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ABSTRACT

This study is primarily about an evaluation
of the teaching of English as a foreign Jlanguage 1in

Turkish public junior high schools.

In the study, the currently applied method,
the Audioc-Lingual Method, with its materials available
in Turkish public junior high schools 1is reviewed,
and a new methodolqgical suggestion, the Eclectic
Approach, is presented for language teachers in public
junior high schools in the country. The study is a
theoretical one throughout and alsc includes a review
of six languége teaching methods, namely, The Grammar-
Translation Method, The Direct Method, The Audio-Lingual
Method, The Cognitive-Code Approach, The Communicative
(Functional/Notional) Approach , and The Humanistic/
Affective Approach in order to select good points
from some of them and to use them in an eclectic manner

in the classroom.
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The study begins with the chapter Introduction
in which the Audio-Lingual Method which is used for
TeachingA 6F English "as a Foreign Language(TEFL) in
public junior high schools in reviewed with respect
to its textbook and application in the classroom.

Thencommsthe. evaluation of the methbd.

The second chapter of the study is Review of
Literature on the subject of the thesis. In this chapter,
- the definition of approach, method, and fechnique
is presented, and it is followed by the review of

_the methods and approaches mentioned above.

The third chapter is concerned with the evaluation
of the sample text-books, aiming at how the texthooks
teach the language with respect to the requirements

of the methods and abproaches on which they are based.

The fourth chépter is about Suggestion in which
language teachers . are presented an Eclectic Approach
by which English Language Teaching(ELT) may be carried
out ‘effectively in public junior high schools. The
aim of the chapter is to make a suggestion to them

to teach the language in an eclectic manner.

The 1last ‘chapter "is' a conclusion in which all
that has been said in the study is summed up and ended
with a suggestion about what precautions should be

taken to improve ELT in secondary schools.




The thesis Qnds with Appendixes. The aim of
them 1is to give an 1idea and to make any confusion
that might appear in minds clear about the teaching
materials reviewed, criticized, and suggested in the

study.
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CHAPTER I

INTRODUCTION

1.1. BACKGROUND TO THE PROBLEM

Today education in another language in addition
to the mother tongue has become more essential for

a person in order to meet the requirements of the

modern age.

Thanks to many improvements in science and
technology, the mass media have become widespread
throughout many countries in the world, and the widely
used mass media in several continents have helped people
of different countries to come closer through time,
for nations have become more interested in the cultures
of other nations in the world. Moreover, the use of
modern vehicles developed for transportation has made

the journey between two countries and continents shorter




than before. Accordingly, tbunism has gained more
importance for many countries. In time, cultural and
commercial relations between and among countries have
become stronger and more intensive than in the past.
ThefeFOre, the necessity to learn tanother language
has increased -significantly through the years, and
this has caused some changes for a better language
teaching such as reorganization of language scthls,
the use of new teaching aids, different textbooks
and othermaterials prebared for specific purposes,
new methods ‘invented and based on dissimilar and various
theoretical points of views of scholars, and so on. In

'fact,'language teaching has been subject to many changes

during its long history(Kelly, 1969).

~The underlying reason of all such changes 1is
the purpose for a -more effective language teaching.
Based on that puprpose, many methods have been developed
with new " insights. Ho@ever,A none of them has been
aééepted as perfect. But it should be noted that a
method, 'eveh a perfect one, does not mean the sole
and definite solution to all the problems about the
success of 'the class. Because there are many factors
such as students' age, the physical condition of the
classroom, studénts' cultural background, time allocated
to language teaching regulations, the attitude of

the student toward the target society, and so .on.




They are significantly influential on the success
of the students. Neither should it be thought that

a language lesson can be taught without using a method.

1.1.1. THE AUDIO-LINGUAL METHOD USED FOR TEFL IN'TURKISH

PUBLIC JUNIOR HIGH SCHOOLS

In Turkey foreign language lessons were given
by traditional methods in public junior high schools
'till the beginning of 1970s. At the beginning of that
year, a new method was chosen by the Ministry of Education
for foreign language teaching, and objectives, teaching
materials, teacher training programs were modified

under the supervision of the Ministry.

In 1973, the 1language teachers in secondary
schools began to teach the 1lesson with the textbook

An English Course for Turks. So, the audio-lingual

method took the place of traditional methods(Ceyhan, 1979).

The method is applied in secondary schools

with the teaching materials prepared by the Ministry.

1.1.2.THE TEXTBOOK AN ENGLISH COURSE FOR TURKS(ELEMENTARY

I, 11, AND INTERMEDIATE I)

‘An__English Course for Turks was prepared by

members of a committee under the auspices of the Ministry




of Education through the decree of the Ministry dated
April 13", 1971(No: 159). Then, it was put into use

as a textbook for the ELT students in 1973(Ceyhan, 1979).

The aim of the books is to enable the students
to be better in listening comprehension and speaking
skill through the use of other materials such as wallcharts,
pictures, workbooks, and figures, for there is an
‘order of importance of the four skills: listening
'pomes first, then, sgpeaking, reading, and writing,

as one of the requirements of the method.

.The books are levelled as Elementary I, Elementary
II, and Intermediate I with the manuals for teachers
and the workbooks for students. Elementary I is- - for
the students of +the first grades; Elementary I1 is
used bas the textbook for those of the 'second grades;
Intermediate I ~is the téxtbook. usedk by the students

of the third grades in junior high schools.

The order in the teacher's. manual begins with
the pronunciation part(Appendix A ). The second part
is the structure part which introduces -the structure
of that day. The" third part is the wvocabulary part
in which» unknown  English words are presented with
their phonetic transcriptions. Next is the pronunciation
part with some basic information given briefly about

how to produce that sound and how to deal with problem




sounds in English. It 1is followed by the structure,
part again. But, this time it inledes some teaching
techniques and examples about the new structure or
one of the basic tenses of English. They are given
in a mechanical manner. As they are done orally, accuracy
gains more importanpe both in this part and: in all
the other parté.lDialogs are often used in the classroom
when  a new structure 1is introduced in .the lesson.
Examples in this part are not done in meaningful contexts.
Nor do they carry any communicative purpose. The structure
part is followed by the reading part which 1is given
with some questions for reading comprehension. The
final part covers Learning Drills. This part is studied
orally, and some of the drills are assigned as homework.
The teacher's manual also contains information about
how to use such teaching aids as charts, tapes, filmstrips,

and flannelboard figures.

The material in the textbook is studied step-by-
step. The first part in the book is the structure
part which is taught orally with dialogs(Appendix B).
The second one is the reading part which contains
those structural items introduced in the oral part
of the  lesson for the practice of them. This part
is followed by learning drills{ They are done to practiece
the patterns in the given structures. The purpose

is to make the students build those patterns on a




firm basis. They are highly mechanicdl. The types
of them are fiil—in—the—blanks, substitution drills,
transfgrmation drills, matching drills, inclusion

type of drills, and complefion type. Then comes songs,
rhymes, and dictatian part as the final one. They
are for the practice of rhythm, fluency, and correct
writing of the newly taqght words. According to "the
instructions in the 'manuals, the teacher is ‘required
to tell 'his students the general meahing of the sbng
or rthyme without teaching new items in it. There are
also some English games in the books in order to make
the learning more enjoyable. It is believed that the
‘students' ability of self-expression in the target
language may be developed through playing those games
in the given language. The books end with small pictures
of the charts used for the related lessons 1in .ordér

to exploit the given linguistic items.

1.1.3. APPLICATION OF THE METHOD

After greeting the class, the teacher begins
the 1lesson with +the vocabulary part. The students
are sometimes given an explanation and examples to

pronounce the new words correctly.

The 'structure part 1is taught with stress on

grammar through the wuse of dialogues and pictures




in the book. The teacher may bring wallcharts, flashcards
to the classroom and make use of them by asking the
students to answer his questions about the things

or people in the wallcharts with the newly taught

patterns and structures.

When it is finished, the teacher moves on to
the reading passage. The reading passage in the book
includes mnewly learnt words and structures. As required
'ih the manual, the teacher reads it aloud once while
the students follow him silently. Then, each paragraph

of the passage is read aloud by different students.

Next is the reading comprehension questions
about the passage. The students are asked so many
questions that almost. every sentence in the passage

is repeated one more time to give the answers to them.

The last step in the application of the method
is the repetition of patterns and 1learning drills.
With the question-and-answer drills, the students
are wanted to practice the language in order to learn
the grammar well. The teacher does the first one orally
as an example. Then, the rest is done by the students
orally; If one of them makes a mistake, the teacher
‘asks another student to'.do the same exercise until
the right answer is given. Some of the exercises are

assigned as homework at the end of the lesson.




1.1.4. EVALUATION OF THE METHOD USED FOR TEFL IN TURKISH

PUBLIC JUNIOR HIGH SCHOOLS

Since the ‘target. language taught by the method
haé ‘been stuqied with mpch emphasis on grammar rather
than on the communicative functipn of. language, and
there is an order of importance of fhe four skills
listening, speaking, reading, and 'writing as
one of the requireménts of the method, it is believed
“that presenting the langgage by giving more importance
to écburacy with such én order of importance may not

create an effective learning.

The method is teacher-centered and teaches
the target language with many mechanical exercises.
Besides, it places much emphasis on speaking and accuracy
as a requirement. It is a hard requirement to -meet,
for the classes are too crowded(the average 1is 40
or 45). In 40 minutes' time, the students have veny

little opportunity to talk in the target language.

Listening and speaking are more emphasized
than reading and writing. Therefore, reading is seen
as a passive skill in the method. In fact, reading

and writing may facilitate learning as well.

As the students deal with the pronunciation

of the new words, they make choral repetition. When




they repeat the words chorally, they can not realize
whether they are pronouncing them correctly, for the
noise in a crowded class 1is a disadvantage for the
student to wunderstand whether he has produced the

linguistic item phonetically correctly.

While teaching the new structure, the teacher
leads the students ¢to memorize patterns by asking
them to repeat the given examples including the new
structure without providing much comprehensible input.
Many given exémples are not contextual, since focus

is mostly on grammar.

Due to the fact that the teacher spends too
much time on the reading passages in the textbook,
there is less time left to deal with other activities.
For an effective reading, the students should be .able
to ‘interpret meaning in context and shéuld discuss
and criticize the given text. Yet, many ELT teachers
“teach a reading plassage in the textbook just to get
the students to understand it with emphasis on grammar.
The other point is that it is hardly possible to say
that the subjects of the reading passages in the textbook
draw students' attention a great deal. The —culture
of the target society is reflected in them to a limited
extent. Yet, the students méy have many questions
abaut the culture of the society whose language they

are learning, and some written, visual, audio-visual,
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authentic materials of different subjecté may motivate
students' learning, and they may participate in the
activities more eagerly: Many times, questions about

the passage are asked by the teacher, not by the students.

Learning drills ware done with little emphasis
on the communicative function of -language, and many
of. them are mechanical. The students are required
to use the néwly taught words and structural items
in- the examples. Therefore, they practice the language

with a heavy use of grammar and get bored witﬁ them.

If one of the students makes an error in her/his
utterance, s/he is to be corrected either by the teacher
or another student. This may cause the student to
hesitate to speak in the target language, for s/he
may be ashamed of making errors in the classroom. It
is thought by Krashen(1982) that it-may be mofe'beneficial

to ignore errors until they cause a semantic confusion.
|

Most of the time, homeworks do not stimulate
students' power of creativity .énd imagination, for
the mechanical exercises in the textbook are assighed

as homework.

Many teachers in Turkish public junior high
schools are totally dependent on the instructions

in the manuals. It is believed that teaching the language
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just by one single method with a total dependence
on the quidance and instructions in the manuals may
not be of great help to the teacher for a more effective
teaching, for it may be more profitable for the teacher
to choose and apply the most suitable techniques -and
méthods in consideration of his students’ varying

needs. It is also expressed by Girard(1986) that:

"He (teacher) is not bound by any one theory,
in contrast with his linguistic —colleague,
~who is usually obliged to belong to one particular
school. He can and should _ _ be perfectiy
free to choose, and to build up his work with

the aid of any notion that may serve his ends.

... Rather than fish in one linguistic
_stream, we should cast our pedagogical net in
all waters that might bring us in a profitable

catch."
Girard, 1986: p.1l1.

Hence, the teacher  should be provided with
a degree of Flexibility and adaptability that will
allow him to carry out teaching with more suitable
teachind ways in order to be ablg to meet his students'

varying needs more efficiently.

It should be also noted that there are some
factors which should be taken into account before
the selection and application of any language teaching

method. Those factors are also significantly influential
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on the success of the students. Therefore, the teacher-

is to be aware of .them -as he .teaches his 1lesson

to the class. Students' cultural background, their
attitude toward the target society and its culture,
the time allocated to language teaching, the number
of the students in a classroom, regulations are just
same of them, and they may not necessarily be the same
or similar in every country; in other words, they

may be variable.

The other point is that it is hardly possible
tec say that teachers in public junior high schools
are regularly provided with in-service training programs
and written educational materials on language teaching
with an adequate number to lead them to follow new
changes, movements, techniques and to help them ¢to
be informed about the results of new studies in the
field after they are graduated from teacher training

colleges.

" The teacher teaches the parts in the textbook
without dealing with them sufficiently. 'Because the
time allocated to language teaching is very -insufficient
(three hours a week; the duration of one lesson is
40 minutes). Students can not do much practice, .and

they are exposed to many rules in the given time.
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The number of students in a  language class
bié too much, and the distribution of language teachers
to junior high schools isnot balanced, as it should
be. To give an idea about that, the two tables which
show the number of Turkish public junior high schools,
students, and teachers in Eskigehir in 1986 and 1987
are presented'on.pagé 14 and 15(cf. Eskisehir Milli Egitim Genglik
ve Spor Midirligu Arastirma-Planlama Istatistik Hizmetleri

Subesi Mérkez—ilge Egitim Istatisleri Defteri):

Foreign 1language lessons are not elective for
all the students. Those who do not want to learn a
foreign language come to the cléss unwillingly and

reluctantly.

Even though the Ffactors mentioned above are
influential on an effective learning to a great extent,
it may be still possible to teach the language effectively
by trying new -ways withéut disregarding students'
opinions, feelings, and beliefs. Learning the language
in a humahistic atmosphere may be what the students

need most.




10.

11.

12.
13‘

14.

15.
16.

17.

Table 1

The Number of Turkish Publie Junior High Schools,

Students, and Teachers in Eskigehir in 1986

“NAME OF THE SCHOOLS

. Atatiirk Ortaokulu

Camlica Ortaokulu

Emek Ortackulu

Mehmet Akif Ersoy Ortackulu
Mehmetgik Ortaokulu

19 Mayis Ortaokulu
Osmangazi Ortaokulu

Sami Sipahi Ortaokulu
Tepebagi Ortaokulu

Tunali Ortaockulu

Yesiltepe (Sinan Alafag) Ortaokulu

Cumhuriyet Lisesi Orta Kismi
Mustafa Kemal lLisesi Orta Kism:

Stileyman Qaklr Lisesi Orta Kismai

Battal Gazi Ilkdgretim Okulu
Mimar Sinan Ilk&gretim Okulu

Mustafa Kemal I1k&gretim Okulu

Toplam:

Number Number
of of
Students Teachers
1496. 5
444 1
701 2
1220 6
877 3
1742 4
1505 6
489 2
1377 6
602 5
500 4
10953 44
1805 13
856 5
1820 11
4481 29
1030 4
755 3
118 1
1903 —g
17337 81

14




10.

11.

12.
13.

14.

- 15.
16.

17.

Table 2

The Number of Turkish Public Junior High Schools,

Students, and Teachers in Eskigehir in 1987

',NAME OF THE SCHOOLS
Atatirk Ortaockulu
Camlica Ortaockulu
Emek Oftaokulu
Mehmet Akif Ersoy Urtaokuiu
Mehmetgik Ortaokulu
19 Mayis Drtaokulu‘
Osmangazi Ortaokulu
Sami Sipahi Ortaokulu
Tepebagi Ortaokulu
Tunali Ortaokulu

Yegsiltepe (Sinan Alagag¢) Ortaokulu

Cumhuriyet Lisesi Orta Kisma
Mustafa Kemal Lisesi Orta Kismi

Slileyman Gakar Lisesi Orta Kismi

Battal Gazi Ilk&gretim Okulu
Mimar Sinan Ilkégretim Okulu

Mustafa Kemal I1kégretim Okulu

Toplam:

Number
of

Number
of

15

Students Teachers

1620 4
528 1
847 2

1235 3
986 4

1936 6

1570 6
677 2

1358 7
648 5
484 3

11925 43

1930 14

1042 5

1884 12

4856 31

1173 3
799 3
147 2

2119 8

18900 82
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1.2. PROBLEM

It is assumed that the students taught by the
Audio-lingual Method in  Turkish public junior high
schools are taught the foreign language, English,
in an iﬁeFFicient..way in- reference to the objectives
of the leéson stated by the Ministry(ef. MEB, Tebligler

Dergisi, June 4, 1973, No: 1747).

According to the objectives of the lesson stated
by the  Ministry, the students graduated from Turkish

public junior high schools would:

a. be able to wunderstand what they hear in

the target language,

b. be able to express themselves fluently in

speaking,
c. be able to improve their reading comprehension,

d. be able to express themselves freely in

writing,

e. have a sufficient background to improve
their knowledge in that language on their own in order
to be more r efficient in tourism and international

affairs.
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It is hardly possible to say that the students
taught by the Audio-lingual Method have accomplished

the objectives of the lesson as desired after graduation.

Therefore, it is believed that the targetvlanguage
may be taught effectively by a new method. However,
it should be noted that a method is not the sole
solution to the problem of succes in language leérning.
Because ' there are many factors such as students'
age, over-crowded classes, “the time allocated to
language teaching, students' cultural background,
and so on, which all have a significant iﬁfluence
on the success of the class. But, it 1is thought that
the teacher under such conditions as in Turkey may
still teach the target language effectively to the

class by applying a new method in the classroom.

Therefore, this .study will be an attempt to
Find an answer to the question: Is it possible to
present Vthe foreign language, English, in Turkish
public junior high schools by applying an Eclectic
Approach which includes some gbod pocints of different

approaches and methods for an effective teaching?

1.3. HYPOTHESIS

In this study, it is put forward that despite

the. unfavorable factors mentioned in 1.1.4., the
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teacher may still teach the target language effectively
to his students by applying a new method, an Eclectic

Approach.

1.4. AIM AND SCOPE

The aim of the study is to present a suggestion
for an effective language teaching to language teachers

in Turkish public junior high schools.

1.5. METHOD

The study is totally a theoretical one and
includes a methodological suggestion, Eclectic Approach,
which is made wup of different techniques of some
of the methods and approaches used for language teaching,
namely, The Grammar-Translation Method, The Diréct Method, The Audio-
Lingual Method, The Cognitive-Code Approach, The Conununix:gtive
(Functional/Notional) Approach, and The Affective/

Humanistic Approach.

The suggested approach has been put forward
after making a review of literature on the methods
artd .approaches and evaluating their sample textbooks

to reflect how each of them teaches language.




CHAPTER II

REVIEW OF THE LITERATURE

2.1. APPROACH, METHOD, AND TECHNIQUE

The terms ‘approach, method, and technique'

have confused teachers' minds considerably.

An approach is defined by Anthony(1972) as
'a set of correlative assumptions' which reflect
the nature of language and the nature of langquage
teaching and learning. It is said by himself that
an approach which is seen by himself as‘ axiomatic
attempts to clarify the subject matter to be taught,
and that it covers a philosophy with a point of view,
an article of faith, and ‘that it is often unarguable
except that the effectiveness of the methods which

‘are based on it are subject to an arguhent.

19



20

Another definition of the term ‘'approach' is
given by Brown(1980) that an approach can be viewed
as 'a general and theoretical view' of how language
should be taught, while a method covers 'a developed

procedure' for teaching.

The term 'method'. is defined by Anthony(1972)
as 'an overall plan for the orderly presentation
of. language material', which is totally based on
the selected approach without having any contradiction

to it, and it is seen as procedural.

The other definition of ‘'method' is given by
Brumfit and Roberts(l983) that a method 1is made wup
of 'a set of teaching techniques' Which are based
on a certain type of syllabus to be taudht through
the use of certain types of materials. It is expressed
in other words by themselves that a method may be
viewed as 'the sum of teaching techniques' to be

used in a certain situation.

A technique is seen by Anthony(1972) as 'a
particular trick, stratagem, or cantrivance'’ which
is put into use in the classroom to attain a certain
objecﬁivé and should not be contradictory to a method,

and therefore to an approach as well.

The .figure presented in the study by Hubbard

et al.(1983) clarifies the matter to a large extent:
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Figure l: The Hierarchical Order of Approach,

Method, and Techniqgue.

In the light of the definitions given above,
it ecan  be concluded that an approach covers aims
by reflecting the principles of language feaching
which are —consistent with & theoretical base, and
that a method |is a"systematic procedure, process
or plan to attain objectives within a complete agreement
of the selected approach. Many methods may be found
in one single approach. A.methodIMMes use of different
techniques within itself. Techniques are used to
accomplish certain objectives of the lesson, as the

teacher follows the requirements of the method.

2.2. THE METHODS AND APPROACHES USED IN LANGUAGE

TEACHING

A method -in language teaching is based on its
certain theoretical foundation, and almost every

foundation is made up of at least two disciplines
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such as linguistics and psychology. Therefore, language
‘teaching can not be thought of as purely lingUistics

or psychology(Brown, 1980).

When we observe some of the language teaching
methods 1in a chronological order, we see that each
new mefhod carries some positive aspects or points
of the o©ld ones in itself..We also realize that each
new one is a reaction to the preceding one. The underlying
reasons why we are likely to meet a new method may
be new movements in language theories and new psyéhological
'findings in language learning, or teachers' own experiences
which have been .géined in actual language teaching
setting, or new needs depending on constant and rapid
changes in economic, political, social or edudaﬁional

fields(Stern, 1983).

As a common point, each' methoed can be said
to have a different view of language, and it is reflected
with certain beliefs basedon some assumptions about
language learning and the learner/teacher in the

process of it.

In this study, six language teaching methods
will be. reviewed with regard to history, theoretical
bases and,  purposes, application in the classroom,

and opinions for and against it.
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2.2.1. THE GRAMMAR-TRANSLATION METHOD

2.2.1.1. History

The Grammaf—Translation Method is also <called
the Classical Method, for it was firstly applied
in the teaching of Latin and Greek. It became a commonly
favorite method in the late eighteenth century. Around
1840 Ulléndorf’s sequential arrangement of the teaching
procedure, in which presentation of the rule was
first, then, a vocabulary list, and Fihally,translation
exercises, was accepted as the basic order of presentation
of the lesson. At the end of the term, students would
try to translate some prose passages. When it  was
the final 'decades of the nineteenth century, the

method was subject to many objections(Stern, 1983).

However, the method, Stern says, has never
been totally abandoned at all; today there are still
some universities in some countries where less popular
languages are taught through the translation of texts
from the foreign langgage into the mother tongue,

and vice versa.

2.2.1.2. Theoretical bases and purposes

The target languégé is studied both to work

out its grammatical rules, that are practiced by
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going through texts and translation of sentences,
and to relate those rules to native language rules
and meanings as a primary requirement of this method.
In thisA respect, the nativer language is considered
as referential for language learning. Rule leéfning,
memorization of the rules, and translation practice
ali require' an intellectual activity. In other words,
the method reqdires the 1learner to develop ﬁis mind

by logicél analysis of the languge, and it is followed.
by memorization of rules and verb paradigms. Ffinally,
these are applied in translation practice. 5o an
intellectual activity is highly required by the method
itself as it views language learning on this base(Stern,

1983).

The purpoée is to help students read and explore
foreign landuage 1literature, and to make them aware
of the difference between their mother tongue and
the target language through translation(Larsen-Freeman,

1986).

2.2.1.3. Application of the Method in the classroom

This 1is juét an example of the type of lesson

that the method follows.

After warming up the class, the teacher wants
the students to read a couple of sentences from one

passage in the textbook containing literary language.
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When the reading is finished, the sgtudents
are told by the teacher to translate the sentences
they have read in the foreign language into their
naﬁive lanquage. While doing that, they 'can get some

help from the teacher for new vocabulary items.

In the following activity, they deal with the
guestions - for the 'reading cbmprehension. The~ first
qﬁestionl is done loudly as an example. The rest is
doné silently, since reading and writing are more:
important 'skills to be developed. Then, each student
reads one gquestion out and. gives the answer. If it
is correct, the other question is done by another
student. If not, the teacher points to one student
at randoem and wants him to do it, or the teacher

himself tells the right answer.

The next task iS ‘the vocabulary part. The students
are fequired to give the native tongue equivalents
of the words in the foreign language. If the students
éaﬁ.not tell the equivalents, the teacher helps them.
In the second part, they are asked to find the antonyms
for each ward in the foreign language. This is followed
by the fill-in-the-blank exercises for the practice
af phpasal verbs. in the foreign lahguage, The first
two ones are done with the help of the teacﬁer. When
all the exercises are completed, the answers are

read aloud.
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At the end of the lesson, the teacher asks
them to memorize the translation of foreign words
and idioms and to write sentences with those words

in the target language as a homework.

