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Abstract
This study investigated the effect of using the L1 for teaching grammar in the English
as a Foreign Language (EFL) classroom at an Ecuadorian university. To date,
research has focused on the teachers and students’ beliefs and preferences about first
language use, its distribution during class time, its functions while learners perform
tasks collaboratively and On the interactions between teacher and students in class.
There have been afew recent studies on the effects of the L1 on L2 learning, but these
have focused on vocabulary learning. In the present study, seventy-one students
enrolled in a pre-university course, ages 17-36 years old, were randomly allocated to
an L1 grammar teaching condition or to an English-only grammar teaching condition,
and their performance on grammar tests was compared. The findings of this study
indicate that both the L1 condition and the L2-only condition had a positive effect on
grammar learning. The findings also show that the L1 teaching condition was not
superior to the L2-only condition both on immediate posttests and delayed posttest.

Possible explanations for these results are proposed.

Keywords: L1, L2, native language, code-switching, EFL, ESL.
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Chapter 1: Introduction
1.1 Introduction

Although there are today theoretical developments, research findings, and
prestigious writers of English Language Teaching (ELT) methodology (Harmer,
2007; Nation, 2009; Nation & Newton, 2009; Scrivener, 2011; Thornbury, 2002) that
attribute to the learner’sfirst language (L1) arole in learning a second language (L2),
thereisstill the belief among some English language teachers that excluding the
learners’ L1 from the classroom is associated with good standards in the profession.
It seems thisideology isthe result of teachers from English-speaking countries
traveling around the world and not being able to speak the local language or
languages, which may have made English not only the language to be learned, but
a so the medium of instruction (Harmer, 2007). This belief in exclusive use of the L2
is reinforced in seminars, workshops, and training courses offered by ELT publishers.
As an example, the training book The TKT (Teaching Knowledge Test) Course
(Spratt, Pulverness, & Williams, 2005), maintains that if appropriate language (the
L2) to be used in the classroom is not planned, teachers might “use the L1, or
language that is too complex, which would not be helpful to learning” (p. 135). The
authors’ statement may lead some teachers to interpret that the L1 should be banned
from the L2 classroom.

As a consequence, teachers, heads of English language departments,
administrators, and government policy makers may be misguided by this belief. In
particular, the complete exclusion of the L1 from the English as a Foreign Language
(EFL) classroom may be encouraged by recent legislation regarding higher education

in Ecuador which requires that undergraduates attain a level of proficiency equivalent



to the B2 level of the Common European Framework of Reference for Languages
(CEFR). Thisrequirement accompanied by the L1 exclusion belief could make the
aforementioned professionals adopt policies and guidelines that suppress the learners’
L1 inthe L2 classroom, which might prevent learners from using a mediating tool and
thus hamper the achievement of the B2 level of proficiency.
1.2 Aims and Rationale
The general objective of this research project is to compare the effect on
grammar test scores between EFL instruction that makes use of the learners’ first
language (Spanish) and EFL instruction that makes use of the L2 only (English).
More specifically the study also attempts:
1. To determine how different are grammar posttest scores between learners
who receive instruction in L2 and learners who receive instruction in both
L2and L1;

2. To determine whether there is a difference in the scores of delayed posttests
on grammar between learners who receive instruction in L2 and learners
who receive instruction in both L2 and L 1.

While some studies have been conducted to study the effects of the L1 on L2
vocabulary instruction through reading and listening, and they have particularly
focused on intermediate and advanced learners (above pre-A1l level of proficiency in
the CEFR), afew have focused on the effects of grammar instruction with beginners
(pre-Al level of proficiency inthe CEFR). The number of studiesis very limited
despite research which has found that |earners prefer the L1 not only for explanations
of vocabulary, but also for explanations of grammar (Rolin-lanziti & Varshney, 2008;

Swain & Lapkin, 2000). The results of this study will provide empirical evidence on



the extent to which the use of the L1 can have a positive or negative impact in L2
instruction. Thiswould offer stakeholders (teachers, administrators, government
officials, students, and parents) insights into teaching practices that have an impact on
L2 instruction.
1.3 Research Questions
In order to inform stakeholders on the effects of the L1 usein the L2
classroom, the following general research questions are posed:
Do pre-Al EFL learners who receive grammar instruction using the L1
perform better on grammar tests than pre-A1 EFL learners who receive
instruction in L2-only?
This question isin turn divided into two sub-questions:
i. Do pre-Al EFL learnerswho are taught grammar using the L1 perform
better on grammar post-tests than pre-A1EFL learners who are taught in
L2-only?

ii. Do pre-AlEFL learners who are taught grammar through the L1 perform
better on grammar delayed posttests than pre-A1 EFL learners who are
taught in L2-only?

1.4 Hypothesis

Once the research questions have been posed, the next step is to establish the
hypotheses (Creswell, 2015):

Hypothesis 1:

There is a difference in the scores of post-tests between pre-Al EFL learners
who are taught grammar using the L1 and pre-A1 EFL learners who are taught in L2-

only.



Hypothesis 2:

Thereisadifferencein the scores of delayed tests between pre-A1 EFL
learners who are taught grammar using the L1 and pre-A1 EFL learners who are
taught in L2-only.

1.5 Overview of Enquiry

This section will provide a summary of the chapters developed below in order
to offer ageneral view of this research project.

In chapter 2, the context in which the research took place is detailed. It will
describe the location, the institution, the participants, and the instructor. The chapter
will also provide information regarding the need for this research project.

In chapter 3, aliterature review will be displayed. It will show the origins of
the L1 exclusion from the L2 classroom as well as the assumptions that underlie this
monolingual approach. The chapter will also offer arguments provided by some
scholars against monolingual assumptions and the role attributed to the L1 by some
theories of second language acquisition (SLA). In addition, some bilingual
approaches to Teaching English as a Foreign Language (TEFL) are explained.
Finally, studies on the perceptions of students and teachersontheL1’s roleintheL2
class and research that has investigated the effect of theL1 in L2 learning are
included.

Chapter 4 will offer information about the research methodology. 1t will
explain in more detail the research paradigm and methodological stances (nature of
the research design, data, research methods, data analysis, and outputs). It will also
provide information concerning the research tradition and address issues that ensure

validity and reliability aswell as ethical considerations involved in the study. Finally,



aspects related to methods of data collection are described such as how the
participants were selected and how the data were collected and handled.

In chapter 5, the findings of the study will be provided through a narrative and
the use of figures and tables. The results obtained will come from inferential statistics
analysis. Results of pre- and post-test scores both from the experimental group and
control group will be described, of post-tests between experimental and control group,
and of delayed tests between the same both groups.

In chapter 6, the findings will be discussed in order to determine the extent to
which L1 instruction on grammar has affected L2 learning compared to instruction on
grammar that made no use of the L1. For this purpose, a comparison will be
conducted between pre- and post-tests from the experimental and groups, between
post-tests from the experimental and control groups, and between delayed tests from
the experimental and control groups.

Finally, in chapter 7, aconclusion will be arrived based on the discussion
section. It will provide information about findings and how they contribute to
answering the research questions. This section will also include the limitations of the

study and possible directions for further research.



Chapter 2: Context of the study
2.1 Introduction

In this chapter, information about the context of the study (location,
institution, participants, etc.) will be provided as well as the need for this study to be
conducted. Thisresearch was authorized by the Coordinator of the Pre-university
Courses since (also as a professor) he wanted to contribute to enhancing knowledge
that would allow improvements in TELF that will benefit the students and the
university.

2.2 Thelnstitution, the Students, the Instructors

The research was conducted in an Ecuadorian university located in Los Rios
province, where agriculture is the main source of income. In Ecuador, the official
language is Spanish and English isregarded as aforeign language. In contrast with
other provinces, in which certain indigenous languages are recognized, in Los Rios
province people only have the Spanish language as their mother tongue. In addition,
asin most other provinces, contact with English-speaking people israre. At the
university, the English language is part of the curriculum of programs offered, and
thus, learners have to pass six terms and demonstrate a B2 level of the CEFR through
aproficiency test just before the last term of their studies.

The students mainly come from low-income families located in towns near the
university. Their agesrange from 17 to 23 yearsold. Around half are females and
half are males. Most of the students are graduates from state high schools. English
language teachers at this university have found that most students in the beginning
courses show little command of the language, forcing them to use the L1 in the

classroom.



All thirteen instructors hold a bachelor’s degree in TEFL from Ecuadorian
universities, most of them have a Master’s degree in general education, two have a
Master’s in TEFL, and two are enrolled in a Master’s program in TEFL. Only three
hold a TKT certificate. One obtained an international B2 certificate in the English
language two years ago.

2.3 Need for this Research Project

Due to the government regulation that undergraduates must attain a B2 level
of proficiency aterm before they finish their studies, and given the English language
level that learners bring to the university, it is of paramount importance to provide
learners with the best teaching practices based on research and theoretical
developments rather than on ideologies.

This study will give teachers, administrators, and students important insights
that will influence the way English language teaching is delivered and viewed by non-
specialists. These insights will support teachers on the decisions they make in the
classroom concerning the use of the L1 and the L2. Teaching will be authentically
student-centered since the learners’ mother tongue will be recognized and valued.
Administrators can be sure that what teachers are doing in the classroom will help
learners achieve the required B2 level of proficiency.

2.4 Conclusion

Given the current legislation on higher education and the characteristics of the
learners and instructors, conducting this research will shed light on teaching practices
and allow students, instructors, and administrators to determine the best course of
action to take learners to the level of linguistic competence required by government

guidelines.



The next chapter provides an overview of the state of knowledge regarding L1
use for L2 learning. It will present the origins of the exclusion of the L1 and the
theoretical and empirical studies that have attempted to elucidate the role of the L1

and itsimpact on SLA.



Chapter 3: Literature Review
3.1. Introduction

In order to understand the exclusion of the L1 in the L2 classroom, it is
necessary to review its origin and examine the tenets that underpin it. For this reason,
the following literature review will present in chronological order the way foreign
language teaching has evolved as well as the empirical studies that have tried to
elucidate this contentious issue.

This literature review will hopefully give stakeholders new insights from
expertsin thefield of SLA, so they can make decide whether to maintain or change
the practice of TEFL at the university. The terms monolingual approach and bilingual
approach will be used to distinguish between approaches that reject the L1 in the
classroom and approaches that assign the L1 arolein SLA, respectively.

3.2. Origin of the Monolingual Approach

In the late 19™ century, in the search for a change in the way foreign language
was taught by what was known as the Grammar-translation method, some scholars
under the Reform Movement advocated for a pedagogy that placed spoken language
over written language, presented words and texts in context, emphasized inductive
learning of grammar, and avoided trandation (Richards & Rodgers, 2001). However,
some scholars from this movement also believed that the learner’s L1 could be used
“to explain new words or to check comprehension” (Richards & Rodgers, 2001, p.
10). In contrast, other scholars among reformers argued that the best way to learn a
foreign language was in a natural way (emphasis added), which meant that learners
had to learn foreign languages monolingually, as children learn their first language

(Richards & Rodgers, 2001). Advocates of this Natural Method claimed that a



foreign language could be taught without using the learner’s L1 or translation, but by
using action and demonstration (Richards & Rodgers, 2001). In addition, Frank
(1884, as cited in Richards & Rogers, 2001) offered theoretical arguments for
monolingual instruction. He suggested that the target language must be used in the
classroom actively by the instructor to foster its use, that the textbook should be
replaced from the early stages of teaching, that attention should be placed on
pronunciation before producing language orally, that previously known L2 words
should be used to teach new vocabulary, and that pictures, gestures, miming, and
demonstration should be used.

G. Cook (2010) explainsthat, in the same period, the increased flux of
immigrants to the USA, tourists to Europe, and merchants increased the demand for
foreign language classes. In thisway, private language schools began. They provided
fast lessons that taught language for functional purposes so that learners could easily
deal with the demands of the businesses and travel. The most popular school was the
Berlitz School. It did not make use of trand ation during lessons, emphasized oral
production, and employed only native-speaker instructors of the target languages.
This method of foreign language teaching became known as the Berlitz Method.

According to G. Cook (2010), although the Reform Movement and the Berlitz
School emerged separately in the same period and for different reasons (pedagogical
reasons and commercia motivation, respectively), their assumptions and practices
resulted in new beliefs concerning language use and effective language instruction
which formed what is known as the Direct Method. However, this term was never

used in the Berlitz Schools (G. Cook, 2010; Richards & Rodgers, 2001).
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3.3. Tenets Underlying the Direct Method

According to G. Cook (2010), four principles underpin the Direct Method:
monolingualism, naturalism, native-speakerism, and absolutism. Let us have alook at
them:

1. Monolingualism. Thefirst assumption is that the target language will be used
only in monolingual contexts. For this reason the target language should be
the means of instruction.

2. Naturalism. The second belief isthat the best way to learn a second language
isinanatural way, in other words, in a setting that replicates the environment
in which children learned their first language. Hence, teachers must create a
total immersion environment in the L2 classroom.

3. Native-speakerism. Thisisthe belief that native-speaking competence
represents the goal to be attained by L2 learners.

4. Absolutism. Thisisthe belief that the only path to successful L2 learning is
through the Direct Method.

In the next two sections, it will be explained how the Direct Method changed
throughout the following years into what G. Cook (2010) terms form-focused direct
method and meaning-focused direct method.

3.4. Form-focused Direct Method

G. Cook (2010) argues that in spite of the apparent break with the past, from
the 1950s to the 1970s there still was afocus on form since language learning was still
seen as a set of grammar rules to be learned, although now taught in the target
language, and certain teaching methodol ogies included translation activities in their

pedagogy. In addition, language learning was considered a matter of habit formation

11



to master the target structures, and therefore, native language habits had to be
replaced by new language habits in the foreign language. The way to accomplish this
was by focusing instruction on those aspects of the target language that are different
from the pupils’ first language.

Among the many teaching movementsin the early years of the direct method,
afew included trandlation as part of their pedagogical procedures. Angiolillo (1947,
ascited in G. Cook, 2010) reported that in the American Army Method, for example,
the unknown language was mediated by the known language, and in practice, the
method made use of translation. Similarly, Brooks (1964, as cited in Richards &
Rodgers, 2001) listed among the procedures of the audiolingual method, the provision
of trandation for advanced learnersfor literary purposes. In suggestopedia, Bancroft
(ascited in Richards & Rodgers, 2001) explains that a four-hour class encompasses
three different parts, including a portion of the class period when new material takes
the form of a dialogue with its trandation in order to discuss what the teacher or the
learners consider important about grammar, vocabulary, or any other topic. This
section is conducted in the target language, but students’ questions and comments can
be in whatever language they feel they can handle. Likewise, in Community
Language Teaching, which adheres to the principle that language activities should
emerge from the negotiation between the students and the counselor (the teacher),
tranglation tasks were included among the learning activities (Cook, C. 2010;
Richards & Rodgers, 2001). For instance, in acircle of students, alearner whispers a
meaning he or she wantsto convey. Theteacher trandatesit into the target language,

and the student repeats the teacher’s trandation (Richards & Rodgers, 2001).
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Nevertheless, the representation of these approaches among mainstream
developments was not significant.

Although learners were not allowed to compare their L1 with the L2 through
trand ation, such analysis continued in academic research on language learning and on
the design of classroom material (G. Cook, 2010). A prominent example is the book
Linguistics Across Cultures: Applied Linguistics for Teachers by Lado (1957, as
cited by G. Cook, 2010), which, by drawing upon the Contrastive Analysis
Hypothesis, provided the ways by which systematic comparisons between the target
language and the learners’ own language would be used for “syllabus design, teaching
methodology, and testing” (p. 25). These juxtapositions of languages would permit
the identification of the learners’ linguistic habits to be modified so that learners could
acquire the habits of the target language. Under this view, the learners’ first language
was viewed as negative interference in the learning of the second language.

Therefore, it had to be banned in the classroom (V.J. Cook, 2001).
3.5 Meaning-focused Direct M ethod

G. Cook (2010) argues that new developmentsin SLA from the 1970s to the
1990s caused a shift in language teaching approaches towards a focus on meaning.
These approaches fall under the umbrella known as the Communicative Language
Teaching, including the Natural Approach, Cooperative Language Learning, Content-
based instruction, and Task-based Language Teaching (Richards & Rodgers, 2001).
Thereis no indication of arole for the learners’ first language in the principles and
procedures that support these approaches, according to the detailed descriptions made
by Richards and Rodgers (2001). Curiously, G. Cook (2010) reports that no

trandation activities are found in the literature of Task-based Language Teaching
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although this type of activity meets the criteria to be considered as a task, that is, “a
real world activity outside the classroom” (p. 39). In Content-based Instruction and
its European counterpart, Content-Language Integrated L earning, code-switching and
trandation are practices to be excluded gradually (Marsh, 2002; as cited in G. Cook,
2010). Lastly, G. Cook (2010) criticizes these approaches since although they claim
that they take into account the learners’ demands (student-centered), they fail to
incorporate the learners’ first languages, which constitutes the main aspect of their
identities.
3.6 Another Argument for L1 Avoidance: L anguage Compartmentalization

According to V.J. Cook (2001), another argument that promotes the
suppression of the L1 isthat of language compartmentalization, which consists of
building the L2 separate from the L1 (known as coordinate bilingualism), instead of
both linguistic systems forming a single one (compound bilingualism)(Weinreich,
1953; ascited in V.J. Cook, 2001). Thus, L2 learning should take place without any
connection tothe L1. Since transfer theories are behind this rationale, the L1 should
be prohibited since it isthe major problemin L2 learning. Examples of this argument
are reflected in teaching practices by using mimes, gestures, and pictures to convey
meaning without recurring to the L 1.
3.7 Arguments against the M onolingual Approach

From the early 1990s to date, some scholars have cast doubt on the rationale
that underlies the monolingual approach. These scholars have also pointed out that
there is a pedagogical role for the learners’ first language when they are involved in

target language learning activities (G. Cook, 2010). In the next paragraphs, the
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assumptions underpinning the monolingual approach will be contrasted against
arguments from researchers in the field.

Monolingualism assumes that the language to be used in the L2 classroom
must be exclusively the very same L2 in order to replicate the setting in which infants
learn their first language. Thisidea mistakenly assumes that children can grow only
monolingually, and that, in contrast with L2 adult learners, children do not havean L1
(V.J. Cook, 2001). Additionally, research has shown that exclusive use of the L2
rarely exists in monolingual classes (Macaro, 1997). Moreover, according to the
Schematheory (Barlett, 1932; Rumelhart & Ortony, 1977; Rumelhart, 1980; as cited
in Carrell & Eisterhold, 1932), learners make use of their previous knowledge to
process and acquire new information. Thus, learners will use previous knowledge of
alanguage (their L1) to learn another language (the L2). For this reason, Butzkamm
and Caldwell (2009) argue that although the learners’ L1 can be prohibited in the L2
classroom, it cannot be removed from their heads. Instead, they suggest that
instruction should work with this normal tendency since it is an important stage in the
learners’ language development, and not because it is inescapable. In addition,
although exposure to the L2 is necessary for SLA, learners also need to be taught
what cannot be done with the L2 by comparing the L1 and the L2 (Spada &
Lightbown, 1999). The monolingual assumption also ignores that in some
circumstances outside the classroom, in natural settings, learners have to make
tranglations for their parents or friends (Malakoff & Hanuka, 1991).

Naturalism isthe belief that aforeign language is best learned by replicating in
the classroom the natural conditions through which the first language was learned as a

child. For .G. Cook (2010), it is questionable that the classroom can replicate “what
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happens to someone who ‘picks up” a language through immersion in a context where
itisused” (p. 8). He also adds that naturalism ignores the fact that some learners
grow up in a setting where two or more languages are spoken, and they learn how and
when to code-switch.

Asfor Native-speakerism, criticism of the native speaker asthe L2 learner’s
ultimate goal includes the argument that it is an elusive target (Levine, 2011) which
transforms learnersinto failures (V.J. Cook, 2001). Ortega (2014) points out that the
terms native speaker (someone exposed to the language since birth and raised
monolingually) and non-native speaker (someone who has learned or is learning
another language, but not from birth) go through a process of synecdoche in which the
language aspect (monolingual, bi/multilingual) is replaced by the time aspect
(exposure to the target language from birth or later in life), which has implications for
SLA research. First, the label posits monolingualism as the default process for
language learning, against which L2 learners’ progress must be measured, triggering a
comparison characterized by subordination since bi/multilingualism is considered to
be aless natural way of learning than monolingualism. This subordination involves
ethical issues since it depicts people who learn another language later in life as
deficient. Additionally, it affects the validity of the knowledge obtained based on that
assumption since research has found that the human brain can learn more than one
language from birth (De Houwer, 2009; Werker & Byers-Heinlein, 2008; as cited in
Ortega, 2014). Second, the erasure of bi/multilingual competence from the label of
the non-native speaker has the consequence that they are paradoxically investigated as
monolinguals, with validity implications, and they are seen in deficit terms as

language users, which isan ethical issue. Third, the birth aspect explicit in the native
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speaker label confers alinguistic ownership that is associated with a superior
competence. Therefore, any linguistic competence that is developed later in lifeis
viewed as less legitimate, aggravating the ethical issue with respect to non-native
speakers. One alternative model to be achieved by L2 learners is the one proposed by
Levine (2011), who suggests that learners should be instructed to become multilingual
and intercultural speakers. A more recent proposal is the one in which learners should
be regarded as multicompetent learners (V.J. Cook, 1996; as cited by Block, 2014),
that is, as multilingual (having two or more languages) and multi-modal (having a
variety of semiotic resources) (Block, 2014).

With respect to absolutism, the idea that successful foreign language learning
can only be accomplished by means of the direct method, G. Cook (2010) notes that
there is no empirical evidence that supports this assumption. Instead, he argues that
research has found in relation to the Direct Method, that “in some circumstances, it
may be less effective, or no more effective, than translation” (Kallkvist 2008; Kaneko
1992; Laufer and Girsai 2008; Rolin-lantizi and Brownlie 2002; as cited in G. Cook,
2010, p. 9), and that some learners deeply oppose it (Brooks-Lewis, 2007, 2009; as
cited in G. Cook, 2010, p. 9).

Finally, in regard to language compartmentalization, as explained above, this
isthe belief that the L2 system should be kept apart from the L1 system asthe L2 is
learned so that successful L2 learning occurs. Nevertheless, research has found that
the two linguistic systems are interconnected in the L2 learners’ minds in phonology
(Obler, 1982, as cited in V.J. Cook, 2001), in pragmatics (Locastro, 1987; ascited in
V.J. Cook, 2001), in syntax (Cook, 1994; as cited in V.J. Cook, 2001), and in

vocabulary (Beauvillain & Grainger, 1987; as cited in V.J. Cook, 2001). Therefore,
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the learners’ knowledge of the L1 and the L2 is not neatly separated into blocks, but
rather constitutes a system containing both types of knowledge (Block, 2014). In
other words, the “L2 meanings do not exist separately from the L1 meanings in the
learner’s mind” (V.J. Cook, 2001, p. 407). For this reason, there is no point in trying
to separate the two languages in the mind since they are interwoven in various ways
(V.J. Cook, 2010).

