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THE COMHUNLCATIVE CURRICULUHM OF¥ THE TUKRKLSH

LARGUAGE PROGRAM AT 'TOMER

INTRODUCT10R

Deseription of TOKER

TUMEK, Turkce Ogrelim Merkezi (Turkish Teaching Centre), is
arn institution which teaches Turkish to both foreigners and
Turkish people who have a limited knowledge of Turkish because of
being brought up sbroad. TOMER, established in 1983 by Ankara
University, hasg six branches: one in Ankara, one in Ilzmir and
one in lstanbul; the institution hag recently opened branches in
Koln, Berlin, and Frankfurt.

The teachers of TOMER are gradustes of Turkish
language and literature departments of various universities.
Most of the teachers do not know a foreign language; thus, only
Turkish is used in class. Each class has from 8 to 14 students
who work in embassies or are taking undergraduate courses or are
Turkish workers’ children who have lived in Germany. Classes
are conducted with videos, audio cassettes, language
laboratories, and with other methods of instruction.

As a result of a placement exam, applicants are placed in
one of six levels (beginning 1, 2. intermediate 1, 2Z; advanced
1, 2). At the end of the beginning level, students learn mostly
everyday speech of sbout ZUUU words. At the intermediate level
besides everyday speech, 300U new words are taught by using some

pzesages and srticles from Turkish newspapers. At the advanced



level some samples from Turkish literature. articles from
newspapers and periodicals, subjects introducing Turkish

culture and Turkey, snd proverhs and expressions are deslt with.

At the end of each level a certificate is given to successful

students and zt the end of the level of advanced 2 they receive a
diploma which is accepted by all Turkish universities as evidence
of their adequate knowledge of Turkish which is necessary for
required courses (Turkish and Turkish History) even in
Ernglish-medium universities such as Middle East Teohnical

University.

TOMER also provides teachers for the students whe want to be
taught individually. For this type of course, goals, subjects,

and the number of class hours are determined by assessing each
student ‘s needs. During weekends and holidays touristic visits

are organized to introduce students to Turkey and the Turkish
people. TOMEK alsco helps students to soclve visa and accomodsation
problems.

Statement of the topic

This study intends to find out student views of the TOMER

curriculum to see whether TOMER has a communicative curriculum

or not. As Csndlin (1883) claims, "the primary purpose of a
second language program chould be to provide the learners with

the informaztion, practice and a lot of experience in communication

needed to meet their communication needs in the second language.”
Cowmurnticative curriculum characteristics are tmken as a criteria

to compare with the curriculum of TUMEK, &hich is a second

language program in ite branches in Turkey. Candlin (1383)

VA



states the aims of & communicative curriculum to be the

following:
A communicative curriculum aims at giving
Eramuztical competence (for example, the levels of
gramnmatical accurscy required in different
situations), sociolingulistic competence (for
example, the settings. topics and
communicative functions to be handled most
frequently),discourse competence (for example, the
tvpes of text to he dealt with) and strategic
competence (for example., verbal compensatory
strategies for paraphrasing lexical items that have
not been mastered sufficiently’.

Purpose

Second language teaching institutions are placed in
countries where the target language is the native language.
Some foreign language teaching programs which are placed in
countriec where the target language is a foreign langusge have
learners who will go to countries where the target language is
the native language. As 3 consequence of this research,
characteristics of a communicative curriculum will be revealed
thus both second and foreign language programs will benefit from
the researchl The two types of programs have one common
goal: to meet learners’ communicative needs. On the condition
that communicative curriculum is accepted as the ideal the
purpose is to present the collected data and its interpretation
to the head of TOMER who is in Ankarz: thus he will see the

strengths and weaknesses of TOMER's branches in ‘Turkey and

hopetfully he will do his best to improve the program.

Method

ional literature

e

This study includes a review of profess

15
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about communicative curricula. In the literature review the
detinitions of terminology precede the explanations of origins
and chracteristics of communicative teaching. This original
research is constructive as it determines to what degree TOMER is
communicative. The program is described. through qualitative data
collected through a guestionnaire and the primary focus is on the
communicative guality of the program. Based on the
characteristics of a communicative curriculum, & questionnaire
for -he students was prepared. Copies of the questionnaire were
given to advanced level students as they have been acquainted
with the program most compared to other levels. The purpose and
content of each itew in the questionnaire were explained before

haviig the students answer the questionnaire.

Limitations

Both the guantity and quality of the communicative
characteristices are limited. Because the questionnaire has a.
rectricted number of items and the questionnaire is given to a
limited number (10) of students. In addition the guality of the
items depend on my personal choice among many characteristics
experts put forward. If adequate attention and time are not
given to answering questionnaires, the findings may be
inaccurate. Still ancother limitation arises from the project’'s
invelving only one institution. TUMER. As students’ needs change
from one language teaching institution to another, what is an

appropriate curriculum for TOMER may rniot be =o for another one.



REVIEW OF LITERATURE

This section aims at the identification and explanation of
the opinions which form the bhasis for the preparation and
interpretation of the data. The section has two parts reflecting
the theoratical and practiczl aspects of the communicative
curriculum. To avoid misunderstandings the definitions of the
terminology used in the study are preseﬁted. The information on
teaching theories aims at giving a critical point of view for the
evaluation of the communicative approsch. There is s section on
second language acquisition as it relates to second language
teaching. Then the bases for curriculum construction are
explained. Communicative curriculum characteristics are

discussed before providing samples of communicative activities.

A. Review of theoretical concerns

1. Glossary

In language teaching resulting from the differences in the
experts’ views, certain terminology have various definitions. To
clarify the meanings of the terminology used in this study the
definitions to specific selected terms are given.

Curriculum and syllabus: In Course Design Dubin and
Olshtain (18&8) define curricunlum as follows: "a broad
description of general goals by indicsting an overall
educational-cultural philosophy which applies across subiects
together with a theoretical orientation to language and language
learning with respect to the subiect matter at hand.” In
comparison to g¢urriculum, Dubin and Olshtain (1986) descritbe

esyvllsbus: "a more detailed and operational statement of



teaching and learning elemente which translates the rhilosophy of

the curriculum into a =eries of planned steps leading towards
more narrowly defined objectives at each level."

Approach, method, and technique: in Approsches and Methods

in lsngusge Teachipg, Richards =nd Rodgers (1956) refer to a

scheme propozed by Edward Antony in 19623 which is called

"approach, method and technigue." LEdwsrd Antony states "the

organizational key i= that technigues carry cut a method which 1=

consistent with an approcach.” Then he defines the terms: he
describes an zpproach as a group of correlative assumptions
about the nature of langusge teaching and learning;

a method as a general plan to present the language materizl; =

d in the clsseszroom.

g

iﬁ&hﬂjguﬁ.as whet iz implemsnt
Eduecstional aims: Dubin and Olzhtain (1886) identifies

educaticonal sims as statements of policy: "a viewpoint con the

nature of language, a viewpoint on the nature of language

learning, =nd sn educaticnal cultural philoscphy.'

Educational objectives: Garcia (Wilson, 1978) reflect= that

"educaticpnal cohjectives are statements of what learnings s
ztudent must attain at & given level of education and, possibly,
in a given subject and in =z local school or community.”

