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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. 

the 

in 

and 

In the study, the 

Audio-Lingual Method, 

Turkish public junior 

a new 

currently applied 

with its materials 

high schools is 

method, 

available 

revieiA!ed, 

Approach, is 

junior high 

methodölogical suggestion, the Eclectic 

presented for language teachers in public 

schools in the country. The study is a 

theoretical one throughout and alsa includes a review 

of six language teaching methods, namely, The Grammar­

Translation Method, The Direct Method, The Audio-Lingual 

Method, The Cognitive-Code Approach, The Communicative 

(Functional/Notional) Approach, and The Humanistic/ 

Affective Approach in order to select good points 

from same of them and to use them in an eclectic manner 

in the classroom. 
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The 

in which 

Teaching 

study begins with 

the Audio-Lingual 

of English as a 

the chapter Introduction 

Method which is used for 

Foreign Language(TEFL) in 

public junior high schools in reviewed with respect 

to i ts 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. 

the definition of approach, method, 

is presented, and it is followed by 

In this chapter, 

and technique 

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 requirements 

of the methods and approaches on which they are based. 

The fourth chapter is about Suggestion in which 

language teachers are presented an Eclectic Approach 

by 

out 

ai m 

which English Language 

effectively in public 

of the chapter is to 

Teaching(ELT) may be carried 

junior high schools. The 

make a suggestion to them 

to teach the language in an eclectic manner. 

The last chapter is a conclusion in which all 

that has been said in the study is summed up and ended 

with a suggestion about what precautions should be 

taken to improve ELT in secondary schools. 
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The thesis ends with Appendixes. The aim of 

them is to give an idea 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 

Taday education in anather language in addition 

to the mather 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 

the mass media have become technology, 

throughout many countries in the world, and 

widespread 

the widely 

used mass media in several continents have helped people 

of different countries to come closer through time, 

for nations have become more interested in the.cultures 

of other nations in the world. Moreover, the use of 

modern vehicles developed for transportation has made 

the journey between two countries and continents shorter 

ı 
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than before. Accordingly, tour i sm has gained mor e 

importance for many countries. In time, cultural and 

commercial relations between and among countries have 

become stronger and more intensive than in the past. 

Therefore, the 

has increased 

necessity to 

significantly 

learn 

through 

anather language 

the years, and 

this has caused same changes for a better language 

teaching such as 

the use of new 

and othermaterials 

reorganization 

teaching aids, 

prepared for 

of language 

different 

specific 

schools, 

textt::ooks 

purposes, 

new methods invented and based on dissimilar and various 

theoretical points of views of scholars, and so on. In 

fact, language teaching has been subject to many changes 

during its long history(Kelly, 1969). 

The underlying reason of all such changes is 

the purpose for a more effective language teaching. 

Based on that puprpose, many methods 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, 

and definite solution to all 

success of the class. Because 

does not mean the sole 

the problems about the 

there are many factors 

such as students' age, the physical condition of the 

classroom, students' cultural background, time allocated 

to 

the 

language 

student 

teaching 

toward the 

regulations, the 

target society, 

attitude 

and so 

of 

on. 



They are significantly influential on 

of the students. Neither should it be 
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the success 

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 l970s. 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 

under the supervision of the Ministry. 

In 1973, the language teachers 

were modified 

in secondary 

schools began to teach the lesson 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 school s 

with the teaching materials prepared by the Ministry. 

1.1.2.THE TEXTBOOK AN ENGLISH COURSE FOR TURKS(ELEMENTARY 

I, II, AND INTERMEDIATE I) 

An English Course for Turks was prepared by 

members of a committee under the auspices of the Ministry 



of Education 

April 13th, 

through 

197l(No: 

4 

the decree of the Ministry dated 

159). Then, it was put into use 

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

The aim of the books is to enable the students 

to be better in listening comprehension and speaking 

skill through the use of other materials such as wallcharts, 

pictures, workbooks, and figures, for there is an 

order of. importance of the fo ur skills: listening 

c ome s first, then, speaking, reading, and writing, 

as one of the requirements of the method. 

The books are levelled as Elementery I, Elementery 

II, and Intermediate I with the manuals for teachers 

and the workbooks for students. Elementery I is· for 

the students of the first grades; Elementery 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 1 s manual begins with 

the pronunciation part(Appendix A ). The second part 

is the structure part which introduces ·the structure 

of that day. The third part is the vocabulary part 

in which unknown English words are presented with 

their phonetic transcriptions. Next is the pronunciation 

part with same basic information given briefly about 

how to produce that sound and how to deal with problem 
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sounds in English. It is followed by the structure 

part again. But, this time it i ncludes same teaching 

techniques and examples about the new structure or 

one of the basic tenses of English. They are given 

in a mechanical manner. As they are done orally, accuracy 

gains more importance 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 lesson. 

Examples in this part are not done in meaningful contexts. 

Nar do they carry any communicative purpose. The structure 

part is followed by the reading part which is given 

with s ome questions for reading comprehension. The 

final part covers Learning Drills. This part is studied 

orally, and same of the drills are assigned as homework. 

The teacher's manual alsa contains information about 

h o w to use s u c h tea c h i n g ai d s as c har ts, tap e s, f i 1 m st ri p s, 

and flannelboard figures. 

The material in the textboök is studied step-by-

step. The 

part which 

The second 

in the bo ok is the structure first part 

is taught orally with 

the reading 

dialogs(Appendix B) • 

one is part which contains 

those structural items introduced in the oral part 

of the lesson for the practi~e of them. This part 

is followed by learning drills. They are done to practice 

the patterns in the given structures. The purpose 

is to make the students build those patterns on a 
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firm basis. They are highly mechanical. The types 

of them are fill-in-the-blanks, substitution drills, 

transformatian drills, matching drills, inclusion 

type of drills, and completion type. Then comes songs, 

rhymes, and dietatian 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 is required 

to tell his students the general meaning of the song 

or rhyme without teaching new items in it. There are 

alsa same English games in the books in order to make 

the learning more enjoyable. It is believed that the 

students' ability of self-expression in the target 

language may be developed through playing those games 

in the given language. The books end with small pictures 

of the charts used for the related lessons in order 

to exploit the given linguistic items. 

1.1.3. APPLICATION OF THE METHOD 

After greeting the class, the teacher begins 

the lesson with the vocabulary part. The students 

are sametimes 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 
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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 bo ok 

includes ·newly learnt words and structures. As required 

in the manuel, the teacher reads it aloud once while 

the students fallaw him silently. Then, each paragraph 

of the passage is read aloud by different students. 

Next 

about the 

is the 

passage. 

reading comprehension questions 

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 learning drills. 

With the question-and-answer drills, the students 

are wanted to practice the language in order to learn 

the grammar well. The teacher does the first one orally 

as an example. Then, the rest is done by the students 

orally. If one of them makes a mistake, the teacher 

asks anather student to do the same exercise until 

the right answer is given. Same of the exercises are 

assigned as hornewark at the end of the lesson. 
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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 been studied with much emphasis on grammar rather 

than on the communicative function of language, and 

there is an order of importance of the four skills -----
listening, speaking, reading, and writing as 

one of the requirements of the method, it is believed 

that presanting the language by giving more importance 

to accuracy with such an order of importance may not 

create an effective learning. 

The method is teacher-centered and teache s 

the target language with many mechanical exercises. 

Besides, it places much emphasis on speaking and accuracy 

as a requirement. It is a hard requirement to meet, 

for the classes are too crowded(the average is 40 

or 45). In 40 minutes' time, the students have veny 

little opportunity to talk in the target language. 

Listening and speaking are mor e emphasized 

than reading and writing. Therefore, reading is seen 

as a passive skill in the method. In fact, reading 

and writing may facilitate learning as well. 

As the students de al with the pronuncia~ion 

of the new words, they make choral repeti tion. When 
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they repeat the words chorally, they can not realize 

whether 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 

le ad s the students to 

new structure, 

memorize patterns 

the 

by 

teacher 

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 the reading passages in the textbook, 

there is less time left to deal with other activities. 

For an effective reading, the students should be able 

to interpret meaning in cantext and should discuss 

and eriticize the given text. Yet, many ELT teachers 

teach a reading plassage in the textbook just to get 

the students to understand it with emphasis on grammar. 

The other point is that it is hardly possible to say 

that the subjects of the reading passages in the textbook 

draw students' attention a great deal. The culture 

of the target society is reflected in them to a limited 

extent. Yet, the students may have many questions 

about the culture of the society whose language they 

are learning, and same written, visual, audio-visual, 
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authentic materials of different subjects may motivate 

students 1 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 little emphasis 

on the communicative function of language, and many 

of the m 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 error in her/his 

utterance, s/he is to be corrected either by the teacher 

or anather student. This may cause the student to 

hesitate to speak in the target language, for s/he 

may be ashamed of making errors in the classroom. It 

is thought by Krashen(l982) that it may be more beneficial 

to ignore errors until they cause a se~antic confusion. 

Most of the time, homeworks do not stimulate 

students 1 power of creativity and imagination, for 

the mechanical exercises in the textbook are assigned 

as homework. 

Many teachers in Turkish public 

schools are totally dependent on the 

in the manuals. It is believed that teaching 

junior high 

instructions 

the language 
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just by one single method with a total dependence 

on the guidance and instructions ın 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 students' varying 

needs. It is alsa expressed by Girard(l986) that: 

"He ( teacher) is not bound by any one theory, 

in contrast with his linguistic 

who is usually obliged to belong to one 

colleague, 

particular 

school. He can and should 

free to choose, and to build 

the aid of any notian that may 

be perfectiy 

up his work Illiith 

serve his ends. 

Rather than fish 

stream, we 

all waters 

catch." 

should cast our 

that might bring 

in one linguistic 

pedagogical net in 

us in a profitable 

Girard, 1986: p.ll. 

Hence, the teacher should be provided with 

a degree of flexibility and adaptability that will 

al.low him to carry out teaching with more suitable 

teaching ways in order to be able to meet his students' 

varying needs more efficiently. 

It should be alsa noted that there are same 

factors which should be tak en int o account before 

the selection and application of any language teaching 

method. Those factors are alsa significantly influential 



12 

on the success of the students. Therefore, the teacher 

is to be aware of them as he teaches his lesson 

to the 

attitude 

the time 

class. Students' cultural background, their 

toward the target society and its culture, 

allocated to language teaching, the number 

of the students in a classroom, regulations are just 

same of them, and they may not ııecessarily be the same 

or similar in every country; in other words, ttı ey 

may be variable. 

to 

are 

The other point is 

say that teachers in 

regularly provided with 

that it is hardly possible 

public junior high schools 

in-service training programs 

and written educational materials on language teaching 

with an adequate number to lead them to follow new 

changes, movements, techniques and to help them to 

be informed about the results of new studies in the 

field after they are graduated from teacher training 

colleges. 

The teacher teaches the parts in the textbook 

without dealing with them sufficiently. Because the 

time allocated to language teaching is very insufficient 

(three hours a week; the duration of one lesson is 

40 minutes). Students can not do much practice, and 

they are exposed to many rules in the given time. 
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The number of students in a language class 

is too much, and the distribution of language teachers 

to junior high schools isnot balanced, as it should 

be. To gi ve an idea ab out that, the two tables which 

show the 

students, 

number of Turkish 

and teachers in 

public junior 

Eskişehir in 

schools, 

and 1987 

are presented on page 14 and 15(cf. Eskisehir Milli Eğitim Gençlik 

v e Sp o r Mü dür 1 ü ğ ü Ar aş t ı r.m a- P 1 an 1 ama İ st at i st i k H i z m et 1 er i 

Şubesi Merkez-İlçe Eğitim İstatisleri Defteri): 

Foreign language lessons are not elective for 

all the students. Those who do not want to learn a 

foreign language come to the class unwillingly and 

reluctantly. 

Eve n though the factors mentioned ab o ve are 

influential on an effective learning to a great extent, 

itmay be still possible to teach the language effectively 

by trying new ways without disregarding students' 

opinions, feelings, and beli e fs. Learning the language 

in a humanistic atmosphere may be what the students 

need most. 



Table 1 

The Number of Turkish Public Junior High Schools, 

Students, and Teachers in Eskişehir in 1986 

NAME OF THE SCHOOLS 

1. AtatU~k Ortaokulu 

2. Çamlıca Ortaokulu 

3. Emek Ortaokulu 

4. Mehmet Akif Ersoy Ortaokulu 

5. Mehmetçik Ortaokulu 

6. 19 Mayıs Ortaokulu 

7. Osmangazi Ortaokulu 

8. Sami Sipahi Ortaokulu 

9. Tepebaşı Ortaokulu 

10. Tunalı Ortaokulu 

ll. Yeşiltepe (Sinan Ala~aç) Ortaokulu 

12. Cumhuriyet Lisesi Orta Kısmı 

13. Mustafa Kemal Lisesi Orta Kısmı 

14. Süleyman Çakır Lisesi Orta Kısmı 

15. Battal Gazi İlköğretim Okulu 

16. Mimar Sinan İlköğretim Okulu 

17. Mustafa Kemal İlköğretim Okulu 

Toplam: 

Number 

of 

Number 

of 

Students Teachers 

1496 5 

444 ı 

701 2 

1220 6 

877 3 

1742 4 

1505 6 

489 2 

1377 6 

602 

500 

5 

4 

10953 44 

1805 

856 

1820 

13 

5 

ll 

4481 29 

1030 

755 

118 

4 

3 

ı 

1903 8 

17337 81 

14 



Table 2 

The Number of Turkish Public Junior High Schools, 

Students, and Teachers in Eskişehir in 1987 

Number 

of 

Number 

of 

15 

NAME OF THE SCHOOLS Students Teachers 

1. Atatürk Ortaokulu 

2. Çamlıca Ortaokulu 

3. Emek Ortaokulu 

4. Mehmet Akif Ersoy Ortaokulu 

5. Mehmetçik Ortaokulu 

6. 19 Mayıs Ortaokulu 

7. Osmangazi Ortaokulu 

8. Sami Sipahi Ortaokulu 

9. Tepebaşı Ortaokulu 

10. Tunalı Ortaokulu 

ll. Yeşiltepe (Sinan Alağaç) Ortaokulu 

12. Cumhuriyet Lisesi Orta Kısmı 

13. Mustafa Kemal Lisesi Orta Kısmı 

14. Süleyman Çakır Lisesi Orta Kısmı 

15. Battal Gazi İlköğretim Okulu 

16. Mimar Sinan İlköğretim Okulu 

17. Mustafa Kemal İlköğretim Okulu 

Toplam: 

1620 4 

528 ı 

847 2 

1235 3 

986 4 

1936 6 

1570 6 

677 2 

1358 7 

648 5 

484 3 

11925 43 

1930 

1042 

1884 

4856 

1173 

799 

147 

2119 

18900 

14 

5 

12 

31 

3 

3 

2 

8 

82 
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1.2. PROBLEM 

It is assumed that the students taught by the 

Audio-lingual Method in Turkish 

foreign 

public junior high 

school s are taught 

in an inefficient way 

the 

in reference 

language, 

to the 

English, 

objectives 

of the lesson stated by the Ministry(cf. MEB, Tebliğler 

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 ab le to express themselves freely in 

writing, 

e . have a sufficient background to improve 

their knowledge in that language on their own in order 

to be mor e efficient in tour i sm 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 effectively by a new method. However, 

it should be noted that a method is not the sole 

solution to the problem of succes in language learning. 

Because · there are 

age, over-crowded 

language teaching, 

many factors such 

time classes, the 

students' cultural 

as students' 

allocated to 

background, 

and so on, which all have a significant influence 

on the success of the class. But, it is thought that 

the teacher under such conditions as in Turkey may 

still teach the target language effectively to the 

class by applying a new method in the classroom. 

Therefore, this study will be an attempt. to 

find an answer to the question: Is it possible to 

present the foreign language, English, in Turkish 

public junior high schools by applying an Eclectic 

Approach which i ncludes s ome go o d points of different 

approaches and methods for an effective teaching? 

1. 3. HYPOTHESIS 

In this study, it is put forward that despi te 

the unfavorable factors mentioned in ı. ı. 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 m ade up of different techniques of same 

of the methods and approaches used for language teaching, 

namely, The Grammar-Translation Method, The Dir~ct Method, The Audio­

Lingual Method, The CognÜ.ive-Code Approach, The Communicative 

(Functional/Notional) Approach, and The Affective/ 

Humenistic 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 II 

REVIEW OF THE LITERATURE 

2.1. APPROACH, METHOD, AND TECHNIQUE 

The terms 'approach, method, and technique' 

have confused teachers' minds considerab1y. 

'a 

An 

set 

approach is 

of correlative 

defined by Anthony(l972) as 

assumptions' which reflect 

the nature of language and the nature of language 

teaching and 1earning. It is said by himself that 

an approach which is seen by himself as axiomatic 

attempts to 

and that it 

an article 

except that 

clarify the subject matter to be taught, 

covers a philosophy with a point of view, 

of faith, and that it is often unarguable 

the effectiveness of the methods which 

are based on it are subject to an argument. 

19 



given 

as 1 a 

should 
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Anather definition of the term 'approach' is 

by Brown(l980) that an 

general and 

be taught, 

theoretical 

approach can 

view' of how 

while a method covers 'a 

be viewed 

language 

developed 

procedure' for teaching. 

The term 'method' is defined by Anthony(l972) 

as 'an overall plan for the orderly presentation 

of language material', which is totally b as ed on 

the selected approach without having any contradiction 

to it, and it is seen as procedural. 

The other definition of 'method' is given by 

Brumfit and Roberts(l983) that a method is made up 

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 s um of teaching techniques' to be 

used in a certain situation. 

A technique is see n by Anthony(l972) as 'a 

particular trick, stratagem, or cantrivance' which 

is put into use in the classroom to attain a certain 

objective and should not be contra dictory to a method, 

and therefore to an approach as well. 

The figure presented in the study by Hubbard 

et al.(l983) clarifies the matter to a large extent: 



21 

- ete . 

...... 
..... ~ 

ete. 

Figure 1: The Hierarchical Order of Approach, 

Method, and Technique. 

In the light of the definitions given above, 

it can be concluded that an approach covers aims 

by 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 use d to 

accomp 1 is h certain objectives of the lesson, as the 

teacher follows the requirements of the method. 

2.2. THE METHODS AND APPROACHES USED IN LANGUAGE 

TEACHING 

A method in language teaching is b as ed on i ts 

ce rta in theoretical foundation, and almost every 

foundation is made up of at least two disciplines 
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such as linguistics and psychology. Therefore, language 

t e a c h i n g c a n n o t b e t h o u g h t o f a s p u r e 1 y 1 i n gu i s t i c s 

or psychology(Brown, 1980). 

When we observe same of the language teaching 

methods in a chronological or der, we see that each 

new method carries same positive aspects or points 

of the old one s in i ts elf. We alsa realize that each 

new one·is a reaction to the preceding one. The underlying 

.reasons why we are likely to meet a new method may 

be new movements in language theories and new psychological 

findings in language _learning, or teachers' own experiences 

which have been gained in actual language teaching 

setting, or new needs depending on constant and rapid 

changes in economic, 

fields(Stern, 1983). 

political, social or educational 

As a comman point, each method can be said 

to have a different view of language, and it is reflected 

with certain beliefs based on same assumptions about 

language learning and 

process of it. 

w i ll 

b as es 

In this study, 

be reviewed with 

and purposes, 

the learner/teacher in the 

six language teaching methods 

regard to history, theoretical 

application in the classroom, 

and -opinions for and against .it. 
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2.2.1. THE GRAMMAR-TRA~SLATION METHOD 

2.2.1.1. History 

The Grammar-Translation Method is alsa called 

the Classical Method, for it w as firstly applied 

in the teaching of Latin and Greek. It became a commonly 

favori te method in the la te eighteenth century. Araund 

1840 Ollendorf's sequential arrangement of the teaching 

procedure, in which presentation of the rule w as 

first, then, a vocabulary list, and finally translation 

exercises, was accepted as the basic order of presentation 

of the lesson. At the end of the term, students would 

try 

the 

to translate same prose passages. When it was 

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; taday there are still 

same universities in same countries where less populer 

languages are taught through the translation of texts 

from the foreign language int o the mather tongue, 

and vice versa. 

2.2.1.2. Theoretical bases and purposes 

The target language is studied both to work 

out i ts grammatical rules, that are practiced by 
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go ing through texts and translation of sentences, 

and to relate those rules to native language rules 

and meanings as a primary requirement of this method. 

In 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 logical analysis of the languge, and it is followed 

by memorization of 

the se are applied 

rules and verb paradigms. Finally, 

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 purpose 

language 

is to help students read and explore 

literature, and to· make them aware foreign 

of the difference between the ir mather tongue and 

the target language through translation(Larsen-Freeman, 

1986). 

2.2.1.3. Application of the Method in the classroom 

This is just an example of the type of lesson 

that the method follows. 

A f t er w ar mi n g up the c 1 as s , the tea c h er w ant s 

the students to read a couple of sent:er.ıees from one 

passage in the textbook containing literary language. 
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When the reading is finished, the ~tudents 

are told by the teacher to translate the s.entences 

they have read in the foreign language into their 

native language. While doing that, they can get same 

help from the teacher for new vocabulary items. 

İn the fallawing activity, they deal with the 

questions for the reading comprehension. The first 

question. is done loudly as an example. The rest is 

done silen tl y, 

important skills 

since reading and writing are more 

to be developed. The n, each student 

reads one question out and gives the answer. If it 

is correct, the other question is done by anather 

student. If not, the teacher 

him to 

points 

do it, 

to 

at randam and wants or 

himself tells the right answer. 

are 

of 

can 

The next task is the vocabulary part. 

required to give the native tongue 

the words in the foreign language. If 

not tell the equivalents, the teacher 

one 

the 

student 

teacher 

The students 

equivalents 

the students 

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 phrasa~ 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 

to 

the end of the lesson, the 

memorize the translation of 
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teacher asks 

foreign words 

and idioms and to write sentences with those words 

in the target language as a homework. 

In all the activities, the teacher's role is 

quite traditional. The only authority in the classroom 

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(Larsen-Freeman, 1986). 

In the evaluation part, the students are tested 

for whether they can translate the given text s in 

the target language to the ir native language and the 

selected exercises fram the mather tongue to the 

language they are learning. Alsa, they should be 

ab le to state the rule when they are as k ed in or der 

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 taught deductively li\1 ith long e x p 1 an, at i o n s 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 isolated words as they 

learn the vocabulary of 

of the reading passages 

that 

is based 

language. 

on the 

Selection 

purpose of 

doing practice on these subsystems with less emphasis 

on the c o n t e n t o·f t h e m . Translation has a special 

importance in this method, 

are translated in both 

and disconnected sentences 

directions(Chastain, 

Kelly, 1969; Larsen-Freeman, 1986; Kocaman, 

Bell, 1981). 

2.2.1.4. Opinions for and against the Method 

1976; 

1978; 

It is expressed by Rivers(l968) that the method 

seems to be the right one for those students who 

interested in abstract are highly intellectual and 

reasoning, since it obviously requires a great deal 

ıı f lll ı' 11 t ;ı ı :1 C t- i \1 i \ V • i s also stated by herself 

that the burden on the shoulders of the teacher ls not 

too much; the method does not require many techniques, 

preparations from 

class and assigning 

does not need to 

the teacher, and 

grade s are easy, 

be very imaginative 

testing 

and the 

as s/he 

lessons, for s/he may teach lessons by go ing 

of the 

teacher 

plans 

through 

every page of the textbook without thinking of, for 

example, which real-life situations he should create 

in the classroom. 
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It is believed by Brumfit and Roberts(l983) 

that the students taught by the method may have a 

good reading knowledge of that language. 

It is said by Stern (1983) that grammar analysis 

and translation get the learner involved in an active 

problem-solving situation. 

In her criticism, Rivers(l968) states that students 

who are 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 alsa says that accurate 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 

mu ch emphasis on reading, and the students are exposed 

to art if i cia 1 forms of language with its detailed 

and sametimes esateric vocabulc;ıry, s ome of which 

are not the ones they need to use in their life. 

Mackey(l965) 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 



enough 

writer, 

such a 

to or der a meal. The well-known French 

Andre Gide, for example, who had 

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.l61. 
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It is stated by Brumfit and Roberts(l983) that 

translation needs a special skill, and that w hat 

·the method claims that the best way of having a high 

performance in the target language is through translation 

is not true. 

Anather opinion against the method. is expressed 

by Krashen(l982) and Stern(l983) 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 the ir 

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 very boring for 

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

It is put forward by Girard(l972) that we can 

not learn the culture of that target language community 

just by reading i ts literature, s ince literature 

does not cover culture as a whole, The field of culture, 
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he believes, is very widespread and alsa includes 

the attitudes and behaviors of the members of 

that 

out 

the 

target language 

one important fact 

Grammar-Translation 

community. He 

that language 

Method have 

neglected varieties of language 

registers, idiolects, and styles. 

such 

points 

teachers using 

considerably 

as dialects, 

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 of Andre Gide 

given as an example by Mackey. 

2.2.2. THE DIRECT METHOD 

2.2.2.1. History 

Until 1900 language teaching in school s had 

been carried out for scholarly or religious purposes 

with little attention, and students were taught classical 

languages rather ;than modern foreign languages w ith 

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. A fter the turn of the century, 
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the purpose in language teaching 

This caused 

orally in 

language 

the target 

lessons to 

sh i fted to speaking. 

be studied mainly 

language without translation 

and use of the mather 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 mavement was alsa accelerated 

by the findings in linguistics, philology, and phonetics. 

Especially, phonetics had a great contribution to 

the development of the direct method, for they both 

gave importance to the use of the spoken language. 

In 1919, the 'Cleveland Plan' was put into use 

in Cleveland public schools in the U.S.A. The plan 

aimed at keeping the students' interest alive and 

at making it higher so as to raise the standard in 

language learning. In order to attain the objectives, 

teaching would be in the target language without 

translation. \rJ it h respect to i ts requirements, the 

plan reflected a view of 'a consistent twentieth 

century application of the direct method' (Stern, 

1983). In Europe the direct method was shown high 

esteem when it was used to teach French and English 

at an elementary level. 

As a ruselt of the new insights of the direct 

method, direct study of oral and printed texts, renarration, 
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and writing of compositions about pictures and episodes 

to ok the place of translation of texts substitutionally, 

showed an attempt to teach the and many teachers 

le s son w ith 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 is that learning to speak 

the target language should involve not translation, 

memorization, and learning of grammar rules but the 

same mechanisms a child makes use of as he learns 

his mather tongue(Brown, 1980). According to advocators 

of the method, a student can learn to understand 

a language 

to speak it 

deal(Rivers, 

mostly by listening 

is more possible by 

1968). So, first 

to it, and 

speaking it 

learning 

a great 

language acquisition 

and learning processes a child passes through constitute 

the basis of the method. 

The purpose is to enable the student to think 

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

2.2.2.3. Application of the Method in the classroom 

This is just an example of the type of lesson 

that the method follows. 
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specially 

students begin 

constructed text 

the 

in 
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lesson with a short 

the coursebook of the 

target language for the use of everyday vocabulary 

and structure rather than li terary language in or der 

to have an oral exchange in the classroom. As the 

students deal with the text, they are expected to 

derive the meaning of unknown words from the cantext 

rather 

If the 

than looking 

meaning is 

up 

not 

in a 

ele ar 

bilingual dictionary. 

to the students, the 

teacherteaches it by miming or giving paraphrases 

and synonyms of it or presenting it in cantext through 

the use of sketches, pantomime, demonstration or 

such visual aids as blackboard, wallcharts, pictures, 

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

Testing of whether they have understood the 

meaning of foreign words is done by asking questions 

in the language being taught. The students are required 

to mak e 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 become 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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reveals the 

they learn 

that 

w ay 

the 

the language of 

members of that 

target culture 
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the target society 

society live. So, 

inductively(Larsen-

Freeman, 1986). 

For the writing activity, learning to write 

the target language is by transcriptian 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 transposition, substitution, 

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

The teacher is more like a director in all the 

activities. However, the students are mor e active 

than in the Grammar-Translation Method. The interaction 

is from the teacher to the students, and vice versa. 

A student can alsa be in an interaction with his 

classmates, 

1986). 

using the target language(Larsen-Freeman, 
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For the testing of the success of the class, 

the students' performanca in spoken and written language 

is evaluated as they use the language. 

It can be concluded by saying that conversational 

activity is encouraged in this method, and students 

are given opportunities to use 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. Dpinions for and against the Method 

It is believed by Brumfit and Roberts(l983) 

that the students taught by this method can improve 

their oral fluency in the target language. 

It w as pointed out 

direct method with i ts 

by Stern(l983) that 

distinguishing feature 

the 

le d 

language teachers to ·be inventive and to use new 

teaching aids such 

in the classroom. 

as pictures, objects, and realia 

Besides, it, Stern says, had a 

c on tr i b u tion to the development of non-translational 

techniques such as demonstration, pantomime, question-and­

answers, mimicry which were adopted and used in the 

application 

use, Stern 

of new 

expresses, 

methods ye ats 

was emphasized 

later. 

firsH y 

Language 

by this 
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method. It is stated by Stern that the method was 

alsa the first of the methods which required learners 

to use only the target language in lessons. 