3.8.Roleof theL1in SLA Theories

In her analysis of the role of the first language in ten SLA theories presented
by VanPatten and Williams (2015), Ortega (2015) found that the following theories
attribute an important role of the L1 in SLA: the Universal Grammar theory, the
Usage-based approach, and the Sociocultural Theory.

White (2015) points out that, in the Universal Grammar (UG) theory
(Chomsky, 1981; Chomsky, 1995; as cited in White, 2015), the L1 has a privileged
role since it is seen asthe starting point of SLA. At the initial stages of L2 learning all
parameters in the interlanguage (e.g. a head parameter) are set in relation to the L1
configuration. Parameter reconfiguration of the learners’ interlanguage to the L2 will
depend onthe L1 and L2 aswell as on the extent to which the L2 input provides
positive evidence.

According to Ortega (2015), usage-based approaches grant the L1 arolein
SLA: the amount of L2 intakeis limited by the learner’s experience with the L1,
preventing the learner from achieving afinal state of L2 acquisition. After years of
using the L1 for everyday activities, the learner’s brain connections are so tuned to the
L1 that learning an L2, L3, etc. will “be biased by this ‘learned attention’”(p. 255).

Learned attention occurs when our attention focuses on linguistic cues that are more
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easily noticeable because they were learned from the L1, but at the same time ignores
other redundant linguistic cues because the meaning was already achieved. Although
the L1 is not the most important factor in SLA, both the L1 and L2 have an effect
(Ellis & Wulff, 2015). Thus, usage-based approaches recognize that the L1 also
influences SLA in apositive way.

Ortega (2015), highlights that in the Sociocultural Theory (Vigotsky, 1978,
1986), the L1 is assigned a more prominent role. The learners’ own language is just
another mediating tool that they useto learn. Thus, the learners’ L1 is not seen as
interference, but as an instrument that allows them to accomplish tasks they cannot
carry out yet in the L2 such as discussing L2 grammar, clarifying words, and talking
about how to perform aclass activity.

According to Ortega (2015), the role of the L1 in the rest of the theories
presented by VanPatten and Williams (2015) is not significant. For example, in the
Input-processing theory, it is not considered whether the L1 filters the strategies
learners use to parse and understand input. In the Concept-oriented Framework and in
Processability theory there is no place for an L1 role in functional language. On the
other hand, in the Interaction approach and in the Skill Acquisition theory, an
influence is recognized, but without being a crucial determinant. In Complexity
theory, the L1 isimportant since learners are not empty vessels. They bring previous
knowledge of their own language and use it to perform tasks. However, the theory
does not make any predictions. Finally, the declarative/procedural model does not
mention whether or not declarative/procedural knowledge of the L1 isafactor when

establishing memories for the L2.
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3.9 Bilingual Teaching Approaches

As a consequence of the criticism of the monolingual approach, some
approaches have emerged that make use of the learners’ first language. Their
procedures vary in terms of target language elicitation and how much translation
activitiesare involved. These approaches will be described briefly in the following
paragraphs.

New concurrent method.

The method makes use of codeswitching in L2 learning for particular
situations (Jacobson, 1990; as cited in V.J. Cook, 2001). For instance, the teacher
could switch to the L1 to praise or reprimand or switch to the L2 to review alesson
that was explained in the L1. Codeswitching is thus recognized as a legitimate
practice of L2 users “in which both languages are concurrent, not a pretend L2
monolingual situation” (p. 412).

In astrong version, the method makes use of cognates as the starting point of
the lesson (Giauque & Ely, 1990; as cited in V.J. Cook, 2001). Hence, at the
beginning of the lesson, the teacher and students use intra-sentential codeswitching to
provide and ask for new vocabulary, respectively. Then, after two weeks the
instructor is speaks more in the L2 and expects the same from the students.

Community language learning (CLL). Here learners become involvedin L2
conversations through the mediation of the L1 (Curran, 1976; as cited in V.J. Cook,
2001). As mentioned above in section 2.4., at the initial stage the learner says
something in the L1. Thisistranslated by the teacher into the L2. The same |learner

repeats what the teacher said in the L2. The other learners heard both versions of the
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utterance. The learners will need translations less as they make progress. Thus, the
L1 isthe means by which meaning is transferred to the L2 utterances.

Dodson’s bilingual method. The procedure is the following: the teacher
reads aloud a sentence several timesin the L2 and provides its meaning in the
learners’ L1. Then the learners repeat the sentence chorally, and next, they repeat it
individually (Dodson, 1967; ascited in V.J. Cook, 2001). The teacher checks
comprehension by pointing to a picture while saying the sentence in the learners’ L1
and requiring learnersto reply inthe L2. Thistechniqueiscalled ‘interpreting’. As
in CLL above, therole of the L1 isto attach meaning to the L2 sentence.

Butzkamm and Caldwell’s bilingual method.

Butzkamm and Caldwell (2009) build their method on Dodson’s. They
believe that, in order to learn a second language, learners need to learn to decode and
code break. In other words, learners not only need to understand the meaning of the
sentences as awhole, but also the literal meaning of the sentences. Thisway, they
will be able to use such linguistic items in different settings in the future. Asan
illustration, a learner of French istaught holisticaly that S’il vous plait means
‘please’. But if the same expression is taught through a sequence of trandations
(termed mirroring) that begins with the literal translation of each linguistic item and
finishes after amore equivalent translation is obtained, in this case “if it pleases you’,
thiswould alow learners to transfer the expression to other situations like ‘si I’hétel
vous plait’ (“if you like the hotel”) or ‘s le vin vous plait’ (‘if you like the wine”).
Another feature of the method is the use of what they term “bilingual semi-
communicative drills’, which they justify based on the fact that the L2 classroom

cannot provide the amount of input exposure and interaction of L2 settings. These
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drillsinvolve the following stages: (1) the new expression is analyzed through the
mirroring technique; (2) the instructor says several sentences that will be translated
into the L2 by the students; (3) the instructor says more sentences, increasing the
number of linguistic items and situations; (4) the instructor starts a conversation with
the class to elicit sentences so that learners can transfer the knowledge they practiced
during the drills to the meaning they want to convey. This step transforms the
bilingual drillsinto semi-communicative ones.

In this process, intra-sentential code-switching is permitted so that learners do
not stop talking. Nonetheless, the instructor can also use the ‘sandwich technique’ to
provide the vocabulary needed by the student. In thistechnique, the teacher provides
the meaning of aword or expression by saying it through the sequence L2-L1-L.2.
Theideaisto provide learners with L2 exposure as much as possible. Finadly, role
plays that include short dialogues are also part of the learning activities. These short
dialogues are displayed bilingually. Once the students have understood the dialogues,
the instructor reads them aloud, interpreting the roles of the characters. The learners
attempt to memorize the dialogues by imitating what the teacher says and the way the
teacher speaks (pronunciation, rhythm, and intonation). Then, the students are allowed
to make their own role playsin the L2. And finally, they perform their role plays.

The multilingual classroom community of practice.

Levine (2011) does not propose a bilingual teaching method, but rather an
approach which uses codeswitching conscious-awareness activities to encourage
learners to use the L1 and the L2 indistinctively (codeswitching) in the L2 classroom.
These codeswitching conscious-awareness activities have two objectives. (1) to have

learners notice the importance of L2 usefor SLA, therolethe L1 playsin L2 learning,
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and the usefulness of codeswitching as normal practice in the classroom; (2) to
construct norms, along with the learners, for L1 and L2 use in the classroom. His
theoretical framework is based on the Sociocultural theory, the ecological perspective
of language learning (Van Lier, 2004), intercultural communicative competence
(Byram, 1997; Kramsch, 1993, 1998, 2002b, 2006; Crozet & Liddicoat, 1999; as cited
in Levine, 2010), and the notion of communities of practice (Lave & Wenger, 1991;
Wenger, 1998; as cited in Levine, 2011). Nevertheless, Levine does not make any
predictions about the results of his approach and draws upon complexity theory to
explain that such results will be contingent on how the students react to each other
and to the environment. In other words, although we can create learning situations, we
cannot be sure how different groups of learners will react to them.
3.10 TheL1lfor Maximizing L2 Use

Despite criticism from advocates of a bilingual approach against the L2
monolingual approach, they do not support a return to the Grammar-translation
method. Instead, they recognize the importance of L2 use, but argue that bilingual
techniques can complement L2 monolingual techniques and that the L1 and the L2
can coexist in the same learning environment. As an illustration, Butzkamm and
Caldwell (2009) argue that the most important instrument in learning aforeign
language is the foreign language per se and that the second most important instrument
isthe learners’ own languages. Additionally, Turnbull (2001) indicates that the
principle of maximal use of the target language in the classroom does not imply the
exclusion of the mother tongue, but rather an acknowledgment that both languages

can coexist. V. J. Cook (2001) adds that areturn of the learners’ own language to the

23



classroom may contribute to the improvement of existing teaching techniques and
may introduce innovative changes in methodology.

In sum, these scholars admit that the L2 has to be used as much as possiblein
the classroom, but this does not mean that L1 use should be banned or seen as
detrimental to L2 learning. Instead, they suggest a view of amaximal use of the L2
accompanied by bilingual techniques (making use of both the L1 and L2) that
promote such maximization of the L2.

3.11 Grammar Instruction

In this section, | will present an overview of current knowledge about
grammar teaching. | will include its definition, the implicit/explicit debate about
grammar teaching, grammar instruction in SLA theories, and models of grammar
instruction.

3.11.1 Definition

Diane Larsen-Freeman (2003, 2014; as cited in Brown & Lee, 2015) points
out that there are three dimensions of grammar: (1) form: morphological inflections,
syntactical patterns, phonemes, and graphemes; (2) meaning: the semantic aspect of
the form; (3) use: the semantic dimension in different types of discourse and contexts.

Traditionally, grammar has been seen only from the form dimension, ignoring
the other two (Brown & Lee, 2015). But nowadays grammar concerns “what forms
mean and when and why they are used” (Larsen-Freeman, 2014; as cited in Brown &
Lee, 2015). Finally, these three dimensions of grammar are not hierarchical and are
interconnected in such away that one has an effect on the others (Larsen-Freeman,

2003, p. 269; ascited in Brown & Lee, 2015).
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3.11.2 Methodological approachesto grammar teaching.

In this section, five approaches to grammar teaching will be explained based
on Ur’s (2011) classification. A sixth approach istaken from the literature.

Presentation, practice, production (PPP).

In this approach, a grammar item is presented and explained through the
provision of context; then the new structures are practiced with controlled practice
activities, that is, activities that exclusively use the new language without mistakes,
and finally aless controlled practice activity is carried out in which learners can
include their own words (Spratt, Pulverness, & Williams, 2005).

Although PPP has come under criticism on the ground that it does not reflect
SLA processes (R. Ellis, 1993; Skehan, 1997; as cited in Ur, 2011), it still pervades
the majority of English language learning course books (Nitta & Gardner, 2005; as
cited in Ur, 2011). PPP has also been criticized under the argument that despite the
fact that learners obtain explanations and practice of the L2, they keep making the
same mistakes. A possible explanation is the Teachability Hypothesis (Pienemann,
1984; ascited in Ur, 2011), which states that language acquisition of morphology and
syntax follows a natural sequence and instruction cannot alter such developmental
trangition, i.e., learning will only take place if the learners are in the natural stage of
development that precedes the new corresponding structure. If the learner is not ready,
instruction will be unsuccessful and teaching may be detrimental. However, thereis
no conclusive evidence on this since studies have found mixed results (R. Ellis, 1989;
ascited in Ur, 2011; Spada & Lightbown, 1999).

Another argument against the effectiveness of the PPP approach isthat it does

not reflect the way first languages are learned, that is, through communicative
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activities, and thus learning will not be successful (Ur, 2011). Nevertheless, research
has found that explicit instruction has atendency to produce better results than
implicit instruction (Spada, 1997; Norris & Ortega, 2001; Leow, 2007; as cited in Ur,
2011).

Task-based instruction (TBI).

Spratt et al (2005) describe this approach to teaching: at first the teacher and
learners discuss the topic of the lesson; then the teacher provides the learners with a
task, placing them in a situation where they are forced to use the new structures for
real communication, as when they learned their first language; after that the teacher
discusses with the learners any problems they had in completing the task; finally, the
teacher gives the learners an exercise to practice the new structures.

Seedhouse (1999; as cited in Ur, 2011) has questioned the effectiveness of
TBI for teaching grammar. The transcripts of lessons from his research showed that
learners, in order to compl ete the tasks, recur to basic and simple language, often
employing lexical items without grammar. Therefore, in recent years, grammar is
taught as part of or as an extension of TBI.

Focus on form instruction (FFI) and consciousness-raising.

Ellis (2001, as cited in Ellis, 2006) makes a distinction between three types of
form-focused instruction: focus on forms, focus on form, and incidental focus on
form. Focus on forms describes a method that focuses exclusively on accuracy, with
learning activities devoted to a particular grammatical structure. Focus on form refers
to predetermined or planned activities in which especial attention is paid to the

meaning attached to the structures being practiced in learning exercises. Incidental
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focus on form occurs when a grammatical item emerges as a consequence of the
linguistic needs of learners as they perform a communicative activity.

Another methodological approach to form-focused instruction is
consciousness-raising (Ellis, 2001). In this approach, learners are given atask to raise
their awareness of particular structures by the use of inductive or deductive teaching.
The focus of the activity is not to provide practice, but to develop the learners’
explicit knowledge of a grammar item. Ellis claims that consciousness-raising,
although it may not have an immediate effect on acquisition, may result in a “delayed
effect” (p. 172).

Skilled-theory-based | nstruction.

Johnson (1996, as cited in Ur, 2011) and Dekeyser (1998, 2007; ascited in Ur,
2011) have argued that the process of learning another language and its grammar is
similar to developing a skill such as learning to play amusical instrument or fly a
plane, i.e,, it transforms declarative knowledge into procedural knowledge through
deliberate practice and ultimately creates automatization. By language practiceis
meant what Larsen-Freeman (2003, as cited in Ur, 2011) terms grammaring: grammar
activities for purposeful communication (communicative activities) and not
mechanical drills that focus on accuracy.

Some researchers have argued that the types of practice that results in better
learning is one in which learners must process input (by associating its meaning with
its form) rather than produce language (VanPatten & Cadierno, 1993; VanPatten,
2003; ascited in Ur, 2011). Subsequent studies have confirmed these findings (Qin,
2008; as cited in Ur, 2011), but in general, there is no conclusive evidence (Dekeyser

& Sokalski, 1996; Morgan-Short & Bowden, 2006; as cited in Ur, 2011).
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Contrastive Focus on Form Instruction (CFFI).

Thisisan explicit approach to teaching that provides learners with
comparisons between L2 and L1 forms to highlight the differences and similarities
between them (Laufer & Girsai, 2016). It has been suggested that CFFI can be also
used for vocabulary instruction (Laufer & Girsal, 2016). According to Sheen (1996),
after research concluded that negative transfer represented a small proportion of
learners’ errors (Dulay & Burt, 1972; George, 1972; Krashen & Pon, 1975; Richards,
1971; ascited in Sheen, 1996) and that most learners made similar errors and
followed similar stages (Krashen, 1982; Selinker, 1972; as cited in V.J. Cook, 2010),
the role of Contrastive Analysis (CA) in language teaching and learning faded in the
United States (Sheen, 1996). However, in Europe, it became part of a deductive
approach and the CA findings were implemented in the classroom to provide students
with explanations about the differences between the L2 and L1 (Sheen, 1996).

3.12 Previous Resear ch on the Functions of L1 Usein the Classroom

This section presents an overview of previous research related to teachers and
students’ perceptions on the role of the L1 in L2 instruction, as well as research on the
role of the L1 while performing L2 tasks.

Macaro’s (1997) study found that most |earners prefer to understand the L2
first before using it in the classroom, or before listening to or reading it. Similarly,
learners showed a preference for the L1 for homework instructions and administrative
directions. Antén and DiCamilla (1999) and Hancock (1997) reported that learners
use their L1 as private or inner speech to focus on the L2 tasks. Learners also use
their L1 to share their ideas while performing tasks with other learnersin pairs or

groups. Storch and Wigglesworth (2003) and Swain and Lapkin (2000) found that L2
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learners recur to their L1 to build relationships and generate a stimulating social
environment for performing tasks, to focus their attention and overcome difficultiesin
grammar and vocabulary comprehension, and to keep the task going. Chavez (2003)
reported that L2 learners prefer the L1 for clarification of instructions, for feedback
from their teachers, for discussion of assessment, and for issues that need an
immediate response. Levine’s (2003) study showed that use of the L1 or the L2 by
instructors and learners is contingent upon the dyads formed and the setting. A
positive correlation between anxiety and L2 use was not found. Instead,
approximately 63% of students and instructors considered that L2 use was stimulating
and gratifying. Rolin-lanziti and Brownlie’s (2008) findings demonstrated that
learners showed a preference for the L1 in grammar explanations and for learning and
understanding vocabulary. Some students reported the L1 helps to reduce anxiety.
Other students expressed that L2 use was encouraging. The studies conducted by
Kim and Elder (2005) and Polio and Duff (1994) found that the L1 is used by teachers
for grammar and vocabulary instruction. Macaro (2001) and Polio and Duff (1994)
showed that the L1 was used by teachers in classroom management events to assign
homework, plan exams, and give instructions. In the study conducted by Ustiinel and
Seedhouse (2005), the results showed that learners’ use of the L1 or the L2 depends
on the pedagogical focus of the instructor at a given stage of the lesson. That is, the
teacher may recur to the L1 to have learners speak in the L2, or may recur to the L2 to
encourage learners to speak in the L1, or may recur to the L2 to get learners to speak
inthe L2. Moore (2013) reported that students working in pairs while performing a
task in which they were given the freedom to select the format and content of the task

used the L1 more: (1) asthey performed a similar task twice and became more
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familiar with their partners; (2) at the initial stages when learners had to negotiate the
content and format of the task; (3) during conflict; (4) and when learners perceived
their partners had a lower level of proficiency.

No experimental studies before the present research have attempted to
measure the effect of grammar instruction in the L1 on teaching the L2 using a PPP
approach. However, in the next section various experimental studies that employed
the CFFI approach will be presented on the basis that they also aimed at testing the
effect of L1 in L2 instruction.

3.13 Previous Studiesin Contrastive Focus on Form Instruction (CFFI)

In the next paragraphs, three experimental studies that measured the effect of
CFFI on grammar teaching will be explained. Two of them found that CFFI produced
asignificant effect on grammar learning as compared with an instruction without
CFFI. Theresults of the third study do not show a significant difference between
groups.

Kupferberg and Olshtain (1996) tested the effect of Contrastive Linguistic
Input (CLI) on the acquisition of difficult English grammar structures by Hebrew
speakers. The participants were 137 native speakers of Hebrew from two Israeli high
schools. Their average age was 16 and they had been studying English for five years.
Classes were randomly assigned to the control group (67 students in two classes) or
the experimental group (70 studentsin two classes). A pretest, posttest, and delayed
test research design was implemented. Data collection was conducted through two
recognition tasks and two production tasks. The English forms used for the study
were compound nouns (CNs) and reduced restrictive relative clauses (RRRCs). The

latter can be understood through restrictive relative clauses (RRCs). The instructors
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were two 35-year-old teachers who had graduated with high grades from the same
school. They received lesson plans and teaching materials before the experiment
began, as well as directions to not review the target structures between the posttest
and the delayed test period.

The instruction for both experimental and control groups consisted of an
inductive presentation, a communicative writing task, and the provision of affective
feedback. The experimental treatment consisted of CLI (short summaries of the
differences between the L1 and the L2) and recognition tasks. In the CN recognition
tasks, participants had to identify the head noun and the modifier while in the RRRC
recognition task the participants had to circle the removable items from RRCs. The
instruction was conducted in six lessons after which participants were tested. The
delayed posttest was administered three months after the immediate posttest. The
results indicated that the experimental group performed significantly better on all
tasks and on posttests and delayed tests than the control group, who were taught the
same structures only through comprehensible input in an implicit way.

Sheen (1996) conducted a study to compare the error rates between learners of
English who received grammar instruction through an inductive approach and learners
of English through a deductive approach that made use of Contrastive Analysis (CA).
The participants were 50 Saudi Arabian male graduates enrolled in an English
language program before studying for an MBA in the United States. Their ages
ranged from 23 to 24. They were regarded as fal se beginners since all of them had
studied English in their high schools. The placement test used determined that their
level of English was homogeneous. Both the control group and the experimental

group contained 25 participants. The course lasted 40 weeks, with five classes a week
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and 5 hours per day. The teachers for the control group were two native speakers of
English from the US. The teachers for the experimental group were the investigator, a
native speaker of English from the UK, and a native speaker of Arabic from Sudan
with native-like proficiency in English. The lessons for beginners and intermediate
learners from a course book were used to teach both groups. In addition to the course
book, the material for the experimental group included material for CA input. With
the experimental group, all the content of the book was taught using the method of the
book, except for that selected as CA input. The selection of linguistic items was based
on how useful they were for contrastive analysis. These English items do not exist in
Arabic and include the copula, the articles a and an, will and going to, the
prepositions on, in, at, from, the auxiliaries for negatives and questions, relative
clauses that make a reference to the object of the clause, and the verbs have, make,
and take. The control group was taught with an inductive approach and minimal
explanation while the experimental group was taught by explaining the differences
between Arabic and English. The use of the L1 (Arabic) was necessary for
explanations in the early stages, but its use was greatly reduced by the end of the
course. There were five tests every eight weeks for the forty weeks. Each test
contained cloze exercises, completion with multiple-choice exercises, writing a
guestion for an answer, and writing a story from pictures. In the last two tests, afree
composition replaced the story-writing exercises. The tests aso included an interview
consisting of responses to general questions, obtaining information about the
examiner, and using the language for invented situations. All errors were collected
and classified by whether they originated through language transfer or by other

explanations. The results showed a significant effect of the treatment of CA input as
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compared with the inductive treatment, that is, the experimental group made
statistically fewer errorsrelated to interference than the control group.

Ahmadi (2016) compared the effect of FFI and CFFI on pretests and posttests
with two tasks and for three different types of grammatical structuresfor Persian
learners of English (PLE). Ahmadi was interested in the effect of CFFI on both
implicit and explicit metalinguistic knowledge of the learners. The participants were
males and femalesin their first year at an Iranian university. The two classes were
randomly chosen. There were 21 and 22 studentsin each class. Their homogeneous
proficiency was confirmed through a mock TOEFL test. Their ages averaged 19
years and ranged from 18 to 23 years. Ahmadi selected three problematic structures
for PLES: progressive morphology with state verbs (OPS), present perfect with
definite past adverbials (PPWPA), and present perfect with locative state verbs
(PPWLYS). She also chose two tasks to measure the participants’ performance on
these three structures. (1) grammatical judgments and (2) trandations. The tests
chosen to measure such performances were the Grammatical Judgment Test (GJT)
and the Trangdlation Test (TT). The tests were aimed at measuring the participants’
implicit and explicit knowledge, respectively, of the target structures.

