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ABSTRACT

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

‘Turkish public junior high schools.

In the study, the —currently applied method,
the Audio-lLingual Method, with its materials available
in Turkish public junior high schools is reviewed,
and a new methodological suggestion, the Eclectic
Approach, 1is presented for language teachers in public
junior high schools in the country. .The study is a
theoretical one throughout and also includes a review
of six language teaching methods, namely; The Grammar-
Translation Method, The Direct Method, The Audio-{ingual
Mefhod, 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 whieh the Audio-Lingual Method which 1is wused for
Teaching of English as a Foreign Languagé(TEFL) in
public junior high schools in reviewed with respect
to 1its textbook and application in the ~classroom.

Then comes the evaluation of the method.

The second chapter of the study is Review of
Literature on the subject of the thesis. In this chépter,
- 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 textbooks
teach the language with respect to the -requiremehts

of the methods and approaches on which they are based.

The fourth chapter is about Suggestion in which
language teachers are bresented 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 precautibns should be

taken to improve ELT in secondary schools.



The thesis ends with Appendixes. The aim of
them is 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 havé become widespread
throughout many‘countries in the world, and the widely
used méss 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.. Moreogver, the wuse of
modern vehicles developed for transportation has made

the journey between two countries and continents shorter



than before. Accordingly, tourism 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.
Thereforé, the ‘necessity to learn another language
has 1increased 'significantly through the years, and
this has caused some <changes for a better language
teaching such as reorganization of language schools,
the .use' of new teaching =aids, different texttooks
and othermaterials  prepared 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 wunderlying reason of all such changes 1is
the purpose for a more effective language teaching.
Based on that puprpose, many methéds have been developed -
with new insights. However, -none of them has ©been
accepted as perfect. But it should be noted that a
method, even a perfect one, does not mean the sole
and definite solution to all fhe problems about the
success of the classf Because there are many factors
such as students' age, the physical condition of the
classroom, students' 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 language 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, I1I, 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 lBth, 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 1listening 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
‘comes Fipst, then, speaking, reading, and  writing,

as one of the fequirements‘of the method.

The bogks are levelled as Elementary I, Elementary
II, and Intermediate I with the manuals for teachers
and thé workbooks for students. Elementary I is:- for
the students of the first grades; Elementary II is
used as the textbook for those of the second grades;
Intermediate I is the textbook used 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 déy. The third part is the wvocabulary part
in which unknown English words ‘are presehted 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 is followed by tHe structure
part again. But, this time it 1includes some teaching
techniques and examples about the new structure or
-one of rthe basic tenses of English. They are given
in a mechanical manner. As they aré done orally, accuracy
gains more 1importance both in this part and in all
the other parts. Dialogs are often used in the classroom
when a .new structure is introduced in the 1lesson.
Examples in this part are not done in meaningful contexts.
Nor do they carry any communicative purpose. The structure
part 1is followed by the reading part whiéh is given
with some questioné for reading comprehension. The
final part covers Learning Drills. fhis 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 1s the structure
part which is taught orally with dialogs(Appendix B).
The =second one 1s the reading part which contains
those structural items iﬁtronced‘ in the oral part
of the lesson for the practice df them. This part
is followed by learning drills. They are done to practice
the patterns in the given étructures. The‘ purpose

is to make the students build those patterns on a



firm basis. They are highly mechanical. The types
of them are fill-in-the-blanks, substitution drills,
transformation drills, matching drills, inclusion

type of arills, and completion type. Then comes songs,
rhymes, and dictation part as the final one. They
are for the practice of rhythm, fluency, and correct
writing of the newly taught words. According to the
instructions in the manuals, the teacher 1is required
to tell his students the general meaning of the song
or rhyme without teaching new items in it. There are
also some English gameé in the books in order to make
the learning more enjoyable. It 1is believed tha£ the
stu&ents' 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 wused for the related 1lessons in order

to exploit the given lingduistic items.

1.1.3. APPLICATION OF THE METHOD

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

pronounce the new words correctly.

The structure. part is taught with stress on

grammar through the use 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 ‘newly learnt words and structures. As required
in the manual, the teache: 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 teachér
asks another student to do the same exercise until
the right answer 1is 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
has beenh studied with much emphasis on grammar rather
"than on the communicative Functioh of language, and
there is an order of importance of the four skills
.'listenihg, speaking, réading, and writing as
one of the requirements of the method, it is believed
that presenting the language by giving more impartance
to abcuracy with such an 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 1is a hard requirement to meet,
for the classesv are too crowded(the averade 1s 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 writihg may facilitate learning as well.

As the students deal with the pronunciacion

of the new words, they make choral repetition. When



they repeat the words chorally, they can not realize
wﬁether they are pronouncing them correctly, for the
noise in a crowded class is a disadvantage for the
student to understand 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 examples are not contextual, since focus

is mostly on grammar.

Due to the fact that the teacher spends too
much time on tﬁe reading passages ih 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 should 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 reflécted in them to a limited
extent; Yet, the students may have many questions
about the culture of the society whose language they

are learning, and some written, visual, audio-visual,
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authentic materials of different subjects 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 are done with 1little emphasis
on the communicative function of 'langUage, and many
of them are mechanical. The students are required
to use the newly taught words and structural items
in the examples. Therefore, they practice the language

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

If one of the students makes an errdr in her/his
utterance, s/he is to be corrected either by the teacher
or another student. This may cause the studenﬁ 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 more beneficial

to ignore errors until they cause a semantic confusion.

Most of the time, homeworks do not stimulate
students' power of creativity and imagination, for
the mechanical exercises 1in the textbook are assigned

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 gquidance 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
methods in consideration of his studenté" vérying

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

"He (teacher) ie not bound by any one theory,
in contrast with his 1linquistic 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 pedagégical net in
all waters that might bring us in a profitable
catch."

Girard, 1986: p.1l1l.

Hence, the teacher should be provided with
a degree of flexibility and adaptability that will
allow him to carry out teaéhing Wifh more suitable
teaching ways in order to be able té meef 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 lesson

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
some of them, and they may not necessarily be the same
of similar in every country; 1in other words} they

may be variable.

The other point is that it is hardly possible
to say that teachers in public junior high schoolé
are regulafly 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 froh 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 . 1is
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
is too much, and the distribution of language teachers
to junior high schools isnot balanced, as it should
be. To give an 1idea about that, the two tables which
show the number of Turkish public junior high schools,
students, and teachers in Eskisehir in 1986 and 1987
are presented on page 14 and 15(cf. Eskisehir Milli Egitim Genglik
ve Spor Midirliigi Arastirma-Planlama Istatistik Hizmetleri

Subesi Mérkez—Ilge Egitim Istatisleri Defteri):

Foreign language lessons are not elective for
all the students. Those who do not want to learn a
foreign language <come to the <c¢lass wunwillingly and

reluctantly.

Even though the factors mentioned above are
influential on an effective learning to a great extent,
itmay be still possible to teach the language efFecfively
by trying new ways without disregarding students'
opinions, feelings, and beliefs. Learning tﬁe language
in a humanistic atmosphere may be what the students

need most.
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11.

12.
13.

14.

15.
l6.

17.

Table 1

The Number of Turkish Public Junior High Schools,

Students, and Teachers in Eskigehir in 1986

NAME OF THE SCHOOLS

Atatirk Ortaokulu

Camlica Ortaokulu

Emek Ortaokulu

Mehmet Akif Ersoy Ortaokulu
Mehmetgik Ortaokulu

19 Mayis Ortaokulu
Osmangazi Ortaockulu

Sami Sipahi Ortaokulu
Tepebagi Ortaokulu

Tunali Ortaokulu

Yesiltepe (Sinan Aladag) Ortaokulu

Cumhuriyet Lisesi Orta Kismi
Mustafa Kemal Lisesi Orta Kisma

Stileyman Cakir Lisesi Orta Kismi

Battal Gazi Il1kdgretim Okulu
Mimar Sinan Il1k&gretim Okulu

Mustafa Kemal I[lkdégretim Okulu

Toplam:

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

14
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11.

12.

13.

14,

15,

l6.

17.

Table 2

15

The Number of Turkish Public Junior High Schools,

Students, and Teachers in Eskigehir in 1987

NAME OF THE SCHOOLS
Atatiirk Ortaokulu
Camlica Ortaokulu
Emek Oftaokulu
Mehmet Akif Ersoy Ortaokulu
Mehmetgcik Ortaokulu
19 Mayis Ortaokulu
Osmangazi Ortaokulu
Sami Sipahi Ortaokulu
Tepebagsi Ortaokulu
Tunali Ortaokulu

Yégiltepe (Sinan Aladag) Ortaockulu

Cumhuriyet Lisesi Orta Kisma
Mustafa Kemal Lisesi Orta Kismi

Sileyman Cakir lLisesl Orta Kismi

Battal Gazi Ilkogretim Okulu
Mimar Sinan Il1kdgdretim Okulu

Mustafa Kemal I1kdgretim Okulu

Toplam:

Number Number
of of

Students Teachers
1620 4
528 1
847 2
1235 3
986 4
1936 6
1570 6
677 2
1358 7
648 5
484 B
11925 43
193C 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 jumior high
schools are taught the foreign language, énglish,
in an inéfficient way 1in reference to the objectives
of the lesson stated by the Ministry(cf. 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 understand 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 Bbackground to improve
their knowledge in that 1language on their own 1in order
to be more 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 target language
may be taught efféctively by a hew method. However,
it should be noted that a method 1is not the sole
solution to the problem of succes in language learning.
Because ~ there are many factors such as students'
age, over—crowded' classes, the time allocated to
language teaching, students' cultural backgrouhd,
and so on, which all have a significant influence
on the success of the class. But, it is thought that
the teacher wunder 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 lstudy will be an attempt to
find an answer to the question: 1Is it possible to
present the foreign language, English, in Turkish
public  junior high schools by applying an Eclectic
Approach which includes some good points 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 ‘up of different techniques of ' some
of the methods and approaches used for language teaching,
namely, The Grammar-Translation Method,'ThelDiréct Method, The Audio-
Lingual Method; The Cognitive-Code Approach, The Communicative
(Functional/Notionél) Apprdach, and The Affective/

Humanistic Approach.

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

to reflect how each of them teaches language.



CHAPTER TII

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 language
teaching and learning; It 1is said by himself that
an approach which is seenb'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 wunarguable
except that the effectiveness of the methods which

are based on it are subject to an argument.

19
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Another definition of the term 'apprdach' is
given by Brown(1980) that an approach ‘can be viéwed
as 'a general and theoretical view' of how 1language
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 méterial', 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' 1is given by
Brumfit and Roberts(1983) that a method is madé uﬁ
of 'a set of teaching techniques' .which are based
on a certain type of syllabus to be taught 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(l§72) as 'a
particular trick, stratagem, or cantrivance' which
is put into use in the classroom to attain a certain
objective and éhould‘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 1: The Hierarchical Order of Approach,

Method, and Technique.

In the 1light of the definitions given above,

it can be concluded that an approach covers aims
vby reflecting the principles of language teaching
which are consistent with a 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 method makes use of different
techniques within itself. Techniques are used to
accomplish certain objectiveé 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 twoc 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 in a chronological order, we see that each
new method carries some positive aspects or points
of the o0ld ones in itself. We also realize that each
new one is a reactioﬁ to the preceding one. The underlying
reasons why we are 1likely to meet a new method may
be new movements in language theories and new psychological
findings in language learning, or teéchers' own experiences
which have been gained in actual language teaching
setting, or new needs depending on constant and rapid
changes in economic, political, social or educaﬁional

fields(Stern, 1983).

As a common point, esach method can be said
to have a different view of language, and it is reflected
with certain beliefs basedon some assumptions about
lahguage learning and the learner/feacher 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 dit.
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2.2.1. THE GRAMMAR-TRANSLATION METHOD

2.2.1.1. History

The Grammar-Translation Method 1is alsoc called
the Classical Method, for it was firstly applied
in the teaching of Latin and Greek. It became a commonly
favorite method in the 1late eighteenth century. Around
1840 Ollendorf's sequential arrangement of the teaching
procedure, in which presentation of the rule was
- first, then, a vocabulary list, and finally translation
exercises, was accepted as the basic order of presentation
of the 1lesson. 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 langﬁage into the mother tongue,

and vice versa.

2.2.1.2. Theoretical bases and purposes

The target language 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 methdd.
In this respect, "the native language is considered
as referential for language learning. Rule learning,
memorization of the rules, and translation  practice
all require an intellectual activity. In other words,
the method requires the ‘learner to develop his mind

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

'1983).

The pufpose is to help studenfs read and expiore
foreign language literature, 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 wup the class, the teacher wants
the students to read a couple of sentemces from one

passage in the textbook containing literary language.
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When the reading 1is finished, the students
are toid by the teacher to  translate the sentences
they bave read 1in the foreign language into their
native Jlanguage. While doing that, they can get some

help from the teacher for new vocabulary items.

In the following activity, they deal wifh the
questions -for the reading comprehension. The first
question. i1s done loudly as an example. The rest is
done  silently, since readihg and writing‘ are more
important skills to be developed. Then, each student
reads one question out and gives .the answer. If it
is. correct, the dther question 1s done by another
student. If not, the teacher points to one student
at random and wants him to do it, or the teacher

himself tells the right answer.

The next task is the vocabulary part. The students
are required to give the ﬁatiQe tongue equivalents
of the words in the foreign language. If the students
can 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
of phrasal verbs in the‘ foreign language. The first
two ones are done with the help of the teacher. When
all the‘ exercises are completed, the answers are

read aloud.
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At the end of the 1lesson, the teacher asks
them to memorize the translation of foreign words
and 1idioms and to write sentences with those "words

in the target language as a haomework.

In all the activities, the teacher's role is
quite traditional. The only authority in the claésroom
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-Freeman, 1986).

In the evaluation part,‘the students are tested
for whether they <can translate the given texts in
fhe target language to their native language and the
selected exercises fram the mother tongue to the
language they are learniag. Also, they should be
able to state the rule when they are asked in order
to be regarded as successful(Larsen~-Freeman, 1986;

Rivers, 1968).

So, the method can be summed up by saying that
teaching is .prescriptive, and that the target language
is used less in the classroom. Besides, grammar rules
are taﬁght deductively with long explanations and
example sentences, and the . students are +to memorize
much vocabulary.in the target language with the corresponding

meanings in the native language together, and they
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are exposed to  the lists of 1isolated words as they
learn the vocabulary of that language. Selection
of the reading passages 1is based on the purpose of
doing practice on these subsystems with less emphasis
on the contenﬁ 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 ié expressed by Rivers(1968) that the method
seems tb be the right one for those students who
are highly intellectual and interested in abstract
reasoning, since it obviously requires a great deal
of  mental  activity. It is also stated by herself
that the burden on the shoulders of the teacher 1s not
too much; the method does not regquire many techniques,
preparatiéns 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 leséons by going through
every page of the textbook without thinking of, for
exémplé, which real-1ife situations he .should create

in the classroom.
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‘It 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 1learner involved in an active

problem-solving situation.

'In.hercriticism, Rivers(1968) states that students
whovare less intellectual are likely to be unsuccessful, -
and they can make mistakes many times. Thus, cumulative
habits of inaccuracy develop gradually by increments
in those students, and such habits become strongly
established in such students when it is a more advanced
-stage. Rivers also says that accuraté pronunciation,
intonation, 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 literary 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 use 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 still 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 London bus driver where to get off.”

Mackey, 1965: p.1l61.

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 1s through translation

is not true.

Another opinion against the method 1s expressed
by Krashen(l982) and Stern(1983) that the method
has an excessive emphasis on the rules and exceptions
of that language, ‘and the' 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 topics of the texts
can not be said to be interesting for students. So,

language learning, he believes, is wvery 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 literature, since literature

does not cover culture as a whole, 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 language teachers using
the Grammar-Translation Method have considerabiy
neglected varieties of language such ‘as dialects,

registers, idiolects, and styles.

As-a conclusion, it can be said that the students
"taught by this method may learn many rules and vocabulary
of the target language and practice them through
"translation but not be able to use them communicatively
in real-life situations, as in the case vof '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 ithan quern 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 for a better

language teaching. After the turn of the century,
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the purpose in ‘language teaching shifted to speaking.
This caused language lessons‘ to  be studied mainly
orally in the target language without translation
and use of. the mother tongue. 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 fashionable. The movement was also accelerated
'by the fihdings in linguistics, philology, and phonetics.
Especially, phanetics had a great contribetion to
the development of the direct method, for they both

gave 1mportance 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 at keeping the students' interest alive and
at making it higher soc as to raise the standard in
language learning. In order to attain the objectives,
teaching would be in the target langueée without
translation. With respect to its requirements, the
plan reflected & view of 'a consistent twentieth
century application of the direct method'(Stern,
1983). In Eurocpe the direct method was shown high
esteem when it was wused to teach French and £nglish

at an elementary level.

" As a ruselt of the new insights of the direct

ﬁethod, direct study of oral and printed texts, renarration,
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and Writing of compositions about pictures and episodes
took the place of translation of texts substitutionally,
and many teachers showed an attempt +to teach the
lesson with no translation and 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 assumption 1is that 1learning to speak
the ‘target language should involve not translation,
memorization, and learning of grammar rules but the
same mechanisms é child makes use of as he learns
his mother tongue(Brown, 1980). According to advocators
of the wmethod, a student «can 1learn to understand
a language mostly by listening to it, and learning
to speak it 1s more possible by speaking it a great
deal(Rivers, 1968). So, first language acquisition
and learning processes a child passes through constitute

the basis of the method.

The purpose 1is to enable the student to think

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

2.2.2.3. Application of the Method in the classroom

This - is just an example of the‘ type of lesson

that the method follows.
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The students begin the lesson with a short
specially constructed text in the —coursebook of the
target‘ language for the use of everyday vocabulary
and structure rather than 1literary language in order
to have an oral exchange in the <c¢lassroom. As the
students deal with the text, they are expected to
derive the meaning of unknown wdrds from the context
rather than logking up in a bilingual diétionary.
If the 'meaning is not clear to the students,  the
teacherteaches it by miming or giving ©paraphrases
and synonyms of it or presenting it in context 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 1is done by asking questions
in the language being taught. The students are required
to make complete and meaningful sentences as they
give their answers to the teacher's questions which
form part of a discourse. With the question-and-answer
technique, the students becomé 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 1language of the target society
reveals the way members of that society live. So,
they ‘learn the target culture inductively(Larsen-

Freeman, 1986).

