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ABSTRACT 

Recently, various premises have underpinned the primary 
education in Turkey. Among these premises, one of the most striking was 
implementing the teaching of English as part of the primary education in 
1997. With the introduction of English at the primary education level, the 
need for appropriate coursebooks and a new curriculum emerged. The 
Ministry of Education published some materials to meet this need, the last 
of which is the "English Language Curriculum for Primary Education" in 
2006. New coursebooks were written and published in light of this 
curriculum. This study aims to analyze the grammar activities in a 
coursebook named Spring 6 for sixth graders in public schools. The 
analysis has been based on the terms of Batstone's three ways of 
sequencing grammar learning activities, which are; noticing, structuring, 
and proceduralizing. 
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ÖZET 

Son zamanlarda Türkiye'de ilköğretim düzeyinde yabancı dil öğretiminde 
önemli gelişmeler yaşanmıştır. Bu gelişmeler içerisinde en çok dikkat 
çekenlerden birisi 1997 yılında yabancı dil olarak İngilizce öğretiminin 
ilköğretim düzeyinde uygulamaya konmasıdır. İlköğretim düzeyinde 
yabancı dil öğretimiyle beraber bu gereksinimi karşılayacak uygun ders 
kitaplarına ve müfredata gereksinim duyulmuştur. Milli Eğitim Bakanlığı bu 
gereksinimi karşılamak için bir takım çalışmalar yapmıştır. Bu 
çalışmalardan birisi de 2006 yılında yayınlanan M.E.B. İlköğretim İngilizce 
Dersi (4, 5, 6, 7 ve 8. Sınıflar) Öğretim Programıdır. Bu müfredat 
kapsamında yeni ders kitapları yayımlanmıştır. Bu çalışma ilköğretim 
okullarında okutulmakta olan Spring 6 adlı kitapta yer alan dilbilgisi 
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etkinliklerini İncelemeyi amaçlamaktadır. İnceleme, Batstone'un farketme, 
yapılandırma ve yordamsallaştırma olarak adlandırdığı dilbilgisi 
etkinliklerinin sıralanmasının üç yolu bağlamında yapılmıştır. 

Anahtar Sözcükler: Dilbilgisi, Farketme, Yapılandırma, 
Yordamsallaştırma 

I N T R O D U C T I O N 

W h e n tak ing into considerat ion how di f ferent teach ing Engl ish to young 
learners is when compared to adults ( in te rms of age , needs , learner prof i les 
and interests) one shou ld th ink that there 's no need to include g r a m m a r in a 
young learner c lassroom. Cameron (2001:96) th inks that g r a m m a r does indeed 
have a place in chi ldren's fore ign language learn ing, and that ski l l ful g r a m m a r 
teach ing can be useful . In order to unders tand whe the r g r a m m a r teach ing is 
essent ia l or not in the fore ign language pedagogy , it is necessary to focus on 
what is unders tood by the te rm 'grammar ' , especial ly by looking at di f ferent 
v iews of scholars in the f ie ld. 

Batstone (1994: 224) approaches g r a m m a r as a dynamic ; as a resource 
wh ich language users exploi t as they navigate their w a y through d iscourse. H e 
also points out that: 

"Grammar consists of two fundamental ingredients -syntax and 
morphology- and together they help us to identify grammatical forms, 
which serve to enhance and sharpen the expression of meaning. ... A 
study of grammar (syntax and morphology) reveals a structure and 
regularity which lies at the basis of language and enables us to talk of 
the 'language system'. 
Just as it would be impossible to describe language without seeking out 
this underlying framework, so it would be impossible to learn a 
language effectively without drawing on grammar in some way." (ibid:4) 

S o m e scholars like Ur and Hedge (in Ellis, 2005:84) v iew g r a m m a r 
teach ing as the presentat ion and pract ice of d iscrete g rammat ica l structures, 
but Ellis ( ibid.: 84) th inks that such an understanding const i tutes an over ly 
narrow def ini t ion of g r a m m a r teach ing . He points out that presentat ion and 
pract ice might take place separate ly in g r a m m a r lessons, and some t imes 
learners can d iscover g rammat ica l rules for themse lves wi thout presentat ion 
and pract ice provided to t h e m . He also g ives a defini t ion of g rammar in the 
s a m e study as be low: 
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"Grammar teaching involves any instructional technique that draws 
learners' attention to some specific grammatical form in such a way 
that it helps them either to understand it metalinguistically and/or 
process it in comprehension and/or production so that they can 
internalize it" (ibid:84). 