The GJT and the TT were given to the control and experimental groups before
the instruction (pretest). Both the control and experimental groups received the
explicit metalinguistic instruction, but the control group received instruction in
English only and the experimental group in both English (L2) and Persian (L1) by
highlighting the contrasts between these two languages. The treatment took two
weeks in which four 90-minute class sessions were delivered. Drawing upon Ellis

(1994, as cited in Ahmadi, 2016) on the benefits of using both explicit and implicit
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instruction, Ahmadi implemented both types of instruction in the treatment. The first
and second sessions were identical in both groups, but in the third and fourth sessions,
the control group received more practice of text construction while the experimental
group received CFFI and tranglation practice. Both conditions received corrective
feedback before taking the posttests. After two weeks of instruction, the participants
took the GJT and TT. The results showed that there was no significant difference
between the FFI and the contrastive FFI on the GJT. However, after realizing the
final score did not include the number of incorrect choices made by participants,
Ahmadi decided to analyze those too. She found differences between groups related
to particular features of the target structure and the cognitive procedure involved in
the instruction. It seemed that the use of contrastive analysis, which makes use of
metalinguistic reasoning processes, confused participants in the experimental group.
Thus, for the OPS, 52% of the control group participants improved their judgments of
these ungrammatical structures as compared with 16.6% of the experimental group
participants. In contrast, in the PPWPA, 43% of the participants in the experimental
group were more accurate in identifying ungrammatical choices whereas 18% of the
participants in the control group were able to do so. Asfor the PPWLS, the results
are not clear cut. Eighteen percent of the participants in the control group and 20% of
the participants in the experimental group became more accurate in recognizing the
target structures as ungrammatical. Another possible factor was the participants’
learning styles since some could have been more analytical than others, who may not
have made the most of CFFI. Inthe TT, both FFl and CFFI increased the
participants’ accuracy of all target structures, but the CFFI was superior to the FFI.

As apossible explanation, the explicit and analytical training received by the
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experimental group may have prepared them for the TT. In contrast, the control

group received extra practice on target structures in the form of implicit teaching.
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Chapter 4: Research Methodology
4.1 Resear ch Paradigm

4.1.1 Definition and rationale.

This study aligns to a positive research paradigm. According to Bassey
(2002), in the positivist research paradigm, reality exists out in the world, independent
of people’s interpretations. With time and effort, this independent reality can be
identified through the senses. Since language is a socially accepted system to
describe reality, discoveries can be communicated to others. Positivist researchers do
not consider themselves as variables in their studies. Positivists usually attempt to
express their discoveries through generalizations. The data that positivist researchers
handle are usually numerical, appropriate for statistical analysis.

In this study, | try to understand areality that exists outside my interpretation
or the interpretation of participants or stakeholders. This object of study, if it exists, is
the effect of grammar instruction that makes use of the L1 in L2 learning, in contrast
with atype of instruction that privilegesthe L2. In order to determine the existence of
this phenomenon, | will have to observe the students’ performance under certain
controlled conditions and determine whether or not it occurs. The data provided by
the students” performance will be subject to measurement and therefore statistical
analysis will be employed to confirm or not the presence of the object of study.

4.1.2. Methodological stances.

4.1.2.1 Theresearcher and the participants’ roles.

As aresearcher and in alignment with my ontological and epistemological
position described above, | was in an external position with respect to the study

although | was the instructor in both the L1 condition and L2 condition. Asl
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researcher | took the necessary steps to ensure validity and reliability of the research.
| dso collected the data from valid and reliable instruments and used statistical
procedures for the analysis of data. | provided adiscussion of the findings and a
conclusion without any subjectivism or biased.

Therole of the participants during the study was to attend classes and engage
in the activities as students normally do; that is, they participated in pair/work/class
activities, completed exercises individually, asked questions, and behaved respectfully
and cordially towards the teacher and classmates. The participants’ role also included
not cheating during the administration of tests. Finally, it is necessary to mention that
participants were paid a stipend of US$1.00 per class attended as a compensation for
incurred transportation expenses.

4.1.2.2 The nature of the research design.

This study was quasi-experimental and consisted of a pretest/posttest control
group design as shown in Figure 4.1 below. The tests assessed the students’
knowledge of English grammar. The research was conducted in six weeks. There
were four weeks of instruction with two class sessions per week, each lasting 2 hours
per day. A pretest and a posttest were administered before and after each class
session respectively for both control and experimental group. The delayed test was

administered two weeks after the last session.
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Figure 4.1 Research design
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4.1.2.3 Nature of the data and research method.

At the end of each class, participants’ knowledge of grammar was tested using
objective assessments for discrete items of grammar. These tests and their
corresponding answer keys were taken from the book series used at the university.
Since it is published by a worldwide prestigious publisher, it was assumed that they
had been tested for validity and reliability. The learners’ tests were marked and the
results expressed over ten pointsin order to make comparisons with other testsin the
study. Therefore, the data provided by the tests are quantitative in nature and
continuous.

In the light of the above, the most appropriate research method is the
guantitative research method. According to Bryman (2012), the quantitative research
method involves eleven steps that are not necessarily linear: (1) developing a
theoretical framework (in our case, the literature review); (2) establishing a
hypothesis; (3) selecting a research design; (4) devising measures of concepts (in our
study the tests taken from the textbook used at the university); (5) selecting aresearch
site; (6) selecting respondents; (7) administering research instruments and collecting

data (the administration of grammar tests); (8) processing data to be quantified (re-
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expressing the test scores over 10 points); (9) analyzing data (comparing test scores
within groups and between groups); (10) arriving at results/conclusions (findings are
interpreted by the researcher and the implications are determined); (11) reporting
results/conclusions (through this manuscript).

4.1.2.4 The nature of data analysis.

The data obtained from the pretests, posttests, and delayed tests were analyzed
by the use of inferential statistics. After choosing the appropriate statistical test, IBM
SPSS version 23 was employed to run the calculations. However, the results were

confirmed with the use of an online calculator at www.socscistati stics.com/tests. This

online tool also provided the real value of p. Cohen’s d was obtained at

www.uccs.edu/~Ibecker/ and checked by using the formulas provided by Gravetter

and Wallnau (2013).

The figures presented in this study were also obtained by using IBM SPPSS
version 23. This software provided more accurate figures than the ones provided by
Microsoft Excel 2016.

4.1.3.5 Nature of outputs.

The data obtained from the data analysis were numerical in nature. From the
statistical analysis, | determined the values of the mean test scores, standard deviation,
degrees of freedom, t value, p-value, Cohen’s d, and confidence intervals were
obtained. All of these were necessary to make a contrast and determine whether the
mean test scores of the experimental and control groups were significantly different or

not.
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4.1.3. Ascertaining the warrant for the study.

a. Reliability.

In research, reliability refers to the replicability of the results of an experiment
if the procedures are followed in the same way asin the original study (Bryman,
2012). In testing, reliability refersto the consistency of the results of the test after
several administrations (Mackey & Gass, 2005).

It is possible that the results of the study can be replicated since the research
design and the procedures to conduct the experiment and collect the data were
detailed. Asregardsthereliability of the tests employed in this study, they were
obtained from the course book used for university English classes: Four Corners
(Richards & Bohlke, 2011), published by Cambridge University Press. However,
according to Mackey and Gass (2005), it isimportant to verify that the tests measure
the variable as it was operationalized. After doing that, | selected the exercises that
would measure the variable in each of the lessons and at the delayed test time. |
noticed that the grammar exercises tested learners’ knowledge of morphological and
syntactical structures through the use of objective tests that included completion
guestions and multiple option questions (see Appendix A). These types of questions
require objective marking and therefore it is expected that the results are stable if they
are administered again. In addition, the tests were piloted with university students

who did not participate in the experiment.
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b. Validity.

Validity is “the appropriateness of a procedure for measuring the underlying
construct a study intends to investigate” (Mackey & Gass, 2005, p. 203). The
procedure established in the experiment to measure the variable “knowledge of
grammar” is appropriate since steps have been taken to control for extraneous
variables in the pretest-posttest control group design, and objective written tests were
selected to measure the construct. Thus, aspects such as content validity, face
validity, construct validity, criterion-related validity, and predictive validity were
checked athough it could have been assumed that the authors of the course book had
taken al of these into account when designing their tests.

In testing, validity refersto the extent to which atest measureswhat it is
intended to measure (Richards & Schmidt, 2002). The tests thus had to measure
participants’ knowledge of discrete syntactical and morphological items by having
learners complete sentences and questions, transforming verbs and nouns, or by
selecting the appropriate form for a sentence, question, word or answer. After
checking the grammar exercises from the quizzes and test of the course book,
surprisingly, the grammar exercise in the quiz for lesson 4 of the research did not
measure the variable as it was operationalized. The exercise required that learners
make lexico-grammatical choices by matching questions containing how old and who
with the corresponding answers. Neither morphological transformation nor syntactical
movement was requested from learners. Furthermore, none of the exercises from the
quizzes, tests, and workbook measured the grammar point for lesson 4 of the research
asit was operationalized, and thus, no test was administered in that lesson. A similar

situation occurred with the grammar exercise for lesson 6 and 7. The exercises did
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not test all the grammatical items included in that lesson or did not have face-validity.
Thus, after consulting with the thesis advisor, two exercises from the workbook were
used instead. Another feature of the quiz exercises that would have affected validity
was that three of them contained examples as away to guide learners to complete the
task. However, | considered that these examples would have jeopardized the validity
of the results and removed them.

Creswell (2015) and Bryman (2012) also warn us about threats to validity,
which are factors that can cause us to make wrong inferences about the results of an
experiment. They distinguish two types of threats to validity: threats to internal
validity and to external validity (Bryman, 2012; Creswell, 2015). Let ustake alook at
each of them.

Threats to internal validity.

Internal validity is the extent to which the cause-effect relationship obtained
through the study is explained by the independent variable (Bryman, 2012; Creswell,
2015; Mackey & Gass, 2005). Threats to internal validity, thus, are problems that
lead us to wrong conclusions about the relationship between the dependent variable
and independent variable, and they can be categorized as threats related to the
participants (history, maturation, regression, selection, mortality, and interactions with
selection), related to the treatments (diffusion of treatments, compensatory
equalization, compensatory rivalry, and resentful demoralization), and related to the
procedures (testing and instrumentation) (Creswell, 2015). They will be discussed
below in relation to the present study.

One of the threatsto internal validity related to the participantsis history

(Bryman, 2012; Creswell, 2015). These are events different from the manipulation of
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the researcher that occur throughout the experiment and may affect the results of the
study (Bryman, 2012; Creswell, 2015). In this study, there were two particular events
that might have influenced the results: the final exam and the make-up exam of the
pre-university course. Thesetook place between the last immediate posttest and the
delayed test, and might have caused some learners to lose focus in the last lesson or
become too busy to prepare for the delayed test.

Maturation and regression are two other threats to internal validity (Bryman,
2012; Creswell, 2015). The former refers to developments of the participants during
the experiment such as gaining experience and knowledge, becoming older or
stronger, etc. that could affect the outcomes of the experiment (Bryman, 2012;
Creswell, 2015). The present study lasted 6 weeks, and therefore significant changes
probably did not occur during that time since it is not enough time for such changes to
take place. On the other hand, regression occurs when participants obtain better or
worse scores on the posttests irrespective of the treatment because they were selected
from groups with extreme scores. Thisis not the case in the present study since
learners were selected based on the level of proficiency indicated by the placement
test. Only learners placed at level 1A or 1B were selected.

Selection can present athreat to internal validity because individuals might be
selected who are considered more intelligent, or more responsive to a treatment, or
have received the treatment before and are assigned to the control group (Creswell,
2015). Bryman (2012) points out that this type of threat occurs when the participants
have not been selected randomly from a population and the outcomes of the study
could be explained by the learners’ differences and not by the treatment. However,

this could be avoided by random allocation (Bryman, 2012). In thisresearch, the
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participants were not selected randomly from a population. Instead, they were invited
to participate through the use of an informed consent form (IFC). However, in order
to control for the learners’ differences, they were randomly allocated to the
experimental group or control group through a matching process (Creswell, 2015)
based on gender in order to equally distribute differences among participants.
Therefore, thistype of threat to validity did not exist in this study.

Another threat to internal validity is mortality. It happens when the
participants stop attending the experiment because of any reason they may regard as
important (Bryman; 2012; Creswell, 2015). Unfortunately, in this research, there was
asignificant level of mortality. The number of students attending the sessions
decreased during the experiment, creating a limitation of the study. One possible
explanation is that most of them gave priority to their pre-university classes.

Asfor the threat of validity known as interaction with the selection, it refersto
the problems originated by the interplay between the selection of the participants and
any of the above-mentioned threats (Creswell, 2015). For instance, there may be an
interaction between selection and certain events since various participants come from
different backgrounds.

Creswell (2015) also warns about threats to internal validity related to the
treatment: diffusion of treatments, compensatory equalization, compensatory rivalry,
and resentful demoralization. Diffusion of treatments occurs when participants from
the control group and experimental group can communicate with each other and share
information about the treatment. In this study, the groups were separated by receiving
their classes on different days. Although there was the possibility that they could

communicate in the afternoons when they attended their pre-university classes, this
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possibility was low since they were from different maors and faculties and their
classes were taught in different classrooms and buildings.

In addition, during an experiment, only the experimental group receives a
treatment (with potential benefits) while the control group does not, causing
inequality, a potential rivalry between groups, and demoralization by members of the
control group (Creswell, 2015). These threatsto validity were addressed by providing
participants from the control group with the treatment (compensatory equalization) in
the following two weeks after the delayed test, avoiding rivalry (compensatory
rivalry), resentment and demoralization, which could have affected the performance
of participants and thusinternal validity.

Another category that threatens internal validity is related to the procedures of
the study: testing and instrumentation (Creswell, 2015). Testing takes place when
participants remember the responses from the pretest and use them later in the posttest
(Creswell, 2015). In this experiment, the participants were given a pretest and posttest
for each class. Thiswould have been athreat to internal validity if there had been one
group design, but our study was a two group pretest-posttest design. Therefore, the
design does not affect internal validity since both groups were administered the
pretests and posttests with the difference that the experimental group received the
treatment, and changes in performance between the groups can be explained by the
treatment.

Instrumentation is another threat to internal validity in which the findings of a
study can be the result of adifferent way of administering the tests between groups

(Bryman, 2012, Creswell, 2015). That is not the case in our research. First, the tests
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were the same for the experimental and for the control group. Second, the tests were
administered following the same procedure and for the same amount of time.

Threats to external validity.

External validity refers to the extent to which the results can be generalized to
other settings (Bryman, 2012) and to the broader population of language learners
(Mackey & Gass, 2005). In order to overcome threats to external validity, Creswell
(2015) recommends “strong research designs, random assignment, a thorough
description of subjects, and replication of studies” (p. 306). Let us compare them
with our study.

This research demonstrates a solid pretest/posttest research design by taking
measures that ensure internal validity. Although the participants were not selected
randomly from a population, they were randomly assigned to the experimental and
control groups, and the likelihood of pre-existing differences between both groups
was dissipated (Bryman, 2012). The participants will be described in the
corresponding section below.

Campbell (1967; as cited in Bryman, 2012) and Cook and Campbell (1979; as
cited in Bryman, 2012) point out five threats to external validity: interaction of
selection of treatment, interaction of setting and treatment, interaction of history and
treatment, interaction effects of pre-testing, and reactive effects of experimental
arrangements. Each of these will be explained below, along with a comparison to our
study.

The interaction of selection of treatment concerns the inability to generalize to
awide spectrum of individuals in terms of social class, age, ethnicity, geography and

personality (Campbell, 1967; Cook & Campbell, 1979; as cited in Bryman, 2012). A
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way to increase generalizability isto show potential participants how convenient for
them their participation could be (Caldwell, 2015). Participation in this study was
offered to all pre-university students from different faculties, with the exception of the
Faculty of Agricultural Sciences, whose students could not participate since their pre-
university classestook place in the morning and conflicted with the experimental
lessons. Potential participants were informed that they would receive English
language lessons, class material, and coffee breaks for free. The results of this study
cannot be generalized to a broader population since all participants scored enough
points on pre-admission tests to allow them to be in the pre-university classes. In
addition, most of them come from mid-low socio-economic status. These learners’
characteristics, admittedly, set alimit to a generalization of the results.

Interaction of setting and treatment involves the difficulty of generalizing to
other settings rather than the one in which the experiment was conducted (Campbell,
1967; Cook & Campbell, 1979; as cited in Bryman, 2012). Probably, the study can
only be generaizable to rural state universities and with students who share the same
first language, in this case Spanish. It would not be cautious to generalize to private
universities, high schools, or to students who speak a common first language different
from Spanish or any other European language. Thus, caution should be taken when
extrapolating the results to other settings.

Interaction of history and treatment refers to the attempt of the researcher to
generalize the results to past and future situations or at different pointsin the year
(Campbell, 1967; Cook & Campbell, 1979; as cited in Bryman, 2012). As stated
before, the participants started taking the lessons in the middle of the pre-university

term, and the experimental sessions ended near the final examinations. Perhaps the

47



findings would have been different if the experiment had started at the beginning of
the term. According to Creswell (2015), a solution isto replicate the experiment at
another point in time.

Interaction effects of pre-testing occur when the results of an experiment
cannot be generalized to people who are not pre-tested, which is the condition of most
peoplein real life (Campbell, 1967; Cook & Campbell, 1979; as cited in Bryman,
2012). Itisclear that this could be an additional limitation of the study. All
participants were administered a pretest and students outside an experiment condition
do not receive that type of examination.

Reactive effect of experimental arrangements refers to the possible situation in
which participants may modify their behavior because they are aware that they are
taking part in an experiment (Campbell, 1967; Cook & Campbell, 1979; ascited in
Bryman, 2012). There was no indication that participants in this study behaved as if
they were in an experiment. They attended sessions and participated in them asiif
they were normal English classes.

4.1.4. Ethical consider ations

Conducting experiments which involve human beings implies taking certain
ethical issues into account in order to avoid causing physical or psychological harm.
Ethical considerations of this study will be detailed in the following paragraphs.

First, | visited the Dean of the Business Faculty at his office to explain that |
needed a classroom to conduct my research project for my master’s degree and that
the results of the project would have important implications for teaching English at

our university. The Dean gave me access to one of the classrooms that was available
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during the term for the period that | needed to conduct the research. The room
assigned was room 3.05 located on the third floor. See appendix C.

Second, | solicited authorization from the Coordinator of the Pre-university
Department to conduct the research and to access the students enrolled in the first
term of the year 2017. | explained to him the aims of the research, research design,
how, when, and where it would be conducted and what the results would be used for.
| aso provided him with information about potential risks during the research. After
explaining the details of the study, he provided written authorization to conduct the
study and to go into classrooms inviting students to participate. The authorization
letter can be seen in Appendix D.

Third, | provided potential participants with an Informed Consent Form (IFC)
to provide them with information regarding the study and to obtain their authorization
to participate. There were two versions of the IFC: one for adults and the other for
minors. The IFC informed potential participants about the goal of the study, the
procedure to select participants, the research design, how they would be assigned to
the control or experimental groups, and the time the study would take. In addition,
ethical considerations regarding their safety were included in the IFC aswell as
details about the provision of additional classes to the control group so they could
receive the potential benefits of the trestment. The document also contained explicit
information about how confidentiality and anonymity would be handled. In addition,
the IFC explained that participants could stop attending classes at any time for any
reason without any type of penalty. At the bottom of the first page, contact
information about the researcher was displayed in case of questions regarding the

participation or the research. On the next page, there was a space for the participant’s

49



signature. In the IFC for minors, the document requested the signature of the minor’s
parent aswell. ThisIFC for minors had a section with an appropriate level of
language for them to consent to their participation. The IFC aso provided potential
parti ci pants the opportunity to choose the class schedule most convenient for them.
Two options were included, one on weekdays and the other on weekends.

It isimportant to mention that there was no need for Review Board Approval
since internal regulations of the university do not rule thistype of research. In
addition, all of the above was explained to potential participants while | visited the
classrooms. | encouraged them to ask questions and | answered them. With respect
to their concerns about not understanding classesin the control group (L2-only
condition), | explained to them that | had been trained for that purpose and that | had
about 12 years of experience in teaching English as a foreign language to young
adults.

One important ethical issue to mention isthat the IFC did not include, but | did
explain to potential participants, that they would receive a stipend of US$1.00 per
class attended as a compensation for transportation expenses for traveling to classes.
At the end of each class, a coffee break was offered to both groups. Similarly, in
order to encourage attendance, | offered participants who would always attend classes
the opportunity to participate in araffle for two movie tickets. One movie ticket was
offered in the same way to those who would miss two or three classes. Theraffle
would be on the day of the administration of the delayed test. All prizes were given
as promised.

Another important ethical issue to consider was the protection of the copyright

of the instructional material employed in the experiment. For thisreason, an
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authorization letter was solicited from the General Manager of Cambridge University
Press in Ecuador so that the lessons selected from the student’s book, the quizzes,
tests, workbook, and placement test could be used without infringing copyright. See
Appendix F.

Finally, in order to avoid preventing participants in the experimental group
from the potential benefits of the experimental instruction, they attended additional
lessons to receive the L1 grammar instruction not only from the lessons and exercises,
but also through additional practice from the exercises in the workbook.

4.2 Method

4.2.1 Definition and characteristics.

The quantitative research method is used for this study. According to Bryman
(2012), quantitative research “emphasizes quantification in the collection and analysis
of data” (p. 35) and shows the 00660llowing characteristics (Bryman, 2012):

a. It involves adeductive approach in the testing of theories.

b. 1t makes use of the scientific procedures and rules found in the natural

sciences, in particular, those of positivism.

c. It views social phenomena as an objective, external reality.

Creswell (2015) points out the following characteristics

a. Research problems are identified based on trends or on attempts to explain

the relationship between variables.

b. The literature is conferred an important role from which research questions,

research justifications, and hypotheses are originated.

c. Specific, observable, and measurable “purpose statements, research

questions, and hypotheses” (p. 13) are generated.
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d. Numerical datafrom alarge number of individuals is gathered with
instruments that contain pre-fabricated questions and answers.

e. Tendencies are analyzed, groups are compared, variables are related or
contrasted by employing statistical analysis, and the findings are interpreted
by contrasting them with previous studies and predictions.

f. The researcher takes an unbiased approach and makes use of pre-
established structures and evaluation principles to write the research report.

Finally, according to Mackey and Gass (2005), there are two types of
guantitative research: associational and experimental. Associational research attempts
to find a relationship between variables while in experimental studies the researcher
“manipulates one or more variables (independent variables) to determine the effect on
another variable (dependent variable)” (Mackey & Gass, 2005, p. 137). This study
fallsinto the latter category since the researcher employed grammar instruction that
used L1 grammar instruction (independent variable) to find out the effect on the
participants’ knowledge of grammar (dependent variable).

4.2.2 Methods of data collection.

At this stage of the research, it is necessary to specify the variables in the
hypotheses, define the variables, and select an instrument to measure the variable
(Mackey & Glass, 2005).

a. Specification of variables.

