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Abstract

Among the initiatives to provide effective all-encompassing learning experience is by
including internship or industrial training programmes for undergraduates. While it
is expected to equip students with important work-related skills, it too could result
in negative impacts if it is not being properly managed. This article presents the
findings of a study which identified issues and challenges faced by Psychology
undergraduates in Malaysia while completing their industrial training. Using
qualitative research design, the study gathered information from nine participants
who responded to standardized open-ended interviews. 11 major themes,
categorised in three different issues and challenges have been identified, namely
departmental-related, workplace/organisational-related and personal-related
matters. The findings are expected to help scope the underlying issues and
challenges of industrial training programme in local universities. The findings can
inform the context of each problem which can be further understood and
acknowledged by university officials, useful for them to design necessary
interventions such as workshops to discuss the ways to improve industrial training
system for university students.
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Psikoloji Ogrencilerinin endiistriyel egitimde yasadiklari

sorunlarin ve zorluklarin belirlenmesi

0z

Etkili ve kapsayici bir 6grenme deneyimi saglama girisimleri arasinda lisans
dgrencileri icin staj veya endstriyel egitim programlari yer almaktadir. Ogrencilerin
meslekle ilgili ©nemli becerilerle donatilmalari beklenirken, siirecin diizgiin
yonetilmemesi de olumsuz etkilere neden olabilir. Bu makalede, Malezya'daki
Psikoloji lisans dgrencilerinin endiistriyel egitimlerini tamamlarken karsilastiklar
sorunlari ve zorluklari belirleyen bir calismanin bulgulari sunulmaktadir. Nitel
arastirma deseni kullanilarak, standart acik uclu goériismelere cevap veren 9
katiimcidan bilgi toplanmistir. Béliimle ilgili, isyeri/6rgiitsel, ve kisisel olmak iizere 3
farkli kategoride 11 ana tema belirlenmistir. Bulgularin, yerel Gniversitelerde
endistriyel egitim programinin altinda yatan sorunlari ve zorluklari ortaya koymasi
beklenmektedir. Bu calismanin sonuclari, ({niversite gorevlileri tarafindan
endistriyel egitim sistemini gelistirmenin yollarini tartismak igin calistaylar gibi
gerekli organizasyonlari tasarlamalarinda faydali olacak sekilde, tiniversite yetkilileri
tarafindan daha iyi anlasilabilecek ve kabul edilebilecek sorunlarin baglamina isik
tutabilir.

Gonderim
11 Mart 2020

Kabul
09 Mayis 2020

Anahtar kelimeler
endustriyel egitim
Psikoloji 6grencileri
sorunlar ve zorluklar

Onerilen APA atif bicimi: Hamdan, I. N., & Rahman, S. A. (2020). Psikoloji dgrencilerinin endistriyel egitimde yasadiklari sorunlarin ve
zorluklarin belirlenmesi. Language Teaching and Educational Research (LATER), 3(1), 1-15. https://doi.org/10.35207/later.720012
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Introduction

The primary aim of any educational institution is to provide effective all-encompassing
platform for students to have meaningful learning experience. A holistic degree programme
entails curriculum which equip students with competencies that enable them to fare well after
graduation, especially in the world of work. Among the initiatives is the provision of industrial
training programme for undergraduates which involves experiential learning in the real work
settings. It is a learning opportunity for students to convert the knowledge gained in classes
into practice, an avenue that prepares themselves to become competent workforce in the future
(Omar et al., 2008). Stated another way, industrial training helps substantiate students’
knowledge and skills with desired abilities. In ensuring effective implementation of industrial
training for students in an academic programme, higher education provider should be looking
at the best way to attain the industrial training outcomes. Though industrial training has
brought in many desired outcomes, its effectiveness could be further improved if its
implementations at all levels could be assessed. In this regard, past studies such as by Collins
(2002) and Renganathan et al. (2012) found that industrial training or internship formed
essential component of education as it exposed students to necessary experiences and
professionalism. They also found issues and challenges that students encountered during
attachment in placement organisation, and even before it. A bad industrial training experience
could decelerate students’ progress and interest in completing their attachment; or easily turn
them away from the industry in which they were trained for (Fox, 2001). If such scenario
persists without being judiciously addressed, the expected outcomes of industrial training are
difficult to attain. Hence, there should be effort to address the phenomenon, underscoring the
essentiality to identify problems, needs, and expectations of students who undergo industrial
training (Ko, 2008).

In relation to the above, there have been numerous studies that identified the issues
and challenges of industrial training or internship programmes in educational institutions, but
most of them were conducted outside Malaysia, e.g. by Effah et al. (2014) at a polytechnic in
Ghana, and Bukaliya (2012) in Zimbabwe Open University. The limited past research in
Malaysia studied industrial training among students of University of Malaya and University of
Kuala Lumpur (Pillai & Yussof, 2007; Sasila & Mahmood, 2017; Sinnasamy & Nasir, 2015). The
findings highlight issues related to the process to acquire job related skills by the students, not
so much on personal or organisational challenges they faced. Based on the available literature,
only a few studies underlined the issues and challenges of industrial training, focusing on
students’ or stakeholders’ perceptions towards industrial training (Akomaning et al., 2011;
Renganathan et al., 2012), students’ practicum performance (Jamil et al., 2013) and students’
generic skills development throughout their internship experience (Rodzalan & Saat, 2012).
Despite the complaints concerning difficulties that the students face when undergoing
industrial training, there has been less research conducted to identify issues and challenges
faced by undergraduates in Malaysian universities. Narayanan et al. (2010), and Wan et al.
(2013) who studied the effectiveness of Industrial Training programme found some issues and
challenges of industrial trainings coordinated by universities around the world. Nevertheless,
there is yet enough information from the perspective of Malaysian universities.
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Industrial training in any placement organisation may not always provide learning
situations for interns. There have been issues and challenges of industrial training programme
reported by students across the globe, including Malaysia. The following are the issues faced by
students undergoing industrial training programme, as identified by past research.

Issues with duration of industrial training

Bukaliya (2012) found that the majority of students in Zimbabwe Open University
reported that internship duration is deemed short and conducted concurrently with other
course works. Such situation caused the students to have insufficient time to apply knowledge
into practices, for they have to give priorities of completing other courses. Renganathan et al.
(2012) found that a small percentage of students from a university in Malaysia reported low
ability to apply theoretical knowledge into practices and low opportunities to attain business
insightfulness during industrial training placement.

Issues with supervision

Limited supervision by academics or instructors in university has been found to cause
ineffective management of industrial training. This happens before and during the placement
of industrial training. Students in a Malaysian university reported that they received
insufficient information by university industrial training coordinators before they went to
placement organisation (Sasila & Mahmood, 2017). Students in a Turkish university reported
that their academic supervisors could only have short site visits to assess their work, causing
less opportunity for them to show their job performance, and in turn, decrease their motivation
to apply knowledge or accomplish task in the organisation (Collins, 2002).

Besides the issues with university supervisors, students also face problems with site
supervisor, such that has been reported by Effah et al. (2014) on students of a polytechnic in
Ghana. The poor supervision by site supervisors lead them to hold an impression that industrial
training programme is burdensome, yet do not yield much benefit to them. Students in an
Estonian University reported that they did not receive adequate performance feedback from
site supervisor, let alone the guidance to improve work performance (Pill & Pilli, 2013).

Issues regarding the nature of job in placement organisation

The nature of job in placement organisation, which relate to working hours, financial
allowance, and work engagement have been found to be important aspects of industrial
training students. Although students from a liberal arts college in the north eastern of United
States reported that the rigidity of working hours and absence of allowance have no significant
impact on their level of satisfaction, these factors were still taken into account before they
decided to accept the offer for placement (D'abate et al., 2009). Students in Northern Taiwan
universities reported their inability to engage in the work accomplished by employees in the
placement organisation, hence have less chance to learn industrial techniques during industrial
training. This hampers the objective of exposing students to necessary work techniques,
professional skills and industry experiences which are vital for their future careers (Ko, 2008).
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Issues regarding relationship with employees at placement organisation

The positive attitudes and cooperation of co-workers at placement organisation have
been found to play important roles in nurturing learning among students during industrial
training (Ko, 2008). On the contrary, their prejudicial attitudes and discriminatory behaviours
may hamper the students’ process. The latter has been reported by a group of tourism students
in Turkey whose workplace social experiences had been deteriorated by unqualified co-
workers at their placement organisation (Kusluvan & Kusluvan, 2000).

The above review provides brief account on the issues and challenges with regard to
industrial training programme experienced by university students around the world. In
providing adequate information that could be used to design effective interventions towards
improving industrial training experience for Psychology undergraduates, this study was
conducted to identify the types of issues and challenges faced by Psychology undergraduates in
Malaysia when undergoing industrial training.

Methodology

Research design

Information from the participants was gathered using qualitative research design, a
method suitable in providing textual descriptions of a research issue instead of numerical,
enabling the researchers to uncover the meaning of participants’ experiences, hence answer the
research questions (Merriam, 1998). It adopted the Standardized Open-Ended Interview
method to attain the participants’ responses. The wordings and term arrangements of a
standardized open-ended interview question was immensely structured as it was broken down
into specific aspects of industrial training enabling participants to fully express their viewpoints
and experiences (Turner III, 2010); and in turn provide rich open-ended responses for the
research (Gall, Gall, & Borg, 2003).

Participants

Nine Psychology undergraduates (first degree university students), aged 22- to 26-years
old, who have completed their industrial training have been selected to participate in this
study. The recruitment process adopted two sampling methods which, the first one, is
convenience sampling, a type of non-probability or non-random sampling where the target
participants met certain practical criteria, such as easy accessibility, geographical proximity,
availability at a given time, or the willingness to participate for the purpose of the study
(Dornyei, 2007). Another method is the snowball sampling where the next participant was
attained through one of the participants (a locator) who started a snowball by contacting
respondents personally known by the participant, or acquaintances that fitted the research
criterias (Biernacki & Waldorf, 1981). They were one male and eight female Psychology
undergraduates in which three of the participants were international students (Turkey, Egypt,
Yemen) while the others were Malaysian students.

Data collection procedure
The participants were firstly approached through the “‘WhatsApp’ application and once
they have agreed to partake in this study, a face-to-face meeting was arranged for the interview
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purpose. At the meeting, the participants were provided with informed consent form which
describes the research study; its possible risks; the benefits of participation in the study; the
participants’ rights as well as protection of confidentiality (Grundmeyer, 2012). The
standardized open-ended interview began after the researcher and participants reached a
mutual understanding on the interview protocol. The interviews that took place within the
university compound itself have been audio-recorded, allowing the researchers to have
complete transcripts for all interviews (Merriam, 1998; Rubin & Rubin, 1995). The researcher
spent around 10 to 15 minutes with each participant. Recruitment of participants and
interviews of participants have concluded after data saturation point was reached, in that
information received from the participants has become redundant (Merriam, 1998).

Interview protocol

All the participants received an identical set of questions which covered three aspects
of industrial training experience. Based on a study by Mihail (2006), the protocol was
developed to encompass the three aspects which require the participants to provide
information on their experience of industrial training. The identical set of questions as adopted
in Mihail (2006) that have been responded by the participants in this study were as follows:

1. Assess your industrial training experience during the recruitment phase.

2. Assess your industrial training experience during the entry process (induction,

supervising & trainings).
3. Assess your industrial training experience during the completion phase.

Data analysis

The issues and challenges of industrial training among the participants that have been
found were carefully derived, extrapolated, and scoped into different themes. A thematic
analysis was applied to do the analyses as it could provide a robust, systematic framework for
coding the qualitative data. The codings have been used to identify patterns across the dataset,
analysed in relation to the three research questions (Braun & Clarke, 2014). The analysed data
would be readily accessible, even to those who are not part of academic communities.

The analyses of the information gathered from the nine participants were made by
perusing the transcripts, which have been reviewed by the researchers for several times to
detect the “recurring regularities” (Grundmeyer, 2012; Merriam, 1998). Quotes and phrases
from the transcripts that were significant to this study have been highlighted (Grundmeyer,
2012). The constant comparative method (Glaser & Strauss, 1967) was also used in this process
whereby the transcripts have been scrutinized back and forth until the related categories
emerged, and were seen as consistent, yet distinct (Grundmeyer, 2012; Marshall & Rossman,
1989). Next, a table has been developed to place the particular data expressed by each
participant under the respective category and to carefully generate the suitable themes in
relation to the research question of this study. Finally, the categories have been integrated and
refined into solidified themes (Strauss & Corbin, 1998) and the themes were further elaborated.
The finalized themes are reported in the findings section.
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Findings
The objective of this study was to identify the issues and challenges of industrial
training among IITUM Psychology Undergraduates. Based on the procedures that have been
conducted by the researcher, participants’ experiences and thoughts have provided meaningful
insights in answering the three research questions. 11 themes of findings have been identified,
described under three categories of issues and challenges, namely issues with university,
placement organisation, and personal management.

Issues with the university

The issues with university appear to be attributed to a number of areas that involve
preparation to undergo industrial training. The issues reported by the participants are
presented below:

Lack of guideline on the ways to secure industrial training placement

Participant 6 claimed that most students have vague knowledge about the types of
places or organisations that they could apply to do industrial training. The participant said that
the preparation for industrial training, including to find a place to do industrial training was
already a bit vague for them, that students did not really get help when searching for
placement organisation. Participant 5 said: "Well from my experience, actually university
didn’t really prepare us enough because my friends and I did not really know what to do in
securing a place for industrial training. So, we ended up going to counselling unit and asked
them about what should we do, about how to write our resume”.

Lack of exposure to related field/work settings

Seven out of nine participants reported lack of exposure to the work settings in terms of
job related to the field of Psychology. In fact, they were not sure if the tasks they were doing
were part of the job related to the field. Participant 1 reported that many of the students felt
that they were exposed to more skills when doing community project in the university, instead
of being exposed to the skills while undergoing the industrial training. Their work they deal
with at the placement organisation do not really reflect psychology-related work.

Participant 3 expected that there should be a dedicated course which equip students
with psychological work setting. It was so hard for some students to find placement
organisation because of the limited areas of knowledge in Psychology that they have acquired.
They found that all the placement organisations they approached need counselling. Not taking
certain courses, especially Counselling Psychology, had made them being rejected by the
organisations.

Another participant claimed that the University courses did not adequately prepare her
to carry out tasks at the placement organisation. Some basic psychology skills, such as
Counselling Psychology, were conducted without including the skills part. She is of the view
that some courses should be made as pre-requisites to industrial training programme. The
absence of such requirement will create difficulties for the student to fare well at the placement
organisation for they do not have the skills to apply when given specific tasks. Participant 7
who underwent industrial training in another country reported the same, hence chose to apply
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for placement outside Malaysia as she wanted to be given more practices on Psychology-related
job skills there.

Insufficient inputs received from internship coordinators during industrial training

Six out of the nine participants reported that the university did not adequately help
students to perform well at work settings. The other lamented that the department did not
provide clear framework for the job which should be accomplished by Psychology students,
causing many organisations to be unprepared to accept Psychology students. They are unsure of
the area of work activities which could be performed by Psychology students at their
organisations. They were also not told over the options of placement organisation that they
could apply for, or places that would accept them. Finding a placement organisation was a
personal search, with the help of seniors who have completed industrial training.

Participants reported that they received little to no inputs on the nature of work to be
accomplished, from the coordinators throughout their industrial training period. Participant 7
reported that despite having a good academic supervisor, she did not receive many feedbacks or
comments, making her and other students to feel a bit worried on how to accomplish task upon
getting the assignment at work. Participant 8 reported that her supervisor did not really keep in
touch with her so she would only need to submit the weekly activity logbook. Despite the
submission, the supervisor still did not reply to her, or provide any feedback on the ways to
improve the activity logbook, let alone the assigned work that she accomplished. That said, the
students did not learn much on the ways to change, develop or improve their work skills. She
described the department to be ‘quite messed-up’ and reported that, “the department doesn’t
really focus on industrial training students. They just gave information through WhatsApp
group, although some of the information was sometimes misleading. The information is like
scattered. It’s not very organized”.

The participants expected that there should be (a) good link between University and
potential placement organisations, informing them of the nature of industrial training for
Psychology students; and (b) provision of more insights for students so as to help them doing
effective seeking process for industrial training organisation. As mentioned by Participant 5, “I
feel the university can get, or the department can get more involved in helping Psychology
students in particular, during their hunting for placement”.

Overwhelming number of required completion hours

One participant reported that the number of industrial training hours that students
have to complete is overwhelming. Some students had difficulties to meet the hours because
some of the placement organisations have different structure or schedule of working-hours. In
effect, some could not complete the required industrial training hours at the end of the three-
month duration. Participant 1 said “I got swamped by the end of the internship because I did
not complete my hours. I was working according to the centre hours which was not enough
according to the time requirement set by our department”.
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Issues with placement organisation
Performance of unrelated tasks

The inability to practice or apply psychology knowledge and skill is another issue
reported by the participants. Participant 1 said “we don’t get to practice what we have learned.
Even if you're working in a private clinic or in hospital, it is rare for you to get the chance to
apply Psychological principles”. Some participants reported their involvement with officers
who conducted Psychology-related programmes, assisting the team with general tasks, like
creating posters, assisting the running of programmes and facilitating discussion. Nevertheless,
many reported that they were involved in limited extent of psychology-related tasks.
Participant 6 lamented that many industrial training students were not being trained to do
psychology related task for most of the tasks are related to clerical work, and administrative
job.

Four out of nine of the participants complained about having to carry out many tasks at
the placement organisation, most of them are unrelated to their field of study. A participant
reported, she had to do administrative work instead of being given ‘meaningful’ tasks. The tasks
were not related to the field of psychology at all. She felt that she was wasting time when she
was actually finishing someone else’s work. The management of placement organisation did not
take the student’s background into consideration, but would assign the students to do any tasks
(e.g. photocopying documents, checking letters) just because they are attached there for
industrial training.

Lack of professionalism among employees in placement organisations

Another issue is the unprofessional behaviours or lack of work ethic shown by
employees at the participants’ placement organisations. Among other things, three out of the
nine participants reported that (i) They were not informed of the expected time to start work,
other than the official work office time stated in the industrial training offer letter. Participant
2 told that she was scolded for being late although she came half an hour before the time
stipulated in the letter. Besides, (ii) they encounter many incidents when employees spend
time to gossip among each other, backbiting their own colleagues for some mistake a person
did, instead of approaching the person to personally give advice. A participant reported that
some participants (iii) found some employees revealing confidential information about their
clients, including the clients for counselling session. They found (iv) lack of integrity among
some staff, such as clocking-in early but leaving for breakfast afterwards, only to come back
hours later, even at 11 am. They will go out again for lunch after that, only to set bad example
for the industrial training students.

Unreasonable demands by the placement organisations

Participant 6 reported that his organisation was being unreasonably demanding to
industrial training students, such as requiring them to (i) send resume by hand during the entry
stage; (ii) be in the office or at the site by six o’clock in the morning, (iii) do all clerical works,
and (iv) handle various tasks on event management instead of employing a clerk. Participant 5
was of the view that some organisations agreed to accept industrial training student just
because they could have cheap labour, “so they can have many helpers to do their work in the
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organisation, not really to train the students but to use the students”. Participant 2 added, “I
feel like I'm just doing the part time job there, as a clerk without receiving allowance”.

Challenging workplace environment

Four of the participants appeared to have issues with their workplace environment.
Participant 1 reported that there were too many industrial training students in one
organisation, causing some to be left behind when jobs were being assigned among the
industrial training students. For small organisations, they have to make decision independently
without having to consult any external parties, causing some mistakes in the decisions they
made. Students also complained of non-conducive work environment, somewhat that made
them feel unwelcomed at the workplace. A male student reported that he would easily get
bored at work because the job assigned to him is something easy or light. He viewed industrial
training as an experience which is not academically contributive. For international students,
language barrier is a challenge for them. They had to work with employees whose English
proficiency was not good. Participant 3 was unable to accomplish many tasks as she faced
challenges with the language. She mentioned that, “I learned about Counselling, like CBT
(Cognitive Behavioural Therapy), 1 have session with the drug addicts. My supervisor taught
me about CBT. I learn this all from him but in Bahasa Melayu. So it’s difficult because they
used terminologies which are different from what we learnt at the University”.

Difficulties with site supervisor

Almost all participants in this study had issues with their site supervisor. Participant 5
said that she did not receive adequate training because there was no work instruction from
supervisor who was absent from office (due to annual leave or sick leave, or site supervisor, or
late coming to work). Supervisors did not give much attention to student because they were
highly busy, being too occupied with actual work rather than supervising students. Another
participant reported that her supervisor was unfriendly, tend to show negative pattern of
relationship with students.

Some supervisors expected undergraduates undergoing industrial training to accomplish
tasks which could only be assigned to Psychology graduates. Participant 4 reported that her
supervisor expected students to already have the knowledge on clinical session, despite the fact
that they have not taken the subject. The supervisor then took the effort to teach the student,
teaching him about the area of Clinical Psychology, and basic skills in clinical session.

Issues with personal management
Individual setbacks

Participant’s individual self is the source of complications while completing their
industrial training programme. Some participants reported that individual personality traits,
e.g. anxiety, and shyness caused their delay in securing industrial training placement. Students
with such traits prefer sending email to calling the organisation by phone when applying for
the placement. Besides, language barrier also caused difficulties to international students whose
native language is different from that of the employees in the placement organisation, like
Arabic or Malay. This is the case for an international student in Malaysia, and a Turkish
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student in Turkey-Syria border. Besides the language barrier, another issue is personal
management. Participant 9 struggled with self-discipline, such as having problem waking up
early in the morning. She also experienced sickness during practical training, requiring her to
go to the hospital a couple of times, resulting in additional number of industrial training days to
make up for.

Location of placement organisation

Three out of nine participants went through complicated experience related to their
workplace location. Participant 5 reported that, “So, for the recruitment at first, since I live in a
small town, it was actually quite hard for me to find a placement for my internship, because
there was not many choice”. She ended up completing her industrial training at a government
organisation, in which, she did not fully enjoy. Participant 7, being an international student,
also encountered an issue to secure a placement in Malaysia. She stated that “As I see for
international student, it was not easy to find internship place because many companies request
for applicants who understand and speak Malay language”. Thus, she preferred to look for
internship places in Turkey and managed to complete her industrial training there. On the
other hand, participant 9 claimed that her workplace is quite far away from her home, which
therefore, led to her lateness of coming to work. She reported, “So, maybe due to distance, I
spent much time commuting rather than spending time in the office. I would have like four
more hours or something in my day to commute”. In addition, she also stated that she did not
have much time to do anything else during her industrial training experience due to her
obligation to wake up earlier than usual.

Discussion

This study found 11 major themes of issues and challenges faced by Psychology
undergraduates when undergoing industrial training programme. The responses provided by
the participants have, to a good extent, answered the research questions, hence described the
participants’ issues and challenges. Their responses have also indicated their views on the
weaknesses with their industrial training; and assessment on whether their industrial training
experience helps improve their academic performance and personal skills. This section
discusses issues and challenges in comparison with some of the findings from past literature;
and extrapolates the strength and weaknesses of industrial training from the participants’
responses.

The issues and challenges reported by the participants are related to the roles of the
university, characteristics of placement organisation, and students’ personal management. In
terms of issues with the university, it was found that the students reported lack of guideline on
the ways to secure industrial training placement, lack of exposure to the Psychology related
field or work settings that are suitable for them to apply for industrial training, and insufficient
inputs received from the University internship coordinators during industrial training. This is
what Sasila and Mahmood (2017) found in their studies amongst students of Universiti Kuala
Lumpur (UniKL). The students claimed that the internship coordinators provide insufficient
information preceding their practical training.
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The other issue is on the overwhelming number of hours required by the university for
the students to spend in the placement organisation, contrary to the findings by Collins (2002)
and Bukaliya (2012). Collins reported the majority of students in a Turkish university found
that their placement organisations have provided a combination of academic knowledge as well
as “practical experience. Similarly, Bukaliya found that most students from the Zimbabwe
Open University considered the internship duration as short and that they must struggle in
completing it which was taken concurrently with other courses.

The issues which are linked to placement organisation involve the students’
performance of unrelated tasks. The same phenomenon was discovered by Sasila and Mahmood
(2017) who found that students of UniKL believed that the task given to them during their
industrial training was not related with their field. Besides, participants in this study also
reported the lack of professionalism among employees at placement organisations, as well as
unreasonable work demands imposed by placement organisations on industrial training
students. This was the opposite to Bukaliya’s (2012) finding that industrial training students
viewed their placement organisation to have helped them in understanding theories learnt in
classroom, and enhanced their knowledge which are relevant to their particular area of study.
The participants in this study indicated that their placement organisation did not allow them to
apply any psychological concepts learned at the university. Similar findings was reported by
Renganathan et al. (2012) who found small percentage of 247 students in Malaysia rated low on
their ability to apply theoretical knowledge to their practices at placement organisation.

Participants also reported difficulties with their site supervisors, somewhat similar with
the experience of students from Kumasi Polytechnic who reported poor supervision from their
supervisors in placement organisation (Effah et al., 2014). Likewise was the case with the
findings by Pill and Pilli (2013) who found that several students from University of Tartu,
Estonia claimed that their placement supervisor did not provide feedbacks on students’
performance or the feedback was not adequate. Despite not being academically contributing,
industrial training supervisor did not provide enough information for improvement of their
work skills. On the contrary, students in Taiwanese universities have gained positive impact
from their placement, in that they have formed good relationship with co-workers and learn
industrial techniques during industrial training (Ko, 2008).

