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ABSTRACT

This study deals with the issues related to English grammar. The purpose of this study was to
provide an insight into the current situation of teaching EFL grammar in Croatia and describe
possible new trends reflected in the approach that is present in Croatian schools. More precisely,
this study investigates the types of presentation and practice of grammatical structures that are
available to Croatian teachers and learners in English textbooks. It is based on a qualitative study
of grammar-based textbooks used in the majority of high schools in Croatia. The textbooks used
for the study are New Headway Intermediate the second edition published in 1996 and New
Headway Intermediate the fourth edition published in 2009. In order to collect the necessary
data, we formed 6 research questions. The first two referred to the type of presentation in order
to determine if there is a balance between inductive, deductive and focus-on-form presentation
and if the presentation provides contextualized and authentic examples of grammatical
structures. The rest of the questions referred to the types of practice in order to determine if the
textbooks provide practice that fosters development of all four skills and balances accuracy and
fluency so learners can acquire grammar structures and the ability to use that knowledge for
communicative purposes. The analysis has shown that both editions foster contextualized
presentation and practice and development of all four skills. However, the fourth edition
published in 2009 shows higher percentage of balance of different types of introduction,
especially focus on form. There is also a higher percentage of balance of individual, pair and
group work and balance between accuracy and fluency. The results show that editions differ in
the way they present grammar. The second edition deals with grammar in a way that is more
isolated when compared to presentation and practice in the fourth edition. Furthermore, the
fourth edition reflects the latest ideas suggested by researchers and CEFR by focusing on form
within communicative contexts. This shows that the textbook used by the majority of Croatian
high schools keeps up with the changes in the field of teaching foreign languages and fosters an
eclectic approach that balances different modes of teaching EFL grammar. This means that a
high percentage of both teachers and learners have the opportunity to teach and learn according

to their personal styles and strategies.
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1. INTRODUCTION

Grammar has always been a problematic subject in language teaching and learning. The
“swinging pendulum”, as Larsen-Freeman (1991) called grammar, swung from one extreme to
another creating different opinions and attitudes toward grammar teaching. Grammar was
defined in many different ways and for that reason it was hard to put an end to “the swinging”
and find a solution that satisfied everyone; linguists, teachers and learners.

For a very long time, methods used for teaching ancient Greek and Latin were applied to
teaching of modern languages. Thus, learning a foreign language consisted of memorizing
grammar rules and translating, without any oral use of the target language. This situation started
changing when this type of teaching did not meet learners’ needs. Very soon it became clear that
learners had great difficulties when they had to apply their knowledge and use the target
language in real-life communication. This triggered the creation of new methods and the
pendulum was pushed to the other extreme where languages were learnt without grammar
instruction focusing only on language speaking. However, the goal of fluent and successful
communication was not reached and a new approach was needed.

Contemporary theories in language teaching try to incorporate the knowledge of grammatical
rules as well as the competence to use that knowledge in real-life communication. Since it is
agreed that the goal of language teaching and learning is learners’ communicative competence, it
is important to teach learners to use target languages fluently, appropriately and accurately.
Therefore, grammar teaching is seen as a means to an end where formal instruction helps
learners to progress from internalizing forms and structures to their meaningful and accurate use
in real-life communication. The issue is no longer whether grammar should be taught or not, but
how it should be taught in order to achieve learners’ communicative competence.

This work analyzes contemporary approaches to teaching English grammar in Croatia. It is
based on a qualitative study of New Headway Intermediate, a textbook used in more than half
Croatian schools. More precisely, it is a study of the second and fourth editions of that textbook.
We analyzed textbooks’ presentations, quantity and type of grammatical items and types of
activities, to establish what kind of approach to teaching grammar they offer. The aim was to see
if the structure and content of textbooks had changed according to new and relevant findings and

trends.



2. AN OVERVIEW OF TEACHING APPROACHES

Different conceptions of grammar affected the ways foreign languages have been taught. In
other words, different linguistic and psycholinguistic theories encouraged creation and
development of different approaches in teaching foreign languages. In order to be able to
understand and evaluate the current situation concerning contemporary approaches to teaching
grammar of English as a foreign language (EFL), it is important to know how grammar teaching
developed and how attitude towards grammar has changed over time. Thus, in the next section,

we will present a short overview of approaches to teaching foreign languages.

2.1. About the concept of grammar

Tonkyn (1994) saw grammar as multidimensional. It can be defined as descriptive,
referring to “the stuff of reference grammars and linguistic theory”, or pedagogical, referring to
“the stuff of lessons and textbooks” (Tonkyn, 1994, p. 1). A similar, but more elaborate
description of grammar was given by Larsen-Freeman (2009). She explains that grammar is an
ambiguous term in language teaching and it has been used to mean several different concepts. In
addition to descriptive grammar, which she explains as a description of language behavior by
proficient users of a language, the author adds another presentation of grammar; a set of
proscriptions and prescriptions about language forms and their use, which refers to prescriptive
grammar (Larsen-Freeman, 2009, p. 518). The author also adds teacher’s grammar to
pedagogical grammar. Both of these concepts refer to structures and rules compiled for
instructional and assessment purposes with the exception that teacher’s grammar is more detailed
and comprehensive.

Therefore, in order to compile structures and rules to be taught, those structures and
rules need to be described. As Tonkyn (1994) explained, these descriptions are related to
linguistic theories which later influenced the development of teaching approaches. Furthermore,
Larsen-Freeman (2001) explained that linguists differentiate between two types of descriptive
grammars. The first type refers to formal grammars which base their descriptions on forms of
language without focusing on meaning or use of language. Therefore, formalists see grammar
through morphology or word formation and syntax or word combination. On the other hand, the
second type, functional grammars, sees language as a “social interaction” (Larsen-Freeman,

2001, p. 34). Functionalists claim that language has a communicative function so they describe
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language through semantics, or meaning of words, and pragmatics or use of language. Therefore,
they try to explain which structure is and why more appropriate in a particular context.

In the first half of the twentieth century, structuralism was the dominant theory in
linguistics. Structuralists saw language as system whose elements are related to each other.
Furthermore, they believed that grammatical categories should be based on syntax and not on
semantics (Larsen-Freeman, 2001, p. 34). Along with structuralism, there was a psychological
theory called behaviorism and it was very influential in describing language. According to
behaviorism, language was a verbal behavior (Skinner, 1957, in Larsen-Freeman, 2001, p. 35).
Therefore, language learning was seen as a habit formation that is conducted through stimulus-
response conditioning by imitation and repetition of patterns.

These ideas were criticizes in the second half of the twentieth century by Chomsky. He
presented generative grammar and the concept of Universal Grammar. This concept referred to
innate language faculty that every human has. This faculty includes a set of universal principles
that allow every human to acquire any language. These principles are “general enough so they
can account for what all languages have in common” (Larsen-Freeman, 2001, p. 35). Therefore,
according to Larsen-Freeman (2001), Chomsky focused on grammatical competence. He defined
it as speakers’ knowledge of a finite system of rules that enables them to generate infinite
number of sentences. When it comes to learning, Chomsky claimed that learners can abstract the
rules from language they hear through hypothesis formation and testing.

Contrary to formalists, functionalists stress pragmatics as more important than
morphology and syntax. Furthermore, since it is meaning and communication that are in focus,
functionalists expand their explanations of grammatical structures from sentence level to level of
discourse. Thus, language is not an autonomous set of norms. Furthermore, Chomsky’s concept
of grammatical competence is broadened by Hymes who added sociolinguistic perspective to this
concept (Cenoz Iragui, 2004). For Chomsky, it was grammatical knowledge in form of mental
state which does not have to be put into function, whereas for Hymes it presented not only
grammatically correct but also socially appropriate language production.

All these theories influenced developments of different approaches to language teaching.
Contemporary theories related to language teaching try to integrate both aspects of grammatical
knowledge and competence; rules of language system and rules of their use in social contexts.

Also, contemporary approaches try to integrate all language levels, morphology and syntax as



well as phonetics, phonology, semantics and pragmatics, into pedagogical treatment of

languages.

2.2. Grammar-translation approach

We have previously mentioned that methods for teaching classical languages were also
applied to teaching modern languages. That approach was called Grammar-translation approach
or the Traditional Method and it was at its peak in 19" century. According to this approach, the
basis for teaching a foreign language was grammar teaching and translation. There was very little
use of the target language and the only two skills that were developed were reading and writing.

Instruction entailed explicit and deductive presentation of grammar rules and items which
were sequenced; they were taught from simple to more complex ones. The teacher used learners’
L1 to present the rules that learners had to memorize. Formal instruction was provided only by
the teacher so there were no specific textbooks containing any kind of grammar rules
presentation. After the presentation, learners practiced grammatical rules by translating sentences
from L2 to L1 and reading difficult classical texts (Celce-Murcia, 1991). The only materials used
for this type of teaching were a reader, which contained classical texts and a bilingual dictionary
for translations. Learners did not communicate with each other so there were no activities where
learners could negotiate for meaning and spontaneously learn the foreign language. When asked,
learners were expected to immediately produce correct answers and their errors were corrected

on the spot.

2.3. Direct approach
During the 1880s, learners who were taught according to Grammar-translation approach,
failed to use the foreign language in communication (Gurrey, 1961; Larsen-Freeman, 2009), so a
new approach was established. Direct approach was the opposite extreme of the previous one
because its focus was entirely on the spoken language, inductive instruction and omission of L1.
It was the result of a strong rebellion by a great number of phoneticians that were convinced
language learning should occur through speech (Harding, 1967).
Supporters of this approach believed that the right way to teach and learn grammar is
inductively through repeated use of foreign language, and explicit rules were forbidden. The

entire lesson was conducted through dialogues so formal instruction was practically omitted. In



that way, learners had the opportunity to discover rules for themselves through interaction with
other learners and the teacher. Language used in this type of teaching is only L2 and activities
are mostly interactive so the skills were developed in this order: listening, speaking, reading and
writing. Materials used for those activities were mostly handbooks that served only as referential
points for most activities because it was the teacher who was responsible for initiating a
communicative activity. Grammatical items, therefore, were not marked in any special sections

in textbooks but sequenced throughout instruction.

2.4. Audio-lingual approach

Alongside Direct approach, another one was developing; the Audio-lingual approach. It had
similarities with the previous one in terms of sequencing grammatical items and using mostly
spoken language during instruction. However, at that time, during the 1940s, behavioral
psychology was very influential and, combined with structural linguistics, it influenced
approaches to language teaching. Advocates of this approach believed that learning a language
was a process of habit formation (Celce-Murcia, 1991).

Instruction of grammar rules was conducted inductively and grammatical items were
sequenced. During this type of instruction, the language that was used was mostly L2 and the
translation to L1 was omitted. Typical activities were, therefore, dialogues and pattern drills
where the goal was memorization and mimicry of sentence patterns. Activities of that kind
prevented learners’ errors which were considered to be bad habits and, if they did occur, they
were corrected immediately (Celce-Murcia, 1991). This shows that accuracy and pronunciation
were very important so skills were sequenced like this: listening, speaking and reading, and
writing at the very end. Therefore, textbooks used in this approach had no specific grammar
summaries in any part. They were accompanied with additional materials, mostly sound
materials that learners had to listen, memorize and imitate. These materials were useful if the
teacher was not a native speaker or could not provide the correct model of pronunciation which

was considered very important.