Pau l Nat ion accepts g r a m m a r teach ing as part of the language- focused 
instruct ion, wh ich he lists as four s t rands of a ba lanced language course. These 
s t rands include mean ing focused l istening and read ing, language- focused 
instruct ion, mean ing- focused speak ing and wr i t ing, and f luency deve lopment 
act ivi t ies. 

A number of scholars like Cana le and Swain (1980) suggest that 
g r a m m a r c o m p e t e n c e 1 is one of the const i tuents of communica t i ve 
compe tence , such as d iscourse compe tence , socio l inguist ic competence , and 
strategic competence . Th is v iew suppor ts the idea that we l l -g rounded g r a m m a r 
knowledge has a s igni f icant role in becoming f luent in the target language. This 
understanding approaches g rammat ica l rules as one of the fundamenta l 
aspects of speak ing ski l l , and suppor ts the idea that g r a m m a r teach ing should 
not be ignored whi le teach ing th is ski l l . 

In addi t ion to the point of v iews ment ioned above , another perspect ive on 
explor ing g r a m m a r in the c lassroom is the dist inct ion between teach ing 
g r a m m a r as a product, process and ski l l . P roduc t approaches segmen t the 
target language into d iscrete i tems, in order to present each i tem separate ly. 
and the assumpt ion behind these approaches is that learners have an ability to 
learn a language in parts, and language is analyzable into a finite set of rules -¬
wh ich can be comb ined in var ious ways to make mean ing for communica t ive 
purposes. (Cuesta, 1996: 103; Crookes and Long, 1992: 28 ) . Secondly , the 
process approach expl ici t ly a ims 'to deve lop the skil ls and strategies of the 
d iscourse process, construct ing tasks wh ich learners can use to express 
themse lves more effect ively as d iscourse par t ic ipants ' (Batstone: 1995: 74) . Th is 
process approach is some t imes referred to as the task -based approach . The 
last approach is the teach ing of g r a m m a r as a ski l l . This approach 'a ims to help 
learners make the leap f rom the careful control of g rammar as a product, to the 
effect ive use of g r a m m a r as a process. W h e n we teach g r a m m a r as a ski l l , the 
learner is required to at tend to g rammar , whi le work ing on tasks wh ich retain an 
emphas is on language use ( ib id:52) ' . These three approaches to g r a m m a r 
teach ing are summar ized in the fo l lowing f igure: 

Grammatical competence is an umbrella concept that includes increasing expertise in grammar 
(morphology, syntax), vocabulary, and mechanics, (Scarcella and Oxford, 1992:141). 
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Table 1 : Three Approaches to Teaching Grammar (Batstone, 1995:53) 

TEACHING GRAMMAR 
AS PRODUCT 

TEACHING GRAMMAR 
AS PROCESS 

TEACHING GRAMMAR 
AS SKILL 

helps learners to notice 
and to structure by 
focusing on specified 
forms and meanings 

gives learners practice in 
the skills of language use, 
allowing them to 
proceduralize their 
knowledge 

carefully guides learners to 
utilize grammar for their 
own communication 

W h e n it comes to the place of teach ing g r a m m a r and young learners, 
Cameron (2001:98) lists severa l start ing points: 

• grammar is necessary to express precise meanings in 
discourse; 

• grammar ties closely into vocabulary in learning and using the 
foreign language; 

• grammar learning can evolve from the learning of chunks of 
language; 

• talking about something meaningful with the child can be a 
useful way to introduce new grammar; 

• grammar can be taught without technical labels (e.g. 
intensifying adverb') 

The main focus in teach ing g r a m m a r to young learners is on bui ld ing up 
the g rammat ica l awareness rather than cogni t ive g rammat ica l knowledge. 
There has been a shift f rom the tradi t ional cogni t ive approach of g r a m m a r 
teach ing , and th is shift is that now the focus is on language use and not 
language knowledge (Legutke, et .al . 2009 : 69) . Teubner (in Legutke ibid.) 
summar i zes the reasons for the necessi ty of an approach wh ich advoca tes a 
more explicit teach ing of g rammat ica l awareness for young learners, as fo l lows: 

• Children of primary school age have the cognitive 
requirements necessary for awareness. 

