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ABSTRACT

Teaching EFL Through English or Content: Implications for Foreign
Language Learning
by

Ali Isik

This study investigates which type of instruction affects false-beginner Turkish
EFL learners’ language skills more positively, teaching EFL through English or
content. More specifically the study aims at answering the following research
questions:

1) Will content-based instruction (CBI) students who are exposed to listening and
speaking skills in the L2 through content improve better in these skills more than
general EFL students?

2) Will CBI students improve four skills in the L2 as much as general EFL

students?

One experimental and one control group, each containing 50 false-beginner
Turkish EFL students, formed the target population of the study. The students in
the experimental group received content-based instruction; whereas the students

in the control group received general EFL instruction.
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After 90 hours of instruction both groups were given the Key English Test (KET)
to see the effects of the two different types of instruction on their English

language skills and their cumulative scores.

The results indicated that the students in the experimental gfoup were more
successful in listening and speaking skills in comparison to the students in the
control group. In terms of reading and writing skills, there was not significant
difference between the two groups. However, when the cumulative scores of
both groups were compared, it was observed that the experimental group obtained
significantly higher scores in comparison to the control group. Hence, the results
indicated that content-based instruction is an efficient program of instruction in

helping students improve their EFL skills.
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KISA OZET"
Ingilizce'nin yabanci dil olarak egitimi salt Ingilizce yolu ile mi yoksa

konu yolu ile mi olmahdir? Yabanc dil egitimi icin ¢ikarilacak sonuclar

Bu calismada Ingilizce'yi salt Ingilizce yoluyla 6greten bir yabanci dil programimn
m1 yoksa, konu yoluyla d6greten bir yabanct dil programinin mi baslangic
seviyesindaki 6grencilerin dil becerilerini daha olumlu etkilecegi aragtirilmustir.
Caligma asagidaki arastirma sorular tizerine kurulmustur:

1) Ikinci dilde konuya dayah konugma ve dinleme becerileri ile ilgili ¢aligmalar
yapan ogrenciler, bu becerilerini salt Ingilizce yoluyla yabanci dil egitimi alan
dgrencilere gore daha ¢ok gelistirecekler midir?

2) Konuya dayali yabanci dil egitimi alan 6grenciler ikinci dildeki dért dil
becerilerini en az salt Ingilizce yoluyla yabanc: dil egjtimi alan ogrenciler kadar

gelistirecekler midir?

Bu ¢alismaya Ingilizce’yi yabanci dil olarak dgrenen ve her biri 50 6grenciden
olusan bir deney ve bir de kontrol grubu katilmistir. Deney grubundaki 6grenciler
kohuya dayali yabanci dil egitimi alirken, kontrol grubundaki ¢grenciler ayni

egitimi salt Ingilizce yoluyla almiglardir.

90 ders saatinin sonunda, bu iki farkli yabanci dil programinin 6grencilerin dil
becerileri ve genel dil seviyeleri tizerindeki etkisini aragtirmak i¢in Key English

Test (KET) uygulamistir.



ix

Arastirmanin sonucunda, konu yoluyla Ingilizce yabanci dil egitimi alan
dgrencilerin, konugma ve dinleme becerilerini salt ingilizce yoluyla yabanci dil
egitimi alan 6grencilere gore daha ¢ok gelistirdikleri bulunmustur. Yazma ve
okuma becerileri itibariyle her iki grup da birbirlerine yakin sonuglar elde etmisler
ve bu beceriler agisindan gruplar arasinda bir fark ortaya ¢ikmamugtir. Fakat her
iki grubun KET genel not ortalamalar karsilagtirildiginda, deney grubundaki
dgrencilerin kontrol grubundaki 6grencilere gore dnemli 6lgiide ilerleme
sagladiklar1 bulunmustur. Bu sonuglar da, konuya dayal bir yabanci dil

programunin etkin bir program oldugu geklinde yorumlanmustir.
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INTRODUCTION

It has been claimed that integrating language and content instruction helps learners
simultaneously develop/improve both their subject matter knowledge and lénguage
skills more effectively (Mohan, 1986; Crandall, 1987; Brinton et al., 1989; Short,
1991a; Genesee, 1994a and 1994b; Met, 1994; Kauffman, 1997). Since language is
inseparable from content and context, any language teaching program which ignores
this principle and focuses on language more than theme is inadequate. Hence, the
integration of language learning and content learning, which paves the way for
meaningful content and content-related activities, creates optimal conditions for
language learning (Mohan, 1986; Crandall, 1987; Krashen & Biber, 1988; Short,

1991a).

Content-based instruction (CBI hereafter) is an umbrella term used for programs
integrating content and language instruction (Brinton et al., 1989; Oxford, 1993,
Kauffman, 1997). It is based on the principle that language learning takes place
when learners are exposed to enough meaningful samples of language in purposive
contexts while they are focusing on content (information) (Krashen, 1982; Prabhu,
1987; Widdowson, 1988; Brinton et al., 1989; Ellis, 1994 and 1997). The reason
behind the direct instruction provided in the subject matter is to help learners
develop/improve their subject matter knowledge and language skills as a whole
simultaneously to provide a "smooth transition" (Cantoni-Harvey, 1987) from

classroom to a target language-medium academic program or workplace (Cantoni-



Harvey, 1987). Hence, as well as language proficiency, CBI aims to develop
students' content and academic knowledge including cognitive skills in a systematic
manner. To realize these aims both language and content teachers are to cooperate
and design syllabi with respect to three principles, which are the use of various
realistic, meaningful, and interesting media, the development of cognitive-academic
skills, and the student-centered classroom organization (Short, 1991a). Research
indicates that postponing regular content instruction until learners have achieved
enough level of proficiency (remediation) does not provide students with prerequisite
content knowledge to follow regular academic programs, and the lack of enough
academic knowledge impedes success at school. The remedy lies in integrating
language and content. However, integration does not only involve combination of
content and language, but also modification and adaptation of language and content
material in response to students' proficiency levels to provide comprehensibility to
bridge the gap between general language education which prepares students for
regular education (remediation) and regular academic courses (Short, 1991a;

1991b;1994; Johnson, 1994).

Since, each lesson is also a language lesson in CBI, learners are provided with
opportunities to deal with and improve various aspects of lanéuage skills, which are
hypothesized in the literature: Cummins (1980) distinguishes between
cognitive/academic language proficiency (CALP) and basic interpersonal
communication skills (BICS). The former refers to the aspect of proficiency related

to the context-reduced, formal features of language which learners deal with outside



the immediate interpersonal context, which normally contains context-embedded
language features. In other words, it includes the knowledge about language rules,
metalinguistic knowledge, and the formal language learners develop for academic
and formal contexts. BICS, on the other hand, refers to the dimension of proficiency
learners develop to carry out daily interpersonal communicative activities in a "here
and now" fashion. The contextual clues and paralinguistic features it involves
facilitate interaction and comprehension. However, no language task is purely BICS-
or CALP-oriented; instead a mixture of the two is required in various degrees
depending on the nature of linguistic activity performed. That is to say, even a very
simple act of communication involves cégnition to a degree, and, correspondingly,
CALP 1s not free of social context and interaction (Cline & Frederickson, 1996).
Hence, although CALP and BICS refer to two different aspects of language
proficiency, they are not to be considered as totally two independent and separate
components, but rather as two interdependent and interrelated dimensions of
language proficiency which affect and support each other mutually to a reasonable

degree.

Another dichotomy indicated by Cummins (1980) is the context-embedded and
context-reduced aspects of language proficiency. The formwer is based on
paralinguistic features and contextual clues, such as realia, gestures, and intonation,
which ease comprehension. This cohtextualized dimension of proficiency is mainly
utilized for interpersonal communication, and scaffolded by common and mutual

efforts, knowledge, and experience. The latter, on the other hand, refers to the



ability to handle the formal, complex, and abstract aspect of language. In othér
words, learners extract meaning from the language itself without getting any
contextual aid for comprehension. The context-reduced type of proficiency also
goes hand in hand with cognitive growth and determines the degree of success in

academic contexts to a great extent (Chamot & O'Malley, 1987; Crandall, 1987).

The last dichotomy Cummins (1980 ) talks about, is related to the cognitive demands
of a task. The cognitively demanding tasks call for higher mental processes, such as
reasoning, analysis, and synthesis. The cognitively undemanding tasks require lower
mental processes, such as having basic knowledge and comprehension. The degree
of cognitive burden upon learners is determined by both internal and external factors.
Internal factors are related with the background knowledge (schema readiness)
learners need to carry out classroom tasks. In other words, how much background
knowledge learners possess about a particular task determines the degree of cognitive
demand upon them. For example, while preparing for a task such as a tour around
Turkey learners who have enough information about the touristic places in Turkey
will experience much less difficulty in comparison to those who do not have enough
knowledge about this field. Another internal factor that affects the cognitive burden
on learners is learners’ proficiency levels, being a crucial variébl_e in cases of L2 use
in particular. Learners may not succeed in carrying out classroom tasks due to the
degree of proficiency commensurate with the exigencies of the situation. For
instance, although they may have enough background knowledge about the touristic

places in Turkey, they may fail to do the task because of their insufficient linguistic



resources. External factors, on the other hand, are related to the complexity of a
task. For example, writing the criticism of a novel is much more difficult than writing

a short message to a friend.

When the last two dichotomies, which are interdependent, are integrated, as

illustrated in Figure 1, the language tasks can be examined in four categories:

Figure 1 Cummins’ two dimensional language proficiency framework

Cognitively
demanding
I I
Context Context
Embedded reduced
v 11
Cognitively
undemanding

Context-reduced, cognitively demanding tasks; context-embedded, cognitively
demanding tasks; context-reduced, cognitively undemanding tasks; and, finally,
context-embedded, cognitively undemanding tasks. As illustrated in Figure 2, the

fourth type of tasks, which can be found within the bottom left hand quadrant, are
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the least difficult tasks because they are cognitively undemanding and embedded in

context. For instance, a task, such as underlying the adjectives describing the main
character in a short story is embedded in a meaningful context and due to this

contextual support, it is not cognitively demanding.

Figure 2 Sample language tasks for Cummins’ two-dimensional language
proficiency framework

Cognitively
demanding
acting out a short inference-based response
story studied in the to a reading comprehension
classroom . question
an @
Context Context
Embedded reduced
Iv) (1ID)
underlying the writing down a
adjectives describing short dialog
a character in a heard on the tape
short story
Cognitively
undemanding

The third type of tasks placed in the bottom right hand quadrant are more difficult
than the fourth type of tasks, because, although they are cognitiveiy undemanding,
there is little contextual support, which makes learners rely on mainly linguistic
resources to perform these tasks. Writing down a short dialog heard on the tape can

be an example of this type of task. The second type of tasks located within the top



left hand quadrant are comparatively more difficult because learners require higher
mental processes to perform this kind of task. A task, such as acting out a short story
studied in the classroom is contextually embedded, but still is cognitively demanding.
Finally, the first type of tasks, which are located within’the top right hand quadrant,
are the most difficult ones. For example, a question on a reading comprehension
exam which requires synthesizing the main ideas of the reading text with a view to
generating a response based on inference is both cognitively demanding and
contextually insufficient. The former has to do with the lack of referential
information inherent in the text to which the learner has direct access and the latter
has to do with the learner’s necessary use of a higher-order mental process such as

making an inference.

This classification provides a handy framework in planning CBI tasks with reference
to learners' linguistic and conceptual development and cognitive processes called for
to fulfill classroom activities related to both language and content. By modifying
classroom tasks, the level of difficulty and complexity can be adapted to a particular
group of learners to provide maximum access to language and subject matter and
increase student involvement. For instance, when learners experience difficulty and
can hardly overcome the classroom tasks, then either the level of cognitive demand
can be decreased, or extra contextual support can be provided. However,
modification is a thorny issue, and may do more harm than good. A particular task
can become manageable by decreasing cognitive demand instead of providing extra

contextual support, however, if learners are cognitively able but lack required



language skills to carry out the task; then they are given improper work that is far
from fostering their cognitive development. Thus, the framework is a valuable
guideline to provide optimal classroom tasks in order to help learners grow both

linguistically and intellectually (Cline & Frederickson, 1996).

Besides the content objectives and related classroom activities evaluated in terms of
context and cognitive perspective, Snow, Met, & Genesee (1989) proposed another
dimension related to the language objecﬁves, which are to be set carefuily to foster
conceptual growth. These objectives are grouped into two, which are content-
obligatory and content-compatible. Content-obligatory objectives refer to the
prerequisite language for the comprehension of content without which it is impossible
for learners to master content objectives. Since language use may differ from one
subject area to another, it is imperative that learners be familiar with different genres
and registers characterizing different subject areas. In other words, they should have
a good command of content-obligatory language that includes "structures, functions,
and skills" (Snow, Met, & Genesee, 1989) specific to a given subject area. That is to
say, learners are required to covér particular grammatical forms, lexical items,
cohesive devices, text organization, functions, such as narrating, defining, and skills,
such as note taking, listening to a lecture, guessing from the cdntext. For example, if
the topic is about the weather, learners need some essential terms, such as rain, wind,
cloud, snow, storm... without which it is unlikely that they understand and talk about
that content. Content-compatible language, on the other hand, is not essential for

understanding a material. It is the natural outcome of content-oriented activities
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handled in the classroom, and can be dealt with within a topic. For instance, again

related to the weather topic, students can learn what drivers should do in different
weather conditions (Snow, Met, & Genesee, 1989; Oxford; 1993). What these two
different language objectives point to is that language and content teachers should
cooperate to complement CBI. Content-obligatory language for the understanding of
content can be identified and focused on during the language lesson. Since the
content teacher knows key concepts and language that are prerequisite for
comprehension, and since the language teacher knows how to teach them, such
collaboration creates optimal conditions for CBI (Snow, Met, & Genesee, 1989; Met,

1994).

Another explanation about the nature of language knowledge and skills was put
forward by Canale & Swain (1980), who defined communicative competence in
terms of four different components; grammatical competence, discourse
competence, strategic competence, and sociolinguistic competence. Grammatical
competence refers to the knowledge about language. Discourse competence means
knowing how to combine sentences to make a meaningful whole. Strategic
competence encompasses conversational skills such as turn taking or techniques of
staﬁing, expanding, and terminating a talk. Finally, sociolingﬁist_ic competence is the
ability to use language appropriate to a given context. Since these four competencies
form communicative competence, CBI, which adopts a holistic approach to language
and language learning, aims to foster not only grammatical and discourse

competencies, but also strategic and sociolinguistic competencies as well.
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The discussion above gives sound insights into the basic tenets of CBI: CBI is not

geared to developing/improving only the formal aspects of language, but all. First of
all, CBI adopts a holistic approach to language teaching. In real life and natural
language use, all aspects of language, which are called upon simultaneously
depending on the requirements, are integrated and none of them is specifically
isolated. Likewise, CBI practices are based on the belief that language is an
integrated whole that cannot be broken into its constituents. All aspects of language
are interrelated and support one another. Hence, evaluating language in terms of
some of its specific aspects is artificial and against the holistic approach to language.
Secondly, while learning a language, learners not only learn the target language
grammar, but also the complex system of communicative skills required to use
language in a socially acceptable manner. Therefore, CBI, through socialized
academic tasks, aims at developing CALP and grammatical and discourse
competencies as well as BICS and strategic and sociolinguistic competencies by
providing learners with opportunities to read, write, speak, and listen to language in a
variety of contexts. The variety of social interactions also foster learners' social
awareness and socially appropriate behaviors. Hence, learners, participating in
various language activities in multifarious contexts, become communicatively
competent to deal successfully with each type of interaction. In meaningful,
communicative contexts, they get more conscious about the appropriate use of
language to meet social requirements. Thus, BICS and sociolinguistic and strategic
competencies are fostered as well as CALP and grammatical and discourse

competencies (Bernhardt, 1992). Hence, through CBI activities, language systems
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interact with each other simultaneously and function as a whole to facilitate making

sense of the world (Crandall, 1987; Bernhardt, 1992; Blanton, 1992).

Background: The Emergence of CBI
The idea of integrating content and language has evolved over time. In one of the
first attempts, language teaching programs have been integrated with mathematics,
science, and social sciences in schools. In another attempt, it has been implemented
in adult education which are designed to teach specific language skills to engineers,
businessmen, and other professionals. In the final attempt, language has been

subordinated to mastering subject matters (Crandall, 1987).

One of the earliest antecedents of CBI is the language across the curriculum
movement which started in England in 1975. It was claimed that special attention
should be paid to language demands of all subject courses and language should be the
part of instruction in them. In other words, the focus should not be just on learning a
language, but also using language as a means of learning. Asa result of this
movement, “writing across the curriculum” and “reading in the content areas” have
become popular in British and North American schools. The idea that learning to
read and write should go together with reading and writing to learn has formed the
basis of these trends. In short, this movement which has aimed a;c providing native
speakers of English a wide range of tasks across all subject courses by integrating

language and subject matter paved the way for the development of CBL
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Another precursor to CBI has been the English for specific purposes (ESP)

programs. This type of language program has usually been implemented in
occupational settings and at university level to meet the predetermined specialized
needs of learners. The goal of this pragmatic instruction is to equip learners with
specific target language skills in a specific area. With its use of content to teach
language, utilizing authentic materials, and focusing on tasks relevant to the needs of

the learners, ESP has contributed a lot to the development of CBI.

The immersion programs designed and implemented in St. Lambert, Quebec have
provided impetus for the development of CBI proper. Immersion programs aim at
exposing learners intensively to the target language through content instruction.

They are based on the belief that while focusing on teaching content through the
target language, the target language is learned incidentally. These ideas have become

a driving force to design and implement CBI programs.

To sum up, these trends with their use of content to teach language, experience-
based instruction, realistic materials, and focus on the needs of the learners provide
the basis for the emergence of CBI (Crandall, 1987 and 1993; Brinton et al., 1989;

Oxford, 1993).

The CBI Models
Language and content integration can easily be realized in various ESL, EFL, and

bilingual education programs. Integration takes place in two ways; either content
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material is incorporated into language classes, or language and course materials are

adapted to the proficiency levels of students. In the first case, subject-specific
terminology, reading and writing skills and styles, cognitive skills are provided to
students to prepare them for the academic demands which they are faced with in
regular content classes. In the second case, the sensitive language instfuction,
language and content are accommodated to the proficiency levels of students to help
them comprehend and communicate more about the content (Short, 1991a). Hence,
there exist several content-oriented models of language instruction that share the
belief that efficient language learning takes place when the materials are taught
through a content that is relevant to learners. They are all based on the integration of
language and content; they only differ in how they approach it. That is to say,
different orientations to CBI give rise to different instructional models, such as
theme-based instruction, sheltered content instruction, adjunct model, the Cognitive
Academic Language Approach, and immersion programs. In addition to these, since

CBI and ESP overlap at times, ESP naturaily reflects some features of CBI as well.

Theme-based Instruction

In theme-based instruction, the language curriculum is organized around topics or
themes which form the context through which both language- aﬁd content-related
activities are carried out in an integrated fashion. It is organized around several
topics, which are chosen from the same or different content areas. However, they
are usually selected from the same content area, like space, and subtopics of this

broad area form the content of the program. This instruction is appropriate,
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especially, for heterogeneous groups of learners at all age and proficiency levels,

and can be used at the elementary, secondary, and tertiary levels efficiently (Crandall,
1987, Brinton et al., 1989; Oxford, 1993). Brinton et al. (1989) describes the Los
Angeles Unified School District (LAUSD) Transitional Program for English
Development as an example of theme-based instruction. This program has been
designed and implemented in relation to the needs of the limited English proficient
students in grades 5-7. Students receive theme-based instruction on various topics,
such as consumer education and mapskills. Language teachers who are trained in the
content modules which are determined in relation to the needs of the learners give
the instruction. Students receive four hours of theme-based instruction per week for
10 weeks. The aim is to facilitate transition into regular mainstream content classes
by equipping the learners with necessary academic language resources and content
knowledge. Depending on the nature of the task and related activities language
activities are determined. The language is treated as an integrated whole, and the
four skills of language are focused on in relation to the content-related activities.

Authentic texts and audio-visual materials are used to enrich the context.

Sheltered Content Instruction

In this type of program, the nonnative students are sheltered or segregated from the
native, mainstream group, and are given a special type of content instruction by a
content specialist who adapts the instruction to the proficiency levels of learners.

This program, which only deals with the mastery of content, has been used in
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immersion education quite fruitfully. It is useful for all learners at all age, academic,

and proficiency levels whose proficiency levels are roughly the same, and who are
highly enthusiastic to realize their academic and job-related goals in that specific
content area (Crandall, 1987; Brinton et al., 1989; Oxford, 1993). The sheltered
instruction at the University of Ottawa is given as one of the examples of this type of
instruction. Sheltered courses are designed and implemented around the already-
existing courses. “Introduction to psychology/Introduction a la psychologie” is
taught as a sheltered course to students with intermediate level of second language
proficiency. Canadian students who want to improve their French or English and
foreign students enroll in the sheltered course with the aim of accessing both
prerequisite content knowledge and language proficiency required for transition to
regular courses. In the sheltered full-year curriculum students have to attend a
regular program of 1.5-hour classes twice a week for thirteen weeks each semester.
In the sheltered psychology classes the psychology professor and a second language
teacher collaborate, and the language teacher spends 15 to 20 minutes on carrying
out prereading activities and dealing with language problems. Major concepts and
terminology of the preceding lecture are reviewed and those of the following lecture
are introduced. Strategies for successful reading, writing, speaking, and listening
skills are presented. In other words, the language teacher prepares students to the
subsequent lecture of psychology. During the lectﬁre, the professor makes a number
of adjustments in the organization, content selection, and presentation to increase the
comprehensibility. The lectures are delivered more slowly, frequent and longer

pauses are given to help students process what is going on and take notes. Main
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points and key concepts are highlighted during the lecture. More frequent, shorter

and more structured written assignments are given to students. The final grades of
students are given by considering their performance both on the final exam and in

their classwork equally.

Adjunct Model

Through the coordination of specialists from both areas, content and language are
integrated. The teachers from both camps coordinate, specify the needs of learners,
set their objectives accordingly, and carry out classroom activities in a mutually
complementary relationship. In this type of program both native and nonnative
students can study together; non-natives follow both language and content
instruction, and natives only content. This program is more appropriate for
intermediate- or advanced-level adults who have professional academic goals
(Crandall, 1987; Brinton et al., 1989; Oxford, 1993). Brinton et al. (1989) describe
the UCLA Freshman Summer Program (FSP) to exemplify the adjunct model. It is
designed to ease transition from high school to college. This seven-week intensive
program aims at meeting academic and academic language needs of learners as well
as their social and recreational needs. The distinctive nature of the program is the
complementary integration of language and content courses. FSP students enroll in
one of the introductory survey courses which undergraduate students normally take
in their required academic program, such as psychology, history, political science,
and human geography. Each of these introductory survey courses is integrated to

- one of the English language courses depending on the students’ language proficiency
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level. Students attend ten to twelve hours of language instruction and eight hours of

compact content course instruction per week duriné the seven-week period. Both
English and content course teachers coordinate and plan the course collectively in
order to improve the learners’ academic language proficiency, content knowledge
and study skills which are all prerequisite for the subsequent regular university
academic program. Throughout the course both content and language teachers meet
weekly to evaluate the work of the preceding week and coordinate that of the

following.

The Cognitive Academic Language Learning Approach

This model, which is designed as a transitional type of instruction for upper
elementary and secondary learners with intermediate or advanced proficiency,
integrates language, content, and strategy training. It aims at improving academic
language knowledge and skills through CBI by teaching students how to use learning
strategies. It is assumed that strategy training helps learners comprehend the material
more easily and keep both content knowledge and language skills more efficiently
{Chamot & O'Malley, 1987; Crandall, 1987). Sorani & Tamponi (1992) report the
application of the Cognitive Academic Language Learning in Italian secondary
schools. The program is designed for the students with intermediate or advanced
level of English proficiency. To design the course language and cbntent teachers
come together and collaborate. The course is organized around topics, such as art
and literature, science, and computer science. Around each topic, content area,

language development, and learning-strategy activities are built up. The learning-
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strategy training is essential to increase students’ independence in using

metacognitive, cognitive, and social-affective strategies. With this training it 1s
assumed that learners become efficient and cope with the learning context more
effectively. For this reason, in addition to language and content activities, learning-

strategy training activities are planned for each unit.

Immersion Programs

Immersion programs are built on the integration of second/foreign language learning
and content through the use of the target language to teach regular academic subjects
and language arts as well. Learners are provided with intensive exposure to the
target language through natural communication with a native speaker teacher while
learning a subject matter. Immersion teachers teach regular school subjects in the
target language as if learners were native speakers of that language. In short,
immersion programs are designed to create similar conditions in which the emphasis
is on creating an inner force in students to learn a language to get involved in
meaningful, purposeful, and interesting communication ( Krashen, 1985; Genesee,
1987; Brinton et al., 1989). Genesee (1987) describes the late French immersion
programs in Quebec, Canada. At the end of the elementary school or at the
béginning of the secondary school, late immersion programs which require the
intensive use of the second language are implemented. In one-year late immersion
programs, except for the English language art course, all courses are taught in the
second language. In two-year late immersion programs, the same curriculum is

repeated for two years. The curriculum of late French immersion programs is
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generally the same as that of regular programs. The late French immersion students

are required to study the same academic courses their counterparts take in the all-
English program. In other words, the curriculum and the materials of the late French

programs and regular English-medium programs are identical.