Instructional objectives: Garcia (Wilscn, 1876) =ays thzst
"instructionsl chisctives are statementz of learning which a
highly identifisble student, that ig, known in term= of hisz need
and interests, zchocl claszs membership and community, must

achieve as a rezult of being in an educational programme.

hd



Communication: In Communicstive Competence: Theory_and

Classreom Fractice, Savignon (1983) defines commupication

“continous process of expression, interpretztion and

Hg e
negotistion.” In Cansle ' s article (Candlin, 1983) called "From
communicative competence to communicative language pedagogy”

charseteristics ol communication are listed:

(2) is a form of socisl interaction, asnd is therefore
normally acguired and used in socisal interaction;

(b) involves a high degree of unpredictability and
crestivity in form and message;

(c¢) takes place in discourse and sociocultural
contexts which provide constraints on sppropriate
language use and also clues as to correct
interpretations of utterances;

(d) is carried out under limiting psychological and
other conditions such as memory constraints.
fatigue and distractions;

(e) always has & purpose (for example, to establish
social relations, to persuade or to promise)

(f) involves authentic, as opposed to
textbook-contrived langusasge; and

(g) 1is judged as successful or not on the basis of
actual outcomes (For example, communication
could be Jjudged successful in the case of a
non-native English speaker who was trying to find
the train station in Toronto, uttered "'How to go
train to a passer-by, and was given directions to
the train station.)

Communicative competence: In “Deéigning programs for
foreign langusges,” Gunterman (1987) says that in 1972 Hymes
coined "communicative competence” to mean "one’'s ability to
control social and cultural conventions as well as purely
linguistic elements in creating utterances for communicative
intergction.”

Communicative teaching: In Language_ snd Literature

leaching: From Practice._to Principle., Brumfit (1985) defines



"communicative teaching” by giving its charascteristics:
1. Learners’ needs analysis 1is done.
2. The syllabus is specified in terwms of the necessary

notions and functions of language.

[y

In the development of organized materials the varieties
of langusge are considered.
4. Teachers know to use palr and group work.

Materials and technigues are in line with individusl

o

learning strategies.
6. Language teaching appeals to learners’ feelings and
interests.

7. When students experiment with language, thev sre sllowed

to make mistakes.

2. Development of language teaching theories

To be able to understand why Candlin (1983) advocates the
communicative approach in second language teaching, one has to
see the characteristics of alternative methods which do not meet
students’ needs.

In Approaches and Methods_in Lenenzge Teasching. Richards and
Rodgers (1986) have a section on the history of language teaching
where the following information is taken. The questions raised
by Richards and Rodgers for the purpose of prompting innovation
are the Tollowing:

1. What should the goals of language teaching be?
Should a language course try to teach
conversational proficiency, reading, translstion,
or some cther skill?

. What is the basic nature of language. and how
will this affect teaching method?

-
e



What are the principles for the selection of

language content in language tesching?

4. What principles of organizatioen, sequencing, and
presentation best facilitate learningy

5. What should the role of native language be?

8. What processes do learners use in mastering &
language, and can these be incorporated into a
method? )

7. What teaching technigues and activities work best

and under what circumstances?

w

Az the hkind of protficiency learners need changes, language

0]

teaching methods have changed throughout the history of language
teaching. Five hundred vears ago, Laltin was the Janguage of
education, commerce, religion, and government in Europe. In the
sixteenth century, resulting from the political changes in Europe.
"modern” languages (French, English, Italian) gained importance.
ln the eighteenth century in European schools, "modern” langusges
were taught through the same procedures used for teaching Latin.
Richards and Rodgers (1988) state that in these schools

"lTextbooks consisted of statements of abstract grammar rules,
lists of vocsbulary and sentences for translation."

In the mid-nineteenth century when grammar-translation was
used, a typicazl textbook had sections organized on grammar
points. Richards and Rodgers refer to Stern’s Fundamental
Concepts of Language Temching (1983) and to Howatt s A History of
English_Language Teaching (1984) while listing main
characteristics of the grammar-translation method:

1. The purpose of foreign language study is tc learn itg
literature.
2. Language tesching focuses on reading sand writing.

3. Vocabulary is taught through bilingual word jists,

dictionary study and memorization.

o



4. There is focus on the sentence Lo make learning easier.

e

Accuracy is important.
6. Deductive teaching is used.
7. Students native language is the medium of instruction.

In the mid-nineteenth century communication among Europeans
created the need for oral proficiency in language teaching.
Marcel (1793-1896) tocok child 1anguage learning as a guide to
language teaching and emphasized meaning in learning. He
suggested reading to be taught before other skills. Prendergast
(1806-1586) observed that children use contextual and situational
cues to understand utterances and proposed the first "structural
syllabus”. Gouin (1831-1896) supported that language teaching
must be based on children’'s use of language. He said "language
learning was facilitated through using language to accomplish
events consisting of & sequence of related actions” (Richards and
Rodgers, 1986). Thus his method for teaching English used the

following series in the first language lesson:

I walk toward the door. I walk.

I draw near to the door. I draw nesar.

I draw nearer to the door. 1 draw nearer.
I get to the door . I get. to.

Marcel, Prendergast and Gouin are famous reformers of language
teaching in the mid-nineteenth century.

Richards and Rodgers (1986) say that "Henry Sweet., Wilhelm
Vietor and Paul Passy began to provide the intitliectual
leadership needed to give reformist ideas greater credibility and

acceplance."” After phonetics was established, these linguists



emphaszized the priority of speech over written langusge.

The Internstiocnal Phonetic Associstion, which was founded
in 1886, aims at improvement in teaching modern languages.
Richards and kodgers (19863 give the areas of focus supported by

the ass=sociation:

the study of the spoken langusde;

phonetic training in order to establish good

pronunciation habits:

3. the use of conversation texts and dialogues to
introduce conversational phrases and idioms;

4. an inductive approach to the teaching of grammar:

L. teaching new meanings through establishing

ascsociations within the target language rather

than by egtsblishing associations with the mother

Longue.

[N

kKichards and Kodgers (1986) refer to Henry Sweet’'s The
Practical Study of Langusges (1899) in which Sweet presented the
principles for the development of teaching method. These

principles are as follows:

careful selection of what is to be taught;
imposing limits on what is to be taught;
arranging what iz to be taught in terms of the
four skills of listening, speaking., reading, and
writing;

4. grading materisls from simple to complex.

N -

Sauveur (1826-1907) was in faver of having intensive oral
interaction in the target lsnguage using gquestions s & means of
presenting and eliciting language. Richards and Rodgers (193G6G)
say that Sanvveur s wmethod ig refered to as the Natural Method.
They present the characteristics of the Hatursl Method as
follows:

1. The language of instruction is the target language.

il



2. Everyday speech 1s taught.

3. Dral communication 3is emphasized.

4. 1In grammar inductive teaching is used.

5. New teaching points are presented orally.

8. In the teaching of concrete vocabulary objects and

pictures are used.

7. Both speaking and listening are important.

3. Accurate pronunciation and grammar sre focused on.

The Direct Method was the most known of the natural
methods advocated by Sauveur and Berlitz. The method gsined
importance through its use in commercial language schools. By
the 1920s, the Direct Method lost its importance. Because the
impracticality of the gosl of teaching conversation skills in
view of the limited skills of teachers., the change in students’
needs and the restricted time available for language teaching in
schools was realized.