For the writing activity, learning 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 inductively; in other words, students themselves
discover the grammar rules of the target language
in the activities of oral practice and in situations
created by the teacher in the classroom, and they
check themselves by completing transposifion, 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 from the teacher to the students, and vice versa.
A student <can also be in an interaction with his
classmates, using the target language(Larsen—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 the language.

It can be concluded by saying that conversational
activity 1s encouraged in this method, and students
are given opportunities to wuse the target language
in real contexts within given situations and topics
rather than linguistic structures(Gatenby, 1958; Krause,

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

2.2.2.4. 0Opinions 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 feature led
language teachers to be inventive and to wuse new
teaching aids such as pictures, objects, and realia
in the classroom. Besides, 1it, Stern says, had a
contribution to the development of non-translational
techniques such as demonstration, pantomime, question-and-
answers, mimicry which were adopted and used in the
application of ‘new methods years later. Language

use, Stern expresses, was emphasized firstly by this
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method. It 1is 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 fhe 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
language use exciting and interesting since the method
presents spoken everyday 1angpage with teaching aids

in real-life situations.

In her criticism, Rivers(1968) says that the
method forces the adolescent student to express himself
immediately in the target language in a relatively
unstructured situation, and this may help him to be
fluent but not accurate in speech, for he is no longer
a child but an adolescent with well-established native
language speech habits. 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 discouraged or bewildered 1in the

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

language and very creative.

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

which may cause anxiety in students.

It is expressed by Girard(1972) 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 related to this area.

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

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 lAmerican‘ in origin, the Audio-
Lingual Method .was introduced with various names as
'"The Aural-Oral Method', 'The Mim-Mem(mimicry-memorization)
Method', "New Key', "Audio-lingual Habit Theory',
and 'Functional Skills Strategy(Brumfit and Roberts,
1983; Stern, 1983; Brown, 1980; Rivers, 1968). Since
the term 'Aural-Oral' created confusion and was difficult
to bronounce, the suggested term '"audio-lingual" by
Nelson Brooks of Yale University 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 yeérs 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%3; Rivers, 1968). Hence, members of the 1linguistic
societies were asked to develop a new method by which
officers ana interpretefs 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 lénguages 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-Lingual Method. With native
teachérs, the learners taught by the Army Method studied
in small classes and did more practice with much emphasis
on listening and speaking(Rivers, 1968). Since the
method placed a stress on spoken language and required
its learners to respond to linguistic stimuli as soon
as they were exposed to, the earlier studies in structural
linguistics and results of the experiments in behavioristic
psychology, and other factors such as development
of contrastive linguistics, wide spread use of magnetic
tapeé and langﬁage laboratories, - and more financial
aids contributed to the development of audiolingualism
with influence on language teachers and language teaching
programs of maﬁy educational institutions after the
war till 1964(Brown, 1980; Rivers, 1968; Brumfit .and
Roberts, 1983; Stern, 1983; Chastain, 1976). In 1964,
the ciriticism of the Audio-Lingual Method, especially
by Rivers(1964), reflected one fact that the method
was highly thoretically questionable. Generative linguists,
among them Chomsky as being the most famous one, opponents
of the method, and cognitive psychologists argued
both behaviorist psychology and structuralist linguists
severely which .caused language‘ teachers to become

disillusioned and suspicious of theorists(Brumfit
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and Roberts, 1983; Stern, 1983). Thus, the 1970s weré
the years in which new movements 1in language teaching
were witnessed because of the need of new alternative
methods and approaches gnwhich 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 vyears, structural linguists
-were at work describing the structures of lesser-known
languages rather than Greek and Latin. Due to the
fact that majority of the societies of lesser-known
languages had no written 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 rtules. They accepted the use of contrasttive
analysis and gave excessive emphasis to the formal
properties of language, dealing with 1exis; patterns,
and pronunciation. Phonemes, morphemes, phrases, and

sentences were studied by structural 1linguists. After
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they worked with the members of those societies to
describe the structures of their languages, they concluded
that language 1is Ia stream of oral sounds, and that
'speech precedes writing, and that intonation, function
words, phonemes, and morphemes play an important role
to understand the meaning of linguistic wutterances.
So, the analysis of these aspects of language provided
well—defihed descriptions of language and had an influence
~on language teaching programs(Chastain, 1976; .Rivers,

1968).

Behaviorist psycholbgy also had a contribution
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 intefest
was seen in animal psychology. Thorndike and lWatson
carried out some experiments about how animals learnt
through the observation of their behaviors in psychological
laboratories. In such  studies, animals' behaviors
were the only clues to observe learning in them because
of the impossibility 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 animals' 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 responsés 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 learning.
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 gaih more importance to control behavior.
It was also stated by Skinner that when the consequence
brings a reward, behavior is established more strongly,

and when the‘ consequence bringé a punishment, or when
there 1is no reinforcement, it becomes difficult to
make the operant stfonger, or even it may be no longér
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 TrTeinforcement

if it is rewarding.

The purposes to be attained during the application

of this method lead the teacher toc give more importance
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to. the listening  and speaking skills. Because 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
studenté should be able to use the target 1language
so automatically that they should not stop to think.

It is expressed by Chastain(1976) that:

"Proponents of the audio-lingual approach
aim to duplicate first language habits in
the second-language 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 1language in order to wuse the target

language automatically(Larsen-freeman, 1986).

So, language teaching in terms of the theoretical
views of the audio-lingual method 1is thought as habit
formation, and the learner 1is expected to speak the
target language with the speech habits he has in his
native language through conditioning and reinforcement

he is exposed to in the classroom.



44

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, language
forms are presented to the <class within a context
rather than giving them separately to the students.
‘Because it isbelieved that they are formed more naturaliy
in a. context. The structures and vocabulary . in the
dialog are learnt by the students in situations through
imitation, repititon, and by mimicry with much emphasis
on the structural 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 claés often practices the
dialog as a group, and then 1in 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 build-up, trahsformation,
chain, and fepetition which all are related to fhe
structural patterns in the dialog. By participating
in thé pattern practice activity, the students do
these types of drills carrying the purpose of dublicating
.the‘ habits the students have intheir native language.
In this and other activities, the teacher does ﬁot
neglect errors at any time and provides his students
with correct answers when errors occur, for it is
believed that werrors 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, 19733 Brooks, 1960; Finocchiaro, 1974; Kocaman,
19783 Diller, 1978; Chastain, 1972; Brumfit and Roberts,

1983).

Most éf the time, the teacher himself facilitates
the beginning of the interactions with his students
and directs the interaction when the students play
different rolés in dialogsvthat provide student-to-student
interaction. He is a model to his students, and, like

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

1983; Krashen, 1982; Stevick, 1982).

During the application of the method, the teacher
teaches the target language with wvery 1little wuse of
the native language in order to prevent language
interference, and may apply contrastive analysis with
emphasis on the phonetics, phonology, and mgrphology
of the nativé and target language, and may uée language
laboratories, ‘tapes, pictures to teach the «class how
to respond to both verbal and nonverbal stimuli. Besides,
the students are notvrequired by the teacher to learn
the target language with 1lists . of pronouns. and verb
conjugations. The other fact is that language is not
ronsidered apart from culture. It 1is also reflected
that culture dees not covér only literature and the
arts. The way members of the target society behave
and live 1is 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, 19833 Chastain, l976§
Brumfit and Roberts, 19833 Huebener, 1967; Diller,

1978).

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

from habit formation.
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2.2.3.4. 0Opinions 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 language teaching theory should be developed
on the basis of linguistic and psychological principles,
and that the other contribution of it is its requirements
whicﬁ disregard great intellectual exploitations of
the given language instruction throuéh abstract reasoning.
Thanks to 1its requirements, large groups of ordinary
learners, in Stern's point of view, had relatively more
opportunity to participate in ianguage activities.
Besides, the method, Stern says, emphasized "syntactical
progressibn" rather than vocabulary and morphology.
Stern pointed out that the . method also contributed
to the development of . simple techniques to be used
for varied, 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
methods was bdone only by reading textbook exercises

aloud.

.

It is reported by Chastain(1976) that the resulfs
of the experiments carried  out by belattre(l947a,
1947b) reflected that the students taught by the Audio-

Lingual Method were amazingly successful 1in the oral
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production as well ’as in the written language, and
noorer ones learned better; thus, it made the class
unified with regard 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 1in
listening and speaking at the end dfvthe second semester

‘whereas the scores of the students taught by the
traditional methods were better in franslating, reading,
and writing. Llater, both groups were altogether exposed
to the target language in the same <class during the
second year. At the end of the second year, the results
showed that there was no difference: the audio-lingual
sfudents were‘ better in speaking; the traditional
students were better in writing and translating,

but both of the groups were equally better in _ofher

skills.

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

students.

The method is —ciriticized by Stern(1983) in
his statement that the techniques of the method are
sald to cause boredom in students, and regarded as

ineffective in the long run.
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It is pointed out by Brumfit and Roberts(1983),
and Chastain(1976) that students did not actually
understand what they- said and 1learnt, and became
unsuccessful to use the given structures studied before
in contexts since they were provided with insufficient
contextualization as they wefe dealing with pattern
drills too frequently wunder the total control of the
teacher. The other point expressed by Brumfit and
Roberts(1983), and Krashen{(1982) 1is that the method
leads the students to focus their attention on form
rather than content, 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 1life;
native speakers, too, make errors, false starts,:
and may carry on the conversation with hesitations
or 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
matter of habit and conditioning in accordance with

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

‘which comprises of creative processes.

Tt is pointed out by Krashen(1982) that although
the audiolingualism does not favor conscious learning,
it requires 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 conblusion, the method hag favored an
unthinking drill and training -approach. It seems to
be one which does not allow the student to think about
what he wénts to say in the target language; in other
words, learning the target language by the Audio-lLingual
Method 1is quite mechanical with automatically giveh
answers. Therefore, the method does not encourage
persocnal expression. It 'should be also noted‘ that
it has consideredlthe Ll—L2 connection as an important
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.



51
2.2.4. THE COGNITIVE-CODE APPROACH

2.2.4.1. History

In the late 1960s, the development of the Cognitive-
Code Approach starded as an alternative or reaction
to the Audio-Lingual Method, and 1its principles were
determined by the 1ideas set forth 1in the studies of

transformational-generative linguists, especially

Chomsky with his book Syntactic Structures published
in 1957, .and Cognitive psychologist, especially Ausubel

with his book Educational Psychology: A Cognitive

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

of the book Syntactic Structures by Chomsky in 1957

gave an impetus to the development of the approach.
Althcugh the methodological implications of Chomsky's
linguistic theory were not immediately recognizable
to many people because of his earlier writings which
were mostly about the forms of grammars rather than
language acquisition, it was stated by Chomsky(1965)
that behavioristic theories of language acquisition
and phrase-structure grammars did not reflect the
complexity of learning a language, and that language
learning is wvery closely related to mental activities,
and that the learmer is in a cognitive process as he
endeavors to learn that language(Chastain, 1976; Brown,

1980; Stern, 1983). 0n the other hand, views in the
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behavioristic psychology of the Audio-Lingual Method
were under attack and severely criticized by cognitive

psychologists. The publication of the book Educational

Psychology: A Cognitive View by Ausubel in 1968 brought

new: 1ideas relying on psychology, and challenged the
theoretical bases of the aadiolingualism. The ideaé
set forth in the ‘book by Ausubel were based on the
theory that learning should be meaningful, and the
learner should understand things to be learnt(Chastain,
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 loosened the
tight hold that the audio-lingual method had
exercised on materials and practice and that
it removed the stigma that had been placed
an grammar;translation and direct method
préctices}“

Stern, 1983: p.469.

In the following vyears after the publication
of Ausubel's book, an increasing interest 1in child's
language acquisition appeared. The 1970s were the
years when <c¢child language researchers dealt with the
functions of ianguage and- the formulation of them.
At the same time; it was realized that Chomsky's
transForﬁational—generative model was inadequate,

for child language researchers pointed out that language



53

functioning extends well beyond cognitive thought
and memory 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 Jlanguage teaching methods

(Chastain, 1976; Stern, 1983).

2.2.4.2. Theoretical bases and purposes

The method is mainly based on cognitive bsychology

and transformational-generative linguistics.

Learning in terms of cognitive psychology gives
a special importance to mental processes that are
under the individual's control, and knowledge is gained
by making use of information within cognitive resources
by which behavior is established and controlled. Thus,
it is rejected ‘that conditioned behavior constitutes

knowledge(Chastain, 1976).

With respect to the principles of Cognitive:
Psychology, tﬁe teacher therefore is to be fully aware
of the importance of students' mental resources and
mental activity in learning. Due to ﬁis role, the
teacher is expected to. teach the material in such

a way that things to be learnt are meaningful to 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 1in such

a context that they can easily relate the content

of it to their existing knowledge. Here the purpose
is that the new information is to be built on the
old information in such contexts that learning 1is
meaningful to the students. Hence, the teacher leads
his students to be active and to have a questioning
attitude. So the students can wunderstand things and

relate them to the old information.

TransFormational—generative linguists put forward
that 1language 1is 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, lahguage
is rule-governed, and an individual has a finite set
of rules, with which be can produce infinite number
of sentences. Secondly, the wvariety of language - 1is
infinite; each sentence created by .native speakers
of that language is unique. Thirdly, a native speaker
has the ability as ‘campétence' and can demonstrate

it  through "performance’. Competence means what a
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native -speaker knows, and performance means how the
speaker actually wuses his knowledge in the language.
Competence precedes performance. It 1is suggested by
Chomsky that both the 1linguist and psychologist should
first deal with competence before performance. Fourthly,
every sentence created by a native speaker has a surface
structure, which  means the actual wutterance of the
written or .spoken sentence, and a deep structure,
which represents meaning. Fifthly, the two types of
grammar Tules help us to explain both the deep and
surface structure: generative rules,' which are wused
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 opder
to convert the déep structure into surface structure.
Sixthly, T-G linguists attach more importance to meaning
or the deep strucﬁure. Seventhly, all the human beings
are equipped with an 1inborn ianguage acquisition device.
Eighthly, grammar consists of some certain basic elements
that all languages 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 as 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 a proper degree of cognitive control over
the rules that are used by native speakers to communicate
in real-life situations. Secondly, in the periodic
apﬁlication sessions the students are expected to
realize that ‘inFormation has a functional importance
and can be wused for additional learning or solving
problems' through the hours gf the demonstration of
the ability to remember previously taught things and
of the ability to wuse them. Thirdly, they are wanfed
to be aware of what they say, write, read, and hear
in all the language teaching actiQities of the appréach

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

Therefore, learning a language in terms of
cognitive theory has 1laid an emphasis on meaningful
learning which fully 'demands mental activities, for
language 1is. 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 vocabulary, the teacher may make use
of wvisual 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, contréstive comparisons,
explanations, examples, and = through demonstration.
The introduction of new language instru;tion is'considered
as the basis for all the exercises and ‘activities
to be dealt with in the classroom. So, what 1s required
from the teacher in the first sessions isrthat he should
help his students to establish a cognifive base ‘that

will enable them to develop their language skills.

The exefcises 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 fhe exercises, the students
are to make a conscious selection of the right word
or  form in the target language. They are sometiﬁes
given‘ with occasional clues in the native language

(Chastain, 1976).

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

of their competence as they speak or write in the
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target = language in order to express themselves. In
these activities, the teacher can give reading or
listening comprehension passages, rhymes, stories
in which previously taught forms are presented contextually
to the class. The function of the passages 1in 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. After 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 thoughts
oraliy and in writing. These activities are performed
in meanipgful situations, and understanding becomes
.the whole matfer; bofh the'feacher and students endeavor
the make themselves understood in that language(Chastain,

1976; Krashen, 1982).

During‘ the application of this approach, all
four ‘language skills are practiced with no pribrity
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 1s laid on rule learning, meaningful
practice, and creativity(Stern, 1983; Krashen, 1982;

Chastain, 1976).
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The teacher's role 1is to facilitate learning
By making 1t meaningful and to lead the students to
proceed from competence to performance(Stern, 1983;

Chastain, 1976).

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

of the teacher and students, human sensitivity, and



60

the quality of interaction are regarded impottant,
and that a good  general proficiency in the target
lanquage 1is the 1ideal goal of the aoproach(Kocaman,
1978; Chastain, 1976 Krashen, 1982; Brown, 1980;

Stern, 1983; Diller, 1978).

2.2.4.4. Opinions for and against the Approach

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

by the earlier theories.

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

aré 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 explanation and exercise section provide
very little comprehensible input,  for the focus 1is
on Forﬁ, not meaning. It is also added that the potential
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 wutterances
produced by the acquired system, the student focusses
his attention on form by thinking about <correctness
of his wutterances. Therefore, it, in Krashen's boint
of wview, appears to be the case that the approach
leads the student to place more emphasis on accuracy
or correctness of his utterances rather than on fluency
in his berformance. The other opinion expressed by
Krashen is that the approach assumes that everyone
can accomplish conscious leafning, and that all rules
can be learnt. Thus, it endeavbrs 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
vadults, but not for =all. Diller explains it by saying
that it is much more efficient for most adults if

there can be meaningful practice of the grammatical
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constructions of the language in an orderly way. Diller
also points out one fact that the zdult seems to be
better at accomplishing conscious learning rather

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

As a conclusion, the Cognitive-Code Approach'
has introduced language as an intellectual learning
problem. It has placed emphasis on the learning of
code and 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
mistakes have been positive with no insistence on
over—correctioh in order to avoid discouragemeht in
the student. The approach has also seen the teacher
not as the only authority 1in the <classroom, as 1in
the methods mentioned before, but as a facilitator
who helps the students to have a cognitive control

over the structures of the target language.

2.2.5. THE COMMUNICATIVE(FUNCTIONAL/NOTIONAL) APPROACH

2.2.5.1. History

In its historical development, the origin of

the approach can be traced 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 
methodo}ogy(Brown, 1980; Stern, 1983). Applied linguists

focused their attention on the functional features
of linguistic communication rather than on the forms
of language. The experimental studies <carried out
by applied 1linguists such as Candlin, Allen, Corder,
Wilkins, and Widdowson provided new ideas with emphasis
on Funcfional 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 converéation were given  more importance by
curriculum designers. This type of curriculum was
called 'a notional or sometimes a notional-functional
syllabus'. As an alternative to the 'structural Syllabué'
which basically teaches the forms of language in terms
of its grammatical and 1lexical wunits, the notional
syllabus introduces 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 language use as

communicative events'. It was 4dlso 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).