ESP

Since there has been a tendency to evaluate ESP as one of the antecedents of CBI,
and both CBI and ESP are based on similar premises (learners' needs, backgrounds,
and interests), there has been a tendency to classify them as the same type of
instruction (Crandall, 1987; 1993; Brinton et al., 1989; Oxford,v 1993; Brinton,
1993). Nevertheless, ESP is the offspring of commercial endeavors for roughly
homogenous groups of learners with specifiable needé, and aims at teaching language
skills required in particular settings for specific needs. Moreover, ESP generally
concerns itself with end-product with not much concern on process. It concentrates
on what should be taught and achieved, and the syllabus is organized to meet these
ends (Kerr, 1977). That is to say, ESP has a dominant training aspect, a narrow
scope focusing on primarily certain language objectives and, in addition, content that
are set in relation to what learners need in their future professional life. It is text-
based, and its field-specific topic becomes an object, not a means of study (Brinton,
1993). The learners of ESP are usually adults and come together with a common
goal mostly to improve their language proficiency by focusing on a specific skill or
skills of language (McDonough, 1984). Furthermore, some learners of ESP might

have already attended a general course and need to learn language for specific
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purposes related to their jobs or following academic career. Therefore, they

generally have grammatical knowledge of the langﬁage, and need to use this
knowledge for communicative purposes for particular reasons in specific fields -
(Kennedy & Bolitho, 1985). Hence, in this approach, the content, through which
specific language skills are taught has a subservient role; fhe primary focus is on
language. Its language-centered approach, which gives high priority to language
forms that learners need in their target contexts, deals mainly with what learners need
to learn. That is why, unlike CBI, which aims at teaching both language and content,
ESP 15 geared for developing language skills only through a content students are
already familiar with. Moreover, ESP deals with students who are competent in
their own fields and utilize their knowledge and skills adequately in their mother
tongue. What ESP tries to do is to help them how to use those skills and knowledge
in a second language (Kerr, 1977). In other words, students having the content
knowledge and skills need to learn how to use them in a new language. For instance,
learners already know "accounting”; what they need is to transfer and use those skills
and knowledge in another language. For that reason, although CBI and ESP overlap,
they are not the same type of instruction (McDonough, 1984; Kennedy & Bolitho,

1985; Hutchinson & Waters, 1987; Brinton, 1993).

CBI, on the other hand, emerged out of academic needs and is carried out exclusively
by academic institutions. Students who do not necessarily share the same goals may
study language and content for various reasons. Hence, it serves broad,

heterogeneous groups of learners. Its educational aspect focusing on a broad range
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of inquiry in academic disciplines, treats content not as an end in itself, but as a

means of study and academic development. Its infegrated approach aims at both
cognitive-academic skills as well as language skills. The linguistic component of the
program is not determined in relation to the systematic analysis of learners' eventual
needs in the target language, but in relation to content. Content normally determines
the linguistic component to be focused on to ease comprehension and foster
communication. In addition, learners are encouraged to communicate about
academic and social matters to master language with all its aspects (Brinton et al.,

1989; Brinton, 1993, Genesee, 1994b).

Furthermore, ESP syllabus and materials are determined essentially by the prior
analysis of learners' needs (McDonough, 1984). Hence, text analysis is an important
issue in ESP. It is concerned with the sentence, what type of structures are used in
text books, that is to say, special language and the notion of frequency of syntactic
and lexical items are of great importance. Syllabus and materials are designed in
relation to the analysis of language, "register analysis", to describe structural and
lexical analysis of scientific style (Morrow, 1977). So, target languége forms and
functions are identified in advance and become the basis of language-oriented
instruction. Similarly, necessary skills to carry out end-product are analyzed and
part-skill practice are designed. Some skills receive more attention than others. For
example, a control tower personnel needs listening and reading skills more than
reading and writing, so they receive special attention (McDonough, 1984). On the

other hand, CBI considers language as a whole and aims at developing/improving
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language in every aspect. It does not focus on certain language forms or skills, but

language as a whole to satisfy the communicative needs of learners in various

contexts which are unlikely to predict in advance.

Besides these, the focus of evaluation in CBI and ESP is different. The focus of
evaluation in theme-based instruction is on language, which is embedded within the
themes covered. Both language and content are measured in the adjunct model and
Cognitive Academic Language Learning Approach, and content is the focus of
assessment in sheltered instruction and immersion programs. Thus, it can be
concluded that depending on the Version of CBI either content (more likely) or both
language and content (but not language per se) are given importance to in
measurement and evaluation. On the other hand, ESP is language-oriented and
generally deals with the assessment of the knowledge of predetermined aspects of

language (Brinton et al., 1989).

Another rather interesting point of view, which distinguishes CBI from ESP,
classifies ESP and CBI in different categories; ESP is categorized és a domain of
ELT and CBI as a syllabus. It is asserted that English language teaching (ELT) has
two divisions, English for general purposes (EGP) and ESP. In addition to this
classification, the syllabus types are categorized into four in ELT, grammatical,
notional/functional/situational, rhetorical, content-based, and task-based. Hence,
CBI is classified as a syllabus type which is no more than a newer perspective

focusing on what a syllabus should include in terms of form, function, and conceptual
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content. When these two types of classification are brought together, it can be

inferred that the domains of ELT, ESP and EGP can use one of these syllabus types
depending on the aim of an ELT program. In short, to explain the distinction
between CBI and ESP, it is said that ESP and CBI are from two different categories
of ELT. The ESP division of ELT may have different syllabi, and CBI is one of

those (Master, 1993).

To sum up, although ESP and CBI overlap and share some basic principles, it is hard
to define them as identical types of instruction as they differ in terms of several
aspects discussed above. However, a language program may share some features of
other language programs depending on school type, student profile, program size,
community needs, time, economic considerations, and the purpose of the program.
But the existence of .some shared features does not necessarily imply that the
programs are of the same kind. A list of the differences between ESP and CBI 15

given below:

ESP CBI
1. offspring of commercial endeavors emerged out of academic needs
2. generally for heterogeneous groups of generally for homogenous groups
learners of learners
3. usually designed for adults designed for learners at all levels
4. target language needs analysis various academic and language

determines the syllabus needs determine the syllabus



5. aims at teaching predetermined
specific language structures and skills

6. text-based register analysis
determines language objectives

7. end-product oriented

8. has training aspect

9. focuses on specific language skills
and structures

10. field-specific

11. content has a subservient role

12. aims at linguistic growth of learners

13. form-focused focus of evaluation
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- aims at teaching both language and

content

content determines language
objectives

process oriented

has educational aspect

focuses on language as a whole

broad range of academic
disciplines

content 1s a means of study and
academic skills

aims at cognitive, academic, and
linguistic growth of learners

content-related focus of evaluation

In conclusion, the models presented thus far provide a general framework for CBI

and it is always possible to create new combinations by adding some elements from

other language teaching models on them depending on the nature of context and

learners. Although there are different models of CBI, they are all geared to teach

both content and language simultaneously to foster conceptual, cognitive, academic,

linguistic, and social growth of learners. They are all based on the principle that

language learning takes place more efficiently when learners are exposed to enough
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comprehensible samples of language in communicative settings. In other words, it is

assumed that learners gradually improve their comrﬁunicative skills through |
interaction and negotiation of meaning. Moreover, they are all process-oriented and
focus on what learners need to do to acquire a language, not what they have to know
about a language (Krashen, 1985 aﬁd 1989; Kou, 1993; Long, 1994; Ellis, 1994 and

1997).

The Rationale for CBI
The standard general language teaching programs have been criticized that they
mainly concentrate on language development and ignore cognitive and academic
development of learners until they attain a certain level of proficiency. In a way,
these students are segregated from their peers who follow a regular program and
develop cognitive and academic skills as well as language skills. Hence, the students
in general language classes become disadvantaged and lag behind‘their peers.
Moreover, when they attend normal content courses at the end of a language
program (remediation), they experience more difficulty in following the program in
comparison to learners who followed a regular content program, because remediation
students have not had enough prerequisite cognitive, academic, and study skills to
follow regular content courses. Realizing these problems, an integrated approach has
been suggested as an alternative to general language programs to emphasize
interaction, student participation, meaningful tasks, and especially cognitive,

academic, and linguistic development of learners as an integrated whole.
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Consequently, this approach has become increasingly popular (Krashen & Biber,

1988; Short, 1991a; Felix, 1994; Genesee, 1994a; Met, 1994).

The reasons why CBI has aroused global interest are numerous: first of all, it creates
a conducive langu‘age teaching/learning environment by providing learners with
relevant content in relation to their eventual needs. This leads to high quality
subject-matter teaching while learning another language (Krashen & Biber, 1988;
Flowerdew, 1993). Moreover, language does not take place within a vacuum, but
in context. It is a means of communication, not an end. As such, it should be used in
the classroom by means of communicative tasks. Since CBI uses language to teach
content, and content determines and forms a realistic and relevant context, it meets

one of the conditions for realistic language instruction.

Furthermore, human cognition depends on the "relevance" and ihteraction between
the already-existing schemata and the new situation. Underlying schemata determine
the degree to which the incoming data are comprehended and processed. It is the
basis on which learners interpret new events and form expectations for the future.
Learners' perception does not pay attention to everything in the environment, but
only a limited set of alternatives based on prior knowledge which determines what
mental processes are activated. In relation to a particular goal, relevance of new
stimuli receives attention. Thus, mental structures form sense by combining atfended
stimuli and prior expectations. When an attended stimulus is added into the network

of what is known, a complex system of cognitive interrelationship is created and it
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becomes meaningful (Smith, 1975). It is suggested that something is relevant only

when it creates enough contextual effects and reduces the processing effort during
cognitive processes. If there is not enough underlying schemata to integrate the new
information, there is more uncertainty which leads to cognitive load. In this case
more information and contextual clues are required to reduce uncertainty. If new
information does not reduce uncertainty, match the expectation, and create enough
contextual effects, it is ignored. Thus, the degree of relevance of the new
information to schemata determines the degree of interaction, and, consequently
cognitive involvement and development. Every relevant linguistic stimulus gets
attention, and "expectation of relevance” is created to test possible interpretations.
However, it 1s cognitively too demanding to test all the possible interpretations of the
new stimuli. Therefore, it is imperative to reduce the number of interpretations for
"optimal relevance" and create minimally enough contextual effects and minimal

processing effort leading only to the desired interpretation (Wilson, 1994).

If learning takes place only by relating new experiences to what is already known,
and people perceive and respond to a task in terms of their past experiences and
current mind set, then for learning to take place, it is a must that what students are
expected to know is to be built on what they already know. Therefore, for an
efficient learning process, it is required to create cognitively optimal conditions
through the combination of "content, context, and attitudes". CBI, which aims at
integrating content and language and teaching them simultaneously, provides these

conditions. Since, learners learn a language while learning content, their schemata,
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which give rise to expectation of relevance, are activated , and, consequently, the

new stimuli from the same content naturally become relevant. This facilitates
cognitive processes by creating "optimal relevance” based on minimally enough
contextual effects and minimal processing effort. In other words, the "relevance-
oriented cognition" functions efficiently when it receives stimuli from the same
content, because it limits the number of possible interpretations cognition deals with
and keeps it on a guided track all the time. Therefore, it can be concluded that
content determines and forms cognitively optimal context for learning (Wilson,

1994).

Similarly, the learning context becomes more meaningful when the learners integrate
their already-existing schemata and skills with new situations. Hence, CBI is based
on the belief that "effective instruction is developmental" (Genesee, 1994a) and
should be built on the skills and knowledge learners bring to school. When learners’
existing schemata are taken as a base to build on the subsequent instruction, they
make both content and language more accessible to learners, ease the cognitive
burden, decrease anxiety, increase motivation and self-esteem, and consequently
facilitate the learning process. In other words, the activation of the already existing
background knowledge enhances comprehension and makes the learning process
more meaningful as learners build up their schemata through subject-matter learning.
Increasingly expanding schemata in a subject area make subsequent tasks increasingly
more comprehensible which foster the improvement of linguistic, cognitive, and

academic skills recursively (Flowerdew, 1993; Kasper, 1995).
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Moreover, as the CBI curriculum is constructed in relation to the needs and interests

of students, it becomes more purposeful, relevant, and motivating. The course
objectives, materials, and classroom activities are chosen and implemented in relation
to the knowledge and skills learners need and provide interesting information
required in order to communicate. Since learners are aware of the fact that those
skills and knowledge are required in their future careers or education, the
exploitation of content is likely to increase their motivation. They want to master the
required knowledge and skills to fulfill their future goals; that is why they get both
cognitively and affectively involved in what they are studying. Therefore, the
relevance of materials and classroom activities to the learners' needs is likely to
motivate them and increase their learning efficiency. Likewise, CBI usually aims at
starting with materials which are familiar to learners. It does not start from scratch;
rather it 1s built on what they have already been acquainted with. Hence, they do not
feel frustrated and feel confident enough to handle the new materials. In short, CBI
provides a stimulating and conducive context for communicative activities,
interaction, and negotiation of meaning which all help develop communicative skills

(Mohan, 1986; Hutchinson & Waters, 1987; Genesee, 1994b; Miramontes, 1994).

The use of content provides a variety of materials leading to interesting classroom
activities and helps learners deal with more abstract and complex language (Crandall,
1987). The real, interesting, and challenging materials enrich classroom activities.
Kuo (1993) asserts that CBI materials are "dynamic and unpredictable”; therefore,

they are appealing to learners. Moreover, as they are cognitively challenging, they
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cause high motivation and interest on the part of learners. Furthermore, in real life,

language is a medium of attaining .mentally challenging tasks. In addition, students
interact with fellow classmates and teachers while dealing with the materials. They
work in pairs or groups to learn concepts and subject matter presented to them.
They negotiate them in the classroom, they paraphrase and clarify their thoughts,
they listen and take notes. In other words, while negotiating meaning they employ
communication strategies to understand and to be understood. All these meaningful
information gap activities based on clarification and comprehension of material
"socialize" academic content and foster communicative competence skills in the
classroom as well (Short, 1991a). Hence, the use of CBI materials in the classroom
serves the same purpose by helping create communicative context and encouraging
the social use of language in the classroom setting. In other words, the CBI materials

simulate real-world situations within the classroom.

Furthermore, through content learners are exposed to enough meaningful samples of
the target language and receive comprehensible input vital for language acquisition.
CBI offers instruction that is sensitive to learners' language development levels with
the help of various teaching materials and language modification to present
information in a comprehensible manner. Hence, it is an effective way of language
teaching to provide natural exposure to language by using laﬁguage as a medium to

teach content by focusing on comprehension.
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Moreover, CBI considers language as a whole. The part-skill practice, which

consists of isolating specific linguistic elements and making learners practice these
mechanically with a view to synthesizing them to communicate, increases the burden
of the language use (Prabhu, 1987; Cline & Frederickson, 1996). Since learners are
assumed to perform several cognitive processes simultaneously, such as remembering
and synthesizing the parts they have learned and paying attention to meaning,
appropriacy, and contextual factors as well while communicating, the process of
communication gets cognitively too demanding. That is why, language should be
treated as a whole that cannot be separated into its constituents. In that sense, CBI,
which integrates the skills and functions of language naturally while focusing on
subject matter, provides an opportunity to treat language as a whole in meaningful
contexts. The contextualized use of language leads to consciousness-raising and
helps learners become aware of discourse features and sociolinguistic aspects of
language (Brinton et al., 1989). In other words, it provides a framework to integrate
all aspects of language, lexical, strategic, grammatical, sociolinguistic and discourse
and language skills (Swain, 1996). As learners become knowledgeable about subject
matter, language skills, functions, and vocabulary improve with it simultaneously, too
(Crandall, 1987; Blanton, 1992). Since language, oral and written, is a means of

~ communication and exploring the world, reading, listening, speaking, and writing are
not treated .separately. Instead, they follow each other nafurally related to the
activities: students write letters, discuss a plan, work on a problem, read and evaluate
an article, listen to the lectures or audiotapes, watch related topics which all integrate

the language skills, functions, and aspects of communicative competence. Learners
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are provided with opportunities to read, write, and speak language in a variety of

contexts. The variety of social interactions also foster learners' social awareness and
socially appropriate behaviors. Learners, participating in various language activities
in various contexts, are provided with opportunities to deal successfully wifh each
type of interaction. In meaningful contexts, they get more conscious about the use
of language to meet social requirements. Thus, sociolinguistic and strategic
cqmpetencies are fostered as well as the grammatical and discourse ones (Bernhardt,
1992). Besides these, the integration of content, language, and study skills helps
learners acquire the thought patterns of the target language academic culture, and
makes them familiar with specific disciplines in general. The practical experience in
CBI activities, which facilitates the mastery of general social conventions of a specific
culture and academic conventions of specific disciplines, increases the likelihood of
learners’ functioning satisfactorily enough in both social and academic contexts of a
target culture (Guyer & Peterson, 1988; Hirsch, 1988). It provides students with
opportunities to use the language for real, real-life, authentic, social, and scholastic
purposes (Short, 1991b). Hence, through CBI activities, language systems interact
with each other simultaneously and function as a whole to facilitate making sense of

the world (Crandall, 1987; Bernhardt, 1992; Blanton, 1992; Genesee, 1994b).

Not only does CBI consider language as a whole, but it considers learners as a whole,
too. It is believed that personal growth does not take place in isolation, but in
connection with cognitive, academic, and social development. When attending to a

program focusing solely upon language teaching, learners may not improve their



33
academic and cognitive skills and may therefore lag behind their peers. It is

suggested that students usually develop BICS when thgy complete their general
language instruction programs, but a few learners have enough CALP, which is vital
for success in academic and cognitive domains. The research has shown that
students learning a second or foreign language need five to seven years of general
language instruction to be equipped with prerequisite cognitive-academic language
skills required to be successful in regular content classes. However, through CBI,
both cognitive-academic and language skills are likely to develop simultaneously,
because CBI helps learners improve their academic skills and sustain their conceptual
growth in a gradual, systematic manner while learning another language (Cantoni-
Harvey, 1987; Short, 1991a; Met, 1994). It also promotes learners' cognitive
academic language proficiency, study skills, critical thinking, and the background
knowledge they need for their future education (Crandall; 1987). Providing
linguistic support and equipping students with prerequisite academic-language skills
lead to early start in academic studies (Short, 1991a). In that sense, it is
incomparable to any other kind of program of instruction in terms of the economy it
provides: it helps develop/improve cognitive, academic, and linguistic skills during
the same period of time (Flowerdew, 1993). Finally, CBI fosters thinking in a target
language which, in turn, encourages cognitive development. Since learners are
required to pr§cess, analyze, synthesize, and evaluate information from a content
area, CBI promotes cognitive skills while learners gain subject—ﬁatter knowledge
(Snow & Brinton, 1988a). Due to the integration of language and content, and the

cognitive challenge intrinsic in the CBI materials, learners continue their cognitive
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growth as they improve their language and academic skills (Crandall, 1993). While

handling the material, learners also develop learning strategies, such as getting the
gist of the material, organizing and summarizing the information, and asking for
clarification which are helpful to meet the demands of academic life. In summary,
CBI provides optimal context for the total development of learners by creating
situations which help learners grow socially, emotionally, and academically.
vStudents’ whole education, both language and academic content growth, is the
responsibility shared by language and content teachers (Short, 1991a;

Bernhardt, 1992; Genesee, 1994a).

CBI also facilitates transition from language education to mainstream education or
workplace (Cantoni-Harvey, 1987; Blanton, 1992). By matching materials and
related language activities to learners' future needs, CBI prepares learners to real-life
situations satisfactorily. In relation to the relevance of CBI materials and activities,
learners are equipped with necessary linguistic, academic, cognitive skills and subject
matter knowledge they need in the eventual use at higher education or workplace
(McDonough, 1984; Snow & Brinton, 1988a). Moreover, CBI creates a unique
context for learners to proceduralize what they know by combining both declarative
(know that) and procedural (know how) knowledge. Not only does it explain the
rules and patterns of communication, but it also encourages léarners to use language
skills they have developed in the classroom (Chamot & O'Malley, 1987; Flowerdew,
1993). Hence, the type of instruction they receive make the transfer of knowledge

and skills they have acquired to other areas easily (Kasper, 1995).
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Furthermore, CBI does not give rise to extra economic burden since it does not

require extra teachers and classroom materials. Since teaching materials are adapted
from and based on subject matter, the content teacher functions as both the content
and language teacher. Thus, in terms of time and money it does not increase the

operational cost of schools (Short, 1991b).

Finally, the integration of subject and language calls for cooperation and team-work
between content and language teachers. Language teachers become more familiar
with the problems learners experience in relation to subject matter, and content
teachers become more aware of the linguistic problems of students. Hence, language
teachers may integrate their materials with content, and content teachers may adapt
content to facilitate language learning. This coordination is quite helpful for students
since they can have direct contact with both teachers, the match between language
and content becomes more evident, and the holistic development of learners is

fostered (Kennedy & Bolitho, 1985; Short, 1991b; Genesee, 1994b).

The summary of the basic characteristics of CBI

1. It considers language as both a means of communication and a medium
of learning.

CBI integrates language and content, and utilizes language as a means of learning.

Hence, learning both content and language forms the basis of CBI programs.
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2. It integrates both language and content.

CBI is based on the systematic integration of target. language and subject matter.
Content and language modifications are made and variety of techniques are used to
help learners attain content achievement and language proficiency.

3. It has both language and confent objectives.

CBI does not focus on just language and consider subject matter as a context in
which language is practiced. Rather, it aims at developing/improving learners’
content mastery and language proficiency simultaneously.

4. It calls for comprehensive collaboration.

Designming and implementing a CBI program necessitates high degrees of
collaboration between school and workplace, school and parents, and language and
content teachers.

5. It is relevant to learners’ needs.

CBI programs are not designed haphazardly; on the contrary, the careful analysis of
learners’ future academic and professional needs determines their types and content.
6. It is learner-centered.

Not only are CBI programs based on learners’ future needs, they are also designed in
relation to their age level, interest, and linguistic and academic background.

7. It requires integrated assessment.

Since CBI involves the systematic integration of language and content and has both

- language and content objectives, it is imperétive that assessment procedures measure

both language and content objectives in an integrated manner.
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8. It provides continuity.

CBI is based on learners’ subsequent academic and/or professional needs; thus it
bridges the gap between school and work place and provides continuity within an
educational system.

9. Its materials are various, authentic, and adapted to learners’ proficiency
levels.

Various authentic materials are used to provide variety and richness in terms of
language and content. However, if they are beyond learners’ current level of
academic and linguistic competence, they are adapted to their level by using a variety
of resources and techniques.

10. It maximizes both the quanﬁty and quality of the L2 input.

Since CBI is language sensitive and materials and classroom activities are adjusted to
learners’ level to make both language anci content more accessible, learners are
exposed to enough comprehensible samples of target language in relevant and
meaningful contexts.

11. It considers language as a whole.

CBI adopts a top-down approach to language and language teaching and does not
favor part-skill practice. It is based on the integration of language skills. Moreover,
it aims at developing/improving both BICS and‘CALP.

12. Itis based on the whole-person approach.

CBI does not only focus on the linguistic growth of learners, it also tries to foster

their cognitive-academic and social growth as well.
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13. It is based on the idea that language learning takes place within a

meaningful context.

CBI is based on the belief that language is a means of communication and it can be
learned/taught efficiently if a meaningful context can be created in which language is

used for communicative purposes.

Empirical Support for CBI
Research has provided empirical support for CBI by demonstrating positive outcomes
in terms of both mastery of content and language proficiency. Edwards et al. (1984)
carried out an experiment at the University of Ottawa to study the effects of CBI on
the learners’ mastery of the psychology course and gains in second language
proficiency. Sixteen French-speaking students in the English language sheltered
section and twenty-nine English-speaking students in the French language sheltered
section formed the experimental group. The students from three ESL and five
French as a second language (FSL) classes served as the language comparison
groups. Two regular sections of introduction to psychology coursé served as the
content comparison groups. Second language proficiency tests, psychology
achievement tests, and self-report measures were used for measurement. The
comparison of the pre- and post-test mean scores of the sheltered classes on the
proficiency tests and self-report measures revealed that both the French and English
sheltered students made statistically significant gains in second language proficiency.
When the post-test scores of the sheltered groups and the language comparison

groups were contrasted, it was observed that the students in the sheltered classes
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improved their second language proficiency as much as the language comparison

groups. The results of the self-report measures indicated that the sheltered groups
had less L2 use anxiety, higher L2 proficiency rating; and stronger intention to use
the L2 in comparison to the comparison groups. Finally, the comparison of
psychology test scores of the sheltered psychology and regular psychology classes
revealed that the students in the sheltered psychology classés learned the subject-
matter as well as those in the regular psychology classes. In short, the results
revealed that ESL and FSL students taking subject-matter instruction mastered the
subject matter as much as the ESL and FSL students who received the regular
psychology course, and, in addition, improved their ESL or FSL skills as well as the

ones who received regular ESL or FSL instruction directly.

Cummins & Swain (1986) reported the summary of 1979 findings of early French
immersion programs. Students from grade 6 and grade 8 from early French
immersion programs in Ottawa-Carleton, Canada served as the experimental group,
and students from the same grades from the English programs as the control group.
It was found that the students’ French language skills were similar to those of native
speakers of French. In English language skills and study skills, immersion students
performed at least as well as English-only students. In terms of academic
achievement, the English-speaking French immersion students were as successful as

those who took the same content courses in English.
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To see the effects of CBI on learners' skill-based proficiency, a whole-scale research

was carried out in Canada. For this purpose, the experimental groups were chosen
among the students who received subject-matter instruction through the target
language. The control groups were selected from native language-speaking students
from regular programs. To control intervening variables to some extent,
experimental and control groups were chosen from grades 1, 2, 3, 4, and 6 students
who were from the same socioeconomic background with similar academic ability.
The results revealed that although the experimental groups had some problems
related to literacy skills at the early stages, they performed as well as the control
groups receiving regular instruction with respect to listening comprehension, oral
production, and oral vocabulary skills. The experimental groups outperformed the
control groups, especially, with respect to conversational skills. At later stages, they
caught up with the control students in relation to literacy-related skills. In terms of
achievement, no difference was observed between the two groups. In geography,
history, math, and science the experimental groﬁps did as well as the control groups

(Genesee, 1987).

Likewise, Genesee (1987) reported the French language outcomes of early total
French immersion and late French immersion programs. Students in grades 4, 5, and
6 from early tofal French immersion programs were chosen as the experimental
group, and ESL and FSL students from the same grades as the control group. For the
late immersion programs, both the experimental and control groups were chosen

from grades 9 and 12. It was found that immersion students in both programs
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achieved native-like proficiency in second language comprehension. Moreover, they

also used both written and oral language very efficiently for communicative purposes.
However, some linguistic errors were observed in tixeir pronunciation, vocabulary,
and grammar. But these errors were not serious enough to interfere with their use of
the language for academic and interpersonal purposes. It was also observed that their
language was marked with non-idiomatic forms. Although, these were not

grammatically incorrect, they were distinctive from native speaker usage.

Genesee (1987) also reported the social-psychological implications of immersion
programs in Canada. The extant research findings indicated that English Canadian
students in immersion programs did not experience any kind of identity problems and
kept their ethnic identities. At the same time, they reported more positive attitudes
towards French Canadians, especially at the initial stages of immersion. They had
also more positive attitudes towards the French language and language use. They
were reported using French more often for interpersonal communication than

English-speaking students in regular English programs.