In terms of personal management, the participants reported their individual setbacks
that hinder satisfactory attainment of the industrial training. The inability to apply or utilize
psychology knowledge at workplace appears to be one of the major issues or challenges faced
by the participants . The students reported that they would easily get bored due to the easy or
light nature of job assigned to them. This was just the opposite to Bukaliya’s (2012) finding that
the students in his study reported that industrial training was beneficial in that it boosted their
motivational levels among the participating students. Another challenge is the participants’
difficulty to commute to the location of placement organisation. This is contrary to the finding
by D’abate et al. (2009) who reported that desirable location does not have significant
relationship with the internship satisfaction among university students in northeastern of
United States. For them, securing a placement for industrial training is more important,
because there were not many organisations to choose from.
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With regard to the strength of industrial training, this study found that the industrial
training requires students to spend adequate duration of time for them to complete their
training, that is three months. In some institutions, industrial training is done concurrently
with other coursework. Nevertheless, the latter is somewhat not desired by some students, for
they have to divide their time and attention to coursework and practical work, such that was
the concern by students in Zimbabwe (Bukaliya, 2012). This study found that industrial
training helps them to understand theories they learnt in classroom, and enhance their
learning and understanding of issues relevant to their particular area of study.

In terms of weaknesses of industrial training, some participants in this study reported
their lack of opportunity to apply the learnt knowledge at their placement organisation. This is
due to the different nature learning processes. Despite this experience, the participants viewed
industrial training as a unit that they have to fulfil in order to graduate, somewhat similar to
the views of the Turkish students who enrolled in industrial training just in order to pass and
graduate from a degree programme (Collins, 2002). Another weakness is with the role of the
University in developing good foundational knowledge; or providing enough exposure for
students on the nature and expectation of industrial training. This has affected their motivation
to passionately carry on with the training, different from what was found by Bukaliya (2012) in
his study among Zimbabwe undergraduates. Participants in this study expected the
coordinators to provide sufficient information preceding their practical training. In terms of
the roles of supervisors, it was found that their roles in helping the students to acquire related
competencies should be addressed. Besides providing direct supervision, their behaviours or
work behaviours should bring impacts on the students’ learning, especially on the areas that
pertain to work ethics, such as attendance to work. The roles of academic supervisors also
require improvement so as to ensure their students’ work at placement organisation are in
tandem with the learning outcome of the industrial training programme.

Conclusion

This study has identified 11 major themes of issues and challenges encountered by
Psychology undergraduates who undergo industrial training. The responses could be the bases
to formulate interventions in improving their industrial training programme. In brief, the
issues and challenges of industrial training programme include lack of exposure/preparation for
industrial training among students; their inability to apply learnt knowledge at work; the
duration of industrial training; issues with supervisors; the efficiency of coordinating system;
and relationship between students and co-workers at workplace.

Like any other research, this study also has some limitations. Firstly, limited number of
participants. The findings do not represent the whole population of Psychology undergraduates
as there were only nine participants used in this study. Secondly, three of the participants were
international students, leading to different forms of challenges in terms of cultural or language
barrier in Malaysia. Future research should gather responses from more participants instead of
only nine students.
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Recommendations and Suggestions

The above findings inform for some interventions to be introduced. The university
should provide clear information of internship on well-structured document. Besides,
university should also compile frequently asked questions on issues or challenges during their
industrial training so that the answers could provide basic guidelines to students. University
should also design seamless coordination system between department, students, and placement
organisation as well as provide guidelines to industrial training students, so that they are guided
to showcasing desirable work behaviors when undergoing industrial training. The job
description or roles of academic and placement supervisors should also be provided so as to
inform them of their tasks, duties and responsibilities, especially in providing feedbacks,
comments, knowledge and skills to industrial training students. It is also suggested that the
scope of research is to be extended by studying the perspectives of placement organisations and
the university as well.
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study aims to explore the attitudes of NEPs and NNEPs towards the formal

instruction of English in Turkish kindergartens. Fifteen questionnaires and
interviews were conducted to gather data using both qualitative and quantitative Keywords
methods. The results demonstrated that all of the participants have positive parental attitudes
attitudes towards their children’s early initiation into English both in kindergartens formal English instruction
and at home and they provide different kinds of scaffolding at home, including foreign Iangll{age gdygatuon
natural and self-provided input despite the fact that they mostly harbor a deep ngulstic input
sense of mistrust in the qualifications of English teachers in Turkish kindergartens

in general.

Suggested APA citation: San-Bozoglu, N. (2020). Exploring the attitudes of native and non-native (Turkish) English-speaking parents
towards formal instruction of English in Turkish kindergartens. Language Teaching and Educational Research (LATER), 3(1), 16-33.
https://doi.org/10.35207/later.693854

Note(s) from the author(s)
»This paper does not require an ethics approval document according to ULAKBIM’s (TR INDEX) new coverage criteria as the data were collected before
2020.

Author(s)' statements on ethics and conflict of interest

Ethics statement: | hereby declare that research/publication ethics and citing principles have been considered in all the stages of the study.

I take full responsibility for the content of the paper in case of dispute.

Statement of interest: | have no conflict of interest to declare.

Author contribution disclosure: Single author

Funding: None

Acknowledgements: | would like to extend my sincere gratitude to Asst. Prof. Hakan Dilman, Maltepe University, for his amazing “Young Learners” post
graduate class. | also wholeheartedly thank all of the busy parent participants in this study for sparing the time to do both the interviews and
questionnaires.



http://dergipark.ulakbim.gov.tr/
http://dergipark.org.tr/later
mailto:nalan.bozoglu@gmail.com
https://orcid.org/0000-0001-5808-1550

San-Bozoglu, N.  Language Teaching and Educational Research, 2020-1, 16-33

Ana dili ingilizce olan ve olmayan (Tiirk) ingilizce konusan
ebeveynlerin cocuklarina Tiirkiye'deki ana okullarinda verilen

ingilizce egitimine iliskin goriislerinin incelenmesi

0z

Tiirkiye’de 6zel ana okullarindaki bir cok cocuk icin ingilizce egitimi hayatlarinin
{ictincli yilinda, yani kendi ana dilleri olan Tiirkce'de fikirlerini daha yeni yeni ifade
etmeye basladiklari zaman baslar. Ebeveynlerin cocuklarinin yabanci dil egitimine
iliskin hem model olusturma hem de karar alma gibi ikili bir rolii vardir. Bu
arastirmada yer alan 15 ebeveynden bazilarinin ana dili ingilizce'dir ve cok kiiltiirli
ailelerden gelmektedirler, bazilari ise ana dili ingilizce olmayip etkin bir bicimde
ingilizce'yi kullanabilmektedirler. Bu nedenle cocuklari icin kolaylikla kendileri dilsel
girdi saglayabilecek veya cocuklarini cesitli bigimlerde sinirli veya kapsamli girdiye
maruz birakabilecek durumdadirlar. Bu arastirma, ingilizce bilen Tiirk ailelerin ve cok
kaltiirl ailelerin parcasi olan ebeveynlerin Tiirkiye'deki ana okullarinda verilen
ingilizce egitimine iliskin goriislerini kapsamaktadir. Bu amacla, katilimeilara énce
anket uygulanmis, ardindan ise miilakatlar yapilmistir. Sonuglar biitiin katiimcilarin
cocuklarinin ingilizce 6grenmeye hem ana okulunda hem de evlerinde erkenden
baslamasina iliskin olumlu tutumlari oldugunu goéstermektedir. Ayrica katilimcilar
kendi sagladiklari dogal dilsel girdiler de dahil olmak iizere ¢ocuklarinin erken
ingilizce dil gelisimi icin cesitli destekler saglamaktadirlar. Ancak katilimeilar, ayni
zamanda Tiirkiye'deki ana siniflarinda gdrev alan ingilizce 8gretmenleri’nin yeterli
diizeyde vasifli oldugunu diisiinmemektedir.
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25 Subat 2020

Kabul
03 Haziran 2020

Anahtar kelimeler
ebeveyn tutumlar
resmi ingilizce egitimi
yabanci dil egitimi
dilsel girdi

Onerilen APA atif bicimi: San-Bozog!u, N. (2020). Ana dili ingilizce olan ve olmayan (Tiirk) ingilizce konusan ebeveynlerin cocuklarina
Tirkiye'deki ana okullarinda verilen Ingilizce egitimine iliskin goriislerinin incelenmesi. Language Teaching and Educational Research

(LATER), 3(1), 16-33. https://doi.org/10.35207/later.693854

17



San-Bozoglu, N.  Language Teaching and Educational Research, 2020-1, 16-33

Introduction

Children start devoting a great deal of effort to make sense of this world immediately
after they are born into it. First language acquisition comprises a crucial part of their efforts as
they begin to utter single words from around 1 and 1,5 years of age. Their syntactic
development is largely complete by the age of 4 years (Hoff, 2013) For many Turkish
preschoolers in private kindergartens in Istanbul, foreign language instruction also starts in the
third year of their lives when they have barely begun to put in their lifetime efforts to
articulate their thoughts in their own mother tongue.

Although challenged by some studies, the Critical Period Hypothesis, the idea that
young children are better able to learn a foreign language than adults because their brains can
still use the mechanisms that assist the first language acquisition before puberty, is frequently
used to encourage the introduction of foreign language teaching in early childhood especially if
native-like proficiency is the ultimate goal of this teaching (Cameron, 2001). In Turkish
kindergartens, English can often be chosen as the main foreign language due to “the entry of
neoliberal ideals into the education sphere that has caused language programs and departments
to be shaped to meet the demands of the corporate sector” (Kananen et al., 2016, p. 16). As a
result, many Turkish parents choose kindergartens for their children depending on whether
English instruction is offered or not.

Apart from the choice of kindergartens, parents also have a dual role as models and
decision makers in their children’s foreign language education. Wong (2000) points out that
parents act as important language models for shaping children’s language behavior. As the
participants of this study are either proficient non-native English-speaking (NNEPs) or native
English-speaking parents (NEPs), they can provide linguistic input themselves and expose their
children to limited or extensive input in different entertainment forms, play groups, games,
stories etc. if they want. According to Oskamp and Schultz (2014, p. 126), “a child’s attitudes
are largely shaped by its own experience with the world, but this is usually accomplished by
explicit teaching and implicit modelling of parental attitudes”. Thus, it can be assumed that this
implicit modelling of parental attitudes in English-speaking families and multicultural families
towards formal instruction of English in Turkish kindergartens can help shape their children’s
attitudes towards the targeted foreign language.

The aim of this study is to explore parental perceptions of NEPs as well as NNEPs
towards formal English instruction in Turkish kindergartens. This study differentiates itself
from the previous research (Ching-Ying & Hsiang-Chun, 2016; Lao, 2004; Liu & Chien, 1998;
Oladejo, 2006; Shang, Ingebritson & Tseng, 2007; Tavil, 2009; Wu, 1998) in that all the parents
in this study are members of either multicultural or English-speaking families. Thus, they can
easily provide additional linguistic input and role model the targeted bilingual behaviors
themselves.

Parental perceptions of formal English instruction in Turkish kindergartens are
explored in this study using the below research questions:
1.What are the parental attitudes of English-speaking Turkish families and native English-
speaking families towards their preschoolers’ English language learning in Turkish
kindergartens?
2.How do parents support their children’s English language learning?
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Young learners and language acquisition

Preschoolers can be great risk takers during the language learning process as they are
mostly less afraid than teenagers and adults to make mistakes in their production and in most
cases they are too young to have pre-existing hostile or favorable attitudes towards the target
language, culture or native speakers of that language. Regarding this issue Oskamp and Schultz
(2014) mentions “implicit modelling of parental attitudes” (p. 168) explaining that a child
mainly shapes his own attitudes through his own experience in this world but in the lack of
such direct experience the child mainly relies on parental attitudes especially in such issues as
attitudes towards foreigners and other countries. If their parents have positive attitudes, they
tend to encourage their children to become active language learners and even provide extra
linguistic input and help whenever possible.

Preschoolers are still in Piaget’s preoperational stage of cognitive development (2-7
years old) which is characterized by the development of memory and imagination along with
the use of symbols and language development (Shin, 2014). This stage has two phases: the
symbolic function (ages 2 to 4 years) and the intuitive thought (ages 4 to 7 years) (Ashford &
LeCroy, 2010). In the symbolic function stage, as Ashford and LeCroy point out (2010),
children are able to mentally represent objects that are not present in their immediate
environment, thus they can play pretend games, imagine whole scenarios and talk about people
or things that are not present. In intuitive thought phase, children ask a lot of questions as they
want to know the how’ and ‘why’ of everything (Ashford & LeCroy, 2010, p. 302). Although
they are extremely egocentric and cannot reason in this stage, they demonstrate their
intelligence increasingly through the use of symbols and language (Shin, 2014). As a result, it
could be argued that preoperational children would enjoy experimenting with both their
mother tongue as well as another language that they are consistently exposed to.

There are several critical factors that need to be taken into account when teaching
English to preschoolers between the ages of 2 and 7. Firstly, they do not know how to read and
write, thus English instruction has to rely merely on listening and speaking. Hence, it is
common for young learner (YL) classrooms to use songs, dancing, and movement for
kinesthetic learning, and methods to make input comprehensible like using gestures, pointing
at visuals, explaining, demonstrating, and using realia, or real objects or a combination of many
techniques into one activity to engage children in the learning process (Shin, 2014). Secondly,
unlike their mother tongue, EFL contexts lack an English-speaking environment outside the
classroom and YLs cannot hear much English in their immediate surroundings (Shin, 2014).
That is why, EFL context requires a lot of repetition in the classroom especially for YLs. In the
case of multicultural families in this study, YLs have a parent who is a native speaker of
English, so they are exposed to a considerable amount of natural English input. The children of
English-speaking Turkish families in this study are also often exposed to English input in the
form of songs, movies, TV shows or social circles that their parents choose for themselves
and/or their children.

The third vital factor is that preschoolers are still in the process of acquiring their first
language (L1) which is Turkish. Therefore, they are expected to acquire another language
simultaneously with their mother tongue when they are immersed in English instruction.
When the notable differences between English and Turkish in their sentence structures,
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vocabulary and articulation are taken into consideration, acquiring both of them at the same
time may even be reckoned as a herculean task. Nevertheless, children are particularly skilled
to meet this challenge, and they have an innate ability to observe their environment carefully
and decipher the meaning of utterances in their L1, hence L2 use must always be
contextualized and visual support must be given whenever possible (Brewster et al. 2003). The
importance of focusing on meaning is also pointed out by Giirbiiz (2013) and she further
explains that meaning-focused and interactional tasks as well as fun and creativity in the
classroom will provide YLs with real purposes to speak the target language. Another notable
point in teaching preschoolers is that they have their own sense of reality, their own heroes
and heroines, favorite fictional characters and toys and their own L1 and L2 lexicon. Thus, the
importance of adapting tasks and topics is emphasized by Cameron (2001) since this adaptation
ensures that tasks and topics relate to learners’ interests particularly by “building into a task an
element of choice for pupils” (p. 58), i.e. grab your favorite colored balloon. Therefore,
kindergarten teachers need to familiarize themselves with preschoolers’ universe so that they
can anticipate topics and activities of interest for their learners as they plan their lessons.

Preschoolers mainly engage in implicit learning as they “remain unaware of the
learning that has taken place, although it is evident in the behavioral responses they make”
(Ellis, 2009, p. 3). Thus, their behavioral responses can be assessed using such tools as arts and
crafts or verbal feedback instead of traditional written exam-based testing techniques.

Various different studies such as Lee and Lin (2015), and Dzanic and Pejic (2016) point
to the significance of music in the form of songs and musical storytelling to motivate YLs as
they are more attentive in class thanks to the rhythmic nature of the teaching material (Lee &
Lin, 2015) and develop a love for language learning (Dzanic & Pejic, 2016). Furthermore, songs
have a positive influence on vocabulary retention of YLs (Dzanic & Pejic, 2016).

According to Wray (2002), very young learners “seem naturally adept at employing
formulaic sequences” (p. 148). Thus, teaching English to YLs may allow for considerable
numbers of chunks and social interaction between peers because children tend to interact and
play with one another through the use of chunks that they hear from their parents, teachers
and peers. McKay (2006) also mentions young learners’ “propensity to employ formulaic
expressions or chunks of language” (p. 193). He further explains that these chunks are not
analyzed, meaning that children do not actually know the grammatical structure within these
chunks but they can still engage in meaningful language use thanks to these chunks (McKay,
2006).

According to Giirbiiz (2013) the main goal of foreign language instruction should
primarily be to generate interest in learning a foreign language. Considering the fact that young
children are naturally disposed to cooperate and please their parents (Talbot, 2009), parents are
perfectly suited to generate interest in the target language and culture. The English proficiency
of parents can be an indicator for the amount of linguistic support supplied at home or may
serve as a function of indirect modeling (Portes and Hao, 1998). This is why, the participants of
this study have been chosen from English-speaking Turkish families and multicultural families.
Gardner (2010) distinguishes between active and passive roles that parents play in the language
learning process of their children. Within the scope of active role, parents can encourage their
children to do well in languages whereas they can question why their children are learning a
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foreign language that they might never use later in life if they take on the passive role
(Gardner, 2010). Parental involvement in children’s learning is positively related to
achievement (Cotton & Wikelund, 2007). They further clarify that this involvement can entail
both working directly with their children on learning activities at home, i.e. reading to their
children and receiving phone calls, reading and signing written correspondence from school,
attending parent-teacher conferences. The kind of involvement that Cotton and Wikelund,
2007) describe can apply to learners at all ages, including preschoolers. Parents also exercise
attitudinal influence on their children by encouraging participation in the target language,
exchange programs and excursions, helping the child with homework, encouraging the child to
read material written in that language (Young, 1994) or reading to them in the cases of this
study and by making the target language country the destination for a family holiday if
possible. Participants of this study are potentially capable of adopting some or all of these to
foster the improvement of their children’s target language use if they are willing to do so.

Methodology

Participants

The data was primarily collected from NNEPs and NEPs that work for a private
university in Istanbul and have kids in a private kindergarten during the first term of the 2018-
2019 academic year. 15 parents who have kids in this kindergarten that mostly offers at least
two or three hours of English courses weekly were selected for this study. Four of the parents
are native speakers of English and were born and raised in different cultures while the other
eleven Turkish parents are all proficient speakers and writers in English.

Table 1. Participants’ ages, careers and nationalities

Number of Age Career Nationality
participants
11 28-35  English teacher at the preparatory Turkish

school of a private university, flight
attendant, civil engineer, housewife,
general manager in an international
airlines company, computer engineer,
executive of a food chain, banker,
psychologist

2 28-33  English teacher at the prep school of Canadian
a private university

1 40 English teacher at the preparatory Australian
school of a private university

1 32 English teacher at the preparatory American
school of a private university
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All the participants are at least university graduates and they mostly have jobs that
require them to speak English fluently and/or handle correspondence on a daily basis in
English. Five of them also have Master’s degrees.

Data collection tools

In this study, two different tools, a questionnaire (Tavil, 2009) and individual
interviews were used to gather data. Since the research incorporates the use of a combination
of both qualitative and quantitative methods, methodological triangulation is adopted as “a
strategy to go beyond the knowledge made possible by one approach and thus contribute to
promoting the quality of the qualitative research” (Flick, 2009, p. 445).

A pilot study was not carried out to ensure the reliability of the questionnaire because
the results of the pilot study in Tavil’s research (2009) had already been analyzed using SPSS
package program and the questionnaire had .97 reliability. The questionnaire was
professionally translated into Turkish. Thus, all the participants answered the questions in their
own native language, English or Turkish to overcome the language barrier.

Qualitative research entails the studied use and collection of a variety of empirical
materials-case study, experience, introspection, life story, interview, artifacts etc. that describe
routine and problematic moments and meanings in individuals’ lives to get a better
understanding of the subject matter at hand (Denzin & Lincoln, 2005). That is why interviews
were conducted in this study to obtain more relevant information about parents’ and
preschoolers’ routine and problematic moments in second language acquisition. The interview
questions (see the Appendix) were adapted from another study on parental perceptions of early
childhood English education by Lin and Chen (2016). The interviews were conducted in each
participant’s own native language. To ensure further content reliability, the interview
questions were discussed with a professor of English language teaching and several colleagues
doing their PhD in English language teaching. All the interviews were recorded and
transcribed.

Data analysis

The data collected from fifteen questionnaires were analyzed using Microsoft Excel
2013 programme. The qualitative data collected from the interviews were analyzed using Braun
and Clarke’s (2006) step-by-step guide for doing qualitative thematic analysis because they
provide clear guidelines for starting thematic analysis and conducting it in a deliberate and
accurate way. Thematic analysis is used in order to identify recurring themes and categories in
the data from the interviews. Recurring themes in the interviews are summarized under the
relevant questionnaire results.

Results
The results from NEPs and NNEPs are compared and contrasted whenever it is

meaningful to do so.

Table 2. Responses to question 1
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I choose the kindergarten for my children depending on whether there is an English course or not

Frequency Percent
Agree 9 60%
Disagree 2 13%
Undecided 4 27% (All native speakers)

Although NEPs are all undecided about whether to choose their kids’ kindergartens
merely based on the English courses, most of the Turkish parents, 60% agree to do so. During
the interviews, as another factor directly affecting their choices of kindergartens, nine of the
parents voiced financial concerns about sending their kids to bilingual kindergartens on the
grounds that those schools charge more, sometimes double the average tuition fee just because
they offer extensive English courses, namely 15 hours or more. In addition, three NEPs stated
that extensive English courses in the school would not be their priority as they will be “the
icing on the cake anyway because the kid already learns English at home” as one of the
participants, P10 stated.

Table 3. Responses to question 2

All kindergartens should have basic English courses

Frequency Percent
Agree 14 93%
Disagree 1 7%
Undecided 0 0%

Almost all of the participants, 93% agreed that all kindergartens should have basic
English courses. However, in the interview all the participants except for one, P6, who is a
psychologist at a kindergarten herself, expressed that they harbor a sense of deep mistrust in
the English education both in general and in kindergartens in Turkey. Some of the relevant
quotations are as follows:

P1: “English teaching in general is not very educational or beneficial for adults

in Turkey, the English classes in kindergartens will be no different.”

P2: ‘T don’t think that the English education will be enough or natural in

Turkish kindergartens.”

P3: “The English education in private kindergartens in Turkey is probably

pretty reflective of the English education in general, which is less than positive,

despite being in this field.”

P4: “The English classes that they offer, it is just a way of marketing the

kindergarten, unless they integrate English speaking naturally to the day to day

conversations in the school, it is just two hours of English, for show only.”

23



San-Bozoglu, N.  Language Teaching and Educational Research, 2020-1, 16-33

The participants’ perceptions regarding the effectiveness of learning English in early
childhood are summarized in the below table:

Table 4. Responses to question 3

Learning English in early childhood is more effective than in elementary schools

Frequency Percent
Agree 15 100%
Disagree 0 0%
Undecided 0 0%

All of the participants agree that learning English in early childhood is more effective
than in elementary schools. In the interview all of them also stated that it is not only more
effective, but also easier in early childhood than later in life. Twelve of the participants
mentioned better fluency and correct pronunciation as the primary reason for encouraging
their preschoolers to learn English. They also expressed several different reasons for this. Some
of them are as follows:

P1: “It is harder to forget the things that are learned early in childhood, it is also

easier for children to retrieve the information from their memory.”

P5: “Children are truly open to learning new things, particularly language

learning, between the ages of 3 and 11 because they can learn languages really

fast and have native-like fluency, my son, for instance, he repeats and tries to

use the English phrases he heard even only once or twice, seeing that it makes

me happy. It is amazing really.”

P6: “Learning a second language early in childhood helps them understand that

objects can have multiple names, not just Turkish names, but names in other

languages. It gives their brains flexibility, makes them smarter.”

P7: “It doesn’t take my kid ages to say something in English because he doesn't

really care whether his utterance is correct or not, he just wants to

commuanicate. I think this is a good thing in the language learning process.”

As mentioned in the above quotations, longer retention period, native-like fluency,
increased brain flexibility, a lack of fear to make mistakes were all mentioned as the obvious
advantages of learning English in early childhood.

The participants’ perceptions regarding the practical advantage of learning English to
improve future career prospects are summarized in the below table.

Table 5. Responses to question 4

My child can be more competitive in the future job market thanks to the English instruction in
kindergarten

Frequency Percent
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Agree 12 80%
Disagree 1 7%
Undecided 2 13% (Native speakers)

80% of the participants believe that early English instruction helps their children
become more competitive in the future job market. Similarly, during the interviews, six of the
participants emphasized the benefits of English proficiency especially in the business life.
Three of them also placed equal emphasis on academic career. Some of the relevant quotations
are as follows:

P4: “It is much more difficult to build a good career in business life if you don't
know English today, nobody can deny that. You could say the same thing for academic
career.”

P8: “Knowing English is a great advantage for her future as well, especially if
she wants to go abroad for education. Even if she stays in Turkey, she can easily choose
a department where the medium of education is English.”

Most parents who participated in this study seem to place quite a lot of importance on
learning English in early childhood as a practical way to improve their children’s future career
prospects.

Participants’ perceptions regarding whether learning English can increase their
children’s self-confidence or not are summarized in the below table.

Table 6. Responses to question 5

I believe my child’s self-confidence can increase when she is educated in a kindergarten having English

education
Frequency Percent
Agree 10 67%
Disagree 4 27%
Undecided 1 6%

67% of the participants think that speaking English increases their children’s self-
confidence. In the interviews, all of the participants emphasized several other advantages of
early English input and instruction both at home and at kindergartens. Five of them asserted
that learning English and Turkish simultaneously reinforces their children’s language
acquisition process in general and makes retention easier. It also makes their children more
curious and enthusiastic to learn more. These are the relevant quotations from P9 and P6:

P9: “At home I think it (early childhood English education) may even be

improving it (his kid'’s Turkish learning) in some ways because sometimes when

they come across a Turkish word that they don’t know the meaning of, they

know the English word, they always equate the two and so I think it improves

it. I don’t think he gets confised.”
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P6: “It (Learning English and Turkish simultaneously) made my boy even more
curious and he wanted to learn more and more. A second language definitely
made his world a lot more colourful.”

The majority of the participants believe that not only their children’s self-confidence
but also their enthusiasm and curiosity increase as a result of their early initiation into English
instruction.

