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ABSTRACT

This thesis aims at exploring the theoretical lgaocknd of Task-Based
Learning and including ‘poetry’ as a literary gerfioe vocabulary teaching. Twelve
poems by different poets have been included indtiuely to highlight in depth
analysis and to help students negotiate meaninthenclassroom and let them
involved in real communication within the four walbf the classroom. Within the
framework of this study, poetry was chosen to studgetail as they offer a rich
varied repertoire and as they are rich sourcesugihnenjoyment. Moreover, they are
suitable to study even in a single classroom lessanuniversal themes and life
experiences are explored in many poems, it is aayouse students’ interest to get
communicative language use from them in a natti@lisay. In this study this
interest will be aroused by employing differenska’ to involve students in meaning
making process throughout. Moreover, the universityglents which are included in
this study will be exposed to authentic languagearsd thus they will meet unusual
combinations of usual syntax and they will see, tthegt usual syntax will not seem to
apply their expectations about how individual wogdswith others. Moreover, they
will see that they will develop their vocabularnateing throughout the treatment
period. Within the framework of Task-Based Langudgsaching, the following

questions were kept in mind:

1. In what ways TBL activities and poetry can benbmed and exploited in
the classroom to teach a poem in detail?

2. Do these activities contribute positively todsnts’ attitudes and vocabulary
learning?

3. Which activities can be given to students atifeetask stage?

4. Which activities can be studied at the task-ewgthge?

5. Which activities can be exploited to deal withaem in detail and to have a
vocabulary focus at the end of a lesson?

Pre-test post-test design with control group wsedufor the research. Task-

based learning activities were applied in the rigetion group including 16



students and the traditional method was carriedrotite control group consisting of
15 students. The data were collected with Vocalguleest and Attitude Scale

towards Reading Poetry. SPSS packet programme tliasdiin data analysis.

Research results suggest that Task-Based Teackingties presented
through poems have a significant effect on studemsabulary learning. But the

method was not found to be effective on studeritdudes towards reading poetry.

Teachers should keep in mind that, there is noum@ent need to use
literature or poetry in the classroom all the timilis study aims to look and find
ways for the use of poetry. The aim is to find ibuising poetry in the classroom and
offering enjoyable and motivating activities withmtribute positively to the learning
environment. If it is so, alternative ways to bketa will be offered while teaching
poetry in the classroom. Besides, the existingwess will be searched and the term
“use of literature in foreign language learning teoa” will be purified and possible
links between language learning and literature wdference to poems will be

pointed out.

Key words: Task Based Teaching, Vocabulary Teaching, Attitlideards Reading
Poetry



OZET

Bu tezin amaci, Gorev Tabanl@nme Yaklaimi’nin teorik gecmini
aragtirmak ve kelime gretimi icin edebi bir tir olaniiri 6gretime dahil etmektir.
Ogrencilerin sinifin dort duvari arasinda gercekisiete maruz kalmasini gemak,
onlart bir amag icin birbirleriyle gercek anlamdetisime gecirmek vesiirleri
derinlemesine analiz etmek icin farlglirler tarafindan yazilrgi12 farkli siir ele
alinmstir. Siirlerin 6grenme icin zengin ve g¢ili 6 grenme repertuari sunmasi ve
zevkle @renme icin de zengin bir kaynak elurmasindan dolayl bu cginanin
binyesinde incelemek icin bu tir secytimi Bunun yani sirgiirleri bir ders saati
gibi bir sturede de incelemek de mumkundur. Birgiokle evrensel temalar ve hayat
deneyimleri kefedildigi icin, 6grencilerin derste ilgisini cekmek ve onlaringdbbir
sekilde dili kullanmalarini gdamak kolaydir. Bu cajmada d@rencileri sirec
boyunca anlami ga etme surecine dahil edebilmek igin farkl ‘goesid’ dikkatleri
cekilecektir. Ayrica, ¢cagmaya dahil olan tniversitegtencileri gergcek anlamda dil
kullanimina maruz kalacak ve bu ylzden normal <imdnin gordlmedik
kombinasyonlariyla karasacak ve bireysel sozcuklerin ggr sozcuklerle
kullaniimasi konusunun beklentilerine uymayaoa géreceklerdir. Bundan kea,
deney sireci boyunca kelimgrénimlerini gelgtireceklerini de goreceklerdir. Gorev
Tabanli @renme Yaklami cercevesi icerisinde sagidaki sorular hatirda

tutulacaktir:

1. Bir siiri detayh bir bicimde inceleyip gretebilmek icinsiir ve Gorev

Tabanh Ggrenme Yaklaimi hangi yollarla birlgtirilip, kullanilabilir?

2. Bu aktiviteler @rencilerin kelime @renimi ve tutumlarina olumlu
bicimde katkida bulunur mu?

3. OGgrencilere 6n-gérevsamasinda ne tiir aktiviteler sunulabilir?

4. Ogrencilere gorevgamasinda ne tir aktiviteler sunulabilir?

5. Bir siiri detayli olarak calkmak ve ders sonundagr@ncilerin hedef
dildeki s6zcuklere odaklanmasini gksyabilmek icin ne tir aktiviteler

kullanilabilir?
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Bu argtirmada kontrol gruplu 6n-test / son-test deserlakumistir. 16
kisiden olgan deney grubuna Gorev Tabanlgrénme aktiviteleri uygulanmi 15
kisiden olgan deney grubuna da geleneksel metot uygukimmKelime Testi’ ve
‘Siir Okumaya Yonelik Tutum Testi’ ile veri toplangtir. Veri ¢d6zUmlenmesi

asamasinda SPSS paket programi kullargtmi

Arastirma sonuclarisiirlerle yapilan Gorev-Tabanli genme metodu
aktivitelerinin @&rencilerin kelime grenmeleri Gzerinde belirgin bir etkisi olgunu;

Ogrencilerin tutumlar tGzerinde ise belirgin bir etikolmadgini gostermytir.

Ogretmenler sinifta her zaman edebiyat siie kullaniimasi hususunda
zorunlu bir ihtiya¢ olmadini unutmamalidirlar. Bu ¢ama siniftasiir 6gretimi ve
bunun sinifta kullanimi icin yollar bulmayr amackktadir. Amag¢ genceli ve
motive edici aktivitelerle yapilagiir 6gretiminin ggrenme ortamina olumlu olarak
katkida bulunup bulunmagini tespit etmeye camaktir. Etki olumlu ise sinif
icerisindesiir 6gretimi yapilirken alternatif secenekler sunulacal&unun yani sira,
varolan kaynaklar agairilacak ve ‘edebiyatin yabanci dil siniflarindall&nimr’
ifadesi daha da netfgrilecek ve dil @renimi ile siirlerle yapilan edebiyat gietimi
arasindaki olasi lggar gosterilecektir.

Anahtar Kelimeler: Gorev-Tabanli @retme Metodu, Kelime §gretimi, Siir

Okumaya Yonelik Tutum



CHAPTER 1

INTRODUCTION

This study examines the effectiveness of Task-Bas&duction along with
poetry on the improvement of students’ attitudesl awcabulary learning. An
experimental study was conducted to investigatetivdnghe implementation of task-
based instruction through different poems at Dokykil University, School of
Foreign Languages in the academic year of 2007-8 2D0Oproves students’

vocabulary learning or not.

This part will discuss the source, purpose andifsigmce of the problem

and present the research problem, limitations,nagsans and abbreviations.

Background of the Study

Vocabulary is the heart of language teaching. Imynalassrooms in
Turkey, students generally learn the language enstime way. That is, learning is
generally focused on mastery of content, with E®sphasis on the development of
skills and the nurturing of inquiring attitudes.athing vocabulary to students is all
too often teacher centered, with the teacher fogush giving out information about
"what is known" or just translating an unknown wadal teach it. Students are
generally the receivers of information, and theclea is the dispenser. Much of the
assessment of the learner is focused on admimgterocabulary tests and then
grading them. Traditional education is more conedrwith preparation for the next
grade level and in-school success than with helpngtudent keep learning
throughout life. Students undoubtedly learn somedw&dout unfortunately many of
them remain passive and they cannot use them wkeded in natural context or
even in controlled contexts. Within this studyisibssumed that as learners will learn
new vocabulary in natural contexts through TaskeBlasearning, that is by
employing this method on different poems, the legyof new lexical items will be



incidental and students will meet different worddifferent contexts and also they
may have the chance to guess the meanings of néalléems, so all this will help

them accelerate their learning and use those ramsitn different contexts.

Task-Based Learning (TBL) refers to an approacledas the use of tasks
as the core unit of planning and instruction inglaamge teaching. Some of its
proponents like Willis (1996) present it as a ladidevelopment of Communicative
Language Teaching (CLT) since they believe it dramsseveral principles that
formed part of the CLT teaching movement. This lsarproved by stating the shared
principles of both approaches by stressing thabath TBL and CLT, there are
activities that involve real communication for larage learning and also activities
are exploited to promote learning by carrying o@amngful tasks and the language
used in these activities are meaningful to the esitgl and support their learning
process. In second language acquisition both reflseis and language teachers seek
to elicit samples of language use from learnersergloying different methods.
When this matter is considered from the point cesgchers, these samples which
are elicited from students are needed because htekythem to investigate how
second language learning takes place, how leaisimgrformed in the mind and
when we consider the subject from the perspectiteachers these samples serve as
the means by which learners can be helped to Eadnas evidence that successful
learning is taking place. Furthermore, it is cléaat, when students are studying
communicative activities, the samples elicited waéflect the students’ concern for
fluency and how they use L2 to communicate thesagland messages. Currently, it
is known that current approaches acknowledge tkd teelicit samples of language
use that are representative of how learners perfehen they are not focusing on
accuracy alone and such samples provide evidenstidénts’ ability to use their L2
knowledge in real-world communication. It is knotrat, students should be given
opportunity to experience such samples so that tagycommunicate fluently and
effectively in the target language. Hence, taskstaols for eliciting these samples,
so they hold a central place in current SLA redeamcd also in SLA pedagogy.
According to SLA research, the role of formal graamnnstruction in language

teaching should be reassessed and also for themitheo evidence that the type of



grammar focused teaching activities used in manguage classrooms reflects the
cognitive learning processes employed in naturalisihguage learning situations
outside the classroom (Ellis, 2003). As cognitiefers to mental activity including
thinking, remembering, learning and using languageen we apply a cognitive
approach to learning and teaching, we focus omtlgerstanding of information and
concepts and if these connections between coneeptanderstood and rebuilt with
logical connections, the retention of material amdlerstanding will increase. Then
the knowledge is actualized on real occasions. Ating to Skehan (1996: 42) with
the contribution of the studies carried out to i€jathe theoretical basis for a
cognitive approach, the connection between the obleonsciousness and natural
learning is clear and these have concerned theenafuvhat is learned, the role of
consciousness, the role of performance factors taedway in which attention
impacts upon learning. Therefore, all these hélplents recognize the limits of
short term memory, provide students with the chataeconnect their prior
knowledge to current learning and if students’ klemge is taken as a base before
establishing desired goals, those students maylafeveequate thinking skills.
Otherwise, if too much attention is given to knodge goals without consideration
of the students’ acquired knowledge and backgrouhdn there is the risk of
developing knowledge and skills that have no meganm the learning and are
therefore easily forgotten. Ausubel (1968) mentitves anchoring ideas in learners’
minds. These ideas are specific and relevant isheaslearner’s cognitive structure
and those provide the entry points for new infororato be connected. In short, an
anchoring idea is a cognitive construct which semagan anchor to which new ideas
can connect as new information is encountered éythident. Ausubel (1968) sees
knowledge of a domain as a dynamic hierarchy o$ehenchoring ideas. Since the
formation of these ideas is dynamic, the processiesvork differently for different
people. This means that anchoring ideas are pdrsomh may or may not be
meaningful or correct. Therefore, within the bodytlois research, the aim is to
design different tasks for presenting different mpeeand to find out how the
individual students learn new vocabulary while tlaeg carrying out tasks. Also, as
the learning needs of the students will naturaydetermined by what happens as
they complete the task, the teacher does not medete what will be studied and



the students are free of language control. It isartant to state that Ausubel’s work
(Anderson, R.C. et al, 1978) on anchoring ideaviges a convenient structure for
thinking about knowledge formation, but it is austure within which the learner is
relatively passive. The information is taken in anaiv ideas are formed or modified
in a hierarchical way; but how this informatiornta&en and anchoring ideas are used
by the learner does not seem to be addressed. lowWeVBL, students are engaged
in tasks and thus this task work provides a bettertext for the activation of
learning processes than form-focused activities teamtte ultimately provides better
opportunities for language learning to take plalce.TBL, language learning is
believed to depend on immersing students not m@netgmprehensible input, but in
tasks that require them to negotiate meaning anghgm in naturalistic and
meaningful communication. In addition, students fe® to improve themselves
individually in the way and at the speed they wdiatsks are important in the way
they can function as a useful device for planningoaxmunicative curriculum,
particularly in contexts where there are few oppuoittes for more authentic
communicative experiences, for example, many Fuasibns. Therefore, when it
comes to mention the features of tasks, firstig fimportant to state that a task is a
work plan which takes the form of teaching materi@l of ad hoc plans for activities
that arise in the course of teaching. Secondlygs& tnvolves a primary focus on
meaning, thus a task seeks to engage learnersnigp lamguage pragmatically rather
than displaying language. It seeks to develop Id®igiency through communicating.
Thus, it requires a primary focus on meaning. Tie #nd, a task will incorporate
some kind of gap and this gap motivates learnets¢olanguage in order to close it.
The participants choose the linguistic and nontlistic resources needed to
complete the task. Furthermore, a task involveswedd processes of language use
and the work plan may require students to engagelamguage activity such as that
found in the real world. For example, it can beagking and answering question or
dealing with misunderstandings. Furthermore, a t@sk involve any of the four
language skills, it engages cognitive processes iantdas a clearly defined
communicative outcome. As Prabhu (1987) statesas& ts an activity which

requires learners to arrive at an outcome from rgivgormation through some



process of thought and which allows teachers tdroband regulate that process.

In this study, poetry and TBL are considered togefirstly because poetry
will provide students with much more varied expeswlso they will be exposed to a
whole range of lexical phrases, collocations andepas as well as language forms.
Therefore, it is assumed that students will learanyn unknown words either
consciously or unconsciously while they are dealuittp tasks. Moreover, poetry offers
a rich varied repertoire and is the source of nergbyment as Collie and Slater (1987)
state. When poems are included in the course olieison, students may benefit from
them for general enrichment, too. They may alsml#i@e content of what they read and
personalize the content which will in turn promditeir understanding and linguistic
abilities, the content of the lesson will be used aertain occasions freely. The
classroom time will be maximized as students wilidy together to reach real-like
goals and their learning will be fostered thanksagks. Students will mainly focus on
meaning rather than form. Thus, the grammar stuidlybe incidental. Besides, it will
facilitate the acquisition of the target langua@éat is more, when poetry is included
in the atmosphere in the classroom, the culturaramess of students will be enhanced,
too. Moreover, they will learn to put themselveghe characters’ shoes in the poems,
they will have the chance to develop their crititahking skills and as they will have a
product after studying the poems, the learning élenduring and effective. In this
study, it is assumed that students will like stadypoetry through tasks as they will
have much time to spend on communicating duriresi-based lesson and this will be
much fruitful when compared to a traditional PPPrapch. When poetry enters the
classroom, students will have to negotiate meammge as poetry is an art of
condensation and implication; poems concentratenmgaand distill feeling. Students
will experience the feelings; they will make intesfations and evaluate them while
studying tasks and they will be more attentive e tonnotations of words, more
receptive to the expressive qualities of sound dryhm in line and stanza, more
discerning about details of syntax and punctuatibmerefore, while studying in a
natural context, they will use all their resoure@sl learn to read poetry and eventually
they will like it much better in that way.



Purpose of the Study

The activities carried out in the classroom maynhbeaningless after a long
period especially when they are carried out medadlyi by the teacher. In this case,
students easily lose track of what is happenindpénclassroom. Like all human beings,
students want to have some control over what aesvthey pursue and when and how
they choose to engage in them. It is known thatnimgamaking and attitudes of
students are closely related. If an individual cdeis an activity to be meaningful, it is
more probable they will invest themselves in it drave positive attitudes towards it.
As Maehr (1984) states, people possess “a packédgeeanings” based on past
experiences that they carry with them to each nmatson. The purpose of this study is
to investigate the efficiency of the classes inalihpoetry is used as the medium of
instruction for studying English through tasks @maims to find out whether these tasks
contribute significantly to university studentstiatdes and their vocabulary learning.
The study will attempt to compare the studentstuates and vocabulary learning by
giving an “attitude scale” and “a vocabulary acleeent test” which inquires their

vocabulary learning before and after interventieniqd.

Significance of the Study

Poetry is the best words in the best order as Salayor Coleridge (1772-

1834) said. When one is reading a poem, they nequhy attention to sounds and
connotations and also more attention to the deegpnimg@ which underlies the lines.
Poems are also of vital importance because thegivavtotal attention involving the
participation of blood and marrow. Furthermore, $tydying poetry consciously,
students’ unconscious perceptions may be sharpefeely will undoubtedly find
pleasure in them and by reading the same poem &mynimes, they will come to
realize that huge meanings can be figured out 8onply lying lines. During the study,
attention will also be given to helping studentsvhio see the important elements that
constitute a poem. In addition to this, study okfop will be designed as tasks to
improve both fluency and accuracy in the classro®toems are mostly read for
pleasure; but they can be very effective for teagha foreign language, especially

vocabulary. Blended with poetry, TBL will provideree basic conditions for language



learning that are exposure, use and motivationksTagll also provide variety and
security in the class. Many researchers find oetredetail about TBL. However, there
are not many studies about poetry through Taskdhsearning. Since there is a natural
progression from the holistic to the specific, sedy of poetry through TBL will offer
learners a holistic experience of language in usethe experience will be meaningful
and authentic-like as the poems which will be exptbin the classroom are real piece
of literature. Since all students need variety axgosure to the target language to
improve, specific features naturally occurring e tanguage will be practiced through
tasks by using different poems. This will provitke students with real language use in
pairs or groups and they will achieve clear tastcames as a result and hopefully this
will foster their cognitive strategy use, too. Rgeind TBL are generally studied alone.
In this study, they will be combined to enable laage teachers to see different
perspectives of teaching literature, which is tee af poetry in the classroom. Thanks
to this, it will help them renew their teaching ls/ and strategies in teaching
vocabulary. In the study, 12 poems by differentrpsewill be studied through TBL

activities to help educators teach poems.

Statement of the Problem
In this study, the purpose is to seek answersaddifiowing questions:

1. Does the study of TBL have a significant effentstudents’ vocabulary

learning?

2. Does the study of TBL have a significant effectstudents’ attitudes after

a treatment period in the study of poetry?

Sub- Problems

1. What effects does the study of poetry through. TBwve on university

students’ attitudes?

2. What effects does the study of poetry through Tve on university

students’ vocabulary learning?



3. What are the reactions of participants aboutstiney of poetry through
TBL in the classroom after a period of treatment?

Assumptions

The factors which cannot be controlled are madealeop both groups (the
treatment group and the control group) by the mebea. Besides, the participants
are going to answer the items in the attitude smatkvocabulary test sincerely.

Limitations

In this study, poetry tasks are limited to preparastudents of English of the
School of Foreign Languages at Dokuz Eylul UniwgrsiThe participants are only
preparatory students. Therefore, in this study dbivities can merely be applied to
preparation students of English and the resultsocdy be valid for these students. The
study is limited to 12 poems by different poetshrsas Emily Dickinson, Sri Chinmoy,

Robert Frost and Williams Carlos Williams.

Definitions and Abbreviations

Task: A task is a piece of work or an activity, usuallythwa specified objective,
undertaken as a part of an educational courseqidt, \wr used to elicit data for research.
(Crookes, 1986).

Task-Based Learning:It refers to an approach based on the use of tskise core
unit of planning and instruction in language teaghi

TBL: Task-Based Learning

CLT: Communicative Language Teaching

DM: Direct Method

SW: Silent Way

ALM: Audio-Lingual Method

GW: Group work

PW: Pair work

IL: Inter-language

SLA: Second Language Acquisition

L2: Second Language



CHAPTER 2

THEORETICAL FRAMEWORK

This chapter firstly presents vocabulary teachind developments in the
area and continues with its current practice inglemge teaching. Moreover,
historical background information on vocabularycteag and later its current place
in methodology and also in TBL is presented. In tlext chapter, the history of
poetry, using literature in the classroom and poeétr language teaching are
emphasized. This is followed by a more detaileadudision of task-based learning,
its definitions, its goals, advantages, tasks aadlufes of tasks, and the instructional
phases of TBL. The tasks used for the purposeisfstady will be examined in the

context of task descriptions in the literature.

VOCABULARY TEACHING

The old proverb ‘what is new is not true and wlsatrue is not new’ is
particularly relevant to the history of vocabulasaching. Linguists, philosophers
and pedagogues have been interested in the probigised by words and the
understanding of them for centuries. In the pastabulary teaching and learning
were often given little priority but recently thelnas been a renewed interest both in
the nature of vocabulary and its role in languagehing and learning. As Richards
& Renandya (2002) assert the status of vocabulksyns to be changing recently as
the notion of a word has been broadened to indexieal phrases and routines and
it is suggested that these stages are of vital itapoe for communication and
acquisition. Cook (1991) also holds that dictioearcan lead learners to a false idea
that vocabulary is a list of words, each with omenmre meanings attached to them.
Instead, it is asserted that words are relateée¢b ether in many ways and this way
they can be remembered and stored by languagestsaioreover, recently access
to the large corpora has enabled the applied lstguo identify common patterns of
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collocations, word formation and metaphors receatlgt the idea that these patterns

are of everyday utterances of speaker’s lexicalpmience has been strengthened.

“Words, so innocent and powerless as they aredstgnn a dictionary;
how potent for good and evil they become in thedsaof one who knows how to
choose and combine them.” Nathaniel Hawthorne.d8rueslee & Zak, 2004)

It seems almost impossible to overlook the impa#aof the power of
words as they literally have changed and will aaundi to change the course of world
history. Without doubt, teaching vocabulary, eninghlearners’ vocabularies and
guiding them to develop the necessary skills hagmt succeed not only in their
education period but also in their lives. Our apito function in today’s complex
social and economic worlds is affected by our lagguskills and word knowledge to

a large extent.

Richards & Renandya (2002) emphasize the placeadhulary in language
teaching by stating that vocabulary is a core campbof language proficiency and
they hold that it is lexis which provides learnarth the basis for how well they
speak, listen, read and write. It is suggested|danhers should be taught strategies
for acquiring new vocabulary as learners withouersive vocabulary knowledge
often achieve less than their potential and magibeouraged from making use of

language opportunities.

Croll (1971) puts forward that teaching vocabuleryundoubtedly one of
the English teacher's most difficult tasks as vataty lessons are generally
uninteresting to students and also they are t@nafteffectual. Yet, it is essential to
acquire full vocabulary for self-expression. Moregvhe criticizes the typical
vocabulary lessons as they often follow the tradai pattern of mechanical
memorization of words and definitions to be repailion tests. Thus, it is asserted
that such rote learning is often quickly forgotté&i. better this situation, making the
new words a part of students’ environment is sugge<arter & Mc Carthy (2002)
also state that the subject’s interaction with &m¥ironment is a major factor in

language and vocabulary acquisition as this relahgp provides the associations
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and leads learners to use their mental activitesception and action are the basic
processes that affect language and vocabulary sitiquoi

The process of learning a second language has lodem described as the
learner's progress along the Interlanguage contindtom a non-existent
knowledge towards native-like competence withowessarily reaching it. If this
is the view we take of L2 acquisition, then vocalullearning should involve a
gradual increase in the learner's vocabulary sszéh@ most striking difference
between foreign learners and native speakers thenquantity of words each
group possesses. (Laufer, 1998: 255)

The developments and debates in relation to voeapttaching in general

and to different methods in the field will be tredestly.

Grammar-Translation Method and Vocabulary Teaching

Historically, vocabulary was central in the Gramfhaanslation Method
as well as the Direct Method (Tozcu & Coady, 2004).Grammar Translation
Method, through the use of mother tongue, learpeastised new words in literary
texts usually by follow-up questions at the endaofiterary passage. It mainly
emphasized structural language learning, rote mieat@n of sentence patterns,
vocabulary and literary language. Written languaggs of vital importance in
Grammar Translation method, so these kinds of iiesvwere supported (Richards
& Rodgers, 2001). Traditionally, it was thought ttheocabulary instruction was
equal to teaching word meaning; thus students éehlists of words, synonyms, and
antonyms in the belief that vocabulary extensiomkwweas dealt with in this way.
Vocabulary selection was based merely on the tekish were exploited in the
classroom and students were presented bilinguad Wigts which did not tackle the
semantic aspects of the words. Dictionary studyraedhorization were emphasized
to a large extent, as well. However, according to &d Kim-Seoh (1996: 56), this
kind of instruction does not give learners a battederstanding of the kind of lexical
choices available to proficient users of the lamguand also doesn’t help them why
one alternative is preferred to another. They ssigghat teachers must be
encouraging about making students have a habitoaiparing and contrasting

particular uses of language.
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The Direct Method and Vocabulary Teaching

Within the Grammar Translation period, the proceduwas so
straightforward. Teachers presented the targetuksgeg in ready-to-master pieces
and they started with the easy parts and graduatlyed towards the harder parts.
This is the typical PPP (Present, practice, progoomel of language teaching. This
meant that if students did errors throughout tree@ss, it was the evidence of poor
learning so, PPP treatment was essential. (WillB96). Other innovations in
language teaching fostered using a speech basedaappto language instruction.
The Direct Method, for instance, encouraged teachzruse the foreign language
almost exclusively, and while it allowed some udetlte mother tongue for
grammatical explanations, it suggested that somegrar, or knowledge of the rule-
based structures of a foreign language could beioh by exposure to the target
language used by the teacher, so it only reinfoecesh back effect and a structural
methodology according to Watanace (1996, as citedhdamson, 1998). Bovee
(1919) makes it clear:

Direct Methodists agree that, at first, the vocabuimust be concrete, near
the experience of the pupil, and capable of dematish by means of objects
and action. Yet, it seems to me that it would ke plart of common sense to
choose the words in accordance with the needseostildent, not only in the
classroom but also in his daily life. (Bovee, 19&59)

It is based on the idea that target language cbelthught successfully to
students if it is taught in the way the first laage is acquired. Furthermore, the
Direct Method was an answer to the dissatisfactuth the Grammar-Translation
method, which teaches students grammar and vocghthimugh direct translations
and thus focuses on the written language. The mmciple related to vocabulary
teaching in the Direct Method is that only everydagabulary and sentences are
taught and vocabulary is taught through pantomimneglia and other visuals to

achieve native-like pronunciation.
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The Audio-lingual Method and Vocabulary Teaching

Toward the end of 1950s, the Audio-lingual methadNl, henceforth) in
the U.S. and Situational Language Teaching in ThK. Wominated language
teaching pedagogy. ALM favoured the spoken langudithe emphasis in this
method was mostly on the use of accurate pronuosiaand structures while
speaking in the target language (Richards & Rodg2061). Carter & McCarthy
(2002) state that structuralism and contrastivelyaisa along with behavioral
psychology, gave rise to Audio-lingual method. Witle shift to transformational
linguistics in the 1960s only reinforced the idbattlexis was somewhat peripheral
and this was an irritating regularity in an othesavordered grammar. In Britain, with
the Firthian tradition, there more attention waglga vocabulary, but still there was
strict vocabulary control and the selection of umdary was given prominence.
Thus, the learners and their needs were not tagdddctly.

It is certain that the method is against the idéaeaching of too much
vocabulary and for the mastery of structure. Lessame based on pattern practice,
minimal pair drills and pronunciation practice aatithese are designed to develop
speech habits equivalent to those of a native gpsakKasap, 2006). Learning of
structures is fulfilled through the practice ofteats of sound, order, and form rather
than by explanation in ALM. (Brooks, 1975). Langadgaching is not meaningful
as little attention is paid to natural and meanihgfise of new language in
conversation. ALM stresses that language is a fhrmaée governed system and it
mainly focuses on the mechanic aspects of langleaming and language use
(Richards & Rodgers, 2001). Audio-lingualism reathds period of most
widespread use in the 1960s and was applied to toothe teaching of foreign
languages in the USA and to the teaching of Englista second foreign language
but later practitioners found to be unable to tfanskills acquired through ALM to
real communication outside the classroom. But, wihenleading methods of 1950s
and 1960s are considered, it is clear that theye h@bme severe shortcomings.

Kumaravadivelu (1991) strictly criticizes ALM by twog that language learning is a
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developmental process by which a partial learnihghany items at a time is meant
and also it is a subconscious activity which is enacidental than intentional.

During the less complicated days of audio-lingumaliand structural
teaching, the teachers ostensibly knew what theg wepposed to teach and the
learners ostensibly knew what they were supposddatm- primarily because
structural textbooks carried, at the beginning\arg lesson, a list of grammar
and vocabulary items which were the focus of thattipular lesson.”
(Kumaravadivelu, 1991: 99)

Carter & McCarthy (2002) hold that in the 1970sspmlee devoting a
considerable interest to vocabulary teaching, nough attention was paid to raising
vocabulary to a prominent level in teaching. Wikif1972) lamented the neglect of
vocabulary in audio-lingual years and thus it is surprising to see his later concern

with the centrality of meaning in the notional h@iional syllabus.

As Foster (1999) suggests, too, traditionally laggilearning was regarded
as a process in which students had to master ¢é@ghbg succession before moving
to another. But, according to recent methodologiethe field, language should be
taught around a real reason and should involveestsdemploy many things at a

time. It is apparent at this point:

... that lexis, grammar, and discourse should mmdo be thought of as
separate strands in the language syllabus. Anretigg approach would allow
the teacher to shift attention from one to the otdred back again, in a manner
that is natural and unforced ... This would mean pagér having the
“vocabulary lesson” as such, but instead teachiocpbulary through reading,
and selecting passages for the reading skills hegsth a view to incorporating
vocabulary and grammar activities. (Ooi and Kim{gei996: 57)

Silent Way, CLL, Suggestopedia and Vocabulary Teaéhg

Other competing methods are Silent Way, Communégduage Learning
(CLL) and Suggestopedia. These methods emphasizgudge learning in a
meaningful way and they all emphasize oral proficiein their aims. Although
these methods have some positive benefits suclressiag the humanistic side of

language learning, they fail to pay equal attenttonlinguistic dimensions of
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language. In CLL for instance, language is almasight without addressing

psycholinguistic and cognitive processes involveddcond language acquisition. As
Kasap (2006) stresses that knowledge of the lamgisagtill central, although these
methods encourage more communicative languagehasang structural knowledge

is the main area of concern. As Richards & Rod@2061) stress CLL does not use a
conventional language syllabus which focuses grammacabulary and other

language items to be taught in advance. Insteagribgression is topic-based with
learners nominating things they wish to talk aband messages they wish to
communicate to other learners. The teacher acta amediator to provide a

conveyance for these meanings in a way approptaatine learners’ proficiency

level. Moreover, specific grammatical points, vadalby and lexical patterns are
delayed to be isolated by the teacher for moreilddtatudy at later stages. Silent
Way, similarly, pays attention to functional voctsy. The most functional and

versatile vocabulary are prominent within the badythis method. On the other

hand, Richards & Rodgers (2001) point out that $stgpedia is a method which
puts emphasis on memorization of vocabulary paggis is central in classes where
Suggestopedia method is used. Lexical translataher than contextualization is
emphasized within the body of this method, though.