2.5. Cognitive code approach

After being swung from only-grammar instruction to no-grammar instruction, the pendulum
returned to grammar instruction but with a new and improved vision. This innovation was
brought by linguists and psycholinguists who proposed that language learning was not a habit
formation but formation of hypothesis about language and rule acquisition. However, there was
still more focus on form than on meaning (Celce-Murcia, 1991).

Unlike in the previous approaches, in Cognitive code approach grammar was taught either
inductively or deductively depending on learners’ inclinations, which was a big change in
grammar pedagogy. Nevertheless, descriptions of rules were done in learners’ L1 (Krashen,
1982). Another big change that this approach brought was the vision of learners’ errors. They
were not to be eradicated immediately as a negative aspect of the learning process. They were
seen as useful indicators in the process that showed progress and stages of development each
learner goes through. Therefore, activities that were applied in this approach were error
correction and their analysis (Celce-Murcia, 1991). Materials used for instruction were based
mostly on Chomsky’s ideas in generative grammar. They contained grammar summaries that
assisted those learners who did not benefit from inductive approach and needed specific

description of a grammar rule.

2.6. Comprehension approach

The ‘pendulum’ again altered its direction in 1970s when, in the USA, language
methodologists suggested that first language and second language learning were two very similar
processes. These changes were influenced by Krashen’s theory on second language acquisition.
According to that theory, it is enough for the learner to be exposed to sufficient comprehensible
input in order to acquire the foreign language in the same way that a child acquires its mother
tongue. Learners should, therefore, be exposed to the target language and respond to it
nonverbally in the beginning, and afterwards, when they felt ready, they could produce in the
target language.

The input that learners were exposed to, during the instruction, was in the target language
and was one step beyond their level of competence (Celce-Murcia, 1991). However, learners
could choose which language they would use (Krashen, 1982). If any grammar was to be learnt

in class it was done inductively, but most of the grammar work served only for monitoring the



production when the learners have the time to consciously think about grammatical rules; during
homework assignments. According to Krashen (1982), activities like dialogue may have
included some structures, but the aim of the activities was only “to enable students to talk about
ideas, perform tasks, and solve problems” (p. 138). Materials used for this grammarless
instruction were pictures, realia and learners’ background knowledge. These materials again

omitted any specific presentation of a grammatical item or the explanation of a grammar rule.

2.7. Communicative approach

In the 1970s, a new goal was set for second language teaching. It was based on the works of
anthropological linguists such as Hymes and functional linguists like Halliday. After being
defined as a set of grammatical rules that ought to be mastered, and a habit formation, and finally
as a cognitive presentation governed by rules, language was defined as “an instrument Of
communication” (Celce-Murcia, 1991, p. 461). Unlike in the Comprehension approach, where
the focus is on the understanding of the language, Communicative approach emphasized
language use and production. This new definition of the content of learning, defined the process
of teaching and its goal; learners’ communicative competence. This approach is currently present
in the majority of schools. Nevertheless, this new approach did not entirely bring peace because
there are still debates on the way grammar should be introduced and practiced.

Supporters of this approach claim that the subject of the language instruction should be
meaningful, content- and discourse-based so it would promote real-life communication that
learners encounter on a daily basis outside of school. For that reason, learners engage in
activities where they negotiate for meaning through dialogues, role-plays and dramatizations.
This instruction also includes social functions and semantic notions as well as linguistic forms in
order to accomplish its goal; learner’s ability to express him or herself accurately, meaningfully
and appropriately in the target language (Celce-Murcia, 1991). The teacher, during the
instruction, guides learners to communicate and use the language, and corrects and provides
feedback on learners’ production only if it is necessary for communication to continue. Most of
the used materials, therefore, replicate authentic communicative situations from everyday life
and provide exercises that “take into account [...] the inexplicit nature of much naturally-
occurring conversation” and “practice in turn-taking and in interruption techniques”

(Cunningsworth, 1987, p. 48). Since formal instruction is present in either inductive or deductive



manner, textbooks contain certain grammar summaries for the sake of accurate and appropriate
learners’ production.

Compared to one another, each of the approaches seems one-dimensional and created only to
contradict the previous one. In order to make use of them, it is important to understand them as
suggestions for conducting a lesson. They can be altered and their features balanced in order to
adapt them to our styles of teaching and to learners’ needs so we can facilitate learning processes
keeping in mind personal characteristics of our learners (Gurrey, 1961; Ur, 1988). Today there is
a little bit of both extremes of grammar teaching; grammar is considered to be an important part
of language instruction and it is implemented into meaningful use of the target language in
communication. The pendulum seems to have slowed down, but it is not fixed in one place.
Numerous varieties of textbooks still reflect these small fluctuations and disagreements so, in
order to have an insight of the current situation, it is important to investigate the characteristics

of textbooks used in our classrooms.
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3. GRAMMAR PEDAGOGY IN TEXTBOOKS

Much research has been done about the instruction of grammar items, and as we know there
is still no unified satisfactory answer to how grammar should be taught. However, there is an
agreement that grammar should be taught in a meaningful context where learners can connect the
form with the meaning and its appropriate use in social interaction (Celce-Murcia, 1991; Gurrey,
1961; Larsen-Freeman, 1991; Ur, 1996). It is important to investigate how much of those newer
perspectives and instructions are reflected in an important element of teaching process present in
every classroom; the textbook. Even though it is not the only source and material teachers can
use, the textbook is still seen as a basis for syllabus design and lesion plans and it is a source of
activities and tasks (Fernandez, 2011). It is not only useful to teachers in planning the teaching
process, but it is also useful to learners. Having a textbook during their learning process, they are
able to observe and measure for themselves the progress they have made (Chalker, 1994,
Haycroft, 1998). A textbook is a structured container of the knowledge learners must acquire so
it is easier for both learners and teachers to evaluate the development of learners’ knowledge.
This organization is the primary characteristic of any textbook and “even traditional materials
may have a primary organizing principle (structures) and a secondary one (topic or situations)”
(McDonough, Shaw, & Masuhara, 1997, p. 34).

There is a vast variety of textbooks published today. The reason to that is twofold; the
textbook is still seen as an indispensible help for carrying out lessons, and, there are still
differences in opinions about the ways of teaching grammar. This is why it is important to
evaluate the textbooks we are using in our classrooms in order to obtain an insight into the
possibilities and options for teaching grammar. It is important to make sure “that careful
selection is made, and that materials selected closely reflect [the needs of the learners and] the

aims, methods, and values of the teaching program” (Cunnungsworth, 1995, p. 7).

3.1. Previous studies on second language textbooks

Grammar instruction in EFL textbooks was investigated by a number of researchers. Fortune
(1998) investigated activities found in several EFL textbooks trying to establish the type of
methods for teaching grammar that those textbooks fostered. Typical characteristics of examined
exercises were that they were mechanical and decontextualized. Activities were mostly the drill

types like filling-in the gaps with the appropriate form. This was an explicit and deductive
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instruction very similar to the Traditional approach. This is in accordance with what Ellis (2002)
claimed; traditional methodology still remained in the newer days because grammar instruction
was conducted through explicit descriptions and the practice was still controlled and mechanical.
Nevertheless, Islam (2003) discovered some changes in EFL textbook activities. They were
mostly oral activities where, as in audio-lingual approach, learners had to listen and repeat
structures.

Similar investigations were conducted on French, Italian and Spanish textbooks. Walz (1989)
reported that there was an attempt of contextualizing drills in French collage textbooks for the
purpose of communicative teaching. Nevertheless, those attempts were far from real
communication where context determines the meaning and the form required for communication.
Lally (1998) repeated this investigation and concluded that there was a small change in terms of
mechanical drills and communicative activities; drills slowly made way for communication to
enter.

In Italian textbooks, Aski (2003) evaluated activities in seven elementary textbooks. She
found that the majority of exercises were drills. Even dough those involved drills that were
communicative and meaningful, there was only a few activities that tried to practice real
communication. Aski concluded, similar to Lally (1998), that the change and incorporation of the
new SLA findings into textbooks was a very slow process. She added that it was necessary to
evaluate materials used in classrooms and cooperate with publishers in order to update foreign
language textbooks.

Fernandez (2011) investigated six college-level, beginning Spanish textbooks to evaluate
presentation and practice of grammatical items. Like many before her, she found that traditional
ideas still linger and that explicit and deductive instruction is present in the majority of
investigated textbooks. Fernandez (2011) also found that production practice was still very
controlled. In addition, the textbooks offered “limited opportunities for students to process target
form through written input” (p. 165). Thus, according to the author, the importance of input in
learning process in almost completely neglected. However, there are some small indications of
higher percentage of input-based activities and more free communicative production activities in
a few textbooks. This shows that some textbooks are exhibiting small advancement in terms of

incorporating contemporary knowledge on L2 grammar instruction.
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It can be concluded that research results and new ideas and attitudes toward teaching
grammar did not immediately enter textbooks. In other words, there is still large percentage of
deductive explicit instruction that is characteristic of early methods. Nevertheless, a progress can
be seen, so it is important to analyze current textbooks to have an insight into possible ways of

teaching and problems that may occur.

3.2. Implicit and explicit instruction

In the previous sections, we presented different approaches to teaching grammar and
investigations that tried to determine how textbooks reflect those approaches and if they integrate
new findings. It is now obvious that of all the possible debates that are still open, the one on
explicit and implicit instruction is the one that seems to be most problematic. Implicit instruction
has no reference to rules and structures (DeKeyser, 2003; Larsen-Freeman, 2009; Scott, 1990).
Therefore, learners need only to be exposed to grammatical items within a context that is
meaningful and comprehensible to them. In that way learners acquire grammatical structures of
the target language. This is based on Krashen’s theory on comprehensible input and natural
approach. On the other hand, explicit instruction presents grammar rules that were stated by
either teachers or learners. In this case, learners “develop conscious mental representation of
them” and they are aware what they are supposed to learn (Ellis, 2012, p. 275).

A number of investigations has been done on this subject in order to determine which
instruction type is best for teaching and learning foreign language grammar. In his article, Ellis
(2006) presents several studies that tried to determine if grammar should be taught at all.
According to the author, Corder and Krashen claimed that instruction was unnecessary because
each learner possesses a built-in-syllabus that enables him or her to process comprehensible
input and acquire language structures in a natural way (as cited in Ellis, 2006, p. 85). In this
sense, according to Krashen (1982), rule instruction has no place in language instruction because
it provides conscious knowledge that is not connected with fluency and it is not responsible for
creating expressions. This conscious knowledge can be useful only as “an editor, as a Monitor,
‘correcting’ the errors” (Krashen, 1982, p. 83) because there is no time for learners to be focused
on both the message and its correct form during a communicative act; it can be achieved only in
exercises done at home where learners have enough time to ‘monitor’ their production and

correct it. Similar points were presented by Nassaji and Fotos (2004) stating that formal grammar
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lessons were believed to provide only declarative knowledge of rules, but not the practical skill
to use forms correctly. Therefore, foreign language learning was compared to first language
learning and it was only necessary to be exposed to a great amount of comprehensible input in
order to, eventually, be able to use the foreign language meaningfully and properly (Krashen,
1981; Schwartz, 1993; Zobl, 1995 as cited in Nassaji and Fotos, 2004).