The participants’ perceptions regarding whether bilingual education in kindergarten
improves their children’s communication skills or not are summarized in the below table.

Table 7. Responses to question 6

I think that being a student of a kindergarten having English education helps my child improve her
communication skills in general

Frequency Percent
Agree 13 87%
Disagree 0 0%
Undecided 2 13%

87% of the participants agree that early English education helps their children improve
their communication skills in general. P2 also mentioned this in the interview: “He switches
back and forth, English with his father, Turkish with me. He can find the words so quickly.
Obviously this is making him better at communicating with other people as well.”

As another advantage of early English education, P4, P9, P5, P10 and P11, all from
multicultural families also strongly emphasized that getting acquainted with another language
means getting to know another way of life and this, in turn, helps their children gain cultural
perspective. All of the participants clearly stated that learning English has had no negative
effect on their children’s Turkish acquisition. However, one of them, P10 stated that her son
“sometimes inserts English words into Turkish sentences.” She also added that she does not
consider this as a disadvantage but a manifestation of the natural bilingual acquisition process.
The boy’s father, P7 also confirmed this and affirmed that this alone cannot be a disadvantage
because his son “is actually trying to get his message across using all of the words, English or
Turkish available in his lexicon.”

The participants’ perceptions regarding whether they believe that English teachers in
Turkish kindergartens are well-qualified or not are summarized in the below table.

Table 8. Responses to question 7

I think that the English teachers in the kindergartens are well-qualified

Frequency Percent
Agree 2 13%
Disagree 9 60%
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Undecided 4 27%

Only two of the participants agree that the English teachers in the kindergartens are
well-qualified. In the interviews, seven participants also voiced their concerns about the
qualifications of English teachers in kindergartens. Four participants, who are all from
multicultural families, are mainly worried about incorrect pronunciations of words and a
detectable accent that their children would pick up at a Turkish kindergarten while English
native speakers, P3 and P9 clearly affirmed that they would easily overcome such problems as
they will provide the majority of the English input for their children as indicated in the below
quotations:

P3: 7 am gonna be most of his English exposure. So, I want him to have a

native accent. So I am gonna have to strive to do that.”

P9: T mean because at the end of the day the amount of time that I am

spending with him is much more, so I think the pronunciation of words and the

accent and so forth, I think he’ll pick that up from me anyway hopefully and so

it won't be too much of a problem.”

Three participants mentioned that the English teachers in most kindergartens do not
necessarily have a degree in English teaching, but they specialize in preschool teaching in
general and speak English to some extent. They also added that their proficiency level in
English and their language teaching methodologies are also questionable.

P8: “Most of the English teachers in Turkish kindergartens specialize in pre-

school teaching only. How can they know how to teach English if they have no

degree or training in language teaching?”

P11: “But they mostly just read an English book to the kids. One of the teachers

asks questions about the book. They sometimes listen to a nursery rhyme and

sing along or watch a video. I don’t think this does much to improve their

English; they don’t encourage them to talk to one another in English. I was

hoping for that. They are trying but I don't think the teachers are qualified to

teach English, they don’t know what to do.”

Participants’ perceptions regarding their children’s early initiation into English, even
before kindergarten are summarized in the below table.

Table 9. Responses to question 8

Before starting kindergarten my child had initiated into English

Frequency Percent
Yes 15 100%
No 0 0%

All the participants reported that their children had initiated into English before
starting kindergarten. In the interviews, all the participants mentioned different ways of
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exposure, intentional and unintentional, and different sources of English input for their
children since they were born. Some of them include movies and cartoons, both for parents
and their children, books, songs, mainly nursery rhymes, but also popular songs for adults,
games and direct exposure to daily conversations in the cases of multicultural families. Twelve
of the participants strongly emphasized that language learning should be natural (during daily
communication) and fun. Thus, NNEPs try to teach English as implicitly as possible. This is also
indicated by the below quotations:

P8: T try to scaffold her English acquisition in the same way I did when she was

uttering her very first words in Turkish, by pointing at objects and repeating

very simple words and simple imperatives.”

P4: I try to help her enjoy learning English and provide ample enjoyable input,

games, colorful books, cartoons etc. She enjoys repeating simple commands

back at me.”

P6: “We have a play group where they speak merely in English for three hours.

I take him there at the weekends.”

P5: “We sing along the nursery rhymes together. He loves that!”

In the cases of NEPs, all four of them pointed out that they try to speak exclusively
English with their kids and they also try not to respond to their kids’ Turkish utterances even
though some of them are perfectly capable of doing so in order to provide the maximum
amount of natural English input and set a code of mutual understanding that their kids feel the
need to speak English with their native speaker parent.

Participants’ perceptions regarding their children’s extracurricular vocabulary learning
are summarized in the below table.

Table 10. Responses to question 9

My child sings the songs or repeats the vocabulary items outside the school that she has practiced at

school
Frequency Percent
Agree 14 93%
Disagree 0 0%
Undecided 1 7%

93% of the participants assert that their kids sing the songs or repeat the vocabulary
items outside the school that she has practiced at school. P10 gave the following example
related to this:

“My boy sometimes repeats the fixed phrases that he practiced at school, the

other day he kept saying ‘It’s Monday.’ I told him that it was Tuesday that day,

but he kept insisting it was Monday. I guess they repeat those fixed expressions

so many times that they get drilled into their brains.”
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Obviously, most parents believe that the repetition of chunks at kindergardens can aid
their children’s vocabulary acquisition. Parents’ perceptions regarding the immersion of their
children in English are summarized in the below table.

Table 11. Responses to question 10

I don’t think that the children need the immersion of English in kindergartens at that age

Frequency Percent
Agree 4 27%
Disagree 10 67%
Undecided 1 6%

67% of the parents think that their children need the immersion of English in
kindergartens if they are to acquire English as well as their mother tongue. P2 and P4 also
pointed out that the teachers in kindergartens need to find a way to integrate English into the
kids’ daily conversations, daily routine and it will not be natural or effective if they only speak
English in the classroom, as indicated in the below quotations:

P4: “Even if the school has 20 hours of English, unless the kids are actually

trying to talk to one another in English, it is not a bilingual kindergarten.”

P2: “Td choose a kindergarten where they teach English not like a school

subject in the classroom, like Maths, but as a tool to communicate in real life

without boring kids out of their minds!”

Participants’ perceptions regarding English teachers’ credentials at Turkish
kindergartens are summarized in the below table.

Table 12. Responses to question 11

I surely think that the English teachers at kindergartens should have certificates or should be specialists

on that field
Frequency Percent
Agree 15 100%
Disagree 0 0%
Undecided 0 0%

All of the participants believe that the English teachers at kindergartens should have
certificates or should be specialists on that field. However only two participants, P6 and P7
stated that the kindergarten teachers that they have met specialize in English teaching.

Participants’ perceptions regarding their children’s English language skills before
primary school are summarized in the below table.
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Table 13. Responses to question 12

I will send my child to a primary school having English education

Frequency Percent
Agree 13 87%
Disagree 0 0%
Undecided 2 13%

87% of the participants would like to send their children to a primary school having
English education. As indicated in the quotations under Table 9, all participants support their
children’s early initiation into English. The results of this question also point to the same
conclusion.

Discussion and Conclusion

The results of this study clearly indicate that when parental attitudes towards English
education is positive, parents tend to get more involved in their children’s second language
acquisition process. Parental involvement can take different forms. Firstly, they choose
bilingual kindergartens even if they do not have much faith in the credentials of the English
teachers who work there or they do not approve of the teaching methodology. Secondly, most
of the participants confirmed that there should be some sort of immersion instead of classroom-
based teaching so that their preschoolers can acquire and use the target language naturally
rather than accepting it as a drudge they have to endure from time to time. However, financial
concerns also play a crucial role as the kindergartens with immersion programs cost much
more. Thirdly, all the participants except the ones with native speaker spouses feel the need to
scaffold their children’s second language acquisition at home. They mostly use level-
appropriate books, songs, pschodramatic role play games, theme-based teaching using books or
flashcards, all acceptable methods in teaching young learners as indicated in the literature
review.

Ching-Ying and Hsiang-Chun’s study (2016) on parental opinions about the advantages
and disadvantages for children to attend early childhood English education and parental
support for this early foreign language initiation revealed that most parents in the study
concurred that infancy is the significant period for English learning and development. This
finding was also confirmed in this study. Moreover, Ching-Ying and Hsiang-Chun’s (2016)
study also showed that most parents agreed that early childhood English education did not
affect Chinese (their mother tongue) learning of their children. All the parents in this study
also thought that their children’s early initiation into English was advantageous rather than
disadvantageous and had no negative effect on their children’s simultaneous Turkish
acquisition.

Another relevant finding of the previous research (Ching-Ying & Hsiang-Chun, 2016)
is that most parents agreed their children can get better jobs in the future by taking early
childhood English education. Oladejo (2006), and Liu and Chien (1998) also asserted that
Taiwanese parents believed that their children would have not only better chances of learning
English well, but also better career prospects in the future if they received early childhood
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English education in bilingual kindergartens. This parental beliefs in better career prospects
thanks to learning English in early childhood have also been confirmed in Shang, Ingebritson
and Tseng’s study (2007) as well as Romero-Gonzalez’s research (2008). The majority of the
parents in this study also agreed that learning English in early childhood improved their
children’s future career prospects.

The results of Tavil’s (2009) study demonstrated that most parents strongly support
immersion of English for their children in Kindergartens whereas they have negative attitudes
with respect to the qualifications of teachers. Moreover, Tavil’s (2009) study is not the only one
which raised parental concern about the qualification of English teachers at kindergartens.
Several other studies (Chang, 2004; Na, 2016; Shang, Ingebritson & Tseng, 2007; Tsai, 2003;
Wu, 1998) also showed that parents doubt the effectiveness of bilingual learning programs in
kindergartens due to frequent arguments about the qualification of English teachers. More than
half of the participants (60%) also harbored a sense of mistrust in the qualification of English
teachers at Turkish kindergartens. Lao’s (2004) research also showed that parents strongly
support Chinese-English bilingual preschool education. The main reasons for this parental
support include “the practical advantages of being bilingual (e.g., better career opportunities),
positive effects on self-image, and development of skills enabling effective communication
within the Chinese-speaking community” (Lao, 2004, p.1). The participants of this study also
largely believed that learning English in early childhood improved their children’s
communication skills in general.

As for the limitations of this study, all participants expressed views similar to Critical
Period Hypothesis or at least Sensitive Period Hypothesis because almost half of the
participants professionally specialize in English language teaching. Another limitation is that
there were tight time constraints during some of the interviews due to participants’ day-time
jobs, their answers were rather concise. Some participants asked for clarifications for some of
the expressions in the questionnaire like “the immersion of English.” However, in the
interviews they were able to explain their expectations a lot more clearly, so the interviews
helped to clarify the points which could have been impossible to illustrate just with the
questionnaire results.

A further study could be conducted about the effects of spousal differences in parental
attitudes towards second language acquisition in early childhood. In this study considerable
friction was observed between some spouses regarding their involvement in their children’s
second language acquisition process. Generally, mothers were much more involved and
invested in the process unless their spouse was a native speaker of English. This could easily be
a starting point for further study. Moreover, socio-economic status of parents can also be an
important role player in their children’s foreign language education in Turkey. Butler’s (2014)
research investigates how parents’ socio-economic status and their behaviors and beliefs about
English education relate to their children’s English language learning, and how such
relationships may differ across different grade levels. It could be helpful to replicate such a
reseach involving the relation between socio-economic status of parents and their children’s
preschool English education in Turkey.
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Appendix
Interview questions
1. Would you choose to take your child to study in a bilingual kindergarten? Why or why not?
2. In parental opinions, what are the advantages and disadvantages for children to receive early
childhood English education?
3. In parental opinions, how does early childhood English education affect children’s Turkish
learning?
4. How do you as parents support your child’s English learning?
5. What do you think about the English education in private kindergartens in Turkey?
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Abstract

This study aimed at unveiling the impact of genre-based critical literacy instruction
on adult English as a Foreign Language (EFL) learners’ reading comprehension.
Twenty-three preparatory year students enrolled at a state university in the western
part of Turkey volunteered to participate in this quasi-experimental study. The
reading section of the Testing of English as a Foreign Language (TOEFL) was
administered as the pretests and posttests. Following the pretests, a four-week
genre-based reading instruction curriculum was implemented in both groups. In the
experimental group, text critiquing activities were incorporated into instruction in
addition to code breaking, text participating, and text using activities. In the control
group, on the other hand, only code breaking, text participating, and text using
activities were involved in the teaching process. At the end of the instruction
process, the posttest was administered. The Related-Samples Wilcoxon Signed Rank
Test and the Mann-Whitney U Test were used to analyze the data. The results of the
study did not show a significant difference in the pretest and posttest scores of the
experimental and control groups, which was not in line with the studies that have
been previously conducted. This study implies that an extended intervention period
is required to reach more definite results. Further research with a larger sampling is
needed to examine the efficacy of critical literacy instruction.

Received
12 May 2020

Accepted
31 May 2020

Keywords
critical literacy
reading comprehension

Suggested APA citation: Kurt-Taspinar, H., & Cubukgu, F. (2020). The impact of critical literacy instruction on adult EFL learners’
reading comprehension. Language Teaching and Educational Research (LATER), 3(1), 34-55. https://doi.org/10.35207/later.736070

Note(s) from the author(s)
»*Corresponding author

» The ethics committee approval was obtained from Dokuz Eyliil University with a document number of 15563195-302.08.01-E.36224 on 08/05/2019.

Also being part of a PhD study, it is ensured that the paper meets the principles of research ethics.

Author(s)’ statements on ethics and conflict of interest

Ethics statement: We hereby declare that research/publication ethics and citing principles have been considered in all the stages of the study.

We take full responsibility for the content of the paper in case of dispute.
Statement of interest: We have no conflict of interest to declare.

Author contribution disclosure: Both authors contributed equally to this study.
Funding: None

Acknowledgements: None



http://dergipark.ulakbim.gov.tr/
http://dergipark.org.tr/later
mailto:havvakurt@yahoo.com
https://orcid.org/0000-0002-2951-1934
mailto:cubukcu.feryal@gmail.com
https://orcid.org/0000-0003-3313-6011
https://doi.org/10.35207/later.736070

Kurt-Taspinar, H., & Cubuk¢u, F.  Language Teaching and Educational Research, 2020-1, 34-55

Elestirel okuryazarlik 6gretiminin ingilizceyi yabanci dil olarak
0grenen yetiskin 6grencilerin okudugunu anlama becerilerine

etkisi

0z

Bu calisma, tiir odakli elestirel okuryazarlik 6gretiminin ingilizceyi yabanci dil olarak
ogrenen yetiskin 6grencilerin okudugunu anlama becerilerine olan etkisini ortaya
koymayi amaclamistir. Bu yari deneysel ¢alismaya Tiirkiye'nin batisinda bulunan bir
devlet iiniversitesinde dgrenim géren 23 dgrenci goniilli katilim saglamistir. On test
ve son test olarak Yabanci Dil Olarak ingilizce Sinav’nin okuma béliimii
uygulanmistir. On testlerin uygulanmasindan sonra calismaya katilan her iki gruba 4
haftalik tiir odakli okuma egitimi uygulanmistir. Deney grubunun 6gretimine kod
¢cozme, metne katilma, metni kullanma ve metin elestirme aktiviteleri dahil
edilmistir. Kontrol grup &gretimi ise sadece kod ¢6zme, metne katilma ve metni
kullanma aktivitelerini icermistir. Ogretim siirecinin bitiminde okuma becerileri son
testi uygulanmistir. Veri analizinde Bagimli Orneklem Wilcoxon isaretli Sira Sayilari
Testi ile Mann-Whitney U Testi kullanilmistir. Calismanin sonuglari, daha dnce
gerceklestirilmis olan calismalardan farkli olarak, kontrol ve deney gruplarinin
okuma becerileri testi 6n test ve son test sonuclari arasinda istatistiksel olarak
onemli bir fark ortaya koymamistir. Bu calisma, daha acik ve kesin sonuglara
ulasmak icin daha uzun bir siireci kapsayan egitsel midahale gerektigini
gostermistir. Elestirel okuryazarlik 6gretiminin etkililigini 6lcmek amaciyla daha
fazla katilimciyla daha fazla arastirma yapilmalidir.
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Introduction

The term /iteracy has been defined as a purely cognitive and linguistic activity for
decades. That is to say, socio-cultural contexts in which literacy is embedded have long been
neglected. From a psycholinguistic perspective, reading is defined as “psycholinguistic guessing
game”; however, from a critical literacy perspective, reading may be redefined “as a mode of
second-guessing texts, discourses, and social formations” (Luke & Freebody, 1999, p. 3). In a
skills-oriented approach to literacy, literacy has been defined as a set of decontextualized and
discrete skills which are established and can be applied anywhere after being taught as a
prepackaged set (Cho, 2015). In psychological and cognitive frameworks, it is stated that the
literacy taught in schools is what students need and are required to use throughout their lives
(Carrington & Luke, 1997). Thus, students are expected to master merely the basic skills,
including encoding and decoding. This approach to literacy is referred to as an autonomous
model, in which independent meanings of texts divorced from social contexts are highlighted
(Street, 1984; as cited in Cho, 2015). This ‘skills’ conception of learning literacy is still the
dominant conception in governmental and policy discourses (Curry, 2003). Despite the fact
that critical literacy emerged in the 1970s as an alternative to the autonomous model of literacy
(Ko, 2010), educational policy frameworks in many countries still portray a skills approach to
literacy today (Rassool, 1999; as cited in Cho, 2015).

The ideology lying behind different forms of literacy affects the literacy curriculum and
instruction. Based on different theoretical perspectives, notions of literacy are classified as
functional literacy, cultural literacy, progressive literacy, and critical literacy in Manning’s
(1999) ‘Literacy-as’ Framework for Instructional Practice (as cited in Ko, 2010; Ko, 2013a). In
functional literacy, literacy is viewed as skills, in cultural literacy, it is viewed as morality, and
in progressive literacy, literacy is considered as personal growth. In critical literacy, however,
literacy is regarded as a social transformation. The ideology of the marketplace is emphasized in
functional literacy, which is reflected in a prepackaged curriculum with a restrictive scope and
sequence. In cultural literacy, the focus is on the instruction of values through an elitist
curriculum. Progressive literacy aims at personal growth. Thus, different from the curriculum
of cultural literacy, the curriculum is open and pluralistic. Finally, critical literacy suggests
unveiling the hidden agendas. This form of literacy requires an interrogated, situated, and
counterhegemonic form of instruction, in which everyday world is accepted as a text, and
learners are equipped with analytic tools to be able to deconstruct texts. Critical literacy
enables learners to question “the who, what, why, and how” of the creation and interpretation
of texts, that is, to go beyond the surface meaning of a text (Lohrey, 1998, p. 9).

Literacy, then, cannot be merely defined as the traditional instruction of reading and
writing skills. As Park (2012) puts it, “reading is not a set of free-floating skills, independent of
social contexts and devoid of ideologies” (p. 631). In contrast, the social construction of reading,
writing, and text production within political contexts should be emphasized because these all
should be regarded as a social and critical practice (Luke & Freebody, 1997; as cited in Park,
2012). In other words, economic, cultural, political, and institutional structures in society
should be deeply analyzed (Lankshear & McLaren, 1993).
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Conceptualization of critical literacy

The term “critical” has derived from the Greek word kriticos, and it means “the ability
to argue and judge” (Luke, 2011, p. 3). Dionne (2010) defines critical literacy as “a lens, or
overlay, for viewing texts that becomes a regular part of classroom practice” (p. 3). To Janks
(2013), “critical literacy is mainly about enabling young people to read both the word and the
world in relation to power, identity, difference, and access to knowledge, skills, tools and
resources. It is also about writing and rewriting the world: it is about design and re-design” (p.
227). Critical literacy has its roots in western thought and social activism, for individual
consciousness and self-awareness are regarded as the core concepts to foster democratic social
change becoming critical consumers and users of information (Beck, 2005). The term “critical
literacy” has been coined by social critical theorists to tackle social injustice and inequalities in
society. These theorists assert that unequal power relationships are ubiquitous, and those that
are more powerful determine the truths which will be privileged (Beck, 2005). However,
critical researchers employing different theoretical frameworks propose different definitions
for critical literacy (Luke & Woods, 2009).

Luke (2012) defines critical literacy as “the use of the technologies of print and other
media of communication to analyze, critique and transform the norms, rule systems and
practices governing the social fields of everyday life” (p. 5). Coffey (2008) defines critical
literacy as reading texts actively and reflectively to have a better understanding of power,
inequality, and injustice in human relationships. In this sense, critical literacy is a lens to
challenge societal norms. In Jones’ (2006) terms, “critical literacy is like a pair of eyeglasses that
allow one to see beyond the familiar and comfortable; it is an understanding that language
practices and texts are always informed by ideological beliefs and perspectives whether
conscious or otherwise” (p. 67). With a critical literacy approach to reading, readers are able to
read underneath, behind, and beyond texts. Being aware of the fact that texts are biased, they
also explore alternative readings. In addition, they seek to understand the authors’ beliefs and
values and work for social change and justice (McLaughlin & DeVoogd, 2004).

Critical literacy is more than decoding letters and words, that is to say, it is a way of
interacting with information presented in texts. It enables learners to engage with various
sources of information and encourages them to question “the social contexts, purposes, and
possible effects that they have on their own lives” questioning “their opinions, biases, and
perceptions of reality” in comparison with others’ (Duzer, Florez, & Cunningham, 1999, p. 6).
Hence, critical literacy is of paramount importance in today’s world since individuals are
constantly being bombarded with different forms of information due to new information
systems and rapid innovative changes. Therefore, developing learners’ critical literacy skills is
crucial in education.

Critical literacy has recently become an essential ingredient of particularly higher
education, for learners are being exposed to instant and complex flow of information via the
computer technologies and the Internet. Thus, it is imperative for learners to become literate
critically by improving their high order thinking skills and problem-solving skills and by
exploring multiple perspectives (Fajardo, 2015). Improving learners’ critical consciousness is
vital (Callison, 2006) because the primary purpose of education is “learning to think” (Dewey,
1933; as cited in Halpern, 1997, p. 5).
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The importance of critical literacy in language teaching

Critical literacy is a vital skill in today’s world, particularly in the field of language and
literacy teaching (Brown, 1999). Wallace (2003) states that “understanding a text linguistically
and conceptually must be a starting point for all reading positions, but readers may want and
need to respond to texts in more diverse and complex ways than is generally acknowledged. All
learners, whether reading in a first, second or other language, are, from the earliest stages,
potentially both making meaning from texts, and engaging in critique” (p. 3). Thus, rather than
solely focusing on the linguistic and conceptual aspects of texts, language and literacy
instruction in the 21* century should also emphasize critical literacy. Today’s students are
exposed to and interact with a wider range of information sources owing to globalization and
internationalization. Therefore, learners need to comprehend with a critical edge rather than
reading academic texts for comprehension only (Janks, 2012; Janks, 2014; McLaughlin &
DeVoogd, 2004; Molden, 2007). It is important to engage learners in critical literacy, foster
their reading from a critical stance, and help them become critically aware (Kaur, 2013) since
critical literacy provides an active and a challenging approach to reading. Engaging in critical
literacy leads to active, open-minded, and strategic readers. In other words, readers are able to
view texts critically from multiple perspectives (Ko, 2013a; Ko, 2013b). Such readers can easily
grasp the particular perspective(s) and particular purpose(s) while critically analyzing and
interpreting the information presented in texts (McLaughlin & DeVoogd, 2004). That is to say,
critical literacy helps learners expand their reasoning, seek multiple perspectives, and become
active thinkers. Reading with a critical stance provides readers a new dimension of
understanding (McLaughlin & DeVoogd, 2004) because critical literacy practices encourage
learners “to use language to question the everyday world, to interrogate the relationship
between language and power, to analyze popular culture and media, to understand how power
relationships are socially constructed, and to consider actions that can be taken to promote
social justice.... These practices are substantively different from what are commonly referred to
as critical thinking approaches. Although critical thinking approaches have focused more on
logic and comprehension, critical literacies have focused on identifying social practices that
keep dominant ways of understanding the world and unequal power relationships in place”
(Lewison, Leland & Harste, 2015, p. 3). Therefore, critical literacy instruction enables learners
to utilize language in order to question language and power relationships in the social practices
they encounter. Anstey and Bull (2006) highlight the dangers learners will encounter if they
are not taught how to read critically because “they can be marginalized, discriminated against,
or unable to take an active and informed place in life. In short, the student will not be in
control of his or her social future” (p. 37, as cited in Kaur, 2013). Reading critically helps
individuals become active and informed citizens as a requirement of the emergence of new
literacies in today’s digital age and learners’ changing literacy needs. Thus, critical literacy has a
central place in pedagogy design to foster learners’ becoming critical consumers of the
information they interact with (Kaur, 2013), and it constitutes an essential component of
language teaching.

As has been previously stated, providing learners with critical literacy perspectives
allows them to examine the sources of texts, biases, and purposes hidden in texts, and challenge
the legitimacy of the information presented in texts. Through critical literacy practices,
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learners become capable of assessing societal messages about attitudes, values, and power
relationships conveyed through the text. In this way, they are also able to reflect upon their
own reactions, biases, and realities in relation to the text, which will result in a more complete
understanding of texts (Brown, 1999; Lohrey, 1998).