Communicative Language Teaching and Vocabulary Tedning

When compared with other methods, CLT is a genapigroach and may
seem non-specific at times in terms of how to dituaach different skills in a
systematic way. But, one thing is for sure that@menmunicative Approach does its

best to expand students’ communicative competence.

As Carter & McCarthy (2002: 41-46) put it, towartie end of the 1970s
with the development of the Natural Approach, thatimational benefits of an early
stage of receptive vocabulary growth were encow&yecomprehensible input from
the teacher. Thus, vocabulary teaching was comihgage and there were
considerable improvements in the area such asemiasgsits place within language
teaching, bringing the learner to the centre stageing the lexicon as a resource for

the needs of the learner and for strategic usehéndaining of communicative
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objectives and lastly bringing lexical semanticd&ar the incorporation of notions
such as sense-relations and collocation into tegchaterials. Therefore, the idea
that words taught in isolation are generally hardetrieve as the full meanings of

words come from encountering them in a rich linjaisnvironment was supported.

Moreover, as communicativeness and meaningfulness the two poles of
receptive and productive language use in the conoative ideology, these ideals
became highly influential in applied linguisticseth As a result, lexicon was
beginning to be seen as a resource for communicatiol this led to an interest in
lexical strategies. Wilkins (1972: 111), also, nmemlkecrucial point here by stating
“Without grammar very little can be conveyed, withowocabulary nothing can be

conveyed.”

Moreover, Hall (1972, cited in Coady & Huckin, 20G&rried out a study
which focused on the acquisition of vocabulary tigio split-information activities
and found that the vocabulary learning of studemtsking on these kinds of
vocabulary activities was greater than that of shedents working with a teacher-
fronted environment. Therefore, the idea that nagoh of vocabulary proved to
bring about more improved vocabulary gain on thet pd the learners was

strengthened.

The Lexical Approach and Vocabulary Teaching

The lexical approach to English language teachiras meceived a
considerable interest in recent years as an atteento grammar-based approaches
which highly focus on the teaching of grammatidalctures. Richards &Rodgers
(2001) state that the role of lexical units hasnbeenphasized in both first and
second language acquisition research and linguistiory has also emphasized the
centrality of vocabulary in linguistic descriptionMoreover, when the
transformational and generative linguists who wereerly occupied with syntax as
their primary focus was the lexicon, how the lexicwas formatted, coded and

organized, the lexicon received a primary focustiermore, Chomsky, the father of
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contemporary studies in syntax, adopted a lexisgorime position in his Minimalist

Programme.

The lexical approach focuses on lexis- that is,ds@nd word combinations
rather than grammar, functions, notions or somerathit of planning- and it reflects
a centrality of lexicon in language teaching. fedd a three-step procedure to fulfill
the needs of the learning process. The first Segbserving and this stage requires
learners notice the words in a suitable contextidim triggers the acquisition of a
lexical item at the first stage. The second steplires hypothesizing which enables
the learners to negotiate the word and the lagt steolves experimenting those
hypothesized words. It involves practicing the wordghortest terms. Lewis (1993)
holds that the lexical approach aims to developnkxa’ proficiency with lexis, or
word combinations. It is based on the idea thatgreimending and producing lexical
phrases as unanalyzed wholes, or chunks comprismportant part of language
acquisition and within the body of this approackse chunks become the raw data
by which learners perceive patterns of languagdtiomally thought of as grammar.
Moreover, Lewis (1997) defends that his lexical rapgh is not simply a shift of
emphasis from grammar to vocabulary teaching, amgtiage consists not of
traditional grammar and vocabulary, but often oftiword prefabricated chunks.”

The belief in grammar rules and the importancewaliding mistakes both
go very deep into both teacher and learner expestatTo question their value
and decrease their importance is, in itself, acadinethodological innovation
for many teachers. But a lexical perspective ingpleethods based more on
guestions than answers. It also encourages in leatimers and teachers an
acceptance of ambiguity and uncertainty which urmelkedanguage. Students
need a certain security in the classroom, but @amnmegment of learner training
is to gradually move students away from the (uguallse) security of learned
rules and formally ‘accurate’ sentences, towardwilingness to use even
inadequate linguistic resources to attempt to conmaoate real meaning. The
importance of helping learners to live with thedasrity intrinsic to ‘trying to
say what you really mean’ cannot be overestimd#flis & Willis, 1996: 14)

It is clear that much improvement has taken placéhe field, and these

developments have triggered the methods, technigndsmaterials for handling
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vocabulary teaching. While some methods considealvolary crucial in their aims,
other emphasize structural perspectives in langtesagshing.

For the teaching of vocabulary, on the other hdeldence & Searfoss
(1980: 43-45), offer a useful technique; that igtegorization to speed up students’
vocabulary growth by claiming that besides imprgviprediction and problem
solving skills, it helps students find some sensa arder in their own experiences.
Categorization involves Word-Fluency, The List-Guduabel Lesson, and Feature
Analysis. Word Frequency is a vocabulary develogntechnique in which one of
the two students attempts to generate as many vawgmssible in sixty seconds.
The List-Group-Label lesson is to help studentsdkartechnical vocabulary in
elementary level social studies and science clasisesoncept of the lesson can be
broadened to improve systematically the vocabukamy categorization skills of
students in all grades. Lastly, Feature Analysferseto the way in which human
beings organize knowledge. In practice, Featurdysigenables students to see how
words are related and, at the same time, see heyvrdmain unique. Likewise, as
Carter & McCarthy (2002) put forward, the Frenchrikeancois Gouin offered to the
world a new system for the learning of vocabulampich consisted of arranging
words into some categories corresponding to typsmduences of actions and
processes as he was frustrated by his earlierdaitulearn German vocabulary. On
the other hand, Coady & Huckin (2003) offer two way teach vocabulary so that
they can be accessed easily. These are fluenaytigstiand richness activities. It is
asserted that fluency activities provide a goochpat an item whereas richness
activities increase the syntagmatic and paradigmaiationships, thus providing

many points of access to an item. Fluency actwiti@ve some features.

1. They may involve processing quite a lot of laagg!

2. They make limited demands on the language uset; i) they involve

material that does not contain much unfamiliar leage or many unfamiliar
ideas. This allows the user to give most attentiotie fluency goal.

3. They involve rehearsal of the task through prej@raplanning or repetition.
4. They involve some encouragement for the learnereézh a high rate of
performance which requires that the activities lneabigh level of automaticity.
Coady & Huckin (2003: 249)



19

Richness activities, on the other hand, aim toease the number of
associations attached to a word and these assmgatnply the syntagmatic and the
paradigmatic relationships. Syntagmatic relatiopshtoncern how words are put
into order and how they are used in a larger Watadigmatic relations, on the other
hand, are those that associate a word with relatghings. Cruse (1986) states that
there are numerous options about these relationgnd these relationships can be
developed through matching and classification &, Channel (1981), too, is in
favour of including paradigmatic aspects of lexizocabulary learning. He suggests
incorporating semantic insights from field theorgdacomponential analysis by
adapting fields and components into grids and scébeillustrate the semantic
features of items and their collocability. This wadtyis asserted that learners can
know how individual words are related to others hod they can be used with other
words; so that learners will be able to elaboratartword knowledge. Moreover,
Cook (1991) points out that how the word is practiss more important than how
often it is practised since he is of the opinioatthow well learners remember

something depends on how deeply they process it.

However, Hunt & Beglar (1998) offer three approache vocabulary
teaching and learning. These are incidental legrniexplicit instruction and
independent strategy development. For incidentalniag to take place, it is
suggested that learners should be given ample typpies for extensive reading
and listening. Explicit instruction, in contrastyolves diagnosing the words learners
need to know, presenting those words for the finsé, elaborating word knowledge
and developing fluency with known words. Lastly,dépendent strategy
development involves training learners to use dicries and practicing guessing
from the context in order to make learners morejpahdent throughout the learning
process. It is also suggested that guessing framctmtext is a time-consuming

process and it is more likely to work for more jic@nt learners.

Carter & McCarthy (2002: 62-75), on the other haoffer some steps to
carry out vocabulary teaching and divide vocabulsgching into two general

categories as comprehension and production. Focdhgrehension to occur, the
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first step is to enhance understanding of learapdsto make them understand what
unfamiliar words mean. It is especially emphasitted learners should experience a
word in many contexts to get a complete understandf its meaning. To enhance
understanding of unfamiliar vocabulary; making ugecontextual clues such as
grammatical structures, intonation in speech, puatain in writing, recognizing the
redundancy, anaphora and parallelism in discourse¢ making use of word
morphology are suggested, as well. Lastly, to eohatorage, put it differently- to
help learners remember the unfamiliar words ang hleém store words in their
memories, some devices such as mnemonic deviasphbired associates and key
word technique are suggested. Moreover, to incrdasdearners’ interaction with
the environment formal groupings which involve stng the morphological
features are suggested, reporting that this isandesirable end though. Besides,
presenting words as word families, making formabugings on the basis of
historical and orthographical similarities, espbygid learners are learning cognate
languages, are thought to be effective in vocalulerarning. In addition,
collocations in teaching vocabulary are emphasiasdthese associations assist
learners in committing these words to their mensoadong with aiding them in
defining the semantic area of the words. Lastlys isserted that using vocabulary
and managing to take part in conversations araairior production as these lead to
the self-confidence which is thought to be necgsar taking more chances with
the language. Carter & McCarthy (2002) agree thatetbping the fluency of
learners is crucial in language learning as Coadyukin (2003) put forward
beforehand. Pidginization is offered as an optionirhprove learners’ putting
language together and making them avoid the seffitmiaing which may hinder the
use of the language. It is suggested that the itegai content words can precede
the teaching of function words at the initial sg@ad inflectional affixes may be left
to later stages. Furthermore, it is emphasizedtb®knack of circumlocution should
be taught to learners. It may include coining wawdill lexical gaps in language
with devices such as derivation, compounding, bhend imitation and
backformation and thus these will allow learners expand their vocabulary
knowledge without memorizing new words and undodiytevill lead to fluency. To

better the storage of information and improve rében it is pointed out that
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techniques that enhance production have to bereehten meanings of words rather
than on their forms as most of the production lagla with searching for an
appropriate meaning to fit the particular occasibinerefore, situational sets which
are cohesive chains of relationships in discounge thought to be effective in
enhancing learners’ fluency and improving theienéion. Moreover, using semantic

sets, metaphor sets, collocations and lexical plsrase suggested.

Likewise, it is worth mentioning Rosch’s ‘prototypleeory’ at this point.
(Cook, 1991). This theory suggests that, rathen ttee components of meaning,
there is an ideal of meaning in our minds. It iggasted that speakers of a language
respond to the things they see and talk by depgrmhina central form of concept in
their minds. This central form of concept in theiinds works as a prototype and the
things they see or talk either correspond or defpamh this prototype. This theory
also suggests that learners, especially childesarnl words that are basic as these
words reflect aspects of the world, and this bbesiel of vocabulary is easier to learn.
(Cook, 1991: 38-39). Therefore, within the body tbfs research the specially
designed poems are expected to serve the needmroets by providing an ideal

meaning for them to reflect on.

Nattinger (1980) states that it is more realistic @mphasize language
processes rather than language structures, pericem@aodels as they provide us
with more realistic accounts of language behaviban former competence theories.
Thus, it has been suggested that this way of Igpkingrammar requires us to think
of lexicon in much broader terms and that we neegay more attention to the

importance of prefabricated speech routines indagg behaviour.

Nation (2003: 60-61), alternatively, offers ‘Whit it?’ technique as a
useful way of vocabulary learning, which makes neas become familiar with the
spoken form of the word and link it to its meaning/hen the learners learn this way
and the teacher verifies by translating the meawh¢he word in this way after
giving them enough time to think about what the dvareans, it is suggested that

learners will make a very good start. However, éhare some features in two
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categories which are thought to better learnergabalary development. The first
category includes the design features such as tregethe word and its context,
giving careful attention to the word and its comseand providing a variety of rich
contexts. The second category, on the other hamtecns the necessary conditions
which are thought to be necessary for vocabulaguiadion. These include having a
positive attitude to the activity, noticing the rteseveral times and thoughtfully
processing its meaning. In contrast to Hunt & BEgl&§1998) idea that incidental
vocabulary learning works well, Richards & Renan(B@02) stress that Nation is in
favour of a more planned, deliberately controlled aonitored process, the way he

approaches to vocabulary teaching seems more sytstem

As a result, to teach vocabulary many approaches bmerged. As Carter
and McCarthy (2002) emphasize it is possible totaeeprincipal strands emerging
over the last forty years or so: the debates thaé haken vocabulary in and out of
fashion as an aspect of language teaching, andahelopments that have nudged
forward the methods, techniques and materials cBbolary teaching. Structural
approaches put the emphasis on phonology and $ignpadterning whereas recent
approaches focus on the semantic aspects of lexiee.mWith the shift to
transformational linguistics in the 1960s, the idbat vocabulary learning was
peripheral was reinforced. As Widdowson (1990: 1538) puts it, the so-called
‘structural approach’ focuses attention on knowirlgoreover, the activities in this
structural method aim at stimulating participationthe use of skills to help in
learning the language system as a medium for mgamitmer than normal uses of
language. Moreover, Halliday et al.Fhe Linguistic Sciences and Language
Teaching(1964) still pays attention to the selection of almglary for teaching and
they do not tackle the issue of learners and theg&ds. But it is important to state

that they give importance to the contextualization.

Vocabulary teaching has attracted many linguists @&ns suggested by
many of them that vocabulary teaching is of vitaportance and it should even
precede the teaching of structural items. For exangmith (1969: 531) dictates the

need for vocabulary teaching by saying that it ist practical to postpone
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"vocabulary enrichment" as a reward for virtue goés on to stress that there is an
immediate need to teach vocabulary, rather thaittent; since the student has to
communicate and read now. Therefore, enrichment coaye later. Moreover, it is
pointed out that prolonged limitation of vocabulaviile the student masters more
and more structural patterns leaves him unablepe avith his textbooks and with
lectures and to join effectively in discussion. IC(b971) is, too, in favour of explicit
vocabulary teaching by stressing that a full votatyuis essential for a learner to

express themselves adequately.

A person grows with his vocabulary. Concepts broaaed become more
complex as an individual acquires new, more pretgsas in which to express
them. The importance of teaching vocabulary cateotlenied, and it must be
taught effectively, so that students experience éhachment of knowing,
understanding, and using new, more definite wq@dsoll, 1971: 378)

Besides, two recent studies (Paribakht & Wesch@7;18immerman, 1997,
as cited in Tozcu and Coady, 2004) have found taed positive evidence in favour
of explicit vocabulary instruction in an ESL settilAccording to Mezynski (1996,
as cited in Weizman & Snow, 2001: 266) effectivealoulary instruction enhances
lexical acquisition. Moreover, Nation (1993: 118sses that “the focus of teaching
initially needs to be on increasing the size of lner’s recognition vocabulary.”
Moreover, Judd (1978) goes on further and offeas # most traditional textbooks
and curricula procrastinate vocabulary instructi@achers who believe in massive
vocabulary expansion at early stages must creaie ohvn materials. Besides he
handles the vocabulary choice problem by suggestuagcriteria which should be
used in the vocabulary selection process. Firsthghould be usable within the
students' grammatical knowledge and next it musidedul to students' needs, both
present and future.

Consequently, it is of vital importance to makeacle/hat it means to know
a word. Since the end of 1970s, there has beenamatic stress on teaching
vocabulary. Whereas presenting vocabulary as b$ti#ems to be learned was
popular in the structural era; there has been augtashift to the learner and

linguistic, psycholinguistic, and sociolinguistispeects of word knowledge recently.
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As Richards & Renandya (2002) put it, in the pastabulary learning was often left
to look after itself and received minor attentionmany textbooks and language
programmes. Cook (1991) stresses that the posifitine word in discourse is vital
as he is of the opinion that L2 learning of vocabyldoes not mean just learning a
word once but learning the range of meanings tbatvigh it. It is pointed out that
how words fit into sentences and how they behaveligtourse is vital. Thus,
although the course curriculum was specific abotiatwto teach in terms of
grammar, reading and speaking; vocabulary recdittégl specification in the past.
Besides, research on vocabulary in recent yearemasled many specialists in the
field to clarify the levels of vocabulary learnitgarners need to achieve in order to
read both simplified and unsimplified materials angrocess different kinds of oral

and written texts.

Thus, this brings any researcher into the questigrecisely what it means
to learn vocabulary. Richards (1976: 83) tries &okle this issue by bringing

characterization of lexical competence down to elghad assumptions.

1. The native speaker of a language continues parek his vocabulary in
adulthood, whereas there is comparatively littlealigoment of syntax in adult
life.

2. Knowing a word means knowing the degree of fdoditya of encountering
that word in speech or print. For many words we &isow the sort of words
most likely to be found associated with the word.

3. Knowing a word implies knowing the limitation®posed on the use of the
word according to variations of function and sitoat

4. Knowing a word means knowing the syntactic bedraassociated with the
word.

5. Knowing a word entails knowledge of the underyform of a word and the
derivations that can be made from it.

6. Knowing a word entails knowledge of the netwofkassociations between
that word and other words in the language.

7. Knowing a word means knowing the semantic vafue word.
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8. Knowing a word means knowing many of the différmeanings associated

with a word.

These assumptions are noteworthy as this poiniest wies to show that
vocabulary learning and vocabulary teaching praeesse complicated in nature.
Furthermore, it tries to approach vocabulary teaghia different paths and refers to
separate features of learners’ lexical competeln&ewise, Twaddell (1973) points
out that the unsatisfactory repertory of words in i not due to ingenuity or

diligence, but rather the difficulty inherent incabulary learning.

Judd (1978), on the other hand, puts forward thadlittonal theories
perceive vocabulary acquisition as a means to ingreeading and listening
comprehension and not as a skill vital in its owght and is in favour of massive
vocabulary instruction as early as possible. Julr§: 71-73) supports Richard
(1976) at this point that language learners’ votaims will increase throughout
their lifetimes and they will never master all thexical items in their native
language. Moreover, it is asserted that vocabuleagching receives a secondary
status and it is not taught as a skill itself.

Anthony (1975), too, emphasizes that the teaching &arning of
vocabulary has not attracted the same degree eesttwithin language teaching as
have such issues as grammatical competence, dordramnalysis, reading or
writing, which have received considerable attenfimm scholars and teachers and
draws a link between the apparent neglect of vdeapand the effects of trends in
linguistic theory by pointing out the word has omécently become a candidate for

serious theorizing and model building within lingugs.

Most methods are preoccupied with indirect teaclihgocabulary rather
than taking it to their focal point. Thus, vocabylanstruction is seen as a means to
an end and not as a goal in itself and as a regullents, upon leaving the sheltered
atmosphere of the ESL classroom, often find theweseht a literal "loss for words"

in the uncontrolled English-speaking environmengnkg, the students encounter
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frustration and even claim that their ESL trainiaga waste of time since they have
great trouble understanding and using English mirtkdaily academic and non-
academic endeavors. To wrestle with this problems ioffered that vocabulary

instruction should begin quite early and more emsghashould be given to

vocabulary teaching. Moreover, Hunt & Beglar (19384) offer some points that

may ease teaching and learning of unfamiliar volzaku These include showing

learners more than the form a word to teach ittista by semantically unrelated

words and avoiding words with similar forms andselly related meanings at the
same time, studying words regularly over severssisas rather than studying them
for one or two longer sessions, studying five teesewords at a time and dividing

larger numbers of words into smaller groups, usintjvities such as the key word
technique to promote deeper understanding andrhbettention and lastly making

vocabulary cards and elaborating word associatoamsbe benefited to familiarize

learners into unfamiliar words.

Likewise, Twaddell (1973) points out that therdhe inherent difficulty of
mastering an adequate vocabulary in any languagkiding one's native language
and goes on to state that the doctrine-that voeapus a relatively minor aspect of

language structure-can be harmful to foreign laggu#&L) teaching and learning.

It is easy to understand why there is no conseasumng teachers as to
vocabulary teaching- except for the general coroncthat our students learn
vocabulary control slowly and erratically. Theretige inherent difficulty of
mastering an adequate vocabulary in any languagguding one's native
language. And for learning a FL, there is also gomdifficulty deriving from
some basic misconceptions as to the nature of abwubary and vocabularies.
(Twaddell, 1973: 62)

Nilsen (1976: 99-100), on the other hand, appromadhe subject from a
different perspective and puts forward a confligtiiew in vocabulary teaching to
object to the view that “vocabulary out of context8 useless. Firstly, a
discrimination needs to be made between paradignaatil syntactic relations. The
former relates the way whereby word meaning is r@ction of other words it

contrasts with, and the latter is related to thet fahereby word meaning is a
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function of syntactic interrelationships among Wards in a sentence. To prove that

vocabulary out of context is also meaningful sist$aare presented.

1. That the same word can have very different nmggnidepending on the
linguistic and social context into which it is péat

2. That no word in any language has an exact elguivan any other language.
3. That no word is the exact synonym of any otherrdw

4. No word has the same meaning for any two spsakea language, because
the total lexical inventories of the two speakeii$ ve different

5. A word will have a different meaning at two difént times in the life of a
single person, because his total lexical inveni®ionstantly changing.

6. A person trained in a particular subject arelh mormally have a larger
vocabulary in that area than will one not trainedhat area, and many of the
words in this larger vocabulary will have more speeneanings to him than to
the non-specialist. (Nilsen, 1976: 100)

These important facts are of vital importance m$knse that a typical word
may also have meaning outside of the context, ds Besides, they point out the
importance of the syntagmatic approach and paraatignapproach to vocabulary

instruction.

Likewise, Nation (2003: 64) employs the term “detestualization” and
puts forward that decontextualization occurs wlatgliage learners pay attention to
the lexical item as a part of the language rathantas a part of a message by
defending that learners need to consciously seguége items as parts of the
language system rather than only as messages tirethe language, for there is

evidence that it can help learning.

Vocabulary teaching is undoubtedly is a cruciap dtehave a control of the
target language and many ways have been offerddabwith teaching vocabulary.
Kornu (1979), for instance, discriminates between main aspects of vocabulary
teaching. The first one aims present the meaning of the words to be acquired in
correct and thorough way. The second stressesh@airganization of the teaching
must be carried out to improve retention. The fagbect is directly related torrect

production, and the second to fluency.
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When the presentation of systematic vocabularyorscerned, considering
high-frequency words is emphasized as an optiotheas are essential for effective
language use and provide the learner with a goadrage of the text. Coady &
Huckin (2003) hold that from the context if the hfyequency words are known, but
stressing Kelly's (1990) point that low frequencyrds can be guessed, and thus
suggesting that guessing is not a substitute ftiesyatic learning of lexis.

Nation (2003), on the other hand, presents the ssecg psychological
conditions that help reach the learning goal. Thesesist of noticing, retrieval and
creative (generative) use. The first condition, apmnoticing, involves paying
attention to a lexical item. Guessing the meaning word, looking up the words in
the dictionary, deliberately studying a word oreig@ig an explanation may be
instances of noticing. Retrieval concerns the pshadical process that leads to a
word being remembered. It can be receptive or pibeki Receptive retrieval
involves meeting the target word in a context agttieving its meaning when the
word is met. Productive retrieval, on the other dhamvolves the wish to
communicate both the meaning of the word and thegle to retrieve its spoken or
written form. Lastly, creative use occurs when pesly met words are
subsequently met or used in ways that differ frdva previous meeting with the
word; thus the new meeting forces learners to regpiualize their previous learning

occasions and update their knowledge of the word.

Another concern is the classroom practice. Flani§aBreenwood (2007)
offer four factors to keep in mind when making rastional decisions in content
vocabulary teaching. These are namely the studente taught, the nature of the
words which are going to be taught, the instru@igourposes in teaching each of
those words, and the strategies employed to téectvords.

At the level of presentation of a word, many mearessmade use of such as
translation, giving synonyms and lastly giving anpms if the target lexical item
does not correspond to a concrete item. Hollec 41@8 cited in Kornu, 1979)

strictly criticizes translation technique by statithat translation can be misleading at
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the learning stage as it can be a source of emwben there is no isomorphism
between the two languages- that is one word magromwe concept in one language
and several in the other language. Yet, Kornu (1@ 8till in favour of not rejecting
translation as it provides security on the partheflearner and suggests using it in a
limited way and embedded in a specific frameworkchBrds & Renandya (2002),
on the other hand, do not deny the necessary aefliluole of translation in
language learning but they state that it can hihelmers’ progress if it used to the

exclusion of L2 based techniques.
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CHAPTER 3

POETRY

Throughout history, different poets described theod poetry in various
terms. The famous poet, William Wordsworth reflelgis thoughts about poetry by
comparing poetry to the spontaneous overflow of gxfuV feelings.

(Damrosch, 1998). Samuel Tylor Coleridge descrgmery as the best words in the
best order. (Rider, 2005). Thrall (1972: 365), lo@ d6ther hand, calls poetry in
Thomas Carlyle’ words , “musical thought”. Therefoit is clear that the poetic

content may be a poet’s particular emotions or ghts!

“Poetry is the kind of thing poets write” said Rab€&rost to chide the
questioner into thinking for himself as stated nKkedy and Gioia (1995: 579). The
definition of poetry is not cut-off; thus definiie will be of little help first if poetry
is to be known and responded. For that reasos,best to study poems in detail to

decide about their merit.

From our earliest childhood, we are exposed torllyehm and cadence of
poetic language. (Maley & Duff: 1989: 6). As Mal&yDuff (1989) suggest people
seem to be constantly striving for order and patt®oetry is a way of imposing

satisfying patterns on undifferentiated experience.

When the history of poetry is considered, it waspeech and song priorly.
In fact, it was part of Greek drama, which for plaght, actor and spectator alike
was a holy ceremony. The Greeks held the belief thgpoet wrote only by
supernatural assistance. Likewise, Socrates wapinifon that a poet had no powers
of invention until divinely inspired. The idea dfet Muse that began the lliad and the
Odyssey reflected this thought, as well. Throughustiory, even among the ancient
Celts, poets were regarded as magicians and preestiswhoever insulted one of

them could expect to receive a curse then.
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Both the writers and the readers tend to regardrpdeom different
perspectives. A poem, whatever theme it has, reguwiillingness on the part of the
reader besides a logical understanding. It demaed®usness. While writing a
poem, the poet demands more attention to sounds@mubtations and also more
attention to the deep meaning which underlineslithess. This is a great deal to
expect, but in return, the reader has a right teehzertain expectations. When a
reader confronts a poem, he assumes that the pogynuse certain enjoyable
devices that are not available to prose. These lmeashyme, alliteration, meter and
rhythms. These may not be used by the poet atirties too. Furthermore, the reader
may expect to meet figurative language, allusigmizl and imagery. The term
imagery suggests a sight, a sound or a touch. msiance, while students read
Frost’'s poenThe Passing Glimpséhey visualize the sights of a fireweed, a bluebell
or a lupine. Kennedy & Gioia (1995: 661) suggestt thn image may occur in a
single word, a phrase, a sentence or in an ertog poem. Symbol, on the oether
hand, is a thing which suggests more than itsalitereaning. When reading a prose,
meaning is sought primarily by the reader whereagoetry more than meaning is
sought. Moreover, much of what is said in prose loartranslated without serious

loss of meaning whereas in poetry this is highlpassible.

While reading a prose of Kafka, for example, ipassible to think pleasant
extras for any figurative language which does xatten the text. But, in poetry it is
hardly possible to paraphrase what is said or éviéns done, to explain precisely
what is told in the poem, the language of the paseif has to be used word by
word. The famous American poet Archibald Mac Le{8826) makes this point
memorably in his “Ars Poetica” , which was a treaton poetics, by stating that “A
poem should not mean, but be.” (Hoeper & Pickerir@90: 20).

However, it is doubtful that anyone can draw on wable boundary
between poetry and prose. It is possible for soroegs to be seen as poetry when
they are arranged in lines. Then, it is not sorodaat discriminates a poem from a
prose. It may be that a poem can point beyond wtodsomething still more

essential. It is, without doubt, obvious that laage has its own limits.
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Poems are of vital importance, firstly, becausey tin@olve total attention
involving blood and marrow. Besides, by studyingetpp consciously students’
unconscious perceptions may be sharpened. Morestugients may find pleasure in
them and by reading the same poem for many tirhey, thay come to realize that

huge meanings can be figured out from simply lyings.

Another reason why poetry can be so importantag ihis an experience of
words. Bain & Beaty et. al. (1986) suggest thattyyoes often full of ideas and
people seldom feel neutral about poetry. Furtheempoetry is full of ideas, too.
They provide a language for feeling and attempxXpress the inexpressable by the

help of words.

Literature may be very beneficial in teaching vadaby to students.
Generally, it is assumed that literature is a difii subject to study or even to teach.
Marsh (2001) states that teachers and critics sorast make this stage more
difficult by pretending as if literature was a sigsubject which only experts could
understand; but nothing could be more misleadingraat writers and poets write
because they want to communicate with ordinary eesad_ikewise, Maley & Duff
(1989) hold that literature and in particular pgetas not been regarded as usual
material for years. The whole trust of structutakgproach tended to exclude
literature except in the form of simplified reademsd the utilitarian bias of the
communicative approach departed from anything whdach not seem to have a
practical purpose. All too often it has survivedartraditional mould which is no
longer consonant with the rapid changes which haken place in mainstream
language teaching. It is obvious that little atténspmade in Grammar-Translation
method to help learners go beyond the mere ansgvefiquestions to a discovery of
what it is in literature. All it focuses is corraeess and accurate language display and
this is clear from simple translation exercisesleld, Richards & Rodgers (2001)
hold that although Grammar Translation Period sedmsinclude literature
inherently. Although the goal of foreign languadeady is to learn a language in
order to read its literature and benefit from thental discipline and intellectual

development, the method is originally aimed at witugl the language through a
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detailed analysis of its grammar rules. Learnemyaihis knowledge only to the task
of translating sentences and texts into and outheftarget language. Therefore,
rather than the negotiation of meaning and indeckearning, the method employs
literature just as an end itself because languageuight deductively. Maley & Duff

(1989) suggest that poetry offers a rich resouwrgadvide input to language learning

and it should be accepted as a type of input.

Poetry has been neglected as a tool for languagsrodoms for years as it
has been thought to appeal only to an intellectwalip of persons. Tosta (1996)
points out some reasons why poetry should be iatedrinto the EFL classrooms.
Firstly, poems are familiar to all readers as tdegl with universal themes such as
love or hate. Secondly, poems provide both cullyed linguistically rich contexts
for classroom study. Moreover, many poems are gasgmember because of their
length and they are also easy to remember. Besilllehey serve a motivational
factor, too, as the students feel a sense of agiment after studying a poem. The
important factor before including poems in classnastudy is that poems should be
manageable by students and should suit their leweds and interests to avoid
frustration within a poetry class. What is worthting at this point is that teaching
poetry intersects with TBL on account of the semisachievement at the end of the
classroom study. In TBL, too, students either reporshare their tasks at the post
task stage and feel sense of achievement and agshemesponsibility of their own
tasks. Likewise, because of their length, poemsivai@ students and promote

curiosity of them by including authentic texts.

Rogers (1996) also offers the use of literaturemiarmediate level or above
by assuming that exposing students to works afditemerit, some form of progress
in the target language can be acquired. Moreoves, asserted that if students are
presented works of literature gradually, they cah much benefit from literature

despite this being passive acquisition, though.