It is believed by Krashen(l982) that the method 

meets students' need for comprehensible input a great 

deal, for they are exposed to the use of the target 

language all the time in the classroom. 

The other fact expressed by Krashen(l982) a~d 

Rivers(l968) is that students find the lesson and 

language use exciting and interesting since the method 

presents spoken everyday language with teaching aids 

in real-life situations. 

In her criticism, Rivers(l968) says that the 

method forces the adolescent student to express himself 

immediately in the target 

unstructured situation, and 

fluent but not accurate in 

language 

this may 

speech, for 

in 8 relatively 

help him to be 

he is no langer 

a child but an adolescent with well-established native 

language speech habits. Rivers alsa 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 in the 

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

language and very creative. 

It is believed by Krashen(l982) 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 re al 

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(l972) that the method 

is known 

not seen as 

interests, 

as teacher-centered, and 

an individual 

feelings, and 

with his 

thoughts, 

has no principles reJated to this area. 

the 

own 

for 

student is 

personality, 

the method 

So it may be concluded by saying that the method 

presents the target language with a new way leading 

toward communicative language teaching, although it 

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

2.2.3.1. History 

As being mainly American in origin, the Audio­

Lingual Method .was introduced with various names as 

'The Aural-Oral Method' 'The Mim-Mem(mimicry-memorization) 

Method', 'New Key', 'Audio-lingual Habi t Theory', 

and 'Functional Skills Strategy(Brumfit and Robçrts, 

1983; Stern, 1983; Brown, 1980; Rivers, 1968). Since 

the term 'Aural-Oral' created confusion and was difficult 

to pronounce, 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 years of World War II the American Army 

therefore strongly felt the need for fluent interpreters 

to communicate both with the united nations joined 

in alliance and with the militery adversaries(Stern, 

1983; Rivers, 1968). Hence, members of the linguistic 

societies were asked to develop a new method by which 

officers and interpreters would be able to understand 

n a t i v e s p e a k e r s o f o t h e r 1 a n g u a g e s a n d t o s p e ak t h o s e 

languages with near-native accent. In fact, linguists 

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

(Chastain, 1976; Rivers, 1968). Then came the growth 

and pract:ice of the Ar my Method which constituted 

the origin of the Audio-Lingual Method. With native 

teachers, 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 

tapes and language laboratories, and more financial 

aids contributed to the development of audiolingualism 

with influence on language teachers and language teaching 

programs of many 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(l964), 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 

disillusioned 

c au sed language 

and suspicious 

teachers to b ec ome 

of theorists(Brumfit 
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and Roberts, 1983; Stern, 1983). Thus, the 1970s were 

the years in which new movements in language teaching 

v.ıere witnessed because of the need of new alternative 

methods and approaches onwhich language teaching programs 

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

2.2.3.2. Theoretical bases and purposes 

The method is theoretically based on structural 

linguistics and behavioristic psychology. 

Structural linguistics can be traced back to 

1920s and 1930s. In those years, structural linguists 

were at work describing the structures of lesser-known 

languages rather than Greek and Latin. Due to the 

fact that 

languages 

majority of the 

had no written 

societies 

alphabet 

of 

and 

lesser-known 

manuscript, 

they entirely dealt with their spoken 

focused their ettention on what people 

languages and 

actually said 

in their native language and disregarded what traditional 

grammarians maintained they ought to say. So description 

of languages was no langer carried on with respect 

to Latin grammar rules. They accepted the use of contrasttive 

analysis and gave excessive emphasis to the formal 

properties of language, dealing with lexis, patterns, 

and pronunciation. Phonemes, morphemes, phrases, and 

sentences were studied by structural linguists. After 
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they worked with the members of those societies to 

deseribe the structures of their languages, they concluded 

that language is a stream of oral sounds, and that 

speech precedes wri ting, and that intonation, function 

words, phonemes, and morphemes play an important role 

to understand the meaning of linguistic utterances. 

S o , the ana 1 ys is o f the s e as pe c t s o f 1 an g u age p ro vi d e d 

well-defined descriptions of language and had an influence 

on language teaching programs(Chastain, 1976; Rivers, 

1968). 

Behaviorist psychology alsa had a contribution 

to the development of the method. A fter the Darwin' s 

Origin of Species had been published in 1859, his 

theories became widely known, and an increasing interest 

w as seen in animal psychology. Thorndike and Watson 

carried out same 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 

in 

the impossibility 

them. Therefore, 

of observation of mental processes 

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 formatian of 

associations between stimuli 

they deseribed learning as 

formatian of habits through 

Hence, 

as 

and response. 

conditioning -----

respanses to stimuli. 

This approach 

(Brumfit and 

is known as "respondent conditioning" 

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 ma de st ranger by 

reinforcement. Rather than stimuli, "consequences" 

therefore gain mor e importance to control behavior. 

It was alsa stated by Skinner that when the consequence 

brings a reward, behavior is established more strongly, 

and when 

there is 

the 

no 

consequence brings 

reinforcement, it 

a punishment, or when 

becomes difficult to 

make the operant stronger, or evenit may be no langer 

see n in time at all(Brown, 1980). In the light of 

these explanations, it is believed that learning as 

a des i red behavior can occur through re infareement 

if it is rewarding. 

The purposes to be attained during the application 

of this method lead the teacher to give more importance 
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to the listening and 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 

students should be able to use the target language 

so automatically that they should not stop to think. 

It is expressed by Chastain(l976) that: 

"Proponents of 

ai m to duplicate 

the audio-lingual approach 

first language habits in 

the second-language learner Jin o ur case, 

the foreign language learnerl . 

. . . The goal is to condition 

learners the same types of 

h abi ts they have in the ir native 

Chastain, 1976: p.l26. 

in second-language 

automatic 

language." 

speech 

Therefore, the students are to form new habits 

in the target language and to overcome their old habits 

of their native language in order to use the target 

language automatically(Larsen-Freeman, 1986) .. 

S o, 1 an g u age tea c h i n g i n terms of the the or et i ca 1 

views of the audio-lingual method is thought as habit 

formation, and the learner is 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. 
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2.2.3.3. Application of the Method in the classroom 

This is just an example of the type of lesson 

that the method follows. 

In the application of the method, the daily 

speech is studied by fallawing 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 cantext 

rather than giving the m separately to the students. 

Because it isbelieved that they are formed more naturally 

in a context. The structures and vocabulary in the 

dialog are learnt by 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 class often practices the 

dialog as a group, and then in smaller groups. As 

the students deal with the dialog, they learn the 

grammar of the target language inductively, for it 

is thought that people do not memorize the rules of 

their mather 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, 

chain, and repetition which all are 

transformation, 

related to the 

structural patterns in the dialog. 

in the pattern practice activity, 

By 

the 

participating 

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 not 

neglect errors at any time and provides his students 

with correct answers when errors occur, for it is 

believed that errors may lead the students to form 

bad habits. In the activity, the teacher supplies 

the student who has answered the question correctly 

with positive reinforcement(Newmark and Diller, 1972; 

Dakin, 1973; Brooks, 1960; Finocchiaro, 1974; Kocaman, 

1978; Diller, 1978; Chastain, 1972; Brumfit and Roberts, 

1983). 

Most of the time, the teacher himself facilitates 

the beginning of the interactions with his students 

and directs the interaction when the students play 

different roles in dialogs that provide student-to-student 

interaction. He is a model to his students, and, like 

a conductor, directs and controls what his students 
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do in the language teaching activities of the method 

(Chastain, 1976; Rivers, 1968; Diller, 

1983; Krashen, 1982; Stevick, 1982). 

1978; Stern, 

During the application of the method, the teacher 

teaches the target language with very little use of 

the native language in order to prevent language 

interference, and may apply contrastive analysis with 

emphasis on the phonetics, phonology, and mqrphology 

of the native and target language, and may use language 

laboratories, tap es, pictures to tea ch the class how 

to respond to both verbal and nonverbal stimuli. Besides, 

the students are not required by the teacher to learn 

the target language with lists of pronouns and verb 

conjugations. The other fact is that language is not 

ronsidered apart from culture. It is alsa reflected 

that culture does not cover only literature and the 

arts. The way members of the target society behave 

and live is included as a part of that target culture, 

and is given by the teacher in the lessons as one of 

his 

1986; 

Brumfit 

1978). 

responsibilites{Rivers; 

Kocaman, 1978; Stern, 

and Roberts, 1983; 

1968; 

1983; 

Huebener, 

Larsen-Freeman, 

Ch:=ıstain, 1976; 

1967; Diller, 

So, it can be concluded by saying that language 

acquisition, according to audiolingualism, results 

from habit formation. 
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2.2.3.4. Dpinions for and against the Method 

It is stated by Stern(l983) 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 

which disregard great intellectual exploitations of 

the given language instruction through abstract reasoning. 

Thanks to its requirements, large groups of ordinary 

learners, in Stern's point of view, had relatively more 

opportunity to participate in language activities. 

Besides, the method, Stern say s, emphasized "syntactical 

progression" rather 

Stern pointed out 

to the development 

than vocabulary and 

that the .method alsa 

of simple techniques 

morphology. 

contributed 

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 done only by reading textbook exercises 

aloud. 

It is reported by Chastain(l976) that the results 

of the experiments carried out by Delattre(l947a, 

1947b) reflected that the students taught by the Audio­

Lingual Method were amazingly successful in the oral 
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production as well as in the written language, and 

poorer ones learned better; thus, it made the class 

unified with regard to abjlity. Anather experiment 

carried out by Scherer and Wertheimer(l964) gave the 

results that the achievement test scores of the students 

ta u g ht by this method w ere significantly higher in 

listening and speaking at the end of the second semester 

whereas the scores of the students taught by the 

traditional methods were better in translating, reading, 

and writing. Later, both groups were 

to the target language in the same 

second year. At the end of the second 

showed that there was 

students were better 

students w ere better 

no 

in 

in 

difference: 

speaking; 

writing 

altogether exposed 

class during the 

year, the results 

the 

the 

and 

audio-lingual 

traditional 

translating, 

hut both of the groups were equally better in other 

skills. 

It is believed by Krashen(l982) that the dialogs 

and pattern practice are · easy to understand for many 

students. 

The method is ciriticized by Stern(l983) in 

his statement that the techniques of the method are 

said to cause boredom in students, 

ineffective in the long run. 

and regarded as 
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It is pointed out· by Brumfit and Roberts(l983), 

anc;l Chastain(l976) that students d id not actually 

understand what they said and learnt, and became 

unsuccessful to use the given structures studied before 

in contexts since they were provided with insufficient 

contextualization as they were dealing with pattern 

under the total control of the drills to o frequently 

teacher. The 

Roberts(l983), 

other point expressed by Brumfit and 

and Krashen(l982) is that the method 

leads the students to focus their attention o n form 

rather than content, for form is much emphasized as 

a requirement of the method. Therefore, they are likely 

to produce their utterances ina quite mechanical manner 

without having a creative use of the language. 

It is said by Diller(l978) that we are not 

always exposed to correct language in actual li fe; 

native speakers, too, mak e errors, fal se st ar ts,· 

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(l968) that language 

learning in human beings can not be deseribed as a 

matter of habit and conditioning in accordance with 

the results of the experiment s which were carried 
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out with animals, for such experiments on animals 

caused psychologists to limit their descriptions only 

to the observable behaviors of them, for language, 

Ri ver s says, is related with a cognitive activity 

which comprises of creative processes. 

H is pointed out by Krashen(l982) that although 

the audiolingualism does not favor conscious Jearning, 

it requires inductive learning through which the student 

works out rules by appliying his mental power as he 

is invnlved in a dialog or pattern practice. 

As a conclusion, the method has favored an 

ıınthinking drill and 

be one which does not 

training approach. It seems to 

allow the student to think about 

w hat h e w.a nt s to say i n 

words, learning the target 

the target language; in other 

language by the Audio-Lingual 

Method is quite mechanical with automatically given 

answers. Therefore, 

expression. 

the 

It 

method 

should 

do es not encourage 

personf.!l be als o not ed that 

it has considered the L 
1 

-L 2 connection as an important 

issue to achieve the purpose of a more effective language 

teaching, and contrastive analysis in 

lessons, and 

applied 

that it pursues the goal of getting 

students involved in the target language 

intensive practice through habituation. 

with 

the 

the 

an 
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2.2.4. THE COGNITIVE-CODE APPROACH 

2.2.4.1. History 

In the late l960s, the development of the Cognitive­

Code Approach sta~d~d as an alternative or reaction 

to the Audio-Lingual Method, and its principles were 

determined by the ideas set forth in the studies of 

transformational-generative linguists, 

Chomsky with his book Syntactic Structures 

especially 

published 

ın 1957, and cognitive psychologist, especially Ausubel 

with his book Educational Psychology: A Cognitive 

View published in 1968(Chastain, 1976). The pub1ication 

of the book Syntactic Structures by Chomsky in 1957 

gave an impetus to the development of the approach. 

Although the methodologica1 

linguistic theory were not 

to many people because of 

implications of Chomsky's 

immediately recognizable 

his earlier writings which 

were mostly about the forms of grammars rather than 

language acquisition, it was 

that behavioristir. theories 

and phrase-structure grammars 

stated by 

of language 

did not 

Chomsky(l965) 

acquisition 

reflect the 

comp1exity of learning a language, and that language 

le8rning is very closely related to mental activities, 

and that the 1earner is in a cognitive process as he 

endeavors to 

1980; Stern, 

learn that 1anguage(Chastain, 1976; Brown, 

1983). On 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 ideas relying on psychology, and challenged the 

theoretical bases of the awdiolingualism. The ideas 

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 directian 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 

on grammar-translation and direct method 

practices." 

Stern, 1983: p.469. 

In the fallawing years after the publication 

of Ausubel's book, an increasing interest in child's 

language acquisition appeared. The 1970s w ere the 

years when child language researchers dealt with the 

functions of language and the formulation of them. 

At the same time, it was realized 

transformational-generative model 

that 

w as 

Chomsky's 

inadequate, 

for child language researchers pointed out that language 
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functioning extends well beyand 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 language teaching methods 

(Chastain, 1976; Stern, 1983). 

2.2.4.2. Theoretical bases and purposes 

The method is mainly based on cognitive psychology 

and transformational-generative linguistics. 

Learning in terms of cognitive psychology 

mental processes that 

gives 

a special 

under the 

importance 

individual's 

to 

control, 

are 

and knowledge is gained 

by making use of information within cognitive resoL!rces 

by which behavior is established and controlled. Thus, 

it is rejected that conditioned behavior constitutes 

knowledge(Chastain, 1976). 

With 

Psychology, 

respect to 

the teacher 

the principles of Cognitive 

therefore is to be fully aware 

of the importance of students' mental resources and 

mental activity in learning. Due to his 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. Wh.ile doing so, the teacher is to consider 

his students' existing knowledge ---- what they already 

know. Then, he should present the material in such 

a cantext 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 cantext s that learning is 

meaningful to the students. Hence, the teacher leads 

his students to be active and to have a questioning 

a tt it u de. So the students can understand things and 

relate them to the old information. 

Transformational-generative linguists put forward 

that language is not as simple as considered before, 

and that language and learning are closely linked 

with mental activities, and that learning is not a 

matter of habit and conditioning(Chastain, 1976). 

It is stated by Chastain(l976) that the re are 

s ome basic beliefs in the T-G theory. Firstly, language 

is rule-governed, and an individual has a finite set 

of rules, with which be can produce infini te number 

of sentences. Secondly, the variety of language is 

infini te; each sentence created by native speakers 

of that language is unique. Thirdly, a native speaker 

has the ability as 'campetence' and can demonstrate 

it through 'per formance'. Competence means wlıat a 
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native speaker knows, and performance means how the 

speaker actually uses his knowledge in the language. 

Competence precedes performance. It is suggested by 

Chomsky that both the linguist and psychologist should 

first deal with competence before performance. Fourthly, 

every sentence created by a native speaker has a surface 

structure, which means the actual utterance of the 

written or spoken sentence, and 

which represents meaning. Fifthly, 

a deep 

the two 

structure, 

types of 

grammar rules help us to explain both the deep and 

surface structure: generative rules, which are used 

for the explanation of the formatian of simple sentences, 

and transformational rules, which are used for the 

transformatian of simple sentences to make them more 

complex by 

to convert 

adding 

the deep 

other linguistic 

structure into 

iterns 

surface 

in order 

structure. 

Sixthly, T-G linguists attach more importance to meaning 

or the deep structure. Seventhly, all the human beings 

are equipped with an inborn language acquisition device. 

Eighthly, 

that all 

grammar consists of same certain basic elements 

languages commonly have. Therefore, it is 

believed by transformationalists that there is a universal 

grammar. 

The purposes to be attained by the students 

ta u g ht by this ap p ro a c h ar e ma i n 1 y the sa m e as those 

of the Audio-Lingual Method. However, there are same 
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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-1.i fe situations. 

application sessions the 

Secondly, 

students 

in 

are 

the periodic 

expected to 

realize that information has a functional importance 

and can be used for additional learning or solving 

the hours of the demonstration of problems through 

the ability to 

of the ability 

remember previously ta ught things and 

to use them. Thirdly, they are wanted 

to be aware of what they say, write, read, and hear 

ın all the language teaching activities of the approach 

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

Therefore, learning a 

cognitive 

learning 

theory has 

which fully 

laid an 

demand s 

language 

emphasis 

mental 

in te-rm s of 

on meaningful 

activities, for 

1 an g u age i s . t h o u g ht to ha v e a c 1 o s e r e 1 at i o n s h i p w i th 

mental processes. 

2.2.4.3. Application of the Approach in the classroom 

This is just an example of the type of lesson 

that the approach follows. 

The teacher begins with the teaching of new 

sounds, v o ca b u 1 ar y , arı d st r u c tL ır e s o f the tar ge t 1 an g u age . 
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While teaching vocabulary, the teacher may make use 

of visual aids and supply definitions either in the 

native language or in the target language. He may 

alsa teach it contextually. The teaching of new structure 

is performed with visual aids, contrastive comparisons, 

explanations, examples, and through demonstration. 

The introduction of new language instruction is considered 

as. the basis for all the exercises and activities 

to be dealt with in the classroom. So, what is required 

from the teacher in the first sessions is that he should 

help his students to establish a cognitive base that 

will enable them to develop their language skills. 

The exercises given to the students taught 

by this approach are to make the uriderstanding 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 

to utilize the ir 

the students 

competence as 

with 

they opportunities 

do them. While dealing with the exercises, the students 

are to make a conscious selection of the right word 

or form in the target language. They are sametimes 

given with occasional clues in the native language 

(Chastain, 1976). 

The exercises are followed by same performance 

activities in which they are required to make use 

of their competence as they speak or write in the 
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language 

activities, 
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in order to express themselves. In 

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 in the 

performanca 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 

orally and in writing. These activities are performed 

in meaningful situations, and understanding becomes 

.the whole matter; both the teacher and students endeavor 

the make themselves understood in that language(Chastain, 

1976; Krashen, 1982). 

fo ur 

to 

During 

language 

the application of this approach, all 

skills are 

any of them. 

practiced with 

the 

no priority 

lesson with 

intensive dr i ll 

Rather than learning 

for the purpose of automatic command 

of the language and habit-formation, intellectual 

understanding is what is required from the learners. 

Therefore, emphasis is laid on rule learning, meaningful 

practice, and creativity(Stern, 1983; Krashen, 1982; 

Chastain, 1976). 
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The teacher's role is to facilitate learning 

by making it meaningful and to lead the students to 

proceed from competence to performance(Stern, 1983; 

Chastain, 1976). 

To sum up how the approach is applied in the 

classroom, it can be said that communicative competence 

gains more importance, and that language acquisition 

is not b as ed on habit formation. Besides, grammar 

is taught deductively. It should be alsa added that 

no emphasis is placed on pronunciation, and perfection 

is regarded as an unrealistic aim. As might be realized, 

instruction is individualized many times and involves 

much group work. The teacher is a 

the language teaching activities 

In the application of the approach, 

facilitator in all 

of this approach. 

reading and writing 

are as important as speaking and listening. 

who is in favor of this approach believes 

are inevitable, and that they should be 

constructively within 

silence is useful and 

a systematic study, 

necessary. In the 

A teacher 

that errors 

analyzed 

and that 

activities, 

all teaching points are given in cantext with audiovisual 

aids, stories, and pictures. Besides, the mather tongue 

can be used, and translation is not strictly avoided 

in the classroom. It should be alsa noted that the 

affective domain is not fully neglected; the attitude 

of the teacher and students, human sensitivity, and 
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of interaction are regarded important, the quality 

and that a 

language is 

go o d 

the 

general proficiency 

ideal goal of the 

in the target 

1978; Chastain, 1976; l<rashen, 

Stern, 1983; Diller, 1978). 

approach(Kocaman, 

1982; Brown, 1980; 

2.2.4.4. Opinions for and against the Approach 

It is expressed by Stern(l983) that the 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(l976) that since graphic 

and schematic procedures, demonstration, visuals, 

realia, and other proper means are used to give meaning 

and form in cantext with emphasis on both written and 

spoken languag~ in the teaching activities, many senses 

are involved in learning the target language. 

It is stated by Rivers(l968) 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 seetion provide 

very little comprehensible input, for the focus is 

on form, not meaning. It is alsa 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 utterances 

produced by the acquired system, the student focusses 

his attention on form by thinking about correctness 

of his utterances. Therefore, it, in Krashen's point 

of view, 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 performance. The other opinion expressed by 

Krashen is that the approach assumes that everyone 

can accomplish conscious learning, and that all rules 

can be learnt. Thus, it endeavors to supply students 

with items that are not yet acquired. 

Anather opinion expressed by Diller(l978) is 

that meaningful exposure 

adults, but not for all. 

may be sufficient for some 

Diller explains it by saying 

that it is much more efficient for most adults if 

there can be meaningful practice of the grammatical 



62 

constructions 

alsa points 

better at 

of the language in an orderly way. 

out one fact that the adult seems 

Diller 

to be 

rather accomplishing conscious learni.ng 

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

As a conclusion, 

has introduced language 

problem. İt has placed 

code and required that 

the Cognitive-Code Approach 

as an intellectual learning 

emphasis on the learning of 

language learning should be 

in meaningful situations. Thanks to the approach, 

mistakes have been seen as an important and signi ficant 

evidence of the fact that the student is in the learning 

process. Therefore, the attitudes of the teacher toward 

mistak es have 

over-correction 

been positive 

in order to 

with 

avoid 

no insistence 

discouragement 

on 

in 

the student. The approach has alsa seen the teacher 

not as the only authority in the classroom, as in 

the methods mentioned before, but as a facilitator 

who helps the students to have a cognitive control 

over the structures of the target language. 

2.2.5. THE COMMUNICATIVE(FUNCTIONAL/NOTIONAL) APPROACH 

2.2.5.1. History 

In its histarical 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 

methodology(Brown, 1980; Stern, 1983). Applied linguists 

focused the ir at tention on the functional features 

linguistic communication rather than on the forms of 

of 

by 

language. The experimental studies 

applied linguists such as Candlin, 

carried out 

Al le n, Corder, 

W i 1 k_ i n s , a n d W i d d o w s o n p r o v i d e d n e w i d e a s w i t h e m p h a s i s 

on functional communication, and they placed stress 

on the development of "communicative competence" in 

learners. Discourse analysis, semantics, and socio-

linguistics became very influential on language teaching 

theories. Besides, communicative acts, functions, and 

rules of conversation were given more importance by 

curriculum designers. This type of curriculum w as 

called 'a national or sametimes a notional-functional 

syllabus'. As an alternative to the 'structural syllabus', 

which basically teaches the forms of language in terms 

of i ts grammatical 

introduces 

and lexical units, the national 

syllabus language in functional terms, 

as "nations" 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 

communicative 

a formal 

event s'. 

system 

It w as 

and language 

alsa stated by 

use as 

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 

thanasa formal system(Stern, 1983). 

Nith 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 important point that teachers should be aware 

of language needs of learners in order to determine 

what language functions would be put in a communicative 

curriculum for a more effective teaching. A number 

of studies(Munby, 1978; Shaw, 1977; Richterich, 1980; 

Savard, 1977; Richterich and Chancerel, 1977/80) showed 

that the definition and identi fication 

needs took the 

procedures to 

(Stern, 1983). 

first and most 

mak e language 

Besides, varying 

important 

teaching 

needs of 

of language 

part in the 

communicative 

the learners 

who wanted to learn a language for the expansion and 

enhancement of the ir careers caused an increasing 

pressure to teach languages quickly and efficiently 

in a given limited time. Thus, teaching language for 

special or specific purposes as a sub-branch of language 

teaching placed mor e importance on communication. 

As a result of that, knowing the communicative needs 

of the learners was regarded as vitally important in 

the preparation of this type of syllabuses, and the 

communicative functional/notional approach has been 
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Roberts, 

h elp 

1983). 

to achieve 
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that purpose(Brumfit and 

All these changes brought by the approach reflect 

thecurriculum belief that the learner with communic~tive 

competence that he will need for the use of the given 

language 

language 

1980). 

m ay 

mor e 

afterwards acquire 

meaningfully and 

the grammar of that 

functionally(Brown, 

Therefore, 

1970 we have, 

it 

as 

can be 

stated 

concluded that since about 

by Stern(l983), 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 

directian 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 comman point seems that structures and vocabulary 

have an importance for many methodologists. But advocators 
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of this approach put forward that a learner may not 

be efficient in his parformance in that language just 

by knowing the structures and vocabulary of it. He may 

know the grammatical rules of the language perfectly, 

but may not be ab le to use the language. A language, 

they say, is al so u sed for functions such as greeting, 

apologizing, arguing, and so o n. Besides, the social 

cantext, they believe, determines how we should express 

o ur intentions, emotions, and opinions. It is alsa 

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 

consideration of feedback provided by the receiver 

(Larsen-Freeman, 1986). 

Hence, it is emphasized that the target language 

is to be taught in a clearly specified social cantext 

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 be put aside from language; 

they are closely related with each other, and that 

culture is not limited to the fine arts or literary 

language. Thus, culture is studied by observing a 
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native speaker's typical way of life in his society. 

The use of nonverbal behavior as one aspect of the 

culture of the target society is also taken int o 

consideration by the Communicative Approach(Brown, 

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

ı lll. IJ ll; 1 ı ı .. .. 1 11 d 1) 111) 1 ı 1 p ı· o ııırı1ı ıı 1 i ı· ıı ı- i \1 ı~ c o rn pet e n c e 

in the learners. Communicative competence means being 

able to use 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 is required to h elp them realize 

that the performance of a function can be carried 

out by many different forms and alsa that it is possible 

to use a single form for different functions in language. 

The approach alsa requires the teacher to enable the 

students to mak e use of different communicative 

strategies for choosing the most appropriate form 

among o thers with respect to the given social cantext 

and the role s of the participants(Larsen-Freeman, 

1986; Widdowson, 1978). 

As a conclusion, the communicative approach 

requires the teacher to enable his students to be 

communicative in that language rather than to provide 

the m with a knowledge merely on the grammaticalrules 

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

This is 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 

properties of 

may realize 

language. the cohesion and coherence 

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 

the 

te ll 

his thoughts and 

text. After that, 

each underlined 

feelings in his utterances in 

the students are required to 

prediction in anather way with 

s imilar meaning. I n the 

played 

fallawing activity, there 

with thirteen cards showing is a game to be 

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 non e of the members of the group. The fi fth student 

in the group has no c ard and is told to mak e a prediction 

ab out w hat Tim will do next week by us ing the name 

of one of the items in his sentence in the target 

language. If the item in his prediction is not the 

one in one of the pictures the fo ur students in the 

group have got, he can utter a strong s tatement for 

his prediction and check hinıself by seeing the picture 

on the c ard placed fa ce down. Each student is given 

a chance to predict. The activity is followed by anather 

one. The students mak e groups of three. One student 

in the group has a picture strip story. A number of 

successively arranged 

beneath cornmunicate a 

pictures 

story. 

which have no word s 

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 

ıs made for the third picture. If it is correct, the 

two students mak e the ir prediction for the fourth 
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picture which they do not see. When all the pictures 

are shown, a new strip story is 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 

is a bass. The others are 

that their company will 

The students are asked to 

the employees. It is supposed 

merge with anather company. 

discuss with the bass etbout 

what changes will happen with respect to the given 

social status and roles. As they discuss, the teacher 

joins 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 

are more appropriate in such a situation. 

language form s 

and 

m ay 

In order to 

writing skill in 

read same other 

develop the 

the target 

predictions 

students' li s tening 

language, the teacher 

to hear the students' 

opinions and beliefs about the probability of them, 

and want his students to listen 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 is to facilitate his 

students' learning. He manages classroom activities, 
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creates situations that will contribute to the growth 

of communication, often uses roleplays in the classroom, 

and behaves as an advisor. He leads the students to 

work in pairs, triads, small groups, and as a whole 

group. He acts as a "co-communicator", too; in other 

word s, he 

activities 

tak es 

with 

part or participates 

his students. He is 

in communicative 

not the only 

authority 

methods. 

in the 

Students' 

classroom, as see n in same other 

anather is interaction with one 

much more than they interact with their teacher. Therefore, 

this approach 

1986). 

is not teacher-centered(Larsen-Freeman, 

While testing the class, emphasis is not only 

on accuracy or formal correctness but alsa on the 

appropriate use of the language within a given social 

context. The students are required to be communicative 

in a given situation by using appropriate linguistic 

utterances with regard to social status of the participants 

(Stern, 1983). 