Similarly, the evaluation results of the Culver City, Montgomery County, Cincinnati,
and San Diego projects carried out in the United States indicated that the
experimental groups who were the native speakers of English developed high levels
of functional proficiency in target languages. Moreover, they' attained required
academic knowledge and skills quite satisfactorily, although they were given content

instruction in the target language. These results provided strong evidence in favor of
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CBI, because they were evaluated in comparison to control groups receiving regular

instruction (Genesee, 1987).

Furthermore, Krashen & Biber (1988) carried out a comprehensive study in seven
different schools at different levels in different districts of California. The evaluation
of the Baldwin Park Unified School District showed that students attending content-
based program made significant gains in terms of both language proficiency and
content. They reached the national norms and performed as well as their
counterparts who were fluent English speakers and attended all-English programs.
The Eastman Avenue School results indicated that the CBI program had a positive
impact on students’ overall development, and they did better than city norms. The
results of San Jose Unified School District revealed that CBI students performed at
or above district and national norms. Students attending Fremont Unified School
District content-based program outperformed non-CBI students in terms of reading,
language, and math tests. Moreover, they reached or exceeded national norms. The
results of San Diego City School indicated that students made signiﬁcant progress in
terms of English and math. The evaluation of Rockwood Elementary School showed
that students improved their English scores remarkably and outperformed their peers
attending regular programs in other district schools. Finally, Carpinteria Preschool
Program results manifested that students attending the CBI program outperformed
their peers who attended regular programs in terms of English, school readiness, and

academic achievement. These results indicated that the CBI students could make
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normal progress in subject matter and, at the same time, develop/improve their target

language.

Hauptman, Wesche & Ready (1988) conducted another study in Canadian sheltered
psychology classes. The French-speaking students in the English sheltered classes
and the English-speaking studénts in the French sheltered classes served as the
experimental group. The French-speaking students who took regular ESL and
English-speaking students who took regular FSL formed the language control group.
The students in the regular psychology classes served as the content control group.
The experimental group listened to the lectures and read the texts related to
psychology; whereas, the language control group was enrolled in a regular ESL
program, and the content control group attended the same psychology course the
sheltered classes took in their native languages. The results of the second language
proficiency measures indicated that the students in the experimental group made
significant gains in language skills, and their gains were at least as great as those Vof
control students in regular classes. Moreover, the results of the attitude measures
revealed that the sheltered students had greater satisfaction with c_arrying out real
tasks in the classroom. The majority of them reported a greater ease in using the L2
in a variety of contexts. In short, they reported positive attitudes towards the
language and language use. In terms of the psychology results, the students in the
sheltered psychology classes mastered psychology at least as well as their
counterparts who took regular psychology classes in their native tongues.

Consequently, the results indicated that CBI was a quite efficient program of
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instruction which yielded positive outcomes in terms of learners’ second language

proficiency, content mastery, and the L2 attitude.

Similarly, Snow & Brinton (1988a) carried out a study to test the effects of CBI on
students’ content knowledge and language skills compared to those enrolled in the
standard ESL courses at the University of California . The experimental group
consisted of students of UCLA Freshman Summer Program (FSP), which is an
adjunct course, and the control group students were chosen from regular ESL classes
of UCLA. The FSP students enrolled in one of the introductory survey courses which
undergraduate students normally take in their required academic program, such as
psychology, history, political science, and human geography. They reported that the
CBI students performed as well as the standard ESL students on a simulated final
exam. Moreover, they developed their content knowledge and academic skills as
well. In addition, they were able to transfer the academic skills they had developed

to other academic tasks.

Moreover, Snow & Brinton (1988a) reported a follow-up study which included the
retrospective evaluation of former FSP students. The results obtained from seventy-
nine of the former FSP students revealed that the students rated the activities easing
the transition'from high school to college. Adjusting to UCLA, increasing self
confidence, and ability to use UCLA facilities were rated highly in terms of additional
benefits the FSP provided. With respect to academic skills which were improved in

FSP and favorably prepared them for the subsequent regular academic program, the
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students rated taking lecture notes, prewriting strategies, proofreading for errors in

the written work, and preparing reading guides/notes. These results indicated the

usefulness of FSP in preparing students for their future academic programs.

Snow & Brinton (1988b) also examined the UCLA Freshman Summer Program, an
adjunct model of language instruction in which 500 studénts enrolled, in terms of its
effects on the learners' language and language skills. Students mentioned that they
started to write better as a result of FSP, and the language component of FSP
improved their content course reading and writing skills. While rating the usefulness
of specific components of FSP, students reported that written comments on papers,
grammar activities, and in-class writing were the most useful activities. In short, the
results revealed that both Native English students and ESL students evaluated the
program very highly, reporting improved self-esteem and improvement in their
language and academic skills required for academic success at the university. They
indicated that the content of the program was relevant and of great help for them in

overcoming academic tasks.

Hirsch (1988) reported a comprehensive evaluation project invesﬁgating the
effectiveness of CBI applications at Hostos Community College, New York. To
measure thevefﬁciency of the program the researcher used the techniques of
comparing class grades, administering a questionnaire, and gétting instructor
evaluation of the project. The experimental group were chosen from among the

students who received English language content courses encompassing a wide range
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of liberal arts, such as introduction to business, introduction to political economy,

and introduction to social sciences. ESL students who did not take such content
courses formed the control group. The comparisor; of the final grades of CBI
students and of regular ESL students revealed that CBI students obtained
considerably higher grades than regular ESL students. The results of the
questionnaire indicated that CBI students had a strong sense of satisfaction and
success in comparison to regular ESL students. CBI students reported that CBI
instruction increased their understanding of the content courses, and they felt
comfortable expressing their opinions in the group. The instructor’s evaluation
indicated that CBI students attended classes more regularly, spoke more fluently, and
participated in classroom activities more than regular ESL students. In other words,
the evaluation showed that ESL students who participated in the project improved
their language and academic skills as well as their content knowledge more than the
control group who received regular ESL instruction. They also had a stronger sense
of accomplishment and higher self-esteem and were able to transfer their knowledge

and skills to other academic contexts.

Guyer & Peterson (1988) evaluated the adjunct course and studeﬁt progress at
Macalester College in the United States. The data obtained from student
performance’on a geography test, evaluations of geography professors and students
were interpreted to evaluate the effectiveness of the program. | CBI students were
compared with American students and nonnative speakers of English with no English

problems and who did not enroll in the CBI program. The results of the geography
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test given at the end of the semester revealed that CBI students surpassed the

nonnative speakers of English who had higher language proficiency at the beginning
of the semester. Moreover, they almost performed “as well as Américan students. In
addition, geography professors reported that CBI lowered the number of student
dropout rate drastically, and increased student success. Furthermore, CBI students
generally reported that CBI improved both their languagé and study skills. It was
also mentioned that the integration of content, language, and study skills familiarized
CBI students with the thought patterns of American culture and the methods of a

specific discipline which facilitated transition to other academic disciplines.

Another study conducted by Burger (1989) tested the effects of CBI in comparison to
regular ESL classes at the University of Ottawa. Sixteen French-speaking students
from the sheltered psychology course offered in English formed the experimental
group. The French-speaking students in two regular ESL classes served as the
language control group. At the end of the academic year, the Social Sciences
Proficiency Exam was administered to both groups. The results revealed that the
students in the experimental group made significant gains in general language
proficiency and in all language sub-tests. However, when the scores of both groups
were compared, no significant differences in gains between the two groups were
observed. In other words, the results showed that the students in subject matter
language teaching developed their language skills as much as fhe students in the

regular ESL classes.
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Schneider (1989) also reported a CBI study carried out in a simulated French setting.

A French house was simulated in the course of one semester French course. 30
students met three hours per week during the course. During the class time, students
acted as if they had been placed in a French cultural setting. Students were assigned
an apartment and French identities which they kept until the end of the course. The
evaluation of the course indicated that the students participating in this program
showed significant improvement in skill-based and cultural proficiency.

In another study, Wesche, Morrison, Ready, & Pawley (1990) investigated the long-
term effects of French immersion on first-year university students in four universities.
Two main groups of students formed the subjects of the study. The first group
consisted of 81 first-year university students who had completed their French
immersion programs in Ottawa and Carleton Boards of education. They were
attending the University of Ottawa, Carleton, Queens or McGill. 33 of the subjects
completed early immersion programs, and 48 of them late immersion. The second
group consisted of 22 first-year University of Ottawa students who were from other
parts of Canada, but who had similar immersion background as the ones in the first
group. The results of the French Proficiency tests, self-assessment questionnaire, and
a French Language Use Questionnaire revealed that the students in both groups
attained high levels of functional language proficiency and positive self-perception.

In addition, fhe results also indicated low anxiety for both groups.

In a study focusing on the language use of immersion students, Swain & Lapkin

(1990) examined the sociolinguistic competence of tenth-grade students enrolled in
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French immersion programs. The participants were from two early immersion

programs, a late immersion program, and a control group from the bilingual
Francophone program. On the note-writing task, there was no significant difference
among the groups in terms of the conventions of writing. In terms of the use of
conditionals and the use of “tu” and “vous”, the early immersion group was more
similar to the Francophone comparison group. With respect to the appropriate use of
formulaic speech no difference was observed among the students. Therefore, the
immersion students' conversational performance seems to approximate that of the
Francophone students. Likewise, Harley et al. (1990) came up with the result that
the scores of the students were closer or equivalent to those of native speakers on the

discourse tasks.

Wilburn (1992) reported a study, which was conducted over eight months in a
Greystone Spanish immersion school, which is a part of a large urban school system
in the Midwestern region of the United States, about language learning through
drama. Students were required to act out different roles during each 1.5 hour
session. During the activities, students worked collaboratively and put their
knowledge in the event to resolve the problem. The project continued for eight
months. It was observed that the students got involved in the activities cognitively,
emotionally, and socially. Through various tasks in various contexts, the whole
language philosophy was realized in the classroom, and the stu‘dents developed all
language skills. Moreover, not only did they develop grammatical competence, but

also strategic and sociolinguistic competence. They became more sensitive to the



. 50
requirements of the context and improved their socially-appropriate behaviors

accordingly.

Similarly, Hickman (1992) examined language learning through literature at Ecole
Glenwood, a French immersion elementary school in the American Midwest. Three
teachers from the first, fourth, and fifth grades used authentic literary texts in their
classrooms. It was observed that the program generally worked well. It was also
reported that it helped teachers improve their teaching and refine their procedures.
Moreover, It was found that students got involved in the classroom activities and met

the curricular goals.

Likewise, based on a French immersion observation study carried out at Glenwood
School, Salomone (1992) reported that fairly narrow questions where the expected
responses are short and predictable were observed to check whether the required
content was mastered or not. Besides these questions, information requesting
questions requiring higher ordér thinking skills and extended student discourse were
also addressed to students. Students initiated interactions with their teachers and
friends, and also discussed their personal lives in the classroom. In other words, they
participated iﬁ communicative classroom activities and negotiated meaning with their
friends and teachers. Consequently, it was observed that they improved both their

receptive and productive skills.
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Berthold (1992) reported the evaluation of French immersion program in Benowa

high school, which is located on the Gold Coast, ip the state of Queensland,
Australia. The program has been offered to English-speaking students as an
alternative to the traditional language teaching approaches, which are blamed for
unsuccessful second language education. For the study, the students who had
completed the program and those who had withdrawn at various stages of the
program were surveyed. It was reported that high levels of second languagé
proficiency were achieved, especially in audio-lingual skills, in a relatively short time.
Moreover, the students and their parents showed high levels of satisfaction with the
program, and, because of this reason, an increasingly growing number of students

enrolled in the program.

The result of the three-year research presented by Campbell (1994) showed that
Anglo-immersion students performed academically as well as their peers who
followed an English-only program and had better sociocultural perspective of their
own culture and Mexican-American culture. However, in terms of accuracy, the
immersion students did not acquire native-like competence in terms of syntactic,
morphological, lexical, and phonological rules of Spanish. But, they had a high level
of communicative competence and were able to use language for authentic, real-life,
and scholastié purposes. Moreover, in terms of academic success, they were as

successful as their Spanish peers.
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Van der Keilen (1995) compared the attitudes and motivations of French immersion

students with those of the students enrolled in regular English programs. Students
from grades 5 to 8 from the Sudbury School District participated in the study. 176 of
them were attending French immersion schools, while 124 of them regular Enbglish
programs. Attitude questionnaire, Desire to Learn French Scale, Self-Rating form of
French Writing, Reading, understanding, and speaking, Social Distance Scale, and
Interaction Survey were used for data collection. The results indicated that French
immersion students participated in activities and situations in which French was used
more than regular English students. They used French more often in neighborhood,
even in the famﬂy setting. They expressed more positive attitudes towards the
French language and culture. Moreover, their anxiety level in the classroom was
significantly lower. They also rated their French skills more highly. They also
reported closer relationship with French Canadians than did regular English students.

Hence, the results provided strong support for the French immersion programs.

MacFarlane & Wesche (1995) studied the French proficiency and language-related
attitudes of 21 former immersion students. The participants reported high French
language proficiency, near-native performance on language tests, and successful
mastery of content through French. They also expressed low anxiety and high-
motivation toWards French. They indicated extremely positive ‘attitudes towards

immersion programs.
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An evaluation of the discipline-based second language teaching at the University of

Ottawa was reported by Burger et al. (1997). The subjects were full-time students
enrolled in the adjunct or sheltered courses given by the faculties of arts, social
sciences, administration, science, engineering, and health sciences which are offered
in English or French. The evaluation indicated that students made greater gains in
terms of their second language proficiency thaﬁ regular ESL and FSL students.
Moreover, they were also successful with respect to subject-matter learning. In
addition, it was reported that students had greater self-confidence, and lower anxiety
in using the L2. Students also showed greater readiness and determination to the L2

for a variety of communicative purposes.

de Courcy (1997) presented the overall evaluation of the Benowa program in the
state of Queensland, Australia. A late partial French immersion program has been
operated since 1985. The purpose of the program is to teach English-speaking
Australian students French by creating a stimulating and interesting educational
environment. Research showed that integrating content and langudge created a
context which has fostered the learners’ linguistic and academic growth. Moreover,
the students have been provided with opportunities for comprehensible input and
output. In other words, this program supporting cooperative learning has helped the
students acquire French as a second language, master acaderhic_ content, and improve
study skills. Thus the program is said to have been supported by the school

administration, teachers, students, and their parents.
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In another report, Bjorklund (1997) noted the overall evaluation of the Swedish

immersion program in Finland on the general linguistic growth of the learners.
Because of the close ties between Sweden and Finland and a Swedish minority group
living in Finland, Swedish is used in many bilingual areas in Finland. Thus, the
program has been welcome. Sweden’s being neighbor of Finland and the functioning
of Swedish as a lingua franca in the Nordic community make Swedish important in
Finland for instrumental reasons. Thus, the first Swedish immersion program was
started in 1987 for monolingual Finnish students. Research about the overall
evaluation of the program revealed that the program fostered the linguistic growth of
the students. Hence, the result of this developing and expanding program was found

to be promising.

Johnson (1997) summarized the general evaluation of the late English immersion
program in Hong Kong. Although the program fell behind with the English language
objectives, which were very high, in terms of academic achievement and content
knowledge, English immersion students performed as well as their counterparts who
followed an L1 (Chinese) medium of instruction. Moreover, the immersion students
displayed high levels of proficiency in their L1. In addition, the attitudes towards the

immersion program were positive, and a great concern about the program was reported.

Similarly, Eng, Gan, and Sharpe (1997) reported a case study on the English
immersion program in Singapore preschools. The results about the English language

skills of the students were far from being conclusive due to the non-linguistic factors.
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The students who were from lower socio-economic backgrounds and who attended

non-private schools did not perform as well as the students who were from higher
socio-economic groups and who attended private schools. The lack of good models
of immersion and teacher training were the other causes of failing to obtain the
expected results. However, the teacher intervention program implemented to
improve the quality of teaching resulted in positive outcomes in terms of the
teachers’ confidence, the students’ motivation and oral, listening, and communicative

skalls.

Criticisms against CBI
CBI is not without criticism. It has been claimed that although the CBI students
improve their communicative and language skills in general, they do not do so in
terms of sociolinguistic competence and accuracy (Swain, 1985; Swain & Carroll,
1987, Day & Shapson, 1996). It is claimed that the input the CBI students are
exposed to is not rich and is functionally restricted. Since learners may not learn
samples of language they are not exposed to, it is unlikely that they attain full
proficiency in the target language. Furthermore, if the language that learners are
exposed to does not get increasingly more complex and go slightly beyond their
current level of competence, their language skills may not improve any more and
they may fossilize (Swain, 1991; 1996). In addition, if learners do not have ample
opportunities for production or if they are not forced to produée language, their
language skills are impeded as a whole. As a result, problems with syntax,

morphology, lexis, and, in general, communicative competence may arise (Snow,
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Met & Genesee; 1989; Swain & Lapkin, 1989; Swain 1996). Furthermore, it is also

asserted that CBI may not be suitable for all students. When learners are burdened
with academic demands far beyond their current cognitive and linguistic
development, debilitative effects of CBI are likely to emerge (Wiss, 1989; Safty,

1989).

The Empirical Evidence for the Criticisms Directed against CBI
There 1s also empirical evidence validating the criticisms stated above: in an
immersion observation study Swain & Carroll (1987) observed nine grade 3 and ten
grade 6 classes in Ontario school boards, Canada. The observation demonstrated
that teachers always kept in mind that students were there to learn language, but they
had the feeling that they had a required curriculum to cover. Hence, they
concentrated on the content and made sure that students reached the required course
objectives. The lessons usually consisted of teachers asking questions to students
about content material, and students usually gave short ansWers to the questions.
Teachers’ correction was mainly content-related. The observation study manifested
that students lacked form-function analysis abilities, since they were not provided
with enough linguistic feedback about their production and received functionally
restricted input in the classroom which was different from non-classroom discourse.
It was also observed that students were not provided with enough opportunities to
get engaged in a variety of discourse in the classroom. Conséquently, 1t was reported
that immersion classes had some problems that interfered with obtaining the desired

outcomes.
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In another overall evaluation of the French immersion approach throughout Canada,

Hammerly (1988) reported that although immersion students were quite fluent, they
could not use the L2 correctly. They could not e;lso mmprove their productive skills as
well as their receptive skills. Furthermore, the L2 vocabulary they used in production
were quite restricted and poor in comparison to that of native speakers of French.
Since these flaws were observed in the L2 use of immersion students, it was
concluded that the French immersion approach did not work in Canada. Likewise,
White (1991) indicated that although the CBI students in Quebec perform better on
all tests, they are not as successful in terms of accuracy as they are on other

measures.

Similarly, Swain & Lapkin (1989) presented the overall evaluation of the immersion
programs in Canada. It was reported that there was not enough explicit or implicit
feedback for students about their production. In other words, the primary concern of
the teachers was not over the correct and appropriate use of language, and they did
not push students towards the correct use of language. It was also indicated that the
input immersion students got was functionally restricted. Since the demands of
classroom discourse was different from non-classroom discoursé, certain uses of
language did not appear naturally in the classroom context, and students were
exposed to certain features of language infrequently. Furthermore, it was indicated
that students had limited opportunity to use language in the élassroom setting.
Teachers seemed to talk most of the time, and students listened and gave short

answers when they were addressed questions. Hence, they were not given enough
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opportunities for sustained talk. In general, it was indicated that although CBI

learners achieved fluency in the target language, they still had accuracy and
sociolinguistic problems. Similarly, Hickman (19;92) reported that although the
learners learning language in a French immersion program participated in the
classroom-oriented tasks satisfactorily, they were not given enough opportunities to
use language and could not get involved in functional, personally meaningful uses of

language.

Furthermore, Wiss (1989) reported a case study of an English-speaking child who
was doing normal in senior kindergarten in French, but doing very poorly in grade
one French immersion. She was given some tests in February to test her intellectual
potential, linguistic, and academic development. It was found that although she had
average intellectual potential, she demonstrated an immaturity in certain aspects of
cognitive development. Moreover, she had normal language development in English,
her mother tongue, but her French skills were below the average. Having these
results, she was switched to grade-one class in the regular English program. The
follow-up evaluation at the end of the June revealed that she was doing satisfactorily
in the English program. The result of the study was interpreted e.s early French
immersion not necessarily being appropriate for all students. There could be a
subgroup of students who were linguistically and cognitively immature to follow
immersion-like programs at school. The linguistic demands ef such programs
combined with the academic demands might exceed the linguistic and cognitive

development of students. In short, it was concluded that early French immersion
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programs might not work well for all learners and can cause some learners who are

not cognitively and linguistically ready to "experience maturational lag" (Safty,

1989).

Likewise, to test the target language proficiency of early French immersion students
in comparison to that of native speakers, a comprehensive proficiency study was
carried out in Canada with the participation of 198 early French immersion students
from the Ottawa region as the experimental group, and 23 students from a regular
francophone school in Montreal. The students in the experimental group received
50 % of their instruction through content teaching in the target language. The results
indicated that although the students receiving content instruction in the target
language performed as well as native speakers on discourse tasks, they did not do so
on grammar and sociolinguistic tests and scored significantly lower than the native

speakers (Harley et al., 1990).

In another observation study, Allen et al. (1990) came up with critical findings about
CBI. Nine grade 3 and ten grade 6 early total immersion classes were selected for
the study. In the study, vocabulary instruction, "tu/vous" input, error correction, and
restricted/sustained talk by students were examined. It was observed that during the
vocabulary instruction mainly written varieties of French were emphasized and little
attention was paid to sociolinguistic and discourse-related asf)ects of vocabulary. In
terms of the use of "tu/vous", it was reported that the classroom environment was

limited to provide a sociolinguistic context and enough opportunity for appropriate
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use by the students. In addition, it was also found that the classroom talk of students

was generally limited to restricted talk. Problems with providing enough éppropriate
feedback were also reported. In other words, th;e students were not pushed to more
accurate and coherent use of language. In short, the study indicated that to make the
immersion programs more efficient, a more systematic approach to vocabulary, error
correction, and more carefully-planned activities enabling the students to get involved
in extended discourse are needed. Likewise, Swain & Lapkin (1990) observed that
although the immersion students were conversationally competent, they sometimes
used conditionals and "tu and vous" inappropriately in comparison to Francophone

students.

Conclusion
One of the conclusions that can be drawn from the research is that CBI, which is
based on the premise that language can be learned effectively as a means of
communication in meaningful acédemic and social situations, is a highly efficient
program of language instruction in comparison to programs which focus on general
language instruction. Again it is observed that CBI prowvides students with
opportunities to get involved in extended discourse. Except for one study (Swain &
Lapkin (1989)), the research shows that CBI students are also sociolinguistically
competent enough to use language appropriately in a given context. Hence, although,
CBI students may have some accuracy problems, their 1anguage skills are functionally
effective. To sum up, CBI has achieved global acceptance as a program of

instruction especially in ESL and French as a second language contexts although
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certain shortcomings still seem to be in effect. To the knowledge of the researcher,

there is no study investigating how CBI works in a typical EFL context such as
Turkey. Therefore, this study will attempt to compare the effects of CBI and general

EFL instruction on the false-beginner Turkish EFL learners.
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METHODOLOGY

Aim
Content-based instruction has received world-wide attention as a program of
instruction focusing on both content and language simultaneously. This stﬁdy
explored how well it works in the Turkish EFL context in comparison to a program
of instruction designed to teach general English through English. Hence the purpose
of the study is to investigate which type of instruction affects false-beginner Turkish
EFL learners' language skills more positively, teaching EFL through English or
content. More spéciﬁcally the study aims at answering the following research

questions:

1) Will CBI students who are exposed to listening and speaking skills in the L2
through content improve better in these skills more than general EFL students?

2) Will CBI students improve four skills in the L2 as much as general EFL students?

However, the strong body of empirical evidence supporting CBI naturally leads to
the following hypotheses: (a) CBI students will improve their audio-lingual skills in
the L2 more than general EFL students; (b) CBI students will perform at least as well

~ as general EFL students in four skills in the L2.

The Bogazici University-Deulcom Project
The Bogazi¢i University-Deulcom Project has been designed to equip people

working or training to work in the various sectors of the tourism industry such as
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travel agents, tour guides, and flight attendants with the prerequisite area knowledge

and skills accompanied by the required English knowledge and skills. Any emphasis
on structures, on functions, on lexis, on comprehension or production is only made
where it i1s appropriate to real life circumstances. In this sense, the materials are
designed to make students practice language which actually they will need during the
course of work. A sample of table of contents displaying the operationalization of

the educational objectives is enclosed in Appendix 1.

The project was developed in 1994 in association with the School of Education of
Bogazigi University and International Air Transport Association (IATA). It aims at
taking false-beginners to the pre-intermediate level of English, which is accepted as
the lowest level at which learners cén apply their vocational knowledge and skills in
English. The IATA content and standards were taken as basis and they were also
evaluated by four major tourism companies in Turkey to test whether they met the
demands of the Turkish context. The English component of the project, which was
designed by the staff from the Foreign Language Education Department, was
approved by the Turkish Ministry of National Education. At the moment, the project
offers courses related to flight attendants' training program, IATA airport passenger
services training program, JATA passenger fares and ticketing program, and travel
agents' training program. In all of these formation courses, the objectives, which are
set in relation to the IATA standards and local demands are fulfilled. When
completing the courses, the IATA, Vocational English, and the Turkish Ministry of

National Education Certificates are offered.
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To meet the program objectives, the trainees receive both theoretical and practical

education to develop required knowledge and skills, which is conducted in Turkish
yet with a lot of code-switching involved due to the nature of the instructional
materials and activities. As for the English component of the project, this precedes
the formation course and it revolves afound topics or themes that form the relevant
context through which both language- and content-related activities or tasks are
carried out in an integrated way (see Appendix 2). As the English component is built
on a major theme, namely tourism, supported by a variety of subtopics, it can be
named as a kind of theme-based CBI program, which is recommended for
heterogeneous groups of adult learners who have similar goals and interests at all

proficiency levels (Brinton et al. 1989; Crandall, 1993; Oxford, 1993).

At the end of the language component of the course, the students are given a final
exam, which provides an integrated measurement of language and content. 80 % of
the exam tests how students use language in a given tourism-related context. In
other words, the content and language are not isolated but measured together as they
are taught during the course. 20 % of the tests measure the formal aspects of
English. Hence, it can be said that the final exam reflects the integrated nature of the

course and provides an integrated assessment of language and content.