Likewise, Brumfit & Carter (2000), stressing Tostg1996) point of view

similarly, suggest the use of literature for threasons.
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First, reading is the most autonomous and indiMidable ability in
language work, and literature is a rich and widgtypealing source of material
for reading. Second, literature is one of only ¢hemeas on which a foreign
language content syllabus could be based (the thee linguistics and
civilization) which will not conflict with the clans of other subjects in the
curriculum. Third, materials are readily availalfiBrumfit & Carter, 2000: 185)

Lastly, the use of poetry in EFL classrooms stresseme advantages.
Firstly, universality of poems is emphasized bygasiing that poetry is a familiar
ground for all languages. Second, it is pointed thatt certain kinds of teaching
materials run the risk of being too serious or nhte@and sometimes students lose
motivation or interest if they are exposed to ttractural properties of language in
isolation. For that reason, the non-triviality adgry is emphasized by suggesting
that the nature of poetry allows dealing with intpat experiences and heightening
students’ awareness of even the apparently triviialrd, poetry is thought to be
motivating for learners as they discover hiddenmmegs. Fourth, learners are active
while dealing with poetry; they act as active paptnts rather than spectators
(Maley & Duff, 1989: 8-12). Moreover, poetry willrgvide ambiguity in the
classroom and thus lead to interaction as eachopenas different perceptions.
What is more, a third type of spoken language ssesserted. With this reactional
function is meant a reaction of participants toeotheople’s ways of seeing things.
Poetry also tends to stick in learners’ minds i fibrm of certain phrases, so it is a
good path to be taken to let students absorb thekmewledge unconsciously. So,
one more reason for the relatively easy retentiopoetry stems from its rhythmic
appeal. It is asserted that students are moreylikeletain stress and rhythm. Lastly,
poetry allows for natural participation and theyjeofa complete context in compact

form.

TYPES OF POETRY

Narrative Poetry

Kennedy & Gioia (1995) state that narrative poetistes back to the

Babylonian epic ofGilgameshand Homer’s epidliad and Oddyseyin Western
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literature. However, it may have originated muchliiea In the late Middle Ages,

ballads- or story telling songs- were much populamarrative poetry the poet tells
the reader a story by drawing characters and gsitiengaging attention and thus
shapes a plot. Narrative poems tell stories aresstactions and they include the

epic, romance and ballad.

Epics are long narrative poems which tell the heroic lexp of an
individual in a way central to the beliefs and audt of his society. Fabulous
adventures, superhuman deeds polyphonic compagsitajestic language asre
central elements within epic poems. Epic poemsiareanding and they epic poetry
is counted among man's noblest creations. Amongviieknown epic poems such
as Gilgamesh, Mahabharata, Ramayana, lliad, Odyssseid, Beowulf, Poema de
mio Cid, La Chanson de Roland, Divine Comedy, Jeam Delivered, Orlando
Furiosa, os Lusiadas, Faerie Queen, and Parad&echn be presented. They are
still read with admiration and enthusiasm. Foranse Beowulf is considered to be
the longest and greatest poem extant in Old Englistihe epic, Beowulf proves
himself to be powerful, virtuous, and courageous; exemplary epic hero. In
Paradise Lostfor instance, Milton (1667) incorporates Pagamislassical Greek
references and Christianity within the story. “Oam's first disobedience, and the
fruit / Of that forbidden tree whose mortal tastérought death into the world, and
all our woe.” (Milton, lines 1-3). (Hoeper & Pickeg, 1990: 202).

Ballads on the other hand, are narrative poems composddwaitten
formally. The form, with its connotations of simpielkloric authenticity, became
popular with the rise of Romanticism in the latahl8entury. It is clear that ballads
resemble songs to be sung. Here is a traditionattiSle ballad, called Sir Patrick
Spens. “The king has written a braid letter / Amghed it wi his hand / And sent it
to Sir Patrick Spens /
Was walking on the sand. ”. (Anonymous, lines 9-1Rennedy & Gioia, 1995:
590).
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Romancesre stories of the chivalric adventures of knigintd their ladies.
Schwartz (2001) states that the audience for thadg narratives was largely made
up of women-the queen, duchess or countess anditlilee ladies of her court and
these women naturally tended to be interested ariest in which women played
more central roles than was true in Germanic epich as Beowulf. Rather than
telling an adventurous story, this type of poetwgused on pleasing the audience.
Unlike the epic poetry which focused on fightingdamale-bonding, romances
tended to focus on other plot developments. Theatiaes still concern the deeds of
brave warriors, but the Middle English knight is thaated by love for his lady.
Accordingly, women play an increasingly importamdaactive role in romance.
Romances tend to be complex, with surprising aresh emagical actions in common.

In short, they deal with the marvelous.

Narrative poetry tells a story, a sequence of cot@ukevents. It introduces
characters through a plot and is always told byaaator. But narratives are not
always told in sequence as many stories startamtiadle of things and jump about
chronologically. Many of the same elements thatfaumd in a short story are also
found in a narrative poem. Narrative Poetry is poé¢tat tells a tale and can be
traced back to Homer's lliad and possibly beyond.

Lyric Poetry

Originally, as its Greek name suggests, a lyric agsem sung to the music
of a lyre. But the kind of printed poem is usuaigmething else. As stated by
Kennedy & Gioia (1995) ever since the rise of thmtpg press in the fifteenth
century, poets have written less often for singerismore often for readers. Thus,
this tendency has made lyric poems contain lessl warsic but more thought and
complicated feelings. Walker (1989) even claimedt th lyric might contain an
argument. A lyric poetry is a comparatively sharbn-narrative poem in which a
single speaker presents an idea, state of minchagnaotional state; it expresses
thoughts and feelings of a single speaker. Lyrienp® are usually about feelings and

moods of people. Lyrics are also differentiated aghthemselves. Barnet, Berman
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and Burto (1994) state that if a lyric is melangieol mournfully contemplative,
especially if it is a lament for a death, thersitalled arelegy On the other hand, if
a lyric is long and elaborate and if it talks abautiofty theme such as one’s

immortality or a hero’s victory, it may be called adeor ahymn

Rightly or wrongly, many people expect an outbwftfeeling and they
wnat a song, something which includes musical etessuch as rhythm, rhyme or
sound effects. Such an expectation can be fuldfilkeWilliam Butler Yeat's (1892)

poem “The Lake Isle of Innisfree”, that includelmaguage which is full of sound.

“I will arise and go now, and go to Innisfree / Alie alone in the bee-loud
glade. / | hear it in the deep heart's core”. (¥edines 1, 4, 12). (Hoeper &
Pickering, 1990: 303).

On the other hand, many contemporary poems wrigangoto voice their
opinions or complicated feelings. ( Kennedy & Gjal®95). In D. H. Lawrence’s
poem, for instance the poet just tries to expresddelings. “Softly, in the dusk, a
woman is singing to me / In spite of myself, theidnous mastery of song / Betrays
me back, till the heart of me weeps to...”. (Lavaegrines 1, 5, 11, 12). (Kennedy &
Gioia, 1995: 589).

It is certain that lyric poems draw a scene for teader to describe an
object, a thought or a feeling. However, it does mdate a series of events. For
instance Kennedy & Gioia (1995: 589) assert thaay wenson’s (1967) lines in
“Four Word Lines” does not necessarily tell thederaa story, rather it tries to
express the poets feelings. “I wish we were /ome shade and / no swarm of other
/ eyes to know that...” (Swenson, lines 11- 14).

Dramatic Poetry

Dramatic poetry presents the voice of an imaginamgracter, speaking

directly without any additional narration by thetlaar. Kennedy & Gioia (1995). It is
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suggested that the term often refers to the dramabinologue, a poem written as a
speech made by a character at some decisive moifiamttermdramative poetry
describes any verse which is written for stage. el@w, the term mainly refers to the
dramatic monologuewvhich means that the speech in the poem is maaecharacer
only. A dramatic monologue is usually addressed tiaracter who remains silent.
On the other hand, if the other character repties,poem becomes a dialogue. The
anonymous Scottish balld&twardcan be said to be an example of this dialogue as

the story unfolds with the questions and answetsd®n two characters.

“Why dois your brandsae drap wi’ bluid? / Edwardiward?/ Why dois
your brandsae drap wi’ bluid? / And why sae sadyggee, O? / O, | hae killed my
hauke sae guid / mither, mither.” (Anonymous, lide®). (Kennedy & Gioia, 1995:
886).

The dramatic monologue has been a popular liteyanye among American
poets, including Edwin Arlington Robinson, Roberost, Ezra Pound, Randall
Jarrell, and Slyvia Plath. However the most famdnagnatic monologue ever written
is probably Browning’s “My Last Duchess”. In My ltaBuchess, Browning (1842)
creates a Renaissance lItalian duke whose wordscljigs more about himself than

the aristocratic speaker intends.

“That's my last Duchess painted on the wall / Laogkas if she were alive. |
call / That piece a wonder, now: Fra Pandolf's kand/orked busily a day, and
there she stands./ Will't please you sit and Iddkea? | said / "Fra Pandolf" by
design, for never read / Strangers like you thatuped countenance, / The
depth and passion of its earnest glance, / Butyseththey turned (since none
puts by / The curtain | have drawn for you, but(Btowning, 1862: lines 1-10).
(Hoeper & Pickering, 1990: 274).

WORD ORDER AND TONE IN THE POEM
Word Order

As Meyer (1997) states, the ordering of words m&aningful verbal patterns
is calledsyntax Contrary to prose, poetry involves varied wordesr A poet can
manipulate the syntax of a line for several reasdinese may be for creating a
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sense of surprise or achieving rhythm. During tblisdy, students met unusual
combinations of syntax and tried to make senséheflines by cooperation. They
had the chance to question why poets chose a wartiorder. They inquired their

attitudes and questioned whether the choice wagettional or just the opposite.

Tone

Tone is, in its simplest terms, the writer’'s attié toward the subject, the
mood created by all the elements in the poem. (Mey@97: 486). Tone in literature
conveys at attitude toward the person addressée. the manner of a person, the
tone of a poem may be friendly, sad or glad towtsdeader. Kennedy & Gioia
(1995: 597) assert that tone isn’t an attitudéheaait is the choice of words instead
of others, the picking out of certain details. Whtlthe body of this study, students
tried to decide on the tone of the poems to picdkaautain details from the poems
studied in the classroom. While they were tryingpmy attention to the poets’
feelings and motives, they had the chance to atterndeaning. They also had the
chance to compare the diffrernces in tone betweenpoems and they pointed out
what kinds of words contributed to these diffrencBsus, besides studying on the
tone of the poems, they unconsciously studied I&tigrefore, poetry is a good path

to be taken as they involve blood and marrow ofréaeler.

Within the body of this research, poems are nogestgd as pieces of work
that need to be treated as models of languagenimiediate reuse, but rather they are
integrated with other language work, especially amdary. The function of the
poems is to form the centre piece of a whole saidanguage activities which are

more or less, closely connected with the langudgleeopoems themselves.
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CHAPTER 4

TASK-BASED LEARNING (TBL)

Definitions of tasks

An early definition of task comes from Old NortheRchtasque which
meant a duty, a tax, or a piece of work imposea dsty. Tasque originated from the

Latin taxere, to evaluate, estimate, or assessnfBat 1988: 1117).

Crookes (1986) states the need to acknowledgedrthaither research nor
language pedagogy is there complete agreementvesatioconstitutes a task, making
definition problematic and adds that there is motsistency in the terms employed to

describe the different devices for eliciting learl@guage, either.

There are different definitions for what a taskaisd these definitions
address a number of dimensions as Ellis notes [200fse are the scope of the
task, the perspective from which a task is viewbe, authenticity of a task, the
linguistic skills required to perform a task, thgyphological processes involved in
task process and the outcome of a task. When dgftasks, Crookes (1986) stresses
the language use in tasks. According to Crookesetls little sense in extending the

term to include language-free activities.

An activity which required learners to arrive at antcome from given
information through some process of thought, andchviallowed teachers to
control and regulate that process, was regardedtask’. (Prabhu, 1987: 24).

"... a piece of work undertaken for oneself or faness, freely or for some
reward . . . [B]y 'task’ is meant the hundred and things people do in everyday
life, at work, at play, and in between" (Long, 19889).
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According to Bygate, Skehan, and Swain (2001)sk iman activity which
requires learners to use language, with emphasmseaming, to attain a goal when

the learners complete the task.

When the definitions of others are considereds itlear that they clearly
wish to restrict the use of term to activities wheneaning is primary. Long (1985:
89) defined a task as "... a piece of work undertdkemneself or for others, freely
or for some reward . . . By 'task’' is meant thedned and one things people do in

everyday life, at work, at play, and in between".

. a task is an activity or action which is cailrieut as the result of
processing or understanding language,... A taskllystequires the teacher to
specify what will be regarded as successful congrietf the task. The use of a
variety of different kinds of tasks in languagectaag is said to make teaching
more communicative... since it provides a purpaselassroom activity which
goes beyond practice of language for its own s&k®.it is clear that they
emphasize the meaning making and the outcome tiflabevreached after the
completion of a task.” (Richards, Platt and Weh&85: 289).

Nunan (1989) similarly focuses on meaning whileirdefy a task and also
puts emphasis on the outcome like Richards, Ptatt\Veber (1985). It is worth to
point out that he also emphasizes the cognitiveedsion besides the linguistic

dimension of tasks.

A communicative task is a ‘piece of classroom wwhich involves learners
in comprehending, manipulating, producing, or iatéing in the target language
while their attention is principally focused on mawy rather than form. The task
should also have a sense of completeness, being tablstand alone as a

communicative act in its own right.” (Nunan, 1989).

Task-Based Learning

According to Klapper (2003: 35-36), TBL is a flaghling method which can

compensate for the weaknesses of the Communicativguage Teaching and
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which is seen as an alternative to it by reseaschi&ctually, teachers have been
using tasks for hundreds of years. Frequentlyhen ast, the task was a piece of
translation often from a literary source. TBL hasngd strength in the field as the

conceptual basis is supported by a strong empiriadition. (Nunan, 1991: 283).

Historically, as Richards & Rodgers (2001) pufliBL first appeared in the
vocational teaching practices of the 1950s. Theofisasks as a unit in instructional
planning goes back to those times when task foassom new military technologies
and occupational specialties of the period. AssER003) notes, Prabhu instituted an
innovative curriculum project in secondary schaolsouthern India by using this
task-based method. This Communicational Teachingje®r in primary and
secondary schools in Bangalore laid the foundation Task-Based learning
pedagogy. The analysis of tasks was initiateds@o psychomotor tasks in which
there was limited communication or cooperation agntaisk performers and priorly
the primary focus was solo job performance of matasks rather than collaborative
tasks. (Ozpinar, 2006). Later, attention was dagdbwards team tasks for which
communication was necessary. So, it is possibktate that tasks first appeared for
practical and occupational use, and then moved timobroader field of general

education.

Within the Grammar Translation period, the proceduwas so
straightforward. Teachers presented the targetukagey in ready-to-master pieces
and they started with the easy parts and graduatlyed towards the harder parts.
The goal of language learning was to read itsditee in order to benefit from the
mental discipline of studying a foreign languageé #&anslation texts and sentences
and into and out of the target language was then maite to be taken within the
body of this method. As Stern (1983: 45) puts éTirst language is maintained as
the reference system in the acquisition of the m@clanguage.” Moreover, in
contrast to the Audio-lingual method, Grammar Tlainen overemphasized reading
and writing and left listening and speaking outeasl of combining these four skills.
Accuracy, rather than fluency, was the main areeootern in language learning as

students were hoped to achieve high levels in laios.
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Other innovations in language teaching foster usmgspeech based
approach to language instruction. Richards & Roslg2001) assert that The Direct
Method, with this concern in mind, overemphasized distorts the similarities
between the mother tongue of the learners andatigettlanguage. It also ignores the
difference between foreign language learning arel phactical realities of the
language classroom. Since it is mainly dependernheteacher’s skill, it can be said
to not take into account the needs of the learaedsit does not consider the fact that
not every teacher is native like either. It is lthea the idea that target language can
be taught successfully to students if it is taughthe way the first language is
acquired. Willis (1996) points out that with TBLp icontrast, tasks remove the
teacher domination, and learners have the chanbe favolved in open and close
conversations by interacting naturally. They alsewehthe chances to interrupt and
challenge or they may ask people to do things &wedlcwhat have been done. Thus,
unlike the Direct Method, TBL gives special prigritb communicative tasks which
students can engage in outside the classroom rdtieer focusing them on
grammatical explanations or teaching chunks of dagg in a way which they lack

content.

As Kumaravadivelu (1991) emphasizes the teachertlamdearner have a
remarkable degree of flexibility with TBL, becaubey are presented with a set of
general learning objectives and problem solvindcdasither than a list of specific
linguistic items to cover. Besides Nunan (1991) spattention to social and
psycholinguistic processes which are thought tdifai® language acquisition with
TBL.

In TBL, syllabus content and instructional processee selected with
reference to the communicative tasks which learmelis(either actually or
potentially) need to engage in outside the clagsraad also with reference to
theoretical and empirical insights into those doa@ad psycholinguistic
processes which facilitate language acquisitioNtirian, 1991: 279)

As Eskey (1992) points further, the older strudtwglabus was based on
some set of the grammatical forms of a languageidastified by the typical

linguistic analysis of forms (phonological, lexicand morpho-syntactic); but this
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newer notional syllabus was based on some notindsunctions along with some
kind of semantically based text or discourse amalyghis is where those preceding
methods had severe disadvantages. Whereas grammained the proper object of
inquiry during 1960s, with the efforts of a few etdrs and especially with the
efforts of the sociolinguists, it was understoodtthot only grammatical sentences
were the area of interest but there was also a fezegknuine communicative acts.
Nunan (1991), too, emphasizes that while studeessnéd how to memorize
individual words and grammatical patterns, theyemeot aware of the underlying
strategies behind the classroom tasks as theynetnmade explicit, so this resulted
in instruction which was lacking in focused intdra and which was not directed at
the skills that need to be improved. Moreover, Rtftird (1988, cited in Doughty &
Williams, 1998) states Second Language Acquisitign not a process of
accumulating entities. It is further asserted thadrpho-syntactic development
involves prolonged periods of form-function mappinghus it is meant that
throughout the process there may certainly be soleeelopmental stages as
acquisition is not sudden and categorical but ratheolves some developmental

patterns.

Before, the advent of the notional syllabus in 80s, the subject of
syllabus design for language courses barely exiagedn issue for concern in the
field. The focus was almost on the linguistic itetosbe taught. After the 1970s
through the 1980s, the period witnessed a majadigm shift in language teaching.
Moreover, Europeans were travelling more and sot@yhtild business and personal
connections through learning and using the languageEurope at those times.
Language was started to be considered as commiemdhen. The communicative
movement sought to move the focus away from gramamsahe core component of
language to a different view of language, of largguéearning, of teachers, and of
learners, a new focus which considered languageoasnunication and aimed at
making the classroom an environment for authenpimraunication. (Richards &
Rodgers, 2001). Besides, some language speciadispgcially the Frencman F.
Gouin (1831- 1896), developed new language teaahittpods. Gouin developed an
approach to teaching of foreign language basedoliservations of children’s use

of language. According to Gouin, language learmmguld be much fruitful if
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learners used language to accomplish events comgsdta series of related actions.
(Richards & Rodgers, 2001).

In the case of Grammar Translation, students camslkate from the target
language to L1 and usually have a good knowledgbefjrammar of the target
language - especially if asked to perform on gramieats. They normally
neither speak nor understand the spoken languagshould they be expected to
do so. (Terrell, 1982: 121)

Toward the end of 1950s, the Audio-lingual methathgd prominence in
the field. Schulz (1999) asserts that previousiforéanguage teaching methods such
as the grammar translation and audio-lingual methfmtus predominantly on
grammatical form within a sentence-level contextsometimes they do not even
focus any meaningful context. Willis (1996) putsward that learners need more
chances to use the target language with each atttkethis practice is not for the aim
of practicing the language but rather to achiewellte and thus it is suggested that
the teacher dominated initiation, put it differgntthe response-feedback pattern
needs to be fallen back on less often as it sdyidiisders meaningful negotiation.
Audio-lingualism became much influential in the 086and was exploited in the
teaching of foreign languages as well as the tegcbi English as a second foreign
language. But as it mainly emphasized structure @xploited activities to the
exclusion of meaningful ones, sought for decontalidad learning, it was strictly
criticized by many practitioners in the field. Moxer, stressing linguistic
competence rather than the communicative competeasethe main point which

discriminated it from other meaning-focused methods

Students in an Audio-lingual approach usually hexeellent pronunciation,
can repeat dialogs and use memorized prefabrigaatt@rns in conversation.
They can do pattern drills, making substitutiond ahanging morphemes using
various sorts of agreement rules. What they vetgnotan- not do is participate
in a normal conversation with a native speakertr€lie 1982: 121)

It is apparent that, Audio-lingualism fails to layp emphasis on learner and
teacher perceptions of classroom aims and eveaisy [1973) states that during the
rise of ALM, spoken language was overemphasizedpeuple who were dealing

with foreign language suffered from rapidly charmgiheory. Long (1973)
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characterizes the time between 1940s and 1970s @evi@d in which grammar
education was reduced to a large extent to impcowemunication and defends that
learners should learn grammar at appropriate le¥dlsl severely underestimated
the importance of grammar teaching in its aim wasgrg was focusing on habit-
formation. TBL, on the other hand, includes gramieaching with a post-task stage
after the task as well as providing a subject maifegenuine interest. As Foster
(1999) suggests, too, traditionally language lesynivas regarded as a process in
which students had to master each step by sucocelssfore moving to another. But,
according to recent methodologies in the field leage should be taught around a
real reason and should involve students employ rtfangs at a time. Further, Willis
(1996: 15) suggests that “... students will not nsagk/ learn what we teach them
and when we teach them.” Rather, it is suggestat rthtural learning conditions
should be created in the classrooms so that atiéesi.can learn and their differences
in terms of aptitude can be catered. As a conseguehis is precisely what task-

based learning aims to do.

Other teaching methods were Silent Way, Communégduage Learning
(CLL) and Suggestopedia. These methods focusethproving oral proficiency in
their aims. Despite having some positive aspectsrims of improving fluency and
paying attention to humanistic side of learninggyttseem to underestimate the

linguistic dimensions of language learning and taiigo lack a linguistic theory.

To cure the inadequacies of these methods, Comativec Language
Teaching (CLT) flourished in Britain in the 1960s a replacement to the earlier
structural method, called Situational Language Mhemg This was partly in response
to Chomsky's criticisms of structural theories ahduage and partly based on the
theories of British functional linguists, such astlF and Halliday, as well as
American sociolinguists, such as Hymes, Gumperz laattbv and the writings of
Austin and Searle on speech acts. (Erton, 2006 #eory of language it is based
on the functional language use. CLT regards langaega system for the expression
of meaning. It aims to develop learners’ abilityuse language in real situations as

reported by Ellis (2003). The method emphasizedahethat the primary function
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of language is to allow interaction and communarati So, CLT gives equal
importance not only to grammatical and structuealdres but also to functional and
communicative meaning. (Littlewood, 1983). Therefofluency received equal
respect as accuracy. Ellis (2003) also reports Breawd Yule's (1983: 1) terms,
which characterize communication as involving thenayal purposes which are
namely interactional function and transactionalfunction Interactional function is
where the language is used to establish and maintaitact and the transactional
function is where language is used referentially edxcchange information. As
Widdowson (1978) points out within the body of thigproach, CLT aims at usage
as well as use, students use language to leaathiérrthan learning language to use
it. As Ellis (2003) defends, communicative languagehews aims to make learners
use language meaningfully and appropriately indbwstruction of discoursdlso,
taking the path from CLT, the distinction betweask:supported teaching and task-

based teaching is emphasized.

The distinction between a strong form of CLT paalallthe distinction
between task-supported language teaching and tes#dbdanguage teaching. The
“weak version” views tasks as a way of providingntounicative practice for
language items that have been introduced in a nraditional way. They
constitute a necessary but not a sufficient bagisaflanguage curriculum. The
strong version views tasks as a means of enalgi@gérs to learn language by
experiencing how it is used in communication. &IR003: 28)

Schulz (1999: 30-31) holds that CLT focuses onntisaning of a message
within a given situation and thus realizing thdfetent cultures may have different
ways to perform different speech acts in differeontexts. On this account, CLT
often makes use of language functions or speech @cy., asking questions,
apologizing, complimenting, reporting, giving ditens, making requests), rather
than specific grammatical structures as its orgagizorinciples. Moreover, as
authentic texts are exploited within the body oistimethod, learners have the

opportunity to perform interesting and level-appiaie tasks.

CLT is not with its critics, though. Thompson (199§iticizes CLT on
account of the pair works it made use of by stathg there is a strict control on

students. For him, it is true that students shbeldiven some degree of control over
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their learning since language is a system of clspibait it is asserted that most
textbooks even control even the content of whatid at every point throughout the
lesson and this condition was far from ideal. Hiersfan alternative way for use of
pair work by stating that, this pair work activiieeed to be complemented with real
choice so that learners can help each other thouigtine process. CLT is also
criticized on the grounds that it seriously ignoths written language. In TBL,
however, students are free of language control wihey work in pairs or groups and
they are preoccupied with the content of the lesatirer than which form to use. As

Willis (1996) suggests these chances constitutailsgopportunities.

Likewise, Content Based Instruction (CBI, hencéfpriProject Work and
Task-Based Instruction attempted to shape pringige CLT to more specific
practices. All these methods can be said to bengthodological off springs of CLT
and all are founded on the premise that languagkeamed through using it
communicatively. CBI defends that content is a vé@mportant dimension in
language teaching and thus it organizes languaghiteg around the content topics
or academic subjects. So, through this real lagpguese, speakers do not begin with
a list of either forms or functions that they wighproduce but with a subject that
they happen to be interested in and would likeegon more, or say something about.
(Eskey, 1992). In addition, Rumelhart (1980) ndtex, learners do not acquire or
store knowledge in the form of random units of $abut in what is known as
cognitive structure. Rivers (1983) takes this pdinther and states that attention
plays a major role in comprehension to prove tleal processing of language is
much better than imitation and cognitive procesgilays a major role in interpreting
a message. Smith (1975) calls this structure d kina picture of the world that
every person carries around in their heads to wimame way or other, everything
we know is related. This is actually where TBI &sasimilar characteristics. Ellis
(2003) emphasizes that TBL involves cognitive psses such as selecting,
classifying, reasoning, sequencing information, udéty new information and
transforming information from one form of repres#itn into another. In TBL, prior
knowledge is linked to what is learnt. Nunan (19&®¥ntions tasks as involving

learners in comprehending, manipulating, produaimginteracting in the target
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language. For Willis and Willis (1996), too, leamalo not immediately convert
input into output as they think there are some ggses which are hidden and not
amenable to teacher control. Learners make hypesheasd generalizations about the
language they are learning as a whole. These mesdxsy which the learners operate
are natural and thus built-in the learner. So, fiie that reasoning is of vital
importance in TBL is also clear from Prabhu’s difom of a task. Prabhu (1987)
defines a task as an activity which requires lea@rite arrive at an outcome from
given information through some processes of thquayid which allowed teachers to

control and regulate that process.

Thus, it can be concluded that both methods aredia communication in
the target language and activate the cognitivecstres in learners’ minds by
triggering them through specially designed conteW$at distinguishes TBL from
content-based, theme based, and experiential tepinstruction is that the course
objectives are more language based in nature. Diextoves do not traditionally
focus on grammar or phonology only; but the ceityralf functions is maintained to
develop students’ pragmatic competence. (Brown1R0lhus, the aim is to develop

both linguistic competence and the communicativemetence of the students.

Second Language Acquisition (SLA) research hassedwon strategies and
cognitive processes by second language learnassaigued by Ellis (2003) that the
role of formal grammar instruction in language teag was reassessed and no
evidence was found, the type of formal grammar $eduteaching activities used in
many classrooms reflects the cognitive learningcgsees. This clearly dictates the
need for a cognitive approach. Moreover, Eskey 2] %2iggests that the process of
language learning is essentially a natural progesghich students learn or acquire
the language by using it, not by memorizing ruledang meaningless drills, and by
using it to fulfill real communicative needs. Widdson (1981, cited in Eskey, 1992:
137-138) states, simply, “acquisition and use asemtially the same phenomenon”.
But according to him, normal use cannot take plackess a subject of genuine
interest exists clearly, so it is believed that gaems in this study will provide
learners with contexts of genuine interest, thusimwolve student use the language

on real-like occasions.
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Furthermore, Seedhouse (1999) suggests TBL as efitiah method as it
provides variety in the classroom. Based on a @atbf lesson extracts, Seedhouse
(1999) considers task-based instruction more efiecthan other varieties of
classroom interaction as learners employ clarificatequests, confirmation checks,
comprehension checks, and self-repetitions mordevthey are carrying out tasks
and this generates modified interaction, thus dtlea ithat modified interaction must
be necessary for language as what Long (1985) iass®ds supported at this point.
Furthermore, Brown (2001) supports the idea byrgjahat tasks imply several skill
areas instead of one and also all skills becomswsnéd under the rubric of what the
students are going to do with the language.

On the other hand, what is lacking in most methisda real concern for
subject matter. According to Nunan (1991) TBL,Has tpoint, is based on the belief
that students may learn more effectively when th@mds are focused on the task,
rather than on the language they are using. Besitiesugh TBL, students can
encounter the target language items in the kindsootexts where they naturally
occur, with the result that students will have tmance to interact with authentic
texts and also experience the language items énaiction with other closely related
grammatical and discourse elements. It is clearlylearner-based approach.
Kumaravadivelu (2005) mentions two learner-basethaus as both of them have
been widely recognized in the L2 literature. Thestfiof them is the Natural
Approach (NA henceforth). NA was originally propdsby Tracy Terrell at the
University of California at Irvine. This methodlased on the premise that language
is best acquired when the learner’'s focus is nogéctly on the language itself.
Likewise, Krashen (1985) asserts that languagenilegris an unconscious process
and defends that learned and acquired knowledgaineseparated. For Krashen
(1985) it is impossible that explicit knowledge mhgcome implicit over time.
DeKeyser (2003), on the other hand, argues thiabwadh implicit knowledge tends
to remain implicit, and explicit knowledge to remaexplicit, it is possible that
explicit knowledge may become implicit over timentrary to Krashen’s claim. “ ...
that explicit learning and practice cannot leacdwitomatized procedural knowledge,
only a dearth of evidence that it can” (DeKeysdélQ2 329). Terrell (1982: 21)
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claims that the following principles on which hantks language learning can be

based:

1. the classroom should be devoted primarily toivdiets which foster
acquisition (activities which promote learning ntidgpe assigned as homework)
2. the instructor should not correct student speears directly

3. the students should be allowed to respond eith#re target language, their

native language, or a mixture of the two.

Likewise, the Communicational Approach is based tba belief that
grammar construction can take place in the absafcany explicit focus on
linguistic focus. This is where a long-term projeas initiated by Prabhu, who was
an English Studies Specialist at British Counadut® India. Reviews of the project
that have appeared in the literature call it thexdddore Project, but actually the
project team itself used the name Communicationaaching Project.
(Kumaravadivelu, 2005). The language theory oflLibarner-Based Approach rested

on four basic premises as Kumaravadivelu (2005) 8% it:

1. Language development is incidental, not interaio
2. Language development is meaning focused, not focused.
3: Language development is comprehension basegyrodtiction based.

4. Language development is cyclical and paraliel,sequential and additive.

In TBL, too, students express opinions, greet peoplrequest information.
(Brown, 2001). So, it can be said to be a cleafyner-based approach. As learning
a language is a natural human accomplishment, abtd involves getting to know
something and a person who knows a language siheuddble to do something with
that knowledge, so in short language is purposafdl it is for communication, to
carry out meanings. Knowing a language and doimgesioing with that knowledge
(competence and performance) has been searched and different approaches to
language teaching have tended to emphasize onbéeaexpense of the other

generally.
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“...the so-called ‘structural approach’, focuses raitsn on knowing. Here
items of language, words and sentences, are pessant practised in a way
which is intended best to help the learners tormatize them as forms
containing meaning within themselves, as semamjisuaes... The assumption
is, generally speaking, that the primary task atheng is to impart knowledge
and that learners can be left to find out how tdhdogs with it for themselves.”
(Widdowson, 1990: 157)

Widdowson (1990, 157- 159) goes on further and redyeriticizes this so-
called structural approach as it fails to providarhers how to use the language for
themselves and adds that it does not allow thems®language in a meaningful
way. This structural approach, also, tends to &xah form for its own sake,

“internalize the language system as a separate aidklyowledge”.