These claims triggered several empirical studies, such as Pica (1983), Long (1983), and
White, Spada, Lightbown & Ranta, (1991), that compared the order of acquisition and the
success of naturalistic and instructed learners. All the authors came to the same conclusion;
instructed learners progressed at a quicker pace to high levels of proficiency and the order of
acquisition is almost completely the same for those who were instructed and for those who
acquired it in a natural way. Another researcher reached the same conclusion. Scott (1990), in
her article on explicit and implicit instruction, reports on an empirical study where two groups of
learners received explicit and implicit instruction of a specific grammar structure. The same
study was repeated after some time and in both cases results were the same; the group that
received explicit instruction had performed better than the group that received implicit
instruction. This indicates that explicit instruction provides for organized insight into foreign
language grammar which enables learners to acquire it at a quicker pace providing more time to
practice the use of those structures (Scott, 1990). Furthermore, Skehan (1998) and Tomasello
(1998) have reached the conclusion that learners are not able to “process target language input
for both meaning and form at the same time” (Nassaji and Fotos, 2004, p. 128). This means that
it is most probable that learners will attend only to the meaning of the input and fail to notice the
structure which would lead to failure in acquiring and producing that structure. This point was
proven to be true in the research done by Swain and her colleagues on French immersion
program. In this program, learners, after being exposed to great amount of meaningful input,
“achieve accuracy in certain grammatical forms” (Nassaji & Fotos, 2004, p. 128). The
confirmation of that statement was presented by Norris and Ortega who, based on their research,
reached the conclusion that explicit instruction, either inductive or deductive, has better
outcomes in learners’ performance than implicit instruction and that these better outcomes are

long-lasting (as cited in Larsen-Freeman, 2009, p. 528).
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3.2.1. Inductive and deductive instruction

When most researchers agreed that it is better to apply explicit instruction, another debate
emerged; which is better — inductive or deductive presentation of grammatical rules? In cases
where learners are presented with the rule, its description and application, we are talking about
deductive explicit instruction. The other possibility is inductive explicit instruction where
learners are led to induce the rule after being exposed to an input that contains numerous
examples of grammatical structures. Ellis (1998) reported that there are reasons which favor
inductive learning. One of those reasons is that learners could be highly motivated if they are
allowed to hypothesize and investigate the target language on their own. He stressed that they are
more likely to remember what they discover for themselves. This can be related to the ability to
learn that CEFR (2001) presents as one of the competences that learners should develop. It is the
ability to perceive and play a part in new experience by incorporating new knowledge with the
current one so the learners can deal with new language learning difficulties more successfully
and independently (CEFR, 2001). Furthermore, if learners are engaged in group activities where
they would use the target language, it would also be a communicative activity where they would
negotiate for meaning and use the target language actively.

In his later work, Ellis (2006) advocated for explicit formal instruction. “Explicit knowledge
of a grammatical structure makes it more likely that learners will attend to the structure in the
input and carry out the cognitive comparison between what they observe in the input and in their
output” (Ellis, 2006, p. 97). If a foreign language is learnt within a classroom, there are time
limitations like duration of lessons. During that relatively short time in classrooms, for most
learners is necessary to be guided or instructed. It is possible they do not have enough time or
language proficiency to notice particular structures in the input. In that way, learners would not
be aware of their own production and, therefore, would not be able to progress in foreign
language learning. Ur (2009) concluded that even if the goal of grammar instruction is “implicit
knowledge of grammar [...] it does not necessarily follow that grammar should be taught
implicitly” (p. 3).

However, Ellis (2006) concludes that results are mixed. Investigations by Herron and
Tomasello (1992) presented results in favor of inductive instruction, while Robinson (1996)
reported that deductive instruction has more positive effect on learners’ language development,

and there are those who found that there was no major difference when it came to the
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effectiveness of the two types of instruction (as discussed in Ellis, 2006, p. 98). Nevertheless, it
has been agreed that there are some rules that are more complex than others so it is possible to
teach them in a different way than the simpler ones. Several researchers concluded that explicit
instruction is extremely useful for instruction of simpler rules (Hammerley, 1975; Selinger, 1975
as cited in Ellis, 1998, p. 49). Larsen-Freeman (2009) agreed by stating that inductive instruction
can be very suitable for rules that are hard to express and internalize due to their complexity.

In textbooks, inductive instruction is conducted through texts, pictures and communicative
contexts that are presented by either authentic or fabricated material. Authentic material refers to,
according to CEFR (2001), “untreated authentic texts [...] (daily newspapers, magazines,
broadcasts, etc.); selected, graded and/or edited so as to be judged appropriate to the learner’s
experience, interests and characteristics” (p. 146). On the other hand, fabricated materials are
“texts composed for use in language teaching [...] to give contextualized examples of linguistic
content or they are isolated sentences for exercise purposes” (CEFR, 2001, p. 146). In inductive
instruction, learners would first be presented with a task in a form of a text which they would
analyze. They would be instructed to notice something particular or simply a new structure that
they had not worked before. After that, the teacher would guide learners with questions and
examples from the text in order for learners to induce the rule. On the other hand, deductive
instruction can be recognized by specially marked sections entitled, for example, grammar
corner, grammar spot, etc. There would be a description of a rule accompanied by a sentence
where the use of the rule would be exemplified. After the description of the rule, there would be
a series of exercises for learners to apply knowledge of that rule. Every teacher who worked with
a textbook always had to worry, given the heterogeneity of textbook users, about the
insufficiency of the presentation of grammar rules, level and amount of detail that grammar is
explained.

Having analyzed research results and related them to any classroom situation, the best
solution to all these debates would be a compromise. An interesting attitude towards this idea
was presented by Borg (1998) who investigated teachers’ pedagogical systems that influenced
teachers’ choice of the approach to grammar teaching. When the author investigated inductive
and deductive teaching, he reported that inductive learning was applied in most cases but as a
‘plan A’. This meant that teachers kept in mind the possibility of providing their learners with

rule descriptions if learners found themselves unable to induce rules on their own. One teacher in
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the research concluded: “Yes, that’s all part of providing knowledge. Whether they discover it
for themselves through tasks I’ve designed, or whether I explain the grammar to them, | think it
amounts to the same thing, I’'m providing knowledge” (Borg, 1998, p. 23). According to CEFR
(2001), “learners may (be expected/required to) develop their grammatical competence” (p. 152)
inductively by being exposed to new grammatical structures in authentic texts or in texts
specially composed to demonstrate the form, function and meaning of particular structures, or
deductively by the presentation and explanation of formal paradigms and tables of forms
followed by formal exercises. Therefore, in order to create a balance between different attitudes
and approaches to grammar instruction, it is reasonable to assume that teachers are the ones who
should combine the two types due to the learners’ different characteristics, preferences and
styles. Finally, Larsen-Freeman (2009) concludes that “students who receive a blend of implicit

and explicit grammar instruction are likely to be well served” (p. 529).

3.2.2. Focus on form

As ideas on language teaching progress towards learners’ ability to communicate and to
articulate themselves properly in the target language, it becomes clear that it is necessary to
address both grammar structure and its proper use in communicative acts. Long (1991) proposed
a form of instruction within explicit instruction which he called focus on form opposing it to
focus on forms. The latter instruction refers to isolated presentation of separated grammatical
structures, where learners’ focus was on accuracy of the form, followed by activities directed at
only one grammatical structure (Nassaji & Fotos, 2004; Ellis R. , 2006). In focus on form,
learners are guided to notice and understand several grammatical structures within
communicative contexts. The author claimed that systematic focus on form, which is
implemented into communicative tasks, creates a quicker rate of learning and advanced levels of
final second language achievement than the instruction that has no references to grammatical
form. Furthermore, Ellis (2006) differentiates two types of focus; planned and incidental. The
former refers to instruction “where a focused task is required to elicit occasion for using a
predetermined grammatical structure” (p. 100). Incidental focus on form, on the other hand,
contains a communicative activity in which there is no predetermined structure to focus on and

the focus is on every structure that shows to be problematic to learners during communicative
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activity. This type of instruction, however, does not separate grammar instruction from
communicative-based curriculum (Ellis, 2006).

Research, such as Spada and Lightbown (1993) and Lightbown (1998) confirm this
efficiency of instruction that fosters the combination of communicative interaction and focus on
grammar structure (as discussed in Larsen-Freeman 1991, p. 251). Furthermore, Ellis (2006)
claims that there are some discussions on how this approach effects development of implicit
knowledge. Long and Doughty hold that focus on form allows learners to acquire implicit
knowledge because, while “attending to the linguistic form”, they are also “engaged with
understanding and producing meaningful message” (as cited in Ellis, 2006, p. 101). On the other
hand, DeKeyser claims that grammar structures can be learnt “through automatization of explicit
knowledge” (p. 101) what is achievable only through activities, such as drills, that are focused
directly at a single grammatical structure in a series of separate lessons (as cited in Ellis, 2006, p.
101).

Nevertheless, it has been concluded that the aim of foreign language teaching is development
of learners’ communicative competence so they would be able to “accurately convey meaning in
the manner they deem appropriate” (Larsen-Freeman, 1991, p. 255). For that reason it is
necessary to integrate both grammar structures and meaningful communication into foreign
language teaching. Nassaji and Fotos (2004) confirm this stating that contemporary studies
support the provision of communicative opportunities that have form focused instruction and
meaningful communication combined. Therefore, learners require occasions to encounter,
internalize, and apply instructed forms connecting form and meaning “so that the forms can
become part of their interlanguage behavior” (Nassaji & Fotos, 2004, p. 130). In other words, it
is necessary to provide learners with exercises where they will have opportunities to relate
grammatical structures with their meanings in socially acceptable contexts. In the following

section, we will describe several types of grammar practice that can be found in textbooks.

3.3. Types of grammar practice

After establishing that grammar instruction has a place in foreign language teaching, it is
important to evaluate learners’ ability to use explicit knowledge of grammatical forms in real
performance. This means that, as DeKeyser explained, “fluency or proceduralization of

declarative knowledge requires practice in which students use the target language point
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meaningfully while keeping the declarative knowledge in working memory” (as cited in Larsen-
Freeman, 1991, p. 258). Therefore, no matter if it was introduced by teachers or if it was induced
by learners, it is necessary to put all grammatical rules into use. Moreover, Gurrey (1961)
explained that study of grammar is a type of a scientific study and every idea or hypothesis in
this kind of study ought to be put through a series of tests in order to be either verified or
dismissed. In case of grammar teaching and learning, to be tested means to be applied through a
series of exercises and tasks. This means we should investigate what type of tasks and activities
best promote and put into efficient use the knowledge acquired during grammar introduction.

“Continued practice atomizes the use of the rule so the students do not have to think about it
consciously any longer” (Larsen-Freeman, 2009, p. 523). The goal of grammar practice,
therefore, is learners’ ability to produce grammatical structures properly on their own without
strictly focusing on the form. For that matter, during learning process, teachers supply learners’
with a variety of exercises that allow learners to progress from internalizing a form to connecting
it with its possible meanings in different contexts. According to CEFR (2001), planning of these
activities involves “selection, ordering and step-by-step presentation and drilling of new
material” starting with short fragments and finishing with elaborated productions in the target
language (p. 151). This would result in learners’ fluent production of meaningful, accurate and
appropriate output.