When implementing the English component of the project, Deulcom trained language
teachers and provided them with general preliminary information about tourism

which they would need while teaching the course. In addition, the professionals from
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the tourism sector with very good command of English were assigned as teachers

together with English teachers. As a result, a collaborative context was formed and
both the professionals from the tourism sector and English teachers complemented
each other. The professionals supported English teachers about the content, and
English teachers helped the professionals how to be more language sensitive and
teach language throughout the course. In other words, a collaborative context in
which both the professiona,ls-and English teachers cooperated to teach the course was
successfully realized in this course. This collaboration still exists and the teachers
who take part in teaching the coﬁrse work together to provide effective content and
language instruction. In other words, there exists an ongoing collaboration both to
improve teachers’ content-related knowledge covered in the coursebook and

language teaching.

The course itself aims at teaching specific language skills learners need in particular
settings and focuses on particﬁlar language forms to meet the learners' particular
linguistic needs in their future careers. Thus, as explained in the materials section
below, it involves some elements of ESP and may not be defined as a purely theme-
based instruction. In that sense, the course can also be considered as the mixture of
both theme-based instruction and ESP in various degrees. In other words, the
program allows flexibility and depending on the context and the learners' needs, it
utilizes some principles of other language teaching programs when necessary.
Actually, like any other programs of language instruction, no types of CBI can be

defined as purely CBI programs. It is inevitable that they include some features of
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other language teaching programs in relation to contextual factors. Hence, any

language teaching program is a mixture of different language teaching programs in

various degrees (Brinton et al. 1989; Crandall, 1993; Oxford, 1993).

Subjects
One experimental group receiving content-based instruction and one control group
receiving general EFL instruction formed the target population of the study. Each
group contained 50 false-beginner Turkish EFL students. The learners in both
groups were chosen among 154 high school graduates on the basis of the scores they
received from an adapted version of the grammar part of the Oxford English
Language Placement Test (see Appendix 3). A questionnaire (see Appendix 4)
investigating the participants' language learning background and experience was
given to the subjects. Therefore, more detailed information about the participant

profile was obtained.

The findings of the questionnaire, which were given at the beginning of the course,

can be summarized as follows, as can be seen from Table 1. 94 % of the subjects in
the experimental group and 90 % of those in the control group studied EFL for six

years during their secondary and high school education. 83 % of the subjects in the
experimental group and 80 % of the subjects in the control group mentioned that

they studied standard ELT materials, namely An English- Course for Turks, during

their six-year EFL education. In terms of contact with the native speakers of English,
10 % of the subjects from both groups indicated that they had had contact with the
native speakers of English for one year or more than one year. The subjects had had

contact with them due to their tourism-related jobs in Turkey.
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Table 1 The language learning experience and background of the
experimental and control groups

Experimental Group | Control Group

Taking an EFL course during the school years 94 % 90 %
Studying ELT materials of Ministry of Education 83 % 80 %
Having contact with the native speakers of English 10 % 10 %
Reading printed materials in English | 5% 7.5 %
Following English-medium TV and radio 10 % 10 %
Watching English movies 2 % 5%

Being in an English-medium context 9 % 24 %

Similarty, 5 % of the subjects from the experimental group and 7.5 % of the subjects
from the control group reﬁorted that they had read at least one of the following
printed materials in English, such as story books, novels, newspapers, and periodicals
at least fortnightly for two or more than two years. 10 % of the subjects from both
groups menﬁoned that they had followed English-medium TV and radio twice or
more than that every week for at least a year. The percentage of the subjects
watching English movies in both groups is negligible, 2 % for the experimental and 5
% for the control group. Finally, 9 % of the subjects from the experimental group
and 24 % of the subjects from the control group reported that they had been in an
English medium-context for more than six months. All of these (had) worked in the
tourism ihdustry in Turkey. As can be seen from Table 1, .the majority of the learners
in the experimental group did not work in any tourism-related jobs. Thus, they had

neither practical nor professional knowledge about tourism when they enrolled in the

Bogazigi University—Deulcorh Project.
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Table 2 shows the geographic background of the subjects. As can be seen from
Table 2, 100 % of the subjects from the experimental group and 85 % of the subjects

from the control group were from the major cities in Turkey.

Table 2 The geographic background of the subjects

Experimental Group Control Group
Major cities 100 % 85 %
Small cities -- 15%

15 % of the subjects in the control group came from small cities in Turkey.

The findings of the questionnaire indicated that the subjects in both groups had more
or less the same language learning experience and background. The information
obtained on the questionnaire was used together with the scores the subjects got on
the adapted version of the Oxford Placement Test, which was the placement test used

to form the experimental and control groups.

The learners in the experimental group attended one of the vocational programs,

such as flights attendants’ training program, IATA airport paséenger services training
program, IATA passenger fares and ticketing program, and travel agents’ training
program after completing the language component of the project. The learners in the
control group, on the other hand, did not attend such programs after graduation.
They just attended the general EFL program for a variety of individual needs and
interests. The learners were free to choose the type of program they liked to

participate in.
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Each group contained 50 false-beginner Turkish EFL learners who were attending

the two different types of program of instruction organized by the same institution.
The learners in both groups were highly motivated to learn English for mainly
occupational reasons and they paid tuition fees to participate in these programs. The
learners in the experimental group receiving content-based instruction would seek
tourism-related jobs, such as positions as tour operators, assistant travel agents or
flight attendants, and the learners in the control group wanted to learn English for
instrumental reasons such as better job opportunities. The participants were exposed
to roughly an equal amount of instruction in English given by two different teachers
of similar background and experience. Participants in the experimental group felt
motivated because, the course syllabus has been designed by and training given at
one of the most prestigious universities in Turkey, Bogazi¢i University. Receiving a
certificate from the university increases their self-esteem and confidence in the
training they received. Besides that, almost all of them (87 % of flight attendants
training program and IATA airport passenger services training program, 100 % of
IATA passenger fares and ticketing program, and 90 % of travel agents training
program graduates) would secure employment when they completed the course

successfully.

To see the effects of two different types of treatment (CBI and general EFL) on the
learners’ language knowledge and skills, the CBI learners of English were compared
with learners of general English of the same level of proficiency who were also

enrolled in a different program designed by Bogazi¢i University and approved by the
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Ministry of National Education. The CBI program is an intensive 96-hour weekend

program which lasted eight weeks. Each weekend day students received six hours of
instruction. The EFL program, on the other hand, is extensive (staggeréd) and
composed of 128 hours of instruction. The students met two days a week and

received three hours of instruction each day.

The involvement of two teachers for the experimental and control groups may be
considered as a shortcoming. However, if one teacher teaches both groups and
favors one type of instruction, then it may get more difficult to obtain objective and
reliable results. Hence, two different teachers with rougﬁly similar education
background and teaching experiehce favoring their own program of instruction are
more likely to yield more reliable results (Hillocs, 1986, cited in Havisher & Selfe,

1989).

Measurement
Both groups were given the adapted version of the grammar part of the Oxford
Placement Test before the instruction as a pre-test. The test was adapted for two
reasons. First of all, when the English language objectives determined by the
Ministry of Education are compared with the scope of the Oxford Placement Test, it
can be seen that the range of the test is more comprehensive than the objectives set
by the Ministry of Education. For example, there are some structures, such as “Had 1
seen you last week, I would have invited you to my birthday party’f which students

do not study during their EFL instruction. That is why, to match the objectives of
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the Ministry and obtain more valid results on the test, the test was adapted.

Secondly, that the test may include some lexical items Turkish students might not
have been exposed to during their EFL instruction can decrease the validity of the
test. Students may not answer some questions on the test due to unfamiliar lexical
items, not because of the lack of knowledge about the language. Hence, the test was
adapted and lexical items which students are familiar with were included in the
question stems on the test to increase the validity of the test. However, the adapted
version of the Oxford Placement test is not included in the appendix, because the
project is in progress, and to publicize such a test is likely to create confidentiality
problem. That is why, the original form of the Oxford Placement test is given in the

appendix instead of the adapted version.

The Key English Test (KET) was administered as a post-test at the end of the
treatment to see the effects of two different types of instruction on the participants'
language skills. Why were two different tests used for the pre- and post- |
measurement? First, the grammar part of the Oxford Placement Test, which is a
standard test, was extended and adapted to the needs of the students on the basis of
the careful analysis of the English language objectives set by the Ministry of
Education for high schools in Turkey. Second, due to the type of language
instruction they had received before enroiling in this project, the participants may not
have been familiar with the tasks on KET and KET-like target culture-based fests,
and, consequently, it might not have been possible to get proper scores about their

attained proficiency due to the lack of practice with such tests. That is why, it seemed
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to be more appropriate to give a structure-focused test which is more compatible

with the type of form-focused language instruction the participants had received at
high schools. Third, KET includes some elements of the British culture Turkish
students may not have been acquainted with; thus it may not have been valid to
choose the participants according to the scores of a partially culture-loaded test like
KET. However, the structure-focused Oxford Placement Test is neutral in terms of
cultural elements and more appropriate to give as a pre-test at the very early stages of
the language instruction. Fourth, the adapted version of the Oxford Placement Test
has been used for the placement of the students for the Deulcom project successfully
for three years. During the period the project has been in effect, out of 3,000
students who were placed according to their scores on the test, only about ten to
fifteen students have turned out to be "misfits". In other words, it has been
practically proven that the test differentiates the students satisfyingly according to

their entry-level degrees of proficiency and seems to have reliability and validity.

The Oxford Placement Test

The Oxford Placement Test places students from elementary to-post-proficiency
level. The test has mainly two parts, each of which consists of 100 multiple-choice
questions. The first part is a listening and reading test, and the second is a structure
test. For the placement of the students for the Bogazi¢i Uni,versity—Deulcom Project,
only the grammar test of the Oxford Placement Test is used. The first part tests
learners' knowledge of the sound and writing systems of English and abilities to use

this knowledge. All of the 100 items in this part of the test are constructed based on
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the analysis of the conversations of both native and non-native speakers of English

over a number of years. Learners are required to mark the correct choice form the
two grammatically plausible and equally meaningful possibilities. In the test, the
listening and reading elements are combined, and the knowledge of the written and

spoken forms of English determines the degree of success on the test.

The grammar test consists of 100 multiple-choice questions each of which has three
options. This part of the test, which measures the knowledge of grammatical
structures of English, is formed as a result of the careful analysis of the content of the
widely-used ELT coursebooks and computer data abouf the difficulty level of each
item. Many of the test items are presented within a context or they are thematically
linked. This part of the test comes in two parts which can be used independently;
one part of the test can be used if there is not eﬁough time to administer both parts.
The second part can be used to grade advanced students. Both parts include

sentence-level items as well as the items at the paragraph level (see Appendix 3).

The Key English Test

After a 90-hour English instruction, KET was given as a post-test. It was assumed
that the learners were exposed to tasks in the classroom that made them familiar with
the items on the test. In other words, the materials they ;:overed and the tasks they
carried out in the classroom increased their acquaintance with the KET tasks.
Moreover, the classroom materials and activities provided the learners with enough

information about British culture so that they were able to answer some culturally-
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loaded items on the test. In addition, KET is a comprehensive test and measures the

four skills of language. Hence, it is more appropriate to the purpose of the study.
Consequently, KET was chosen a post-test to measure to compare the effects of two

types of instruction on participants’ language skills.

KET was developed by the University of Cambridge Local Examinations Syndicate
(UCLES) between 1991 and 1994. KET is at Cambridgé Level One, and it is a free-
standing test offering a basic qualification in English. It also represents a first step
for those wishing io progress towards Cambridge Level Two, the Preliminary English
Test (PET) and the rest of the UCLES examinations. KET consists of reading,

writing, listening, and speaking components (see Appendix 5).

The reading part of KET includes five different types of questions. In the first half of
the first type, testees are to select from among three options the one that conveys the
meaning of a sign. In the second half, they are expected to match the message with a
sign or a notice that expresses it. In the second type, they are asked to match a set of
topic-related words to the appropriate definitions. In part three, in the first half,
they are asked to choose from among three options the one which reflects the
language of the routine transactions of daily life. In the second half, the candidates
are asked fo complete a longer dialog by choosing from a list of options. In part
four, they are expected to read a message and choose the correct option from among

three options. In part five, they are asked to complete the text by choosing the

appropriate word from among three options.
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The writing component consists of three parts. In part one, the testees are expected

to produce language in a limited way by completing a gapped text. In part two, they
are asked to use the information in a short text to fill in a form. In part three, they

are required to write a short note to a friend.

The listening test includes five parts. In the first part, the testees are required to
identify and mark the simple factual information from among three multiple choice
options in five separate short conversational exchanges. In part two, they are asked
to identify simple factual information in a longer conversation. In this part
candidates are required to show their understanding of the conversation by answering
five multiple choice questions with three options. In parts four and five, they are
asked to extract specific factual information from a dialog or monologue, and to

write it down to complete some sort of memo, message or form.

The speaking test has two parts and involves two examiners and a pair of candidates.
In the first part, each candidate interacts with the interlocutor and gives factual
information of a personal kind, such as name, address, occupation, and family. In the
second part, the two candidates interact with each other. They ask and answer

~ questions about factual information of a personal or non-personal kind. Prompt

cards are used to stimulate questions which are related to daily life, likes/dislikes, and

social life.
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The scoring of the adapted version of the Oxford Placement Test and KET was

performed in accordance with the procedures of each test. Two scorers evaluated
the writing and the speaking tests. The interrater reliability for the two raters was .89

for the writing test and .87 for the speaking test at the significance level of .001.

Treatment
The participants in both groups received roughly 90 hours of language instruction,
which took about two months for the experimental group and three months for the
control. For the experimental group, based on the topical syllabus, the teacher tried
to integrate both the subject matter and the language skills. In other words, the
purpose was on developing/improving their knowledge and skills necessary to carry
out services in the tourism sector. The teacher mainly focused on the content, and
also supplemented it with language explanations and activities when necessary. The
primary concern of the teacher was covering the content and doing content-related
activities. In that sense, language was used as a means of covering the content and
helping the learners deal with relevant tasks. However, depending on the content
and the nature of the activities, learners were provided with language-related tasks to
increase their linguistic awareness and the comprehensibility of the texts. The
- organization of the coursebook is compatible with this type of treatment. As can be
seen in Appendix 6, in the first activity, learners are required to understand the telex
language and message in the telex and then reserve rooms accordingly. Next, they
are wanted to write a reply to it. This is followed by a pair work in which the

learners discuss about how to promote the hotel industry in their country; then they
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present their ideas to the class. The second activity is an act out between a

receptionist and a businessman. This activity fosters learners’ conversational skills
and provides a relevant practice. These content-related activities are followed bya
language summary which draws learners’ attention to the linguistic features they use
or need to use while carrying out classroom activities. Hence, it can be said that
content determines the linguistic component of each unit. It is not presented and
practiced mechanically, but within a context. The need to focus on language
emerges out of context naturally. In short, it can be concluded that the organization
of each unit focuses on different skills and aspects of language in accordance with the
content related activities. Thus, it approaches language as a whole and aims at total

linguistic growth.

Furthermore, the orgé.nization of the coursebook and related classroom activities
foster both BICS and CALP. Activities, such as role plays, dialogs, pairwork, and
groupwork, help learners develop/improve BICS in English. They learn how to
express themselves appropriately in different BICS contexts. Similarly, learners get
engaged in CALP in some other activities. For example, in the first activity in
Appendix 6 learners are required to understand the telex, spécial abbreviations in it,
and write and send a reply to it. In addition to these activities, the summary section
in each unit also draws learners’ attention to formal aspecfs of the language. Thus, it
can be said that the coursebook and required activities support the holistic linguistic

growth of learners, including both BICS and CALP.
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The teacher covers the coursebook, First Class English for Tourism, not only in

terms of language but also content. Depending on the students' would-be job-related
needs, some additional materials are prepared and used to equip learners with the
required knowledge and skills. For example, ﬁeld—printed‘ materials are used to carry
out tasks, such as preparing an itinerary for a businessman flying from Istanbul to
Madrid, then to Mexico City, and back to Istanbul again (see Appendix 7). Similarly,
real airline tickets are used to work out the itinerary of the passenger (see Appendix
8). Likewise, railway timetables are used to teach students how to read the
information in them. Furthermore, some extra materials from other tourism-related
books or magazines such as Turkish Airline’s Skylife are used to provide students
with both extra information and practice (see Appendices 9 and 10). Hence, these
materials provide a variety of activities in the classroom. They make the classroom
tasks more interesting and challenging. The use of realia, such as plane tickets, and
preparing itineraries by studying flight tables, studying railway timetables are all
relevant activities and similar to the ones they would be engaged in the workplace. In
short, the teacher tries to improve the students' content knowledge and skills as well
as their language skills. These help students master basic relevant professional and
linguistic knowledge and skills they would need at their subsequent training program

~ and workplace.

The students in the control group received general EFL instruction by participating
in communicative classroom activities through their coursebook, Headway

Elementary, and other communicative materials and tasks prepared by the teacher.
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In this communicatively-oriented classroom, the focus is on the message, and the

learners try to improve their pragmatic, discourse, and sociolinguistic competencies.
To carry out these communicative activities the teacher also focuses on the language
system and tries to provide learners with necessary language knowledge and skills to
better their knowledge of grammatical rules. The teacher does not dominate the
class, rather she acts as an organizer, a guide, and a participant. She focuses on the
message and communicative value of student production, but she values accuracy as

well as fluency during the classroom activities.

In short, both groups were engaged in more or less similar classroom activities. The
only main difference between them was the experimental group's following a topical
syllabus to improve their knowledge and skills on a specific content in a more

intensive manner.

Materials

First Class English for Tourism is a coursebook prepared for false-beginners who get

training or who work in the tourism industry. It aims at taking learners to the low-

intermediate level of English proficiency by providing essential concepts, knowledge
“and skills in tourism. It is organized around realistic tasks learners have to carry out

in the workplace, provides practice with these tasks focusing,on four skills. It is also

accompanied by a teacher's book, workbook, and an audio cassette.
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The coursebook consists of 20 units which focus on different aspects of the tourism

industry, such as flight reservations or rail enquiries (see Appendix 1). Each unit
begins with a listening or reading section and related comprehension activities to
make students focus on the messages in specific tourism-related topics. This‘ section
introduces the topic and provides a context for the following activities to equip
learners with novel knowledge and skills in a given topic. Then this section is
followed by a language study section which provides learners with activities about the
formal aspects of language. The language study section in each unit determined by
the content highlights certain structures and functions to facilitate carrying out CBI
activities. Hence, this section examining particular aspects of language and language
use is likely to reflect some features of an ESP program. Then, these are followed by
reading or listening, speaking, and writing tasks, which are all about the topic
covered in that unit. These activities pave the way to the summary part outlining the
formal and functional aspects of language covered within that unit and presenting the

list of newly-introduced vocabulary items (see Appendices 2 and 6).

Headway Elementary, which is designed for elementary learners, is the second book

in the Headway series (see Appendix 11). It tries to combine both conventional and
~ communicative methods to develop both accuracy and fluency. Grammar,
vocabulary, and all four skills are emphasized throughout fhe_ book. Everyday
conversations are also focused on separately. It is accompanied by a teacher's book,

workbook, video cassette, and two audio cassettes.
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A typical unit in the coursebook starts with the presentation section which provides

the target structures and lexical items to be studied. Then, learners are given a
listening task to practice and retell these items. These are followed by grammar
activities. Next, learners are provided with a variety of listening, reading, speaking,
and writing activities both to consolidate target linguistic items and get engaged in

communicative activities, which are all contextualized and personalized.

To conclude, each group used a coursebook which was appropriate for the kind of
content and the type of activities which were covered in the classroom in tune with
the stated program objectives. The coursebooks were expected to be covered through
almost the same amount of exposure, although, in terms of their treatment, the CBI

component was relatively more intensive in nature.

Reactions to the Treatment
Throughout and at the end of the course the reactions and attitudes of both the
teacher and learners were obtained. The reactions and attitudes of the students to
the program were different at different stages of the program. During the very first
weeks, they were enthusiastic because of being enrolled in a program that would
- pave the way to a promising future career. However, they also reported that they
felt frustrated because this type of program was quite nev§ for them. They had been
used to form-focused instruction and they were expecting a similar one. Mainly
focusing on the themes and dealing with the language forms when necessary were

not what they were awaiting. They mentioned that at the early stages of instruction
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they felt as if they had not been learning anything. Nevertheless, during the

following weeks, they indicated that the teacher's explanations about the nature of the
instruction, and their getting involved in the classroom activities helped them get
accustomed to this kind of instruction. Since they found almost every topic‘ relevant
to their future needs, they focused their attention on how to deal with these activities
to improve their vocational knowledge and skills. They also indicated that the
classroom tasks helped them become more aware of their linguistic needs. For that
reason, they also paid attention to the language forms, especially to the specific

expressions and terminology used in tourism.

At the end of the language component of the project, every student was interviewed
about the program. They generally reported that the length of the instruction was
not sufficient. However, all of them were satisfied with the nature of the program,
and said that in terms of subject matter knowledge, language skills, and tourism-
related terminology they had sufficient knowledge and skills. They generally
evaluated the classroom activities and materials as relevant and useful. Furthermore,
some of them found the content of the program very helpful and even wished that
more detailed activities had been carried out and more vocational information had

- been given during the instruction.

In addition, at the end of the language component of the project, the students in the
experimental group were given a questionnaire to elicit their ideas about the program

(see Appendix 12). The results indicated that 70.6 % of the students found the
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length of the program short. 94.4 % of the students reported that the classroom

activities and materials were not difficult for them. They also indicated that the
program helped them improve their grammar (43.8 %), vocabulary (21%), listening

(15.7 %), and speaking (10.4 %).

The teacher also reported similar ideas. He indicated that the very first weeks of
instruction were a little bit problematic because of the language-learning habits of the
students. However, he reported that it did not take much time to establish the
patterns of classroom activities. The students were highly motivated and reported
their confidence in this kind of program to improve their language skills and content
knowledge to some extent. The teacher also mentioned that he found the program
quite interesting because he was teaching the language through tourism. Hence, he
found himself in the continuous process of improving his subject matter knowledge
about tourism. Dealing with a field like tourism personally made the teacher quite
happy. Moreover, he mentioned that teaching the motivated students made
classroom activities interesting. The nature of the activities made the students
participate in the classroom tasks actively, ahd a communicative environment was
created in the classroom. In short, the reactions and the attitudes of the teacher

towards the instruction were positive.

Data Analysis
As mentioned above, the adapted version of the Oxford Placement Test was used as a

pre-test, and KET as a post-test. The Statistical Package for Social Sciences (SPSS)
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was used to analyze the data. To compare the pre-test scores of the experimental

and control groups a t-test was used. To see the effects of two different types of
instruction, or in other words, to compare the post-test scores of the experimental

and control groups on KET, a t-test was also used. The level of significance was set

at alpha .05.
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RESULTS

The Placement Test (The Adapted Version of the Grammar Part of the

Oxford Placement Test for Turkey)

The preliminary results both the experimental and control groups obtained on the
adapted version of the Oxford Placement test, which was previously mentioned on
page 72, indicated that two groups were equal in terms of their initial language
performance. This result can be seen from Table 3 which summarizes the mean,
standard dewviation, and t-values of the placement test for the experimental and

control groups.

Table 3 The mean, standard deviation, and t-values of the placement test
for the experimental and control groups

THE ADAPTED VERSION OF THE OXFORD PLACEMENT TEST
N X s.d. t-value
Experimental Group 50 29.62 6.0 ' 907
Control Group 50 29.48 5.9 .907

The scores of the placement test varied from 21 to 44 over 50 for the experimental
group, and from 21 to 40 for the control group over 50. The results showed that
both groups had almost the same mean scores on the placement test (X(exp)= 29.62,

X(cont)= 29.48), and no significant difference was observed between the two groups

(p<.907).
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The Key English Test (KET)

KET, which was indicated previously on pages 72-75, offered the following results
that can be seen from Table 4, which presents the mean, standard variation, and t-

values of KET results for the experimental and control groups.

Table 4 The mean, standard variation, and t-values of KET results for the
experimental and control groups

THE KEY ENGLISH TEST
LISTENING SPEAKING READING WRITING
VARIABLES
N X s.d. } t-val N X s.d. | t-val N X s.d | t-val N X sd |} t-val
Experimental 50 18.9 4.9 000 50 9.6 2.5 000 50 29.9 5.0 617 50 143 3.5 211
Control 50 15.4 3.9 000 50 7.5 2.5 .000 50 30.4 5.0 617 50 13.4 3.5 211

The experimental group obtained better results on the listening test in comparison to
the control group. The scores of the experimental group varied from 9 to 25, and
those of control group from 9 to 22 over 25. With respect to the mean scores
(X(exp)= 18.9, X(cont)=15.4), the mean score of the experimental group was

significantly better than that of control group (p<.000).

The speaking test scores of the experimental group varied from 5 to 14, whereas,
those of the control group varied between 4 to 14 over 15. As indicated in table 4,
the mean score of the experimental group was 9.6, and that of the control group was

7.5; therefore, the experimental group obtained a significantly higher score than the

control group (p<.000).
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On the reading test, no significant difference was observed between the two groups

(p<.617). The reading scores of the experimental group varied from 21 to 38, and
of the control group from 19 to 38 over 40. The mean scores of the groups were

quite similar (X (exp)=29.9, X(cont)=30.4).

In terms of the writing scores, both groups performed almost the same, and there was
no significant difference between them (p<.211). The writing scores of the
experimental group varied from 7 to 19, whereas those of the control group feil into
the range of 7 to 20 over 20. They obtained similar mean scores, X(exp)= 14.3 and

X(cont)= 13 4.

The Cumulative Score

The cumulative KET scores as indicated in Table 5, which presents the mean,
standard variation, and t-values of KET cumulative scores for the experimental and
control groups, report significant language gains in favor of the experimental group.

Table 5 The mean, standard deviation, and t-values of KET cumulative
scores for the experimental and control groups

CUMULATIVE
N X s.d. t-value
7 Experimental Group 50 72.7 12.0 014
Control Group 50 66.8 115 014
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In terms of the cumulative KET scores, the experimental group got a mean score of

72.7, and the control group 66.8 over 100. Therefore, there was a significant

difference between the two groups with respect to cumulative KET scores (p<.014).