When the communicative approach is considered, dear that it aims to
provide learners with the skills about how to dingis in the language, how to
express concepts and carry out communicative dctsrious kinds. According to
this approach, as well as teaching pieces of kmiyegit is also possible to teach

notions and functions in the same way as structures

In some books, the word “task” has been used aabal Ifor various
activities including grammar exercises, practicévames and role plays. These are
not tasks in the sense the word is used in Taskdaearning. In TBL, tasks are
always activities where the target language is ubgd the learner for a
communicative purpose in order to achieve an ouécomwhich the emphasis is on
exchanging meanings not producing specific langdages. Subject knowledge is
learnt in the context of its application. Task aadconventional exercise are
distinguished on the grounds that, the former eara purpose that is understandable
and inviting to the learners, while the latter iten for the sake of mastering a
certain piece of knowledge or skill. A task woukehgrally involve the learners in an
active process of understanding of the purposeséndtion and to explore different
ways to accomplish the task. Moreover, the outcoim task is usually more open
ended than the case of an exercise. In generah#ikecan provide some room for

learners to add their own flavour. In the endsihoped that they can feel a stronger
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sense of ownership of their own products. Theie ¢tear goal at the end, but this is
not just for producing the target form in an acteirgay. It is based on the belief that
students may learn more effectively when their mmiate focused on the task, rather
than on the language they are using. Cohen el@96( 152-153, cited in Tilfarlgbu

and Baaran, 2007: 138) accepts active learning is taskedand states that in active
learning, the teacher assumes the additional rfodx@ert and allows discussion and
mutual help between learners, adding that actiamnleg has a cooperative structure.
So, the traditional way that teachers have usdd tissas a follow-up to a series of
structure/function or vocabulary based lessonskg Aave been extension activities
as part of a graded and structured course. NeVesthdan TBL, the tasks are central

to the learning activity.

For Ellis (2003), tasks are activities that call fsimary meaning-focused
language use. This seems logical as the task whilthbe presented will help
learners negotiate meaning in the classroom as #egy poems. When the
methodology of TBL is considered, it, without doubffers a lively and process-
based learning environment. Students discover th@imgs throughout the process
by actively experiencing the language to be learn@dlis (1996) claims that in
TBL, meaning precedes form as learners are fragséowhatever language forms
they wish to convey what they mean in order toilfufie task goals; so it is clear
that TBL is goal oriented in nature as studentschadlenged with achieving a real
outcome. TBL is not conformity-oriented but ratitbe aim is to make students
practise the target language items to channel thgention towards meaningful
language use. In some books, the word ‘task’ has hesed as a substitute for
different kinds of grammar exercises, practicevaads and role plays. Within this
study, the definition of a task is not in the setiseword has been used so far, but
rather it is a cover term for all the activitiesavl the target language is used by the
learner for a communicative purpose and tasksratieei form of poems, so these are

namely text-based tasks.

There are several approaches for Task-Based |garAs Ellis (2003: 31-

32) notes, one of the earliest proposals for taset language teaching is that
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associated with humanistic language teaching. Histiarapproaches pay attention
to individuals’ feelings and put them into use layicg for and sharing with others,
thereby increase learners’ self-esteem and madivatoskowitz (1977) presented
learners what she called humanistic exercises anahistic communication

activities. Another approach to task-based learnsn@rabhu’s series of meaning
focused activities consisting of pre-tasks, whitle teacher completed with the
whole class by communicating as noted by Ellis @00Then other tasks followed

this sequence with the aim of involving studentshi@ process individually to have
practice opportunities. As stated by Skehan (20B8bhu in the Bangalore Project
attempted to develop a viable alternative languagehing methodology for use in
difficult circumstances. The focus was not on therf, but on the task outcome. This
task difficulty problem was approached by usingrertask, whose purpose was to
present and demonstrate the task, assess itsutliffior the learners in question,

adapt the main task if necessary and very impadytagtletting the language relevant
to the task to come into play. So, as it is cleat TBL is concerned with the issues
such as the role of meaning-based activities, #edrfor more learner centered
curricula, the importance of the affective factdhge contribution of learner training

and the need for some focus on form as noted by @003). According to Prabhu

(1984), the major goal of the task should preocdingylearners and focus on error
and on feedback should be avoided and also langeageng should be incidental

to the transaction of the task itself.

A task-based approach sees the learning processeasf learning through
learning- it is by primarily engaging in meaningaththe learner's system is
encouraged to develop. In each of the activitiesethis a specified clear outcome, a
task is a goal-oriented activity in which learneise language to achieve a real
outcome. In other words, learners use whateveetdagguage resources they have
in order to solve a problem. While doing tasksrrieeas are meaning what they say,
and focusing on meaning. They are using languagxdbange meanings for a real
purpose. As Long & Crookes (1991) state tasks l@agkear pedagogic relationship
to real-world language needs. Thus, learners aeetér use whatever language forms

they want. Their use of language is purposeful seal. Tilfarlioglu and Baaran
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(2007: 138) define TBL simply as ‘learning by dding ‘active learning’ in the field
of education in general but according to them & lartain specific implications
singular to ELT / EFL. Moreover, it is stated thabjects, group work, problem
solving, workshops and constructivism are some rothedated instructional
applications of TBL. Furthermore, Kumaravadivel@41) states that in the context
of task-based pedagogy, the learning outcome gewsof a fairly unpredictable

interaction between the learner, the task andasle dituation.

Therefore, students are creative in TBL. Willis 90) states that learners’
creativity is a very important element in the leagnh process since exploiting
students’ creativity makes the process much mofieierft. There are certain
mismatches between student productions and tedaobemtions throughout the
process and this makes the atmosphere vastlyezftidkumaravadivelu (1991) also
states that these recent trends in L2 pedagogy lgregater emphasis on learner and
teacher perceptions of classroom aims and eveetghli increasing the potential
misunderstanding and miscommunication. Moreoveg, ittea that there may be

certain advantages of these mismatches is als@gepgdy:

In TBL, syllabus content and instructional processge selected with
reference to the communicative tasks which learndts (either actually or
potentially) need to engage in outside the clasaraod also with reference to
theoretical and empirical insights into those doamal psycholinguistic processes
which facilitate language acquisition.” (Nunan919279)

Ellis (1999), too, accepts TBL as an approach wipicvides opportunities
for the kinds of interaction which are thought t@mote acquisition, as well. Ur
(1996) makes the point here by stating that taskgi@al-oriented and that makes the
learning process more efficient as there is moréggaation, more motivation and
more enjoyment on the part of the learners. Onother hand, Nunan (1991) links
TBL to mainstream education by its close relatigmsto experiential learning.
Experiential learning takes the learners’ immedpdesonal experiences as the point
of departure for the learning experience. Suchigophy is linked to TBL on the
grounds that students work cooperatively and erdharach other’'s learning by
contributing their ideas, expressing their own ams and feelings and this naturally
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results in negotiation of meaning which is largalysent in traditional teacher-
fronted classrooms. Nunan (1989) mentions negotiadi meaning by stating that it
is sometimes called modified interaction in whidhdents and the teacher work
together to determine that they are talking ablbetsame thing. Through these small
group and pair works, students learn how to accodat@oothers’ views. At this
point, a link has to be made between TBL and caostist learning. In
constructivist learning, learners actively consttheir own meaning, they learn with
cognitive conflicts, search for meaning, work caapieely and in contextualized
activities. These features clearly resemble the .TBLconstructivism, connecting
new ideas into prior knowledge is of vital impoanand thus modeling is an
important consideration. Muijs and Reynolds (200%3-64) emphasize the
importance of modeling before carrying out a tdskhis way, the teacher provides
a reason for doing activities in the classroom. #@am, modeling exists in two
forms: the first one being behavioral modelingtud pvert performance whereas the
latter is cognitive modeling of the covert cogritiprocesses. The cognitive aspect of
tasks has been emphasized so far, but it is crteistate here that attention plays a
very important role in learning as stated by RivEr883) before. So, meaningful
activities are considered as cognitive. AccordiogMuijs and Reynolds (2005), as
the teacher does modeling to help them in the ilegrprocess, students become
independent over time, thus the amount of modetliegreases. This process is
known as scaffolding in education and it is onetlod basic principles of TBL.
Scaffolding dictates the need that at the beginwihthe learning process, learners
should not be expected to produce language thatnbadeen explicitly taught.
During scaffolding, teacher helps students with téeks that they find difficult to
master. Machado de Almeida Mattos (2000, cited urply, 2003) also makes the
point by arguing that scaffolding enables learnéws extend their language
competence by collaborating with more capable pesrsording to Wood, Bruner,
and Ross (1976) the features of scaffolding arfelbsvs:

1. recruiting interest in the task
2. simplifying the task

3. maintaining pursuit of the goal
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4. marking critical features and discrepancies betwekeat has been produced
and the ideal solution
5. controlling frustration during problem solving

6. demonstrating an idealized version of the act tpdréormed.

In contrast to the Interactionist Position thergfadding attends both to the
cognitive demands of a task and the affective stateéhe person attempting the task
as stated by Ellis (2003).

Second principle is the task-dependency principlethe framework of
TBL, within a lesson, one task should grow outawfg build upon the ones that have
gone before. Next, recycling language maximizesodppities for learning and
activates the organic learning principle. Dr. Piosl believed that students of
languages would learn better with their ears, agosed to traditional written
formats. Dr. Pimsleur called thagganic learning which entails studying grammarr,

vocabulary, and pronunciation simultaneously.

Furthermore, in TBL, instead of relying on studgpitking up grammar by
recognizing patterns in large numbers of sentergr@snmar, vocabulary and other
aspects of language, these items are taught irthpliSitudents have much exposure
to the language they are learning; they receivdldaek both from the teacher and
their peers. They are taught in ways that maker dla relationships between
grammatical form, communicative function and senecanteaning. Thus, learners
acquire the language by actively using it. Accogdito Swan (2005: 377)
intervention is necessary, in order to foster tleguasition of formal linguistic
elements while retaining the perceived advantagesmatural’ approach. Therefore,
the concept of reflection is also a very importaohsideration as learners need
opportunities to reflect on what they have graspecbughout the process. In
addition, in TBL students focus on learning procassvell as content. TBL, also can
be thought as an analytic syllabus. Long & Crook89() advocate the use of

analytic syllabuses. TBL, like analytic syllabugg®sent language in naturalistic
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units which then have to operated upon and brokamndby the learner, with

acquisitional processes than engaging with thetitigat has been received.

Within the body of this study, TBL was chosen to ddministered on
students as this method has some advantages aniMuKi& Rigby (2008) suggest.
Firstly, unlike a PPP approach, the students ae &f language control within the
body of this method. Secondly, in pre-task, tasgl&wnd post-task stages, students
have the chance to use all their language resouatker than just practicing one
pre-selected item. Next, while students carry asks, they personalize the content
as it is relevant to them. However; with PPP, inecessary to create contexts in
which to present the language and sometimes theypeaery unnatural. Moreover,
the students will have a much more varied exposudanguage with TBL as the
interaction is meaningful and students work in gaind groups. With TBL, they will
be exposed to a whole range of lexical phrasefaailons and patterns as well as
language forms. What is more, unlike a PPP approd@élL pays attention to
learners’ needs. These need dictates what willovered in the lesson rather than a
decision made by the teacher or the course booRBAsis an offspring of CLT, it is
a strong communicative approach where studentdspéwt of time communicating
naturally and purposefully. Finally, TBL classese aenjoyable, motivating as

students use the language to achieve a genuinegmirp

Moreover, Task-based learning is widely applicabk it is suitable for
learners of all ages and backgrounds. A naturatezons developed from the
students’ experiences with the language that isgpadized and relevant to them.
Besides, since they strive to express what theyt veasay, they are more motivated
to absorb the language needed. Hatip (2005) stlastthe objectives are clear and

students can know what they will gain when they plate the task, as well.
Task Types
Willis (1996: 26- 27) mentions six types of taskattcould be adapted for

use; these are listing, ordering and sorting, caimgaproblem solving, sharing

personal experiences and creative tasks, defihieq tas follows:
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In ‘listing task§ students are involved in brainstorming in whitiey can
draw on their own knowledge and experience eitBea alass or in pairs or groups,
and they are also involved in the process of fantiig where they can find things

out by asking each other or other people and iiafgto books, as well.

In ‘ordering and sorting tasks students are involved in four main
processes; sequencing items, actions or eventslogi@al or chronological order,
ranking items according to personal values or $igelccriteria, categorizing items in
given groups or grouping them under given headiagd classifying items in
different ways, where the categories themselvesairgiven.

In "comparingtasks, students are involved in the processes of matcho
identify specific points and relate them to eadteot finding similarities and things

in common and finding differences.

In ‘problem solving taskslearners use their intellectual and reasoning
powers, and, though challenging, they are engaamugoften satisfying to solve. The
processes and time scale will vary enormously déipgon the type and complexity
of the problem.

‘Sharing personal experience taskacourage learners to talk freely about
themselves and share their experiences with otfiesresulting interaction is closer

to casual social conversation.

‘Creative tasKsinvolve learners in pairs or groups in some kiidfreer
creative work. This type of task has more stagespewed to some other tasks and
involves a combination of all the tasks stated abov

According to Pica, Kanagy, and Falodun (1993), damle categorized into
these groups: jigsaw, information-gap, problem-sgly decision-making and
opinion exchange tasks.
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In ‘jigsaw tasks’ learners combine different pieces of informatiorfiorm a
whole. Learners are given different parts of infation to involve them in
meaningful discussion.riformation-gap’ exercises require learners negotiate and
find out the other party’s information in orderdomplete an activity as both groups
have one set of the information. By negotiatingythave a complementary set of
information in the end.Problem solving taskgequire the learners to arrive at a
solution and there is generally a single resolutbthe outcome.Decision-making
tasks, on the other hand, requires learners to choogeontcome out of a a number
of possible ones by negotiation and discussiontly,asopinion exchange tasks
involve learners in discussion and exchange ofsideat they do not necessarily

reach an agreement.

Nunan (2001) describes task types by relying ofeft criteria by naming
them aspedagogicandreal-world tasks. Pedagogic tasks are communicative tasks
which prompt learners towards the use of languagbe classroom to achieve some
instrumental or instructional goal. Real world tskon the other hand, require

students to borrow the target language that is asé&dde the classroom.

Ellis and Barkhuizen (2005: 31- 34) offer a differetask typology.
Actually, this typology is employed to learn abdearner language. These are
communicative ‘gap’ tasks, open role plays, textorstruction tasks, picture

composition tasks and lastly oral interviews.

The so-calledcommunicative gap tasksre discriminated as information-
gap tasks and opinion-gap tasks, a discriminatiah is similar to Pica, Kanagy and
Falodun’s (1993). It is offered that these two ldrd tasks differ from each other in
a number of ways. Firstly, information-gap taskegoine exchange of information
whereas opinion-gap tasks involve learners goingeé the information given by
supplying their own ideas. Secondly, in informatgap tasks, the information which
is provided is split, which means that studentsxdball have the same information
while in an opinion-gap task it is shared. Thirdiyn information-gap tasks

information exchange is necessary to completeasie whereas in opinion-gap tasks
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sharing information is optional. Moreover, infornoatgap tasks can also be
distinguished according to whether they involve-arag or two-way communication
between participants. In one-way-tasks, thereaseway exchange of information

whereas in two-way tasks, the information is shamdng participants.

‘Open-role plays involve the learners negotiate and thus fostegirth
interaction by communication. This can be via infation about a particular
situation or role play cards which serve as theirppse for communicating each
other. In an open role play task, learners aretfvapteract in the way they wish and
this provides them with a space to communicatdyfraed interact in a real way.

A ‘text-reconstruction tasks different from the task types in terms of the
logic behind it. In text-reconstruction tasks, teans listen to or read a text and then
this text is removed to make learners remembenraomhstruct the text in their own
words. The assumption underlying this type of taskthat while learners are
processing to reconstruct the text for meaningy tfeeus on the propositional
content rather than the linguistic items to enctide content. Thus, it is supposed
that when learners are asked to reconstruct thettesy are forced to draw on their
linguistic resources unconsciously and this in torovides them with a real reason

to negotiate about the text.

‘Picture composition taskaims at production from learners by using
pictures or a short video film. This type of takke a reproduction task, can be used
to investigate oral or written narratives. The basiocedure is that students are
shown a picture composition/ video and then askecktell the story in their own
words.

Finally, ‘oral interviews are employed to obtain content information about
learners as well as samples learner language pngyidf course, the L2 serves as

the medium of communication during the interview.
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Table 1: Task Typology according to Different Designershe Field

Task Designer Task Types
Willis (1996) . listing

. ordering

. sorting

. comparing

. problem solving

. sharing personal experiencqs
. Creative tasks

Pica, Kanagy, and Falodun (1993) . jigsaw
. information-gap
. problem-solving
. decision-making
. opinion exchange tasks

Nunan (1989) . PedTlgogilcéI
. Real-wor

Ellis and Barkhuizen (2005) . communicative ‘gap’ tasks
. open role plays
. text reconstruction tasks
. picture composition tasks
. oral interviews

Richards & Rodgers (2001: 234- 235), too, offereottask typology within

the tasks as follows:

1. One-way or two-way: It concerns whether the taskolves a one-way
exchange of information or a two-way exchange.

2. Convergent or divergent: It concerns whether tiedents achieve a common
goal or several different goals.

3. Collaborative or competitive: It concerns the wasether the students
collaborate to carry out a task or compete withheztber on a task.

4. Single or multiple outcomes: It concerns whetlmere is a single outcome or

many different outcomes are possible.
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5.Concrete or abstract language: It concerns whetigetask involves the use of
concrete language or abstract language.

6. Simple or complex processing: It concerns whethertask requires relatively
simple or complex cognitive processing.

7. Simple or complex language: It concerns whetherlitiguistic demands of the
task are relatively simple or complex.

8. Reality-based or not reality-based: It concerngtivér the task involves a real-

world activity or is a pedagogical activity not fodiin the real world.

According to Long (1989), tasks can be classifief ithree categories in
terms of their outcomes as follows: (1) open tadikergent) vs. close task
(convergent), (2) one -way task vs. two-way tas}, flanned task vs. unplanned

task.

Ellis (2003: 89-90) mentions open tasks, unlikesetb tasks, as having no
predetermined solutions. Making choices, debates/eys, ranking activities and
free discussions are open in nature and they doeqpire the learner to arrive at a
specific outcome. Closed tasks, on the contrarg strictly structured when
compared to open tasks and learners are expecteddb a specific outcome at the
end. An information-gap task is closed in natuog,ifistance, as it requires a learner
to reach a single, correct solution or a set ofjuaioutcomes. Long (1989) argues
that closed tasks are more likely to promote natjoth as students have to persevere
when they are coping with a challenge throughoatptocess rather than skipping
that part as in the case of an open task. Skeh@0B8)2n the other hand offers a
different point of view in terms of task outcomér him, tasks will either be
convergent or divergent in terms of goal orientatiGonvergent tasks are where all
the learners have the same goals in order to r@achgards outcome and divergent

tasks are where all the learners will have diffeggrals.

One-way task or two-way tasks (e.g. a presentatfora debate) concerns
the exchange of information by one learner or tearrers, jointly. Long (1989)
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defends that two-way tasks are better than one-tesis in terms of more

negotiation work and more useful negotiation work.

The final categorization of tasks based on outcoretges to the case of
planned and unplanned tasks. Planned tasks are \daners have time to consider
both the content and the structure of the work tiepare. Thus, this type of task
provides the learners with more thinking time, aigation and focus on different
components of a work prior to carrying out the tdsister (cited in Willis & Willis,
1996), carried out a study on planning time, andas found that planning time
allowed learners to devote attention to both fommad @ontent rather than forcing
them to choose one at the expense of the otheumapldnners tended to rely on a
strictly syntactic range. Moreover, Bygate (citedWillis & Willis, 1996) defends
that planning increases the variety, complexity #ndncy of the learner’s use of
language. Crookes (1989) also reported that plgntime was associated with

greater complexity of syntax and a wider varietyesds.

Finally, Skehan (1996: 36) concludes that therenaaiay studies which are
more specific in their analysis of tasks such asbPRu (1987) who is in favour of
reasoning-gap tasks, and Berwick (1993) who cotstrasvo dimensions —

experiential- expository, and didactive-collaborati
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Table 2: Task Classification Based on Their Outcomes

Richards and Rodgers (2001) 1. one-way or two-way
2. convergent or divergent
3. collaborative or competitiv
4. single or multiple outcomeg
5. concrete or abstract langus
6. simple or complex
processing

based
Long (1989) 1. open task vs. close task
2. one -way task vs. two-way
task
3. planned vs. unplanned tasj

Goals in Task-Based Instruction

Skehan (1996: 46) states that a general goal @gielanguage learning can
be identified as “becoming more native-like in anperformance” and distinguishes

learner goals in terms of three main areas as acgufiuency and complexity.

The first goal, namely accuracy, relates to the afseanguage in a rule-
governed way. (Kasap, 2006). It is stated by Biamlgk (1981) that learners
formulate two distinct kinds of knowledge, “expticend “implicit”. Whereas the
former concerns to knowledge which can be analyretlis abstract, the latter refers
to knowledge which is inherent in the learner, itinte and procedural. This kind of
knowledge is not consciously available to learndrse desired position to be
adopted lies between these two kinds of knowledgés suggested that formal
instruction should be provided to check if the h#ag outcomes are measured, so in
this way learners are able to draw on their expkiobwledge. Spada (1987, cited in
Fotos and Ellis: 1991) suggests that formal insioac should be linked with
opportunities for natural communication to promaeisguisition. Further, there is
ample evidence that learners who are pushed oleolgeld to produce language in
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public will strive harder to improve and reach ghtar level of accuracy. (Skehan
and Foster, as cited in Willis, 1996). Besides@i$oon fluency, accuracy should be
dealt with in language acquisition and languagesta. Willis (1996) also states
that meaning precedes form in TBL as learners shfadl free to experiment with
the language on their own and to take risks sonflyen communication matters
more than anything at initial stages, but in therlatages of framework accuracy

does matter. This latter stage presents a veryingaiistic challenge.

The second goal fluency relates to how well learen achieve spoken
fluency and express themselves in real occasiokehdh & Swain (2001)
distinguishes between language activating / fluestogtching tasks and knowledge-
constructing tasks. Language activating / fluenicgtshing tasks aim to maximize
opportunities for negotiation of meaning aroundidspwith a potential to engage.
Thus, fluency is related to how well learners canbilize their IL system to
communicate meanings in real time. Moreover, attjgsspeech rate, pausing,
rephrasing, hesitation and redundancy are key racfor attaining language
proficiency. (Skehan, 1996). It is suggested thatadequate level of fluency is
necessary to deal with difficult levels of intefaot and further opportunities for
learning and also if learners find it difficult &xpress their opinions in real time it
leads to dissatisfaction. (Larsen- Freeman & Ldifif)1). Besides, Candlin (2001)
believes that output practice is needed to enalalenérs to cope with the demands of
the target language in order to integrate it itteirt existing systems. Ellis (2003),
too, supports that tasks provide students with ube of language structures and
items through collaboration with others. Poor flcye may seriously affect the
output of learners by putting limits on interactipatterns, thus this may cause
dissatisfaction both on the part of the speakerthadnterlocutor. Poor fluency may
also be caused by individual factors such as geshyaess, feelings of inadequacy
of one’s ideas, production anxiety, or fear of riedking. On the other hand, learners
may rely too much on accuracy and thus this maggative effect on fluency as

well,
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The third goal, complexity is concerned with theqass by which the inter-
language system of the learners becomes more ateb@momplex and structured.
(McLaughlin, 1990). Willis (1996: 22) defines rastturing as the process which
enables the learner to produce progressively mongptex language and adds that
all these three goals must be balanced in therolass It is suggested that one goal
must not be overemphasized at the expense of adhdrattention should be divided

between them as effectively as possible.

The Instructional Phases of TBL Framework

For Task-based learning, different sequencing fraonks have been
proposed by different researchers to carry ousk-t@sed lesson. (Ellis, 2003; Lee,
2000; Skehan, 1996; Willis, 1996). Ellis (2003) msiout that in addition to getting
learners to do a set of tasks and preparing apptepwork plans for each task to
carry out in the classroom, decisions have to kentaegarding the methodological
procedures for executing the work plans in thesttamm and it is asserted that the
design of a task- based lesson involves considerati the stages or components of
a lesson which has a task as its principal compgongitlis (1996), too, points out
that if learners carried out tasks and then mowedrnother by themselves, they
would become quite experts at doing tasks, yet evolglvelop fluency more at the
expense of accuracy. For this reason, it is sugdestat the framework of the
method should include some steps to improve legrnearning and promote
constant learning. In the same way Willis & Wil({5996) suggest that it is of vital
importance how a task is implemented and they Hwtl this has a strong effect on
task value. >Therefore, it is clear that methodgldgy considered as an important
issue. Thus it is certain that as well as the t#sklf, the methodological

considerations about how to execute the methoddertliassroom are a crucial step.

It is suggested by Willis (1996) that the framewodasists of three phases
which are ‘pre-task’, ‘task cycle’ and ‘languageuds.’ Ellis (2003); however, names
the chronology of a task based lesson as ‘prestagdiating task’ and ‘post-task’.
Skehan & Swain (2001) on the other hand, emplograptetely different term for
the implementation of a task-based lesson. Theethesic components which are
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included in the framework are ‘input data’, ‘opésas on data’ and ‘outcomes’ and
it is further pointed out that this meaning, formnd meaning progression cycle seeks

to manage shifts as learners are involved in thle da it unfolds.

The TBL framework strictly differs from the traditial teaching methods in
terms of the sequencing of the instructional stapganguage teaching. In traditional
methods, teacher firstly presents the target iterbe learned, thus form precedes
meaning. Doughty & Williams (1998) point out thedaditional methods fail to teach
discrete lexical, grammatical, or notional- funoib items one at a time as learners
do not acquire new forms or rules suddenly. Ratihés, asserted that progress in a
second language is not unidirectional and thustkgngeriods are required as there
are inherent developmental stages within the bddye language learning period.
Besides, Willis & Willis (1996) suggest that thekabased framework differs from a
PPP cycle as the focus on the language comes #ghstage, so the task itself is
central to the framework rather than the languagéd taught. In a typical PPP
lesson, students are asked to complete a contrphiactice stage, where learners
have to repeat target items through choral andviehgial drilling, fill gaps or match
halves of sentences. Therefore, all of this teachatrolled practice puts the burden
on the learners and tries to guarantee that studssg the language correctly and
becomes comfortable with the new language. In Tiglwever, learning is seen as a
cyclical process integrating immediate experieme#ection, conceptualization and
action of the learner. For this reason it is linkedexperiential learning. In other
words, learners begin with a holistic experiencdaofyuage use, later they end up
with looking closer at a linguistic feature. As Wl (1996: 24) states learners are
free to choose whatever language forms they wishotovey what they mean, in
order to fulfill, as well as they can, the task Igom TBL. Lastly, learners are
focusing on meaning while they are carrying ouksa®ractice or the display of the
target forms cannot be named as tasks within TBLjasks require learners to

achieve an actual outcome and learners strivexidranging real meanings.

In the model of Task-based learning described e J&illis (1996), the
traditional presentation, practice, production (PRBson is reversed. The students

start with the task. When they have completedhi, teacher draws attention to the
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language used, making corrections and adjustmenketstudents' performance. The
framework of TBL is divided into three basic stepgspite some stages being
optional. It should be borne in mind that the framoek of TBL is flexible and the
length of the stages depends on factors such lagatadiarity, cognitive demands of
the task and student needs and also the framevaorikbe split between two lessons
in the form of homework or as a report to be presgm the following lesson.

Table 3: Ellis’ Framework for Designing Task-based Lessons

Phase Examples of options

A. Pre-task - Framing the activity (e.g. establishing
the outcome of the task)

- Planning time

- Doing a similar task

B. During task - Time pressure
- Number of participants

C. Post-task - Learner report
- Consciousness-raising
- Repeat task

Table 4: Willis’ Task-Based Learning Framework

Components of a TBL Framework
PRE-TASK PHASE
Introduction to topic and task
Teacher explores the topic with the class, highdiglseful words and phrases,
and helps learners understand task instructionpasphre. Learners may hear a
recording of others doing a similar task, or read pf a text as a lead in to a tas
TASK CYCLE
-Task
-Planning
-Report
LANGUAGE FOCUS
-Analysis
-Practice

Sometime after completing this sequence, learneay trenefit from doing
similartask with a different partner.

(Willis, 1998).
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Pre-task Phase

Willis (1996: 42-49) describes pre-task phase a&sdifiortest stage in the
framework. Pre-task phase sets up the task to edaut in the lesson and if a
course book or resource book is used, there wilbeamuch advance preparation to
do the task, but if the teacher prepares his/ er tasks it may seem to involve
much preliminary work but it should be borne in thithat the same tasks can be

used again with different classes.

The first step at the pre-task stage is helpinghkera define the topic area.
This step focuses on meaning and tries to helpestsdnegotiate meaning. The
second step is to help students remember or aetipaorly learned words and
phrases that may be useful during task cycle aideithe classroom. Alternatively,
topic-related words which are unfamiliar to studeceain also be taught at this stage.
The aim is not to expand students’ word knowledgeteach one particular
grammatical structure at this stage, but rathdrsdost their confidence. Unfamiliar
vocabulary is taught to provide learners with sameessary knowledge before the
task so that they can fall back on at later stagenathey need. Pre-task activities
actively involve all students in the task, give rtheelevant exposure and most
importantly create interest in doing the task. s tstage, teacher can make students
classify words and phrases, do odd one out adctithitat is insert one item which
does not fit a set of words or phrases, match pbrde pictures, do memory
challenges by using pictures, ask them to brainstond make mind maps, lead them
to think of questions to ask or want ask them ratausimilar experience by giving
instructions. The third step in the pre-task phage specify the task outcomes and
to ensure that students know what they are expeatieat the goals of the task are
and what the task involves. It is suggested tregstbom instructions should be clear
so that students can feel secure about doing #hkeas instruction-giving is a truly
communicative use of the target language. Givingtruttion is a source of
communicative use of the target language and iasserted that students’ first
language should not be fallen back on unless tiseeecommunication breakdown

which may interfere students’ learning. It is ats@rthat although the learners’
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language is weak at this stage, trying to talk snaall group or in public provides

them with a crucial learning opportunity.