Let ustake alook at the research questions and hypotheses in order to

determine the variables:
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Research question 1.

Do pre-A1l EFL learners who are taught grammar through the use of their L1
perform better on grammar post-tests than pre-A1EFL |earners who are taught in L2-
only?

Research question 2:

Do pre-A1l EFL learners who are taught grammar through the use of their L1
perform better on grammar delayed posttests than pre-A1 EFL learners who are taught
in L2-only?

Hypothesis 1:

Thereisadifferencein the scores of post-tests between pre-A1 EFL learners
who are taught grammar by using their L1 and pre-A1 EFL learners who are taught in
L2-only.

Hypothesis 2:

Thereisadifference in the scores of delayed tests between pre-A1 EFL
learners who are taught grammar by using their L1 and pre-A1 EFL |learners who are
taught in L2-only.

We can therefore determine that the dependent and independent variables are
the following:

Dependent variable: learners’ performance on grammar

Independent variable: grammar instruction in two levels: one in which the L2-
only is used and the other in which both the L1 and L2 are used.

b. Definition of variables.

Although grammar can be defined as an individual’s knowledge of

morphology, syntax, and phonetics (Richards & Rodgers, 2002), or asan
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understanding of the form dimension, the meaning dimension, and the pragmatics
dimension (Diane Larsen-Freeman, 2003, 2014; ascited in Brown & Lee, 2015), its
definition will be limited here to knowledge of morphological and syntactical rules
due to time constraints of this study. Thus, the dependent variable is defined as: the
degree to which a participant has learned grammar.

The independent variable is defined as: the additional instruction of English
language grammar by using inter- and intra-sentential codeswitching and the
sandwich technique.

c. Selection of an instrument.

The instrument selected to measure the participants’ knowledge of grammar is
an achievement test. The content of the achievement test provides evidence that it
measures what it is intended to measure. Since the guidelines provided by this
master’s program to conduct this study required that tests be taken from the literature
with previous authorization from the author in order to use valid and reliable tests, |
analyzed and selected the grammar exercises from the quizzes and tests of the course
book used for instructing participants. The course book selected was Four Corners
(Richards & Bohlke, 2011). | was familiar with the textbook since it is used at the
university where the study was conducted and where | used to work. The General
Manager of Cambridge University Press in Ecuador gave her authorization as you can
seein Appendix F. That way | verified that tests measure the grammar that has been
taught and as it has been operationalized. | had to remove atest from the experiment
since the exercises provided in the quizzes, test, and workbook did not assess
morphology or syntax of the grammatical item, but rather the meaning of the structure

through questions and their corresponding responses. See Appendix A for aview of
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thetests. On another occasion, after discussion with the thesis advisor, it was
deemed necessary to use aworkbook exercise since the quiz provided did not measure
al the grammar aspects taught in the lesson. Thus, the exercises for the pretests and
posttests were taken from the quizzes and workbook while the exercises for the
delayed test were taken from the Units 1-6 test. The pretests and posttests for each
session were the same and measured the grammar item taught on that day. The
delayed test measured knowledge of grammar from all eight sessions.

4.2.3 Selection and handling of data.

The dependent variable was operationalized as learners’ performance on
grammar tests and the data that these tests provided were quantitative in nature:
numerical and continuous data. For this reason, in order to administer the data,
guantitative research procedures were used.

First, the tests were collected and placed into the briefcase. Pretests were
stored separately from posttests. At the office, the tests were marked based on the
answer key provided by the course book. The total score for each participant’s test
was obtained. All participants’ scores were entered into a Microsoft Excel 2010 file
according to the type of condition (experimental vs control), on the corresponding
class session, according to the participant’s code number, and according to the type of
test (pretest or posttest).

Second, the test scores were standardized. Since the different tests were
designed by taking the exercises from the quizzes, tests, and workbook of the course
book, this resulted in different total scoresfor each test. Thus, in order to make valid
comparisons between score means, it was necessary to express the total test scores

over 10 points by using the rule of three in Microsoft Excel.
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The next step was to select the correct statistic. According to Brown (1988),
this choice depends on the “number of groups, the types of scales, and the sizes of the
samples” (p. 158). He adds that the z statistic is used for large samples (more than 30
observations), and the t gtatistic for any sample size (Brown, 1988). Therefore, since
there were two groups (control and experimental groups), the type of scale was
nominal, and with a sample size less than 30, thet statistic was chosen for the
inferential analysis.

However, Gravetter and Wallnau (2013) point out that there are three
assumptions that have to be taken into account before using the t test for independent
measures. First, the data must come from two independent samples. Second, “the
two populations from which the samples are selected must be normal” (p. 337). And
third, “the two popul ations from which the samples are selected must have equal
variances” (p. 337). Therefore, it was verified if the data met those assumptions.
First, for the posttest analysis, the data came from two different groups: the control
group and the experimental group. Thus, the first assumption was fulfilled. Second,
there was no reason to think that the samples were not taken from a population with
normal distribution since all pre-university students were approximately 1,200 people.
Data tend toward anormal distribution as the number of the observations increases
(Gravetter & Wallnau, 2013). Third, Larson-Hall (2012) suggests using the Welch
procedure when the equal variance assumption cannot be satisfied. She also adds that
Dalgaard (2002, as cited in Larson-Hall, 2012) recommends such a procedure even
for samples with equal variance. Ruxton (2006) states that Welch’s t-test is also
known as unequal variance t-test. Therefore, the t-test for unequal variances was used

here.
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Similarly, Gravetter and Wallnau (2013) note that there are two assumptions
for the dependent samplest test. First, the observations within each treatment must be
independent. Second, difference scores must be normally distributed. Thus, since
any participant’s performance on the grammar test was not influenced by any other
participant’s performance, the first assumption was met. Finally, because the sample
size was small and decreased during the experiment, the second assumption may not
be met satisfactorily, which would weaken the power of the statistic in the pretest-
posttest analysis. However, Gravetter and Wallnau (2013) suggest the Wilcoxon test
when there are concerns about whether one of the assumptions for the dependent
samplet test cannot be satisfied. In that vein, the Wilcoxon test was used instead of
the t test for repeated-measures design.

IBM SPSS version 23 was used to run the calcul ations and make the figures
presented here. In addition, the statistical calculator at www.socscistatistics.com/tests
was used to confirm calculations and to obtain the exact value of p inthet test for
independent-measures design assuming unequal variances. Cohen’s d was obtained
by using the online calculator at http://www.uccs.edu/~Ibecker/ and the results were
confirmed by using the formula provided by Gravetter and Wallnau (2013).

The files containing the scores, calculations, results, tables, and graphs are
stored in my laptop computer and backed up in the cloud of my personal Hotmail
account.

4.2.4 Participants.

The biodata of the participants was obtained through the use of a short survey

provided in Appendix G. This collected contact information and information about
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personal background that will be detailed below. These surveys were stored
separately from the tests to protect anonymity and confidentiality.

The participants are pre-university students enrolled in the afternoon and
evening shift of the second term of the year 2016. Six percent of participants were
pre-university students from the Faculty of Environmental Sciences, 25% were from
the Faculty of the Administrative and Entrepreneurial Sciences, 45% from the Faculty
of Engineering Sciences, and 24% from the Faculty of Animal Sciences. Students
from the Faculty of Agricultural Sciences were not able to participate since their class
schedule had a conflict with the classes of the experiment.

More than half of the participants (57%) were males and 43% were females,
with ages ranging from 17 to 36 yearsold. The average age was 19 yearsold. Fifty
percent of the participants were between 18 and 21 years old.

4.2.5 Selection and/or sampling.

After obtaining authorization to access a classroom and solicit students of pre-
university courses enrolled in the afternoon and evening shift, | went into each of the
33 classrooms (23 classrooms on the main campus and 10 classrooms on another
campus located 20 minutes away) to invite potential participants to take part,
providing them with information regarding the study and the ethical measures to
secure their safety. Minors obtained a different version of the IFC so that they could
ask authorization from their parents. Some students signed the |FC on the same day,
others (adults and minors) on the next day. Some declined to participate and returned
the IFC.

When | visited the classrooms, | also explained that students who decided to

participate would not necessarily be part of the study. They would have to take a
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placement test in order to determine their level of English. | explained that if alearner
were placed at a high level, he or she would not be accepted to participate since the
study focused on learners at the pre-A1 level of proficiency of the CEFR and his or
her participation would undermine the validity of the results.

Asaresult, 142 people signed the IFC and were informed about the time, date,
and location of the placement test. Seventy-one students took the placement test and
completed a survey on their biodata. As mentioned before, the placement test was one
of the components of the course book used to teach classes at the university and
which was used to teach the classes to both the experimental and control group. Since
the research focused on the effects of the experimental instruction on pre-A1l learners,
only those students who were placed at level 1A or level 1B were selected to
participate in the research. According to atable at the back of the course book,
studentswho are at level 1 (level 1A or level 1B in the split version) are developing to
achievean Al level. So, at the end of level 1 (or at the end of level 1B), learners
would be able to take a proficiency test (after taking a preparation course to
familiarize them with the test) for an Al level. For this reason, participants placed at
levels 1A or 1B were considered pre-Al learners.

The results of the placement tests showed that 24 students were placed at level
1A, 47 learners at level 1B, 11 people at level 2A, 8 students at level 2B, and 3
candidates at level 3A. In thisvein, only people who were placed at levels 1A and 1B
(atota of 71 participants) were selected to participate. These students were informed
of the starting date of classes, the time, and the classroom. Before classes began, they
were randomly allocated to the control group or experimental group with a matching

process (Creswell, 2015) based on gender to equally distribute such a difference
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between both groups. Finally, there were 36 participants in the experimental group
and 35 participants in the control group.

Unfortunately, from the first day of class, there was participant mortality.
Twenty out of 36 participants of the experimental group and 28 out of 35 participants
from the control group attended classes on the first day.

4.2.6 Background of the participants.

The participants’ background was obtained through a survey administered on
the day of the placement test. A sampleisprovided in Appendix G. These surveys
were stored separately from the rest of the research data and documents to protect the
participants’ anonymity and confidentiality.

Most of the participants were high school graduates from state schools.
Thirty-six percent of them were from Quevedo, 17% came from towns near Quevedo,
and 30% from towns and cities that are more than two hours away from Quevedo.

The majority of participants (80%) were high school graduates from state
schools. Therest of the participants (20%) graduated from private high schools.
Among those who graduated from state schools, 12% had studied at a private school
for three years of secondary school. Asfor the students who graduated from private
high schools, most of them had studied in that type of institution from the second year
of secondary school.

Asfor the results of the placement test, 34% were placed at level 1A while
66% of them were placed at level 1B. According to the table provided in the back of
the course book, learners at those levels should take classes using this book to achieve
an Al level of the CEFR. Since they have not passed level 1, technically, they do not

possess an Al level of proficiency and thus are regarded as pre-A1l learners.
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4.2.7. Procedure.

Before explaining the procedure, it is necessary to know about the
instructional material, the grammar items taught, and the experimental treatment. All
of these will be detailed separately below.

4.2.7.1 Theinstructional material.

As stated above, the instructional material was a course book used to teach
English at the university where this study was conducted. The textbook was Four
Corners book for level 1A. The representative of the publisher in Ecuador provided
the authorization to use the material in this study. The lessons taught were the ones
with afocus on grammar and reading. The lessons are included in Appendix H. Due
to the research design and time constraints, it was not possible to include lessons
containing listening and writing activities. However, their absence did not affect
comprehension of the subsequent lessons. Despite that, learners did get exposure to
L2 input from the audio texts of the lessons and the teacher.

4.2.7.2 The grammar items.

The class sessions were based on the lessons from the instructional material
described above. The grammar features taught in each lesson were the ones detailed

in Table 4.1.
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Table4.1 Grammar itemstaught in each session

Session Grammar items
1 The simple present of be. Possessive Adjectives.
2 Singular subject pronouns. Y es-no questions with be.
3 Plural subject pronouns. Wh-questions with be.
4 Who and How old with be.
5 Demonstratives. Articlesa and an. Plurals.
6 Possessive pronouns. Whose. Possessive nouns.
7 Simple present statements.
8 Simple present yes-no questions.

4.2.7.3 Theinstructional treatment.

The experimental treatment consisted of an additional explanation of the
English grammar by using codeswitching. However, this codeswitching was
performed with the sandwich technique (Butzkamm & Caldwell, 2009) in which the
meaning of the L2 is provided in the L1 in the sequence L2-L1-L2. Besides, this
codeswitching could be performed with words or phrases, between sentences or
within sentences (inter- and intra-sentential codeswitching).

In both groups (control and experimental groups), classes followed the
Presentati on-Practice-Production (PPP) teaching approach. The language used in
both the control and experimental group was English (L2), except for when the
experimental group received the experimental treatment. In general, each of the
lessons that had a focus on grammar started by introducing new vocabulary explicitly

through the use of contextualization, pictures, and audio recordings (and the use of
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techniques by the teacher such as mime, gestures, drawings, use of cognates, and
others). Then adialogue (with its corresponding audio recording) was presented
which included some of the vocabulary introduced in the previous section and the
new structures to be taught in the next section. Here the new structures were taught
implicitly. In the following section, the grammar section, the new structures were
presented through example sentences and questions displayed in tables. The features
of the new structures were highlighted in bold in the course book so that |earners
could notice them. During class, | also provided an explanation to both groupsin
English, with the addition of one more explanation to the experimental group. After
concept checking, | instructed learners to complete the grammar exercises
individually, subsequently checking the answers together asaclass. Then, | had
learners do the semi-controlled oral grammar activities that followed the grammar
exercises. | walked around the classroom during this stage to provide help as needed
and took notes of learners’ mistakes. Sometimes | provided feedback on the spot, at
other times waiting until the end of the activity, depending on whether the mistake
would cause a communication disruption in the future. Finally, | administered the
posttests.

4.2.7.4 Procedure.

Each lesson for both the control and experimental group started by
administering the pretest, followed by the instruction, and then by the administration
of the posttest. There were eight lessonsin 4 weeks, 2 lessons per week, each lesson
lasting 2 hours per day. The class schedule for the experimental group was Mondays
and Wednesdays from 8:30 am. to 10:30 am. The class schedule for the control

group was on Tuesdays and Thursdays from 8:30 am. to 10:30 am. Pretests were
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not administered at the beginning of the class since it was foreseen that some students
would arrive late because they only attended these classes in the mornings and some
of them lived somewhat far from the university. So in the first 20-25 minutes, the
reading activity of the previous unit or functional language of the unit was given to
learners. Immediately after, the pretests were handed out with 8 minutes to complete
them. Then the lesson started. Both groups received each lesson in English, but the
experimental group received an additional explanation of grammar by codeswitching
with the use of the sandwich technique. At the end of the lesson, the posttests were
administered. The same amount of time as the pretest was given to the posttest.

4.2.8 Conclusion.

In previous sections of this study, | described the procedures followed to
collect the data. | started by specifying and defining the variables so that | could
select an appropriate instrument. Due to guidelines from the master’s program to
ensure research validity and reliability, | selected, after authorization from the
publisher in Ecuador, the grammar exercises from the quizzes, tests, and workbook of
an internationally recognized course book. | explained how | handled the data
collected: | standardized the scores over 10 points and explained how | selected and
used the correct statistic for inferential analysis. | described the participants in detail

and how they were invited and selected to participate in the study.
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Chapter 5: Presentation of Findings

5.1. Introduction

In this section, the results of the data analysis are presented through both
narrative and the use of figures. | attempted to present concise data obtained from the
scores of pretests, posttests, and delayed tests. Larson-Hall (2012) recommends using
a boxplot to display the range of the scores of the groups compared; therefore, |
employed IBM SPSS version 23 to obtain the boxplots. Although this software
indicated some outliers in the graphs, they were not removed from the calculations
because the conclusions arrived at from the inferential statistical analysis did not
change when outliers were removed.
5.2. Findings

5.2.1. Analysis by session.

5.2.1.1 Pretest analysis by session: control group vs experimental group.
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Figure 5.1 Pretest analysis: control group vs experimental group, session 1
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Figure 5.1 shows that in the first session of the control group, 50% of pretest
scores ranged from 2.36 to 5.56. The median was 3.89. The minimum score obtained
was 0 and the maximum score was 7.22. Asfor the pretest scores of the experimental
group, 50% of them ranged from 2.22 and 5.56. The minimum score was 0.56. The
median was 4.44. The maximum value was 8.89. A t-test not assuming homogenous
variances was calculated for comparison of the pretest scores between the control
group (M = 3.95, D = 2.09) and the experimental group (M =4.11, D = 2.10) at the
specified .05 level. The results indicated that there was no significant difference, t

(41.02) = 0.27, p=.792, d = 0.08, 95% CI [-1.08, 1.40].
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Figure 5.2 Pretest analysis: control group vs experimental group, session 2
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Figure 5.2 corresponds to session 2 and it illustrates that in the control group,
half of pretest scores ranged from 2.09 to 5.00. The median was 3.33. The lowest
score obtained was 0.00 and the highest score was 5.00. With respect to the pretest
scores of the experimental group, 50% ranged from 1.67 to 5.00. The lowest value
obtained was 0.00. The median was 3.33. The highest score was 8.33. A t-test not
assuming homogenous variances was calculated for comparison of the pretest scores
between the control group (M = 3.23, SD = 1.87) and the experimental group (M =
3.43, D = 2.6) at the specified .05 level. The results indicated that there was no

significant difference, t(29.08) = 0.26, p = .798, d = 0.09, 95% ClI [-1.40, 1.81].
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Figure 5.3 Pretest analysis: control group vs experimental group, session 3
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Figure 5.3 shows that in session 3 in the control group, 50% of pretest scores
ranged from 4.16 to 7.78. The median was 6.67. The minimum scored obtained was
2.22 and the maximum score was 8.89. As for the pretest scores of the experimental
group, 50% of them ranged from 4.44 to 7.78. The median was 5.56. The maximum
value was 10.0. The minimum value was 2.22. A t-test not assuming homogenous
variances was calculated for comparison of the pretest scores between the control
group (M = 5.74, SD = 2.33) and the experimental group (M = 5.93, D = 1.9) at the
specified .05 level. The results indicated that there was no significant difference, t

(32.90) = 0.27, p=.789, d = 0.08, 95% Cl [-1.21, 1.59].
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Figure 5.4 Pretest analysis: control group vs experimental group, session 5
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In figure 5.4, corresponding to session 5, it is illustrated that in both groups
most of the scores were 0. In the control group, there was only one score above 0,
which was 3.75. Similarly, in the experimental group there were only three scores
above zero. There was no statistically significant difference between the mean pretest
score of the control group (M = 0.63, SD = 1.37) and the mean pretest score of the
experimental group (M = 0.23, SD = 0.94) at the specified .05 level in the t-test not

assuming equal variances, t(26.53) = -0.94, p = .355, d = 0.33, 95% CI [-1.24, 0.46].
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Figure 5.5 Pretest analysis: control group vs experimental group, session 6
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Figure 5.5 illustrates that in session 6, in the control group, 50% of pretest
scores were between 1.33 and 3.33. The median was 2.67. The lowest score obtained
was 0.00 and the highest score was 6.67. Asfor the pretest scores of the experimental
group, 50% of them ranged from 0.00 to 2.67, the lowest pretest score was 0, the
median was 1.00, and the highest score was 2.67. A t-test not assuming homogenous
variances was calculated for comparison of the pretest scores between the control
group (M = 2.46, D = 1.82) and the experimental group (M = 1.24, SD = 1.11) at the
specified .05 level. The results indicated that there was a significant difference,

t(25.18) = -2.25, p = .034, d = 0.8, 95% CI [-2.33, -0.10].
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Figure 5.6 Pretest analysis: control group vs experimental group, session 7

6,00

4,00

Lesson 7 pretest scores

2,004

a0 T T
Experimertal Control

Group

Figure 5.6 displays the pretest scoresin session 7. In the control group, 75% of
pretest scores ranged from 0 to 2.50. The median was 0.42. The highest score was
5.00 and the lowest score was 0.00. In the experimental group, 50% of pretest scores
were between 0.00 and 1.67. The lowest pretest score was 0.00 and the highest was
6.67. The median was 0.00. There was no statistically significant difference at the
.05 level of the pretest scores between the control group (M = 1.18, SD = 1.61) and
the experimental group (M = 1.29, SD = 2.02) after running a t-test not assuming

homogenous variances, t(19.12) = 0.14, p = .888, d = 0.06, 95% CI [-1.49, 1.71].
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Figure 5.7 Pretest analysis: control group vs experimental group, session 8
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According to Figure 5.7, which displays the pretest scores of the control and
experimental groups in session 8, most of the scores were 0. In the experimenta
group, there was only one score above zero: 3.3. In the control group the only score
different from zero was 7.50. There was no dtatistically significant difference
between the mean pretest score of the control group (M = 0.54, SD = 2.00) and the
mean pretest score of the experimental group (M = 0.37, SD = 1.11) at the specified
.05 level after running a t-test not assuming equal variances, t(20.71) = -0.26, p =

802, d=0.10, 95% ClI [-1.52, 1.19].
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5.2.1.2 Pretest-Posttest analysis by session: control group

Figure 5.8 Pretest-posttest analysisin the control group in session 1

10,007

8,00

6,007

4,009

Lesson 1 test scores (Control group)

2,00

00 T
Pre-test scores Post-test scores

Pretest_Posttest

Figure 5.8 shows that in the first session of the control group, 50% of pretest
scores ranged from 2.36 to 5.56. The median was 3.89. The minimum score obtained
was 0 and the maximum score was 7.22. As for the posttest scores of the control
group, 50% of them ranged from 3.89 to 6.67. The median was 5.0. The maximum
value was 8.89 and the minimum value was 0.56. A Wilcoxon signed-ranks test
indicated that the posttest scores were statistically significantly higher than pretest

scores, Z = -4.07, p < .001.
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Figure 5.9 Pretest-posttest analysisin the control group in session 2
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Figure 5.9 illustrates that in session 2, 50% of pretest scores were between
2.09 and 5.00. The median was 3.33. The lowest score obtained was 0.00 and the
highest score was 5.00. As for the posttest scores of the control group, 50% of them
ranged from 5.42 to 8.33. The median was 6.67. The highest score was 10.00 and the
lowest score was 3.33. A Wilcoxon signed-ranks test indicated that the posttest

scores were statistically significantly higher than pretest scores, Z = -3.43, p = .001.
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Figure5.10 Pretest-posttest analysisin the control group in session 3

10,00 —_

8,00

&,007

4,007
36

Lesson 3 test scores {Control group)