• Children confuse many things without awareness. 
• Using awareness in English classes in primary school as a 

learning aid (especially for the weak students) is very 
essential. 

• Many students need support leading to awareness, and they 
want this support. 
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O n e signi f icant way of raising g rammat ica l awareness (in both chi ldren 
and adults) is by present ing g r a m m a r activi t ies in a sequenced way, as 
Batstone (ibid.) suggests . 

S E Q U E N C I N G O F G R A M M A R L E A R N I N G A C T I V I T I E S 

Batstone suggests sequenc ing of g r a m m a r learning act ivi t ies in three 
s tages; not ic ing, structur ing and procedural iz ing. 

N O T I C I N G 

Not ic ing , the first phase of learning g rammar , is def ined by Ellis 
(2003:346, 2005:49) as a cogni t ive process that involves at tending to l inguist ic 
fo rm in the input learners receive and the output they produce. The process 
between the input and output re lat ionship is a long way , and a learner does not 
acqui re a structure at once. There are certain processes that the learner should 
go th rough, one of wh ich is the not ic ing process. Not ic ing takes place when a 
student becomes aware of a speci f ic st ructure and works on the re lat ionship 
between fo rm and mean ing . Hedge (2000: 146) simi lar ly points out that 'after 
i tems have been not iced and the relat ionship between fo rm and mean ing 
interpreted, these i tems become part of intake into the learning process. 

There are s o m e requ i rements for noticing to be enhanced . O n e of t hem is 
that the learner should f ind the new language signif icant (Batstone, op.ci t . :40). It 
shouldn ' t be unders tood that each g r a m m a r structure is not iceable at the s a m e 
level at all t imes. Depend ing on the occas ion, g r a m m a r might be less or more 
not iceable. W h e n comprehens ion depends on a certa in fo rm or express ion 
being unders tood, it is more likely for this fo rm to be not iced and become intake. 
The language teacher should keep this in mind and be realist ic whi le mak ing his 
dec is ions on how not iceable a language i tem is. Fo r example , the third s ingular 
's' does not have an ind ispensable role in comprehend ing a sentence where it 
takes place, and it is less l ikely to be not iced by the s tudents when compared to 
other g rammat ica l i tems. In such a case, a more explicit teach ing of th is 
structure is needed. 

Successfu l not ic ing activi t ies have s o m e features in c o m m o n and 
Cameron (op.cit: 109) emphas izes that these kinds of noticing activit ies wil l 
usual ly 

• support meaning as well as form; 
• present the form in isolation, as well as in a discourse and 

linguistic context; 
• contrast the form with other, already known forms; 
• require active participation by the learner; 
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• be at a level of detail appropriate to the learners - a series of 
noticing activities may 'zoom in' on details; 

• lead into but not include activities that manipulate language 

Act iv i t ies like ' l isten and not ice' , and 'presentat ion of new language wi th 
puppets ' are the ones that can make not ic ing more probable. In a l isten and 
not ice activity, the students are expec ted to comple te a table or a gr id accord ing 
to a text they l isten to. The important point in such an activity is that the missing 
informat ion should be the grammat ica l pattern or i tem that the teacher wants to 
be not iced by the students. The activity below is a good example of this kind of 
l isten and not ice act ivi ty taken f rom Hall iwel l 's (1992: 44) book 'Teaching 
Engl ish in the Pr imary C lass room' wh ich is also cited by Cameron (op.cit. : 115). 

Figure 1: Listening Grid ( from Halliwell 1992: 44) 

Activity 2 
L i s t e n i n g g r i d 

Language focus in 
this example 

Here is another activity suitable for your 'core'. It loo is intended to provide 
active response to new language. For this activity, the children have to mark on 
a matrix or grid the information read out by the teacher. The example below is 
practising prepositions. The teacher has so far read out: 

'The cup is on the table ' 
'The cat is under the chair.' 
"The girl is in front of the tree.' 