In- all thg activities, the teacher's role is
quite tradit;onél. The only authority in the claséroom
is the teacher. The students do what he says and
asks them to do. The interaction is mostly from the
teacher to his students. The feelings of the Students

are not considered at all(lLarsen-fFreeman, 1986).

In the evaluation part, the students are tested
for whether they can translate the given texts in
the target language to their native language and the
selected exercises fram fhe mother 'tongue' to the
language they are learning. Also, they should be
able to state the rule when they are asked in order
to be regarded as successful(lLarsen-Freeman, 19863

Rivers, 1968).

So, the method can be summed up by saying that
teaching is prescriptive, and that the target language
is wused less in the classroom.'Besides, grammar rules
are taught deductively with long Aexplamations and
éxample sentences, and fhe students are to memorize
.much voéabulary in the target language with the ecorresponding

meanings in the native language together, ‘and they
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are exposed te the 1lists of isolated words as they
:1earn the vocabulary of that language. Selection
of the» reading passages 1s based on the purpose of
doing practice on these subsystems with less emphasis
on the content of them. Translation has a special
importance in this method, and disconnected sentences
are translated in both directions(Chastain, 1976;
Kelly, 1969; . Larsen-Freeman, 1986;  Kocaman, 1978;

Bell, 1981).

2.2.1.4. Opinions for and against the Method

It is expressed by Rivers(1968) that the method
seems to be the right one for those 'students who
are highly intellectual and interested in abstract
reasoning, since it obviously requires a great deal
of menhtal “activity. It is also stated by herself
that the burden on the shoulders of the teacher is not
too muchg fhe method does not require many techniques,
pféparatidns from the teacher, and testing of the
class and assigning grades are easy, and the teacher
does not need to be very imaginative as s/he plans
lessons, for s/he may teach lessons by going through
every page of ‘the textbook without thinking of, for
example, which real-life situations he should create

in the classroom.
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1t is believed by Brumfit and Roberts(1983)
that the students "~ taught by the method may have a

good reading knowledge of that language.

"It is said by Stern (1983) that grammar analysis
and translation get the ‘learner involved in an active

problem—solving éituation.

In~hercriticism, Rivers(1968) states that students
who are less intellectual are likely to be unsuccessful,
and they can make mistakes many,times. Thus, cumulative
habits of Jinaccuracy develop gradually by increments
in those students, and such habits become stroﬁgly
'esﬁablished in such students when it is a more advanced
stage. Rivers also says that accurate pronunciation,
inﬁonation, communication skills “are disregarded
with little emphasis on the communicative function
of language, for the work is generally about vocabulary
learning and translation of the 1literary texts with:
much emphasis on reading, and the students are exposed
to artificial forms of language with its detailed
and sometimes esoteric vocabulary, some of which
-are not the ones they need to wuse in their life.
Mackey(1965) gives a very 'good example on this fact

by saying that:

"A person may have a most extensive vocabulary

in the literary language and gtill not have
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enough to order a meal. The well-known French
writer, André Gide, for example, who had
such a wide knowledge of the English literary
vocabulary, as shown by'his.excellent translations
of Shakespeare and Conrad, was quite unable,
according to his friend Julian Green, to
ask a lLondon bus driver where to get off."

Mackey, 1965: p.l61l.

It is stated by Brumfit and Roberts(1983) that
translation needs a special skill, and +that what
“the method claims that the best way of having a high
performance in the target language is through translation

is not true.

Another opinion against the method is expressed
by Krashen(1982) and Stern(1983) that the method
has ‘an excessive emphasis on the rules and exceptions
of that 1language, and fhe practice techniques are
limited. Thus, the students are forced to focus their
attention on form rather tHan the message conveyed
in the text. Krashen states that taopics of the texts
can not be said to be interesting for students. So,
language learning, he believes, is very boring for

‘them, and they they are likely: to fail in the exams.

It is put forward by Girard(1972) that we can
not learn the culture of that target language community
just by reading its 1iterature, since literature

does not cover culture as a whaole. The field of culture,
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he believes, is very widespread and also includes
the attitudes and behaviors of the members of
that target language community. He points

out one important fact that 1language teachers wusing
the VGrammaréTranslation Method have considerably
ﬁégleCted variefies of language such as dialects,

registers, idiolects, and styles.

As-g conclusion, it can be said that the students
'taught b; this method may learn many rules and vocabulary
of kthe targét language énd practice ﬁhem .through
translation but not be able to use them communicatively
in real-life situations, as in the case of André Gide

given as an example by Mackey.
2.2.2. THE DIRECT METHOD

2.2.2.1. History

Until 1900 language teaching in schools had
been carried out for scholarly or religious purposes
with little attention, and students were taught classical
languages rather than modern foreign languages with
little emphasis on communicative purpose(Brown, 1980).
The fundamental change from grammar-translation started
in 1850(Stern, 1983); There was a need fd:‘~a better

language teaching. After the turn of the century,
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the purpose in  language teaching shifted to speaking.
This céused language lessons to be studied 'mainly
orally in the target language without translation’
and use of the mother toﬁgue. The principle was that
teaching should be as "natural" as possible in language
classes without grammar and deductive thinking for
a more communicative practice. Active classroom methods
became fashiocnable. The movement was also accelerated
by the Fiﬁdings in‘linguistics, philology, and phonetics.
Especially, phonetics had a great contribution to
the development of the direct method, for they both

gave importance to the use of the spoken language.

In 1919, the 'Cleveland Plan' was put into use
in Cleveland public schools in the U.S.A. The plan
aimed ét keeping the students' interest alive and
at making it higher so as to raise the standard in
language learning. In order to attain the objectives,
teaching would be in the target language without
tranélation. With respect to its Trequirements, the
plan reflected a view of 'a consistent twentieth
century application of the direct method!'(Stern,
1983). In Europe the direct method was shown high

esteem when it was wused to teach French and English

at an elementary level.

As a ruselt of the new insights of the direct

method, direct study of oral and printed texts, renarration,
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and writing of compositions about pictures and episodes
todk the place of translation of texts substitutionally,
and many teaphers showed an attempt to teach the
lesson. with .no translation Vandk~no use of the native
language for .explanations and communication in language

classes(Stern, 1983).

2.2.2.2. Theoretical bases and purposes

The basic 'aésumption is that 1learning to speak
the target language should involve not translation,
memorization, and learnihg of grammar rules but the
"same mechanisms a child makes use of as he learns
his mother tongue(Brown, 1980). According to advocators
of the method, a student can 1learn to’ understand
a language mostly by 1listening to it, and learning
to speék it is more possible by speéking it a8 great
de.al(‘Ri,\')ers', 1968). So, first language acquisition
and learning processes a child passes.through constitute

the basis of the method.

The . purpose is to enable the student to think

in the target language(Larsen-Freeman, 1986).

2.2.2.3. Application of the Method in the classroom

This is just an éxample of the type of lesson

that the method follows.
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fhe students begin the lesson with a -short
specially constructed text in the coursebook of the
target language for the wuse of everyday vocabulary
and structure rather than litgrary language in opder
to have an .oral exphange in the classroom. As the
students deal with the text, they are éxpected to
derive the meaning of unknown words from the context
.rather than looking wup in a bilingual dictionary.
If the meaning is not clear to the students; the
teacherteaches it ‘by miming or . giving paraphrases
and synonyms of it or presenting it incéntext through
the use of sketches, pantomime, demonstration or
such visual aids as blackboard, wallcharts, pictures,

realia without translation(Rivers, 1968; Stern, 1983).

Testing of whether they have understood the
meaning of foreign words is done by asking questions
in .the language being taughﬁ. The students are required
to make —complete and meaningful sentences as they
give their answers to the ‘teacher's questions whiéh
form part of a discourse. With the gquestion-and-answer
techniqué, the students became accustomed to the
subject of the text through oral practice which involves

new words and situations.

For the discussion part, a proverb can be given

to the students to talk about. While discussing it,
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they realize that the language of the target society
reveals the way members of that society live. So,
they learn . the target culture inductively(lLarsen-

Freeman, 1986).

For thé writing activity, 'léarning to write
“the target language is by transcription at the beginning
of the course. When the students can use the language
‘more efficiently, they are asked to write free compositions

" of what they have read or discussed.

Throughout the application of the method, grammar
is taught inductivély; in other words, studenﬁs themselves
discover the grammar rules of the target language
in .the activities of oral practice and in situations
created by the teacher in the classroaom, and thef
check themselves by comhleting transposition, substitution,

or fill-in-the-blanks types of exercises.

The teacher is more like a director in all the
activities. However, the students are more active
than in the Grammar-Translation Method. The'interaction
is f%om the teacher .to the sfudents, and vice versa.
A student can also be in an interaction with his
Classmates, using the target language(lLarsen-Freeman,

1986).
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For the testing of the success of the class,
the students' performance in spoken and written language

is evaluated as they use thellanguage,

It can be concluded by Saying tﬁat éonversafional
activity is encouraged in this method, and students
are given opportunities to wuse the target “laﬁguage
in real contexts within given situations and topics
rather than linguistic étructures(Gatenby, 1958; Krause,

1916; Larsen-Freeman, 1986; Kocaman, 1978; Diller, 1978).

2.2.2.4. Opinions for and against the Method

It is believed by Brumfit and Roberts(1983)
that the students taught by this method. can improve

‘their oral fluency in the target language.

It was pointed out by Stern(1983) that the
direct ~method with its distinguishing featuré led
language teachers to be invenfive and to use new
teaching aids such as pictures, objects, and realia
in the :classroom. Besides, it, Stern says, had a
contribution to the development of noan-translational
techniques such as demonstration, pantomime, question-and-
answers, mimicry which were adopted and used in the
application of new mqthods years later. Language

use, Stern 'expresses, was emphasized first¥y by this
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method. It is stated by Stern that the method was
also the first of the methods which required learners

to use only the target language in lessons.

It is believed by Krashen(1982) that the method
meets students' need' for comprehensible input a great
deal, for they are exposed to the use of the target

language all the time in the classroom.

The other fact expressed by Krashen(1982) .and
Rivers(1968) is that students find the lesson and
léhguage use exciting and interesting since the methodﬂ
preéénts spoken everyday language with teaching aids

in real-life situations.

In Eer criticism, Rivers(1968) says that the
method forces the adolescent student to express himéélf
immediately in the target language in a relatively
unstructured situation, and this may help him to be
flqent but not accurate in speech, for he is no langer
a child but an adolescent with well-established native
'language speech hébits. Rivers also says that highly
intelligent students who can induce  the inexplicitly
given grammar rules successfully make a more progress
in a relatively short time whereas less talented ones
may feel themselves discgqraged or bewildered in  the

lesson, and that there is a heavy burden on the shoulders
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of the teacher} for he must be fluent in‘ the target

language and very creative.

It is believed by Krashen{1982) :that' although
discussions are yéry meaningful, they do not seem to
have a communicative purpose, for students are forced
to focus +their attention on inducing gfammar rules
in. all disgpssions, and that since the method presents
thé:grammar of the target lanquage in a strictly sequenced
manner, it, puts heavy constraints on having real
communication in the <classroanm. Besides, the method,
Krashen states, insists on accuracy and error correction

which may cause anxiety in students.

It is expressed by Girard(l97é) that the method
is known as teacher-centered, and the student is
not seen as an individual with his own personality,
interests, feelings, and thoughts, for the method

has no principles rtelated to this area.

So it may be concluded by saying that the méthod
presents the target language with a new way 1leading
toward communicative language teaching, although it

still takes some features from the grammar-translation.
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2.2.3. THE AUDIO-LINGUAL METHOD

2.2.3.1. History

As being. mainly American in origin; the Audio-
LLingual Method was introduced with various names as
'The Aural-Oral Method', 'The Mim-Mem(mimicry-memorization)
Method', 'New Key', "Audio-lingual Habit Theoary',
and 'Functional Skills Strategy(Brumfit and ~ Raoberts,
1983; Stern, 1983; Brown, 1980; Rivers, 1968). Since
the term 'Aural-0Oral' created confusion and was difficult
ta pronounce, +the suggested term '"audio-lingual" by
Nelson Brooks of Yale Univeréity. became a widely used

name of this method{(Rivers, 1968).

The importance of studying languages had been
ignored by the authorities in the United States. In
the early yéérs of World War II the American Army.
therefore strongly felt the need for fluent interpreters
to communicate both with the wunited nations joinéd
in alliance and with the military adversaries(Stern,
1983; Rivers, 1968). Hence, members of the linguistic
societies were asked to develop a new method by which
officers and interpreters would be able to understand
native 'speakers ‘of other languages and to speak those
languages with near-native accent. In fact, linguists

and cultural anthropologists had already started analyzing
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lesser-known languages in the twenties and thirties

" (Chastain, 1976; Rivers, 1968). Then came .the, growth
- and practice of the Army Method which constituted
the origin of the Audio—Lingqal Method. With native
teachers, the learners taught by the Army Method studied
in small classes and did more praétice with much emphasis
0n  listening and speaking(Rivers, '1968); Since the
méthqd placed a stress on spoken language and required
its Alearners. to respond to 'linguistic stimuli as ‘spon
as~théy,Were exposéd to, the earlier studies in strucfural
linguistics and results of the experiments in behavioristic
psychology, and other factors such as develapment
of contrastive linguisfics, wide spread use of magnetic-
tapes ‘and language laboratories, and more financiai
aids contributed to the developmenﬁ of audiolingualism
with influence on ianguage teachers and language teaching
programs of many educational institutions after the
war. till 1964(Br0wn, 1980; Rivers, 1968; Brumfit and
Roberts, 1983; Stern, 1983; Chastain, 1976). In 1964,
the ciriticism of the Audio-Lingual Method, especially
Ey Rivers(1964), reflected one fact that the method
was. highly thoretically questiOnablé. Generative linguists,
among them Chomsky as being the most faﬁous one, opponents
of the 'method, and cognitive psycholagists argued
both behaviorist psychology and structuralist linguists
Severély which causéd language teéchers 1to become

disillusioned and suspicious: of theoriéts(Brumfit
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and Roberts, 1983; Stern, 1983). Thus, the 1970s were
the years in which 'new movements in language teaching
were witnessed because of the need of new alternative
methods and approaches onwhich language teaching programs

would be based with new views(Brown, 1980).

2.2.3.2. Theoretical bases and purposes

The method is theoretically based on structural

linguistics and behavioristic psychology.

Structural linguistics can be traced back to
1920s and 1930s. In those years, structural linguists
were at work describing the structures of lesser-knouwn
languages rather than Greek and Latiﬁ. Due to the
fact that majo;ity of the societies of lesser-known
languages had no writtgn alphabet and manuscript,
they entirely dealt with their spoken languages and
focused their attention on what people actually said
in their native language and disregarded what traditional
grammarians maintained they ought to say. So description’
of languages was no longer carried on with respect
to Latin grammar rules. They accepted the use of contrasttive
“analysis and gave excessive emphasis to the formal
properties of language, dealing with lexis, patterns,
and pronunéiation. Phonemes, morphemes, phrases, and

sentences were studied by structural linguists, After
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they .worked with ‘the members of those societies to
describe the structures of their lanquages, they concluded
that language is a stream of oral sounds, and that
speech precedes writing, and that intonation, function
’wOfds, phonemesj ~ahd morphemes play an important role
to understand the meaning of linguistic wutterances.
So, thekénalysis of these aspééts of language provided
well-defined descriptions of language and had an influence
'.on language teaching programs(Chastain, 1976; Rivers,

1968) .

_Behaviorist psychology also had a contribiution
to the development of the method. After the Darwin's

Origin of Species had been published in 1859, his

theories became widely known, and an increasing interest
was seén in animal psychology. Thorndike and .Watson
.Carried' out sdme ~experiments abbut how animals . learnt
through the obsefvatidn of their behaviors in psychoiogical
laboratories. In such studies, animals® behaviors
were thé only clues to observe learning in them because
of the.imbossibility of observation of mental processes
in® ‘them. Therefore, ‘the school of ‘psychology that
was established as a result of new insights brought
with such psychological studies related to experiments
‘on ranimals' ‘behaviors was given the name of behaviorism
(Chastain, 1976). According to the findings of such

experiments, especially the ones 'carried out by Pavlov
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and Watson, who are known as classical behaviorists,
learning process was to be thought as formation of
associations between stimuli and response. Hence,
they described learning as conditioning as
formation of ‘habits through responses to stimuli.
This approach is known as ‘“respondent conditioning"
(Brumfit and Roberts, 1983; Chastain, 1976; Brown,

1980). In 1957, B.F. Skinner's study Verbal Behavior

included new extension of his theory of 1learning.
It was ‘stated by Skinner that stimulus is given less
importance as the organism(human being) in the "operant
conditioning” produces a response or operant(it might
be a sentence), and the operant is made stronger by
reinforcement. Rather than ,stimuli, "consequences"
therefore gain ‘more importance to control behavior.
It waS‘alsé.stated by Skinner that when the consequence
brings a reward, behavior is established more strongly,

and when the ‘consequence brings a punishment, or when
there is no reinforcement, it becomes difficult to
make the operant stronger, oOr even it may be no longer
seen in time at all(Brown, 1980). In 'the 1light of
these explanations, it is believed that learning as
a desired behavior can occur through reinforcement

if it is rewarding.

The purposes to be attained during the application

of this method lead the teacher to give more importance
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to the listening and speakiﬁg skills. BeCayse the
method gives priority to them, 'and they are to be
developed from the beginning of the course. Thus,
reading and writing ‘are considered as secondary. The
students should be able. to use the target language
so automatically that they should not stop to think.

It is expressed by Chastain(1976) that:

ﬂProbonents of the audio-lingual —-approach
aim to duplicate first 1language habits in
the " AsecondQlanguage learner ]in our case,

the foreign language learner]|.

The goal is to condition in second-language
learners: the same types of automatic speech
habits they have in their native language."
Chastain, 1976: p.126. |

Therefore, the students are to form new habits
in the target language and to overcome their old habits
of their native languaée in order to use the target

language automatically(Larsen-Freeman, 1986).

So, language teéching in terms of the theoretical
views of the audic-lingual method is thoughf as habit
formation, and the learner is expected to speak the
target language wifh the speech habits he has in his
native lanQUagé through conditioning and reinforcement

he is exposed to in the classroom.
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2.2.3.3. Application of the Method in the classroom

This is just an example of the type of lesson

that the method follows.

In the application of the method, the daily
speech is studied by following the teaching order
of skills(listening; . speaking, reading, and writing)

within a graded‘language instruction.

The lesson may begin with a dialog, which contains
the structures and vocabulary of the lesson. So; lanquage
forms are presented to the class within a ‘éontext
rather than giving them separately to the students.
Because it isbelieved that they are formed more naturally
in a context. The structures and vocabulary in the
dialog are learnt by ﬁhe studenfsin situations through
imitation, repititon, and by mimicry with much emphasis
on the strubtural patterns rather than vocabulary.
Besides, structures are given one at a time in a sequential
manner, and each dialog contains strictly limited
number of vocabulary.The class often practices the
dialog as a group, and then in smaller groups. As
the students deal with the dialog, they 1learn the
grammar of the target language inductively, for it
is thought that people do not memorize the rules of

their. mother tongue. Hence, the students work out the
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rules of the target language introduced in the dialog

by themselves.

The dialog is followed by the drills- with the
types of substitution, backWard bUildfup, trahsfotmatioh,
chain, and repetition which all are related to the
StructUral patterné.in the dialog. By participating
in the pattern  practice activity, the students do
these t&pes of drills carrying the purpose of dublicating
"the habits the studenté have intﬁeir native language.
in this and other activities, the .teacher does 6ot
neglect errors at any time and provides his students
with correct answers when errors occur, for it is
believed that errors may lead the students to form
bad habits. In the activity, the ‘teacher~ supplies
the student who has answered the question correctly
with positive reinforcement(Newmark and Diller, 1972;
Dakin, 1973; Brooks, 1960; Finocchiaro, 1974; chaman,
1978; Diller, 1978; Chastain, 1972; Brumfit and Roberté,

1983).

Most of the time, the teacher himself facilitates
the beginning of the interactiqns. with his students
and directs the interaction when the students ‘play
-different roles in dialogs that provide student-to-student
ihteractioh; He is a model to his 'students, and, like

a conductor, ‘directs and cohtrols what his students
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do in the 1language teaching .activities of  the method
(Chastain, 1976; Rivers, 1968; Diller, 1978; Stern,

' 19833 Krashen, 1982; Stevick, 1982).

During'the'application of the method, the teacher
teaches the target language with very 1little use of
the native language in order to prevent language
interference, and may .apply contrastive analysis with
emphasis on the phoneﬁics, phonclogy, and mgrphology
‘of the native and'target language, and may use language
laboratories, tapes, pictures to teach the elass how
to respond to both verbal and nonverbal stimuli. Besides,
thg sﬁudents are not required by the teacher to learn
the target language with 1lists of pronouns and verb
conjugations. The other fact is that language is not
cronsidered apart from culture. It is aléo reflected
that culture does not cover only literature and the
arts. The way members of the target society behave
and live is included as a part of that target culture,
and is given by the teacher in the lessons as one of
his responsibilites(Rivers, 1968; Larsen-Freeman,
19863 Kocaman, 1978; Stern, 1983; . Chastain, l976§
Brumfit 'and Roberts, 19833 Huebener, 1967; Diller,

1978) .

So, it can be concluded by saying that language
acquisition, according to audiolingualism, results

from habit formation.




47

2.2.3.4. Opinions for and against the Method

It is stated by Stern(1983) that one of the.
major contributions of the method to language teaching
is that a lénguage teaching theory should be developed
on the basis of linguistic and psychoiogical principles,
and that the other contribution of it is its requirements
which disregard great intellectual exploitations of
the given language instruction through abstract reasoning.
Thanks to its requirements, large groups of ordinary
learners, in Stern's point of view, had relatively more
opportunity to participate in language activities.
Besides, the method, Stern says, emphasized "syntactical
progression” rather than vocabulary and morphology.
Stern pointed out that the  method also contributed
to the development of simple techniques to be used
for wvaried, graded, and intensive practice of specific
features of the language, and that specifically designed
techniques for auditory and oral practice firstly
appeared in this method, for oral practice in the previous
'méthods waé done only by reading textbook _exercises

aloud.

It is reported by Chastain(1976) that the results
of the experiments carried out by Delattre(1947a,
l947b) reflected that the students taught by the Audio-

Lingual Method were amazingly successful in the oral
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productidn as iwell as in the written language, and
poorer ones learned better; thus, it made the class
unified with régard to ability. Another experiment
carried -out by Scherer and Wertheimer(1964) gave the
results that the achievement test scores of the students
taught by this method were significantly higher in
listening and speaking at the end of the second semester

whereas the scores of fhe ‘studénts taught by  the
traditional methods wére bettef in translating, reéding,
and writing. Later,}both gfoups were altogether exposed
to the target language in the same class dﬁring the
second year. At the end of the second year, the results
showed that there was no difference: thé audio-lingual
studentsx were better in speaking; the traditional
students were better in writing and translating,

but both of the groups “were equally better in ~other

Skills.

It is believed by Krashen(1982) that the dialogs
and pattern practice are- easy to wunderstand for many

students.

The method 1is ciritipized by Stern(1983) in
his statement that the techniques of the method are
said .to cause boredom in. students, and regarded as

ineffective in the long run.
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It is pointed oﬁt by Brumfit and Roberts(1983),
énd Chastain(1976) that étudénts'.did not actually
understand what = they said and learnt, and became
unsuccessful to use the given structures studied before
infcontexts since they were provided with insufficient
contextualization as they were. dealing with pattern
drills too freﬁueﬁfly under the total control of the
,teécherf The otheér point expressed by Brumfit and
Roberts(1983), ~and Krashen(1982). is that. the method
leéds the students to focus their attention on form
rather than conteht, for form is much emphasized as
a requirement of the method. Therefore, they are likely
to produce their utterances in a quite mechanical manner

without having a creative use of the language.

It is said by Diller(1978) .that we are not
always exposed to correct language in actual life;
native speakers, too, make errors, false starts,
and may carry on ‘the conversation with hesitations
~0r'interruptions which are accepted quite natural in
a genuine communication. But the students taught by

the method'are controlled so as to avoid errors.

It ‘is believed by Rivers(1968) that language
learning in human beings can not be described as a
matfgr of habit and conditioning in accordance ~with

the results of the éxperimenﬁs which were carried
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out with animals, for such experiments on animals
caused psychologists to limit their descriptions only
to the observable behaviors of them, for language,
Rivers says, 1is related wifh a cognitivé activity

which comprises of creative processes.

Tt is pointed out by Krashen(1982) that although
the audiolingualism does not favor conscious ]earhing,
it reguires. inductive learning through which the student
works out rules by appliying his mental power as he

is involved in. a dialog or pattern practice.