Wifh a new view on the design of a curriculum
based on the communicative principles, The Council
of Europe Modern Languages Project draw attention
to an vimportant poinf that teachers should be aware
of ‘language needs of learners in order to deterhine
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 and  identification of language
needs toock the first and most important part in the
procedures to make language teaching commgnicative
(Stern, 1983). Besides, varying needs of the learners
who 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 limited fime; Thus, teaching language for
special or specific purposes as a sub-branch of language
teaching placed more importance on communication.
As a result of that, knowing the communicative needs
of the learners was regérded as wvitally important in
the preparation of this type of syllabuses, and the

communicative functional/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 cdmmunicative
competence that he will need for the use of the given
language may afterwards acquire the grammér 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 reality of language
use, and many linguists, language teachers have been
actively endeavoring to give a concrete shape to this

direction of language teaching.

2.2.5.2. Theoretical bases and purposes

The 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 1in his parformance in that language just
by knowing the structures and vocabulary of it; He may
knoew the grammatical rules of the lanquage perfectly,
but may not be able to wuse the language. A language,
they say, 1s also used for functions guch as greeting,
apologizing, arguing, and so on. Besides, the social
confext, they believe, determines how we should express
our 1intentions, emotions, and opinions. It is also
stated that we conclude whether the exchange is communicative
by evaluating whether receiver and sender have mutually
agreed on the meaning through the interaction in
conslideration of feedback provided by the receiver

(Larsen-Freeman, 1986).

Hence, it 1is 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 'communicative competence’
in learners who are exposed to different social situations
during the learning process of that language. According
to the theoretical bases of the approach, it is maintained
that culture can not bbe put aside from language;
they are closely related with each other, and that
culfure is not 1limited to the fine arts or literary

language. Thus, culture is studied by observihg a
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native speaker's typical way of 1life in his society.
The use of nbnverbal behavior as oane asﬁect of the
culture of the target sociefy is also taken into
consideratiaon by the Communicative Approach(Brown,

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

the goal s to develop communicative competence
in the learners. Communicative competence means being
able to wuse the given language appropriately in a
given - social context. For that purpose, the students
are provided with knowledge of form, meaning, and
function. The teacher 1is 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 lanéuage.
The approach also requires the teacher té enable the
students to make use of different communicative
strategies for choosing the most appropriate form
among others with respect to the given social context
and the roles of the participants(Larsen-Freeman,

1986; Widdowson, 1978).

As a conclusion, the communicative Aapproach
requires the teacher to wenable his students to be
communicative in that language rather than to provide
them with é knowledge merely on the grammatiéalrules

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

This 1is just an example of the type of lesson

that the approach follows.

In order to develop the students' reading skill
in the target language taught by the approach, the
class may be given a copy of text written in the authentic
language to read, and the teacher may ask the students
"to do the exercise 'Scrambled Sentences' after they
have sufficiently studied the material presented in
the text in the other communicative activities. By
dealing with the exercise 'Scrambled 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 finished, the teacher and students
make a discussion about how much the writer is certain
of his thoughts and feelings in his utterances in
the text. After that, the students are required to
tell each wunderlined prediction in another way with
similar meaning. In the following activity, there
is a game to be played with thirteen cards showing

a picture of a piece of sports equipment. Before starting
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it, the teacher tells them what they are going to
do clearly. 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, three —cards are distributed to each of
four students in the group. ‘The last 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 wusing the name
of one of the items in his sentence in the target
language. If the item in ' his predictien is not the
one in 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 is given
a chance to predict. The activity is followed by another
one. The students make grouﬁs of three. One Student
in the group has a picture strip story. A number of
successively arranged' pictures which have no  words
beneath communicate &2 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 ié correct, the

two students  make their prediction for the fourth
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picture which they do not see. When all the pictures
aré shown, - a new strip story 1is given and roles are
changed. For the other activity, the teacher tells
the class what they will do clearly. This activity
is a role-play. They make groups of four. One student
1s a boss. The others are the employees. It is supposed
that their company will merge with another company.
The 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
jJoins each group to help and give advice if they need.
After the activity is finished; the teacher and students
ask and answer QUestions about what 1anguagé forms

are more appropriate in such a situation.

In order to develop the students' listening
and writing skill in the target 1language, thé teécher
may read some other predictions to hear the students'
opinions and beliefs about the probability of them,
and want his students to 1listen to, for example, the
debate between two political candidates on the radio
or to watch it on television at home and to write
their prediction of who "will win the election and
why. These are read at the beginning of the next class

(Larsen-Freeman, 1986).

The role 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 communicatidn, often uses roleplays in the classroom,
and behaves as an advisor. He 1leads the students to
work in pairs, triads, small groups, and as a whole
group. He acts as a '"co-communicator", too; in other
words, he takes part or participates in communicative
activities with his students. He 1is not the | only
authority in .the classroom, as seen in some other
methods. Students' interaction with o©ne another 1is
much more than they interact with their teacher. Therefore,
this approach 1is not teacher—centefed(Larsen—Freeman,

1986).

While testing the class, emphasis is not only
on accuracy or formal correctness  but also on the
appropriate use of the language within a given social
context. The students are required to be communicative
in a givén situation by wusing appropriate linguistic
uttefances wifh fegard to social status of the participants

(Stern, 1983).

As a summary, it <can be said that materials
and teaching procedures are developed with Trespect
to the needs analysis, for what the students need
the language fdr is very important. In the activities,
language is seen as a tool for communication, not
as an object of study. Such teaching activities as

scrambled sentences, picture strip stories, games,
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role-plays . carry a communicative intent with three
features, namely information gap, choice, and feedback.
Ry participating in these activities, the students
learn how to express their opinions, feelings, and
beliefs. Working in small groups increases the amount
of communicative practice significantly. The skill(s)
the students need are practiced from the beginning
of the course. The practiﬁe is not repetitive or imitative
but  provides the students with natural options of
language use which bring the kinds of choices that
are found in spontaneous communication. As the students
do the practice of the skills in the classroom, their
errors are accepted as natural, and they are not
overcorrected. Because the goal in communicative activities
is fluency, not 100% accuracy. The students are free
about what and how to say in the target language with
its alternativé forms. Authentic language materials
such as radio or television broadcasts, weather forecasts,
realia, menus, timetables, other visual and audio-visual
alds, pictures, cards are widely used in the activities.
It should be also noted that the teacher is to have
a basic knowledge of the field in wﬁich the students
will be specialized, to be flueﬁt in the students’
native language, and to use the target 1language with
an excellent control. The teacher can use the students'
native 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 19765 Brown, 1980; Brumfit and Roberts, 1983;

Widdowson, 1979; Johnson, 1982; Littlewood, 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(l976> that the wuse
of authentic materials in the application of the approach
allows the students to wunderstand more varied forms
of language than they are capable éf producing 1in
the classroom, and that a functionally organized language
teaching can be wvery profitable for a student with
a sufficient grammatical knowledge in that language,
and that the communicative facts of language are taken
into consideration from the wvery beginning of the
course without disregarding the grammatical and situatibnal

factors.

It is stated by Brumfit and Roberts(1983) that
a functional/notional syllabus may significantly increase
motivation in. the learner since he is exposed to the

target language with respect to his needs, and that
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a sylabus  based on the Communicative Approach can
be quite 'suitable for special or specific purposes,
as in the case of ESP courses, and the course, Brumfit
and Roberts exprésé, may become easier for the teacher
and students if the textbook writer can focus his
attention on the —carefully —chosen functions as he

writes the teaching material.

The approach has been open to negative criticism
as well. It is said by Stern(1983) that the compléx
relationship between fbfm and significant factors
in a conversation such as the roles of the participants,
their personalities, the topic that has an important
role 1in determining the function of grammatical units
has not been revealed satisfactorily, and that the
concept of appropriacy is a difficult matter to test
and a diffiéult 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 1n the same situation. Besides,
the area of éppropriacy, - tern believes, has not been
explored. completely. The other point stated by Stern
is that the burden on the shoulders of the teacher
is too mﬁch, for ~he should facilitate learning by
planning the necessary teaching organizations before
the class begins, and should be a gquide in all teaching
aétivities, énd 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, for  there seems
‘to be no base to control. Besides, it 1is pointed out
by Brumfit that some of the activities of the approach
such as putting the scrambled pictures in the Tight
order, replacing the scrambled sentences in a 1logical
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 lanquage through them by giving
impoftance 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 language teaching without communicative component.
2.2.6. THE AFFECTIVE/HUMANISTIC APPROACH

2.2.6.1. History

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

in the concept years ago.

With his classical work Client-Centered Therapy,

Carl Rogers(l951) put forward some principles about
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human behavior. The idea behind his humanistic psychology
has become influéntial on language teaching programs
a greét 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 unigue 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, 1967;
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 domain have had a great contribution
to language learning/teaching and created a new 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 his 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(1964) with five levels of affectivity:

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

attention to it.

The second sevei is responding. The person
should voluntarily respond to it with his own intention

and have a satisfaction from the response.

The thirdz level is wvaluing. He attributes a
value to a thing, a behavior, an action, or a person.
The characteristics oF‘ beliefs and attitudes play
an important role in valuing. He ‘accepts a value only
after reaching the point of conviction that 1is the
result of the attemption of pursuing, seeking out,

and wanting it.
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The fourth one is organization. He makes an
organization of values, relying on his beliefs. Hence,
his organization —consists of a system of beliefs.
By doing so, he reflects the way he sees interrelatioﬁs

among them byestablishing a hierarchy of values within it.

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

attitudes and gives us clues about his world view.

The relation of all these levels to language
teaching/learning is that language and human being
are 1n a very close interrelation with each other,
and humén being‘ is an emotional creature as well as
intellectﬁal. Besides, the learner 1s likely to have
a tendency  to be receptive to that language, to "be
responsive to 1its speakers and the context in which
he is communicating, and to attribute a value on the
communicative act of intefpersonal exchange he is
engaged 1in, since receiving, responding, and ‘valuing
exist in @all human beings. The teacher therefore can
make language learning more effective by wunderstanding
how an individual feels, responds, bélieves, and values
and by showing more respect 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 psychoiogy, the
Rogers's belief, which constitutes the basic thecretical
view of the approach, is expressed by Brown(1980)

in the following terms:

"o, 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 reality that is indeed
congruent with reality, 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. All these and other factors are related
to language learning, for the nature of language is

very pervasive.

The purpcse of the approach 1is to facilitate
learning in a nonthreatening enQironment. 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 additionbto that,
the actual cognitive process of learning is 'not of
importance, for it 1is stated that the learner, in
Rogers's view, may perfectly learn everything 1in a

properly created context(Brown, 1980).

As a conclusion, it can be said that the affective/
humanistic approach 1is based on the theory that -what
15 indispensable for an effective learning in language
teaching settings is the creation of a Thumanistic
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 1is just an example of the type of lesson

that the approach follows.

The teacher may begin the 1lesson by telling
the students that they are going to have a cénversation
in the'target language, after Umy have sit in a circle
around a table, on which there 1is a tape-recorder.
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. 0One student says
something in his native language. The teacher translates
it into the target language 1in 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 blackboard. He writes each recorded
centence 1in the target language on the board, leaving
enough spaée to write "the correspondihg one 1in the
native language under eédh of them; After he has written
each sentence in the target language, he underlines
‘the first word to hear the corresponding one in the
native language from the students. If they give no
answer, he writes it himself. This is done in 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 pronunciation of the words in the target language
in the written form. The student pronounces one word
or phrase of the transcript on the board, and the
‘teachef gives the correct pronunciatibn of .it as many
times as the student wants. This activity is carried

out in the same manner with other students.



Next, the‘ teacher requests the students to
make groups of three to produce new sentences by using
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. When he sees
a ‘mistake in one sentence, he says the grammatically
wrong sentence in the correct way. Then, -'sentences
written in each group are read in the classroom. After

that, the tape is replayed twice as the class listens.

The final phase 1s that he asks them to make

their comments about all these activities.

In the next  two ~classes they go on dealing
~with the conversation. . They study the conjugations
of the selected verbs wused 1in the conversation and
make small groups to produce new sentences by using
the new forms. Later, the new. sentences are shared

by the groups in the classroom.

Then comes the reading activity in whiech students
read the transcript. One student reads it in the target
language, and another reads it in the native language.
Asv 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 1last activity in which
the students deal with the reconstruction of the conversation

created by themselves just before(Larsen-Freeman,

1986).

The teacher's attitudes and behavior toward
the students are seen very impecrtant, 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-Freeman, 1986; Brumfit, 1982).

As a summary, learning a language is seen as
a self-realization experience. Therefore, self-disclosing
topics with focus on positive aspects and feelings,
experiences, wishes, values, fantasies, and memories
are  communicated in the <classroom. Positive 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 1is important 1is class
.atmosphere rather than method or teaching materials.
So the teacher and students interact with each other

through a genuine communication in meaningful contexts.
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Many times, the students work in small groups, for
peer support and interaction are considered as necessary
for learning. In the 1initial stages, there 1is often
a heavy wuse of translation. Then, 1t is no longer
used at later stages. Thus, the teacher 1is expected
to have a perfect proficiency 1in the native ianguage
of the students‘ and in the target language(Moskowitz,
19785 1982; Brumfit, '1982; Brown; 1980; Larsen-Freeman,
'1986; Manning, 1971; tarly, 1982; Daniels and Packard,

1982; Rardin, 1977; 1982; Stevick, 1982).

2.2,6.4. 0Opinions for and against the Approach

It is expressed 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
cooperation, - not competiton, for they are allowed
fo determine the types of conversation or to prepare
the curriculum with the teacher together in the early

stages.

‘It is said by Moskowitz(1982) that humanistic
techniques surprisingly do not 1impede 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
MﬁskoWitz that the approcach helps the students realize
that all human beings are alike, no matter where they

live.

It is pointed out by .Brown(l980) that Carl
Rogers's ideas with emphasis on student-centered teaching
and communication have played a significant part in
bringing about the necessity that educational process
should be redefined with Trespect to communicative

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 situations.
Besides, there 1is, according to Brumfit, much heavy
burden on  the shoulders of the teacher. 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(198Q0) that a lack
of teacher's direction may woccur wundesirably since
his role 1is 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 1importance to student's inner world
since it has an emphasis on respect for the individual.
Besides, it has encouraged personal expression and
provided students with many opportunities to express
themselves freely through communicatiQe activities
with emphasis on fluency. Even, the students in the
early stages have been allowed to design the syllabus
~which reflects their own decisions about what théy
want to be able to say in the 1language to be taught.

So the approach has given students freedom to learn.




CHAPTER ITI

EVALUATION OF THE SAMPLE TEXTBOOKS

5.1. 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 each leéson
presehts'some grammatical points of the 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 learner is to memorize the given grammatical
rules and the list of verb paradigms. In the explanation
part, lsyntactic differences between the two languages are
included as well, for the two languages are often compared
‘to each other throughout the book to help the learner to
make 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 target language are given with
- their equivalents in the native language of the learner.
The final phase involves the practice of the given rules
-and vocabulafy of the target language through translation
into the native language of the learner, and vice versa.
On the last pages of the bok, there 1is a key to the
exercises to help the learner check hiﬁself whether he has
translated the sentences glven at the end of each lesson
correctly in botﬁ 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 Jlogical analysis with much emphasis

on reading 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 does not put too much heavy burden on the shoulders
of the teacher since it does not require the teacher to

be creative and to make a pre-teaching preparation.
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On the other hand, the book does not include
real-1life situations and makes no mention of how the
participants in a communicative interaction modify
their linguistic wutterances with respect to their
social status. The book may improve the learner's
reading and writing ability in the +target language.
However, there 1s too much use of the learnér's native
language in it. Since it wmainly —covers grammatical
pointé and explanations with many rules, it may create
boredom in the learners and may also diminish motivation.
Suprasegmental features such as intonation and stress
which are significantly influential on meaning are
not taught -within a wide information. The learners
are expected to producg correct wutterances too soon
through the wuse of very little knowledge'on rules and
exceptions. Besideé, meaning is taught through translation
which needs a special skill; every learner can noﬁ
be good at translating linguistic utterances. The
book seems'tﬁ neglect communicative purpose in language
teaching since it 1leads the 1learner to regard himself
successful if he can state a grammar rule of the target
language or translate the given sentences into and
from his native language. The manner it teaches the
language 1is very prescriptive for the learner. As a
typical textbook of the Grammar-Translation Method,
it has too much explanations and less exercises. The
importance. given 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 language.

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, nationality, position and
possession, ©parts :of the body and simple actions,
numbers, shape-size-color with illustrations and a
picture, causation, any and some, clothes, the Alphabet,
and the review of all the previously taught subjects.
- The first part of the book also includes.very briefly
given explanations on rules with some examples and
a list of personal and relative pronouns. The practice
of 'the given new language material 1in 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 year, the weather, the

fire, meals, shopping, travélling, the office(Appendix D),
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and many others. ‘After the students read a specially
constructed short text written with spoken everyday
language 'in the part, they déal with the questions
about the text. There are also some personalized questions
to be answered by the students. Then, they are given
a‘proverb for oral discussion or to-write a composition

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 1less rules but

more written texts in the target language.

The iast part includes some selections from
the 1literary works of famous writers of the target
society. The prose type literary works are just for
pleasure and comprehension and are ‘presented to the
advance students. The literary texts are Foilowed
by a iist of key wofds used in the 1literary works,
and the definition of each word is given in the target

language.

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

comprehension. In addition to +the given questlons,



92

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 language as they 1learn not
literary but everyday spoken language 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 wunderstand 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 spoken
all the time in the <classroom. Therefore, the only
language used throughout the book is the target language
which 1is studied in the lessons through step-by-step
progression. As a result of the purpose, synonyms,
antonyms, and paraphrases of the wunknown 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 fhymes, 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
tarqgel society, for culture is not limited to literary

language.

As a summary guide to everydéy speech, the
book presents a vocabulary corcerned with the commoner
intérests of 1life and  also includes some articles
for debates on subjects of interest to help the teacher
to create a genuine communication in the classroom
and to tesf the students' progression in learning

the language.

The book leads the teacher to make use of a
variety of teaching aids in the lessﬁns. By doing
so, the teacher mayv appreciate how teaching aids make
learning more efFective.when they are used appropriately

at the necessary time.