A number of studies have recently been conducted on critical literacy. Some of these
studies included instructors as participants and sought for teachers’ critical literacy awareness
levels (e.g., Cox & Assis-Peterson, 1999; Cho, 2015). In other studies (e.g., Abednia & Izadinia,
2013; Cho, 2014; Dal, 2012; Kuo, 2009; Potur, 2014), some critical literacy applications were
incorporated into the teaching process, and the impact of intervention was revealed. In some
other studies (e.g., Huang, 2011; Huh, 2016; Ko, 2013a), scholars aimed at the simultaneous
instruction of conventional and critical literacy skills in a balanced way and the critical analysis
of the language to enhance learners’ critical literacy. Finally, some studies (e.g., Huang, 2011;
Kumagai & Iwasaki, 2011) focused on critical literacy instruction with an emphasis on language
analysis. These studies have confirmed that with adequate support and scaffolding of learning,
through teachers’ selection of texts that relate with students’ personal/cultural experiences, and
explicit instruction and guidance on how to critically interrogate texts in terms of power
relations (Choo & Singh, 2011), English language learners are able to improve their critical
literacy skills. The belief that “literacy solely entails reading words on a page and not critically
analyzing how those words shape identities and influence readers’ perspectives leads to a
culture of acquiescence” should be critically questioned (Fajardo, 2015, p. 44). She suggests that
“for educators who wish to respond to the literacy needs of the times, and teach learners about
their responsibility toward building a just and humane society, critical literacy is worth
teaching” (p. 45).

All in all, “it is imperative for educators, students, citizens and all of the people of the
world to understand how to read the word and their world and enact critical literacy practices”
(Gregory & Cahill, 2009, p. 13), for critical literacy is vital to human action and social
transformation in today’s dynamic and constantly evolving world (Beck, 2005). To prepare
learners for this world, saturated with a lot of information, educators are obliged to take action.
Language classrooms are of critical importance because critical literacy is mainly about the
transformative power of language. Through critical approaches to language instruction,
instructors can help learners explore the ways in which language can reproduce or challenge
existing social power structures (Godley & Minnici, 2008). Luke (2004) points out the major
role English educators play in the teaching of critical literacy: “We (English educators) risk
becoming a profession involved in the systematic production and distribution of particular
brands of linguistic capital without an ongoing critical appraisal of the force and consequences
of our actions” (p. 87). In a nutshell, critical literacy is a core phenomenon in today’s language
teaching and learning contexts.

Different approaches to critical literacy exist in literature (Pennycook, 2001, as cited in
Abednia & Izadinia, 2013); however, all of these approaches aim at “engaging with the
possibilities that the technologies of writing and other modes of inscription offer for social
change, cultural diversity, economic equity, and political enfranchisement” (Luke & Freebody,
1997, p.1, as cited in Abednia & Izadinia, 2013). To this end, a number of models have been
adopted by critical scholars to encourage readers to become active meaning-makers, who
critique texts and explore and respect multiple perspectives (Kuo, 2014). Luke and Freebody’s
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Four Resources Model was used in this study, for it is a model of reading which is compatible
with a critical skills perspective of critical thinking, and which reflects a text analytic approach
to critical literacy. The model is accomplished through the combination of skill-based literacy
and critical literacy since it emphasizes both conventions of reading texts and critical analysis
of ideological construction. To put it simply, it allows a balance between conventional literacy
and critical literacy. Thus, it is appropriate for tertiary education. Finally, the model, which has
been widely implemented in different educational contexts, is applicable in the English as a
Foreign Language (EFL) classroom, and it provides a practical design for teaching critical
reading skills in experimental and control groups.

Luke and Freebody’s “Four Resources Model”

In Luke’s (1995) and Luke and Freebody’s (1990, 1999) conceptualization of literacy,
literacy is addressed as a social practice which involves both conventions of reading texts and
critical analysis of ideological construction. In this sociocultural literacy model, Luke and
Freebody introduce four components in text engagement, which are code breaking (phonics,
vocabulary), text participating (reading comprehension), text using (socialization with
meanings created from texts), and text critiquing (critical reflection and analysis). Critical
literacy has been defined as the dynamic integration of code breaking, text participating, text
using, and critiquing in this model of reading. The early version (1997) of “the Four Resources
Model” defines the reader as “the code breaker, text participant, text user, and text critic” (as
cited in Flint et al., 2020, p. 210). In their revised account, however, Luke and Freebody (1999)
suggest that literacy learning is understood more properly as a family of practices (Ko, 2010).
Table 1 presents an overview of these practices (Ko, 2010, p. 22).

Table 1. Practices in literacy learning

Practices / Reader’s Role Sample Questions
Code-breaking practices / * How do the sound and marks relate, singly
Code breaker and in combinations?

=  How do I crack this text?
=  What are its patterns and conventions?

Text-meaning practices / * How do the ideas represented in the text
Text participant string together?
* What are cultural resources that can be
brought to bear on the text?
*  What are the cultural meanings and possible
readings that can be constructed from this

text?
Pragmatic practices =  How do the uses of this text shape its composition?
Text user =  What do I do with the text here and now?
Critical practices * What kind of person with what interests and
Text analyst & critique values, could both write and read this naively and
unproblematically?

*  What is the text trying to do to me?
In whose interests?

=  Which positions, voices and interests are at play?
‘Which are silent and absent?
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In code-breaking practices, the emphasis is on linguistic perspective. Code breaking is
equivalent to basic or functional literacy. That is, these practices involve identifying letters in
the alphabet and sounds in words, deciphering spelling and grammar conventions, such as
sentence structure and text organization, and using graphics and other visuals to break the
“code” of text. Text-meaning practices relate to cognitive and psycholinguistic perspectives. As
a text participant, by actively approaching and deconstructing text, learners use their prior
knowledge and experience when to interpret the author’s intention. Pragmatic practices relate
to sociolinguistic perspectives, which highlight the context in which a text is read and
interpreted. Thus, learners are encouraged to become critical consumers of text by reading
different text forms and questioning how these different uses shape the author’s choice
regarding the language, structure, and organization. Finally, critical practices are utilized to
promote critical perspectives. Learners need to be encouraged to analyze and evaluate the
author’s motive, and consider fairness, accuracy, and reliability in the light of the idea that no
text is neutral. They also need to recognize their own power as readers to uncover and
challenge assumptions and ideas about the world. They need to be able to respond and take
social action when they disagree with the ideas presented in the text.

Luke and Freebody (1999) state that only an integrated use of each practice results in
effective literacy learning. As Luke (2000) notes, “the model does not propose a developmental
hierarchy whereby one moves from coding to the critical; from the basics to higher order
thinking; from initial reading to advanced literature study” (p. 454). Critical literacy strategies
need to be taught explicitly, but they should not be taught sequentially or in isolation from one
another (The Literacy and Numeracy Secretariat, 2009). This model has widely been used in
EFL classrooms despite being originally developed for English as a Second Language (ESL)
settings (Freebody & Luke, 1990).

Genre-based reading instruction

Reading plays a key role in English Language Teaching (ELT), therefore, a number of
techniques and procedures to boost ESL / EFL learners’ reading skills, including task-based and
genre-based instruction in reading (Ellis, 2008) have been proposed. In a number of schema
and genre studies (e.g., Carrell, 1985; Davis, Lange & Samuels, 1988; Grabe, 2002; Hewings &
Henderson, 1987; as cited in Hyon, 2002), the role of instruction in developing L2 learners’
understanding of the structure of genres and enhancing their effective reading skills has been
foregrounded.

Genre-based approach and genre-based applications in the classroom emphasize the
critical role of language and aim at helping learners attain specific purposes in context (Hyland,
2004). To Bakhtin (1986), “many people who have an excellent command of a language often
feel quite helpless in certain spheres of communication precisely because they do not have a
practical command of the generic forms used in the given spheres” (p. 80, as cited in Coe,
2002). Derewianka (2003) suggests that “learning new genres is seen as extending the learner’s
meaning-making potential” (p. 143). Johns (1997) also advocates that effective readers need to
possess knowledge regarding genres, the names of genres, their formal features and
communicative purposes, the roles of the reader and writer, content, and contexts (p. 21, as
cited in Hyon, 2002). Thus, genre features should be explicitly taught to enable learners to have
a better understanding of genres and richer of repertoire of genres (Johns, 2002).
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A variety of texts are used in academic settings, and it is crucial that learners are
instructed on the organizational patterns of different texts and the features of different genres
for enhanced reading skills and levels of comprehension (Grabe & Stoller, 2001). When
provided with genre knowledge, language learners are able to grasp an understanding of the
social and cultural contexts in which genres occur and analyze the ways these factors affect the
language choices in different genres (Paltridge, 2002). Hence, genre-based reading instruction
has been proposed by many scholars (e.g., Bhatia, 1993; Devitt, 2009; Hyland, 2007; Hyon,
1995, 1996; Johns, 1995, 2002; Swales, 1990) to enhance language learning, for genre-based
instruction is “explicit, systematic, needs-based, consciousness-raising, critical, empowering,
and supportive” (Hyland, 2007, p. 150).

The studies on the use of genres in reading instruction in the EFL context, however,
(e.g., Adelnia & Salehi, 2016; Haria & Midgette, 2014; Kalali & Piskhar, 2015; Karbalaei &
Hajezi, 2016; Minaabad & Khoshkholgh, 2012; Rozimela, 2014; Sadeghi, Hassani, & Hemmati,
2013; Shishehsaz, 2006) are scarce. Genre studies that aimed to enhance learners’ reading
comprehension skills in various language teaching contexts have only recently been conducted.
Most of these studies (e.g., Al Gurkosh, 2015; Haria & Midgette, 2014; Kalali & Piskhar, 2015;
Minaabad & Khoshkholgh, 2012; Sadeghi, Hassani & Hemmati, 2013; Shishehsaz, 2006) have
been conducted as experimental studies to investigate the impact of genre-based reading
instruction on learners’ reading comprehension. The results have indicated the supremacy of
the treatment groups that received genre-based research instruction. There was a statistically
significant difference between the reading comprehension of the participants who underwent
genre-based instruction. In sum, the results have indicated the effectiveness of genre-based
reading instruction on students’ reading comprehension and revealed the importance of genre-
based instruction.

Ko (2013a) asserts that critical literacy studies have mostly been conducted in ESL
classrooms (e.g., Morgan, 2004; Wallace, 2003); there are only a few studies conducted in EFL
settings (e.g., Kuo, 2009; Petek, 2018). Namely, “a critical literacy approach to EFL teaching is
still under-explored” (Ko, 2013a, p. 92). The critical component is one of the essential
ingredients of 21% century language education, which requires language instructors to equip
learners with the language skills of critical literacy (Bacon, 2017). In addition, critical literacy
has not been investigated in combination with a genre-based approach in ELT at the tertiary
level. Hence, to fill this gap, this study aims to reveal the impact of critical literacy instruction
and conventional literacy instruction on EFL adult learners’ reading comprehension. The
research questions of the current study are as follows:

1. Does the explicit instruction of critical literacy skills with a genre-based approach affect
adult EFL learners’ reading comprehension?

2. Does conventional literacy instruction with a genre-based approach affect adult EFL
learners’ reading comprehension?

3. Is there a significant difference between the reading posttest scores of the Critical Literacy
Group and Conventional Literacy Group?
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Methodology

This study adopted a quasi-experimental design with a nonequivalent (pretest and
posttest) control-group design. Quasi experiments are frequently used in educational research
since researchers conduct research with the participation of intact groups, which are available
in the research setting, and participants cannot be randomly assigned as in true experiments
(Creswell, 2012). In this design, only the experimental group receives the treatment, and both
of the study groups take a pretest and posttest (Creswell, 2014). Figure 1 displays details
regarding the research design.

Figure 1. Nonequivalent (pretest and posttest) control-group design (Creswell, 2014)

Group A @ X @

Group B @ o

Setting and participants

The setting for the study was the School of Foreign Languages (SFL) at a state
university. In the SFL, an English proficiency exam is administered at the beginning of the
academic year. The students who fail to obtain a passing score (i.e., > 60/100) are required to
study English at the SFL. They can attend classes at the SFL. maximum for two years.

This study adopted the convenience sampling approach. Thus, participants who were
available and willing to be studied (Creswell, 2012; Dérnyei, 2007) were involved in the study.
The participants of the study, being taught by the first researcher, were remedial students (N =
23) from Remedial 2 and Remedial 3 classes, who were studying their second year of English in
the SFL, during the 2018-2019 Academic Year. As part of the preparatory school program, they
were offered a B1 level Integrated Skills course.

The experimental group, which received critical literacy instruction, was assigned
randomly, and the control group received conventional literacy instruction. There were 11
students in the experimental group, and 12 students from the control group volunteered to take
part in the study. The participants’ ages ranged from 19 to 24. Twelve females and eleven males
participated in the study. The participants were prospective students of the basic science and
engineering departments. Table 2 presents detailed information regarding the demographics of
the participants.

Table 2. Demographics of participants

CLG (Experimental N % CoLG N %
Group) (Control Group)

Gender Gender

Female 6 54.54 Female 6 50
Male 5 45 .45 Male 6 50
Total 11 100 Total 12 100
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Age Age

19-20 7 63.63 19-20 8 66.66
21-22 3 27.27 21-22 4 33.33
23-24 1 9.09 23-24 0 0
Total 11 100 Total 12 100
Dept. Dept.

A 0 0 A 0 0

C 4 36.36 C 1 8.33
CE 1 9.09 CE 1 8.33
ChE 0 0 ChE 0 0
CRP 1 9.09 CRP 2 16.66
ECE 0 0 ECE 2 16.66
FE 2 18.18 FE 1 8.33
M 2 18.18 M 3 25
MBG 0 0 MBG 1 8.33
ME 0 0 ME 1 8.33
P 1 9.09 P 0 0
Total 11 100 Total 12 100

Note: CLG: Critical Literacy Group; CoLG: Conventional Literacy Group; Dept.: Department; A: Architecture; C: Chemistry; CE:
Civil Engineering; ChE: Chemical Engineering; CRP: City & Regional Planning; ECE: Electronics & Communication Engineering;
FE: Food Engineering; M: Math; MBG: Molecular Biology & Genetics; ME: Mechanical Engineering; P: Physics.

Instruments

Eight reading texts which were selected from different genres (i.e., narrative,
descriptive, argumentative, comparison and contrast) were used as the instruction materials in
the study. The central theme of the texts chosen was culture as learners were highly interested
in learning about the related topic, and it would provide learners with an opportunity to
develop their intercultural competence. Participants’ age, interests, departments, needs, and
language proficiency levels were taken into account in text selection. To determine the
difficulty level of the texts, Flesch-Kincaid Grade Level formula was used. The same texts (N= 2
for each genre / week) were used in the teaching process of both groups.

In order to measure participants’ reading comprehension, the reading section of the
Testing of English as a Foreign Language (TOEFL) test (The official guide to the TOEFL test,
2012) was used as the pretests and posttests because according to Educational Testing Service
(2005), TOEFL, as an English-proficiency test, has reliability coefficients between .70 and .95
on a scale of .00 to .99. Also, the participants were familiar with the test format, which
involved multiple choice questions on identifying synonyms, the main idea and specific details
of a given text, and the author’s purpose, inserting sentences into texts, and identifying the
most important information provided in a given text. There were three texts (Feeding Habits of
East African Herbivores, Loie Fuller, Green Icebergs) in the exam, each of which was
accompanied by 14 multiple choice questions. The total number of questions in the test was 42,
and the maximum score was 45. The Cronbach’s Alpha value was calculated as .713 for the
reading test.

44



Kurt-Taspinar, H., & Cubuk¢u, F.  Language Teaching and Educational Research, 2020-1, 34-55

Data collection procedures

The ethics committee approval for the study was obtained from Dokuz Eyliil University
on 08/05/2019. First, consent forms were obtained from the participants. Next, pretests were
administered. The participants were not informed that they would take a posttest. Both the
pretests and posttests were administered in a proctored environment, and the same test
conditions (i.e., the same exam room / day / time / physical conditions / seating / duration etc.)
were provided. After the administration of the pretests, participants were asked to participate
in a four-week genre-based reading instruction program.

Eight lesson plans which had two variations (i.e., critical literacy and conventional
literacy versions) were prepared by the researchers. That is, 16 lesson plans were prepared in
total. The lesson plans prepared to teach critical literacy skills (e.g., interpretation, analysis,
evaluation, inference, explanation) involved critical reading questions as well as
comprehension questions. In the lesson plans prepared for the Conventional Literacy Group,
the focus was on conventional literacy skills. In the Critical Literacy Group, the same
curriculum was implemented with a focus on critical literacy skills. Participants were asked to
respond to critical reading questions, identify facts and opinions, discuss causes and effects,
solve problems, compare and contrast, categorize advantages and disadvantages, make
evaluations based on what they had read, analyze the language used in the text and identify the
author’s viewpoint, and reflect upon the text. Different groupings, such as dyads and triads,
were used to ensure participants’ active in-class participation. On the other hand, tasks with a
focus on the comprehension of the selected texts were utilized for the Conventional Literacy
Group throughout the teaching process. The focus was on conventional literacy skills;
therefore, activities related to “code breaking, text participating, and text using” were involved
in the instruction (Luke & Freebody, 1999). Overall, each group received a 720-minute training
on the selected genres and texts. The first researcher, who was the instructor of the
participants, implemented the lesson plans. All the lessons were videotaped for future
reference. At the end of the four-week instruction process, the posttest was administered.

Data analysis

The researchers recorded the results on an Excel document after grading the pre/post
reading tests. A colleague who had been teaching English for 29 years cross-checked the
assigned scores for the randomly selected tests. The statistical analyses were conducted using
the Statistical Package for Social Sciences (IBM, Version 22). Non-parametric statistical tests
were used due to the small sample population. Since the study had a repeated-measures designs
with an intervention (experimental group) and repeated-measures designs without an
intervention (control group), the Related-Samples Wilcoxon Signed Rank Test was used to
analyze the data. Participants’ pretest and posttest scores were compared. In addition, the
Mann-Whitney U Test was used to investigate the difference between the pretest and posttest
scores of the participants in the two groups.

Findings
The impact of critical literacy instruction on adult EFL learners’ reading comprehension
The first research question of the study aimed to determine whether the explicit
instruction of critical literacy skills with a genre-based approach affected adult EFL learners’
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reading comprehension or not, and it was addressed using the Related-Samples Wilcoxon
Signed Rank Test. The data analysis indicated that the explicit instruction of critical literacy
skills through a four-week genre-based reading instruction did not elicit a statistically
significant change in the Critical Literacy Group’s posttest scores. That is to say, the posttest
scores were not statistically significantly higher than their pretest scores, Z = -.318, p =750,
p>0,05. Table 3 shows the descriptive statistics regarding the pretest and posttest scores of the
participants in the Critical Literacy Group.

Table 3. Descriptive statistics regarding Critical Literacy Group’s pretest and posttest scores

Test N M SD Min. Max. P
Pretest 11 9.00 3.89 0 13

.475
Posttest 11 7.90 5.08 2 18

Note: *p<0.05

As can be seen in Table 3, the mean for the pretest was 9.00 (SD = 3.89). However, the
posttest mean was 7.90 (SD = 5.08), which was slightly lower compared to the pretest. There
was an increase in the posttest scores of three participants; however, there was a decrease in six
participants’ posttest scores. Two of the participants’ posttest scores remained the same (See
Table 4).

Table 4. Critical Literacy Group’s pretest and posttest scores

Test Rank N Mean Sum z P
Rank of
Ranks
Negative 6 4.75 28.50
Pretest Ranks
Positive 3 5.50 16.50 -.715 475
Posttest Ranks
Ties 2
Total 11

Note: *p<0.05

A four-week genre-based reading instruction designed to teach critical literacy skills
did not result in a statistically significant change in the Critical Literacy Group’s posttest scores.
The posttest scores of the Critical Literacy Group were not higher than their pretest scores.
More than half of the participants (54.54%) had a decrease in their reading comprehension
scores. 27.27% of the participants, on the other hand, had improved reading comprehension
scores in the posttest. 18.18% of the participants’ posttest scores remained the same as the
pretest scores.
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The impact of conventional literacy instruction on adult EFL learners’ reading comprehension

The second research question sought to answer whether conventional literacy
instruction with a genre-based approach affected adult EFL learners’ reading comprehension or
not. The Related-Samples Wilcoxon Signed Rank Test indicated that the Conventional Literacy
Group’s posttest scores were not statistically significantly higher than their pretest scores, Z = -
1.334, p = .182, p>0,05. Table 5 shows the descriptive statistics regarding the pretest and
posttest scores of the participants in the Conventional Literacy Group.

Table 5. Descriptive statistics regarding Conventional Literacy Group’s pretest and posttest
scores

Test N M SD Min. Max. P
Pretest 12 9.58 2.39 6 13

182
Posttest 12 12.25 6.32 4 24

Note: *p<0.05

As Table 6 displays, the mean for the pretest was 9.58 (SD = 2.39) while the mean for
the posttest was 12.25 (SD = 6.32). Seven participants received higher scores on the posttest.
However, three of the participants’ posttest scores were lower. Two of the participants’ posttest
scores remained the same as the pretest (See Table 6).

Table 6. Conventional Literacy Group’s pretest and posttest scores

Test Rank N Mean Sum z P
Rank of
Ranks
Negative 3 4.83 14.50
Pretest Ranks
Positive 7 5.79 40.50 -1.334 .182
Posttest Ranks
Ties 2
Total 12

Note: *p<0.05

The data analysis yielded similar results for the Conventional Literacy Group regarding
the effect of conventional literacy instruction with a genre-based approach on adult EFL
learners’ reading comprehension levels. Although the posttest mean score (M = 12.25) was
higher compared to the pretest mean score (M = 9.58), participants’ posttest scores were not
statistically significantly higher than their pretest scores. More than half of the participants
(58.33%) received improved scores on the posttest, whereas there was a decrease in the posttest
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scores of the three participants (25%). Furthermore, two (16.66%) of the participants’ posttest
scores remained the same as their pretest scores.

The difference between the posttest scores of the Critical Literacy Group and Conventional
Literacy Group

The final research question aimed to answer whether there was a significant difference
between the posttest scores of the Critical Literacy Group and Conventional Literacy Group or
not. To this end, the Mann-Whitney U Test was administered. The data analysis indicated that
the experimental group participants’ pretest scores were not statistically significantly different
than the control group participants’ pretest scores, U = 65.50, p = .975. The test also indicated
that the experimental group participants’ posttests scores were not statistically significantly
higher than the control group participants’ posttest scores, U= 37.00, p=.072 (See Table 7).

Table 7. Comparison of Critical Literacy Group’s and Conventional Literacy Group’s pretest
and posttest scores

Test Group N Mean Sum of SD U P
Rank Ranks

CLG 11 11.95 131.50

Pretest CoLG 12 12.04 144.50 3.13 65.50 .975
Total 23
CLG 11 9.36 103.00

Posttest ColG 12 14.42 173.00 6.05 37.00 .072
Total 23

Note: CLG: Critical Literacy Group; CoLG: Conventional Literacy Group.
*p<0.05

As can be seen in Table 7, the posttest mean rank for the experimental group was 9.36
while the posttest mean rank for the control group was 14.42. The sum of ranks for the
experimental group in the posttest was 103.00, whereas the sum of ranks was 173.00 for the
control group. The Critical Literacy Group obtained a lower mean rank (9.36) regarding the
posttest scores. Indeed, this group had a lower pretest mean rank (11.95) as well.
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Discussion

The findings of the present study did not confirm the results of the studies recently
conducted in different EFL contexts (Abbasian & Malaee, 2016; Hazaea & Alzubi, 2017; Rashidi
& Asgharzadeh, 2012). The findings did not corroborate the findings of Abbasian and Malaee’s
(2016) study which investigated the effect of explicit teaching of some Critical Discourse
Analysis (CDA) techniques on Iranian EFL learners’ reading comprehension. The results
showed that the experimental group instructed to read critically obtained higher scores
compared to the control group. The present study did not support the findings of Hazaea and
Alzubi’s (2017) quasi-experimental study conducted in a Saudi Arabian tertiary context to
explore the effect of CDA instruction on EFL analytical reading practices as well since the
results of this study indicated significant effects on the analytical practices (i.e., description,
interpretation and explanation). In other words, a fourteen-week discourse-based instruction
enabled the participants, who were preparatory year students, to improve reading skills to go
beyond the text rather than merely reading the text. In addition, the critical reading approach
that Rashidi and Asgharzadeh (2012) adopted in their empirical study based on CDA had a
significantly positive effect on female high school students’ reading comprehension.

In the present study, the emphasis was on the instruction of both conventional literacy
skills and critical literacy skills. Thus, the lesson plans were designed in accordance with Luke
and Freebody’s Four Resources Model (1999). Skill-based literacy was combined with critical
literacy skills to accomplish the model (Exley & Dooley, 2015). In other words, four
components of text engagement, which are code breaking, text participating, text using, and
text critiquing, were used in the instruction of the experimental group. During the four-week
genre-based instruction, two class hours were allocated for each reading text. This short
intervention process may have been perceived to be insufficient and may not have permitted
learners to practice the targeted literacy skills effectively.

The results indicated that the genre-based reading curriculum with an emphasis on
conventional literacy skills aided most of the participants to enhance their reading
comprehension skills. Through the tasks implemented to break the codes, participate in texts,
and use texts (Luke & Freebody, 1999), learners could engage more with the texts and, thus,
could boost their comprehension. In other words, the dynamic integration of code breaking,
text participating, and text using enabled learners to become better readers.

As for the difference between the posttest scores of the two groups, focusing merely on
the conventional literacy skills, thus, having a more effective instructors’ guidance and
scaffolding throughout the instruction, and learning actively through pair work / group work
may have contributed to and facilitated the learning process for the participants in the
Conventional Literacy Group. As a result, this may have led to enhanced levels of reading
comprehension. Scaffolding, or in Donato’s (2000) terms, “instructional conversation” (as cited
in Ellis, 2008), derives from Sociocultural Theory (Ellis, 2008). According to Wood, Bruner,
and Ross (1976), scaffolding entails recruiting interest in the task, simplifying the task,
maintaining pursuit of the goal, marking critical features and discrepancies between what has
been proposed and the ideal solution, controlling frustration during problem solving, and
demonstrating an idealized version of the act to be performed (as cited in Ellis, 2008, p. 235).