Ur (1988) claims that there are several factors that influence the effectiveness of grammar
practice. Very important factors to consider are volume and repetition when a structure’s form
and meaning are repeatedly received and produced through a variety of exercises in different
contexts. This leads to another factor; heterogeneity. This is conditioned by the fact that our class
consists of a heterogeneous group where each individual has its personal styles and strategies for
learning so, by making practice diverse developing all four skills, we make sure that “a higher
proportion of the class get learning value out of the practice” (Ur, 1988, p. 14).

“The application of grammar learned can take various forms; but most application
exercises should increase the pupils’ awareness of meanings and the way these are
expressed, should sharpen understanding, or throw light on what has to be expressed and
the way to express it” (Gurrey, 1961, p. 26)

This means that it is necessary to provide learners with exercises of grammatical forms

imbedded into different authentic contexts so they would be aware of different meanings one
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form can have. In that way a learner establishes form-meaning relationship and acquires better
understanding of forms and their use. Furthermore, when considering conditions influencing the
authenticity of real life tasks involving interaction, it is important to include factors related to
interlocutors. Therefore, practice has to have different dynamics ranging from individual to
group interaction (CEFR, 2001).

Teachers are able to provide practice for learners by combining a variety of exercises; “from
highly controlled text-manipulation exercises to much freer text-creation tasks” (Ellis, 1998, p.
50). This is why a textbook is an important tool in teaching. It provides numerous different
exercises that both teachers and learners can use. Ur (1996) supported this idea by presenting
seven types of grammar practice. This practice starts with controlled practice of a certain
grammatical structure, where learners familiarize with forms of grammatical structures. This is
then followed by exercises that gradually become freer. This kind of sequencing leads to
independent, meaningful and appropriate production of grammatical structures. According to
CEFR (2001), “a changing balance needs to be established between attention to meaning and
form, fluency and accuracy” while conducting teaching process so that language learning process
and task performance are both enabled and recognized (p. 158).

The first type of grammar practice presented by Ur (1996) immediately follows the
introduction of a grammatical structure. It is called awareness exercise. Here learners are
presented with the structure within a simple context in order to pay attention to its form and,
possibly, to relate it to its meaning in the given context. An example of such an exercise is when
learners have to recognize and mark in some way a certain structure in short texts in the target
language (e.g. choose the correct form to complete the text).

The second type is called controlled drill. After encountering the structure in a context
mostly in written form, learners are instructed to produce the structure, first in written form,
according to a given example. An example of this type of exercise would be slot-fillers, where
learners insert appropriate form or substitution, altering the structure in a predetermined way, for
example changing singular into plural or active into passive voice (CEFR, 2001).

According to Ur (1996), practice should continue with the third type entitled meaningful
drills. In a task of this kind, leaners are allowed to elaborate their answers in the sense of
vocabulary alterations. Even though learners’ answers are still controlled and their elaborations

are limited, learners’ attention is slowly shifted from form to meaning and message the form is
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related to. An example of this type is an exercise where learners have to, according to a set
grammatical pattern, write sentences about themselves. In that way they can choose vocabulary
and but also stay within determined parameters. A very similar intention can be seen in the
fourth type called guided and meaningful practice. In this case production goes one step further
and allows learners to form sentences in which, even though there is a predetermined pattern,
they are entirely free to choose vocabulary to express themselves. An example of this type is
when learners are instructed to form a conditional clause where the condition is predetermined.

Since the author believes that forming practice through several steps that lead from accuracy
to fluency in production, last three types that she presents are moving away from controlled and
semi-controlled practice and, based on the knowledge acquired through previous exercise,
learners are allowed to freely progress toward independent communicative production. Unlike
exercises focusing specifically on decontextualized practice of grammar structures,
communicative activities, whether they reflect real-life use of the target language or educational
purpose, aim to actively include learners in meaningful communication to the extent that they
require learners to understand, negotiate and express meaning in order to reach a communicative
aim (CEFR, 2001).

The fifth type is entitled (structure-based) free sentence composition. In this case, learners
have the opportunity to form personal sentences as a response to a prompt, either visual or
situational. Composed sentences have to contain a particular structure that is to be learnt. It is
mostly from this step forward that the production entails both writing and speaking skills,
whereas at the beginning it is mostly written production. A typical example would be a picture of
people involved in different activities for learners to describe using predetermined grammar
structure.

The sixth type, (structure-based) discourse composition, expands the production from
sentence level to discourse level. After being instructed to include the structure as much as
possible in their production, learners either open a debate or write down their opinion on a given
topic. An example of this type could be a task where learners would have to provide a solution
for a problematic situation using, for example, modal verbs. The last, seventh type, free
discourse, is very similar to the previous type, only without any explicit instruction to use the
particular structure. However, there is a probability that the task is constructed in a way that it is

possible for the structure to appear.
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Each of these types contributes to the development of effectiveness, clarity and precision of
the target language use. It is important that learners practice grammar structures in such a
progressive way in order to gain “a more conscious control of language in speaking and writing,
and a quicker and more exact comprehension of what is heard and read” (Gurrey, 1961, p. 81).
The progress to freer exercises is crucial because “rules and forms learned in isolated
meaningless drills may be harder to retrieve in the context of communicative interaction”
(Larsen-Freeman, 1991, p. 258). That is why Ur (1988) advises that after exercises where
grammar is seen as the key learning objective (e.g. controlled drills), learners should soon move
on to exercises that allow meaningful use of grammar structures for “acquiring a thorough
mastery of the language as a whole” (Ur, 1988, p. 5). This author also stated that some teachers
and textbooks tend to focus only on one aspect like accuracy over fluent use or on written over
oral exercises, so it is very important to create a balance keeping in mind different needs of a
particular class (Ur, 1988).

The old approaches, as we said earlier, still linger in contemporary approaches and
materials. Many of them are neglecting the importance of communicative contexts in language
instruction and production. Thus, current SLA views do not support old-style production practice
with very limiting exercises that do not combine form and meaning expressed through
communication. These types of activities lack the opportunities for learners to have meaningful
and purposeful interaction that stimulate language awareness, hypothesis testing and
consolidation of connections between form and meaning. In the following section, we will

analyze this situation in Croatian contexts.
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4. THE STUDY

This investigation is a qualitative study of New Headway Intermediate. More precisely, the
study involves two editions; the second edition published in 1996 and the fourth edition
published in 2009. We have evaluated types of presentation that each edition offers and types of
exercises and activities throughout those editions of the textbook. The goal of the analysis was to
provide an insight into the current situation in teaching EFL grammar in Croatia. More precisely,
our aim was to investigate if there has been a change concerning presentation and practice of
grammatical structures in two editions of the same textbook. We also tried to determine if new
revelations and contemporary research findings were reflected in the approach that the textbook

fosters.

4.1. New Headway Intermediate

Authors Liz and John Soars published the first edition of New Headway in 1984. According
to information we obtained from Oxford University Press Croatia’, it was officially approved by
the Ministry of Science, Education and Sports of the Republic of Croatia in Croatian schools in
1999. Furthermore, according to the same source, Intermediate level is used in over 50% of high
schools in Croatia.

New Headway Intermediate 2" edition was published in 1996 and approved by the Ministry
in Croatia in 2001. According to the authors’ statements on the cover of the textbook, it
combines the best of traditional methods with more recent approaches in order to teach learners
to use English both accurately and fluently. It is also stated on the cover that grammar is
presented inductively through contextualized examples and controlled and freer tasks developing
all four skills. This edition contains 12 lessons. Each lesson starts with grammar section that
contains two parts; Presentation and Practice and in most lessons there is two of each of those
parts. Each Presentation contains Grammar Questions directed to learners for induction or
deduction of grammar rules. After Presentation and Practice, there is a short explicit
presentation of grammar rules from particular lesson called Language Review. After that short
overview of grammar rules, there are segments entitled Reading, Speaking, Writing and
Listening. Those segments contain different exercises and activities where learners practice

different aspects of English including grammar. At the end of the textbook there are lists of tape

! Oxford University Press, Predstavniitvo u Republici Hrvatskoj, Maksimirska cesta 98, 10000 Zagreb
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scripts from each lesson and a section called Grammar Reference with deductive presentation
and examples of grammar done throughout the textbook.

New Headway Intermediate 4™ edition was published in the 2009 and approved by the
Ministry in 2009. It is stated on the cover that this edition is updated when it comes to topics and
graphic design and fosters a direct approach to grammar. Furthermore, it is highlighted that the
textbook possesses the latest classroom technology and combines traditional methodology with
the communicative approach through role plays and personalization. Therefore, even though it
develops all four skills, this edition accentuates speaking and practice of spoken English. General
outline of this edition is very similar to the outline of the second edition. However, the fourth
edition has shorter lessons. This is so because each lesson has only one Presentation and one
Practice. Also, it is because several writing exercises and tasks are extracted from lessons and
placed at the end of the textbook. Another difference is in Presentation where questions for
inducing grammar rules are in a section called Grammar Spot which is placed within
Presentation, and not at the end like in the second edition. There is a new section at the end of
each lesson called Everyday English. This edition also ends with Grammar Reference, a
deductive presentation of grammar from the textbook. Also, it is the only explicit deductive

presentation of grammar rules in the textbook.

4.2. Research questions and procedure

We have based our analysis on the criteria offered by Cunningsworth (1995), Ur (1996) and
CEFR (2001) concerning the instruction of grammar structures and their presentation in the
textbook. In order to have an insight into what kind of approach to teaching grammar the
textbook fosters, we have analyzed the following two aspects of the process of teaching EFL
grammar; presentation of grammar structures and their practice. In order to establish the way
each grammar structure is introduced and presented in each lesson, we have formed two research
questions (RQ) to analyze the presentation;

1. Does the textbook foster inductive, deductive or balanced presentation with focus on form
(FOF)?

2. Does the textbook provide contextualized examples of the structure in presentation?
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The second part of the analysis refers to the practice of grammar structures that the textbook
provides. We wished to establish if the textbook fosters balance between developing fluency and
accuracy by progressing from controlled and semi-controlled exercises to free communicative
exercises and by integrating grammar practice into meaningful and real-life communication in
order for learners to establish form-meaning relationship. In order to accomplish that balance it is
also necessary to combine the four skills (reading, listening, writing and speaking) and different
work dynamics (individual, pair and group work) during practice. Therefore, we have formed the
following four research questions to get an insight into the type of the practice the textbook
offers:

3. Does practice develop all four skills?

4. What kind of work dynamics does the textbook foster?

5. Does the textbook offer practice within a meaningful and real-life context?

6. Does the textbook foster balance between developing accuracy and fluency?
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4.3. RESULTS

We will present the results of our analysis in form of percentages in (pie) charts. We start by
presenting the results based on the analysis of the second edition. First we describe the
presentation of structures and then their practice. The same procedure will be followed for the

fourth edition.