Ellis (2003: 244-249), on the other hand, defermdd the pre-task phase is
to cater learners’ needs in ways that will promaxtquisition. Different alternatives
are presented to prepare students to perform a Taskfirst option is to perform a
similar task. The original pre-task phase includee interaction of questions-and-
answers. In this activity, the task is divided irsimaller, manageable sets so that
learners can reach the expected outcome step fpyTtes guided pre-task activity is
to scaffold learners’ learning and help them segjtilate themselves to perform the
task on their own by using a set of graded questidhe second option for a pre-task
stage is to provide a model. Via observing a maédakners do not perform a task;
rather they observe how a task is carried out. Wayg the cognitive load on the
learner is reduced. Moreover, a model can be eeploito raise learners’
consciousness about specific features of the taskfonpmance such as
communication problems that can hinder understanddiher than these, non-task
activities can also be exploited to reduce the ttivgnload or the linguistic demands
on the learner. Alternatively, learners’ contenhesnata can be activated to
familiarize them with the task and activate theickground knowledge related to the
task. Mind maps or brainstorming can sharpen learm@ocessing and also help
them formulate their language needed to expressitieas. Finally, learners can be
given time to plan how they will perform the tagtlis (2005: 3) again states that
pre-task planning is divided into rehearsal andtsgic planning. Rehearsal provides
the learners with an opportunity to perform thektasfore carrying out the main
task. With rehearsal learners have the chance dotipe the main task but as a
preparation. Strategic planning, on the other hamnelpares learners to perform the
task by considering the content they will need noogle and how to express this
content. It is also suggested that in pre-task mianlearners have access to the
actual task materials and this distinguishes gjrai@anning from other types of pre-
task activity. The essential role of strategic piag is studied by many researchers
in the field. Several of these studied have preskthat if learners do strategic
planning before performing the task, the fluencyledrners are fostered. (Foster,
1996; Foster & Skehan, 1996). Foster (1996) suppbdt if the task to be carried
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out is more challenging, then strategic planningtdos fluency of learners and
learners may attempt to use more complex languadgeatend to accuracy more.
Moreover, Foster and Skehan (1996) come to a csiocitthat familiarity with the

task plays a crucial role as tasks which are basegbersonal, more immediate
information are easier, than those which involvssléamiliar and more remote

information.
Task-Cycle Phase

Willis (1996: 52-60) emphasizes the flexibility tfe task-based framework
by defending that task cycle was the only necesskyent of the framework. It is
asserted that this task cycle offers a holisticafdanguage as learners use whatever
language they have for the sake of completing dlsk &nd improve their language.
Feedback from the teacher is received either apldnening stage during the task or
while planning their reports of the task. Besidesytreceive exposure at different
points throughout the task while they are relatimgtask into their own experiences

or while they are reading a text.

This cycle has three components, which task, planning and repartAt
the task stagestudents carry out the task either in small gsoap pairs while the
teacher monitors from a distance, encouragingth®ts for the sake of promoting
their fluency, not correcting. So, as mistakes raoe damaging their performance,

learners feel a sense of freedom and experimenhttigt language without hesitation.

The second step in task-cyclepknning At this stage, learners try to be
accurate intrinsically as they prepare a reportctvishows how they carried out the
task, what things they discovered and learned WlipuSo, the teacher helps them

with the language they use at this stage by gigithgce on the language they use.

The last step igeport At this stage, reports are presented in class, or
alternatively they can be exchanged or the resaltsbe compared. Teacher, at this

point, acts as a chairperson, only commenting erctimtent of the learners’ papers.
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Ellis (2003: 249-258); however, names the stagduamg-task phase and
takes two basic kinds into consideration to camy & lesson at during-task phase.
The first type relates to how the task is studietbte the actual performance of the
task and thus planned by the teacher. These telai@sk performance factors’. The
second type, however, refers to ‘process optiorfsckv concerns how the teacher
and learners perform the task and make decisiooaghout the during-task stage.

Task performance factors include three differenioms. The first option
concerns the time allowed to students to undetiadeask at during-task phase. The
more time they are allowed, the more complex amdirate language they produce.
(Ellis & Yuan, 2003). So, it is suggested that shig should not be restricted by
strict time limits. However, Lee (2000) is in favoaf setting strict time limits. The
second task performance option is related to tlesscto the input data and it is
concerned with whether the learners should havesacto the input data or not at
during-task stage. Lastly, the third option consethe introducing of a surprise
element into the task, but it is asserted that kdretncluding such an element
promotes accuracy, complexity and fluency of leeg'nenguage is not certain and it

lacks a theoretical base.

The process options, on the other hand, differ frask performance options
in the sense that process options need to bewl#altvhile the task is being carried
out as the discourse arising from the task is &retiesl throughout the task-cycle.
Long & Crookes (1991) state the common belief abdBL is that learners need
plenty of opportunity to develop their comprehensadilities prior to producing it,
as acquisition of any linguistic structure is noestant. Ellis (2003) also points out
that throughout the learning process, learnersldifouget where they are and why
they are studying the tasks and the lesson shaustantly require learners negotiate
about the content so that they can learn subcamsgioTask-based pedagogy leads
learners to the kinds of risk-taking behaviour alsat in natural ways. Moreover, in
TBL language is seen as a tool to communicate, @asain traditional view language
is seen as an object that needs to be treatexlfdt this reason that learners cannot
internalize and use the target language as watlatise speakers. Besides in TBL,

scaffolding aims to enable learners to reflect thelwes in the way they want.
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However, Seedhouse (1999) criticizes TBL on accainseveral factors
and states that TBL cannot match these ideals soeetlt is illustrated how some
tasks can constrain the turn-taking system on socgasions, how some learners
tend to depend more on pidginization as a resultebfing on topic comment
constructions. He also criticizes TBL on accounthef learners’ tendency to produce
indexical interaction which is context-bound anexplicit to any outsider. Clearly, it
is certain that learners’ performance while theg performing tasks needs to be
monitored carefully by the teacher so that theiterilanguage development
throughout the process can be examined. As EI33P sums up there is no
prescription for process options, but just the Kiodl ideal process can be presented

so that learners can strive for them. These are;

Discourse that is essentially conversational inreat

Discourse that encourages the explicit formulatibmessages.
Opportunities for students to take linguistic risks

Occasions where the task participants focus intplieind/ or explicitly on
specific linguistic forms.

Shared goals for the task

Effective scaffolding of the participants’ effots communicate in the L2.
(Ellis, 2003: 258)

PwpNPE

oo

Post-Task Phase

Batstone (1994: 97) divides post task phase intorvain steps which are
public performanceand reflection As a first step, previously studied task which
includes time, topic and context-gap regulatiosnmall groups or pairs is performed
publicly. As learners gain fluency and confidencenf studying in small groups
during main task, they perform the task in frontle# whole class and it is assumed
that at this stage learners attend to accuracygaatity of their speech more as they
studied the task beforehand at task-cycle stageyadath the content and as they are
exposed to a whole class regulation at this step.second step in post-task cycle is
that learners reflect on the language they usenugout the task-cycle and they

consider main improvements.
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Willis & Willis (1996: 58) name the stage as langadocus. They however,
divide the post-task phase into two steps which aralysis and practice. At the
analysis stage, learners explore the target larggudyelop an understanding about
certain aspects of syntax, collocations and leXisis analysis stage is to help
learners systematize the aspects of language thegrneed at the task-cycle and
clarify concepts and notice new things. At the pcacstage, practice activities based
on the analysis work are conducted. These actvitieay range from choral
repetition of the phrases identified and classif@dictionary reference work on new
words from text or transcript. Alternatively, leara can play memory challenge
games or make sentence completion activities wénetset by one team for another.

Ellis (2003: 258-260) on the other hand, states i post-task phase can
be presented in three optional ways and thesgBreroviding an opportunity for a
repeat performance of the task, (2) encouragintpatedn on how the task was
performed; and (3) encouraging attention to formparticular to those forms that
proved problematic to the learners when they peréal the task. The post-task
phase is divided into three steps which are repedbrmance, reflecting on the task
and focusing on forms. At the repeat performanep,dearners are asked to repeat a
task on the basis of the idea that when learng@esatea task, they will become more
fluent, their production will be more complex anwbpositions will be expressed
more clearly. Reflecting on the task, on the otteerd, is based on the idea that when
learners present a report, they have the chaneealoate what they did throughout
the main task and what things they discovered.ly,ate focus on forms stage,
similar to Willis’s practice stage, aims to develmruracy along with fluency, thus

form rather than function is studied at this stage.
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CHAPTER 5

LITERATURE REVIEW

This part will cover the previous research on TBaked Learning in
relation to different factors by following a hisical order starting with the recent

studies.

RESEARCH ON TBL

Soyaslan (2008) investigated to what extent thditteanal method and task-
based teaching differ in foreign language achieveréthe ' grade learners. The
intervention group consisted of 16 students andctr&rol group consisted of 16
students, too. Firstly, the researcher gave aqueip a total of 32 students to
measure their English level. No significant diffece was found between the scores
of pre-test. Pre-test / post-test design with @drgroup was used within the body of
this research. After almost a three months periddeatment, the study showed that
there was a significant difference between the-fesdt scores of each group. This

meant that TBL was more effective in foreign langgiachievements of learners.

Similarly, Kasap (2005) carried out a study whigimed to explore the
effectiveness of Task-Based instruction in imprgvistudents’ speaking skills
besides exploring student and teacher perceptiohBlo Two groups participated in
this study, one being the control group whereaother was the intervention group.
There were 45 students in total. Oral pre-tesisst-pests were administered to both
classes. The intervention group was given a quasdioe after each of 11 weeks’
treatment. Moreover, oral pre / post interviews evexdministered to explore
teachers’ perceptions. T-tests were run to comiierémprovement between groups

and to analyze the improvement within groups.

The results demonstrated that there was no signifidifference in any of
the comparisons in terms of speaking proficiencgweler, it was found out that

students’ general perceptions of task-based intsgtruovere positive, and also
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interviews with the study teacher also yielded tsifive results. Furthermore, the
questionnaire results showed that students hadaheutpartially positive reactions
to the treatment of tasks but found these helpfudeveloping their speaking skills

throughout treatment period.

Kurt (2004)investigated the effects of Task-based Instructan8" grade
students' vocabulary learning and reading/writingfipiency in the foreign language
and on their attitudes towards language learninguaks found that the Task-based
Instruction integrated into regular English claspesduced statistically significant
differences in learners' retention of the targetalmlary items as well as their ability
to use these words accurately in new contéxisther finding of the study was that
the intervention group learners outperformed thetrob group learners on reading
and writing tasks. Moreover, the results revealeat learners retained their pre-
existing positive attitudes towards learning a igmdanguage and they developed an
appreciation for the Task-based Instruction to Whicey were exposed to in the
classroom. Hence, the results of the study indic#tat Task-based Instruction can

be utilized as an effective language teaching apran young learner classes.

In a case study Ahmed (2003) discusses the useBaf i designing a
syllabus for an oral communication skills cours@macademic setting. A case study
was presented in the intensive English program taedprogram was found to be
very successful in achieving its goals. The redesarconcluded that the success of
learners could be attributed to TBL, which strongigphasizes the functional use of

language.

Mori (2002) examined the sequential developmeitlainh-interaction which
was observed in a small group activity in a Japah&sguage classroom. Although
the group work required learners to engage in eudson with the native speakers
invited to the class, the interaction was rath&e la structured interview as the
students successively asked questions and rectggdtdack from native speakers in
a controlled way. There was an exchange of infamnathough. The study aimed to
explore the relationship between task-based instrycthe students’ reaction to the

instruction during their pre-task, planning and #wotual task stage where students
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talked to the native speakers. The results demaiestrthat a more natural and
coherent discussion was performed by the studemigtee plans contributed to the

development of the talk.

Mor-Mutlu (2001) conducted a study to make compmerivetween two
types of teaching, task-based teaching and prasemaactice-production. The
researcher aimed to find out which model for gramteaching was more effective
on student achievement in the learning of two diffé grammatical structures:
‘passive voice’ and ‘present perfect tense’. Besidpre-tests / post-test, the
participants were also given a delayed test totkeeeffectiveness of the method
within the body of this research. The results destrated that both types of
instruction were effective in teaching the targetures, but TBL was significantly
more effective in the learning of ‘present perfemtse’ in the long term. Moreover,
for the second target structure ‘passive voice’L 'Maas found to be more effective

in the short term, but both groups were found tedpeally effective in the long term.

Hadley (2000) analyzed the learning needs of thelestts at Nagaoka
National College of technology and as a resulthes ainalysis discussed the criteria
of language teaching materials. It was found thBL Tapproach was helpful in
meeting the needs of the students for Science a&astinblogy and this provided a

framework for the implementation of Task-Based beay.

Mackey (1999) conducted a study to observe thecwsffef input and
interaction on second language development. Thiy sdimed to find an answer to
the question, “can conversational interaction ftgé second language
development?” The study was of pre-test and a fesstdesign. Thirty-four ESL
learners with varying L1 backgrounds were dividat ifour intervention groups and

one control group within the body of this study.

They were taught according to the principles of T#id took part in task-
based interaction. Their active participation iteraction and the developmental
level of the learner were taken into consideratidre results of the study support the
claims which concern a link between interaction grammmatical development and
also highlight the importance of active participatin the interaction.
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Storch (1998) reported the results of a study winel carried out on thirty
tertiary ESL learners, at intermediate and advaheegls. These learners engaged in
text reconstruction task and this task requirednke@ to work in groups and
reconstruct a text from given content words bytdecher. It was found that a text
reconstruction task could be used with students warying levels of proficiency by
carefully choosing a text, and the function wordsé omitted to suit the task into
the proficiency of learners. Such kinds of taskenseparticularly appropriate for
more advanced learners as they have the chanee teeyond the sentence boundary

and see the text as a whole semantic unit ratherdl a sentence only.

Foster (1996) investigated the effects of langyagaening on students’ oral
production and using tasks that any EFL teacherldvba able use in classroom.
Three tasks were chose for this study and thoseded a personal information
exchange task, a narrative task and a decisionnagakisk by reasoning that each
task would require a different level of attentiorh the learners. Eight students
from each of four intermediate level classes athRiond Adult and Community
College participated in the study, making a totalB2 students. They were aged
between 18 and 30 and had a very wide range d@rdift language backgrounds. All

the participants aimed to pass the Cambridge Eestificate examination.

The students were asked to do one task a weekifee weeks during a
normal scheduled class, each time working withdhme partner and they did the
tasks in a different order to eliminate any effibett the practice may have had. Two
of the class groups acted as control groups andthgidtasks after only a brief
introduction to ensure that the students understaoat was expected of them. The
other two task groups received the same brief duttbon and were given ten
minutes individual planning time. To ensure thaeythused this time for task
planning, they were asked to write brief notes. Té®lts were discussed according
to five different criterias, namely to fluency, $gatic variety, syntactic complexity,
accuracy and syntactic variety. It was found thaktdone without planning time is
more likely to lead to students choosing relatiuelglemanding language. Moreover,
there are more chances for them to rely on reaigilable vocabulary rather than

trawling the less easily accessed parts of theicd®m. The results also showed that
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the students with no planning time are very muchentigely to pause frequently and
at length. All these effects are stronger on talsasare cognitively more demanding
as students do not have the attentional resouraéfcient to deal with the

difficulties of both language content and langutayen at the same time.

Ellis (1995) studied an alternative approach totdeehing of grammar by
suggesting that inter-language development camtheenced by manipulating input
rather than output. So, the approach he lookedvims based on interpreting the
received input of the learner. The result showed ithterpretation tasks, which help
learners attend to specific grammatical featuretheftarget language in the input,

offered a promising type of tasks among other nusthad grammar instruction.

Fotos (1993) carried out a study to explore the warmhof learner noticing
produced by two types of consciousness-raisingnreats which were designed to
develop formal knowledge of problematic grammardtires, teacher-fronted
grammar lessons and interactive, problem-solvisgsaThe frequency of noticing
the target structure in a communicative environmaiftér the treatment of the
intervention group was compared after one and tveeks with a control group
which was not exposed any kind of grammar consoiess activity. It was found
that, to promote the significant amount of notigitagk performance was as effective
as formal instruction and this was based on tha dhtained from the comparison
between the control group and the intervention grou

Summary of Studies in the Field

So far many studies comparing the effectivenesaafitional methods of
language instruction; teacher fronted instructind task based instruction have been
mentioned. What all of these studies suggest inncomis that both teacher-fronted
instruction and task-based instruction are effectBut task-based instruction has
been found to be more effective in the retentiomrammar instruction in the long
term as exemplified by Mor-Mutlu (2001). Also, Kasg2005) concluded that task-
based instruction was found to be effective for nowmg students’ speaking
proficiency. There are also other studies mentioabdve, and some of which
suggest that task-based instruction also enhantelerds’ noticing the target
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language items easily. It is also suggested thaesits learning through TBL see the
boundaries beyond sentence level; furthermore aenmumatural and coherent
discussion is performed by learners when they Idarough TBL. TBL facilitates

language learning and is thought to be effectiiamguage learning in general.
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CHAPTER 6

METHODOLOGY

In this part, the model of the research will be lax@d in addition to the
data collection instruments, the procedure, datdectmn and the analysis

techniques.

THE MODEL OF THE RESEARCH

There are many different types of experiments. Mostquite different from
the common stereotype. All experimental researofyever, has several elements in
common. One of the most obvious is the divisiothefsubjects into groups (control,
intervention, etc.). Another is the use of a treaitn(usually the independent
variable) which is introduced into the research tern or manipulated by the
researcher. (Baker, 1997). Some questions and lhgpes to be searched from
different sources, and a set of such interrelatgubtheses which construct a theory
can be dealt with for research by testing theseotingses in a controlled context.
This type of research is called as an experimamtalsince it requires an experiment
to be carried out. Experimental research is arabmid deductive and it needs to be
carefully constructed in order to control and marage the variables, the treatment
and the measurement of the treatment. In an expatahstudy, participants are
generally formed into two groups, to whom speciféad! controlled treatments are
given. These groups can be either natural or aectsl specifically for the

experiment. Then, the effects of the treatmensardied.

In this study, the Pretest-Posttest Control Groupsign was used.
According to Kaptan (1998), this Pretest-Posttemtt®l Group Design as research
study is anexperimental desigm that there is a degree of randomization, usa of
control group, and therefore greater internal wglidit is one of the earliest
experimental study designs and also an improvememmire-experimental designs in

that one can determine whether there is a changeiparticipants’ behaviours and
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in the outcomes after treatment and thus it deesetiee chances of interference of
other factors. Thus, there is considerable confidethat any differences between
treatment group and control group are due to ietion. The logic of the
experimental method is to begin with two identiGal equivalent groups of
individuals and to do something to the membersefdne group. Since the groups
are the same to begin with, any differences seemea® the groups afterwards must
be due to whatever it was that researcher did tmimees of one of the groups. The
experiment is the most highly controlled of theesrsh designs. Kaptan (1998)
stresses that in a study in which this design eduthe errors of effects that result
from testing, data collection tools or time candwwided as these effects or errors
can be controlled by the researcher. Even thoughetimay be some errors, the
results will not be erroneous as the effects wdl the same in both groups. An
important source of this control comes from the veaperiments are set up, with
various groups being subjected to different condgi The division of subjects into
conditions allows a number of comparisons to bevdraeach of which gives the
researcher information about a facet of the rebeasituation, such as the
experimental stimulus, the pre-test, or the passégene. For each factor you want
to assess, you would have one group that is s@je¢otthe factor and one that is not.
The groups that are not subjected to the variott®fa are control groups. It is clear
that not much can be concluded from one-pointametstudies of a single group. It is
much better to have a comparison. After the expamtation period ended, with the
pretest-posttest design, the researcher can lockraparison to see if there is any
difference over time for the control group.

THE POPULATION AND THE SAMPLE OF THE STUDY

The population of the study included the learndtsending the morning
classes of Intermediate courses at D.E.U. Schoélooéign Languages. Thirty-one
intermediate students in the School of Foreign uaggs at Dokuz Eylul University
participated in this study. All the students weedveen the ages of 18-24. When the
study was carried out they were studying in thengpterm of the academic year,
2007-2008, in the School of Foreign Languages. éku2 Eylul University, students

are taught in classes which are made up studepots flifferent educational
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backgrounds and different faculties. They are gagrlacement test at the beginning
of the academic year and they are placed intordifteclasses based on the scores
obtained in the placement test. In the spring testugents’ average grades taken
from the skills and sub-skills throughout all acadte year determine whether they

can pass their classes or not.

The researcher taught two classes who were fountetdntermediate
students according to the placement test which caased out by the institution at
the beginning of the year. The control group cdedisof 15 students, with the
intervention group 16 students. While determinifgg tcontrol group and the
intervention group, the teacher researcher chassettwo groups as their scores in
the placement test were closer to one another. sfidents who participated in the
study were all speakers of Turkish. At the timetloé study, the students had
completed a period of 20 weeks of grammar instwacOne class was chosen as the
intervention and the other was chosen as the dogmmup randomly by the

researcher.

Therefore, the sample of the study consisted ofléheners attending the
morning courses owing to the fact that they wenedoanly determined as the
intervention and control groups for the study. Dgrihe treatment, one student in
the intervention group missed some classes angbringest. This student was not
considered as the part of the study in the anabfsise data. Fifteen students in the

intervention group, and fifteen students in thetemrgroup participated in the study.

DATA COLLECTION INSTRUMENTS

The pre-test and posttest in the study consisted/@fdifferent tests which
are the “Attitude Scale towards Reading Poetry” #ma “Vocabulary Test”. The
“Attitude Scale towards Reading Poetry” was modififeom Assist. Prof. Dr. gur
Altunay’s “Attitude Scale towards Learning EnglisiThe “Vocabulary Test”, on the
other hand was developed throughout the 2007-2@08Term by the researcher

herself.
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Attitude Scale towards Reading Poetry

To assess the attitude of the subjects, an attisedée, consisting of 14
items, was modified from Assist. Prof. Drgl Altunay’s “Attitude Scale towards

Learning English”. The test was of rating scaledkin

The adapted questionnaire consisted of 14 itentd;\8hich were positive
and 6 of which were negative. For each item théigaants were asked to record a

response on a five-point Likert scale.
The following procedure was followed in order t@kate the items:

For the positive items, the students who markedof$fly Agree” option
was given 5 points, the student who marked “Agigaion was given 4 points, the
student who marked “Not Sure” option was given ¢hpoints, the student who
marked “Disagree” option was given 2 points andgthelent who marked “Strongly

Disagree” option was given 1 point.

For the negative items, the student who markedtglly Disagree” option
was given 5 points, the student who marked “Disglgoption was given 4 points,
the student who marked “Not Sure” option was gitlenee points, the student who
marked “Agree” option was given 2 points and thedsht who marked “Strongly

Agree” option was given 1 point.

YA rating scale is an instrument that requiresrtiier to assign the rated object that have numerals

assigned to them and rating scales are often refedeto a statement which expresses an attitude or

perception toward something.
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Table 5: Scoring of the Items in the Attitude Scale

Positive Items Negative Items

Attitude

Strongly Agree

Agree
Not Sure

Disagree

Strongly Disagree

To determine the reliability of the scale, Engligrsion of the instrument
was administered to 150 students from the Schodfarkign Languages, Dokuz

Eylul University. The instrument consists of 1ikein total.

Reliability analysis of the instrument revealed rach-Alpha coefficients
of 0.75 for the generation of the instrument assilated in detail below. Negative
items in the scale were transformed #reke findings revealed that English version
of the Reliability Analysis of the Attitude Scal®wards Reading Poetry a reliable
instrument that can be used to measure studenitsidas towards reading poetry.
(See Appendix-1)
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Table 6: Item analysis of the Attitude Scale

SS

1,21991
1,13910
1,21329
1,24295
1,20216
1,07533

1,23123
1,27837
1,17599

,99088
1,05134
1,18219
1,09299
1,25097

Vocabulary Test

To assess the vocabulary knowledge of the subjddtsyent vocabulary
tests were examined to develop a test which ewsduatudents’ vocabulary
achievement. The vocabulary tests of TOEFL, GMA@mnations and the IDKO
and ELS institutions’ vocabulary tests were examiine detail and finally a
vocabulary test was developed by considering tesole plans which were prepared
by the researcher according to the principles of T&affolding, task dependency
,organic learning, keeping meaning making as tlwalfpoint and with a focus on
process rather than the product) throughout the team of 2007-2008. (See
Appendix-2 and Chapter 4 for further detail). Tlaeget words to be tested were
studied by the researcher in detail during theqgoeonf developing lesson plans.
During the preparation of the lesson plans, theslexbe tested were studied at the
same time to prepare the vocabulary instrumerdabisli The distractors were chosen
as cautiously as possible. Firstly, word frequem@s of vital importance. The
frequent words which existed in twelve poems wéassified based on their parts of
speech prior to the classroom study. It was paetigp attention by the researcher
that in each poem students focused on not moredharvariable so that they would
not be confused about the target vocabulary. Wheg studied adjectives in one

poem, they were not expected to learn all the nauredverbs in the same poem.
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Only the most prominent words in a poem were dedtl the teacher in detail.
Semantic categorization of words was taken intsicaration, as well. Semantically
related words were studied together to help stisd@rthe new information into their
existing schemata. For that reason, all these fact@re taken into consideration
during the preparation of the vocabulary instrumé&intally, the target words which
existed in the poems were especially chosen asreitie correct answers or

distractors in the multiple choice test.

The instrument consisted of 35 items before thmb#ity test. After the
reliability test was carried out 5 out of 35 quess were omitted. The test aims at
evaluating almost 100 different words. For relisilboth tests were applied on 150

students at the School of Foreign Languages.

The questions were designed in multiple choice testign. The test
consisted of three main parts; sentence completitinthe suitable word, finding the
antonym of the underlined word and finding the sym of the underlined word.
Although all questions in the pre/post test wereppred by depending on some
course books and tests by the researcher herBelieaguestions were checked by
the researcher’'s supervisor, by a native speakdrbgnsome colleagues of the
researcher for the purpose of controlling theirdmt and reliability even prior to the
reliability tests and before being applied. Theyravasked to give feedback and
comment. The tests were revised and rewritten douprto the comments of the
supervisor and of the colleagues.

The purpose of the sentence completion activityhie form of multiple
choice test was to see how often learners couldsghdhe learned items out of
distractors. It was also important for the researdh include the types of questions
used in traditional grammar instruction and testimigich are sentence completion as
multiple choice questions as they are similar ® kinds of activities employed in
normal hours of grammar teaching. Moreover, as By@E96: 45) states that “task-
based testing may not be reliable if students atesnitably prepared or testing

procedures are not similar with the ones used asstl The purpose of preparing
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multiple choice tests is to understand how oftearrders could recognize incorrect
and correct words of the target vocabulary throergical thinking.

To measure students’ vocabulary achievement, abwubaey test (which is
of multiple choice test kind) was administered %6 Istudents from the School of
Foreign Languages, Dokuz Eylul University. The iastent consists of 35 (thirty-
five) items. The instrument includes items whichmsito measure students’
vocabulary knowledge which they learn through sgfcidesigned poetry lessons.
Reliability analysis of the instrument revealed Ku&Richardson 20 (KR-20)
coefficients of 0.70 for the generation of the nstent at first as illustrated in detail
below. (See Table 7). Later, to enhance the rdiiplaf the instrumentfive items
(5, 19, 22, 30, 35) the discrimination index of @hiwas considered to be not
reliable enough were excluded from the test. Thomrs reliability analysis of the
instrument revealed Kuder-Richardson 20 (KR-20)ffadents of 0.72 for the

generation of the instrument.

In statistics, the Kuder-Richardson Formula 20aisneasure of internal
consistency reliability for measures with dichotarmochoices. It is analogous to
Cronbach'sa, except Cronbach'se is used for non-dichotomous (continuous)
measures. A high KR-20 coefficient indicates a hgem@ous test. Values can range
from 0.00 to 1.00 (sometimes expressed as 0 ta ¥060) high values indicating that
the examination is likely to correlate with altetedorms. It is stated that the KR-20

is impacted by difficulty, spread in scores andyterof the examination.

Table 7: KR-20 Reliability Statistics Report for Vocabulakghievement Scale

Questionnaire  Total Scored Average Score Average KR-20 Standard
Statistics Iltems on Exam of all Candates Per cent Reliability Error of
o€fficient Measurement

First
Measurement 35 18.80 53.73 0.70 2.65

Enhanced
Measurement 30 17.15 57.19 0.72 2.44
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THE PROCEDURE AND DATA COLLECTION

Each treatment lasted 4 hours per week. Both iatgien group and control
group were taught by the same teacher, the resgastihis study, too. Pre-test was
given to the students in usual lesson hours jukirbdhe treatment started. They
were told that the purpose of the test that thegewaking was to find their needs
about target vocabulary which existed in poem$enform of lesson plans and meet
these needs during the teaching of these lexieaistin vocabulary lessons. At the
end of the treatment, students in both groups \gemn the post test to measure the
learning of the target items after the treatment.

In the control group presentation-practice-productimodel, a method
which is traditional, was used as the usual modelvbcabulary teaching at the
School of Foreign Languages, for the control grotgsk-based teaching according
to Willis’ framework (1996) was carried out in thrgervention group. (See Chapter-
4 for detail).

A pre-test was given to both groups at the begmmh the treatment to
measure the knowledge that students in both grbagsof the target vocabulary.
The pre-test scores of the learners were kept termmamparisons of post test scores

of the learners.

Materials

The materials used during the treatment of theetakgpcabulary were
prepared as lesson plans. Twelve lesson planspvepared for the TBL group, the
intervention group and twelve lesson plans werepgmed for the presentation-

practice-produce (PPP) class, the control grouperstudy.
Lesson Plans

The TBL lesson plans were prepared for four hoarsvpeek as suggested
by the thesis’s supervisor at the start of theaese The TBL lesson plans were
prepared, based on the framework suggested bysW1896) because each stage of
Willis’s framework prepares the ground for the nexktgoes from holistic use of



91

language to the specific. (See Chapter 4) The taske used during the treatment
were similar to the types of tasks Willis (1996ygests. The poems used in the pre-
task stages for the teaching of target vocabulaseviborrowed from literature and
the tasks were prepared by the researcher and exthéxgkthe thesis’ supervisor for
checking whether they had authenticity, reliabilgtgd validity. (See TBL lesson
plans, Appendix 3).

Data Gathering
The intervention process can be summarized like thi

Table 8: The Data Gathering Procedure

Group Before the The Treatment After the

Treatment Treatment

Intervention Vocabulary Test Vocabulary Teq
Group Attitude Scale TASK-BASED Attitude Scale
LEARNING

Control Vocabulary Test Vocabulary Te
Group Attitude Scale TRADITIONAL Attitude Scale
TEACHING

DATA ANALYSIS

The data has been analyzed with SPSS packet prowrarirstly, the
pre/post vocabulary test results of interventioaugr were coded by inputting the
data into the SPSS programme. The pre-test scoees goded as 1, whereas the
post-test results were coded as 2 by clicking Wariable View” and then “Values”
option. Thus, it was stated precisely that the @a&fil represented the pre-test scores
of the intervention group, whereas the value ofo®d for the post-test scores of the
intervention group. Firstly, (by clicking “Analyze®escriptive Statistics” and then
“Explore” option) the descriptive statistics of gest and post-test scores of the
intervention group were assessed to measure thalbweeans of the intervention

group. The same procedure was also carried outhBrcontrol group separately.
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Data obtained from the pre-test / post-test wasnditdd to statistical analysis for
within group comparison. The purpose in comparirgtpsts and post-tests was to
see if any learning was fulfilled in both groupshi® able to talk about learning just

after the treatment. If so, which method was eifett

Later, the pre-test and post-test mean scorestafdroups were submitted
to statistical analysis, T-test, to measure thenlag in the long term and to see

which method is more effective.

Pre-test and post-test scores were submittedtdtistecal analysis for both
in-group comparison and between group comparisae#if TBL method was an
effective method or not in the learning of targetital items. T-test was used within
the body of this research just because the T-s=sisses whether the means of two
groups are statistically different from each oth&his analysis is appropriate
whenever the means of two groups are comparedit am@specially appropriate as

the analysis for the posttest-only two-group ranidech experimental design.

The same procedure was carried out for the evaluati the attitude scale
scores of both groups. Firstly, both interventioroup’s and control group’s
descriptive statistics were evaluated. The purpease to see if any difference of
attitude existed in both groups to be able to &ddut an improvement just after the
treatment through specially designed poems by TBithod. If so, was there a

significant difference?