Thus, through ‘pedagogic interaction’ (Ellis, 2008, p. 528), the instructor and learners
could negotiate on meaning for curricular purposes, which promotes the targeted learning
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outcomes. The results of the present study were in line with Kog¢’s (2007) study, which
investigated the effect of the use of active learning, indicating that active learning methods
used in the instruction had a positive impact on participants’ reading comprehension.

Conclusion

This small-scale study aimed at unveiling the impact of genre-based critical literacy
instruction on adult EFL learners’ reading comprehension. A genre-based reading instruction
with different foci did not reveal a significant difference in the reading test scores of the
experimental group, which received critical literacy instruction, and the control group, which
received conventional literacy instruction. A relatively short instruction process may have led
to these findings. In addition, as the learners were remedial students who were studying their
second year at the preparatory school, they were not highly motivated to improve their critical
literacy skills and did not find the target skills being taught relevant.

Although the results did not produce statistically significant results, the findings
showed that a critical literacy approach to the instruction of reading through a variety of
genres not only led to enhanced comprehension of texts but also to increased critical awareness
for some of the participants. Hence, this study has a pedagogical significance in terms of an EFL
reading curriculum which places critical literacy at the core. The EFL instructors should design
curricula with an emphasis on the development of learners’ critical literacy as well as the
development of discrete language skills (Luke & Freebody, 1999).

The study was limited to twenty-three preparatory year students studying English at
the School of Foreign Languages, at a state university. Therefore, the results of this quasi-
experimental study cannot be generalized to all EFL learning contexts. In addition, due to the
strict curriculum and time constraints, the treatment is limited to only four weeks.

Suggestions

EFL practices should not solely aim at improving four language skills, they should also
develop learners’ critical awareness skills and reasoning abilities (i.e., examining authors’
intentions and viewpoints, questioning, juxtaposing, reconstructing and exploring multiple
perspectives) (Alagozli, 2006; Papadopoulos & Griva, 2017). When they practice critical
literacy skills, learners are also able to develop their ability in English (Kuo, 2013). That is to
say, both conventional and critical literacy practices should be incorporated into the
curriculum in order to provide the learners who have lower levels of proficiency with
assistance. Huh (2016) suggests that a holistic approach between critical literacy and
conventional skill instructions would assist EFL learners to cope with the cognitive challenges
as it has been reported to help ESL learners in previous research studies (e.g., Exley & Dooley,
2015; Lau, 2013). However, more time should be allocated for the instruction of texts since the
curriculum emphasizes both conventional and critical literacy skills. Also, rather than an
“instructional” approach, a “programmatic” approach should be adopted in the design of the
instructional intervention in order to teach critical literacy skills (Behar-Horenstein & Niu,
2011). In other words, critical literacy skills should be integrated into the school curriculum.
Finally, further research with a larger sampling and an extended intervention period may yield
more definite conclusions.
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Abstract

Questioning is one of the most frequent strategies used by teachers during
classroom interaction. Therefore, teachers employ different type(s) of questions
during classroom interaction due to the uniqueness of each language classroom.
This study was conducted to identify the question types asked by teachers and
discover the pedagogical goals of these questions. Besides, teachers' opinions
regarding question types they asked during classroom were investigated. A mixed-
method research design was followed. Quantitative data was gathered through a
descriptive analysis of questions types used in the classroom. Qualitative data was
obtained via semi-structured interviews and stimulated recalls based on classroom
observations. Three EFL teachers working at a private university preparatory school
participated in this study. Their classes were observed by one of the researchers
three times. The video and audio recordings were analyzed and then semi-
structured interviews and stimulated recalls were carried out. The results of the
study yielded that referential and display questions were the two most common
question types. While referential questions were common in classroom context
mode, display questions were much more common than referential questions in
materials mode. The number of referential questions mostly doubled the number of
display questions in classroom context mode. Even though teachers are not aware
of the name of the question types, they use the questions based on the pedagogic
goals of the classroom.
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Yabanci dil 6gretmenlerinin soru tiirleri ve pedagojik hedefler
konusunda farkindaligii arttirmak: Mikro baglamlara gore

analiz

0z

Soru sorma sinif etkilesimi sirasinda 6gretmenler tarafindan en sik kullanilan
stratejilerden biridir. Her dil sinifinin essiz dogasi geregi, 6gretmenler farkli soru
tirleri kullanirlar. Bu ¢alisma ogretmenler tarafindan sorulan sorularin tiirlerini
belirlemek ve bu sorularin pedagojik hedeflerini kesfetmek amaciyla yapilmistir.
Ayrica ogretmenlerin sinifta sorduklari soru tiirlerine iliskin gorisleri de
incelenmistir. Karma ydntem arastirma modeli kullanilmistir. Nicel veriler, sinifta
kullanilan soru tiirlerinin tanimlayici bir analizi ile toplanmistir. Niteliksel veriler ise,
yari yapilandirilmis goriismeler ve sinif gozlemlerine dayali uyarilmis hatirlama
roportajlari ile elde edilmistir. Ozel bir Giniversitenin Hazirlik Programinda calisan ii¢
yabanci dil 6gretmeni bu calismaya katilmistir. Dersler, arastirmaci tarafindan ticer
kez gozlemlenmistir. Video ve ses kayitlari analiz edildikten sonra yari yapilandiriimis
gorismeler ve uyarilmis hatirlama roportajlari gerceklestirilmistir. Calismanin
sonuclari, 6gretmenin cevabini bildigi ve bilmedigi soru tiirlerinin en yaygin
kullanilar soru tiirleri oldugunu ortaya koymustur. Ogretmenin cevabini bilmedigi
soru tlrl en c¢ok sinif baglami modunda goriiniirken, 6gretmenin cevabini bildigi
sorular en cok malzeme modunda kullaniimistir. Ogretmenin cevabini bilmedigi
sorularin sayisi sinif baglami modunda 6gretmenin cevabini bildigi sorularin iki
katidir. Katilimcilar soru tiirlerini terim olarak farkinda olmasalar bile, dersin
pedagojik hedefin uygun olarak kullanmislardir.
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Introduction

Interaction in the classroom is an inevitable part of the language learning process.
Being aware of the significance and role of interaction in classroom fosters the quality of the
acquisition process. Dagarin (2005) defines interaction as “a two-way process between the
participants in the learning process”. In terms of the place of interaction in language learning
classrooms, Long (1996) asserted that language acquisition occurs as a result of interaction
between the learners' mental abilities and the linguistic environment. Moreover, interaction
was defined as the most significant part of the curriculum (Van Lier, 1996) since it creates
opportunities for students to receive comprehensible input and feedback (Gass, 1997; Long,
1996; Pica, 1994). The language learning process becomes more challenging for learners when
they do not interact with each other (Riascos, 2014). Thus, interaction is an indispensable
component of the second language acquisition process. Creating classroom interaction involves
the effective utilization of different techniques (Seedhouse, 1997). The act of questioning is one
of the techniques teachers usually implement in their teaching to create and enhance classroom
interaction (Lynch, 1991). In addition to this, questioning was assumed as one of the most
common forms of teacher talk in language classrooms (Lee, 2006). Therefore, classroom
interaction includes a significant amount of questions asked by the teachers (Brown, 2001).
Especially, the act of questioning and answering occurring between teachers and students is
much more frequent than any other technique employed in English as a Foreign Language
(EFL) classrooms (Richards, 2003). The amount of the questions identified in the language
classrooms provides evidence of the significance of the questioning technique. Plentiful studies
proved that a high number of questions are utilized in language classrooms. In earlier studies,
Long and Sato (1983) and White and Lightbown (1984) identified a total of 938 questions in six
elementary English as a Second Language (ESL) classrooms and approximately 200 questions
per class period, respectively. Besides, Gall (1984) stated that over a half classroom talk consists
of question-answer exchanges. Teachers mostly use questions as initiating the interactions in
the classroom (Yanfen & Yugqin, 2010). In consequence, teachers create an atmosphere where
learners can express themselves and interact with each other (Walsh, 2013). Hence, teachers’
questions cannot be detached from classroom interaction (Vebriyanto, 2015; Center for Faculty
Excellence, 2009).

Studies in Second Language Acquisition (SLA) indicate that questioning has a crucial
role in language acquisition. As stated by Ellis (1993), learners mostly have a chance to engage
in class when they are posed a question. Through questioning, teachers can draw the attention
of learners to form or meaning of the target language (Tan, 2007). For this purpose, teachers
employ different types of questions during classroom interaction. There have been numerous
studies to investigate the question types and their frequency in language classrooms (Dos et al,
2016; Olmezer-Oztiirk, 2016; Rido, 2017; Inan & Fidan, 2012; Wright, 2016; Suryati, 2015;
Erlinda et al., 2014; Farahian, 2012). Moreover, the effect of questioning on classroom
interaction was studied by several researchers (Vebriyanto, 2015; Shomossi, 2004; Yang 2010;
Hamiloglu & Temiz, 2012; Ozcan, 2010). There are, also, some studies focusing on teachers’
questioning skills (Ma, 2008; Sahin, 2013).

A large number of existing studies in the broader literature have examined the
questions types, their frequency, and their effects on the language learning process. The results,
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in general, indicated that some of the questions achieve the purpose of the interaction, while
others fail to do (Al-Zahrani & Al-Bargi, 2017) since the act of questioning requires a
significant pedagogical content knowledge (Shulman, 1986, as cited in Boaler & Brodie, 2004).
As it was stated by Sahin (2013), although the majority of teacher and student interaction is
comprised of teacher’s questioning, we are not sure whether teachers are aware of the purpose
of questions. When we take into consideration the significance of teachers’ questioning in
classroom interaction, it is highly significant to raise awareness about the types and purposes of
questions. Not only the type but also the pedagogical goal of the questions is a predictive factor
of success in classroom interaction. Therefore, using appropriate question type according to the
mode of the classroom is crucial in order to foster the classroom interaction. Since each
classroom context has different features, analyzing the question types and purposes with
respect to classroom modes, provides an insight into the functions of questions asked during
EFL classroom interaction. It is significant to analyze the questions by linking to contexts in
which they were utilized. However, previous studies have almost exclusively focused on the
question  types, frequencies, and effects on classroom  interaction. To
the best of researchers' knowledge, no prior studies have examined the types of teacher
questions and interpreted them according to the pedagogic goals of classroom modes suggested
by Steve Walsh (2013). Moreover, only a few works in the literature demonstrate teachers'
opinions in regard to classroom interaction and their awareness of question types. To fill this
gap in the literature, this study was conducted to identify the question types asked by teachers
and discover the pedagogical goals of these questions. Besides, teachers' opinions regarding
question types they used during the classroom were investigated.

Types of teacher questions

Several scholars have attempted to describe different question types and named them
differently. They can be classified in terms of the answer they seek or the purpose they serve.
No matter how they are named, each question type has a place in the classroom interaction
(Ma, 2008). Thus, it is of crucial importance to investigate teachers’ pedagogical rationale in
selecting different question types during classroom interaction.

Various question types have been identified in previous studies. Thompson (1997)
categorized question types in terms of their form, content, and purpose. The first question type
is related to the grammatical form of the question such as Yes/No questions and Wh- questions.
Additionally, the latter focuses on the purpose of the questions such as displaying knowledge or
communication. Richards & Lockharts (1994) further classified questions as procedural,
convergent, and divergent. The first one, procedural questions, is related to classroom
management and routines but the content of the lesson. However, convergent and divergent
questions are closely connected with the content of the class. The convergent questions include
short answers and learners do not go through the higher thinking process. The main purpose is
to encourage learners to participate in class. On the other hand, divergent questions are asked
to motivate and include them in the higher thinking process. Nuttall (1982) categorizes
question types as literal comprehension questions of which answers can be located in the text,
reorganization or reinterpretation questions require the students to obtain the information
from different part of the text and put it together, inference questions which ask the students
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to read between the lines and make inferences, questions of evaluation through which students
make considered decisions and questions of personal response consist of reactions of the
learners to the text.

Long and Sato (1983) classified questions as echoic and epistemic questions utilized to
ask for a confirmation or clarification and to obtain knowledge, respectively. Echoic questions
involve comprehension check, clarification request, and confirmation check questions. On the
other hand, epistemic questions include referential, display, expressive, and rhetorical
questions. Display questions do not attempt to find new information, on the contrary, they are
asked to elicit what the learner has already known. The purpose is to enable learners to display
their knowledge and information (Cullen, 1998) and to lead to practice in the target language
and expand learners' participation (Ellis, 1993). On the other hand, referential questions are the
ones to which the teacher does not know the answer and aim at a genuine communicative
purpose (Cullen, 1998). Teachers ask referential questions to produce a social context in the
classroom and to enhance learners' communicative skills. Therefore, the answers to referential
questions are more meaningful, complex, and subjective in most occurrences (Tsui, 1995). This
current study was concerned with echoic and epistemic questions, in general. Specifically,
referential and display question types were examined meticulously.

Functions and purposes of teacher questions

Teacher questioning serves different purposes during classroom interaction. Cotton
(2001) explained the aim of the questions as; to make learners more motivated, to become
active learners in the class, to check assignments, to enhance critical thinking, to review
previous lessons, and to maintain class discipline. Christenbury & Kelly (1983) and Kinsella
(1991) explained the purpose of the questions as; to generate language, to obtain instant
feedback about learners' comprehension, and to create an atmosphere in which the learners
can interact with each other. Kauchak and Eggen (1989) described the functions of the
questions in three categories that are diagnostic, instructional, and motivational functions. The
teacher’s questions are utilized to diagnose what students know and think about a certain topic.
For the instructional function, teacher’s questions can lead learners to study new information
and finally, as motivational function, teacher’s questions can make learners participate in the
class actively.

Pedagogic goals and classroom modes

Seedhouse (2004) stated that there is a need for a closer understanding of the
relationship between language use and pedagogic goals. These two, language use and pedagogic
goals, cannot be separated from each other (Walsh, 2011). To emphasize this idea, Walsh
divided a classroom into modes which were defined as ‘an L2 classroom micro context which
has a clearly defined pedagogic goal and distinctive interactional features determined largely by
a teacher's use of language' (Walsh, 2006). He designed a framework that can be utilized by
teachers to evaluate interaction in their classes. The framework consisted of four modes;
managerial mode, classroom context mode, skills and systems mode, and materials mode. Each
mode includes specific interactional features and particular pedagogical goals (Walsh, 2011).
The managerial mode is related to the organization of learning and mostly occurs at the
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beginning of the lessons. In the materials mode, the interaction develops around a piece of
material such as a text, worksheet. The skills and system mode includes language practice
focusing on the language system (phonology, grammar, vocabulary, discourse) or language skill
(reading, listening, writing, speaking). Finally, the classroom context mode is made of genuine
conversation, in which the teacher's role is more passive to provide the interactional space for
learners. The pedagogic goals for each mode suggested by Walsh (Walsh, 2011, p.113) were
displayed in Figure 1.

Mode Pedagogic goals
Managerial To transmit information
To organize the physical learning environment

To refer learners to materials
To introduce or conclude an activity
To change from one mode of learning to another

Materials To provide language practice around a piece of material
To elicit responses in relation to the material
To check and display answers
To clarify when necessary
To evaluate contributions

Skills and system To enable learners to produce correct forms
To enable learners to manipulate the target language
To provide corrective feedback
To provide learners with practice in sub-skills
To display correct answers

Classroom context To enable learners to express context themselves clearly
To establish a context
To promote oral fluency

Figure 1. L2 classroom modes by Steve Walsh (2011)

Literature Review

The literature review shows that there is not a single classification utilized for teacher
questions, and most of them are overlapping each other (Olmezer-Oztiirk, 2016). Numerous
studies have investigated the type and frequency of the questions used in language classrooms,
and their effects on language acquisition. Additionally, a few studies have been conducted in
order to analyze the classroom interaction in terms of micro-contexts; managerial mode,
classroom context mode, materials mode, and skills and systems mode. This section presents a
review of recent literature on question types used during classroom interaction and modes
applied in the classroom.

In Yang’s study (2010), it was found that non-native speaker pre-service English
teachers frequently asked yes/no questions, and closed and display questions, whilst open and
referential questions were rarely or never asked. Erlinda and Dewi (2014) investigated the
question types used in the classroom interaction and the results indicated that rhetorical,
procedural, closed, open, display, and referential questions were asked. Chafi and Elkhouzai
(2014) analyzed the classroom interaction and found that teachers mostly used factual
questions while a few questions gathering opinions and hypotheses were identified. Meng,
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Zhao and Chattouphonexay (2012) analyzed type of questions used in classroom interaction
and the results indicated that even though referential and display questions were employed by
the teacher, only display questions were asked as dealing with learning and teaching.

In the Turkish context, Olmezer-Oztiirk (2016) conducted a study to report the types of
questions asked by the teacher. The findings yielded that the type of questions asked frequently
was convergent questions. However, the number of divergent questions was rare during the
interaction. Another study was conducted by Fidan and inan (2012) to explore the type and
functions of teacher questions in a Turkish as a foreign language class. The data were analyzed
according to the classification of Long and Sato (1983) which comprises echoic and epistemic
questions. The findings yielded that the majority of the questions asked during interaction was
of epistemic nature. Whereas the most common epistemic question type was display questions,
the most common echoic question type was confirmation checks. Hamiloglu and Temiz (2012)
conducted a study to identify the question types used in the classroom. The findings illustrated
that the classroom interaction consisted of mostly yes/no questions and short-answer questions,
followed by open-ended questions, display questions, and referential questions. Cakir and
Cengiz (2016) conducted a study to see how a training program on open-ended questions
motivated teachers to develop their classroom practice. The analysis showed that the training
program encouraged teachers to apply a more systematic and reflective pedagogical practice.
Teachers used more open-ended questions, which enabled the learners to participate in class.

In their pioneering study, Long and Sato (1983) found that ESL teachers utilized
considerably fewer referential questions than display questions during classroom interaction.
Similarly, David (2007) carried out a study investigating the distribution of question types and
the results showed that the number of display questions is more than referential questions. It
was claimed that display questions create more interaction than referential questions.
Shomoossi (2004) investigated the teacher questioning in EFL classrooms. The results showed
that display questions were more frequent than referential ones that generated more classroom
interaction. It was also stated that display questions include a small piece of information on part
of speech, word stress, intonation, antonyms, and synonyms, etc. Additionally, display
questions can encourage learners to participate in class. Arifin’s study conducted in lower
secondary school (2012) showed that 66.7% of the questions asked by the teacher were display
whereas 33.3% were referential questions. Zohrabi, Notash, and Khiabani (2014) investigated
the frequency of two types of questions: referential and display in three different proficiency
level classrooms. The study findings demonstrated that the number of display questions at the
elementary and intermediate levels was higher than the advanced level. In high-level
proficiency classrooms, the number of display questions diminished whereas the referential
questions increased. A similar finding regarding the high frequency of display questions in the
language classrooms was confirmed by Suryati (2015) who investigated the classroom
interaction strategies employed by English teachers in the EFL context. The analysis indicated
that the number of display questions (18%) was higher than referential questions (4,3%).
Vebriyanto (2015) conducted a study to describe the question types that teachers use in the
classroom. The results showed that closed/display questions (69%) were used more frequently
than open/referential questions (31%). It was found that open/referential questions elicited
longer responses and were used to obtain certain information from students. On the other
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hand, closed/display questions were utilized to check comprehension of the material. This
study was in line with the study conducted by Rido (2017) examining the questioning strategies
of master teachers in the vocational English classroom. According to the researcher,
close/display questions were among the frequently asked questions by the master teachers.
Open/referential and follow-up questions were the following strategies used by master
teachers. On the other hand, Yang (2010) found that teachers employed more referential
questions than display questions in the ESL classroom context. It was concluded that referential
questions obtained more structures that are complex from students.

Wang and Huan (2011) investigated the relationship between language use and
pedagogical purpose through SETT (Self Evaluation of Teacher Talk developed by Walsh,
2006). They examined whether the teacher talk is appropriate in terms of classroom context or
mode. In a similar vein, Suryati (2015) analyzed interaction strategies used in the lower
secondary level of education. The results indicated that the majority of the classroom
interaction was revolved around material mode and skill and system mode. Feedback (IRF)
patterns, display questions, teacher echo, and extended teacher turns were among the common
strategies utilized in the classroom. Soraya (2017) further examined classroom interaction
according to micro-contexts and pedagogical goals. Accordingly, teachers frequently used
material and managerial mode whereas classroom context and skill and system modes were
identified rarely. Moreover, Korkut and Ertas (2017) discovered interactional features during
the material mode. They found that interactional features matched with the ones stated in
SETT. However, there were, also, some different features stemmed from cultural and local
practices. For instance, Ghafarpour (2017) analyzed classroom interaction according to modes.
It was found that the material mode was the most dominant micro context. Classroom and
material modes lasted for long periods, whereas managerial and skills and system modes
sustained for short periods. These results can be attributed to contextual differences and
institutional requirements.

The literature reviewed so far included studies focused on the identification of
questions and comparison of them, and the purpose of questions, and their effect on classroom
interaction. However, to the best of researchers’ knowledge, no study has been conducted to
examine and interpret teacher questions according to the pedagogic goals of classroom modes
suggested by Walsh (2013). Moreover, only a few studies were conducted to explore teachers’
opinions in terms of interaction and their awareness of question types. To fill this gap, this
study was carried out to identify question types asked by teachers and examine the pedagogical
goal of these questions. As a secondary aim, teachers’ opinions pertinent to question types they

utilized in the classroom were scrutinized. To this end, the following research questions were
asked:

1- What are the type(s) of questions that are asked by the university-level EFL teachers
during classroom interactions?

2- What are the pedagogical goals of the teachers while asking questions in different
classroom modes?

3- What do teachers think about the question types they use during classroom interaction?
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Methodology
Research design
The present study adopted a mixed-method research design. Quantitative data were
gathered through a descriptive analysis of question types used in the classroom whereas
qualitative data were obtained via semi-structured interviews and stimulated recalls based on
classroom observations.

Setting

The study was conducted at a preparatory program of a private university in Turkey.
This program consists of two language levels, namely, Route 1 and Route 2. The former
includes students whose level is from beginner to elementary whereas the latter includes
students with intermediate and high-intermediate levels. Route 1 students have 22 hours of
English per week as Route 2 students have 18 hours of English per week. There are
approximately 15-20 students in each class. Since the number of students is low, the classroom
context is mostly interactive and engaging. The duration of the lessons is 80 minutes considered
as a block session. At the end of the term, students have to take a proficiency exam and if they
get 80 points or above from this exam, they can continue their education at their departments.

Participants

Three EFL teachers working at a preparatory program participated in this study. They
were selected according to the non-probability convenience sampling method suggested by
Creswell (2005) as the teachers were willing and available during the study. At the beginning
of the study, the participants signed a consent form; and thus, the confidentiality of their
participation was ensured. They were given a demographic survey in order to elicit information
regarding their educational background and previous experiences in teaching. Accordingly,
Teacher 1 (hereafter T1) is 25 years old and holds a BA degree in English Language Teaching.
She has been teaching for 3 years. Teacher 2 (hereafter T2) is 22 years old and holds a BA
degree in English Literature and Language. She has been teaching English for one year. Teacher
3 (hereafter T3) is 25 years old and has been teaching for 3 years. She holds a BA degree in
English Language Teaching and continues an MA in the same department. The participants
teach reading and listening classes; therefore, the observations were conducted in either
reading or listening classes.

Instruments

The study utilized audio and video recordings, as well as observation protocols and field
notes form to capture the classroom interaction in detail. One of the researchers of this study
was a non-participant observer (Creswell, 2012); therefore, she did not get involved in the
activities. The field notes form was designed by the researchers to take notes during
observations regarding question types and classroom modes (Appendix A). It included both
descriptive field notes of the events and reflective field notes focusing on personal thoughts of
the researcher (Creswell, 2012). In addition, semi-structured interviews and stimulated recalls
were used to gather more in-depth information about the awareness of teachers. Five questions
focusing on classroom interaction and question types were prepared for the semi-structured
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interview (Appendix B). Three experts in the ELT field were consulted for the interview
questions and field-note and necessary changes were done before conducting the study. The
last question of the interview serves the purpose of stimulated recalls. Some recording excerpts
including various question types from a different mode of the lesson were shown to
participants during interviews and their opinions were asked related to excerpts to gather more
in-depth information.

Data collection procedure

The research data were collected by following the steps below.
Week 1: Administrative permission was ensured. Afterwards, an email was sent to teachers to
notify them about the study. Three teachers were selected based on their voluntary
participation. They were given information on the general purpose of the study, but the
specific focus of the study was not mentioned in order not to spoil the nature of classroom
interaction. They were informed about audio and video recordings and given a consent form to
sign.
Week 2: The observer researcher visited the classrooms of three teachers and took field notes
in regard to question types.
Week 3: The second observations were carried out and field notes were taken. The observer
researcher took notes regarding questions asked by the teachers during classroom interaction.
Week 4: The last observation was conducted and related field notes were taken to support
video-recordings.
Week 5: Video recordings were transcribed and analyzed in terms of question types and
classroom modes. Audio recordings were utilized in case of necessity.
Week 6: Semi-structured interviews were carried out with all participants. Interviews were
conducted in Turkish to help participants feel comfortable with their answers. Afterwards,
excerpts from video recordings were given to the teachers. Moreover, they shared their
opinions regarding questions in the video. Each participant was given two different excerpts
that included display and referential question types. However, they were not informed about
the types of questions and differences between these types.
Week 7: The data from interviews and stimulated recalls were analyzed according to the
purpose of the study.

Data analysis procedure

This study employed both qualitative and quantitative analysis procedures. The data
gathered from video recordings were transcribed using the transcription system adapted from
van Lier (1988) and Johnson (1995). The recordings from the first observation were not
included in data as the teachers were not familiar with recordings. After the transcription
procedure was completed, questions utilized during classroom interaction were highlighted.
Afterwards, they were listed and categorized according to question types suggested by Sato and
Long (1983). Each question type was counted for the quantitative data. In addition to this,
classroom modes were identified, and the two most common question types were analyzed
according to classroom modes in which they were applied. The semi-structured interviews
were transcribed verbatim. As for the qualitative data gathered from the interview and
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stimulated recalls, Content Analysis suggested by Creswell (2012) was conducted with an
extension of the Evaluation Coding framework of Miles and Huberman (1994). The data were
examined in detail to get a sense of the whole and coded according to relevance to research
questions. Afterwards, themes were created.