As a summary, it can be said that materials 

and teaching procedures 

to the needs analysis, 

are 

for 

developed 

what the 

with respect 

students need 

the language for is very important. In the activities, 

language is seen as a tool 

as an object of study. Such 

scrambled sentences, picture 

for communication, not 

teaching activities as 

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, 

learn how to express their opinions, 

the students 

feelings, and 

beliefs. Working in small groups ineresses the amount 

of communicative practice significantly. The skill(s) 

the students .need are practiced from the beginning 

of the course. The practice is not repetitive or imitative 

the students with natural options of but provides 

language use which br ing 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 lOO~o accuracy. The students are free 

about what and how to say in the target language with 

i ts alternative forms. Authentic language materials 

such as radio or television broadcasts, weather forecasts, 

realia, menus, timetables, other visual and audio-visual 

aids, pictures, cards are widely used in the activities. 

It should be alsa noted that the teacher is to have 

a basic knowledge of the field in which the students 

will be specialized, to be fluent in the students' 

native language, and to use the target language 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, 

1972; 1976; 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(l980) that a properly designed 

functional/ national 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 use 

of authentic materials in the application of the approach 

allows the students to understand more varied forms 

of language than they are capable of producing in 

the classroom, and that a functionally organized language 

teaching can be very profitable for a student with 

a sufficient grammatical knowledge in that 

and that the communicative facts of language 

int o consideration from the very beginning 

language, 

are taken 

of the 

course without disregarding the grammatical and situational 

factors. 

It is stated by Brumfit and Roberts(l983) 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 Robert s express, may b ec ome easier for the teacher 

and students if the textbook writer can focus his 

at tention 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(l983) that the corıplex 

relationship between form and significant factors 

in a canversetion such as the roles of the participants, 

their personalities, the topic that has an important 

role in 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 difficult task, especially for non-native teachers, 

to decide on which base it should be determined since 

the students can give different answers that are perfectly 

appropriate to use in the same situation. Besides, 

the area of appropriacy, 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 much, for he should facilitate learning by 

planning the necessary teaching organizations b3fore 

the class begins, and should be a guide in all teaching 

activities, and as a researcher and learner should 

have a great amount of information ab out learning 

and its nature. 
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Functional syllabus is criticized by Brumfit(l980) 

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 is pointed out 

by Brumfit that same of the activities of the approach 

such as putting the scrambled pictures in the right 

order, replacing the scrambled sentences in a logical 

order may not be what the learners will meet in real-life 

.situations. 

As a conclusion, it can be said that the approach 

has laid an emphasis on communicative activities and 

presented the target language through them by giving 

importance to fluency rather than accuracy. The approach 

has been so influential on current thought in language 

teaching that taday 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 years, the ter m "humanistic" has 

drawn more ettention although psychologists were interested 

in the concept years ago. 

Carl 

W ith his cJ.assical work 

Rogers(J.95l) put forward 

Client-Centered Therapy, 

some principles about 
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human behavior. The i.dea behind his humanistic psychology 

has become influential on language teaching programs 

a great deal. For a more effective learning it has 

alsa become a fundamental requirement that the teacher 

should show more respect to his students' inner world 

and feelings. 

The individual as an emotional creature with 

his unique personality, feelings, and inner world 

has become the center of interest. Therefore, many 

r.esearches and studies on the affective domain(Krathwohl, 

Bloorn, 

Hill, 

and 

1970; 

Masia, 1964; 

Guiora et 

Pike, 

al. 

1967; 

l972b; 

Coopersrnith, 

Macnarnara, 

1967; 

1975) 

have been carried out for a 16ng tirne(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 atmesphere 

in language teaching settings. 

2.2.6.2. Theoretical bases and purposes 

Since the approach is rnainly based on hurnanistic 

psychology, a brief outline ab out what humanistic 

psychology is and covers will be given in this section. 

İn his humanistic psychology, Rogers(l951) 

focused his attention on the affective domain. The 
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affective domain is defined by Brown(l980) in a clear 

way: 

"The affective domain is the emotional 

side of human behavior, and it may be juxtaposed 

to the cognitive side." 

Btown,.l980: p.lOl. 

It is alsa stated by Brown(l980) that anather 

definition of the term was made by Krathwohl, Bloom, 

and Masia(l964) with five levels of affectivity: 

Firstly, receiving comes into play. A person 

must realize that he is living 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 sev el is responding. The person 

should voluntarily respond to it with his own intention 

and have a satisfaction from the response. 

The thi.rd 1 e.v e 1 is valuing. 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 

a fter reaching the point of conviction that is the 

result of the attemption of pursuing, seeking out, 

and wanting it. 
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The fourth one is organization. He ma kes an 

orc:ıanization of values, relying on his beliefs. Hence, 

his organization consists of a system of beliefs. 

By doing so, he reflects the way he sees interrelations 

among them by establishing a hierarchy of values within it. 

The last one is his value 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 a ı ı these levels to language 

human being te8ching/learning is that language and 

are in a very close interrelation with each other, 

and human being is an emotional creature as well as 

intellectual. Besides, the learner is likely to have 

a tendeney to be receptive to that language, to be 

responsive to its speakers 8nd the cantext in which 

he is communicating, and to attribute a value on the 

communicative act of interpersonal exchange he is 

engaged in, since receiving, responding, and valuing 

exist in all human beings. The teacher therefore can 

make language learning more effective by understanding 

how an individual feels, responds, believes, and values 

and by showing more respect to those fundamental nations. 

Furthermore, in the affective side of human behavior 
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the re ma y e x i st an e x planation re f l P. ct i n g the my s ter i e s 

of language by examining the inner being of the individual. 

In his theory in humanistic psychology, the 

Rogers's belief, which constitutes the basic theoretical 

view. of the approach, 

in the fallawing terms: 

11 inherent in 

the human being's 

is expressed by Brown(l980) 

principles of 

ability to 

behavior 

adapt and 

is 

to 

grow in the directian that enhances his existence. 

Given a nonthreatening environment, a person 

will form a picture of reality that is indeed 

congruent 

learn." 

with reality, 

Brown, 1980: p.76. 

and w i ll gr o w and 

It is also expresseri by Brown(l980) 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 purpose of the approach is to facilitate 

learning in a nonthreatening environment. 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 

the actual 

importance, 

students 

cognitive 

and himself. 

process of 

In addition 

learning i s 

to that, 

not of 

for it is stated that the learner, in 

Rogers's view, may perfectly learn everything in a 

properly created context(Brown, 1980). 

As a conclusion, it can be said that the affective/ 

humanistic approach is based on the theory that what 

ıs indispensable 

teaching settings 

for 

is 

an effective learning in language 

the creation of a humanistic 

atmesphere so that learners may show relatively more 

progress in learning the given linguistic items. 

2.2.6.3. Application of the Approach in the classroom 

This is just an example of the type of lesson 

that the approach follows. 

the 

The teacher may begin the ıesson 

students that they are going to have a 

by teııing 

canversetion 

i n t hP. tar ge t ı an g u age , af ter they have s it i n a c ir c ı e 

araund a tabıe, on which there is a tape-recorder. 

They are toıd that they wiıl have the transcript of 

what they have taıked in the conversation at the end 

of it. During this 

participate but heıps 

l a n g u a g e l'IJ h e n t h e y g e t 

activity, the teacher does not 

them say things in the target 

a difficuıty, and aıways · stands 
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behind the members of the group. One student says 

something in his native language. The teacher translates 

it int o the target language in phrases or 'chunks'. 

The student repeats the chunk in the target language 

as the tape-recorder works. By do ing 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 

E>entence in the target language on the board, leaving 

enough space to write the correspond.ing one in the 

nat.ive language under each of them. After he has written 

each sentence in the target language, he unrlerlines 

the first word to 

native language from 

answer, he writes 

hear the corresponding one 

the students. If they 

it himself. This is done 

in the 

give no 

in the 

same way for all the sentences on the board. Then, 

he reads the ıNritten 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 

teacher gives the correct pronunciation of it as many 

times as the student wants. This activity is carried 

out in the same manner w ith other students. 
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Next, the teacher requests the students to 

make groups of three to produce new sentences by 

the words and phrases of the transcript. Each 

is busy writing down new sentencP-s. The teacher 

us ing 

group 

walks 

araund and joins each group for help. When he sees 

a mistake in one sentence, he says the g~arrımatically 

wrong sentence in the correct way. 

w ri tt e n i n e a c h group ar e re ad in the 

Then, sentences 

classroom. After 

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

The final phase is that he asks them to make 

their comments about all these activities. 

In the next two classes they go on dealing 

with the conversation. 

of the selected verbs 

They 

use d 

study 

in the 

the conjugations 

conversation and 

make small groups to produce new sentences by using 

the new forms. Later, the new sentences are shared 

by the gr.oups in the classroom. 

Then comes the reading activity in whir.h students 

read the transcript. One student reads it in the target 

la n g u age, an d an other reads it i n the na t iv e la n g u age. 

As all the students participate in this activity, 

the words in the transcript are studied phonetically. 

A fter that, anather activity is begun. There 

ıs a picture of a person on the blackboard. The students 

ask questions, supposing that they. have just met him. 
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It is followed by the last activity in which 

the students deal with the reconstruction of the canversetion 

created by themselves just before(Larsen-Freeman, 

19R6). 

The teacher's attitudes and behavior toward 

the stııdents are seen very important, for it is believed 

that they play a significant role in the success of 

the class and have a great influence on that of communicative 

interaction. Therefore, the 

or facilitator communicates 

teacher 

with his 

as a counselor 

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 7 and emotions, for what is important is class 

atmosphere rather than method or teaching materials. 

S o the teache r an d st u d e nt s i nt e r a ct w i t h e a c h 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 initial stages, there is often 

a heavy use of translation. Then, it is no langer 

used at later stages. Thus, the teacher is expected 

to have a perfect proficiency in the native language 

of the students and in the target language(Moskowit.z, 

1978; 1982; Brumfit, 1982; Brown, 1980; Larsen-Freeman, 

1986; Manning, 1971; Early, 1982; Dı:ıniels and Packard, 

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

2.2.6.4. Opinions for and against the Approach 

It is expressed by Rivers(l968) that the individual 

needs and varying levels of r.ompetence are considered 

by the approach a great deal. 

It is stated by Larsen-Freeman(l986) that thanks 

to the approach the students can have a spirit of 

cooperation, not competiton, for they are allawed 

to determine the types of canversetion or to prepare 

the curriculum with the teacher together in the early 

stages. 

It is said by Moskowitz(l982) that humenistic 

techniques surprisingly do not impede fear of speaking 

in the target language, of hesitancy, and of reluctancy 

in students, and that they become eager to participate 
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in the activities, breaking dow n the ir inhibitions 

to speak the language. Besides, it ıs believed by 

Moskowitz that the approach helps the students reaJ ize 

that all human beings are alike, no matter where they 

live. 

It ıs 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 respect to communicative 

function of language and humenistic psychology. 

In his criticism, 

discovering the personal 

too readily may give rise 

Brumfit(l981) expresses that 

feelings of the students 

to same improper situations. 

Besides, there is, according to Brumfit, much heavy 

burden on the shoulders of the teacher. Brurnfit alsa 

says that language teachers think that they are expected 

to perform the role of psychologist in the classroom. 

B u t , the re i s an o b j e ct i o n to that t h o u g ht. It i s st at e d 

by Moskowitz(l978) that teachers, in fact, already 

play that role, no matter which method they apply. 

of 

his 

It is pointed out by Brown(l980) that a lack 

teacher's directian 

role is that of a 

may occur 

counselor, 

undesirably 

and this rnay 

s ince 

create 

serious problems in beginning classes. 
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As a conclusion, it can be said that the approach 

has given more importance to student's inner world 

since it has an emphasis on respect for the individual. 

Besi des, it has encouraged personal expressian and 

provided students with many opportunities to express 

themselves freely through communicative activities 

with emphasis on fluency. Even, the students in the 

early 

which 

stages have been 

reflects their 

allawed to design the syllabus 

own decisions about what they 

want to be able to say in the language to be taught. 

So the approach has given students freedam to learn~ 



CHAPTER III 

EVALUATION OF THE SAMPLE TEXTBOOKS 

3 .1. INTRODUCTION 

Six sample textbooks based on the principles 

of the methods and approaches reviewed in the study 

will be evaluated in this chapter. 

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

TURKISH: A COMPLETE COURSE FOR BEGINNERS 

The textbook has 16 lessons, and each lesson 

presents same 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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ex~lanation on the ten~e, then by presenting a list of verb 

paradigms. The learner is to memerize 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 vocabulary of the target language through translation 

into the native language of the learner, and vice versa. 

On the last pages of the bak, there is a key to the 

exercises to help the learner check himself whether he has 

translated the sentences given at the end of each lesson 

correctly in both directions. The book ends with an 

index of suffixes in Turkish. 

The aim of the book is to lead the learner to see 

the differences between his native language and the target 

language, as it teaches the language through memorization, 

translation, and a logical analysis L'llith much emphasis 

on reading and writing. 

The positive points of the book 

the learner to do a great deal of mental 

are that it gets 

exercise, and that 

it does not put to o 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-life situations and makes no mention of how the 

partic.ipants in a communicative 

linguistic utterances with 

interaction 

respect to 

modify 

their the ir 

social status. The bo ok m ay improve the learner's 

reading and writing ability in the target language. 

However, there is too much use of the learner's native 

language in it. S ince it mainly covers grammatical 

points and explanations with many rules, it may create 

boredom in the learners and may alsa diminish motivation. 

Suprasegmental features such as intonation 

which are significantly influential on 

not taught within a wide information. 

and stress 

meaning are 

The learners 

are expected to produce correct utterances too soan 

throuqh the use of very little knowledge on rules and 

exceptions. Besides, meaning is taught through translation 

which needs a special skill; every learner can not 

be good at translating linguistic utterances. The 

book seems to neglect communicative purpose in language 

teaching since it leads the learner to regard himself 

successful if he can state a grammar rule of the target 

language or translate the given sentences int o and 

from his native language. The manner it teaches the 

language is very 

typical textbook 

it has too much 

prescriptive for the learner. As a 

of the Grammar-Translation Method, 

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 teache s basic English in fo ur 

parts. 

The lessons in the first part are about comparison 

of objects 

possession, 

and 

parts 

persons, 

of the 

nationality, position and 

body and simple actions, 

numbers, shape-size-color with illustrations and a 

picture, causation, 

and the review of 

any 

all 

the 

and same, c lothes, the Alphabet, 

the p rev i o u s 1 y ta u g ht s u b j e c ts. 

book alsa includes very briefly The fjrst part of 

given explanations on rules with same examples and 

a list of personal and relative pronouns. The practice 

of the given new language material in the lessons 

is done with different types of exercises in the target 

language. All the lessons in this part are studied 

orally. 

The second part in the textbook has 26 lessons 

which include prose type of text s about different 

subjects such as time, the year, the ll\leather, the 

fire, meals, shopping, travelling, 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 deal 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 compositinn 

in the target language. 

The third part of the book also teaches the 

language with the short written texts about such subjects 

as Seeing London, Correspondence, Wireless, Flying. 

In this part, the students are given less rules but 

more written texts in the target language. 

The la st part includes s ome selections from 

the literary 

society. The 

works of famous writers of the target 

prose type literary works are just for 

pleasure and comprehension and are presented to the 

advance students. The literary texts are followed 

by a list of key ırwrds usedin the literary works, 

and the definition of each word is given in the target 

language. 

The n c ome s 

have a number of 

specimen 

questions 

exemination papers which 

about the subjects of some 

lessons in each part to test the students' reading 

comprehension. In addition to the given questions, 
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the students do fill-in-the-blank type of exercises. 

The textbook ends with how some sounds in English 

are pronounced by giving a few examples with no detailed 

explanation. 

The purpose of the book is to enable the students 

to think in the target language as they learn not 

literary but everyday spoken language mostly through 

oral activities which involve communicative practice. 

I t i s st at e d i n the b o o k that they mu st 1 e ar n to sp e ak 

English by speaking it, to understand it by hearing 

it, and to write it by writing it, and that the teacher 

is expected not to translate any linguistic item, for 

it is put forward that the students' listening comprehension 

will be developed since they will hear English spoken 

all thR time in the classroom. Therefore, the only 

language used throughout the book is the target language 

which is studied in the lessons through step-by-step 

progression. As a result of the purpose, synonyms, 

antonyms, and raraphrases of the unknown words are 

widely used in the book. 

One of the good points of the book is that 

the 1 e s s o n s i n the par t s a re t au g ht vı i t h i 1 1 u st r at i o n s , 

puzzle rhymes, 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 

~;LucJenlf> wiUı ınore knowledge on the culture of the 

LırqeL society, for culture is not limited to literary 

language. 

As a surnmary guide to everyday speech, the 

book presents a vocabulary corcerned with the commoner 

interests of li fe and als o i ncludes same articles 

for debates on subjects of interest to help the teacher 

to create a genuine communication in the classroom 

and to test the students' progression in learning 

the language. 

The book leads the teacher to make use of a 

variety of teaching aids in the lessons. By do ing 

s o , t h e t ea c h e r ma y a p p r e c i a t e h o w t e a c h i n g a i d s m a k e 

learning more effective when they are used appropriately 

at the necessary time. 

Teaching vocabulary contextua.lly is arıother 

good point of the book. 

Despite of all these go o d points, the book 

may be criticized by saying that it is still grammar-based 

al though the lessons in the book provide mo re compre­

hensible input through the use of different teaching 

aids and the target language only than those in a 

textbook based on the principles of the grammar-translation, 
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thP-re is still much constraint on the efforts that 

can provide 

by 

a great 

the book 

de al 

to expected 

and to correct errors as 

of it' 

attach 

soan as 

for the teacher is 

importance to form 

they occur. Even, 

one of the lessons in the book, A few Hints on Grammar, 

is dedicated to the teaching of correct use of same 

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

As a conclusion, the book presents the language 

with a more communicative use of it, even though it 

still emphasizes accuracy. 

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

to 

ENGLISH 900: A BASIC COURSE(2) 

The textbook has ten study units. 

Like the 

teach English 

others, 

w ith the 

Unit 6(Appendix 

presentation of 

E) 

the 

begins 

fifteen 

Base Sentences which cover the basic structures and 

a basic vocabulary of the language and are related 

to a meaningful situation. Each of them is given a 

number. It is followed by Intonation Practice in which 

intonation patterns are introduced and practiced with 

a tape-recorder either 

or in the classroom. Then 

in the 

co me s 

language 

Questions 

laboratory 

and Answers 

which are done for the practice of pairing and matching 
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the base sentences int o conversational form. Next 

is Substitution Drills which include vocabulary and 

grammatical substitution techniques to teach the variation 

sentences. These sections of the unit mentioned above 

serve for providing the pronunciation practice and 

drill material to enable the students to use the given 

forms successfully. The Canversetion Seetion is aiven 

within sh ort dialogs to provide the students with 

an opportunity to practice the given material in informal 

canversetion 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 seetion contains 

Exercises. Same of the exercises are done orally and 

same of them are written drills. Fill-in-the-blanks 

and transformatian type of exercises are given to 

practice word and verb forms, and same basic tenses 

in the language. Then, the students are presented 

8 Word List which includes Verb Forms and Expressions 

used in the canversetion and text. 

On the last pages of the book, there are a 

list of irregular verbs, a word index which presents 

the words introduced in the units in an alphabetical 

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

The aim of the book is to teach the structural 

patterns, vocabulary, and pronunciation of English 
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mostly through listening and speaking activities with 

a tape-recorder in order to form new habits in the 

students so that they may speak the language as. 

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 same of those features. 

The other good point of the book is that it 

introduces in the text for reading comprehension sorne 

expressions that are frequently used by native speakers 

of the language in theit daily life. 

As 

language, 

the 

the 

students are exposed to everyday 

book teaches the culture of the 

spoken 

target 

society in the dialogs and conversations without limiting 

it to the literary language. The students with this 

book learn, for exarnple, what a big or light breakfast is. 

The book has got same negative points as well. 

One of them is that before teaching Intonation Practice, 

the book does not include any seetion to help the 

students know the rneaning of the sentences they are 

working with. 

The book forces the students to produce their 

utterances imrnediately without making an error especially 
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when they deal with Questions and Answers by requiring 

them to give correct and full sentences to the questions 

as soan as they are asked. This may cause anxiety 

in the students. 

According to the teaching order of the book, 

structu~al patterns precede vocabulary, and the emphasis 

in the book is on structural patterns rather than 

rneaning. In addition to that, language forms are given 

in an insufficient contextualization throughout the 

bouk. The 

be used 

dialogs in 

to negotiate 

the book are not designed to 

meaning. Because form is more 

important than the content of them in the book. It 

is no mean feat to 

Unit 6(Appendix E). 

memorize such a dialog as in the 

The sentences use d in it are go o d 

examples to an unnatural and contrived use of language. 

The book puts much ernphasis on pattern drill, 

and it teaches the lessons through little memorization 

of dialogs and 

is facilitated 

drills. It can 

texts, for mernorization 

by going through a rich 

be said that pattern 

of the dialogs 

amount of the 

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 its rejection to cognitive learning. 

But it teaches the grammar of the language step-by -step 

ırııithin a sequence of structures in an inductive manner 

by leading the students to work out the rules on the 

basis of the dialog and pattern practice. 

As a conclusion, the book carries an impression 

that the 

thought, 

new 

but 

language has 

to reflect 

no capability to convey 

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 unable to think in the 

language or to speak it in natural social contexts, 

for they are not provided by the book with meaning­

ful practice and meaningful learning. 

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

SPANISH FOR COMMUNICATION 

The textbook teaches new words and forms with 

visual aids through contrastive 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 consciously 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, sernantic, or syntactical 

a sp e ct o f the t a r ge t 1 an g u age in s u:c h a w ay t ha t the 

students can grasp the meaning of the concepts in 

the book. 

B efor e d e a 1 i n g w it h the exe r ci s e s, the st u d e nt s 

are provided with all the information they may need 

to understand 

exercises in 

the 

the 

concept(s) of subject matter. 

book ( Appendix F) are presented 

The 

with 

a frame format in which there is all the information 

the students may make use of 

to the understanding of the 

thing to be done is to 

in a self-teaching approach 

language system. The first 

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 

ın 

target 

the ir 

language by making use of 

native language. Therefore, 

s ome given clues 

the purpose 

complete 

begun at 

of 

the 

the 

the .exercises in the textbook 

understanding process which has 

beginning of the lesson, to help 

the forms taught before, and to 

is to 

be en 

the students 

provide the 

remember 

students 
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with an opportunity for the demonstration of the compre­

hension of usage. 

It may be realized that there is a difference 

between cognitive exercises and audio-lingual drills. 

The learner is expected to have automatic respanses 

through conditioning by drills~ But, cognitive exercises 

do not aim at triggering automatic, nonthoughtful respanses 

which are immediately reinforced by the teacher, and 

they are done in independent study situations. 

The advantage of using cognitive exercises is 

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 unit in the textbook 

i ncludes communicative activities. The bo ok 

reading and listening comprehension passages so 

presents 

carefully 

that the students can see how the forms learnt before 

are used cuntextually and communicatively. As the students 

de al w ith the communicative activities, the bo ok 

leads the m to mak e use of conscibusly acquired 

competence and to express their messages or opinions 

in the target language. With the material 

final portion of the 

to answer questions 

unit, the book enables the 

about the listening or 

in the 

students 

reading 

comprehension passage, to ask and answer personalized 
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questions, to complete sentences, to deseribe pictures, 

and to communicate in 8 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 prqgress from 

comprehension to competence and then to performance 

by presenting to the students the parts to be learnt 

and then a 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 importance to learning 

which may be defined as a conscious process. Yet,language 

teaching with any material should focus on encouraging 

acquisition, on providing input that stimulates the 

subconscious language acquisition potential all normal 

human beings have. It should be alsa noted that learning 

does not necessarily turn into acquisition in every 

case. A performer who can use complex structurEs in 

the language may not know the rule consciously. 

As a conclusion, the bo ok 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 FQR THE COMMUNICATIVE(FUNCTIONAL/ 

NOTIONAL) APPROACH: BUILDING STRATEGIES(2) 

The textbook has 16 units which cover grammatical 

ştructures of the target language with emphasis on 

developing skills of discourse within a wide range 

of communicative settings in order to teach the learner 

important discourse 

narration, instruction 

that the four language 

emphasis on each of 

functions such as description, 

and explanation in such a manner 

skills are practiced with equal 

them with a variety of spoken 

a n d w r i t t e n - t e x t t y p e s , v i s u a 1 a n d r e c-o r d e d m a t e r i a 1 s , 

activities and games presented in real-life contexts 

w ith respect to the learner' s own experience and his 

communicative needs. 

Unit 14, 

(Appendix G), 

recorded on a 

understanding. 

which w as chosen as 

begins to 

tape for 

In the 

teach English 

the practice of 

unit, a press 

a sample unit 

w ith a dialog 

listening and 

release which 

includes a very brief information about a person is 

alsa presented to the students. The aim of the dialog 

is to increase the students' listening comprehension, 

to introduce new language items in a cantext to show 

their function, and to improve pronunciation and intonation. 

The dialog is followed by comprehension questions. 

The book provides the students with anather activity 
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for the listening comprehension by presenting a recorded 

material "The Radio Bristol Quiz" in the Extension 

Part of the unit. 

For the practice of speaking, the s tudent s 

work in pairs to ask and answer the questions in Set l 

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. 

For the practice of L'llriting, a short paragraph 

is given as an example in the unit, and the students 

vnite a paragraph about one of their friends or relatives 

by making use of it. Anather activity involves completing 

a chart presented in Set 2 to enable the students · 

to use the new structure and new vocabulary in the 

written language. Then the class is divided into twos, 

and one student in each pair makes and completes anather 

chart for his partner's life by taking turns after 

getting the necessary information through oral exchange. 

The other activity presented by the book for the writing 

seetion is that the students write a short biography 

about themselves by making 

as a guide. 

use of the given article 
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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 Extension Part, there 

is anather article, the subject of which is on a very 

famous singer's life story. 

The Oral Exercises include role-plays and dialogs; 

The students are required by the book to work in pairs 

for the role-play, supposing that one student in each 

pair is the singer introduced at the beginning of the 

unit, and the other one is the interviewer. Then they 

perform it. Anather 

the Extension Part. 

role-play is alsa presented in 

The aim of the oral exercises 

is to give the student practice in manipulating the 

structures, and to make him aware of their function 

in a broader context, 

when to use them. 

so that he will know how and 

The unit ends with the seetion which provides 

the students with a checklist of the structures, functions, 

and vocabulary taught 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 may 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 

different degrees of formality, 

in given settings. 

opinions, and realize 

attitudes and moods 

One of the good points of the book is that 

the activities for 

dialogs presented in 

listening 

it contain 

comprehension and 

real and natural 

the 

use 

of the language with emphasis on everyday spoken language. 

Besides, the language in them is taught with a INide 

range of accents and dialects. 

The book can he.lp 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 

and writing 

to a great 

dialogs, role-plays, 

activities. So their 

oral exercises, reading 

motivation may increase 

extent. Alsa, oral 

dialogs, reading and writing 

to the development of creativeness 

for the book encourages personal 

exetcises, 

activities 

role-plays, 

contribute 

in their performance, 

expressian and free 

style of writing. The 

writing in the units 

exercises for the practice 

may develop their ability 

of 

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 

their 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 bo ok present the language 

in realistic, social and human situations in which 

the student can play a variety of social roles and 

show a better performance. 

The book provides the students with interesting 

and imaginative subjects, situations. Therefore, they 

may find language learning enjoyable. 

The linguistic items and information are presented 

in the book with respect to whether they will be of 

direct use to the students, since their needs are 

given more importance. 

Each unit in the book leads the student to 

see that one grammatical form may have different meanings 

and be used for different functions. 

The bo ok i ncludes a rich information ab out 

the culture of the target society. While teaching 
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it, it makes use of pictures, photos, rnaps, articles 

from newspapers, illustrations, and drawings. It alsa 

includes authentic language 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 mentioned 

above, the teacher, however, may feel that he is to 

have more experience in what situation, which structures, 

words, and suprasegmental features can be used more 

appropriately in the language since the book gives 

more impartance to the concept of appropriacy. 