Later the scores of the attitude scale were subdhftir statistical analysis to
see if there was a significant difference in stislestttitudes. Again T-test, was used

as the means of two groups’ attitude scale scasesa@npared.
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CHAPTER 7

FINDINGS AND INTERPRETATIONS

In this part the results of the data analysis bellgiven. The presentation of
the data analysis will be done according to thearssh questions and the results will

be discussed.

As stated earlier, the purpose of this study iscimpare the effectiveness of
Task Based Learning and presentation-practice-ged(PPP) paradigm in
vocabulary teaching through specially designed moem accordance with the
principles of TBL. The participants in the studgtibthe control (PPP) group and the
intervention (TBL) group were given a vocabularg{est at the beginning of the
study for the purpose of determining how much vo&aty knowledge these learners
had of the target vocabulary at the start of tlee@dure. The same test was given to
both groups as a post-test after the treatmen¢e¢afshe groups’ knowledge of the
target vocabulary had improved significantly or .néin attitude scale, whose
reliability coefficient was found to be 0.80, walsagiven to participants at the
beginning of the study for the purpose of deterngniheir attitudes about reading
poetry in the target language at the start of loeeqriure. The same scale was given
to both groups after the treatment to see if theugs attitudes improved

significantly or not.
IN-GROUP COMPARISONS OF THE VOCABULARY TEST

In this study, students’ overall pre-test / post-txores in both groups were
submitted for statistical analysis for in-group quarisons firstly. As a result of a
treatment period, which lasted 8 weeks, it was kated for in-group comparison
that the results of both intervention and controlugp were to be analyzed using a T-

test for independent samples.
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Vocabulary T-Test Results of the Intervention Group

Firstly, the pre-test and later the post-testrexoof the students in the
intervention group were scored in SPSS. The ptedesres were coded as 1,
whereas the post-test scores were coded as 2slstated precisely that the pre-test
of the intervention group was given the value lekelas the post-test was coded with
the value 2, thus the two groups were named cle@hg descriptive group statistics
of the intervention group were measured to findrtteans of the group. The overall
mean score of the pre-test of the intervention gratas 54.53 (See Table 9),
whereas the overall mean score of the post-tegteointervention group was 65.46.
(See Table 10). The measurement after the treatwashigher for the intervention
group. The pre-test results of the control groupenanalyzed using a T-test for
independent samples to see if the increase instsidecores after a treatment period

was significant or not.

Table 9: Vocabulary Pre-test T-Test Results of the Inteneenand the Control Group

Group N X S t p
Intervention 15 54.53 11.89 2.38 0.02
Control 15 50.60 18.39 1.06 0.29

*The mean difference is significant at the ,05 leve

Table 10:Vocabulary Post-test T-Test Results of the Intetie@rand the Control Group

Group N X S t p
Intervention 15 65.46 13.20 2.38 0.02
Control 15 44 .86 9.72 1.06 0.29

*The mean difference is significant at the ,05 leve
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To check the difference, the Null Hypothesis walsge as “There is no
difference between the pre-test and post-test wdanpresults of the intervention

group.” =H, 1, = 4,

The alternative hypothesis was set up, as “Thahlwlary pre-test means of

the intervention group are lower than the post#tesans of them.” H , : 1, < 4,

With the measurement of 95% Confidence IntervalMaan ¢ =0.05, an
independent T-test was used to analyze the scoribe antervention group for the
vocabulary test. The T-test results showed thatetieas a significant difference
between the pre-test and post-test scores of thervemtion group, thus the

alternative hypothesis is to be accepted ap#@05. (t = -2.38, p = 0.02) (See
Tables 9-10).

According to the independent T-test results, theras a significant
difference after 8 weeks’ treatment period. In othrds, the treatment period

proved itself to be effective for the participaimghe intervention group.
Vocabulary T-Test Results of the Control Group

Firstly, the means the intervention group were mess and it was found
that there was a decrease in terms of the medmeafesults as a result of the treatment
period. The overall mean score of the pre-testhef intervention group was 50.60,
whereas the overall mean score of the post-tet$teointervention group was 44.86. The
measurement before the treatment was lower focomérol group. The pre-test results
of the intervention group were analyzed using &st-for independent samples to see if

difference between two measurements was signifisanot.

To check the difference, the Null Hypothesis walsge as “There is no
difference between the vocabulary pre-test and-gsstresults of the control group.”

=Ho i =4,
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The alternative hypothesis was set up, as “Theludeay pre-test means of

the control group are higher than the post-testnmeathem.” H , : 1, > L,

With 95% Confidence Interval for Meam £0.05, an independent T-test
was used to analyze the scores of the control gfouphe vocabulary test. The
means of the descriptive statistical analysis shibtliat the means of vocabulary test
of the students in the control group were highenttheir post-test results. The aim
was to find out whether this decrease was sigmifica not. To check this decrease,
an independent T-test was used to analyze the sodrthe control group for the

vocabulary test.

According to the independent T-test results, thees not a significant
difference after 8 weeks’ treatment period for te@trol group. In other words, the
treatment period was not effective for the paraois in the control group. Thus, the
alternative hypothesis is to be rejected as theqweswas higher than 0.05, thus
insignificant. (t = 1.06, p = 0.29). (See Tablearf@l 10). To conclude, it was found
out that the decrease in the means of the pamitspaas coincidental.

IN-GROUP COMPARISONS OF THE ATTITUDE SCALE

The pre-test / post-test attitude scale resultschvis of rating scale kind,
were compared with one another to see if there veasignificant difference in

students’ attitudes towards poetry after a treatrperiod.
Attitude Scale T-Test Results of the Intervention @up

Firstly, the pre-test and later the post-test offethe attitude scale of the
students in the intervention group were coded BRSS. The pre-test scores were
coded with the value 1, whereas the post-test sossze coded as 2. It was stated
precisely that the pre-test of the interventionugravas given the value 1, whereas
the post-test was coded with the value 2, thuswibegroups were named clearly.
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The descriptive group statistics of the intervemtgyoup were measured to
find the means of the group. The overall mean scarehe pre-test of the
intervention group was 46.33, whereas the overahmscore of the post-test of the
intervention group was 48.13. Therefore, there difference between the pre-test
and post-test results of the attitude scale fointexvention group. After a treatment
period, the means of the post-test results areehigian the pre-test results. The
measurement of the overall mean score after thaetntent was higher for the
intervention group. The pre-test / post-test rasok the intervention group were
analyzed using a T-test for independent sampleeeoif the difference in students’

attitudes was significant or not.

Table 11: Attitude Scale Pre-test T-Test Results of the ir@ntion and the Control

Group
Group N X S t p
Intervention 15 46.33 8.26 -1.22 0.23
Control 15 49.40 5.12 -1.72 0.19

*The mean difference is significant at the ,05 leve

Table 12: Attitude Scale Post-Test T-Test Results of therirsietion and the Control

Group
Group N X S t p
Intervention 15 48.13 6.54 -1.22 0.23
Control 15 44.60 6.86 -1.72 0.19

*The mean difference is significant at the ,05 leve
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To check the difference, the Null Hypothesis wat g as “There is no

difference between the attitude scale pre-testparstitest results of the intervention

group.” = H, 1 i, = W,

The alternative hypothesis was set up, as “Tlikidét scale pre-test means of

the intervention group are lower than the posttesans of them.” H , : 1, < 4,

With 95% Confidence Interval for Mean €0.05, an independent t-test was
used to analyze the scores of the interventionmfouthe attitude scale. The T-test
results showed that there was no significant défiee between the pre-test and post-
test scores of the intervention group for the @t scale, thus the null hypothesis is
to be accepted as tipe> 008= -1.22, p = 0.19) (See Tables 11 and 12). This

shows that there is no significant difference betvthe pre-test / post-test results of
the attitude scale scores of the intervention grofipcording to the T-test of
independent samples, the increase in the meartge @fttidents was not found to be

significant statistically.
Attitude Scale T-Test Results of the Control Group

Firstly, the pre-test and later the post-test safethe attitude scale of the
students in the control group were scored in SH38. pre-test scores were coded
with the value 1, whereas the post-test scores waded as 2. It was stated precisely
that the pre-test of the control group was givenvalue 1, whereas the post-test was
coded with the value 2, thus the two groups wemaethclearly. The descriptive
group statistics of the control group were meastioefind the means of the group.
The overall mean score of the pre-test of the cbmgroup was 49.40, whereas the
overall mean score of the post-test of the inteieangroup was 44.60. Therefore,
there is a difference between the pre-test andtpsstesults of the attitude scale for
the control group. After a treatment period, theangeof the post-test results were
lower than the pre-test results. The pre-test t-fgst results of the intervention
group were analyzed using a T-test for independantples to see if the difference

in students’ attitudes was significant or not.



To check the difference, the Null Hypothesis wat g as “There is no
difference between the attitude scale mean scdrpeedest and post-test results of

the control group.” =H : 1, = 14,

The alternative hypothesis was set up, as “Thiud#t scale post-test means

of the control group are lower than the pre-tesamseof them.” H , : 1, > 1,

With 95% Confidence Interval for Mean €0.05, an independent t-test was
used to analyze the scores of the control grouptHerattitude scale. The T-test
results showed that the mean scores of pre-tetsteohttitude scale are higher than
the post-test mean scores. According the T-tesiltsesthe treatment carried out
through 8 weeks did not have a significant effecstudents’ attitudes. Based on the
scores obtained from T-test results, the PPP apprdal not attribute positively to

students’ attitudes.

Table 13:Overall In-Group Comparisons of both Groups in ®ohtheir Post-Test

Scores for Vocabulary Test

Group N X MD t p
Intervention 15 65.46 -10.93* 2.38 0.02
Control 15 44 .86 5.73 1.06 0.29

*The mean difference is significant at the ,05 leve

Table 14:Overall In-Group Comparisons of both Groups in teohtheir Post-Test

Scores for Attitude Scale

Group N X MD t p
Intervention 15 48.13 -3.53 -1.22 0.23
Control 15 44.60 5.54* -1.72 0.19

*The mean difference is significant at the ,05 leve
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In summary, two groups were named as the interwengroup and the
control group randomly by the researcher. Both gsowere given two pre-tests
(Vocabulary Test and Attitude Scale) before thattreent period. After the tests
were given, the two groups received treatment whasisted of target vocabulary
in the form of specially designed poems. The cdmgroup was taught poems which
were in accordance with the principles of PPP aggro

In contrast, the intervention group was taught poevhich were specially
designed to include vocabulary in accordance withgrinciples of TBL. After the
treatment period ended, both groups were given Madeay and Attitude Scale post-

tests.

The statistical analysis carried out indicates tiet tests carried on the
intervention group led to significant results. Tdmres of the pre-test means of the
vocabulary test is lower than the post-test resuhsis this was found to be
significant for the intervention group as the precis 0.02. The treatment that lasted
8 weeks can be said to be effective as there ignifisant increase in the scores of
the vocabulary test for this group. On the otherdhat was found that there was no
significant difference for the control group, artetPPP treatment that lasted 8
weeks failed to succeed in the control group asntkan scores of the vocabulary
pre-test are higher than the post-test results Wit measurement of 95%
Confidence Interval.

Furthermore, the mean scores of the attitude galdests and post-tests of
both groups with the measurement of 95% Confiddnterval were found to be
statistically insignificant.

BETWEEN GROUP COMPARISONS OF THE VOCABULARY TEST

In this study, in addition to in-group comparisaisboth groups in terms of
vocabulary learning and attitudes, students’ oVenal-test / post-test scores in both
groups were submitted for statistical analysistfetween-group comparisons. As a
result of a treatment period, which lasted 8 wedhks,results of both intervention
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and control group were analyzed using a T-tesinfdependent samples for between-

group comparison as well.
Between Group Comparison of Vocabulary Pre-test Rests

Firstly, the null hypothesis was set up as thereaassignificant difference

between the pre-test vocabulary scores of thevietgion group and the pre-test

scores of the control groud , : 14, = L4,

The alternative hypothesis was set up, as “Thelwaary pre-test means of
the intervention group are lower than the pre-tesan scores of the control group.”

=H, i < p,

With the measurement of 95% Confidence IntervalM@wan ¢ =0.09, an
independent T-test was used to analyze the scote®@roups. The results showed
that there was not a significant difference betwienpre-test scores of both groups,

thus the alternative hypothesis is to be rejecseithe p> 0.05.

Table 15:Vocabulary Pre-Test T-Test Results of Interventiad the Control Group

Group N X S t p
Intervention 15 54.53 11.89

0.69 0.49
Control 15 50.60 18.39

*The mean difference is significant at the ,05 leve
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Table 16: Vocabulary Post-Test T-Test Results of Interventiod the Control

Group
Group N X S t p
Intervention 15 65.46 AB.
0.69 .00
Control 15 44.86 7D.

*The mean difference is significant at the ,05 leve

Between Group Comparison of Vocabulary Post-test Reilts

Firstly, the null hypothesis was set up as thereaassignificant difference

between the post-test vocabulary scores of thevieiéion group and the post-test

scores of the control groud , : 14, = L4,

The alternative hypothesis was set up, as “Thalolary post-test means of

the intervention group are higher than the pogt-tesan scores of the control

group.” =H , : 4, > L4,

With the measurement of 95% Confidence IntervalM@man ¢ =0.09, an
independent T-test was used to analyze the scote®aroups. The results showed
that there was a significant difference betweenpbst-test scores of both groups,
thus the alternative hypothesis is to be accepeatiep < 0.05. Since the vocabulary
post-test scores of the intervention group aredrigien those of the control group, it

can be claimed that treatment period was effedtivéhe intervention group.
BETWEEN GROUP COMPARISONS OF THE ATTITUDE SCALE

For the “Attitude Scale” students’ overall pre-tégtost-test scores in both
groups were submitted for statistical analysisdetween-group comparisons in the

same way.
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Between Group Comparison of Attitude Scale Pre-tefResults

Firstly, the null hypothesis was set up as thereassignificant difference

between the pre-test attitude scale scores ofnieeviention group and the pre-test

scores of the control groud , : 14, = L4,

The alternative hypothesis was set up, as “Thieidét scale pre-test means of

the intervention group are lower than the pre-tesan scores of the control group.”

=H, < p,

With the measurement of 95% Confidence IntervalM@man ¢ =0.09, an
independent T-test was used to analyze the scote®@roups. The results showed
that there was not a significant difference betwtbenattitude scale pre-test scores of

the intervention group and the control group.

Table 17: Attitude Scale Pre-Test T-Test Results of Interienand the Control

Group
Group N X S t p
Intervention 15 46.33 263.
-1.22 0.23
Control 15 48.13 564,

*The mean difference is significant at the ,05 leve

Between Group Comparison of Attitude Scale Post-té&Results

For the attitude scale post-test scores of bothmgothe null hypothesis was
set up as there is no significant difference betwtbe post-test attitude scale scores

of the intervention group and the post-test scoféke control groupH,, : 1, = 14,
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The alternative hypothesis is “The attitude scpdest-test means of the

intervention group are lower than the post-testrmseores of the control group.”

=H, i < p,

With the measurement of 95% Confidence IntervalM@wan ¢ =0.09, an
independent T-test was used to analyze the scbte®@roups. The results showed
that there was not a significant difference betwienattitude scale post-test scores

of both groups, either.

Table 18: Attitude Scale Post-Test T-Test Results of Intetieenand the Control

Group
Group N X S t p
Intervention 15 48.13 6.54
44 0.16
Control 15 44.60 6.86

*The mean difference is significant at the ,05 leve

To sum up, two different tests were exploited iis $tudy. The data obtained
from students was submitted into statistical anal§er both in-group comparisons
and between group comparisons. The results sholatdafter 8 weeks’ treatment
period the vocabulary post-test results of therugietion group are higher than those

of the control group as shown below:
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Table 19: Summary olVocabulary Post-Test T-Test Results of Between Grou

Comparisons

Group N X S Sd t p
Intervention 15 65.47 13.20

473 4.86 .00
Control 15 44 .87 9.72

*The mean difference is significant at the ,05 leve

On the other hand, there was not found to be afsignt difference between

the attitude scale pre / post-test results of goblips.
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CHAPTER 8

CONCLUSIONS, DISCUSSIONS AND SUGGESTIONS

In this chapter of the study, Conclusions and D@smns related to the
Effects of TBL on Learner’s Attitudes and Vocabyldararning which are yielded
by data collecting instruments are highlighted. afin suggestions for further

research are presented.
CONCLUSIONS AND DISCUSSIONS
Summary of the Study

The concern was vocabulary teaching within theybofthis study since
Turkish EFL learners experience difficulty whileethare learning vocabulary and

they usually have difficulty in comprehending tetttey read.

The aim of this study was to find a better way &ach vocabulary
comparing two different paradigms, Task Based Liegrwith innovative ideas such
as including poetry for vocabulary teaching as kermative to traditional teacher-
fronted technique, presentation- practice- procaaradigm. At the start of the study,
all the classes were placed according to theirgpleent scores by the institution. The
researcher chose these two classes as their sgeresloser to another, and one of
them was assigned to be the control group and btigemm was assigned to be the
intervention group randomly. Both groups were gi@ewocabulary and an attitude
scale before treatment period. The descriptiveistitzd of both groups were

submitted into both in-group and between group amspns.

After 8 weeks’ treatment, both groups were givestfiests to monitor any
improvement in the two groups. It was found tha TBL group improved more
than the PPP group in terms of vocabulary achieméniéde overall mean score of
the pre-test of the intervention group was 54.53erthe post-test score was 65.46.
To check this improvement, T-test was carried aud she measurement results
showed that there was a significant difference betwthe pre-test and post-test
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scores of the intervention group as the p score W@8, thus this suggested a
significant improvement for the students in theeméntion group in terms of

vocabulary achievement.

The same procedure was carried out for the comfrolip separately to
measure vocabulary learning of the participant®e dwerall pre-test mean score of
the control group was 50.60 whereas the post-tesesvas 44.86. An independent
T-test was carried out analyze this decrease inmban score. It showed that there
was not a significant difference after 8 weeksatneent period for the control group
and the treatment period was not effective for tomtrol group in terms of
vocabulary achievement. It was found out that therelase in the mean scores of the
participants was coincidental. This decrease imikan score of the control group is
striking though. This could be due to the mechdmceestion- answers directed to
students by the teacher according to the principfethe PPP approach and that
students might have been bored. Rather than fogwsirmeaning making as in TBL
classrooms, the students in the control group mingive tended to memorize the
target vocabulary for the sake of covering them thmimight explain the reason for
this decrease in their mean scores of the vocapplzst-tests.

In the same way, both groups were given attituadegoost-tests to monitor
any improvement in terms of their attitudes. Thee3tresults of TBL group showed
that there was no significant difference between gre-test and post-test scores of
the intervention group for the attitude scale a&sphscore was lower than 0.05. (t= -
1.22, p = 0.19). Therefore, there was not a sigaii improvement for the
intervention group in terms of their attitudes. éwkise, the same procedure was
carried out for the control group, and it was fouhdt the treatment carried out
through 8 weeks did not have a significant effecstudents’ attitudes. Based on the
scores obtained from T-test results, the PPP apprdal not attribute positively to
students’ attitudes as their pre-test scores @eehithan post-test results. The mean
score of pre-test is 49.40 whereas the mean s¢dhe @ost-test is 44.60. There is a
decrease in the mean scores of the control grotgrims of their attitudes according
to the descriptive statistics results. This measerd was submitted to T-test to

check whether the PPP approach contributed to istsidattitudes towards poetry
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positively or not. Although the decrease in the mseores of the control group is
obvious, this decrease in the mean scores of thé&ratogroup was found to be
statistically insignificant as p > 0.05. (p= 0.16).

Next, the T-Test results of both groups were suleahitnto between group
comparisons to see whether the TBL group improwgenms of vocabulary learning
and attitudes. The results showed that the meare swfothe vocabulary post-test
results of the intervention group (65.47) were kigtihan those of the control group
(44.87). These scores were submitted to T-Tesbébween group comparisons and
as a result the improvement in the mean scoreleointervention group was found

to be statistically significant. (p < 0.05).

In the same way, the attitude scale pre/postréssiits were submitted into
T-Test for independent samples for between grouppesisons and no significant
difference was found between two groups. The pese@s 0.16, thus suggested an

insignificant difference between two groups’ pasttresults.

The major findings of this study suggest that;

1. TBL instruction through poetry helped learnenpiiove their knowledge
of vocabulary after 8 weeks’ treatment and it waanfl to be effective for the
students in the intervention group. PPP approaokeklier, was not found to be
effective for the teaching of vocabulary througheipy, and the decrease in the
overall post-test means of students in the comfrolp was found to be statistically

coincidental, though.

2. The pre-test / post-test scores of the attingdde, which were carried out
in both groups, showed that the treatment thatedhsd weeks did not have a
significant effect on students’ attitudes in bottoups. Both TBL and the PPP
approach did not attribute positively to studemtiditudes in in-group comparisons.
This could be because of the fact that studenb®th groups are not accustomed to
both the new method and poetry in the classroonth&umore, both the method and

poetry imply classroom implications based on mouesfjons than answers for
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students. Since the nature of poetry encouragéstim the teacher and students an
acceptance of ambiguity and uncertainty, studemgdtmave been confused because
of the requirements of the methods used and threngenaking process which are
something new for them. Even though the resultthefT-tests are not significant,
the students reported after the treatment periadttiey liked studying poetry and
sharing their ideas with their peers freely. Th@amance of helping learners to live

with the insecurity cannot be overestimated.

3. The between group comparison results showed dftat 8 weeks’
treatment period the vocabulary post-test resdith@intervention group are higher
than those of the control group as p score isTo@. treatment period was effective

for the intervention group.

4. The between group comparisons of the attitudée sesults showed that
treatment period was not effective for both groupmiilar to their in-group
comparisons.. There is not a significant differeimceerms of their attitudes when the

intervention and the control group are compared.

Discussion

The purpose of this study was to see if the voleapunstruction through
TBL was effective when compared to the PPP paradifhne research questions
were “Does the study of TBLT have a significaneeffon students’ attitudes after a
treatment period in the study of poetry?” and “Dale study of TBLT have a
significant effect on students’ vocabulary learrfihg

The TBL paradigm is more effective in vocabulargdieing whereas it is

not effective on students’ attitudes in both groups

Similarly to this study, Kasap (2005) examined dfffectiveness of TBL in
improving speaking skills as well as student arather perceptions of TBL. Data
was gathered through questionnaires, interviewsoaaldtests. The participants were

45 in total and the researcher used the pre-fess$tttest design, too. The data from
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oral pre-test / post-tests and the attitude scas analyzed quantitatively whereas
the data obtained from teachers via oral interviexs analyzed qualitatively. T-test
was run and it yielded no significant differencesny of the comparisons. However,
the students’ and teachers’ reactions of TBL wearsitive. They found these tasks
helpful in developing their oral skills. The findjs of Kasap are similar to the
findings of this study in terms of students’ perto@ps and attitudes of TBL as the
participants of this study did not react positivetythe treatment in terms of their
attitudes. But, this study showed that althoughytdéed not react positively to

treatment which was composed of different poemsclvtare in accordance with

principles of TBL, there was a significant improvemh in their success according to

t

00528 ~ 1-701, J =2383

t >t
hesaJ @blo g0, 2.383>1.701 and

hesa

T-Test results. E

alsoP =0.024< 0.05,

Kurt (2004) also investigated the effects of Tasls®&l Instruction, but on
6™ grade students’ vocabulary learning and readititijigyrproficiency in the foreign
language and on their attitudes towards languaayaiteg. Although, the participants
differ in terms of their age, the results are samito this study as Task-Based
Instruction integrated into regular English claspesduced statistically significant
differences in learners' retention of the targetalbmlary items as well as their ability
to use these words accurately in new contexts.ofitjh the results of this study do
not suggest that TBL enhances vocabulary retentiomas found that there was a
significant improvement in students’ vocabulary iagbment in the intervention
group. Moreover, with between-group comparisonss tstudy concluded that
treatment with TBL was effective for the intervamtigroup even if it was compared
to the control group. Another finding of Kurt's diresults revealed that learners
retained their pre-existing positive attitudes taygalearning a foreign language and
they developed an appreciation for the Task-baasttuiction to which they were
exposed to in the classroom. Likewise, within thadyo of this study students
reflected on their reading poetry period positiveyut, there was not a significant

statistical difference in their attitudes.
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In this study, it was found that students learnetidn in the way which was
meaningful for them. It can be claimed by dependingtheir reflections about the

treatment period that they liked studying vocabulaa reading different poems.

This study does not mean that we should stop tegalocabulary with the
traditional method and have a go for TBL for vodaby teaching. Instead it just

intends to come up with better, innovative ideagtie teaching of such L2 rules.

Pedagogical Implications

As Cook (1991) states words are related to eaclr athmany ways and
learners can remember and store them by the helpest relationships. It is also
suggested that the relationships between wordasieportant as the meaning of
the word in isolation. This study aimed to find @itbr method for the teaching of

certain vocabulary items through literature.

As teachers of English, we may all agree that Eddrriers can experience
serious problems in the learning of certain lexitahs, while they experience fewer
difficulties with some other components in the &rianguage. The results of this
study reveal that teaching vocabulary items caddree effectively through the use
of poems which are in accordance with the prinsigleTask-Based Instruction. This
strongly suggests that vocabulary learning cannbarced through group works and
pair works in which learners have the chance teegpce the language they use and
vocabulary they learn through interaction through wse of specially designed tasks.
Thanks to these tasks, students have the chanimentoa link between the world
both inside and outside the classroom by readintpeatic and real pieces of
language and they also have the chance to inteetatally by negotiating about
poems they read. All kinds of interaction were pided through these poems and
learners had a real purpose to achieve goals aae sheir outcomes within the

boundaries of the classroom.
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This study does not suggest that, the PPP appnabath has long been
seen as the traditional method is ineffective. f@silts of the control group revealed
that there was a decrease in the mean scores dairers after a treatment period,
but this decrease was found to be statisticallypadental, though. It could result
from the fact that the students in both groups th@dchance to study vocabulary in
the form of poems for the first time in their livds is just suggested that teacher
could allot more time to teach vocabulary via tagkey could design syllabi and
lesson plans in the light of Task-Based Instructiocluding more communicative
tasks because of the advantages offered. (See éflvabrFramework for further
detail).

T-Test results of the study suggest that TBL ied@fVe in the teaching of
vocabulary whereas no significant improvement waseoved in the PPP group. The
TBL group performed significantly better than th@®HRP group in the vocabulary
teaching part of this study. On the other hand, e results of the attitude scale
are considered there was no significant improvenrerstudents’ attitudes in both
groups. This could be because of the fact thasthdents in both groups faced with
poetry for the first time in their education periothe reason for the insignificant
effects on students’ attitudes may be that theuosbn applied to both groups was
new to them. They may also have had difficulty mderstanding what the poems
meant although the poems were chosen speciallpdyetacher herself according to
their level of proficiency. Moreover, unusual comdions of syntax, different
combinations of already learned words, paying &tiarto punctuation and the use
of figurative language while reading poetry mayédaoenfused them. As a result, the
lack of effectiveness of the PPP group compareth vask-based instruction may
result from the fact that the instruction appliedhis group lacked meaningful use of
language. Poems were utilized in both groups. Bhereas the TBL group benefited
from the meaningful use of language and real exghari meaning in pair works or
group works as a natural requirement of the TBL hwet the PPP group
mechanically answered the questions of the teacherake sense of the poems and
understand the meanings of the words. However, rikpeg on their reflections, it
can be claimed that students in both groups enjogading poetry and trying to

understand what new words meant.
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This study has implications also for textbook wmstesyllabus writers and
teachers choosing course books for their EFL learndost course books design
their units and practice vocabulary exercises assyrthat all lexical items are
learned in the same way and learners learn thesiterthe order and in the way they
are presented. This is strongly challenged by G@éR1: 38) who suggests, “Words
are not coins you exchange from one language tthanaccording to a fixed change
of rate.” As he is of the opinion that learners gdonot learn vocabulary just by
translating each L1 word to L2. Instead, it is sgjgd that the meanings of words
should be broken into smaller components, and sorastthey should be perceived
as wholes. According to Cook (1991), learners ghexperiment with the language
actively to make sense of them. Therefore, it cancbncluded by claiming that
including literature in EFL classrooms may be adypath to take to arouse students’

interest and to actively involve them in the leaghprocess throughout.

On the other hand, syllabus designers should gatieiproblematic items in
advance, as preparing lesson plans for teachingatiget vocabulary and matching
these target words to suitable authentic poems saayn time-consuming first. But,
supplementary tasks prepared by the teachers irfothe of poems to cover the
problematic words in class hours may be effective siudents’ vocabulary

achievement.

Conclusion

This study was conducted to compare the effectserd the traditional
method and TBL on the teaching of vocabulary beeawsabulary teaching may be
problematic at times. Two groups were chosen agsish Pre-test / post-test design
with control group was utilized to collect datarfrahe participants. For both in-
group and between-group comparisons, it was fohatl asing poems along with
TBL method proved itself to be effective in thedeimg of vocabulary existing in
different poems. Firstly, the means of both grouwgse submitted into statistical
analysis to measure the effectiveness of thesetypas of instruction. Later, these
descriptive statistics which show their means wanalyzed using a T-test for

independent samples to check the fluctuation iir thean scores and to see whether
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the improvements were significant or not. It wasrd that teaching poetry through
TBL helped learners in the intervention group acgunew words effectively,
whereas there was no significant improvement orsthéents in the control group in
terms of vocabulary teaching. However, there wassigaificant improvement on
learners in both groups in terms of their attitudBy taking between-group
comparisons into consideration, the fact that TBaug did significantly better than
the PPP group in vocabulary test is noteworthy.litapons are suggested in the

light of the results obtained in this study.
Suggestions for Further Studies

This study has aimed to find out the effects of T@ivocabulary learning
and learners’ attitudes in Intermediate classesa#t conducted on a relatively small
number of intermediate level students. Furtheristidonducted on different levels

could be carried out to observe if results diffenf level to level.

This study focused on vocabulary teaching only, clwhivas chosen as a
problematic area for reasons stated earlier foguage teaching. Further studies
could be conducted focusing on other items sudjrasmar structures in order that
comparisons may be made. In addition, other typeéiseoature may be exploited to
see whether the vocabulary acquisition of learmessilt from poems or from the
method.

This study did not focus on the retention of vodabu learning. Further
studies could be carried out to measure retentionewly learned ways through
tasks by giving a delayed test to students in godlps.
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APPENDIX-1

ATTITUDE SCALE TOWARDS READING POETRY

o
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o< |Z2 |0 |0
1. 1like studying poetry. A [B |[C |D [E
2. | like doing my poetry homework. A |[B |[C |D [E
3. llike reading poems in my spare times. A |[B |[C |D [E
4. Reading poems is a boring task to do. A B |[C |D |E
5. | feel bored when | start studying poetry. A |IB |C |ID |E
6. While reading poems time passes so quickly. A (B |C |D |E
7. |think that I will fail in studying poetry. A |IB |C |D |E
8. Rather than reading English and American pdems|A |[B |C |D |E

prefer to study Turkish ones.

>
(o8]
@]
O
m

9. lunderstand the poems only when | transtaentinto
Turkish.

10. Learning to read poetry is an easy task for m A |B |C |D
11. Ican understand what | hear in a poem withou A B |C
translating it to Turkish.

12. Talking about poetry bores me. A (B |[C |D
13. When | start studying poetry | feel myseifge. A CcC |D
14. Rather than studying poetry | prefer to do A B |C D

something more enjoyable.

*This test has been modified from Lecturetud Altunay’s “Attitude Scale towards
Learning English”.
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APPENDIX-2

VOCABULARY TEST

This test has been produced to learn about studestabulary knowledge at the
School of Foreign Languages, Dokuz Eylul Universithe results are only to be exploited
in a Master Thesis and thus the results can onixabeé for this thesis. Please, read the stems
carefully and choose the correct answers dependinghe context after filling in the
required information about the participant below.