Richards and Rodgers (1988) refer to Noam Chomsky s
Syptactic Structures (1957 in which Chomsky stated his stand
against structural linguistic theory as this theory is incapable
of presenting & maior characteristic of language., "the creativity
snd uniqueness of individual sentences.” In 1972, Wilkins tried
to present the systems of meanings which lay behind the
communicative uses of language. FKRichards and Rodgers (1986) give
Wilkin s opinion on two types of meanings: "notional categories
(concepts such as time. seguence, guantity,location, frequency)
and categories of communicative function (requests, denials,
nffers, complaints)."

Richards and Rodgers claim that the writings of Wilkins.

12



Widdewson. Brumfit, Johnson znd sowe other linguists clarified
the tfollowing principles of the Communicative Approach:
i. Meaning i1s important.

Dizlogues. if used, focus on communicative functions.

3. Contextuslization is required.

4. Language learning is learning to communicate in the
target language.

Y. Effective communication is necessary.

8. Driiling is not of primary importance.

7. Comprehensible pronunciation is desired.

8. Learners’  interests sre considered.

9. Even st the elementary level students sre encoursged to
commuricate,

10. Judiciovs use of native language is asccepted.

11. When it is necesssry trenslation is used.

12, If needed, reading and writing can start from the first
day.

13. The best way of learning is to pase through the struggle
to communicatle.

14. Communicative competence is the purpose.

15. Varieties of language are emphasized.

36. The criteria for sequencing is the wmaintenance of
interest.

17. Tescher helps Lo motivate students.

1o, In learning making mistakes is natura}.

19, Fluency is significant.

20, Sindents  interaction with other peapie 1is provided.



3. Second language acguisition

As this study deals with second language learning and
teaching, the influence of second language scquisition on the
subject is inevitable.

Yalden (1985) states that research in second language
scguisition and learning has two areas: one includes studies in
language acguisition in children and the other in adolescents and
adults. As the students in TOMER are either adolescents or
adults, in this sectiop the ewmphasis will be on the studies in
those age groups.

Yalden (1985) refers to Krashen s (1881) Second. Language
Acguisition_and. Second_ Language learning in which Krashen claims
that it is still not proved that there is a biological barrier
for adult acqguisition and it is reasonable to advocate that
adults can "acquire language naturally” if they learn a second
language through communicative teaching.

Krashen points out that without formasl instruction one can
not master the target language. However, if the formal
instruction is through grammar-translation method, one’s
prroduction will be limited and will lack speed and spontaneity.
Zupporting Krashen's opinion Yalden (198%) aguotes from Hymes’
(1972) "On communicative competence”: "There are rules of use
without which the rules of grammar would be uvseless.”

In "What is what in communicative languagg_teaching,”
Savignen (1987) states that at the present resesrchers emphasize

the functions and teatures of discourse rather than content.
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Then Savignon provides the resder with the definition of

= = A twoq e - v - o - 3
e analy=zsis": the analysisz of connected speech and

dizceur

n

writing that extends beyond a =ingle =zentence or utterznce. It
i3 a study of pragmatic functionz of language.” For the sake of

~

clarity of the meaning of "pragmatic," the definition of

“pragmatics” in "Ccllins Cobuild English Language Dictionzry"”

7)) is "the study of the way language is used in

(

(i)
[mp)

inclair, 1

U

particular situations, and is therefore concerncsd with the
functions of words as opposed to their forms. 1t deals with the
intentions of the =speskers and the way in which the heaver

interprets what is said.

4. Decisions and variables in curriculum construction

In an educational program, prior to deciding on a particular
type of curriculum the authorities are suppeosed to know the
anzwers to the following guesticns: What should be taught? Haw
ghould the subject be taught? How should the program be
evaluated? (Wilseon, 1878). To answer these questions one must
know the =sccial environment, the nature of the lezrner, the
process of learning and the nature of knowledge. This section
intends to guide curriculum developers in making their basic
decisions.

Johnson (19675 considers only what is planned as constituting
a'curriculum;thus he define=s gcurriculum a=s "a structural series

nix (1858) and Krug (1957)

m

of intended lesrning cutcomes.” FPh
view curriculypm =5 specific activitiesz (what) and methodsz to

implement those activitiez (how). Garcia (Wilsen, 1978) detines

curriculum as: “the sum total of organized learnings stated as



educational ends, acﬁivities. school subiects and/or topics
decided upon and provided within an educstional institution for
the sttainment of the students.” Garcia’'s definition is in line
with Dubin and Olshtain’s (1886) definition of curxiculum: =
brosd description of general goals by indicating an overall
educational-cultural philosophy which spplies across subiects
together with a theoretical orientation to langusge and language
learning with respect to the subiect matter st hand.“

I. Decisions in curriculum construction:

Garcia (Wilson, 1878) describes curriculun construction as
decision-making processes involving what to teach the students.
and how to teach in an educational institution. Garcia states
that "decisions on the educaﬁional ends, that is on what to
teach, guide decisions on the educational mweans, that is on how
to teach.” This ends-means approach is valid in everydsy
sctivities. For example an individual’'s purpose plays an
important part in deciding which book to buy. Curriculum
development involves three main curricular elements:

1. decisions on what to teach which are educational

ends generated at three levels of specificity and
immediacy to the learner;

2. decisions on how to teach. concerned strategies in
terms of selecting and organizing learning
opportunities and

3. decigions concerning the extent to which
educational ends are being attained through the
strategies or mesns provided.

7
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Sharing the same view, Bezuchamp (1385%Z) mention=z the
purposes of a curriculum system: the develcopment of @ curriculum

(what), the organized implementaticn of

that curriculum (how),
and the organized evaluastion of that curriculunm.

1. Decisions on what to teach:

Amcong curricular =lements educaticnal ends, deci=zions on
what to teach, have primary importance in curricolum design.
Garcis refers to Geodlad while claiming that educational ends are
stated at various level=s of zpecificity and immediacy to the

learner. At the zccietal level, community leaders are consulted

thevy zhape educational aims consisted of statements for the

i

k=
=

preservaticn and the advancement of the social group.
An example of an educationzl aim is == follows:
The aim of Anadolu secondary schools, where most
courses are given in a foreign language, is to
enable students: to learn a foreign language; to
make use of the foreign language in their high
education either in Turkey or sbroad; and to attain
s nationalistic and civilized perspective (Bilgen,
1984).
At the institutional level leaders in education such as
administraters and superviscors of the Department or Ministry of

Educztion and of educational institutions, state educaticnal

objectives in compliance with sducaticnal aims. farcia

(Wilseon, 19876) defines educational objectives as "stestements of

o
[

what learnings a student must attzin at a given level
education and, possibly, in a given =zubject and in a local schoaol

4.

or commurfity. Garcla states that educstional objectives deal



with "the
phyzsics,

discoveri

The

sec

At th

0]

development and dissemination of knowledge =y

economics and lingui=stics, their proceszses and

t

m

es.” Examples of educational objectives are as follows:

objectives of English course in Anadelu
ondary schools (Bilgen, 1984):
To be able to understand English when it is
spoken at a normal speed.
To be capable of speaking English clearly.
To comprehend a reading passage in Engiiszh.
To express one = feelings and thoughts while
writing in English.
To know the culturez of the countries where
English is the native language.
To be willing to communicate in English.
To have a positive attitude towards the foreign
culture. :
To be determined to learn English both during
and after the secondary education.

e instructional level, the teacher provides the students

who have identified needs and interests with instructional

objective

statements of learning which a highly identifiable student,

is, known

membership and community, must achieve as a result of being

education

reading 1

=. Garcia =says that "instructional objectives are

in terms of his needs and interests, school class

that

in

al programme.”' Sample instructional cbjectives in a

ezgnn are as follows:

student will:

Underline 2l1 new words in the reading material.