Findings

To answer the first question focusing on the type(s) of questions asked by the EFL
teachers during classroom interaction, quantitative analysis revealed 301 questions in total
(Table 2). Accordingly, T1 used 96 questions, T2 used 119 questions, and T3 used 86 questions
in recorded lessons. Table 1 below shows the frequency and types of questions used by T1, T2,
and T3, respectively. As it can be seen in Table 2, referential questions (n=163) were the most
frequent question type, followed by display questions (n=96). The data, also, included
rhetorical questions (n=17), confirmation check questions (n=15), comprehension check
questions (n=9), and clarification request (n=1). The referential questions were mostly used by
T1 (n=71) and T2 (n=42), however, the display questions were applied mostly by T2 (n=42) and
T3 (n=35).

Table 1. Frequency and types of questions

T1 T2 T2 TOTAL

Number of referential questions 70 59 32 163
Number of display questions 16 42 35 69
Number of rhetorical questions 3 3 11 17
Number of comprehension check questions - 3 6 9

Number of clarification request 1 - - 1

Number of confirmation check questions 6 7 2 15
Total number of questions 96 119 86 301

In order to answer the second research question, based on the pedagogic goals of the
teachers while asking a question in different classroom modes, the two most common question
types, referential and display questions, were analyzed according to classroom modes in terms
of the pedagogic goals of the teachers. Table 2 below displays the question types used by the
teachers according to classroom modes identified in the study.

Table 2. Question types according to classroom modes

Classroom context Materials Skills and system
mode mode mode
Referential Display Referential Display Referential Display
T1 56 8 14 8 - -
T2 37 5 22 37 - -
T3 16 9 16 22 0 4
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According to Table 2, the data consisted of three modes, which were classroom context
mode, materials mode, and skill and system mode. Classroom context mode consisted of 131
questions, materials mode included 119, and skills and system mode included four questions.
Accordingly, the number of referential questions (n=109) was much higher than display
questions (n=22) in classroom context mode. On the other hand, the number of display
questions (n=67) was higher than the referential questions (n=52) in materials mode (Table 3).
Moreover, skills and system mode included only four display questions. In the remaining part
of the results section regarding the second research question, excerpts taken from different
classroom modes were given to exemplify how teachers used questions according to various
pedagogical purposes.

Referential questions in classroom context mode were used by the teachers to enable
learners to express themselves clearly and to establish a context. Excerpt 1 taken from a lead-in
stage in a reading class focusing on music trends exemplifies this function of the referential
questions in the classroom context mode.

Excerpt 1 -T1:

T: okay. let’s talk about music... where do you get your music from?
L: (2)spotify=

T: =where else?

L2: =youtube.

T: youtube.

L3: =itunes.

T: do you pay for your music?

LL: /yes/seven lira/no/.

Different from the classroom context mode, the pedagogic goal of referential questions
used in materials mode was to elicit responses in relation to the material and to check and
display answers. Excerpt 2, taken from the same reading lesson displayed in Excerpt 1 shows
the use of referential questions in materials mode.

Excerpt 2 - T2:

T: ...now, please look at these statements. let's start with the first one (3) can you read?
L3: (2)people pay for the music

T: =do you agree with the statement?

LL: ...disagree/agree.

T: =why do you disagree with the statement?

L3: because...music is (4) art we cannot (2) pay...pay for art.

Despite the function of the referential questions used to take learners’ attention and
elicit their responses, the main pedagogic goal of display questions utilized in classroom context
mode was to establish a clear context. Excerpt 3 taken from a lead-in stage of listening class
focusing on gambling is a sample of display questions asked for this purpose.
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Excerpt 3 - 13:

T: okay then, what kind of gambling is legal or illegal in our country?
LL: nothing legal / horse race... legal / lottery

T: what about the illegal ones?

L: poker...

The pedagogic goals of the display questions utilized in materials mode were to check
and display answers, to clarify when necessary, and to elicit responses in relation to the
material. Excerpt 4 taken from an answer checking section of the listening class focusing on
crimes is an example of this pedagogical purpose in materials mode.

Excerpt 4: - T3

T: what about the reasons for the crime for the 1st speaker?

LL: psychological problems/illness.

T: actually...he lost his temper... What is temper?

L: =akil hastas1 m1?

T: no. he can get...angry easily and...quickly. he can't control it

As it was stated earlier in this section, skills, and system mode included only 4 display
questions. The pedagogic goal of these questions was to enable learners to produce correct
forms. Excerpt 5 gathered from grammar lessons focusing on likely and unlikely, probability
topics shows how display questions were used in the skills and system mode.

Excerpt 5 -T2

T: Antarctica will form a government. is it likely or unlikely?

LL: <Unlikely> / unlikely.

T: Antarctica is one of the most important areas in the world. (3) Likely or unlikely?
LL: likely/likely/likely

The data gathered from semi-structured interviews and stimulated recalls were
analyzed and coded to respond to the last research question regarding teachers’ opinions about
the question types they used during classroom interaction. Accordingly, teachers thought the
place of interaction in language classrooms was significant since students were not exposed to
foreign language outside the classroom, classroom interaction had a motivational effect to
involve students in the lesson, and it was seen as the main facilitator in language teaching.

“Most of the time, the classroom is the only place they use English. Therefore,
the interaction is very important to catch their attention and show them that
they can speak English if they want. I try to do it by creating a good interaction
with them.” (Teacher 2)

Teachers in the study categorized the type of interaction as a teacher to students,
students to students, and students to materials. With respect to the role of the questioning

68



Simgek, A., & Kuru-Génen, S. I Language Teaching and Educational Research, 2020-1, 56-75

strategy in classroom interaction, they stated that questions could be utilized to catch students’
attention, to activate their schemata, to shape the outline of the lesson, and to create a smooth
transition between the stages of the lesson. When the participants were asked to name the type
of questions they have used in the classroom, they expressed that they used yes/no questions,
thought-provoking questions, attention-catching questions, general questions about learners,
and specific questions about materials.

“My students cannot easily focus on reading materials during the lesson. In such
situations, I prepare thought-provoking questions about reading materials. I let

them discuss the questions. This way they feel a connection with materials.”
(Teacher 3)

Finally, for the purpose of stimulated recalls, the participants watched two excerpts
including samples of display and referential questions from their classes. Even though they
could not state the terminological names of the questions, they were able to identify the
purposes of the questions. For the display questions given in the excerpts, they stated that they
used this kind of question to review the previous lesson, to check their comprehension, to elicit
their background knowledge, and to illustrate the rationale of doing things during the lesson.

‘Sometimes, I start my lessons with a revision of previous lessons. I ask many
questions to help them remember what we have covered so far. This helps them
to connect lessons.” (Teacher 1)

On the other hand, the purposes of referential questions were to catch students'
attention, to motivate them, to activate their schemata, and to enable learners to express
themselves clearly. These findings supported the quantitative findings and further revealed the
pedagogical rationale behind different question types. All in all, the results of the study
indicated that teachers used questions in different modes of classroom interaction for different
purposes; hence, classroom mode had an effect on their choice of the questions.

Discussion

This study aimed at exploring types of questions asked by the teachers in a higher
educational context, unveiling their pedagogical purposes according to different modes of
classroom interaction as well as having a deeper insight into their opinions on the selection of
different question types. A total of 301 questions were identified regarding tow lessons of the
participants. Since questioning is one of the main tools of interaction (Qashoa, 2013), teachers
in this study engage in a large amount of questioning activity. The results of the study yielded
that the number of referential questions was higher than the display questions in general.
Although the large body of the previous research highlighted the high number of display
questions compared to referential questions in language classrooms in different teaching
contexts (e.g. Arifin, 2012; Chafi & Elkhouzai, 2014; Fidan & Inan, 2012; Rido, 2017; Suryati,
2015), the findings of the current study revealed a preference for referential questions in the
higher education context. This result may stem from the nature of the study context as the
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students were university-level students and teachers might have a tendency to ask more
referential questions to elicit more answers from the young adult students, to motivate them
and involve them in the classroom interaction.

When the data were examined in a close fashion, the number of question types
changed according to classroom modes. While referential questions were common in classroom
context mode, display questions were much more common than referential questions in
materials mode. The number of referential questions mostly doubled the number of display
questions in classroom context mode. This finding contradicted the findings of Vebriyanto’s
(2015) study. We speculate that this might be due to the higher education with young adults,
and the interactive and communicative classroom setting the teachers created. The results
demonstrated that classroom context and material modes were the most prominent modes in
the data. This result contradicted the findings of Suryati (2015). She found that the classroom
context mode rarely occurred during classroom interaction, which indicated that teachers were
not aware of appropriate interaction strategies. However, in our context, classroom context
mode occurred mostly. This may be due to the high level of learners who are willing to
communicate and the interactive classroom context in the higher education context. A very
small section of the data included skills and system mode. Moreover, the managerial mode was
not found in the data. At this stage of understanding, the reason why classroom context and
material modes were found mostly can be attributed to the nature of listening and reading
classes, which are mostly interactive and based on text-based materials.

This study showed that teachers were aware of the purpose of the questions they were
asking. That is, teachers were not posing questions at random; rather, they were using
questioning strategy purposefully to engage students in the lesson, to motivate them, and to
elicit more responses for effective classroom interaction. Moreover, although teachers were not
able to identify the types of questions, they were aware of questions’ purposes and functions as
echoed by Sahin (2013). The pedagogic goals of the questions according to modes matched with
the purposes stated by the participants. This finding highlights that even though the teachers in
the study were not familiar with the terminology used to classify question types, they had an
awareness of using different question types at different stages of the lesson in accordance with
their pedagogical purposes. The common purpose of ‘display questions' was to check their
background knowledge and to remind them of the things from the previous lesson. This result
is in line with Qashoa's study (2013) which revealed that display questions are the most
common type of question in class and the purpose of these questions is to review the previous
lesson, checking understandings or warm up the class. On the other hand, the common purpose
of ‘referential questions’ was to give an opportunity for students to express themselves and to
activate their schemata. As discussed earlier, this may be due to the nature of reading and
listening classes. Prior to a listening or a reading text, it is of crucial importance to activate the
existing schema and direct learners’ attention to the text by posing questions. Moreover, to
engage learners in reading and listening, asking purposeful questions can help them to focus on
the texts with a purpose in mind and talk about their listening and reading experiences
following the texts.

All in all, the findings indicated that the appropriate use of any question type in
classroom interaction is significant to enhance the learning process and engage learners more in

70



Simgek, A., & Kuru-Génen, S. I Language Teaching and Educational Research, 2020-1, 56-75

the lessons. As long as the purpose of the question is in line with the pedagogic goal of the
teacher, any questions type can be utilized during classroom interaction. As it was stated by
Walsh (2013), referential and display questions should be aligned with the pedagogic goals of
the teacher at the time of the lesson. Thereby, according to the pedagogic goals of the lesson,
display, and referential questions can be utilized (Lee, Y. 2006). Even though each question
type has a different purpose, none of them is superior to another. All question types have a
place in classroom interaction as long as they match with the pedagogical goals of the teachers
and serve for fostering more interaction.

Conclusion and Implications

This study attempted to reveal the question types asked by teachers in a Turkish higher
education context, the pedagogic goals of the teachers while asking questions and their
opinions regarding the questions they asked during classroom interaction. The findings
gathered from qualitative and quantitative data yielded that referential and display questions
were the two most common question types asked by teachers. When the question types were
analyzed according to classroom modes, it was found that in classroom context mode the
number of referential questions was higher than display questions since this mode provides an
environment where the learners can express themselves and communicate with each other.
However, in the materials mode where students focus on a material, the number of display
questions was higher than referential questions. The pedagogic goal of the teachers while
asking referential questions in classroom context mode was to enable learners to express
themselves clearly and to establish a context. However, the purpose of referential questions in
materials mode was to elicit responses in relation to the material and to check and display
answers. On the other hand, the purpose of the display questions asked by the teachers in
materials mode was to check and display answers, to clarify when necessary, and to elicit
responses in relation to material whereas the purpose in classroom context mode was to
establish a context. The qualitative data obtained from semi-structured interviews and
stimulated recalls showed that the pedagogic goals of the teachers aligned with classroom
modes. The main conclusion that can be drawn is that teachers do not employ only one type of
question during classroom interaction. We cannot deduce that referential questions should be
utilized more than display questions or vice versa. Both question types have positive effects on
classroom interaction as long as they align with pedagogic goals of the classroom modes.

The findings of the study offer some implications for language teachers. One
implication is that teachers need to be aware of the pedagogic goals of each classroom context.
Instead of posing questions for the sake of asking questions, they can properly decide the type
of questions they are going to ask as each question type may serve a different purpose. As it was
highlighted in this study, when teachers know the pedagogic goal of lessons, they may choose
the appropriate type of question which fosters effective classroom interaction. Thus, another
implication might be offering training opportunities for teachers to reflect on their own
questioning strategies, gain an understanding of how they use questions in the classrooms, and
seek ways to enhance classroom interaction with the use of appropriate questioning strategies
tailored to different modes of classroom interaction. Such training can focus on different
question types and encourage the teachers to use them in classroom interaction instead of
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employing only specific question types. Last but not the least, teachers can be trained in
evaluating their own classroom interaction by using various tools such as reflection logs, video
analysis of their lessons, and self-evaluation instruments such as SETT.

Although this study stressed the importance of questioning strategy used in different
modes of classroom interaction, results are limited only to observations in reading and
listening classes. Therefore, future studies could fruitfully explore this issue further by
analyzing writing, speaking, and grammar classes. This study was conducted at a private
university; hence, a low number of students in classes and a more interactive classroom
atmosphere may have an effect on the questioning strategies used by the teachers. Therefore,
the results cannot be generalized to all higher education contexts in Turkey. This study can be
replicated at state universities with more crowded classes to gain more in-depth information
regarding classroom interaction as an issue for future research to explore.
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Appendices

Appendix A

Observation No:

Date: 7 /S
CLASSROOM INTERACTION OBSERVATION FORM

Name of the Teacher:
Teacher Code:

Class:

Level of students:
Type of Lesson:

Book:

Topic:

Objectives:

NO# | TIME QUESTION QUESTION TYPES FIELD NOTES
REFERENTIAL [_]

! DISPLAY |
REFERENTIAL [ ]

’ DISPLAY |

. REFERENTIAL [_]

7 DISPLAY I
REFERENTIAL [_]

* DISPLAY 1
REFERENTIAL [_]

7 DISPLAY [

Appendix B

Teacher interview questions

1- What is the role of classroom interaction in EFL classrooms? Please, explain it.

2- What do you think about the role of teacher’s questions during classroom interaction?

3- What types of questions do you generally ask in class? Can you itemize them?

4- What are the purposes of those questions?

5- What is the type of this question? Why did you ask this question? Could you explain the reasons?
(Sample excerpts from teachers’ classroom video-recordings will be shown to teacher.)
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Abstract

Foreign language anxiety has been the subject of research for many years as one of

the individual factors affecting the language learning process. In this study, the Received
factor structure of Foreign Language Anxiety Scale was examined in the context of 30 April 2020
Turkey. The study group consisted of 166 students studying in the English Accepted
preparatory department of a university in the Marmara Region during the spring 13 May 2020

semester of the 2017-2018 academic year. Validity and reliability study consists of
language validity, scoring, application, item analysis, construct validity and reliability
steps. It was found that the Foreign Language Class Anxiety Scale has a factor

structure consisting of 3 dimensions: speaking anxiety, failure anxiety and lack of

self-confidence. According to the results of exploratory factor analysis, it was Keywords

determined that the factors explained 57% of the total variance. As a result of the foreign langua}ge anx!ety

internal consistency analysis regarding the reliability of the scale, it was determined speaking anxiety

that the internal consistency coefficient received acceptable values in speaking | fearoffallure
. . . ) . A ack of self-confidence

anxiety, failure anxiety and lack of self-confidence factors. In conclusion, the multi- validity and reliability

factor structure of the Foreign Language Classroom Anxiety Scale was examined in

the context of Turkey and considered as a reliable and valid tool that can be used to

measure foreign language anxiety.
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Yabanci Dil Sinif Kaygisi Olcegi’nin faktor yapisinin incelenmesi

0z

Yabanci dil kaygisi, dil 6grenme siirecini etkileyen bireysel faktdrlerden biri olarak
uzun yillardir arastirmalara konu olmaktadir. Calismada, Yabanci Dil Kaygisi
Olcegi'nin faktdr yapisinin Tiirkiye baglaminda incelenmesi amaclanmistir.
Arastirmanin ¢alisma grubunu 2017-2018 egitim-6gretim yili bahar ddneminde
Marmara Bdlgesindeki bir {iniversitenin ingilizce hazirlik blimde 6grenim géren 166
ogrenci olusturmustur. Gecerlilik giivenirlik calismasi, dil gecerligi, puanlandirma,
uygulama, madde analizi, yapi gecerligi ve giivenirlik basamaklarindan olusmaktadir.
Arastirma sonucunda, Yabanci Dil Sinif Kaygisi Olcegi'nin konusma kaygisi,
basarisizlik kaygisi ve dzgiiven eksikligi olmak (izere 3 boyuttan olusan bir faktor
yapisina sahip olduguna ulasiimistir. Acimlayici faktdr analizi sonuglarina goére
faktérlerin toplam varyansin %57'sini acikladigi saptanmistir. Olcegin giivenirligine
iliskin uygulanan i¢ tutarlilik analizi sonucunda konusma kaygisi, basarisizlik kaygisi
ve ozgliven eksikligi faktérlerinde i¢ tutarlilik katsayisinin kabul edilebilir degerler
aldigr belirlenmistir. Buna gére, bu calismada Yabanci Dil Sinif Kaygisi Olcegi'nin
coklu faktor yapisi Tiirkiye baglaminda incelenmis ve yabanci dil kaygisinin
6lcilmesinde kullanilabilecek giivenilir ve gecerli bir ara¢ olarak degerlendirilmistir.

Gonderim
30 Nisan 2020

Kabul
13 Mayis 2020

Anahtar kelimeler
yabanci dil sinif kaygisi
konusma kaygisi
basarisizlik kaygisi

gecerlik ve glivenirlik

Onerilen APA atif bicimi: Oruc, E., & Demirci, C. (2020). Yabanci Dil Sinif Kaygist Olcegi'nin faktor yapisinin incelenmesi. Language

Teaching and Educational Research (LATER), 3(1), 76-93. https://doi.org/10.35207/later.729713

77



Orug, E., & Demirci, C.  Language Teaching and Educational Research, 2020-1, 76-93

Girig

Giintimiizde kiiresellesme ve bilisim c¢agiyla birlikte diinyada yabanci dil olarak
Ingilizcenin kullanimi hayatin her alanina yayilmakta ve Ingilizce 6gretimi daha da énemli
hale gelmektedir. Tiirkiye'de yabanci dil olarak Ingilizce egitimi ve beraberindeki sorunlar
uzun yillardir giindemden diismemektedir. Yabanc: dil egitimine ayrilan bunca kaynak, emek
ve zamana ragmen bu siirecin verimli islemedigi degerlendirilmektedir (Isik, 2008). Dil
ogretimiyle ilgili bunca ¢abaya karsin sonu¢ alinamamasim etkileyen bireysel faktorlerden biri
yabanal dil kaygisidir. Bir¢ok yabanci dil 6greneni, dil 6grenmeye karsi psikolojik bir engele
sahip oldugunu ifade etmektedir. Horwitz tarafindan yabanci dil kaygisi olarak adlandirilan bu
durum, ozellikle sinif ortamindaki dil 6grenme siirecini etkilemektedir (Horwitz, Horwitz &
Cope, 1986). Yabanci dil kaygisinin yabanci dil basaris: iizerinde etkisi arastirmacilar tarafindan
uzun siiredir incelenmektedir. Bu kavrama iliskin alanyazin incelendiginde yabanci dil
kaygisinin yabanci dil basarisi iizerinde negatif etkisi oldugu ortaya konulmustur (Cakici, 2016;
Deniz & Ilicali, 2018; Dewaele & Alfawzan, 2018; Dogan & Tuncer, 2016; Gerencheal, 2016;
Gokcan & Cobanoglu, 2018; Kuscu, 2017; Tuncer & Temur, 2017). Yabana dil kaygisi
ogrenenlerin derse katiliminin azalmasina ve dili kullanmaktan kaginmalarina neden olarak
performanslarini etkilemektedir (Xiang, 2004). Boylece, yabanci dil 6gretimi siirecinde yabanci
dil kaygisinin dikkate alinmasi gereken degiskenlerden biri olarak degerlendirmelidir. Bu
nedenle, simif ortaminda yabanci dil kaygisinin 6l¢iimii 6nem kazanmaktadar.

Yabanc dil kaygisinin 6l¢iimiinde hem uluslararas1 hem de ulusal alanyazinda yaygin
olarak kullanilan Yabanci Dil Simif Kaygisi Olgegi Horwitz tarafindan tek boyutlu olarak
gelistirilmigtir. Bu tek boyutlu 6lgegin Tiirkiye baglaminda aymi sekilde tek boyutlu olarak
uyarlamasi yapilmistir (Aydin, 1999; Giirsu, 2011). Son yillarda, Horwitz (2016) yabanc: dil
kaygisinin farkli 6rneklemlerde ve baglamlarda agimlayici faktor analiziyle incelenmesinin
yerinde olacagini, yabanc: dil kaygis1 kavraminin 6zellikle kiiltiirel farklhiliklar ve farkhi dil
yeterlilik seviyelerine gore farkli faktor yapisina sahip olabilecegini belirtmistir. Boylece, bu
6l¢gme aracinin Ortiikk yapisimi inceleyen c¢alismalar yabanci dil kaygisi kavramini dogasim
anlamaya yonelik yeni bir bakis agis1 kazandirmanin yaninda &gretmenlerin simif icinde
yabancai dil kaygisim1 yonetmelerine yardimci olacaktir. Bu anlamda, yabanci dil kaygisi
6lgeginin farkli dil 6grenme baglamlarinda agimlayic: faktor analiziyle gegerlilik ¢aligmasinin
yapilmast onerilmektedir (Park, 2014). Bu sebeple, Yabanci Dil Simif Kaygisi Olgeginin
(YDSKO) értiik faktér yapisimin Tiirkiye baglaminda yeniden incelenme ihtiyaci dogmustur.
Bu aragtirma, Yabanci Dil Simif Kaygis1 Olgeginin bu 6neriler dikkate alinarak faktér yapisinin
incelenmesini amac¢lamaktadir.

Yabana dil kaygis:

Yabanc dil kaygisi, diger kayg: tiirlerinden farkh olarak dil 6grenme siirecine 6zgii
oldugu belirtilen bir kayg tiirtidiir (Horwitz, 2001; Horwitz, 2010). Bu kavram, 6grencilerin dil
ogrenmeye karsi olumsuz duygusal tepkileri olarak tanimlanmaktadir (Horwitz, 2001). Diger
bir tanima gore, yabanc dil kaygisi, konusma, dinleme gibi becerilerin kazanildig ikinci dil ya
da yabanci dersi ortamlarina 6zgii olarak hissedilen, yabanci dili 6grenirken ya da kullanirken
ortaya ¢ikan gerginlik, endise ve olumsuz duygusal tepki olarak ifade edilmektedir (He, 2018;
Maclntyre, 1998; Maclntyre, 2007; MacIntyre & Gardner, 1994). Benzer bir sekilde Horwitz
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vd. (1991) yabanci dil kaygisini, dil 6grenmeyle ilgili olumsuz algi, inang, duygu ve
davraniglarin biitiinii olarak tanimlamaktadir.

Maclntyre ve Gardner (1989) yabanc: dil kaygisinin daha genel bir iletisim kaygisinin
bir pargasi oldugunu oOne slirmiistiir. Boylece yabanci dil kaygisini, yabanci dil simif
ortamindaki bir yagsantiya karsi olumsuz duygusal tepki olarak ele almistir. Aym kayginin dil
o0grenme ortaminda tekrar yasanmasiyla Dbirlikte kayginin yabanci dil dersiyle
iligkilendirilmesinin s6z konusu oldugunu ve boylece kendini diger baglamlardan
farkhlastirdigini ifade etmistir (MacIntyre & Gardner, 1991). Bu anlamda yabanc: dil kaygsi,
yabanci dil sinif ortamindaki iletisim kaygisi olarak degerlendirilmektedir.

Horwitz (1986) ve Horwitz vd. (1986) yabanc1 dil kaygisin1 genel kaygiyla zayif bir
iligkiye sahip oldugunu bu anlamda yabanci dil 6gretimi baglamina 6zgii bir kavram oldugunu
ifade etmektedir. Bundan dolayi, yabanci dil kaygisi Ogrenenlerin Ogretmenleri ve
arkadaslariyla iletisiminde yasadiklar1 yabanci dil sinifina 6zgii kayg olarak ifade edilmektedir.
Gardner ve Smythe (1975) Fransizca kaygis1 ve genel kayg: dlgegi kullandiklar1 ¢alismalarinda
iki kavramin birbiriyle iligkili oldugunu, Fransizca dersinde kaygi duyan ogrencilerin diger
derslerde de kaygili olduklar1 sonucuna ulasilmistir. Ancak, genel kayg: kavraminin degil,
yabanci dil edinimi siirecine 6zgii olan kayginin yabanci dil basaristyla iligkili oldugu
belirtilmektedir. Daha sonraki bir ¢alismada Gardner (1985) biitiin kayg: tiirlerinin yabanc: dil
ogrenmeyi etkilemedigini, yabanci dil 6grenmeye o6zgii bir kaygi tiiriniin yabanci dil
bagarisiyla iligkili olabilecegini belirtmektedir. Bu ¢alismada, ikinci dil ya da yabanci dersi
ortamlarina 6zgii olarak hissedilen, yabanci dili 6grenirken ya da kullanirken ortaya cikan
gerginlik, endise ve olumsuz duygusal tepki olarak ifade edilen (Horwitz, 1986) yabanci dil
kaygis1 tanimi ve kavramsal cercevesi benimsenmistir. Yabanci dil dersi simif ortaminda
yabanci dil kaygisinin yaninda dil becerilerini temel alan ve konusma, yazma, okuma ve
dinleme olarak adlandirilan kayg tiirleri asagida incelenmektedir.