2,00

a0 T T
Pre-test scores Post-test scores

Pretest_Posttest

As shown in Figure 5.10, in session 3, the lowest pretest score was 2.22, half
of pretest scores ranged from 4.16 to 7.78, the median was 6.67, and the highest score
was 8.89. The lowest posttest score was 3.33, half of posttest scores were between
6.39 and 9.17, the median was 7.23, and the highest score was 10.00. A Wilcoxon
signed-ranks test indicated that the posttest scores were statistically significantly

higher than pretest scores, Z = -3.05, p = .002.
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Figure5.11 Pretest-posttest analysisin the control group in session 5
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As can be seen in Figure 5.11, in session 5, most of the pretest scores were
zero. The rest of the scores were 2.50 with two scores of 3.75. In contrast, the
posttest scores ranged from zero (the lowest posttest score) to 10.00 (the highest post-
test score). Fifty percent of posttest scores were in the range between 1.56 and 10.00
with the median of 7.50. A Wilcoxon signed-ranks test indicated that the posttest

scores were statistically significantly higher than pretest scores, Z = -3.19, p = .001.
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Figure5.12 Pretest-posttest analysisin control group in session 6
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From Figure 5.12 above we can see that in session 6, the lowest pretest score
was 0.00, 50% of pretest scores showed a range between 1.33 and 3.33, the median is
2.67, and the highest score was 6.67. The lowest posttest score was 0.00, 50% of
posttest scores were between 2.67 and 7.67, the median was 4.67, and the highest
score was 10.00. A Wilcoxon signed-ranks test indicated that the posttest scores were

statistically significantly higher than pretest scores, Z =-3.08, p = .002.
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Figure5.13 Pretest-posttest analysisin the control group in session 7
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Figure 5.13 illustrates that in session 7, 75% of scores in the pretest were
between 0.00 and 2.50. The median was 0.42. The highest score was 5. After the
treatment, the posttest scores showed a range from 0.83 (the lowest posttest score) to
10.00 (the highest post-test score). Half of posttest scores were in the range between
3.33 and 8.96 with the median of 7.50. A Wilcoxon signed-ranks test indicated that
the posttest scores were statistically significantly higher than pretest scores Z = -3.06,

p=.002.
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Figure5.14 Pretest-posttest analysisin the control group in session 8
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As shown in Figure 5.14, in session 8, most of the pretest scores were 0. The
only score above 0 was 7.50. The posttest scores ranged from 0.00 (the lowest
posttest score) to 10.00 (the highest post-test score). Fifty percent of posttest scores
were between 3.33 and 9.17 with a median of 7.50. A Wilcoxon signed-ranks test
indicated that the posttest scores were statistically significantly higher than pretest

scores Z =-2.94, p = .003.
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5.2.1.3. Pretest-Posttest analysis by session: experimental group

Figure5.15 Pretest-posttest analysisin the experimental group in session 1
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Figure 5.15 illustrates that in session 1, 50% of pretest scores of the
experimental group were between 2.22 and 5.56. The median was 4.44. The lowest
score obtained was 0.56 and the highest score was 8.89. As for the posttest scores of
the experimental group, 50% of them ranged from 3.89 to 6.67. The median was
5.00. The highest score was 9.44 and the lowest score was 1.11. A Wilcoxon signed-
ranks test indicated that the posttest scores were statistically significantly higher than

pretest scores, Z=-2.91, p = .004.
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Figure5.16 Pretest-posttest analysisin the experimental group in session 2

10,001

5,00

6,00

4,007

Lesson 2 test scores (Experimental group)

2,00

Jalu]
Pre-test scores Post-test scores

As can be seen in Figure 5.16, in session 2, the pretest scores of the
experimental group ranged from 0.00 (the lowest score) to 8.33 (the highest score).
Fifty percent of pretest scores were between 1.67 and 5.00, with a median of 3.33.
After the treatment, the posttest scores showed a range from 0.00 (the lowest posttest
score) to 10.00 (the highest post-test score). Half of posttest scores were in the range
between 3.33 and 10.00 with a median of 6.67. A Wilcoxon signed-ranks test
indicated that the posttest scores were statistically significantly higher than pretest

scores, Z = -3.04, p = .002.
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Figure 5.17 Pretest-posttest analysisin the experimental group in session 3
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From Figure 5.17 above we can see that in session 3 of the experimenta
group, the lowest pretest score was 2.22, 50% of pretest scores showed a range
between 4.44 and 7.78, the median was 5.56, and the highest score is 10.0. The
lowest posttest score was 2.22, 50% of posttest scores were between 7.78 and 10.0,
the median was 7.78, and the highest score was 10.00. A Wilcoxon signed-ranks test
indicated that the posttest scores were statistically significantly higher than pretest

scores, Z = -3.49, p <.001.
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Figure 5.18 Pretest-posttest analysisin the experimental group in session 5
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As shown in Figure 5.18, in session 5 of the experimental group, there was
only one pretest score above zero: 3.75. The rest of the scores were 0.00. With
respect to the experimental group posttest scores, the lowest score was 0.00, half of
the scores were between 5.00 and 7.50, the median was 6.88, and the highest score
was 10.00. A Wilcoxon signed-ranks test indicated that the posttest scores were

statistically significantly higher than pretest scores, Z =-3.43, p = .001.
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Figure5.19 Pretest-posttest analysisin the experimental group in session 6
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In Figure 5.19 we can see that in session 6 of the experimental group, the
lowest pretest score was 0.00, 75% of pretest scores showed a range between zero and
2.50, the median was 1.00, and the highest score was 2.67. The lowest posttest score
of the experimental group was 0.00, 50% of posttest scores were between 2.50 and
6.84, the median was 4.67, and the highest score was 10.00. A Wilcoxon signed-
ranks test indicated that the posttest scores were statistically significantly higher than

pretest scores, Z =-3.19, p = .001.
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Figure 5.20 Pretest-posttest analysisin the experimental group in session 7
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Figure 5.20 illustrates that in session 7 of the experimental group, 75% of
scores were between 0.00 and 1.67. The highest score was 6.67. After the treatment,
the posttest scores showed a range from 0.00 (the lowest posttest score) to 9.17 (the
highest post-test score). Half of posttest scores were in the range between 3.33 and
8.33 with amedian of 6.67. A Wilcoxon signed-ranks test indicated that the posttest

scores were statistically significantly higher than pretest scores, Z = -2.72, p = .007.
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Figure 5.21 Pretest-posttest analysisin the experimental group in session 8
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As can be seen in Figure 5.21, which displays the pretest and posttest scores of
the experimental group in session 8, the highest pretest score was 3.33. The rest of
the pretest scores were 0.00. With respect to the posttest scores, the lowest score was
0.00, 50% of the scores were between 1.67 and 7.50, the median was 5.83, and the
highest score was 10.00. A Wilcoxon signed-ranks test indicated that the posttest

scores were statistically significantly higher than pretest scores, Z = -2.37, p = .018.
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5.2.1.4 Posttest analysis by session: control group vs experimental group

Figure 5.22 Posttest scores comparison, control group vs experimental group, session 1

10,00

8,00

6,007

4,007

Lesson 1 posttest scores

2,00

oa T T
Experimental Cantral

Group

Figure 5.22 illustrates that in session 1, the lowest posttest score of the control
group is 0.56 and the highest score was 8.89. Fifty percent of posttest scores were
between 3.89 and 6.67. The median was 5.0. With respect to the experimental group
posttest scores, the lowest score was 1.11 and the highest score was 9.44. Half of the
posttest scores were between 3.89 and 6.67. The median was 5.00. There was not a
statistically significant difference between the means posttest score of the control
group (M =5.24, SD = 1.99) and means posttest score of the experimental group (M =
539, D = 2.31) at the specified .05 level after calculating t-test not assuming

homogenous variances, t(37.16) = 0.24, p = .815, d = 0.07, 95% ClI [-1.14, 1.44].
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Figure 5.23 Posttest scores comparison, control group vs experimental group, session 2
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As can be seen in Figure 5.23, in session 2, the lowest posttest score of the
control group was 3.33 and the highest score was 10.0, half of pretest scores of the
control group ranged from 5.42 to 8.33. The median was 6.67. The minimum score
obtained in the experimental group was 0.00 and the maximum score was 10.00.
Seventy-five percent of the experimental group posttest scores ranged from 3.33 and
10.0. The median was 6.67. A t-test not assuming homogenous variances was
calculated for comparison of the pretest scores between the control group (M = 6.98,
D = 1.95) and the experimental group (M = 6.27, SD = 3.66) at the specified .05
level. The results indicated that there was no significant difference, t(24.69) = -0.70,

p=.492, d = 0.24, 95% CI [-2.79, 1.39].

88



Figure 5.24 Posttest scores comparison, control group vs experimental group, session 3
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Figure 5.24 shows the posttests scores of the control and experimental groups
in session 3. In the control group, 3.33 represented the minimum score and 10.00 the
maximum score. Fifty percent of posttest scores varied from 6.39 to 9.17. The
median was 7.23. In regard to the experimental group posttest scores, 2.22
represented the minimum score, 10.0 represents the maximum score, the median was
7.78 points, and 85% of scores vary from 7.78 to 10.0. No statistically significant
difference was found in the posttest scores at the .05 level between the control group
(M =741, SD = 2.09) and the experimental group (M = 8.04, SD = 2.08) after
calculating the t-test for unequal variances, t(36.03) = 0.95, p =. 349, d = 0.31, 95%

Cl [-0.72, 1.99].
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Figure 5.25 Posttest scores comparison, control group vs experimental group, session 5
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Figure 5.25 displays the posttests scores of the control and experimental
groups in session 5 in a boxplot. In the control group, 0.00 represented the lowest
score and 10.00 the highest score. Half of posttest scores varied from 0.00 to 10.0.
The median was 7.50. In regard with the experimental group posttest scores, 0.00
represents the lowest score, 10.0 represented the highest score, the median was 6.88
points, and 50% of scores varied from 5.00 to 7.50. No statistically significant
difference was found at the .05 level in the posttest scores between the control group
(M = 6.17, SD = 4.02) and the experimental group (M = 6.17, SD = 2.60) after
calculating the t-test for non-homogenous variances, t(25.70) = 0.00, p = 1.0, d =

0.00, 95% CI [-2.46, 2.46].
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Figure 5.26 Posttest scores comparison, control group vs experimental group, session 6
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As shown in Figure 5.26, in session 6, zero represented the minimum posttest
score of the control group while 10.00 represented the maximum posttest score. Fifty
percent of the control group posttest scores ranged from 2.67 to 7.00. The median was
4.67. As with the experimental group posttest scores, the lowest score was zero, the
highest score was 10.0, the median was 4.67 points, and 50% of scores are located
between 2.84 and 6.50. No statistically significant difference was found in the posttest
scores at the .05 level between the control group (M = 5.00, D = 2.78) and the
experimental group (M = 4.67, SD = 2.83) after calculating the t-test not assuming

homogenous variances, t(27.33) =-0.33, p=.747, d = 0.12, 95% ClI [-2.44, 1.77].
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Figure 5.27 Posttest scores comparison, control group vs experimental group, session 7
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Asillustrated in Figure 5.27, in session 7, 0.83 represented the lowest posttest
score of the control group and 10.00 represented the highest posttest score. Half of
the control group posttest scores were located between 3.33 points and 8.54 points.
The median was 7.50. With regard to the experimental group posttest scores, the
minimum score was zero, the maximum score was 9.17, the median was 6.67 points,
and half of scores varied from 3.75 and 7.92. After calculating the t-test for non-
homogenous variances, no statistically significant difference was found in the posttest
scores at the .05 level between the control group (M = 6.39, D = 3.24) and the
experimental group (M = 5.61, D = 3.12), t(20.94) = -0.59, p = .563, d = 0.25, 95%

Cl [-3.54, 1.98].
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Figure 5.28 Posttest scores comparison, control group vs experimental group, session 8
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Figure 5.28 illustrates the posttests scores of the control and experimental
groups in session 8 in a boxplot. In the control group, zero represented the lowest
score and 10.00 the highest score. Half of posttest scores varied from 3.54 to 9.17.
The median was 7.50 points. As with the experimental group posttest scores, zero
represented the lowest score, 10.0 represented the highest score, the median score was
5.83, and 50% of scores varied from 1.67 to 7.50. The comparison between the
control group posttest scores (M = 6.37, SD = 3.53) and the experimental group
posttest scores (M = 4.72, D = 3.89) by calculating the t-test not assuming
homogenous variances showed no statistically significant difference at a .05 value,

t(15.98) = -1.03, p = .319, d = 0.45, 95% Cl [-5.04, 1.75].
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5.2.2 Analysis of combined sessions.

In this section | provide an analysis of all sessions combined. Since there is
not a single final test that includes all the grammar taught in the four weeks, |
averaged all pretest scores and all posttest scores of each participant from all classes.
Hence, each score represents the mean score of the pretests (or posttests) taken by a
given participant for the four weeks. This way | obtained the combined-sessions
pretest scores of the control group, the combined-sessions pretest scores of the
experimental group, the combined-sessions posttest scores of the control group, and
the combined-sessions posttest scores of the experimental group.

5.2.2.1 Pretest analysis of combined sessions. control group vs experimental

group.

Figure 5.29 Pretest scores comparison, control group vs experimental group, combined sessions
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Figure 5.29 shows that the lowest combined-sessions pretest score of the
control group was 0.56, the highest score was 7.22, the median was 2.88, and half of
these scores were between 1.67 and 3.78. The lowest combined-sessions pretest score
of the experimental group was 0.84, the highest score was 7.78, the median was 2.64,
and half of these scores were between 2.16 and 4.37. The comparison between the
combined-sessions mean score of control group (M = 3.00, D = 1.63) and the
combined-sessions mean score of experimental group posttest scores (M = 3.30, SD =
1.86) by calculating the t-test assuming non-homogenous variances showed no
significant difference at an alphavalue of .05, t(52.17) = 0.64, p = .527, d = 0.17, 95%
Cl [-0.63, 1.22].

5.2.2.2 Pretest-posttest analysis of combined sessions: control group.

Figure 5.30 Pretest-posttest scores comparison, control group, combined sessions
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Figure 5.30 illustrates that the lowest combined-sessions pretest score of the
control group was 0.56, the highest score was 7.22, the median was 2.88, and half of
these scores were between 1.67 and 3.78. The lowest combined-sessions posttest
score of the control group was 2.22, the highest score was 10.0, the median was 6.11,
and half of these scores were between 3.75 and 7.67. A Wilcoxon Signed-Ranks Test
indicated that post-test scores were statisticaly significantly higher than pre-test
scoresZ =-4.77, p < .001.

5.2.2.3 Pretest-posttest analysis of combined sessions: experimental group.

Figure 5.31 Pretest-posttest scores comparison, experimental group, combined sessions
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Figure 5.31 shows that the lowest combined-sessions pretest score of the
experimental group was 0.84, the highest score was 7.78, the median was 2.64, and
half of these scores were between 2.16 and 4.37. The lowest combined-sessions

posttest score of the experimental group was 0.95, the highest score was 10.0, the
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median was 6.67, and half of these scores were between 5.03 and 7.99. A Wilcoxon
Signed-Ranks Test indicated that post-test scores were statistically significantly
higher than pre-test scores Z = -4.35, p < .001.

5.2.2.4 Posttest analysis of combined sessions: control group vs experimental

group.

Figure 5.32 Posttest scores comparison, control group vs experimental group, combined sessions
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Figure 5.32 illustrates that the lowest combined-sessions posttest score of the
control group was 2.22, the highest score was 10.0, the median was 6.11, and half of
these scores were between 3.75 and 7.67. The lowest combined-sessions posttest
score of the experimental group was 0.95, the highest score was 10.0, the median was
6.67, and half of these scores were between 5.03 and 7.99. The comparison between

the combined-sessions mean score of control group posttest scores (M = 5.80, D =
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2.18) and the combined-sessions mean score of experimental group posttest scores (M
= 6.25, D = 2.43) by calculating the t-test not assuming homogenous variances
showed no significant difference at an alpha value of .05, t(52.84) = 0.74, p = .461, d
=0.20, 95% ClI [-0.77, 1.67].

5.2.3 Analysis of delayed tests

Figure 5.33 Delayed test analysis, control group vs experimental group, session 9
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Figure 5.33 shows the delayed test scores of the control and experimental
groups in session 9 in a boxplot. In the control group, 1.60 represented the minimum
score and 4.60 the maximum score. Half of posttest scores were |ocated between 2.15
and 3.50. The median was 2.50 points. In respect to the experimental group delayed
test scores, 1.60 represented the lowest score, 5.80 represented the highest score, the

median score was 3.40, and 50% of scores varied from 2.30 to 3.90. The comparison
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between the control group delayed test scores (M = 2.83, SD = 1.01) and the
experimental group delayed test scores (M = 3.31, SD = 1.31) by calculating the t-test
assuming non-homogenous variances indicates no statistically significant difference at

a.05 value, 1(18.78) = 0.97, p = .344, d = 0.41, 95% CI [-0.55, 1.50].
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Chapter 6: Discussion of Findings

6.1 Introduction

The present study was designed to compare the grammar test scores between a
group of learners of English who received instruction in L2 only and a group of
learners of English who received additional grammar instruction inthe L1. Thelevel
of proficiency of the learners was pre-A1l of the CEFR. In this section, the results will
be discussed in relation to the research questions and drawing upon the theoretical
framework and previous studies.
6.2 Discussion

The first question in this study sought to determine whether pre-A1 learners of
English who receive grammar instruction using the L1 will perform better on
grammar posttests than the same type of learners who receive grammar instruction in
L2-only. Surprisingly, the results from the posttest analysis of each session revealed
that there was no difference in the mean scores of the grammar posttests between the
control group and the experimental group. In the same vein, the posttest analysis of
the combined sessions (sessions 1 to 8 combined) showed that no difference was
found between the combined-sessions posttest mean scores (i.e., the mean of the
posttest scores from all sessions in a group) from both groups. Therefore, L1
grammar instruction produced a similar effect to L2 grammar instruction in the short
term.

These results are difficult to compare with others since this study employed
the PPP approach and the structures taught were the ones provided in the
corresponding lessons of the course book. However, they are similar in that they used

the L1 asatool to teach grammar. The results of this study contrast with the studies
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of Sheen (1996) and Kupferberg and Olshtain (1996), which found that the use of the
L1 to compare differences between the L1 and L2 increased the performance of the
experimental group as compared with the control group. In Ahmadi’s (2016) study,
the use of the L1 to make a contrastive analysis between the L1 and L2 resulted in
superior performance in the experimental group in translation tasks, but no difference
was found between the experimental and control groups in the grammatical judgment
test. In addition, the methods for teaching grammar in our study were different from
the studies mentioned above. This study made use of codeswitching to teach
grammar while the studies af orementioned employed contrastive analysis. In CFFI,
learners are provided with explicit instruction on the differences between the L1 and
the L2. The codeswitching used here provided learners with explanations of rules,
meanings of forms, and use. Thus, these results may show that using codeswitching
to teach grammar may not be as effective as CFFI since the former does not draw
participants’ attention to L2 forms as intensively and extensively as the latter.

It is possible too, that participants from the experimental group became
confused when the L1 explanation was given. After providing explanations for
English possessive adjectives through the use of drawings in which people tell others
their names, | codeswitched and provided the trandations of his, her, and their. |
noted confusion on some of the participants’ faces. After asking those participants
concept questions, they demonstrated how to use those words. However, it cannot be
known whether the participants recurred to their declarative or procedural memory
when completing the grammar test since they had received both implicit and explicit
instruction. A similar explanation was provided by Ahmadi (2016), who believed that

reasoning processes involved in the contrastive analysis of the progressive structures
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confused her participants, who did not perform aswell as participants from the control
group did.

An additional possible explanation could be that the participants had a higher
level of proficiency. However, all participants took avalid test that placed them at
levels 1A or 1B. Therefore, they could be considered homogeneous in terms of
proficiency. In addition, although most of the participants (47 out of 71) were placed
at level 1B but received instruction for students at level 1A, the pretest analysis of
each session revealed no difference in the mean scores between control group and
experimental group, except for session 6 in which the mean scores of the control
group were significantly higher than the experimental group. However, in the pretest
analysis of the combined sessions (analysis of all sessions, from 1 to 8 combined), no
significant difference was found in the combined-sessions pretest mean scores (i.e.,
the mean of the pretest scores from all sessions in a group) between both groups. In
other words, the participants from both groups had the same general level of
knowledge before instruction during the experiment.

Ahmadi (2016) suggested that other learner differences could have affected
the resultsin her study, in particular, the participants’ learning styles. She argued that
some in the experimental group might have had a preference for a holistic learning
style, which was not the most suitable strategy to deal with the analytical processes
involved in comparing the L1 and the L2 and making translations. We might surmise
that this was not the case in our study. First, the participants’ differences were
distributed between the control and experimental group by random allocation.
Second, both groups were provided with implicit and explicit instruction of grammar

and no tranglation exercises were given. However, more emphasis and time were
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devoted to explicit grammar instruction, and holistic style learners may not have had
enough instruction. In addition, it is possible that learners who attended the sessions
had diverse learning styles since they continued attending classes despite the
pressures from their pre-university assignments. This might reflect that some of them
did not have serious difficultiesin their pre-university course due to their learning
habits and styles, which would in contrast with the mgjority of students from the pre-
university course. This possible characteristic of some learners may have caused their
performance to be unaffected by the type of grammar instruction.

Another participants’ characteristic that could have affected the results was
motivation. In contrast with classesin which the participants are not assigned to
either acontrol group or an experimental group because they are students enrolled in a
formal educational institution and such alocations are not logistically feasible, the
participants in our study voluntarily elected to attend the research sessionsin their
available time despite the fact that they also had homework from their pre-university
courses. Thus, it is possible that the participants were intrinsically motivated to learn
English. This could have rendered the type of grammar instruction less significant,
since participants would direct their efforts and attention to learning as much English
as possible whether instruction was delivered completely in the L2 or with
codeswitching. On the other hand, there is also the possibility that, because
participants were not engaged in formal English classes, but attended voluntarily, they
perceived no negative consequence in their lives (such as passing or failing a course)
if they scored low on the tests, and therefore did not devote their best efforts.

Another possible explanation of the resultsis that learners from the

experimental group did not learn as expected because they were not at the appropriate
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developmental sequence that precedes the teaching of the new structures, as the
teachability hypothesis predicts (Pienemann, 1984; as cited in Ur, 2011). In addition,
the goal of using the L1 was to provide learners with an understanding of the form,
meaning, and use of the grammar item. Understanding does not lead to acquisition.
According to the skill theory (Johnson, 1996; Dekeyser, 1998, 2007; as cited in Ur,
2011), the provision of practice would allow learners to make progressin their L2
development. Unfortunately, participants from both groups did not have enough
practice after the sessions in the form of homework. The reason was that it was not
possible to control for the use of dictionaries by participants from the control group.
Therefore, thislack of additional exposure and practice outside the classroom may
have prevented learners from being ready for learning the new structures and the
potential benefit of L1 grammar instruction never occurred.