Teaching vocabulary contextually 1s another

good point of the book.

Despite of all these good points, the book
may be criticized by saying that it is still grammar-based
although the lessons in the book provide more compre-
hensible 1input through the usé of' different ﬁeaching
aids and the target language only than those 1in a

textbook based on the principles of the grammar-translation,
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there is sfill much constraiht on the efforts that
can provide a greét deal of it, for the teacher is
expected by the book to attach importance to form
and to correct errors as soon as they occur. Even,
one. of the lessons in the book, A few Hints on Grammar,
is dedicated to the teaching of correct wuse of some

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

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

still emphasizes accuracy.

5.4. 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 basic vocabulary oF. the language and are related
to a heaningful situation. FEach of them 1is given a
number. It is followed by Intonation Practice in which
intonation patterns are infroduced and practiced with
a tape-recorder either in the language laboratory
or in the classroom. Then comes Questions and Answers

which are done for the practice of pairing and matching




95

the base éentences into conversational form. Next
is Substitution Drills which include vocabulary and
grammatical substitution techniques to teach the variation
sentences. These Septions of the wunit mentioned above
serve for providing the = pronunciation practice and
drill material to enable the students to use the given
forms successfully. The' Conversation Section 1is aiven
within short dialogs to provide the students with
an gpportunity to practice the given material in informal
conversation in the <classroom. It is followed by a
written text for reading practice. Next is the questions
about the topic of the text. The other section contains
Exercises. Some of the exercises are done orally and
some of them are written drills. Fill-in-the-blanks
and transfgrmation typé of exercises are given to
practice word and verb forms, and some basic tenses
in the language. Then, the students are presented
a Word List which includes Verb Fbrms and Expfessions

used in the conversation and text.

On the 1last 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 the exercises given in the book.

The aim of the book 1is to teach the structural

patterns, vocabulary, and pronunciation of English
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mostly through 1listening and speaking activities with
a tape-recorder 1in order to form new habits in the
students so that they may speak the language as

automatically as they speak their native language.

The textbook gives importance to suprasegmental
features of the language . 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 1is 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.
One of them is that before teaching Intonation Practice,
the book does not include any section to help the
students know the meaning of the sentences they are

working with.

The book forces the students to produce their

utterances immediately without making an error esbecially
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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.

According to the teaching order of the book,
structural patterns precede vocabulary, and the emphasis
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 tb
be used to negptiate meaning. Because form 1s more
important than the content of them in the book. It
is no mean feat to memorize such a dialog as in the
Unit é(Appendix E). The sentences used in it are good

examples to an unnatural and contrived use of language.

The book puts much emphasis on pattern drill,
and it teaches the lessons through little memorization
of dialogs and 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 requirement of interest
and relevance which are very important for the students.
Substitution Drills do not aim at providing the students
with real communication, for the manipulation of structures

is what the purpose of the drills is. With the drills,
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the book shows 1its rejection to cognitive 1learning.
But it teaches the grammar of the language step-by-step
within a sequence of structures in an inductive manner
by 1leading 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 properties of the language
“through mechanical drills with emphasis on oral accuracy.
Therefore, the students with well-acquired mechanical
speech habits may still be wunable to think 1in the
language or to speak 1t 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 thfough contrastive comparisons, explanations,
definitions either in the target or native language
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 they can begin to make a progress
slowly and consciocusly through the use of given concepts
in order to be able to express themselves communicatively
in the performance activities. In other words, ' the
textbook teaches phonological, semantic, or syntactical
aspect of the target language in.such a way that the
students can grasp the meaning of the concepts in

the book.

vBefore dealing with the exercises, the students
are provided with all the "information they may need
to wunderstand the concept(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 wunderstanding of the language system. The first
thing to be done 1is. to establish comprehension of
the English system in the students, and to lead them
to relate it to the Spanish. So the students with
this type of ‘exercises learn how to make a conscious
selection of word or form, and they answer-  them in
the target language by making use of some given clues
in their native language. Therefore, the purpose of
the _exercises in the textbook 1is to complete the
understanding process which has been begun at the
beginning of the lesson, to help the students remember

the foerms 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 1is expected to have automatic responses
throughvconditioning by drills. But, cognitive exercises
do not aim at ﬁriggering automatic, nonthoughtful responses
which are immediately reinforced by the teacher, and

they are done in independent study situations.

The advantage of wusing cognitive exercises 1is
thatthe teacher can spend more class time for application
activities if the clas is provided with a suscessful

meaningful learning.

The final portion of the wunit in the textbook
includes communicative activities. The book presents
reading and listening comprehension passages so carefully
that the students can see how the 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 1language. With the material in the
final portion of the unit, the book enables the students
to answer questions about the 1listening or reading

comprehension passage, to ask and answer personalized
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guestions, 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 materials to be taught
in the textbook leads the students to pregress from
comprehension to cOmpetence and then to performance
by presenting to the students the parts to be learnt
and then é total communicative picture in meaningful
- learning, meaningful practice; and meaningful application
activities with ~emphasis on all for language skills

which are seen as complementary to each other.

. But, the book attaches more impdrtance to learniﬁg
which may be defined as a conscious process. Yet,language
teaching with any material should focus on encouraging
acquisition, ©n providing input that stimulates the
subconscious language @acquisition potential all normal
human beings have. It should be also noted that learning
does not‘ necessarily turn into acquisition in every
case. A .perfofmer who can wuse 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.
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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
structures of the target 1language with emphasis on
developing skills of discourse within a wide range
of communicative settings iﬁ order to teach the léarner
important discourse functions such as description,
“narration, instruction and explanation in such a manner
that the four language skills are practiced with equal
emphasis on each of them with a wvariety of spoken
and written-text types, visual and recorded materials,
activities and gameé presented 1in real-life contexts
with respect to the learner's own experience and his

-communicative needs.

Unit 14, which was chosen as a sample unit
(Appendix G), begins to teach 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 1is
also presented to the students. The aim of the dialog
is to increase the students' listening comprehension,
to introduce ‘new language items in a context to show
their function, and to improve pronunciation and intonation.
The dialog is followed by comprehension quéstions.

The book provides the students with another activity
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for the listening comprehension by présenting a recorded
material "The Radio Bristol Quiz" in the Extension

Part of the unit.

For the practice of speaking, the students
work in pairs to ask and answer the questiohs in Set
about the person in the dialog, using the press release.
They practice the new structure and vocabulary, as

they deal with this activity.. When it is finished,
‘they ask and answer the questions in the book about

their own life this time, working in pairs.

Ffor the practice of writing, a short paragraph
is givén as an example in the wunit, and the students
write a paragraph about one of their friends or relatives
by making use of it. Another activity inveolves completing
a chart presented in Set 2 to enable the 'students:
to use the new structure and new vocabdlary in the
wriften language. Then the class is divided into twos,
and one student in each pair makes and completes another
chart for his partner's life by taking turns after
getting the necesséry.information through oral exchange.
The other activity presented by the book for the writing
section 1is that the students write a short biography
about themselves by making wuse 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 person
introduced in the dialog at the beginning of the unit,
and do the questions to answer what each paragraph
in the article is about. In the Extensiocn Part, there
1s ahother article, the subject of which is on a very

famous singer's life story.

The Oral Exercises include role-plays and dialogs.
The SﬂMSME' are fequired by the book to work in pairs
for the rdle—play, supposing that one student in each
pair' is the singérr intfoduced at the beginning of thé
unit; and.thé other one is the interviewer. Then they
perférm it. Another role-play is also presented in
the Extension Part. The aim of the oral exercises
is to give the student practicé . in manipulating the
structures, and to make him aware of their function
in a broader context, so that he will know how and

when to use them;

The wunit ends with the section which provides
the students with a checklist of the structures, functions,
and vocabulary'téughﬁ before by giving example sentences,

a summary of. the grammar in a substitution table and

a list of the new words and phrases.

The aim of the book is to present the language

the student méy need to take an active part in a wide
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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 1is 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, fole—plays, oral exercises, reading
and‘writing'activities. So their motivation may increase
to a great extent. Also, oral exercises, role-plays,
dialogs, reading and writing activities contribute
to the development of creativeness in their performance,
for the book encourages personal expression and free
style of writing. The exercises‘ for the practice of
writing ih the wunits may develop their ability to
express the orally practiced information, 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
theif own experience to what they practice in these
communicative activities. So, learning becomes meaningful

to them.

By the book, the student becomes more sensitive

to the concept of appropriacy.

The units in the book present the language
in  realistic, social and human situations 1in 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 ‘to the students, since their needs are

given more importance.

Each wunit in the book 1leads 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 wuse of pictures, photos, maps, articles
from newspapers, 1illustrations, and drawingé. It also
includes authentic 1language to allow the student 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 of these advantages of the book mentidned
above, the teacher, however, may feel that he is to
have more experience in what situation, which structures,
words, and suprasegmental features can be wused more
appropriately in the language since the book gives

more impartance to the concept of appropriacy.

The other point is that the teacher should
have a wide information aboutthe culture of the target
society, for the book presents it not in a 1limited

range.

As a conclusion, it can be said that the book
draws the student's attention to the communicative
value of what he 1is learning rather than to its formal
-aspects as it teaches strategies for handling particular

language functions without any grammatical explanation.
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5.7. A SOURCEBOOK FOR THE AFFECTIVE/HUMANISTIC APPROACH:

CARING AND SHARING IN THE FOREIGN LANGUAGE CLASS

In this section, there will be actually no
evaluation‘ of any textbook based on the humanistic
approach but: that of humanistic. exercises which are
introduced in a sourcebook on humanistic téchniques
for language teachers who will appiy this approach
in their lesson. The main réason is that it is hardly
possible to find a textbook based on the approach,
for what 1is importaht is class atmosphere rather than
method and teaching materials. It is explained by
the  writer of the book, Gertrude Moskowitz(1978),

that:

"I see the first -thing vyou want to
know is what are vyou supposed to do with
the materials you already have and are expected
Lo use in your foreign language classes.
The answer use them! Humanistic techniques
can be included to supplement, review, and
introduce your already existing haterials.
The reality of the situation 'is that almost
every. foreign language program uses commercially
prepared ‘materials, which are wusually a large
expenditure for the school district. The
intention i8 not to discard . these. Include
an awareness activity wherever one relates
to what the 'students are studying or where
you find it appropriate.”

Moskowitz, 1978: p.Z23.
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Before the book introduces 120 humanistic
exercises, one of which is presented in Appendix H, it is
explained to language teachers how to fit them in
humanistic 'exercises. It 1is supposed that the topic
of a reading passage in a textbook is about exchanging
gifts. The teacher may choose the topic of gifts
and ask the students the question of what gift they
would like more than anything in the world to have.
So, such an exercise may be used to develop the ability

to speak or to write in the target language.

Humanistic exercises can be helpful for the
teacher tg have a real communicative wuse of language
in the classroom, for they provide the students with
many opportunities to EXPress their own opinions
as they make comments gr discussions during - or at

the end of the exercises.

Since students' feelings, opinions, values,
and beliefs are. recognized in humanistic exercises,
.fhey can become eager to participate in the activities
and show a willingness to use the language once they
have .realized that they are given importance and
shown rTespect. So, positive attitudes toward each
other cevelop, and +this makes the classroom a 1lively

and nonthreatening setting.



110

Through the wuse of humanistic exercises, the
atmosphere created in the classroom provides students
with learnings and an environment 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 te learning.
Because 1f students have negative feelings toward
their classmates or the teacher, they are likely
to show a rejection or to 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 lingQistic
purposes of such exercises cover 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 is .that the teacher should
choose and explain the topic so carefully that it
does not cause the students to deal with their negative
sides as they practice the language with 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 is 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. CONCLUSION

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 wuse of such textbooks effectively
is left to the resourcefulness and creativeness of
the language teacher. He/she could adapt the textbook

according to the needs of his students.



CHAPTER 1V

SUGGESTION TOWARD AN ECLECTIC APPROACH

4.1. FUNDAMENTALS OF THE ECLECTIC APPROACH

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

and the Direct Method;

The theoretical assumption of the approaéh
is that the better students feel about theﬁselves
and others, the more likely they are to achieve. Developing
healthy relations, recognizing interdependence, expressing
one's Feelings, achieving one's potential, sharing
oneself, and giving and receiving support constitute
the emphasis, for they are seen as conducive to learning.
So, the approach encourages self-actualization. Teachers

are expected to give impartance to students' intellectual

113
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and emotional sides, to promote the positive psychological
growth of students, and to be a@are of that there
is increased attention when they want to talk about
what they want to.say and are attentive and interested.
The “teacher  should help the student find a meaning

in given facts.

Since studentsl have = a range - of éxperience,
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 integratiﬁg the subject
matter and personal growth dimensiocns into the curriculum.
The content of it relates to the feelings, experiences,
lives, memories, 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 pefsonally
reinforcing interaction, he 1is 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 that the student
will see - the imﬁediate 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 1in context rather than in iéolation through
the wuse of visual, audio-visual teaching aids, realia,
paraphrases, - synonyms, antonyms, drawings, pantomime,
~demonstration. Students arenot asked to memorize the
new words. The teacher may select only two or three
students 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 listener/readeror situationon 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 dialcg that
contains 1angUage items introduced in realistic, human
and social situations and ask them to discuss, or
to summarize it, or to give answers to the questions
about it.' The important point is that they should
be able to distinguish the important words in spoken
English while listening. The teacher may use a tape
recorder in the classroom. The practice of the speaking
skill.is performed througﬁ the wuse of. oral exercisés;
open dialogs, role—plays{ games, and songs. For the
practice of reading, the teacher may give a oreading
passage of authentic language, ask the students to

find the functions being taught in the written text,
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want them to“say them in another way with similagrT
meaning, and require them to ask and answer some questions
about the topic of it. The use of authentic materials
may give students practice in real English and ‘provide
them with a wide range of language use. The practice
‘of vwriting skill is done with the exercises which
aim at enabling the students to wuse the language more
creatively .as they practice a function or topic with
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 the student
should not be presented only with language that is
within his productive range. As students deal with
the activities, an error may occur. In such a case,
the teacher should be prepared +to accept it not as
evidence of carelessness, or unsuccessful teaching,
but as that of the fact that the student who has made
it is in the learnihg process. Ihe teacher may correct
only those errors that cause semantic confusion, and
those that are very often made.. In 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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for dialogs, 1listening and reading passages without

constant shifts from one language to another.

The suggested approach is a learner-centred
one.  The teacher 1is not the focus of everything. that
happens in the classroom. He méy have a less important
role. Interaction‘in the classroom i1s mostly student-to-
student. The task of the teacher is 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 given a genuine respect
and seen as a human being bybthe teacher and involved

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 fhe Simple Future + 'if' and 'when' <clauses are
introduced, to teach it in an eclectic manner through

the use of the approach.



As mentioned in Section 1.1.4., the time allocated
to teaching English in Turkish public junior high
schools 1is only 3 'periods per week, and each perind
]asts 40 minutes. The following application has been
developed for a week. It is assumed that the periods
are distributed as two periods one day, and one period

the following day.

After wérming 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 February 2nd. Today, it is Fabruary 3rd.

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

students, "Which wmonth are we in now?'" They say, 'We
are 1n February now." The teacher directs another
question: "Which month will follow February after

the end of 1it?" They say, "March will follow February
after the end of it." The next question from tHe teacher
to the.class is: "In which month will you be on holiday?"
They reply it by éaying, "We will be on holiday 1in

June. "

In the next activity, the teacher distributes
a handout, on one side of which there 1s a formal
letter(Appendix J), and he tells that every student

will put it face down on ‘the desk, so that no one
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will seé the letter. Firstly, the teacher introduces
the setting and context. After that, the tape is played.
They 1listen to 1it, trying to understand some details
in the letter. Then, the teacher explains new vocabulary
and expressions. The tape 1is played again. When it
is finished, he asks questions to check how much they

have understood the details.

For 'the next activity, the class 1is divided
into twos and deals with an open dialog(Appendix J)
on the‘ same side of the handout. One student in the
pair takeé the role of Jack, and the other student
performs the role of Peggy. 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 1is finished, the students participate
in another activity, in which they are required to
work ‘in pairs to communicate with each other in the
target language about travel arrangeméntS, 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) on one side
of the second handout. After it is finished, the groups

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

are expected to support theif own dictions as well.

Next 1is the aétivity which 1is. carried out with
a map(Appendix L) on the same side of the handout.
After dividing the class. into threes, the teacher
explains the topic by saying, "Suppose that you have
got an opportuniy for é world tour with your two friends.
Think about which <cities on the map you will wvisit,
what you will do there, which things you will take
with yau, and how you will feel yourself when you
are about to set off." FEach group 1s given a 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 quéstions to learn more about
its members' feelings, béliefs, opinions. At_ the end

of this activity, the first two lessons are finished.

On the vFollowing day, the 1last 1lesson of  the
week beginé with the reading activity, in which the
teacher tells thé 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 wunderline
the 'sentences having a prediction to find out how
many predictions are wused in each topiec. Then each
pair writes down some questions about the text and

asks them to other "pairs. This activity 1is followed
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by another one in which the students read the personal
letter presented in the textbook and compare it to
the formal one used for the listeming comprehension
tb see what specific differences they have. They express

their opinions 'as they discuss it.

To practice the writing skill in the target
language, the stﬁdents work 1in pairs and select ogane
of the dialogs introduced in the fextbook. Each pair
.writes an extension part to the dialog they have selected
inb a free style by wusing the lingqistic items being
taught. When the writing is finished, they read it.
Fach pair's written work is discussed, and comments

are made on it by the class.

Before the '~ students participate 1in 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
school day from the time they awéken in' the morﬁing
until -they leave for home at the end of the séhool
day. When they begin to imagine the day in the classroom,
they close their eyes for five or seven minutes. At
the end of the given 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 gfoup what his/her ideal school day was 1like,
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taking turns. Then everyone tells the most important
thing 'they envisioned in their 1ideal school fantasy
to the total class. When it 1s finished, they write
the Fanfasy they experienced, using the new structure,
for example, "In my fantasy school +there will be no
tests." It is followed by a discussion about what
types of things the students would like to see .chanced

and how many of these can be changed.