4.3.1. NEW HEADWAY INTERMEDIATE — THE SECOND EDITION

PRESENTATION

Figure 1 — The ratio of deductive and inductive presentation in New Headway Intermediate 2"
edition

1. Does the textbook foster inductive,
deductive or balanced presentation with
focus on form?

M Inductive

M Balanced with focus
on form

New Headway Intermediate 2" edition fosters inductive presentation. It accounts for 67%
of Presentation. This kind of presentation involves reading and listening to dialogues in which
target structures are used. This is followed by short controlled exercises for comprehension
check without particular attention to the form. Exercises are followed by Grammar Questions
about target structures previously introduced in order to guide learners to induce when and why
particular structures are used (see Appendix 1). The balance between inductive and deductive
presentation with focus on form (FOF) accounts for 33% of Presentation. This type of
presentation involves reading and listening to texts with target structures written in italics or left
out in order for learner to write them in during listening. The texts are also followed by
Grammar Questions that guide learners to induce the rule (see Appendix 1). There is not a single

lesson that presents grammar structures in a deductive way (see Figure 1).
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Figure 2 — The ratio of contextualized presentation in New Headway Intermediate 2" edition

2. Does the textbook provide contextualized
examples of the structure?

B Form implemented
into meaningful
context

M Fabricated context

This edition offers contextualized presentation of grammar structures in 68% of
Presentation (see Figure 2). Contextualized examples refer to authentic texts or dialogues where
the target structure is used in a meaningful and real-life context (see Appendix 1). When it comes
to contexts fabricated for educational purposes, 32% of Presentation in the textbook consists of

very short dialogues which contain the structure in question without sufficient meaningful

context (see Appendix 1).
PRACTICE

Figure 3 — The ratio of practice of four skills in New Headway Intermediate 2" edition

3. Does practice develop all four skills in the
practice?

M Reading
B Writnig
Listening

B Speaking

New Headway Intermediate 2™ edition fosters balance between the four skills in
Practice. When it comes to receptive skills, reading is present in 29% and listening is present in
20% of Practice. On the other hand, writing accounts for 23% and speaking accounts for 28% of
the exercises in this edition (see Figure 3). The textbook offers tape scripts where learners can

listen to different dialogues or monologues and it also provides learners with texts to read during
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or after listening. Exercises that develop speaking skills include dialogues in pair or group
discussions where learners share their opinions on given subjects. Writing is developed through
exercises where learners have to take notes or fill in the blanks while listening and writing short

essays on a given topic or according to a given example (see Appendix 1).

Figure 4 — Ratio of work dynamics in New Headway Intermediate 2™ edition

4. What kind of work dynamics does the

textbook foster?

11%
\

M Individual work
M Pair work
Group work

This edition does not foster balance when it comes to work dynamics in Practice. The
ratio of work dynamics is the following: 55% of activities are structured for individual work,
34% exercises foster pair work and 11% of the practice is designed for group work (see Figure
4). Exercises that encourage individual work include exercises with blanks and answering
reading comprehension questions. Exercises that foster pair work include forming, asking and
answering questions on a given topic and comparing notes after a listening task. Group work is
present in exercises where learners discuss certain topics in small groups or read and present

different texts on given topics (see Appendix 1).

Figure 5 — The ratio of contextualized practice in New Headway Intermediate 2" edition

5. Does the textbook offer practice within
meaningful and real-life context?

M Extracted from the
context

B Meaningful, real-life
context
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In New Headway Intermediate 2™ edition, 56% of the practice is within a meaningful and
real-life communicative context and 44% of the exercises are extracted from a communicative
context (see Figure 5). Exercises that are placed within meaningful and real-life contexts involve
asking and answering questions or having debates on given topics and the target structure
appears constantly. On the other hand, exercises that are extracted from the context are presented
as a list of sentences and learners have to fill in the blanks or match parts of the sentences (see

Appendix 1).

Figure 6 — The ratio of accuracy and fluency in New Headway Intermediate 2™ edition

6. Does the textbook foster balance between
accuracy and fluency?

M Controlled
B Semi-controlled

Free

This edition provides mostly controlled types of exercises. The ratio of accuracy and fluency
is the following: 61% of the exercises are controlled, 21% are free and 18% percent are semi-
controlled (see Figure 6). Controlled exercises refer to exercises where learners have to fill in
the blanks with target structures in either isolated sentences or whole texts, and form questions
and statements according to a given example. In the semi-controlled practice, exercises include
answering personal questions or giving advice where learners are free to choose which
vocabulary they wish to use. Finally, free practice involves tasks and activities where learners
have to produce, either in written or oral form, a larger text on a given topic and they choose

lexical and grammatical structures they wish to use (see Appendix 1).
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4.3.2. NEW HEADWAY INTERMEDIATE — THE FOURTH EDITION

PRESENTATION

Figure 7 — The ratio of deductive and inductive presentation in New Headway Intermediate 4™

edition

1. Does the textbook foster inductive,
deductive or presentation balanced with
FOF?

M Inductive
W Deductive

Balanced

New Headway Intermediate 4™ edition fosters balance in Presentation of grammatical
structures. The ratio of deductive and inductive presentation is the following: 41% is inductive,
21% is deductive and 38% of Presentation includes focus on form (see Figure 7). Inductive
presentation involves texts or dialogues where the target structure is presented. This is followed
by a controlled exercise and a Grammar Spot with questions formed to guide learners to induce
rules. On the other hand, deductive presentation includes explanations of target structures. This is
followed by several controlled exercises. Finally, balanced instruction involves texts and
activities with graphically stressed target structures within authentic contexts. (see Appendix 2)
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Figure 8 — The ratio of contextualized presentation in New Headway Intermediate 4™ edition

2. Does the textbook provide contextualized
examples of the structure?

B Meaningful, real-life
context

M Fabricated context

The majority of Presentation is given within a meaningful context. New Headway
Intermediate 4™ edition provides 67% of Presentation that contains meaningful and real-life
communicative contexts. The ratio of Presentation that has context fabricated for educational
purposes is 33% (see Figure 8). Presentation within meaningful contexts refers to authentic texts
that contain target structures. These texts are accompanied with photographs. On the other hand,

fabricated contexts refer to short dialogues or drawings for learners to describe. (see Appendix 2)

PRACTICE

Figure 9 — The ratio of the practice of four skills in New Headway Intermediate 4™ edition

3. Does the practice develope all four skills?

H Reading

B Writing

Listening
18%
B Speaking

New Headway Intermediate 4™ edition fosters balance between the four skills in Practice.
The ratio of receptive skills is the following: reading accounts for 28% and listening accounts for
18% of Practice. On the other hand, the ratio of productive skills is the following: writing

accounts for 19% and speaking accounts for 35% of Practice (see Figure 9). Learners are
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presented with different dialogues or monologues recorded on CDs and with texts to read during

or after listening. Exercises that develop speaking skills include dialogues in pairs or group

discussions where learners share their opinions on given subjects or role plays that are performed

in front of the class. Writing is developed through exercises where learners have to take notes or

fill in the blanks while listening and writing different compositions on a given topic (see

Appendix 1).

Figure 10 — The ratio of work dynamics in New Headway Intermediate 4™ edition

4. What kind of work dynamics does the
textbook foster?

26% M Individual
M Pair

Group

This edition fosters balance in work dynamics. The ratio is the following: 39% of

Practice fosters individual work, 35% fosters pair work and 26% of the exercises foster group

work (see Figure 10). Individual work refers to exercises where learners have to connect certain

forms or fill in the blanks in sentences. Pair work refers to dialogues, role plays and short

discussions on grammar structures. Group work is connected to longer discussions, group

reading and presenting different texts. (see Appendix 2)

Figure 11 — The ratio of contextualized practice in New Headway Intermediate 4™ edition

5. Does the textbook offer practice within a
meaningful and real-life context?

B Meaningful

M Extracted
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The majority of practice in this edition is contextualized within communicative contexts.
Contextualized and meaningful practice accounts for 61% of Practice in this textbook. Exercises
that are extracted from contexts account for 39% of Practice (see Figure 11). Contextualized
practice refers to tasks and activities where learners use target structures within authentic texts or
communicative acts like debates or class discussion on a given subject. Exercises which are not
contextualized refer to activities where sentences are isolated and learners have to connect parts

of the sentences or choose the correct form to fill in the sentence. (see Appendix 2)

Figure 12 — The ratio of accuracy and fluency in New Headway Intermediate 4™ edition

6. Does the textbook foster balancy
between accuracy and fluency?

M Controlled
H Semi-controlled

Free

New Headway Intermediate 4" edition fosters balance between developing accuracy and
fluency in Practice. Controlled exercises account for 37% of the exercises, semi-controlled
exercises account for 35% and free exercises account for 28% of Practice (see Figure 12).
Controlled exercises refer to multiple choices, retelling a story and fill-in the gaps. Semi-
controlled exercises involve answering personal questions, role plays with given prompts or
writing about a given topic according to given questions. Finally, free exercises refer to class
discussions on a given topic, projects where learners have to prepare a speech or write a longer

essay on a given topic. (see Appendix 2)
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4.4. DISCUSSION

Our first research question referred to the type of presentation that the textbooks foster. As
we have previously presented, numerous researchers have found explicit instruction better than
implicit. Furthermore, many have concluded that inductive way has been proved to be more
motivating. It is believed to prompt the use of the target language and the development of the
ability to learn. However, not all learners learn at the same pace and there is a time limit for each
lesson, so the need for deductive presentation must not be neglected. Thus, a number of
researchers have proposed a blend of both, in other words, an eclectic approach. Having that in
mind, results of our study show that New Headway Intermediate the second edition lacks balance
between two these modes of presentation. It fosters inductive instruction more than instruction
which includes focus on form. On the other hand, the fourth edition shows balance by combining
the two modes. It offers inductive presentation but also, in sections like grammar spot and with
bolded grammatical forms in texts, it ensures that learners who prefer deduction receive
instruction that suits best their learning styles.

Therefore, even though the fourth edition keeps inductive presentation as the main way of
presenting grammatical structures, it includes higher percentage of focus on form than the second
edition. This means that is presents several different grammatical structures inductively within
one lesson. Furthermore, this kind of presentation is supported with graphic design of the
lessons. The section with questions for inducing grammatical rules is placed on the first two
pages of Presentation next to the texts and short exercises with graphically stressed grammatical
structures. In that way, learners are more aware of grammar structures but they are still within an
authentic and communicative context. This allows teachers to keep a certain pace of lessons and
still allow learners to explore and form hypothesis about the language. Contrary to this, the
second edition places questions for inducing on the third or fourth page of Presentation without
graphically stressing grammatical structures in any way. In that way learners’ awareness of
grammatical structures is very low. Learners are more focused on the messages in texts and
exercises in Presentation than they are focused on the forms that convey those meanings. In this
way more time is needed to raise learners’ awareness of the target structures. In other words, it
takes more time to make sure learners have understood target structures, which leaves less time

for practice.
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Our second research question referred to the context of presentation of grammatical
structures. It is connected to the previous RQ in terms of the communicative context required by
the FOF. It refers to the context where learners encounter and internalize grammatical structures
in order to understand and become aware of the relationship between grammatical structures and
meanings they convey. Therefore, contextualized presentation refers to the implementation of
grammatical structures into meaningful and real-life contexts like short stories or dialogues in
newspaper articles or broadcasts. In that way learners can encounter and internalize the
connection between grammatical structures and meanings they can convey. Both editions have
high percentage of contextualized and authentic materials in presentation of grammatical
structures. Therefore, in both editions, grammar is seen as one of the important pillars in teaching
and learning. Thus, grammar helps in reaching the final goal; the ability to communicate
appropriately and meaningfully. The difference between the two editions is in graphic
presentation. The fourth edition fosters FOF and, therefore, has graphically stressed grammatical
structures in texts in Presentation. This kind of presentation embodies the three-dimensional
grammar framework presented by Larsen-Freeman (2009) where there is balance between form,
meaning and context. Moreover, the fourth edition presents bolded or underlined structures so
learners could notice the way these structures are formed. Also, this is done in many different
contexts so learners can connect target structures with different meanings and social situations.
In that way learners are aware of the appropriateness of particular grammatical forms (e.g. modal
verbs for asking permission or giving advice).