In addition, it may be the case that both methods of instruction were effective.
The monolingual approach may produce the same resultsin L2 grammar learning asa
bilingual approach that makes use of codeswitching techniques. Perhaps the material
and teaching pedagogy contributed to the success of L2-only teaching. The activities
included in the course book may have been sufficiently meaningful and
communicative and thus conducive to grammar learning for these particular
participants. It also may be the case that the lessons were appropriately planned and
delivered due to the training and experience of the teacher (the researcher) in teaching
monolingually inthe L2. By using various L2 monolingual approaches and
techniques to teach grammar such asimplicit and explicit teaching, dialogues,
consciousness-raising (highlighting the target structures), use of charts, and drawings,

the teacher may have helped participants learn the target structures as well asif they
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were taught in their L1. The teacher is also a native speaker of Spanish and has gone
through the same English language learning pathway, and this could have contributed
to the way lessons were prepared and taught. The control group’s learning
achievement is corroborated by the results of the pretest/posttest analysis, which
shows that posttest scores considerably increased in each session in relation to pretest
scores.

The second question in this study sought to determine whether pre-A1l learners
of English who receive grammar instruction in their L1 will perform better on delayed
grammar posttests than the same type of learners who receive grammar instruction in
L2-only. Similar to theimmediate posttest analysis of each session and combined
sessions, the results from the delayed test analysis indicate that there was no
difference in the mean scores of the delayed grammar tests between the control group
and the experimental group. Hence, grammar instruction in the L1 produced a similar
effect to grammar instruction in L2-only in the mid-term.

This outcome is difficult to compare with that of Kupferberg and Olshtain
(1996). In their study, they administered a posttest three months after instruction.
Their results revealed that learners who received Contrastive Linguistic Input (CLI1)
performed better on the delayed task than learners who received only comprehensible
input implicitly. In our study, the delayed test was administered two weeks after
instruction, that is, it measured a mid-term effect. However, a comparison can be
made with the results of the study of Kupferberg and Olshtain (1996), in which not
only were immediate and delayed posttest scores from the experimental group
superior to the control one, but aso the immediate and delayed posttest scores of the

experimental group were similar to each other. This leads to the assumption that the
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mid-term scoresin their study could have been similar to both the immediate and
delayed posttests. Thus, the results of our study may be different from that of
Kupferberg and Olshtain (1996) since the immediate and 2-week posttest scores of the
experimental group were significantly different from each other.

A possible explanation of this result might be, first, the lack of feedback on the
immediate posttests, and second, the lack of exposure and practice outside the
classroom. Due to limitations explained in the methodology section above, it was
expected that some participants would not arrive in class on time, as indeed happened.
When the initial reading activity was over, there was not sufficient time to provide
participants feedback on their previous posttests since the pretest for the next lesson
had to be administered; otherwise, there would not have enough time for the treatment
and posttests to be administered in about 1 hour and thirty minutes. In addition, as
explained before, no homework was assigned in order to limit the use of bilingual
dictionaries by the control group in their homes. This prevented both groups from
additional input and output opportunities that might have produced a mid-term effect
in the acquisition of L2 forms.

The results suggest some pedagogical implications that will inform teachers
and stakeholders. Teachers may not feel embarrassed when usingtheLlina
judicious way as explained here. They would have available a wider range of
activities to incorporate in the classroom that make use of the L1 such as contrastive
analysisof the L1 and L2, bilingual tranglations, bilingual semi-communicative drills,
and others. Teachers could be confident that their teaching practices are based on
theoretical developments and scientific research and will be able to discuss them with

other practitioners, parents, and the community.
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In addition, the findings have socio-cultural implications. The native language
of the learners would be valued and be regarded, not as interference, but as a
mediating tool in the performance of L2 learning tasks. The inclusion of the learners’
own language will also reaffirm their identities and facilitate their development
towards a multicultural and multicompetent individual. Codeswitching will no longer
be seen as an aberration but as a normal practice of bi/multilingual speakers.

Finally, the outcomes of this study possess implications for the design of
guidelines and policies for educational institutions. Principals, administrators, and
government officials need not prohibit the L1 in the L2 classroom but may promote a
pedagogy that maximizes L2 use in which codeswitching is simply a complementary
instrument in such attainment. However, it will be up to them to decide which
bilingual approach among the ones explained above will be implemented in their

educational ingtitutions or systems.
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Chapter 7: Conclusion
7.1 Summary of the Findings and Relationship to Questions

The findings of this investigation show that the immediate and mid-term effect
of teaching pre-Al learners English grammar through the use of the learners’ L1 has
no superior effect on grammar tests as compared with a pedagogy that makes
exclusive use of the L2. The results of this research also suggest that using the L1 to
teach L2 grammar has no detrimental effect, and thus, such practice should not be
excluded from the L2 classroom. However, this does not mean that the L1 should be
used arbitrarily, but rather along with the L2 in avariety of bilingual techniquesin
order to promote maximal exposure to and production of the L2. The results also
suggest that it may not always be necessary to use bilingual techniques for L2
instruction, especially as students make progress in their learning.

7.2 Limitations of the Study

This study explored the research questions in a classroom context and used
pedagogical materials accordingly. However, an experimental design was adopted in
which there was a selection of participants by their level of proficiency (pre-Al
learners), random allocation of participants to control and experimental groups,
control for instruction, asingle teacher, and valid and reliable tests.

The major limitation of this study was the sample size, which was affected by
the increase of participant mortality throughout the study. The participants were not
taken from intact classes. Instead, they voluntarily participated by signing the IFC.
They were students enrolled in the pre-university courses from the afternoon and

evening shift. So, according to the IFC, they could stop attending sessions whenever
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they wished and without penalty. The pressure of passing the pre-university course
may have caused several participants to drop out of the experiment.

Another limitation, derived from the previous one, isthat participants were not
selected from intact classes. Perhaps participants did not put as much effort in
obtaining good scores asif they were in an official English language class at the
university, which they would have to passin order to be promoted to the next term.
In addition, although | attempted to provide typical classroom conditions as much as
possible, there were aspects that could not be replicated such as the practice of
activities that make use of the four skills, the provision of feedback on tests, and the
assignment of homework.

Caution should be taken when extrapolating the results to other contexts and
types of learners as well as to other types of language structures. All participants
were high school graduates that had passed the exam to be considered for admission
to higher education. Thereisthe possibility that they wereintrinsically motivated to
learn English and had at their disposal a variety of learning styles. The mgjority had
attended state high schools for six years and their level of proficiency was at the pre-
Allevel of the CEFR. Lastly, it should also be noted that the grammatical items
taught corresponded to the early stages of language learning and the results may not
be generalized to more complex structures.

7.3 Future Directions and Further Areasfor Research

This study was one of afew that have attempted to determine whether there
exists an effect between grammar instruction that makes use of the L1 and learning of
new structures. The investigation took place in a classroom context within a

communicative approach that maximized the use of the L2. The findings indicated
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that both a monolingual approach and a bilingual approach to grammar teaching
produced similar results. Pedagogical and socio-cultural implications have been
suggested as well asimplications for the design of educational guidelines and
policies.

Further research should replicate the study with alarger sample and at the
beginning of the term to find out if similar results are obtained. It would also be of
interest to ascertain the long-term effects of bilingual instruction through longitudinal
studies. A mixed-method approach could also provide insights regarding the learners’
mental processes and opinions during bilingual and monolingual instruction of
grammar. Another possible area of future research could investigate the effect of
bilingual grammar instruction on the accuracy of oral production. Finaly, further
research could focus on young learners that have never received aforeign language

|esson.
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Appendices
Appendix A

Pretests and Posttests

Unit 1. LessonA. Student’s code number: Date:

Complete the sentences. Use am, is, or are, and her, his, my, our, your,
or their, Use capital letters where needed.

1. Hector an actor, 5 last name Keyes.
1
2. Aland Yuka Z classmates. last names
—_—
Smith and Tanaka.
3. Ms.Cho a teacher. | . in x class.
SN
4. We students. names Ed and Ava.
0 m iF]
5 | Matt. last name Simon.
3 ] i
6. Hi! You in my class. What name?
16 17 18
B 118 paints (1 point each)
Unit1. LessonC. Student’s code number: Date:

Look atthe pictures and the example. Write yes / no questions with be.
Then answer the questions with a short answer and a statement.

1. Mike/ an aclor 3. you/ aleacher
? % 4
1 1 4
2 2 ]
3 3 [

/1 9 points (1 point each)
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Unit 2. Lesson A. Group # Pre-test 0 Post-test 1

Student’s code number: Date:

A Read the example. Rewrite each sentence with we, you, or they and the
correct nationality. Use contractions.

1. Pedro and Celia are from Chile. They're Chilean.

. Victor and | are from Brazil.

. Nikos and Anna are from Greece.
. You and Omar are from Turkey.

. Keiko and | are from Japan.

(= T S T I ]

. Kate and Mike are from Britain.

110 points (2 points each)

B  Match the questions and answers.

1. Where are you from? a. Acel@ecup.org
2. What's your nationality? b. Thailand.
3. What's your number? c. Thai.
4. What's your email? d. 777-555-1232.
1 4 points (1 point each)
Unit 2. LessonC. Group # Pre-test Post-test O
Student’s code number: _ Date:

A Complete each conversation with the correct question from the box.

How old are they? Who are they?
How old is your daughter? Wha's that?

1. A,

B. They're my parents.
2. A:

B: They're 55 and 54.
3. A:

B: That's my husband.
4. A:

B: She's 14 years old.

1 4 points (1 point each)
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A

Unit 3. Lesson A. Group # Pre-test ] Post-test 1

Student’s code number: Date:

Look at the pictures. Complete the conversations. Use this, that, these, those,
and the correct present forms of be.

i
9

English-Spanish

Spanish-English n ] n
A=z . X e o
4 \
A: What ? 3. A: What ?
3
B: B
4
A: What : ? 4. A: What 3 ?
B: B
2 [:]
1 12 points (2 points each)
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Unit3. LessonC. Group # Pre-test OO Post-test O
Student's code number: [hate:

A Look atthe pictures. Complete the questions with Whose. Then check () all the
possible answers.

Junmy
thisf & - those!
1'% Sams, ] Theeyre Eheies,
In's his. C1 W% heri,
| They'ne Rirs. "] Thesrne bhers,
1 It his sweater, % het
] s hess, ] Theey're yoairs.
] s guf seeaten [ 1 They'ne penny's

B and Meg ma
- g ihesel 4 __that!
] They're ours. 0 's et my coat.
[0 They're our bags. [ s mat me.
[ They're (heirs. [] 's mat mime
[ Thisy™e (heir haps. [] It's mor my scast
| They're Bill and Meg's bogs. ] 'S mOL oS,
] Theyre Bill and Meg's. ] r's ours.

{ 13 points (1 point each)
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Unit4. LessonA. Group # Pre-test O Post-test T
Student's code number: _ Date:

& Complete the text with the simple present form of the verbs in parenthesis.

| _ (nat [ have} a car.

I _ -  {take) the train to work

My wife {not [ take) the train. Her §
friend _ {have) a car, and she
{drive) 1o work, S0 my wife

{go} to weork in her friend's car.

E
Qur children Amanda and Breti

(take) the bus to school. And they

&
(ride) their bikes 1o their friends’ houses. Our daughter Lisa

walk) 1o school.

k]

Qur son jerry Is 24, and he
(not / go} to school. He (hawve) a

motorcycle, and be (ride) it 1o work

{12 points (1 point each]
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Unit 4. LessonC. Group # Pre-test T Posttest T
Student's code number. _ Date:

A Look atthe pictures. Virite yes/no questionswith do or does. Then answer the
questicns with a short answer.

700 Sunday evenings

1. he fgelup / 700 2. they [ read the news [ Sunday evenings

s 7 Az ?
B: B -

marning midnight
3. she [ go to school / afterncan 4. he ! cook dinner f midnight
- H ) F.1

112 points {2 points each question, 1 point each short answery
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Appendix B

The Placement Test

photo

Copyright © Cambridpe University Press 2011

Section I: Listening

Situation I: Alex is asking Susan how she gets to school
1. Susan ___ on Mondays and Wednesdays
a
b take: ain

¢ takes the bus
d. taltes the subway

Situation 2: Linda is asking Mare about his vacation in China,
2. Mare__in China.
4, went to n festival
b. tock a lot of pictores
¢, bought souvenirs
. took & tour of Beijing
Situgtion 3: Jocy and Emma are talking on the phone about the weather and travel plans,

2. Emma says that

't like Paris in the spring
udy in Parie right now

¢, Paris i usually rainy in the spring
d. Joey can't visit hor in May

Sitwation 4: Dave and Melanie are talking about a recent change in Melanies life.

4. Melanie __.

8. never graduated from college

c to try something ne

d. doesn't have much free time

6. Dave thinks Melanie __.

. can't learn to play an instrument

. might teach at Skip's Music
shouldn't take guitar lessons

. should eall his Triend Gary

ap e

Situntion 5: Allen is asking Julie about her travel experiences.

6. Julicsays__ is one of the most pepular places to visit in Australia.
a. the Sydney Opera House
b. Ayers Rock
¢ Sydney
d. Alice Springs
7. Julie __.
a, is traveling to Auvstralin pext summer
b. will go to the Sydney Opern House
¢ hasn’t visited Ayers Rock
d. has never been to Australia

Now go on to page 4.

Objective Placement Test C
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Situation 6: Kyle is talking to Sarah about his brother Alec
B. Alec

a, contacted Kyle about a problem
b. hasn't dropped by for two weeks
c. Is going to watch a movie
d. is worried about his friend
9. Kyle__.
a. doesn't think Alec is busy
b, has done something Lo upset Alec
¢ doesn't want to talk to Alec
d. may goto a mevie with Alee

Situation 7: Michael is telling Paula about something that happened to him,

10. Michael ___,
a. didn't bring his glasses on vacation
b, drove the car that they had rented
¢ took a tour of lucal sights
d. didn't get much time to relax

11. Keith was__.
@, upset
b. relaxed

¢ unfortunate
d. flexible

12. Paula says that .

a. Michae! and Keith should have rolaxed more

b, Keith should have been upset about driving

¢ Michael and Keith could have taken a tour of the local sights

d. Michael should have put hiz glasses in his bag
S‘uuarr'or: &: John and Lara are talking about a concert.
13. Lara didn't go to the coneert beeause __,

a. she didn't have any tickets

b. it rained the day of the concort

c. ghe attended a family party

d. her friend Maggic wanted the tickets

14, John __,
@. is going to next week's concert
b. heard good things about the eoncert
¢, will be getling concert tickets
d. saw the concert last Sunday
16, One of the band members ___.
a. won't be playing next weel
b. was seriously injured
¢. fell down beeause of the rain
d. was not taken to the hospital

This is the end of the Listening section of Objective Placement Test C.

Now go on to page 5 and begin the Reading section.

Objective Placement Test C
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Section II: Reading

In this section, you will read some passages and answer gquestions about them. Choose the word or
words that best complete the sentence. For each item, fill in your answer on the answer sheet. You
will have 15 minutes te complete this section.

Passage I What Do You Do After School?

MICHELLE: [ have classes Monday through Friday. On Mondsy, Wednesday, and Friday, [ always
work at the mall in the afterncon. Then on Monday and Wednesday, [ often eat dinner with my
parents at home and study at night. But on Friday, I eat out with friends and then hang out at a
club. On Tuesday and Thursday, I usually go swimming after school and eat dinner at home.

16. Michelle on Friday,
a. eats dinner at home
b. hangs out at a club
¢, goes swimming
d, studies in the evening

Passage 2; An Email, Subject: Vacation in Ecuador!
Dear Carrie,

I am on vacation with my friend Ken in Ecuador. Last week, we tock a tour of the Galdpagos

Islands. We saw many interesting animals. It was great! This week, we are in Quite. Our hotel is

in Old Town. Yesterday, we walked around the city and took some pictures. We went to a music

festival and listened to o band play Sanjuanito musie. It was fun. Last night, we ate some ceviche.

It was delicious! Tomorrow, we are going to visit the museums in Old Town, Next week, we are

going to shop in the famous markets in Otavalo. I am going to buy a souvenir for you. Ilove &
vacations! 3

Allen

17, Allen .

a. is going to visit the markets in Otavalo
b. is staying at a friend's hovse in Quite
e, is visiting the Galdpngos Islands now
d. didn't take any pictures of Quito

Fassage 3: How Can You Get Enough Sleep?

Sleep iz very important for good health. Doctor Todd Simaon says that most Americans don't get
enough sleep. They only get abouot six hours of sleep every night, but they need seven or eight
hours. Dr. Simon told us how he gets enough sleep. He said, “I don't usually stay out late, I don't
read, wateh TV, or use electronies, such as my computer or cell phone, right before bedtime. I never
drink coffee at night. T go 1o bed at the same time almost every night. At about 11:00 p.m., I turn
off the lights and relax. [ sleep for seven or eight hours every night. I'm a healthy person, and I
have a lot of energy. I think this is beeause I have good sleeping habits.”

18, The article says that Dr. Simen __,

. thinks six hours iz enough sleep for pood health
. poes to bed at a different time every night

. thinks that he has good sleeping habits

d. usually reads a book before he goes to bed

Now go on to page 6.
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Passage 4: Regpie's Restaurant Review: Debbie's Diner

Debbie’s Diner is an old, traditional place in the downtown area. It has fantastic dinners and the
most delicious desserts! It's a busy restaurant on a corner near the movie theaters. Last Saturday
night, I saw a movie with my friends Kristin, Lisa, and Mark, Then we went to Debbie's Diner to
have desaert. It was amazing! Kristin ate cheesceake, and [ did, too. Lisa ate some fruit. Mark had
the apple pie and some coffee. All of the food was delicious. The restaurant was very busy, but the
waitresses were fast and friendly. The owner, Fete, was very nice, too. We had a great night, We
may go again next week to try their homemade ice eream. You should try this excellent restaurant.
You will love their desseris!

19, Reggie and hiz friends went to Debbie’s Diner to __.
a. have dessert
b. ecatdicner
e. drink seme coffee
d. try the ice cream
20, Kristinhad __.
a. some coffee
b. some fruit
c. apple pie
d. cheesccake

Passage &: Life After College

My sister Kim is graduating from college next month. Right now, she is leoking for a job as a
nurse. She hopes to work for a hospital that helps children withoul much money, When she was
a child, she used to feel sad when she heard about children who were sick and didn't get medical
help because they didn't have enough money. Une time when she was 10 years old, our family
was watching the news on TV, Kim saw a report about a young boy who was very sick and had no
doctor. She ran to her bedroom and criad. She really wants to help peaple whe don't have enough
money ta see a doctor.

Now she is very passicnate about her career, but she hasn't always been this way. For several
ygars after high school, she had many different jobs. She wasn't very happy at those jobs, but she
wasn't confident enough to do anything different in her Iife. Then one day, she got sick and went
1o the hospital. At the hospital, she met a very nice nurse. They became friends and talked often.
Her friend helped her decide to go to college. When Kim took her fivst biology class, suddenty
everything changed. She became a very serious student and decided to beeomne a nurse. She is
determined to find her dream job, and I think she will get it beecanse she is intelligent and caring,

21. When Kim was 10 years old, she __.
a. worked at a hospital for sick children
b. didn't have enough money to sec a doctor
¢ didn't want to wateh the news on TV
d. saw n report about a young boy wha was sick
22, Kim has __,
always been passionate aboul her jobs
. had many different jobs

found her dream job
already finished college

peop

Now go on to page 7,
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Pagsage 6: My Dream Home

If1 conld live anywhere I wanted, I would have a small apartment in downtown London, [ have
lived by mysel{in a neighberheod outside of London for two years, but [ work downtown. I den't
have a ear, g0 I spend a lot of time taking public transportation going to and from my job. It would
be more convenient to live closer to work, Being downtown would also be convenient because [
could walk to the library, gym, or supermarket,

It would be great to live downtown beeause I am a young, single man who likes to go out a lat with
my friends on the weekends, It's fashionable to live downtown, so a lot of young, single peopla live
there. I could stay out late and go dancing at a club without worrying ebout how to get home. If
1 lived downtown, I eould walk to the theater and see a play. I could easily go to an art or history
muzeum downtown, too. Because [ usually hang out with my friends at a restaurant or club, 1
don'’t entertain much at home. That means I wouldn't need to have a very big place. I also don't
eook at home a lot, so it weuld be helpfil to be elose to many different restaurants. If I had a small
apartment, I wouldn't spend much time cleaning it, either. Living in a small place downtown
would definitely make my life easier!
23, The author wants to move beeause ha __,

a. wants to be closer to public transportation

b. would like to live near his job

. has lived by himsell for two years

d. wants to live in a better neiphborhood
24, The author is a young man who ___,

a. likes to entertsin his friends at home

b. doesn’t like to go to museums

¢, likes to go to the theater to see plays

d. would like a big apartment downtown

Now go on to page 8.
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[68]

Passage 7: Kevin's Basketball Blog

I love watching basketball. Yesterday, at the last minute, my friend Joe invited me sec the local
basketball team, the Vipers, play. Joe is a real Vipers fan and goes to their games as often as he
can. When they aren't playing in town, he watches their games at home on TV, Last night wae the
first time I saw a live basketball game that wasn't on TV. It was great!

The Vipers were playing the Hornets at the town stadium. The tickets cost $30, but [ didn't

care. I really enjoyed the game, IF T watched the game on TV at home, I wouldn't have the same
experience, It was more exciting at the stadium. Before we got there, Joo reminded me to expect a
lot of noise, but | had no idea how noisy it wouold be, The fans were really enthusiastic, and it got
pretty loud. Every time the Vipers scored, the fans played music and screamed.

Fortunately, the Vipers played extremely well and won the game by 26 peints. We were really
happy that the Vipers won, but it would have been great to see a more competitive game, with
closer scores, It would have been more exciting! The Hornets just dida’t play very well Inst night.
For sxample, Johnson, one of the Hornets' players, tried to score several times, but he missed the
basket every time. FHe's only been playing for one year, so he doesn’t have a lot of experience. It was
amazing ta be in the stadium, but the game could have been better.

25, Joe .
&, was invited by Kevin to go to a basketball gome
b. often goes to Vipers' games when they are in town
c. saw his first live Vipers' game lnst night
d. thinks the Hornats are a great team

26. Kevin says that __.
4. the stadium was much too noisy
b. he didn't want to spend $30 for the ticket @
¢ going toa live game was very exciling
d. it was the same ns seeing the game on TV

27, Kovin says that ___.
a. the final score wasn't very close

3 b. Johnson is an experienced player E:

¢ last night's game was very competitive .
d. the Hornets played extremely well

Now go on: Lo page 9.
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[671
Passage & How Modern Technology Has Changed Education
New technologies developed over the last 20 or 30 years have changed the way people study and
take classes. Traditionally, university students have always taken classes by registering for a class
and then attending the class in a classroom, There, they listen to the professor, take notes, ask and
answer questions, and have face-to-face di ions with cl tes. Nowadays, however, more
and more students are taking classes online. They don't go to a physical classroom. All of their
interactions with the teacher and classmates take place online, As with most new things, there are
good things about this style of education, but there are also prablems.
On the good side, online classes make it possible for more people to study. It's cheaper and easier
to take 4 class at home in front of the computer than to attend a traditional university class.
Technology has made it ensy to access and share information, Students can use the Internet to
do research and write papers. More and more books and professional articles are now availabie
online. When students need a library bool, they can check onling ta see if it is available.
But, there are problems with online classes, Some people say that class discussions online are not
as effective as those in a "real” classroom, Talking online is not the same as meoting face-to-face.
Others say that there's almest tos much information on the Internet — some of it good, but much
of it not very reliable. Online classes may not offer students enough advice as they do research. In
conclusion, online classes are convenient, but we need to make sure that the quality of education
they offer is as good as that of a traditional class.
28. The main idea of the article is that __,
a. there are good and bad things about online clazses
b, online classes offer more pecple a chance to study
¢ online classes are not e good as traditionol classes
d. universities no longer need to offer traditional classes
29. The article says that nowadays students __.
a. don't have to use libraries for research anymore
b. can access a lot of information on the Internet
¢. can't ask the teacher guestions in an online cinss
d. can find books but not professional erticles online
- €
'i 30, According to the article, a possible problem with online classes iz that __,
g n. there's no opportunity for class discussions
5 b. they are too expensive [or most students
E‘ €, they make it too convenient for people to study
d, some information on the Internet isn't rolinble
- Now go on to page 10 and begin the Longuage Use section.
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Section lll: Language Use

In this section, you will answer questions about the use of English. Chonse the word or words that
best comiplets the sentence. For each item, fill in your answer on the answer sheet. You will have
10 minutes to complete this section
81. My brother __ early on weekdays.
a. getup
b. gets up
¢, don't get up
d. mot get up
32, ___ they eating out at the mall?
a ls
b. Do
c. Are
d. Docs
33. Melissa ___ the subway to work yesterday.
a. took
b, taking
c. take
d. takes
A:What __ like?