At the end of the lesson, the teacher assignes
a homework. - He asks the students to project into the
future five vyears from now and suggests that they may
consider a number of things éuch as where they will
live, ‘how they will spend muqh df their time, which
occupation they will have, what will be the most important

thing in their life, 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
language 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 textbooks 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 junior 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.
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Teaching the target language by the suggested
approach brings about thé necessity for some certain
modifications of the current language teaching programs
to improve ELT in secondary schools. It is thought
that teacher training programs should be modified to
pfovide teacher trainees with knowledge on the nature
of language and learning, and on langpage teaching
approaches and methods.  Teacher training programs should
-also 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 alreadyvgot while learning his native language.
Besides, showing respect to one's 1ideas, opinions;
feelings, beliefs, and inner world should be emphasized
in teacher training programs to create a more positive
environment. To make them more proficient in their
field, pre-service °~ and in-service training programs
on the hew developments, scientific ‘studies relafed
to language téaching/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 schools and to increase the hours allocated

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

are worth showing respect.
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APPENDIXES

APPENDIX A

A Sample Unit from An English Course for Turks:

Teacher's Book Elementary I.

UNIT ONE
The First Lesson:
Pronunciation:
Pronunciation of the plural suffix: [-s [-af /[-iz/.

B. Siructure:

1. Numbers

2. Plural o! nouns

3. Bur, only .
G Thcy are

i v‘:.muldry

OLEIWALY plane/pleyn/

two ] ) hospital/héspitelf

thires/Ortyf room/ruwm/

i'cnu Hort ‘shop/sop/
tveflayvf bridge/bric/

a.x/\ s/ rool/ruwt]

sevenfséven/ : office/ofis/

wighteyt/ ‘ farmf{arm/

nine/navn/ " friend/frend/

ety boy/boy/

wlevenjitévon/ y tallfto:df

tweve twelv/ . only/é6wnliy/

thirgeen/Bordyn/ count/kawnt/

fourteen/fortiyn/ they are [fey arf

filteon/fiftiyny ‘

sixteenlsikstiyn/

.sevczzaLecn/se.vami‘yn/

cighteenfeytiyn/

mineteen/nayntiyn/

tweny/twéauy/
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A, Pronunciation

the following, Studanrs listen.

&/ J-z| [-iz]

‘ ities | oranges
dogs watches
cars . buses
trues brushes
umbretlas glasses
apples dishes

dresses
houses

Say agam with the students repeating after you,

Ty gy A o
B. Structure ‘
Py e - - . : -
51 Teaclh counting frorn one to twenty in the following way:
Numbers . . S )
: a. Count from one to twelve. Students listen.
(usz rising, vising fulling intonation.)
oni, two, three ..., twelve
b, Weite the figures on the board to teach meaning,
Tointing to the numbers pronounce them and have the
o
students repeat.
¢. Cheek comprehiension by showing the figures on the board.
I ¥ g &
The whole class responds, \
d. Following the steps teach the numbers from o 20,
1. Foll g the steps teach the bers from 13 to 2
) Using charts 1 a and 1 b do the following drill. Pay attention
Piuiw! of to the three differeat pronunciations of the plural suffix;
Mouny -8, ~z, -izf " I
&4



.

~

yant

el
N

a. Poiar to and pronounce the chart items from one to four in

contrustive pairs, Swadents lisien,

cut Cats

cloek clocks
Si’:U'IlP St:’xmps )
bhaudkerchic! handkerchiefs  (the form handkerchieves

,~z{ 18 also common)

b, Do the same thing again. This time have the students repeat
alter vou.

c. [ollowing steps a and b use the chart items from 5 to 10.

“a

d. Following steps a and b use the chart items 11 10 20.

e. Count the objects in the classroon.

(Comnting the walls) One, wwo, three, four awalls.
(Counting the windows) One, two, threc windows.

[ Teach the word ‘eount’ and then ask the class o count
vavious objects such as the walls, windows, desks, chairs,

T, Count the walls,
(lass: One, wtwo, three, four walls.
o, Put some books, pens, pencils, handkerchiefs, cte. on the
tabile. Holding up a number of bouks, pencils, cie., count them.
Stodents lsteas (You can ke pens, ete., from the students.
“Pye got” does not necessarily mcan “I own them.”).

T One, two, three.
Tve got three books.
One, two, three, tour
Tve got four pens.

. 1lave sorce students count their books, pencils, ete.
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T: Al, count your books.
; Ali: One, wo. I've gou two books,
T Ali has got two books.
Class: He’s got two books.
T': Sevim, count your pencils,
Sevim: One, two, three.
1': Sceviin has got three pencils.
Class: She’s got three pencils.

Continue with other students and objects.

0, .
B3 Inwoduction of ‘but’ and ‘only’. ,
Put . )
B
sy a. Hold up your books, pens, ctc. (more than one) and have
a student hold up his book, pen, ete, {(Note that ‘oné’ is stre~sed.
T {Holding up two pencils) Ali, hold up your per il
(AL holds up his pencil.) Pve got two. pencils, butl s
only got one!
Clags:  You've got two pencils, but he’s only got one.
Cotitinue with a few other objects in the classroom, e.g. books,
picces off chalk, handkerchiels, pens, bags.
Introduction of ‘they are’.
B3 , ,
Thoy asve 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.

A Giinhan, take your pencil and put in your pocket.
Where is your pencil? ' ‘

Giinhan: It’s in my pocket.
Continue with more students.

L. Ask the students to carry out various orders.
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b
T Eray, tuke two picces of chalk. Put the picces of chalk
‘ on the table, (Bray carries out the order.)
B hie pieces of chalk are on the table,
G Whie pieces of chalk are on the tabie,
Condzue with Three books on the desk.
Two pencils: 1 the bag.

Five matches ' under the box,
«. Have various objecis on our desk. Take some of them and
put them soinewhere olse. Stadents watch and liseen. “

A (Putting the books on the chair,) Where are the books?
They are on the chair. v
(Put the pencils on the books.) Where are the pencils?
They wre ou the books. :

A\
d. Have the siadents carry ouwt orders.
1. AlL, put the books on the wable.
Where are they?
St They are o the table.
Coentinee with o few niore students and objects.
VO atige Vomting w0 the approprinee Chare I a pictures, pronounce the
Sar, following words. Studenrs fisten.,
plane/pleyn/ room/ruwu/
roofirwt] . shop/sop/
hospitalfhospitsl/ Lridge/bric/

uitice/olls/ farm/lfarm/

a. YIave e students repeat the words above. Check for correct
propunciation.

b Politing to chiare 11 @ pronounce the following sentences.
Studeants lsten.

1. The pilot is in the plane.

o, The flreman is on the roct.
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5. The nuese is in the hospital.

4. Lhe wypist is in the oltice.

5. The dentist is in the room.

6. The butcher s in the shop.

. 'Thie grocer 13 in the shop.

. The air-hostesses are on the plane.

G. The engineer iy under the bridge.

1o, The farmer is on the fuwrm.”

¢. Lookiag at Chart II a say the sentences above and have the

o
stwdenis repeat atter yow ‘ -

d Usine Chart 1T a do the following drill.

Ty Where is the pilot?

o

f{e’s in. che plape.

A!’:

' Pireman.

Cr. Ay Where 1z the fireman?
Gr, B Iies on the oo,

. Using Chart IT a ask questions with ‘who’. Class, groups or
mdividual studeats answer.
T Who is in the plane?
Cless : The pilot is.
i . Who is un the roof?
Clas, o The tireman is.

Coutinne with ol Chart items.

ii. Hlave the groups do the following drill.
T The planc.

Gy A: Whe is in the plane?

Gr. B The pilot 1s.

The roof. -

.Gy A Who is ou the roof?

The fireman is.

e

v
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BOOKS OPEN

Students repeat after teacher:

: Look ar picture one. A book,
CGlass: A book. '

T:  Look at picture two. Books.
Class:  Books. :

T:  Look at picruve three. He's got two books.
Class; He's gor tvo books.

Introduce thé other pictures. Studeats repeat.
the following.

T Leok ar pleture one. Is this a thick buek?
Class:  Yes, It s,
T:  Is it open?

Clags: Noy bobsw’t It’s shat.
Continue with the adjectives given below,

Picture 2 thick, open, shut.
" 4 -5 big, small, ;
7 -8 big, small, open, shut, empty, full.

ERS

Do the following.

Vool ar picture 5. 1as he got two hooks?
Class: Yes, he has.
1

I Look w picture 8. Has he got four books?

Class: No, he hasn't. ,
T: Heées got two hooks. '

fepear with piewures 6 and g.

teoneh the dintogue fllowing the instructions in the Introduction,

S

&
NS
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Paer I : Reading
Teach themew words: “friend’ /frend/, boy’ /boy/, “tall’ Jto:l/.

Do the rveading iollowing the instructons n the Introduction.
sk questions such as;

Where is Jack?

Where are his friends?
Who iz at the blackboard?
Mas he got two pens, too?

Pact 11 . Drills

S

A, B, € Drills should he done orally in clas, first and then given

as homework.

1

D. Teach the reading of the rhyme beating the correct rhythm
n ovour desk with your hand or pencil. Practise until the Students
have memorized 1t

Purs [V Diciation.

Clive the dictatdon following the instructions in the Introducion.

(Use the wpe, 1t available.)
Wiite the plurals ol diese nounss

1. a box; lour

2, a shirt; nwo

g.oan apple: six

S0 & dreggy cight _

5. a piece of chalk; ten

Read the tollowing, dnd if you wish, use as a dictation passage.
Jackiis 1 the classroom.(Iis friends/are in the classroom, too./
Are they short? [Yes, they are. [Jack’s got one box/. I've go:

three boxes,
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APPENDIX B

A Sample Unit from An English Course for Turks:

EFlementary 1.

CONCN PR

a hook books

4 hoy Liones She's got four boxes.

3
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Teacher:s  Corae here, Al Write your name on the blackboard,

Al : "The duster is here, but where are the pleces of chalk?
Teacher: . They're in that box, arew't they?
Al :  Oh, yes. Heére they ave.

4.



PART il
READING

ard his friends are in the clazsrcom. Two boys are at the

W SALL

blackboard, They're short boys. They're not tall, Jack is at his desk.

Jaol

He's got itwo pencils but only one pen on his deslk. His books and

nutebooks arew’t on his desk. They're in his bag.

PART IIL .
LEARMNING DRILLS

& .
ene, two, three, four, five, six, seven, eight, nine, ten
1. 2 3 4 5 (] 7 8 9. 10

eleven, twelve, thirteen, fourteen, fifteen, sixteen, seventeen
11 12 13 14 15 - 16 17 .
eightean, nineteen, twenty
13 19 20
B,
i in dhe blanks,
1. I'wve got fwo books.
2. He'sgoet......shirts.
3. She’sgotfour.....o..u.. S ,
4, Twve pol ...... apples.
5. Te's got six ... ...,

6., She's pot ...... dresses.
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Fill tn the blanks.

1.

o

9.
10.

D,

R I o

The
The
The
The
The

"‘The

The
The
The

The

pilot is in the
tireman ... ... the
nurses .. .. the
typist ... .. the
dentist .. .. the
hutcher ... ... the
grocers .. .. the
air-hostesses ... ...
enginecr... ... the

farmers ... ... the

One, two, three, four,

The tall man is at the door.
IFive, six, seven, eight,
Fleven students are late.
Nine, ten,'nine, ten,

f.ook at the picture and count the men.

PART TV.

DICTATICN

Are they short?
boxes.

&

plane.

roof.
hospital.
office,
room.
shop.

shop.

the plane.

Jbridge.

farm.

Jack is in the classroom. His friends are in the classroom, too.
Yes, they are, Jack’s got one box. Uve got three
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- LE§8O N "‘rji'xuz"'n" o

Ba. Tae Venn “to be’: Pasr Tense
(1) Under the English verb  to be” are included a number of
words of different origins (be, am, is, are, wag) and the same is
true in Turkish. We have alu.ady met the present tense (§ 67).
For the infinitive,: oln.ak Jis used, which properly means  to come,
to be, becomne oCCUF, mature ’. The past tense is based on a
stem i, < ,vhxch are addt,d thc past suffixes shown in § 8r:

wdim, 1 was . zdzk, we were
idin, thou wert _ idiniz, you were
ifi, he was A 1daler, they were

These forms, which are unaccented are used exther as inde-
p‘_r-dvﬂf words or, mpecxally in’ conversanon, as sufﬁxes. _In the
latter casé, the first { disappears after corsonants and cha.nges to
v after vowels, the remainder of the word undergoing the fourfold =
vowel hal"l’ﬂtzn}. : ;

adam idi or adamdi, it was the man ,’
miidils idiniz or midiirdiiniiz, you were the director o f
kitap idi or kitapir (§ 44), it was the book ' !
yorgun Wik or yorgunduk, we were tired

“sinemadg idiniz or sinemadaydimiz, you were at the cmema‘

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

hazir mypdun (for m idim), was I ready?
hazyr auydin, wert thou ready?
hazir nuydy, was he rcad'y?
etc. :
 meggul miydiim (for mdl, z(lzm), was I busy"’ R
yorgun myydum (for mJ zdtm), was [tived? - ... "0
tembel mydmz (for mz zdxm) was I lazy" o

Nuta s The past tense of obmak, ¢ to bécome ’, is regular a!dum"
af([mz, o’a’u étc. So ‘asker olinak 'means *to be or 'to ‘becomeé a"
sul dier?, but asker ulmz (as/»era’zm) 3 ‘I was a soldier ’; - asker oldum,

1 bucame a s ,uldwr o i ; 3

‘83 Trm Vara: Nm;mva " O
( 1) 'lhe negative of all verbs, exccpt for those parts of ¢ ‘to be’

.which are based on the stem -, is made by adding me/ma to the y
Cgtem, - To Mt negative stem 30 formed are, addcd teme- a.nd



e degil idim or a'wzldzm I was not -

_ zsiemek to want ;- zstedzm, I wantcd . :
istemc‘mak not to'want; istemedim, I dld not want
© bakmak, to Took;. balrtzmz, you looked .- ,;vti;j;,.
{‘aﬂmamak not to look; bakmadimiz, you dld not loo k-
 oluak, to bucmne, aldum, I became,. . ‘
0lm~zmak not to become; olmadim, I did not bccome

‘ By

(sz) The pa.st tcmc of, olmamak when'it means not t0 be
other wmds, the. ncgatlve of t(’zm t 8'») iss :

' Nde m’ idin or a’pgzldm, thou wert not
a’ a'l idi‘or degtlz!t, he was not b L
dediil idik or defildik, wé werenot 1
a'q;zl idiniz or degildiniz, you were not
defil idiler or degildiler or defillerdi, they were not’

(3) The negative interrogative is formed as explained in §§ 73,
Ba (2): DBoekmadunz ma? ‘Didn’t you look?’ Olmadim mu?
‘Didun't ¥ become? ’ Hazr degil miydik? ¢ Weren’t we ready?’

iy

84.. ‘T Have —Var, Yok . v

The words var and roL (“existent’ and ‘ non-existent’) are
used for ‘there is’ and there is not’ respectively: Bu gehirde
ivi bir otel var nu? © Is there a good hotel in this city?’ Qdamda
su yok, ¢ 'There’s no water in my room’. These two words are
employed shere English uses the verb ‘to have’, thus: Bir
kardeg- m; var {dir) (‘ a my-brother existent is ’), ‘ I have a brother ’;

ig-iniz yok i ( your-work non-existent ? *), ‘ Have you no work ?’, ’) L
Answer: var, ¢ I have *, or gk, * T have not’.  Para-m yok, ¢ I havc‘.

no nwoney ', An alternative translation for this is ben-de para yok
(‘ in-roe money non-existent ’).  The latter does not denote such
absolute penury as param yok, but means rather ‘ I've no money
on me .

Past tcmn, miidiir-tin otomobil-i yoﬁ -tu (¢ the director’s car was-
non-existent ’), * the director had no car’; bir komsu-muz var-di,
‘we had a neighbour’ '

var, yok ure used only in the present tense and with those parts
of olmak Hased on the stem i- (::(‘F § 183). Otherwise the requisite
p‘ut of olmak is used alone: “we shall have a holiday’ b%omcs

‘an our-holiday will be’,
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HMote » Distinguish between vardi (§82), ‘there was’, and

vards, * he arcived ’, past tense of varmak.

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

86. Tue Surrx -if
(1) The addition of -4* to a noun makes an adjective or noun
meaning * characterized by or possessing whatever the original
noun represents ', The resamblance to the English suffix -y, as
in shapely from shape, is a uselul aid to the memory, but is sheer
couw‘xfl\,aac. _ L e
Bizans, Bymntmm, Bzzamlz, By"antmc .
Londra, London ;. Londraly, Londoner .
kiymat, value; kymetli, valuable
wzun gy, long stature; wzun boyly, tall
orta, middle; orta boylu, of medium height
mdna, meaning ; mdnali, significant
rutubet, moisture; rutubetli, moist, damp
ev, house, home; eolt, married
ky, village; kéyld, villager .
sen, thou, ben, 1; senli benli, informally (cf. §67, Nota)
resin (»57722’), picture; resmzlz illustrated
(=) -liis also added to adjectives of colour, thus: Azrmzzz, red’;
ksymizily € dressed in red .
() If -li is added to a phrase containing a quallfymg noun.  the
possessive suflix is dropped: Osman ad-: ( Osman its-name ), ¢ the
name * Ceman ”’; Osman ad-lv bir geng, ‘ a young man named G.’

{0 ~-.me1 Vi 2y J".’uan tarth-1 (* 23 April its-date ’), ¢ the date 23

Apcil’y 2z Nuau tan}z Iz 1 ekmb -unuz, ¢ 'your letter dated 23 April °, -

-siz means “without 7307 : - .
5’, ints lh«*encz, akilsiz, stuptd B

akid, i
son, end ;- sensuz, endless - - BT T
f'zvda, use; faydasiz, useless - - RERTTINIE

dep, goud breeding ; edepsiz, ill-bred, mannerl&s
wn, thou, sensiz, without thee
, 0, he; o-n-suz (§ 70), without him R
o Epnnetsiz, ¢ valueless >y mdnasiz, * meanxngle:ss . i

- W
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38 . A N
m,s.hdwy‘s .

ada, ‘ X i’cam’,y, brother or sis stery  kez-

ailres, m.m,.& o 25 kardeg, sister - -+ 00

afeg, tree kaynak source, spring °

a:za ¥ ma*lxur kazang, profit, gain = PN S

asil, gergek, real, ;venume
. bahge, garden "~
L’m.} a cmm, d'..;'

fdle {follows the word it modi-

ii&.b“ LYERn
bog, empty, VALSAN
‘m)'u.k, ynn( biig

31

wmhiiriya (-1}, chbbh
gak, many, much, a lot of
dovlet (1), State
djendl, master
eser, waork, eflec

<

/wuu, (IR
Fatih, Congueror (Sultan Meh-

met )
:{4 \ i1, poople, the commorn

1ylu, aleohalic drink
infiisar, wonopacly,
iskele, quay, Ianding- smgc

" kapa ’z,\ closed, cove md

i wem!e]cet (-1i), country, Lmd

vakit (-kii), tirne
"""7"a'13a!c,'bed :

kihik, aspect, costume, ‘ get-up ! .
maalesqf, unfortunately
mze'r, official, Civil & enram

ma_y.)a, fruit

| nigin, whiy ?