IsJjJl tfffi 

ğ 

Describing where things are. 
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S T R U C T U R I N G 

Structur ing takes place when a learner br ings the new g r a m m a r structure 
or pattern into his internal g rammar . The learner 's internal g r a m m a r is 
reorganized by the new coming pattern. Batstone (ibid.: 59) points out that 
'once hav ing not iced someth ing about the g rammar , learners have to act on it, 
bui lding it into their work ing hypothesis about how g r a m m a r is s t ructured. They 
do this, th rough the processes of st ructur ing and restructur ing' . In 
s t ruc tur ing , control led pract ice around fo rm and mean ing and act ive 
invo lvement of the learner are essent ia l . H e also makes a dist inct ion between 
act ivi t ies wh ich have learners work ing around target g r a m m a r (which has been 
careful ly s t ructured for the learner) and act ivi t ies wh ich require act ive structur ing 
by the learner. In other wo rds , st ructur ing by the learner means a great dea l of 
act ive invo lvement by the learner. In structur ing activit ies: 

• learners should manipulate the language, changing form in 
order to express meaning; 

• learners can be given choices in content that require 
adjustments in grammar to express meaning; 

• there will be limited impact on spontaneous use - most of the 
results of structuring work are still internal (Cameron, ibid.: 
109). 

A s could be understood f rom the features above , structur ing activit ies 
mainly focus on accuracy rather than f luency. Teachers should pre-plan and 
make sure that there is suff ic ient pract ice of the part icular fo rm in the activi t ies 
or tasks. S o m e of the language pract ice activit ies that offer st ructur ing 
opportuni t ies are suggested as quest ionna i res , surveys and qu izzes ; 
in format ion gap act ivi t ies, helping hands and dri l ls and chants ( ib id .116-118) . It 
might be benef ic ial to exempl i fy structure act ivi t ies by comment ing on the dri l ls. 
Thornbury (2006: 71) def ines dril l as the repet i t ive oral pract ice of a language 
i tem, whether a sound , a word , a phrase or a sen tence structure. There are 
di f ferent k inds of dri l ls, such as imi tat ion, subst i tut ion, and var iab le subst i tut ion 
dri l ls. Imitat ion dril ls involve s imply repeat ing the prompt: 

T e a c h e r : She is reading the newspaper . 
S t u d e n t : She is reading the newspaper . 

In subst i tut ion dril ls the s tudents need to subst i tute the prompt , mak ing 
any necessary ad jus tments , as in: 

T e a c h e r : She is reading the newspaper . 
S t u d e n t : She is reading the newspaper . 
T e a c h e r : H e 
S t u d e n t : H e is reading the newspaper . 
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T e a c h e r : W e 
S t u d e n t : W e are reading the newspaper . 

Wha t makes var iab le subst i tut ion dril ls unique is that the prompts are not 
restr icted to one e lement of the pat tern : 

T e a c h e r : S h e is reading the newspaper . 
S t u d e n t : S h e is reading the newspaper . 
T e a c h e r : H e 
S t u d e n t : H e is reading the newspaper . 
T e a c h e r : The book 
S t u d e n t : H e is reading the book. 

Thornbury ( ibid) points out that dril ls in communica t i ve language teach ing 
are more than tools to reinforce good language habits. They are used wi th the 
purpose of deve lop ing accuracy, or as a fo rm of f luency t ra in ing, i.e., in order to 
deve lop automat ic i ty . A communica t i ve drill has m u c h more to offer in language 
c lasses than the dril l examples above , because it has an informat ion gap 
e lement ( in addi t ion to being repeti t ive and focus ing on a speci f ic st ructure). A 
good examp le of such an informat ion gap activity, wh ich also reinforces 
st ructur ing, is as fo l lows: 

Figure 2: Find Someone who Act iv i ty (Rinvolucr i , 2005:37). 
iPast simple act ive nnd pass ive iYuu n f i d 1 |n-r nudiin 

Lmil a. p c j - i c i n who... 