B: She is generous.

4.

. does she fook
. does she
would she

is she

o oe

35. There __ dishes in the sink.
a. aren't any
€ b. ‘s some
e isn't any
d. aron’t some
36. Ilove summer It's ___ spring,
a. hotter that
b. maore hot that
¢. hotter than
d. hot than
37, He ___ the muscum on Oak Strest.
a. haven't visited
b. has never visit
¢, s never viaited
d. have not visit

Now go on to page 11,
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38, A:1like hanging out with

. I am, too
. Neither do ]
Neither am |
. Tdo, too
39,
a. takes
b, took
¢ has taken
d. was taking
40, His friends are people ___
2. thet likes
b, who like
e. who they like
d. which like

41. M

a. has gone
b, doesn't go
¢, went

d. iz going

[69]

friends.

If she has a headache, she a nap.

to go dancing on weekends.

y family __ camping last summer.

42, A: How long ___ in hiz house?

B:___ 2009.
a. does he live / For
b, hns he lived / Since
¢. has he lived / For
d. did he live / Since

&3, they  the bus, they

a. may take / will be
b, takes / might be
¢ could take / are
d. take/will be

photo

a. were created
. created

. was created

. are created

= -

45

o

a. doesn't have
b. had better not
¢ ought

d. must not

Mow to go on to page 12,
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__late for the party.

. This purse ___ by a famous designer,

A:Is she getting a viza to travel tomorrow?
BE: No. She ___ to get one because she already has one,
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46, your car recently?
a. Will you drive
b. Have you driven
¢. Do you drive

47. Ifwe __ more moncy, we _ 4 New car,
a. would have / would buy
b. will have /'d buy
¢. have / buy
o, had/ wooald buy

48, Our teacher advised us __ a dictionary doring the exam.
a, not use
b. dow't use
c. not to use
d. to use not
49, A: Oh, no! Where is my bag? It's not here!
B: Maybe it's at home, or you ___ have lost it.
a. should
b, must not
c, could
ol might not

50. She is in a meeting this morning. She ____ calls this afterncon,

a. will be taking
b. has been taking
e. doesn't take

d. was taking

END OF TEST
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Appendix C

Authorization from the Dean of the Business Faculty

Quevedo, 29 de diciembre de 2016

Sefior

Ing. Washington Carrefio Rodriguez, Msc.
Decano

Facultad de Ciencias Empresariales
Universidad Técnica Estatal de Quevedo

Ciudad.-

De mis consideraciones.

Debido a que dentro del proceso de elaboracion de tesis de la maestria en ensefianza del
Idioma Inglés que estoy llevando a cabo, debo dar clases para recopilar informacidn sobre el
desempefio de los estudiantes gue voluntarizmente han aceptado participar, muy
cordiaimente me dirijo & usted para solicitar en calidad de préstamo el aula 3.05 ubicada en &l
tercer piso de la Facultad de Ciendias Empresariales desde el 04 de enero de 2017 hasta el
viernes 10 de marzo de 2017, en horario de 8:30 a 10:30 a.m

Mi persona se comprometerfa a dejar limpia el aula y en las mismas condiciones en gue las

recibiria
€

Con sentimientos de distinguida consideracion, me suscribo.

Atentamente,

Econ. Manuel Morales Haz
Coordinador de los Cursos de Nivelacién en Horario Vespertine

C.1.: 0915243550

133




Appendix D

Authorization Letter from the Coordinator of the Pre-univer sity Department

' 4
L ADMISION_ @

XY ADMISION | Gt e owcitn J LBk

Quevedo, 27 de diciembre de 2016

Estimados Docentes
Unidad de Admisiin y Nivelacidn
Universidad Técnica Estatal de Quevedo

Ciudad.-
D mis consideraciones;

Por medio de la presente comunico a ustedes que el Eeon, Manuel Morales Se encuentra auterizado por
este despacho pra ingresar o los cursos de nivelecion para dnvitar o los estudiantes o purticipar

volunariamente 8 i eStudio de investigacitn como parte de su tesis de maestria,

Con i o5 dedistinguida consideracitn, me suscribo.

Ledo, Harold. : .ol}lar Terdn, Msc.,
Coordinador de la Unidad de Admisién y Nivelacién

Teléfonos: 593-05 )2757-463/2750-3204352-534. Casilla Quevedn 73

Quevedo -Los RI ito. Domingo
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Appendix E

I nformed Consent Forms

Carts de Consertimiento Informado pars Adutbos
L= Unided de Admisidn y Registro o= i Universidad Tamice Estetad de Queveda
Oueveda, Dicembre 27, 2015,
Estimadn Sefior/SeforSafionit:

Usted he sido imiteda & prticpar en un proyects de imiestimscan @ ser Beveds @ c2ba por &1 sefor Manus!
Marsles, de la Unided de Admision y Registro de ia Universided Tecnice Estetal de Cueveda. Bl estudia
inama comparar =i efecto en &l sprendissje de fa gramatice ingless entre un QUrsd Que MBGE USD SNCHUSNO
o ingmias  otno cursa &n el ousl tanto &) ingids coma &l aspeficl s utifizan pars i ensefanze da b Eramatice.

5i usted moepta participer, usted derd un swamen de ubiCEGON pars halier o nnel de ingies. i usted poses
un mivel de inEias pre A1 del Marco Comdn Suroped de Referancs gare s lenposs (MOERL]L usted sers
sleatorizmente asEned0 YR SSN 3 UN ETUP0 expenimental 0 @ un Erupo de control. Bl grupo experimentad
recitird = ensafanza swperimentsl jenssfEnzs de = pramatics wtilicando o1 ingids v el espafall pero =
Erupo de contral no be recipind jersefancs de fm pramatics utifizendo ewcushamente e ingies].  Los
participantes de mmbOs Erupds rechbirin cads semana dos leociones de dos horas de duracidn cads una ¥ por
un ToTal de ouatrg semmnas. DETEN UNE DrushE BODEs y dsspuss de omds beoidn Se tomars un ewsmen finel

dos samanms dmsposs de fa cusrts samans sn fossmane sets A s participantes scgnadas &l Frupa de
contrai s= e safictars que na usen & idioms mgomfiol mn e mum. Debido @ consideracanes Sticas, = Erupa
de contral esisticd & ocho Secdiones mdicionmles joustra por semans| en dos samanas despuss del ditima
mwamen con &l propdsita de gue reciten fa ensafanze enperimantal tembien. Par o tanta, e astudio dursrs
siste samames pars pers &l prupo sxpariments] y nusve ssmanss pars &l Frupo de control Mo be sssruramos
que usted sers asgnada ya se= = Erupo experimentad o al Zrupd de control. Ademss, sNpressmaos que nd
EErantizamos que usted se beneficiars de este sstudio  QUe NiNgUNE COMpensaGan O dinerg se ofrece.

Cusiquier informecion proporconads por usbed en relacion & este estudio parmenecsrs condidencsl  Sus
nombres no Serdn CONDGAAS ¥ NG SETEN MOstradas n kos evEmenss ya gque se utilzansn numeros en luger de
sus nombres. Todos los remistros del estudio se mantendran &n un archivedar cerreda con leve en e Unided
de Admision y Registro de k2 Uniersided Temice Estatsl de Queveds por cinoo alas § emancss sersn
destriidos.  Sommente = investizador tendrd scomso =l informad Estm informacian obtenids del estudio
sers utifizads pars intormac = lag mtoridades de = Unipsrsided Tectics Estetal de Quevedo pats tomac
dedisiones con respecto = da ensefanca osi idioma ingies. Estos registros pueden ser solimente revelsdos
£ON Su storizesan O por requatimienta de s by

Su participadion s woluntarie. Su refacian con ba Universided Técnics Estatel de Cueweda ng se wers afectsds
DOr T deCsan de participer 0 no &n &l eshudio. 31 usted acepts participer, usted podra retirarss del eshudia
&N CusiqUET MOMENta Sin ningune penafided. Medidss d= serurided de i unneersided hen sido tomadss y el
mstudio no repressnts ningdn rieszo prevenitle = su intezrided o o sicoidgice.

57 usted tiene mjpune pregunts mosrce de este estudio 0 5 tiene preguntas sdiconmies COn. rESpECto & Sus
derechas coma particpants en este actudia, por fawor contache =i sefior Manusl Morsies ol DSSEITAEGY o m
I= Unided de Admision y Registro de i Universided Tecnica Estetsl de Queveda (UTEQ) =i O3ESTOZIEO ext.
S030 0 &l cornen electranicn fescobanEuteg st s

Mr. Mlaruel Morsses
imnestimadar Firma

Sawima 4w T
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Consentimiento del partidpsnte. A0 firmar esta carts de consentimiento usted indica que ha beida y
entendida = informadan anterion ¥ que usted aospta pRCTIOpSr en este estudia.

Wamares del Partcipante Firme

Ediad: Mdmero de teldtna: Fescho:

SELECCKIW DEL HORARID DE CLASES
Por fawor escofs &l horania que mejar be comienga.

51 usted escgze I opdan A, significs que usted tiens tiempo disponitie pEre tomer las cimses ym sean ks
hanes midrooles desde fms 2:30 momL hests s 10:30 mUML O saan los marbes f poeves decds f=x 3730 sm.

hests das 10:30 am. Posteriormente, usted sers msimnado i azars uno de estos das hararios.

53 usted escome i opoion 3, sEnifice que usted tiens tiempo disponitle pRrs tomer bs clases ya sean bos
sibados y damingos desde ias 2200 =M. festa fs 10000 mUm. @y se=n ios sitedos y domingos desde s
1000 mom. Feste s 12200 aum. Posteriorments, usted s es'g'\zd:! &l azar & und de estos dos horanas.

Siusted no estd disponible en une de f=s dos opcanes, escop b apdan C.

Par #awar, panga un WiSto &N UnD e i0s Esilaros o= e

v ‘Dpaan Horamio de dases

Estay disponible para asistir 2 amiquiers de los SEuentes horenas:
. Lunes  Misrcoles desde fas 3130 am. hesta s 10:30 mm

O Opcan A 5

Bdmrbes y usves desde fas S:30 20m. hests fas 1030 am,

Estoy disponihle pars ssictic & cosiquisrs oe B SEmussnbEs harsrios:

D Cpac'm 8 Zapadas ¥ Domingos desde l=s 500 2um. hesta bas 10 =2um.
a
Sdtadas y Domingos desde las 10:00 sm. hasts ks 17 pom.

D Opdan € Mo ectoy dimponibie en ningune de las dos opoones.

Sawiea T T
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Carts de Consentim isnto infonmada pan Tepresentmhes del menor
Opoeryeda, Dicembne 7T, D018,
Estimado Sehor Sefarey Sefarite:
Ie fite & su repressntadols| & participar &n un proyecta de investigacion & ser Bevado = G200 par &1
sefior Manusl Marsles, de la Unided de Admisidn § Registro de fa Universided Téonics Estatel de
Oueeda {UTED). Bl sstudio intents compan
UN QUrED gque Ne0m usd echisia del ingies § otro cursa en el qusl tanto e inghas coma el espafial s
wtifizan pare i ensefanrs de s pramatic

| mtmcto mn ) mprendicsje de is pramatics iniess et

i usted =mutariz & su representadols| = participer, S¥jaiis| dars un sxamen de ubcEHON pane Meier sy
nneel e ingias. Sisdjadia| poses un nivelde ingiss pre A1 del Werco Comdn Europea de Referencis pare
ims Lanmums (WMOERL] Sere| serd ssatoraments mspnecaln| pa s2EE Un ETURD Sparimental o E un
[Erupo de o £l grupo swperiments recihis s ansefence sopecmentsl jensefiance de ie pramatics
iizanda &1 ingies y &1 espafiol] paro &1 grupo de cantral no b reciting jensefiance de i Eramatic
utifizanda exchushramente o ingies]. Los participantes d= ambos Zrupos reciingn cads semane 0os
IRCCROnES OF 05 HOMAS O duracion GRS UNS ¥ DOT UN TR 02 CUBSLrD SEMAanEs. DANSN UNS QoS sy
derpuss de onds leosidn. Sa tommcs unsvemen Snml dos semEnes dasmoss da e cusrte smane e e
semane siste. A los pRrticipantes ssignadas 1 Erupa de control s bes solictars que na usen &1 idioma
espafiol en el muls.  Debida @ considersciones &ticas, e grupa de control ssis
adicionates joustna por semana| an dos semanes daspuss dal Uitimo examen on & propdsito de que
e e mnme i ey perimentsl tamoian. Por o tetrn, &l estudio dure s s s pare ) Erupa
sxperimantal y nusve semanes g elErupo de contml. o e assmuramos que su representadaja] sere
msigredalz| =1 Zrup swperimental o &1 Erupo decontrol. AJSMAS, SNDrESIMON QUE NG EETEANTIIEMOS que
usted 0 su represantadols] se beneficars de este sstudio poque ninZune compensacian o dinerg se
afreoe.

4 = 0cho eccianes

Cumiguier infrmagon proporconeds  por usbed O S representadola) en relacan @ mshe mstudio
parmanecens confidendiel. Los nambres de su repressntadals| o seren conosdas ¥ N0 serin mostrads
=0 o5 EvEmEnes = que se utiizensn ndmengs en ke desus nombres. Todas bos mEistos del sstudo =
mantendran &n un archivadar oerreda con Baveen ks Unided de Admisian § Registr de i UTEQ por cino
afizs § antonoms saran destruidos. Solsmante el iestizadar tendra scomso = b= ivformedan. Ssta
rformacon obtenids del estudio sera utiizads para infonmes & las satonidades de s UTEQ pane tomer
decisionss con respacto =l ensefanze del idioms inglSs.  Estos negistnos pusden ser solmments
Teveiados 0on SU BUTOIZESAN O POT requarimianta de e by,

L= participacian de su repressntedala| es volunisie La slecian de surspresenidols| conls LTS m =
wers sfectads por su dedsion de participer 0 no en &l estudia. 5§ usted sutorizs i particpacian de su
representadols| Sdalisjpodrd retiarse del estudio en cuslquisr mamenta sin ningune panalided.
Madides de segutidad de = universided hen sido tomades y el estudio no representa ningdn rieszo
areseninie = bs intesrided S5 o Sooldgic o= su representadala).

53 usted tiene slpune prpunts 2omre deeste esbudia o sitiens preguntas adiconales con respecto & kas
derecnos de su repressntadols| coma perticipente n aste astudia, por fvor contacts =1 sefiar Manuel
Marsies =) OSSEIT1254 0 = ba Unided de Admisidn y Remistro de b Universided Tecnice Estatal de
Tueneda {UTED) &1 052702220 ext. 2030 o =1 carmen shactranico nescotEr Eutag.aduac

S, Mamuel Morsies
imeestradar Farma

PRminmige3
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Consentimiento del padre/madrefrepresentante del partipante. A1 frmer esm carta de
consentimianto usted indics que he leida y antendida i informadion anterior y que usted sutorizs & su
representados| » participer en este estudia.

Momabres dei Rapraostants Farm=

hmera de teistona: Facha:

Carts de Consentimisnto pars =i Manor

o deseq prrticiper en &l astudiogue se fams “T1 Becto de Usarel L pae Snsefiar Sramatice enls Ciam
de ingies coma Lengus Extranjens para Almnas en un Mivel Pre A1 en une Universidad Eoostorisne®.
Entianda que =l imeestizador de i= Unided de Admision y R=zistra de e Universided Téonica Estatal de
Ceveda busce encontrar fs electivided de dos formes de ensefier grametics ingless.  Une manera de
=nsafiar pramatics utifizars &1 ingiss y = espafiol, y ie otre manens de ensefar utiioens solsmente =
ingis. Entienda que daré un ewEmen de UDICRCION, Qua daNS UN SXEMEN Antes yOsspUSs de cads eodia
QU mSiSting ® clases entre giate y MUSve sEMEnES &0 B Univarsided Téomios Sstatal de Queveda.

Sa me soficitans que ssista s Clasas § que me invalucne &n las leodanes dal idiome inzies. Exte estudia
tandrs fumar &n unauls de b Unieersided Teonice Estatel de Queveda ¥ tomans sinsdedar de ruse
diecisieta horas d= mi tiempo. Entiendo que probenlemente se me solicitars gue no use el idioma
msmfiol pare rede mn &) sulsde cases Parfcipars pomus quisra. Same e dicho qua pusda retirarme
el mctudio &N CUBMJUIST MOMENTo ¥ QU 51 N0 M Eucts uns prepunts R teneo que responderis. Madie
saDTE mis respusstas &n 105 SNEMEnss, intuyanda Mis padres, represententes, compatienas de cases y
oUNas [perticipanes.

hombnes del Menar de Edad Fanma

Ediat: Biimeno de beldtana: o

SELECOK DEL HORARID DE CLASES
Par Sswor esoop el horaria que Mejar ke comnengs.

S usted mscome b apoion A, siEniics que usted Sene Sempa disponitie pam tomer s cases yE e los
bunes mistrooies desde tas 530 2. est das 20:30 mum. 0 g se os martes y pusves desde b 350 am
rste bes 40030 =M. Posteriommente, usted sers asignada = 5 B UND de estos dos horaras.

57 usted ascome b opdion B, significs que usted Sans Sampa disponitle pars fomar i cases p sem ios
satmdas y domingos desde ias 5200 =M. heste fas 10:00=.m. 0 yE ses los sEbedos ydomingas desde Bs
10700 =M. st b 12000 B Postarionmante usted Sam mSEneca Sl eI a Und 08 atos 005 horadas.

Siusted no esta disponitie &n une de las dos opdones, escop B opcian C.

Par S2wor, PONEA uUN ¥ESDD &N und de bs asillemns de abaja.
PRminm o3

138



‘Opoan Haorana de desss

Estoy disponibbs pars ssestirs oursbjuesns de bos s esrtes honsnos:

Ty _lm'rvé'caﬁdm: s 530 aum. hests las 1030 am.
Opdian &

Wiarbes y Jusves desde fag 5730 80m. heste g 10730 =um.

Estoy disponinie pane RsETir s CUsUIeTs de ks SEuRenhes nanars:

Opdian @ Ianedos y Domingos desde ias 2100 &.m. hests las 10 am.
a
Satedos y Domingos desde las 10:00 &m. hests ks 12 pm.

Dpoan € hig =stay disponible =n minguns de ks dos apoonss.

Parinmided
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Appendix F

Authorization Letter from Cambridge University Press Ecuador

Quito 21 de octubre de 2016

Empresa Publica de fa Universidad Técnica Estatal de Quevedo

da

A quien correspc

Yo Julie Watson, representante legal de Cambridge University Press - Ecuador autorizo al sefior

Manuel Morales, a hacer uso del siguiente material
Serie: Four Corners
1. Placement test
2. Students’ book, nivel 1, desde las paginas 1 a 44

3. Teacher’s book, nivel 1, unidades 1 a 4, ejercicios "quizzes”
4. Teacher's book, nivel 1, unidades 1 a 4, pruebas de evaluacién

5. Workbook, nivel 1, unidades 1 a 4, todos los ejercicios

Este material sera de uso exclusivo para los fines educativos y de investigacion en el desarrollo de

tesis posa de o maestria del Sr. Manuel Mo
Atentamente

Julie Watson
Gerente General

Cambridge University Press

Simply
The
Best

Direccion: Av. De Los Granados E14-606 v Av. Eloy Alfaro, Oficina 2, 3° Piso » Teléfono: 334 0302
www.cambridge.org * Quito - Ecuador
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Appendix G

Biodata | nformation Form

Mombres completos:

ENCUESTA

Lugar de nacimiento:

Estudios de Secundaria:

Mimero de cédula:

Edad: Curso de nivelacion:

Educacion

Mombre del Colegio

Fiscal/Particular

Ciudad

Octavo

Basica Moveno

Décimo

Primero

Bachillerato | Segundo

Tercero

Mamero de teléfono:

Correo electronico:
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Appendix H

Class M aterial

Language in context

Listen to Ms. Peters meet her students on the first day of class
e the names.

Il name is Maria Gorme:

Whar are thair names?
[. - l l

q

1]

4

oko. His nare iz Ricando,

A Listen and repeat.
first nam iddle name last/ family namz Miss Gomez = a single woman
~, % Mrs. Chiow = a married woman
Jennifer Ann Wilson Ms. Peters = a single or married woman
fu'l name: Kir. Adams = a single or married man

B Pair work Complete the sentences with your own information. Then
COMpPAre aNSWers.

Ky first name is . iy full name is
My Tamily name is ) My teacher's name is

142




| Speaking v na

unit

Grammar
your narme? My name is Maria.
What is his name? His name is Ricarda

{What's) i & B :
het narme? Her name is Yoka.
your names? Our names are Maria and Jason,

What are : :
their names? Their names are Ricardo and Yoko.

A Circle the correct wards. Then compare with a partner.

1. Mariais a student. His /Heplast name is Gomez.
Ms. Peters is / are our teacher. Her / Their first name is Linda.

ra

o]

Iy name is |ason. What's our | your name?

4. Anna and Bruce is / are students. Her [ Their teacher is Miss Brown,
Their first names Is / are Yoko and Ricardo.

Hello, everyone, I'm Miss Diaz. What are your / his names/

B complete the conversation with the correct words,

Then practice in a group.

A: Hello, Welcome 1o English class.

what is  your name, please?
B: name is Pam.
A: And what's last name, Pam?
B: My last name Nelson,
& 0K, And is vour name?
C: |i=ah. lamily narne is Leg.

A Class activity Meer your classmates, Say your first
:nd last name.

A: Hello. My name is Oscar Martinez, What's your name?
B: Hi. My name fs Susana Harris.

A: IS miice tD meer you,

B: Nice lo rmeel you, too.