Defirne those new words in one or two sentences.
1.

Select useful sentences in the reading materi

&
Copy those useful =zentencesz in order to incpease

retention.

Answer at least five questicons about the reading

material.

an



2. Decigsions on how to teach:
After deciding on the educstional ends the point of
digcussion i how to tesch. And the guestion of what learning

)

opportunities =should be given to achieve educstional ends arises.
Garcia defines a legrning opportunity as s stimulus planned in an
educationsl programme to atiain an educstional end. The process
and content of a learning opportunity derive from educational and
instructional obijectives. For example, in the inmstructional
obiective, "the student will underline new words in the reading

muterial as 8 learning opportunity.” To reach an objective

[l

usually more than one learning opportunity is necessary. If
student is to learn the meaning of honesty, learning
opportunities may be collecting articles from newspapers
concerning honesty, dramstizing instances of honesty and praising
honesty in school. These learning opportunities should not be
given simultaneously. Garcia refers to Tyler who presents three
criteria in order to organize learning opportunities:
a) continulty or the repetition of curricular
elements over time;
by sequence, the repetition of these elements 1in
increasing breadth and depth: and

integration. the simultaneons repetition of these
elements so that they msy reinforce eamch other.

Q
~

Continuity is 2 normal procedure in developing learning.

-

Yet Garcia sees seguelice more problematic and refers to Gagne s

&

tesk analysia, Bloow' s Taxonomy of Objectives and Hanna
"Expznding Communities of Man.” The common point in these

references i that thev advocate 3 simple-to-conwlex scheme.



Jupporting the view Garcia guotes from Bruner:

that the bagic ideas that lie st the heart of
all science and mathematics and the basic themes
that give form to life and literature are as simple
as they are powerful. To be in command of these
baslec ldeas, to use them effectively requires =a
continual deepening of one’s understanding of them
Lhat comes from learning to use them in
progressively more complex forms.

Another guestion 1s whether to organize the curriculum from
the pesychological to the logical or from the iogical to the

psychological perspectives. The psychological perspective deals

with the abilities and needs of the learner; the logical
perspective deals with the organizstion of a field of knowledge.
Garcia mentions the progressive education movement which held

that "the worth of a discipline depends on its manifest and

usefulness to the learner.’
After defining integration as “"the structure which gives

insight into whole fields of knowledge" Garcia lists the

advantages of integration:

Integration reduces otherwise numerous isolated
experiences into a smaller group of experiences.
Since studies in psychology indicate that the
individual has a limited capacity for storing
information. grouping experiences and thereby
recducing the number of items to be dealt with
should promote retention.

2. Disjointed experiences beccme more meaningful
through organization. A complete or whole
framework is more comprehensible than several
disconnected parts.
Organization makes life more predictable. It
lessens the number of unknownsin the life of the
individusl by serving as an index to future
events and experiences.
4. Organization enables the individual to examine
and think about experiences from different

perspectives. The structure gives new insight



into old experiences and gives specifilc mesning
to new experiences.

5. Determining the extent of educational ends:

Garcia precents the benefits of constructing evaluztion

devices: learning outcomes: the value of educational goals; the

efficiency of teaching procedures and materials; the
purticipation of the lesrners; capacity of curriculum planners;

the harmony hetween goals and means; and the advantsges to the

'evaluation or

individual and the society. Garcia zsserts that
N

judgement or merit or value is useful in making decisions about
retaining, rejecting, or improving-perhaps reassigning to s more
suitable task-a student, a teacher, a principal, a curriculumn,
oy @ book.” In the discussion there is a reference to Gronlund’'s

steps in evaluating curriculum:

1. Tdentify the instructional obiectives, i.e. the

exact learning outcomes expected.

If necessary, state these objectives

operationally, i.e. specify the process and

content elements. This step mway be omitted if

the instructional objectives are precisely

stated.

Select or design instruments for measuring or

describing learning outcomes desired.

4. Administer the instruments and znalyze the
results to determine the extent to which the
desired learning outcomes have been attained.

\N]
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Evaluation reguires both guantitative and gqualitstive
descriptions about the educational program. Then the process of
evaluation continues as datas collection, data analysis and
interpretation.

1. Varjables in curriculum construction:

1n curriculum construction. the bases for decision-making



cover understanding of a) the sceial environment, b)) the natuie
of the lesrner, o) the process of learning, and d) the nature of

knowledge. Garcia =zays that "education must be in harmany with
zocial, econcmic, and political realities of the changing

present, of the relevant and enduring pzst, on which a community

hes itz identity, zs well as of the projected future with
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which man and society must cope.” Beauchamp (1982) asserts that

"jidess zbout curriculum content generated through national

projects, textbooksz, state laws, or the work of scholarly groups
may be treated as influences upon., or inputs to, curriculum
systems located in lccal schooi districts."” The curriculum
developer needs to know the answers to the following questions:
What can the student learn? When can the student learn it? How

can the student learn it? Another duty of the curriculum

‘

developers is to identify which curriculum model suits =

v

particular group of students and to direct investigations on the
applicability of that curriculum model. For enhancement in
student learning Garcia mentions concepts presented by

different experts:

1. Jdentification The student needs gocd models to
imitate. Thesze may include parent=z, tezcherc,
siblings and peers. These references not only

. L

provide cues concerning what is to be learned
but alsc zeal for leazrning (Kagan, 1865)
Regsources for learpipg Learning is

enhanced where the environment is rich with
materials that promote exploration,
manipulation, and experimentaticn, 1
opportunities for learning (Bloom, 19

[\
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Culture potentizl) Studies in anthropology direct
attention to the fzct that different cultural
milieus cultivate different qualities and
capacities. Learning =zuccess is increased where
learning cpportunities capitzlize on the
cultural capacitiez of individuals and groups
(Benedict, 1934)

4. Learning needs Learning zhould not end with the
acquisition of new materials. Each learning
situation must be designed to wmeet the need to
extend, broaden or deepen acquired learning

(Bruner, 1960)

5. RKnowledge ahout learners The student learns
more where the teacher knows him as an
individual (Glager, 1973

6. Attitudes and learping New information which

agrees with one’s attitudes is remembered longer

than contradicting information (Festinger and

Hacoby, 1865)

Summary

In curriculum construcition there are three components:
decisions on what to teach; decisions on how to teach;
determining the extent of achievement of educational ends.
Decisions on what to teach rely on what educational sims,
educaticnal objectives and instructionzl objectives are.
Decisions on how to teach involve the continuity, seguence =nd
integration of learning opportunities. Then the significance of
evaluation in curriculum development is emphasized. Before
determining which tvpe of curriculum is suitable for an
educational program a curriculum developer must know the sceial
environment, the nature of the learner, the process of learning

and the kind of knowledge.



4. Communicative curriculum characteristics :

This eection is concerned with what teacher’'s roles are in a
communicative curriculum and what experts think a communicative
curriculum should contain.