WÖS »Sontcivcxl in rfece-mher 

- - . a s bora a. home-

- tWi3i bo Ml L|n Ju ne 

was b r c j i c - fed 

- hikend La rmıç as a thildi 

- wji*: E oo l oad »foer rar ihr« mamhi by a 1 ı.̂ rt»Lİ>ıM' O r a n aunt 

w a s se-rir CCi tiwieriSi'rltn a* r"hc ̂ gjc f i 2 

- — - was an onJy child 

-
- . - •was forced, re -cat tinh 

— — miJc («_• clean hts/ker ET ET Lit 

— - - - - — had more than 1.5 ccHixdns 

... drcwrJ-up fv-rSimdays'rjcastdays 

— - — H-a.s S f w n k e d l inj T- .st«1 ing applt Mtys TTI B/ÇTA p j ^ ; 

dĴ Jik̂ J b t r r h c l a y s 

- - was Riven a -ikt- fit rhc KÎ l> f tj 

• - waä uFten inacEr tea urand in the corn̂ c 

- was ca Lî dht smcki n£ t̂ 7 

- - wii sen» away foe holidaŷ  

•S -CLtıcTibriiİBC Uniicrticy T*i OB 19M 
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P R O C E D U R A L I Z I N G 

Procedura l iz ing is helping the learner to reach a stage of mak ing 
g r a m m a r wh ich is ready to be used f luent ly in commun ica t ion . Procedural izat ion 
requires susta ined pract ice in using g r a m m a r when the reins have been 
loosened and when learners are negot iat ing thei r own mean ings . 
(Batstone,op.c i t : 73) . W h a t makes activi t ies for procedural iz ing dif ferent f rom 
any normal communica t i ve activi t ies is the emphas is put on g r a m m a r as wel l as 
effect ive commun ica t ion . Accord ing to Cameron (op.cit. 109,118) , this can be 
done by gradual ly adjust ing task pressures, and by decreas ing the t ime 
a l lowed. Fo r example , as the g r a m m a r fo rms are becoming automat ised, 
teachers can help push procedural izat ion forwards. In other words , at tent ion to 
accuracy can gradual ly be re laxed as it becomes automat ic . S h e suggests 
d ic togloss act ivi ty as a good example of procedural iz ing activi t ies: 

"The basic idea of Dictogloss is that the teacher reads out a text 
several times, the pupils listen and make notes between readings, 
and then reconstruct the text in pairs or small groups, aiming to be 
as close as possible to the original and as accurate as possible. 
During the collaborative reconstruction, learners will talk to each 
other about the language, as well as the content, drawing on and 
making their internal grammatical knowledge... Younger children 
might be given the words of a rhyme or chant on little cards. Their 
reconstruction task would be to the cards in the correct order. This 
would probably lead to them repeating the rhyme many times over 
as they try to work out the order. They would need to pay attention 
to the form of words and the word order to complete the task, so 
that accuracy would be required at a level above spelling" (ibid. 
119,120) 

D I S T R I B U T I O N O F ACT IV IT IES IN 'SPRING 6' IN T E R M S OF 
N O T I C I N G , S T R U C T U R I N G A N D P R O C E D U L I Z I N G 

The new curr icu lum revised in 2006 suggests a new approach in 
language teach ing and learning "to the extent that the Turk ish nat ional 
educat ion pol icy and curr icu lum al lows". The best s e e m s to adopt a top ic -based 
approach , where top ics are se lected in a cross-curr icu lar manner . The goals 
and object ives should be set on a funct ional -not ional and ski l ls-based mode l " 
(Engl ish Language Curr icu lum for Pr imary Educat ion, 2006:24) . The study is 
based on the analys is of the activi t ies in the coursebook Spr ing 6 (§il i t and 
Ars lantürk, 2008a) , wh ich is des igned compat ib le wi th th is curr icu lum proposal . 
The book a ims to 'help learners learn Engl ish in a commun ica t i ve way wi th the 
help of a var iety of funct ional and communica t i ve exerc ises and act iv i t ies' (§i l i t 
and Ars lantürk, 2008b: 10). The reason for analyz ing Spr ing 6 instead of any of 
the other coursebooks used in di f ferent g rades in the state pr imary schools is 
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that sixth grade is at the middle of the Engl ish language teach ing process in 
pr imary schools . Teach ing Engl ish starts at 4th g rade and ends at the 8th g rade 
in pr imary schools . The book consists of 16 units. The names of the units, such 
as 'Fami ly ' , Hobbies and Interests ' and 'Hyg iene ' ref lect a top ic -based 
approach , as stated in the cur r icu lum. This perspect ive makes it easier to 
imp lement a ski l ls-based approach in the book. There are no speci f ic g r a m m a r 
notes or sect ions in the book, but th is does not mean that there is no place for 
g r a m m a r teach ing . G r a m m a r teach ing is d ist r ibuted among the act ivi t ies wi thout 
naming t hem as g r a m m a r activi t ies. In th is study, firstly, the g r a m m a r activi t ies 
or act ivi t ies wh ich also address deve lop ing a g r a m m a r structure have been 
identi f ied and counted . Af ter th is identi f icat ion process, they have been 
classi f ied in te rms of Batstone's approach on sequenc ing g r a m m a r activi t ies, 
wh ich a re ; not ic ing, structur ing and procedura l iz ing. The researcher has labeled 
the act ivi t ies accord ing to the features of not ic ing, st ructur ing, and 
procedura l iz ing, as ment ioned before in the study. There are a total of 75 
act ivi t ies address ing g r a m m a r structures. The distr ibut ion of the activi t ies can 
be seen in the chart below: 