B share your infermation.

A: What's name?
B: His name is Oscar Martinez, What's her name?
A: Sorry. | don't know.

Keep talking!

ask for and say names.
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How do you spell it?

The alphabet

A Lislen and repeat.

B PFair worlc Say a letter, ¥our partner points to it Take turns.

Interactions

A listen and practice.

Donald: Hello, My name is Donald Wang.
Clerk: How do you spell your st names
Donald: D-0-N-A-L-0.
Clerk: And how do you spell vour
last name?
Donald: W-A-N-C.

1

Asking for spelling

Hewe do you spell your firsl name!
How do you spell wour last names?

B Pair worle Practice the conversation again with these names.
John Evans Cindy Douglas Antonia Lopez Ricnard Wu

A: Helig. My name fs John Fuans.

B: Heilo, john, How do vou spell vour fiest nane?
Ae [-0-H-N.

B: And how do you sgell .. . ¢
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Vocabulary |

A Listen ang repeat.

Cael Garcia Bernal is an actor.  |eon Do-yeon is an actress, Alex Hornest is an artist.
He's from Mexico, She's from South Korea. He's from Brazil,

(/&

Brooklyn Decker is a model. Lang Lang is a musician, Biana Krall is @ singer.
She’s from the United States. He's fram China She‘s fram Canada.
B Pair work Mame other people for each job.

A Jer L is an actor,
B: Yes. And Cate Blanchett is an actress.

Conversation My friend the musi
Listen and practice.

Sandy: Hey, Jacoh!

lacob: Oh, hi, Sandy. How's it going?

Sandy: Good, thanks, This is my friend Kewvin.
Jacob: Hi. Mice to meet you.

Kevin: Mice to meet you, Jacob,

Jacob: Are you a student here?

Kevin: Mo, I'm nat, 'm a musician,

Sandy: Kevin is from England.

Jacob: Oh{ Arc you from Londand

Kevin: Mo, I'm net. I'm from Liverpool.
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unit

Grammar Subject pronouns; yes / no questions with be

I'm a musician. Am | in your class?

Yes, you are. Mo, you're not. / No, you aren’t.
You're s student, Are you from London?

Yes, [am. No, I'm not.
Kevin is from Liverpool. Is he & singer?
He's from Liverpool. es, heis, Mo, he's not./ No, he isn't.
Sandy is a student. Is she from Canada?
She's a student. Yes, shais, Mo, she's not, / Mo, she isn't.
Liverpool is in England. Is your name Jahn?
It’s in Enaland. Yes, itis. Na, it's not. / No, it isn't.

Conrractions I'm=1am yau're = you are he's =heis she's = she is its=itis

A Match the questions and the answers. Then practice with a partner.

I Is your first name Jacob? _d a. No, I'm not. I'm from Londaon.

&, Are you from Liverpool? b. Yes, he is. He's a singer, Loo,

3. Is she from the United States? ¢. Mo, she's not. she's an artist. !

4, s she a musician? . d. Yes, it is. And my last name is King.

5, 1z Will Smith an actor! e. No, its nob. IU's in Venezuela.

6. Is Caracas in Peru? t. Yes, she is, She's from California.

B Complete the conversations with the correct words, Then practice with a partner,

ioM_ s your first name Dan/ 3 A _— your teacher from England?
B: Mo, not. It's Jelf, B: No, she

2ol wou from Mexico? 4. A: you a madel?
B: Yes, | . I'm from Mexico City, B: Mo, riot, 1'mm & singer,

- .
Pronunciation Co
Listen and repeal, Motice the reduction of contractions.
lam—=1'm heis— he's itis=it's are not — aren't

you are — you're she is — she's is not— isn't

Speaking enc

Group work Think of a lfamous person with a job frem Exercise 1. Your group asks
len questions and guesses the name. Take twms.

A: Is the person a man?
B: No, she's nol,
C: Is she an acrress?

Keep talking!

talk about where people are from and what they do.
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12

Reading

A Lock al the pictures, What are their names?

B Read the article. Are they all singers?

“FamousNames

Actar Tom Cruise uses his
middle name as his last
name. His full name is
The i Cr Mapother.
Toan s short for Thomas

Shakira is a singer [rom
Colombia, she uses only
her first name. Her tull
name 15 Shakira [sabel

Mebarak Ripoll.

Kakd is a soccer plaver
[rom Braxil. His [ull name
is Ricardo lzecson dos
Santos Leite, Kakd is his
nickname.

Zhang Zivi is an actress
[rom China. Zhang isnt
her fir me, [U's her

family na In China,

family names come first

lay-Z is a hip-hop singer
from the United States.
lay-# is his nickname. His
real nameis Shawn Corey
Carter.

Madonna is nota
nickname tor this s
s her first name. Her full
name is Madonna Louise
Verpnica Clecone,

C Read the arricle again. Complete the sentences with the comrect words.

1. Tom Cruise uses his mriddls name as his last name,

2. Shakira uses only her name.

3. Ricardo lzecson des Santos Leite’s is Kaka.

4. Ziyi is not Zhang Ziyi's name.

5. |ay-2's name is Shawn Corey Carter.

&, Madonna Louise Veronica Ciccone is Madonna's name,

D Pair worke Tell your partner about another famous person’s name.

“Rain is Simaern, qotor, or ! frorn South Korea, inis his nickrame.
Rain is a singer, actor, and model frorm South Korea, Rain is his nickname
His real name is jeong [i-hoon,”
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Where are you from?

Vocabulary Nationalities

A Complete the chart with the correct nationalities, Then tisten and check your answers.
Mexican American South Korean Chilean Greek Caolombian
Spanish Canadian Brazilian Saudi Peruvian Japanase
British Chinese Turkish Thai Ecuadorian  Australian

Country Nationality Country Nationality

Australian

B Pair worlk Say a famous name. Your partner says his or her natienality.
Take turns.,

A: Bill Gates.
B: He's [rom the United States. He's American,

Language in context New neighbors
Listen 1o Brad and Emily Hill talk about their new neighbors, What are their names?

Brad: Who are they! Brad: Where are they from?

Emily: Oh, they're aur new neighbors, Emily: They're from Brazil,
Carlos and Claudia. Brad: What city are they from?

Brad: Are they musicians? Emily: They're from Manaus.

Emily: Yes, they are.

16
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unit

| Grammar Plural subject pronouns; questions with be

Where zre you and Sakura from? Where are Carios and Clzudia from?
We're from Japan. They're from Brazi .
What city are you from? What city are they from?
We're from Osada They're from Mznaus.
Are you Jzpanesc? Are they Brazilizn?
Yes, we are. Yes, they are.
Mo, we're not. / Mo, wearen't. Mo, they're not. / Ne, they aren't.
Contractions we'rs = we ars they're = they are

Complete the conversations with the correct words.
Then practice with a partner,

1. A: Where are you  from?

B: We're from Mexica,

A: Oh7 ¢ty are you from? Are you from

hexico Ciny?

B: No, we not. from Monterrey.
2, A lim and Carly American?

B: No, they __ .They Canadian.

A: What city in Canada are from?

B: They from Taronta.

Pronunciation /ord stress

A Listen and repear. Notice the stressed syllables in the nationalities.
L ] [T @ -9
Greek British Brazilian Chinese
B Listen. Underline the stressed syllable in each nationality.
Japanese Australian Spanish Thai

Speaking Thats notc

A 'Write three false sentences about people,
“ountries, or nationalities.

1. Teronteo and Vancouver are in Gresce.
B Group werk Share your sentences. 2. Venus and Serena Williams are Ecuadorian.

U SroUp COFrect i 5 : , sty
Lok e R e 3. Nicole Kidman and Russell Crowe are British.

A: Toronto and Vancouver are in Greece.
B: Ng, they aren't, They're in Caneda.

Keep t__alking!

ask for and say people’s nationalities.
17
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Numbers 0 to 10; phone numbers; email addresses

A Listen and repeat.

B Lister: and repeat, Notice that people sometimes say “oh™ for “zerc” in
phone numbers.

2813632301 = “two-gight-one, three-six-three, two-three-zero-one”
G02-374.9188 = “six-oh-twe, three-seven-four, four-one-eight-eight”

[ &4 Listen and repeat. Notice the way people say email addresses.
susandk@cup.org = “susan-eight K-at-C-U-P-dat-arg”

jun_akita@email.com = “jun-underscore-akita-at-email-dot-com”

interactions

A Listen and practice.

Stacy: Hey, Emma. What's your

phone number?
Ernma: it's 309-403-87C8.
Stacy: What ITIAAT A
Emma: It's emmal@cup.arg.

i " ’ '/J;” --\‘ | Stacy: Thanks!
& (A

B Listen ta the expressions. Then practice the conversation again with the
NEW EXDressions.

Asking for someone’s phone number

What's vour phone number?
What's your number? Whal's you

C Pair work Practice the conversation again with the information below.

978 BB7-B045 ej5Ecup.org
£04-608-4864 emma_jones@email.com
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Vocabulary ra

A Listen and repeat.

grandmoether
| saran Mills |

grandfather
Rogar Mills

maother (mam)
Helen Olson

father (dad)
7]

B Pair work Ask and answer the questions al
1. Are Ssrat and Soager Mills single?
2. Are Michael and Helen brother and sister?

Conversation YWho's that?

Listen and practice.

Who's that?

That's my sister. Her name is Werdy.
How old is she?

She's seven.

Is she your only sister?
Yeah,

And who are they/!
They're my grandparents.
Wow. They laok voung.
and who's he?

That's me!

Lance:
Jack:
Lance:
Jack:
Lance:
Jack:
Lance:
jacks
Lance:

Jack:

20

1ael Olsor

daughter

wife | husband

brother
lack Olsen |

brather
Bran dlson

sister
Werdy Olsen

baut the family in Part A

3. Are Sarah and Roger grandparsnis?
4. AreWendy and Jack parents?
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unit

Grammar
Who's that? Who are they? Numbers 11-101
That's my sister, They're my grandparents, 11 eleven
How old is she? How old are they? I; t:r_‘lvc
s : 13 thirteen
Shes 1 (years old), They're 0 and &é.
severn lyears old) % i
) ’ ) 15 fiftean
A Read the answers, Write the questions. Then practice with 16 sixtesn
A partner. 17 sevenleen
h: Who's that? , 18 eighteen
B: Oh, that’s my brother ignacio. 19 nineteen
A 20 twenty
B: He's ten years oid, 21 twenty ong
ki 22 twenty-two
B: They're my sisters Lucia, Antonia, and Carmen, 22 twenty-three
A 24 Lwenty-four
B: They're 19, 16, and 1. e
& diad 26 twenty-six
A : o ST - 27 twendy-seven
B: That's my granafather, 28 twenty-eight
g r 28 twenty-nine
B: He's 62. 30 thirty
B Pair work Ask and answer questions about the family 40 farty
- E g 50 flﬂ'}f
xergise 1. !
60 sixty
A Who's Thal? 70 seventy
B: That's Jack Q'son, 80 eighty
90 ninety

100 one hundred
101 one hundred (and) one

Speaking My family
A Complete the chart with infermation about three people in your family.

Family member Name How old . . .7 Where . . . from?

B Pair wark Tzl your partner about your family. Ask and answer questions for
more information.

A Kelko is my grandmiother, She's 73,
B: Where (s she from?

Keep talking!

10 page 129 for more practice

entify tamify members and give their ages.
21
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Vocabulary -vory

A . liseen and repeat

& bag [ a book ~ acell phone [ a dictionary

[ Jan araser 1a key

a notebaok

.
#

[apen _sunglasses [Jan umbrela [ a watch

B Pair work Check (W) the things in yous classroom. Then compare answers.

Language in context "/ /hat are tf

& disten to four eople talk about everyday items. Circle the items in
the conversations,

Pete: Hey, Ling. What's that? Susie: Are these vour sunglasses!
Ling: Oh, it's m‘,r Kyle: Mo, they're not.

Pete: It's nice. What are those? Susie: Is this your notehook?
Ling: Theyre my znglish hooks. Kyle: ves, it is. Thanks.

26
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unit

- Grammar
Whazt's this? What's that? VWhat are these?  What are those?
¥ -
i ~—

It’s my dictionary. They're my English books.
Is this your dictionary? Are these your English books?
Is that your dictionzn? Are those your English books?

Yis, itis. Mo, it's not. Yes, they are. No, they're not.
Articles a and an | Plurais
a1 consonant sound  a bag | abook = two books
an +vawel sound an eraser awvatch = two walches

a dictionary = two dictionaries
Note: Sunglasses and glasses are always plural,

A Complete the conversations with tne correct wards. Then practice wilh a pariner.

A: What's this PR Winal 7 OA: What !B What 7
B: [t'sa watch. B: B: B:

B Pair work Ask and answer questions about everyday items in your classream.

l Pronunciation Fluicls Same syllables Extra syllables
[isten and repear. Motice that some words eraser { erasers aclress f aclress-es
Rave an extra sylable in ther plural lonms. key / deys arldress / acdresses

laptop © laptops watch ¢ watch-es

| Speaking 1 my bag

Pair work sk and answer 10 gquestions about the sveryday items in your bags
and ir the classoom.

A: s this vour English book?

B: No, ir's mot, It's my dictiondary. What are those?
A: Thayre my keys,

ta

L

Iking!

Or more practice.

i
| Keep

ask about and identify everyday ftams.
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Whats this called in English?

Listening Around the

A < Listen to Bo and Marta ask about new words in English, Number the pictures
fram 1 to 5.

L an zlarm clock __| amap _] a marker | a poster 113 remote conts

B whal things in Part A are in your classroam?

- Interactions

A Listen and practice.

Alex: Excuse me. What's this

alizd in English?

Lucy: It's a key chain.

Alex; A key chain? How do you
spell that?

Lucy: K-E-¥ C-F-A-lN,

Alex: Tharks.

B - Listen o the cxpressions. Taen practice the conversation again with the
new CXpressions.,

Asking what semething is

what's this called in English?
What's the werd for this in English?
How do you say this i Englisn?

C Pair work Practce the conversation again with the things in Exercise 1.

A Cxcuse me. What's this called in Englisn?
B: ft's a0 map.
A: How do you spell that?

28
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30

\.‘- (‘:.( ,fb: ?
g

o™

Vocabulary ©

A ¢ Llisten and repeat.

Clothes

Ana

swearer

white

Ry

t

B Pair worle Describe 2 classmate’s clothes, but don't say his or her name!
Your partner guesses the name. Take turms.

A: His shoes are brown, His 1-3hirt s red and greer. His parils are gray.
B: Is it David?

Conversation //h
Listen and practice_

Greg: Excuse me. | think that's my bag.

Lawra: This bag’

Greg: Yes. | think it’s mine.

Laura: It is? 0h, yes, Ths bag is black anc yellow.
Mine is black and green. 1'm very sorry,

Greg: That's OK. Is thal bag yours?

Laura: ves, thank you.

Greg: ¥ou're welcome.
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| Grammar _
It's my bag, = It's mine. Whose bag is this?
It's your jacket. = 12's yours. It's Greg's (bag).
't's his coat. — It's his. Whose bag is that?
They're her shogs, = They're hers. 11's the stucent’s {bag).
They're our clothes. — They're ours. Whose bags are Lthose?
It's their bag, = It's theirs, They're the students’ [bags,.

A Uirce the correct words, Then practice with a partner.

. Wrose clothes are these? They're your / our / GUFR

2. Are Lhese Greg's black shoes? Yes, they're his [ hers / theirs.
2. 1s this pink scarf Ana‘s? Mo, it’s not his [ hers / theirs.
4, Are these bags Creg and Ana's? Yes, they're his [ hers [ theirs.
5. Whose red socks are these? Are they yours? Yes, they're my / mine | yours,
€. Is that my sister's skirt? e, iE's not mine [ yours [ hers.

B Pair work Ask and answer questions about the clothing in Exercise 1.
A: Whose jeans are these?
B: They're Ana’s. Whose T-shirr iz this?
Kol S
Speaking o5 i1 mine
Class activity Pul Lhree of your things on a table. Then take tnree other things
and find their owners.

A Whose scarf is this?

B: { think it's Mary's.

A: s this your scarf, Mary?
C: Yes, it"s mine.

Keep

BL

talk about clothes and possessions.

unit

w
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32

Favorite things

A ook at the pictures. What clothes and colars are they?
B Read the webpage, What countries are T1e people from?

MO

What's your item of ?

=T

This caz e iy favorite, It's Ihese bocts ara my ravariis.
frarm iy basetal tearm. Sur nine 19705,

team colors are blue and They & rad, Redis my
whites. vnrite color

Joe the 15,

This tf iy fearile item ilerm

of clothirg, it's called a

Ths scarl is my favorite

lue color is rics.

—an, e LUK — Mgk, Jaman

C read the webpage again. Answer the guastions.

. What's |oe’s favorite thing? His favorite thing is a baseball cap.
. What s Ariela’s favorite color?
. What arc Sadi's pants called?
. What's Bin-wea's favorite item of clothing?
. Where is lan's shirt from/

6. Where is Mariko’s scarf from?

M

o

D Pair worle What's vour faverits iten of elathingd Tell your partner,

“y favorite item of clothing is my biue sweatshirt.”

thing. Ir's from Thailare.
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Getting around

Vocabulary Ways of getting around

A Listen and repear.

drive a car take a taxi / cab

L A2 e

lake the bus take the subway take the train walk

B Listen to five ways of getting around. Number them from 1 w0 5.

E a bicycle |_T| a bus _| acar D a matorcyele L| A 1rain

Language in context Coind to work and school

A Listen to Mariela describe how she and her family gt e work and school,
Underline the ways they get asound.

ek, ' [y husband dossn's drive @ worl . Py il weall

B wWhat about you? Check (V) the ways you ger around.
[ 1 drive, "1 I take the hus. 11 ride a bike, 11 wezlk,

36
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| Grammar

vhe

A tomplete the senlences witr the simple present forms of the werbs. Then compare
l with a partner.

11 take  (take) the bus to schoal. | den'twalk inot [ walk).

|anathan thave)acar He {drive) 1o wark,

3 My parents _ ltake) the train w0 work. They (g to the city. |
My neighbor  {ride) a meotorcycle to work.
Mei-li {not / take) the bus. She  {wall.

5 We _{nat { have) bicycles, andwe  {not / drive).

B Pair worle Make five santences about haw your family members and friends get
o schaol or work. lell your partner.

A My sister works in o big cily, She takes the bus to work,
| B: My best frierd works in a big city, too, He doesn't take the bus. He drives.

© Speaking | iake the bus.

A Write how you get ta school or wark in the chart. Add extra infarmation, such as &
Sus number or a train number,

Me Name: Name: Name:
| To school
To work

=xlra information

B Group worlk Find oul how three of your classmates gt Lo school or work.
“omplete the chart witn their Information.

A | taks the bus 1o school 1t's the iumber 18 bus, How abou! you?
B: ) take the bus, too. | take the number & bus.
C Group work Tell another group how your tlassmates get 1o school or work.

Daniel takes the number & bus to school.”

Hd Keep talking!
=zge 133 for more practice.

describe how people get around.

Mar verbs i ars
| drive to work. | don’t take the rain. Ifyoudwefthey  helshelfit
You take a taxi. You don't take the subway. | have a car. She has acar,
He rides a nike. He doesn't drive to work. | Youdon't have She doesn‘’t have
She drives. She doesn’t walk. | abike. a bike.
We take the train. ‘We don't take 2 taxi. | Wegetowork He goes to wurk,
They walk to school.  They don't take the bus. They don't go He doesn'tgo

to schaol. Lo schoal.

Contractions con't = do not dossn’t = doos nol

unit
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Telling time
A tisten and repeat.

It's twelve o'clock, I7's noon. 15 miduight. It's twelve-ah-fiva.
It's twelve p.m. I7's twelve a.m. 17's frva after twealve.

&

IU's twelve-fifteen It's twelve-tairty. I1's bweive farty. It's twelwe forty-five,
It's a quarter afte-twalve.  It's half past twelve. IU's twenty to one. It's & quarler Lo une.
B Pair work Say the times in two ways,
945 120 6:03 115 1140 a.m. = midnight to noon

.= noon te midnight

Interactions

A - Listen and practice.

Joe: What tirme is it? Keisha: What's the time?
Mike: IL's 9:15. Whal tme is the bus? Emily: 1t's 3:35. What time i3 our class?
Joe: Hine-twenty. We're early, keisha: I1's al S:30, we're late!

Asking the time
What time i< it?

Wwhat's the time?

B Pair work Fractice tne conversations again with the times below,
415 | 445 B:20 ¢ 7:00 10:05 f 10:00 5:45 f 5:30

38
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My routine

Vocabulary Days of the week and routines
A Listen and repeat.

Weekdays The weekend

exefrise cook dinner study watch TV g0 1o bed

C Pair work What is your routine on weekdays? on weekends? Tell your partner.
“I get up and eat breakfast on weekdays. | go to school. | study . . "

Conversation Vonday morning
Listen and practice,

Tom: It's Monday morning . . . again!

Liz: Do you get up early on weekdays?
Tom: Yes, | do. | get up at 5:30 a.m,

Liz: Wow! That is early!
Tom: And | study all morning and afternoon,

Liz: Do you study in the evenings, too?
Tom: No, | don’t. | cook dinner, exercise, and go to

bed late, after midnight.

Liz: That's not good. What about on weekends/?

Tom: On weekends, | sleep!

40
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unit

i Grammar ‘Simple present yes / no questions
Do you go to school on Mondays? Do you and your friends watch TV?
Yes, | do. Mo, | don't. Yes, we do. Mo, we don't.
Does Liz exercise? Do your friends study?
Yes, she does. Mo, she doesn't. Yes, they do. Mo, they don't.

A Write yes | no questions with the information below. Then compare

with a partner,

1. (you [ get up / 7:00) Do you get up at 7:007
2. (you [ read the news [ every day)

3. (your teacher [ drink coffee [ in class)
A

H

. (your parents / watch TV / in the evening)
. (your friend / exercise / on weekends)
6. (you and your friends / study / after midnight) ______ — — ——

B Pair work Ask and answer the questions in Part A,

Answer with your own information. Time gxpressions
on Sundayis)

on Sunday afternoon(s)
on weekdays

an the weekend

A: Do you get up at 7:007
B: No, | don’t. | get up at 6:00 on weekdays
and 9:30 on weekends.

on weekends
- Speaking Routines in the morning(s}
in the afternoon(s)
A Pair work Interview your partner. Check (v} his or her answers. in the eveningls)
Doyou . ..? Yes No :{ E?Eﬁ:;! midnight
cook dinner on weakends | befare 7:00
drink coffee after 700 pm. (O O after midnight
exercise every day [ L) Senl o
go to bed late on weekdays [ [
get up early on weekdays L1 A
-

read the news in the evening [

A: Do you cook dinner on weekends/!
B: No, | don’t. | cook on weekdays!

B Pair work Tell another classmate about your
partner’s routines.

A: Does Rita cook dinner on weekends?
B: No. she doesn’t. She cooks on weekdays!

o page 134 tor more praciice

ask and answer questions abaut routines.
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