Konugma kaygisi

Yabanc1 dil kaygisi okuma, yazma, konusma ve dinleme seklinde tanimlanan dil
becerilerine gére farklilik géstermektedir (Horwitz, 2001). Ozellikle konusma performans: dil
ogrenenler icin kaygiyr artiran deneyimlerdendir. Bu yiizden 19907lardaki yabanci dil
kaygisiyla ilgili arastirmalar konusma becerisine daha fazla odaklanmistir (Kim, 2009). Bununla
birlikte Horwitz vd. (1986) yabanci dil kaygisinin daha fazla konusma ve dinleme becerilerinde
gozlemlendigini 6ne siirmektedir. Bu anlamda, kaygili 6grencilerin sinif ortaminda &zellikle
yabanc: dilde konusmaktan cekindikleri ve yine 6gretmen tarafindan kurulan uzun ciimleleri
anlamakta giiclitk cektiklerini aktarmaktadirlar. Benzer sekilde, Giirsoy ve Karaca (2018)
yabanc1 dil konusma kaygisi ile konusma yeterlilik inanglar1 arasinda olumsuz iligki elde
etmistir. Boylece arastirmada konusmaktan korkan, utangag ve gergin 6grencilerin konusmaya
iligkin diisiik yeterlilik inancina sahip oldugu ifade edilmistir. Yine bagka bir aragtirmada Kim
(2009), yabanci dil kaygisinin ve motivasyonel hedef ydénelimlerinin Ingilizce okuma dersi ve
konusma dersi olmak iizere iki simif ortaminda farklilagsmasini incelemistir. 59 Koreli 6grenci
iizerinde yaptig1 bu calismada kayg: diizeylerinin sinif ortamlarina gore farklilik gosterdigini
saptamistir. Ayn1 zamanda, arastirma, ogrencilerin okuma dersine nazaran konusma dersinde
daha fazla kaygi duyduklar1 sonucuna ulagmistir.
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Yabanci dil konusma kaygisini inceleyen calismalar kayginin temelinde olumsuz
degerlendirilme kaygisi oldugunu belirtmektedir. Tulgar (2018) Tiirkceyi yabanc: dil olarak
ogrenen oOgrencilerin konusma kaygist kaynaklarini, hata yapma korkusu, olumsuz
degerlendirilme kaygisi, beklenmeyen sorular, kendini bagkalariyla kargilastirma, dilbilgisine
ve telaffuza odaklanma ve 6z-degerlendirme olarak belirlemistir. Ayrica, kaygiya neden olan
diger faktorler anadili Tiirkce olanlarla iletisim kurma korkusu, anadili Tiirk¢e olan
ogretmenler, farkli aksanlar ve kiiltiirel farkliliklar olarak siralanmigtir. Sadighi ve Dastpak
(2017) Ingilizce 6grenen Iranli 6grencilerin yabanci dil konusma kaygisinin kaynaklarini
inceledigi caligmasinda, hata yapma korkusu ve olumsuz degerlendirilme korkusu yabanc: dil
konusma kaygisinin nedenleri arasindadir.

Okuma kaygisi

Yabanac: dil kaygisi genellikle sozlii olarak dilin kullanimiyla iligskilendirilse de kayg:
diger dil becerilerinde de gozlenebilmektedir (Sparks & Ganschow, 1991). Altunkaya ve
Erdem’in (2017) yabanci dil olarak Tiirkce 6grenenlerin okuma kaygilar: ile okudugunu anlama
becerileri arasindaki iligkiyi inceledigi caligmasinda okudugunu anlama ve okuma kaygisi
arasinda olumsuz yonde bir iligki saptamislardir. Saito, Horwitz ve Garza (1999) galismasinda
yabanc: dilde okumanin bazi 6grenciler i¢in kaygiya neden oldugunu ve okuma kaygisinin
hedef dile gore farkhilagtigimi belirtmistir. Bununla birlikte diger dillere nazaran Japonca
ogrenenlerin kayg seviyesinin daha yiiksek olmasinin dilin farkl bir alfabeye sahip olmasindan
kaynaklanabilecegini ifade etmektedir. Ayrica, 6grenenlerdeki okuma kaygisi metinlerin
zorluguna gore de artmaktadir. Saito vd. (1999) yabanci dilde okumanin kaygiya neden
olmasinda iki temel etken bulundugunu ifade etmektedir. Bunlar o6grencilerin aligkin
olmadiklar1 metin tiirleri ve kiiltiir farki olarak belirtilmektedir. Farkli yazi sistemleriyle
karsilagsan 6grenen kaygi duymaya baglamaktadir. Ayrica, 6grenen eksik kiiltiirel bilgiye sahip
oldugunu diisiindiigi i¢in de yabanci dildeki bir metni okurken kaygi yasayabilmektedir.
Ayrica, Ogretmenlerin tutumunun Ogrencilerde okuma kaygisina neden oldugu ifade
edilmektedir (Geng, 2016). Glingor (2016) iiniversitede Fransizca 6grenen 6grencilerde yapig:
aragtirmasinda okuma kaygisinin nedenleri olarak bilinmeyen sozciikler, anlagilmayan
yonergeler ve sorular, uzun ve zor metinler ve diger &grencilerden ¢ekinme gibi faktorler
belirlemistir. Bununla birlikte, 6grenenlerin ilgisine, ihtiyaglarina ve seviyelerine uygun
olmayan metinler yabanci dil okuma kaygisina neden olabilmektedir.

Yazma kaygisi

Yazma kaygisi, yabanci dil kaygis1 ve okuma kaygisinin birbirinden farkli kavramlar
oldugu belirtilmektedir (Horwitz, 2001). Cheng, Horwitz ve Schallert (1999) yabanci dil kaygisi
ve yabanci dil yazma kaygis: arasindaki iligkiyi incelemis ve bu kayg: tiirlerinin birbirinden
bagimsiz oldugunu tespit etmistir. Elde ettigi bulgular yabanci dil sinif kaygisinin daha fazla
konusma kaygisina odaklanan daha genel bir kayg tiirii oldugu, yabanci dil yazma kaygisinin
ise yazma becerisine 6zgii bir kaygi oldugunu gostermektedir.

Yazma kaygisiyla ilgili caligmalar yazma kaygis1 ve basar1 arasinda negatif yonde iliski
oldugunu belirtilmektedir (Zheng, 2005; Zhou & Tang, 2010). Guo ve Qin (2010) Ingilizce
ogrenen ogrenciler iizerinde yaptig1 calismada 6grencilerin yazma kaygilarinin yiiksek diizeyde
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oldugunu ve yazma performansiyla negatif iligkili oldugunu tespit etmistir. Ayrica, 6grencilerin
yazma yetenekleriyle ilgili algilarinin yazma kaygilarim etkiledigi sonucuna ulagilmistir.

Dinleme kaygisi

Yabanci dilde iletisim i¢in dinleme énemli bir yer tutmaktadir. Dinleme kaygisiyla ilgili
caligmalar dinleme kaygisiyla, dinleme basarisi ve yeterlilikleri arasinda iligki oldugunu ifade
etmektedir. Kim (2000) tarafindan Kore’de Ingilizce 6grenen iiniversite 6grencileri iizerinde
yapilan bir arastirmada yabanci dil dinleme kaygisiyla dinleme basaris1 arasinda negatif iliski
bulunmustur. Aym sekilde, Chen ve Liu (2010) 6grencilerin dinleme kaygilar1 ve dinleme
yeterlilikleri arasinda negatif iligki oldugunu belirtmektedir. Golchi (2012) tarafindan yapilan
bir caligmada ise dinleme kaygisinin dinledigini anlama ve dinleme stratejileri kullanimi
arasinda negatif iligki belirlenmistir. Kaygis1 diisitk olan Ogrenenler kaygisi yiiksek olan
ogrenenlere nazaran metabiligsel stratejileri daha fazla kullamistir.

Ogrencilerde dinleme kaygisina neden olan faktérler diisiik dinleme becerileri, diisiik
Ingilizce yeterliligi ve 6nbilgilerin yetersizligi olarak siralanmaktadir (Liu, 2010). Dinleme
kaygisini azaltmak icin Onerilen stratejiler, 6grencilerin ilgi ve ihtiyaglarina uygun dinleme
parcalarn kullanmak, 6grencilerin 6z-giivenlerini artirmak, 6grencilere rahatlama egzersizleri
yaptirmak ve ogrencilerin dinleme stratejileri kullanmalar1 konusunda tesvik etmektir (Zhou,
2009).

Yabana dil kaygisinin dlgiimii

Yabanc1 dil kaygisiyla ilgili ilk yapilan c¢alismalarda sinav kaygisi, kolaylastirici-
engelleyici kaygi gibi farkli kayg tiirlerini 6lgen 6l¢me araglarinin kullanilmas: farkh sonuglar
elde edilmesine neden olmustur. Bundan dolayi, Scovel (1978) yabanci dil simifinda kayg:
Ol¢limiiniin diger kayg: tiirlerinden farklilasmasi gerektigini belirtmistir. Benzer sekilde,
Gardner (1985) kayginin anlamh olarak incelenmesi i¢in ikinci dili temel alan bir 6lgegin
kullanilmas1 gerektigini savunmustur. Bu 6neriler, 1986 yilinda Horwitz vd. (1986) tarafindan
yabanc1 dil kaygisi kavraminin One siiriilmesi ve bu kavrami 6l¢gmek amaciyla bir dlgme
aracinin gelistirilmesiyle karsilik bulmustur.

Yabanci Dil Simf Kaygisi Olgegi (FLCAS) 5'1il likert yapida 33 madde ve tek boyutlu
olarak gelistirilmistir. Horwitz (1986) yaptig1 gecerlik calismasinda Yabanci Dil Simif Kaygisi
Olgeginin olumsuz performans beklentileri, sosyal karsilagtirmalar, psiko-sosyal semptomlar ve
kacinma davraniglarindan kaynaklanan kaygiy1 olctiigiinti ifade etmektedir. Horwitz vd.nin
(1986) Yabanci Dil Sinif Kaygisi Olgegi gelistirme galigmasinda iletigim kaygisi, sinav kaygisi ve
olumsuz degerlendirilme kaygisi olarak yapilan tanimlarin yabanci dil kaygisi i¢in verilen
analojiler oldugu ve arastirmacilarin bunlar yabanci dil kaygis1 kavraminin boyutlar1 olarak
yanlis degerlendirdigi belirtilmektedir (Horwitz, 2016). Park’a (2014) gore Yabanci Dil Simif
Kaygis1 Olcegi'nin aragtirmalarca farkli boyutlarinin oldugunu iddia etmelerinin ilk nedeni
Yabanci Dil Simif Kaygisi Olgeginin bilegenlerinin belirtilmemis olmasidir. Ikinci nedense
acimlayic1  faktér analizinde faktér rotasyonu ve faktorlerin isimlendirilmesinde
aragtirmacilarin 6znel yaklagimlaridir. Uciinciisii ise farkli dillere cevrilmeleridir.

Yabana Dil Simif Kaygis1 Olgegi’nin yap: gegerliligini inceleyen arastirmacilar, dlgegin
faktor yapisimin kiiltiirel baglama gore farklihk gosterdigini elde etmistir. Aida (1994)
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Amerika’da Japoncay1 yabanci dil olarak 6grenen 96 iiniversite 6grencisi tizerinde Yabanc: Dil
Sinif Kaygisi Olgegini test etmistir. Temel bilesenler analizinin varimax yéntemiyle
gerceklestirmis ve 7 faktore dagilan maddeleri 4 faktore indirgemistir. Elde ettigi faktorler
Konugma kaygisi, basarisizlik kaygisi, yabancilardan ¢ekinmeme, ve olumsuz tutumdur.
Horwitz’e (2016) gore Aidamin (1994) arastirmasindan sonra arastirmacilar ve uygulayicilar
Yabanci Dil Simif Kaygisi Olceginin ortiitk yapisiyla ilgilenmeye baglamiglardir. Cheng vd.
(1999) yabanci dil kaygisi ve yabanci dilde yazma kaygisi arasindaki iligkiyi inceledigi
calismada Yabanci Dil Simif Kaygisi1 Olgegi igin uyguladigi temel bilesenler analizini varimax
rotasyonuyla gerceklestirmis ve konusma kaygisi ve performans kaygisi faktorlerini elde
etmistir. Matsuda ve Gobel (2004) Yabanci dil kaygisi ve yabanci dilde okuma kaygis
arasindaki inceledigi calismasinda ise ayni sekilde varimax rotasyonuyla temel bilesenler
analizini uygulamis ve baslangicta 7 faktore dagilan maddeleri performans kaygisi ve konusma
kaygisi olarak iki faktdrde toplamistir. Bu sonuglar Cheng vd. (1999) tarafindan gerceklestirilen
gecerlilik caligmasiyla benzerlik gostermektedir. Liu ve Jackson (2008) iletisim kurmada
isteksizlik ve yabanci dil kaygisinin Ingilizce yeterliligiyle iligkisini aragtirdigi caligmasinda
Yabanci Dil Sinif Kaygisi dlgeginin faktorlerini diger caligmalara benzer sekilde olumsuz
degerlendirilme kaygisi, iletisim kaygis1 ve sinav kaygisi (Aida, 1994; Liu & Jackson, 2008)
seklinde bulmustur. Toth (2008) Yabanci Dil Simif Kaygisi Olgeginin yap1 gegerligini
degerlendirdigi calismasinda baglangicta 8 faktér bulmus ve bu faktorleri dort faktore
indirgemistir. Bunlar yabanc1 dil yeterligi, diisiik performans korkusu, tutum ve 6gretmenle
ilgili kaygilar olarak belirlenmistir. ilk iki faktériin varyansin %42,3%inii acikladigini bu
anlamda 6nemli oldugunu belirtmistir. Mak (2011) 313 Cinli 6grenci tizerinde yaptig1 gecerlik
calismasinda konusma kaygisi, olumsuz degerlendirilme kaygisi, olumsuz 6z-degerlendirme,
anadili Ingilizce olanlarla konusurken kayg: hissetme ve basarisizlik korkusu olarak bes faktér
belirlemistir. Park (2014) yabanci dil kaygisi olgeginin (FLCAS) ortiikk yapisimin ortaya
cikarilmas1 amaciyla iki farkli 6rneklem iizerinde agimlayici ve dogrulayici faktdr analizi
uygulamistir. Maksimum olasilikli agimlayic1 faktor analizi ve direct oblimin dondiirmeyle
[letisim kaygis1 ve anlama, iletisim kaygis1 ve 6zgiiven seklinde iki faktér elde etmistir. Horwitz
(2016) Park’in (2014) calismas1 6rnek gostererek yabanci dil kaygisimin kiiltiirlerde yeniden
incelenmesinin yerinde olacagini, yabanci dil kaygis1 kavraminin faktér yapisinin kiiltiire gore
degisebilecegini belirtmektedir. Bu sebeple, bu arastirmada Yabanci Dil Kaygisi Olgegi'nin
Tiirkiye 6rnekleminde faktor yapisi incelenmistir.

Yontem

Yapilan alanyazin taramasinda Tiirkiye’de yabanci dil kaygisim 6l¢mek amaciyla
kullanilan 6lgeklerin yaygin sekilde Horwitz (1986) tarafindan gelistirilen Yabanc: Dil Sinif
Kaygisi 6lceginin uyarlamas: seklinde oldugu goriilmiistiir. Yabanci Dil Simif Kaygis1 Olcegi’nin
gecerlik ve giivenirlik ¢aligmalar 6lgegin ashina uygun sekilde tek boyutlu olarak yapilmistir
(Aydin, 1999, Giirsu, 2011). Diinyada genis ¢apta kullamilan Yabanci Dil Simif Kaygis
Olgeginin son zamanlarda Horwitz'in (2016) 6nerisiyle birlikte farklh iilkelerde coklu faktér
yapist incelenmeye baglanmigtir. Bu aragtirmada Yabanci Dil Simif Kaygisi Olgegi'nin &rtitk
faktor yapis: agimlayic: faktor analiziyle incelenmistir.
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Orijinal Yabanct Dil Sinif Kaygisi Olcegi 33 maddeden ve tek boyuttan olugsmaktadur.
Olgek 5’li likert olarak tasarlanmis ve cevaplar “17, “Kesinlikle katilmiyorum.”; “5”, “Kesinlikle
katiliyorum.” seklinde diizenlenmistir. Olcekte 4 ters madde bulunmaktadir. Olcegin Cronbach
alfa i¢ tutarhilik katsayisi ,93 olarak belirlenmistir. Olgekten alinan yiiksek puanlar yiiksek
diizeyde yabanci dil kaygisini ifade etmektedir. Yabanci Dil Simif Kaygis1 Olgegi’nin gegerlilik
giivenirlik analizleri dil gecerligi, puanlandirma, uygulama, madde analizleri, yap: gegerligi ve

giivenirlik basamaklariyla gerceklestirilmistir.

Dil gegerligi

Yabana dil simif kaygisi 6lgegi (FLCAS) maddeleri alanlar1 yabanc: dil egitimi olan 2
uzman tarafindan Tiirkceye cevrilmistir. Elde edilen Tiirkce maddeler tekrar Ingilizceye
gevrilmesi i¢in 2 alan uzmanina bagvurulmustur. Formlar arasinda yapilan kargilastirmalardan
sonra taslak 6lcek 1 Tiirk dili uzmam tarafindan dil bilgisi ve anlam bakimindan incelenmis ve
maddelere son hali verilmistir.

Puanlandirma
Orijinal Yabanci Dil Sinif Kaygist Olgegi 5’1 likert olarak tasarlanmis ve cevaplar “17,

.o« .« .«

“Kesinlikle katilmiyorum.”; “2”, “Katilmiyorum.”; “3”, “Ne katiliyorum, ne katilmiyorum.”; “4”,
“Katiliyorum.” ve “5”, “Kesinlikle katiliyorum.” seklinde diizenlenmistir. Olgekten elde edilen
puanlarin en diisiigii ‘1,00’ ve en yiiksegi ‘5,00 olacak sekildedir. Olcekten alinan puanlara
karsilik gelen diizeyler;

1,00 - 1,80 = Cok diistik diizeyde,

1,81 - 2,60 = Disiik diizeyde,

2,61 — 3,40 = Orta diizeyde,

3,41 — 4,20 = lyi diizeyde,

4,21 - 5,00 = Cok iyi diizeyde seklindedir.

Uygulama
Taslak Olcegin pilot uygulamasi, 2017-2018 egitim-6gretim yili bahar déneminde

Marmara Boélgesindeki bir iiniversitenin Ingilizce hazirlik béliimde 6grenim goéren dgrencilere
uygulanmistir. Calisma grubu olarak 72’si kadin ve 94’ erkek olmak iizere toplamda 166 kisiye
ulagilmigtir.

Bulgular
Taslak 6lgegin pilot uygulamasindan sonra madde toplam korelasyon analizi yapilmig
ve daha sonra yap1 gegerliginin test edilmesi amaciyla agimlayici faktor analizi
gerceklestirilmistir. Son olarak olgegin faktorlerine iliskin giivenirligine yer verilmistir. Bu
basamaklar madde analizi, yap: gegerligi ve giivenirlik bagliklarinda verilmistir.

Madde analizleri
Olgegin yap1 gecerligini test etmeden &nce elde edilen veriler iizerinde madde
analizleri yapilmistir. Olcek maddelerinin madde toplam korelasyonlarina bakilarak ,30’un
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altinda degere sahip olan (5, 14 ve 22) maddeler o6lgekten c¢ikarilmistir. Madde toplam
korelasyonlar1 Tablo 1’de gosterilmektedir.

Tablo 1. YDSKO madde toplam korelasyonlart

Madde No Madde Toplam Korelasyonlari Madde Silindiginde Cronbach Alfa
Madde 1 ,60 ,92
Madde 2 31 ,92
Madde 3 ,63 ,92
Madde 4 ,70 ,92
Madde 5 ,04 ,93
Madde 6 ,36 ,92
Madde 7 ,63 ,92
Madde 8 ,46 92
Madde 9 ,66 92
Madde 10 ,70 .92
Madde 11 ,27 .92
Madde 12 ,58 ,92
Madde 13 71 .92
Madde 14 ,15 .92
Madde 15 ,59 ,92
Madde 16 ,58 92
Madde 17 21 .92
Madde 18 ,56 ,92
Madde 19 ,49 .92
Madde 20 74 .92
Madde 21 ,49 .92
Madde 22 -,08 .93
Madde 23 ,54 .92
Madde 24 ,65 ,92
Madde 25 ,62 .92
Madde 26 ,64 .92
Madde 27 ,68 ,92
Madde 28 43 .92
Madde 29 51 .92
Madde 30 ,64 .92
Madde 31 ,64 .92
Madde 32 ,40 .92
Madde 33 ,66 ,92
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Madde test korelasyonu maddelerin bireyleri ol¢iilen 6zellik bakimindan ne derece
ayirt ettigini gostermektedir. Madde-toplam korelasyonu ,25 ve daha yiiksek olan maddelerin
bireyleri iyi derecede ayirt ettigi, ,20-,25 arasinda kalan maddelerin zorunlu goriilmesi
durumunda teste alinabilecegi ya da diizeltilmesi gerektigi, ,20’den diisitk maddelerin ise teste
alinmamasi gerektigi soylenebilir (Biiyiikoztiirk, 2010).

Yap: gegerligi

Yap1 gecerligi, testten elde edilen puanlarin yorumunun testle Olciilmek istenen
kavramsal cerceveyle ne derece ortiistiigiinii ifade etmektedir (Creswell, 2012). Madde-toplam
puan korelasyonu analizinden sonra Olgegin yap1 gecerliginin belirlenmesi i¢in agimlayici
faktér analizi yapilmistir. Olgegin giivenirlik gecerlik calismasinda Kaiser Meyer Olkin ve
Bartlett kiiresellik testleri sonucu KMO=,89 ve x?=1314,702, df=136, p<0,001 bulunarak faktér
analizinin uygunluguna karar verilmistir. Olgek gelistirilmesinde KMO degerinin 0,60 ve daha
yliksek olmasinin yeterli oldugu belirtilmektedir (Kaiser, 1974). Varimax teknigi kullanilarak
acimlayic1 faktor analizi tekrarlanmistir. Varimax teknigi, faktorlerdeki yitk dagilimlarini en
genis sekilde yapmaya zorlamaktadir. Bundan dolayr her faktére daha az sayida degisken
yiikleme yapmaktadir. Boylece, faktorler daha agiklanabilir hale gelmektedir (Field, 2012).

Yapilan analizler sonucunda 30 maddeden faktor yiikii ,30’1n altinda kalan, birden fazla
faktore yilikleme yapan 13 madde (2, 6, 7, 10, 13, 16, 17, 21, 23, 25, 26, 28, 31) olgekten
cikarilmigstir. Ayrica, dlgekte 4 ters madde (11, 8, 18, 32) bulunmaktadir. Kalan 17 maddenin 3
faktore dagildig: ve faktorlerin toplam varyansin %57’sini agikladig: saptanmastir. Birinci faktor
olcege iliskin toplam varyansin %27,5’ini, ikinci faktor %18’ini, ti¢iinci faktér %12,1'ini
aciklamaktadir. Bu durum 6lgegin gegerli olmasi icin gerekli bir 6zelliktir. 3 faktorii olusturan
17 maddenin faktor yiiklerinin ,505 ile ,783 arasinda degistigi bulunmustur. Ayrica faktérlerin
0z-degerleri 1,189 ile 7,228 arasinda degismektedir. Oz—deger, bir faktor tarafindan aciklanan
cesitliligi temsil ettiginden, 1 ve 1’in {izerinde olan faktérler 6nemli kabul edilmektedir (Field,
2012). Bu sonuglar 6lcegin yeterli diizeyde gecerlige sahip oldugunu gostermektedir. Olcegin
yap1 gegerligine iliskin agimlayici faktor analizi sonuglar1 Tablo 2’de sunulmustur.

Tablo 2. YDSKO'nin faktér yapist

1. Faktor 2. Faktor 3. Faktor
M9 ,783
M3 771
M33 ,703
M23 ,701
M27 ,696
M24 ,685
M12 ,643
M1 ,505
M29 ,759
M30 ,685
M15 ,654
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M4 ,643

M19 ,640

M11 ,765
M8 ,661
M18 ,623
M32 ,557
Oz-deger 7,228 1,409 1,189

Aciklanan Varyans: %59

Yabanaa Dil Simif Kaygist Olgegi'nin faktorleri isimlendirilirken literatiirden
yararlanilmistir. Birinci faktor konusma kaygist (Aida, 1994; Cheng vd., 1999; Mak, 2011;
Matsuda & Gobel, 2004), ikinci faktor basarisizlik kaygisi (Aida, 1994) ve 3. faktor 6zgiliven
eksikligi (Park, 2014) olarak adlandirilmistir.

Giivenirlik
Olgegin giivenirligi i¢ tutarhk yontemi ile incelenmistir. Olcegin faktérlerine iligkin

Cronbach Alfa katsayilar1 hesaplanmistir. Sonuglar Tablo 3’te gosterilmektedir.