“oda, roorn

ogul (-glu), son

otel, hotel

palto, overcoat
pasaport (-tu}, passport
pertsan, untidy, disordered
polis, police, policeman

seat (-ti), hour, watch, clock
sabah, morning
sart, yel]ow
isene, yil, year
sergt, exhibition, display
sokak, street

sapka, hat

taginmak, to move (house)

e

X

¥xercige 3

(A) Transtate into English :
istedik, 1;‘;;‘.1 valdt-inuz yokta.
bakmuadilar  bile, (5)
fagiuctar, "fé*ﬁi} i ?
st },z : !
diifkAn ka

(1) Istanbul sergi-si-ne gitmek
(2) Polis mermurlar: pasaport-um-a
Arkadaglar-imz  din bagka bir ev-e
(4) Bu sabah Adalar iskele-si-nde siz-i bir
; nigin gelmediniz?
salr }*h - —Baslm bir dikkan yok mu-ydu?

frnak istedr fakat
(6) Bahge-

(5) Sigara a

mieecde b 1 fls s afac-1 var, fakat bu yil meyva vermedi. (7) |

R 1,
s e 3

sung 13 used only in Istanbul Turkish, and then only in the literal
in proy einl dinled oLs and I meu q)}‘(mcz‘.l uses antt i3 used:
ody C s road ‘




A

LESSON THRER
ardeg-lidz-i aol‘zdr»m perisan bll‘ kilik-ta, palto-suz gapLa -812Z
g{;\rc.um. (8) Y tak oda-m pek rutubetli-dir. Otel-iniz-de bog
bir oda var mi?P—Maalesef yok. (g) Uzun boylu ¢ocuk miidiiriin
afi-u mudi 7 I*.;:zyu', onun bir kiz-1 var, oglu yok. (ro) Fatih,
s453 sene-sinde  (yid-mnda) Istanbul-u  Bizans-li-lar-dan  alde.
b inhigar-t Cambhuriyet-in buyu bir eser-1, devlet-in
ir kazaag kaynag-r idi. (12) (Bizim Kdy) ad-ls kitab-:
Cokv-ma-dmiz ma? - _

{B) Translate into Twrkish ¢ (x) 1s your sister married? (2) He
w:zmcd to go to another hotell  (3) Is this cigarette-box new ?—

Yes, my rother gave it to mcz. (4) Perhaps he found our address’

1w the releplone- duc‘cioq {5} Cur apple-trees have given a a lot
of rudt thiy j,re;r naveq 1 ?.hur:’ . (6) The girl in yellow is Orhan's
tor 7)) We waited for her at the station but she didn’t come.
\‘,3) M' sistor wa"llt,d to buy their house, but I didn’t like'it, it's

- (9) Have you leflt your passport at the hotel? (10)
ihc m:u;i s the real master of the country.
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APPENDIX D .

A Sample Lesson from A Primer of English Fof

Foreign Students.

GC

' a).

8.
9.
7(‘

12.

1

L s

A PRIMER OF ENGLISII

. In what uut of England is L\m\ castleand what does
it export [

Where 1s shipbnilding carried on? .

Explain the use of a crane.

. What do you call the part of a ship in which the
goods are s towd?

What arce the docks lined with?

Name some articles of clothing.

Can England produce plenty of wheat?

Does Ger many lack beer?

Why do you need clothes?

THE OFFICE.

This morning I had to see some one on business,

andd for this purpose T called on him at his office.

Desxk.

When I airived at the building named on his card

T {ound that it was full of offices. 9o T looked at the



FOR FOREIGN STUDENTS 61

list of names in the entrance and found < (ox and
Robson ” (liis i) had theiv office on the third floor.
20080 Dowent upin the Hib and, as T stepped out,
fonnd thiz name faeing me on the glass panel of a
swing-door, which I pnshed open.  There were already
two people waiting when I eutered ; but, sceing the
word “inguiries” writtew on one of the sliding 01&58
pavels  which  separated us
from the clerks inside, I
knocked on it and was goon
answered Ly the oflice-hoy,
to whow T gauve my cand,

b L had anappoint-

wenb Lor o hali-past cleven
with the nanager. H.c suld,

ust fake aoscad oue moment,

S TR L B T e SR :
please,” which, uL course, I

- Inside, the clerks were
b‘u;‘sy‘ writing i Jedgers, z‘md
one of s was seated ab a
table writing a letter on a
typewriter,  IHe was copying
i from the shorthand notes which ]md been dictated
to him by the wanager. At the other end of the room
the cashicr was receiving payment of a bill from some
ong who ziood on the lmz side of the counter.
4, Fust then 1 7‘10:11‘(1 an electric bell ring, and
ﬂ'c next moment ‘the office-boy again slid back the
185 pfuml and announced that Lhe MAnager was now
\'-(lv see e if I would step forward, “This way,
siv, nlc we,” he said, and I followed him down a
corridor, :z.{ the end of which was the manager’s room.

LerTeRr Pmsss
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G2 A PRIMER OF ENGLIST

On the door T yead these words, « Private, please

nock”  The office-hoy knocked, and having received

perimission to “ Come i 17 opencd the door and left
e i the presence of the manager,

&, Ile was sitbting at his writing-table, which was
coverad with the morning’s correspondence and many
other papers.  Under the table there was a waste-
paper Dbaslet, into which he had just thrown an old
vieee of blotting-paper, and along the top of it there

154

Wis aorow of piveon-holes.  In one corner was a

press for copying letters, .
6. “Cood morning, sir.  What can I do for you?”

he said. T told him my business, and five minutes

Iater T was going down in the lift to the ground-flooy
very well pleased with the result of my Interview, as
[ had obtained an order for a safs,

i

DBusiness is business,

N.B—The possessive ’s is seldom used for inanimate
' objects which are, instead, preceded by of.  Thus
We siy-—

, 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

Phrough, the pupil substituting the Tuture Tense
throughout; ey “ To-morrow I shall have,” etc.
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25703,
( “Ring up two five seven noug::

Y e "N s

Meo Gray, the

manager,  speaks
- Ty PR PO o |\

te his clevie, Alv

Black.

My, Black
.

Mossrs,  Zimpson
and Dunee angwer

his call,

rings

Ir. Blaelk d" li‘:ers
hl~ WAL S nes-

GHET

‘\

h
<

Messrg. - Simpson
and Bunee regret

thattheirmanager -

is away and sug-
gest a substituto,
M. Blacl
ful.
Messrs.  Simpson
and  Bounee  are
confident

Mr. Black reports

the result to his-

chief,
‘Who 15 dissabis-
.‘:i(j( j.

I isdoubt-

three
On the telephone, Black,
And ask Mesers, Emnpon and Buncz
If their manager’s hack.

And, if so, if he'll call here at once
On an urgent aflair.”
“Two five

e seven nought three, i you

l please.

{ Thanks. Tullo! Are vou there:

{ “This is Simpson and Bunce. WE?

\ are youl”

{ *Puwe Dread Co. If yowr Mz
I')LLy

.

Is back, will he come down to I\ui
lo sce our Mr. Gray

On an urgent affair?”  “He's away
\Von t, be baclk for-a week.

VWil 16 suit if, to save a delay,
We send down My, Meek 27

N

“Put docs Mecek um_lerstamd o

machines ? .

They’re quite special, you know *

“Oh yes! He knows how many beans
. Make five. Ile shall go.”

| o —

“Mi. Day is away, sil-' but Meek
Is coming at once.”
{ “You never can find what you beek

f-—-_/—-c—\ —

» From Simpson and Bunee !’
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1
~

SN Lo

:~J

e

9,
10.
11.
12,
13.
1.t
15.
1().

1

A PRIMER OF ENCGLISIL

Exercisg NNIIIL

How @id the writer reach the third floor of the
Lunilding ?

On whom was he calling 1

What was written on the onter door of the office ?

What did he sec on entering ?

What did he do next?

What were the clerks doing while he waited ?

Who showed him to the manager’s 1oom?

Where was the manager sitting ?

What was under the tal >le !

What was on the table

Was his interview snccessful 7

What 1s a safe made of ?

Can yow write shorthand ?

Is there & swing-door to the class-room ?

Do you know how to ty pewrite !

\\ it do you say when some one knocks at the door?

5 there a lift in this building?
\\" here do you throw waste-paper ?
On what floor is this room ¢

Who receives and pays out money in an office §

(iive the contrary of up, top, forward, safe, late.
Give,the Past Definite of find, tell, leave, say, go.

. How do you know when it is time to leave school?

With what do you dry yowr 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 seek in a dictionary ?

Why was Mr. Gray dissatisfied ?

. Why was Mr. Black doubtful ?

Of what Co. was Mr. Gray the manager 9
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APPENDIX E

A Sample Unit from English 900: A Basic‘Course(Z)

VWhat tine did you get up yesterday morning?

¥ wolie up early aued got up at 6 o’clock.

by brother got up eartier than I did.

£id you get dressed vipht away?

Yes, T uot dressed and had breakfast,

Wha Liind of breskfust did you have?

Wihat e did you get to work yesterday morning?
liulﬁﬂiﬂ“ﬂuibOLhKLAnngfm‘W"k1t830
Did yuu work all day?

Yes, ¥ w arkied from ewrTy moraing until late at night.
At vaou ! had Junch with a fviend of inine.

{ dnbiied woking i 5:30 and went hoine.

Aficr dimer § re 4&‘1nhv'uxneandxnadesonu,hjephonecnﬂs
i weot fo bed at 11:30 pam,

Iwent s siup imediately and slept soundly all mg,ht.

87
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68 UNIT SIX |
INTONATION

226 \\’l‘::xtllimcldid you get] uﬂ. ycs_terdayl xnotr]ing?

227 1 woke u[rmly and got up at 6 q’ ock

228 M'y] brmﬂlcr got UP!‘ eatlier thanl ll did.
229 Did you getf dressed] right av a/y".;
230 _t) 1 gol‘ dressedl and h’ldl breafcfast

231 WhaKind] of breaktast did you[‘f'xyci!

-

232 Whatlimel{did you get tolworklycslcrdaﬂ m_orr]ing?

~ ‘ , N
233 Iicefithe house at 8 o'clock and got to work at §:30.

..

Ves, 1 wml\gd from Lmlyl monun_g_; untll late al’ mg

:J hoon 1 imd] lunchl with al fmnd of mine.’
e

234 Did you work all da'f;

(%]
(oS
N

o
L2
(=2

237 1 ﬁnishcd}worl\'ing at 5?3\(}) and wentﬁo{n\e;

238 After[dinner 1 read afmag, azine and made someltelephone calls,
.y L o

239 T went tn] hcdl at 11:30 p:.\xq;

240 T went to sleep in?n“ﬂcdiutely and slept soundly alrnight. ‘
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wn

9.

10.

12.

13.

14.

1l

OHN
Fren:
Paun:
FELEN:
BETTY:
ALICE:
Berry:

Ebwann:

HeNgy:
Harpy:

GEoRGE:

hMarGarer:

Hecen:
Berry:
MARGARET:
Jors:

ind:

Pavn:
Frup:
Hrrei
Buryy:
Iarry:
BiLy:

min, Greun:
iR, Buowt:

Bui:
Pauv:
Joun:
HEeENRY:

UNIT SIX 69
Q’UES'E'E()NS AND ANSWERS

What time did you get up yesterday morning, John?
1 woke up early and got up at 6 o’clock.

What time did you wake up yesterday morning, Paul?
I woke up at 6 o’clock.

Did you get up carly yestcrday morning, Betty‘7

A4

Vs, But wmy brother got up carlier than 1 did.
After you got up, did you get dressed right away?
Yes, 1 did. 1 got dressed right away and had
breaklast,

What kind of breakfast did you lmv» yuslcrday
moruing?

1 had @ big breakfast ycstenddy

George, what kind of breakfast did you have
yesterday?

I had a4 good breakfast

What time did you leave the house yesterday
moriting? :

{ left (he house at about 8 o'clock. ‘ ‘
What time did you get to work ycstérday morning?
[ got to work ontime yesterday morning,

Did you wark all day yesterday, Bill?

Yes, 1 did. T worked from early morning until late
at night. ‘

Did you work all day yesterday?

Yeg, I did, T worked from 9 o’clock until 6 o’clock,
Bid you work all day yesterday, Betty?

No, T didiw’t. I worked until noon yesterday.
Didn’t you work hard all day yesterday, Bill?

No, I didn’t. T worked from 9 a.m. until noon.
What tirie did you go out for lunch yesterday?

I went out for Tunch at about 12:30 yesterday.
Whit 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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1. What tme did

”

you
we

they

she

e

John

Mr. and Mrs. Brown

2. Whal time did you | getup

wake up

get dressed

go to bed

leave the house
get to work

(8]

1
We

She
He

1 They

Helen
Henry and Nancy

4, You

5. What

woke up

gotup

pot dressed

got to work

had breakiast
left the bouse
finished working

 SUBSTITUTION DRILLS

get up yesterday morning?

yesterday? Was it early?

1 woke up carly and got up. at 6 o'clock.

early yesterday, didn’t you? -

of breakfast did you have yesterday morning?

160
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UNIT SIX 71
6. What time did you | get to work _{ yesterday? Was it late?
get to your office ‘
get to school
get 1o the university
get home
7. | We left the house at 8 o’clock and got to work at §:30.
I ' .
You
She
He
Harry
Helen and
i3t
8. Did you work | all day yesterday , Mr. Brown?
all morning yesterday
all afternoon yesterday
all night Jast night-
9. Dwurked from | early moraing _ until 9 o’clock last night,
carly in the morning s
8 o’clock in the morning
about noon
10. At noon I had lunch with | a friend of mine
' some friends of mine
my .wife o
my wife and children
niy brothers and sisters
tLo I finished working at 5:30 and went | home | * .

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

ta Mr. Brown’s house -

to a restaurant




72

12.

13.

14,

15.

16.

17.

18.

UNIT SIX
After dinner I | read a magazine and made some telephone
read a book - calls.
listened to the radio
watched television
read for a while
I went to bed | atabout 11:30- | last night. ,,
around 11:30 ° '
close to 11:30
after 11;30
at exactly 11:30 i
at 11:30 sharp 4
Did you go to sleep | immediately | last night, Bill?
right away '
carly
late
1 went to sleep immediately and slept soundly all night.
You :
Harry
They
She

In the morning
At noon
After lunch
Before dinner

After work T w

I made some telephone calls.

for din
to eat

ent home

to eat dinner

ner

1 read a book

for a while
until fate at night
until 11:00
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UNIT SIX 73

CONVERSATION

Mr. Brown: What time did you get up yesterday morning?

Mu. Green: [ woke up at 6 o'clock and got up right away.

Mr. Brown: What time did Mrs, Geeen get up?
Mg, Greexn: She got-up at about the same time as I did.

Mr. Brown: Dbl you get dressed right away?
Mx. Green: Yes, T did. 1 got up and got dressed 1mm<,dmtely

M. Brown: What sort of breakfast did you have yesterday

mmmng)

Mr. Grien: 1 had a big breakfast. 1 usoally have 2 big breakfast.

Mr. Brown: \”h it kind of breakfast did your wife have?
Mr. Grren: She had a light bu,dkmst She usually has a light

breakfast,

Mr. Brown: Did you have juice for breakfast yesterday morning?
Mr. Green: Yes, we did. We both had juicc for breakfast.

B
JOHN:

BiLn:
Jonn:

Biul-

Jotn:

Frytr:
Pavr:
Fren:

PauL:

Frep:
Pau:
Fren:

Did you leave the house at about 8 o’clock yesterday?
I don’t remember what time 1 left the house yesterday.
What time did you get to work yesterday morning?
Pd say it was about 9 o'clock when I got to work.
You worked hard ali day yesterday, didn’t you?

Yes, I did. [ worked from early morning until late at -
nigl:i.

Did yon go out for lunch yesterday, Paul?

Yes, T did. 1 went out for lunch at about 12:30.
Who did you have lunch with? ,

1 had lunch with a friend of mine yesterday.

What time did you finish working yesterday afternoon?
I tinishied at about 5:45. 1 weut home at 6 o’clock.
What did you do after dinner last night?

After dinner last night 1 made some tekpimm, calls.
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UNIT St

HELEN:
Berry:
HELEN:
Berry:
HELeN:
BeETTY!:
HeLEn:

Beiry: .

HELEN:
Berry:

‘HELEN:

Berry:

HeNkY:

EDWARD:

HENRY:

Epwarp:

Henry:

EpwaRrp:

Hennry:

EpwaArn:

HeNRY:

Epwarb:

GEURGE:

HARRY:

GEORGE

HaRrRRrY:

GEORGE:

Haury:

GEORGE:

Harry:

GRORGE:

HARRY:

GLORGE:

Harry:
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Betty, did you go to bed late last night?

I don’t remember what time' 1 went to’ bed.

Did. you go to slecp immediately last night?

Yes. I went to sleep right away.

id you watch television after dinner last night?
No, I dida’t watch television. I read a magazine.

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

Wes, I went to work. I 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 have funch at the same hour I do every day?
I think so. What time do you have lunch every day?

I got up at about 6 o’clock yesterday 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 unti‘l. 6:00
p.m. ‘

And I worked from 7:30 a.m. until 8 o’clock last night.
What kind of lunch did you have yesterday?

1 had a very light lunch yesterday. .

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

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

This morning I woke up at exactly 6 o’clock.

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

{ had juice, oatmeal and toast for breakfast yestérday.
I did, too. T had orange juice, oatmeal, and dry toast.
I left the house at 9 o'clock this morning.

I feft the house later than you did. I left at 9:30.

{ read a magilzinc after dinner last night.