As a conclusion, the method has favored an
unthinking drill and training approach. It seems to
be‘one which does not allow the student to think about
what he wants to say in the target language; in other
words, learning the target language by the Audio-Lingual
Method is quite mechanical with ‘automatically given
.answers; Therefore, the method does not encourage
personal expression. It should be also noted that
it has coﬁsidered'the Ll—L2 connection as an impoftant
issue to achieve the purpose of a more effective language
teaching; and applied contrastive analysis in the
lessons, and that it pursues the goal of getting the
students involved in the target language with an

intensive practice through habituation.
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2.2.4. THE COGNITIVE-CODE APPROACH

2.2.4.1. History

In the late 1960s, the development of the Cognitive-
‘Code Approach starddd as an alternative or reaction
to ‘the Audio-tingual Method, .and its principles were
determined by the ideas 'set forth in the studies of
transformétional—ganeratiVe linguists, especially

Chomsky with his book Syntactic Structures published

in 1957, and cognitive psychologist, éspecially Ausubel

with his book Educational Psychology: A Cognitive

View prlished in 1968(Chastain, 1976). The publication

of the book Syntactic Structures by Chomsky in 1957

‘gave an impetus to the development of the approach.
Although the methodological impiications of Chomsky's
linguistic theory were  not immediately recognizable
to .many‘.people because ofl his earlier writings which
were mostly' about the forms of grammars rather than
language acquisition, it was stated 0by Chomsky(l965)
thét behavioristic theories of language'~acquisition
and phrase-structure grammars did not reflect the
complexity of learning a language, and that Ianguage
learning is very closely.related to mental activities,
and that the learner is in a cognitive process as he
endeavors to learn that language(Chastain, 19765 Broun,

1980; Stern, 1983). On the other hand, views in the
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behavioristic psychoiogy of the Audio-Lingual Method
were under attack and severely criticized by cognitive

psychologists. The publication of the book Educational

Psychologqy: A Cognitive View by Ausubel in 1968 brought

new ideas relying on psychology, and challenged the
theoretical bases of the agdiolingualism. The ideas
set fofthi.in ‘the book by Ausubel were based on the
theory - that learning should be meaningful,' and the
learner should understand things to be learnt(Chgstaih,
1976). Therefore, this new direction can be. summed

up in one sentence:

"The main effects of the cognitive theory
seem to have been that it has 1loosened the
tight hold that the audio-lingual method had
exercised on materials and practice and that
it removed the stigma that had been. placed
on ' grammar-translation and direct method
pracfices."

Stern, 1983: p.469.

In the following yeafs after the publication
of Ausﬁbel's book, an increasing interest in child's
language acquisition. appeared. The ~ 1970s were the
years when child language researchers dealt with the
functions of language and the formulation of them.
At the same fime, it was realized that Chomsky's
tranéformational—generative model was inadequate,

for child language researchers pointed out that language




53

functioning extends well beyond cognitive thought
and 6emory "structure. Due to the findings of their
studies, communicative function ~and other functions
of"language. in discourse analysis gained importance.
So such theoretical changes and new insights contributed
to the development of other language teaching methods

(Chastain, 1976; Stern, 1983).

2.2.4.2. Theoretical bases and purposes

‘The method is mainly based on cognitive psychology

and transformational-generative linguistics.

Learning in terms of cogniﬁive psychology gives
a special importance to mental processes that are
under the individual's control, and knowledge is gained
by making use of infdrmation wiﬁﬁin cognitive resources
by which behaQior is established and cdntroiled. Thus,

it is rejected that conditioned Vbehavibr constitutes

knowledge(Chastain, 1976).

with"reépect to the principles of Cognitive
Psychology, the teacher therefore is to be fully aware
of the importance of students' mental resources and
mental a&activity - in learning. Due ‘to his 'role, the
teacﬁer is éxpected to teach the material in such

a way that things to be learnt are meahingful ta the
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students. While doing so, the teacher is to consider
his students' existing knowledge . what they already
know. Then,  he should present the material in such
a éontext that they can easily relate the content

of it to their existing knowledge. Here the purpose
is" that the new information is to bhe .built on the
:old information in such contexts that learning is
meaningful to the students. Hence,. the teacher 'Leads
his sﬁudents to be active and to have a questianing
attitude. So the sStudents can understand things and

relate them to the old information.

Transformafional—generative linguists put forward
that language is not as simple as considered before}
and that language and learning are <closely linked
with mental activities, and that learning is not a

matter of habit and conditioning(Chastain, 1976).

It is stated by Chastain(1976) that there are
some basic beliefs in the T-G theory. Firstly, language
is rule—governed, and an individual has a finite set
of rules, with which be can produce infinite number
of sentences. Secondly, the variety of language |is
infinite; each sentence —created by native speakers
of that 1language 1is unique. Thirdly, a native speaker
has the ability as ‘'campetence' and can demonstrate

it through 'performance’. Competence means what a
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native speaker knows, and performance means how the
speaker actually 'uses his knowledge in  the language.
Competence precedes performance. It is suggested by
Chomsky that both the linguist and psychologist should
first deal with competence before performance. Fourthly,
everyAsentenCe created by a native speaker has a surface
structure, which means fthe actual utterance of the
written or spoken sentence, and a deep structure,
which represents meaning. Fifthly, the two Eypes of
grammar rtules help wus to explain both the deep and
surface structure: generative rules, which are used
for the explanation of the formation of simple sentences,
and' transformational rules, which are wused for the
transformation of simple sentences to make them more
complex by adding other linguistic items in order
to convert the deep structure into surface structure.
Sixthly, T-G linguists attach more importance to meaning
or the deep structure. Seventhly, all the human beings
are equipped with an inborn language acquisition device.
Eighthly, grammar consists of some certain basic elements
that  all lanquages commonly have. Therefore, it is
believed by transformationalists that there is a universal

grammar.

The purposes to be attained by the students
taught by .this approach are mainly the same ds those

of the Audio-Lingual Method. However, there are some
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differences. Firstly, the method aims at developing
the students' language ability to the extent at which
they have '@ proper degree of cognitive éontrql, over
‘the rules that are used by native speakers to communicate
in real-life situations. Secondly, din the periodic
application sessions the students are expected to
realize :that information has a functional iﬁportance
~and can be wused for additional learning or solving
problems through. the Thours gf the demonstration of
'fhe ability to remember previously taught things and
of the ability to use them. Thirdly, they are wanted
to be aware of what they say, write, read, and hear
in all the language teaching activities df the approach

(Stern, 1983; Krashen, 1982; Chastain, 1976).

Therefore, learning =& language in. terms of
cognitive theory has 1laid an emphasis on meaningful
learning wﬁich fully demands mental activities, faor
language is thought to have a 'close relationship with

mental processes.

2.2.4.3. Application of the Approach in the classroom

This 1is just an example of the type of lesson

that the approach follows.

The teacher begins with the teaching of new

sounds, vocabulary, and structures of the target language.
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While teaching wvocabulary, the teaphgr may make use
of visual aids and supply definitions either in the.
native language or in the target language. He may
also teach it contextually. The teaching of new structure
is performed with visual aids, contrastive comparisons,
explanations, examples, and through demonstration.
The introduction of new language instruction is considered
as the basis for all the exercises and activities
to be dpalt with in the classroom. So, what is required
from the teacher in the first sessions is that he should
help his students to establish a cognitive 'base that

will enable them to develop their language skills.

The exercises given to the students taught
by this approach are to make the understanding process
perfect and whole, to help the students learn to make
mental operations on the given forms skillfully ‘and
to recall them, and to provide the students  with
opportunities to utilize their competence as they
do them. While dealing with the exercises, the students
are to make a conscious selection of the right word
ar farm in the target language. They are sometimes
given with "occasional clues 1in the native language

(Chastain, 1976).

The exercises are followed by some performahce
activities in which they are required to make use

of their competence as they speak or write in the
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térget language in order *to express themselves. In
these activities, ‘the teacher can give reading or
listening ‘comprehensiaon passages,  rhymes, stories
in which previously taught forms are presented contextually
tea the class. Thé function of the  passages in the
performance  activities is that the students are expected
to learn how the things they have been taught before
can be put into use in that language. Af£er the practice
of- .the reading and listening comprehension passages,
the pupils deal with some other activities such as
games and role-plays to express their own thoﬁghts
crally aﬁd in writing., These activities are performed
in meaningful situations, and understanding becomes
the whole matter; both the teacher and students endeavor
the make themselves understood in that language(Chastain,

1976; Krashen, 1982).

During the application of this approéch, all
Fouf language. skills are practiced with no priority
to any of them. Rather than learning the lesson with
intensive drill for the purpose of -automatic command
of  the language and habit-formation, intellectual
understanding is what 1is required from the learners.
Therefore, emphasis is laid on rule learning, meaningful
practice, and creativity(Stern, 1983; Krashen, 1982;

Chastain, 1976).
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The teacher's role is to facilitate learning
by making it meaningful and to 1lead the students to
proceed - from competence to performance(Stern, 1983;

Chastain, 1976).

To 'sum up -how the appfoach is 'applied in the
classroom, it can be said that communicative competence
gains more ‘importance, and that ‘language .écquisition
is not based on  habit formation. Besides, grammar
is taught deductively. It should be alsc added that
no emphasis is placed on pronunciation, and perfection
is regarded as an unrealistic aim. As might be realized,
instruction 1is individualized many times and involves
much group work. .The teacher is a facilitator in all
the language teaching activities of this approach.
In the application of .the approach, reading and writing
are as important as speaking and listening. A feacher
who 1is in favor of this approach believes that errors
are inevitable, and that they shouid be analyzed
constructively within a systematic study, and that
silence is .useful and necessary. In the activities,
all teaching points are given in context with audiovisual
aids, sfories, and pictures. Besides, the mother tongue
can be used, and translation is not strictly avoided
in the <classroom. It should be also noted that the
affective: domain is not fully neglected; the attitude

of the teacher . and students, human sensitivity, and
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the quality of interaction are regarded important,
and that a good general proficiency in the target
language is the ideal goal of the approach(Kocaman,
1978; Chastain, 1976; Krashen, 1982; Brown, 1980;

Stern, 1983; Diller, 1978).

2.2.4.4, Opinions for and agaihst the Approach

It is expressed by Stern(1983) that the approach
has determined or identified theoretical and practical
shortcomings of the Audio-lLinguald Method with precision,
and that it has drawn more attention to creativity
and megning which were disregarded or underemphééized

by the earlier theories.

It is said by Chastain(1976) that since graphic
and schematic procedurés, demonstration, visuals,
realia, and other pfoper means are uséd to give meaning
and form in context with emphasis on both written and
spoken langpage in the teaching activities, many senses

are involved in learning the target language.

It is stated by Rivers(1968) that errors are
considered as evidences of the progress the student
is’ in and ‘as very useful indications for the teacher
in order to give reasons for the incorrect hypotheses

the student has developed.
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Despite these good points, the approach is
criticized negatively as well. It is believed by Krashen
(1982) that the ekplanation and exercise section provide
very 1little comprehensible input, for the focus is
on form, not meaning. It is also added that the patential
of comprehensible input may even be diminished if the
contextualization of the "rule of the day" gains more
importance. Besides, there is an overemphasis on learning.
Since. . learning, according to Krashen, functions only
to make changes in the form of linguistic utterances
produced by the acquired system, the stﬁdent focusses
his attention on form by thinking aont correctness
of his wutterances. Therefore, it, in Krashen's point
of wview, appears to be the _case that the approach
leads the student to place more emphasis on accuracy
or correcthess of his utterances rather than on fluency
in his performance. The other opinion expressed by
Krashen is that the approach  assumes that everyone
can accomplish conscious learning,. and that all rules
can be .learnt. Thus, it endeavors to supply students

with items that are not yet acquired.

Another opinion expressed by Diller(1978) is
that meaningful exposure may be sufficient for some
adults, but.not,for all. Diller explains it by saying
that it 1is much more efficient for most adults if

there can be meaningful practibe of the grammatical
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constructions of the language . in an orderly way. Diller
also ‘pdints out one fact that the gduylt seems to be
better at accomplishing conscious learning Trather

than the child can, for the adult can reason grammatically.

As a conclusion, the. Cognitive?Code Approach
has infroduced language as an intellectual learning
problem. It has placed xemphasis,'on the learning of
code andv required that language learning should be
in meaningful situations. Thanks to the approach,
mistakes have been seen as. an important and significant
evidence of the fact that the student is in the learning
process. Therefore, the attitudes of the teacher toward.
misfakes have been positive with no insistence on
over-correction in order ‘to avoid discouragement in
the -student. The approach has also seen the teacher
not as the only authority in the classroom, as in
the methods mentioned before, but as a facilitator
who helps the students to have a cognitive control

over the structures.df the target language.
2.2.5. THE COMMUNICATIVE(FUNCTIONAL/NOTIONAL) APPROACH

2.2.5.1. History

In its historical develobment, the origin of

the approach can be ,tréced. back to the beginning. of
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1970s. The developments in the decade of 1970—1980
created a shift in interest in language teaching
methodology(Brown, 1980; Stern, 1983). Applied linguists

.focgsed their attention on the functional features
of - linguistic communication rather than on the forms
of language. - The experimental studies <carried out
by applied linguists such as Candlin, Allen, Corder,
Wilkins, and Widdowson provided new ideas with emphasis
on . functional communication, "and they placed stress
on the development of "communicative competence" in
learners. Discourse analysis, semantics, and socio-
linguistics became very influential on language teaching
theories. Besides, communicative acts, functions, and
rules of conversation were given more importance by
curriculum designers. This type of —curriculum was
called 'a notional ‘or sometimes a notiomal-functional
.éyllabus'. As an alternative to the 'structural syllaEus’
whiqh basically teaches the forms of language in terms
of its grammatical and lexical units, the notional
syllabus iht:oduces ‘language in functional terms,
as "notions" expressed by formal linguistic items(Brown,

1980).

In 1978, Widdowson presented his point of view
with a set of concepts by making a distinction between
'language as a formal system and 'lanQUage use as

communicative " events'., It was also -stated by himself
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that language teachers should consider the distinction,
and that it might be more profitable to place more
emphasis on teaching language  as communication rather

than as a formal system(Stern, 1983).

" With a dew view on the design of a curriculum.
based on the communicative principlea, The tquncil
of Europe Modern Languages Project draw attention
to an important point that teachers shduld be aware
of language needs of learners in order to determine
what language functions would be put in a communicative
curriculum  for a more effective teaching. A number
of studies(Munby, 1978; Shaw, 1977; Richterich, 1980;
Savard, 1977; Richterich and Chancerel, 1977/80) showed
that the definition aﬁd idehtification of language -
needs took the first 'and most important part in the
pchedures to make language teaéhing cdmmghicative
(Stern, 1983). Besides, varying needs of the learners
whb' wanted to ‘learn a language for the expansion and
enhancement of their careers caused an increasing
pressure :to teach languages quickly and efficiently
in a given 1limited time. Thus, teaching language fpr
special or specific purposes-as a sub-branch of language
teaching placed more importance on communication.
As a result of that, knowing the kcommqnicétive needs
of the Learners was pegarded'.as vitally important in
the preparation of this type of wsyllabuses, and the

communicative fuﬁctibnal/notional “approach has been
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of great 'help to achieve that purpose(Brumfit and

Roberts, 1983).

All these changes brought by the approach reflect
the curriculum belief that the learner with communicative
competence that he will need Forhthe use of the given
language: may aftefwards acquire the grammar of that
language more meaningfully and functionally(Brown,

1980).

Therefore, it can be concluded that since about
1970 we have, as stated by Stern(1983), witnessed
an attempt to. come closer to the réality of language
use, and many linguists, language teachers have been
5activelx endeavoring to give .a concrete shape to this

direction of language teachihg.

2.2.5.2. Theoretical bases and purposes

fhe approach has brought new insights derived
from sociolinguistics, semantics, discourse anaysis,
speech act theory, and new developments in linguistics

(Stern, 1983).

In many methods used in language teaching,
the common point seems that structures and vocabulary

have an importance for many methodologists. But advocators
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of this approach put forward that a learner may not
be efficient in his parformance in that language just
by knowing the structures and vocabulary of it. He may
know the grammatical rules of the language perfectly,
but may not be able to use the lgnguage. A language,
they séy,'is.also used for functions such és greéting,
apologizing, apéuing, and so on. Besides, the sociél
context, they believe, determines how we should express
our ‘intentions, emotions, and opinions, It is also
stated thét we conclude whether the exchange is communicative
by evaluating whether receiver and sender have mutually
agreed on the meaning through the interaction in
consideration of feedback pfovided by the receiver

(Larsen-Freeman, 1986).

Hence, it is emphasized that the target language
is to be taught in a clearly specified social context
.and situation(Stern, 1983). Basically, it can be said.
that language is viewed in terms of function, meaning,
and form in order to develop 'cbmmunicative competence’
in learners who are'exposed to different social situations
during tﬁé learning process of that language. Accordihg
to the theoretical bases of the approach, it is maintained
tﬁat :éﬁiture can not be put aside from. language;
they are closely related with each other, and that
culture is not limited to the fine arts or literary

language. Thus,  culture is studied by observing a
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native 'spéaker's typical way of 1life in his society.
The use of nonverbal behavior as one aspect of the
culture of the target society 1is also taken into
consideration by the Communicative Approach(Brown,

1980; Brumfit and Roberts, 1983; Larsen-Freeman, 1986).

The goal is to develoé communiéative competence
in the leafneré. Communicative competcnce means being
able to use the given language appropriately in a
given social context. For that purppse; the students
are provided with knowledge of form, meaning, and
function. The teacher is required to help them realize
that the performance of a Function’ can be carried
out by many different forms and also that it is possible
‘to use a single form for different functions in language.
The approcach also requires the teacher to enable the
students to make Qse of different communicative
stratggies for choosing the most appropriate form
among Others with respect tao the given social context
- and = -the roles of the participants(Larsen-Freeman,

1986; Widdowson, 1978).

As a conclusion, the .communicative approach
requires the teacher to enqble his students to be
communicafive in that language rather than to provide
them with a knowledge merely on the grammaticalrules

and vocabulary of it.
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2.2.5.3. Application of the Approach in the classroom

This dis just an example of the type of lesson

that. the approach follows.

In o:dqr'to develop the students' reading skill
in the target language'.taught‘.by the ‘approach, the
class may be given a copy of ﬁéxt‘written in the authentic
language to réaq, and the teacher may ask the students
"to do the exercise 'Scrambled Sentences' 'afterb,they
héve sufficiently studied the material prgsented in
the tekt in the other CommunicatiQe. activities. By
dealing witﬁ the exercise ‘Scrambléd Sentences', they
unscramble .the~ scrambled sentences of the same text
to compare with the original so that they may realize
the - cohesion and coherence properties of language.
After going through the text, the students are asked to
underline, for example, the predictions in the text. Then
they read the underlined predictions aloud in the target

language, and the teacher writes them on the blackboard.

When it 'is 'Finiéhed; thé teacher and sfudents
-make a discussion about:how much the writer is certain
of his ﬁhoughts and feelings in his wutterances in
the text. After that, the students are required to
tell: each wunderlined prediction in another way with
gimilar meaning. In the following aqtivity, there
is a game to. be played with thirteen cards showing

a piéturé of a piece of sports equipment. Before starting
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it, the teacher tells them what they are going to
do cleatly. They make groups of five, and each group
is' given thirteen cards. After identifying the items
on  the cards and writing the names of them on the
~blackboard,' thfee cards are distributed to "each of
four students in the group. The 1last card is shown
to none of the members of the group. The fifth student
in the group has no card and is told to make a prediction
_about what Tim will do next week by using the name
of one of the items in his sentence in the target
language. va the item in - his prediction 1is not the
one inA one of the pictures the four students in the
group have got, he can utter a strong statement for
his prediction and check himself by seeing the picture
on the card placed face down. Each student 1is given
a chance to predict. The activity is followed by another
one. The students make groups of three. 0One student
in the group has a picture strip story. A number of
successively arranged pictures which have .noc words.
beneath: communicate a story. The student with the
picture strip story ‘lets his two friends see only the
first picture without . showing the other five pictures.
Then,the second picture is shown and the two students
are asked by the.student with the picture strip story
to predict what the'third picture will show. The prediction
is made for the third picture. If it is correct, -the

two students make their prediction for the fourth
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picture which they do not see. When all the picturgs
are shown, a new strip story is given and roles are
changed. For the other wactivity, the teacher tells
the ,clasé ‘what they will do éiearly.‘ This gctivity
is.a role-play. They make groups of four. Une.student
is é boss. The others are thé ehployees. It'ié'supposed
that their company will merge with another company.
Tﬁe students are asked to discuss with the boss about
what changes will happen with respect to the given
social status and roles. As they discuss, the teacher
joins each,gfoupAto help and give advice if they need.
After the activity is finished, tﬁe~teacher and stﬁdents
ask and ' answer questions about what language forms

are more appropriate in such a situation.

In. order to develop the students' listening
and writihg' skill in the target language, the teacher
may vread same other predictions to hear the .students'
opinions and .beliefs about the probability of them,
and want his students to listen to, for example, the
debate between tuwao pqlitical candidates on the radio
or to watch it on ‘television at home and to write
their prediction .oF who will wih the election and
why. These are read at the beginning of tHe next class

(Larsen-Freeman, 1986).

The role o©of the teacher 1is to facilitate his

students' learning. He manages classroom activities,
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creates situations that will contribute to the growth
of communication, often uses roleplays in the classroom,
and behaves as an ainsor. He leads the students to
work in pairs,- £riad§, small groups, and as a whole
group. He acts as -a "co—communicatqr”, vtoo; in other
words,; he takes part or participates in communicative
activities with his students. He 'is not = -the only
authority ih the class:oom; as seen in some other
methods. = Students' interaction with one another is
.much more than they interact with their teacher. Therefore,
this approach is not teacher-centered(Larsen-Freeman,

1986) .

While testing the class, emphasis is not anly
on accuracy or formal correctness but alsbt on the
appropriate use of the language within a .given social
conte#t. The students are required to be communicative
'in a given situation by wusing appropriate linguistic
utterances with regard to social status of the participants

(Stern, 1983).

As a summary, it can be said that materials
and teaching procedures are developed with pespect
‘to the needs analysis, for ‘what the students nreed
the language for is very important. In the activities,
language is seen ‘as a tool for communication, not
as an ~6bject of 'study. Such teaching activities as

scrambled sentences, picture - strip stories, games,
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role-plays carry a communicative intent with three
féatures;~namely information gap, choice, and feedback.
Ry participating in these activities, the students
learn .how to express their opinions, feelings, and
beliefs. Wbrking in small groups Jincreases the amount
of communicative practice significantly. The skill(s)
the students need' are practiced from the beginning
of the'course. The practice is not repetitive or imitative
~but  provides the ‘studehts‘ with natural options of
lanquage wuse which bring the kinds of choices that
are found in spontaneoué communication.. As the students
do the practice of the skills in the classroom, their
errors are accepted as naturél, and they are not
overcorrected. Because the goal in communicative activities
is fluency, not 100% accuracy. The students are free
about what and how te say ;n the target language with.
its alternative forms. Authentic lanquage materials
such as radio -or television broadcasts, weather forecasts,
realia, menus, timetables, other visual and audio-visual
”a;ds, pictures; cards are widely used in the acfivities.
It( should be also noted that the teacher is to have
a basic knowledge of the field in which the students.
will be specialized, to be fluent 1in the students'
native language, and to use the target language with
an excellent control. The teacher can use the students'
hative'language for explanation. The teacher and students

show mutual respect to each other's opinions, ideas,
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- and feelings(Stern, 1983; Larsen-Freeman, 1986; Wilkins,
19725 19763 Brown, 19803 Brumfit and Roberts,. l?83;

Widdowson, 1979; Johnsoh, 1982; Littlewqod, 1981).

2.2.5.4., Opinions for and against the Approach

It is believed by Brown(1980) that a properly designed
functional/ notional syllabus can help the learners
to be sensitive to the requirement of any given situation

for -an appropriate language.

It is expressed by Wilkins(1976) that the use
of authentic materials in the application of the approach
allows the students to wunderstand more varied forms
of - language than théy are capable of producing in
the classroom, and that a functionally organized language
teaching “can be very profitable for a student -with
a sufficient grammatical knowledge in that language,
and that the communicative facts of language are taken
into éonsideration from the 'yery beginning of the
course without disregarding the grammatical and situational

factars.

It is stated by Brumfit and Roberts(l983) that
a functional/notional syllabus may significantly increase
motivation in the 1learner since he is exposed to the

target language with respect to his needs, and that
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a sylabus  based on the .Communicétive Approach can
be qdite suitable for special 'ori Specific purposes,
as in the case of ESP courses, and the course,. Brumfit
and Roberts express, may become easier for the teacher’
and students if the textbook writer «can Afocus his
attention on the Céfefully. chosen functions as he

writes the téaching material.

The approach hés been open to negative criticism
as well. .It is said by Stern(1983) that the complex
relationship between form and significant ~factors
in a conversation such as the roles of the participanté,
their peréonalities, the topic that has .an importént
rale in détermining the function of grammatical units
has not been revealed satisfactorily, and that the
concept of abprop:iaéy is 4 ‘difficult matter to test
and é.difficult task, especially for non-native teachers,
to decide on which base'it should be determined since
the students can give different answers that are perfectly
appropriate to use in the same situation. Besides,
-the area of appropriacy,.i'tefn believes, has not beenA
exp{ofed cohpletely. The other point stated By Stern
is that the burden on .the shoulders of the teacher
is toq much, .For he should facilitate learning by
planning the necessary teaching organizations before
the class begins, and should be a guide in all teaching
activities, and -as a researcher and learner should
have a great amount of information about learning

and its nature.
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Functional syllabus is criticized by Brumfit(1980)
in his statement that a syllabus covering mainly functions
may not adequately teach .grammar, fop there seems
to be no base to control. Besides, it is pointed out
by Brumfit that some of the activities of the approach
such aé. putting the scrambled pictureé in the right
order, replacing the scrambled sentences in a logical
order may not be what the learners will meet in real-life

.situations.