The other po int is that the teacher should 

have a w i d e i n for mat i o n ab out t!le c u 1 tur e of the tar ge t 

s oc i e ty, 

range. 

for the book presents it not in a limited 

As a conclusion, it can be said that the book 

draws the student's at tention to the comrnun.icative 

value of what he is learning rather than to its formal 

·aspects as it teaches strategies for handling particular 

language functions without any gramrnatical explanation. 
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J._.___?_. _ _ll __ ŞOUBC[nOOK FOH THE AFFECTIVE/HUMANIST IC APPI~OACH: 

CABING AND SHARING IN THE FOREIGN LANGUAGE CLASS 

In this sect.ion, the re w i ll be actually no 

evaluntion of any textbook based on the humenistic 

approach but that of humenistic exercises which are 

int!'oduced j n a sourcebook on humenistic techniques 

for language teachers who will apply this approach 

in their lesson. The main reason is that it is hardly 

possible to find a textbook based on the approach, 

for what is important is class atmesphere rather than 

method and teaching materials. lt is explained by 

the writer of the book, Gertrude Moskowitz(l978), 

that: 

11 I s e e --- the first thing you 

are you supposed to 

you already have and are 

your foreign language 

knnw is what 

the 

Lo 

materials 

use in 

want to 

do with 

expected 

classes. 

The answer use theın! Huınanistic techniques 

can be included to suppleınent, review, and 

i.ntroduce your already existing materials. 

The reali.ty of th.e situation is that almost 

every foreign language program uses commercially 

p r ep a r e d m at er i a 1 s , w h i c h a r e u s u a 1 1 y a 1 a r ge 

expenditure for the school district. The 

intention ls not to 

an awareness activity 

discard these. 

wherever one 

Include 

relates 

to what the students are studying or where 

y o u. f i n d i t a p p r o p r i a t e . 11 

~1 cı s k o w i t z ' ı 9 7 8 : p . 2 3 • 
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Before the bo ok introduces 120 humenistic 

exercises, one of which is presented in Appendix H, it is 

explained to language teachers how to fit them in 

humanistic exercises. It is supposed that the topic 

of a reading passage in a textbook is about exehanging 

gifts. The teacher may choose the topic 

and ask the students the question of what 

of gifts 

gi ft they 

would like more than anything in the world to have. 

S o , s u c h an e x e r c i s e ma y b e u s e d to d ev e lo p the ab i 1 i t y 

to speak or to write in the target language. 

Humanistic exercises can be helpful for the 

teacher to have a real communicative use of language 

ın the classroom, for they provide the 

many opportunities to express their 

as they mak e comments or discussions 

(he end of the exercises. 

students ~\!ith 

own opinions 

during or at 

S ince students' feelings, opinions, values, 

and beliefs are recognized in humenistic exercises, 

rhey can become eager to participate in the activities 

and show a willingness to use the language once they 

have realized that they are 

shown respect. So, positive 

other cevelop, and this makes 

and nonthreatening setting. 

given importance and 

attitudes toward each 

the classroom a lively 
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Through the use of humenistic exercises, the 

atmesphere created in the classroom provides students 

with learnings and an environment that may facilitate 

the achievement of the full potential they have. 

Humenistic exercises help students to see 

that personal growth and cognitive growth are two 

dimensions of humans which can not be thought separ8 tely. 

By dealing with humenistic exercises, it may 

be possible to establish healthy relationships in 

the classroom. This may be contributive to learning. 

Because if students 

the ir classmates or 

have 

the 

negative 

teacher, 

feelings 

they are 

toward 

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 

i ncludes humenistic exercises, for the linguistic 

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 ıNhich exercises are 

rnore 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 

choose and explain the topic so carefully 

does not cause the students to deal with their 

should 

that it 

negative 

sides as they practice the language with a humenistic 

exercise. Otherwise, it may give rise to same undesirable 

results because of a lack of awareness of the teacher. 

The r e ma y b e s o m e h u ma n i s t i c e x e r c i s e s t o w h i c h 

one student 

turn as he 

may not want. to 

deals with one of 

respond when it is his 

them, for the thing he 

wants to say is not appropriate for him to share, 

or not important enough. 

So, the book with humenistic exercises relies 

basically on the emotional side of human beings, and 

nirns at bringing about the desperately needed changes 

in education toward a humanistic teaching of language. 

3.8. CONCLUSION 

The eva]uation of the sample textbooks representing 

different approaches has shown that each book has 

it s ad va nt age s an d d i sa d va nt age s. N o n e of the text b o o k s 

is completely good or completely bad. Ther~fore, the 



explotation 

is left to 

and 

the 

use of such 

resourcefulness 
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textbooks effectively 

and creativeness of 

the language teacher. He/she could adapt the textbook 

according to the needs of his students. 



CHAPTER IV 

SUGGESTION TOWARD AN ECLECTIC APPROACH 

4.1. FUNDAMENTALS OF THE ECLECTIC APPROACH 

The suggested approach emphasizes creating 

a humenistic atmesphere in the classroom and takes 

same specific features of the Communicative Approach 

and the Direct Method. 

is 

The 

that 

t.heoretica1 

the better 

assumption 

students fee1 

of the approach 

ab out themse1ves 

and others, the more 1ike1y they are to achieve. Deve1oping 

healthy re1ations, recognizing interdependence, expressing 

one's 

onese1f, 

feelings, achieving one's 

and giving and receiving 

potential, sharing 

support constitute 

the emphasis, for they are seen as conducive to learning. 

So, the approach encourages se1f-actua1ization. Teachers 

are expected to give impartance to students' inte11ectua1 
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and emotional sides, to promote the positive psychological 

growth of students, and to be aware of that there 

is ineressed 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. 

S ince students have a range of experience, 

interests and knowledge of the world which they can 

share, learning m ay occur mor e effectively if the 

teacher can stimulate them to make their own contributions. 

Therefore, the approach aims at integrating the subject 

matter and personal growth dimensions 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 personally 

reinforcing interaction, he is fully involved in the 

communicative interaction with 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 immediate practical application of what 

he is learning while covering the more important structures 

of the language introduced in a graded sequence. Based 
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on that syllabus, the new structure and new words 

are taught in cantext rather than in isolation through 

the use of visual, audio-visual teaching aids, realia, 

paraphrases, synonyms, antonyms, drawings, pantomime, 

demonstration. Students are not 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 h elp 

the student to be aware of the influence of attitude 

to 1 i st e n er 1 re ad er or s it u at i o n on the c h o i c e of 1 an g u age 

form. In the exercises, the four skills are practiced 

with emphasis on communication. To develop students' 

llstening skill, the teacher may present a dialog that 

contains language items introduced in realistic, human 

and social situations and ask them to discuss, or 

to summarize it, or to give answers to the questions 

ab out 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 through the use of oral exercises, 

open dialogs, ro 1 e-p 1 ay s, games, and songs. For the 

practice of reading, the teacher m ay give a reading 

pussage of authentic language, as k the students to 

find the functions be ing taught in the written text, 
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w an t the m to say the m i n an ot h e r w ay w i t h s i m i la· r 

meaning, and require them to ask and answer same 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 writing skill is done with the exercises which 

aim at enabling the students to use 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 

The four 

become fluent and increasingly accurate. 

language skills practiced in the activities 

are developed in a communicative manner with no priority 

t-o 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 

ev idence of carelessness, or unsuccessful teaching, 

L!ut as that of the fact that the student who has made 

it is in the learning process. The teacher may cotrect 

only those errors that cause sernantic confusion, and 

those that .are very often made. In the activities, 

the teacher may use the mather tongue to give the learning 

goals of each lesson, and to give the background setting 
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for rlialogs, listening and reading passages without 

constant shifts from one language to another. 

The suggested approach is a learner-centred 

one. The teacher is not the focus of everything that 

happens in the classroom. He may have a less important 

role. Interaction in the classroom is 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 vieL\Is the school as a place 

L\lhere students come to have 

as learners and as human 

a high regard for themselves 

beings, and it · vieL\IS 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 by the teacher and involved 

in living learning. 

4.2. APPLICATION OF THE APPROACH 

For this section, Unit Three The First Lesson 

(Ap.pendix I) in An English Course for Turks(Intermediate 1) 

was chosen as a sample unit, in which The Simple Future 

and The Simple Future + ı if ı and ı when ı c lauses are 

introduced, to teach it in an eclectic manner through 

the use of the approach. 
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As mentioned in Seetion 1.1.4., the time allocated 

to teaching English in Turkish public junior high 

schools is only 3 per.iods per week, and each perir:ıd 

Jasts 40 minutes. The fallawing application has been 

developed for a week. It is assumed that the periods 

are distributed as two periods one day, and one period 

the fallawing day. 

After warming up the class, the teacher announces 

that they ar e go i n g to le ar n The S i m p 1 e F u tur e + 1 i f 1 

and 'when' clauses with its functions. Using a calender, 

he may begin to teach the lesson by saying, "Yesterday, 

the date was February 2nd. Taday, it is Fabruary 3rd. 

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

students, "Which month are we in now?" -They say, "We 

are in February now." The teacher directs anather 

question: "Which month w i ll follow February a fter 

the cnd of it?" They say, "March will fallaw February 

a fter 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 saying, "lrJe will be on holiday in 

June." 

In the next activity, the teach.er distributes 

a handout, on one side of which there is a formal 

letter(Appendix J), and he tells that every student 

will put it face down on the desk, so that no one 
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will see the letter. Firstly, the teacher introduces 

the setting and context. After that, the tape is played. 

They listen to it, trying to understand same det<üls 

in the .letter. Then, the teacher explains new vocabulary 

and expressions. The tape is played again. When it 

is finished, he asks questions to check how much they 

have understood the details. 

For the next activity, the clc:ı.ss is divided 

into twos and deals with an open dialog(Appendix J) 

on the same side of the handout. One student in the 

pair takes the role of Jack, and the other student 

performs the role of Peggy. The task of the students 

is to comp.lete the conversation by making use of th.e 

letter. As they deal with the open dialog, the teacher 

joins each group for help as necessary. 

When it is finished; the students participate 

ın anather activity, in which they are required to 

work in pairs to communicate with each other in the 

target language about travel arrangements, using 

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

It is followed by anather activity, in which 

the students make groups of five. Each group completes 

and fills in the questionnarie(Appendix L) on one s.ide 

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 their own dictions as well. 

Next is the activity which is carried out with 

a map(Appendix L) on the same side of the handout. 

A fter dividing the class int o threes, the teacher 

explains the topic by saying, "Suppose that you have 

got an opportuniy for a world tour with your two friends. 

Think about which cities on the map you will visit, 

what you will do there, which things you will iake 

with you, and how you will feel yourself when you 

ar e ab out to s et of f. " Each group is 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 questions to learn more atıout 

its members' feelings, beliefs, opinions. At the end 

of this activity, the first two lessons are finished. 

On the fallawing day, the last lesson of the 

week begins with the reading activity, in which the 

teacher tells the class that they will work in pairs 

as they re ad 8 written text(Appendix M) presented 

on the other side of the second handout and underline 

the sentences having a prediction to find out ho w 

many predictions are use d in each topic. The n each 

pa ir writes dow n s ome questions about the text and 

as k s the m to other pairs. This activity is followed 
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by anather one in which the students read the personal 

letter presented in the textbook and compare it to 

the formal one used for the listening comprehension 

to see what specific differences they have. They express 

their opinions as they discuss it. 

To practice the writing skill in the target 

language, the students work in pairs and select one 

of the dialogs introduced in the textbook. Each pair 

writes an extension part to the dialog they have selected 

in a free style by using the linguistic items being 

taught. When the writing is finished, they read it. 

Each pair's written work is discussed, 

are made on it by the class. 

Before the students participate 

and comments 

in the next 

activity, the teacher gives them time to get comfortable 

and asks some relaxing questions to get them ready 

for the fantasy, in which they experience the ideal 

school day from the time they awaken in the morning 

until they leave for home at the end of the schoo1 

day. When they begin to imagine the day in the classroom, 

they close their eyes for five or seven minutes. At 

the 

open 

Each 

end of 

the ir 

member 

the given time,the 

eyes. He divides the 

in one group tells 

teacher asks 

class int o 

them to 

threes. 

the other members of 

the group what his/her ideal school day was like, 



taking turns. Then everyone 

thing they envisioned in 

to the total class. When 

tel ls 

the ir 

it is 
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the most important 

ideal school fantasy 

finished, they write 

the fantasy they experienced, us ing the new structure, 

for example, "In my fantasy school there will be no 

tests." It is followed by a discussion about what 

t yp e s of thin gs the st u d e nt s w o u 1 d 1 i k e to see c ha n ge d 

and how many of these can be changed. 

At the e n d o f the 1 e s s o n , the teache r as s i g n e s 

a homework. He asks the students to project into the 

future five years from now and suggests that they may 

consider a number of things such as where they will 

live, how they will spend rnuch of their time, which 

occupation they will have, ~hat 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. 

six language teaching methods, 

To achieve 

three of 

this, the 

which are 

actually known as an approach, were reviewed to select 

aood 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 EL T 

in public junior high schools was built on the base 

constituted by those good points as the fundementals 

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 the necessity for same 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 

provide teacher trainees with knowledge on the nature 

of language and learning, and on language teaching 

approaches and methods. Teacher training programs should 

alsa be prepared in such a manner that they become 

Rware of the psychological and sociological factors 

in 

he 

language teaching, 

has already got while 

and the student's 

learning his native 

one's ideas, 

strategies 

language. 

opinions, Besides, 

feelings, 

showing 

beliefs, 

respect to 

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 new developments, scientific studies related 

to language teaching/learning, new classroom techniques 

will be of great help. 

It is believed that it may be more profitable 

to make the language lesson elective for the students 

in secondary schools and to increase the hours allocated 

to language teaching. 
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along 

So, preparing the 

the lines of the 

language teaching curriculum 

suggested approach may give 

rise to creating such a learning situatioh and humenistic 

education 

are given 

that 

re al 

the students 

chances to help 

in secondary schools 

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. 

tTt\J r-r (J t\}E 
'"T'he F'irst Lesson: 
lı ... Pronunciation: 

Pronnnciation of the plur'al suffix: /-s f-a{ 1-izf • 

. B. Structure: 
L Numbers 
2. Plural oı· nouns 
3· Bın, only 
"i·· They are 

t'.I'O/tu·,v/ 

tt; rt.:.t: :oriy/ 
.!(ıiH/lor/ 

t'ivc:/b.yv / 
six/sib/ 

.. ~cven/s(~vonf 
·eiglıt;cyt/ 

n i ıı ı;J ıı ;-;yrı/ 
tet~/tı·nı 

·d•.:vı:.niil ,ıv:ırıf 

t'ı.ve~ V\_/t ıN elv J 

·tlıir t,:;:n/O:ırti ;ınf. 

foi.u·~ı:i:ıı/!()rti yn/ 
fi!kc:rı/fiftiyıı/ 

·sixtecn l~ik~::tiyn/ 

.sevı::ı:ılcen;scv:ındyn/ 
·ci gb reerı{cytiyn; 
:nine(cen/nayntiyn/ 
twcııryftwc.uüyf 

plancfpleyn/ 

1 
hospital/h6spitol{ 
rooın/ruwm/ 

shop/§op/ 
bridge{bricf 
roof/ruwlj 
office/ofis/ 
farm/farn'ı./ 

friend/fi·cnd/ 
boy/boy/ 

1 ta ll/to :1/ 
onlyf6wnliy/ 
count{bwntf .. 
they are / ô ey a~·f 
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Nu.ıxıbcr.~; 

fiZ 
l>lu:ı::ııl cf 
No-ı.mc; 

li .. Pronunciat;on 

/-s/ 
ca. ts 

/-z/ 
flies 
do gs 
caı·s 

ı· 

ııstcn. 

/-iz/ 

suunps 
hi.:d~ı.lkı..~fchi cf.s 

t.ıecs 

umbrcllas 
apples 

oranges 
watches 
b us es 
brushcs 
glasses 
dishes 
drc:<>ses 
ho us es 

Szıy :ıga;n \Vith the sturknts repcating after you. 

·D <:.:tı··ı·•ctlı"e .L) ... ~_ı . J. ... ,:,. \ . .l 

T,~aclı cor:nting [·orn one to twcnty ın the following way: 

<~. Cutınt froın one to twdve. Stuclcms listcn. 
(us;; ri:ıing, ri!;ing falling intonation.) 
one, two, three .......... twelve 

b. \Vritc the fi,srurcs on the board to tcach mcaning: 

Pointing to the numlıe rs pronourıce ll ı em aııJ have the 
~:tudı.:.r,ts repc:ü. 

; 

c. C!ıccl; c.omprclıt:nsion by showing the figıires on the board. 
TLc wlıolc class rc;;ponds. 

cL FolleıwL1g the stcps tt:ach the rıumbers from 13 to 20. 

Usiııg cluwts I a anel ı b do the lollowing drill. Pay atterition 
'to the tln·ce diffcr\!ut pronunciations of the plural suffi.x: 

/-·S, -z, -izj 1 
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:t. Poi.llt to nnd pronoıınce the chnrt itcıns from one to four in 
co::crastıvı.: p:un; . .Snıdnıt.s Jİ~terı. 

c at 

cl(;ck. 

sr:uııp 

lı:~udkcrdıid' 

c ats 
clock:; 
sr:ını ps 
l ıaı:dkerclıic-f<> (the form handkerchievcs 

, ~z/ is also coırımon) 

lı. Do '.lıı: nmc tlıin~; again. This time lınvc the studcnts rqıcat 
nJı::.T you. 

c. Followiııg stcps ;:ı and b use the clıart iteıns from 5 to ıo. 

d. Follo·.viı:.g stt~ps a and b use t.hc clıart ücms r r to 20. 

r~. Coııııt ch: cLj.:cts in tlıc cla.ssroom. 

'" .... ( Cu(m ting t:lıc walls) One, two, three, fo ı.; r ·..y,·al!s. 
(Counting tl.ıc wiııdows) One, two, three windows. 

f. 'I'ı:;:ch the- worcl 'cou.:rıt' and thcn ask the cbs:; to count 
v:ı.rı,:ıııs ohjccıs sııclı a5 Llıc walls, windows, desks, chairs. 

T: C:oıınt ılıc walls. 
C\:ı:;s: Oııı:, ı.wo, three, four walls. 

g. Put sonıt: lıooks, pcııs, penci!s, Iıandkcrclıicf.'>, ete. on the 
t:ıL[_,_ l loldin:~ up a ıımııbt:r of' bouk:;, pcncib, ~:tc., count thcm. 
St.::kuto: li~:t.:n. (":ı:'ou can ı.akc pens, ete., from the stuclcnts. 
ı: '1~ ·v ıı:: güC' d(Jcs rı pt nc..:-,:ssa ril y rncan ''I G\Vll the ın."). 

~i: (Jne, tv;o, three. 
I've gCJt three boob. 
C)rıe, Lwo, three, tour. 

l've cot four pcm. 

h. Have some stmlcnts count their booh, pı::ncils, ete. 
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Th;;y ~;.,:·ı.: 
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T: A!i, co u nt your books. 
Ali: Oıı,:, two. l've gm two books. 
T: /\.li has got two books. 

Class: lle's got two books. 

T: Sevim, coıınt your pcncils. 
Sevim: Oıw, two, three. 

T: Sevim has got three pcncils. 
Class: Sh.::' s got three pencils. 

Cuııtinuc with otlıer stuclents and objects. 

Introduction of 'but' and 'only'. 

a. Hold up your books, pens, ete. (m9rc than one) and have· 
a stmlcrıt lıuld up his book, pcn, ete. (Note that 'one' is stre"sed. 

T: (Holding up two pı::ncils) Ali, hold up your per il. 
(Ali lıolc!:; ııp lıis pencil.) l've got l\•.o ,pencils, but l ;'::; 
only got one: 

Cla~;s: You've got two pcncils, btıt he's only got one. 

Continue \Vit.lı a rew other ohjects in the classroom, c.g. books,. 

I)iccc:ı cıC chalk, haııclkerdıids, ncns, bags. 
1 -

Imroduction of 'they are'. 

a. Revievv "\'\'lıere is it?" 

T: Alper, take your book and put m your bag. 
Where is your book? 

Alper: lt's in my bag. 

'f: Gi.inlıan, take your pencil and put ın your pocket~ 
Where is your pencil? 

Günhan: It's in my pocket. 

Continue with more ~tudents. 

b. Ask the studcn ts t~~ c::ı.rry out various orders. 
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'I'! l:rJ.y, takt; t\~.ro picces of c1ıa1k. I)ut tlıe pieces of ch~dk 
rın tlı...: taLI,;. (Er:ıy c~rrics om tiıe order.) 

T: ':'lıı..: pll-c(:~; of clı:ılk ar(~ mı tlıc table. 

CL,:;;;: '.!.'!:c pi·~c,~s ot' chalk are on tlıe tabie. 

C:lntiı:cuc with: Tl: n: e books 
Tvin pencils 
Fivc m~ttches 1 

on the dcsk. 
in the bag. 
undcr the box, 

c. II:w:; various cıhjects on our dcsJ.:. Take somc of them and 
ptıt lLcı:ı ::t)i:ı,:wlıc'n: ,·lsı:. Stı.H.lcnts watclı and listuı. 

'1'': (Putting tbr; lJüoks on the çhalr .. ) VVhtrc nre the books? 
'llıc:y zıre on the chair. 
(I';ıt the pmcils on· the boob.) Where are the pcncils? 
TiH;y :d·e oıı the books. 

d. Ha".'C tb...: sı.udenr.s carry ouı. orders. 

T: AF, put the books on tlıe table. 
\'/lı(-re :w e tlıey? 

,\E: They :tre on tlıe ta bl e. 

(::C:·ı'ıtinıtc wi!'.h a rew more ~:tııdents and objec:ts. 

. \ 

Vo :dJ:z.. l',ı;nting w the a.pprorıri;ıu.: Chart II a picturc~, pronour.ce the 
j;,;_.:,,r / t~;l1u\\·in~?· \Von};. Studcnrs iisten. 

pl:mc/pleynf 
nıor/nıwt/ 
hospi taljhospit:ı 1/ 
eı!Yicc/uf'is/ 

room/nı wıı/ 

slıophop/ 

l.iridgefbric/ 
rarın/Ü:ı.rm/ 

a. TL1ve ı~ı.: ~ı.uıknts rcpcat the words ::ıl.ıovc. Check for corrcct 
preın:;w.·i:ıtion. 

b. Puiı:.titıg to eliart ll a p•·onoı.ırıcc the lollowing senterıccs. 

Stu<!,:::-.ts !isı en. 

ı. The pilot ıs ın tiıc pbne. 

9.. 'flıc: fi t·c:rnan is on the roc,r. 
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~~. The nnr.r;e ıs ın tlıc hospital. 

+ The typi~t ı·· ,, lll rhc ol"t'icc. 

S· The denlist ıs lll the room. 
G. Tiı..: buı.dıı:r \S ın the shop. 

7· TL e grocer 1" _, ın the shnp. 
CL The air-l LOSLesses are on the pianc. 
~)· 'l'be c.ngint~tr is u nder the lıriclge. 

IO. 'flte hrmer is on the h:ı.rm. 

c. Lool.:ing at Chart II :ı s;,ıy the scntences ahove anel have the 
s tu d ·.~~:.·1 t:s rt;pea.l after you6 

d. Usiııg Clıan II a do tlıc following clrill. 

T: Wb,-~r(; is the pilot? 
G ı:. /\.: i k' s iıı the planc. 

T: l;'irc:mmı. 

Gr. ,\: \Vi ı-~ re i~: tlıc l'ircmar:? 
c;.r .. n: J.fe>s on the rooı. 

1'. Using Chan II a. a.sk qııcstions witlı '\vho'. Class, groups cr 
ir:divdu:ıl studl·uts <ıı:swer. 

Ch:;s: 
\VLo is in the pl::me? 
The pilot is. 

T \Vbo is <>n tLe rouC? 
The ı·ircman is. 

C:Jtil.inııe witlı ;ı.\1 ClıHrt iterns. 

g. ILtvi: th~? groups do the following· c1rill. 

T: Tlıc pbıH'. 

Gr. A: Who is irı tlıe plane? 
Gr. B: · The pilot is. 

T: The roııL 
c~-. :\: vVbo i;: on the roof? 
Cı·. B: Tl ı\: fin:nıaa is. 
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IV:)OF.S OPE:'-J 

Stı.ıcknu rq.wat at'tcr te:ıcher. 

T: Look ar pictun! one. ;\ hook. 
Class: A Look. 

T: Look at picturc two. lJooks. 
C:Li~s: Pooks. 

T: Loük at piclure three. Ii e' s got two books. 
CJa~s: Ht:' s gor two boob. 

lntrc,cluce tl:c otl:n (icturcs. Studcnts repcat. 

Do lk !'ol lo\ving. · 

'f: Lcok at pictıırc one, l,s this a thick L_,e:k? 
c:ıa~ .. ": Yt'~S, it ı~. 

T: L it. npı:n? 

Ch .. :··:: i\' o, i ı . ' b!"i l. It's shut. 

(..(.ntmııe 'Sith tlıe :l(~jectives given belovv·. 

l''crure thick, open, shut. 
ı ıig, s m all. " 

" big, snı:ıll, open, shut, cmpty, full. 

Do ılı<: folL:J\vin:;· 

'f: \ .OC•!: :ı f pict tır C 3· lT as he got two books? 
Cia~~: Yr:::, lıe h:ı~. 

T: Looı.: :n pictı;re 3· Has he got four bool0:? 
C:Lı.s:-s: t\ o, be lıasn ~ t. 

T: H e's got two book~. 

[? ep<::ıt witlı pictun::; 6 and g. 

·ı ,::.::lı d: e di<.lc·~u:.: li;\lowin&; the in~tnıctions in the Intmduction. 
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P::ı.t<t H : Itending 

'I'e;tclı tlıe mcw worcls: 'friı::nıl' /frend/, 'boy' /boy/, 'ta ll' /to :1/. 

Du the reading iollowing the imtnıctıom ın the lncroduction . 
.. :'\.:;k qıt<:.stions ~ucb as: 

W!ıerc is .Jack? 
\V here: are his fricnds? 
\Vlıo is ::ı.t tlıe biackbmırd? 

}b.s lıe gcıt two pens, too? 

/'ı., B, C Drill~ should be done orally ııı clas, first :ınJ tlıen given 
a . .s lıı.;n·ıc\vork. 

D. Tt~aclı the readin~~ of the rhyme beating the correcc rhythnı 
ü'' w;ur dc:;k with your hane! or pcncil. Pra.ctisı:: un til the studems 
h:ıvc nıemoriLcı:l ıt. 

Part IV : D~ct~ıtion. 

(iive t!ı(; ıl:ct:.ırioıı f()l!owiııg the instructions ııı llıe Introduction. 

(U~c ı:he t«pe, il available.) 

\Yr!te the rılııra!:i <ıl tliese nouns: 

I. a bo·.:; Conr 
2. a sh in: ıwo 
~;. an at,ple: six 
·l· a cl re~~: ei glı t 
5· a piece of clıalk: ten 

Rcad dıe following, ;tnd if you wish, use as a elietation passage . 

.Jad:/is ın Llıe classroom./His fi·icnds/are in the classroom, too./ 

An: ı. bey $lıort? fYı:s,f they are. /.Jack's got one boxf. l've go: 
thn:.: boxes. 

90 
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APPENDIX B 

A Sample Unit from An English Course for Turks: 

Elementery I. 

----·...:""--.. ·-··---..... _ .. _:---------... -'"'---... ___ .,._ .. _ 

PART 1. 
STHUC'l'UHE 

3 

r-·----·----:=-·-·--·-l 

ffı'~~~~·;ı 1 ''ltı.!~ j·· 1[. 
-.J'r ··,·•\\""::,: .... "')~-...... .. : •• :, 

ı 
..:,:;._;:;;;.(<;:~j ıı.··"'"-. :io<'·t 
~.ot~~···~·J ~~~~~ 

"-;Z....-

---·-------

.~ .. 

--------------~ 

. !'ve got two books. 

·He' .s got thı:ee apples. 

She's E{Ot four boxes. 
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r-----· -·-·--ı 
ı ii( ;' ;~;13.:;ıh\ ! 
1 J,~? ;1~. ı 
ı {;·.~.~~l 

lF'iV 
~:;\; w 
~-
----... -· .. -~-~-·--·- ~-----------·--

a. shlıt shhts I've got five shirts. 

dresses She's got seven dresses. 

···---···--·-------·----·---------------------' 

'l'eachzr : ı:::o:ne h.:l'."\?1 Ali. Write your nmne on the blackbOard. 
Ali 'fhe auster is here, but where are the pieces of chalk? 
'l'eücheı·: .'l'hey'ı-e in il:at r.o:ı.:; aren't they? 

AU Oh, yts. Her-e they al'e.· 

4. 



PAllT U. 
H.EA.DU-JG 

' 1 

. , .. , 

lJL~2 
.Jac:L and his frknds are in the classroom. Two boys are at the 

b!ackt:onr1.i. Thc:y're short boys. They're not tall. Jack is at his desk. 
I-r~~·s Q()t two pendls but only one pün on his desk. His books and 
ııotcı:ıc,)ks aı-en't en his desk. 'I'hey're in hi:> bag. 