Tri "The role of the tescher in today’'s langusge classroom.”
Lopez (1889) draws attention to the need for today’'s teacher to
lhsve sound knowledge of langusge, psvchology and sociology:
organizing and utilizing all this knowledge in teaching. In
other words Lopez asserts that s good language teacher should
know the following: linguistics: students’ socisl environment
which hasg influence on their lesrning: various pedagogical
techniques; social and cultursl properties of the target
language; and technigues for identifying psychological
charscteristics of students. A good language teacher should also
krniow how to orgasnize and utilize all this knowledge in teaching.

Recently it.has been reaslized that "each learner is an
individual, with distinct needs, learning styles, mental schemata
and sttitudes” (Lopez, 1988). Lopez (1988) thinks that to be able

to guide student and create a positive classroom atmosphere

teacher must krnow three types of information about students:

‘

peyehological factors, personal needs and social factors. Among

psychological factors, schematz, cognitive style and affective
factors are particularly important. Teachers must learn
students  experience in the gubject to be studied. Thus
teschers will determine the average level of the students and
organize their classes accordingly. Teachers must also learn

students’ personal backgrounds which influence their psvcehology.



Lopez (18988) suggests for teachers to take different
learning styles into considerstion either by individualizing
instruction or by teaching toward the stvle of the majority in
the class, with special tasks for the students with different
learning styles. Brumfit (18985) savs thsat “experienced feachers
will know the time lag between teaching and genuine uce will vary

enormoucsly from student to student and from langusge item to

language item.’

According to Lopez (1989Y) students’ needs and social
factors are sources of information for the teacher. When
teachers ask students what their needs are. students will state
their concrete goals to work towards. As a result teachers
will decide on how to select and present the materiszl. Social
environment is another factor which affects students’ learning in
two levels: scociety as a whole and the people closest to each
student such as family and friends. Students’® vslues and goals
often reflect those of the groups to which they belong.

In Canale’s opinion (Candlin, 1888), the main goal of =
commuhicative curriculum is to prepare and encourage learners to
nse their communicative competence in the second language in
order to participate in actual communication situations.
Compatible with Canasle’ s view, Richards and Rodgers (1986)
present Lhe purpose of communicative language teaching as the
development of what Hymes called "communicative competence.”
Gunterman (1987) defines Hyvmes  term as "one’s ability to control
social and culturﬁl conventions as well as purely linguistic
elements in crezting utterances for communicative intersction.’

I contrast to Hymes  definition Richards and Rodgers refer to



Chomgky s theory of competence in the following quotation from

Chomsky:

Linguistic theory is concerned primarily with an
ideal speaker-listener in a completely homogenous
speech community, who knows its language perfectly
and is unaffected by such grammatically irrelevant
conditions as memory limitation, distractions,
shifts of sttention and interest, and errors (random
or characteristic) in applying his knowledge of the
language in actusl performance.

Hymes (Richards and Rodgers, 1988) thinks that a person with
communicative competence has both knowledge and ability in
language use in relation to:
1. whether (and to what degree) something is
formally possible;
2. whether (and to what degree) something is
feasible in virtue of the means of implementation
available:
3. whether (and to what degree) something is
appropriate (adeguate, happy, successful)in
relation to a context in which it is used and
evaluated; '
4. whether (and to what extent) something is in fact
done, actually performed, and its doing entails.
Richards and Rodgers (1988) assert that Halliday's
functional account of language use is advocated in communicative
language teaching. They guote from Halliday: “"Linguisties ... is
concerned ... with the description of speech acts or texts., since
only through the study of langusge in use are all the functions
of language, and therefore all components of meaning, brought
into focus.”
Supporters of communicative language teaching point out the

similarity between learning a second and.a first langusage.

Hzlliday (Richards and Rodgers, 1986) states seven functions that



language has for children lesrning their firvest

1. the instrumental function: using langu
things;

(2

control the behavior of others;

language:

age to get

the regulatory function: using language to

3. the interactional function: using lsnguage Lo

create interaction with others;

4. the personal function: using language
personal feelings and meanings;

5. the heuristic function: using language
learn and to discover:

to express

to

6. the imaginative function: using language

to create a world of the imagination

7. the representational function: using language to

communicate information.

Johnson and Littlewood (Richards and Rodgers. 1986) have a

learning theory that is in compliance with communicative language

teaching-a skill-learning model of learning. 'This theory sees

the acquisition of communicstive competence in a language as an

example of £kill development. The following quotation from

Littlewood presents the cognitive and behaviora

theory:

The cognitive aspect involves the interna
plans for creating appropriate behaviour.
langusge use, these plans derive mainly T
language system-they include grammatical
procuders for selecting vocabulary, and

<

1 aspects of the

lisation of
For

rom the

rules,

ocial

conventions governing speech. The behavioural

aspect involves the avtomation of these p
that they can be converted into fluent pe
in real time. This occurs mainly through
in converting plans into performance.

In Language spnd Communication (Canlin, 198
on communicstive competence, Canale discusses t

communicative competence proposed by Canale and

and Swsin consider communicative competence as

lans o
rformance
practice

3y in the article
he theory of
Swain. Canale

"the underlying



systens of knowledge and skill required for communication

(e.g. knowledge of vocabulary and skills in using the
scoclolinguistic convpntions for a given language).” They claim
that there are four components of communicative competence:
ggammatical competence, sociolinguistic competence, discourse

competence and strategic competence.,

Grammatical. competence: This component includes the msastery
"of the langunage code (verbal or nonverbal). The emphasis is on

the necessary knowledge and skill to understand and express
accurately the literasl meaning of utterances.

Sociolinguistic competence: This type of competence
enicompasses sociolinguistic appropiateness of utterances both in
meaning and form. Appropriateness of meaning deals with
communicative functions (e.g. commanding, complaining and
inviting), attitudes (including politeness and formality)
and ideas suitable in a particular situation. Appropriateness
of form includes the representation of a given meaning in a
verbsl and non-verbal form which is proper in certain
sociolinguistic context. Terrell (Candlin, 1883) thinks that
second language programs tend Lo pay attention to grammatical
competence rather than sociolinguistic competence. Terrell
stresses that the tendency ignores the cruciality of
sociolinguistic competence in the interpretation of utterances.

iscourse competence: Cansle (Candlin, 1983) says that "this
type of competence concerns mastery of how to combine grammatical
formsm;nd meanings Lo achieve a unified spoken br written text.'
Cohesion in form and coherence in meaning provide the unity

ot a text.. Cohesion involves the structural link between



utterances. Coherence addresses "the relationships among the
different meanings in a text.” Widdowson (1978&) clarifies the
definitions of coherent and cohesive with the example below. The
sample discourse is both cohesive and coherent when the
implications within the psrenthesis are considered.

A: That s the telephone. (Can you answer it, please)

B: (Ro, 1 can 1. answer it becéuse) 1"m in the bath.

C: O0.K. (1711 answer it).

Strategic competence: This competence involves tLhe mastery
of communication strategies which are required:

(a) to make up for communication break-down

(b) to enable the effectiveness of communication
(e.g. intentionally =low or soft speech for rhetorical
effect).
For example learners can say "the plsce for trains” when they do
not know "train station.” Learners know the strategy of
paraphrase in their first language; however, what should be
taught is how to use the strategy in the second lznguade (e.g.

“power vocabulary” items such as ‘place’ . “person’ and thing’

should be presented).