As a conclusion, it can be said that the approach
has laid an emphasis on communicative activities and
presented the target language through them by giving
importance tO'fluency rather than accuracy. The approach
‘has ‘been so influential on current thought in language
teaching that today it is hardly possible to think

a lamymge teaching without communicative component.
2.2.6. THE AFFECTIVE/HUMANISTIC APPROACH

2.2.6.1. History

In® recent years, the term "humanistic"  has
drawn more attention although psychologists were interested

in the concept years ago.

with his classical work Client—Centéred Therapy,

Carl Rogers(1951) put forward some principles about
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human behavior. The idea behind his humanistic psychology
has become influential on language teaching programs
a great deal. For a more effective learning it has
also become a fundamental requirement that the teacher
'should show more respect to his students' inner world

and feelings.

The individual as an emotional creature with
his unique personality, feelings, and inner world
has become the center of ‘interest. Therefore, many
researches and studies on the affective domain(Krathwohl,
Bloom, and Masia, 1964; Pike, 1967; Coopersmith, 19673
Hill, 1970; Guiora et al. 1972b; Macnamara, 1975)

have been carried out for a long time(Brown, 1980).

All these and other studies and research on
the affective dbmain have had a great —contribution
to language learning/teaching and created a hew atmosphere

in language teaching settings.

2.2.6.2.~Theoretical bases and purposes

Since the approach is mainly based on humanistic
psychology, a brief —outline about what‘ humanistic

psychology is and covers will be giVen in this section.

in  hHis  humanistic  psychology, Rogers(1951)

focused his attention on the affective domain. The
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affective domain is defined by Brown(1980) in a clear

way:

“The affective domain is the emotional
side of human behavior, and it may be juxtaposed
to the cognitive side." '

Brown, 1980: p.101.

It is also stated by Brown(1980) that another
definition of the 'term was made by Krathwohl, Bloom,

" and Masia(l964) with five levels of affectivity:

Firstly, receiving comeé into play. A person
must realize that. he is 1living in an environment which
has surrounded him wholly. He must willingly receive
and have a tolérance for a stimulus, and direct his

attention to it.

The second sevel. 1is = responding. The person
should voluntarily respond to it with his own intention

and have a satisfaction from the response.

The third level 'is wvaluing. He attributes a
value to a thing, a behavior, an action, or a person.
Tﬁe characteristics of . beliefs ’énd attitudes pla;
an important role in wvaluing. He accepts a value only
after reaching the point of conviction that is the
résult of the attemption. of pursuing, seeking out,

.and wanting it.
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The fourth one 1is organization. He makes an
organi;ation of values, relying onvﬁis beljefs. Hence,
‘his organization consists of a system of beliefs.
By doing so, he reflects the way he sees interrelatiaons

among them by establishing a hierarchy of values within it.

The last one 1is his wvalue system which helps
him to understand his inner world and makes him different
from others characteristically. The system consists
of internalized aﬁd integrated beliefs, ideas, and

attitudes and gives us clues about his world view.

The relation of all these levels to .langdage
teaching/learn;ng is that language and human  being
are 1in a very close interrelation with each other,
and human being 1is an embtidnal creature as well as
intellectual.: éesides, the 1learner is likely to have
a tendency to be receptive to that 1language, to be
responsive to its speakers and- the context. in which
he is communicating, and to attribute a value on the
communiéative act of interpersonal exchange he is
engaged in, since receiving, responding, and wvaluing
exist in all human beings. The teacher therefore can
make language learning more effective by understanding
how an individual feels, responds, believes, and values
and by showing more respecﬁ.to those fundamental notions.

Furthermore, in the affective side of human behavior
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there may exist an explanation reflecting the mysteries

of language by examining the inner being of the individual.

In his theory in humanistic psychology, the
Rogers's belief, which constitutes the bésic thecretical
view of the approach, is expressed by Brown(l980y

in the following terms:

",.. inherent in principles of behavior is
the human being's ability to adapt and to
grow in the direction that enhances his existence.
Given a nonthreatening environment, a person
will form a picture of Teality that is indeed
congruent with realify, and' will grow and

learn.™
Brown, 1980: p.76.

It is also expressed by Brown(1980) that the
affective domain covers many factors such as -empathy,
self-esteem, extroversion, inhibition. In fact, they
are quite a lot. A}l these and other factors are related
to language learning, for the nature of 'language is

very pervasive.

The purpose of the approach is to facilitate
learning in a nonthfeatening ehvironmentn In regard
to Rogers’s belief, what is needed is "real facilitators"”
of learning, and the teacher as a facilitator can

make learning easier by establishing healthy relations
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between the students and himself. In addition to that,
the actual cognitive process. of learning is not of
importance, for it is stated that the learner, in
Rogers's view, may perfectly learn everything in a

properly created context(Brown, 1980).

As a conclusion, it can be said that the affective/
humanistic approach is based on the .theory that what
is 1indispensable for an effective learning in language
teaching settings is the creafion of a humanistic
atmosphere so- that learners may show relatively more

progress in learning the given linguistic items.

2.2.6.3. Application of the Approach in the classroom

This is .just an example of the type' of lesson

that the approach follows.

The teachef may begin the lesson by telling
the students thét they are going to have a conversation
in the target language, after they have sit in a circle
around a table,. on which there is a tape—reco?def.
They are told that they will have the transcript of
what they have talked in the conversation at the end
of it. During this activity, the teacher does not
participate but helps them say things in the target

language when they get a difficulty, and always stands
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behind the - members of the group. One student says
something'in his native language. The teacher translates
it into the targét language in phrases or 'chunks'.
The student repeats the chunk in the target language
~as the tape-recorder . works. By doing so, every chunk
is recorded one at.a time. At the end of this activity,
the teacher tells them to sit in a semicircle and
to "look at the blackbogard. He writes gach recorded
~sentence in the target language 'on the board, leaving
enough space to write the corfesponding “one 1in the
nnative language under each aof them. After he has written
each sentence',in the target language, he wunderlines
"the first word to hear the corresponding one in the
native language from the students. If they give no
énswer, he writes it himself. This is done 1in the
same way for all the sentences on the board. Then,
he  reads the written form of the conversation as the

students listen to him.

The next activity involves the practice of
the vpronunCiation of the wo?ds in the target language
in the written .form. The student pronounces one word
or phrase of the tfanscript on the board, and tHe
teacher gives ﬁhe correct pronunciation of it as many
times as the student wanté. This activity is carried

out in the same manner with other students.
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Next, the teacher requests the students to
make~groups of :three to produce new seﬁtences by wusing
" the words and phrases of the transcript. Each group
is busy writing down new sentences. The teacher walks
around and joins each group for help.f When -he sees
‘a mistake' in one 'sentence, he says the goammatically
Wpong sentence in the correct way. Then, sentences
written in each group are read in~the classroom. After

'thaﬁ, the tape is replayed twice as the class listens.

The final phase 1is that he asks them to make

their comments about all these activities.

In the next two classesi they go on dealing
with the conversation. They stﬁdy 'the conjugations
of the selected verbs wused in the conversation and
make small gfoups to produce new sentences by wusing
the new forms. Later, the new sentences are shared

by the groups 'in the classroom.

Then comes the Teading activity in which students
read the transcript. One student reads it in the target
language, and another reads it in the natiVe languége.
As all the students participate in this activity,

the words in the transcript are studied phonetically.

After that, another activity is begun. There
is a picture of a person on the blackboard. The students

ask questions, supposing that they have just met him.
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It is followed by the last activity in which
the students deai with the reconstruction of the conversation
created by themselves just before(lLarsen~-Freeman,

1986).

The teacher's attitudes and behavior toward
the students are seen very important, for it is believed
that they play a significant role in the success of
the class‘and have a great influence on that of communicative
interaction. Therefore, the teacher as a counselor
or facilitator communicates with his students in a
close relationship and gives importance to his students'
opinions, feelings, and values(Maskowitz, 1978; 1982;

Larsen-fFreeman, 1986; Brumfit, 1982).

As a summary, learning a language is seen as
a self-realization experience. Therefore, self-disclosing
topics’ with focus on pasitive aspects and feelings,
experiences, wishes, values, fantasies, and memories
are communicated in the <classroom. Positiye aspects
can be things one feels proud of that he has done
or times whenhe has had success with. Teaching materials
and activities are specially designed to relate the
subject matter to the students' experiences, feelings,
lives, and emotions, for what is important 1is class:
'atmosphere rather than method or 'teéching materials.
So the teacher and students interaét wifh each other

through a genuine communication in meaningful contexts.
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Many timés, the students work in small groups, for
peer'suPport and interaction are considefed as necessary
for leafning.~ In the imitial stages, there 1is often
‘a heavy wuse of translatioen. Then, it is no longer
used at later stages. Thus, the teaéher is expected
to have a pérFect proficiency 1in the nat;ve language
of the students and in the target language(Moskowitz,
1978; 1982; Brumfit, 1982; Brown, 1980; LarseS—Freeman,
19865 Manning, l97l; Early, 1982; Daniels and Packard,

1982; Rérdin, 19773 1982; Stevick, 1982).

2.2.6.4. 0Opinions for and against the Approach

1t is exﬁressed by Rivers(1968) that the individual
needs and varying levels of competence are considered

by the approach‘a great deal.

It is stated by Larsen-freeman(1986) that thanks
to the approach the students can have a spirit of.
cooperéfion, not competiton, for they are allowed
to determine the types of conversation or to prepare
the curriculum with the teacher together in .the eérly

stages.

It is said- by Moskowitz(1982) that humanistic
techniques surprisingly do not impede fear of speaking
in the(target language, of hesitancy, and of reluctancy

in students, and that they become eager to participate
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in the activities, breaking down their inhibitions
to speak the. language. Besides, it is believed by
Moskowitz that the approach hélps the students realize
that all human beings are alike, no matter where they

live..

It 1is pointed out by. Brown(1980) that Carl
Rogefs‘s_ideas with. emphasis on student-centered teaching
and comﬁunication have played a significant part in
:bringing about the necessity that educational process
should be fédefined with respect to éommunicative

function of language and humanistic psychology.

In his criticism, Brumfit(1981) expresses that
discoVering the personal feelings of the students
too readily may give rise to some improper situatiqns.
Besides, there is, according to Brumfit, much heavy
burdén on the shoulders of the teacheér. Brumfit also
says that language teachers think that they are expected
to perform the role of psychologist in the classroom.
But, there is an objection to that thought. It is stated
by Moskowitz(1978) that teachers, -in fact, "~ already

play that role, no matter which method they apply.

It is pointed out by Brown(1980) that a lack
of teacher's direction may occur undesirably since
his role is that of a counselor, and this may create

serious problems in beginning classes..
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As a conclusion, it can be said that the approach
has: given more importance to student's inner world
" since it has an emphasis onirespect for the individual.
Besides, it has encouraged pepsonal expression and
provided students with many opportunities to express
themselves freely through ,communicative. activities
with eﬁphasis on fluency. Even, ‘the studénts in the
early stages have been allowed to design the syllabus
~whiéh reflects their own decisions about -~ what they
want to be able to say in the 'language to be taught.

So the approach has given students freedom to learn.



CHAPTER 111

'EVALUATIUN,OF THE SAMPLE TEXTBOOKS

3.1. INTRODUCTION

Six sample textbooks based on. the principles
of the methods and approaches reviewed in the study

will be evaluated in this chapter.

3.2. A SAMPLE TEXTBOOK FOR THE GRAMMAR-TRANSLATION METHOD:

TURKISH: A COMPLETE COURSE FOR BEGINNERS:

The textbook has 16 lessons, and eabh lesson
presents some grammatical points oF.thé.target language.
Lesson One, for example, includes Gender, The Indefinite
Article, The Plural Suffix, The Cases, and Word Order,
Each lesson begins to teach a subject, for, example,

The Past Tense(Appendix C), firstly:by giving a grammatical

87
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explanation on the tense, then by presenting a list of verb
paradigms.:The.léa:ner is to memorize the given grammatical
rules and the;list of verb paradigms. In the explanation
part, 1syn£actic differences between the two languages are
ihcluded as well, for the two languages are often compared
to each other throughout the book to.help,the learner to
Amake a logical analysis of the target language. Then comes
the vocabulary list to be memorized by the learner..In the
list, the words in the targgt language are given with
- their equivalents in the native language of the learner.
The final phase involves the practice. of the given rules
and vocabulary of the target language through translation
into the nétive language of the learner, and vice versa.
On the last pages of the bok, there is a key to the
exercises to help the learner check himself whether he has
translated the sentences given at the end of each lesson
correctly ~-in both directions. The book ends with an

index of suffixes in Turkish.

The aim of the book is to lead the learner to see
the differences between his native language and the target
language,‘as‘it.teaches the language through'memorization,
translation, and a logical analysis with much emphasis

on reéding and writing.

The positive points of the book are that it gets
the learner to do a great deal of mental exercise, and that
it deoes not put too mucé heavy burden on the shoulders
:of the teacher. since it does not require the teacher to

be credtive and to make a pre-teaching preparétion;
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On the other hand, the book does not .include
real-life sitqations, and makes no mentibn of how the
participgnts in a communicative 'ihtefaction mddify
their linéuistic"utterances with respect to their
Social status. The book may improve -the learner's
reading and writing ability in the target language.
However, there is too much use of the learner's native
langpage ine it. Since‘ it mainly covers grammatical
poiﬁts and expianations with many rtules, it may create
boredom in theleérners.ahd may also diminish motivation.
Suprasegmental features such as intonation and stress
which are significantly influential on meaning ars
not .taught within a wide information. The 1learners
are expected to ‘produce correct utterances too scon
through the wuse of very little knowledge on rules and
exqeptions. Besides, meaning is taught through translation
which needs a special skill; every leafner can not
be good at tranélating 1inguistic“ utterances. The
book seems to neglect communicative purpose in language
teaching since it leads the learner to regafd himself
successful if he can state a grammaflmle of the target
language or translate the given sentences into and
from. his native language. The manner it teaches the
language 1is wvery prescriptive for the learner. As a
typical textbook of the Grammar-Translation Method,
it has too much explanations and less exercises. 'Thé
importénce gi.vén to the culture of the target SOCiety

is very little in the book.
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It can be concluded that the book teaches only

the facts about the target lanqguage.

3.3. A SIMPLE TEXTBOOK FOR THE DIRECT METHOD: A PRIMER OF

ENGLISH FOR FOREIGN STUDENTS

The textbook teaches basic English in = four

“parts.

The lessons in the first part are about comparison
of objects' and persons, Rationality, position and
possession, parts. of the body and simple actions,
huﬁbers,. shape—sizeocolor' with illustrations and a
picture, causation, any and some, clothes, the Aiphabet,
and the review of all the previously taught subjects.
The first part of the book also includes very briefly
given 'explanations on rtules with some examples and
a list of personal and relative pronouns. The précfice
of the given new language material in the lessons
is'done with different types of exercises in the target
language. All ‘the lessons in this part are studied

orally.

The second part in the textbook has 26 ‘lessons
which include prose type of texts about 'different
subjects such as time, the vyear, the weather, the

fire, meals, shopping, travelling, the office(Appendix D);
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and many others. After the students read a specially
constructed. short- textb wfitten ﬁwith spoken everyday
language in the part, they deélx with the questions
about the text. There are also some personalized questions
to be answered by the students. Then, they: are given
a proverb Fdr oral discussion or to write a compositinn

in the:target language.

The third part of the book also teaches the
language with the short written texts about such subjects
as Seeing London, Correspondence, Wireless, Flying.
In this part, the students are given léss, rules but

more written texts in the target . language-

The iast ‘part includes some selections from
the literary works of famous writers of the’ target
society. TEe prose type literary works are just for
pieasﬁre and comprehension and are presented to‘ the
advance students. The literary  texts are Foilowed
by a list of key words used in the literary works,
and the definition of each wérd is given in the target

language.

Then comes specimen examination ~ papers which
have a number of questions about the sybjects of some
lessons 1in each part’ to test the students' reading

comprehension. In addition to the given questions,
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the students do fill-in-the-blank type of exercises.
The textbook ends with how some sounds in English
are pronounced by giving a few examples with no detailed

~explanation.

The purpose of the book is to enable the students
to think in the - target languageﬂ as - they "learn ﬁot
literary .but everyday spoken languagé mostly through
oral activities which involve communicative practice.
It is stated in the book that they must learn to speak
English by ‘speaking it, to understand it by hearing
it, and to write it by writing it, and that the teacher
is expected not to translate any linguistic item, for
it is put forward that the students' listening comprehension
will be developed since they will hear English spbken
all the time in the classroom. Therefore, the only
language used throughout the book is the target language
which Vis studied in the lessons through step-by-step
progression. As a result  oF the purpose, synonyms,
antonyms, and’ paraphrases of the unknown words are

widely used in the book.

One of the good points of the book is that
the lessons in the parts are taught with illustrations,
puzzle rthymes, proverbs, maps, pictures, and drawings
which all may make teaching natural and may motivate

students' interest in the target language and ‘its
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culture.. In addition to that, the book provides the
students with more knowledge on the culture ' of .the
targef society, for culture is not Iimitéd to literary

language.

As ~a summary guide 'to everyday speéch,‘ the-
boodk presents a vocabulary corce;ned»with the. commoner
interests of life and. also ~ includes some apticles
be debates on subjects of interest to help the teacher
to ﬁreate a genuine communication in the <classroom’
and to test the students' pfdgression in learning

the language.

The book leads the teacher to make use of a
variety: of teaching aids in the lessons. By doing
so, the teacher may appreciate how kteaching aids make
leafning more effective when they are used appropriately

at the necessary time.

Tesching vocabulary éontéxtually is another

good point of the book.

Despite of all these good points, .the boak
may be criticized by saying that it is still grammar-based
although the lessons in the book provide more compre-
hensible input through the use of 'differeht teaching
aids and the ‘target languége only - than those in a

fextbook'based.On the principles of the grammap—£rahslatidh,
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there is still much constraint on the efforts that
can provide a great deal of it, for the teacher 1is
‘expected by the book to attach importance to. form
and to correct errors as socon as they occur. Even,
one of the lessons in the book, A few Hints on Grammar,
is dé&icated to the teaching of correcti use of some

prepositions such as with, on, in, and at.

As a conclusion, the book presents the language
with a more communicative use of it, even though it

still emphasizes accuracy.

3.4, A SAMPLE TEXTBOOK FOR THE AUDIO-LINGUAL METHOD:

ENGLISH 900: A BASIC COURSE(2)

The textbook has ten study units.

Like the others, Unit 6(Appendix E) begins
to teach English with the presentation of the fifteen
Base Sentences which cover the basic structures and
a bhasic 'vocabulary of the language and are related
to a meaningful situation. Each of them is given a
number. It is followed by Intonation Practice in which
intonétion ’paﬁterns are introduced and précticed with
a tape-recorder either in  the 1angUage: laboratory
‘or in the classroonm, Then comes Questions and Answgré

which are done for the practice of pairing and matching
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the base senfences into conversational form. Next
is Substitution Drills which includé vocabulary and
grammatical substitution techniques to teach the Vgriation
sentences. These sections of the unit mentioned above
serve for providing the pronunciation practice ‘and
drill material to enable the students to use the given
forms .succeSSFully. The Conversation Section is given
within short dialogs to provide the students with
an opportunity to practice the given material in informal
conyersation in the classroom. It is followed by a
written text for reading practice. Next is fhe gquestions
about the topic of the text. The other section containé
Exercises. Some of the exercises are done orally and
some .of them are written drills. Fill-in-the-blanks
and transfgrmation type of exercises are given to
practice word and verb forms, and some basic tenses
in the 1language. Then, the students. are presented
a Word List which includes Verb .Fbrms and Expressions

used in the conversation and text.

On the last pages of the book, there are a
list of .irregular verbs, a word index which presents
the words introduced in the wunits in an alphabetical

order, and a key to fhe exercises given in the book.

The aim of the book is to teach the structural

patterns, vocabulary, and pronUnciation of English
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mostly through listening and speaking activities with
a tape-recorder in order to form new habits in the
students so that they may speak the language as

‘autométicaliy as they speak their native language.

The textbook gives importance to suprasegmental
features of the lénguage from the beginning of the
course, and it may be helpful with its exercises for

the teaching of some of those features.

The other good point of the book is that it
introduces in the text for reading comprehension some
expressions that are frequently used by native speakers

of the language in their daily life.

As the students are exposed to everyday spoken
language, the book teaches the culture of the target
society in the dialogs and conversations without limiting
it to the literary language. The students with this

book learn, for example, what a bigor light breakfast is.

The book has got some negative points as well.
OQe of them is that before teaching Intonation Practice,
the book  does " not include any section to help the
~students know the meaning of the sentencéé they are

‘working with.

The book forces the students to produce their

utterances immediately without making an errar especially
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when  they deal with Questions and Answers. by requiring
them to give correct and full sentences to the questions
as' soon as they are asked. This may cause anxiety

in the students.

Acpording' to the ’teaching order of ‘the. boo;,
structural patte;ns precede VOcabulary, and the eﬁphasis
in the book is on structural patterns -rather than
meaning. In addition to that, language forms are given
in an insufficient contextualization throughout the
book. The dialogs in the book are not designed to
be used ‘to negotiate meaning. Because form is more
important than the content of them in the book. It
is no mean feat to memorize such a dialog as in thg
Unit 6(Appendix E). The sentences used in it are goaod

examples to an unnatural and contrived uée of language.

The book puts much emphasis on pattern drill,
and it teaches the lessons through little memorization
of dialogs ana texts, for memorization of the dialogs
is facilitated by going through a rich amount of the
drills. It can be said that pattern practice makes
very little attempt to meet the ?equirement of interest
and relevance which are very important for the students.
SQbstitution Drills do not aim at providing the students
with real communication, for the manipulation of strqctu?es

is what the hurpose of the drills is. With the drills,
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the book shows its rejection to cognitive learning.
But it~t§aches the grammar of the language step-by-step
within a sequence af structufes in an.inductivg manner
by -leading the students to work out the rules on the

basis of the dialog and pattern practice.

As a conclusion, the book carries an impression
that the .new language has no capability to convey
thought, but to reflect grammatical relationship,
and it. teaches the formal prdperties of " the languaée
through mechanical drills with emphasis on oral accuracy.
Therefore, the students with well-acquired mechanical
speech habits may still be wunable to think in the
langquage or to .speak it in natural social contexts,
for they are not provided by the book with meaning-

. ful practice and meaningful learning.

3.5. A SAMPLE TEXTBOOK FOR THE COGNITIVE-CODE APPROACH:

SPANISH FOR COMMUNICATION

The textbook teaches new words and forms with
visual aids through contrastive comparisoné, explanations,
definitions weither in the target or' native ilanguage
or. in context, and by demonstration to make meaning
clear as much as possible, and it  attempts to help
-the students to be able to conceptualize the structures

and to use the forms by providing them with new material
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as the basis by which theycmn begin to make a'progress
slowly and consciously through the use of given concepts
in order to be able to expresé themselves commnnibatiyely
in the performance -activities. In- other words, fhé
textbook-téathes'phnnologiéal, semantic, or syntactical
aspect of the target language in<s@eh, a way that the
students can grasp ‘thé meaning of the concepts in

the book.

Before dealing with the exercises, the students
are provided with all the informatien they may need
‘to understand the concépt(s) 'of*.subject matter. The
exercises in the book(Appendix F) are presented with
a frame format in which there is all the information
‘the students may make use:.of in a self-teaching approach
to the understanding of the language system. Thé first
thing to be done is to. establish compréhensiqn of
the Enélish system in the ‘students, and to lead tnem
to..relate it to the -Spanish. So ﬁhe students’ with
this type of exercises learn how to make a consnipué
éélecﬁinn of word or form, and they answer ‘them in
the target language by makind.use of some given clues
in their native .language.  Therefore, the purpose of
the exercises in the textbook 1is to complete the
understanding'.prncess whiph has been begun at the
beginning of the lesson, fo help the students remember

the forms 'taught before, and to provide the students
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with an opportunity for the demonstration of the compre-

hension of usage.

It may be realized that there is a difference
. between cognitive exercises and audio-lingual drills.
 The learner is "expected to have autaomatic Tresponses
through conditioning by drills. But, cognitive exercises
do not aim at triggering automatic, nonthbughtful Tesponses
whiph are immediately reinforced by the teacher, and

they are done in independent study situations.

The édvantagé of wusing cognitive exercises is
thatthe teacher can spend more class time for application
activities if the «c¢las 1is provided with a suscessful

meaningful learning.

The final portion of the unit in the textbook
includes communicative activities. The ~book presents’
reading and listening comprehension passaées so carefully
that the students can see how fhe forms learnt before
are used cuntextually and communicatively. As the students
deal with the communicative activities, the book
'leads them to make use of conscibusly acquired
competence and to express their messages or opinions
in the target language. With the material in the
final portion of the unit, the book enables the students
to answer questions about the listening or reading

comprehension passage, to ask and answer personalized
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questions, to complete sentences, to describe pictures,
and to communicate in a given real-life situation-

such as having an interview by using the target language.