PART III. 
LEARNI.NG DHILLS 

ll'.. 

one, t•No, tlırce, fi.ıur, five, .six, seven, cight, ninc, ten 
ı. 2 3 1! 5 6 7 8 9 10 

elc:vmı, twe-lve, thlrteen, fourtecn, fifteen, sixteen, seventeen 
ll 12 13 .14 15 16 1'l 

eighlf'Con, ninel<:-cn, twcnty 
ıs 19 20 

ı. l'vi~ got two booTaı-. 
2. He's got. ...•.. shirts. 
~L Shc:'s güt fuur ......••.• 
4. I've got ... ' ... apples. 
5. Hı~'s got six •......... 
~5. S.be's got ........ dre.ssc~j. 
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c. 
Fill in the .blanks. 

1. The pilot is in the pb ne. 
2. The fireınan ... the i· o of. 
3. The nurses the hospital. 
4. 'I' he typist tlıe office. 
5. The derıtist the room. 
6. The hutchcr the shop. 
7. The grocers the shop. 
8. The air~hostcsses .... ··· the plane. 
9. 1"lxe enginecı· ... the. bcidge. 

10. The farmers ... ... the 

D. 
One, two, three, four, 
The tali man is at the door. 
Five, six, seven, eiglıt, 

Eh~ven sludents are Iate. 
Ninc, ten, nine, ten, 

farın . 

Look at the picture and count the men. 

PART IV. 
DICTATION 

Jack is in the classroom. H:is friends are in the cla.Ssroom, too. 
Are they shurt?. Yes,: they are. Jack's got one box, :ı.ıve got .tlıree 
box es. 
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·,, ··1 .• '· 

. i LESilON 'l'HREE 

8~. Tım Vnnn 'to be •: PAsT TENSE 

. (I) u nder the E~1glish ver b ' to be , are included a' number of 
words of different origins (be, am, is, are, was) and the same is 
true in Turkish. Vv~}ıave already met the present tense (§ 67). 
For the inJinitive, 'olma.k":is used, which properly means ' to come;. 
to be, bccome, o~cl.ii~~--rnature , . The past tense is base(f oı1. a 
s'tti11 i-, w ı.vhiclı are acldcd the- past suflixes shown in § 8ı : 

idim, I was 
idirı, thou wert 
idi, he -ı.vas 

idik, we were 
idiniz, you were 

' idiler, they were 
·. . ( 

These foü·:ns, which are unaccent.ed, an~ }tsed either as inde-
pendent words or, especially in· ~onyersatiori, 'ai ıı~ffixes:::,. In the · 
lutter case, the first i disappears after corisonants and changes to 
v after vowdsj the remainder of the word undergoing the fourfold 
vowel harmı.:my. 

adam idi or adamdı, it was the man 
müdiir idiniz or müdii.rdünüz, you were the director 
kitajJ idi or kitaptı (§ 44), it was the book 
)'orgun idik or J1orgunduk) we were t_ired ...., 
· sinenwda idini.z or sinemcıdqyclınız, you were at the cinema, 

{!l) The interrogative mi" usually combines with idim, ete.: 

hazır m·IJidıın (for mı idim), was I ready? 
lı azır mrydın, w ert thou ready? 
hazır nı~ydı, was he ready? 

ete. 
: ··. 

f(ie;gul müydiim (for m~"l. ir(im), yvas I busy? . ,o; 

yorgun mu_ydum (for 1YiU idim), was I tired? . ' .. . . . . . .. 

·;·• 

tr:mbel miydim (for mi idi m), was I lazy? .· "· .. :' > ... · ' · 
. . . . ., ,•. . . ... .. ,• : .. •.,: •'. . : .. : ; . ~ ,·, .... ·:· '.. . ' 

j 

j 
·ı 

. JV'!Jt(; .. Thı: p~~t te~e ıo(_obnak~ ~- t~ becom~ ~, ~s r~gular:; Ö{~tl~.~i_..Ai!~~;:~ 
o/dım, oldu, ete.··· Bo ra:sk~r olmak means -~·to "be or to · become a · ·· ·ı··· 

so~dicı; \bui {t.ske~ idi~n (asker1im),_'} w~~ a~~ldier ., ; :~s~er_ o'.~'~·m'.<: -:.o:J 
. ~ -~ bccar~.e a sol dı~~ , .. ' : '. ,· " .. · ·.·,::; ) .. ~ ·::~_-/;>;·~·:; <:.; /:~.~~; ,:, . (: .. :::.;·.:.~:-~ ;,~,::r~~:i_;;~: :.~::.ı_!~~:,:r~.;,:t~i 
83 Tn:ı.:( \ 1'4'1')'8 •. t-lf.:G.ATIVE ........ : ' . : .. ' ··•:::;; .. •:·;··;:·•·:~· :~· ; ·. ,,. .......... '"·:·,·:h·\: 
•... ,' .... ~ ... ~ •. " .. ~ ·.• ". ·=···,· .. :ı~·~·:···;4·:.ı~'ı.,;·· .• ~·.: · .. i.-:' .. L:. :.· .. 1.:-.'. ~·.;'::· .. ·:.··--~:~"·-·;·;:\·.~-~ · . .:. :.. 

. {ı) Th.(< negati~e of all vJrhs~· exe~ pt for those ··part{Ô( ':~to._he ~ . . :· 
. which are' based on the steİn i~, is. 'ı;nade by adding Yfltfina ~o the, .- . 
· ste:rı:i. . To 'the ne.gative· stern so ·rormed are added . teri'.se.:: ·a.'ıl.d · ~-, ..... , 

' .' '•. 
1 

• , • r , . ,, ~ , : , .-, • l ~.1 ı ~! _ , ı.,.··::··\'"' :· f; ' ' , , 
4 •• • • •· t:e··· • · ··· ·· \\·-~·-~-~~?-

..... ·';':.J ": ;,·.·.: ·· ........ · 
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. '44 .··. . . . ... · .•. ••·.•••·· .•..• ·•. / ' TJj~i~~,.;~.·;·>T ' • ·:'· .:;,;;;'C;ıı;; 
· · other suffixes~ .. · The riıain· accent in .the sehtence: comes on the'''·:.: 

_· s}d~~el~~~~~~~·Fj~7: ~l"!fl· .. -<.-:-. ··_·_ :=-~-.. ~· ... - . .': _;;:,_ -::~:~:-;,::-·: ·_ ~ .. ,:~~:.t:>{::::;~;· _y:l_iyY:j 
. : : istenuk to want • istedim I wanted ·. ·:. :- · · :.:•. :·;. ·.:. · ··-- ... : .. ;:·. . .. ' . . . ' . ' . . . ... . .. .. . . . . .. 

. . is,tr.Ürıtı'J1.ek,_ ı;ı.ot t(Ywant;. istemedini~ I did nqt" \vant.. _· . . , 
_.,.. .·. ,lxık;ruık) tcdook;. _haktırıız, you l.ooked-.... : .. ;.,:;<:.";-;,f;<·f·ıi:~ 1 >i~ · .. ·· .. : 

.. -:·tıakmamak1 npt tc;> look; hakmadını.z, ·yoll; did not. loo~.- ;.·: '.',::. · .. · 

. . obq:·~~~ _tQ. ~e_cf)l~w; . o(d~m; ll:>~cam.ı;,,;, .· ,_-;:.: :ı.J:; .,;•::·;);'Li;,, i~--·::~;~.~:·!;_ ,_, -• 
' . ~ '· .·· obiıahıak, ıiot to bec'ome; . olmad11n~:: Idi d nOt becômc:r··: . ·' ;: ,;,,~-.:.;,,~-

.• , .-,• • . . . . ··,,_=,,.i'·· ·t~' ., ·::·-~Y·:-:· .. ·. ;':~~.::·,. . <.·· ~ .... ::~\.:~.:·~, 
(2). T!u: p,ast _ttru~ ,of, oluuımak when· ıt meana. '.not to be'~· iıi\. 

other 'word~.~ '~~1~, :n~gi~Ü~e' of idim (§82) is': .' ·: . ·.:::: __ : ':\·:.;,<::_~;;;>i:f~ 
ı· · · _. ·" değil idim or. değildim, I was not .... · 
ı \dı,~ilidin or değildin, thou wer:t no~:._. .. '. ' ,_. .... ' '• ·::ı:··· ·. 
1 dı!"'il idi'or değildi,'he'·wa.S'not::.J. '';·'~'·:··· . "'· .. ··,ı·-.'--··· 
! tfe~it idik oi.; d~ğildik,· ·vle ~vere ·:h..öt ·' ... ·_. .. ·. · 
! dı:fil idi1~iz or değildiniz, you were not 

df!ği! idiler or değildiler or değillerdi, they were not· . 

(3) The negative interrogative- is formed as explained in §§ 73, 
BQ (:ı): EaJ.:madmı.ç; mı? 'Didn't you look?' Olmadım mı? 
'Didn}t 1 become?' Hazır değil miydik? 'Weren't we ready?' 

84.. ' To H.A VE '-Var, Yok 
The V/Ord s ·var and )'Ok (' existent ' and ' non-existent ') are 

used for ' t:lıere is ' and ' there is not ' respectiveiy·: Bu şehirde 
ryi bir ot d ıııu mı? ' Is there a good hotel in this ci ty? ' Odamda 
su yok, 'There's no water in my room'. These two words are 
employcd '\'llıere English uses the verb 'to haye ', thus: Bir 
kardeş--im Nlt (dır) (' a fDY,-bro,ther exis~ent is '), ' I h~ve a brother '; 
iJ-iniZ)'Ok mı;.?(' your-\.vqrk non-existent? '),'Have you no work? '. 
i\ .. nswer ;. var, ' I have', oryvk) ' I h~we not'. Para~nıyok, ' I hiive. ·· · ,, 
no monı::y '. An alt:ch:lative translation for this is ben-de para yok 
(" in-me nıoney non--existent ').. The latter does not denote such 
abi:o!ute pcnury as j1aram )'Ok, but means rather 'I've no money 
o.n nı e: '. . 

Past tense: mildür-ün otomobil-i yok-tu (' the director's car was­
non-existent '), ' the director had no car 'j bir kornşu-mu.z var-dı, 
' we had a neighbour '. 

var, yok are used only in the present tense and with those parts 
of olmak b:ı.sed on the stern i- (see§ ı83). Othcıwise the requisite 
paft of olmnk is used alone: 'we shall have a holiday' become; 
'an our-.hdiday \~ill he'. 
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.LESSON THREE 

. }{ote: Distinguish between vardı (§ 82), 'there was ', and 
vardı, ' he arfivcd ', past tense of varmak. 

85. The ohjccl of a verb is often not expressed when it is quite 
de:ar fron:ı the cantext: ' He showed me the coat, but I didn't 
liLe (it) so X didn't buy (it) '. Nurnerous examples will be fowıd 
in Hı.:: Exercises. 

BG. Tım SoFrrx -li 

(ı) The addition of -li~ to a noun makes an adjective or noun 
mcani.ng 'charackrized by or· possessing whatever the original 
noun rcprt:serıts '. The resemblance to the English suffıx -/y, as 
in slıafdy from s!ıa.bc, is a use!i.ıl aid to the memory> but is sheer 
coincidence. · .. 

Biz:anr~ Byza.ntiunı; · Bizanstı,''Byzantine ;:.· .. , . · · ..... · ·"-' 
Londra, London ; Londralı, Londoner . 
k.v•met, value; kı:ymetli, valuable 
u.tun bqy, long st..ı.ture; uzun boylu, tall 
orta, m.iddlc:; orta boylu, of medium height 
md1ia, meaning; mdnalı, significant 
rutu!:d, moisture; rutubetli, moist, damp 
ev, house, home; evli, married 
kii;•, vii! age; kiiylü, villager . "" 
serı, thou, ben, I; serıli berıli, inforrrtally ( cf. § 67, No te) 
tesim (-smi), picture; resimli, illustrated 

(~) -!i is a!so addcd to adjectives of colour, thus: kınmzı, ' red '; 
kınmz.ılı, ' dressed in red '. 

(:~) If -li is added to a phrase containing a qualifying noun.the 
po::.:.sessive suflix is dropped: Osman ad-ı ('Osman its-name '), 'the 
name " Ü;;rnan " ' ; Osman ad-lı bir gerıç, ' a young ınan named 0/ 
(' 0.··:-.:ı.m-t:d '); 2.'] Nisan tarih-i(' 23 April its-date '), 'the' date 23 
Apt il ; ; :.:3 Nisan tarih-li r;;ektııb-umtZ, '·your letter dated 23 April '. ·· 

... t•t ' ·. . . ' . . :_. ~' ·. ' : • . . . . '· ·, .. ~. ~ 1 ;.. • • • :' • • • • ' • • • • 

H·t. .u:m SurıFnt -sız . . .. ·-···. · ,..; : ........ !-':. ·.. .. ·• ·· '.'· ..... .. 
ll ._: . ·• .. •', .••. ·•• \., :';:,1 '1.1 •••. 

""..riz. n1ear11J . . ,, \ıVi thOUt '·: -t.·:-: ··: ·.; · ·l: •·.· .. ~; .. ::·-:::_r;~:;-::· ·.:....~: ··: ·< :;.' ·· · ·, ·: ~ .~ ..• .:: .:, ..... ~ 
akzt, in.tdligence; akıtsız, stupid ··' · · · 
S!itl1 C.ild; · SCflSU?., endless · · • · ·.: ' ·1 : · · ' .• : < ;.-:'' · ·' 

ft!_Vdcz, use ; fiıydasız, useless . · · . . . :: ,, .. ~:··· 
tdeb l!'üOd breeding' ec/e h siz ill~bred manıier}ess . . ~ .. ' . ·; 

.[)0 ' i' , , 
st'ln> thou; sinsiz, without thee · · 

, .. o, he; o-n-si.t<: (§ 70), without him 
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So kıynıt:t .. ri.::;, 'vahıde~s '; nuinastz;, 'meaningless '. i .• • .. ·;·~: .. ···::·, ·:.. . , 



i. 
i 

1~·-r ... .; .. ,~· ...... ~, .~. ,.,..,.;~1~ .... ~J,u:..ı.!A\1 

a~r}!ttS;; ad(lr•:~·S-5 -
a;~c~:, ü:ec· · :· · 

..... .'. 
1,;: 

· .. ,·. 

... ,.·.···. 
. VJ'öc~Lou1i:r:Y"··j- ·. · · · .. · · · ·· ~ · .. -- ··· 

kardq~ broth(~r ·or sister; h!.-
·.'', ;·: k-atd<1ş, sister 

· kaynak, source, spriıig · 
,ı' i:,,; 

150 

··.· 
' ·~ 

:.· 
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kçıiarif, profit, gain . , ·;:;.ı~r , __ · a:na,. ann. .. ~;* ınothet · .. 
asıl, gerçıık~ I'e8l, genuin~ 
bahçe, gardcn . 
l.··i··-kt:ı c-,u·ı,er difT, .. "'; .. ,,,t'' ·.". · '· · • 1 .... , ... .) .... ':"r. .......... ,A, • 

,~ı.)' .. ·.:.f"~t. ,,., (···ı~: !.::..f"'' ·ı .. ~:ı·ı··..ı"'!ıs,....~r;· -~·~ıl .. /. :~ .... · .. ~··< . . _v ... t..ı' ... ~ı.·ı ~ ... ~.ı, .. ;ı l' .. ı.A ....... ıl.. ""~J, .' ... · ._, .. 

t.·e!ki, 'f"·"-ri:ıar.-s · . ·;·:' :.· ·· ' : .. ·· · 
J " • U• ,, }, ' ' J ' J! 
VıJ.; v.().i,()\\'3 t.üC v,.'()f(l lt r!'l0{.UM 

H., .. ·\ 1"'··r·· .. , . '(......) 1) -' ... i.,.,A... 1, 

bo~$ e:mpty; v?ıc:::nn 
bi{,J'ükJ gre.at, big 
".,, .. ,t',;:r;.,.. • ,~-t-i'; .,., .... ,·ıuhlı' ,.: •·•··'· ..... v···• ·• ı • ~.ı:- '"' '-' 
rok, rrıarıy, much, a lot of 
.f '1'·f ( ,,;\) ~··~·-,,~., 
l- ... JA~-~· •··:,.'" ) W .<..ı..l~ •. 

.·:/~nıu'i, .r.ıtJ~t\.::r 
r.w. we:t·k, e!Iect 

md U) 
(Sul tan lvfeh-

jw!A: (-!.ı), pc.op!e, the common 
pcopk 

ı-,.r.; ,,ı,., .. ,t,r·lic Cıır;-~,ır 
ylı ,., (..d -'·~t ~ .,.. .. ~ .... t.~. 

l:l;,,.; •'('r z--•r'<"~u" ,...,r· 1v .. J..,q4 ;ı .L-Jı..~ 1.J"J.ı. 1 . 

kılık] aspect, costume, ' get.;.up .' 
rnaalefif.. rmfortun.ately .... • ,. 
memlektt (-ti), country; !and . _'' 
mariıeJ;1. official, Civil Servant. 
meyvtı, fruit 

~ rdy-in, why? 
. 'mla, room 
oğul ( -ğlu), son 
otel, hotel 
palt.o, overcoat 
pasaport (-tu), passport 
perişan, untidy, disordered 
jJClis, police, paliceman 
saat (-ti), hour, watch, clock 
sabah, morning 
sarı, yellow 

•serıe, _yıl, year 
sergi, exhibition, display 
sokak, street 
şaj;ka, hat 
· taşınmak, to move (house) 
·vakit ( -kti); time i.rktle, qwıy, h~ndinf..;--stage 

-k:ıjld!t; clcı.:a:dı cover·ed · · · · · · ·:·:,;atak, bed 

Exercise 3. 
(/\) Tmnslo!e i11to English.: (ı) İstaribul sergi-si-ne gitmek 

;w.:dik, r.:.d~<d vakt--irniz yoktu. (2) Polis memurları pasaport-um·-a 
bakrnad ıLır lıil(:. (3) Arkadaşlar-ın ız dün başka bir ev-e 
i:i.~l!idıl:~r, d<~(~;il ıni? (/ı) Bu ~ı;:d>ah Adalar iskde-si-nde siz-i bir 
;;;ut Lcl· 11:dik; rı i\ irı gdroulioiz? (5) Sigara almak istedi üıkat 
dUJ::'\ıı. kapalı--ydı.----BaşJw bir di.ikkan yok mu-ydu? (6) Bahçe­
mi·,:>d.:: Lir e.!nıa ağ;:ı.c-ı var, fakat bu yıl meyva vermedi. (7) 

''' /ifmr; i:ı ustA or:Iy in. Istanbul !-\ırkish, and t~ıen only in th.e literal 
,,, . ..-:~;,· _; ı:> pcov·;ıL~ı:~ı dr~:kcts ;ın.ı.:l m met:q:ıhoncal w;es ana tı usı:::d: 
,~,":.:h~~~·, ~ .n·ı.:.;.•::. liLı.~ '; (u;·~{Y··''• ' ni;~in road) 

. : . ~ -''· 
•," .. ::. 

,· •.. ·-.ı, 
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. ,i.':,j:7:'j·'\' .... , .. 
. ' ... :;-.~;~ 

Kardtş--1nh~~i sobı.k~ta perişan bir .. kılık~ta, palto~suz şapka-sız 
gördüm. (D) Yat:Lk oda~m pek rutubetli-dir. Otel-iniz-de boş 
biK· oda vrıı· nu ?---}/!aalesef yok. (9) Uzun boylu çocuk müdürün 
ül~l--u :n:ı.udı.ıf ?----I-la yır, onun bir kız-ı var} oğlu yok. (ı o) Fatih, 
ı:1y-ı st..:nc:-sinJe (vtl--mda) İstanbul-u Bizans-lı-lar-dan aldı. 
(;~f .tı,J;.iL:r in.lıis:w'-ı Cumhuriyet-in bü.yük bir e::;er-i, devlet-in 
k<) !C3. b~r bı.zı:nr;· kaynağ-ı idi. (ı 2) (Bizim Köy) ad-lı kitab-ı 
üLL~·ma-dmız mı? ~. 

(B) T:mısl.:ıti into Tı.ırkish : (I) ls your sister married? (2) He 
v:::nJ.t.ed to go to another hoteL (3) Is this cig:ırette-box new?-­
Yes, rny r·,;othtr g;n·~~ it to me. (4) .Perhaps he f()und our address· 
in ·the teL.:}'ıLont:·din~ctory. (5) Our apple-trees have given a iot 
nf ü·uit üüs ye;;ır, have!l't the><) (6) The girl in yellow is Orhan)s 
:::~::kı-. (•/ı \/'le \·.Jaited for her at the station but she didnst come. 
(8) My 3L;ı.;.:ı .. \vanted to buythcir hpuse, but I didn't likC' it, it's 
vc:ry d2.my-;,. (0) l-bvı:~ you Ieft your passport at the hotel? (ro) 
The peopL:~ is the rc~l master of the coı.mtry. 
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. APPENDIX D. 

GO A T'H.li\1ER OF ENGLISH 

·!. Iıı IY1ıa.t p;ı.rt of Engb.nd is Kc,,·castlcs:.and what doos 
it; expoı·t '/ - .. 

iS. \\'here İ,.; slıiplJHilding carric<l. on? 
\L I·.:xnLıiıı t!ıt! ıtsl~ of a aaııe. 

'· 'i. \V'lıat do yon qtll the part of a ship in which the 1 
goods are storcd? 1 

8. \Vhat are the docks lineel ıvith 7 
11 

9. Nnmo soınc articlcs of clotlıing. 
lO. Can Englan(l prodnec plenty of whcat 1 1 

11. Does Genn:uıy bek hccr? 
1:2. '\Vhy cl o yon n ecd clotlıes? 

'rHE OFFICE. 

1.. This lll(ırııi ııg I lı ad to see s ome one on business, 
cı.,nı:1 fuı· t1ıi::ı pnrpose I calletl on him at his office. 

DESK. 

·vnwn I nnived at the building named on his card 
I fonnd tkıt ·it was full of ofllces. So I looked nt the 
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l.i:::t (if il:dlH~S in tJıe t:ııtt":lllCü aııd fı:ıııııı1 "Ct)~ nııd 
··ı. ı )) ··ı . ı·· ) 1 l ı . '. ı ı . l j ı ı~.o._~soıı ( ı ı~: .ını ı. ı:H Ltı.~ıt· ullıcu oıı t ı e ttı ın · ı:ıol'. 

:~. So [ wvııc 11 p i ıı t: !11~ 1 il't ıııHL :ı.c.; I :-;tı:J'l 11.:tl u u t, 
Lııııı<i Llıis n:ııııc; f:tciııg 1ııü on tlı(; gla;:;s pnıtd of n. 
swing-dour, \ 1llıiel\ I pil~;hed opı:·n. 'J'lıere were already 
twü ıwoıı1e wnitiiıg wheıı I e11terecl; but, S<'~eiııg the 

ı '' . . . ') . . f' 1 ı· ı· ı won w:.ımı:ı.cs wnLten on one o t ıe s ıc ıng g ass 
lHLnüL:i wJıiclı sepnratccl us 
fmm the: clerks inside, l 
knockc•c1 on it :uıd was ~:oon 

rı.ıı;::wc:.ıYd Ly tlır:. rıl]iuı.-lıoy, 

l() ··s lıı::ıııt I gıLYü ıııy cnn1, 
:::c:ıtiıı:::~ LlıaL llı.:.ul illl ~rı.ıpniııL­

nırıı L fol' lı:ıli'- p:ı~~L d<~vc~ıı 

wil:lı tlıl; ıııaııa~~'l.T. He said, 
'·' 

., lı····[· ı·,·~ ı .. :·, ····,,· f• ('} •') )'~ )J'l'~"~\t'· ', , t:, , . '··, .... ı.: , " .:-, 1 .. ..t ,. • 1 , ll . ı , d. ı e , . , 
-ılt~~~· .. :. ,, ,ı;ıı·;(.Jı ,-ı~ (ı ··lıı·ı..:·,, ·r .!· ....... l., ,., .... ) ,) ,.(), >.)\.,, .. 

di il. 
:3. Jnsiı:1c~, t}ıe c1orks werc 

Lu::;y writing in Jcdgers, and 
one of i hi.~ nı '\V<'tS scatc:d aı-, a 
t·.ahl.t~ wriLi ııg ::ı ldtcr on a 
typı;:writüt. He was copying 

LE'l'TEll PRKSS. 

it from t.lıe slıorf!lıand notes \Vhich lıacl been dictated 
to him bv the nıanrvrer. Ali the other enel of the rooın 

w 0 . 

the cashtı:'r was rc:cei.ving payınemt of a bill from son:ıe 

oııc: ·who ~:~o·xl on the otlıer sicle of tlıe eonnter . 
. .J .. Tud; Uıen I Jıeanl an clcctric be~l ring, anel 

tl~c m•xt; momoııt; ·the ofllcc-boy again slid back the 
g1ass p:ı.nnl nıHl rınno1ıncccl that the manager was now 
l'Cr~dy to sc-o nıe if I woulcl step forward.._ " This way, 
sir, p1en.~~e,» ho srıjd, . a1Hl I followed him down a 
e:o:·riı.hw, nL thn enr·ı of \vhieh \Yns t1ıe manager's room. 
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G2 A PHil\IER OF EKGLISH 

On L1ıe c1oor I read Uıese ıvords, "Privatc, please 
l:ııock." T!ıl: ollicı~-lıoy kııockoc1, ::ıııd lıaviıııb·r received 

" ' Jll:rıııi.;;:-:;ioıt tu '· Cı)ıııu .in;.., CıJıı~ııt:d tlıe dour anel left 
me in tlıe ı•rcscııce uf tlıo ıııaııng:er. 

5. H8 \\'a~; sitLiııg nt lıis \\Ti.tiııg-tab1o, whieh \Vas 
cover._;tl witlı the morn ing' s conespondence anel many 
oLhuı· papc:ı·,:ı. Uııder the table there was a waste­
pnper lmsket: iııto which he had just throwu an old 
pit:cc of biotting-paper, and a1ong the top of it tlıere 
'.Yi!'.l a row or pi~·Hıu-lıoles. In one corner was a 
ı_:m:s3 fuı· copyin::; lcttcrs. 

G. "Cood morniııg·, s.ir. \\rlıat can I do for you?" 
he ~;n id. I to1d lı i ın 11ıy husiıH~ss, anel fi ve min u tes 
ln.ter I '.Vns goüıg do\rn in the lift to the ground-Hooı~ 
Yery ·,ı,-,~ıı pL..·n.scıl witlı tlıe result of my interview, n.s 
I lmd obt,tincc't an order for n safe. 

Business is business. 

2\~B.--Thc possessive 's is selclom nsed for inanimn.te 
ohjcds wlrich are, inste[l.d, precedecl by of. 'l'hus 
we say--

'T'ho man's hat. 
h nt 

Tlıc top of the desk. · 
Tlıe roof of the house, ete . 

. As aıı cxerci~;e, t1ıe al.ıoyc picee should be read 
throııg1ı, tLc ympil .snkd:iLutiııg the Enturc Tcnse 
tlt rou.•:;LunL; c.y. "To-nıonow I sha,ll have," ete. 
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:.~ ... 

2 5 7 03. 

f 

"Hing np t·wo fi \'8 · :Ot'\·en ::~)n;.:: 
three 

.M·.c. Grn.y, the On the tolophonc~, Bhck~ 
:rnm:ıagnr1 speaks Anel :<sk lı.lessrs. Sinipsoıı and Bmıc-2 
to hir3 dcı·.k, .1\lr., If tlıeir.manager's b:lck. 
l{!ack. 

And, if so, if lıe'll cal! lıl'l't:! ac 0nce 
O ıt rm urgeıı t afl'a ir." 

~\lr. Diack. riti~·s r :' '1\ro f-Jvo seven nouglır dırc~.'. iİ ,\··:·..: 
... · p1caso. 

ııp. l , . 
. .. Tlurıks. Hnllo: .\:·,, .n•n ~nerc-. 
'f·····ı·· '·ıı·ı·ı·ı·· .. ·c··ıı r l \.ı. i.~~-ı:::ı ;). . ~-~ L J '-: ..J "" 

~u.ıd T~ıınce: :.uıswcr -, '; Thi.':i is Simpson nml Dnııc<.'. \\~1::.: 
lıı:::; cal!. , are yon'!" 