B. Review of practical concerns

Communicative activities

In Communicative lLangnage Teaching, Littlewood (1985) starts

the discussion on communicative achivities by presgntinﬂ their
benefits to langusge learning. He claims that communicastive
activities provide learners with whole-task practice. Littlewood
clarilies the benefit by pointing out the siwmilarity between

oy
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roing to swim and learning to communicate in the tarvget
language. Learning to =wim reguires "not only separate practice
of individusl movementz (part-zkills) but also actual attempt=s to
swim short distances (whole-task practice).” Learners concider
language az a way of communication rather than a structural
system. Besides learners’ najor aim is to participate in
communication witﬁ others

Communicative activitiez fulfill
learners’ expectations snd purposes;

thus the activities motivate
them.

Language learning cannot be achieved unless a person ucses
the language for communication;

so communicative activity has a
major rcle in the learning process. Communicative activities

enable positive personal relationships to develop

among learners
and between learners and teacher.

In Facilitsating Language learning, Dubin and

Olshtain (1977)
mention teachers’

hesitation to use communicative

activities as
teachers feel that

"they are not performing their responsibility.”

Because in their opinion instead of devoting most of their time

to studying language structures teachers play games. However,

communicative activities require anticipaticn and preparation on

the part of the tezcher who works as a facilitator. Littlewood

(1985) also comments on the teacher’'s

role in communicative
activities.

In spite of taking a direct role in the activity the

teacher should be a " vo-communicator’ The teacher can be =
guide without becoming dominant. For instance if learners have
troubles in coping with a zituation, the teacher can adviser or
give neceszsary languszge items. If there is disagreement among
=tudents, the
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~zn resolve the problem. So the teacher

an



gele as & helper. When studentis arce performing, the teacher can

obzerve their weaknesses and strengths. To avoid interruption at

the tiwe ot Lhe activity the teacher msy discuss the ohservations

after the activity. Sometimes the teacher msy decide on the

immediste correction of the mistakes for effective warning.

Littlevwood (188%) divides communicative activities into two

main cutegories: funectional communicstion activities 1

and social
interaction sctivities. What is intended to achieve in

functional commuanication activities is thzat while using the

langusge learners should get their mesnings across as much as

possible.  To what extent learners meet their comwunicative needs

for the immediate situastion determines their success.

Az a second category "social interaction activities” intend

not only to convey meanings effectively but aslso use the language

which 1s appropriate to the social context. Examples of socisl

interaction activities which Littlewood (1985) suggests are the

following:

Atter discussing why children fail at school the teacher

and/or learners may write a dialogue like this one:

Edith: #®here's Elizabeth these davs? T haven't
seen her for ages.

Molly: Elizabeth? She s left school.

Edith: Not intelligent enough. eh?

Molly: kubbish! She’'s Bss intelligent as you and
me .

Ldith: It serves her right. She never did her
homework, did she? 1 always do mine.

iolly: You needn t boast. Your mother keeps vou st
it. And your father helps vou with maths.

Fdith: What '« tnat got to do with it?

This dislogue may lead to rale-plays and composing

~
O
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connected diglogues.



Another achtivity reguires pair work in which one learner is
givern detailed cues and another has information that enables the

learner to I'EZ:'_'I'Z‘OTJd as necegszary.

Student A: You arrive at 2 small hotel one evening.
In the fover, vou meet the manager(ess) and:

Ask if there is a room vacant.

Ask the price, including breskfast..

Say how many nights you would like to stay.

Say what time vou would like to have breakfast.

Student B: You are the manager(ess) of a small
hotel that prides itself on its friendly, homely
atmosphere. You have a single and a double room
vacant for tonight. The prices are: 8.50 pounds for
the single room, 1b pounds for the double rocom.
Breskfast is 1.50 pounds per person. In the street
behind the hotel, there is a free car park. Guests
can have tea in bed in the morning, for 50 pence.

In the interaction A and B are allowed to make some
variations.
The next activity has a greater emphasis on the =mocial

context. Littlewood (1985) informs that this activity is taken

from Approaches written by Johnson and Morrow.

Student A: You are staying in London. Its the
wveekend and you are fed up with the Tower,

Buckingham Pzlace and picture postcards. But
there’'s more to see in Britasin than just London. and
yvou decide to explore the outside world. You might
go to: The Berkshire Game Park; the Boating Regatta;
the Kailway Exhibition; the Horse Show. Choose one
of these. Your partner works at the station
information desk. Find out from him:

Which town to g0 to: .. .. e
How frequent trains are: ............. ... ..... R
How long the Journey takes: ... ... ... ... ...
Train departure times (from Londond): ..............
Trsin arrival times (st vour destinationd: ........
Whether von have to change: .......... e e e e

Student B: Pretend that you work in the information
office at Paddington Station in London. Give your
partner the information he asks for ussing the tiwe
table.



In Faciliteting_ languzge learning. Dhubin and Olshisin (1977
mention that communicative activities help students increase
fluency by encouraging free and spontaneous talk. Dubin and
Olshtain (1877) present a framework for communicative activities:
activities for reacting, interacting., sharing and discussing,
improvising.

In activities for reacting the teacher and the whole class
work together. 1In activities for interacting the teacher acts as
=« model and then becomes an observer by giving the role of leader
to a student. Activities for sharing and discussing involve
waorking in small groups where each individual has 3 part in the

joint effort. 1In activities for improvieing =small groups perform

before the whole class.

Activities for reacting: Party games, group games, fireside
games are included in this type of activities which require

attentive listeners.

Guessing activities: In the game called "Twenty Questions”
one student goes out of the classroom and the others decide on an

objiect in the room or on a famous person. The student tries to

find out the thing by ssking either 20 ves/no or 20

wh-gquestions. Another activity is "questions and answers” in

=y

which the teacher writes questions and answers on slips of paper.

One hzlf of the class has guestions while the other half has

ANSWEers. Students with questionz ask in turns and sometimes thev

receive more than one answer which makes the activityv enijovable.

Semanlic set games: The teacher lists five items containing

a1 item which is unlike others. Students Jlisten and respond with

[o¥
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8 certain word or predetermined gesture when they hear the

different item.

Add-an i1tem games: As an example for this type of activity

the teacher asks "if 1 am going to take a trip to "Bermuds’
what should ] take along?"” The answer should begin with

letter "b’ which is the first letter of the place so the response

may be "bansnas” or "books.
In a "echaining" activity if the selected item is an

adjective., in turns pairs of students talk with each other such

as: A: "I hsve & guitar.” B: "What kind of guitar?” A:"It’'s
a mellow guitar."” Each member asks another person s given

guestion. Then the answerer questions someone else. The teacher

directs the line of questionning.
Command games: The leader performs a body, hand, facial or

head movement with a verbal command of either "Do what I am

deing” or "Don"t do what I am doing."

Alertness games: The leader savs that when counting one by

one students must say "Buzz" instead of & certain number and all

of its common multiples. For instance if the selected number is

five, the counting will be "1, 2, 3, 4, Buzz. 6, 7, 8, 9, Buzz,

Stimulus aids: An activity named "Rumor” requires three

students to go out of the classroom while others see a slide or a

‘picture. The firset person who enters the clsssroom and asks each

person one detail in the slide or picture. Thén the second

person receives the information which the first person has.

Magazine advertisements: Teachers may show the pictures of



adds snd ssk students what the add is trving to sell.