So, the sequence of the matefials‘ to be taught
in _the textbook leads the students to pregress from
comprehension to competence and then 'fo performance
by presenting to the students the parts to be learnt
and then a total communicative 'picture in meaningful
learning, meaningfui'practice, and meaningful application
activities:iwith emphasis on agll for . language . skilis

which are seen as complementary to each other.

But, the book attaches more importance to learning-
which may be defined as a conscious process. Yet,lanquage
teaching with any material should focus on encouraging
acquisition, 0N providing input that stimulates the
subconscious language 8acquisition potential all . normal
human beings have. It.ShOUld be also noted that learning
does not nécessarily turn into acquisition in every
case. A performer who can use complex structures in

the language may not know the rule consciously.

As a conclusion, the book teaches language
as a subject matter of form and meaning in a communicative
manner with the requirement of an intellectual activity

throughout the learning process.

L T' C'
POUSSERQCRETIM KuRugy
Dokﬁmantasym Dderkeni
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3.6. A SAMPLE TEXTBOOK FOR THE COMMUNICATIVE(FUNCTIONAL/

NOTIONAL) APPROACH: BUILDING STRATEGIES(2)

The textbook has 16 units which cover grammatical
§tructpres‘ of the target language with —emphasis on
qeveloping skills of discourse within 'a wide range
af communicative settings in order to teach the learner
important discourse functions such. as description,
.ﬁarrafion, instruction and explanation in such a manner
that the'fouf language skills are practiced with equal
emphasis on each of ‘them with a variety of spoken
and written~text types,. visual and recorded materials,
activities and games presented in real-life contexts
‘with réSpect to the learner's own experience and his

communicative needs.

Unit 14, which was chosen aé a sample unit
(Appendix G), begins to teaeh English with a -dialog.
recorded on a tape for the practice of listening and
understanding. In the unit, a press release which
includes a very brief information about a person‘ is
éiso presentéd to the students. The aim of the dialog
is to dincrease the students' 1listening comprehension,
to introduce new language items in a context to shoﬁ
‘their function, and to improve pfonunciation and intonatian.
The * dialog is fallowed by comppehension’ questions.

The book provides the. students -with angther activity



103

for\tﬁeulistening comprehension by presenting a recorded
material "The Radio Bristol Quiz" in the. EXtensioﬁ
" Part of the uﬁit.

For thg practice of speaking, the students
work in pairs to ask and answer the questibns ‘in Set
about the person in the dialog, using the.press release.
They practice the new structure and vbcabulary, as
they deal with this aétivity». When it is fv‘ir_lis‘h.ed,
they ask and answer the questions in the book about

their own 1life this time, working in pairs.

For the practice of writing,k a short paragfaph
is given as an ekample in the unit, and ' the students.
write a paragraph about one of their friends or relatives
by making use of it. Another activity'involves combleting
a chart p}esented "in Set 2 to enable the students
to use the new structure and new vocabulary in the
written language. Then the class is divided into twos,
and one student in each pair makes and completes another
chart for his partner's 1life by taking turns after
getting the necessary information through oral exchange.
.The other activity presented by the book for the writing
section 1s that the students write a short biography
about themselves by making use of the given article

as a guide.
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For the reading comprehension, the .students
read. the article about the autobiography of the persan
introduced in:the dialog at the beginning of the unit,
and do the questions to answer what each pardgraph
in the article is about. In the Extension Part, there
is .another 'articlé, the subject of which is on a very

famous singer's life stbfy.

The Oral Exercises include role-plays and dialogs.
The students ére required by the book to work in pairs
fbr the role-play, supposing that one student in each
pair - is the singer introduced at the beginning of the
unit, and the other one is the interviewer. Then they
perform it. Another role-play is also presented in
the Extension Part. The aim of the oral exercises
is to give the student ,préctice in manipulating. the
structurés,. and to make him  aware of their function
in a broader  context, so that he will know how and

when to usé'them.

'The unif ends with the section’ whiph provides
the students with a checklist of the structures, functions,
and vocabulary taught before by givgng.example sentences,

a summary of the grammar ih a substitution table and

a list of the new words and phrases.

The aim of the book is to present the -language

the student may need to take an active part in- a wide:



105

range of social situations so. that he may be able
to talk about himself, his personal preferences and
expericence, express his own opinions, -and ‘realize
different degrees of formality,. attitudes and moods

in given settings.

One of the good points of the book is that
the activities for listening comprehension and the
dialogs presented in it contain real and natural use
of the language.with emphasis on everyday spoken language.
Besides, the language in them 1is taught with a wide

range of accents and dialects.

The book can help the students to see how they
can apply the grammar as they practice and use grammatical
forms not in isolation, but in meaningful contextual
situations with different functional purposes through
the use of dialogs, role-plays, oral exercises, readingu
and writing activities. So their motivation may increase
te a great extent. Also, oral exercises, role—plais;
dialogs, reading and writihg activities contribute
to thé development of creativeness in their performance,
for the book encourages personal -expression and: free
style df writing. The exercises for the practice of
writihg in the units may develop their ability 'to
express the orally practiced informatiqn, ideas and

attitudes in appropriate written form of the language
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'as“ well.. In addition to that, the book teaches the
language in such a manner that the students can relate
their own  experience to what they practice in these
communicative activities. So, learning becomes meaningful

to thenmn.

By the book, the student becomes more sensitive

to the cdncept of appropriacy.

The units in the book present the langoage
in realistic, social and " human situations in which
the student can play a variety of social roles and

show a better performance.

‘The book provides the students. with interesting
and 'imaginative 'subjects, situations. Therefore, they

may find language learning enjoyable.

The linguistic items and information are presented
in the book with respect to whether they will be of
direct wuse ta the students, since their needs are

given more importance.

Each unit in the book leads the student to
see that one grammatical form may have different meanings

and be used for different functions.

The book includes a rich information about

the culture of the -target society. While teaching
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it, it makes use of pictures, photos, maps, articles
from newspapers, iilustrations, and drawings. It also
includes authentic language to allow the stydent to
be familiar with it and to be exposed to a rich variety
.of language use so that he may make use of it in his

performance.

In spite'bf these advantages of the book mentioned
above, the teacher, however, may feel thaﬁ he is to
have more experienﬁe in what situation,  which structures,
words, and suprasegmental features can bev used more
appropriately in the language since the book gives

more impartance to the concept of appropriacy.

The other point 1is that the teacher should
have a wide information about the culture of the target
sociéty, for the Vbook presents it not in a limited

range.

As a conclpsion; it can be said that the book
draws the student's attention to the communicative
value of what he is learning rather than to its formal
-aspects as it‘teacheS'strategies for handling particular

language functions without any grammatical explanation.
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'3.7. A SOURCEBOOK FOR THE AFFECTIVE/HUMANiSTIC'APPRUAEH:

CARING AND SHARING IN THE FOREIGN LANGUACE CLASS

In this 'section, there will be actually .no
evéiuation. of any textbook based on .the humanisﬁic
~approach bgt that of .humanistic exerc;ses which. are
introduced in a sourcebook on ‘humahistiq techniques
for language teachers who will apply -this approach..
_in their lesson. The main reason is that it 1is hardly
possible  to "find a textbogk based on the épproach,
for what is important is' class atmosphere rather than
method and teaching materialsw It | is explained. by
the writef of the book, Gertrude Moskowitz(1978),

that:

"l see the first thing you want to
know is what are Yyou supppsed to do with
the matérials you already have and are expected
to use in  your foreign ~ language —classes.
The answer ~use them! Huméniétic techniqpes
can be included to supplemenﬁ, review, and
introdpce your already existing materials.
The reality."of"the situation 'is that almost
every foreign language program uses commercially
prepared’ materials, which are usually a large
expenditure for the school district. The
‘intention iS not to discard these. Include
an awareness activity wherever one relates
to what the students are studying or where
“you find it appropriaﬂe.“

.Moskowitz, 1978: p.23.



109

Befare the boak introauces 120 humanistic
"exercises, one of which is presenfed in Appendix H} it is
expléined to language teachers how to fit them in
humanistic exercises. It is supposed that the topic
of a regding passage in a textbook is about exchanging
giftsf, The teacher may choose the topic of gifts
and ask the students the question of what gift they
would 1like more than anything in the world to have.
,Sb, such an exercise may be useq to develop the ability

to speak or to write in the target lénguage.

Humanistic 'exercises can be. helpful vfor the
feacher‘tg have a real communicative use of language
in the cléssroqm, for they provide the students with
many opportunities to express their own opinions
as they make comments gr discussions Huring or at

the end of the exerciseés.

Since students'. feelings, opinions, values,
and beliefs are recognized in humanistic exerpises,
they can become eager to participate in thg activities
andA show a willingness to use the language once they
havé pealiZed that they Uare given importance and
shown respect. So, positive attitudes toward each
other cevelop, and this makes the classroom a lively

and nonthreatening setting.
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Through the wuse of humanistic exercises, the
atmosphere cpeated in the classraom provides stgdents
with learnings and an eéenvironment that may facilitate.

the achievement of the full potential they have.

Humanistic exercises help ‘'students to see
that personal growth and cognitive growth are two

dimensions of humans which'can not be thought separgtely.

By dealing with humanistic exercises, it may
be possible to establish healthy relationships in
the classroom. This may be contributive to 1learning.
Because if students ‘have negative feelings toward
their classmates or the teacher, they are 1likely
to show a rejection or taoa be critical to learning

all the time.

The teacher is provided with a great degree
of flexibility as he designs the curriculum which
includes  humanistic exercises, for the linguistic
purposes of such exercises boyer a wide range of teaching

‘points.

As a criticism against such exercises, it
can be said that the teacher may need a relatively
long time to make a plan about which exercises are

more related to the subject of the lesson, and about
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~-how to present them in the classroom more efficiently

before the class begins.

The second point 1is that the teacher should
choose ahd 'explein the topic eo carefully that it
does not cause the students to deal with.their negative
sides as they prectice the language wrth. a -humanistic
exercise. Otherwise, it may give rise to some undesirable

results because of a lack of awareness of the teacher.

There may be some humanistic exercises to which
one student may not want to respond when it is his
turn as he deals with one of them, for the thing he
wants to say 1is not appropriate for him to share,

or not important enough.

So, - the book with humanistic exercises relies
basically ‘on the emotional side of human beings, and
aims at bringing about the desperately needed changes

in education toward a humanistic teaching of language.

3.8. CONELUSION

The evaluation of the sample textbooks representing
different approaches has shown that each book has
its advantages and disadvantages. None of the textbooks

is completely good or completely bad. Therefore, the
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explotation and use of such textbooks effectively
is Left" to .the resoupcefulneés and creativeness of
the lahguage. teacher. He/she could adapt the .textbook

‘according to the needs of his students.



CHAPTER IV

SUGGESTION TOWARD AN ECLECTIC'APPROACH

4.1, FUNDAMENTALS OF THE ECLECTIC APPROACH

The suggested approach emphasiies creating
a humanistic atmosphere in the classroom and takes
some specific features of the Communicative Approach

and the Direct Method.

The theo?etical assUmpfion. of the approach
is that the better studgnts feel abbut themselves
and others,.the'more likely.they are to achieve. Developing
healthy relations, récognizing interdependence, expressing
one's feelings, achieving one's potential, sharing
oneself, and giving and receivihg support .cdnstitute
the emphasis, for they are seen as conducive to learning.
Sb; the approéch encourages seif—actualization. Teachers

are expected to give impartance to students' intellectual

113
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and: emotional éides, to promote:the positive psychological
growth of students, and to be aware of that the;e
is increased attention when they want tp talk about
what they want £o say and are attentive and interested.
The teécher should help the student find a meaning

- in given facts.

Since students have a range of experience,
interests and knowledge of the world which they can-
share, learning may occur more effectively if the
teacher can stimulate them to make their own contributions.
Therefore, the approach aims at integrating the subject
matter and perspnal growth dimensions into the curriculum.
The.ﬁontent of it relates to the feelings, experiences,
lives, ﬁemories,‘emotions, hopes, aspirations, beliefs,
values, needs, and fantasies of students. As the student
talks about his own growth and development, shares
what is important to him, and participates in pérsonally
reinforcing. interaction, he is fully involved in the

communicative interactionwith his classmates and teacher.

The syllabus to be followed in the application
of the approach teaches grammar with focus on form,
meaning, and function in such a way Ehat the stﬁdent
will see the immediate practical application of what.
he is learning while covering the more important structures

of the language introduced in a graded sequence. Based
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on that syllabus, the new structure and new  words
are -taught in context rafher than in isolation through
the uéez of visual; audio-visual teaching aids, realia,
paraphrases, synonyms, antonyms, drawinés, pantomime,
1demonstration. Students arenot asked to memorize the
new words. The teacher may select only two or - three
sthents for. the practice . of pronunciation of the

words, and they repeat individually.

Communicative exercises are intended to  help
the student to be aware of the influence of attitude
to listéner/readegor situatioh on the choice of language
form. In the exercises, the four skills are practiced
with ‘emphasis on. communication. To. develop students!
listening skill, the teacher may present'a dialog that
contains language items introduced in realistic, human
and social situations and ask them td discuss, or
to summarize it, or to give answers: to the questions
about it. .The important point is thaﬁ fhey should
'be"éblé to. distihguish the important words in 'spoken
English while 1listening. The teacher may use a tape
recorder in the ‘classroom. The practice of the speaking
skiil is performed through the use of oral exercises,
open 4dialogs, role—plqys, games, and .sqngs} For the
pracﬁice of peading, the teacher may give a reading
pusségu ot authentic lanqguage, ask the students to

find the fghctiqns being taught in the written text,
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want‘.them to Hsay them in another way with- similar
meaning, and requipe them to-ask and answer some qUestions
abogt the topic of it. The use of autﬁeﬁtic materials
may give students practice in real English and provide
fhem_ with a wide 'range. of language use. The practice
of wrifing  skill is done witﬁ, the exercises which
aim at enabling the students to use the language more
creatively asv‘they practice a function or topic. witﬁ
an appropriate structure during the writing..of, for

example, a free composition.

Most of the activities’ are carried out to help
students  become fluent and increasingly accurate.
The four language skills practiced in' the activities
are developed in a communicative manner with no priority
to any of them, for it is believed  that tﬁe .student
should not be bresented only with language that is
within his produétive range. As students deal with
the. activities, an error may occur. In suech a case,
the -teacher should be prepared to accept it not as
evidence of ~carelessness, or Aun9uccessful teaching,
but as that of the fact that the student who has made
it is in the learning process. The tgmﬁmr may correct
only those errors that cause semantic confusion, and
those that are very often made. 1In the activities,
the teacher may use the mother tongue to give the learning

goals of each lesson, and to give the background setting
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QFD:, dialogs, listening and reading passéges without

constant shifts from one language to another.

The suggested ‘approach is a learner-centred
oné. The teacher is not .the focus of everything that
happens in the classroom;'He may have a less imporfant
role. Interaction in the classroom is mostly student-to-
student. The task of the teacher 1is just to manage
learning in such a way that he observes, notes points

that need further work, and helps students as necessary.

So, this approach views the school as a place
where students come to have a high regard for themselves
as learners and as human "~ beings, and it views the
classroom as a place full of learning activities in
which students participate enthusiastically and authentically,
as a place where each student is givén a genQinerespect
and seen as a human being by the teacher and~ invoived

in living learning.

4.2. APPLICATION OF THE APPROACH

For- this section, Unit Three The First Lesson

(Appendix I) in An English Course for Turks(Intermediate 1)

was chosen as a sample unit, in which The Simple Future
and The Simple Future + 'if' and 'when' clauses are

introduced, to teach it in an eclectic manner through

the use of the.approach.
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As mentioned in Section 1.1.4., the time allocated
to teaching English in Turkish public junior high
schools is only 3 periods per week, and each perind
]ésts 40 minutes. The following application has .been
devéldped for a week. It is assumed that the periods
are aistributed as two periods one day, and one period

the following day;

After warming up the class, the teacher announces
that they are going to learn The .Simple Future + 'if'
and 'when' clauses with its functions. Using a.calender,
he may begin to teach the lesson by saying, "Yesterday,
the date was Fébruary 2nd. Tpday, it is Fabruary 3rd.

Tomorrow it will be February 4th." Then, he asks the

students, "Which month are we in now?" They say, '"We
are in 'February now." The teacher directs another
question: "Which month will follow February after

the end qf it?" They say, "March will follow February
after the end of it." The next guestion from the teacher
to.thé class is: "In which month will you be on holiday?"
They reply it by saying, "We will be on holiday in

June. "

In the next activity, the teacher distributes
a handout, on one side of which there is a formal
letter(Appendix J), and he tells that every student

will put it face down on the desk, so that nro one
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will see the letter. Firstly, the teacher introduces
tﬁe setting and context. After phat, the tape is played.
They listen to it, trying to understand some’ details
in the let£er. Then, the teacher ékélains new voéabulary
and ekpressions. The tape is played again. When it
is Finished, ﬁe asks questions to check how mdch they

have understood the details.

For the négt activity, the <class is divided
into twos and“'deals with an open dialog(Appendix J)
on the same side of the handout. One student in the
pair takes the role of Jack, and the other .student
performs the role of Pedgy. The task of - the students
is to 'complete the. conversation by making use of the
letter. As they deal with the open dialog, the teacher

joins each group for -help as necessary.

When it is finished, the students .participate
in. another activity, in which  they are required to
work im pairs to communicate with'.each other .iq. the
~targét "laﬁguaée abqut travel arréngements, using

‘the chart(Appendix K) on the other side of the handout.

It is followed by another activity, in which‘
the students make groups of five. Each group completes
and fills in the questionnarie(Appendix L) an one side
of the second,handout. After it is finished, the groups

have & discussion in the classroom by telling their
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predictions and making their comments on them. They

are expected to support their own dictions as well.

Next. is the activity which is carried out with
a map(Appendix L) on the same sidé"of the handout..
After dividing the class.‘into threes, the teacher
explains the topic by saying, "Suppose that you have
got an opportuniy for a worldAtour.@ith your two friends.
Think about which cities on the map you will visit,
what you will do there, which things you will take
with vyou, and how you will feel ryourself when you
age aBoutto set off." Each group 1is given & chance
to perform :the activity to the class. As one group
talks about their.Future plans in the target language,
the other groups may ask questions to learn more about
its members' feelingdgs, beliefs, opinions. At the end

of this activity, the first two.lessohs are finished.

On the. following day, .the last lesson of the
week begins with .the reading activity, in which the
‘teacher tells the class that they will work in pairs
as they read a written text(Appendix M) presented
on the other side of the second handout and underline
the sentences having a prediction to find out how
many predictions are uéed in each to#ic. Then each
pair writes down some questions about the text .and

asks them to other pairs. This activity is followed
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by another one in which. the students':ead the personal’
letter presented in the textbook and 'compéne  it to
the formal one used for the 1listening comprehension
to see what specific differences they haVé. They express

their opinions as they discuss it.

To practice the writing skill in the target
Ianguége, the students work in pairs and select one
of the dialogs introduced in the textbook. Each pair
'writes an extension part to the dialog they have.selected
in a  free style by using. the linguistic items being
taught. When the writing is Ffinished, they read it.
Each pair's written work is diédussed; and comments

are made on it by the class.

Before the students participate in the next
activity, the teacher gives them time to get comfortable
and asks some relaxing questions to get them ready
for the fantasy, in which they experience the ideal
schooi day from the time. they. awakgn in the morning
until they leave for home at the end of ‘the schogl
day. When they begin to imagine the day in the classroom,
they close their eyes for five or seven ,mihutes. At
the end of the giyen.time,the teacher asks them to
open. their eyes. Hedivides the class .into threes.
Each member in one group tells the other members .of

the group what his/her ideal school day was like,
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taking turns. Then everyone -tells the most -important
thingA they envisioned in their 'ideal school fantasy
to the total class. When it 1is finished, they write
 the fantasy they‘expepiepced, using the new-structure,

~for ekample, "In my fantasy school there will 'be.»no
Atests." It is :followed by a diSCussioh about what
types of chings the students WOuld ‘like to see .changed

and how many of these can be changed.

At the end of the lesson, thé teacher assignes
a homework. He asks the students to projeect into the
future five vyears from now and suggests that they may
consider a number of things such as where they will
live, how they will spend much of their time, which
occupatién they will have,.what will be the most imﬁortant

thing in their 1life, and so on as they write it at home.



CHAPTER V

CONCLUSION

. The main aim of this study is to present a
methodological suggestion to ELT teachers in Turkish
public’ junior high schools for teaching the target
.lahguage in an eclectic manner. To achieve this, the
six language teaching methods, three of which are
actually known as an approach, were reviewed to select
good points from some of them. In addition to that,
six sample textbodks based on each of the methods reviewed
in the study were evaluated for the same purpose.
Then, the Eclectic Approach as a -suggestion for ELT
in public Jjunior ~high schools was built on the: base
constituted by those good points as the fundamentals
of the approach for an effective language teaching

‘with the materials available.

123



124

Teaching the target language ‘by the suggested
approach brings about thé..necessity for some certain
modifications of the current language teaching programs
to improve EL} in secondary schools. It is  thought
that teacher training programs shaould be ﬁodified, to
provide teacher \trainées with knowledge' on the nature
of language 'and 1learning, and on language ‘teaching
approdches and methods. Teaéher training programs should
-aléo be prepared in such a manner that they become
aware  of 'the psychological and sociological factors
in language teaching, and the student‘s strategies
he has already got while learning his native language.
Besides, -showing respect to ©one's -‘ideas, opinions,
feelings, beliefs, and inner world éhould be emphasized
in teacher training programs to create a more positive
environment. To make ‘them moré proficient in their
field, pre-service and in-service training programs
on the new developmehts, scientific studies related:
‘to language teaching/learning, new classroom techniques

will be of great help.

It is believed that it may be more profitable
to make the language lesson elective for the students
in secondary §qhools and to increase the hours allocated

to language teaching.
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Sb, preparing the languade teaching curriculum
along the lines of the suggested approach may give
risefto creating such a learning situation and humanistic
education that the students:.in secondary schools
are given real chances to help them to achieve their
full potentiality gnd to realize that human beings

are worth showing resbect.
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APPENDIXES

APPENDIX A

A Saﬁble Unit from An English Courséﬂfor Turks:

Teacher's Book Elementary I.‘

7 Y% ; -~
UNIT ONE
['he First Lesson:
A, Pronunciation:
Pronunciation of the plural suffix: [-s [-&f [-iz|.
B. Structure:
1. Nunibers
2, Plural of nouns

9. But, only .
4. They are

Vocabulary

onefwan/ plane/pleyn/
ot 5 hospital/héspital/
threc/Ortyf room/ruwm/
fourifor/ shop/sop/
fiveifayv/ bridge/bric/
six/siks/ - roofjruwi]
sevenfsévon/- office/ofis/
eighteyt/ farm flarm/
ninemayn/ " friend/frend/
ten/tens boy{boy/
cleveafilévonf y tallfto:l/
tweveftwelv ) only/6wnliy/
thirteen/Bartivn/ count/kawnt/ +
fourteen/fortiyn/ they are [&ey ar/

filteon/fiftiyny
sixteen/stkstiyn/
seventeen/sevontiyn/
-cighteen/eytiyn]
minetcen/nayntiyn/
twenty/twénuy]

83 g 134
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OGRS SHIUT

A. Pronunciation

Say the lollowing. Students listen.
s/ f-2] [-iz/
cats thes | oranges
shirty dogs watches
clocks cars buses
' stamps , trees brushes
handkerchiefs urnbrellas glasses
f apples dishes
dresses
houses

Say again with the students repeating -after you.

L -
B. Structure .
B1 Teacli - connting from one to twenty in the following way:
Numbers ' = . . ] o
a. Count from one to wwelve. Studenrs listen.
{use ricing, rising falling intonation.)
ong, fwo, three ..., twelve
b. Write the figures on the board to teach meaning.
Tointing to the numbers pronounce them and have the
students repeat,
c. Check com prehcnsmn by showing thc figures on thg board
The whole class responds. \
d. Falimving the steps teach the numbers from 13 to 20.
L2 Using charts 1 a and 1 b dob the mllowmg drill. Pay attention
Plurel of 1o the thyee dnfiareut prnuncxatxons of the plural suffix;
Touns ) -3, -z, -izf ' !

&0
o
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) . Doint ta and prongunce the chart items ﬁom one to four in
. coptrusave pairs. Swudets  lisien. t

cat cats

clock clocks

spamp stamps '

hiaudkerchief Landkerchiefs (the form handkerchieves

~%f 18 also common)

b Do the sume thing again, lius time have the studcnts repeat
alier vou.

¢ Following steps a and b use the chart items from 5 to 10,
d. Following steps a and b use the chart ftems 11 to 20.
v Count the oljvats in the classroom.

i (Cuunting  the walls) One, two, three, forr wvalls.
{(Counting the windodws) Oné, two, thres windows.

Caount f. Teach the word ’count’ and then ask the class to count
various  ohjecls such as the walls, windows, desks, chairs,

T: Count the walls.
Class: O, two, three, four walls, ’

«. Put some books, pens, pencils, bandkerchiefs, cte. on the
tabde, Holling up a number of hooks, pencils, cte., count them.
Stodents lstea. (You can wke pens, ete., from the students.
“Eve got” does mipt 1'iv<<'a>ar'ly mean “I cwn ihem.).