·r '·ı) Dı 1 C' Ir·· :··ıııı· )J:'. ' . lll'C l'C<Ll U. ' 

1\I:ı·. Black d~Jivcrs Ihy 
hi.:; m:ı,nnu-!;/srııes- "ı :h back, will he come do\rıı to Kew 
Sllg<;. '·-' l To soo o ur 1\Tr. C: r<ı ,. ·"' 

... r On an urgent affc.ıid" "He :5 aw:ıy. 
Ivlest.ı·s. ~-;:m pson ı \V on 't be ha. ek for a w et' k 
aııd enı:cL\ ı·t.ıgı·et \Vill it f:inİt if, to sn.ve a delay, 
tlıa.t theır;u:mager ·l \Ye seııd dow n Mr. l\Ieek 7" 
is away tuıd sng-
gest a sulı.:;tit.lüc. 
ivr-· 1)1 .. 1.:. ·ı 1 .. t. ( "But does Jv1eck uııılerstand o~ 

t •. ),ıtc.,'. ;:, u<Jll J - . ·l . , ı 
fııl. -l , 11hlC 11110~ . . :-: 

.. , . 'Ilıey're qnıtc speeıa1, yon k now. 
1\fr.:>::.n·f~. h.ımpson { "Oh ycs! H e lmows ho\r maııy bear::: 
%Lnd Hıwce are - llhke five. He shrıll go." 
~:onilduııt: · l 
1\Jr. Bla~J;: r~ıpor:;; f ":Mr. Dny is away, sil';_ but M cek 
::h~ı. ~·esulc ıo lııs l Is coming at once." . 
~\l\~ı1efı ,. . J "Yon nevercan fiııd wlıat yon seek 

· lO 1~:; UJ:'i.':.<ltli:i- ·1-, 0· l lı 1" 
· . l' .. <rom ~_,ımpson am )Lll\ Cu. n c: ıi. 
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ö4- 1\.. PRDIER OF EXCLISII 
> .. 

}."' 

EXEIWISE XXIIL 

1. Ht_m- dicl the ll'l'it.cr l'Cadı tlıc tlıinl floor of tlıo 
lmildiııg l 

;) On \\·bom w~ıs lıc ca1liııg? .._ 

:3. \\'h nt w as writteıı on the oııter d oor of the ofiice ı 
'1. ·\\-hat did he see on entering '? 

5. \Vlıat did lıo (1o ııcxt? 
G. \Ylıat wero the clerks doiııg w hile he waited ı 
7. Y\'ho showeel him to the manngcr's room 1 
S. ·\rlıcrc \\·:ıs the manager sitting '1 

9. '\\'lut was nw1er tht~ tahle '? 

10. ·\\'hat was oıı tlıc bble '1 

11. 1Ya.s hi . .:; iıı tenicw snccessful! 
12. \\"Jıat is :.L saf(~ made of? 

l-L 
Ei. 

1 G. 
17. 
ıs. 

EJ. 

20. 
21. 
22. 
28. 

25. 

2G. 
27. 
') (> 
.. ; 1). 

.~~o. 

C\ııı yon IITite ::hoıtlıam1 '? 

Ts tlı8ı\~ a swiııg-door to the dass-room? 

Do yon kncıw lww to typewl'ito _1 

\Vh:tt <kı yon say w1ıoıı so.me ono kııocks at the dood 
h tlıerc a. lift iıı tlıis buildiııg? 

'\V here do yon throw waste-paper? 

Oıı whıtt floor is this room ı 

·who recei ves and pay s out mo ney in an office~ 
Giv0 the eontraı·y of up, top, forward, safe, late. 
Give .. tlıc I)ast Defiııite of find, teli, leave, say, go. 
How clo yon know when it is time to leavc school1 

\V ith ır hat do yon dry yonr writiııg? 

'Nhat rnust you do when yon want to speak to some 
oııe on the telt)plıoııu '1 

\Ylı;\.t pupi1s al'e away to day 1 
\Vlı::tt do yon scck in a dictionary 1 
\V'l~y was l\fr. Cray dissatisficd? 
\Vh y w as }Jr. Blaek donbtfıı1? 
or wlıat Co. Wil.S I\fr. Gmy the manager'), 
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APPENDIX E 

A Sample Unit from English 900: A Basic Course(2) 

'i 

U i'·l IT T,L\LKING ABOUT 
YESTERDAY'S 
i\CTIVITIES 

1 

216 
227 

• 22R 

229 
230 
231 
2J2 

:u :ı 
2:14 

/..lo 
'r··J _J. 

23H 
239 

2-W 

W hal tiinc di d yü u gct up yc,;terdııy nıorııiııg'? 

I tnıke up c~ırly ıııul got up at 6 o' clock. 
My lın;thcr got up car1il~r thnn I did. 

üid you gct dr.:sscd right away'! 
Yı:s, i ;;üt drcs:;cd anti had brcakfı1st. · 
VVh:if !•;;ıd üf hrc:d;f:·ı~t dicl you have'? 
·wıwt iimı~ lthi you gd tu wor!;; ycstcrday nıorııiııg'? 

1 ldı ı!H: hmıse at H o'clock nnd got tu wor.k at 8:30. 
:iJid ytm WiHk aH tby? 
\:'es, l W(Hkcd from early nıonürıg uııtil Iate at night. 

A .. ı ;,d,ı!ı i! had lım ch with a fdcud of mine. 
l !hıi:;b:d 1'/M!dııg ııt S:JO and wcııt home. 
A fü:i' <Emıer I n:ı:.ıd a uıaga:dni' arı d m ade so mc tclcphone calls. 
i W i.' ni !o he tl at 11:30 p.nı. 

l wcni Lı slcl'!' iııııııcdi:ı!cly aııtl slcpt souııdly aU ııiglıt. 
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68 UNtr SIX 

INTONATION 

227 .r;:·-ı . ........ r wokc u ı] ~arly und got up~'clo,ck. - . V '--
228 ]Vl~ brotilt~r got u d catlicr than I did. 

-- 1----~ 

230 ~:{es, I go ıl drcssedl and ha dJ breakfast. 
~ ___ ] ~ ~ 

231 \~h:ıtJ kindl of breakfası did you {h~ 

232 -~~hat time di d you get t~ workj ycstcrdayJ ınoriing? 

233 "' " J k:fl ılıt~ house at 8 o'clock and got to work at 8,: 30. 

V . . \. 
Did you work all day? 

\'e,;, I workcd from early nıorı~ un til. Iate atGlİ~ht. 
\_- '-

236 

237 I fıııislıct~ worlling at 5j'3ü and wenıfJ1o~e. 
--------- T~- V \.._ 

:238 A ftnl didrıcr 1 re ad a jnıııg1:ızine and m ade someftcl:ephone ~all s. 
---··- V u-- ~-.L --

__ ı \\'L·ııt ıoJ bed! at. 1 1:30 Jfı( 

I W\:llt to slccp iııfı";;'Jdiately and slept si:ıundly afnight. ---.. -----·---~ Lr '-
240 



ı. B ıLI.: 
JoHN: 

2. FRED: 

PAUL: 

:ı. HU.EN: 

flETTY: 

'L ALICE: 

BETTY: 

.:; EDWt\lZl)~ ..... 

HENRY: 

6. HARi{Y: 

Gi:O!((iE: 

7. t-.:!Atu;,\RET: 

I·lHEN: 

R. BETTY: 

tvlAt\C;\Rl' !': 

- (' 'J. .Joıı~.;: 

BILL: 

10. PAUL: 

FRım: 

ll. HEJ.Eı-<: 

BETTY: 

12. HAI<RY: 

HILL: 

13. l\,lR. GliEE:·i: 

fviR. Hı·Z()',\'t·-ı: 

H. Bıı.ı: 

PAUL: 

15. JOHN: 
HENRY: 

UNIT SIX 69 

QlJESTIONS AND ANSWERS 

Wlnt time did you gct up ycsterday ınorning, John? 
I -.vo!:c up early and got up at 6 o'dock. 

Whilt tiırıe did you wakc up ycstcrday ınorning, Piıul? 
I wokc up at 6 o'c!ock. 

Did you get up early ycsterday rrıorning, Betty? 
Yı:,s. Bul my brothcr got up earlier thnn I did. 

Afı.:r you gnt up, did you gel dressed riglıt away? 
Y es, l di d. l got dressed riglıt awny and had 
brcakfast. 

Wlwt kimi of breaküıst did you have yestcrday 
ıııorııing? 

l had a big breakfnst ycsterday. 
Georgt, \Vhat kind of brcakfast clid you have 
yestcrd::y? 
1 hml a good brc:tkfast.-
Wiıat time diu you lt.:ave the hoııse ycsterday 
ınorning? 

1 lcft the house at about 8 o'clock. 

What tinw did yoıı gd. to work ycsterday ınorning? 
ı got to ''-'Ork on tinıc ycstcrday morııing. 

Did you W(ırk ~ıli day yesterday, Bill? 
Yes, 1 did. I workl!d from early ınorning until Iate 
at night. 
Did you work <lll day yestcrday? 
Y es, I d id. I worked from 9 o'dock un til 6 o'clock. 

Did you work all day ycstcrday, Bctty? 
No, I dicln't. I workcd until noon yestcrd:ıy. 

Didn't you work lıarJ all day ycsterday, Dil!? 
Nu, l didn't. I worked from 9 a.m. until noon. 

Wlwt time did you go out for lum:h ycstcrday? 
l w e nt out for lunclı at about J 2:30 yestcrday. 

What did you do aftcr dinncr last night? 
i\fter diııncr I madc soıne telcphone calls. 

Did yoıı go to slecp irrınıcdiatcly last ııight, Henry? 
Y es. I went to slecıı iııımcdiatcly and slept setındly 
all night. 
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70 Uf'.llr SIX 

StJHS1TflJTION DRILLS 

1. Wlıı:..t ıime did you get up yesterday moming? 
w e 
they 
sh e 
hr.: 
John 
Mr. and Mrs. Brown 

., 

2. \Vlıai time die! you get ııp yesterday'? Was it early? 

3. 

W<ıke up 
gct dressed 
go to bed 
lcavc tlıc house 
gct to ı.vork 
·--·-------.J 

-----l woke tıp early and got up at 6 o'cloek. 
\Vı; . . . 
They 
S he 
He 
llck:ıı 

Henry aııd Naııcy 

4. You ı-:vokc 11-p------~ early yestcrday, didn't you? 

l g(ıt up 

~i~:~l :~I~~;~~~~ısl . 
t· fl ı !ı c lıousl: 
inislıu! \VorJ.:ing 
--·-----·----· . 

:i. Wlıat ~-ki;~d of brc:ıJ.:fnst did you have ycstcrday morning? 
ı f.:oıt 

1 rype 
(. .... _ ... _ 
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UNIT SIX 71 

6. Whtl t:nw did you get to work yesterday? Was it Iate? 
get to your office 
gct to school 
gct to the university 
get home 

7. r-\v~--- left the !w use at 8 o'clock and got to work at 8:30. 
I 
You 
S!ıt· 

Ht: 
Harry 
1-Jc[,~;-ı ;1nd 

Hill 

8. Did yNı work l~Jı day y.cstt.~rday 
allıııorııiııg yestcrday 
all aftcrnoon yestcrday 
all ııight last night· 

, :Mr. Brown? 

9. 1 wur~ .. ·d from early rnonıing un til 9 o'clock la st night. 
t:ar!y in the ınorniııg 
8 o'clock in the ınorııing 
al.ıoutnoon 

10. At nctm I lıad lunclı witlı a friend of mine 
soıne friends of mine 
mywife 
my wife and children 
nıy brothers and sisters 

ll. 1 tini~;!ı(:d workiııg at S: 30 and weııt home 
home wilh a frierid of mine 
to a friend's house 
to .Mr. Brown's house 
to a restaurant 
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72 UN/T SIX 

12. After dinner I read a magazine 
rcad ıı book 

and rnade some telephçıne 
calls. 

Jistcncd to the radio 
watchcd tclcvision 
rcad for a while 

13. I wcnt to bed at abo:.ıt ll: 30 last night. 
around ll :30 · 
close to· I 1:30 
af ter 11.: 30 
at exactly ll :30 
at I 1:30 sharp 

.... 

14. Die! you go to sleep imıncdiately Jast night, Bill? 
right away 
early 
hı te 

..• i 

,( r 

15. I wcnt to slccp imnıediatcly and slept soundly all night. 
You 
Harry 
They 
Sh e 

16. ın the ırıorning I made some telephone calls. 
At noon 
After lunch 
Hdnrc dinner 

17. Afıcr work I wcııt home for dinner 
to eat 

18. 1 read 

~· 

to cat dinnet 

a book for a whilc [
--

untillate at niglıt 
un til ll : 00 
--------
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UNJT S/X 73 

CONVEH.SA.TION 

.... 

ı. Mıl. BılOWN: \\'hat time did you gct up ycst'crday morning? 
tviR. Gııı:ı:N: [ wokc up at 6 o'clock and got up right away. 

2. 

3. 

lV1R. BROWN: Wlıat tinı;; d id Mrs. Grcen get up? 
MR. Ci IZ FE i\: S lı,; got up at about the same time as I d id. 

Mıc Bı<owN: Diıl you g(~t drcs~cd right away? 
MR. GREE!'-:: Ye:;, I did. 1 got up and got dressed immcdiately. 

JV!ıc BıwwN: \Vhat sort of breakf::tst didyqu have yesterday 
nıoming? 

MR. G H EEN: l had a lıig breakfast. 1 usually have a big breakfast. 

.tvlr<. BıtOWN: \Vltat kiııd of lıreakfast did your wifc have? 
1VIR. GREI.::-;: Shc had a light brcakfast. Shc usually has a light 

brt~:ık fa st. 

('vf R. B I <O WN: . !)id you have juicc for breakfast yestcrday morning? 
l'>'iR. GılEEN: y,:·s, we did. We both had juice for brcakfast. 

Bı u.: 
JoııN: 

Biu.: 
JoııN: 

Hıu: 

Jomı: 

FRED: 

PAUL: 

FRED: 

PAUl: 

r•ıum: 

PAUL: 

Fın'n: 

PAU!.: 

Did you lcavc t!ı.:: !ı,)usc at ab.nıt 8 o'clock yestcruay'? 
I doı~'t reınemlK·r w hat time llefl the house yesterday. 

\Vbt tirnı::: Jid you gct to work yesterday morning? 
I'J say it was aboııt 9 o'clock when I got to work. 

You workcd hard all day yesterday, didn't you? 
Yes, I did. I worked from early nıorning until Iate at 
nigl:i. 

Did y,ı!ı go out for luııdı yestcrday, Paul? 
Y (:s, l di d. I V/01lt out for lu nch at about I 2:30. 

Who did yoıı have lunch with? 
I h:ıd luııclı wiıh. a friend of mine yeslerday. 

What tiıne did you fıııish W~)rking yestcrday aftcrnoon? 
l liııi:.Jı,:J at :ıbmıt 5:45. ı wcnt home at 6 o'clock. 

\Vhat diJ you do afıer dinııer last night? 
Afı,:r di:ıııer List ııiglıı. l nıadc :'<;mc tdcplıoııe calls. 
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7-1 UNJJ SIX 

4. H ELEN: 

llE'J'TY: 

I-l ELEN; 

BE'I'TY: 

]!ELEN: 

BETTY: 

H ELEN: 

BETTY: 

H ELEN: 

BETTY: 

HELEN: 

DETTY: 

5. HENRY: 

EDWARD: 

HENRY: 

EDWARD: 

HENltY: 

EDWARD: 

JII'NJ<Y: 

EDWARD: 

HENRY: 

EDWARD: 

6. GEORGE: 

HARRY: 

G ıw ıw re: 
JL,RRY: 

GEORGE: 

'1 L\i(RY: 

GFOI(GE: 

JL\JU<Y: 

GEORGE: 

HARRY: 

GEORGE: 

HARRY: 

Betty, did you go to b~d late last niglıt? 
T drm't reıncmbcr what time I wcnt to bed. 

Did. you go to slccp iınıncdiately last night? 
Yes. I wcrıt to slecp right away. 

Did you watr;h television after dinncr last night? 
No, J didn't watch tclcvision. I read a magazine. 
I didn't go to work yesterday. Did you? .. 
Y es, I wcnt to work. I got· to work on time yesterday. 

Who did you have ltınch with yesterday, Betty? 
Let's see. ... I had ltınch with a fricnd of mine. 

Do you have Juııch at th~ same lıour I do evcry day? 
I think so. What time do you have lunch every day? 

I got up at about 6 o'clock yesterday morning. bid 
you? 
Y ~s, I got up at 6 o'clock, too. 
I didn't have breakfast yesterday morning. Did you? 
No. I didn't have breakfast yesterday, cither. 

You worked lıard all day yesterday, didrı't you? 
Ycs, I did. Did you work lıard all day? 

Y ~s. I workc:d from 7:00 in the morning unti! 6:00 
p.rn. 
And I worked fronı 7:30 a.ın. un til 8 o'clock last night. 

Wlıat kinci of Juııclı did you have yesterday? 
1 had a very liglıt ltınch yesterday. 

I didn't go to bed un til ll :30 la st night. 
I didn't go to bed un til about ll: 30, either. 

This rııorning f woke up at cxactly 6 o'clock. 
1 woke up this nıorning at exactly 6 o'clock, too. 
r had juict, oatmcal and toast for breakfast yestcrday. 
f did, ıoo. I hııd orange jtıice, oatn!cal, and dry toast. 

r Jdt tlıc house at 9 o'clock this ınorııing. 
J ldı the house la ter than you did. I lcft at 9:30. 

l n:ad a magazine aftcr Jinncr last niglıt. 
f rcad the same magazine you did last night. 
I slept souııdly all niglıt last night. 
I didıı't slcep very wdi last night. 
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UNiT S/X 75 

/v\r. Jonathan Thomas 

My name i~; .lnnathan '1'homa~ and I'ın aıı enginccr. Usually, I get up 
early, havt: bı<:~:kfıı~t, nnd go to work at eight o'c!ock. I work hard all 
day, finidı v:ork i;ig at about 5:30 p.m. and go home right mvay. I have 
diıın,~r at 7 o'chıck aııd ıısually go to kd ıırourıd ll p.ın. Yestcn.lay, I 
didn't w;ıke llj) uııtil 8:00 a.nı. r got up iımnediatcly and got dressed. 
[had juic:e and toast and !di my lwusc at 8:45. 1 was an hour Iate and 
di.Jn't gd tO work unti! 9 o'cluck. I workeJ all day and didrı~t have 
lunc:h. ·. I Jlnishcd workiug at 7:30 lnsl. ·niglıt and wc nt home at 8 p.m. 
I was twn hours la k aııd didıı't have dinner lintil 9 o'clock. · After dinner 
I tl:<IÜ tlıe ıH;'-vspaper for a while aııd nıadc soınc .telcplıone calls. I 
li~tencd to tlt: r~tdio for two hours and \VL~ııt to bed al ınidnight. I didıı't 
go to :;kı.:p i;uın..:Lli.nl:ly. I slcpt just six hours last night. 1 didn't sleep 

, V(;ry wdl. 

Qıwvtiııns 

ı. \Vh:ıt is Jon:.ıth:-ıa's ltıst n•mıe n nd w hat does he do? 
2. Du,~s Jonaıhaıı usually gct up Iate? 
3. W!:nt time do~s Jon;üharı usually go to work? 
4. · Do<:> he usually work hard? 
5. v. · :: :ıt tirrıe dü.::s h<: usually lhıi:.h working each day? 
G. '!/kıt. time docs Jonathan usua!!y have dinner? 
7. \V!ı<ıt tim<:: did Jonııthnn wake up yeslerday morning? 
8. Di d fonarhan have a hig brcükfast ycsteı'day nuırning'! 
9. How Iate was Jonathan ycstcrday ınorning'! 

1 O. 'vV hat time d id lıe h•ıve lu nch yesterday'? 
ı ı. Di d hı; Jinish working at 5:30 p.ın. yesıerduy? 
1 :?.. \Vhat time d id Jonathan go home !:ıst night? 
13. llüw !:ı tc w as Jon:\thım'! When did he have diimcr? 
i ·L \\/l\,(t. d id Joııathaq do nfit:r dinnt?r la~t night? 
!5. ı !o·,•.' many hours did Jlınathan sıccp lasl ııight? 
ı 6. ı h! hı; slccp souııdly? 
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76 UNIT SiX 

1. Use ıhe right word. 

cl o se 
o'clock 
s harp 
soundly 

EXEU.CISES 

day 
un til 
immediately 
110011 

ar o und 
s ort 
w if e 
woke 

a. S lı.:: worked from early ınorrıirıg ~ la te at night. .. 

b. It is __ one o'clock. 

c. 'l'hcy wcnt home ___ after work. 

d. Jonath:ın was here at ___ for lunch. 

• e. Vı'e w.~nt to bed ___ to ll :30 p.m. 

f. Did you slecp ___ Iast night? 

g. I read books and ınagazines all ___ yesterday. 

h. Slıe was lwre at teıı o'clock ---· 

i. What ______ of lunch do you want? 

j. He ____ up Iate yestcrday. 

k. ['ll med you at cxactly two -----· 

l. My ··------- ınakcs brcakfast for our daughtcrs. 

2. Use the right form of the verb. 

Exanıpl<l: I wakc up ~.:arly cvcry day. Yestcrday, I woke up Iate. 

a. Frank g:cts up at 7:00. Yestcrclay, Frank ___ up at 8:00. 

b. She works on Manday niglıt. Last Manday she _____ until 
10:00 p.m. 

c. They have toast for brcakfast. Ycsterday, they ___ toast for 
brcıı k fa st. 

d. Martha linislıcs her work at 5:00. Yesterday, Martha ___ her 
work. at 5:00. 

e. Wc read the rıcwspap.~r all nıorning. Ycsterday, we _. __ the 
newspapcr all ıııorniııg. 
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UNIT SIX 77 

/. Today my husband nı::ıkes breakfast. Yesterday, my husband 
--·-'--- bn::akfast. 

g. They go lo bed t:arly. L:1st rıiglıt they ____ to bed early. 

lı. I skcp soundly ~very nig!ıt. Last ııight I ___ soui1dly. 

i. Geı)rge b;vı:s the oJllce Iate al niglıt. George ___ the otlice 
Iate last ııighL 

j. Nancy li~:t.:n~ to the radio. Nancy _· ___ to the radio yesterday. 

k. !vfy cousiıı w~clchcs televisioıı. Yesterday, my cousin ___ _ 
tdevision. 

/. What time do you get up? What time ·----· you get up 
yesienlay? 

m. Shc has breakfast witlı her brothcr. Slıe ___ breakfast with her 
brother yı::sıtı-..by. 

tı. Jaııe r.::ıds :ı tıuok cvcry day. La st night Jane _____ a book. 

3. Change lo rıeuotive sentence. 

Exwnp/ı::: 1 waıclıcd te!cvision. I didn't ıvatc/ı te!evision. 

a. They workt:d lıan.l ycsterday. They _____ hunl yestcrday. 

b. Slw lwd breakLıst right away. Slıe ___ breakfast right away. 

c. They finislı;;d ıheir lessons. They --· _ tlıeir Jessons. 

d. Monı and D::ıd wcrıt home last night. Mom and Dad __ _ 
home last niglit. 

e. I slcpt soundly last night. I _____ soundly last night. 

f. Wc woke ııp bi c ye~:terday. W e _____ ııp Iate yesterday. 

g. My brotlıer ldt bte. My brother _____ Iate. 

lı. He ımı de diıırıer for us. I !e ___ dinner for us. 

,ı, Use the right ve ı b form. 

E:wmple: Wc didn't \Vatch him yestcrday. Wc aren't watching him now. 

a. Wc didn't work lıard ycsterc.Jay. \Ve ______ working lıard now. 

b. Slıe c.lidıı't iıave ltınch yel. Sh<::--·---· :aving lun.clı now. 
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78 UNIT S/X 

c. They didn't finish it yesterday. They ___ finishing it now. 

d. He dldıı't go hoİne last night. He ___ going home today. 

e. Martha didn't sleep soundly last night. Maıtha --- sleeping 
souridly tonight. 

f. Wc didıı't get up early yesterday. We ___ getting up early · 
to day. 

..... 

g. IL didn't leave Iate last Monday. He ___ leaving Iate today. 

lı. You didn't make di.nner yet. You--- making dinner now. 

chi!ıJreıi 

ex:ıctly 

'WORD LIST 

immediately 
ki nd 

Verb Fomıs 

sharp 
so re 

soundly 
type 

do, does, doing • 
did (past) 

listen (to), listens (to), listening (to) 
listcned (to) (past) 

finislı, finishes, fınishing 
üııislicd (p.:ıst) 

make, makes, making 
nıade (past) 

gct, gets, gc~tting rcad, reads, reading 
got (past) read (pası) 

gct dre~scd, gets dresscd, getting dressed 
got dn:~sed (pası) sleep, sleeps, sleeping 

gct up, gds tıp, gcttiııg up slept (past) 
got up ( [J{:st) watch, watclıes, watching 

go, goes, going watched (past) · 

went (f111St) W<ıke up, wakes up, waking up 
have, lıa~. lı:ıving wokc up (past) 

lıad (pası) work, works, working 
kavc, lcavcs, leavıng workcd (pası) 

kft (past) 

Exprcssions 

go to ~!cep 

make telcphone calls 
riglıt away 
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. APPENDIX F 

Same Cognitive Exercises from Spanish for 

Communicat·ion 

1 on n s ol the arlic./C'S an rf p!urals · 

1 TIH! 'oııııds rvpr<~:.enkd l;y the leil<'rs a, 1', i, o, ;ınd 11 <!.[e c;:ıl/cd (,ı) 
coıı:,ıın,ıııis (h) \'0\I'<!IS. 
2 i\!ltl':ı~ ,,ı/ıcr lc:ıtcrs, sııc/ı ,ı,; fl, (,h, g, lll, <:le., sı.ınd for sounds wlıic h 

arı~ c;ı!JNI.~ .. -----·---
:.ı All f ııgli:./ı woııh nıusllıegin ,:illıcr wiılı .:ı vmv<d or ;ı uıııson:ınl so und. 

Tiıi,; tı:lh ı:~; 1\·hı•ıı we nıust ııs<: i1 or <ın, ılıc: 111'0 fornıs of the inddinil<~ 
;ır! i< l;·. 1 cıol; ;ıl llıc::;ı: lwo co/unıııs of worih ,ıııd nolicc: 1/w sound wiılı 

wiıiclı c;ı<lı ıırıtııı IH•gins .. 

il jlC'Il 

il lı on k 
.:1 CO\V 

a girl 
a ııı;m 

;ın ilpplc: 

ll n P~ıgle · 
;Hl ict~ht.~rg 

;ın oce;ın 

.ın tıııılırc!l.ı 

TIH' indelinile ;ırlicil: form a gm.··s willı \'/Cm/s wlıic/ı IJeı;in witlı .ı.-~~ 
souııd; .w gııı·~. willı words wlıiclı lıq:,iıı l':iılı .ı_.__. ____ ;.ouııd . 

.1 goes wil/ı con~onanı snıınds; .ın wiılı Vmvel souncf:;. (\Nhc:n a conso­
ııanl /eliN is not spoken, ı•otı ııs<~ .ın: .ın lıcnır.) · 
4 Do a and an, in a po;ı ;ıııd .w .ıpf.ıle, /ı;ıve difierent ın.~aniııgs? 
nO (Two iorıns lı.:ıviııg tlıe s.ırıw ftıııctinn ııı;ıı· /ı,ı·vl' 'llıe saıııc ıııearıing.) 
5 Sıı.ıııislı, /ike Erıglislı, lı:ıs two forıııs of ılıu indcfinill~ arliclı,. Youlı;ıve 

zılıt•,ıdy kamcd tlıı:ııı. T/ıc•y arı~ un ;ıııd un,ı. llııl ~;p;ıııi;;/ı is jı:st ilıc 

opposile of Eııglislı. Tlıc /.ı-'1 snun;.ı·or a word (witlı vury ft:w exceptioııs) 
t<o/ls 1/ıe ~;p,ınis/ı spu.ıkc:r wlıt•n lo W>t: un or un:ı. Luoi' <1t 1/ıl:se lwo 
colwııns of word:; .ıııd notice ılıv l;ı.,,ı !;nund o( c;ıc.lı noun. 

utı /il.ıro 

un rodco 
llll S<ıllil') 

ıı 11~1 ıne~~~l 

uııa si/l;ı 

tlll:J C'ıl5)il 

Tlıc~ itıdt'finire arıicle forııı un goc~;; wir/ı ıınuns wlıic/ı eııı.J in tlıe vowı:l 

.. · ... , .•.•. ~; un.ı gol~S willı ııourıs c:rıcling in ılı c·~ vmvc:l~----·-·-. 

un witlı n; un:ı witlı .1 (T/ıc~ fc'W cxcc•plions lıwc~ ·ı'o ı,r ıncnıorizcd.J'' 
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ES!>\fiUSil/t,'C A CON7EXT OR S!IUAT!ON 

Ask tlıe indicated questiorıs in Spanisli". 