The cumulative scores of KET showed that CBI students (the experimental group)
who had almost the same scores with the control group on the placement test
improved their language skills in general significantly more than the English-only.
students (the control group) who received a general EFL course. In terms of
listening and speaking skills, the experimental group obtained significantly higher
scores than the control group. On the other hand, no significant difference between
the two groups was observed after the treatment in reading and writing skills and

they performed almost the same in these skills.
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DISCUSSION

The adapted version of the grammar part of the Oxford Placement test was given as a
pre-test at the entry-level in accordance with the language learning experience and
background of the learners, as explained in the measurement section. The aim was to
test the students’ knowledge about the formal aspects of English. However, due to
the communicative nature of both programs, KET, a four-skill-based test, was
given to both groups as a post-test. Although the post-test results were of skill-based
nature, they could still be interpreted in terms of Canale & Swain's definition of
communicative competence, which is subserved by language skills. For instance,
speaking requires paying attention to form and accuracy (grammatical competence),
connecting utterances to form coherent and cohesive whole (discourse competence),
starting, expanding, and terminating a conversation (strategic competence), and using
language properly in a given context (sociolinguistic competence). Hence, the results
of this study can be evaluated by referring to the definition of communicative
competence proposed by Canale & Swain (1980) to which language skills are

subservient.

The results of KET showed that false beginner Turkish EFL learners who learned
English through their occupational subject area (tourism) were significantly more
successful tﬁan false beginner Turkish EFL learners who received general language
instruction with respect to listening, speaking, and cumulative scores. On the other
hand, with respect to reading and writing scores, the CBI students performed as well

as general EFL students, and there was no significant difference between the two
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groups. Thus, the results provided positive answer to the research questions and

confirmed the hypotheses: first, the listening and. speaking test scores suggested that
CBI students who were exposed to listening and speaking skills in the L2 through an
occupational content improved better in these skills than general EFL students.
Second, the test scores in all skills generally pointed out that CBI students improved
these four skills in the L2 as much as general EFL students. In short, the test scores
provided positive data about the research questions and hypotheses formed to test the

effectiveness of CBI in an EFL context such as Turkey.

The results also supported and strengthened the idea that language learning takes
place more efficiently in a communicative context where learners are exposed to
enough comprehensible samples of language while learning a subject matter through
that language (Mohan, 1986; Crandall, 1987; Krashen & Biber, 1988; Brinton et al.,
1989; Short 1991a; Genesee, 1994a and 1994b; Met, 1994; Kauffman, 1997). To
build up their basic content knowledge and learn how to carry out tourism-related
tasks, such as preparing an itinerary, making reservations, preparing a tour, and
renting a car. CBI learners focused on the message and used the language as a
means of communication. While dealing with the content and content-related
activities, the learners also focused on the language when necessary to deal with the
content. These classroom activities helped learners improife both their content
knowledge and language skills simultaneously. In other words, the basic premises of
efficient language learning-- creating a meaningful context in which language is used

as a means of fulfilling communicative needs, building up and expanding schemata,
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focusing on language when necessary, and receiving enough comprehensible input--

were generally met with this CBI program.

It must be admitted that although both groups (experimental and control) went
through communicative activities and learned the language within a communicative
context, there were differences between them. For the experimental group, besides
being communicative, the classroom activities were relevant to their immediate
occupational needs. Furthermore, the content of the course fit their specific
expectations. Hence, both the activities and the content were inherently motivating
due to occupational link and caused the students to get engaged in what was going
on in the classroom. In addition, CBI students were, in general, mentally and
psychologically prepared for the program and had specific vocational intetest at the
beginning of the program. Their being cognitively ready in terms of relevant schema
activation caused the learning process to move more smoothly. In other words, as
schema expanding is easier than schema building, schema readiness facilitated
comprehension of the content, performance of the classroom activities, and the use
of the language for communicative purposes. On the other hand, the control group
did not have a predetermined, specific content to deal with, and they had no such
expectation. For that reason, although they carried out communicative activities,
what they did within the classroom could not have been spéciﬁcally relevant to their
individual needs. Hence, the relevant content and classroom practice as well as the

schema readiness factor created an optimal atmosphere for language learning for the

experimental group.
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The reason why the experimental group outperformed the control group significantly

on listening and speaking tests can be explained in several ways: first of all, this
result is compatible with Cummins' BICS and CALP dichotomy. Since BICS refers
to the immediate interpersonal aspect of proficiency which involves context-
embedded language features used in a "here and now" fashion for oral-aural fluency
and sociolinguistic appropriateness, it is likely to precede CALP which refers to
context-reduced, formal features of language along with literacy skills (Snow, 1991a;
Met, 1994; Genesee, 1994a). The CBI students dealing with similar topics might
have been exposed fo more contextual clues and paralinguistic features of the
language because of their familiarity with the topics, and this might have facilitated
oral-aural skills, namely their listening and speaking abilities. In that sense, the

experimental group might have been more advantageous to improve their BICS.

Secondly, audio-lingual skills require context-embedded aspects of language more in
comparison to reading and writing which necessitate its context-reduced dimensions.
Thus, it seems natural that audio-lingual skills predate reading and writing which are
more CALP-oriented. In this case, CBI learners might have used the advantage of

dealing with familiar topics, and consequently may have been exposed to contextual

clues and paralinguistic features more in comparison to the control group.

Furthermore, working with familiar topics might have provided the experimental
group with prerequisite schemata which might have made the tasks less cognitively

demanding and more comprehensible and easier. Hence, the nature of the CBI
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program might have put the experimental group in a more advantageous position to

develop/improve their audio-lingual skills in comparison to the control group, as they
seemed to experience both context-embedded language available for expressing and
receiving meaning and cognitive ease in processing data involving a shared reality

between the parties.

Nevertheless, the study is not without limitations which are to be taken into account
while interpreting the findings. First, the experimental group received an intensive
96-hour weekend program which lasted eight weeks. The control group on the
other hand received a less intensive (more staggeréd) program composed of 128
hours of instruction. When both groups took the KET after 90 hours of instruction,
the experimental group almost completed their program, but the control group would
still receive 38 hours of instruction to complete the course. Hence, the results did
not give the complete picture about the performance of the control group, and,
moreover, the delayed effects of this 90-hour instruction which might have emerged
during the rest of the program could not have been observed. Second, a 90-hour |
instruction in an EFL context like Turkey where the classroom is the main (or only)
source of L2 input may not be enough to get adequate evidence about the effects of
an L2 program on the performance of the learners’' L2 development. Third, the
involvement of two teachers for the experimental and control groups might have
influenced the learning process and the results in general. Fourth, the use of different
materials for both groups might have affected the quantity and the quality of input,

the degree of student interest which might have in turn affected the learners'
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performance. In short, the study should be evaluated with these limitations in mind,

before one draws general conclusions from the data about the effects of these two

types of instruction on L2 learners' language development and performance.
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CONCLUSION

This study was designed to see the effects of two types of instruction; teaching EFL
through English or content to false-beginner Turkish learners. Specifically, it was
conducted to investigate the following research questions: (a) Will CBI studenté who
are exposed to listening and speaking skills in the L2 through occupational content
improve in these skills better than general EFL students? and (b) Will CBI students

improve the four skills in the L2 at least as much as general EFL students?

Although the study has the limitations stated above, the following conclusions can be
drawn from the results. The study indicated that learners who learned English as a
foreign language through the subject matter, tourism, improved their listening and
speaking skills significantly more than the general EFL learners. In terms of reading
and writing skills, statistically significant gains were not obtained and both groups of
learners performed about the same. Finally, with respect to the cumulative score,
again the CBI learners were superior to their general EFL counterparts. Hence, these
results provided positive answers to the research questions and hypotheses stated

above.

The results revealed that integrating language and content is an effective program of
instruction. While learning a subject matter, the learners focuéed_ on the message,
carried out xﬁeaningﬁll classroom activities, and were exposed to meaningful samples
of the target language. In addition, they received instruction about the formal aspects

of the L2 when necessary. Therefore, there was a sound combination of the content
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and the language. The content determined the language, not vice versa, and

language was used as a medium. In this meaningful context, the students received
enough comprehensible input to improve their language skills subconsciously.
Moreover, the instruction about the language functioned as a consciousness-raising
activity and helped the learners be aware of the formal aspects of the L2. As a result,
the experimental group benefited from this integrated program of instruction and
improved their global language proficiency and listening and speaking skills more

than the control group, and performed as well as the control group in reading and

writing skills.

This study suggests that CBI is a powerful tool to be used to teach a target language.
Learners' language skills can be developed/improved through CBI combined with
form-focused instruction. Thus, both for ESL and EFL contexts, teaching English
through occupational content is a powerful alternative to general English teaching
programs which generally focus on the language itself, dwelling on structures,
functfons, and notions too often at the expense of relevant themes. Therefore, the
most noteworthy aspect of these results is that, not only in an ESL context but also in
an EFL context, like Turkey, CBI can be used as an effective program of language
instruction. It can be concluded that CBI holds much promise for improving the

quality and efficiency of the L2 instruction especiaily in foreign language contexts.

Furthermore, CBI offers a sound alternative to foreign language instruction in

countries with limited financial, logistical, and personnel resources, because it is quite
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economical and efficient. It makes teaching both content and language

simultaneously possible. Since, within the same period of time two objectives, both
language and content, can be achieved, it provides economy with respect to time,
materials and equipment, personnel, and building. Hence, it provides economy and

effective use of national resources.

Moreover, creating a meaningful context in which learners get engaged in real,
purposeful, and meaningful activities within a classroom in a foreign language
context 1s a challenge for foreign language education, especially if there is no or little
contact with the target language outside the classroom. Therefore, learners have no
or limited opportunity to use the target language as a means of communication and,
consequently, to improve their sociolinguistic, discourse, and strategic competencies.
However, CBI is likely to overcome this problem by providing a meaningful and
purposeful foreign language context in which the target language is used as a means

of instruction and by helping learners get engaged in experiential learning.

Finally, when the students are enrolled in a general foreign language program,
although they may improve linguistically, they are deprived of following the content
courses and lag behind their peers who attend regular academic programs in terms of
their cogniti%zé—academic growth and study skills. Moreover, when learners attend
general foreign language classes, they are not exposed to any coﬁtent courses for a
period of time during which they are cut off from academic life both physically and

psychologically. However, at the end of this period, when they start their regular
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academic program, they are most likely to experience difficulty. Similarly, they do

not build up prerequisite content knowledge essential to follow regular academic -
instruction. In short, it is more likely that they are neither psychologically nor
academically ready for their subsequent academic program. Hence, CBI, which
integrates both language and content and fosters total growth of learners, offers a
solution to prevent cognitive-academic regression of learners. It provides learners
with opportunities to improve their language skills and simultaneously creates a
context in which they are exposed to content as well as language. In this context,
learners get cognitively involved with learning the content and forward their
conceptual growth. Thus, CBI promises to avoid cognitive stagnation of learners and

support their total growth both linguistically and conceptually.
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IMPLICATIONS FOR FOREIGN LANGUAGE LEARNING

The results of this study are compatible with the belief that language is acquired
successfully in meaningful contexts in which learners receive enough comprehensible
samples of the target language when focusing on meaning (Krashen, 1982; Prabhu,
1987, Ellis, 1994; Long, 1994). Hence, it becomes a must to create conducive
language learning environments in the classroom context in which learners try to
communicate. However, how can such a context be created? The answer is to
integrate content and knowledge to make the language learning process more
natural, realistic and purposive. Subjects, such as geography, science, literature are
all part of the curriculum students have to cover. Therefore, by associating the target
language with these subjects, a means of communication is created whereby
language 1s used in realistic, relevant, and even authentic contexts. Learning a
subject they deal with in a target language provides immediate motivation for
learners. They feel that they are actually carrying out real school work instead of
focusing on only language whose objectives are remote and not specified yet
(Chamot & O'Malley, 1987). Then, learners realize the "practical relevance of

language as a means of communication” (Widdowson, 1988).

The project is the result of the successful collaboration among the tourism sector in
Turkey, IATA, and course administration as well the collaboration between the
professionals in the tourism sector and language teachers. As the design and
implementation of the Bogazi¢i University-Deulcom project suggest, the integration

of language and content has significant implications for language learning. It calls
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for collaboration between school and workplace on one hand, and subject and

language teachers on the other, to teach both content and language efficiently to .
meet the vocational, social, and academic demands of learners. CBI requires
collaboration between content and language teachers to complement each other to
create a full-fledged program of instruction (Short, 1991a). Language teachers work
together with content teachers to understand how language is used to convey "the
conceptual structure of a subject" (Johns & Dudley-Evans, 1985), and diagnose the
problems which arise related to it to help learners and subject teachers overcome
them. Moreover, through cooperation, content-obligatory language can be
identified, and, accordingly, the instruction can be prepared based on the language
needs to support and facilitate content instruction. Besides that, through
collaboration, language teachers become familiar with the content and,
consequently, combine content with language instruétion to make content more
accessible to learners. Similarly, content teachers collaborate with language teachers
to revise/enlarge their knowledge about language acquisition and language teaching
methodology. Then, they become more conscious and sensitive about planning and
carrying out activities which foster language development. Consequently, they
integrate language objectives with subject matter while teaching content by
determining which concepts of a topic to be focused on, how to present them to
learners, how to increase their comprehensibility, and how to foster linguistic and
cognitive-academic skills of learners. Thus, the blink between cdntent and language
through which one supports the other bilaterally, can be established and intensified.

In sum, through cooperation, both content and language teachers share the



101
responsibility for academic, cognitive, and linguistic growth of their learners, and

enhance the efficiency of instruction in general (McDonough, 1984; Benesch, 1988;

Short, 1991b; Genesee, 1994a; Milk, Mercado, & Sapiens, 1994; Day & Shapson,

1996).

Naturally, this type of collaboration necessarily calls for teacher education. To make
teachers sensitive to both content and language needs, a special "content-based
instruction teacher training” program should be implemented to help them combine
content and language teaching techniques and pedagogy. Since the teacher factor
determines the success of a program to a great extent, this kind of teacher education
program eliminates the possible conflict between language and subject teachers and
increases the efficiency of the program (Johns & Dudley-Evans, 1985; Chamot &
O'Malley, 1987; Crandall, 1987; Snow & Brnton, 1988; Snow, Met, & Genesee,

1989).

In this project, the coursebook is used to provide students with preliminary
information and linguistic resources about tourism-related topics. Bgsides the
coursebook, as mentioned above, extra materials from other sources and authentic
materials are commonly used. In CBL it is desirable to use authentic materials;
however, in the case of students with limited language proficiency levels, it may be
necessary to adapt materials appropriate to their proficiency 1eveis. While carrying
out the material adaptation process, key information should be given in a clear and

precise manner. In relation to course objectives, academic needs, and abilities of
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learners, teachers should decide what is to be presented to students and chip away

unnecessary details. To ease the burden of learning, it is essential to start first with
what is concrete and tangible, then continue with what is abstract. It is also useful to
personalize the materials by replacing character and place names from the stﬁdents‘
own culture, and to indicate topics that are familiar to students. Moreover,
presenting materials by using different modalities is likely to increase comprehension;
therefore, realia, demonstrations, charts, graphs, pictures, maps, filmstrips, films,
video tapes, audio cassettes, and‘pictures should be used prolificly. This helps
students rely more on context than language to comprehend. In addition, materials
are to be presented in series of thematically incorporated lessons to activate and
expand schema, and keep student interest in materials. Materials should also be
constantly evaluated throughout the year to clarify certain topics, to check
instructional methods and to provide a variety of opportunities to students to

comprehend and interact with them (Short, 1991a and 1991b).

Moreover, the project aims at developing/improving both content and linguistic
knowledge of students while dealing with tourism-related topics. CBI calls for
integfated curriculum when creating language and content curricula. To avoid
 artificial separation between language and content, and ensure that a program
reflects the'reality of a particular context, a team is formed by the staff from both
language and content camps. They identify the objectives of each area and form the
curriculum, determine the teaching materials and activities that serve the integrated

content and language education. For instance, to link the language and content
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courses, a needs analysis of the required skills of a content is carried out, working

together with content teachers. By assessing the feedback from both subject and
language teachers, and analyzing content and language materials, the curriculum
designers from both the language and the content camps work in partnership to
create a more reasonable curriculum to fulfill the content and language goals. This
partnership never ends and continues at each stage of the instructional process

(Crandall, 1987; Snow & Brinton, 1988; Genesee, 1994a).

Similarly, the administration of the project has been in touch with the tourism sector
to get feedback in order to adapt the program to the demands of the sector. That is
why, in a workplace, language professionals, curriculum designers should
collaborate with employers, employees, and supervisors to carry out an effective
vocational needs analysis. Questionnaires, surveys, interviews, observations can be
used, and all other job-related printed materials, equipment, and technical stuff can be
analyzed to increase the validity of the data gathered. Furthermore, the tasks that are
carried out at the work place and language knowledge and skills necessary to
perform those tasks should be analyzed. Based on the data, the knowledge and skills
required for that particular job are identified to design purposive language programs.
_Then the goals for job training and language learning are specified, and the materials -

are chosen or produced in relation to the objectives (McGroarthy, 1993).

Likewise, the project tries to bridge the gap between the classroom and workplace by

carrying out realistic tourism-related tasks by using realistic materials in the
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classroom. Classroom instruction should facilitate transition from school to

workplace or subsequent education. To provide it, the materials and classroom tasks
and activities should be relevant to the ones students will deal with in their future
lives. To increase its relevance and real world applicability, the instruction should be
based on the carefull analysis of the materials students will handle and the knowledge
and skills they will need in their future careers or academic lives (Mohan, 1979;

Kasper, 1995).

During the project, students deal with various activities and accomplish various tasks,
such as preparing itineraries, designing appropriate programs for tourists, making
reservations and arranging a conference, all of which require higher mental
processes. Likewise, each lesson should include critical thinking and study skills.
Classroom activities should be planned in such a way that students can be provided
with opportunities to develop/improve thinking skills, such as predicting,
categorizing, inferring, observing, categorizing, analyzing, synthesizing, classifying,
and justifying. Teachers should also be aware of different learning styles and arrange
the presentation of materials accordingly. Hence, materials should be designed to

address visual, aural, tactile, and kinesthetic modes of learning (Short, 1991b).

Moreover, various tasks carried out in the classroom foster the students’
conversational skills. The students performed different roles in different situations,
such as confirming a reservation on the phone, writing a letter of complaint, and

giving a briefing to a group of tour operators. Thus, to improve the social skills of
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learners, interactive tasks should be performed in the classroom. When learners

cooperate with each other, negotiate meaning with their peers and teachers, they
polish their conversational skills in the target language. They learn how to clarify
themselves and seek clarification, how to start, expand, and end a conversation.
Since these are vital to perform basic communication, social interaction between
students and teachers should be encouraged by creating optimal conditions for
communication within the classroom. Thus, the different dimensions of
communicative competence, that is, grammatical, sociolinguistic, strategic, and
discourse competencies, should equally be emphasized during the classroom
activities. A rich communicative context should be created to provide learners with
enough opportunities in various contexts to improve their communicative

competence as a whole (Day & Shapson, 1996; Swain, 1991 and 1996).

The students in the project are also required to analyze written texts to carry out the
given task, such as arranging a tour in relation to the information given in the text;
and they are engaged in various writing activities such as preparing a brochure about
a hotel. Similarly, classroom activities should also be geared to foster both BICS and
CALP, which are two interdependent components of proficiency to some extent.
‘However, despite BICS and CALP being complementary, having BICS does not
guarantee success in using language in context-reduced sitﬁati_ons which require
metalinguistic knowledge about the abstract system of language. Likewise, there is
no guarantee that CALP-related activities enhance BICS as equally as they foster

CALP. That is why, developing both BICS and CALP is also to be aimed at to have
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full-functioning individuals in terms of their linguistic skills (Saville-Troike, 1984;

Krashen & Biber, 1988; Cummins, 1994: Met, 1994).

Furthermore, the language summaries in the coursebook make students more aware
of the linguistic features of the tasks they get engaged in during the classroom
activities. That is why, depending on the content, to improve comprehension and
motivation, language consciousness-raising activities ought to be implemented in
CBI. If learners have gone through the formal operations stage in their cognitive
development and are mature enough to deal with the abstract system of language,
there would be an inner need to deal with it explicitly. Some specific parts of
language can be highlighted for conscious study. This conscious knowledge would
stimulate them because of the feeling that they have mastered some parts of the
language. Besides this motivational aspect, the conscious knowledge of rules can
help learners establish form-function relationships and facilitate the comprehension of
the target language, and support language learning indirectly by helping learners
perceive and analyze the input. Moreover, explicit knowledge of grammatical
structures can draw learners' attention to target language items in the input and help
them notice the gap between these features and the ones they use in communication.
‘Hence, in order to focus learners' attention on the specific linguistic properties in the
course of cafrying out communicative activities, and to sati‘sfy‘ and stimulate their
motivation, the explicit study of the rules of a target language could be quite fruitful
for language learning (Seliger, 1979; Rutherford, 1987; Gass, 1991; Swain, 1991;

Terrel, 1991; White, 1991; Ellis, 1993; 1994; 1997, Day & Shapson, 1996).
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In addition, all the tasks the students are engaged in during the course are not beyond

their current level of competence and conceptual readiness. Therefore, this implies
that the appropriacy of classroom tasks for the academic and linguistic levels of
learners is of vital importance to provide maximum access to language and ufmost
cognitive growth. When the classroom tasks are made easier by reducing cognitive
demand without considering the learners' intellectual potential, their academic and
intellectual growth may be hindered. To reduce the difficulty and complexity of
tasks, providing extra contextual cues should be considered first. In planning
activities, the purpose should be keeping the cognitive demand of a task while
increasing contextual clues which may compensate learners for their limited
linguistic skills in order to ease comprehension and task accomplishment (Cline &
Frederickson, '1996)., Thus, if the cognitive and linguistic requirements of classroom
tasks are not systematically planned, students may get fossilized and their linguistic
development may level off. Similarly, in terms of cognition, if the tasks are easier
than usual, learners are likely to lose their interest in classroom activities. When they
are too difficult, comprehension is impeded, and learners get ﬁustrated and lost. As
a result, they feel more anxious and less motivated. That is to say, classroom tasks
should be neither too easy nor too difficult. Accordingly, learners ought to be
_provided with cognitively challenging and properly contextualized academic tasks at
an optimal ievel of difficulty to stimulate both cognitive and lgnguage development
and avoid the danger of fossilization and loss of interest. Moreover, subject matter
should be directly related to the linguistic development of students, and modified

accordingly to make lessons more cognitively challenging. Together with teachers’
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experience and feedback they get from students, Cummins' framework can be used as

an aid to adapt the classroom materials and to provide students with sufficiently
challenging tasks. Adaptation process can be fulfilled in two ways; either by
increasing contextual support or decreasing cognitive demand. However, what is
recommended is the first one, moving horizontally to give extra contextual support to
learners (Genesee, 1987; Prabhu, 1987; Krashen & Biber, 1988; Felix, 1994; Rogers

& Pratten, 1996; Swain, 1996).

Moreover, the students have specific interest in the content of the course, and they
are both mentally and psychologically ready to take part in classroom activities. The
classroom activities are build on such readiness. Thus, it can be inferred that it 1s
necessary to build the instruction on what learners are familiar with. This increases
comprehension and reduces cognitive burden on learners. Since human cognition
produces possible hypotheses on the basis of the background knowledge to process
and interpret the new data, teaching through content creates a relevant context
through which cognitive processes work more efficiently to process new stimuli by

activating and enlarging the already-existing schemata (Felix, 1994).

Furthermore, the project focuses on the language as a whole and rather than isolating
and practicing specific aspects of language, it adapts a holisﬁc_ approach to language
and aims at providing the students with necessary means to carry out required tasks.
Conseq?;ently, it can be generalized that language should be treated as a whole that

cannot be separated into its constituents. The use of language in natural contexts
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calls for a holistic competence more than its parts. Any kind of division causes

artificiality, increases cognitive burden on behalf of learners, and makes the transfer
of what 1s learned in the classroom to natural contexts less likely (Prabhu, 1987). For
that reason, all aspects of language proficiency and skills should be aimed at during
the classroom activities. CBI, which aims at developing language skills within a
context, meets this requirement by integrating language skills and different aspects of

proficiency (Leone & Cisneros, 1994).

Not only should language be approached as a whole, but also learners. Language
learning does not take place independent of other aspects of personal growth. Itis
interwoven with cognitive, academic, and social growth. Any kind of program which
aims at developing only linguistic growth actually is cheating and misleading learners.
Their cognitive, social, and academic development are robbed away at the expense
of teaching a language. It is evident that only linguistic skills are not enough for a
full-functioning individual. That is why, language teaching prograins, like CBI,

should be designed to provide and pave the way for the total growth of learners

(Felix, 1994; Genesee, 1994b).

During the course, the students are exposed to comprehensible samples of the
language. The results showed that providing comprehensible input to students is vital
for efficient language instruction. It is evident that language learning takes place
successfully when learners are exposed to enough meaningful samples of target

language. Hence, making both language and content accessible to learners is vital.
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To manage it, context-embedded tasks should be designed especially at early stages

of instruction. The contextual clues can reduce the cognitive burden and facilitate
comprehension. In addition, rich authentic materials are to be incorporated into
classroom activities both to ease comprehension and provide a variety of input in an
appealing manner. Besides these, by building the new situation on the already-
existing skills and knowledge of learners to link new learning with background
knowledge, it is also possible to make language more comprehensible (Krashen,
1982; Saville-Troike, 1984; Crandall, 1987; Krashen & Biber, 1988; Cummins, 1994;

Genesee, 1994a; Met, 1994).

In addition, the final exam the students take is administered to measure to what
extent they use language efficiently in given contexts. Hence, the content and
language are not divorced from each other. The focus of evaluation shows that
measurement and evaluation, which form an integral part of any language program,
should be compatible with the particular nature of CBI. Since CBI is characterized
by the integration of language and content, it is imperative that measurement and
evaluation procedures be in tandem with this dual nature of CBL. Consequently, this
duality leads to specification of what to measure and evaluate in CBI and
development of appropriate procedures to carry out valid measurement (Snow et al.,
1989; Short,. 1991a and 1993; Genesee & Hamayan, 1994; Me_t, 1994). Thus, the
measurement and evaluation procedures ought to be based on the careful analysis of
both language and content objectives, considering the fact that language and content

are interwoven and it is artificial and impossible to detach one from the other. As
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measurement is built on course objectives and related classroom activities, particular

procedures reflecting the characteristics of specific groups of learners and measuring
what is wanted to be measured are called for rather than general standard

measurement and evaluation procedures (Snow, 1993; Grimble & Filer, 1996).