Gender: () Male Age: ( ) 17 anddvel
( ) Female ()17-24
() 24+
School graduated from: ( ) High School élenf English: () Beginner
() Anatolian High School () Elementary
() Anbém Teachers School ) Pre-Intermediate
() Higithool of Science () Intermediate
() Voizatal High School () Upper- Intermediate
() Suptigh School ( ) Advanced
() PrigHigh School
() Other
The Score You Started Studying English at this Depent: ( ............ )
A- Choose the correct option. 5. Excuse my , but how does

this machine actually work? | do not have
1. Ms Leighton will be in charge during any idea about it.

my , you can ask her anything  a. grace c. ignorance

when | am away. b. heaven d. grief

a. existence c. absence

b. loneliness d. breath 6 is a long period of dry

weather when there is not enough water
2. You can carry this bag - it's fairly for plants and animals to live and it results

. Please, take it home for me. in a water shortage that seriously limits
a. heavy C. warm human activity such as watering the crops
b. light d. cold and trees.
a. Flood c. Wood
3. Our neighbour is fed up with the b. Fire d. Drought

smell of old Mr. Moore’s
books. As their houses are next to each 7. Yesterday, while we were canoing my

other’'s, Mr. Bradotou is always husband fell into the water while he was
complaining about that unpleasant smell. trying to the canoe.

a. pleasant C. musty a. brush across c. get on with

b. fresh d. scary b. get out of d. get over

4. After Mary got divorced, she 8. | always remind my daughter toake
all unpleasant memories| sure the iron isn't too hot. Because she

now she says that she tries to forgef might the cloth.
everything that makes her sad. a. waste c. increase
a. threw off c. picked up b. burn d. ease

b. took notice of d. threw up




9. Thereis a/ an of possible
solutions, I'm sure you will get over it
soon.

a. grace

b. nervousness

c. infinity
d. violence

10. Rita's husband is away for the week
so | thought I'd go over andeep her

- that is to be with her so that
she doesn't feel lonely.

a. company c. invasion
b. lodging d. position
11. | felt of the things I'd said

to him, actually | didn’t want to hurt his
feelings, but he is terribly hurt.

a. proud c. wasted
b. ashamed d. shaken
12. Young eagles leave the afte

only two months; they are able to fly
when they are too young.

a. bush c. feather

b. garret d. nest

13. She hated to say the words, for fear o

causing This would hurt
Matthieu seriously.

a. heart c. ache

b. pain d. death

14. She made a cup of tea to
her nerves.

a. blossom c. please

b. enjoy d. soothe

15. The of Normandy was
tiring for the weary soldiers.

a. invasion C. peace

b. depression d. barren

16. Carl spent the morning in

as he wanted to stay alone.

a. company c. hollowness
b. joy d. solitude

17. At this stage, children further
from the influence of their

parents, and depend more on their friends|

c. throw ... off
d. give ... up

a. fold ... over
b. move ... away
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18. Why does Eric get to go and | don't?
It's not !

a. oblivious
b. fair

c. boundless
d. peculiar

19. He seemed to the fact that
he had hurt her; he didn’t react in any

way.
a. pale c. drunk
b. pleasant d. oblivious

20. She is afraid to travel
a. lonely c. alone
b. lonesome d. solitary

21. She is very good at music and playing

the piano is one of her many
a. achievements c. fears
b. invasions d. issues
22. During climate , whether

droughts or flooding rains, people on the
land feel it most.

a. grounds C. extremes
b. temperates d. floods
23. It seems very that no one

noticed Kay had gone; he was at an
important position at the company.

a.peculiar c. hollow

b. desirable d. hopeful

24. The bird on the willow, it
flew down and sat down slowly.

a. increased c. fainted

b. perched d. ached

25. There are strict measures to improve
the health and of employees.

a. security
b. difficulty

C. prosperity
d. sensitivity

B- Depending on the contexts of use,
choose the _antonymsof the words
written in bold.

26. You should wealight, comfortable
shoes.

a. feathery
b. heavy

c. weightless
d. slender



27. They caught glimpse of a dark green
car.

a. flash
b. sight

c. impression
d. stare

28. | feltashamed ofthe things I'd said to
him.

a. embarrassed c. shamed

b. red-faced d. proud

29. Only a few journalistdared to cover
the story

a. avoided c. attempted

b. staked d. risked

30. The proposal was taxtreme for the
committee, they found it discomforting.
a. maximum C. excessive

b. moderate d. utmost
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C-Depending on the contexts of use,
choose the _synonymsof the words
written in bold.

31. Sharon went deathpale and looked
as if she might faint.
a. sickly

b. heartily

c. lively
d. vigorously

32. His courage was incredible in the face
of adversity; he suffered to much as
everybody knows.
a. trouble

b. bliss

c. joy
d. pleasure

33. It can be vengatisfying to work in

the garden.
a. exciting c. pleasing
b. tiring d. swirling

34. The leaves turn intocrimson in
autumn.
a. deep-red
b. shiny

c. chill
d. cool

35. The police searched for the murderer
in_vain, because they couldn't reach a
solution.

a. futilely c. aimlessly
b. courageously d. strangely
THANKS FOR YOUR

PARTICIPATION!!! ©
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APPENDIX 3 (TBL Lesson Plans)

LESSON PLAN-1

A Sad Song about Greenwich Village

She lives in a garret
Up a haunted stair,
And even when she's frightened
There's nobody to care.

She cooks so small a dinner
She dines on the smell
And even if she's hungry
There's nobody to tell.

She sweeps her musty lodging
As the dawn steals near,
And even when she's crying
There's nobody to hear.

I haven't seen my neighbour
Since a long time ago,
And even if she's dead

There's nobody to know.

By

Frances Park
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Pre-task Stage
Introduction to the topic and task (10 minutes)

-Teacher shows a picture of an old lady and asldests to make guesses about the
mood of that lady.

-Teacher writes that paragraph on the board aresgtudents time to formulate it in
their minds.

“Some people feel lonely all their lives. Otherdyonecome lonely in old age. But
loneliness is something which afflicts all of usate time in our lives.”

-Teacher mentions loneliness shortly and asks stadé& they've ever felt
themselves lonely.
-Teacher pre-teaches the words “garret” and “logigin

-Teacher directs classroom the questions below;
*Are your grandparents alive?
*Do your grandparents or grandmothers live alone?
*How often do you visit them?
*Are they happy when you visit them?
*Are you afraid of getting old? Why or why not?

-Students work with their partner and write down teords which they associate
with the word ‘lonely’. They are free to use a thofary or even a Thesaurus.

-Teacher divides the class into three groups. BEffegroups work simultaneously
on producing lists to answer each of the followgugstions:

Group 1: What kinds of people feel lonely?

Group 2: What sorts of things do lonely people do / feej.(ery)?
Group 3: What causes people to feel lonely?

-Groups then report back to the class.

-Sts. think about their own lives and write dowfew sentences about the time they
felt loneliest in their lives. Then they exchanleit experiences with their partners.

Task-cycle

I-) Task:

-First the students read the poem individually aiently. They take notes for the
words they do not know.

-The class is divided into 2 groups.

-Each group is responsible for the lexis in theangas.

-They try to infer the meanings of the words frdma tontext in groups.

-Target vocabulary is;

For group 1 live in a garret, a haunted stair, to care, dinehe smell

For group 2 sweep the lodging, dawn stealing near, to be.dead
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« Put all of the first parts of each phrase on pieafegaper and give it to the
first group.

+ In groups students work together to collect theesirpiece of paper from the
other group by negotiating so as to make the ploasglete. Each group has
an envelope and the words in it; they give and t&kereach correct
collocations.

+ As the students match them up incorrectly studeiitsnost probably start to
recall the correct collocation or phrase.

+ In this activity students learn the vocabulary mucks so it is hoped that they
will fix these phrases to their minds.

[I-) Planning:

-Students describe the woman from the poem. Teawtpdains why they think so by
trying to use the vocabulary they've recently leatn
Is she rich?
Is she young?
Is she happy?
Is she lonely?
e.g. | think she isn’t happy because she ...
-Teacher walks around to advise students on largguagabulary.
-T. suggests phrases and tries to polish and ddireic language.

[lI-) Report

-The students read aloud what they’ve written éytliolunteer.

-Students explain why the poem is named as _“A Sadig about Greenwich
Village”.

e.g. | suppose that the poem is named “A Sad SdogtaGreenwich Village”
because the woman in the poem ...

- Students choose the best paraphrase of this poeen. check with their partners to
see whether they agree.

1. There is an old lady who lives in the attic rightthe top of our building. She
never feels really hungry so she only eats a little

2. The old lady who lives at the top of our buildiregsmo one to take care of her or
eat with her, or sympathise with her when she melj@ No one would notice if she
died. Now I think of it | haven’t seen her for sotinee.

3. She gets up very early to clean her room becahsehas nothing else to do.

Perhaps she cries but there is no one to hearlhes.ages since | saw her, | wonder
if she has died.

-Teacher chairs and comments on the content af t@iarks.
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Vocabulary Focus

[-) Analysis

-Students again explain orally why the poem is réamiA Sad Song about
Greenwich Village”.

But this time they have to support their remarksubing the words from the poem.
(in parenthesis)

-Students guess the theme of the poem by suppadtieig ideas with important
words from the poem.

-Sts. underline all the words which exemplify therhe of loneliness.

-Sts. are expected to analyze the last lines di etenza. Why there is nobody for
her;

-to care -to hear and -Sts. try to give replies
-to tell -to know.
[I-) Practice

©Teacher presents a “fill-in” activity. She gives@éntences, that is 4 sentences for
each group to be completed with the correct wandke box.

dead upstairs sweeping dined
frightened tired garret
haunted dawn broken found
I. T saw the greengrocer ............... his musty shop.
IT. T waited for him till ...........but he didn't come.
ITI. T heard the cry of acat inthe ............ of my grandpa’s house.
IV. I know that woman, she is filthy and she looks as if she livesina ... house.
V. We went fishing last weekend and cooked fish but the cats only......... on the
smell.
VI. Why does she look that way. Is she ................of the dog?

VII. T haven't seen my primary school teacher for years, I think he is ..............
VIII. Peter: Mother!! Where is my green sock? I've found one but the other pair is
missing.
Mum: Oh dear, you must go ......... and then search for it, I think I saw it on
the second floor.

-The group with more correct answers wins.

FOLLOW UP (optional)
-The teacher asks whether students would like tm lleat woman’s shoes. Why or
why not?



LESSON PLAN-2

Coat

Sometimes I have wanted
to throw you of f
like a heavy coat.

Sometimes I have said
you would not let me
breathe or move.

But now that I am free
to choose light clothes
or none at all

I feel the cold
and all the time I think
how warm it used to be.

by

Vicki Feaver
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Pre-task Stage
Introduction to the topic and task (10 minutes)

« Teacher writes a line on the board, that i#Ne one ever realizes what they
had until it is gone. Some of us are lucky thougth get a second chance.”

+ Students make comments on the sentence and theyeidanemoirs if they
like by the help of the teacher.

-Teacher asks students whether they've ever fely $or a thing they lost or they've
missed anything important for them in their liv&tudents may agree on the idea
that we appreciate the value of a thing we havg aftér we lose it.

-Teacher gives a very short poem about loss of #gongeand inquires students to
make inferences about the poem below. This maketests see what the upcoming
poem be about.

Loss

The day he moved was ferrible-
That evening she went through hell.
His absence wasn't a problem

But the corkscrew had gone as well.

--Wendy Cope

-Students scan the poem very quickly and writewleds on cartoon flowers the
teacher presents. They write the verbs they thrgortant in this specific poem.

-Teacher pre-teaches some words which are synorg/matln light- which are
feathery, slender, and weightless.

Task-cycle
I-) Task:

-Teacher says that non-literal phrasal verbs gpeessions the meaning of which can
not be understood from the meaning of the individuards and literal ones being

vice versa.

-T. gives an example from outside such as comesagcran into, come round...

-T. wants students to find such expressions irpten if there’s any. (throw off)

- Next, teacher wants students to find the wordEkvhave opposite meanings.(cold
X warm, heavy x light etc...)

- Teacher then divides the class into two groupghegroup is responsible for

finding the two symbolic words in the poem. Thewdado put another referent

instead of these. (Namely the coat and the ligbthels, according to what they do
represent in the poem)
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[I-) Planning:

-The students study individually at this stage.

-The students will try to write a short story byngstheir notes whish they wrote at
the pre-task stage.

-They have to find two characters to tell the staryd then they make it up.

It can be as the one below.

Daniel and Juli didn’t know each other until thegtnat a shop one day. She sold a
ring to him by saying that it would bring him godeck. Then, at the same night

Daniel fell in love with another girl as soon as Wwere the ring, Juli was so sad

and...

-Teacher encourages peer editing and use of dariemat this stage.

-T. suggests phrases and tries to polish and d¢otheir language, but at first
students need not to worry about correctness;adstieey focus on the content of
what they write.

[1l-) Report

-The students exchange their stories and comparethiemes of the stories.

-At this stage, they work with their partner. Eagiember of the pair reads the
other’'s poem and tries to polish it by adding neards if they like.

-T. chairs and comments on the content of theinmoe

Vocabulary Focus

[-) Analysis

- Students try to make a list of words by consiagthe title of the poem.

-Teacher shortly explains what tone conveys andrtiportance of it in a specific
poem.

-Teacher asks a question about the tone of the poem

- Is the speaker really sorry? Apologetic? TriumpgRAé&mug? Sad or happy?

-By using gestures, teacher tries to make studguéss the adjectives above, and
students decide on the tone of the poem.

[I-) Practice

-Students put themselves in the boy’s shoes irptieen. They write a diary for the
day he experienced this event, they make up a.dk@gh student writes in the way
they consider the tone. It may be like this...

May, the 161h..
“Today I feelso........ because she has gone away, forever.. Though...

-They try to complete their diaries. The beginnimgs may be borrowed from the
text above.
-Each student is free to express himself / hemnsdlie way they like.



142

LESSON PLAN-3

When
You about
Your wasted love,
You just increase
Your blind ignorance.
Love
Is never
Love
Can never be ,
For love is Infinity's

by

Sri Chinmoy
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Pre-task Stage
Introduction to the topic and task (10 minutes)
-Teacher shows some photographs from photograpiperiements about love.
(photos containing a ring on a lyric etc...)
(entertainment.webshots.com/photo/267754106005Z8H8 Y vzt - 148Kk)
-Teacher mentions love and asks students’ opiranasit love, whether they know
any interesting stories related to love.
-Teacher asks students whether they've seen théograph of two skeletons
embracing each other.
-Teacher pre-teaches the words “embrace”, “hug’ffetdion”, “infinity”
(endlessness).
-Teacher shows the photo she has just mentionedwamds students to make
comments on the photograph by simple sentences.
-Teacher directs classroom the questions below;
*Do you believe in the power of love?
*Have you ever felt that you feel better even when are ill if you are in
love?

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps while they’re déag the poem for the first time.
-Teacher makes students pay attention to meanid@gtiracts students’ attention to
the structures used in the poem. (Active voice &pesvoice)

-Teacher inquires which themes are emphasizectipdem.

-T. asks students in which stanza the theme of Isvemphasized along with its
reasons.

-Teacher presents the box below by using the oa€rpeojector.

waste antidepressant ignorance emotion
blind self-focused
feel
increase depression embrace
infinity

-Students work in pairs and try to decide on thespaf speech of the words.

- Each pair is responsible for guessing the paspekech of a word. Then the class is
divided into two groups.

-The first group will write all the verbs and thdjectives while the second group is
responsible for nouns.

-The students, then, underline these target wandsrg to write their definitions by
using their own words and by using them in sentemrethey can alternatively use
their body language to express the words.
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Step II-)

- After that students check their answers to seethdr they were correct in their
answers by the help of a dictionary.

- As a whole class activity, they discuss the piafadinity’s love”.

- Students match the words with correct phrasatensecond column so that they
can collocate. (pair work)

COLUMN A COLUMN B

1. blind a. love

2. embrace b. one another
3. waste c. depressed
4. feel d. person

5. pure e. life

6. infinity's f. ignorance

7. a self-focused g. emotions

-Teacher randomly chooses a name from the listtaadstudent chosen builds a
sentence by using the correct collocation in amtexd he / she likes.

[I-) Planning:

-The students study individually at this stage.

-The students will try to write a short poem byngstheir notes which they wrote at
the pre-task stage. It doesn’t have to be a rhyroing sentimental poem. Also, no
changes should be made to the original wordingp@if hotes.

- It can be like the one below:

Sweet love

| sent you those roses

As 3 reflection of my pure emotions
as | promised. ..

and which

you were probably
longing for-...

but now

-Teacher encourages peer editing and use of dariemat this stage.
-Teacher walks around to advise students on largguagabulary.
-T. suggests phrases and tries to polish and ddireic language.

[lI-) Report
-The students exchange their poems and compareghikeies of the poems..
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-At this stage, they work with their partner. Easbmber reads the other’s poem and
tries to polish it by adding new words from the hibbthey like.

-T. chairs and comments on the content of theingmoe

Vocabulary Focus

[-) Analysis

-Students try to make a list of words by considgtine title of the poem.(without
looking at the poem this time)

-T. shortly explains what tone conveys and the irtge of it in a specific poem.
-Teacher asks a question about the tone of the poem

- Is the speaker in the poem tactful? In love? Disappd? Hopeful?
-By using gestures, teacher tries to make studguéss the adjectives above, and
students decide on the tone of the poem.

II-) Practice
-Students do the puzzle and after they’'ve foundhalwords, they reach a hidden

message.
- LOVE -



ANTIDEPRESSANT
DEPRESSED
EMBRACE

HUG

INFINITE
SELFFOCUSED

ATTRACTIVE
DEPRESSION
EMOTION
IGNORANCE
LOVE
WASTE

146

BLIND
DISAPPOINTED
FEEL
INCREASE
PURE
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LESSON PLAN-4

A PASSING GLIMPSE
I often see from a passing car
That are gone before I can tell what they are.

I want to get out of the and
To see what they were beside the track.

I all the flowers I am sure they weren't;
Not fireweed loving where woods have burnt--

Not bluebells gracing a tunnel mouth--
Not lupine living on sand and drought.

Was something brushed across my mind
That no one on earth will ever find?

gives its glimpses only fo those
Not in position to look too close.

By

Robert FROST
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Pre-task Stage
Introduction to the topic and task (10 minutes)

-Teacher asks students the so-called differenaedeet “looking” and “seeing”.
-Teacher starts a discussion about students’rliifae past and wants them remember
an old memory that affected them.
-T. asks whether anyone in the classroom has eapted to go back in time.
-Teacher pre-teaches the words “glimpse” ( flagfhtsimpression and the opposite
verb stare), “heaven”, “grace”, “grateful” by usisgnple definitions and gestures.
-Teacher directs classroom the questions below;

*Do you often appreciate what you have? When yowehdifficulty about

any topic, are you grateful of what you have?

*Do you think that the first impression is importan

*Should we enjoy things the way they are? -or-

*Should we go back to critique, only to be disapped because nothing is

perfect?

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps by working in gps of two.

-Teacher attracts students’ attention to the sirecof the poem and state that the
poem is written in couplets.

-Teacher asks students whether sometimes theyvebseme aspect of nature and
begin to speculate on its 'meaning’ in their lives.

-T. asks students whether the poet stops in thenpoenjoy the beauty of flowers.
-Teacher asks students what the poet tries to sxmmethe last four lines:

'Was something brushed across my mind
That no one on earth will ever find?

'Heaven gives its glimpses only to those
Not in position to look too close.'

-Teacher asks which one would students prefer vilneynsee someone or something
for the first time?

a) not in a position to look too close, like thegma in a passing car or train to use
their imagination

b) a 'forensic'’ approach as if they were a scignt(fo investigate someone or
something in detail and learn about it)

-Teacher inquires which theme is emphasized throuigthe poem in general.
-Teacher presents the box below by using the oaeripeojector and students put a
tick for the words they know.

to pass burn lupine bluebells drought
to look close glimpse
wood to get out of position fireweed
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-Students work in pairs and try to guess the paftspeech and meanings of the
words.

-Each pair is responsible for guessing the parspgfech of a word. If they have
difficulty in guessing, they may use dictionaries.

-The students, then, underline the names of theefl® in the poem and try to write
their names by using the pictures of the floweestdacher presents.

-Teacher asks why Frost made use of flowers althoingy were not what he
intended to express. Is he teasing the readers?

Step II-)

-After that students check their answers to seetlveinethey were correct in their
answers by the help of a dictionary.

-Students choose the definitions of words withrtpartners but in the sense they are
used in the poem..

1. to pass
a) to come up to a particular place, person, cealgnd go past them
b) to officially accept a law or proposal, espdygidaly voting.

2.to burn

a) to spoil food by cooking it for too long, orlbecome spoiled in this way.

b) to produce heat and flames.(if something is imggnit is producing flames and
being damaged or destroyed by fire)

3. drought

a) a long period of dry weather when there is nuugh water for plants and
animals to live

b)a damage on skin because of the sun.

4. glimpse

a) to look quickly and deliberately

b) to see someone or something for a moment withetting a complete view of
them [= catch sight of]

5. position

a) the situation that someone is in, especiallymwties affects what they can and
cannot do.

b) a job, an occupation.
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6. get out (phrasal verb)
a) to leave a room or building.
b) to help someone leave a place or escape frdaca p

7. look close
a)to examine, to deal with something in detalil
b) to come closer.

8. wood
a) the material that trees are made of
b) a young tree.

© Teacher makes each pair match with another ang@antheir answers. Then the
correct explanations are given on the board sodhelh student can understand the
meanings of the words.

[I-) Planning:

-The students study individually at this stage.

-The students will try to write a memory of theissmemory which they experienced
in the past and would like to experience againthtirgy reasons- why they liked that
by stating specific details. (it may be a trip,pedfic day in a summer holiday, a
special meeting )

-Teacher walks around students and helps studeatthe words in the correct sense.
-Teacher walks around to advise students on largguagabulary,
-Teacher suggests phrases and tries to polish@anecttheir language.

[1l-) Report
-The students read their memories and make conopatis
-Teacher chairs and comments on the content af papiers.

Vocabulary Focus

[-) Analysis

-Students try to make a list of words by thinkinigoat the poem. They come
together and write all the words they've learnethat class hour.

-Then, the group is divided into three groups ané group is responsible for writing
down adjectives while others are responsible famscand verbs they've learned.

lI-) Practice
- Students add their remarks about the last cogplte poem. What does the poet
mean to say in this couplet?
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LESSON PLAN-5

I, Too, Sing America

I, too, America.
I am the darker brother.
They me to eat in the kitchen
When company
But T laugh,
And well,
And grow strong.
Tomorrow,
I'll___ at the table
When company
Nobody'll dare
Say to me,
" in the kitchen,"
Then.
Besides,
They'll how beautiful I am
And be --
I, too, am America.

by
Langston Hughes
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Pre-task Stage
Introduction to the topic and task (10 minutes)

-Teacher shows some photos of American people ¢agdlyepoor black children)

including both white and black ones.
I

%

# LY \ A fl
-Teacher starts a discussion about the life in Asaan the 1930s and asks students
whether they know any stories about how black peacpiffered at those times.(for
example they used to sit at the bottom of the burseties)
-Teacher inquires students about what they knowtabwe “soul” (the music of
black people)
-Teacher asks students what is the melody lik@eir songs? (whether melancholic,
joyful etc...)Why?
-Teacher pre-teaches the words “grow”, “dare” atodde ashamed of”
-Teacher shows the photo of a poor black personagkd students: “Other than the
colour of their skin what makes black people défar”
-Teacher directs classroom the questions below;

*Have you ever realized that black women generallye their hair be

straight? Why do you think they do this?

*Do you think that white people are superior to tilack? Why or why not?

Task-cycle

[-)Task:

Step I-)

-Students try to fill in the gaps while they’re déag the poem for the first time.
-Teacher makes students pay attention to theatitteasks what the poet tries to say
with this poem. Does he favour the black or thetemi

-Teacher inquires students about the occupatidgheofoice in the poem? What does
he do?

-The class is divided into 4 groups and each guigpusses the topics below, then
they come together and get a general idea aboytoid®.

Topic 1. Why does the man in the poem laugh evierg he is sent away?

Topic 2: What does “tomorrow” in line 8 stand for?

Topic 3: The title of this poem “I, Too, Sing America” hasesial meaning in this
poem. Discuss what can be this hidden meaning?

Topic 4. Why do you think “the white” will be ashaahin the future?

-Teacher presents the box below by using the oa€rpeojector.

to eat be ashamed of to dare
to grow strong to laugh to sing company
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© Teacher furthermore teaches some collocationgythatith the verb “to eat”

eat well/healthily/sensibly  (=eat food that will keep you healthy)

eat right American English (=eat food that will keep you healthy)

eat properly British English (=eat food that will keep you healthy)

eat like a horse informal (=eat a very large amount)

eat like a bird informal (=eat very little)

-Students work in pairs and put a tick for the veottoey know.

Step II-)

-After that students do word puzzles which the heapresents.

Firstly, they read the definitions and then acaagty they both match and find the
words and phrases.

1. Feeling uncomfortable because someone does something that embarrasses
you.

2. to be brave enough to do something that is risky or that you are afraid to
do.

3. to make sounds with your voice, usually while you are smiling, because
you think something is funny

4. [uncountable] when you are with other people and not alone

5. [intransitive] to increase in amount, size, number, or strength.

6. to put food in your mouth and chew and swallow it.

© TO R_W

© ___ _R__ TO DO SOMETHING

©cC P Y

© TO _ T
OT_ L G

©BE __S__ ED F

[I-) Planning:
-Students work in pairs at this stage.
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The night is beautiful,

So the faces ahy people

The stars are beautiful,

So the eyes ahy people

Beautiful, also, is the sun.

Beautiful, also, are the soulsmofy people

-Teacher presents another poem by the Langston ddugimd wants students
paraphrase the poem as a single paragragh by eongidthe mood of America in
the 1930s. Students are free to write whatever sante their minds. They can start
as in the example below.

-They can also take the other poem into accounewhey are writing.

In this poem, the speaker is proud of the bladpfeas......

-They can use the words which are taught at thegslestage.
-Teacher walks around to advise students on largguagabulary.
-T. suggests phrases and tries to polish and ddlreic language.

[ll-) Report

-Students read their paragraphs in the classroothasdhey can share their opinions
about the topic.

-T. chairs and comments on the content of theiagraphs.

Vocabulary Focus
[-) Analysis

-Students try to make a list of words by considgtine title of the poem.(without
looking at the poem this time). The words mustrba meaningful relationship.

-T. shortly explains what tone conveys and the irigmze of it in a specific poem.
-Teacher asks a question about the tone of the poem

- Is the speaker in the poem in woe? Sad? Disappointed or hopeful?

II-) Practice
-Students fill in the gaps by using appropriate dgoin the box by using correct
tense.

[felt i, the things I'd said toim.

Maria looked at him and .............

When she was a baby she was too weak but then she ate well and ............. strong.
The two men enjoy each other's ...................

He wanted to ask her out, but he didn't .................

Shecan ....ccoovieiiiiiiinnns and never put on welght

I exercise and ................... and get plenty of sleep.

Would you like something to ................. ?
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LESSON PLAN-6

If I can stop one from breaking

If I can stop one
I shall not live in

from breaking,

If I can ease one the aching,
Or cool one
Or help one fainting
Unto his again,

I shall not live in vain.

By

Emily Dickinson
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Pre-task Stage
Introduction to the topic and task

- “We all have bad days, or weeks, or even monthslMél overwhelmed at times.
Things usually get better.”

-Students brainstorm ideas and words about theseatabove.

-Teacher asks students about the reasons whyitleegrid pre-teach the phrase “live
in vain.”, and words “severe”, “faint”.

-Students are in pairs and they state the reasbgystivey do specific acts in their
lives. For example;

Reasons | take so many pictyres
* pbecause | have a camera and | don't know whattelslo
* because I'm always around when my camera is

* because | want to document the passing of time

-Teacher asks students what they do to feel happheir lives and inquires whether
they help people in different ways.

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps while they’re déag the poem for the first time.
-Teacher makes students pay attention to theatittewrites the title of the poem on
the board and draws clusters on the board.

-Each student in the classroom writes an idea erbtard about what they can do to
stop one heart from breaking.( pick up flowers, makeakecfor a person, buy him/
her flowers etc...)

-Teacher inquires students about the tone of poEna®ks whether the poet is sad,
depressed, and sentimental.

-Teacher wants students to fitite linesthat achieve the tone of the poem. ( In the
2nd line of the 1st stanza, she says "l shalliwetih vain" and in the 3rd line of the
2nd stanza she quotes
again "l shall not live in vain" this meaning thvaliile she grows old she could look
back and think she did something and that she wasnted for that.)

-The class is divided into 4 groups and each guispusses the topics below, then
they come together and get a general idea abooi®.

Topic 1: To whom is she speaking? (A person who needs comfort)

Topic 2: What is the central idea? (That she envied people who could comfort those
who were broken-hearted, or even the simplest thing, such as assisting a helpless bird
back into its nest.)

Topic 3: What words in the poem especially move you? (The entire 1st stanza)
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Topic 4: Which lines are repeated in the poem? Why does the poet employ this? What
are your opinions?

-Teacher states that some words in the box aree@mwhile others are abstract.
-Students try to match the pictures with the woadsl guess the meanings of all
words.

-Teacher presents the box below by using the oaerpeojector.
nest robin heart pain ache

- Students work in pairs and put a tick for the dgthey know.
-Teacher furthermore teaches some collocationgythatith the nounpain”

severe/terrible/chronic pain sharp pain (=a short but severe pain)

dull pain (=one that is not severe but continues for a long time)

shooting pain (=a severe pain that starts in one place then quickly moves to|

another)

aches and pains (=slight feelings of pain that are not very serious)l

Step II-)

-Teacher gives 4 groups of students envelopes iichwtinere is an odd-one-out
activity.

-The words are related to each other in termsaif theaning.

-Students omit one word in each group; the group fitishes first is the winner.

Activity:
o robin cuckoo crow crocodile  canary
o pain grief woe sorrow joy
o bird cage house lair hut nest
O hose chin eyes heart ear
a pain crying grief suffering ache
a violent severe strong moderate fierce
o to get worse tfogobad to feel faint to recover
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[I-) Planning:
-Students work in pairs at this stage.

ez o N
-Students look at the pictures, put the picturés anlogical order and complete a 7

year-old girl's diary by considering the pictures.

Today while | was having fun with my friends, mathed me that there was a lovely
bird in our balcony. I ran into the kitchen but theed was in pain, so....

-They can use the words which are taught at theégsiestage.
-Teacher walks around to advise students on largguagabulary.
-T. suggests phrases and tries to polish andatdtreir language.

[1l-) Report

-Students read their diaries in the classroom ab ey can share their opinions
about the topic.

-They will have fun when each group is readingrtbein paragraphs.

Vocabulary Focus
[-) Analysis

© At this stage, students work as a whole classcHeyawrites a word on the board
and students brainstorm words which are relatedaoword.

e.g. grief

sorrow

- Students brainstorm as many ideas as they caratdr word in the box at the task
stage.

II-) Practice
-Students talk about a difficult time they've expeaced in their lives so far. Then

they add how they overcame.
-They may talk about the person who helped them etc
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-The poet wished she could help people with theielproblems, or help a hopeless
bird back into its nest.
*Did you like the poem? *What influenced you most?



LESSON PLAN-7

ROSES

You love the roses - so do I. I wish
Then sky would rain down roses, as they rain
From off the bush. Why will it not?