Chart 1: The d is t r ibut ion of the grammar act ivi t ies in Spr ing 6 

• No t i c ing 

• S t ruc tu r i ng 

• P rocedura l i s i ng 

Of these act ivi t ies, 35 are noticing activi t ies. A n example of the noticing 
act ivi t ies in the book is as fo l lows: 



In the activity above, the grammat ica l focus is on 'have got - has got ' 
s t ructures and possess ive nouns. There is no direct explanat ion for the s tudents 
that the grammat ica l focus is on these structures. Th is is the strategy 
imp lemen ted in the book all th rough the noticing activit ies. 

The number of structur ing activi t ies is 27 . Unl ike not ic ing activit ies, it is 
possible to f ind a direct instruct ion regarding the grammat ica l st ructure a n d 
contro l led pract ice a round fo rm and mean ing . A s men t i oned before, there are 
two types of st ructur ing act iv i t ies; act ivi t ies wh ich have learners work ing a round 
target g r a m m a r (which has been careful ly s t ructured for the learner) , a n d 
act ivi t ies wh ich require act ive structur ing by the learner. Mos t of the st ructur ing 
act ivi t ies in the book belong to the first g roup, wh ich are the ones s t ruc tured for 
the learner. So it is not very c o m m o n to f ind a learner 's act ive invo lvement in 
these act iv i t ies. Fo r instance, the activity be low is a g o o d examp le of the ones 
s t ruc tured for the learner : 
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Figure 4: A letter to Ted act ivi ty (pp.15) 

The last g roup of activit ies is procedural iz ing activit ies. 13 out of 75 
g r a m m a r activi t ies belong to this group. M a n y of these activi t ies do not offer an 
explicit opportuni ty for procedural izat ion, and the students are not negot iat ing 
thei r mean ings . However , s o m e of the activi t ies let the s tudents use the 
g rammat ica l knowledge that has a l ready entered the internal g r a m m a r through 
not ic ing and st ructur ing. The activi t ies below are examp les of this k ind: 
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Act iv i ty 'd ' is a speak ing activity, and act ivi ty 'D' is a wr i t ing activity 
( focus ing on the s a m e points, both in t e rms of mean ing and fo rm) . The s tudents 
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are expec ted to descr ibe their an imals to their c lassmates. A s Cameron (op.cit.: 
119) points out, the product ion of a descr ipt ion to the who le class is a useful 
procedura l iz ing activity, because it wi l l justi fy at tent ion to ge t t ing f o rms exact ly 
right th rough rehears ing and wr i t ing down a text . 