Although a holistic assessment procedure integrating content and language is called
for, when learners are not succeeding in a course, it is advisable to define language
and content objectives separately and focus on a single objective in a given
measurement procedure. The lack of enough linguistic resources may interfere with
learners’ manifesting their learning of content or the lack of enough content
knowledge may interfere with their linguistic performance during measurement
(Snow et al., 1989; Short, 1993). Thus, determining whether content or language
objectives are assessed in a measure avoids the likelihood of interference between
language and content, and increases validity. For example, students who have
already mastered a given content area may not demonstrate it, if the language that is
required to understand and carry out the tasks is beyond their currént level of
competence. Hence, the difficulty level of language while measuring content shouid

be considered. Conversely, they may fail to show their mastery of language skills, if

they lack academic and content knowledge or are unfamiliar with social conventions.

Clearly, determining language and content objectives in advance, and being clear
about what to assess, either language or content, in a given procedure are basic to

obtain valid results (Mohan, 1986; Snow et al., 1989; Short, 1991a and 1993).
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Similarly, positive washback effects on CBI programs demand an efficient match

between classroom materials and tasks as well as materials and tasks used on
assessment procedures. Hence, assessment activities should be contextualized and
prepared in accordance with what learners are doing and which materials they are
using in the classroom (Snow et al, 1989; Haworth & Joyce, 1996). Not only shouid
assessment procedures be appropriate for classroom activities and materials, but also
they should be so in terms of learners' academic and linguistic development. For this
purpose the Cummins' framework can be utilized to create appropriate challenge in
both language and content activities on assessment procedures (Rogers & Pratten,
1996; Haworth & Joyce, 1996). Moreover, measurement procedures ought to be
designed and carried out with reference to the requirements of the real world settings
to see if students would perform satisfactorily in the workplace or academic life. As
the ultimate aim of CBI is to equip learners with necessary knowledge and skills to
prepare them for real life contexts, designing relevant and appropriate assessment

activities based on external criteria reflecting real world situations should be at the

heart of the evaluation process (Clark & Lett, 1988).

Another implication of the study is that as learners can benefit from a variety of
assessment tools in relation to their learning strategies and learning styles, it is
advisable to utilize a wide range of measures to get a picture about student
performance. Since students may not demonstrate their abilities on one test, they
should be evaluated frequently to get more reliable feedback on whether course

objectives are realized or not (Snow et al., 1989; Short, 1993) . In addition, it
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should be kept in mind that evaluation, which is an indispensable part of any

language education program, is an ongoing process, and continuous assessment of
students’ language skills and mastery of content areas are required to decide whether
course objectives are fulfilled and whether the program needs to be revised or not
(Met, 1994; Genesee & Hamayan, 1994). Besides standardized tests, ongoing
integrative tests should also be used widely to supplement objective data and get a
more comprehensive picture of student performance. For this purpose, students'
classroom performance, tasks, reports, and journals through which students may
employ various communication skills simultaneously can be utilized (Short,' 1991a;

Canales, 1994).

Finally, the last implication is about the nature of L2 instruction, including ESP.
Since learners biologically tend to develop their audio-lingual skills prior to their
reading and writing skills, audio-lingual skills deserve special attention. In order to
be compatible with this natural tendency and improve the efficiency of L2 instruction,
L2 instruction should generally focus on audio-lingual skills more with a view to
fostering the development of these skills at the early stages of L2 learning unless it is

designed especially to develop/improve literacy skills.
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APPENDIX 1

Ref: First Class English for Tourism

Unit contents chart

s
iy

People’in tourism

- .iChanges and cancellat:ons

S L :
Wh- questions; present continuous for future

1 R L SN

Present simple for facts and habits; present continuous for
temporary activities. :

Finding out about people working in tourism. Listening
for specific information. Writing a job description. '

P Y

TTep s cpens ~—\..’—-,,

thht reservattons
Requests: Can = Y/ Could ... ?/unld ... }; have got.

Dealing with flight reservations. Understanding
abbreviations and symbols. Days and dates.

T e DGt

arrangements. ‘.*“‘ R l ‘ N

Makmg alterations to flight bobkmgs Asking for and .
giving factual information. Writing letters explammg
cancellanon charges

ST T T T GRS RS TR i'”"*‘."’v"';‘.":""-,-"-:v-_ e

" Rail enquiries |
would like + to infinitive, would like + nouns; countable and B

. uncountable nouns. ll ey o e

R TR Cr i S SR c T ooy "'h 3
£ Deaﬁﬂg with enquiries ‘about ra11 Lmvel Readinga * %'
descriptive passage. Writing rephes to requests for
information.
|

-‘e—r-q,w Rt i o i "Wgr e — :._.A

4

Timetables ™ ‘\
; Preferences would pnfer (o) /wou ; would rather

Answermg fimetable enqumes bn the telephone. Usmg the
12- hour/ 24—hour clock Inferrmg meaning from context.
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Unit contents chart

n Travel requzrements

Degrees of obligation: must/have to, needn’t, mustn'’t.

FRT g Informing customers about travel requirements.

Transferring information from a letter to a form. Writing
letters of confirmation.

FhL O e et

: SR g
- . ~ Giving directions
o Imperanves in mst.rucuons preposmons of place and
, o movement
: - Understandmg and giving dll‘CCUOl’lS on a map and in an

airport buxldmg Reading for spec1ﬁc details. Talking
about services and fac1lmes

ABHER N “ G C “""‘13*.7,*“"%:"-!-“?
Tounst mformatton

- Giving ad_v1ce and making sugge§uons: should, ought to.

Offering advice to tourists. Listening for specific
information. Reading and writing promotional material.

n i Methods of payment |

Past tense of regular and 1rregul;lxr verbs.

. - o Dealing with different methods of payment. Listening and
transferring information to a form Writing a narrative in
the past simple.

g _,: S SAor ateat: s > : - -
m Hotel facnht:es ( I )

Comparatlves and superlatives: -gr, -est; more ... than, the
most ... : : i

i

| Comparmg hotel fac1lmes Llstenmg and inferring.

Writing brochure descriptions of hotel services.
l
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Unit contents chart

Rk

Hotel facilities (2)

Talkmg about plans and i mtenuons be going to.

T ETI R s SO eI A T

. Checkmg in

o mg——— - m‘g ~--1~.-_:V-w—-§—.-~:-;-¢-qn§.‘-? P -\ e ——

e e we e man cmwa—

' Vismng hotels as'a tour company representanve Reading

promouonal matenal Wntmg letters of recommendation.

T~

Telephone enquiries
will; telephone language time preposmons

Taking reservations over the telephone A guide to B
telephone language and behaviour. Writing telephone
messages and letters of confirmation.

l
l

Degrees o’f probablhty sentences ‘lmh ifand when. “,,

. Recemng guests. Readmg and talking about features of the”

hotel industry. Understanding and writing telexes.
Promoting your country’s hotel industry.
e e e P P e C .

T~

Complamts ]

K I -
Expressxons used when complmmng or apologizing; tense
revision. »

Dealing with complaints. Building dxalogues Guidance on
replying to letters of complaint. |

R T T R i g R ey e T A e e

: ' ofegs -
Conference facilities|
enough/too with nouns and adjectivés

|
Describing conference requxremems  and facilities.
Promoting your town/region as a conference centre.
Organizing a conference. l

‘

e




Unit contents chart

~ Local tours

"Present and past passive.

Describing processes. Reading and contrasting texts.
Discussion about the effects of tourism in your country.
Preparing and giving a talk.

S ——

NpeDTTRR - T the . L emen e R

~ Foreign tours
Present simple for programmes and schedules.

Explaining tour diaries. Reading about special interest
holidays. Using descriptive adjectives. Preparing and
writing tour diaries. '.

Itineraries

Present perfect for talking about e;cperiences; present
perfect contrasted with past simple.

Dealing with enquiries about itineraries. Planning and
writing personal itineraries. Controlled dialogue building.

et tITa B i I ot LS S A A

Car and equipment hire

- Present perfect with forand since. 1 .

¢ # " Arranging car and equipment hire. Describing sports
' " facilities and advising clients on choosing a resort.

it S ER G T e
Job interviews |

Degrees of probability: the conditi;onal with would.

Taking part in job interviews. Reading and writing letters
of application. Discussion on the future of the tourist
. industry. !
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APPENDIX 2

Ref First Class English for Tourism

ltineraries

s
e urdias el e P R I

. . .
Listening
Listen to this conversation in a Rome travel agency
and answer these questions.

Why is the woman in Rome?

What does she want the travel agent to do?
Has the woman been to Florence before?
Why does she have to be in Venice on the
Wednesday?

L) KD —
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Itineraries

Languags study |

One of the uses of the present perfect tense is to ask or
talk about experiences. In such cases we are not
particularly interested in when something happened.
We form the present perfect with Aave + the past
participle.

Have you ever been to Florence?
[’ve never visited Tuscany.
[’ve seen very little of Italy.
We've already booked tickets.

Practice A

Match these questions and answers. Write an answer
for f.

Have vou ever caten snake meat?

Have vou read any good books recently?
Have vou ever been to New Zealand?
Have vou ever tlown first class?

Have vou been il recently?

Have vou ever ridden a motorcycle?

g O D

T U

Yes. I tried some in Thailand last vear. I quite
enjoved it.

No, | haven't. But ['d like to go there some tme.
Yes. That's how [ get to work every day!

No. I’ve been too busy the last couple of weeks.
Yes, once. The company paid.

~

-0 QAo o

7

“Have you ever fried human

—
N s et
EEE I &

)
th
iy

¢

Write down three exciting or unusual things vou have
done in vour life. Has anvone else in vour class done
the same as vou? Ask and find out.

Language study 2

Compare the use of the past tense. Remember, we use
the past tense to talk about activities which happened
at a specific time in the past.

A [ went to the cinema yesterday.
B Which film did you see? { They are still talking
about vesterday.)

Practice C

Find out what vour partaer has and hasn’t done.
Make up dialogues starting Have you ever tried . . ./been
lo...iseen.. lerc.

Example: A  Have you ever iried raw fish?
Yes, [ have. (No. [ haven't.)
When did you trv it?

When [ went to fapan.

W W
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Itineraries

[ X3
» Reading
ead the i
Read o [OC;,:: ;r;d itinerary that the travel
FAXed 1o M unro. Suggest umes whe ﬁem\
‘ iss Parker could go on the e: iy
g cursions

A&
ere anv excursions dle\ W not b] O take
re th I S ]” be able t k

Here jg & sugges:ec i:inera:y for YOUr crip Lo Florence ané Vvenice:

| Car. YOU come 1NTC che o.‘lce «omOTYOW o cot ject YOUT cickels anc te sertie your accoun-.

piease note thes = wils neet Lo cake Your credit carc puner £€ cua'antee the nhotel ooKkings -

+TINERARY FOFR. MRS MUNRO AND MISE PARKEF-

gacurday. £ ppris pepar: ROTME (Termini} .ot
ATTLIVE Tioyence ‘-“ 1C

Hote- Brunelleschi, iz aeile scale

Florence ity Tous anc pitel palace -~ aftexmoon. Mon-Fri

siena ané Ssar Gimignanc - fuLl GaY-. MOn weG, FIt

Tuesday ¢ Aprii Depart Florence 14.5%
ArTive polognsa 15,42
DeparT Bologné 16.44
ArTive Vvenice 16.44

Cr’y > and aqondolé ride - morning. daily
\ yenetial jglanas ~ yningG. 11y
% gvening ¢ ngoie se*enade - 1 houX. daily
:'; gaturday: 12 pprilt < Venice 1C ?f.
} Aryive Bologné 12.23
‘ parc BO 12.42
AYT1VE Rome (Tem.m) 16.0%

yours s‘mcerely
“ ilpeir
| caxle 11Vesu'm,




. -
.
Activity Notes
B . A jay 15 Octooer.
Mr Rosst is on a business trip in Linz, Austria. He M Rogs wants 10 leeve L 12 M_O““V ouo
would ik o P ‘ Must be back in Linz Dy 11 a.m., Fday 19 October at
uld like to extend his trip to visit Saizburg and i :
Vienna. Look at th ; . the iatest. Would like to spend at jeast two days in each
nna. Look at the notes and timetables. Then make g axcursions. Has arranged 3
up a suitable itinerary for Mr Rossi. aty. Wanis nfarmanon 3% £ e
usiness meetng in Vienna on 17 Octoper at 11.00 2.1

Hotels:
Hotel Elefant, Sigmund Haffnergasse 4, Salzburg.

Hotel Ananas, Recnte Wienzelle 101, Vienna.
Excursions, Salzburg:
City tour {Mozart's house. Mirabelle

mormngs.
Lakes and Mountains ~ daily, full day.

Palace) - daily.

Excursions, Vienna:

City tour — davy, haif day. :
3 Woods and concert —Tuesday, Thursday, Saturday.

Vienn.

VIENNA - LINZ - SALZBURG

Vienna dep. 0700 0800

. 0838 1000 '

Vi ... 1200 130

uré g;rp gggi 0954 1022 1152 ... 1357 145? }ggg 120471

S cep. 08 0956 1024 1154 1210 1354 1454 1554 17O
- 1015 11200 1137 1320 1400 1515 1615 1715 1332

Eﬁ]l;burg a(lirerp. 89?0 0812 0940 1040 1140 1240 1340 1440 154
e deb Oég? gggg Hg; 1381 1301 1401 1501 1601 1708
_ : 3 1303 1403 15

Vienna arr. 0938 1105 1300 1400 1500 1600 1788 :ggg :;88

Summary New wards
Now you can : ; '
i ‘ « daily serenade
Use tl_u: present perfect tense © ask and talk about ; gondola settle an account
experiences | guarantee snake
Have you ever been to Venice? i lake Venetan
No. In fact ['ve seen very little of Italy. " raw woods

Plan and write an itinerary

S
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Page 1

T Dave Allan 1992 Photocopying is illegal

Oxford Placement Test 1
Grammar Test PART1

Name
Total Listening —— /100  TYotalGrammarPart2 _____ / S0
Total GrammarPart1 _____/ 50 Grand total — 1200

[e)3 w ~

o W W

1
12
13

14

15

Look at these examples. The correct answer is ticked.

a inwarmcimates oeooie ke - likes areiiking siting outsiae i the sun.

b ifit:svervnet, they sit at A unaer he snade.

Now the test will begin. Tick the correct answers.

‘Nater isto boil is boiling . bois . at 3 temoerature of 100°C.

in some countries  thereis is.itis vervy "ot al ine ume. 2
1 Colc countries neoole wear mick ciothes  for keeping “to keep : for to keep . warm. 3
'n Sngiana cecole are aiwavs w@iking aoout 3 weather the weather weather 1
In some places itrains . there rains . it raimng 3iMOoStavery d0av. 5
in deserts there isn’'t  the some.any 3rass. 6
Slaces near the Squator nave awarm: the warm warm weather sven in the cold season. 1T
'n £ngiana coldest the coldest coider tme of vear's Jsuatlv from Decamoer "o Februarv. 3
The most: Most of Most cecple Jon * know what 113 ke i other countres. 3
very: less little few decoie £an fravei 30rcad. 10
Viohan'med Ali - haswon won iswinning Nis first world ttle figntin 1980. m
After ne - had won - have won : was winning  an Oilvmpic goid megal ne oecam.e a protessional boxer. 12

~15 rehgious Heiieis | have made him -made him to : made him change nis name wnen ne became

cnamoicn.

fhe has would have had -'ostnis nrstagntiwith Sonny LISION, 1¢ one would have oeen surcrnseac.

—e has rravelled a ot both and or a$3aroxerandasa world-iamous nerscnatity.

suutotai
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16 He1s very well known - allin all gver ' in all : the world k ‘1B
17  Many people : is believing i are believing : believe ' ne was the greatest boxer of all time. o7
18 Tooetheoest from:in:of . the worlds not easy. ' g
19 Like any 00 sportsman Ali - had to - must ! should - train verv hard. - 19
- ; e ;
20 E£venthougn he nas now lost his utle, people would swill i did . atways remember im as a champion. ] '
The istory o7 * aeroplane ' the aeroplane : an aeroplane :1s - 21
quite a: a quite - quite - snortone. For many centurtes men ‘ 22
[
are trying 1 try : had tried . 10 fly, out with 23
little : few : alittle  success. in the 19th century a few neopie ‘ 24 :
i

succeedea o fly "in flying:into flving in balloons. But it wasn't untl

the peginning of | this next that century that anypbody

were ' is-was apie 0 ftv in a machine

who rwhich . what was heavier than air, :n other words, in

who :which what we nowzail a ‘olane’ The first people 10 achieve

oowerzaa fignt’ were the wWrignt orothers.  His: Their Theirs .

-~as the macnine whicn was ihe forerunner of the Jumbo ets

NG supersonic ariners thatare - such.sucha:so common

signtioday. “hey could : should : coutdn’t | nardly nave :magined that in 1969,

not much : not many ' no much more than half a century iater,

3man will be had been.would be - !anded on the moon.

Alreagy : 3 man: man the man s 'aking the first sieps towards the stars.

Althougn space satetlites have 2x1sted - since : during : for less

‘han forty vears, we are now gependent . from:ofion them for all
«unds of - informations . information : an information .. Not oniv

are they : they are ' there are . being used for scienufic research :n

space. bul 3lS0 10 see wnat king of weather is coming . comes:coming : .

Bv 1998 there - would  must will * have peen sateilites in space for forty

vears and the 'space superpowers’ are pianming to . have : make . let i

massive space stations built. When these - will be - are ! will have been °

compreted 1t will be the first tme - when  where  that - astronauts ‘wiil be

able 1o work in space in large numbpers. - Apart! For Except aithat,

In Mmany wavs the most remarkable flight - of Jabove "at all was
it that : that one : of the flying picycie, wnich the worla saw on television,
flying : to fly fly - across the Channel from England to France. with nothing

‘ apart:but: than aman tooower t. As:he oicycle-ilyer saic,

‘s the firstume | realize  I've realized - | am realizing  wnat hard work :1:5 10 De 4 tra!’
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Grammar Test PART2

51 Manviescners sayto say tell :her swaer:s 3N0UIC 183rN 3 foreign :3nguace.

52 L2arming a secongiarguage s “ot tne same  as like than e3arning 3 Irst 1anguage.

53 it-akes longtime long alongtime :c.ezrirv anguage.

54 ii'ssaic inatIhinese s 0ernaCs the worle's narder hardest more Nard \ancuage "o masier.
55 Zngiisn s auite aifficuit secause of all e 3xCestans who which what nave G oe -earnt.
56  You<can-earn iNe £asic SITUCTUMES 5T 3 :3NQUAGE Suie KV, JUI ORIV F Y0ou

arewanting will to arewillingto make ar 2f*or1.

57 Aiotofoecpig aren T usez tothe study 1O studv 0 studying 3rammar 't thed Jwnanguage.

58 Manv scuit stucents of Sngusn visn thev  would start would have started  had started
“neir ianguage stucies 2arer.

58 nsome countries 3TLAENTS NAVE 0 SDENE 3 :0% 27 tMe working - on by in their own,

60 Theresren: no any some =2asywavs of ‘earming & foretgn tanguaGe 1N vour own Couniry

61 Some cecoie irv icmorove therr Inglisn oy hearing listening listeningto  the 3BC Woria Service.

62 Live Life Living -with 37oreigrn samnv Can 26 3 3058 wav (0 iearn 3 1anguage.

83 tU'snouse totry trying intrying ¢ -earn 31.angusge :.ustav Stuaving a Sicuonary.

84 Many s1ucents of =nghsn would rather not wouid rather prefer not” would rather notto - 'ake esis.

65 Somegeople think U3 ume we 3it learn snouid learn. learnt 2 singie :nternational tanguage.

Charles Walker :s 3 teacher 31 3 comorenensive s¢noct n Norwicn. e has joined joined :joins

ne staff of the scnhooin 1888 ane  has been working worked works  rhere 2ver since.

Before: move to move moving o Norwicn, He augnt .n 'taly ana n Wales,

and bejore tnatne has peen was wasbeing 3 swgent at Camornicge

Jniversity. So far ne  isn't wasn’t hasn'tbeen :nNorwicn for 38 iong

35 ne was 0 Waies, Jul ne 1kes e citv 316t and should wouid could

JKke G siav thers ‘or 3T east ancther swo vears = how wnich as ne

SUlS i, 4Nl s two criaren have will have will be  grown us 3 o

-ig mer s anie, <ate. n 1982 wnugne was tolive wasliving had beeniiving

30r0aq 1o 3 'MMie, Anc thev got Marnea n 1286

Thew swo cnitgren. Mary ang Susar, are were have deen 30N 2orn:n Nenaen.

‘9:

(31
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w
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w
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Oxnioro Placament Tast ! Srarmmar Test 2ar: S

The Walkers  boy, W 'S iCur, Nas just siartec s
aUNUrsery scnool. out his their her sister ;7

shall stay stays.will be staying atnome ‘cr anotnar 20LDI@ JF v2ars, . ‘8
Jecause sneis Nearly two vears younger more young the younger S
“han mim. Charles and Kate Watker are used use used 0ive .n e 30
20UnTry, DUt nOW tat “hev nave cruiicren. shey  nave moved move moved 3
N0 the City. Charles ~antec anouse next near close -ne 32
3cnool inoraer for to  get o work 2asiy. Jnforunaten 32

the a:that ane e wo of “nem 1eailv wanted was 100 2 cersive, =
30 TNey mMust. shouid . hadto duv one a oIt “urther away. 3v Tne e ne 35
cnuaren . go will go will have gone 0 seconaary scnoor. 36

that which ,wnat— Charies ana <ate noge wil be n Norwich. sne 37
‘Nalkers wilt have been have Deen will be wing there “or at .east “it2en vesrs. 38
Thev can (oesure i they  stay do stay wilstay . oul:f snev 39

don’t didn't wen't | her “rierds aon T Se [00 surtnsec. 30

Look at the following exampies of question tags in E€nglish. The correct form of the tag is ticked.

a He'sgemngired Sran, :sg'the hasn'the wasn'ine

2

b Sheworss:naitrary, isn'tsne doegd'tshe doesnthe

¢ Tomgice “teilvou., hasn'tne gian'the airhe ?

d Someone 5 -orgatien D swien off the jas.  didn't one dian'tthev haveg'tthey ?

Now tick the correct question tag in the foilowing 10 items:

.

Jonn's coming "o s@e vou, hasn the wasnthe isn'the

11’3 geen 3 :ong ume Zince vou ve 32enmim,  hasn'tit isn'tit haventivou °

He'saue 10 arrve [omorrow,.  won'the isn'tne-wilihe

e wen < oe zeting i il spcut "D.20. 1sn'tne ishe willhe

You met im wwniie vou were an foiday,  didn’tyou weren'tyou haven'tyou

-

S rInK M expeciac tC nick imup,  aren’'t!.don’tl arevou

NG count you 2 fatner ne Staved :n Zngiang now.  didn'tyou wouldn't you .shouldn’t you b

NODOCY 215 nas Jeen 0ic he’s coming, is he has he have they

Ae 1herer ot 5tay Lo 00 ate lonignt,  didn'twe havewe hadwe °

| suppose 1's me we d3lectaday, didn'twe isn'tit don't!
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ANKET

Asafidaki sorulan dikkatie okuduktan sonra boslukian doldurunuz veya dogru segencdi isaretleyiniz.
1. Adiniz ve soyadimz:

2. Dogum yeriniz ve tarihi:
3. Baba ve annenizin egitim durumu
Baba: dniversite.... ydksekokul.... lise veya dengi okul.... ortackul..... ilkokul......
Anne: Qniversite.. yiksekokul..... lise veya dengi okul.... ortaokul..... ilkokul......
4.. Baba ve annenizin mesiekieri: Baba: anne;
5. Daha 6nce yabana dil 6@rendiniz mi? evet... hayr.... Cevabimuz EVET ise
Dkoicul yabana dilin tinl................
Ortackul Jabana dilin tink.
Lise yabana dilin tard.
Oze! kursiar yabana dilin tin................
6. Ortackuiunuzun ad:
7. Ortaokuiu okudufunuz sehir..........
8. Orta okulda okudugunuz yabana dil ders kitaplanm sialayimz:
9. Ora okuldaki yabac: dil not oralamaniz: 90-100..... 70-89..... 50-69..... 30-49..... 0-29.....
10. Lisenizin ad: trd: Szel... deviet...
11. Lisevi okudugunuz sehir.......... ilee........ semt..........
12. Lisede akudugunuz yabana dil ders kitaplanmi siralayimz:
13. Lisedeld vabana dil not oralamaruz: 90-100..... 70-29..... 50-69..... 30-49..... 0-29.....
14. Daha 6nce hi¢ Ingilizcs konusulan bir dlkede bulundunuz mu? evet... hayir....
Cevabiuz EVET ise hangi dlkelerde?.................c.... ne kadar sare?............. ka¢ yasindayken?
15. Ingilizee gazete, dergi veya benzeri yayinlan takip ediyorsansz siresini yazmz. ...l ... ay
16. ingilizea roman, hikaye ve benzeri eserieni okuma durumunuzy belirtiniz.
her hafta.....  her onbes ginde bir..... her ay..... her d¢ ay..... her alu ay..... hig.....
ne kadar sireden beri? ..l ... ay :
17. Ingilizoe televizyon programlanm izieme durununuzu belirtiniz.
her gin..... her iki ginde bir.....  her U giinde bir..... her hafta..... her ay..... hig.....
ne kadar sireden beri? ..yl ... ay
18. ingilizee film seyreder misiniz?
hergun..... her iid ginde bir..... her U ginde bir..... her hafla..... her ay..... hig.....
ne kadar sireden beni? ..yl ... ay :
19. ingilizce radyo programtanm dinler misiniz?
her gun..... her ik giinde bir..... her ¢ giinde bir..... her hafla..... her ay..... hig.....
ne kadar sireden beri? ..nl ... ay
20. Hig anadili Ingilizce olaniaria iletisim kurdunuz mu? evet..... ne kadar sireyle? ...yl ... ay
hayir.....
21. Daha 6nce turizm sekt6rinde galisumz mi? evel.... hangi alanda?.......... ne kadar sireyle?.....
hayr... :
22. Daha 6nce Ingilizee kullamlan bir oriamda calishmz mu?
evel..... hangi alanda?........c.cer-. ne kadar sireyvie?.....

hayir...
23. Deulcom Ingilizce kursuna devam etmenizin en 6nemli nedenini KISACa YAZINIZ.......ovvemvennennnns
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Candidate
Centra Number Number

Cardidate Name | j

UNIVERSITY OF CAMBRIDGE LOCAL EXAMlNATlONS SYNDICATE
Examinations In English as a Forelgn Language

KEY ENGLISH TEST - 0085/2
PAPER 2 Listening Test

Saturday 26 NOVEMBER 1994 Aterncon  Approx. 25 mir 1tes

‘{inciuding & mirwtes

stransfer time)
Additional materials:

Answer shaat
Eraser
Pancil

TIME  Approx. 25 minutes iincluding 8 minutes transfer time)
INSTRUCTIONS TO CANDIDATES

Write your name, Centre number and candidats number in the spaces at the top of this page.
Answer all questions. '

Write your answers in the spaces provided on the question paper.