Then all the valley would be pink and

And to tread on. They would fall as

As feathers, smelling . and it would be

Like sleeping and like waking, all at once!

by

George Eliot

160
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Pre-task Stage

Introduction to the topic and task

© When you have only two pennies left in the world, buy a loaf of bread with one,
and a lily with the other.

- Chinese Proverb

© Flowers are love's truest language.

- Park Benjamin

©Flowers are the sweetest things that God ever made and forgot to put a soul into.
-Henry Ward Beckford

©Each flower is a soul opening out to nature.

- Gerard De Nerval

©With a few flowers in my garden, half a dozen pictures and some books, I live
without envy.

- Lope de Vega

-Teacher pre-teaches “blossom”, “grow flowers/ pan, “sooth”, “tread on”,
“feather”, “bush”.

-Students brainstorm ideas and words about the darflower quotes above. They
add other flower names if they know any.

-Teacher asks students whether they prefer to louwefs as presents in their real
lives, and which flowers they like most.

-Teacher asks students if they grow flowers antiifappy when they blossom.
-Have you ever realized that nature soothes yau@déneral question)

-What does the poet want to tell with the last tiwes?

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps while they’re déag the poem for the first time.
-Teacher makes students pay attention to the wbeysfilled in and asks what their
parts of speech are. (they're adjectives)

-Teacher starts a whole class activity and aské$olf@ving questions. Students state
their ideas.

-What is the theme of the poem? What do you think?

-Other than roses what does the poem imply further?

-Why does the poet want the whole valley in roses?

-Do you think that getting in fouch with nature keeps you happy?

-The students work in groups and discuss the tdtsw, they take quick notes.
v To whom is the speaker speaking?
v" What is the central idea?
v" What words in the poem especially move you?

-Teacher states that the words in the box belowakradjectives and most of them
are adjectives of appearance and wants studenthersewith suitable nouns.
-Students only build up sentences for the wordg kmew.
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-Students try to match the adjectives with suitatdeins and try to use them in
sentences.

-Teacher presents the box below by using the oaerpeojector, students check for
what they have known before.

shaken soft light sweet cute shiny
peace-loving clear bright glamorous fancy

-Students can use more than one adjective foritterps given.

feather

........... flower

Step II-)

- Teacher presents a collocation activity at thage.

- Adjectives are presented with nouns, students thrainouns which are not used in
the same sense as the others.

Activity:
sunshine juicy peaches
- A Bright room —->sweet wine
child tea

red jumper dreams
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dessert black shoes

- Light cheese - shiny weather
snack polished table
shoes windows

[I-) Planning:

-Students work individually at this stage and siggpthat they are on a beach on a
warm summer day with the flowers surrounding them.

-They try to write a very short poem which visuaza warm summer day or a cold
bright winter day.

-They may start with the line below.

“Here comes summer

-They can use the words taught before is stagg,ddue make use of the pictures.
-Teacher walks around to advise students on largguagabulary.

[1l-) Report

-Students read their short poems in the classroonthat they can share their
feelings.

-Students can ask for the meanings of new wordshbar after the presentations.

Vocabulary Focus

[-) Analysis

-At this stage students work as groups and eachpgas many adjectives as they
remember without looking at dictionaries or pictire

-Then, teacher collects the papers and the woedsamted by other groups.

-The group with more adjectives wins.

II-) Practice

-Students talk about a beautiful summer holiday tten never forget.

-Teacher inquires students why it was an unforgkgtholiday, how the environment
was, what the weather was like.

FOLLOW UP

-Unscramble each of the clue words.
-Take the letters that appear in GREEN COLOURS @amstramble them for the
final message

1. SOTF 5. HISNY
2. GTLIH 6. LIGNOW
3. WETSE 7. CELRA

4. TECU 8. HIBRGT
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LESSON PLAN-8

Lessons
THERE are who teach only the sweet of peace and
But I teach lessons of war and to those I love,
That they readily meet , when they come
By

Walt Whitman
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Pre-task Stage
Introduction to the topic and task

-Students read a piece of news from a weekly magaamnd think about how to talk
to children about though issues such as “violence”.

© Violence in today's world in the media, in our neighborhoods and
even in our schools can make our children feel frightened, unsafe
and insecure. Kids are hearing about and often must cope with tough
issues such as violence at increasingly earlier ages, often before they
are ready to understand all the aspects of complicated situations...

-Students brainstorm ideas about how they can &etpild without hurting their
feelings by considering the paragraph above.
-Teacher pre-teaches the words “tough issues’glitened”, “unsafe”, “insecure”,
“violence”.
-Teacher asks an alternative question:

Is it best to avoid talking about such tough isswéh children?

Is it best to leave them free so that they camledren the occasion arrives?
-Students are in pairs and they jot down ideas whiags can be difficult for
children to reconcile.

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps while they're déag the poem for the first time.
-Teacher makes students pay attention to the ditleé asks what does the word
“lessons” represent in this poem?

-Teacher gives students the sticky papers on wthiehoriginal wordings( lessons,
safety, death, invasions) of the poem are written.

-Students come to the board and stick the wordiseaswish.

-Teacher inquires students about the tone of poem.

-The class is divided into 4 groups and each giispusses the topics below, then
they come together and get a general idea abopioi .

Topic 1: In this poem, Whitman compares two groups. What distinguishes the
first group? Which group does the poet favour?

Topic 2: What does the word “invasion” mean in this specific poem?

Topic 3: Some words mean more than what they say in the poem as “lesson of
peace”. It means "the happy things in life.” Find such phrases or words from the
poem. (symbols)

Topic 4: Why does the poet prefer to teach lessons of war instead of good
things?

-Teacher presents the box below by using the oaerpeojector.
-Teacher states that all these words are the nafrtbe concepts; some of them are
abstract and shows some pictures related to the top
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peace safety war death invasion

Step II-)
-Teacher presents an activity. In this activityréhare definitions of all words related
to the topic. Students try to match correctly.

Activity:

1. invasion(n) a)things that are done to keep a
person, building, or country safe from
danger or crime

2. war(n) b)the end of the life of a person or
animal

3. peace(n) c)when someone or something is safe
from danger or harm

4. safety(n) d)when there is fighting between two
or more countries or between opposing
groups within a country, involving
large numbers of soldiers and weapons

5. death(n) e)a situation in which there is no war
or fighting

6. violence(n) f)behaviour that is intended to hurt
other people physically

7. security(n) g)when the army of one country enters

another country by force, in order to
take control of it

8. issue(n) h) the feeling you get when you are
afraid or worried that something bad is
going to happen

9. fear(n) i) a subject or problem that is often
discussed or argued about, especially a
social or political matter that affects
the interests of a lot of people

[I-) Planning:
-Students work in pairs at this stage.
—>Teacher presents a situation and students hauadtgdlutions.
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“Suppose that you are a primary school teacher and a student says that he has
seen war scenes that Iraq faces on TV asks you why so many people kill each other
every day. You, by taking other students’ feelings into account, make a
reasonable explanation about this matter.”

-They can use the words which are taught at thedizge.
-Teacher walks around to advise students on largguagabulary.
-Teacher suggests phrases and tries to polishanetcttheir language.

[lI-) Report

-Students read their explanations in the classr@onthat they can share their
opinions about the topic.

-They can edit each others’ writing.

Vocabulary Focus

[-) Analysis

-At this stage, students work as a whole classcAerawrites a word on the board
and students brainstorm words which are relatethabword, then another word is
written.

e.g. death

’ violence

- Students brainstorm as many ideas as they caratdr word in the box at the task
stage, they can also use dictionaries.

safetyv\c )
[I-) Practice

-Teacher organizes a whole class activity by inggithem and directing some
guestions below.

- The bad side of everything is just as important as the good things.

- The world is not a perfect place to live in.

- Children should face the dark things, such as war and death as these

prepare them for real life.

Whitman kind of talks about how people shelter each other in only letting them
see the good things and this is not true. Do you agree with these statements?
Why or why not?
-Teacher presents a movie and gives informationtaheufilm. Students have to fill
in the blanks with correct words by using the débins in brackets.

wisseRsEn feensenen . Name of the film: Warand ............

ATREVHERCRN HENRYFONDA MELFFRRR. - Age: 10+; Not Rated; Drama; 1956; 208 minutes; €olo
WARANDPEACE — This film describes the experiences of one Russian
bt T~ WL aristocratic family during the years 1805 - 181ke t
period immediately before and during Napoleon's
................... (* to enter somewhere by force to
conquer) of Russia and Tsar Alexander reluctantly
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declares.............. (when there is fighting between tato more countries or
between opposing groups within a country). It mainmentions the

................ (behaviour that is intended to hurt other gleophysically) Russian
people face because of Napoleon’s ................ (*)The Runssoops are mobilized
in alliance with the Austrian empire, which is @mily resisting Napoleon’s
onslaught. Both Andrew and Nicholas go to the fréxtdrew is wounded at the
Battle of Austerlitz, and though he survives, wesefais ................( the end of the
life of a person or animal ).It provides an introtdan to the history of Russia during
a crucial period. The movie is based on the classwel by Leo Tolstoy.



LESSON PLAN-9

SOLITUDE

Solitude
you fold over me
like a
You move the further away
and shift out of reach.
, You are not fair
to lock me out this way
and leave me barren of

By

Howline Dervish

170
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Pre-task Stage
Introduction to the topic and task (10 minutes)
-Teacher shows a photo of a lonely woman.

-Teacher inquires students about the word “solituated checks what they know
about that word prior to reading the poem.

-Teacher asks students whether they like stayiogeal

-Teacher presents a piece of information and aslkiests whether they agree with
the idea in the passage and asks students why ynath Some students may find
that it is misleading.

-Teacher makes students talk about advantagesisemiventages of loneliness.

©Loneliness is an emotional state in which a peesgreriences a powerful feeling
of emptiness and isolation. The lonely person nray it difficult or even impossible
to have any form of meaningful human contact. Lgrnmtople often experience a
subjective sense of inner emptiness or hollownes feelings of separation or
isolation from the world.

-Teacher pre-teaches the words “emptiness”, “igniat “separation”, “veil”, “joy”,
“hollowness” and “barren” by using simple definii® and drawing simple pictures
on the board.

-Teacher directs classroom the question below;

-Do you think that is short-term solitude is valiebWhy or why not?
-Teacher asks students whether staying alone nthkes productive. If so, what
kind of beneficial activities they do. (It may beading a history book or just
thinking about something and producing plans aladwture event, finishing a work
to be done etc...)

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps in the poem byrkwog in groups of two.

-Teacher offers a jar in which there are many woetsted to the poem and students
can choose from those pieces of papers to comgietgpoem. After negotiating
about the correct words, teacher shows the whaenpo

-Teacher asks students whether the person in teenpe happy with his/ her
loneliness and inquires students how they reacheldl & conclusion.
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-Teacher asks students why loneliness limits thesgme in the poem and asks
whether the person in the poem is angry with loresis.

-The class starts a discussion about the phrabartan of joy”, whether this phrase
has a positive or a negative connotation.

-Teacher picks up students’ attention abopgr$onificatiori, gives a little bit of
information about it and then wants students ta fivhat is “personified” in this
poem.

-Teacher presents the box below by using the oaéripeojector and students put a
tick for the phrases they know.

*move away *it is fair to do something *lock somebody out
*veil of secrecy/deceit/silence etc *out of reach

*|leave somebody something

-Students work in pairs and try to guess the mepoirthese phrases.
©The students, then, circle these phrases in thenpaed try to guess their
meanings.

Step II-)

-After that students check their answers to seethveinethey were correct in their

answers by the help of a dictionary.

-Teacher presents the base of the phrasal verbdel86 choose the definitions of
words with their partnersut in the sense they are used in the poem

-Having decided on the meanings, students try eoaiker words instead of these
phrasal verbs by considering the poem again asatreegnly ‘literal’ and it is easy to

infer the meanings by considering the context, #isg take notes with their partner.

1. to move away
a) to change from one place or position to another, or to make something do
b) to change from one opinion or way of thinking to another.

2. to leave sb. sth.

a) if you leave your job, home, school etc, you permanently stop doing that job, living at
home etc.

b) to leave someone alone and allow to do whatever they want.

3. to lock sb. out
a) to be involved in a long, serious argument or fight with someone
b) to keep someone out of a place

4. out of reach
a) (not in a situation) no longer in a particular state or situation to get the intended thing.
b) no longer in prison.

5. veil of secrecy / deceit / silence etc...
a) a thin layer of mist, cloud etc that makes it difficult to see clearly
b) something that hides the truth about a situation.
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6. it is fair to do something

a) (reasonable/ acceptable) a fair situation, system, way of treating people, or judgment
seems reasonable, acceptable, and right [# unfair]

b) treating everyone in a way that is right or equal

-Teacher makes each pair come together and negabaut the phrasal verbs again.
They compare their ideas and ask for help.

[I-) Planning:

-The students study individually at this stage.

-The students will try tevrite a paragraph for a popular magaziadout how it feels
to be alone. Teacher directs students to make thie about the topic:

-But before that, states the discrimination betweamfusing words by exemplifying:

Alone- lonely- lonesome- solitary

These adjectives describe lack of companionship.

Alone emphasizes being apart from others but does not necessarily
imply unhappiness: "I am never less alone, than when I am alone" (James
Howell).

Lonely often connotes painful awareness of being alone: "'No doubt they
are dead,' she thought, and felt . . . sadder and . . . lonelier for the
thought" (Ouida).

Lonesome emphasizes a plaintive desire for companionship: "You must
keep up your spirits, mother, and not be lonesome because I'm not at
home" (Charles Dickens).

Solitary often stresses physical isolation that is self-imposed: I
thoroughly enjoyed my solitary dinner.

- What is loneliness? How do people feleéwthey are lonely?

- How do you feel when you are alone?

- Do you prefer staying alone sometimes or do youagéMong for crowded
places?

- Which groups of people are lonelier? Teenagersdiaidged or old? Think
about lonely people you know well, why are theyeliyf

- Students can start their writing by giving an ex@mjpom the people they
know, or they can use any character they readyrbaok.

-Teacher walks around students and helps studsattha words in the correct sense.
-Teacher walks around to advise students on largguagabulary.
-T. suggests phrases and tries to polish and ddireic language.
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[1l-) Report

-The students read their paragraphs and make ca@uopsy teacher stresses the
adjectives used in the paragraphs.

-Teacher chairs and comments on the content af papiers.

Vocabulary Focus

[-) Analysis

-Students try to make a list of words by thinkifgpat the poem. They are in two
groups. They come together and write all the wdhids/'ve learned in that class
hour.

-Then, the group which has more words relatedetiem wins.

II-) Practice

-Teacher presents a fill-in activity and studemisto fill in the gaps with their
partners with the words they have learnt.

-Teacher walks around and gives clues if studesis Wifficulty in filling.

1. When he left at last, he me in a deep sorrow.
2. Why does Eric have to go and I don'+? I

3. When I am enthusiastic, you talk foo much, discourage me and

my dreams | You me this way

and make me sad.
4. Jane, when you go out do not forget to me a note about

what I should buy from the supermarket.

5. When you talk about the exam I failed last year you me
like a veil.
6. She is afraid to travel . (lonely / alone )

7. Don't you get being on your own all day? ( lonely / alone)
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LESSON PLAN-10

THE WILLOW

It is a willow when summer is ,
a willow by the river
from which no leaf has hor
by the sun
turned orange or crimson.
The leaves and grow paler,
and paler
over the swirling waters of the river
as if to let go,
they are so cool, so drunk with
the swirl of the wind and of the river—
oblivious to winter.

By

William Carlos Williams
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Pre-task Stage

Introduction to the topic and task (10 minutes)

-Teacher shows some tree photos to students anatéaghem about names of different
trees just to count how many kinds of trees stuglkenow.

L

-Teacher asks whether they're interested in trees.

-Teacher then shows different tree pictures antew/the names of the trees randomly,
students try to match the names with the trees.

-pine tree
-plane tree
-poplar tree
-fir tree
-walnut tree

-Teacher pre-teaches the words “swing”, “pale”,|l\abus”, “crimson”.
-Teacher directs classroom the questions below;
*Have you ever planted a tree in your life?

*What does a tree mean for you?
*Do you like gardening? Are trees important for Yowhy? Why not?

Task-cycle

I-) Task:

Step I-)

-Students try to fill in the gaps with suitable kemwhile they’re reading the poem for
the first time.
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-Teacher makes students pay attention to meanid@tiracts students’ attention to
the repetitions used in the poem and asks wheklesetrepetitions carry out some
important function in this specific poem.

-Teacher inquires which theme is emphasized imptsm.

-Teacher asks students whether “getting old” cathbeheme in this specific poem,
why or why not.

-Students work in pairs and discuss about persmaifin again and try to find what
thing is personified in the poem.

-Teacher gives definition of symbol in a pieceitdrhture.

-Symbols are people, places, or things used toesst something else in literature.
-Teacher for example states that a “rose” is gdiyetlae symbol of love in many
contexts. But, furthermore states that meaningnef ®&ymbol may change according
to its context of use.

-Lastly, all the class tries to find the symbolthre poem and try to understand what
effect it employs.

-Teacher presents the box below by using the owaerlprojector by stating that
they’re adjectives.

crimson pale swirling oblivious drunk cool

-Students work in pairs and try to guess their nmgpby referring to the poem and
using them with the words they collocate in themoe

-The students, then, circle these target wordstignid make sentences with them, if
they have difficulty they use dictionaries.

Step II-)

-After that students check their answers to seetlveinehey were correct in their
answers by the help of a dictionary.

-As a whole class activity, they discuss how aawilican be oblivious to winter.
-They discuss what winter may represent in thigigippgpoem.

-Teacher presents‘ahoose the correct adjective’activity by presenting sentences.
Students read the sentences and circle the appropte adjective for that
sentence

1. She is unfortunatelgblivious / absentmindedf the upcoming opportunities; she
never takes her rivals into account.

2. With the coming of autumn all the leaves turgeliow andpurple/crimson.

3. Outwardly she ipale / cooj she never loses her control and gets stressed.

4. Swirling / dancingsmoke made her cough.

5. When Martin came home he warsink /fallenas a skunk and Clara put him in bed
immediately.

6. The patient was spale / crimsonthat the doctor immediately took him under
control.

[I-) Planning:

-The students study individually at this stage.

-Teacher shows a photo of old people.



178

-The students will try to write a short letter fraangrandmother about the theme
which was clarified at the task-cycle. Teacher sufspthe use of target words in the
box by saying the more the better.

-They will state the importance of falling leavetnging leaves and the upcoming
winter by visualizing this person who is gettingl.oThey will state her feelings by

considering the mood of the poem. This person isngrto his grandson who lives

far away from him.

© It can be like the one below:

Dear Terry,

I've been thinking about the good old days we wegether. Now, I'm watching the
falling leaves from my little window and trying fioish the book you sent me last
month. | know it’s been too long, but you knowrn’taee as well as | used to...

-Teacher encourages peer editing and use of darieEmat this stage.
-Teacher walks around to advise students on largguagabulary,
-T. suggests phrases and tries to polish and ddireic language.

[1l-) Report

-The students exchange their letters and companettiemes of the poems..

-At this stage, they work with their partner. Easbmber reads the other’s letter and
tries to polish it by adding new words from the hiothey like.

-Teacher chairs and comments on the content of ffe@ms and inquires them
whether they have fears about getting old.

Vocabulary Focus

[-) Analysis

-Students try to find the target words by scanrtimg letters of each other. If the
words collocate with words other than the onehepgoem, teacher writes in on the
board for the class so that they can recognizeusas.

-Teacher asks about the tone of the poem, thenfgetf the person in the poem.
-Teacher poses a question about the tone of tha.poe

- Is the speaker in the poem sad? Disappointed? fHl@pdiow can you
understand?

-Are there any inherent suggestions about leadingpratent life in the poem?
(hanging on to life and never giving in to deatke lthe leaves on the tree, the poem
Is showing strong will to live! although it's autarand the leaves should've fallen by
now, the leaves cling on as if they don't wantebdo of dear old life. that's how
people should be!)
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II-) Practice

© Teacher presents the words in sentences and sdufileth theantonymsof the
words.

1. He seemed oblivious to the fact that he had et

a) forgetful b) absentminded

C) attentive d) unaware

2. Sharon went deathly pale and looked as if sighnfaint.

a) deathlike b) weak

c) sickly d) strong

3. The boy blushed crimson.

a) blood-red b) deep-red
c) bloody d) pale

4. All she wants to do is get blind drunk.
a) awake b) overcome
c) plowed d) tipsy

5. She looks efficient and as cool as a cucumber.
a) excited b) collected
c) relaxed d) calm

6. The evening air was cool.
a) chilling b) warm
c) refrigerated d) cold
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LESSON PLAN-11

If we had no winter,
the spring would not be so pleasant:

if we did not sometimes taste of adversity,
prosperity would not be so welcome.

By

Anne Bradstreet
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Pre-task Stage
Introduction to the topic and task

-Students look at the pictures and state their sia@lout these two groups of
pictures.
-Teacher inquires students about the theme of theoming poem as they
concentrate on the photos.
-Teacher asks some questions:

-Do you generally get stressed easily?

-How do you spend the time between a problemasie eaad a happy ending?

-Teacher pre-teaches the words “prosperity”, “asitgg, “pleasant”.
-Students are in pairs and they jot down ideas wWhags can be difficult for people
to overcome in life.

Task-cycle

I-) Task:

Step I-)

-Teacher shows the lines of the poem randomly.

-Students try to put these lines into correct ortderconstitute the whole poem.
(sequencing)

-Teacher asks students to find a suitable titleHerpoem.

-Teacher inquires students about the tone of poem.

-The class is divided into 2 groups and each guispusses the topics below, then
they come together and get a general idea abooi®.

Topic 1: In this poem, Bradstreet uses the words "spring” and "winter” to refer
to something more general in real life. Discuss these hidden meanings.

Topic 2: What associations can you draw between adversity and prosperity?

-Teacher presents the box below by using the oadrpeojector and then shows the
exact poem along with its title.

Taste(n) adversity prosperity pleasant

Step II-)
-Students try to find synonyms for the words in box. They have a little time for
this activity and then if they have difficulty thegn use dictionaries.
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-Teacher presents an activity. In this activityp@yyms of the target words are given
and students omit the irrelevant word.

Activity:

1. misfortune frouble adversity  difficulty easiness

2. disappointment prosperity successfulness victory accomplishment
3. pleasant nice satisfying pleasing unsympathetic

4. appreciation discontent affection enjoyment admiration

[I-) Planning:

-Students work in pairs at this stage.
—>Teacher summarizes the theme of the poem very lquacid wants students write
a critical analysis of the poem in their own words.

"Brad’street started the poem by using two opposing....”

-They can use the words which are taught at thedizge.
-Teacher walks around to advise students on largguagabulary.
-Teacher suggests phrases and tries to polish@anetcttheir language.

[lI-) Report

-Students read their analysis in the classroomthed share their views about the
poem.

-They can edit each others’ writing.

Vocabulary Focus

[-) Analysis

-At this stage, students work as a whole classcAerawrites a word on the board
and students brainstorm words which are relatatidgbword. Their parts of speech
are not important at this stage. Students justanynake a group of words which are
related according to meaning.

e.g. problems

'\( >_’ difficulty

- Students brainstorm as many ideas as they caatdr word in the box at the task
stage, they can also use dictionaries.

fame v\< )
lI-) Practice

-Students think about a hard time they experienicedheir lives. The teacher
presents a quote.
- The bad side of everything is just as important as the good things.
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-Teacher asks students whether they consider tragetimes as a chance to nurture
themselves emotionally. Why or why not?

-Teacher gives a quote and wants students explaah tivby understood.

--The talent of success is nothing more than daihgt you can do well, and doing
well whatever you do without thought of fame. IEdmes at all it will come because
it is deserved, not because it is sought afternfi®/adsworth Longfellow]

© Teacher presents a situation.

Case 1: Mary has trouble finishing her term paper. For a while she is discouraged
as the deadline is coming closer. But then she realizes that she is unable to
concentrate on something. She is stressed all the time and is not happy. During
this period, she even starts thinking of failing the course as she cannot organize
herself. But she is too discontent with herself. She must do something. Either
give up or go on?

© Students write an ending for this case by stating reasons. They try to examine
her feelings by putting themselves in her shoes. They offer solutions and at the
end evaluate this awesome period according to their point of view.

(But then she recovers and sits up for nights to finish the work and during this
tiring period ...... )
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LESSON PLAN-12

Hope is the Thing with Feathers

"Hope" is the thing with feathers

That in the soul
And the tune without the words
And never at all,

And sweetest in the gale is heard;
And sore must be the storm

That could the little bird
That So many warm.
I've it in the chilliest land

And on the strangest seaq,
Yet never, in extremity,
It a crumb of me.

By

Emily Dickinson
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Pre-task Stage

Introduction to the topic and task (10 minutes)

-Teacher shows some photographs of flying birdsttalents before giving out the
poem for classroom study.

s -

-Teacher asks students what a bird can symboliaepiace of literature.

-Teacher gives definition of hope: " Hope is a belief in a positive outcome
related to events and circumstances in one's life. Hope implies a certain amount
of perseverance — i.e., believing that a positive outcome is possible even when
there is some evidence to the contrary.”

-Teacher presents some quotes on hope for classi@mmssion. Students agree or
disagree with the quotes.

A1}

-Teacher pre-teaches the words “to abash”, “tolgeand “feather”, “crumb”
-Teacher directs classroom the questions below;
*Are you generally hopeful? How do you feel youradien you're filled with
hope?
*What do you do when you're hopeless?
*Have you experienced any occasions where your$iopme true?
* Do you believe if a person is hopeless he becatsesuraged? Is it true?

Task-cycle

[-) Task:

Step I-)

-Students try to fill in the gaps while they’re déag the poem for the first time.
-Teacher makes students pay attention to meaniagdh stanza and asks students to
find what hope does in what conditions.

-Teacher inquires which theme is emphasized ipdem.

-In the poem, Dickinson describes hope as a biddsays that itit sings wordlessly
and without pausé Students discuss in pairs what the poet mearthibyphrase.
-Teacher divides the classroom into 3 groups. Eaolp is responsible for some
guestions to clarify their stanzas. Groups distiisse questions.
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Group 1:

-Why does the bird "perch" in the soul?

- The bird "sings." Is this a good or a bad thing? The tune is "without words." Is
hoping a matter of words, or is it a feeling about the future, a feeling which
consists both of desire and expectation? Psychologically, is it true that hope never
fails us, that hope is always possible?

Group 2:

-Why is hope "sweetest" during a storm? When do we most need hope, when things
are going well or when they are going badly?

- Essentially only the most extreme or impossible-to-escape storm would affect the
bird/hope. If the bird is "abashed" what would happen to the individual's hope? In
a storm, would being "kept warm" be a plus or a minus, an advantage or a
disadvantage?

Group 3:

- Is "the strangest sea" a desirable or undesirable place to be? Would you
need hope there?

- The last two lines are infroduced by "Yet." What kind of connection does
"yet" establish with the preceding ideas/stanzas? Does it lead you to
expect similarity, contrast, an example, an irrelevancy, a joke?

- Even in the most critical circumstances the bird never asked for even a
"crumb" in return for its support. What are the associations with "crumb"?

-Teacher inquires students about the last standaiaes clues by talking about the
optimism of hope by explaining no matter how exteettme conditions, it never asks
for a single crumb.

-Teacher gives information about a “metaphor” byirsg that Metaphors are
comparisonsthat show how two things that are not alike in tn@ays are similar in one
important way. Metaphors are a way to describe fumg Authors use them to make their
writing more interesting or entertaining.

© Teacher gives an example;

1. Brian was a wall, bouncing every tennis ballkbacer the net.
This metaphor compares Brian to a wall because

a. He was very strong.

b. He was very tall.

c. He kept returning the balls.

d. His body was made of cells.

-Teacher presents the box below by using the oaerpeojector.

Chill extreme sore strange warm
little
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-Students work in pairs and try to decide on thespaf speech of the words.
-The students circle these target words in the paedntry to guess their meanings.

Step II-)

-After that students check their answers to seethveinethey were correct in their
answers by the help of a dictionary.

-Students match the words with correct endingsakep whole phrases.

COLUMN A COLUMN B

1. achill a. cold

2. extreme b. tiny puppy

3. a sore c. reason to explain her fault
4. a strange d. weather to enjoy ourselves
5. warm e. point in identifying the robber
6. a little f. wind

[I-) Planning:

© Never let go of hope. One day you will see that it all has finally come together.
What you have always wished for has finally come to be. You will look back and
laugh at what has passed and you will ask yourself... 'How did I get through all of
that?

-Students examine the quote above and try to rememlmemory of theirs similar
to the one above. It may be a difficult exam thegnaged to pass, or a thing they
wanted to buy etc.

-The students can either write a short poem abopehlt doesn’'t have to be a
rhyming or a sentimental poem.

-Teacher encourages peer editing and use of dariemat this stage.

-Teacher walks around to advise students on largguagabulary,

-Teacher suggests phrases and tries to polishanrecttheir language.

[1l-) Report

-The students exchange their poems and memories@angare their themes of the
poems.

-At this stage, they work with their partner. Easbmber reads the other’s poem and
memory and tries to polish it by adding new womasrf the box if they like.

-Teacher chairs and comments on the content af poeims.

Vocabulary Focus

[-) Analysis

-Students try to find synonyms of the target wardgairs and write them down.
-Teacher shortly explains what tone conveys andrtiportance of it in a specific
poem.

-Teacher asks a question about the tone of the poem

- Is the speaker in the poem optimistic? Pessimistm®eful or hopeless?
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II-) Practice

©Students do odd-one out activity.

1. coldwarm frosty chilly cool cold

2. extreme excessive immoderate restrained intense
3. offended sore hurt distressed resentful

4. strange peculiar odd familiar exceptional
5. warm mild temperate cool sweaty

6. little tiny small huge undersized
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A SAMPLE LESSON PLAN (PPP)

A Sad Song about Greenwich Village

She lives in a garret
Up a haunted stair,
And even when she's frightened
There's nobody to care.

She cooks so small a dinner
She dines on the smell
And even if she's hungry
There's nobody to tell.

She sweeps her musty lodging
As the dawn steals near,
And even when she's crying
There's nobody to hear.

I haven't seen my neighbour
Since a long time ago,
And even if she's dead

There's nobody to know.

By

Frances Park
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Title: * A Sad Song about Greenwich Village”

Level: Intermediate

Teacher Materials: The poem, blackboard

Objectives: Students will make sense of the poem by answéhi@gjuestions of the
teacher and learn the vocabulary (garret, haunlied, on the smell, sweep, lodging,
dawn stealing near) which exists in the poem.

Introduction: The teacher tells students that they will read @enpevhose theme is
about getting old and loneliness.

Transition: Teacher reads the poem aloud and students listée thiy follow the
lines from blackboard.

Procedure: (Sequence of Questions)

1. In the first stanza, what can you say aboutféleéings of this woman when you
consider the phrases “live in a garret” and “ugartted stair’?

. Why do you think she cooks a small dinner?

. Why does she dine on the smell?

. Why do you think there is nobody to care fosthid lady?

. What sorts of things does this old woman do?

. What do these acts represent in this specigorio

. If this woman is dead, why isn’t there somebtmgare for her?

. What sorts of things do lonely people do / feel?

. What kinds of people feel lonely?

10. What causes people to feel lonely?

11. Who do you think the voice is in the poem? Diog/sshe know that woman well?

OCOoO~NOUIDWN

Review:
-Teacher inquires students about the phrases bygagliestions about the poem.
-Students answer teacher’s questions, they talesnot

Evaluation:

- Teacher informs students about the poem to lubestunext lesson.

- Students write the answers of the questions &edtdrget vocabulary on their
notebooks.