Choices based on real-life problems: Teaschers may collect
items from "Dear Abby"” tvpe of columns in newspapers. Students
are asked to give advice for people with problems.

Mini-situations: Dubin and Ulshtain (1977) give samples of

mini-situations for role-playing: “(1)Y An angryv customer argues

with a shopkeeper. (2z) Two drivers argue with each other after

their cars collide in an accident.”
Activities for interacting interviews: At the beginning of

a course the teacher writes questions to learn students’

Yinguistic and cultursl backgrounds. Each student asks these

guestions to the next person; then they introduce each other

to the whole class.

Serambles: In “"Who am I?" &t the back of each student

there is a name tag which has a famous person’'s name. The

student ashks another about the characteristics of the person on

the name tag and tries to guess.

In "Communicative Teaching” Juric (1989) suggests a game
called "Mental Hide-and-seek” in which students work in pairs:
in imagihation one hides cneself anywhere in the room and the

other tries to find out the place by asking questions such as:

in something =smagll?”. "Are vou in front of me?” This

"Are you
activity is useful for practice with prepositions.

Chain talking: Students are divided into two teams. The
teascher gives each team a subject to talk about. Each team

member talks as much as possible continuing the previouvs person &

speech. The team which talks more wins.



Activities for sharing and discussing: Dubin and Olehtszin
(19775 clsim that "strategies for sharing and discussing have an
iwportant place in s program for advanced second language

learners because they depend more crucially on everyone being

able to proceed on one’ s own.’ There is a list of universal

topics for talking assignments which everyone will have something

t.o say, for example: "men and women: the individual and the

family: employers and emplovees.” In general "share and discuss”

activities focus on content. Certain news, opinions based on

reading, personal experiences can be used as themes for

.

one’'s owWn

talks and discussions. As each person takes the role of

specialist on a subject, students need some out-of-class

preparation.

Activities for improvising: Dubin and Olshtain (1977) state

that:

With improvisational activities learners come nearer
to using new langusge in lifelike communicative
events. The classroom atmosphere needs to be open
and easy-going; this is not the time for asttention
to the details of the correct language structure or
correct pronuncistion. A prevailing tone of
"anvthing goes"--zs long as the obiective of
communication takes place--is the only sensible way
to conduct impromptu language asctivities.

lLithlewood (1365) sayvs that improvisation type of
role-plaving activity is the least controlled. Learners have a
stimulus-situation which they can develop in whatever way they

like. For example, groups of six act out this situation:

56



You are travelling on an underground train (subway).
Suddenly it stops beween two stations. At first &ou
take no notice, but moon you all begin to wonder
what is happening. It gets warmer and warmer. ou
become more and more nervcous. After ten minutes, tc
vour relief, the train begins to move again.

.
z

PRESENTATION AND ANRALYSIS OF DATA
In determining to what extent TOMER has a communicative

curriculum students’ opinions were taken. Compared to other

9]

technigues of data collection, through a questionnaire it i
possible to involve more people in-the study in less time; so
this technique was used. Advanced level students were asked to
answer the guestionnaire as they have been acquainted with the
program more than the =tudents of other levels.

The reason for using each item in the questionnzire is
explained with reference to experts’ views. And the percentages
of students’ responses are provided preceding the interpretation
of the data.

The reason for giving the guestionnaire was to obtain
student opinion on TOMER s curriculum. The design of the

guestionnaire (see Appendix) was based on the communicative
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curriculum characteristics. When the gues

TOMER "= Ankara btranch the total number of students wss 100.

=

studentzs iz English, the questia

the commcen language of the
was given in that language. The
participation of #Hdveance
zecond language in the inten=zive cours

The cuesticonnaire conzistz of eleven

H



require s response of either YES or NO. Item eleven asks tor

ztudents’ comments on the progrsm in generasl. The snalysis of

the data iz dependent on freguency counts of the responses.

The First item smims at lJearning whether classroom sctivities

c: 1

reflect those compmnicative activities thst learners are most

"

likelv to engage in. The responses to the item indicated that

100% of Lthe students thought that they had communicative

acitivities which served their purposes.

Littlewood (198%) presents the aim of functional

communicative activities is getting the meanings across uas

effectively ss possible. So there is item 2 which involves

activities which emphasize the ability to understand and convey

information. "The functional role of the activities were confirmed

by 904 of the students.

Freeman (1986) thinks that "whenever possible, “suthentic
lsnguage -languasge ss it is used in a real context-should be

introduced.'" That is why item 3 refers to the material’s

being realistic. There is 100% agreement among pupils who

ascserted the material was unrealistic. This fact points out the

need For materisls development and evaluation in TOMER when

copmunicative curriculum characteristics are tasken as standard.

Candlin (1383) states that one of the aims of 3

communicative curriculum is thst grazmmatical competence should be

attained. This view consititutes the reason for item 4 in which

100% of the studente szid that they studied grammar in language
claszes at TOMER.

Am Candlin (1883, Littlewood (19807 and Freeman (1986) take

Lhe soeial context of the communicative cvent &8s essent.isl 1n



fiving weaning to the vitierance, there is itewm % on this point.

The responses showed that “0% of the students thought that

explanstions on the socizsl context such as the roles of the

participants and the function of the information were provided.

Both in lFreeman’ s (1988) list on the principles of
communicative teaching and in Cansle s (Candlin, 1983) statement

on discourse competence, the mastery of how to combine

grammsticsl forms and meanings to get unity in written and oral

language is emphasized. 'Thus item 6 on the achievement of

digcourge competence exists. 1y the responses, 0% of the

studentes stated that thev ascguired tlie necessary skills ‘to
recognize the theme or topic of a pasragraph, chaspter or book and

the gist of 3 telephone converssation.

Canale and Swain (Csndlin, 1983) involve strategic

competence a3s a part of communicative competence. They require

the tezeching of communication strategies like paraphrase as these

strategies wake up for communication breask-down and enable the

effectiveness of communication. Resulting from the discussion of

Canale and Swain, the questionnaire includes an item that aims at

learning whether students are taught communication strategies.

In the responses to item 7, 90% of the students said thst they

knew the snswers to guestiions such as "What do you do when you

cannot think of a wordY What are the ways of keeping channels of

communication open while vou pause to collect your thoughts?”

Brumfit (1985) sees meeting lesrners fieeds as one of the

communicative curriculum characteristics. So item 8 on the

necessary consideration of the sindents purposes is included.



In the response 0% of the students asserted that their pPUIrposes

in =studying the language were not taken into consideration by the

important weakness in the

teachersz. This point reflects an
Program. 3

Dubin and Dlshteain (19775, Littlevood (1965), Freeman (1958)
and Jurie (18989) advocate the need for pair or group work in

commanicative activities. 'T'hus there is an item on studente’

interaction with classwmates through pairv or group work. The

responses of 70X of the students indicated that they did not hsve

pair or group work.

Dubin and Olshtsin (1977), Littlewood (1985) and Freeman

(1986) point out the teacher s role ac a facilitator in

communicative teaching. Thus item 10 on the teacher’'s being a

guide rather than an authority is presented. In the responses

70% of the students stated that they saw their teacher sz a gunide.

Tenn students answered ten YES/NO items and ss a result

there are 55 "YES" and 45 "NO" responses. Based on the responses

of YES/HO items the general tendency is towards the existence of

communicative curriculum characteristics.