Presentation in both editions fosters inductive way of introducing grammatical structures
within real-life and meaningful contexts. However, the fact that the fourth edition fosters FOF
shows the swinging of the grammatical pendulum. Even though it is grammar based, the second
edition published in 1996 shows certain doubts in the role of grammar. Therefore, it placed
grammar in the background by placing grammar questions for inducing grammar rules on the
latter pages of Presentation without any particular graphical markings. The section Language
Review is placed after Presentation and Practice and it presents a deductive summary of
grammatical structures in each lesson. On the other hand, the fourth edition published in 2009
places grammar spot, questions and examples for inducing grammar rules, in Presentation on the
second page. With underlined or bolded target forms, Grammar Spot raises learners’ awareness

and puts grammar forward acknowledging its important role in the concept of learners’
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communicative competence. Therefore, when it comes to presentation of grammar rules and
forms, it is the fourth edition that reflects the latest findings and serves both teachers and learners
in an effective and balanced way.

Our third research question related to the type of practice fostered in the textbook. We
investigated if the textbook’s Practice enables the development of the four skills through its
exercises and activities. As Ur (1988) stated, an eclectic approach would serve best due to the
heterogeneity of the group. This awareness of the learners’ characteristic, as we previously
presented, was not present in earlier approaches to teaching a foreign language. In grammar-
translation approach, neglecting the oral production, reading and writing were the only skills
developed. This brought a strong reaction of the phoneticians so, in approaches following
grammar-translation, oral production became the only skill developed. Communicative approach
brought balance because communication was to be conducted in both written and oral form.
Therefore, materials that provide communicative practice had to foster both of those skills. Also,
in order to establish a successful communication between two or more interlocutors, one had to
be able to perceive and understand the communicative intentions of other interlocutors.

Both of these textbooks offer balance between the four skills. However, the fourth edition
published in 2009 accentuates more speaking skill combining it with each of the other skills.
This fact reflects characteristics of communicative approach that authors of the textbook claimed
to foster. This edition, therefore, takes into account the ambiguous nature of much conversation
that occurs in real life and provides practice in negotiation for meaning; turn-taking and
interruption techniques. The fourth edition also practices communication in the written form with
tasks where learners have to prepare an interview, write a speech or a letter to a friend or even a
job application. Also, in order to practice the four skills, it is necessary to balance the work
dynamics and controlled and free tasks. We will discuss that in more details later in referring to
RQ5 and RQ 6.

Our fourth research question was connected to the previous question because, in order to
develop receptive and production skills, it is necessary to negotiate for meaning with other
interlocutors keeping in mind their characteristics. Therefore, it is important to vary work
dynamics so learners can practice real-life use of grammatical structures. Individual work allows
learners to apply personal styles and strategies to internalize the target structures. After that it is

important to practice those structures in communicative use. This is done by including in
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exercises negotiation for meaning and natural characteristics of communicative acts and of the
interlocutors. Pair work allows learners to practice in a more ‘private’ and controlled surrounding
in order to gain confidence in their production. This is followed by group work that involves
discussions or debates where learners engage in a freer communication practicing of several
different grammatical structures.

The second edition fosters more individual work and less group discussions. This shows that
grammar is seen and practiced more as a separated concept in the background than as a part of
communication act. On the other hand, the fourth edition introduces more group work where
learners practice communicative use of different grammatical structures. This confirms what we
have stated before; the fourth edition stresses grammar as an important constituent in language
teaching and learning by fostering FOF and keeping in mind characteristics of contemporary
communicative approach to teaching foreign languages. The fourth edition has also taken into
consideration the idea suggested by the CEFR (2001) that the characteristic of the interlocutors
affect the communication, so practicing it in pairs and groups enables meaningful and authentic
exercises.

Our fifth research question referred to contextualized exercises. This relates to learners’
practice of establishing relationship between form and meaning of different grammatical
structures. It is necessary for learners to encounter, internalize and practice the use of
grammatical structures within different contexts. In that way, learners can internalize the form-
meaning relationship and automatize the use of grammatical structures. Both editions that we
have analyzed show more contextualized exercises and tasks than those fabricated for
pedagogical reasons. However, the fourth edition shows higher percentage of contextualized
practice accompanied with photographs than the second edition, which has numerous drawings
that lack the element of authenticity. Fabricated exercises and tasks, as explained in CEFR
(2001), serve as examples of linguistic content that is to be taught in a particular course unit.
These exercises and tasks are mostly in forms of isolated sentences. With this type of practice
learners are introduced to basic uses of target structures. That is why it is necessary to move
forward to contextualized exercises and activities. In that way, learners have the opportunity to
pay attention to both forms and meanings during communicative activities. The fourth edition
offers more contextualized practice than the second edition because it fosters FOF and provides

practice of grammatical structures within different social contexts. In that way, the fourth edition
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also puts into use the three-dimensional framework by Larsen-Freeman (2009). This confirms
the fact that this edition grammar stresses the importance of grammar by giving it a place within
different social and communicative contexts.

Our sixth research question referred to the balance between accuracy and fluency. In order to
obtain the ratio of balance between accuracy and fluency, we analyzed how many exercises are
controlled, semi-controlled or free for learners to practice communicative use of grammatical
structures. We have explained that this kind of sequencing enables learners to express themselves
fluently and appropriately within a social context but also accurately in the sense of grammatical
correctness. The second edition shows higher percentage in controlled exercises than in any other
type of exercises. In that way it confirms what we have found in previous research gquestions; in
the second edition the role of grammar is minimalized and placed in the background and,
therefore practiced through mostly controlled drills for automatization. This is related to what
Larsen-Freeman (2009) said about continued practice which automatizes the use of rules. This
automatization enables learners to communicate adequately and correctly without consciously
focusing on grammatical structures during the production. Furthermore, both editions show what
is stated in CEFR (2001); selection, ordering and step-by-step presentation and drilling of the
new material. Nevertheless, it is the fourth edition that contains in higher percentage of balance
between focus on form, meaning, accuracy and fluency as stated in the CEFR (2001).

Therefore, the fourth edition reflects the ideas of Ur (1996) and Ellis (1998) about the
practice that starts with controlled text-manipulation exercises and continues gradually to freer
text-creation tasks. This can be seen in balanced percentage and the order of controlled, semi-
controlled and free exercises and tasks in the fourth edition of the textbook. The second edition
has higher percentage of free tasks than semi-controlled exercises. Also, those free tasks mostly
come immediately after the controlled drills. However, the fourth edition shows gradual
development. Its Practice starts with controlled and isolated drilling of the new material. Those
exercises are followed by semi-controlled exercises which expand context for practicing
grammatical structures (e.g. giving an example from their personal life where they follow the
pattern of the utterance but choose vocabulary to express themselves). Practice in the fourth
edition finishes with free text-creation task (e.g. class debate on a social problem or writing a
letter to a friend in a foreign country). This kind of task development enables learners to be

aware of their progress and personal styles and strategies in learning grammatical structures. This
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sequencing also develops learners’ ability to learn on their own, as advised by the CEFR (2001).
In that way, learners gain confidence in their performance. This fact can be connected with RQ4
on work dynamics where learners first start with individual and more controlled exercises and
progress toward freer class discussions where they use grammatical structures in meaningful and
communicative social context.

Practice in both editions fosters development of the four skills within contextualized
exercises providing enough volume and repetition, as Ur (1988) recommended. However, the
fourth edition published in 2009 reflects characteristics of contemporary communicative
approach by accentuating speaking skill and incorporating ideas proposed by CEFR (2001). The
fourth edition also fosters FOF instruction by practicing several grammatical structures within
numerous different real-life contexts in higher percentage than the second edition published in
1996. Even though both editions start Practice with controlled drills of the new material, the
fourth edition fosters greater balance between controlled, semi-controlled and free exercises.
Therefore, due to the incorporation of, as authors claimed, the best of the previous approaches
and the latest findings of communicative approach, the fourth edition also fosters practice with
more pair and group work, what enables learners to practice active and communicative use of
target structures. In that way, learners balance accuracy and fluency in their language production.

The results of our analysis show that both editions are grammar-based but that they place
grammar in different focus. The second edition reflects the fluctuation in the role that grammar
had in teaching of EFL by placing it in the background in Presentation and Practice focusing
more on meaning and communication. On the other hand, the fourth edition brings grammar
back focusing on both form and meaning within meaningful and real-life contexts. This is
influenced by the CEFR (2001) which formally presented the concept of communicative
competence and its constituents as the final goal of the process of teaching foreign languages.
The fourth edition reflects ideas suggested not just by the CEFR (2001), but by many researchers
that enabled the creation of that document. It uses graphics, like colors, to stress sections related
to grammar and raise learners’ awareness. Also, there are photographs instead of drawings for
more authentic contextualization in Presentation and Practice. The fourth edition also has
shorter lessons that give both learners and teachers the sense of progress especially when the
institutional instruction has time limits. For that reason, the fourth edition has tasks in forms of

mini-projects at the end. These tasks enable teachers to spiral the syllabus and repeat
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presentation and practice of grammatical structures in different contexts at latter points in

teaching. In that way learners with different learning styles and pace can be well served.
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5. CONCLUSION

Grammar teaching has been influenced by definitions of grammar and definitions of the

goals of the learning process. As we have presented, various approaches were developed and
grammar has been changing its position in the teaching process. All these approaches and
attitudes towards the role of grammar were influenced by the developments in different areas;
from psychology to anthropological linguistic. Every new approach to teaching needed different
materials and textbooks that reflected their ideas on grammar teaching. Different studies have
shown that many textbooks did not in fact reflect new ideas and scientific findings. Actually,
only a few textbooks have shown progress towards an eclectic grammar teaching where grammar
is a tool for effective communication.

Our analysis has shown that New Headway Intermediate is a textbook that, even though
grammar based, reflects the changes in the field of teaching EFL grammar. The two editions that
were analyzed are 13 years apart. This time difference allowed us to notice the swinging of the
‘grammatical pendulum’. The earlier edition placed grammar in the background focusing more
on meanings than on forms. The latter edition returned the focus on grammatical forms but
within communicative contexts. In that way, this edition incorporated both older and newer
findings. Both editions foster contextualized presentation and practice and develop all four skills.
However, it is the fourth edition that incorporates different ideas on grammar teaching and takes
into consideration contemporary suggestions of the CEFR (2001). The fourth edition fosters an
eclectic approach to grammar teaching and balances different types of presentation and practice.