[

One, two, three,

Tve got three books,

One, wwo, three, lour.

Pve gotfour pens. k '

II we soine students count their books, p:,ncxle ete.



T: Ali, count your books.
. Ali: One, wwo. I've got two books,
T: Ali has got two books.
Class: He’s got two books,
T': Scevim, count your pencils.
Sevim: One, two, three.
T: Sevim has got three pencils.
Class: She’s got three pencils.

Continue with otlier students and objects.

137

B3 Introduction of ‘but’ and ‘ouly’.
But : .
ouly a. Hold up your books, pens, etc. (mbre than one) and have

a student liold up his book, pen, cte. (Note that ‘one’ is stre~sed.

T: (Holding up two pencils) Ali,

hold- up your per il.

(Ali holds up his pencil.) I've got two. pencils, but] s

only got one!

Class: You've got two pencils, but he’s only got one.

Coutinue with a few other objects in the classroom, e.g. books,

-pleces of chalk, handkerchiefs, pens, bags.
! !

3 Introduction of ‘they  are’,
3 B

They are a. Review “Where is it?”

T: Alper, take your book and put in your bag

- Where is your book?
Alper: It’s in my bag.

1 Giihhan, take your pencil and put in

Where is your pencil?
Ginhan: It’s in my pocket.

“Continue with more students.

b. Ask the students to carry out various orders,

86

‘your pocket.



T Tray, tuke two picces of chalk. Put the pieces of chalk
on the table, (Bray carrics out the order.)
T, The pieces of chalk are on the table.

Class:  The picces of chalk are on the table.

Continue with . Three books on the desk.
Two pencils: i the bag:
Five matches under the box,

¢. Have various objects on our desk. Take some of .them . and
put them somewhere olse. Stadents warch and Hstea. '

iy (Patting the books on the chair.) Where are the books?
They are on the chair, ,
(Por-the pencils on the books.) Where are the pencils?
They iire on the books. '
; \

d. Have the students carry out orders,
T Ali, put the books on the table.
Where are they?
Al They are on the table.
Continge with o few more students and objects,
Vo ubha-  Uointing to the appropriate Chare I a pictures, pronounce the
far, Ctollowing. words.” Studenrs - listen,
plane/pleyn/ room/ruwn/
roofruwt] shop/sop/
haspitalfhospitol Lridge/bric/
oltice/ofis/ - farm{farm/

a. ¥Yluve the students repeat the words above. Check for correct
prc:n;;nciatix;mt..

. Puinling to chart Il a pronounce 'thp following sentences.
Stuctents listen, ' T

1. ‘The pilot is in the plane.  ° .

a. The fireman is on the roct.

87
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3. The nurse Is in the hospital,

4. The typist is in the oflice.

5. The dentist s in the room.

6. The butcher is in - the. shop.

7. The grocer is in the shop.

8. The air-hostesses are on the plane.
6. The engineer is under the bridge.
to. The farmer is on thc farm. '

¢c. iooking at Chart II a suy the sentences above and have the

stulenis repeat after you. i -

d. Using Chart II a do the following drill.

T: Where is the pilot?
Gr. A: o tie’s in the plane.

Ty PFireman. :
Cr. A: Where is the fireman?
Gr. B; He's on the roos,

. Using Chart 11 a ask questions with ‘who’. Class, groups or

mdudxn students  answer.

3

;. Who is in the plane?
Class . The pilot is.

T Who is on the roof?
Clase : The fircmvan is.

Comtinne with all Chart items, -

- Have the groups do the following drill,
T: The plane.
Ge, A: Who is in the plane?
Ge. B:  The pilot is.
T Theroof. .
. Gr. A: Who is on the roof?
Cr. B: The fireman is.

o0
Gy
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BOOKES OPEN

Part I ¢ Steecturse

Students repeat afier eacher,

T Took at picture onc. A book,
Class: A Look. :
T: Look at picture two. Books.
Chisss Books. ‘

U Look at picuure three. He's got two baooks.

Clagst  He’s got vwo books.

~Introduce the othier pictures, Students: repeat.

Tio ihie lollowing.

T:  ILeok ar picture oue. Is this a thick bock?

Chassy Yes, 1t is,
T ds it open?
Clasr. No, B i’ It’s shut.

Centinue with the adjectives given below.

Pleturs 2 thick, open, shut.

£9

» 4+ 5 ‘big, small,
s 7 -8 Dbig, siall, open, shut, empry, full.

Do the follawing.

Ty Look w picture’s. Has he got two boo
Clags:- Yes, he Las.
P

Class:  Ne, he hasn’t

s

T: He’s got two hooks. '
Repear with pictures 6 and g.
Teach the diatoguz following the instructions in the Introduction.

ook w pictire 4. Has he got four books?
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Paet II: Reading

Teach thenow words: ‘Friend’ /frendl, ‘boy’ fboy/, ‘tall” /;0 4.

Do the reading iollowing the mstmcuons n ahc Introduction.
Ask questions such as; .

Where is Jack?

Where are his lriends?
“Who is at the blackboard?
Has he got two pens, too?

Paet 151 Drills.

&, B, C Drills should be done orally in clas; flrst and then given
as homuvork

D. Teach the reading of the rhyme beating the correct thythm
on your-desk with your hand or pencil. Practise’ until- the Students
have memorized 1, =

Pure IV . Dictation.

Clive the dictation following the instructions in the Introduction.

(Use the tape, it available.)
Write the plurals ol these nouns:

1, a box; four
2, a shirt; two
a. an apple; six
4. a dress; eight
5. a piece of chalk; ten
Read the following, and if you wish, use as a dictation p&ssage.
Jackiis 1n the classroem, /H1° frxmds/are in the classroom, t00./
Are they shory?’ {Yes,; they are. [Jack’s got one box{. P've go:
three boxes,

90
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APPENDIX B

A{Sémple Unit from An_English Course for Turks:

flementary I. = :

¢ BT PRI
- UNET ONE

The First Lesson

PART L
STRUCTURE

;

rb".

s L st #2544

a book




e
T g
b Al R SR

Teacher: Come here, All. Write your name on the blackboerd.
A¥ : The duster is here, but where are the piegw of chalk?
Teschery . They're In that box, aren't they?

Al : Oh, yes. Here thay are.

4.
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PART IT.
READING

" Jack and his friends are in the classroom. Two boys are at the

blacktoard. They're short boys. They’re not tall. Jack is at his desk.
He's got iwo pencils but only one pen on his desl;. His books and

noicbr Jks aren't on his desk. They’re in his, bag.

PARI‘ 1L
LEARNING DRILLS

A .
one, two, three, four, five, six, seven, eight, nine, ten
I .2, 3 4 5 6 . 7T - 8 9 10

eleven, twelve, thzrte«,n, fourteen, fifteen, sxxteen, seventeen

i1 12 1.3 14 15 - .16 17 .
.eig}‘x‘te'en, nineteen, twenty ‘ o
18 19 - 20
B o |

Pl in the Blanks.

1. I've got fwo’ books.

2. He'sgot......shirts . .
. She's g,otfom.......... S
. Pve got ...... apples.

. He's got SiX .ieeeee.s

She's got ...... dresses.

GV s T

oy
e
-
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O. .
Fill in the blanks.

1. The pilot  is in the plane.
2. The fireman ... .. the roof.

3. The nurses .. .. the hospital.
4, The typist .. .. the office.
5. The dentist .. .. the room.
6. The butcher ... .. the shop.

7. 'The grocers ... ... the shop..
8. The air<hostesses ... .. the plane,
9. The enginecr... ... the.bridge.
10. The farmers ... ... the farm.
.

One, two, three, four,

The tall man is at the door.

Five, six, seven, eight,

Eleven students are late.

Nine, ten,' nine, fen,

Look at the picture and count the men.

PART IV.
DICTATION

Jack is in the classroom. His friends are in the classroom, too.
Are they short? Yes, they are. Jack’s got one box. Ive got three
boxes. I R
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APPENDIX C

A Sample Lesson from Turkish: A Complete Course

for Beginners..

44 ‘
satmak o sell LIS
o saymak; to count, estcem
».,fzatz:rlamak to rcxmmbmj S se;mek io ‘choose” ‘
“ipmek, to drink, smoke” T “smek; to love, like®
istemek, to want, ask f‘ox‘ . sormak, to ask, ask about
igttmek, to hear RS sqylemek to say, tell - L
kalmak, to xemam, be kzﬁ 2 fanvmak, O know, recogmze
ka!]{mazk to' rise,” be removed ta;zmak to ¢arry it
start (‘tmm, etel) e tulinaky to hold Y
 kapamak, toshut ' < - ugmak, o 8y i,.f“:'f ‘
1o kaybetmok (ved-), to lose RIS ynutiaky 10 forget
" ktrmak, to break s T " uybnmak, to Awa.ke"* g

S gindermak, to send © U
T glrmeky to see o

;.*.

3
r'va K "‘ .

komak, koywsky to put, place .. . wumak, to sleep et
konuymak, to so\,ak dxscum il verme/c to give .. v -
kogmak, to run <. 2 purmak, to strike .
Fullanmak, 1o use ' - yapmak, to make; do -

okumak, to read yagamak, to live (be alive)-
‘olmak, to he, become, occur - yatmak, to lie down, go to bed
eturiiak, to sit, live (dwell) . yazmak, to write -

G@reranek, to lcam vemek, to eat

dlinek; to die ' vollamak, to send

senmak, to think, suppose . vz‘icz'imek, to - walk B

81, Tue Vers: Past TeENsE

The varicus tenses of the verb are formed by adding to the
stem a tense-suffix, the resulting word (the ‘tense-base ’) being
the grd person singular of the tense, to which personal endings
are added to form the remaining persons (§ 66). The suffix of
the past. tense is -di* and thh it are used the Type II cndmgs

PR

ufa-a’z~m, I wantcd have Wanl(:d iste-di-k, we wanted i
iste-di-n, thou didst want zste-dz-nzz, you wanted ..
" isfe-di, he wanted - . iste-di-ler, they wanted
So from: ‘ .

gormek, to see . gordiim, gordiin, gordii, garduk, gordiiniiz, gordiiler,
I saw, have seen, etc.

bakmak, to look (§44): baktum, baktn, bakn, baktik, baktinz,
bak tzlar, I looked, have looked, etc.

buhimak, to find: f:u!dum, buldun, buldu, bu!a’u/c buldunuz,
dndd ular. I found. have found, ete.
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' LESSON THRER

8a, Tue Vern ‘to be’: Past Trwse
(1) Under the Enghsh verb ¢ to be’ are included a number of
words of different origins (be, am, is, are, was) and the same is
true in Turkish. We 'have already met the present tcnse (§ 67).
For the inlinitive,’ olmaL k is used, which properly means ‘ to come;
to be., becorae, occur, mature ’, The past tense is based on a
stem i-, to which are added the past suffixes shown in § 81:

idim, I was - ol idik, we were
idin, thou wert i} idiniz, you were
idi, he was i 4 zdzler, thcy were -

- These forms, wh;ch are unaccentcd arc used exther as inde-
pendent words or, especxally in’ conversatxon, as suffixes.. . In the
latter case, the first ¢ disappears after consonants and changcs to
v.after vowels, the remainder of' the word undergoing the fourfold
vowel harmony.

'.‘4",!‘

v e e e o s o e e b e

adam idi or adamds, it was the man

miidiir idiniz or miidiirdiiniiz, you were the director

kitap idi or kitapty (§ 44), it was the book

yorgun idik or yorgunduk, we were tired

- sinemadg idiniz or sznemadaydzmz, you were at the cmcma,

(2) The interrogative mi usually combines with idim, etc.:

hazir mypdun (for m idim), was I ready? -
hazir mydin, wert thou ready?
hazir miyds, was he rcady?
etc.
. mesgul mijydiim (for mi, zdzm), was 1 busy?
yorgun myydum (for mu idim), was I tired? Sy R
tembel miydim (for mi idim), was T lazy° R

-

Nota ;. The past tense of olmak, ¢ to bccome N s rcgular‘ aldum
ala’un, oldu, etc. So-dsker olinak mcans “to"be of "to become '
soldler' but asker idim (a:kerdzm), ‘I was a soldmr a.rker oldum,

Ibz,cama smldwr SRR e R

Yae

83 Trm Vars:. NFGATIVE i , R A
( 1) ihe n»gatwe of all vcrbs except for those parts of to be

-which ‘are based on the stem :—, is made by adding me/ma fo the .
stf:m.' To iht, negative stcm 50 formcd are addcd tense- and e
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S de 5£l idior. degddz, he was not’ !

~zsiemek to want, z.:tedzm, I wanted e e EE “

mememek not to'want; istemedim, 1 did not want

.- bakmak, to look;: ‘baktinaz, you looked .- il i g‘”.

N éaﬁmamak not to look; bakmadinz, you did. not look

. olmak, to becomc:, oldum, I became;, ...
almanwk not to become;’ olmadzm, I ‘did nét become o

'~w ). o

(::z) The past teigige of, olmamak when'it means “not to be *%in
other words th nega.txvc of zdzm 3 89) gy

degzl idim &' degzldzm, I was not -
‘ \dzfizl idin or degildin, thou wert not

A "$~' A

deﬁzl idik or defildik, wé were not
degzl idiniz or defildiniz, you were not
depil idiler or degildiler or defillerdi, they were not’

(3) YVhe negative interrogative is formed as explamcd in §§ 73,
82 (2): DBakmadiuz mu? ‘Didn’t you look?’ Olmadim m?
‘Didn’t § become?’  Hazir degil miydik 2 *Weren’t we ready? ?

' 84 “To Have -—Irar, Tolc g

The words var and ok (‘ existent’ and * non;e'xistent.’) are
used for ‘there is’ and ‘there is not’ respectively: Bu sehirde

wi bir otel var m? © Is there a good hotel in this city?’  OQdamda

su yok, ¢ There’s no water in my room’. These two words are
employed where English uses the verb ‘to haye’, thus: Bir

kaydes-im var (dzr) (* a my-brothér existentis’), ‘ I havc a brother ’; -
i5-iniz yok e 2 (¢ yourwwork nonecxxstcnt ?°), “Have youno work? ? ,;
Answer: var, ¢ I have*, or ok, ¢ I havé not *. . Param yok, ¢ I have.”

no money . An alter native translation for this is ben-dé para yok
(f in-me mo:ucy non-existent >y, The latter does not denote such
abvulutc penury as param yok, but means rather ‘I've no money
ou me .

Past tensc: middir-tin otomobil- yok-tu (¢ thc director’s car was-
non~ex1~;tmt "}, *the director had no car’; bir komsu-muz var-di,

“we had a neighbour’. .

var, yok are used only in the present tense and with those parts
of olmak based on the stem i- (su: § 183). Otherwise the requisite
part of olmak is used alone: ‘we shall have a hohday becom&e

‘an our-holiday will be ’,
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Nots : Dis ‘img’ul"h between vard: (§ 82), ‘ there was’ and:

vardy, © he arrived ’, past tense of varmak.

85. The object of a verb is often not expressed when it is quite
clear from the context: *‘ He showed me the coat, but I didn’t
like (it) so I didn’t buy (xt) . Numerous examples will be found
in the Exercises.

86' Tue Surrx -l

(1) Thc: addition of -/i* to a noun makes an adjective or noun
meaning ‘ characterized by or possessing whatever the original
noua represents ’.  The resemblance to the English suffix -ly, as
in shapely from shape, is a useful aid to the memory, but is sheer
coincidence. , & S

Bizans, Byz:mtxum, B:zamlz, "Byzantine
Londra, London; Londralh, Londoner .
kyymet, value; hymetli, valuable

uzun bay, long stature; wuzun boylu, tall

orta, middle; orta boylu, of medium height
mdna, meaning; mdnals, significant

rutubet, moisture; rutubetli, moist, damp
év, house, home; evli, married . .
kdy, village; koylii, villager , ' B
‘sen, thou, ben, 1 senli benli, mformally (cf. §67, Note)
resim (-smi), picture; resimii, illustrated

(2) -fiis also added to adjectives of col'our, thus: kurmuzs, red’;’

kimizly, ¢ dressed in red .

{s) If-liis added to a phrasc containing a quahfylng noun. tha
Possess 1ve suftix is dropped: Osman ad-1 (‘ Osman its-name *), ¢ the
name  Csman ” *; Osman ad-l: bir geng, * a young man named O.’
(¢ Qonamed )i 23 .Nuan tarih-i (* 23 Aprxl its-date ’), ¢ the date 23

'Agud &z J" ;aﬂ tan!t»lz ‘mektubmnu‘,. your Ietter datcd 23 Aprll e

AN

o ediz ‘means *without *14 % ' .
akil, intelligence ; aktlszz, stupxd , S e

sor, end ;- Sonsuz, endless - e R n T

7 fayda, use; fuydasiz, useless REETPY
(o edep, good breeding; edepsiz, ill-bred, mannerlm
w.. sen, thou; sensiz, without thee .
.o oy he; o-n-suz (§ 70), without him - SR
. Bo bymetsls, ¢ valm:lcss ; mdzm, mcamngless o it

"_.‘-.'

O
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5

4 T e Vmabum‘?_‘ S
ada, island S Icard . brother or swtet" kez-
addves, aﬁdu,.za L WY kardey, sister -

m‘w;j dreg s 0T T ka_jmak Source, sprmg

and, Gne,® moth&r cove o kazang, profit, gain - il
-asil, gergek; real, genmne v kK, aspect, costurne, get-up
ba}z{e, garden ~ - - T maale.;qﬂ unfortunatﬁly )

" bagk La, other, differsnts meinlekst (<ti), country; land |

: mamur, official, Civil Sex'vmt
belki, perhaps- . . mgiva, fruit
bils Ufm.mw the word zt modb fnz,rm, why?-

BN

fies), een 3 » oda, room
bog, emnpty, vacant V ogul (~gtu), son
:’uruw, C:mat big _otel, hotel
cumbiiriyes (i), rbpubhc palto, overcoat
gok, many, much, a lot of pasaport (-tu}, passport
dovlet (1), State pertsan, untidy, disordered
eféndi, master . polis, police, policeman.
eser, wurk, Lﬁw saat (-11), hour, watch, clock
fakat, but sabah, morning
"atm, Congqueror (Sultan Meh-  sarg, yellow N
met L) isene, yil, year
Jhalk- {-k2), peopte, the common  sergi, exhibition, display
people ) - sokak, street
ki, alcobolic drink sapka, hat
inkisar, moonopely. . lagimmak, to move (house)
iskele, quay, Lmdmg&tage o vakit (<kti), time
" kagaliy lebfd covcrﬂd BRI ):amk b@d
Exercise 3.

(A) Tronsiate into English : (1) | {stanbul sergx—sx-ne gitmek
istecdik, falat vake-imiz yoktu,  (2) Polis memurlan pasaport-um-a
Ld.;nhldll‘lr bile. (g) Arkadaglar-mniz din bagka bir ev-e
tagindilar, degil mi?  (4) Bu sabah Adalar iskele-si-nde siz-i bir
st bekledik; nicin gelmediniz?  (5) Sigara almak istedi fakat

dikkan kapah-ydi—Bagka bir ditkkén yok mu-ydu? (6) Bahge-
miz-de bir elma afacy var, fakat bu yil meyva vermedi. (7) .

* anne i used only in Istanbul Turkish, and then only in the literal
seese) i provine il dial cct and in meuphmxcal uses ang is used:
@ ,‘xn, aon e ' asgead, Cmain road”’ .

FECTERETE W e Ry e
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Fardeg-inig-i so!mk»ta perisan bxr kilik-ta, 'palto-suz sdpka-sxz

gmdum. (8) Yatak oda-m pek rutubetli-dir., Otel-iniz-de bog

bir oda vay miP—Maalesef yok. (g9) Uzun boylu gocuk miidiiriin
oftl-u zxxudur?«—Hayu, onun bir kiz-1 var, oflu yok. (10) Fatih,
1454 sene-sinde  (yileinda) Istanbul-u  Bizans-hi-lar-dan “aldL,
(1) Ickibsr inbisar-i Cumhuriyet-in bilyitk bir eser-i, devlet-in

ba;lu.a.bn kazang kaynager idi.  (12) (Bizim K8&y) ad-lt kitab-1

clu-ma-douz ma? -

(B) Translate into Tirkisk : (1) Is your sister married? (2) He -

wanted to go to another hotel. (3) Is this cigarette-box new?—

E»s, my raother gave it to me.  (4) Perhaps he found our address’

in the teleplone-directory.  {5) Our apple-trees have given a lot
of frudt this year, haven’t they? . (6) The girl in yellow is Orhan's

- glster, (%) We waited for her at the station but she didn’t come. @ "

(8) My sisier wanted to buy their house, but I didn’t like'it, it’s
very damp.  (9) Hawve you lelt your passport at the hotel? (10)
‘The people is the real master of the country.
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APPENDIX D.

A Sample Lesson from A Primer of English for

bForeign,Sfudents.
60 ©* A PRIMER OF ENGLISTI

In what part of England is Neweastlep.and what does
it .\pmt? ~
5, Whaere is shipbuilding ¢ earried on?
S8, Explain the use of a e ane.
. What do you cpll the part of a ship in whlch the
goods arc stored 9
8, What-are the docks lined with ?
9. Name some articles of clothing.
10. Can England produce plenty of wheat?
11. Does Cror many lack beer !
12, W h} do you need clothes !

-~3.

THE OFFICE.

1. This morning I had to see some one on business,
and for this purpose I called on-him at his office.

DEsk.

When I arrived. at the building mmed on his card
T found that it was full of QﬁICGS. So I looked at the
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e
list of names m' the entrance and found < Cox and ..

Tiolizon ” fhv- i) hld their oihu~ on the third {loor.

20 8o Towent up i the Nift and, as T stepped u,ut,
found this name facing me on the glass panel of
swing=door, whicly I pushed open. ’Lhmc were ah‘mdy
two peopln vutmn when I cnteled but, sceing the
word “inquiries ”. written on one of the sliding OIass
panels which separated us
from the clerks ins ldt,, 1
knocked on it and was soon’
angwered by the ofiice-hoy,
to whom T gave my cavd,
staring thab Thad an appoint-
mend for hali-past  cleven
with the manager.  Tle said,
“Just fake a scat oue moment,
please,” which, of course, T
(H«!.

Inside, the clerks were
busy writing in ledgers, and
oue of them was scated ab a
table writing a letter on a
typewriter. . Ie was copying
i from the shorthand notes which had been dwtabed
to him by thé manager. At the other end of the room
the cashier was receiving payment of a bill from some
one who slood on the othel side of the counter.

4, Just then 1 heard an electric bell ring, and
the next moment ‘the office-boy again slid huck the
glass p'mol and announced that the manager was now

LeTTER PnEss.

ready to see me if I would step forward, “7This way, .
sivr, please,” he said, and I followed him down a

corridor, at the end of which was the manager’s room.
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62 A PRIMER OF ENGLISH s«

On the door I read these words, “Private, please
knock.”  The office-hoy knocked, and having received
permdssion to ¢ Cowe ini?” opened the door and left
me in the presence of the manager, .

§. Ile was sitting at his writing-table, which was
covered with the morning’s correspondence and many
other papets.  Under the table there was a waste-
paper basket, into which he had just thrown an old
piece of blotting-paper, and along the top of it there
was 4 row of pigeon-holes. - In one cornér was a
press for copying letters, .

6. “ CGood morning, sir.  What can I do for you?”
he said. I told him my business, and five minutes
later T was going down in the lift to the ground-floor,
very well pleased with the result of my interview, as
I had obtained an order for a safe.

i

Business is business.:

N.B--The possessive '8 is seldom used for inanimate
) objects which are, instead, preceded by of. Thus
Wwe say-—

The man’s hat.

but

The top- of the desk.
The roof of the house, ete.

As an exercise, the above piece should be read
throngh, the pupil substituting the Tuture Tense
througliont ; ey, « To-morrow I shall have,” etc.
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25703,

M the
MAnLZer,
to his clerl,

Black.

Cray,

Mr

M. Black
up.

Mossrs,  Mimpson

and Bunce answer -

his 'Cuﬂ.

A L]ack deliv ers
filzma nagoer ‘anes-

cw o
1“3

Messrs, - Simpson
aud Bunce regret
that their ms anager

is away and sug-

gost a ,subsﬁitute
Me. Black isdoubt-
ful,

Messrs.  Simpson
and  Buauce are
confident.

Mr. Black reports |
the vesult to his -
chief,
‘Who s
fied.

dissalis-

speaks.

rings |

f"""L“"“\f"""""‘“' (-_/‘.....__\ —t —

( “Ring up two five seven nowg::
three
On the telephone, Bl ack,
And ask Messrs. E:nnp~on md Bunce
li thur manager’s back.

And 1f so, if he’ll call hexe at once
On an urgent aftair.”
“Two five seven nought three, 3 e
please.
Thanks.

Are vouth ere :

Tullo!

“This is Simpson and Bunce, Wk

‘are you't”

“Pure Bread Co.
Day

1 Is back, WIH he come down to l\c?‘

Ta see our M. Gray

l
{
[
.!

If your M

\ On an urgent affair$”  “He's awap
Won't be back for a week.
Wil it suit if, to save a delay,

We send down Mr. Meek ?”

does Meek

machines 1

“ But

“0Oh

yes! He knows how muuy beans
Make five. Ile shall go.”