- T read the same maguzine you did last night.

[ slept soundly all night last night.
I didn’t sleep very weli last night.
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UNIT SIX 75 .

READING PRACTICE

Mr. Jonathan Thomas

My nume is Jonuthan Thomas und I'm an engineer. Usually, T get up
early, have breakfast; and go to work at eight o’clock. [ work hard all
day, finish working at about $:30 p.m. and go home right away. I have
dinmer at 7 o’clock and usvally go o bed around 11 pon, Yesterday, 1
dida’t wake up until $:00 am. ['got up immediately and got dressed.
{ had juice and toast and left my house at 8:45. 1 was an hour late and |
didn’t per to work antil 9 oclock. 1 worked all di\y. and didn’t have
tunch.« { finished working at 7:3G Inst night and went home at 8 p.m.
[ was two bours late aud didi’t have dinner until 9 o'clock.” After dinner
I read the wewspaper for a while and made some telephone calls, I
listeaed to the vadio for two hours and went to bed at midnight. 1 didn’t
£0 1o skeep tumediately. T slept just six hours last night, [ didn’t sleep

. very well. : : '

Questinns

What is Jonathan's last name and what does he do?
soaes Jonathan usaally get up late?
What time does Jonathan usually go to work?
“Does he usually work hard? .
Vet time does he usually finish working each day?
What time does Jonathan usually have dinner?
What time did Jonathan wake up yesterday morning?
8. Lid Jonathan have a big breakfast yesterday morning?
9. How late was Jonathan yesterday morning?
10, What time did he have tuach yesterday?
Ph. D3id he finish working at 5:30 p.m. yesterday?
12, What time did Jonathan go home ltast night?
13. low late was Jonathan? When did he have diiner?
i+, Whit did Jonathay do afier dinner last night?
15, Pow many hours did Jonathan sleep last night?
16.. Did he sleep soundly? -

2

sowd O\ D RS 1D e
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EXERCISES
1. Use the right word.
close day : around
¢’clock until.- ' sort
sharp immediately wife
soundly noon woke
a. She worked from early morning late._at night}.“‘
b. Itis —__ one o’clock.
¢. They went home after work,
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 maguzines all yesterday.
h. She was here at ten o’clock .
i. What _______ of lunch do you want?
j- He . up latc yesterday.
k. Tl meet you at exactly two ..
[. My ... makes breakfast for our daughters.

2. Use the right form of the verb.

Example: I wake up carly every day. Yesterday, I woke up late,

a.

b.

d.

e,

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

She works on Monday night. Last Monday she _______ until
10:00 p.m,

. They have toast for breakfast. Yesterday, they . toast for

breakfast, .

her

Martha finishes her work at 5:00. Yesterday, Martha
wark at 5:00. ‘

We read the newspaper all morning. Yesterday, we ___ the
newspaper all morning, ' ‘
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f. Today my husband makes breakfast. Yesterday, my husband -
e breakfast, o

g They go to bed early. Last night they . to bed early. -

h. Tsleep soundly every night. Last night I ~ soundly.

i, George leaves the office late at night. George the office
late last night. ; y -

j. Nancy listens to the radio. Nancy —___ to the radio yesterday.

k. My cousin wetches television. Yesterday, my cousin .
television. : : '

I What time do you gel up? What time ....___. you get up
yesterday? o : ' ‘

. She has breakfast with her brother. She ______ breakfast with her
brother yesterday.

n. Jaue reads a book every day. Last night Jane ._____ a book.

Change to neyative sentence,

Example: | watched television. 1 didn’t watch television,

a. ‘They worked hard yesterday. They _____ hard yesterday.
b. She had brc:ai;f:xs: right away. She _ breakfast right away.
¢. They finishad their lessons. They . their Jessons.
d. Mo and Dad went home last night, ‘Mom and Dad
home last nighit.
e. 1 slept sounily last night. I ______ soundly last night.
f. We woke up late yesterday, We — . up late yesterday. -
g. My brother left late. My brother late.
h.

He made dioner for us, e _____ dinner for us.

Use the right verb form.

Example: We didn’t watch him yesterday, We aren’t watching him now.

a,

We didn’t work hard yesterday. We ___ . — working hard now.

b. She dido't ave tunch yet. She ___ aving lunch now.
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c. They didn’t finish it yesterday. They finishing it now.

d. He didn’t go home last night. He going home today.

¢. Martha didn’t s]eép‘ soundly last night. Martha
soundly tonight.

sleeping

f. We dida’t get up early yesterday. We getting up early

today.

g Hs didn’t leave late last Monday. He leaving late today.

A, You didn’t make dinner yet. You

making dinner now.

WORD LIST

children immediately sharp soundly
exactly kind sore type

Verb Forms

do, does, doing . ‘ listen (to), listens (to), Iistening (to)
did (past) : _ listened (to) (past)
finish, finishes, finishing - make, makes, making
finished (past) made (past)
get, gets, getling : read, reads, reading
got (past) read (past)
get dressed, gets dressed, getling dressed
got dressed (past) sleep, sleeps, sléeping
get up, gets up, getting up slept (past)
got up (past) watch, watches, watching
20, goes, poing watched (past)
went ( pisi) wake up, wakes up, waking up
have, has, luving woke up (past)
had (past) work, works, working
leuve, leaves, leaving worked (past)

left (past)
Expressions
go to skeep

make telephone calls
right away
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APPENDIX F -

.Some Coghitive‘Exercises from Spanish for

" Communication

Lorms of the ariicles and plurals’

1 The sounds represeited by the letters a, ¢, i, o, and u are called (@)
consonanis (b) vowels., ‘ :

2 Al the other letters, such as p, ¢, b, g, m, ete., stand for sounds which
are calledmmnnn.,

3 Al f,'n;_;li.»h‘\wm!:s must begin cither with a vowel ora consonant sound.
This tells gswhen we must use 2 or an, the two forms of the indefinile
articlin, ook at these two columns of words and notice the sound with

which cach noun begins,

apen an apple

a book an eagle:

a cow an icebery
a pirl Coan ocean
aman an umbrella

The indefinite article form a goes with words which begin with 8 aaw
sound; an poos with words which hegin with a e sound.

a goes with consonant sounds; an with vowel sounds. (When a conso-
nant letter is not spo'ken, you use an: an hour.) ' ‘

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

no (Two forms having the same function may have the same meaning.)
5 Spanish, ke English, has two forms of the indefinite article. You have
already Jearned them. They are un and una. But Spanish is just the
apposite of English. The fast sound of a word (with very few exceptions)
telis the Spanish speaker when to use un or una. Look al these two
columns of words and notice the last sound of ecach noun,

un libro UNa Imesa
un rodaeo una silla
un santo UNa casa

The indefinite article form un goes with nouns which end in the vowel
wmmmnnna 3 a0 goes with nouns ending in the vowelanea.
un with o; una with a (The fow excentions hive to be memorized.)®
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ESTARLISHING A CONTEXT OR SITUATION ' o

: u .
Ask the indicated questions in Spanish,
1. You are talking with your teacher, and you want to know where he is ’
from. You ask. i ‘ H
2. You arz tatking with your friend, and you want to know where she is
from. You ask. & ‘ : : . .
3. You are tatking with your fricnd Maria, and you.want to know if sheis
from Madrid. You ask. & . : . o o
1. You are talking with Mr, Sanchez, and you want to know whetherhe

is Moexican. You ask. ¢ . ' 1




APPENDIX G .

A Sample

e

T

Unit from Building Strategies(?2)

Bax flecords

Press Release

-
",

. :‘b—mmﬁ,,a/ UL BERITSON
o '_‘{“nm::ugy»‘ LA

Born 3n hristol

9%

yi6y  Htnrted scheol

|-31]‘ %ent to Briatol Ouiveraity

1974 Joined a folk rroup

AR YT rried Toay flarper

1y16 Left univerdity

14911 won folk sony competition

0 Bk ol L e of o’
(‘uumnor 3 in Top Prenty)

vty Americiul, Youth Aqu‘\‘cn.n and

Juropenn tourde
wont to Yive i Lod Anjelede

E too’
Tsuraty ney sinple 'women ave people

1n in your recerd shup WO,

Mike Sanders inicreieis Laura Dennison, a folk singer, after a concert.
MiIKE:  That was a beautitul performance, Faura, And welcome
back to Bristol,

Thank you. Now, your guestions. Oh, good, you've got
my press release.,

LAURAC

MIKE:  Yes. You were born here in Bristol, weren’t you, in 19552

rauka: That's right. T was born not far from this theatre,
auctually, But T grew up in the suburbs, :

MIKE:  And your parems?

LAURA:  They came from Ircland originally. My father was a
Custaoms Oflicer at the dacks.

MIKE: s he still chere?

rAuRA:  No, he dicd about theee years ago. .

Mike:  Have you got any brothers or sisters?

LauRA:  No, I'm an only child.

MIKE?

Mmm. And then you went to university?
Yes, for three years, That’s where I wrote the song “The
Price of Peace’.

LAURA

MikeE:  And got maericdl

LAURA:  Yes.

MIKE:  Tlow long have you been singing professionally?

raura:  Oh, quite a long time! Actually, P've been singing pro-
Jesstonally since 1978 when I recorded my fiest song.,

sMikeE:  And now you're a world faimnous star, a composer and a
niother, How do you manage to do it? .

Laura: Do whae? ’

sikk:  Combine a carcer with a tumily?

LAURA:  Are you murried with a tumily, Mr Sandess?

" MIKE:

Yes, but ., .. '
LAvka:  Well, do vou find it difficult to be a journalist and a
father?
MikE:  But...
raukA:  Fhink about it, My Sanders, Goodbye!
105

Did Laura grow up in the

country? No, she yrew up ..
What  nationality  were
parents? They were oo,

What did her father do? Ile was
Is he still alive? .

Docs Laura come from a big
family? oonin,

her

Where did she composc her first -

sang? When she was . .
Where did Laura meet
husband ?

her
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Fwas born in 1955,

He dicd three years ago.
L went 1o university for three years,
1 have been singing professionally since 1978,

. Waork in pairs. Ask and answer questions
ubout Laura Dennison’s life, using Lhe press
release,

a) Use in with dates, like this:
When did faura go to university ?
In 19706,
When did she ger mairied ?

When didd she win the folk song competition ?

When did shie tour South Americs?

b) Use age with numbers of years; count
back, tike this:
When did Taurs join the folk group?
(24780 is Y980 nosw ) Six years ago.
When did she leave university?
Wien did she record bier first song?
When did she tour America?

&)

-~

Use for with nurubers of years; count up,
Like this:

Llow long did Laura go 1 school for?

For 13 veurs,

Plow Jong did she go fo university fos?

Flow long has she beea married for?

d) Use singe with dates, like this:
How long has Lanra been singing?
She his been singing since 1974,

Fow lony has she been singing professionally ?
Fow lomyg has she bemn living in America?

UNIT 14

2. Work in pairs. Ask and zpnswer  these

questions,

When did yeu tirst start school? When Lwas .......
[\ £ S

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

How long did you stay at 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 there for[since .......
How long have you been studying at this school?
Far[since .......

How long have you been learning English in this

class? Forfsince ....... .
How long have you been learning English with
your present teacher? Forfsince .......

How long have you been using this book?
Lorfsiuce .. ‘

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

1 about Rod Nclson, Write a similar

paragraph about a friend or relative. Say:

I. who they are

2. what they do

3. where they live .

4. how lung they have been living there

5. where they work[saidy

0. how long they have been workingfstudying
there.
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URIT 14

Ask and walk abow
peuple’s buckground

HiVwL

Where were you born? 1 was born in Bualol
Where did you grow up? 1 grew up i Bristol.
Where did you go 1o school? 1 went to a
comprehensive school.
What did you do after thar? 1 went to university.
I went to work.
I went abroad

1. Camiplete this chart:

Buckground I was lborn in . (place,
country)

Farly life 1 grew upin cevevvenns
I weut 10 school ar ... for

Career After studying at ..o, (school), 1
left and went to ..., (place of
work, wniversity, college) 10 workf
study.

Other T am an oudy child/1 have got .........
information  (brathessfsisiers, ete.)

2. Work in pairs. Ask your partner about
hisfher past lite, Make notes of his/her
answers, Then make and complete a chart
for your partner’s life.

"

/ LAURA DENNISON, fanrous singer
g and star of the Top Twenty, was
bormn in Bristol. Hor pareats orjgin.
aily cama from freland. Lauka’s
father was a Custons Officer In the
Bristo! docks. Unfortunately, he
died a fow years ago.

Laura. who is an -
only child, grewup *
in the suburbs of
Bristol. She sturted
her education al a
¥ local school and
then maoved 10 o §
 Jurge. modern §
f cOmprehensive
school in another
part ol the city.

§ After leaving school \\hul she was 18,
Laura went to Bristol University for
three years (0 study  history and
cconomics. While she was at uni-
versity. Lauri joined a university folk
group and started singing. It 5 ul
¥ this time that she wrote her famous j
song “The Price of Peuce’. Soon ulter

finishing her university carcer, Laura
joined another group and began to
carn money with her ;Mlmm.mus
and with her songs. :

When she was 21, Laura was saericd
to Tony Harper who was a student in
the sume year. Laura and Tony have
two children -a duughter, Jody. and
a son, Danicl. For several y

Harper family have been living in a
beautiful farm house in the cowntry
outside  Bristol, butrecemly they
decided to feave Britain and move to
Los Angeles.

4. There are four paragraphs in Mike Sanders’
article. Which paragraph is about:

Laura’s carcer? ...
Laura’s background? ......
O her infornation sbont l Anya?
Laura’s early Wfcr ...

o

5. Write a short 1ut0l)mg,|.1phy {about your-
self). Use Mike Sanders’ article as a guide.
Use your notes from Exercisc 1.
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Cral Exercises

1. Confirsy dates
You are Laura Dennison. Mike Sanders is
interviewing you, Look at the biographical
details in the Press Release on page 105,
Conbirm dates of your past life.

You wers born in the middle-fitties, weren’t you?
Right. I ious born in 1985,

Right, 1 went to wniversiy in 1973,

You were bura in the middle lifties, weren’t you?

And you went 1o tniversity in the carly seventies?

You joined afolk group a year after, didn’c you?

And you gou maeried B the mididle seventies?

Your daughter was born in the late seventies?

Aonl yoeu vecorded a hit song in 1he same your?
C2%Tulk about general points of time

Answer according to what yox think,

When did you start these exercises?

Oh, (Just a few minuies) ago.

Whan did you start using this book?

Oh, (a few manths ) ago.

When was the Sccond World War?

Oh, (« long time) ago.

When did you start these exercises?
W lhen did you start using this book?
When was the Second World War?

When was the American Civil War?
When was your birihday?

When did you start school ?

v

Ask how long people have heen doing things
I Tive in Brisio,

Oh, haw long Iave pou been living there?

Raod works at Weston's now,

Ol how ong has he been working there?

I ive in Bristol.

Rod, works at Weston's now.

Paul and Sue buth study at the Polytechnic.
We always go to Seothind for our holidays,
Barbara wocks near the new shoppiog cenire,
My brother is studying i America.

4. Say when und how long ago you did things
Answer according to yom situation.
When did you first stact studying here?
{ Four years ago. [0 1970.)
Aad how long have you been in this class?
{ For e years. Since 1978.)

And you went 1o university in the early seventies?

UNIT 14

When did you fiest start studying here?

And how long have you been in this class?

When did you begin learning English?

And how long have you been using this book?

“When did you last have a holiday?

And how long have you been working in your
joli?

5. Correct information about people’s past
lives :
Read about Elvis Presley on page 111 before
you do this exercise. Then correet the in-
formartion,
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,
e died in 1935, .
Ile won several walent competitions when he was

a young man.

He met Colonel Parker when he was 30,
People criticised Elvis when he was middle-aged.

Open Dialogue

Talk to Mike Sanders about your past life.

mike: Hi! Do you mind if [ lk to you? R

YOUD  civeeinieennenn,

MIKE: Well, my questions are quite short. Firse, I'd
like to know where you were born,

YOu: ...
Mike: Is
in the same place.
You: ’
MIK!
You: ..
mMikE: You've got some brothers and  sisters,
haven’t you?

sonicthing abour them.

You: .. e .
MIKE: Mmm. Where did you first go to school? /
NOUS  covvemreniiinenens
MIkE: Tell me something about your later educa-
tion.
You: ...
MIKE: Do you mind if I ask you some questions
about your private life?
YOUD iiiiiiiiininienes
Mikg: Well, actually, T am in a bit of a burry, so it
doesn’t matter. I'm afraid ’ve’got to go.
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o

b Mike

¢ razye

Foramesg mo oy gy e
L ENESIO

FSR )
Swadar’s notehook,

Notes for future articles on Bristol peréonalities

GERALDINE BEVAN ~ detective story writer
Buckground - born Edinburgh, Scotland 1938. Father noveliat,
wother teacher, Parents from Wales originally.
Only child.
Barly education - village echool.
Leter education - Edinburgh High School for Girls. ) v

Early career - journalist in Edinburgh, later London.

[N

Wrote first successful detective story at 20,

Later career - still writing successful books (all bestsellers)

. Other information - won the 'Best Detective Story Writer of the

Year' award in 1977. Married - husband now
dead.
Hote - Miss Bevan does not like talking about her private 1ife.

IVOR JOKES - Toxer
Buckground - b. Swansea, South Wales, '55. Father 3iner, =, shop
asagistunt. Parents living. Middle child of 5
brothers.
rly gduzziiiz - Joze Siowa il e Sunotl. Sveusee.
Later educution -~ Aberdale Comprefriensive.
Barly career - Left school at 195. Worked in docks.
Stur@ed boxing in youth eclub at 17.
Later cereer - Won light-weight championship - Olympic' Gold Medsl,”
Montroal, '76. Became pfoi‘essional ‘78,
Othsr information - Murried, 2 children, wife gymnastice teucher,
Going 1o leave Britain to live in SHpain.
N.B. Ivor likes tulking about his fewmily.
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2. Wark in paires. You are o
newspaper ceporter. Your
partner is Geraldine Bevan
or hvar Joaes. Interview
herhim, . using Mike
Sanders’ notes, fike this:

Y

176

UNIT 14

(=]

Introduce yourself

and ask permission

to ask some questions.
=

Ask where
person was born.

Ask about
person’s parants.

Ask about
carly education,

Ask about
later education.