This means that Croatian learners whose teachers adhere to the approaches fostered by this
textbook are well served and acquainted with the old and the new ways of teaching and learning
EFL grammar. Therefore, if it is to be judged by the textbook that is present in more than half of
Croatian schools, the contemporary approach to teaching EFL grammar in Croatia is an eclectic
approach. Nevertheless, it is up to teachers to observe their learners and adapt their teaching and

materials used to serve the needs of learners.
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APPENDIX

Appendix 1- Examples of types of presentation and practice from analyzed textbooks

Figure 1 - Inductive, deductive and FOF presentation in New Headway Intermediate 2" ed.

PRESENTATION (1)

Indirect questions

1 T77 Rosie hasju§l arrived at the railway station of a strange town.
She goes to the tourist office to get some information.

Look at the information she wants, then listen to the dialogue.
Complete her sentences, )

What Rosie wants to know What Rosie says
a Could you help me? Iwonder
b What time do the banks close? I don’t know _ _,it i
¢ How old is this town? Have you any idea ___ St ?
d Are we near the centre of town? I'mnotsure _ -
¢ Which hotel did you suggest? I can’t remember 7,:7_7 3

® Grammar questions

— How does the word order change in indirect questions?

— What happens to do/does/did in indirect questions?

— What do we use if there is no question word (where? how old?
what time?)?

3 T.10 Read and listen to the text.

The happiest person
The happiest person in Britain today is a - = =
professional married man between the ages of 35 I

and 54. He lives in the south of England but not in

London. He owns a comfortable, detached house

and has two children.
What does he do?

He has a steady job in an office in London. After a
hard day at work, he relaxes in front of the television
or watches a video. He doesn't go out every evening,
but two evenings a week he meets friends for a drink
in the local pub. He owns a pet, usually a dog, and
takes it for a walk every day after work. He spends on
average £120 per week.

Where does he go?

At the weekend, he regularly eats in restaurants, goes
to see shows, and plays a sport (usually golf). Most
weekends he puts on a pair of old blue jeans, and
potters in the garden. He usually goes on holiday
abroad more than once a year.

What does his wife do?

His wife is happy, too, but not quite as happy. She runs

the home and has a job, but she doesn't earn as much
as her husband.

® Grammar questions

What tense are all the verbs in italics?

~ Why do the verbs in the text end in -5?
Which auxiliary verb is used to form questions and
negatives in the Present Simple?

Why?

Mr Happy!

John Smith aged 45,
an accountant
from Surrey
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Figure 2 - Contextualized presentation in New Headway Intermediate 2" edition

PRESENTATION (2)

Present Simple and Present Continuous
Active and passive

Dromard
1 T.12 Look at the photogrgph of _Roger nard,
also aged 45, and listen to him talking about himself.

Answer the questions.

) Y

_ What's the best thing that ever happened to him?

_ What was his job before? What does he do now?

_ Where does he live?

— TIs he married?

_ What does Fiona do? Does Roger earn more than
jona?

ot Roger's hobby? What is Fiona’s hobby?

_ Does Roger play any sports? .

_ Are there any problems with his job?

_ Does he often eat out in restaurants? "

_ Ts Roger’s life like John Smith’s? Is he happy?

PRESENTATION (2)

must and should

1 T.27a Jim is going to backpack around the world for
a year, but his mother is worried. Listen to them.

Mum You must write to us every week!
Jim Yes, Mum! I will.

Mum You mustn’t lose your passport!
Jim No, Mum! I won’t.

Work in pairs. Make similar dialogues between Jim
and his mother. Use the cues and must or mustn't.
— look after your money ~ — talk to strangers

go out when it’s dark — drink too much beer
_ make sure you eat well ~ — have a bath regularly

— phone us if you're in — go anywhere that’s
trouble dangerous

T.27b Listen and check your answers.

Figure 3 - Practice of the four skills in New Headway Intermediate 2" edition

2 T.50a Read and listen to the radio news headlines
. of the same stories. Fill in the gaps with the exact
\ words you hear.

Here is the
news...

RADIO NEWS HEADLINES

o

The murderer Bruce Braden from

Parkhurst Prison on the Isle of Wight.

After the heavy rain of the last few days, floods
chaos to drivers in the West

<

Country.
Amy Carter, the kidnapped baby from Leeds,
safe and well in a car park in

[e}

Manchester.
Two thousand car workers from a US car factory
. redundant.

a

2 Giving personal news

What aboyl your personal news? What have you done

quay? This week? This year? Ask and answer questions

with a partner.

Example

have/breakfast?

— e L D B

( Have you had breakfast? {Yes, I have. I've just had it
~ :

e No. I haven't. | never
" eat breakfast!
( What did you have?
\ ; << Cornflakes and toast. )

Today | This week
travel/by bus?

| This year

go/cinema? have/a holiday
(Careful!) ‘ yet?

do/any work?

have/a coffee
break? ‘

do/any exercise? move/house?
play/a sport?

have/your
birthday yet?
have/lunch yet?

do/any exercise?

watch/TV? take/any exams?

wash/your hair? apply/for a new
| I iob?
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Figure 4 - Practice and work dynamics in New Headway Intermediate 2" edition

PRACTICE

1 Completing a conversation

1 Joe (J) is saying goodbye to his wife, Sue (S), who is
going for a job interview. Put if, when, or as soon as
into each box. Put the verb into the correct tense.

J Goodbye, darling! Good luck with the interview!
S Thanks. I'll need it. I hope the trains are running on
time, [ the trains (be) delayed, I

(get) a taxi. | 1 (be) late
for the interview, I (be) furious with myself!

J Just keep calm! Phone me when you can.

s Iwill[__ ]I ___ (come) out of the
interview, I _ (give) you a ring.

J  When you (know) L |
you've got the job?

S They (send) me a letter in the next few
days. —1 they (offer) me the job, 1

__ (accept)it, and L] T accept it, we
(have to) move house. You know that,
don’t you?

J  Sure. But we'll worry about that later.

OK. What are you doing today?

J Tcantremember. 11 (get) to the
office, 1 (look) in my diary. I don’t think
I'm doing much today.

S Don't forget to pick up the children | you

(get) back from work.

J I won’t. You'd better go now. you

(not hurry), you ~ (miss) the train.

S OK.I (see) you this evening. Bye!

J  Bye, my love. Take care, and good luck!

(%

0 O Ao o

T.54 Listen and check your answers.

In pairs, ask and answer questions about Joe and Sue’s
conversation.

Example
What/Sue/do/if/trains/delayed?

What will Sue do if the trains are delayed?
She'll get a taxi.

How/she/feel/if/late for the interview?
When/Sue/phone/Joe?
When/know/if/she’s got the job?

What /she/do/if/they/offer her the job?
What/they/have to do/if/she/accept/job?
What/Joe/do/when/get /office? '
What/happen/if/Sue/not hurry?

Imagine! Unit8 77

PRACTICE

1 Discussion

What would you do with two million pounds?
Work in groups. Ask and answer questions.

a What ... buy?

b How much ... give away? Who ... give it to?
¢ ... go on holiday? Where ... to?

d

What about your job? ... carry on working or ... give

up your job?

... go on a spending spree?

How much ... invest?

g ... be happier than you are now?

-0

Figure 5 - Contextualized practice in New Headway Intermediate 2™ edition

2 Various conditional forms

1 Match a line in A with a line in B and a line in C.

2 It is Monday of the second week, and she is at a press
conference. How does she answer these questions?

How long are you
in the States for?

When do you go
back to England?

Where were you
this time last week?

T.73 Listen and check your answers.

How long have you
been in the States?

Where were you the
day before yesterday?

Where will you be the
day after tomorrow?

3 .Ir_nagine you are on tour for two weeks. Write your
itinerary. Decide what day it is and where you are. In

pairs, ask and answer the same questions.

A ) B c
a | If Tony rings, don’t wait for me. It would be really useful for work.
b | If you've finished your work, | might do an evening class. He can get hold of me there.
¢ | If I'm not back by 8.00, you have to have a visa. Keep warm and have plenty of fluids.
d | If you've got the ‘flu, you must give me a ring. But you must be back here in fifteen minutes.
e | If you're ever in London, tell him I'm at Andy'’s. We could go out somewhere.
f | If you go to Australia, you can have a break. I'd love to be really good at photography.
g | I'd buy a word processor you should go to bed. You can get one from the Embassy.
h | If | had more time, if | could afford it. Go without me. I'll join you at the party.
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Figure 6 - Practice of accuracy and fluency in New Headway Intermediate 2™ edition

2 Discussing grammar

Work in pairs and discuss your answers,

1 In tl}e following sentences, two verbs are possible and
one is not. Underline the verb that is not possible.

a My fath.er ——— to mend my bike.
1 promised 2 didn’t mind 3 tried

b She her son to turn down his music.

1 asked 2 wanted 3 made
el /"  goingon long walks.

1 refuse 2 can't stand 3 adore
ame. - - g go shopping.

1 need 2 ’dlove 3 enjoy
eudhes e me do the cooking.

1 wanted 2 made 3 helped
fide ot Lo working for the bank twenty

years ago.

1 started 2 stopped 3 decided

1 Roleplay

Work in pairs. Your teacher will give you a role card.
Study the information on it carefully. Have telephone
conversations similar to the one between Alan Middleton
and Nina Kendle’s secretary.

Remember the following expressions.
(Could I speakto ...? 7=
What time will ... be back? I ~ Atabout ...

(Is ... free at lunch-time? Il check. No, she’s
having/seeing/going ...
When'’s a good time
to try again? She'll be ...
I'll phone back ... <_ That's fine ...

meet someone over the weekend. First, fill in your

diary. What are you doing this weekend? When are

you free?

Friday

| Imagine it is Friday morning. You need to arrange o

morning

Saturday

‘morning

2 Work in pairs. First decide why you want to meet. Is it
for business, or to go out together somewhere? Consult
your diary and try to find a time and a place to meet.

Figure 7 — Inductive, deductive and FOF presentation in New Headway Intermediate 4™ ed.

Y

% STARTER

Play the Fortunately, Unfortunately game around the class.

Start: | woke up very early this morning.
Student A Fortunately, it was a lovely day.
Student B Unfortunately, | had to go to school.

VINCENT VAN GOGH

Past tenses and used to

1 Look at the pictures by the painter, Vincent Van Gogh. What
do you know about him? Was he happy? Was he successful?

1 Read the notes below about Vincent Van Gogh. Complete the
questions about his life.

Vincent Van Gogh
18531890

Vincenz Vian Gagh war born in 1853, When 1 Where was he born?
b waas a young man he worked in Londan 2 What...job?
and Paris, but he war dismissed. 3 Why...?
He tried 2o commit suicide, 4 Why...?
I Paris, Vincent met many famaus artists 5 Which...?
while he was i), . 6 What...whenhe
In 1688 he muaved 2 Arler in the south of met them?

France. Avsther famas painger came o live Who...?
with him. He was an old friead. Where ... first meet?