The lamst item, item 11, asks for students’ comments on the

program  in general. The program’'s being incapable of sssessing

students nheeds wWas wnentioned in 0% ol the responses. The

-

students wanted to be classified depending on their needs as it

iz impossible for a teacher to appeal to students with totally

di{ferent sims. Stalting that they wanted to study in Turkich
aniversities. 60% of the respondents drew attention to their wish
In the comments, ZUZ

s lesrn Turkizh for specific purposes.

were nneabistied with the voesbulary which was not related Lo



their subject of educaticn. These ten =tudents had only one
month to finish the courses and get @ diplcoma; however, 70% of
them complained about the inadequacy of their knowledge. Onlyv
10% of the respoundents praised TOMER with these words: "What is
taught provides us a good basis. I find the written exercizes
useful and effective.” Yet 90% of the students’ responses
consisted of compléints. The situation calls for improvement in
TOHER.

SUGGESTIONS FOR IMPROVEHERT AT TOHER

In this section, possible solutions to the problems in
Turkish courses at TOMER will be discussed. The analysis of the
‘data points out three main weaknessez in the program: students’
have unmet needs; the materials are unrealistic; pair or group
work is not used. The three weaknezses are interrelated az the
use of realistic materials and of pair or group work will partly
solve the problem of unmet needs.

Dubin and Olshtain (1986) state that though individual needs
and wants should be considered in both EFL and ESL settings, they
are more important in the ESL one in which learners have come to
a new envirconment in which the target language plays a crucial
role. They add that ESL courses must establish goals to fit

individual needs and wants with respect to social objectives zs

well as academic, professional or cecupaticonal ones. At TOMER
studentzs complain that their academic and professicnal needs zre
not taken intc consideration. To eliminste this main weaknes:o

the studentz’ academic needs might be defined in term= of both

language and general learning skills such as understanding

41



lectures in the target languzge, taking notes and reading

>

e for ‘management Turkizh-,

=

w

textbocks. For instance, in a cou
the objectives might be to have the following abilities: (a2) to
negotiate with clients, (b) to correspond with companies, (c) to
have business meetings in Turkish, (d) to develop a richer
business vocabulary, (e) to communicate over the telephone. In
such a course, in group-vork students may role-play real-life

situations which they meet in their profe=zsicons.

SUMBARY ARD CORCLUSIONS

This study starts with the description of TOMER to give an
overall idea about the second language institgtion in Turkey.
The answers to the following are given: Where are TOHER'S

branches? Who are the students and the teachers? What are the

goals of the courses?

In "the statement of the topic" there is a reference to
Candlin’s (1983) cpinion, a second language program =hould have
communicative cutriculum. RBased on Candlin’s opinion the study

plans to find out whether TOMER as a second language teaching

program has a communicative curriculum or not. The project aims

at giving a criteria for communicative curricula.
The review of literature begins with a glossary to clarify

the professional vocabulary which is used in the study. Then a

brief history of language teaching intends teo help the formaticon

of a comparison of communicative approach with other teaching

methodologies. The next section is rcalled "second language

(53

zecquisition” which is concerned with the assumption that aduits

can acquire a second language if they attend a langusge program



with a2 communicetive curriculum. 7To describe how to crgenize s

progrem = section on the bazez of curriculum construction is

(34
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inserted. After thst there iz a discussion on communicative

curricuslum characteristics including teacher’'s roles.

w
—
|..|.
)
7]
o
[

n
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In the pre=zentaticn and y=is of the data, thz ba
the items in the questicnnaire is= explained followed by the
interpretaticon of the data. Depending on the data conclusians
are drawn.

Providing criteria, ideally the study contributeg to

1=. Th

{lJ
D

language teaching program=s with communicative go
criteria are the first ten itemsz in the guestionnairre which

-

represent communicative curriculum characteristies:
1. Classroom activities reflect those sctivities that
students are most likely to engage in.

Activities emphasize the ability to understand and

[N

onvey information.

3. The material (textbook and supplementary material) is
¢

realistic.

4. Students study the structural elements of language.

0]

5. Teachers explain the social context in which language i

used: the roles of participants, the informaticn they
share, and the function cof the interaction.

§. Student=z will ke akle to recognize the theme cor topic of

&}
a paragraph, chapter, or book and the gist of =
telephone conversation, poem, television cammercial,

1 document.

L\

office memo, recips or lege

lesrn the answers to the following guestions:

.1-
rf'
1§

Studern

-3
[0

What do vou do when you cannot think of a word? W



are the ways of keeping channels while you pzuse to
collect your thoughts? How do you let vour
interlocuter (the person with whom you are having =
conversation) know you did not understand s particul=zr
word? or that he was speaking too fast? How do vou,
in turn, adspt when your messzage is misunderstood?

&. Students’.purposes in studving the language are taken

into consideration by the teachers.

9. Students interact with their classmates through pair or
group work.
10. Teachers are guides rather than authorities.

The criteria aim at measuring the existernce of students’

grammatical competence, sociclinguistic competence, discourse

competence and strategic competence. Language teaching progrsms

can use the criteria on a wider extent than the one applied in
TOMER. For researchers who want to study the communicative

curriculum of a language teaching program there is a suggestion.

If administrator=s, teacherz and a greater percent of the =tudents

respond to the gquestionnaire; if there are interviews with the

pecple invalved; if observations in the classroom are done; and

if materisls are analyzed, the study will be more worthwhile.

Such a study may lead to improvement in variousz aspects of the

program. In spite of the limited data TOMER can benefit from

thiz ztudy. The analy=zis of the data draws attenticn to the

. ’ . - = ? W P,
urgent need for wponsidering students’ purposes to lzarn Turkish.
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APPERDIX
Date: 16.8&.1%86%
QUESTIONNALIRE FOR COMHUNICATIVE CURRICULUH CHARACYERISTICS IH

TOMER

INGTRUCTION:S:  For eszch of the first 10 items below, circle

either "YES" opr "NOQ” in the right column. Your answers should

reflect your opinion about the characteristics of TOMER's

curriculum.

1. Classrcoom activites reflect those YES NO
communicative activities that you

are most likely to zngage in.

2. Activities emphasize the ability to YES KO
understand and convey information.

3. The material (textbook and supplementary YES NO
materizl) is realistic.

4. You study the structural elements of YES NO
language.

5. Your teachers explain the social context YES NO
in which language is used: the roles of
participants, the infeormation they share,
and the functicn of the interacticn.

. You think sz s result of yocur studies YES NO

in TOMER, you wiil be able to recognize

Lhe theme or topic of a paragraph, chapter,
oy bool and Lh; giz. of a telephone
conversabion, poem, televison commercial,

office mens., recipe or legal document.



oy}

w

10.

11.

You learn the answerz to the following
guestions: What do you do when you cannot
think of a word? What are the ways of keeping
the channels of communication open while you
pause to collect your thoughts? How do you
Jet your interlocutor (the person with whom
vou are having a conversation) know you did
not understand a particular word? or that he
was speaking too fast? How do you, in turn,
adapt when your message is misunderstood?
Your purpotges in studying the language are
taken into consideration by the teachers.
You interact with your classmatez

through psir or group work.

Your teacher is a guide rather than

an authority.

In one or two sentences comment on the program

YEZ NGO

YES NO
YES NO
YES NO

in general.
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