Ask about
early careesr.

Ask about
later career,

Ask permission
to-ask quastions
about person’s
private life.

\( Thank person.

l GERALDINE/IVOR ‘ \

3
Give permission.

Respond.

Respond.

Raspond.

{ Respond.

Respond.

Respond.

- ) \_/'g./ .

Ruspond as you wi ... )

3. Listen to the Radio Bristol quiz *Alive or
Pead? Try to piess the name of the person
befure the members of the quiz paned. Make

notes:

I s e persen alive or dead?

e

Sl

o et

-

. . - vy 4
Srt 3 e

What is h':s/her nal*'.onalﬁ-y? j

oceupaticn’?

-

Stop vour tape and write down the answer if

vou think you have guessed it

110



When and where was Elvis
Presicy born?

How old was he when he died?
Was he an only child?

How would you describe Elvis®
carly lite—-happy or unhappy?
What were Elvis” parents Jike?
How did he show his wlent for
singing?

When did  he become  really
famous?

Who guided his carcer?

What did some parents say about
young Edvis Prestey?

Do you know the names of any -

Llvis Presley records?

What do you think about them? -

Which modern singers and on-
tevtainers do you fke?

177
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URIT 14

Now you can:
IoAsk abaut the pas Wihien was he born?
How long did you go to school for? :
Llow long has she been singing professionally ?
271k abont he past He was born i 19350 4
1e was born 45 vears ago.
I went to schioed for seven years.
She's been singing professionally for three years.
Shie’s beea singing professionally since 1978,
30 Ask abowt people’s past lives Where were you born?
Where did you go 1o school?
What did you do after that?
£tk abou your paat Tite and b was born in Cardifl.
other prople’s pust lives He went to school in Cardithl
She lelt school and went to work.

—— st
in 1958,
was born | (wenty years ago.
in Cardift,

| When
T Where

since 1965,

been living in Cardiff for 14 years.

Words and phirases

* record a song

star (pop star) competition : gysnastics fictional combine
toll singer comprehensive school talent touy
soung o backgrowad Fop Fwenty go abroad
proup history successful originally earn
customs ofliver ceononiics lightweight ago realise
ducks A deteetive since guide
hit novelise - change
peace bestseller be born manage
compuoser miner dead/died grow up sing

real get married begin

112
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APPENDIX H

Sharing in

. . ;
A Humanistic Exercilse Frqm Caring and

the Foreiqh‘Lanquaqe Class

134 * Caring wnd Sharing in the Foreign Language Class

activity. There-may not be time for the students to talk about each of the specul
events of their tives. Those listening can ask questions.

The class can be asked to write about each event cither as a means of prepar-
ing for the activity or as a follow-up to it. Conclude the exercise by asking students
to express their reactions to the experience and what they learned from it.

Conments: You can ask students to write down a list of the highlights they think
of in chronological erder, including their approximate age at the time. Then tell
them to 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
earfier years as examples of what you meun,

EXERCISE 62, SOMEONE SPECIALS
FPurposes:
A l’l'ccl'i\v'e -

Foreflect over one’s lile to lx.we those who have had an Jmpuct on 1(
To uppreciate thost who have been positive force in one’s life
Linguistic- ‘
To vravtice the past tense(s)
To practive the use ol ddlL‘L(]\’C\ (xescnbmg posmv* qualm«,s
To praciice the skill of writing

fevels: All levels
Size of groups: About five

Materiels needec: 'The assignment completed by the class

Procedures: Discuss with the class how throughout our lives we are influenced by
others. Sometimes the influence is positive and other times it is negative. However,
in everyone’s life theve ure some individuals who have had o strong impact on us.
Our direction o Bite changed because of thent, The influence might be a way of
thinking, acting, or doing semething in a different way. It could be a change of
attitude, beliel, or plans that cecutred.

Ask the students to think of all the people who greatly influenced their
Hves in a positive way from their carliest vears o the present. Then have them
decide who had the greatest influence of all. Ask the students to write 2 descrip-
tion of what this purs«:)xi was like unid how he or she changed the course of their -
Haes. Telt the students to be prepared to share this experience with others in the
wroup they will be fn. £ they have a snupstiot or some tangible remembrance of
this person, reque s that this be brought in as well.

When the aergnment is due, pot the studeirsinto gmupx ofd youi five. 0’16



All About the Exercises * 135

at a time, the group members should tell the story of the most influential person
in thelr lives and share any pictures or relics brought in with the others. You can
provide questions Lo guide the composition and the discussion, such as:

How old were you when you met this person?
What was this person like?
Do you still see this person?
How did this person influence you? .
How woilld your fife be different it you had not met this person?
6. Mave you ever tried to have the same kind of influence on the lives ol
others that this person had on you? If so, under what circumstances?

LT B

(N

I the total cluss, a number of students can tell who their influential person
i and how their life is different as a result of this contact. Reactions to the
exercise and/or o discussion ol what was fearned from it can {ollow.
Conpnents: When giving the assignment, make it clear that the person chosen as
the most influcntial should have done positive things which in turn brought about
a positive inthience. Otherwise some students will come up with people who did
very negative things to them, which they combated by going in the opposite
direction,

This exervise cun be a warm experience as it ofien brings back feelings of
appreciation, cuving, and closeness. :

EXBERCISE 63, SECRET AUTOBIOGRAPHY®

Purposes:

Atfective-

To huve students share a number of i ~nt things about theinselves
that others may not know as yet ‘

To wronse the curiosity of students in one another

Linguistic~ ‘
T priclice writing 1n the past tensé(s)
Tu atfond practice in listening comprehension
‘To pravtice the vocabulary of giving one’s age

Levelst Internaedinie (o advanced; fatter part of beginning level

Size of gronps: Tordl class

Procedures: Stude s witl have to complete the written assignment to carry out
the activity, Hess iv how you dan announce it:
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APPENDIX I

A Sample Unit from An English Course for Turks

Intermediate I to teach it by the Eclectic Approach.

UNITTHREE

The Fi g*s:% Ler‘ gbn
PART L * . S AP
STRUCTURE e . :

Mother : If you donchuny up, you Il miss your train,

Son .t What time is 2 . _ .
Mother @ It's cight o'clock. ' ’
Sun ¢ Thea Vve already missed it lll go by bus. j
Mother . : Then you must run. The next bus wnll be here in a few l

" ininutes’ time. . ' ‘
Son : Then 1 won’t go to school at all. {'
) )

! SN Ay
] Choae LR

i

S U—

Husband ¢ 1 think It wi“ rain this afternoon..

38



Wife : I'mosore It will rain this af!ernoon. Look at those clouds..

I shall take my umbrella and raincoat,
Husband @ Where are you going to?

N

Wite 1 Uai going shopping,
Musband ¢ If it raing, 1 shall go to the cinema.’
Wile That's u good idea. ! shall go to the cinena fxr>r Then Ill

go shopping

A, 'in .mx} I can’t stop. now,

I'm ivia hurr>.

B. All righr, P'll telephone you laser.
A, L won’t be home until eight o'clock. . .
B, Wil you bhe in your office this afternoon?

AL Yes, T will,

B, Guood, I'll call y(mf office.

Almet : Its Al's birthday next Tuesday, - - S

Ayse : How oid will he be? R

Abmes 1 Hell be fifreen. ST

Ayse : Have you boughe him a present? -

Abrwt @ Ne, not yet, :

Ayse : Good o B

Ahmet - Why? oo e R :

Ayse 1t Because ir's my birthday today, You can buy me a present
now C '

Study These
A,

I think

P'm suve

1 shall buy that car.

ke will come tomorrow.

they will enjoy the film.

we shull go to Turkey this year.
the texcher will be late. o
Ali will pass his examination.’

the truin will leave later, .-

you will like Bodrum. -~ 7. - S
- Michael will sell his guitar, . L

we shall see him tomorrow.
the plune will leave at eight o'clock.
the history examination will be difficult

182
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he'tl givé her her preseat,’
PH ek some tea.

we'll lisien to some recotds.
PI turn. the television on.
I'if show her those photographs.
When she comes, she will be very tired.

‘ they will go to the theatre,
she wili want to sleep.

slie will play the guitar.
he'll sing an Italian song.
she’ll dupce with Bill.

they won't catch the plane.

they'll stay with us togight

they won't visit the museum,
Le will be'vcxy angry.

she wifl cock some chécken. o [
they'lt telephone. . y ]
ke won't go to the airport. - s
they'll take a taxi from the station,

¥ they're lase,

PART XL
READING

Mickar! Siith has juse received a letter from his Turkish pen - friend,
frcun, Ercan is going to England in the sumuner, e has written a short -
feiter to Blichael sbowr his holiday. Here is the letter: ‘

Dear KMiclas!,

I shall arrive in England on 7 th July. I arrive at Heathrow Airport
in the afternoon, ¥ oshall tzke the bus from the zirport to the terminal,
You will meet me at the terminal, won't you?

I want to sce @ lot of places in England. First I will go to Buckingham
Pulace, Wil she Queza be in London in July? I want to tee the soldiers

D40



age, Are there slways soldiers outside t}w I’mlace? Tha
sofdions weor very big buats, don't they? . R
¥oshall go w ihe Housss of Pacdiazment too. Will you _cdme with e?
You have visiced he Houses of Parliasment, haven't you? Can I go invide?
b oshall beiug soy camors, § want o ke a lot of photographs. '
Ha

ray u:z:b" wo? I0s abways raloing in England, {sa's jt?
ame in the summec? Has he finished siudymg
E play the guitar? I shall buy some records in
Eungland, o wou wang some vecord of Turkish music? 1 shall bring you

Ot ol .

Al BEivess

[ shall wrive

S PRI - s Ercaa . - .

P. S You wan't forget o sead me a wiap of London, will you?

PAXT 1Y, e
LEARMING DRILLS . . C oy

A

Use bl o will in U: Lhunks to completc ithe scntences B
Look al she :

1. Almet is fousicsn now. He will be fifteen wnext year, ’ "

2. Pas thiveesis now, TVomorrow s my bsrthd.ny

3, This sucath.ds };ﬂ.umu“w Wext momth ... 0 . .00, s
4. Woday is Thussday, Tomortow .. ...oooiiiaiel'n

© fie's a pitse, Today ke's in Paris, Tomortow ........... m Anhm. »

G. Today s the last duy of September ...,

7. Tom is shitoar y;mn old sow. Next yfs&r e el

3

8. M0 phue oolock now. After o2 ROUL ...l

Look ot the sxamples, Wo the sames . ., - . o L il

iy A, You saust finish your }mmuw'wk L T .
B, DU fluish & this evemdug, 0 ST o

B) A, Hive vou rend that book yet? . .
B No, bud PH ovesd 3 dpmmorrasw, - o oo o b
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. A. You must write to your uncle.
B, ... P .........
2. A. Have you bought the tickets yet?
B
3. A You must clean your shoes.
O
4. A. Have you told him to come yet? ‘
Do
5 A. You must post that letter
B
&, A. Have you visited your aunt yet?
B, e e
7. A. You must telephone your mother
B
8. A. Have you finished writing those letters yet?
B
9. A, You must smdy that German lesson.
B
13, A, Have you paid for those books yet’
Bl
C,

. ¥ .
Aunswer these questions with the time adverbials giver
Look at the example :
A, When will he stare school?
(next year)
B. He'll start school next year,

1. A, When will she finish those exercises?
(this aftcrnoon)

te

A When will they be in Germany?
(next month)

3, A When will they go skiing?
(in Decembet)

[N
§
b
Lid
1
-
<
_
=y
-~
o ol
3
~
w
®
—_—
—_
”
e,
n
~
®
I
"~

(soon)
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o
5. A, When will she go dancing?
(tomorrow evening)
B .
6. A, When will his cir be read)."?
(next week)
B. o O .
7. A. VWhen will he start university?
{in Qctober)
B, e
8. A. When will they go on holiday?
{in July)
B, S P
9. 4. When will they buy a television?
(next month)
B ... e e e
10, A, When will he play the guitar? . T , Do
' (tater)
B
D. ' »14
Complete the following sentences :
1L e vaing, I take my wumbrella ; ,
2. When we go to Kusadasy, we shall swim and sail.
3. I Mary telephones, we ...... R
4. When he arrives at the station, she .
5. M e goss to Anlara, he Lo SO
‘6. When bis breakfast §s ready, he o
7. I they can buy tickes, they e, P PR i
8. When their train comes, they . ..., e
9. If the teacher is abseat, the scudents . o 0.
10. When the play bepins, the givh

41
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APPENDIX J

A Formal Letter and an Open Dialog to be used

in the Application of the Eclectic Approach.

Weston Acronautics

Avon Tridding Lstide,  Jubiice Drive, BRISTOL 9

Tuesduy July 15th

Geapr He 2ud Mes Coopor,

Tewdeupe ~ bLiavel orcanvemenbty

L oenelooe detully of your truvel grrangemanta fop
voue Juurndy bto Teuluuse wn Sutuedey 19Eh July, for
you uud your uife,

A cumpany. car will avieive at your bouse at 8 a.wi.
Lo tuke you La the wivrport.  Tho driver will have
i L. Plcase make gure that you buve your

plane Yeuved Wb Y. G g check-1in time
Lo, Yewe b ¢ allowanece Lo 20 kiloy
path,  The flignt to Toulunye Wil tuke an hour
and a4 half.  Hreektouh will ba deeved during (he
tiignt.

Tharw H11L Le a prejatcsuntative of Lhe compuny at
e arrivil gate Lo muet you st Toulousu. He
Will have o vard saying ‘M oaad Mru J. Cespor

i ton Aeropautics'.  Hle will take you Lo your
f by olty cuntre.  Hoe 61l have some

Freaoh cuarvency Fov your {mmudlsty uge.

1 hope the
thit you. bath

nis are satlsfuctory and
plewsunt Journuey,

Yours sinugecely,

- ~ .

e o Cladna

Fouda Jvrtis

Fersounnel Orticer v
1o Jack and Pepgy discussed the journey to
et Complete their conversation, using \
. the fennation in the ketter,

oGoy: flas the Personnel Otficer sent afl our
travet arrangements for the 19th?

PUGY ald right, isa'tic?
FRTN
Pl

will we get to the

alrpuert?

JACKT L '

yeouy: That what abour the dekews 7 Phey haver’t
seid thew - why?

JACK T e

veouy: Oh Do hope he doesn’t forget theml
8 o'dock iy overy cardy, Wil we get
anything to et during the flight?

JACED e,

[RRTE

&t

saace
Gy

ety hat sowids Wl i What shout

ey ? We nava’t gt oany Feench
Uinen it

W WU going o sty P

sdy? Pas loobing forwand Gothay By
fow will the peaon

Vo we are?

Liaw sy
2w
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APPENDIX K

A Chart to be used for the Practice of:Speaking

Skill in the Application of the Eclectic Approach.

TRAVEL ARRANGEMENT ALTERNAT IVES
' Alternatives

1. Transport to airport airport bus
‘ taxi
company car
lift from a friend

2. Food during flight breakfast
lunch
dinner
light snack
juice/teajcoffee e

3. Arrival and meeting travel courier/Special bus
arrangenients company representative/company
: car :
my parentsfcar
' -nobody/airport bus

4. First night accommodation hotel in city centre
my parents’ house
with friends
on the night train to (Milun)

4. Work in paivs. Talk about wavel srrange-
ments using the chart. '
Ask and answer like this:

Lo How will we gt o the atrport? 3. Who will meet us when we arrive?
We'll take the atrport bus. or - A travel courier will meet us with a special bus,
A friend will give us a hift. +. Where will we spend the fiest night?

20 Will we get anything 1o cat during the flight? We'll spend it at/infon/with ......... .
Yes, welll geo .. . or

No, we'll only get ...l .
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APPENDIX L

A Questionnaire and a Map to be used in the

Application of the Eclectic Approach.

L Bl

What do you think will happen in the future? Say what you
1hmh uoout lhcbe different mpu.s

A ol o e wenbven e e g [T
‘.'*"'j ‘ AGREE [NEUTHAL GISAGREE
i 1 Lifestyle

.
' p \
tlu..i ‘“‘J h’:ﬁ‘ 'i | Everyone will five in cities,

& h“m Thare will be houses under the sea.
Familiog will live in conununes.

Marriaye will ba out of dote.

Poopla will live on the moon.

o tvary house will huve a video telephone.

g l i ) \ﬁ Houses and factorios will use solar snergy.

Children will start school ar 3.
Computers will replace Lleachers.

Paoplu will study. until thivy are 30.

3 Work

People will only work 4 hours a day.
People will stop wark at 45,

All fuctorias and officus will be run by
cooperatives.

4 bolities

America will have a woman President.
Britain will have o black Prime Ministor.
There will be a law against having more
than two children. .

China will be under Russian control.
There will be a law against keeping pets.
1 Al aromic weapons will be destroyed.
1

ort and

oMoscow

London oBonn
’{2} paﬂ§o

Madrido

Rio de Janeiro

SBusnos Aires 9 j’ i




APPENDIX M

An Althentic Reading Passage to be déed in the

Application of the Eclectic Approach.

5.

i e ! "l ,/ ( "
| ) 0 U \., |[
m..l i 7 =L

In the hm.zc cookers will be set so that you can cook & complete
meal at the much af a switch.

Television will provide information on prices at the nearby shops
as well a8 news and entertaininent, Videophones will bring
pictures as well as sound o telephone conversations.

Machines will centrol temperature, lighting, entertainment,
security alarms, lnundry and gardening.

Lighting will provide decoration as well as wallpaper.

At work, robots will take over most jobs in the manufacturing
industeies. Working hours will fall to under 30 hours a week.
flolidays will get Jonger. Six wecks will be the normal annual
holiday. Men and woimen will retire at the same age. b

Our leisure will be different too. ’llu, home will become the
centre of entertainment through television and electronic games.
More people will cat out in restaurants than they do today;
also they will have a much wider variety of food available. In
Britaia, there will be a change of taste towards a more savoury-

flavoured mena. New synthetic foods will form a regular part of
pcop]e s diets.

Foreign travel will increase; winter holidays will become more
popular than summer ones. Also non-stop flights from Britain
to Austradia and New Zealand will be cheap and easily available.
Hobbies and cducsrion will become increasingly important.

6. Work in pairs. Read the article on Life in
2001 and count the numbu of predictions for
qach wopic:

: \
Topic Nuwiber of predictions
Home L. '
Work .l

Leiswe L

150
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