“Mr. Day is away,- sn" but Meek
Is coming at once.”

“You neeer can find what you seck
Immx Simpson and Bunee!”

i

understzmd o=

They’re quite special, you Lnow i
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A PRIMER OF ENGLISIL

Exercise XXIIIL.-

[Mow did the swriter reach the third floor of the
Duilding ?

On whom was he ealling ?

What was written on the outer door of the office

What did he see on entering?

What did he do next? ,

What were the clerks doing while he waited ¢

Who showed him to the manager’s room?

Where was the manager sitting ?

What was under the table?

. What was on the table?

TWas his interview stecessful ?

. What is a safe made of?

. Can you write shorthand ?

. It there a swing-door to the class-room !
. Do you know Lhow to typewrite ?

Wit do you say when some one knocks at the door?
Is there a lift in this building ?

. Where do you throw waste-paper ?

On what floor is this room ¢

Who receives and pays out money in an office §

Give the contrary of up, top, forward, safe, late.

Give,the Past Definite of find, tell, leave, say, go.

ITow do you know when it is time to leave school ?

With what do you dry your writing ? ‘

What must you do when you want to speak to some
one on the telephone?

What pupils are away to day ¢

What do you scek in a dictionary ?

Why was Mr. Gray dissatisfied ¢

Why was Mr, Black doubtful 9

Of what Co. was My, Gray the manager 2
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APPENDIX E

Unit from English 900;»A’Basic.tourse(2)

A Sample

(-

s 3 TALKING ABOUT
YESTERDAY'S
ACTIVITIES

226  What tine did you get up yesterday morning?
27 Iwoke up early and got up at 6 o’clock.
* 228 My brother got up eartier than I did.
229 Did you get dressed right away?
230 Yes, T got dressed and had breakfast,
231 What lind of breukfust did you have?
232 What e did you get to work yesterday morning? -
233 1lefi the house at 8 o’clock and gof to work at'8:30.
234 Did you work ali day? -
235 Yes, } workeed frem: eurly ntorning until late at night.
236 At ucou ? had lnnch with a friend of mine,
237 1 Gamished wouking ot 5:30 and went home.
238 Aficr dinner {read a magazine and miade some teleplione calls,
239 [ weni to bed at 11:30 p.m, .
240 Ywent to sleep immediately and slept soundly all night,
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226

236

240

UNIT SIX
INTONATION

Wh:uﬁi—xﬂq did you getm ycs_terdayFn—ox?Ef'i
“_I woke uyj cail/y and got up at 6 gtc\lcc:&k,_‘
ﬂmr got upl eaflier thaxﬂ ll did. . y .

What{ kind| of breakfast did _youﬁxatzf’

What{time{did you get t’o]work[yestcrdéy] mor,r]ing? :

~
o

. : . o LY
1 left the house at 8 oclock and got to work at 8:30,

Did you work all day?

i

”‘Z’ct., 1 worked from earlyl morr}ing until late alI niﬁ
A{l ﬁ@ 1 had lunch] with a| friend} of mine. ’

bnnmmimndpusazror

[ ﬁnishedl wdrliing at 5?3\(/) and \‘vemﬁo}n\e;

Afterjdinner 1 read afmagazine and made soméltclephone calls.

- Towent to] bed at 11:30 pf?m. .

I went to sleep immediately and slept soundly alrmght. :
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4.

10.

ISR

12.

13.

14,

—
L

BiL:
Jouw:
Fren:
PauLn: -
HELEN,
BReTTY!
ALICE:
BeETTY:

Epwann.

Hengry:
Hakry:

GEORGE:
MARGARET:

HELEN:
BETTY:
MARGARET:
Jomx:

But.:

Paur:
FRrED:

"HELEN:
~ Burry:

FARRY:
BiLr:

Mr. GrEen;

MR, Browh:
B

PavuL:
JOHK:
HENKY:

UNIT SIX 69

QUESTIONS AND ANSWERS

What time did you get up yesterday morning, John?
I woke up early and got up at 6 o'clock.
What time did you wake up ycsterdny morning, Paul?

1 woke up at 6 o’clock.

Did you get up carly yesterday morning, Betty”
Yes. But my brother got up earlier than T did.
After you got up, did you get dressed right away?
Yes, 1 did. 1 got dressed right away and had
breakfast.

What kind of breakfast did you have yesterday
maorning?

I had a big breakfast yesterday

George, what kind of breakfast did you have
yesterday?

I had a good breakfast

“What time did you Ieavc the house yesterday
. morning? .
1 left the hou% at about 8 oclmk

What time did you get to work yesterd'ay mornmg"
I got to work on’time yesterday morning,”
Did you work all day yesterday, Bill?
Yes, 1 did. I worked from early morning until late
at night. ' S '
Did you work all day yesterday?

Yes, I did, I worked from 9 o "clock until 6 oclock
Did you work all day yesterday, Bctty"
No, I didn’t, I worked until noon yesterday.
Didn’t you work hard all day yesterday, Bill?
No, I didn’t. I worked from 9 a.m. until noon,
What time did you go out for lunch yesterday?
T went out for lunch at about 12:30 yesterday.
Whiit did you do after dinner last night?-
After dinner I made some telephone calls.
Did you go to sleep immediately last night, Henry?
Yes. I went to sleep immediately and slept soundly
all night.
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CUNIT

Whai time did you

SiX

SUBSTITUTION DRILLS

. What time did | you

we
they
she
he
John

Mr. anvd Mrs. Brown

get up yesterday morning?

getup yesterday? Was it early?
wake up . '
get dressed
go to bed

leave the house |
getto work

I
We

She
He

They

felen »
Henry and Nancy

You

What

woke up

potup

gt dressed
got to work
had breakfast
Teft the house

finished working

sort
typu

N

{ woke up carly and got up at 6 o’clock.

early yesterday, didn’t you?

Lind | of breakfast did you have yesterday morning?
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6. What tinie did you

9.

10.

(AR

1

You

She

He

Harry

Helen and
Bl

Did you work

L worked from

At noon I had lunch with

I finished working at 5:30 and went

UNIT SIX 71

get to work

get to your office
get to school

get to the university
get home

yesterday? Was it late?

all day yesterday

all marning yesterday -

all afternoon yesterday
ali night last night.

We left the house at 8 o'clock and 'g,dt to work at 8:30.

, Mr. Brown?

carly morning

carly in the morning

8 o'clock in the morning
about noon

until 9 ofélock last night.

my wife

my brothers

a friend of mine
some friends of mine

my wife and children

and sisters

to

home . ¢ .
home with a friend of mine
to a friend’s house

to Mr. Brown’s house.

a restaurant
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72 UNIT SIX .
12, After dinner I | read a magazine and made some telephone
read a book
listened to the radio
watched television
read for a while :
13. T went to bed | atabout 11:30 | last night, .
around 11:30 *
close to 11:30
after 11:30
at exactly 11:30 !
at 11:30 sharp
14, "Did you go to sleep | immediately } last night, Bill?
right away ‘
early
late
15. 1 went to slecp immediately and slept soundly all night.
You
Harry
They
She
16. }In the morning | I made some telephone calls,
At noon
After lunch
Before dinner
17. After work T went home | for dinner
to eat
to cat dinner
18. for a while

1 read a book

until late at night
until 11:00
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UNIT SIX 73

CONVERSATION

Mg. BrownN: What time did you get up yesterday morning?
Mg, GreeN: L woke up at 6 o'clock and got up right away.
MR, BrowN: What time did Mrs. Geeen get up?

MR, GReEEN: She got up at about the same time as I did.

Mg, Brown: Did you get dressed right away? :
Mr. GREEN: Yes, I did. I got up and got dressed immediately.

MR. BrRowN: What sort of breakfast did you have yestcrday

mornmg’

Mr. Green: [ had a big breakfast. 1 usually have a big breakfast.

Mr. Brown: What kind of breakfast did your wife have?
Ma. Green: She had a light brmkfm;t She usually has a llght

breakfast,

M. Brown: Did you have juice for breakfast yesterday moming?

BiLL:

JOHN:

Biil:

Jonn:

B

Joun:

Friw:
Pauw:
FreD:
Paul:
Frep:
PauL:
Frep:
Paru:

-MR. GREEN: Yos, we did. We both had juice for breakfast.

Disd you leave the house at about 8 o’clock yesterday?
[don’t remember what time I left the house yesterday.,
What time did you get to work yesterday morning?
I'd say it was about 9 o’clock when I got to work.,
You worked hard all day yesterday, didn’t you?

Yes, I did.  worked from early morning until late at -
night,

Did you go out for lunch yesterday, Paul?

Yes, T did. T went out for lunch at about 12:30.
Wha did you have Tunch with?

I had tunch with a friend of miné yesterday.

What time did you finish working yesterday afternoon?
I tinislied at about 5:45. I went home at 6 o’clock.
What did you do after dinner Tast night?

After dinner Jast night T made <ome telephone calls.
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4, Hepen:
BerTY:
HELEN:
BerTY!
HELEN:
BerTY!:
HereN:
BEtTY: .
HELEN:
Berry:
Heren:
Berry:

5. IHenky:

EbwARrD:

HENRY:

Epwarp:

Henry:

EpwARrD:

HeNRy:

EnpwArD:

Henry:

EpwanrDn:

6. GEORGE:

HARRY:

GEORGE:

Harry:
GEORGE:
Hawnry:

Grorae:

Flannry:

GEORGE:

HaRrRy:

GEORGE:

HA.RRY:

Betty, did you go to bed late last night?

‘T don't remember what time I went to bed.

Did you go-to sleep immediately last night?

Yes. I went to sleep right away. !
Did you watch television after dinner last night?
No, 1 didn’t watch tclevision. I read a magazine.

I didn’t go to work yesterday. Did you? =

Yes, I went to work. 1 got'to work on time yesterday.

Who did you have lunch with yesterday, Betty?
Let’s see . . . I had lunch with a friend of mine.
Do you havc lunch at the same hour I do every day’)
[ think so. What time do you have lunch every day?

I pot up at about 6 o'clock yestcrday morning. Did -

you?

Yes, I got up at 6 o'clock, too.

I didn’t have breakfast yesterday morning. Did you?
No. I didn’t have breakfast yesterday, either.

You worked hard all day yesterday, didn’t you?
Yes, I did. Did you work hard all day?

Yes. I worked from 7:00 in the morning until 6:00

p.m,

and I worked from 7:30 a.m. until 8 o'clock last mght.

What kind of lunch did you have yesterday?.
I had a very light lunch yesterday.

I didn’t go to bed until 11:30 last night.

_ I didn’t go to bed until about 11:30, either.

This motning I woke up at exactly 6 o’clock.
I woke up this morning at exactly 6 o’clock, too.

I had juice, oatmeal and toast for breakfast yesterday.

1 did, too. T had orange juice, catmeal, and dry toast.
[ left the house at 9 o'clock this morning,

1 Jeft the house later than you did. T left at 9:30,

{ read a magazine after dinner last night.

T read the same maguzine you did last night.

1 slept soundly ail night last night.

I didn’t sleep very well last night.
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WEADING PRACTICE

Mr. Jonathan Thomas

My name is Jonathan Thomas and I'm an engineer, Usually, I get up
early, have break fast, and go to work at eight o’clock. I work hard all
day, finish working at about 5:30 p.m. and go home right away. I have
digner at 7 o'vlock and usually go to bed around 11 p.m. Yesterday, 1
didn’t wake up uatil 8:00 arw. I got up immediately and got. dressed.

[ had juice and toast and left my housn at 8:45. 1 was an hour late and
didn’t gét to work until 9 o’clock. I worked alf day and didn’t have

Tuneh, ~ T finished working at 7:30 Tast night .and went home at 8 p.m.
I was two hours late and didn’t have dinner until 9 o ‘clock.” After dinner
I read the uewspaper for a while and made some telephone calls, I
istened to.the vadio for two hours and went to bed at midnight. I didn’t
go to sleep immediately. I slept Just sxx hours last night. I didn’t sleep
. very well.

Questions

What is Jonathan's last pame and what does he do?
Duss Jonathan usually get up late?
What time does Jonathan usnally go to work?

" Does he usually work hard?
Ve hut time daes he usually finish working each day?
What time does Jonathan usually have dinner?
What time did Jonathan wake up yesterday morning?
3id Jonathan have a big breakfast yesterday morning?
How late was Jonathan yesterday ‘morning?
What time did he have lunch yesterday?

-
DemNamA W -

1. Did he finish working at 5:30 p.m. yesterday?

12. What time did Jonathan go home last night?

13, Ilow late was Jonathan? When did he have dinner?
14, \hat did Jonathay do after dinner last night?

15, How many hours did Jonathan sleep last night?

16, Did he slecp soundly?
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76 UNIT SiX
EXERCISES
1. Use the right word. ‘
close day around
o'clock until.- ' sort
sharp immediately wife
soundly noon woke
a. She worked from early morning . late at night. ™
b. It'is one o’clock.

after work.

¢. They went home

d. Jonathan was here at for lunch,

+ e. We went to bed to 11:30-p.m.

f. Did you sleep last night?

g. I read books and magazines all yesterday.

h. She was here at ten o’clock .

i. What ______ of lunch do you want?
jo He .

k. Ill meet you at exactly two

up late yesterday.

. My .. makes breakfast for our daughters.

2. Use the right form of the verb.
Exampla: 1 wake up early cvery day. Yesterday, I woke up late.

a. Frank gets up at 7:00. Yesterday, Frank up at 8:00.

b. She x'vorks. on Monday night, Last Monday she until
10:00 p.m,

¢. They have toast for breakfast. Yesterday, they toast for
breaklast, =

«. Martha finishes her work at 5:00. Yesterday, Martha her
work at 5:00. o

e. We read the newspaper all morning. Yesterday, we the

newspaper all morning,



m.

n.

. T sleep soundly every night. Last night'I :

UNIT SIX 77

Today my husband makes breakfast. Yesterday, my husband
breakfast.

They go to bed early. Last niglit they

X to be.d early.
soundly.

the office

-

George leaves the office late at night. Georgc
late last nighi.

1

Naney listens to the radio. Nancy, 1o the radio yesterday.

. My cousin watches television: chu,rday, my ‘cousin -
television.
What time do you get up? What time . . you get up
yesterday? ' '
She has breakfast with her brother.. She —— breakfast'with her
brother yesterday.
Jane reads a book every day. Last night Jane ~— a book.

Change to negalive sentence.

Example: 1 watched television. I didn’t watch television.

They finished their lessons. Thcy

They worked hard yesterday. They . hard yesterday.

She had breakfast right away. She breakfast right away.

their lessons.

Mom and Dad went home last night, Mom and Dad
home last night.

1 slept soundiy last night. I _ soundly last night.

f. We woke up late yesterday. We . up late yesterday,

8.

h.

late.

My brother left late, My ,l')mther

He made dim‘xer for us. He dinner for us,

Use the right verb form.
Example We didn't watch him yeste rday We aren't watching him now.

Q.

b.

'We didn’t work hard yesterday. We . working hard now.

She didn’t have lunch yet. She _______ taving lunch now,
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78 UNIT SIX
c. They didn’t finish it yesterday., They

finishing it now,

d. He dido’t go home last night. He

going home today.

e. Martha didn’t sleép soundly last night. Martha sleeping
soundly tonight.

f. We didn't get up early yesterday. We _ getting up early
today. . :

g- He didn’t leave late last Monday. He _leaving late today.

h. You didn’t make dinner yet. You muking dinner now.

WORD LIST

children immediately shatrp soundly
exactly kind sore. type
Verb Forms
do, does, doing . ' listen (to), listens (o), listening (to)
. did (past) listened (to) (past)
finish, finishes, finishing ‘make, makes, making
finished (past) made (past)
get, gets, getting read, reads, reading
got (past) ‘ read (past)
get dressed, gets dressed, getting dressed
got dressed (past) sleep, sleeps, sleeping
get up, gets up, getting up slept (past)
got up (pust) ‘ watch, watches, watching -
go, goes, going " watched (past) .
went (past) ‘wake up, wakes up, waking up
have, has, huving woke up (past) A
had (past) work, works, working
leave, leaves, leaving worked (past)

left (past)

Expressions
go 1o sleep
make telephone calls
right away
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" APPENDIX F -

‘Some'Cognitive Exercises from Spanish for

.Communication

HFonns of the articles and plurafs
1 The sounds represented by the letiers a, e, 7, 0, and u are calted (a)

consonants (b)) vowels, o g
2 Al the other fetters, such as p, ¢, b, g m, ele., sland for sounds which

are calledeomnn,

3 Al English words must begin either with a vowel or a consonant sound.
This tells us when we must use a or an, the two forms of the indefinite
arlicle. Took at these o columns of words and notice the sound with |
which cach noun hoegins,

apen an apple

a book an ecagle: : .

a covy an iceborg

a pirl an ocean

a man an umbrella .

The indefinite article form a goes with words which begin with 8. awaa
sound; an poes wilh words which bhegin with a e sound.

a goes with consonant sounds; an with vowel sounds. (When a conso-
nant letter is not spoken, you use and an hour.) ' '

4 Do aand an, in a pen and an apple, have different meanings?

no (Two forms having the same function may have the same meaning.)
§ Spanish, like English, has two forms of e indefinite article. You have
already fearned them, They are un and wna. Buat Spanish is just the
opposite of English. The ./.zsl.smxmll of a word (with very few exceplions)
tells the Spanish speaker when o use un or una. Luok al these wo
columns of words and notice the list sound of each noun.

un fibro Una mesa
un rodeon una silla
un santo UNA Casa

The indefinite article form un goes with nouns which ead in the vowel
smeeanan A gO0S with nouns ending in the vowelaawoen. .
un with 0; una with a (The fow exceptions have {o be memorized. )

.



ESTABLISHING A C ONTENT OR SITUATION =~ ok

Tt

H
Ask the indicated questions in SpanisH,
1. You are tatking with your teacher, and you want to know where he is
from. Yau ask, ¢ ?

2, You are talking with your friend, and you want to know where she is ’

from. You ask. ¢ : !
3. You are tafking with your [ricnd I\hma, and youwant to know il sheis

fmm Madrid. You ask. & X

'

. You are talking with Mr, Snchez, and you want o know whether he
Mmu‘m You ask. ¢ . ) : : Y N
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. Mike Sandors intirviews Laura Dennison, n folk singer, after a concert,

MIRES
RAURAL

MikE:

LAURAS
MIKES
LAURA:

MIKES
7 LAURAS
MIKES
LAURA:

MIKE?
LAVRAS

MIKFS
LAURA?
MIRES
LAURAS

AHKED

LALRA®
MIRE?
LAURA:
" MIKE:
LALKRA S

MIKE:
LALRA S
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Press Release
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That was a beautifd performance, Lauea. And weleome
back to Bristol
Thank you. New, youe guestions, Oh, good, you've got
iy press release, )
Yes. Yot were born here in Beistal, weren't you, in 19552
‘That’s right, I was borm not far from this theatre,
actuslly, But I grew wpp fn the suburbs, .
And your purcigy? '
They came from Ireland originally, My father was a
Customs Ufficer at the docks.
18 he siil) there?
Na, he dicd about three years ago.
Have you got any brothers or sisters?
No, I'm an only child.
M. And then you went to university?
Yes, for theee years. That's where I wrote the song *The
Price of Peace’. .
And got married!
Yes.
How long have you been singing professionally?
Oh, quite a long time! Actually, Pve been singing pro-
Sesstonally since 1978 when I recorded my first song. .
And now you're a world famons star, & composer and 8
mathier, How do you manage to do it?
Do what? )
Cambine 8 carver with a fumily?
Are you sarried with a family, Mr Sanders?
Yes, but. .. - '
Well, do vou find it difficult to be a jouronlist and a
fagher?
But, ..
Think sbout it, Mr Sanders. Goodbye!

Did Lasura grow up in the
country? No, she grew up ooivoeess,

FRYTPRIONN

What  natiomality -were  her
pavents? They were vovnnnnrs
What did her father do? He pus
Is e still alive? i
Does Laura come from 2 big
Family? coeeeereinnieienns

Where did she compose her first -

sang? HWheu she was coonvere s

Where. did Laura meet her
hushand?

e

~
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. o “.‘x
(&‘(Sﬂ L’ /)J } ‘Talk about events in people’s lives

1 was born 1z 1955,

e dicd three years ago.

I went to university for three years,

I have been singing professionally since 1978,

—

. Waork in pairs. Ask and answer gquestions
ubiut Laura Dennison’s life, using the press
refense, ’

a) Use in with dates, like this:
When did Laura go to university?
In 1970,
When did she ger maeried?

When did she win the folk song competition?

W hen did she tour South America?

b) Use wge with numbers of years; count
back, like this:
 When did Taurs join the folk group?
{11 it is FURO now) Sis years ago,
\When did she leave university ?
When did she record ber first song?
When did she 1oar America?

¢} Use for with nunibers of years; count up,
. like this:
How long did Laura go to school for?
For 13 yeurs,
How long did she go to university fur?
How lung has she beea nurried tor?

d) Use since with dates, like this:
How long bas Laura been singiong?
She has been singing since 1974,

Tow long has shie been singing protessionally ?
How long has she been living in Americap

UNIT14 -

2. Work in pairs. Ask and spnswer  these

questions.

When did you first start schaol? When I was .......
or I ...y 0

When did you leave school? ......... ago. or 1
haven't left yes.

How long did you stay ar school? or How long
have you been at school? For ... years.

‘How long have you been living in your present
home? I have been living shere forlsince .......
Ilaw long have you been studying at this school?
Forlsineg oeenn

Ilow long have you been learning English in this .

class? Forfsince ....... )

How long have you been learning English with
- your present teacher? For/since ooveer.

How long have you been using this book?
- Forfsince ....... :

Rod Nelson is Canadian He comes from
Montreal. He is an engineer, At the moment he
is living in Bristol in the south west of England.
He has been living there for several months.
te works in a sunall firm called Weston Aero-
nautics, He has been” working there for four
months.

)
;
. R

3. Read about Rud.Nclson. Write a similar

puragraph about a friend or relative. Say:

. who they are

. what they do

. where 1hey live

. how loug they have been living there

. where they wark/study

. how long they have been workingfatudying
there.

W e P

=
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UNIT 14

Ask and talk gbow
peuple’s buckground

S WD WL R R BB SR B

I was born in Bristol.
I grew up in Bristol.

Where were you barn?
Where did you grow up?

Whiee did you go 10 school? [ went to a
: comprehensive schiool.
What did you do afer thar? 1 went to university.
I went to-work,
1 went abroad.

1. Campleic this chart:

Background T was  burn in ... (place,
couniry)

| Early fife 1grewupin ...
I went to school at ... for

eveeesanes .

Career After studying at ceveeiins (school), 1
left and went (0 i (place of
wark, aniversity, coflege} to work/
study.

Oiler T am an ondy chiki/I have got .........
information (brathersisisters, etc.)

‘2. Work in pairs. Ask your partnes about

his/her past life, Make notes of hisfher
ansvers. Then make and complete a chart
for your partner’s life.

107

and star of the Top Twenly, was
born in Beistol. Her parents origin. -
ally came from heland. Lauka's
father was a Customrs Officer in the
Bristo] docks. Untortunalely, he
died a fow years ago.

Lavra. who is un )
only child. grewup
in the suburbs of &
Bristol, Shestarted
her education ut a
local school and
then maoved to a
lurge., modern
chmprehensive
school in another
part of the city.

§ After leaving school when she was 18,

Luura went 1o Bristo) University for

three . years (0 study history and
cconomies. While she wuas a1t uni-
versity, Laura joined a upiversity [olk

group and started singing. It was at ~

this time that she wrote %wr famous 3
song. ‘The Price of Peace”, Soon sfter

. finishing her university carcer, Laura
joined another gioup and began to
carn money with' her performances
and with her sangs.. e
When she was 21, Lalira wak murried
to Tony Hurper who was a student in
the sume yeur, Laurs and Toay have
two children- -u daughter, Jody, and

a son, Danicl, For seyeral yeurs the
Harper Tamily have been living in o
beautiful farm’ house in the country
outside Bristol,” but_recently  they
decided to leave Britain and move 1o
Los Angules,

S

4. There ave four paragraphs in Mike Sanders’
article. Which paragraph is about:
Laura's carcer? ......
Laura’s background? ......
by infurmtion shaut faura?
Laura’s early hife: ... .

5. Write a short autobiography (about your-
gelf). Use Mike Sanders’ article as a guide.

Use your notes from Exercise 1.

-



- Orul Exercises

1. Confirm dates

You are Laura Denndson, Mike Sanders is
inteeviewing you. Look at the biogeaphical
details in the Press Release on page 105,
Coufirm dates of your past life,

You were born in the mididle-fifiies, weren't you?
Rivht. 1 was born in 1955,

And you went 1o university in the carly seventies?

Right. § went to university in 1973,

You were bora in the middle fifties, weren't you?
And you went 1o university in the early seventies?
Yo joiued 3 folk group a year after, didn’t you?
And you got marvied-in the middle seventies?
Your duughier was born in the late seventies?
Andd you recerded w hit song in the sume yeur?

2%, Tulk about general poings of time
Answer according to what you think,
When did you start these exercises?
Oh, (Just a few minttes) ago.

When did you start using this book ?