1. You ar<.• ı;ılking •.vitlı your teacher, ancl.you waııt toknow wlıere· he is 

froın. Yc.u ;ısk. l --·---·---· ? 
2. Yotı :ıru t:ılkinp, witlı ynur frieııd, and you want toknow where slıe is 

from. You ask. t ----·----·-----·--··--···------- 1 
3. You .ıı"<" ı;ılkiııg wiılı your Jrit~ııd ı\t;ıria, and you.want toknow if shc is 
fıoııı ,\t.ıdrid. You a~;lc i.--~---··--·--- _/. 
'ı. Yo~ı :ırt! t:ilUııı; w i ılı ı\\r. Sfınclıez, anel you want to k now whether he 
i:; .".lt.~~:icuı. You ask. l.-------,- ? 
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APPENDIX G 

A Samp1e Unit from Bui1ding Strategies(2) 

J'ICdX Jtecot>dS 

1·)')') 

1Jf,\) 

1-:7) 

l')'ft> 

1'J'1'1 

1')1/l 

1·fl·J 

Press Udease 
\,A\1!!.\;H:ı~ -­ııoı·n in llri:.ıtol 

:Jtrı,l'\.u<\ ,J(!\ıOOl 

'llc:nt to ısd .• H.ı.l'l llııivcc.Jı.ty 

Joiaed n ro'I.K r:ı•oup 

:.ıarrı.u(! 'l'otıy H"rp·;r 

L\•rt. ıuıl.v.ı-T· . .iit)' 

Wou fol.k .ıonP,: coıflil ... ~l.tion 

Oirtiı of dıHıt:t,tor, Jody 
huc.:.ıı•dod ~~ant: ı•rJ\u S'l'i . ..:• of Poııco' 
(ıhur.ı.~ı· l iıl Top TI'Hl(ıty) 

,\ıM:.ıı·i~·ım, ::; 0ut.h Am<ıı:1ctı.:rı :ınd. 
..,\lr'Otır:ı•n tour-ı· . 
\'Mııt to li'IU ııi Lı):J Anı:olc.:ı. 

\•1.'\lr'u'll ll"'~ .ıi.nnlo •·ı:,;ı:ııcn :ıre peoplu too' 

1~0 in JUUI' J'\lt:OI'<I .ıhup \I!J•~t 

:\IU·c Sam/as iuf,'f'i.:it•;ı's Lruıra Dc.•mıis{JII, a jiJ/k .H'ugcr, t{/ic:r ,ı toll~'t:rl. 

~IlKE: That w:ıs oı lıcmııiliıl pcrformancc, J.ıııırıı. And wclcomc 
hack ıu llrisıul. 

I.At:ı~.\: Thank you. Now, yuur qu("stion:;. Oh, guud, yuu\ .. ·c gnt 
ıny press rdcasc. 

M IKI·:: \'es. You wcrc boı-n here in Brisrul, wcrcn't you, in 1955? 
I.AUilA: Tlıat's riglıt. ı was horıı not fiır fi·oın this thclllrc, 

nctıı:ılly. !lut ı gı·<"w up in ı he sııhul'l>s. 
MIKE: Anıl your pıırcııts? 
I.AUKA: They cıııııc from lrclıınd uriginully. My father was a 

Custuıns \ )tlh.•cı· at the (.hu:ks. 
l\111\.1·.: ls he stili thcrc? 

"I.AUHA: Nu, he 'licd nhuut tlu-cc yc:aı-s ngo. 
Mlh:E: Ilave you ;:ot :ıııy bruthcrs or sisıcrs? 
LAUilA: No, l'ın aıı only child. 
MIKE: Mmın. And tlıcn you wcnt to university? 
I.AIII<A: Ycs, fi>r three years. That's where ı wroıc the song 'The 

MU\. E: 

l.Al.JU.A: 

M IKE: 

Pı-icc uf Pcacc'. 
Aııd gul tl1an·icdl 
\'es. 
llow long ha\'c you hccn singiııg profcssionıılly? 

ı..IUHA: Oh, qıiite a loııg ıinıc! Actually, l'vc becn siııging pro­
Ji·.<Simwllr siııee I'J?H when ırcconlcd my first soııg. 

ı\llt-:ı-:: ·ı\l'u.l nU~\' ynu'rc n wol"ld t~unous star, a cuınposcı· and i.l 

ıııothcr. llow do you manugc ıo do it? 
l.AIIHA: Du whüt? 
M IKE: 

l.AeHA: 
·.MIH: 

I..Altı.ı..\: 

M IKE; 

I.Al!IIA: 
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Coınhinc.~ a cou·ct.~ı· with a t~unily? 
t\rc you nıarried wiılı a liıınily, Mı· Sandeı·s? 
Ycs, hut ... 
Well, ılo yuıı liııd it tliflicııh ıo be n joıırnnli~t mıd a 
fathcr? 
Bııı •.. 
'l'hink ;ıhoııı it, /\'Ir Saııd<."ı's, Guuılhyc! 

DiU. Laura gmw up in the 
cuuntry? No, slıe gr e w up ......... . 

\Vh;ll natiun:.ılity wcrc her 
parcnls? Tltt'.Y ıN:r'' ......... . 
Whaı Jid her father do? Ilc n•as 

ls he sıi!l alivc? .................. . 
Docs Launı cunıc li·om ~t hi~ 
i:mıily? .................. . 
\V here d id shc composc ·her tirst 
son~? IV lu· n s lu wıu ......... . 
Where did l.aura mceı her 
hush:uıd? 
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r····----- -···------------------·--·--·] ' ... .. "' 

l
eJ Ta lk ah .. u ı ı:v.,ıııs in pcuplc's Iivcs 

-··--·--·- ·---·-------·----------
1 w~ıs hm·ıı in 1')55. 
Ilc dil.'d llıl'ı.;l' )'t!<ırs ılgo. 
l \\'l'tll ıo uni\'crsilj' jijr thn.~c yc:u·s. 
1 han· hl'l'll :-:iııgiııg pnıfc:-\sionally sinrı: l'J78. 

1. \Vurk in pnirs. A:-.:!~ and ~ln!:twcr qtu:stions 
abjti&l l.aura Dcllllisü'l,~ life, U:)iJ'l; the r··csa 
re k; ısı:. 
a) Use iu wilh dutcs, lil;;c lhis: 

\\'heıı di d 1 .au m &<ı ı o un i l'<:rsiıy? 

'" 1'17h. 
\Ylı.:o diı.l slıı.~ gt:r moli'ricd? 
\\'h~,·n d id s he 'o\ in thl' l~llk song coınpdition? 
\\ h:.:n d id ~ıic h>~ ır Souıh .•\uwri,.~:.ı? 

h) l:M~ ,t.ı!.t' wilh uıunbcrs of ycHı·s; coıınt 
haci;, lil;ı: this: 

\Vhnı d id f .onır~ jüiP the foik group? 
( ~r u i~· l1Jö0 uou•) Si.~ yc~ın; .ı go. 

\Vhcn did h'hı.: l:.:::n.~ unircrsiıy? 
\Viwıı t.lid ::ılı ı.: rı.:rl)r~l li..:r !'ina :ı;ong? 
\\'t .. :ıı d id s!ı,· ı o ur Anıcri~:a? 

c) t;sc jiJr w ith nunıht~r.s of yc::ırs; connt up, 
!ike ılıis: 
ll u w !ong- Jid J ~;ıuril ~:u ro school fur? 
For 1.\ yt:;ıı·s. 

J low lnııg dj,( ~ilı~· ı.m io urı.i\'c.:rsity l~;r? 
11ow lung ha::. !:i lı,~ b"· c ıl ını:rriı:,l for? 

d) u~;c sin,·,· wilh .:l.~tt.·~;, likc this: 
1 lo w lı ıng- h:ıs I .oH ı nt hı . .'l'll sing·ing? 
Sh.: lı:ı:-; hccn siııgiıı~ :-.in~c ıtrJ-l. 

ı ljı\\' lon:~ has :;he bı:ı.·ı~ sin~ ing: pJ'<)!Cssi,mally? 
i lo w hm~ has s he bcl'll livin~ in :\ml.!ri,;a? 

UNIT14 

2. Work in pairs. Ask and :"fnswcr ıhcse 
qucstions. 
When tl id youlirsr sı arı. school? Whml u•as ....... 
or In ......... 
When did you lc;ıvc sclıcıol? ......... agu. or I 
lı:ıl'w'l /efi )'<'1, 
ll u w lung di d you sı ay ;ır school? or How long 
h•ıvc you bccn at school? For .... :. years. 
llow lung have you bccn living iıt your prcscnt 
home? I have bm< living the re jiJT/sina ....... 
lluw long have you bccn studying atıhis school? 
Furjsi11ce ....... 
How long have you bccıı lcarniııı; English in this 
class? For/sillee ....... 
llow lonı; have you bccn learning English with 
your prcscııı ıcach.,r? For/sillee ....... 
Ho w long have you bcen us ing this book? 
For/since ....... 

Rod Ncison is Canadian He comes from 
l\lonırı:al. He is an eııginecr. At the moment he 
is living in Bristol in the sourlı west of England. 
He has becıı liviııg ılıere for several montlıs. 
Ilc works in a sıııall tirııı calleıl Wesıoıı Aero­
ııaıııics. He has bccıı· workiıııo ılıere for four 
ıııontlıs. 

IC]~ 
J. Rcııd ııbuut Rod Nclsoıı. Wl'itc a similar 

p;ımgı-aplı .ıbour a f.-icnd or relative. Say: 

l. wlııı ılıcy are 
2. wlıaı ılıcy ılu 

3. when' they livc 
i. how lun~ tlıcy lıan: hcc:n living thcrc 
S. wlınc ılı<')' work/"ı.ıdy 
(ı. lı<>W lung ıhcy lıaw hccıı wurkiııı;/•llı<lyiııı; 

ı here. 

...... 
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urmı.ı 

~
--·---·------------· ı 

··''"·+;~~',·-~ :\"k and ıall> alıout 
~ l'""l'lc'~ ba.:k~rounı.l 
------------------

·:~ı,··:. -~ 1··.· ~ ·.: .•..•. ,.;ı ... :·;:..:.:;:,:··::: ~:~;;...e •, ~.:J .::.; ... -:~ r ·,: 

Where wcrc ymı bom? ı w as borrı in llri•lol. 
Whı!re d id you gruw up? ı grew up iıı Bristol. 
Where did yuıı ı;o to M:hoııl? ı wcııı to a 

comprdıensivc school. 
Wlıal d id you do alı<!r that? ı wcııt ıo ıınivcr•iıy. 

1 wcııt lo work. 
ı wcııl alıroa:l. 

·,···.;:o•_.,. -:;-. 

1. Conıj>lcıc this chnı·t: 

---~-- ·--.--·-------·----------ı /J.ı,kgıoımd ı was lıonı in ......... (pl<it<', 
({)ll/lif.)') 

J:.ul)' life 1 grcw up in .......... 
I wcıır ıo sdıool aı for 

C11rı'<'r t\fkr sıudyin~ :ır ......... (sduml}, I 
ld't ar. d wcııı lo .... ..... ( fılll<"t of 
U'llr.{·, ımi·vcr.w'ty, collegr:} lo work/ 
study. 

()/.''"' I anı an <>~ıly dıild/1 hıwc guı· ......... 
iı!{hrmıılı'on (brolht•!s/Jistas, ete:.) 

2. Wnrlı in paiı·s. thk yuıır partner ahout 
lıisih<'r past life. Makc ııoıcs <>f his/lıcı· 
ans\\'Crs. 'Thcn ınnb: and ct.nnplclc a ch-.u·t 
for your p;u·ıııer'ş life. 
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3.[l] 

Al'tı.!r lcaving sdwol \\lıcıı s hı: was IH. 
L.ıura wcnt to Urisıol Unin:-rsity for 
three yearı. ıo study hısıury ;.ınd 
cı:onoıni...·s. Whilc shı: w:ıs >ll uni· 
'crı;ity, tonını joiııcd .:ı uııiH·ı·siıy folk 

~~i~ufin~~H:ıı~::11s11~~1 ~:!;~~~ 1 1;~.,~' r,',';~~~H';! 
song 'The Price of l,ctıi.:~·. Soon <ıftı:r 
li ni sh ing her uni\'crsity l'arcı:r. La ura 
j~)incd ıınothı.~r gwup 'ırıJ bcg.ın to 
cl.lrn muncy with her p:.:l'forınanccs 
and wiıh her songs. · 

When :.he woıs :n. l.;ılıl'a w;ı:.; m:ırric.:d 
lll 'hHl)' llarpcr who \.,·asa )ltıdı.•ııı in 
the s:ımı: )'l'ar. Laur~ı "ııd l'oııv h•ı,·c 
ıwo children a d:.ıughtı.·r, Jod}·. \1111..1 
a son, D<.tniı:l. fnr scyı.·nıl years the 
liıırpcr family lı~vı.• b.:cıı livinı.t in u 
bcaut'iful fanıı hoıısı: in the couııtrv 
ouısidı.: Brbıol. buı ıı:ceuıly theY 
dccidcd lo lcavc Urit:ıiıı :ınd movc to 
Lo~ Angeles. 

4. Tlıcrc ~ırc four paragraplıs in Mikc Samıcrs' 
ıırticlc. Wlıiclı parngnıph is ubout: 
La ura 's carccr? ...... 
l..aıını's ba<:kgrouıl<l? ...... 
()ılwr jJJf~JrHI:Jiirm :JJJ,,,,, J.;wr:ıi 

Lat~ra'; early lıfe: ...... 

~·?.'ti~ 
i!!iiilı:..,.,;;, 

5. Write a slıort autobiograplıy (•ıbout your­
sdf). Use Mikc Saııdcrs' arıicle ns u guidc. 
Use your notcs from Excrcisc 1. 
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Öi"al Exerdses 
1. Continn 'lah.·s 

Yutı oın: l.aura Dcııuhwıı. l\"likc Sanders is 
iuıı..·ı·vit:wju~~ you. J.uııl\ oıt ahc lliug•·aphicı.ıl 
d"ıails iıı ılıc Pre"s Rd,•;ıse on pagc IU5. 
Coıılinu da tes ,)r yoLu' past lif'C. 
You \H'I'L' horn iıı ıhL· ıuiddh·~lirıi,·ı-i, wcr":n't )'nu? 
Rı:ı:ht. 1 U';IS b;1rn in l'JSS. 
:\nd yoıı wı..·ut to uniH·r~ity in thl!' L'ady SC\'cnılcs? 
Ni~J:./ll. 1 U1CI:I lu ıwi7xrsity irı PJ73. 
You w~.·r..: lıı;rn in the m id die Jiftics, wcren'ı you? 
:\nd you \H'Ill ıo uııivcrsiıy iıı the c~rly scvcıuics? 
You joillt'll .ı J(ıll-. ı:ı;ı-uup ;ı }C~u· ~ıfıcr, didu't you? 
:\nd }Hll g·oı ınarricd in the middlc ~cvcntics? 
Your daut!,hltr was horn in the laH.' scvcntics? 
. \ııd )'I'U rı..·ı..•unlL·~I il ltiı son14 in·ıhc l'iamc yı..·;ıl'? 

. !•. Tali~ ahuut gcrll'ral poinls of tiınl! 
Auswcr ncconiin~ h) wlıal you thiıık. 
\\'h,·n did ycııı start tlwsc cxcrciscs? 
0/ı, (ju.</ ıl F•" minnlc.<) ug11. 

\\'lıc:ıı d id you Hı~lrl using- rhis hooJ.:? 
U/ı, (ılji·ll'llllll/lh.<) ''·~"· 
\\'hen w;ıs the Scwnıl Worlıl \Var? 
Oh, {ıt i1111,~ tim<') ago. 

\\'lı,·n ıli<! you st;ırt ılıesc cxcrcises? 
\1 lı<·ıı d id yoıı sı:ın u:;in~ ı his lıocık? 
\\'lım w;ıs the Second World \Var? 
\\'hcıı was ılıc ı\nı,·rican Civil \Var? 
\\'hen 11as ıour hirılıd;ıy? 
\\'hen d id you ,;ı arı school? 

.l .. \sk lıuw loııı: pcupl<· have hı:<·ıı doing thiııgs 
J li,·c in llrisı:ıl. 
Oh, /um' lmtg lwı·,• J'Otl J,,·,•u Hı.ıing tlıcrt:? 

Rml wuıts at Wcsıoıı's now. 
Oh. lwuılung hıulu· bau uıorl•ing ılıcrc?' 
1 livc in llri>tııl. 
Rod. wurks ar \Vcstun's now. 
l'aul ;ımi Sııc huılı study ;ıt the l'olytcdınic. 
\\'c always 1(11 to Smılaıı,l for mır hcılidays. 
ltırh.ıra \\oıls ııı..·.u· tlı~.· n~.·w ~huppin~ I.'Cnlrl·. 

\ly hnHhL·r is sıudyin~ in Aıncrica. 

4 ..... Say \\.h~n and hu\.\o' loug ag:o you did things 
:\nswL·r al'<.~ıu·din~ tu yom situ;.ıtiun. 

\\'heıı di.l you lir:;t start studying lıcrc? 
( l'o11r )'<'<ll'.< .1.~11. /11 1')7(ı.) · 

:\ıal how lıııı!( have you hecn in this dass? 
(!'or lll'•' yc.1rs. Si~~ı·ı· I'J7ll.) 

UNIT 14 

When ılki you tiı·st stal'l studying lıcrd 
And lı u w loııg ha ve you bccıı in this class? 
\Vhcıı di d yo'u hegin lc:ırııing English? 

And how lııııg have you lıecn using ılıis book? 
"When did ycıu lası have a lı.ılid~y? 
t\nd hııw lung h;ıvc you hccn working in your 

jıılı? 

S. Cıırrect infol'lnaıion alıout pcoplc's past 
livcs 
llcad alıout Elvis Pı·cslcy on page lll bcfore 
you do thi:; cxt:rcisc. ·rhı.:n coı·rcct the in­
fuı~ıııu.timı. 

Elvis was lıorıı in 1977. 
No, /hal mas u>hı'll lu dicd . 
ı k died in l<J35. 
Na, tlwt uıas uı/u:n lıe was bvrn . 
Elvis was bornin 1'177. 
ı Ic dicd in 1935. 
1 le woıı several talcııt coınpetiıions when he was 

a young man. 
1 le ıııct Coloııcl l'arkcr when he was 30. 
Peuplc criticiscd El vis when he was ıniddlc-agcd. 

Opcn Dhılogue . 

Talk to Mil•e Saııdcı·s alıout your·past life. 

MIKE: Jli! Do you ıııiiıd if I talk to you? 
\'Olı: ................. . 
MIKt:: Well, my qucsıioııs orc quiıc slıoı·t. Fii'Sı, l'd 

like to know where you werc born. 
nııı: 

MIKt·:: l see. ı\nd,J suppose your parcnıs wcrc born 
in the same p~acc .. 

\'ou: ................ .. 
MIKE: Teli me sonıctlıing alıout thcm. 
YOll: ................ .. 
MIK I::: You )ve go ı so mc brothers and sistcrs, 

h;ıvcn't you? 
YOlJ: ................ .. 
~IlKE! Mnıııı. Where did you lirst go to school? 
YOU! ................ .. 
MIKf.: Teli ıııc soıncılıing alıout your latcr cduca­

tion. 
Y<>ll: ................. . 
MIK E: Do you nı i nd if I as k you soıııe qııestions 

alıout your privaıc life? 

MIKt:: Well, actually, I anı in a bit of a htırry, so it 
docsn'ı ınaııcr. J'ın afraid J'vc,-goı to go. 
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ll IlliT 14 

• 

Hotme for future articles on Bristol personalities 

Gi::HAJ,DI!m BE:VA.U- detective atory writer 

lltı.clq;ro•.md - lıorn Edinhurıih, Scotlaııd 19)8. Father noveliat, 

ı:ıoth<ıl' teıı.cher. :Parents from Wales originıı.lly. 

Orıly child. 

Böırly uducation - villaı:;e school. 

I,a.ter cducı:.tion - Edinburgh High School for Girls. 

E<irly cur;;~r -· journcüiut in Edinburgh, later London. 

Wrote first succossful detective story at 20, 

Lfıter care<ır- still writing successful books (all bestsellers) 

Other information- won the 'llcat Detective Story liriter of the 

Year' ıı.ward in 1977. Merried - husband now 

dcııd. 

Nohı -· J.!iss llevan does not like ta.lking a.bout her priva.te life. 

IVOR JOK2S - boxer 

llı;.ckground b. Sws.nsea, South 'ıl ale e, '55. ?s ti~• r :ni ne r, ::. shop 

aesistunt. Prn·ents living. Middle child of 5 

bı·othero. 

L~tcr educution - Aberdale Coopreta=siva. 

l::aı·ly cııreeı· - 1eft school at 15. \ioı·ked in docks. 

Start~d bo~ing in youth club at 17. 

1uter caı·aer- Won ligllt-weight chnı:ıpions.hip - Olywpic Gold Medal,­

~iorıtronl, '76. Iltıcf.lı~e professional '78. 

O the ı· inforınn tion •· Nuni<ıd, 2 children, ~ı if e gyııınııutics teucher, 

Going to leave Eritsin to live in ~pain. 

Ji:l!• Ivor Hkcıı. taning r.1bout lıia fıııuUy. 
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U NIT 14 

ı. \Vurk in paina. Yu.u :u•c n 
IH."\\'sp.ıpt.:r n:portcr. Your 
p.ıı-tııcr is Gerahiine llc ..... uı 
or l\ul' Jool~s. lnlc.:rvit.·w 
hL:ı·thiın, usin~ i\lilı:c 
S:ıud""~ı·s' nutcs, !ib:c this: 

-------;:=======:=::.--
YOU 1 [ GERALDII~E!IVOR J 

(Ask WhdfO 

L~~~~~~~-~_,._,_·----~ 

(A;;k <ıbout 
l parson's parents. 

(A;k <ıboLit 
l_!~ __ r_~~:_e_o_r_. ---------"' 

A:;k permission 
to ask quostions 
aboııt persoıı's 

·~~~~-· _____ ,_J 

~-pers~ 

.\. l.i:-.tcn to tlu: Radio Bristol quiz ~Alivc or 
J)cı.u.l:' Tt·y to ı-;\ıc!l-s the tHın\c of the pcn:wn 
b(ji11·c ılu..~ ıncı.lıhi...rs of rlıc 'ıuiz paneL !\>lake 
notcs: 

ls Uıe. persch e>li;•e or ;::; .. ~d? 
-;:.....:.... :;::~· ... ··:..·._"";.''ı,.: ; 

t
~l- 'ıs his)h-=r ııal-'ıovıclil-y '? 1 

oc..c.upol-'ıovı? ı 

·--·---------_J 
Sı"i' yuur' ıapc :ın.! write down tlıc answer if 
)Oll ılıiıılı; yı)U han: ~tu:·s:-;ı:d it. 

Give pernlission. 

Ruspond ııs you wi 
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When and where w;ıs Elvis 
Pres ky bom? 
1 lo w olı.l woıs he when he dicd? 
\Vas he oın urıly c.:hild? 
llım: wmıhl you l.h:~crihc Elvis' 
Cilri)' liliı-·lıappy or ıınhappy? 
\VImt w ere El\'is' parcnts lik c? 
I lu w ı.lid hı; ı;how his ıo.ıh.:nt for 
::.:inging? 
\Vhnı did he bcı.:oınc rcally 
foınıous? 

\V !ı o ~ııidcd his can.:cr? 
\VIı:ıı d id somı.! p.ırtııls say ahııut 
young El vis Pn:slcy? 
Do you l.:now ılıc n:tnH~S of .uıy 
Elvis Prc~ky n:~ords? 
W lı at do yııu ılıiıık alıout ı hem i 
\Vlıich modern sinı.::crs and ı.·n­
ll'rtainı.:rs dı ı yoıı !ikl~? 
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;\;o\ı.ı you can: 

J. ·\·,k ,\h\Hlt !}ll• )1~1~.1 \VI ıl' ll wa,.; he lıorn? 
llı)\\ lon~ did you go to Sl:hool for? 

·ı 'J':ıH. alıout ıl.c p.bl 

1 lo w loug· lıüs ·~~he hccn singing JH'ıll(:ssloıı~ılly? 

lk was lıcırıı iıı 1~35. , . 
l ıl~ was hor n ·l5 ye:Hs ago. 
1 wcuı to sdıool for M:\'l:n ycous. 
Shc\; hı:~..:n sing·int: proti.:ssi~ıno.dly l(ır ılırcc )'l"ars. 
Slw's hc:ı:n siııgiıı~ prül't:ssiuıı:ılly si nce 1 'J7H. 

J. :\sk alıııuı pı:opk:':; p:ısr liVL·:-. 

·L T.ı!k ;duıuı yuul' J1.t:il Iii\.: ~tıhl 
oılıL·ı· pl'oplc'.-; p.1st liH.:~ 

\V her~ wc n.~ you horn? 
\Viıl:rc diJ you g·o to sdHh>l? 
Wh:ıı d id you do aftcr that? 
I "as lıorıı in Can! i ır. 
1 Ic ll'l'lll lo school iıı C:ırdil[ 
S!H: kl't school and wcnr to ,~,·ork. 

~; :::::~: i 1\CI<'ı ~·-~~~~-~ \>om?

1

1i 1: ~-C·· r·~-.1:.-:.~::~: -~;~(~:~<~::1~~-~=:· 
~ 11 .ıs ,';". ! j Sh~ iıı CırdiıL 

.J • .! .ı ___ , ı ..... ----------------------" 

i 'v~ Ir 1 ·i \to ll lı:li'C 
; Tlıc) 1 __ 1 bccıı livin!ı in C:ırdilf 

l~\-~c _ _j -~~~~:] ___ -·---·---

siııcc 1%5. 
iiır 14 yc:ırs. 

sıar (pop sı.u·) 
liıll; siıı~cr 
!-.Ol\~ 

gn>lıp 

l'tı~toııt~ oflkcr 
dııd~s 

h it 
pt.';li . .'C 

l'() ı ı~ ı )t )~.ı. '1' 

<:ı,mpı.:titiıın 

ı.:ııınpr,:lıl·nsi\·c sı..·hool 
hat.·l.gnıuı\d 

hist~ıry 
cı.:OiliHIIİCS 
lh.:ıct:ti\'C 

1\0\'l.'li~t 
bl·sıscllcr 
ıninı.!r 

gyınJtaSth.:::) 

ı:ılcııı 
Top Twcııty 
sw.:ı.:cssful 

liglııwciglıı 
loviııg 
rcliv i o us 
al iv~: 
dc:ıı.l/dicı.l 
re :ıl 

fit:tional 

origiıı:ılly 
aı;o 

s ince 

be hcırn 
grow up 
gct nHırricd 

uımı4 

rcco.rd a song 
coınbinc 

tour 
go alıroad 
earn 
rcalis~ 
g•ıide 

. change 
ınanage 

s ing 
bcgin 
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APPENDIX H 

A Humanistib Exercise C · i Sharı·.nq in from arınq ana _ 

the Foreign Language Class. 

13'1 ' Cıring ;,nd Slı:ıriııg iıı ılıc Foreign Lınguage Class 

activity. Ttıere ıııay not be time for tlıe students to t:ılk about eaclı of the special 
eve n ts of tlıeir lives. Those listeniııg c:ın ask qucstions. 

The L'i:ı~s cu rı lı e :ıskl'd to w rif e alıout eaclı cv. en ı ci tlıer :ıs a ınc;ıns of prepar­
ing Cor tlıc :.ıı.:tivity or asa follow-up to it. Coııclude the cxercise by asking st u den ts 
to express !heir rc:ıc:tions ı o ıJıe experience and what tlıey k:ınıed from it. 

Comments: Yoıı c:ııı a~k stııdı:nts to write down a list of the lıighliglıts they tlıink 
cf i:ı clııonologic:.ıl cırder, inciueling tlıcir approxiınate :ıge at the time. Thcn teli 
ılıt:nı ı o se!ect eight of the ınosı sp,~chıl event s to ~ketclı on the dittos.1n this way 
ılıcy will have :ııı (ıpportuııity tu co:ıır: up witlı more evenıs and to place a priority 
on ılı,' nı. In giviıı~ the assigıınıeııt, nıeıııion a couple of lı.iglılighls from your .. 
çarlkr y.c:.ırs as ı~x:mıplcs ofwlı:ıt you mean. 

ı-:xı:ncısE (ı-:2. SOı\H?ONE SPECIAU 

Purposes: 
Alledi ve·-

To •l'ilı!ct over oııe's life to tr:ıL'C those who have had an irııpact on it 
To :ıppn•ciull~ ıhose wlıo lıavc bt·cıı :ı positivc ftırcc iııoııe's life 

l.iııguisıic-

To pı:ı:·ıice tlıc p:ısl tense(s) 

To pr:ıclii.'C ılıe use or adjt~ctivcs dı.>scrihiııg positive qualitics 
To pr:ıı·ııce ılı.e sLill of wri tiııg 

f.ı'ı•eis: .'lll kv~i·; 

Si:;e ofgroups: :\bouı five 

Matcrii!ls needL'd: Tl ı'~ :ıssignıııeııt coıııplcted by tlıc class 

ProceJurcs: Discu~s wit!ı ıhe class lıow tlırouglıout nur lives we are iııflueııced by 
oılıcrs. Sonıcıinıı•:; ilıc iııi1ı.ıı~ııı.'ie i> posiiİ\'C aııd ııtlıer tiıııes it is ııeg:ıtive. However, 
in l'i'<.'rynııe\ lifı· ıh·<·t· ;ır·~ ·:Pıııe iııdividıı:ıls 11lıo !ı:ti'l: lı:ıd :ı stnıng iıııpact oıı us. 
(lur diıı•nioıı of i ik rit:.ıııgı.:d [ı,·,·:ıusi' o( ılıem. llı·.~ iıırluı:ııce ıııight be :ı way of 
ılıiııking. :ı,·ıiıı 1 ;. oı· ;luiug >uııı,·ılıiıı~ iıı a diı"ı"vr,•ııı w;ıy. lı nıuld lıe ;ı clıan~e of 
:ıtıitııdc, \ıclieL cr ııl:ın:; i!Lıt ,;çcuıı,·d. 