You will have eight minutes at the end to transfer your answers, in poncxl oo the separate arz.. -
sheet.

At the end of the examination, hand in both the question pager and the arswer sheet,

i
INFORMATION FOR CANDIDATES %
There are 5 parts to this test and you will hear each part twlice.

There will be a pause before each part to ailow you to look at the Guesticns, and cther pauses o et
you think about your answers,

i

i
]
1

This question paper consists of 8 prin*ad vs 5 and 4 blank pages.

SB (JM) QK45785 . ’ o C [Turn over
© UCLES 1994 '



READING AND WRITING PAPER

Part 1
Questions 1 -5

Who are these notices for?

For questions 1-5, mark A, B or C on the answer sheet.

(%]

LI

tn
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EXAMPLE

0 Under 163
fhalf price

ANSWER

A car drivers
B old people
C children

BirtaDAY CARDS
UPpSTAIRS

~
British and

Europsan passporis

v Please do not take
bathroom towels
to the beach

:-No stopping i
I on motorway |

A free coke

s 00 00 30

S 8 &0 0000t 0

with every pizza!

'.....I.........

..0............0.

® 8 5 66000800 0

jos)

ox}

w

car drivers
customers

hotel guests

OUrists
shop assistants

school children

people in a cinema
secretaries

hotel guests

school children
bus drivers

passengers

people in a restaurant
people in a muscum

people in a theatre



Questions 6-10

Which notice (A-H) says this (6-10)?

138

For questions 6-10, mark the correct letter {A-H) on the answer sheet.

EXAMPLE
0 We can help vou.

ANSWER
E

10

We do our job fast.

We are open this afternoon.

We sell food.

You can save money here.

This is 100 old.

‘
’ Closed for Lunch 1 -2 pm T

',

Use Before 20.10.92

STAMPS

ONLY

Freshly made Sandwiches

[l INFORMATION

Buy more and spend less!

ONE HOUR

PHOTO SERVICE

GRAND OPENING
8 JANUARY




Part 2
Questions 11 - 15

Read the descriptions (11 - 15) of some places.

What is the name of each place (A - H)?
For questions 11 - 15, mark the correct letter (A-H) on the answer sheet.

11

14

139 .

EXAMPLE ANSWER
0 You can see a film here. C
You can buy medicine here. PLACES

People often stav in a room here on holiday.

If vou are very ill. you stay here.

You can buy stamps here.

When vour car has a problem. you take it here.

A camping-site

B  chemist

C cinema
D garage
"E  hospital

F  hotel

G post office

H theatre

Price 34



Part 3
Questions 16 - 20

Complete the five conversations.

140

For questions 16 - 20, mark A, B or C on the answer sheet.

EXAMPLE

0 Do you want to g0 to the bank?

A Yes. I have.
B Yes. Ido.
C Yes, [ went too.

ANSWER
B

16  Can [ use your telephone?

17  When's Tom coming?

18  How old is David?

19 How much will the ticket be?

20 Jane's away.

[cqo0 400

0w 3 O W O W P QW

O w Y

Phone me at 5 o'clock.
Yes, of course.
Sorry, vou have the wrong number.

Last night.
At lunch time.
Two days ago.

He's good.
Next vear.
Twenty.

£50.
Two hours.
50 miles.

On holiday?
Yesterday?
Has she?




Questions 21 - 25

Complete the conversation.
What does Mario say to Jenny?

141

For questions 21 - 25, mark the correct letter (A - H) on the answer sheet.

EXAMPLE ANSWER
Jenny:  Hello. Mario. How are you?
Mario:  O.......... D

Jenny: Fine. Are you doing Yes, I'd love to.

anvthing on Saturday?

Mario: 0%

Jenny: Well. would vou ltike to come t0
the beach with me and some friends?

Marto: 22

Jennv:  We're meeting at Mike's house.
Have you been there before?

Mario: 23 e

Jenny:  That's right. Cun you be there
at 7.30?

Mario: 24 e

Jenny:  Please don't be late! We're all taking
some food. Can you bring something?

Mario: 25 e

Jenny:  Right. Bye!

Yes, ['ll make some

sandwiches.

The bus leaves at
8 o'clock.

['m fine, thanks.

How are vou?

[t's opposite the park,

isn't it?

It's a beautiful beach.

That's very early!

No. I don't think so.
Why?

Peioe 41



Part 4
Questions 26 - 32

Read the article about a young tennis player.

Are sentences 26 - 32 'Right' (A) or 'Wrong' (B)?

If there is not enough information to answer ‘Right' (A) or 'Wrong'? (B), choose

'Doesn't Say' (C).

142

For questions 26 - 32, mark A, B or C on the answer sheet.

Love 15! e Capriati is just 15 years old. This

year she played tennis at Wimbledon and won against the champion,
- Martina Navratilova. This is what she toid our interviewer.

Do your think you have
Dlaved well this vear?

Weil, I'm plaving better
than last vear. At Wimble-
+ don they said 1 hit the

¢ ball ar 1533 kilometres an
hour!

. Prople often say you are
i like Christ Evert. Do you

Loagree?

" Chris s mv triend and [

¢ really admire her. but we
- play verv differently. I

. dont v o play in the

¢ same wav as her.

Is it easy to do vour
school work when you
iravef all over the
workd?

My mother and father
don't let me forget my
school work when 'm
awav from home. And
my teachers help me a
lot.

How do vou get on with

hoys?

I love to heut them
when we plav tennis
together! They say
things like "No girl is
going to beat me.”
which makes me v
nwice as hard!

Do yout have any
hobbies?

shopping with my mum.
All those people who
sav [ was born 1o play
tennis dre arong. I was !
born 0 shop!

2//’_—\\_/_\_//—’—\\ \_/’_‘“

[ege 42
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EXAMPLE ANSWER
0 Jennifer started playing tennis when she was 13. B
A Right B Wrong C Doesn't Say

Jennifer was the youngest player at Wimbledon.

A Right B Wrong C Doesn't Say

The ball goes very fast when Jennifer hits it.

A Right B Wrong C Doesn't Say

Jennifer and Chris often play tennis together.

A Right B  Wrong C Doesn't Say

Jennifer wants to plav like Chris.
play

A Right B Wrong C Doesn't Say

>

Jennifer's parents make her do her school work.

A Right B Wrong .C Doesn't Say

Jennifer tries verv hard when she plays against boys.

A Right B Wrong C Doesn't Say

Jenniter doesn't have time for any hobbies.

A Right B Wrong C Doesn't Say

/,’!'.”'
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Part 5
Questions 33 - 40
Read the article about Sherlock Holmes.

Choose the best word (A, B or C) for each space (33 - 40).
For questions 33 - 40, mark A, B or C on the answer sheet.

Sherlock Holmes

Most people know the names of the famous detective Sherlock Holmes and 0
good friend Dr. Watson. But perhaps yvou don't know 33 facts about Sherlock

Holmes.

The first Sherlock Holmes storv 34 written by Arthur Conan Doyle in 1886.

Conan Doyle was 35 doctor and he 36 only write his books when he

wasn't busy with sick people.

in the stories, Holmes and Watson lived 37 221B Baker Street. Hundreds of
people from all over the world 38  write to Holmes at that address every week
asking 39 his help. The building is now a bank. and 40 is a secretary in

the bank who reads all Sherlock Hoimes' letters!

40

EXAMPLE ' ANSWER
0 A his B its C their A
A that B these C this
A has - B s w 'C was
A a B one C the
A must B may C could
A at B by C on
A never B stiil C et
A for B to C with

A here B she C  there

Dedne 44
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Part 6
Questions 41 - 50

Complete these letters.
Write ONE word for each space (41 - 50).
For questions 41 - 50, write your words on the answer sheet.

Dear Teacher,

[ (Example: &) sorry [ cannot come 41 classtoday. [ 42 got

a bad cold. [muststay 45 bed for two days. ['ll be back at school

next week.

Please 44 vou give me 45 homework?

Yours,

Tina

Dear Tina,
I'm sorry vou Jre-_L()_ Get better 47# !
You can read page six of {8 course book, and then -19 the exercise
on page seven.
I'lt see you in class 50 Monday.
Yours.

2. Bennett

Paoe 13
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Part 7
Questions 51 - 55

Read this information about a family who want to visit China.
Fill in the information on the VISAAPPLICATION.
For questions 51 - 35, write the information on the answer sheet.

Joseph Flood is from the USA. He is 36 years old
and he is a pilot. He lives in the Mid-West in a
town called Oshkosh. He is married to Jane.
They have two daughters and one son.

VISA APPLICATION

First name UTOSE/Oh
~ Surname 31
Nationality 32
Age g36
: Job 33
54

' Wife's name

 Number of children ;5

Page o



Part 8
Question 56

You must see your friend, David, before tomorrow evening.

Write a note to David.

Say:
why vou want to see him.

where and when to meet vou.

Write 20-25 words.

Write your note on the back of the answer sheet.

147 .



148

LISTENING PAPER
Part 1
Questions 1 -5

Listen to the tape.

You will hear five short conversations.

You will hear each conversation twice.

There is one question for each conversation.

For questions 1 - 5, put a tick under the right answer.

Here is an example:

EXAMPLE

0 What tume is it?
06.00 08.00 09.00
Al B[] C

1 What time does the train go?

Al ] B[]

2 What does the woman drink?

1
\ :
1A | — i
] T i
e 1
I N
P i
! e ;

a [ ] B[ ] c ]

Detoe 1N
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3 How much is the skirt?
$9.99 $19.90 $19.99
Nn 5[] ]
4 Which room does the woman want?
ﬂ @
e sasseeenaet v =
=
Bathroom Bathroom Bathroom
AT Bl | C D
5  When is Jackie's party?
Ja) Fal e T Ja) Jay
\ (N \ v S U
DIARY DIARY DIARY
June 4 June 3 June 6
A [ B[] ¢ ]



Part 2
Questions 6 - 10

Listen to Sandra talking to Lucy about her holiday.
Sandra went to six countries. '
What did she buy in each country?

For questions 6 - 10, write a letter (A - H) next to each country.
You will hear the coanversation twice.

EXAMPLE ANSWER
0 ltaly B
COUNTRY THINGS BOUGHT
6 Germany D A cassette
B coffee
7  Spain S
C guitar
S Holland B D hat
E picture
9  Portugal ;
F plate
Ance 1
10 France I_] G suitcase

H sunglasses

Degoe 3



Part 3
Questions 11-15

Listen to Jill taking to a friend about a visit to Ireland.

For questions 11-13, tick ¢ A, BorC.
You will hear the conversation twice.

151

EXAMPLE ANSWER
0 Jill is going to Ireland next A week. —
B Monday. -
C moanth. v,
11 The taxi will cost A F10. _
B £il. L
C £13. =
12 The hotel is A cheap. ;_
B big. —
C unfriendly. _
13 The hotel receptionist is Mr A MANUJA. —
B MANAKA. —
C MENUGA. —
14 Jill should take A araincoat.

B acamera.

C warm clothes.

The weather will be sunmny. \
windy.

wet.

O w3

I o S-f

LIL I

P
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Part 4

Questions 16 - 20
Listen to a girl speaking on the telephone.
She wants to speak to Colin, but he is not there.

For questions 16 - 20, complete the message to Colin.
You will hear the conversation twice.

MESSAGE

To:

Trom: : (16)

Meet her outside: (17)
At: (18)

Wear: 19

Bring: (20) -~ i!

I T
U O



Part 5
Questions 21 - 25

Listen to some information about a swimming pool.

For questions 21 - 25, complete the information about the swimming pool.
You will hear the information twice.

WATERWORLD SWIMMING POOL

Opens: 8.00 am

Closes: (2D

N
9
a,
<

Cost  for adults:

for students: (22

Wednesday mornings for: {23)

and for: (24

Café opens: 23)

Pave 3N



APPENDIX 6

Ref: First Class English for Tourism

Checking in 59

YWriting | Activity Z

Here is the telex Mr Casado’s secretary sent to
reserve his room in Stockholm.

ATTH F‘:ESER‘VQT;DN-\ ‘,‘_
HOTEL STGC?’-ZHGLH
4
3
3
4
et
~gE SGLE FOR WY
o mgsERve OME SGRE THL U Toe
FLDo r_:‘.,q“‘,_:‘r-,a =3 ZEC I .‘4‘1‘ -
casapn FL3 O
ek
RGOS

See Appendix 3 for a list of common telex
abbreviations.

1 Rewrite the telex above in plain language.

e

You work for Zap Travel, New York. Writea
telex to the Swan Hotel, Stratford-upon-Avon,
England, and reserve two doubie rooms and one
single, all with bath, for five nights from 14
Fébruary, in the name ot P. Noble. Ask for
confirmation by telex as soon as possible.

3 Now write the telex reply to 2 above, contirming
the booking.

Activity |

[magine that vou have to promote vour c'oumry'.s
hotel industry 1o a group of tour operators from
abroad. Work in pairs. Prepare notes on the teatures
vou will talk about {e.g. service, hospitality). Are
there any famous hotels that you will mention?

Now present vour talk to another pair, or to the rest of
the class.

With a partner take turns to be a hotel recepuonist
and a business traveller.

Receptionist

You are the receptionist in a hotel in vour town/city.
The hotel has a restaurant and bar, but no room
service. You are at the reception desk when a guest
arrives. Help the guest to check in and tell him/her
about the tacilites.

Business traveller

You are on a business trip. You want to check into the
hotel. You are expecting a telephone cail from an
important customer. What do vou want the
receptionist to do if the customer calls? Tell the
recepuionist that vou want a late dinner in the hotel
tonight, and that vou want an alarm call in the
morning.

Summary
Now you can

3 Help arriving guests
Would you like dinner tonight?
Have a pleasant stay, sir.

3 Use sentences with when and if
Can you ask him io call me when he arrives?
If you want something to eat laler than that, jusi call room
service.

3 Read and write simple telexes

! atarm cail receptionist

| bustle refined

1 cial shaded

i estaplish shark

i idenufication standard

i impenal “raditional

" pieasure unigue
ratng

[ T



APPENDIX 7

DEULCOM INTERNATIONAL
FARE CHART

16

. From. j ISTANBUL: - - YIOW

To ~Kusialumpar | 182500 | 3650.00 istanbul 1975.00 | 3950.00
To Madnd 586.00 1172.00 | To Kualalumpur 2325.00 4650.00
To Mexico City 1612.00 322400 | To Madnd 1740.00 3480.00
To San Salvador 1895.00 3790.00 | To Mexico City 95.00 190.00
To Singapore i 1716.00 3432.00 { To Singapore 2110.00 4220.00
To Vienna ‘1 57200 | 1344.00 | To Vienna 1820.00 3640.00

o From: | KUALALUMPUR B

To | Stanbul 1840.00 | 3680.00 174500 | 3490.00
To 1 Madnd 1875.00 3750.00 | To Kualalumpur 1825.00 3650.00
To Mexico City 233143 | 4662.86 | To Madrid 2016.00 | 4032.00
To ' San Saivador | 2286 58 4573.12 { 7o Mexico City 2875.00 5750.00

F5 [ Singapore : 11000 | 22000 |[To San Salvador | 3808.05 | 7618.10
To | Vienna " 1920.00 I 2840.0C | To Vienna 1956.00 | 3$12.00 g
. From MADRID .

To l stanbul i} 586 OO ”1172,00 istanbul 650.00 1300.00 ;
To 3 Kualalumpur | 187000 | 374000 | To Kualalumpur 1816.00 | 3632.00 '
To Mexico City 1815 00 3630.00 | To Madnd 416.00 832.00
To San Salvador 1952.00 3904.00 | To Mexico City 1710.00 3420.00
To | Singapore 2016.00 | 4032.00 | To San éalyador 18S0.00 | 3780.00
To 3 Vienna | 410.00 ! 82000 {To Singapore 1870.02 3740.04

TFrom | MEXICOCITY | .1

To Istanbul 150600 301200

To Kualaiumpur 2416.00 4832.00

e} | Madnd 1800.00 3.60000

To Mexico City 1815.00 | 3630.00

To San Salvador 400.01 800.02

To Singapore 2612.00 5224.00

Wopian NUT dpdetton Dnplenm Tiewvatyug #rmg e

L aditin amach llanwmak sizacn Aie Tagdf va Ainine Pacsenger Tanfl caierans aunarak hazitanmistr, Gargak
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A
Exercise Sheet , ‘ _ -~
Sold in:. - KUL Ticketed in: SAL D
Q,“QQD‘ w};f (Sl Farc Type: Y 2y
FARE CONSTRUCTIONS: JOURNEY:
[ FCP [LFCP ’CLf\SS CITY | COUNTRY
NUC NUC TPM KUL
RULE RULE 208 X/SIN Y
SR SR 5388 IST Y
MPM MPM 779 VIE Y
™™ TPM 1122 MAD Y
EMA EMA 3633 MEX Y
EMS EMS 7671  SAL %
T HIP HIP !
| CF CF §
I BHC BHC
| |
. From/TO
. CARR | OFARE CALL
DMC DMC

¥
DFUC | %
|
H ; EOQUIV FARE D %
TOTAL i i
CONI FARE CALC i ‘
FARE
CT™
D
TOTAL NUC: X ROE: = 1.CF

| TAT ENTRY:
- i U

|
i




NOgsn

Kredl kart Iu(am/—\moum 1y iocal currency:

AT oo s st oot ot et
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When payment is by credil card, the cardnumber (praceded by the
appropriate two-letter codes and the approval code have 1o he computnr-
mprinted respectvely in the "FORM OF PAYMENT™ - and "APPROVA|_
CODE" - box. Handwritten entries and/or alterations in the ticket
coupons are not permitted.

Before extracting the Agentcoupon. the cardhoider has to sign this sheeq,
Tickets issued under an inclusive Tour Package tT) may not be paid by
Credit Card.

When tickets are issued in conjunction, the cardhcider oniv has 10 signon
the FIRST ticket being issued in comjunction.

< in case of payment by Credit Card. this sheet may not be separated from
the Agent/CCCF counon.

eun total alaninda gasterilen miktardan ferkh oldugunde yazilacaktir/to be comoeleﬁ if

Kart Sahibinin imzasi/ Signature of cardhoider i

fde1tvian oriutilen Adatlan vey g wpoMan
SHAMA seva ceraan atul segim

3 118 eme
T3 AM Ak VA I RO AT irmasein VATl SUSTANI UvquIdigy

rst TAnlaieNNa L2 SIANHALL OFOSAMLRONe A01S yANNACARNE

en hAtagn ang
H Erknts ang. 00

" ACCTMdANS
1S

puned 23y mant
ArA As ratlactan «n 1gourase ol

A

Mace  esirh

SEYAHAY

Fare rauy

"Uj_') ‘/f“TJ

_90ID. VoiD  voLid
_gNID YOIiD 0 _ UOTD VOTD |
;MADRTD [ [’I')’“,, b} *»E_EFHO--\*EB,-\.
_*,zsa‘" _Egﬁwlaiﬁ [ORT7ARLOD "wgmgﬁaoogﬂs
MADRID N : s
%SP- "«oooﬂ‘ za TiS12800. XITH MADIZE00, 00T L0000 CONETL EORT . DOKT TR
TROSIITS00G87 7000V FAELN0ET / ,\ N
115500008
PREZI5000QY
“2241000XT —
¥RE28715000

ﬁK”B ; 4
SURRENCY =

83
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Unit 2 Making travel arrangements 27

Dialogue

Listen to the Dialogue. If you need
to, vou can look at the words in
vour book or at the Key Words after
the Dialogue.

Peter and Maria Almar decide to
go to Athens by air. Maria goes to
the rravel agency to book the tickets.

Maria Good afternoon. I’d like to book two return air
tickers trom {stanbul to Athens, please.

Travel agent Cerrainly. When are vou travelling?

Maria We wanr to take the tlight tomorrow afternoon
and come back next Friday atternoon.

Travel agent First class or economy class?

Maria Economy class.

Travel agent Two adulcs?

Mara Yes.

Travel agent And vour name is.. .2

Marna Almar. A-L-M-A-R. |

Travel agent {nmitials? |

Maria M. H. |

Travel agent And the other passenger? ' Credit card

Maria P. J. Almar. i

Travel agent On the 11th and the 14¢h, did vou sav?

Mara That's right. Do we have to change?

Travel agent No. it's a divect tlight. Here are vour W
tickets, Mrs Almar. These are for the outward & %,
journey — [stanbul to Athens on tlight SN 862 at ""'-\"’e
17.50 on 1lth Julv. And these are for the return
journey — Athens to Istanbul on SN 863 at 15.10 on ™
14ch July. Don't forget to be at the airport 45
minutes before departure time.

Maria Thank vou. Do vou accepr credit cards?

Travel agent Certainly. Thank vou. That's TL6796.
Could vou sign here, please? Thank vou very much.

Maria Thank vou.

Go back and listen again to the
Dialogue until vou can understand it
withour looking at the words. Then
practse saving Maria's words

afrer her.
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ordum kendime  Sappha. dedim Elinden ne
Hersevi ofan Aphrodite gibi
Ak bir ke¢inin® Semiz but
Sunaginda ¢ glize-

vermek gelir
birine’ Dedim ki
kemigini  Yakacagim
Lin.." Aniik cagin kadin sairierinden Sappho.
wpinma rorenien 1¢in vazdii kore siirlerinden bi-
rinde. Ask ve Glzeliik Tanncas: Aphrodie’den bov-
le s0z edivor.
Aphrodite nin adim tasivan Aphrodisies antik kenu
Avdin ilinin Karacesu kazasmna bagh Gevre kovi-
nin vakmnda. Antik ady "Saibakos™ olan Babadag.
bu kent dogudan kusauvor. Aphrodisias'in kalinu-
lari arasinda deofasmava baslamadan Once. kentin
ovkisini dinievelim: Bizansh tarib¢i Siephanos'a

P B —
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asked mysel!” Sappho. | said . What can you pive /
T one such as Apbrodite Who has everviinmge? /1
wili bure  The famn leg bone  Of a white gua: = At
thar beaurys altar' ... So speaks Sapphe. the woman
poet of ancieni Leshos. in one of her choruses written

Jor ceremonies iy worship of Apbrodite. goddes: of love

and beauty.

The ancien: city of Aphrodisias named after Approdite is
near the viliage of Gevre in the disrrict of Raracasu in
Turkey's soutbwester:: province of Avdir.. Mount
Babadag (the ancient Sulbakos: rises 1o the eas: of the
cirv. Before we begin our tour of the ruans herc. lel us
hear the story of the Ciry. According 1o the Byzarine bis-
lonan. Siephanos. the ciry's first name was Lelegonopols,

Aphrodite'in ismini tagiyan Aphrodisias. Aydmn ifini Karacase kazasina baflh Geyre kiyliniin yakinda. Antik adi Salbakos olan Babadag, kenti dogudan gevreliyor.

gore kentin ilk adi -Lelegonopolis'tir. Kent daha
sonra ‘Megapolis” olmus. Gec donemerde ise. Ba-
bil'in efsanevi krak Ninosun ad: verilmis Aphrodisi-
as’a.

Aphrodisiasin kahnulan. denizden 600 metre viik-
seklikte bir plate Gzerinde duruyor simdi. Bu ve-
rimli topraklara. ilk kez. 7800 vil 6nce Ge¢ Neolitik
ve Kalkolitik caglarda veriesilmis. Yerlesmeler.
Tun¢ ve Demur caglaninda da sirmis. Aphrodisias.
Hellenistik cagdi dnemli bir kent: Imparatoriuk do-
neminde ise Romanin gdzdesi olmus. Ovle ki wrih-
¢t Appiana gore Romu'h diktatdr Sulki. Delphoi bi-
licisinin Onerisi ile MO 82de. Karials Tannca Aph-
rodite’ve bir alur tac ve ¢ift viizli bir balta gonder-

afler the mysterious Lelegians whom the Greeks 100k to be
the pre-Hellenic indigenous people of the Acgear: wslands.
The city later became known as Megapolis. and was sub-
sequentiy named after Babvion s lependar: King Ninos.
The ruins of Aphrodisias are situated o a placan ai an
altitude of 600G metres. This fertile land was firsi settled
7800 years ago in the Late Neolithic and Chalcolithic
ages. and remained inbabited through the Bronze and
Iron ages. During the Greek period Apbrodisias grew into
@ major city. and under the Romans was so respected
that according 1o the historian Appian. the Romai dicta-
tor Sulia senr gifts of a golden crown and a doubie biad-
ed dxe 10 the Carian poddess ai the instisation of the ora-
cle of Delpiri in 82 BC



mis...

Aphrodisias MS. 2. 3 ve +. vizvillarda hem bir kdl-
tir merkezi hem de dinsel bir merkez olarak e
parlak dénemini vasamus. Hristivanhktan sonra kent
‘Hac Kent' anlanuna gelen Stavropolis' adivia anil-
mus. Bizanshlar ise. Aphrodisias’dan Karia' olarak
sozederler. 0-11. viizydlar boyunca kent. giderek
dnemini vitirmis.

Aphrodisias kazilar 20 vizvilda baslar. Fransiz mi-
hendis ve amuatdr arkeolog Paul Gaudin. ilk kazina
1904 ve 19057te gercekiestirmus. {talyan bilgini Giul-
io Jucopi ise. 1937 'de. birkac¢ hafta Agoranin kése-
sini kazmus. Prof. Dr. Kenan Erim, kesintisiz otz vil
stirecek kazi calismalanna 1961°de baslamus. Aphro-

162

Apbrodisias enjoved its bevday as a cultural and reli-
Slous centre during the 2nd to 4th centuries. After the
spread of Christianity Apbrodisias became known das
Stavropolis. meaning City of the Cross. while the
Byzantines referred (o the city as Caria. From the 6th
century onwards the city fell into gradual deciine. and
had disappeared from the stage of history without trace
by the 11th century.

The first excavations of the site were carried out in 1904
and (905 by the French engineer and amateur archae-
ologist. Paul Gaudin. n 1937, the ltalian scholar Giulio
Jacopt spent a few weeks uncovering one corner of the
agora. Then in 1961. the Turkish arcbaeologist
Prof.Dr.Xenan Erim hegan excavations which were io

Apnredisias =5 ane at (e eveliest ncient cines « southwest urkey. at the ‘oot of Mount Babadag :Salbakest near the silage of Geyre :m the grovince of dydin.

disius kazilart. Prof. Erim’in 1990°da Sliminden
sonra ABDl meslektast Prof. Dr. R, Smith tarafin-
dan vardwilivor.