Oh, (u few months) ago,

When was the Second World War?

Oh, (a fong time) ago.

When did you start these exercises?
When did you st using this book?

CWhen sas the Second World War?
When was the American Civil War?
When was your bicthday?

When did you start schoul?

3. Ask how lung people have been doing things

[ Hive in Bristol,
Oh, how long have you been living there?
Rod works at Weston's now.
O, how long has he been working there?”
| live in Bristol.
Rod works at Weston's now.
Puul and Sue buth study at the Polytechnic,

© Wealways go ta Scottand for our holidays,
Barbara woeks near the new shopping centre,
My brather is studying in America,

4. Say when und how long ago you did things .
Answer according to yunr situation.

When did you first start studying here?

{ Faur years ugu. In 1976.)

And how long have you been in this clags?

{ Por twa years. Since 1978.)

UniT 14

When did you first start studying here?

And how long have you been in this class?

Wheir did you begin learning English?

And how long have you baen using this book? .

*When did you last have a haoliday?

And l;ow long have you been working in your
job

5. Correct information about people’s past
lives ?
Read about Elvis Presley on page 111 before
you do this excrcise. Then coreect the in-
tormnation,
Elvis was born in 1977, -
No, that was when he died.
He died in 1935,
No, that was when he was born.
Elvis was born in 1977,
He died in 1935, :
He won several talent competitions when he was

a4 young man.

e met Colonet Parker when he was 30,
People eriticised Elvis when he was middle-aged,

Open Dinlogue

Talk to Mike Sanders about your-past life,
Mike: ! Do you mind if T 1alk 1o you? .
YOUD veverisnnienine

. suke: Welly my questions are quite shart, First, I'd

like to know where you were born,

YOUD  ceiiveieiiniinnans

Mikk: T'see. And I suppase your parents were born
in the same place. |

YOU: vveriinininnan, :

MikE: ‘Tetl me something about them,

YOUD  vevverioiiiiienees

. MIKE: You've got some brothers and sisters,

haven’t you?
YOU:  coverreevocsnnnen

‘Mike: Mmm. Where did yc;u first go to school?

YOUD ceeereennnininien

sike: Tell me something about your later educa-
tion.

YOUD Liilveeeceeeenenn

MIKE: Do you mind if I ask you some questions
about your private life?

YOUD  cievvvieienieceres

mike: Well, actually, T am in a bit of a hurry, so it
doesn’t matier. I'm afrsid 've'got to go.

108
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Noteg for future articles on Bristol peréonalities
A at

GERALDINE BEVAN - detective story writer

. Background - born Edinburgh, Scotland 1938, Father novelist,

mother teacher., Parents from Wales originally.
Only child.
Parly eduqation - village school.
Later education ~ Edinburgh High School for Girls. -
Early caréer - journalist in Bdiaburgh, later London.
Wrote first sucecessful detectivevatory at 20.
Later career — still writing successful books {(all bestsellers)

. Other information - won the ‘Best Detactive Story Writer of the

Year' award in 1977, Married - husband now
deud.,
Note - Hiss Bevan does not like talking about her private 1ife.

IVOR JOKRES -~ voxer
‘Background - b. Swansea, South Wales, '55. Father miner, =, shop
useistant. Parents living. Middle child of §
brothers.
Sa:ﬁy eé::a:;:: B Sensnd, Srensee.
Leater education - Aberdale Comprehensiva..
Early careeir - Left school at 15. Worked in dooks.
Started boxing in youth club at 17.
Later career -~ wonvlight—weigbt chaupionship ~ Olympic.Gold Hedal,
Montroul, 76, Bécame professional 78,
Other information - Murried, 2 children, wife gymmastics tescher.
Going to leave Britain to live in Spain.

H.B. Ivor 1ikes talking about bis family.



nan

B

2. Waork in pairs. You are o ( ]
newspaper reporier. Your I vou’ l
partner is Geraldine Bevan :
or Ivor Juaes, Ingerview

her/bim,  using  Mike Intreduce yourseif
Sanders’ notes, like this: and ask permission

l GERALDINE/IVOR ]

R

to ask some questions.
N

Ask whero
parson was born.

Give permission.

Ask about
‘parson’s parents.

Ask about
aarly education.

Ask about
later education.

Ask about *
early carper.

Ask about
later caraor,

Ask parmission
to ask questions
about person’s
private life.

t (Thank person.

Respond,

Raspand,

Respond.

Respond,

Respond.

Respond.

Respond as you wi ...

4 Lisen w the Radio Bristol quiz ‘Alive or
Dead? Try to gaess the nahe of the persan
before the members of the quiz panel. Make
noies:

| Is the perscn alive o dead? ;

me o eIt

.
SR S 3 moan

What is h%s/he.r nationality? |
cccupation?

Stop sour tape and write down the answer if
you think you have guessed i,

110
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When and  where was  Elvis
Presicy born?

How old was he when he died?
Wis lic ain only child?" ’
How would you describe Elvis'
carly fife=happy or unhappy?
What were Elvis® parents like?
How did he show his wlent for
singing?

When, ilid he become really
fainous? A :
Who guided his carcer? .
What did some parcats say about
young Elvis Presley?

Da you know the names of any
Elvis Presley records?
What do you think about them? -
Which modern singers and en~
tertainers du you like? -
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UT 14
L e ot
CHECK
Now S‘uu can
L. Ak about the past Wlhen was he born?
How long did you go to school for?
How long has she been singing pm[wsxonally?
2. 0alk about the past He was barn in 1935,
Tle was born 45 years ago,
1 went ta schoal Tor seven yLars.
She’s been smbmg professionally for three years.
She’s been singing professionally since 1978,
3. Ask about peaple’s past lives Where were you born?
Where did you go 10 school?
What did you do after that?
4. Talk abour your past life and I was born in Cardifl,
other peaple's past lives e went to school in Cardifl
She left school and went to work. .
Gramrnar : .
ST IR
{ l e v L
" When |- o 1 in 1958, B
. " bhorn?{|Tle |was born | Lweiny years ago. e
CWhere he . PRSI
; Pwas She i Carditt,
1 . ste
e e s - t
i {
| e have
Yuu .
They o Bviree fn Caped since 1965,
Fhey. o been living in Cardiff for 14 years.
He has
She 48

Words and phrases

record a song

star (pop star) competition gyunastics fictional combine
folk singer - comprehensive scl hool talent tour
song “hackgroad " Tap "Twenty go abroad
group “history - sucvessful originally carn
customs offiver ‘ceonommics lightweight ago realise
doks - - dutective loving . since guide
hit . novelist religlous - . - change
prace ) hesiseller alive be born manage
comypuser . miner dead/dicd grow up sing

: real get married begin

112
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APPENDIX H

. ' ing sring in
A Humanistic Exercise from £arin and Sharing

the Foreign Language Class.

134 * Curing ;md,Shariug iu the Foreign Language Class

vaumty There may not be time for the students to talk about each of the special
events of their lives. Those hstenmg, can ask questions,
The class can be asked to write about each.event either as a meuns of prepar.
“ing for the activity or as 3 follow-up to it. Conclude the exercise by asking students
lo express their reactions to the experience and what they ic'xrned from it.

Conuments: Yoiu can ask students to write down a list of the h ighlights they think
cf i chronolagical urder, including theh approximate age at the time, Then tel)
them (o select eight of the most special.events to sketch on the dittos. In this way
they will have an opportunity to come up with more events and to place a priority
on them. In giving the assignment, mention a couple of highlights from your
e‘nhcr yeurs as examples of what you mean,

EXERCISE 62, SOMPFONE SPECIALS

Prrposes: :
Affective— .
To reflect over one’s h!e o trace those who have had un impact on it
To appreciate thuse who have been a positive foree in one’ s ife
Linguistic—
To practice the past teuse(s] }
To practice the use of adjectives describing positive qualities .
"To practice the skill of writing

fpveds: At evels
Stzeof groups: About five

3 Matericis needed: 'The assignment completed by the class

Procedures: Discuss with the class how throughout our lives we are influenced by
‘others. Sometimes the influence is poquve aud other times it is negative. However,
it everyone’s life there ure some individials who have had o strong impact on us.
uy diection of fite changed because of them, The influence might be a way of
thistking. avting, or doing sonsething v a different wily. Tt could be g &h.mbc of
attitude, belief, or plans that cecuned.

Ask ihe students 1o think of all the pcnp)c who greatly influenced ihexr
lives i a positive way from theif earliost yeurs (o the present. Then have xhem
decide who had the greatest influence of ull. Ask the students to write 4 descrip-
tion of what this person was tike und how he or she changed the coutseé of their -
Ives, Fell the Slu(!ul[\. to be prepared to share this experience with others in the
x'mup they wiil be . 1 they have a \.ILI{)u!I(Jl ar some anybh, remembrance Of

this persun, reque = that tds be brought in as weil, .

When Ure wasigiument is due, put the students into groups-of about five, One
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at a tine, the graip members should tell the story of the most influential person
in their fives and share any picfures or relics brought in with the others. You can
- provide questions to-gulde the composition and the discussion, such as:

How old were you when you met this person?
What was this person like? :
. Dd you s1ill see this person?
. How did this person influence you? .
How would your dife be different it you had not met this person?
6. Huve you ever tried to have the same Kind of influence on the lives of
others that this person had on you? If so, under what circumstances?’

i tes

oS

In the total class, 2 aumber of students can tell who their influential person
is and how their Hie is ditferent as a result of this contact. Reactions to the
exercise andfor a discussion of what was tearned {rom it can follow,

Conrents: When giving the assigiunent, make it clear that the person chosen as
the most influential should lave done positive things which in tum brouglit about
a puositive inthrence. Otherwise sonie students will come up with people who did
very negative (hings (o them, which they combated by going in the opposite
direction.

This exercise can be a wanmn experience as it often beings buck feelings of
appreciation, caring, and closeness. '

EXERCISE 63.. SECRET AUTOBIOGRAPHYS®

Purposes:
Affective~ i i
To huve students share a number of i <mt things about themselves
that others muy not know as yet
To arcuse the curiosity of students in ong another
Linguistic
To proctice writing in the past tense(s)
Toatford practice in listening comprehension
To practice the vocubulary of giving one’s age
Levels: Interfaediate to advanced; latter part of beginning level

Size of groups: Total class

Procecdures; Studei.ts will have to complete the written assignment 1o carry out
the activity, Hese is how you' éan announce it:
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APPENDIX L

AjSample Unit from An English Coursé'For Turks

Infermediate I to teach it by the Eélectic Approach.

UNIT %MMQEE
Thepaﬂ&‘i‘ﬁhe%@” " | . -

STRUCTURE b - A S

[T

Mother  : If you don't hurry up, you'll miss your train,

Son _: Whar time is ic?

Mother.  : Is eight o'clock.

Sua- i Then Pve already missed it, ri go. by bus.

Mother’ : Then you must tun. The next bus wxll be -here in a few :
' ‘minutes’ time, S

Son. ¢t Then 1 won’t go to school at all, ) ?!’

. Husband : I chink iv will rain this afternoon.

38



Wife

Husband

Wife

Husband

Wife

+ I'm sure it will rain this’ afternoun. Look at those clouds

“1 shall take my umbrella and raincoat, ’

Where are you going to?

1 I'mi going shoppiug,

: Wit ruing, 1 shall go to the cinema.’ .
+ Thar's .u good idea, 1 shall go to the cinema im.t Then Ill

go shopping

A, Pm sorry 1 can't stop. now.

I'm

in.a hurry.

B, All righe, 1l telephone you. later.
A, I won't be home until eight o’clock. . ;
B. Will you be in your office this afternoon?

A, Yes,

B, Gooud, 'l call your office.

' Ahmaet
Ayse
Abmet
Ayse
Abmet
Ayse
Ahuzet
Ayse

1 will,

: It's Ali's birthday next Tuesday, -
: How old will he be?
: He'll be fifteen. ‘
: Have you bought him a present’
: No, not yet.

+.Good
: Why?

.t Because

now

Seudy These

A,

W .

A

ir's my birthday' todaj;, You dan buy ‘me a present = -

I's

I think

A 8 St o i i LA |

a sure

1 shall buy that car.

he will come tomoriow.

they will enjoy the film,

we shull go to Turkey this year
the tescher will be late..

All will pass his ex.nummqu.’
the traia will leave later, :

you will like Bodrum.

Michael will sell his guitar,

we shall ‘see him tomorrow, -

the plune will leave at eight o'clock.
the history examination will be difficult.

R

182

39 .



183

he'll give her her present.
il make some tea,
we'll lsten to some records.
PH tuen. the television on,

- T'lL show her those photographs,

When she cones, ' she will be very tired.
they will go te the theatre,
she will want to sleep,
shie w:ll play the guitar.

. he’il sing an Italian song.
she'll dance with Bill.

C'

thiey won't caich the plane,
they'li stay with us tonight. -
. they won't visit the museum.
" he will be very angry.
_shie will cook some ..th«:en . /
they'll telephone.’ co }
ke won't go to the airpore. i
they'll take a taxi from the station. '

I they're late,

PARTIL . e
READING e ' IR

Michael Sizith lias just m:exved a. letter from his Turkish pen - friend,
Ercan. Ercan is going to anlan(i in the suminer. He has written a short -
letter t Michasl about his hotiday. Here is the letter::

Dear Mickasl,

A shall arrive in Fagland on 7 th July, I acrive at Heathrow Airport
in the afternoon. | shall tzke the bus from the airport to the terminal
You will meet me st the terminal, won't you?

i want to sce 4 Jot of places in Enghmd "First I will go to Buckingham
Pulice, Will the Queen b& in London in July? I waiit to see the soldiers
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cutstde the Fulsce, Are there always soldiers cmtsida the Palm? 'I"lw'

sofdiens wear very big hars, dow't they? . . L. o

¥ shadl go to the Housts of Pacliament too, lel you come with me?

You have visized aha Houses of Padlivment, haven't you? Can I go umde?
I shalt belng sy camera, I want w take a Jot of photographs:

Shedt ¥ brlag say umeﬂs wo? W's always galning in England, fsi’t ie?
Wil your imnlsar be at home in the sumnsec? Has he finished. siudymg
at uiversity? Y¥oes he still play the guitar? T shall buy some records in
England. Do you waut some fecord of Turkish music? 1 shall bring you

ong or twi. Ay . . ‘\
B . . 9
I shall write again soon, RGN :
o 5o .,' O . Y ‘
g ; s Excw oo
P.8 You won's forget w send me a map of London, will you?
PART TiL Y A _ AU,
LEARMING DRILLS .~ . . . . .. ;
A R '

Use sball or will in tlr.. blanks to complete the sentences.
Look st the example v .
1. Ahmet is fouricen now. He will be fifteeu mext year:
2. Yw thireeen now. Tomortow is my birthday,
3, This rm,.gth e }muaxy Mext moath .00 '
. Today is Thursduy, TOmOLIOW L.ovvevrerernsnnnn.n,

* Hes a ptiut Vaday he's in Paris, Toworrow ............ in Ankam.
G, Toduy is the last day of September .
Lesaessananevedrionsrsosagseioenovos : o . h;;, } M
7. Tom is sbizen years old mow. N:nxt ywz
& 08 nine ovluck mow. After ong hOUP .. oot

B.

Lock ut the examples, Do the sames . ., - o0 L, od o

i} A. You must finish your homework,”"- = - - TR0
B. PU fluish & sbis evesiug, S e B

i) A, Have you resd that bosk yﬂ? o
B No, .',w vl yoad B Semareas, a0l AR
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L A. You must write to your uncle,

2. A. Have you bought the tickets yet?

3. A. You must clean your shoes.’

LB e s

' 4." A.. Have you told him to come yet?.

You muss post that letter.

. ‘Have you visited your aunt yet?

D R N I I AT AT IR NP

R O R R O P P ST AR A R O

You must telephone your mother,

o
e

Have you finished writing those letters yet?
You nwst study that German lessan.

Cretreasen Vesesetass e re s errsteeras et s

Have you paid fo:- those books yet’

B,
A
B.
A
B.
A
A
B.
A,
B.
13, Al
B.

C. .

: . y . . . ‘& . i .
Answer these questions with the time adverbials. giver
Look at the example : . N

A, V{’hen will he . start school?
(next year)
‘B. He’ll start school next year.

1. A. When will she finish those exercises?
(this aftemoon)
2. A, When wsli they be in Germany?
, (next momb)
3. A, When will they £0 skung’
: (m December)
4 A \‘«x’hen w;ll they sell their car?
(soon)

B- I I R A R R RN AR

185



.
‘5, A, When will she go dancing?
) (tomorrow evenmg)
B o SR
6. A, When will his cur be read);?
’ (next week_)
L W . . A
7. A, Whm will he start university?
{in October)
B, 500000 86 o e a5 00 0o oo il
8. A. When will they go on hohday’
(in ]uly)
B i K 50006000 000 80 AP oo
9. A, When will they buy a tc]evxsxon?
: (next month)
B. ..... I e e -
10. A. \When will he’ play the gt.umr7
(later)
b5 T e e e
D. ' -
Complete the following sentences o
1. 1f it vains, 'l take my umbrela ‘
2, When we go to K agadasy, we sbu.’[ swint and s.ul .
3. If Mary telephones, we e e
4, Whea he arrives at the station, she ...
s, If he goes to Ankara, he U R
6. When his breakfast is ready, he o
7. I they can buy tickets, they ...
8. When their teain comes, they ... USSR
0. If the teacher is abseat, the students ... .. coiierrennnn. e
10. When the play bepins, the gitl .. ..., e e

43
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APPENDIX  J

A:Forﬁal Letter and an Open Dialog to be used"

in the Application of the Eclectic Approach,

Weston Aeronautics :

Avon Trading Estide,  Jubilos Drive, - BRISTOL 9

. Tuesday July 15ih
Dear Wi $sud Hra Coapur, .

Tenleute ~ Lravsl aresngementy

1 euclose detuils of your travel srrangements fop
vour jouriey Lo Teulutau o S.xLumluy 9t July, for .,
you aud yoeue wifs, . . . .
& cumpany war will areive ot your house &t B a.m.

Lo fuke you Lo bhy wldepoerty . Thoe driver will lhave

your Licketls, tlesve maks dusre Lt you lmm yaur
Fassports,

The prans fauved wl ¥.39 4.6, und cheéck-in timy
Fa ab 8030, Your baypege dllowance da 20 kilos
eath, The flight to Toulouse will vaks an bowe
and o hall, BHreaklayat will be derved duploag the
fhight.

Thorwe wWEl)l Le a peprusuntative of thae company at
the aerival gate Lo weel you abl Touluuse. Ko
will hava @ vard sayihg YUe gad Mes J. Coopor

- Ueston Rercnautlicst. He will take you Lo your
hutel fa the ity centre. Hu will have sowms
Fronch curesncy for your immgdlals uvd.

1 hope Lhesw arrangements sce satisfactory and
Chist you Loth bave 4 jlussant jourasey,

Yours utu‘:u;':aiy,~
L +
nedle C

Rl La\‘»‘a

Fruda Curtis
Fersounnel Greicur ¥
Cdack and Pepgy (lxbuubbcd the )ourmy W’
Praace, Complele their conversation, using I
. the iforation in the keter,
rotoy: flas the Perspine! Officer sent all our
wavel arrangements for the 19th?

P sesaaesesssrare Vs '

1AL

veay: Thon cvcrylhing is all right, fsn’vic?

FWE o siiecerererenne

TELaY: W, th, ‘\uw will we get 1o the
alrpust?

SACKT  eeviiiiunvenieenns

Vit qu wlm aboul the m.Lu:,? ’I‘hcy haven’t
st thent- why?

JAGKS  Liveceennnierennns

reouy: Oh 1 hope he deesn’t- forget lhgml
B o'cluck is overy carly, Will we et
anything to cat during the flight?

IR e

Pyt Oh, thans gasd. Bur what abeat when
Wit et the wdier vnd -l Toulouue?,
Vill mg«-ua et val
u ll\.xl s.,uml. all gt WLa abou
muuvy' We tmven't got any l'nm‘h
© e yelo

: ruu:. :.\ul wlwu dre wy ging (e wtay?

o lwlmb forwand to thay By
e way, Jovk, hs will he pecon
mwzmg ta bnow ui‘.o we ars?

JALk: e e . .

TR \\ui L\u)lluug s arvangal, then, |
d.mx Loww \.l\) yr e geling o

Cowearand, bal
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. . APPENDIX K-

A Chart to be used for the ,Pra.cti‘ce ofs:Speaking

Skill in the Application of the Eclectic Approach.

TRAVEL ARRANGEMENT ALTERNATIVES
‘ Alternatives
1. Transport to airport airport bus
taxi
company car
lift from a friend

bR

Tood during flight breakfast
lunch
‘dinner
light snack
juiceftea/coffee

3. Arrival and meeting travel courier/Special bus
arrangenents company representative/company
car : :
my parents/car
' -nobody/airport bus

4, First night accommodation  hotel in city centre
my parents’ house
with friends
on the night train to (Milan)

4. Work in pairs. Talk about wravel arrange-
* ments using the chart,
Ask and answer like this:

1. Mow will we ger 1o the airport? 3. Who will meet us when we arrive?
We'll rake the airport bus. or A travel courier will meet us.with a special bus,
A friend will give us a lift, 4. Where will we spend the first night?

2. Will we get anything to ear during the flighe? We'll spend it at/infon/with ......... .
Yes, welll gec ..., v OF

No, we'll only get ol
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APPENDIX L

A Questionnaire and a Map to be used in the

Application of the Eclectic Approach.

X Emagﬁég égE ,¢~m“ 

What do you think will happen'in the futura? Say what you
think about 1hesoe different topics. :

bty 2P - - O
; % + : | AGREE [ NFUTHAL | DISAGREE
’ 1_Lifastyle

“H B w Everyona will live in citles.
@3 B o Thore will ba houseas undour the sea.

-‘- i
CiElr

e Familiss will live in communes.
YYNY Marriage will be.out of duta.
Paopis will live on the moon,
Every house will have a video telephons. -
Houses and fuctorius will use salar energy.

UL ~
h l’ Y Children will start school at 3.

: LS
] . Computers will replaca teachaors.
~ =) -

Paoplu will study.until they are 30,
3 Work

Paople will only woark 4 hours a day.
People will stop wark at 45.

All fuctarias and officus will be run by
coapurativas,

Amaorica will have 8 womaii President.
Brituin will have a bluek Prime Minlstar.
Thare will be a law against having more
thun two children. .

China will be under Russian control.
Thore will bo a law aguinst kasping pets. .
All atomic weapons will be dostroyed, !

nsport and travel

Rio de Janeira

Buenos Aires -G j7 g




APPENDIX M

An Authentic Reading Passage to be #Eed in the

Application of the Eclectic Approach.

ThE YEAR 2008

in the home, cooku*s W 111 bc. set so that you can cook a complbtc
meal at the much of a switch.

Television will provide information on prices at the nearby shops
as well as news and entertainment, deeoplmncs will bring
‘pictures as well as sound to telephone conversations.

Muachines will control temperature, lighting, entertainment,
seeurity alarms, Liundry and gm’dunmg

Lighting will pr ovxdn decoration as well as wallpaper.

At work, robots will take over most jobs in the manufacturing
mdmlrms. Working hours will fall to under 30 hours a week.
Holidays will get longer. Six weeks will be the normal annual
holiday. Men and women will retire at the same age. b

Our leisure will be different too, Thc home will become the
centre of entertainment through television and electronic games,
Moare people will eat out in restaurants than they do today;
also they will have a much wider variety of food available. In
Britain, there will be a change of taste towards a more savoury-
flavourced menu, New synthetic foods will form a regular part of
people’s diets.

Foreign travel will increase; winter holidays will become more.
puptlar than summer ones. Also non-stop flights from Britain
to Austradia and New Zealand will be cheap and casily available.
Hobbies and cducarion will become increasingly important. -

6. Work in pairs. Read the article on Life in
2091 and count the number of predictions for
cach topic:

S

Tapic Number of predictions

Home ... '

Work . . .

Leiswe ...

. | T.

: T
mmomm bisslsch
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UzZGECMIS

1964 yilinda Eskigehir'de doddum. Ilk, orta
lise 6renimimi  Eskigehir'de yaptim. 1985 yilinda
Anadoluy Universitesi E§itim Fakiiltesi Ingiliz Dili

Egitimi Bolimi'nden mezun oldum.

Halen bir kamu kurulusunda galigmaktayim.

Tayfun KUNKCU



OZET

Teerik bir ¢-ligm~ el-n tez, Tlirkiye'dek! ert~ekull~rd-
tngilizceatnin yob~nec1 dil el~r-k etkjn bir sek*lde Sgretile-
bilmesi 4¢in birlesfk bir medel sunm~ki-dir. Bir &neri nite-
14E* t~s1y~n yent medel,dfl SEretiminde kull-nil-n metetl-rn
k-yn~k t~r~mﬂ31nd~n ve iyi yonlerinin seg¢ilip, uygul-na-~-sin-
d-n elugm-kt-dar, Senug bdliml, tezin bir Szetini ve ert~ de-
receli ekull-~rd~ki y~b-nci d!1 efitiminde ~linm-~81 y-r~rla

gbriillen Onlemlerle 11gild Onerileri k-ps~m-ki~dar,

L
Emantasyon Blersean
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