7
8

One evening Van. Gogh left the hawse carrying 9 What...?
0

a“.ﬁzm}ﬂfﬁadﬂfﬁhun 10 Why...7

Agfter this, he maoved into an asylum. Many of

his mast famous paintings were completed here. N Which...
101890, while he was Y, he shot himself 12 What... doing...?
in the chest. T days later he died. He was 13 Why...?

buried. 4 Where

When he died, he had na money. 15 Why didn't...?

EEED Listen and check the questions.

22 Unit3 » Good times, bad times
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GRAMMAR

1 Second conditional sentences express an unreal situation
about the present.
If | was in trouble, I'd (= would) come to you for help.
(But 'm not in trouble.)
Third conditional sentences express an unreal situation
about the past.
If you'd (=had) told me about your problems, I'd
(= would) have helped. (But you didn't tell me, so
didn't help.)
How do we form second and third conditional sentences?
2 Which two of these modal verbs express a possibility?
| would / might / could have helped you.
3 Look at this sentence.
Pete shouldn’t have stolen the money.
Is this good advice? Did Pete steal the money?

PP Grammar Reference 9.1-9.6 p140-1

= STARTER

1 Lookat the reported speech. What were the girl's wor
She said she was a student.
She asked me what I was doing in London.
She told me she'd arrived on Monday.

I thought she worked in an office.
Iknew Id seen her somewhere before.
I wondered if she'd phone me.

| READ IT IN THE PAPERS ...
Reported speech

1 Read the newspaper article. Who is Jack Neal?
E What did he do? What happened in the end?

2 Work with a partner. Complete the article by
reporting the words and thoughts 1-10,

Listen and check.

Unit 9

It depends how you look at it 71

2 Here are some reported thoughts. What were my thoughts?

Net the day before, but she (4)

anything.

“Jack kept telling us that he (5)

Hcr husband John, 37, phoned the seller
ofihe car, and explained that there

— amistake.
'l-orluna(?ly he saw the funny side and said
0 ”“d he(10)___the car again.’
the car ipm Mr Neal has told Jack to be more careful,

and he has asked his wife to change her

., Look,Mum!I've boughta
“  caroneBayfor£9,000

A three-year-old boy used his mother’s computer
t0 buy a £9,000 car on the Internet auction

site eBay.

Jack Neal's parents only discovered their
son's successful bid when they received
amessage from the website,

1 You have
bought a pink
Nissan Figaro,

The en said they (1) had bought a pink
Nissan Figas

3 Iwas on the

Net ,,,wd,, Mrs Neal, ’!6 said that they (2) it

She explained that she (3) n the

happy, and that we (6) 5000 gef

abig surprise.’
6 You'lsoon get
o Ncal from Sleaford, Lincs, thought ) a big surprisel
. He often used the

mmpmen 1, and she was pretty sure that
— herpassword. QO

8 Impretty
sure he knows
my password.

password.

Figure 8 — Contextualized presentation in New Headway Intermediate 4" edition

Modern Readers ask
morals

1 How should I deal with my difficult and
disagreeable neighbour? He is in the habit
of dumping his garden waste along the
public footpath between our two houses.
Jim T. via email

. J
x 2 Is it OK to greet people

you don’t know
with a ‘How are i

(my home) it’s considered friendly,

a cold look. Should I be less friendly in
my greetings?
Erica Fleckberg, London

My new PC automatically picks up
less networks to gain access to the
Internet. This includes the one belonging to
my neighbour. Is it right for me to use it?

w

Richard Dafton, via email

4 My stepfather was disqualified for two
years for drink-driving, but we have learnt
that he still drives while under the influence
of alcohol. Should we keep quict or inform
the police?
Stella Milne,

30 Unit4 « Getting it right

here in London some people react with 6

a

1am a medical student. After I quali
June, I have one month before my first job {

e

starts. My fiancée says that I am not allowed
to cl unemployment benefit for this.

I disagree, because I'll be unemployed.
The dole is for all those who are out of work,
isn’t it? What do you think?

R Callin, via email C

Is it wrong for me to record CDs borrowed
from my local library? I am not denying
anyone the money, as [ wouldn't buy the
CD anyway

e Rodrigues

Is it ever permissible to lie to children?
Ilied to my two-year-old granddaughter to -
remove her from a fairground ride without
a tantrum. I said: ‘You must get off now
because the man is going for his dinner.
She got down without a fuss. But I'm
worried that if she remembers this, she
won't trust me in future.

Barbara Hope, Perth, Australia

Readers reply

You must ring ‘Crimestoppers’ and report
him. You don’t have to give your name.

b I think you are allowed other benefits.
You should check online.

You don’t have to be like the English
just because you're in England.

d You've got to act with self-control.
I don’t think you should confront him.

@ Its not only wrong, it's illegal.
You are not allowed to do this.

f Not only should you lie
sometimes, you often have to.

g You must tell your
neighbour this. It's the
only fair thing to do. |
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Figure 9 — Practice of the four skills in New Headway Intermediate 4™ edition

Verb patterns

1 Read and listen to the emails sent home to parents by young travellers.
Where are the travellers? What has happened that gives their parents reasons to worry?

7o T

From: kate@oneworldmail.net
Subject: I'm fine

From: Dan [dantheman@fastwebmail.co.uk]

Hey there! Just a quick email to say Mum, please don’t Subject: Hey Ma

freak out about the photos. It looks much worse than -

it was!! I don’t remember anyone taking the pics, 4 Hey Ma,

and I've no Idea who posted them on my Facebook r Must be quick *cos late.

websitel I know you'll hate to hear this - but yes,
I'd had a drink or two, but it was pitch-black dark
and I was trying to climb up to the top bunk bed.
Unfortunately my head hit the corner of the bed before |
1did (a METAL bunk bed!). Anyway, a scream of pain
and lots of blood later, ooh, and I forgot to mention
the ambulance ride to hospital - but now I'm fine. It's %
impossible to see the scar on my head!! I didn’t want make them feel at home. They're looking forward to
to say anything at the time for obvious reasons. Sorry meeting you. Hope to speak to you soon.

if it shocked you!!! XXX Dan

Speak soon - lots of love from hot, sweaty, rainy 4
Cairns.

Just feel | need to warn you, | met some awesome
Aussies last night. They're planning to go to London
next month. | said | was sure you'd like to meet them
s0 | gave them your number. Hope you don’t mind
putting them up for a few nights. They're all good
guys. Can’t remember their names but | know you'll

miss you and love you SO MUCH
Kate x X XX X X X X

Gy 4oL TV

2

F.

6 Write a folk tale or fairy story that you know. Write
about 200 words.

Begin:  There was/were once ...

End: ... and they lived happily ever after.

Figure 10 —Practice and work dynamics in New Headway Intermediate 4™ edition

2 Rewrite the sentences about the robberies using the words in brackets.

1 It was a mistake to write his note on an envelope. (shouldn't)

He shouldn’t have written his note on an envelop

It would have been better to take the note with him. (should)

(8]

w

He left his address. The police found him. (if)

'S

It was stupid to take his photo. (shouldn’t)

w

They crashed the car. They didn't escape. (if, could)

6 He left photos of himself. He could have got away with it. (if, might)

7 They were so stupid. They didn’t escape with the money. (if)

@

They listened to the manager. They didn't steal the money. (if. could)

9 It was silly to go back to the bank. (shouldn’t) ‘

10 It would have been better to just run away. (should)
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What do you think?

Discuss in groups.

¢ Do you think a lot of children are spoiled
these days?

* What household rules do you think are a
good idea for families?
You must always make your bed.
Everyone has to help at meal times.

Write a list of rules and read them
to the class.

ﬂ

ol R e EID B
Rules present E | No Ball Games
1 Work with a partner. Read these British laws. Compare them with laws ﬂ Allowed |
I i in your country. Are they the same? 2 g |
! In Britain.. ..
1 | g-z
1 you can get married when you're 16. 5 you mustn't use a mobile phone while driving. .
2 you can't buy cigarettes until you're 18. 6 young people don't have to do military service.
i 3 you're not allowed to buy alcohol until you're 18. 7 there are lots of public places where you aren’t allowed to smoke.
' 4 you have to wear seat belts in the front and back of acar. 8 many school children have to wear uniforms.

Figure 11 — Contextualized practice in New Headway Intermediate 4™ edition

Reporting verbs

4 Match the reporting verbs in the box with the direct

b persuade
f remind

c explain  d promise
g offer h encourage

speech.
a invite

e ask
1
: 2
3 What would you do if you were ...? 4
Billy's mum  Billy's sister  Billy’s dad 4
Billy's head teacher  a counsellor from Kidcare  Billy 5

(o)}

If | were Billy’s mum, ['d go to the head
teacher, and explain what was happening.

said to me.
__ Tl give you a lift to the airport; he said to me.
7 __‘I'm not sure about this job. ‘Go on! Apply for it

_e_‘Can you help me?’ she said to me.

__‘Don't forget to post the letter; he said to her.
__ ‘I really will work hard for my exams; she said.
__‘Come to my party, he said to me.

__ “You really must go travelling. Youd love it; she

[ I wouldn’t. I'd talk to Billy and . . . Youd be good at it; he said. ‘OK, I will, I replied

8 __ ‘T've been very busy; she said.
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Figure 12 — Practice of accuracy and fluency in New Headway Intermediate 4™ edition
e T s S

PRACTICE

Discussing grammar

5 With your partner, write a conversation that illustr:

1 Choose the correct verb to complete the sentences. some of the verbs on this page. Act it out to the ¢

1 Idon't get on with my boss. Do you think I
should / must look for another job?
2 We're giving Tom a surprise birthday party.
You shouldn’t / mustn'’t tell him about it.
Please Dad, can / must I go to Tom’s party? It'll be great.
You should / have to drive on the left in Britain.
Do you must / have to wear a uniform in your job?
Are you can / allowed to take mobile phones to school?
I must / had to go to bed early when I was a child.
You mustn’t / don’t have to go to England to learn
English, but it’s a good idea.

Listen and check.

A Have you been out spending money again?
We just can't afford it!

B Don't be so mean! It’s only a few pounds!

The others must say who the people are and what
talking about. :

It's a husband and wife. They're arguing. He's complaining
she spends too much money. She accuses him of being mean.

0 NN W

What do you think?

. Think of someone from your country who changed
people’s ideas.

« What did he/she do? -

« How did other people react?

98 Unit12 « Telling it how it is
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SAZETAK

Cilj ovoga rada je dobivanje uvida u nacine poucavanja gramatike engleskog jezika kao
stranog jezika u hrvatskim srednjim Skolama. Podaci na temelju kojih smo donijeli zakljucke
dobiveni su kvantitativnom analizom udzbenik kojeg koristi viSe od polovice srednjih Skola u
Republici Hrvatskoj; New Headway Intermediate. Nakon S$to smo predstavili relevantnu
literaturu o poucavanju gramatike i udzbenicima, postavili smo Sest istrazivackih pitanja o
prezentiranja i uvjezbavanja gramatickih struktura kako bismo utvrdili reflektiraju li udzbenici
suvremena otkrica te kakva pristup poucavanju gramatike poti¢u analiziran udzbenici. Rezultati
pokazuju da su udZbenici u skladu sa suvremenim istrazivanjima i otkri¢ima te da se gramatika

usvaja kao dio komunikcijske kompetencije.

Kljuéne rije¢i: gramatika, udzbenici, komunikacijska kompetencija
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