D I S C U S S I O N A N D C O N C L U S I O N 

To ensure that chi ldren have the opportuni ty to use a w ide range of 
language, teachers must include a var iety of task types, based on games , 
stor ies, col laborat ive problem-solv ing or in format ion-gap activi t ies, wh ich wil l 
provide (wherever possib le) a context and audience for the product ion of 
spoken and wr i t ten language (Brumfi t et.al . , 1 9 9 1 : 7) . This common ly accepted 
and shared point of v iew of Brumfi t doesn' t cont rad ic t wi th the idea of teach ing 
g r a m m a r in the teach ing of young learners, as many pract i t ioners or coursebook 
wr i ters ( including the authors of the Spr ing 6) bel ieve. The authors of Spr ing 6 
(op.cit.) emphas ize that 'chi ldren do not tend to learn g r a m m a r ru les or correct 
usage ; they tend to use the language, and commun ica te wi th the language 
freely wi thout worry ing about g r a m m a r rules. They also say that in order to 
create a natural a tmosphere in the c lass room, the book 'offers a great var ie ty of 
games , puzzles, songs, chants, and bodi ly-k inesthet ic activit ies, such as 
drawing and color ing and so on. ' There are 375 act ivi t ies in the book, and only 
75 of these address deve lop ing g r a m m a r structures, direct ly or indirectly. Th is 
percentage clear ly shows that there is not suff ic ient focus on fo rm and mean ing 
through g r a m m a r activi t ies in the book. W h e n consider ing the cogni t ive 
deve lopmen t of the sixth graders and the t ime passed s ince Engl ish teach ing 
w a s first in t roduced to t hem at the 4 t h g rade, it is appropr ia te to focus on 
g r a m m a r even directly. A s stated before if g r a m m a r teach ing is neglected in 
Eng l ish c lasses in pr imary schools , it wou ld be impossib le for the s tudents to 
learn and use the language effect ively. In te rms of teach ing g r a m m a r as 
product, most of the not ic ing activi t ies do not carry ma in features of successfu l 
not ic ing activi t ies such as present ing the fo rm in isolat ion, contrast ing the fo rm 
wi th a l ready known fo rms and being at a level of detai l appropr iate to the 
learners. M a n y of the not ic ing activi t ies in the book do not help the s tudents 
not ice the relat ionship between fo rm and mean ing , so it is diff icult for the 
s tudents to make the g r a m m a r i tems presented in the book become part of 
intake. It is easy to unders tand that the authors a im to teach a g rammat ica l f o rm 
in the units but it less l ikely for these fo rms to be not iced and become intake 
because comprehens ion does not depend on these fo rms or st ructures. 

Structur ing activi t ies in the book, wh ich also ref lect teach ing g r a m m a r as 
product like noticing activit ies, do not provide suff icient chances for s tudents to 
manipu la te the language and change fo rm in order to express mean ing . 
However , most of these act ivi t ies focus on accuracy rather than f luency, wh ich 
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is a feature of structur ing act ivi t ies. W h e n tak ing the number of structur ing 
act ivi t ies into cons iderat ion, it is not easy to say that there is suff ic ient pract ice 
of part icular fo rms in the book. Th is insuff ic iency may lead to a de lay in the 
s tudents ' becoming accurate and f luent user of the target language. 

The procedural iz ing activi t ies in Spr ing 6, wh ich reflect the understanding 
of teach ing g rammar as process rather than product , are not of adequate 
number . On ly 13 procedural iz ing activit ies th roughout the book can not help the 
s tudents reach a stage of mak ing g r a m m a r wh ich is ready to be used f luent ly in 
commun ica t ion . Mo re chances of procedural iz ing should be prov ided to the 
s tudents in order to reach this a im. 

A s ment ioned before, g r a m m a r has a place in teach ing Engl ish to young 
learners, and it "can" be easi ly adapted to meet the needs of the learners when 
imp lemented into the p rograms by po l icy-makers , coursebook wr i ters or 
teachers as the dec is ion-makers and mater ia l des igners (Cameron , et.al . :96, 
Gordon ,2007 : 118). W h e n th inking about coursebooks , such as Spr ing 6, as 
they are prov ided to mil l ions of s tudents by the Min is t ry of Educa t ion , it is 
essent ia l to place more focus on fo rm and mean ing through g r a m m a r activit ies. 
A balance must be found between these act ivi t ies in t e rms of not ic ing, 
st ructur ing and procedura l iz ing, depend ing on the needs of the learners. The 
qual i ty of the g r a m m a r activi t ies in coursebooks is as important as the quant i ty 
of t h e m . In other words , they should carry the features of successfu l not ic ing, 
st ructur ing and procedural iz ing acit ivit ies such as suppor t ing mean ing as wel l as 
fo rm, being at a level of detai l appropr ia te to the learners, providing a great deal 
of act ive invo lvement by the learners and help learners gain g rammat ica l 
compe tence . 
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