Aphrodisiasn kalinulan diz bir alanda ver albvor.
Anok tvaronun vasiandigr 15 metre vitksekliginde-
ki tepe. eski caglardan kalma bir hovik. Doguda
kalan Pekmez Tepe ise. prehistorik bir verlesme.
Akropolis’e ulasan egimli toprak voldan soia dogru
kivedirsaniz Aphrodisiasin Hellenistik caga tarihle-
nen tdvarrosuna wlasirsiniz, Bu vapr kovin trerk
edilmis evierinin alundan cikarimis. Ust omrma s
raiart kismien, ult owrma sicafas ve sahine, batindy-
le korunmus, szhnenin birinet kan dzerindeki vazt,
bu rivatronun fmparator Sezar ve Augustusun azath

last 30 years without interruption, and revecled
Apbrodisias in all its splendour. Since Prof Erim died in
1990 bis American coileague. Prof Dr.R.Smith Has heen
carrving on the uncompleted work.

Aphrodisias lies on a flat site. the 15 metre high mound
dgainst ichich the ampbitheatre leans heing an cren
oider tumulus. Another mouid to the vast known us
Pekmez Tepe is the remains of a4 prebistoric settiement.
Turing feft outo the sioping road leading up o the
dacropeiis hrings yvou to the Heflenisiic theatre of
Aphrodisias This structure was discovered helow a group
he fower seats aondd skeve dre 0t

of derefice cottages
PUReCt siate of preservation. cand the upper seals are per-
tetilv compicre. The fuscrption orer the Jist storev of the

|
FncL T 30BAT N ccapiafr. aes
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kolesi Zollos wrafindan vapunidigin ve halke adan-
i hildirivor. Sahne binasmin hemen sagindi.
kente verilen avncabik ve onurian iceren imparator
mektuplan ver alivor. Tivatronun ortasindaki or-
kestra kismy ise. Marcus Aurellius doneminde derin-
lestirilerek arenava donustiriilmis. Vahsi havvan ve
gladvator dogislerine de sahne olan bu alana hay-
vanlar sahne hinasinin alundaki dehiizden sabveri-
lirlermis. Bizans doneminde ise tivatro. ¢oplik ola-
rak kullanidmus.

Antk kentin vonetim ve ucarel merkezi olan Ago-
ra’'vi Akropolisten bau voninde vuriverek gorebi-
lirsiniz. 205x120 metrelik bir alam kaplavan Ago-
ramn dogu kesimi Imparator Tiberiusa adanms.
Bau kesiminde. Hadrianus Hamamiarn ver alivor
Bu hamamlar alu salondan olusuvor. Bashea salon-
lar *Calidariumy’ (sicak oda). ‘Sudatorium’ (terieme
odas1). ‘Tepidarium’ (1thnma odasy) ve ‘Frigidarium’
(sogukjuk). Paul Gau-
din. bu vizvihin basin-
da vapug: kazilarda.
hamamin onlindeki st-
wnlu avluda cok saw-
da hevkel ve figtrit
sttun bulmus.
Hadrianus Hamamla-
nndan kuzeve dogru
ilerlerseniz karsiniza
bir dizi oda ve salon
¢ikar. Bu vapilann Ro-
ma cagindan kalmasa
6zel bir eve ait oldugu
sarubivor. Bizans cagin-
da-ise. Piskopos Sara-
yi'na donistiriimis
olabilecegi varsavih-
yor. 1962 vilinda orta-
va cikarilan Odeon.
Aphrodisiasn ivi korunmus vapiianndan biri. Bu
vapinin gecmiste tzeri Onilivmis ve daha fazla se-
virci sirasina sahipmis.

Ask ve Glzellik Tannicasina adanan tapmak. Ode-
on'un hemen kuzevinde ver abvor. Tapmagimn giris
stitunlanndan cogu bugin de avakta. Bu annsal va-
pinin insasina Hellenistik cagda baslanms. Tap-
nak. Imparator Augustus ddneminde tamamlannus.
Tanncanin hasar gormis bir hevkeli. Tapinak ile
Odeon arasinda. bir Bizans vamsinin temellerinde
bulunmus. '

Aphrodisias'in en etkilevici vapisi. hic Kuskusuz.
antk cagin en ivi korunmus Stadium’u. Bu vapi 1
veva 2. vizvilda inga edilmis. 30 bin sevirci alan bu
Stadium'un uzunlugu 262, genisligi 59 metre. Atle-

tizm vansmalan i¢in insa edilms olan vapi. Roma do-
neminin sonuvla Bizans doneminde Arena olarak da
kullandms. .

1961'den 1990'da Blimiine kadar Aphrodisias kazianni yiiriiten Prof. Dr. Kenan Erim'i
mezan antik kenttie bulunuyor/ Pro! D:. henas Enm. wne conguctec excavauon: i
honroasia; dron. 1961 untl b ceaw v 199G was burec e ancen: aty.

skene relates that the theatre was endowed by Zolios. a
manumitied slave of the emperors Caesar and Augusius.
and that it is dedicated 1o the people. Ta the right of the
skene are letters from the emperor declaring the privileged
status and bonouwrs accorded to the city. The orchestra pit
in the centre was deepened and transformed inte an
arena during the reign of Marcus Aureiins. The uild ani-
mais andg gladiarors who fought berc entered the siape

Sfrom the vault below the skene. During the Byzantine

perioc. the theatre served ¢ useful bur less spectacuiar

Junction as the city waste dumg.

The agora. whick was the administrative and commer-
cial bub of the cit. is on the western Side of the acropoils.
Covering ar area of 205 x 120 metres. the easiersi section
was dedicaied 1o the Emperor Tiberius. On the other side
are the Baths of Hadrian. a large complex of six rooms
including the calidarium (hot room . sudatorium (swea-
ing room,). tepidarium (cooling room) and frigidarium
(cold room ;. When Pau!
Gauchiii excavaled bere
at the ture of the cenin-
ry. he discovered many
siatues and carvatids n:
the arcaded courtvard in
[froni of the batbs
Turning northwards
from: the Batbs  of
Hadrian you come
across a series of small
and large rooms believed
1¢c belong t6 a Roman
villa of grand propur-
tions whiciz in Bvzantince
times was used as the
bishop’s palace. The
“odeon. whick was uncor-
ered in 1962. is one of
the best preserved buiid-
ings in Aphrodisias. It was once roofed and its rows of
seais would have accommodaied several bundred peopie
comportably.
The iempie dedicated 1o the goddess of love and beauiy is
Jusi north of the odeon. Most of the temple columns are
still standing today. Construction of this monumenie!
building commenced in Hellenistic times. and was coni-
pleted during the reign of the Roman emperor Augustits
A damaged culr statue of the goddess has been found 1
the foundations of a Byzantine building between the ien:-
ple and the odeon, :
The must iniposing monumen! at Aphrodisias is without!
doubi the stadium. whick is in a betier state of preseric-
tion than anyv other of its kind. Dating from the Isi or
2nd centwry. it seated 30.000 people and measured 26~
by 59 merres. Originally used for athietic competition:.
the staedinm served as an arena for the late Romans an
Byzantines. )

i
v
i
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Did you know that?

PRESENTATION (1)

Question forms

1

Work in groups. Answer the quiz!

()

~)()

o
P

ORI CN

)

. When did the Berlin Wall come

down? B

a 1985 b 1989 € 1990
Wher did the first American walk on
the moon? _

a 1961 b 1965 £ 196¢
Where are the Andes mountains?

Who did the actress Elizabeth
Taylor marry twice?

Who won the 106 metres in the
Seoul Olympics?
3 Ben Johnson
t Ed Moses
How many countries are there in
the European Community?

How much does an African
elephant weigh?
3 3-51onnes
t 7-9 1onnes

b Carl Lewis

b 5-7 tonnes

(=)

@

L~
—
_L)

(3

)

,\
-
ny

gy
)

(:

5 G

How fast does Concorde fly?
2 2.000 kilometres an hour
B 2.500 kilometres an hour
¢ 3.000 kilometres an hour

How tar is it from London to New
York?

a2 6.000 kilometres

b 9.000 kiiometrey

¢ 12.000 kilometres

How oid was Charlie Chaplin
when he died?

a7 b 83 ¢ 88

What languages do Swiss people
speak?

What did Columbus discover in
14927

What sort of music did Elvis
Presiey play?

a Jazz b Blues ¢ Rock'n'roll

3

iy
rs

D (

-
o

)

€

)

,,\
=
=

) (2

-
o

(s

What happens at'the end of the
story Cinderella?

What happened in Chernobyl in
19867
Why do birds migrate?

Which newspaper does Queen
Eiizabeth read?

Which language has the most
words?

a French

b Chinese

¢ Englsh




(3%

Listen and check. Listen carefully to the intonation 3 Listening and pronunciation

of the questions. Practise some of the questions. _
4 LR Tick (v) the sentence vou hear.

Grammar question I a Where do you want to go?
?
Underline the question words. b Why do you want to go?
Whi : . . . . a Where does she work? .
hich questions are in the Past Simple. and which are in W N
the Present Simple? b Where does he work?
) ) 3 a She walks to the bank.
. b She works in a bank. .
3 [n groups. write some general knowledge questions. 4 a He won the maich.
Ask the class! b Who won the match?
. 5 a Did she marry him? .
Practice b Is she married. Jim?
i 6 a How old was she?
1 Question words b How old is she? .
March a question word in A with an answer in B. 7 a Johnny Page played the guirar. .
i b Johnny Page plays the guirar.
A B , 8 a Where did you go last nighr?
. . A
When? " Five. | b Where do you go at night?
Where? . A book. i .
Who? " 60p. 4 Speaking
How? ! The new one in the High Street. Read the introduction about Lauret and Hardy.
How many? Because [ need it for my job. :
How much? © Jenny. |
What? . To the cinema. i
Why? © Bybus.
Which one? . Last Satrday.
2 Grammar

1 Purthe words in the correct order 1o make questions.
Then choose the correct answers trom list B above.

a cigarettes you many do a day how smoke?

b go vou night where did last?

They are calied El Gordo y el Flaco in Spain, Helan och Haivan in
Sweden, and Stanlio e Olio in italy, but in English they are cailed
Laurei and Hardy, the most famous comedy duc in cinema histary.

does petrol much a cost litre of how?

¢

“d last go you shopping did when?

Work in pairs. Your teacher will give vou some more
information about Laurel and Hardy. but you do nort have
the same information.

Ask and answer questions to complete the information.

e restaurant did go to which you?

f come today school how you to did?

Example
¢ shops did buy the at you whar? Student A Student B
Lauret and Hardy metin ... Laurel and Hardy metin
- - ; ?in 1926, Holl in ... A
h party to speak who did the at you? {Where?)in 1926 ollywood in .... (When?)
Student A Student B
i English want learn to you do why? - -
! Where did they meet? -)Qhey met in Hollywood. 1
2 In pairs. ask and answer the questions about yourselves. +— ( When did they meet? E

93
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PRESENTATION (2)
Adverbs

1 Look a1 the sentences.

Lunch is a guick meal for many people.
] ate my food quickiv and left the restaurant.

Quick is an adjective. It describes a noun.
Quickiv is an adverb. It describes a verb.

2 Are the words in talics adjectives or adverbs?

Smoking is a bad habit.

The 1eam plaved bad/y-and lost the maich.

Piease listen carefully.

Jane's a careful driver.

The homework was easy.

Peter’s very good at tennis. He won the game easiiy.
I know the Prime Minister weli.

My husband's & good cook.

1's a hard hife.

Teachers work hard and dor’t earn much money.

TR M OO o

& Grammar guestions

— How do we make regular adverbs? What happens when
the adiective ends in -y7
- Which adverbs are irregular?

Practice
1 Listening and speaking

1 Check the meaning of these adverbs in your dictionary.

quickly slowly
- carefully suddeniy
- quietly = immediately

94

2 Listen 10 a man describing what happened 1o him
in the middle of the night and put the adverbs in the
correct order.

3 In pairs. tell the storv again.

2 Grammar

1 Maich a verb or phrase in A with an adverb in B.
Sometimes. more than one answer 1s possibie.

do vour homework -1 fast

A | B |
rur {  hard ;
i s |
© work . early |
. i
| eetup i fluently |
{  speak two languages carefully i
|

2 Purt the word in brackets in the correct place in the
‘sentence. If necessary . change the adjective 10 an adverb.

2 We had a holiday in Spain. but unfortunateiy we had
weather. (terribie)

b Maria dances. (good;

¢ When ] saw the accident. 1 phoned the police.

(immediaie!

Don't worny. Justin is a driver. (careful;

Jean-Pierre is a Frenchman. He loves food. wine and

rughyv. (tvpical

Please speak. I can’t understand you. (slow}

We had a tesi today. (easy)

We all passed. (easy)

You speak Engiish. (good)

ol - TR Y

3 Correcting the mistakes

Each sentence has a mistake. Find it and correci it.

Where does live Anna’s sister?
What sort of music vou like?
What means scream?

Did they went out last night?

Do vou can help me. please?
When is going Peter on holiday?
I last night 10 the cinema went.
Do vour homework very careful.
You drive too fastly! Slow down!
j You're a beautifully dancer!

R N S - R S



VOCABULARY
Talking about a book

b Itis a good idea to read stories in English. You can read

at home, in bed. on the train. anywhere!

Mara read a story called The Monkey's Paw. Match a

question about the book with Maria’s answers.

i Questions about the book

What's the title of the book?
What sort of story s it?

Who are the main characters?
What's it about?

What happens in the end?
Did you enjoy it?

Do vou recommend it?

B W R R R

~d N

167

Maria’s answers

ug ™0 a0 g s

The son dies in an accident at work.

Yes. [ do.

Old Mr and Mrs White and their son. Herbert.

[t’s called The Monkev's Paw.

it’s a horror story.

Yes. [ did. It was very interesting.

A monkey s paw which is magic. It can give people
three wishes, but the wishes don’t bring happiness.

i

Listen to Maria and check your answers.

Here are four texts trom four books. Match A, B. and C.

He was very frightened now. He got
up and wentto the bathroom to wash
his face. He looked in the mirror and
screamed. Infrontof him, inthe mirror,
there was the head of a dead man. .
Therewerenaeyes. and nonose, just :
deep black holes. Then suddenly the
head came alive, andithegantolaugh.

i
forthe nextthirty years the Duke and !
Duchess lived in Paris. They gave |
parties and traveiled round the world, ;
but they never went back to !
3uckingham Patace. When King !
George died in 1952 and Queen Mary |
died in 1961, £dward returned to
Windsor for a few days. But Walilis

© ADETECTIVE STORY

A ROMANCE/ §
BIOGRAPHY :

stayed in France. i

Thatnightwe wentbacktothehouse. |

When we saw Helen Stonor’s lights,

Holmes and | got in quietly through ;
the window. Then we waited silently | AN ADVENTURE

inthe middle bedroom. We waited for
three hours and did not move.

. STORY

Suddenily we saw a lightand heard a
sound ...

‘Run!’the manthought."Move! Faster!
I can't stop now.’

Over the man’s head the night sky

i AHORROR STORY

was black and cold, and in front of

him were the trees. Tall, dark trees ...

‘I can hide there,” the man thought.
He looked behind him. He could see
the lights. There were five or six men.
Then he heard the dogs ...

{These books are part ot the Oxford Bookworm Series).
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READING AND LISTENING
A short story

You will read a story calied The Girl with Green Eves from
a buok of short stories from the Oxford Bookworm Series
calied One-Way Tickei.

Pre-reading

1 Do vou like train journeys? What can vou do on a train
journey that vou can’t do on a car journey?

[

De you like looking at peopie on trains?

Look at picture 1. s
Who are friends?

Who are strangers?

Who are husband and wife?

tad

What do vou think happens in the story?

Reading and listening

} Read and listen to part 1 of the story. Answer the
questions.

a Who 1s related to who?
b Who is who in the pictures? ety T
¢ Wha'. does Julie think of her husband? Juiie opened her eves and looked ar the baci page o
¢ What do vou think happens in the storv? tall dark man’s newspaper
' ' . o i
2 Read and listen to pant 2. Answer the questions. S 2
e What does Bilj do? What does the tall dark man do”
f  Why does Julie read the back of the newspaper?
¢ Does she ook into the tall dark man’s eves the first
time? And the second nme?
h  What does she think of the tall dark man?
3 Read and listen to pant 3. Answer the questions.
i What happens when the train arrives at the station?
J  Who sees Julie get off the train?
k ‘People don't always need words. voung man.” What
does the mother mean?
Why does Julie leave her husband? o ; ? i
! by d¢ ba Green eves looked inro dark brown eves for a long, |
nminuie.
Vocabulary PR

Which parts of the body are in the story? Which parts
especially? Why. do you think?

Speaking

1 Work in groups of three. Student A is Bill. Student B is
the Tittle girl. and Studem C is the girl’s mother. Practise
the dialogue from ‘Where's Julie?" 10 the end.

|3

Look back at the questions on page 95. Use them to ask
and answer about The Girl with Green Eves. Retell the
storv in the Past Simple.

96
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The Girl with Green Eyes
® EVERYDAY ENGLISH
Part1

‘Of course,” the man in the brown hat said, 'there are good Catching a train
policemen, and there are bad policemen, you know’ 1 Ann lives in London. She wants to go to Newcastle for

W{ou’l re rigl}_t,’ the voung man said. Yes. That's very the day and decides w0 go by train. She phones the British
true. Isn't it. julie? Rail Taiking Timetable Service.

Julie didn't answer and looked bored. She closed her

aves. Listen and complete the timezable. Notice we
There were seven peoplie in the carriage. There was the often use the twenty-four hour clock for timetables.
man in the brown hat; the voung man and his wife, Julie; a

mother and two children; and a tail dark in an 7.00 in the moming = 0700 (oh seven hundred hours)

expensive suit. T
The voung man’s name was Bill. He had short brown gE;AQL%Rg g%gs ﬁﬂl\?:z\\//\‘l\é /-\lS”)fnLEE

hair and a happy smile. His wife, Julie, had long red hair .

and very green eyes — the colour of sea water. They were M700 i ]

very beautiful eyes.

{1130

Part?2

] -

{0950

Billand the man in the brown hat talked and taiked. The tall |
dark man took out his newspaper and began o read. Julie f
opened her eves and looked at the back page of his
newspaper. She read about the weather in Budapest and 1200
about the footbail in Liverpool. She wasn't interested in the ~
weather and she didn't like football, but she didn't want to &Y. 3 — S
isten to Bill and the man in the brown hat. ‘Taik, taik, taik,’ & ey NN

she thought. ‘Biil never stops taiking.’ < : -

Then suddeniy she saw the tail man’s eyes over the top ; .
of his newspaper. Sie could not see his mouth, but there
was a smile in his eyes. Quickly, she iooked down at the
newspaper again. She read about the weather in Budapest
for the third time. Then she looked at the tall man’s hands.
Thev were long, brown hands, verv clean. ‘Nice hands, she
thought. He worea very expensive Japanese watch. ‘Japan,’
she thought. T'd like to go to Japan.” She locked upand saw
the man’s eves again over the top of his newspaper. This
time she did not look away. Green eyes looked into dark
brown eyes for a long, slow minute.

]
N
[
~

N [ (I (|

a

Part 3

Bill and his new friend went to buy something to eat and
drink. The train was nearly at Plymouth. The tall dark man
stood up, putthe newspaperinhis bag, and left thecarriage.

The train stopped at the station. A lot of people got on the 2 Ann goes to the [nformation Office at King's

train, and two women and an old man came into the Cross station. She wants to know about train times back

carriage. from Newcastle. Listen and complete the conversation. |
The train moved slowly away from Plymouth station, o )

and Bill came back to the carriage. ‘Where's Julie?” he said. A Goodmoming. (@) _________ thetmesof

‘She’s not here.’ trains (b) Newcastle. piease?

The little girl looked at Biil. ‘She got off the train at

Plymouth, she said. ‘With the tall dark man. [ saw them.’ B Afternoon, evening? When (c) ?
‘Of course she didn't!” Bill said. ‘She’s on this train. She A About five o clock this afternoen.
didn’t get off.’ ) )
“Yes, she did,” the children’s mother said suddenly. ‘1 B About(d)_____ .Right. Let’shavea
saw her too. The tall man waited for her on the platform.” ‘ s .
‘He waited for her?” Bill's mouth was wide opin. ‘But... look. There's a train that (e)
But he read his newspaper all the time. He didn't taik to 1.45. und there's () at 5.25.

Julie. And she never talked to him. They didn’tsay a word.’
‘People don't always need words, young man, the
children’s mother said. )
‘But [ don’t understand,” said Bill. ‘She’s my wife. Why
did she go? Why did she leave me? Whatam I going to do?’

A And (g) get in?

Back at King's Cross at 7.15 and (h)
Thanks a lot.

> @

(Adapted from a story by jennifer Bassett) . |
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3 Ann poes 1o the ticket office. Put the lines of the "
conversation in the correct order.

GRAMMAR SUMMARY

Question forms

When dic Cotumcus aiscover Amenice”
Where are the Anges’

Who did sne marry?

How a0 vou get 1¢ scnoo!l?

What do vou nave for breakiast?

What nappens at the enc of the storv?
Why go you wan: 1o learn Engiish?
How many neopie are mere 1 ihe class”
How much goes sne earn”

How far 15 1710 the centre?
What sort of gar dg vou nave”

Which newspaper

ac vou read?

Adjectives and adverbs

Hello. I'd like 2 ticket to Newcastie. please. Adjectives Gescribe nouns.

4 Look at the noticeboards ar the railway station
and listen to the announcement. Correct the mistakes.

Some adverbs are irreguiar.

ARRIVALS :
" R . gooc well
FROM. .+ PLATFORM TIME @ @ REMARK harc narc
I - 0530 KX 0 me
ast fast
IO - 0N DD e o DETE w
B Novwcastie [ 0525 KXY Deiay 30 mins Prepositions

B Dariington - E

g Peterborough g :
B nowcosic B
- o

98

IYE] © ©

. DEPARTURES
DESTINATION  « PLATFORM TIME @ ® REMARK

0825 R R M Ready
(0840 LR Ready
T « « I

What's the story about?

What happens in the end?

What do vou think of Peter?

I want 10 26 round the world.

A gir! with greep eves.

Are vou interested in baliet?

The train 1= on time.

The train icaves from plattorm ¢

Study the Word List tor this unii on page 12

: 1 a

___ A 1 want1o come back this evening. so a day return. a big dog

! ___ C How do you want 10 pay? a careful driver

¥

| — A Re‘“‘f“" pleasc. - Adverns describe verbs.

f ____ C Here’s vour change and vour tcket. o .

| __ C Single or remurm? She ran quickly.

| A Twenny. forty. sixty pounds. He drives too fast.

‘ — C Day rewumn or period return? To form regular adverbs. add -/v 1o the adjective.

, A Cash. please. Words ending in-v change 10 -iiv.

; ___ C Fortv-cight pounds fifty. piease.

' 1! A Thank vou. Adjective Adverb
Listen and check. Close vour books. Try to quick auickiy
remember the conversations! In pairs. practise saying bac nadiy
them. careiu saretuliy

easy easiiy
immediate immediately
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APPENDIX 12

ANKET
Admiz ve sovadmiz:
Aldigsmz kursun ady
Ogretmeninizmn adi:

Bogazii Universitesi-Deulcom Projesi'nin degerlendirilmesi igin katkdanniza gersksinim
duymaktayiz. Litfen asagidaki sorulan vannlayimz:

1. Kursa bagladiiruzda [ngilizee biiginiz nasiidi?

a. ;ok iyt c. nomm

b, tyi d. kéti
2. Kurs, Ingilizce alanindaki ihtiyaglanmiza cevap verebildi mi?

3. ok fazia b..yeter: xadar c. gok faziadegil d.hi¢
3. Kursu bitirdikten sonra Ingilizee bilginizi nasil degeriendinyorsunuz_

a. gok iy1 c. normal

b. iyt d. ko

4. Ingilizee kuilammi agisindan, kendinizi daha gelismis ve bagimsiz buluyor musunuz?
avet D. hayir

5. Xursun sonunda, hangi dil aianlannda kendinizi dahe gelismig hissediyorsunuz?

a. kelime biigisi d. yazma becerisi
b. gramer bigisi ¢. okuma becerisi
<. konugma hecerisi f dinleme becarnsi

. Kursu sizin ;ahgmayr ditgindiigiiniiz alanla ne kadar ilingli buldumuz?
a. gok fazia b. veteri kadar c. gok fazladegl d. hig

N

7. Xurs sizin mesielc bilgi alanmdaks ihtyaglanmza cevap verebildi mi? _
1. ¢ok fazia b. veten kadar c. ¢ok fazladegil 4. g

8. Kurs siresi yeteril mivdi?
a. avet b. hayir

2 Materyaller ve ders igi aktiviteleri gabigmayr diigindigtiniz meslekie ne kadar :iinaii (uygun)?
a. gok fuzia b. yeteri kadar c. gok fazla dedi  d. hig

10. Matervyaller ve ders 11 aktiviteler zor muydu? ‘
a. ok fazia b. veteri kadar 2. ok fazladegl 4 hig

11 Materyailer ve ders igi akuviteler dging miydi? A
a. cok fazia 5. yeten kadar c. ok faziadedi 4 hig
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12. Kursa baglarken beldentileriniz nelerdi? (birden fazla segene isaretleyebilirsiniz)

a. Ingilizcemi gelistirmek ¢. sertifika almak
b. mesieki biigimi gelisurmek  d. meslek sahibi oimak
¢. kendimi gelisuirmek e. diger (beitrniniz)

. 12, maddede belinuginiz beklentileriniz ne kadar gerceklesti? {sertiftka almak ve meslek sahibi
oimak maddeleri disinda).
a. ok fazia b. veten kadar c. ¢ok fazla degl d. hig

o
(V%)

14. Kursu genel olarak nasi degerlendiriyorsunuz?
a.cok veterh b.yeterli c.fazla yeterli de@il d.hic veterli degil
SEIHM PrOGrAMI i e e e
sire i s e,
Sgrepm 2OTeviiSl 0 i e e e e
ders matervallemn e
. Bogazigt Universitesi-Deulcom  ............... e e e,
kurs voneumt
LdIZEr e e

@ fp oo R

e

15. Bu kursun daha verimli cimast igin Snerilerimiz nelerdir?

15. Hendeki meslek: hedefleriniz nelerdir?
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