,\:;k ilıc sttıdeııt:; f(ı tlıiıık of :ıli tlıı• peoplı? who greatly inllıwm:ed tlıcir 
ii\'i'S in :ı pı.ı~iıive 11·:ıy frL>ın ılıeir earliı~sı years ıo ılı~ prescııt. T!ıcıılıavc ılıenı 
,k,·id~ w!ı" lı:ı:l ı !ı:~ ı.;rcaksi inll:ıı:ııcı.• of ;ıli. Ask tlıe studcıııs to write a desı.:rip­
tion of wlıat tlıis pnsoıı w;ıs !ike ~nd Jımv lıe or slıe dıanged ılıc coıırsc of tlıeir · 
ii·":~.l,·li ılı.: ::ıud~ııls tc• lıe pı"L•pcırçd to s!ı:ırıı ılıis experience wiılı oılıcrs in the 
1::ıııup i!ı~y wiillı~ iıı. If tlı·~y !ı:ıve a sıı:ıp:;iwt or sonıc tangitıle reını:ınlırance of ' 
t\ıis per:.iCI!i, I"CClU' · tlı:ıt l!ıi:; !ıe brr)llgltı İll :ıs well. 

Wlıeıı ılı:· .ı .. :=ıJrııneııt is dııt'. pııt tlıt' studı'nıs iııto groııps of alıoııı fiw. One 



All Alıout the Exercises * 135 

ata ıinıt:, l!ıe gr,ıup ıııcnıbı:rs should tel! t!ıe story of tlıe most iıılluenti~l person 
in tlıeir li ve s :ın d' :<!ıare aııy pictures or rc!ic:s brouglıt in witlı the otlıers. You c:ın 
provid,: qtıc•;:ti<'ırı:; to guicle the coıııpo::ilioıı :ıııd tlıe discussion, such as: 

! . ! i<>W old '.VCrG you wlı<:!ıı yu u rııt:l ılı is persurı'l 
ı \Viiaı w:ı:: tlıis p.:rwn !ike? 
3. Do )'Oll sı il! see ı !ı is persoıı? 
<!. 1 low did tlıi~: person influeııc~ you'! 
S. lluw wotıld your Iii'~ bt: diffcrı:ııı il' ym; lıad ııot ııı~t tlıis persoıı'! 
6. ı l.ıvc: yuı.ı cver tried to lı:ıv.: tlıc s:ıın.: ki nd of iıı!lı.ıerıcc on the livcs or 

oı)ıı}rs tlı:ıt thi:; p~n:orı lıad uıı you? If so, uııder wlıaı circurııstanccs? 

In tlıe ıot:ıl c!a~s, a :ı:ııııber of studcııts can teliwho their influential person 
i:i ~ıJHi !ıow tlkir lif,· is di(f-:rüııt us :ı resıılt of this ı.:ontac.:t. Reactioııs to tlıe 
ex~rcise ~ıııtl/\•r :ı discussiorı u i' wlı~t was lc~:ırrıcd froııı it cııı l'ollow. 

('onl/ilı'l//s: \\'!ıeıı giviııg ılı<~ :ıssignmcııı, ııı:ıkt: it cle:ır ılı:ıt tlıe pcr:;oıı dıosen as 
ıl:e lllost iııi'lu-:ıııi~ıl ,;lıcıu!d kıve duııc' positire ılıings wlıi~lı in ıurıı broııglıl :ıbout 

:ı ;wsiiİ\'c' iıi!'!ıı~ııc:L~. Oılıerwb~ sııııı.:: stud,•ıııs will col!ıe up wiılı pçople wlıll Jid 
very.ııc~g.ıli\'1.! llıin:"' lu ıh,~nı. wlıi,·lı ılıc:y <.:c>ıııbated lıy gtıiııg irı tlıı: opposiıe 

direcliuıı. 

'llıis cxcr,:is\: caıı be u warııı e:qıcriı:ncc :ıs it often briııg> back fcdings of 
apprcciation, c:ır;ng,and clost':ııess. 

EXE!~ClSE 63. SECRET AUTOBlOCRAI>HY6 

Pwpos i:' S: 

AtTı:diw--

To bvc studeııts slıarc u number oC;, · mt tlıiııgs alıout .tlıcınselves 

th:ıt otlıc;rs ın:ıy nöt kno\v as y<.:t 
To a;·('\lSC ıhe curiosity· of studeııts in one ~ııotlıer 

Liııgııi:;tic-

T.ı pr ı.ticc writing inthepasi teııse(s) 
'f1.ı :ıffc,Hl practi.:c in listeııiııg wınprchension 
TP pr;r,·ıkı: !lı:.~ voc:ılnı!ary of giviııg one's ugc 

Lev(;/s;.lııtcrı.wdi:i:c; ,t,ı :.ıdvaııcc:d; !:ıtkr part uf !ıcginning level 

Size ofgroues: Tı,' .:1 t:!~ıss 

Pr(lı\:ılurcs: Stcd··,.,; wiil !tm\~ tu ı.:orııpkte tlıc wrilteıı :ıssigıııııeııt tu cany out 
:!ı,, :ı·:ii.,.i ty. ! ~ .. · . . : i:. !ın w you· <':ın aıırıou ıh·t: i ı: 
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APPENDIX I 

~ 

A Sample Unit from An English Course for Turks 

Intermediate I to teach it by the Ec1ectic Approach. 

____ ........ ____ ... ________ _.,.. _______ _ 
The Fin;t Lesson 
ı<ütT I. : 

STHUCTUÜE 

M:oıhcr 

Son 
M(Jther 
S,;n 

1Iothcr · 

38 

H you don't hurı-y up, you'li miss your train. 

\'{!hat time is it? 
Iı's cight 'o'dock. 

: Tlu .. •n l've alrcady missed it. 1'11 go by bus. 

. T!ı~n you· rmıst run: The next bus will be here in 

ıninutes' time. 

won't go to sahool at all. 

1 O:·ink h will nıin this aftcrnoon .. 

a few 

i 

ı 

ı 

i ( 
,; :\ 



.. 
W i fe : I' m smc lt will rain ·this· ·afternoori. Look ·at 'those clouds} 

lhı>b.ırı(! 

'\\·' j f (! 

1 sh:ıll take my umbcella arı<! raitıc(iat, · · · 
: \,'<;lh.en: are you going to? 

: l'm [;•;ıing slıopping. 

Hu>b;;nd : H it ra im:,· l sh all gü to the cinema. · 
\Vif,. Th;i;';, <ı ı:;ood idea. l ~lıall go to the cinema firsr. 11ıen 1'11 

go shopping 

A. l'm ~ony I c;ın\ ;;top. now. 
l'm in a hurry. 

n. All righr, I' ll tE:lephoııe you la ter. 
A. I woıı't be lıume until eight o'clock .. 
D. 'X' il! you be in your office this afternoon? 
A. Y<:s, 1 will. 
B. Good, l'll cal! your office. 

: It'~ Ali's birdıday ıı\!xt Tuesıhıy. 

: How old ·will he be? 
Hc.'U he fifteeıı. 

: Have you bouglu 
: No, not yc:t. 
: Good 

Why? 

him a present? · 

Alını,~l 

Ayşe 

Alıma 

Ayşe 

Ahıilct 

Ayşe 

Ahmet 
Ayş~ my birthJay today7 You can b;1y ·me a present . 

Scudy Tlıese 

A. 

now 

--------1 shall buy that car. 

dil nk 

!'ın suı·e 

hı; will conıe ümıorrow. 
they \vill enjoy the film. 
we ~lıaU go to Turkey this year. 
the tt::ıcher wilı be Iate. 
Ali will pass lıis ~xiımina.tion. · 
dıc trai,, will leave later. 
you will like Bodı-um. · .· 
Michael w ili· seli his guitar. 
we. sh all 'see hi ın tomorrow: · 

tlıe pl:.ınc will leave at eight o'clock. 

the history exumination will be difficult. 

39 

182 



·R : .:.· . 

. r-:··------.. ----~-------~ı~:·ı~~::-;::-;:-;::;~ . .-
. · nı mak-e somc te-a. 

\X'htıı :~he cornr.s, 

wc'.ll li~tea to ~ome records. 
l'Il tam. che tdcvision •)n. 
l'll show h~r rhose plıotographs. 
sht will be vcry tircd. 
th~y will go to the thı:atre. 

she wi!l warıc to. sleep. 
shc will play the guitar. 
ht'il sing ıın Italian song. 
dıe'll ı.hnc-e witlı Dili. 

----···--·--··-·· ...... _., __________________________ ...... 
. . . ~ 

c. 

-----------------···-:;ı:;~-v-o-n-'t -;:tch the plane. -_---l; 
they'li stıı.y witlı us tonight. 
dı.:y woıı't visit the museum. 
Lı: will be vc:ry angry. 

H thcy'ı-ı:: h-ce, 
dıe .,,.,;ıı cock some chicken . 

• tht•y' ll · telephorıe. 

h;; .:wo_ı1~t go to the airport. 
tiıer'll tl!ke ·a t.a:ıci from the 

-·-----·---····-··---·----------···-·-···-··---
l'iı.RT n. 
R.EADIN'G 

. . '•,i ';: 

station. 

Mid1"d Sı::idı bs jusc reccivtd a Jetter from his Turkish petı · friend, 
Ercm. Erearı i~ going t;:, l~rıgland in the sumı:-ıer, lle has writtcn ı,ı short 
l~:~h:r t;..ı Mirh,,d :<bcu~ h~s ho!i:hy. Here is the lett~r:. 

I ;;hr.!l aı-ri,·ı.; in r:n:~hınJ ım 7 ıh July. I arrive at lieathro~ Airport 
iu ch,; aftem~wn. l :;!ml! id::e ~he bus from the ;ıirporc to the terminal. 
You will mctt me at the terminal, won't you? 

1 want to s.::e ";ı lot of places in England. First I will go to Buckingham 
I1iibo;. \:?ili ~hı: Qt;;er.n hı:: in London in July? I wafu ro kt the rold.itn 
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om~lıl~ <.h;.: 1-\ .. br-ı:. Ar't.: then: :ılways soldiı:;n; out:ı,jd(: tM Pıı.hı.u? 11ı.ıt 

so}di,:r~ w.:.;;r ;:ı::ry big kH5, .doıı't t!ı.~y? . . . . .. ·.. .. 
l ~iı.ıll tü w. o:.he l·lons'ı:..; of Paı:lhm;;nt. too. Will you comc w~th ı~? 

You havt; vi:.:~:::d dw Hon~~~ üf P;,di.ıı;M:nt, h<rvı::n't yo.ı? C..an 1 go izuide? 
l :oh:ıH b.dag ;:;y ı::;.;.-.:.:ı:~ı. I waııt lo hli.e a lot of photographs. · 

Sb!! I b/''3 ır.y ı.m:bı·i!ll;:o wo? li'~ always raioing in England, bu't :it? 
\!Vill y;>···t b.c-üt!i:,t· be :ıt bn:ne in rht ı;ummt:(? Has he finished studying 
<cı ımivcr.~iıy? I."m;;s h.~ ni!! phıy t.iıe guit;u·? I slıall buy soıne records in 
ı: •·ı,al.>rıd. 1),.) )'DU ·w:ııii; !;o:";; .\'ccord .of. Turki~h ınusic? 1 slu.ll bring you 
onı: or n.:o. 

. .. '.: 

You.ra,; 
': ' 1 •• ', .-~ .• • ,. Ercu. ~ .. 

l1Aırrm. 

u'Alu-m·JG muu.s 

• .... 
(: '··' 

.:·.· . 

tl:::•~ :.b.J.:l <.ı.: ,!J:ll in th-;: hh.mlts to completc ,the· sıentences. 
Lf.vk :ı;t th~: ..ı:~~;.t!'df't.r.: : 

ı. Alım..:ı: ;~ f,)\.utı.:ı.:n now. H.t u,i/J be fift.<~e'u ,u.v:t y11ar. 
2. l'm thiı'C'c.::a r;:>w. Tıifıı(ınow is my blrthday. 

I ........... ········ ...... ; .. ,. 
~. Tıü.s m.:.i<lh :h Jl'tıU.:..>..ı..')'. Ntxt· ıi\Orıth · · ... ; ...... :.,.;. ;·, .. ; 
•i. ':Co-day ü ~i1mt-sıb.y. 'f"mon:ow , ................... . 
" 'l ' ., ~··· d l ' ' P . ""' . . A·-'- . •. ~ ~ :ı. pı.,;<. J.o· ay :.~s m arııo .. ı.omorrow ............ ın ı:ı&.arıt. 

G. 'fod;ıy i::; ıh.: Lı.~t (by of Sı:ptıml~r ...................... ; .· .. : ;· ..... ~ .. 

·•. ·ı~oı·· ı·-- ··ı··.·'•·" ....... , ~· o'J 'l''J\" 11'
1 """t Y'"" ~ · · ' :· • •• _" _, '·', ..... 11 . ) ~-···· •.• ' "• J.'\j .. ~ ..... ~ ............................ • .. 

iı. ~(:; wı;-: ü ı.:kı.:·k now. iHı:.:o:r ı:nu. hour ..................... ,,. ..... .. 

i) A. 
lt 

ii) l-.. 
fk 

l'lJ i;i.iith it tlıiı ~~·.::~i.·:g . . 
lLı.vc you. ;:r.;;ıd tha~ iıDıi•k y~? 

N,~, r" .. i l'JJ ~.:-mJ_;~· tıı·MJvt'f<r.lV •. 

' 1 • • ~ 

·, .. ·~ 1 . 

. ' .. -~ .. 

·Ji41 
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ı. A. You ınust write to your uncle. 
B, '• • • •• o • • • • • o •••• o ••••••••• o ••• o o •• ~ • • • •••• o ••• o • 

2. A •. I-bve you boııght the tickets yE:t? 
B. 

3. A. You rmısc dean your shoı:s. 

D ................................................ . 
4. A .. Have you told him to come yet? 

n. ··································<·············· 
5. .A. You ınusı: post that. letter. 

B. ················································ 
6. A. Ha\'e you visited your aunt yet? 

B. 
7. A. You must t<:lephone your mother. 

D. 
8. A. Have you fiııished writing rhose !et ters yet? 

B. ················································ 
9. A. You must study that German lesson. 

:0. . .............................................. . 
W. A. !hve you paid for those books yet? 

B ................................................ . 

c. 
•· . 

.Aııswer rhese questions with the time adverbials give,. 

L·wk at the example : 

A. VVhtn \V ili he start school? 
(next year) 

Il lle'!! Sl11rl sç/;ool 11exl year. 

l. A. \Y/hen witl she finish those exercises? 

(this afternoon) 

B ................................................ . 
2. A. When will they be in Germany? 

(next month) 

D. 
3. A. 

n. 
·t A. 

B. 

42. 

Wh~'n will they go skiing? 
(in December) 

.......... : ........ ... · .................... ,,; ... . 
When w ili th~y seli the ir c ar? 

(soon) 

ıs s 



5. A. When will shc go dancing? 
( tornorrow evcning) 

B ................................................ . 

ı>. A. \Vhcıı \Vi ll his c:ır be reııdy? 

(next week) 

B. ················································ 
7. A. \J\Ihcıı will he start university? 

8. 

9. 

B. 
A. 

B. 
! u. 

(in Octübcr) 

When will they go on holiday? 
(in July) 

. . ·························.···· ······ .. ····· ······· 
W/!ıım •Ni ll they Inıy a televidÖn? 

(n.:ı:t ırwnth) 

B ................................................. . 
lO. A. 'When will he pfı.ıy the guitar? 

(hı ter) 

D. . .............................................. . 

D. 

Complt:(c dıt: following scmences : 

1. If it n.ıirı:<, i'!! f,Jloe my ımıbreila 

2. \'<1hen wc go to Kn:acl:ısı, wı: sbt~li sıvim aud Mil. 
3. 1f i\bry trk;ılwncs, we 
,ı, \'V'lıeıı !ıı: arrives :ıt th<: station, shc 

S. lf !::: .:;o es l.ü Arıkar:ı, he ..................................... . 

'6. W1hen lı i'.;· bre:ıkfast is ready, lıe .. · ................................ . 

7. lf dıı~y caıı buy ıickccs, tlıey ..................................... . 

B. 'V/hen tlıciı· train comes, thty ..................... : . ............... . 

9. If t!ıe t-::acher is ab~.ent, the students ................................ . 
10. \X'lıen thı: pl.ıy h.:gins, the !;iri 

4., 
·' 
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APPENDIX J 

A :F o rm a l L e t te r an d an O pe n D i a log to b e u s e d 

ın the Application of the Eclectic Approach~ 

'We::ılor~ J\oroncıutics 
/l.vun Troıdiııo (st~.\~. Jıı!Jik:ı! Dd·.;o, 8Hi:':i"fOL 9 

'J'o~u:.ıt!:ıy July 15lh 

l l'ı;ı;J;..:..ıu •lı.!laJl•J ~11' yr.ıuı· t.ı·.ı·vı,;l <,ıı•ı.· .. nao:.ıuctnt:.ı foı· 
~·ouı· .i·.J~!l'ııl.ly lLı 'l'ııul:H;;n.: ••u S:.ı.t.uı·J..ıy ltjt.tı Ju,.y, for 
yv•; .: . .ı.d ;tüııc ~ilt'u. 

A C<ılllil~ny &3ı' will ~ı·t•ivu ~1:. y~uı· lıou~~ ~t d ~.~. 

l:.. I.OJk\.l r~o~u l.ı1 Lı.~.: ıdı·ı·uı•t-, 'rlıu ı..lı'i\1\.ıl' ı,:ill iı'-IVl: 
ycu:· Li(:~~.t.,, Ilc;,.:.:,_- ı·ı.ıku Jııcu llıi..i.l. you llı.ı.·,o.:· ywur 
J.<ı:::.ı.t:ı·t.:J, 

'ı'l'ıı: pLıl\0..: }u..;.'!'-:J ı,t. '),'LO ;ı,ı.ı. l•IH1 Ch~CK-irı t.imu 
!,.; ;ıl. U.Jı). tı;.~u· 1,\;.ı.,,·;.-,uı,::u <.ıİ~oı.J..ıııt;t; 1.:.ı 20 kl.lı.>~ 
ıııı~ !ı. 1'hc l'l L~r;l to 'J'ı.:ı~ı.h'lı:.h.; h'1ll \.<.ıl' ı.: oıu },...ıuc 
.j,fı<i u lı;ıJ.J'. !Jr·~:ukt'~ı:;ı, \11.l.l LııJ ~ı.:t'\'\.l\1 ·lııt•1nt, Lhl.l 
t11,;ııt.. 

'J'i.-.ıı.: ~111. t .• ; ;ı ı·t:;.ı•ı;:..\~ııt.<.ıt..!•ıu or l..hu coııııHıııy at 
tlı..ı .ıı·ı·l-.·~1 r:.,t.ıJ Lo:. ı:ıı;..:t }'C\ı Oil. 'fıJLJl<HI~ı..l. lju 
\,i ll i .. ı.·ı.J :.ı t.·.:ı.ı .ı :,.ıy.iu~ 'llı· oı,:J Nı•:.ı J. Cc..vpuı• 

- il,;:.ıtı:.ıı~ ;\•:ı•ı;ııoHıt.iı.:~•. tl'-! ;d ll t.<ı.1.;c :t ... u .lcı )'V\U' 
iıı,\.\·1. lu \.IIIJ ~.il}' c~:r.t.ı•t:. \L.: ıdll h.ıvı,: !l<:ıın~: 

Fı'l'CI·~~~ 1:~ıt'ı•ı;ııcy fVt' ;,:'.)uı' 1ın:ıı~·l1·iJlu u:.ı~. 

1 ill)pı! liıı: .• u :ıı·ı•::r:t::•·•:ı•.•ıı'.:; an; :..ı<.ı.t.l:.ıf:ıcl.tıı•y and 
~lı:t!. i'(•t•· L·~H lı lıw\·~·"' ;.ı~~ .. ;.ı,uıl juucıı.::y, 

1-'ı·ı:o!.l Guı·U ~ 
h:ı·.,;ı.ıııı~:ı. orriı;ı.:ı· 

l. .J.ıd, :ınd l'q~ı;y discu:>,;<d the journcy ILi 
l•'roıüt.(!. Cüınij~l:l.oı: [h-eir t~o.nV~fSlHion, u::;iug 
dı e inf(H ınaliuu in the h.:-Ltca·. 

ı·~;(itil': j bs tht~ P..:rsıınnd Oniccr bCnt aB ()ur 
\r-i vd :~1'1'~ıı:ı.;t::m.:ms fur ıl n:: 19th r 

J:\('.1·~: ................. 
'ı'!ıl'n \!\'crj'ı.hing h: ~ııı right, i:.;ü't it? 

l>•·i...uY: Uı~t '"lıoıt ilb(HIC tlw tk·!.:.ı:ts? Tln:y h:1\'cn'c 
:.ıı:ı•t ~hcıı) · · why: 

I'L;:,liY: Oh. 1 !ıt.:ıı..: hi! do.:sn't l(ırgd ıtwnıl 
ö ü\·loı.:l: i::. vcry ~·.ırly. \Vill w~ gı.:t 
anyd,ing to ~·:ıt durin~ the fliglıt? 

ı.lcı:; 

ı·;.l,'l,\': ().\ ıl •. ıı':, 1;·.,u..! lh,f ,,) ... ı ab:.uı \1hı.:ıı 
\\ı: ~:11 lo ıL.: ,ı,iı.'f 1:11d iıı 'l'vlıluu:..:.? 

\\'ili Jıı~···•ll' nı ... ~·ı \ 0 .\~ 
)"ıı:: ................. .. 
ı• 4 lı\i~: \i'-.:11, ıh.:ı :. .. lıı.d·, .di :igln. \VI..ıı :ı.tıuut 

ın.•ıı•')' .• \\'..: ıı.nı.:ı~'ı ~"' ,ın) l;ı.:ııdı 
1'1 .. 111 ~).ı. 

:.:;~·~.:~·: ~:·i,:.~:·x::.t~~:,;.:,~· .uc \H· ~:ıiııu hi ~.1.1) 1 
JAI't.,: ................ .. 

ı·ı .... ~·: ı ·l·••.ıv! ı·uı hı.ıli:ı~ i'ı)J'\IJı\1 ı;, ı!ı .. ı lJy 
i~:·: \'.".•)', j.ıd., !ı. ı\\ \\di \lı ... · 1 t;ı;;olhl 
ııı· .. l·liı~g :ı, Lı hı·.;· ·.~ L\) •·· ~· .. re f 

JAI ı.: .............. .. 
ı•ıı,ı,\'; \\\:,t, ~\ı.:lj ıl,i:. 1: ,~ .uı .. :oı::ol, lh,·n. 1 

ıi,ı:;'ı Lıı.m• 1.h7 pıı: ,\H' l:t·Uiıı~ .ı(~ 
v.,·.ı>.ı .. t.,).! 

:-. 
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APPENDIX K 

A Chart to be used for the Practice o? Speaking 

Skill in the Application of the Eclectic Approach . 

. r-------~n~A ~;~L ARRANGEMENT AL TERNATIVES 

1. Transport to airport 

2. Food during flight 

3. Arrival and mectiııg 
arrangenıents 

Altematives 

airport bus 
taxi 
company car 
lift from a friend 

breaküıst 
lu nch 
d inn er 
light snack 
juice/tcafcoffee 

travd courier~pecial bus 
com pan y n:presen ta ti ve/company 

car 
my parents/car 
nobody/airport bus 

4. Firsı night accoınınodation hotel in cicy ccntre 
my parcnts' house 
with friends 
on the- night train to (Mibn) 

---------------- ---

·t Work in pnirs. Talk ahout tı·avd :-.rrang·c­
ıncntı> using the chart. 
:\~;k aıal :lBS\Vcı- li~.c tlı!s: 

l. ll,ıl\ \1 i ll '' l' s~.·ı Id ılı~.· .ıiqmrt i 
W c 'll ta kı: the airport lı us. or 
:\ friı.:nd will givc us ;ı lifr. 

2. \V ili 11c gt:ı aıı_vthing- ı o e:ıt during- ılıc tliv;hr? 
)\:s, wc'll gl'l .......... or 
No, wc'll only g·cı ......... . 

3. Who will ıncct us when wc :urive? 
A tnıvcl couricr will mcct us with a special bus. 

·L Wlıcrc w ili wc s pc nd the fiı:st ni~ht? 
Wc'll spend it at/in/on/with ......... . 

r..:.':.· .. 



APPENDIX L 

A Questionnaire and a Map to be used in the 

Application of the Eclectic Approach. 

Whut do you thinl< w ili happan in the future 1 Say w hat you 
ıhinh. ı.ıbout thc!:>U diffı.:ruot ıopics. 

Evt:l'yuno will livı.: in ciıius. 
Thoro will bu hou~ı:~~ uııUuı- tlıe StHL 
Faınilh·J:.i will livu in coınııwnuu. 
fv'i,:Hriuua will Lıo out of duto. 
Puoplu will livd nn thu moun. 
t.:v(.ıı y IHHı~o w ili 1.-ıvu ~~ viduo tuluphono. 
tlou!>t::iı ~ıııd f~ıct~Hiu.:; wılltısc $OI~r unorgy. 

?-. --~-'h!f~Ü9J~ 
Children will staı-t ~ciıool at 3. 
Computt:rs will rcplaı.;u ıeachors. 
Punplo will stuc.Jy.until \lıoy {ıru 30. 

:uN.9E~ 
Puoplo will only worl< 4 hours a c.Jtıy. 
Pt:oplo will stop worl\ i:tt 4ti. 
All fi.ıctorh)!:i ı.ıncJ offict.ı:.i will bo nın by 
coopcriJtivos. 

'!. .. !~!!!BJ~~ 
Amcricn will havu a wornan President. 
Oritııin wHI IHlvt.t ~ l:ıli.iCI' Primo Mirıhı:tor. 
ltwrc will bu i.l l;.ıw au•ıima having 11101'0 
th<..ııı l\NO children. 
ChiıHı will b-.1 undur l~ussiuı1 control. 
Thertl vvill lJo a li.lw ~~ui.lima kuepin{J pıHs. 
All •nomic Wtj;,.apurı:.o will bo t.lu~troyad. 1' 
9 ... I!.i±D.~.RQ.f!. ~.n~J.u~-:.:~ç~l 

ı 
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APPENDIX M 

An Authentic Reading Passage to be J§'~d in the 

Application of the Eclectic Approach. 

5. \i!!lill 
i!IH!:I 
ı:ili1 1 ' 

-ıllı.:l! . Illiilli 
la the hnme, cooken> will be set so that you can cook a complete 
mcal at the tımdı of a switch. 
Tdcvision \Vill providc inform.ıtioil on priecs at the nearby shops 
as well :ıs news and entcı·tainıncnt. ViJeophoncs will bı·ing 

pictun::s :ı::; well as sound to tclephone convcrsations. 
!\hıchhH.~S will ı;nntrol tcn1pi.!.ratıırc, lighting, cntert.ıinn1cnt, 
sceurity alarn1s, laundry and gaı-dcning. 
Lighting will provide dccoration as well as wallpaper. 

Ar woı·k, robots will tal~e over ınost jobs in the ınanufaetuı·ing 
iıııhıstrit:s. Working hours will fi:ıll to undcr 30 hours u week. 
Holidayı.> wili g.ct longcr. Six wccks will be the normal anımal 
holiday. 1\'Icn and woınen w.ill ı·ctiı·c at the sııınc age. ·"1 

. ı· 

Our leisurc will be diffcrcnt too. The home will bceomc the 
ccntrı.: of entcı·tainın<:nt through tclcvision and electronic gan1es . 
. Moı·c pcoplc wil! cat o nt in restaurants than they do today; 
abo they will h:wc a much widcr variety of food available. In 
Britaiıı, thcrc will be a dımıgc of tas te towanls a ınoı·c savoury­
Jbvm.ıı·ed rn.::nu. New synthctiç foods will fonn a rcgular part of 
pcople's di(:ts. 
Fon:ign tnıvd will incre;lsc; winter holidays will becomc mMe 
pupular t:h.-ııı sumrncr ımcs. Also non-stop flights fi·oın Britain 
to Jhıı>tmlia and New Zea!and will be chcap and easily available. 
lhıbbies and cJucı:.fion will bccomc increasingly important. 

' 
6. \Vork in pidı·ıı. Reud the article on Li1c in 

2001 and count the nu m her of prcdictions for 
each topic: 

'l'ofıir 
1 lonıe 
\Vork 
Lcismc 
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