Tablo 3. YDSKO faktérlerine iligkin Cronbach Alfa degerleri

Faktorler Madde Sayist Cronbach Alfa
1- Faktor 8 .88

2- Faktor 5 81

3- Faktor 4 ,65

Toplam (n= 166) 17

Tabloda goriildiigii tizere 6lgegin Cronbach Alfa toplam i¢ tutarlik kat sayis: faktorlerde
,65 ile ,88 arasinda degerler aldig: saptanmistir. Kabul edilebilir bir giivenilirlik i¢in alfa degeri
,70’in {izerinde olmasi gerekmektedir. Ote yandan, psikolojik degiskenlerin cesitliliginden
dolay1 aldiklar alfa degerlerinin ,70’in altina diisebilecegini belirtmektedir (Kline, 1999). Bu
sonuclar, dlcegin yeterli diizeyde bir giivenirlige sahip oldugunu gostermektedir. Olgegin
faktorleri arasinda korelasyon analizi sonuglar: Tablo 4’te gosterilmektedir.

Tablo 4. Yabanc1 Dil Sinif Kaygis1 Olgegi faktorleri arasindaki korelasyon analizi sonuglar

Faktorler Konusma Kaygisi Basarisizlik Kaygisi Ozgiiven Eksikligi
Konusma Kaygis1 r 1 717" ,499”

Basarisizlik Kaygisi r 7177 1 423"

Ozgiiven Eksikligi r ,499" ,423" 1

* p<,01, n =166
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Yabanca1 Dil Sinif Kaygisi Olceginin konusma kaygisi, basarisizlik kaygisi ve dzgiiven
eksikligi faktorleri arasindaki iligkiler Pearson korelasyon analiziyle hesaplanmistir. konusma
kaygisinin basarisizlik kaygisi faktoriiyle r=,717; p<,01; ozgiiven eksikligi faktoriiyle r=,499
p<,01 diizeyde; basarisizlik kaygisi faktoriintin, ozgiiven eksikligi faktoriiyle r=,423; p<,01
diizeyde pozitif yonde ve istatistiksel olarak anlaml iligkisi saptanmigtir. Yabanci Dil Sinif
Kaygis1 Olcegi maddeleri Tablo 5’te yer almaktadur.

Tablo 5. Yabanci Dil Sinif Kaygisi Olgegi maddeleri

Maddeler Konugma Basarisizlik Ozgiiven
Kaygis1 Kaygis1 Eksikligi

M9. ingilizce dersinde hazirliksiz konugmam ,783

gerektiginde panige kapiliyorum.

M3. ingilizce dersinde bana s6z verilecegini anladigimda ok 771

heyecanlaniyorum.

M33. Ingilizce 6gretmenim énceden hazirlanmadigim sorular sordugunda ,703

endiseleniyorum.

M?20. Ingilizce dersinde 6gretmen derse kaldiracak ~diye ¢ok ,701

heyecanlaniyorum.

M27. ingilizce dersinde konusurken heyecanlandigim igin kafam karisiyor. ~ ,696

M24. Arkadaglarimin 6niinde konugurken ¢ok heyecanlaniyorum. ,685

M12. ingilizce dersinde ¢ok heyecanlandigimda bildiklerimi unutuyorum. ,643

M1. Ingilizce dersinde konusurken kendimden emin ,505

olamiyorum.

M?29. Ingilizce 8gretmenimin sdyledigi her kelimeyi anlamadigim zaman ,759
kaygilaniyorum.

M30. Ingilizce konusmak i¢in 6grenmem gereken kurallarin ¢oklugundan ,685

endise duyuyorum.

M15. Ogretmenin derste diizelttigi hatalar1 anlamadigim zaman ,654
endiseleniyorum.
M4. Ogretmenin Ingilizce sdylediklerini anlamamak ,643

beni korkutuyor.

M109. Ingilizce 8gretmenim yaptigim her hatay1 ,640

diizeltecek diye korkuyorum.

M11. Bazi arkadaglarimin Ingilizce dersi i¢in neden ,765

bu kadar endise duydugunu anlamiyorum.

MS8. Ingilizce sinavlarinda kendimi rahat hissediyorum ,661
M18. Ingilizce dersinde konusurken kendime giiveniyorum. ,623
M32. Anadili Ingilizce olanlarin yaninda rahat edebilecegimi diisiiniiyorum. ,557

Tartigma ve Sonug
Yabanc dil kaygisinin dil 6grenme siirecinde olagan ve dikkate deger bir olgu oldugu
ve dil 6grenme siirecini anlamaya calisan her teorinin onu dikkate almas1 gerektigi ifade
edilmektedir (Gardner, 1991). Yabanci dil 6gretim siirecini etkileyen faktorlerden biri olarak
goriilen yabanci dil kaygisinin ogrencilerin performanslarini ve yabanci dil bagarilarim
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etkiledigi belirtilmektedir (Ganschow vd. 1994; Horwitz, 2010; Xiang, 2004). Bu anlamda
yabanca1 dil kaygisimin gecerli ve giivenilir bir sekilde Ol¢iimii 6nem kazanmaktadir. Bu
kavramin bir 6z-bildirim 6lcegi olarak 6lciilmesi amaciyla tek faktor yapisindan olusan Yabanci
Dil Sinif Kaygis1 olgegi (Horwitz, 1986) gelistirilmistir. Alanyazinda yabanc: dil kaygisinin
ol¢iimiinde yaygin olarak kullamilan bu aracin daha sonra farkh kiiltiirlerde faktor yapisinin
degisebilecegi giindeme gelmis ve oOrtitk yapisinin farkli dil 6grenme ortamlarinda gecerlilik
caligmasinin yapilmas: onerilmistir (Horwitz, 2016; Park, 2014). Bu amagla, bu caligmada
dlgegin faktér yapisi Tiirkiye baglaminda Ingilizce hazirlik siniflarinda incelenmistir.

Olgegin gecerlik giivenirlik analizinde dil gecerligi, puanlandirma, uygulama, madde
analizleri, yap1 gecerligi ve giivenirlik basamaklar takip edilmistir. Dil gecerligi ¢aligmalan
sonucunda 33 maddeli orijinal Yabanci Dil Sinif Kaygis: dlcegi aslina uygun sekilde 571i likert
olarak tasarlanmistir. Olcek, 2017-2018 egitim-6gretim yili bahar déneminde ingilizce hazirlik
bolimiinde 6grenim goren 166 Ogrenciye uygulanmistir. Uygulama asamasindan sonra elde
edilen verilere madde toplam korelasyon analizi uygulanmistir. Analiz sonucu, madde toplam
korelasyonu ,30’un altinda olan 3 madde 6lgekten ¢ikarilmigtir. Daha sonra, yapr gecerliginin
belirlenmesi {izere acimlayici faktoér analizi uygulanmistir. Kaiser Meyer Olkin ve Bartlett
kiiresellik testleri sonucu faktor analizinin uygunluguna karar verilmistir. Varimax teknigi
kullanilarak agimlayic1 faktor analizi tekrarlanmis ve kalan 30 maddeden faktor yiikii ,30’1n
altinda olan 13 madde o6lgekten cikarnlmistir. Kalan 17 maddenin 3 faktore dagildigr ve
faktorlerin toplam varyansin %57’sini agikladifr saptanmistir. Birinci faktor olgege iliskin
toplam varyansin %27,5’ini, ikinci faktor %18’ini, ti¢iincti faktor %12,1’ini agiklamaktadir.
Ayrica faktorlerin 6z-degerleri 1,189 ile 7,228 arasinda degismektedir. Ayrica, 6lcekte 4 ters
madde bulunmaktadir. Olgegin giivenirligine iliskin olarak uygulanan i¢ tutarlihk analizi
sonucuna gore faktorlerin Cronbach Alfa toplam i¢ tutarhik kat sayisinin faktorlerde yeterli
diizeyde saptanmistir. Bu sonuglar, olgegin yeterli diizeyde gecerlik ve giivenirlige sahip
oldugunu gostermektedir.

Yabanci Dil Sinif Kaygist Olgeginin Tiirkiye baglaminda faktdr yapisinin incelenmesi
sonucu ilk faktoriin konusma kaygisi (Aida, 1994; Cheng vd., 1999; Mak, 2011; Matsuda &
Gobel, 2004) olarak adlandirnlmasina karar verilmistir. Konusma kaygis1 Aida (1994) tarafindan
Amerika’da Japoncayr yabanci dil olarak Ogrenen {iniversite &grencileri {izerinde
gerceklestirilen gecerlilik giivenirlik ¢aligmasinda ortaya ¢ikan faktorlerdendir. Ayrica, Mak
(2011) Cinli 6grenciler iizerinde yaptig1 gecerlik calismasinda aymi sekilde konusma kaygis
faktoriinii elde etmistir. Bu c¢alismada belirlenen ikinci faktor ise basarisizlik kaygisidir.
Basarisizlik kaygisi, Aida’nin (1994) gegerlik ve giivenirlik ¢aligmasi sonucu ortaya ¢ikan diger
bir faktérdiir. Son olarak Park (2014) Yabana Dil Sinif Kaygisi Olgegi'nin faktér yapisim
inceledigi calismasinda 6z-giiven eksikligi faktoriine benzer sekilde iletisim kaygisi ve 6zgiiven
faktoriine ulagmistir. Yabanci dil kaygisinin 6l¢timiinde kullanilabilecek gecerli ve giivenilir
oldugu belirlenen Yabanci Dil Sinif Kaygis1 Olgegi’nin lise, ortaokul veya ilkdgretim gibi egitim
kademelerinde gecerlilik ve giivenirliginin test edilmesi gerekebilir. Ayrica, 6lcegin Ingilizce
disinda farkli yabanci dillerin 6gretildigi simif ortamlarinda incelenmesi 6nerilebilir.
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Extended abstract

Purpose of the study

Foreign language classroom anxiety scale (FLCAS- Horwitz, 1986), which has one
factor structure, has been used widely to measure foreign language anxiety in classroom.
Recently, Horwitz (2016) proposed that the factor structure of the scale could be examined in
different cultural context to find out underlying factors which can differ across cultures. It is
asserted that the studies examining factor structure of the scale offer a new perspective towards
the nature of the concept. In this sense, it is recommended that exploratory factor analysis be
conducted in different countries (Park, 2014). This study aimed to examine underlying factor
structure of foreign language classroom anxiety scale.

Method

Validity and reliability of foreign language classroom anxiety scale were tested in this
study. The process consisted of translation and backtranslation, questionnaire administration,
item discrimination, factor analysis and internal consistency assessment. Foreign language
classroom anxiety scale was translated into Turkish by two experts on foreign language
teaching. Turkish form of the scale was translated back into English by other experts who are
blind to the original scale. After reconciling the differences between two forms, the language of
the scale was revised by a Turkish language expert. Sample items with 33 items were applied to
166 students studying at English preparation department.

Findings

After the pilot study, item total correlation test was performed to analyse the items on
the scale and 3 items were removed from the scale. Exploratory factor analysis was performed
with varimax rotation method to identify factor structure of the scale. As a result, 13 factors
loaded below .30 and more than one factor were removed. Remaining 17 items were loaded on
3 factors and the factors explained 57% of the total variance. The first factor explained 27,5% of
the total variance, the second factor explained 18%, and the third factor explained 12,1%.
Factor loads of the items ranged from 505 to 783. In addition, the eigenvalues of the factors
vary between 1,189 and 7,228.

The reliability of the scale was examined with internal consistency method. The
Cronbach Alpha coefficients of the scale were calculated. Cronbach Alpha internal consistency
coefficients ranged between .65 and .88 for the factors. In addition, significant and positive
relationships between the factors support that the scale is a reliable instrument to measure the
construct. These results show that the scale is valid and reliable instrument to measure foreign
language anxiety.

Discussion and conclusion

Foreign language classroom anxiety scale which was originally a single dimensional
instrument to measure anxiety in EFL classroom is claimed to have different underlying factors
across cultures. Therefore, it is suggested that exploratory factor analysis be performed to
investigate the factor structure of the scale (Horwitz, 2016; Park, 2014). This study examined
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the underlying factors of the scale in Turkish EFL classroom. As a result, it was found out that
the scale has 3 factors labelled as speaking anxiety, fear of failure and lack of self-confidence
(Aida, 1994; Cheng et al., 1999; Mak, 2011; Matsuda & Gobel, 2004). Speaking anxiety was one
of the factors that Aida (1994) determined in a study with the students learning Japanese in the
USA. In addition, Mak (2011) found out a factor labelled as speaking anxiety in a validation
study with Chinese students. Fear of failure is another factor which Aida (1994) identified in
their study. Finally, to do with the third factor, lack of self-confidence, Park (2014) determined
communication apprehension and self-confidence as one of the factors in the validation study
of FLCAS. For future studies, there is need to test validity and reliability of FLCAS in classroom
environments where different foreign languages other than English are taught.
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istanbul Medeniyet Universitesi Ingilizce hazirlik programinin

degerlendirilmesi

0z

Tirkiye'deki Giniversitelerde, hazirlk okullari 6grencilere lisans egitimine
baslamadan once zorunlu ve istege bagh dil egitimini vermektedir. Bu c¢alisma
istanbul Medeniyet Universitesi Yabanci Diller Yiiksekokulu'nda 2016-2017 egitim
dgretim yilinda verilen ingilizce hazirlik egitimini degerlendirmeyi amaclamaktadir.
Calisma karma desendedir. 131 6grenci ve 4 6gretim gorevlisi verilen egitimi ders
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Introduction

Curriculum design and development not only in language teaching but also in other
subject areas are regarded as critically important elements of education. Therefore, much
research has been conducted in this field for different reasons, such as offering suggestions for
practitioners to present a common base or to understand the effectiveness of the implemented
curriculum. Quicke (1999, p.1) proposes that “a curriculum provides a framework for learning.”
Since curriculum suggests what we have to teach by giving reference to the educational needs
of the students, it includes the “how” and the “what” of learning, which takes place both
formally and informally inside educational institutions.

The curriculum process is not effortless or straightforward because of its nature.
According to Demirel (2004, p. 17-18), foreign language learning, which is a cumulative
process, combines cognitive behaviors and new psychomotor skills. Students are expected to
acquire a foreign language system by developing these cognitive behaviors and motor skills
through a well-organized foreign language curriculum. However, it is not uncommon to
observe mismatch among different components of the suggested curriculum like objectives,
content, and teaching and learning process. Nunan (1988, p. 138-141), for instance, emphasizes
the frequent mismatch between what the curriculum offers and what occurs in the language
classroom. Tollefson (1991, p. 99-100) explains the inconsistency between theories and
classroom practices through the ‘modernization theory.’ He claims that even though some
educationists widely criticized traditional instruction and many classes shifted to ‘modern’
methods in which students are supposed to take more responsibility for their learning, many
teaching practices still place students in paradoxical circumstances.

From a slightly different perspective, Brown (2009) makes recommendations based on
his thirty-five years of experience in language curriculum development. He suggests that any
language needs analysis must include both language and contextual needs and therefore
program-based assessment must be directly connected to the students’ needs, the course
objectives, the materials being used, and the activities that are going on in the classrooms
(Brown, 2009, p. 87). Besides, he shares his experience in Turkey when he was invited to
evaluate a new English curriculum prepared for 11 million students throughout the country.
He did not only find materials covered in the curriculum confusing but also cultural content
like the royal family, cricket, Benjamin Britten problematic. He adds, “that is when I began to
realize that the materials development team had not done any needs analysis or consulted with
any real live teachers and students” (Brown, 2009, p. 95). This first-hand experience proves the
effectiveness of his curriculum development process theory, which starts with the
identification of situation, context, students, or analyzing needs. In his model, the steps of
formulating goals, determining course content, designing course units and modules,
constructing lesson plans follow the very first step as well as teaching, assessment, and revision
of curriculum steps as final ones (Brown, 2007, p. 151). Indeed, it is possible to study ‘the
curriculum’ from several different perspectives as offered by Nunan (2002, p. 4). Accordingly,
curriculum planning can be examined at a decision-making level concerning different aspects
of it, starting from identifying learners’ needs and purposes. Another perspective can be in
‘action” which takes the evaluators into the classroom itself. Apart from these, a perspective
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relates to assessment and evaluation gives the program evaluators a chance to make
recommendations for respondents to improve things in the future.

Consequently, if we summarize the role of evaluation with Rea-Dickins and Germanie
(2003, p. 20), “evaluation makes teachers aware of parameters in which they are working.
Raising awareness in this way helps them to analyse the context for possible openings for
innovation or for constraints”. We expect that the study conducted at Istanbul Medeniyet
University, School of Foreign Languages, does not only help to raise awareness for the
curriculum evaluation process within this specific institution but also makes contributions to
other foreign language schools.

This paper aims to answer the following questions in order to evaluate the program
implemented for the English preparatory classes at Istanbul Medeniyet University, School of
Foreign Languages during the 2016-2017 academic year:

1. How efficiently do the students at Istanbul Medeniyet University (IMU) School of Foreign
Languages find the English preparatory program implemented during 2016-2017 academic year
in terms of the courses, the course materials, assignments, the testing and evaluation processes,
the academic staff, perceived learner engagement, other aspects of the instruction and the
system?

2. Do the students’ opinions about the English preparatory program vary significantly in terms
of their gender, preparatory program status (compulsory or voluntary), language level?

3. What do the instructors think about the English preparatory program implemented during
the 2016-2017 academic year considering the course books, curriculum, physical and technical
conditions, and students’ performance?

Literature Review

The main aim of this paper is to evaluate the implemented program of English as a
Foreign Language at a state university. For this purpose, we will report related literature and
studies focusing on teaching English as a foreign language. We can say that inherent in the
term of curriculum evaluation is the concept of perspective. Thus, it is clear that a considerable
amount of research has been conducted in this field in light of different perspectives to make
an accurate evaluation, and they have proposed some suggestions despite its complexity.
Sullivan (2006, p. 591) states that “when we evaluate, we are saying that the process will yield
information regarding worthiness, appropriateness, goodness, or validity”. Moreover, because
the curriculum implementation process requires a severe evaluation, including opinions
gathered from different groups such as students, teachers, material developers, it causes the
content of related studies to be widespread. For instance, the study conducted by Coskun
(2013) aimed to evaluate the modular intensive general English language teaching program
applied at a university in Turkey. In his research, he collected the qualitative data through
interviews with 22 instructors working in the preparatory school, and the quantitative data
from 381 preparatory school students through a questionnaire adapted from Tung’s (2010)
study. The research question of “What are students' and instructors’ perceptions of the
effectiveness of the English preparatory program concerning three program dimensions: course
materials, the teaching, learning process, and the assessment?” was tried to be answered. The
results showed that the materials prepared for different skills and sub-skills were positively
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evaluated, whereas many students expressed concerns about the materials for speaking. In
addition to this, some instructors claimed that grammar, reading, and writing materials do not
help students for their further education. It was also found that instructors mainly used
lecturing instead of role-plays, discussions, and presentations. As the study tried to investigate
the effectiveness of a modular system, the instructors emphasized the low motivation level of
the students and discipline problems.

Similarly, Kogyigit and Erdem (2018) undertook a study to review English preparation
classes in higher education considering the graduate research. Their study found that these
studies usually employed a quantitative research design and they generally focused on
students’ perspective. Accordingly, there is a gap in qualitative studies and there is also a lack of
studies on instructors’ views. The current study satisfies both gaps by having a mixed-method
design and focusing on instructors’ views as well. Furthermore, some instructors suggested
more academic English in the program. Similary, Tekin (2015) adopted Tung’s (2010) data
collection instrument for evaluation of prep school to evaluate the English Language Teaching
and English Language and Literature preparatory classes of a state university in Turkey by
interpreting triangulated data with qualitative and quantitative means gathered from 106
students and two lecturers. The study revealed that even though the majority of participants
were satisfied with the present language program, there is still a need for change. For example,
students stated that the program provides opportunities to improve their grammar, writing, and
reading skills but not speaking and listening skills and vocabulary knowledge. Another major
issue raised by the participants was the selection of materials, especially for speaking and
listening courses and the need for a separate vocabulary course. The findings related to
teaching methods in the study revealed that traditional teaching methods such as “lecturing”
and “question and answer” dominated the lessons. Therefore, communicative activities such as
role-plays, students’ presentations did not find many places in the lessons (Tekin, 2015, p. 730-
732). An extensive evaluation held both quantitatively and qualitatively by Unal et. al. (2017, p.
616-617) to evaluate another public university’s English Language program reported that the
current curriculum was successful, and the school was equipped with sufficient materials and
facilities. However, both the instructors and students who participated in the study made some
suggestions for a more effective curriculum. Technology integration into the classroom and
teaching practice, revision of assessment, teaming instructors as material developers, testers,
fewer class hours, and more English for Specific Purposes (ESP) courses instead of general
English courses were the most suggested items. Lee (2016), likewise, found that the students
felt more interested in ESP instruction, and they considered ESP courses could be more useful
for their future needs in a study which investigated the perspectives and perceptions of
students studying at a technological university in Taiwan.

From a different viewpoint, aiming a kind of internal validity, Cetinavci and Zehir-
Topkaya (2012) evaluated two different regimes of grammar teaching, one that followed its
language content and another that followed the language content of the main course in a year-
long preparatory English class at a Turkish state university. They interviewed the
administrator, five instructors, and 36 students one-on-one and as groups. Also, they observed
six classrooms and compared relevant exam results and attendance records. The analysis made
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it clear that the program following the language content of the main course was favored much
more strongly as a positive step in the course of producing the desired learning outcomes.

Even though there is a high demand for preparatory school evaluation, a deep analysis
of foreign language teaching and learning policy has to be invested. Thus, this necessity has
taken the attention of some researchers in the field like Dincer et. al. (2010), who explored
viewpoints of university preparatory school students on the English Language Education
process in Turkey. They aimed to advise teachers by taking into consideration students’
readiness levels and their experiences during their prior education periods. For this aim, 38
preparatory class students from Tourism Vocational College Preparatory Program were asked
to write a composition in order to learn their high school years’ language experience. Analyzed
compositions of the students clearly showed that some frequently experienced problems that
they transferred to the undergraduate level negatively affected their foreign language learning
experience. The component named “foreign language teachers’ teaching capabilities,” including
sub-components of being unaware of the current methods in language education, use of old-
fashioned methods, their disregard towards the course was the most mentioned one.
Curriculum and course materials component followed the teacher factor in students’ writings.
The results showed that students were unpleasant with curriculum, English hours at the high
school, and course books. However, students commented that they did not participate in the
class effectively, revise what they were taught, and did not give much importance to English
(Dinger et al., 2010, p. 239-241).

Methodology

In this study, the English module at Istanbul Medeniyet University School of Foreign
Languages preparatory classes was examined from the following aspects: courses, course
materials, assignments, testing and evaluation processes, academic staff, learner engagement,
and some other aspects of the instruction and the system. The study followed a mixed method
consisting of an interview and a questionnaire as data collection tools. A mixed methods
research refers to the design that “focuses on collecting and analyzing both quantitative and
qualitative data in a single study” (Hesse-Biber, 2010, p. 26; Creswell, 2009, p. 204). This study
also adopts the concurrent triangulation approach which aims to reveal any convergence,
differences or combination by comparing the quantitative and qualitative data (Creswell, 2009,
p. 213-214). For the quantitative data of this study, the students were given a questionnaire
that included items for the evaluation of the aspects mentioned above. For the qualitative part,
four instructors were interviewed via a semi-structured interview form that covered questions
about the same aspects of the language program.

Context

This study aims to evaluate the program implemented for the English preparatory
classes at Istanbul Medeniyet University, School of Foreign Languages during the 2016-2017
academic year. The program lasted 32 weeks in total, and this was divided into four periods
each of which was 7 or 8 weeks. The students were given a placement test before the classes
started and placed to an A level (elementary) or B level (pre-intermediate) class accordingly.
The classes were reorganized after each period considering the grades of the students. That is,
the students were grouped according to their language levels as well as their achievement in
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the tests. The program did not follow a modular system where learners moved to the next level,
like from Al to A2 or from A2 to Bl. They were instructed within the same level group
throughout the year, and the terms of A and B referred to the groups rather than the language
levels at the end of the year. In the last period, when the data for this study were collected,
there were 9 language classes at school, and 7 were for A level students while only 2 were for B
level ones. The English preparatory year was compulsory for the students admitted to programs
in which the medium of instruction was English. The students who volunteered were also
accepted to the preparatory school, although they would be entirely instructed in Turkish in
their future programs. However, these two groups were instructed in separate classes. The
students from the compulsory language program would be expelled from the school if they
failed, whereas the ones from the voluntary language program could start their department
even if they failed in the language class.

Table 1. The courses and the instructional materials

Compulsory Voluntary

Courses Classes Classes Instructional Materials

(Hours) (Hours)
Main Course 16 18 New Language Leader by Pearson Education
Writing 4 46 Ready to Write .b.y Pearson Education

Writing Pack
Pre-faculty 2 2 Course Pack from Reading Passages
Listening and 4 < Real Listening and Speaking by Cambridge University
Speaking Press
Reading 4 < Real Reading and R(?adln.g Explorer by Cambridge
University Press

Terminology 2 X Materials created by the departments
Total 32 24-26

The program involves several components that will be briefly described below. First,
the courses covered in the language program and the instructional materials for each course are
shown in Table 1. As can be seen in Table 1, the language instruction was delivered in six
different courses for the students from the compulsory program. They received general English
instruction in Main Course classes, and they were instructed separately for reading and writing
skills, whereas listening and speaking were presented in an integrated way in the same course.
They also followed courses like Pre-faculty and Terminology in which they were provided
English for Specific Purposes (ESP). The language instructors gave the Pre-faculty while for
Terminology courses, academics from their departments were invited to make the students get
familiar with the terminology they would need in their future programs. Listening and
Speaking, Reading and Terminology courses were not provided for the students from the
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voluntary program. The students followed the materials published by private companies like
Cambridge and Pearson as well as some packs prepared by the Material and Curriculum Office
in the school. The compulsory groups received 32 hours of instruction per week, and this
decreased to 24-26 hours for the voluntary groups due to the different syllabus implemented
for them. When it comes to the testing and evaluation processes, Table 2 presents a brief
summary.

Table 2. The testing and evaluation processes

Evaluation process in each period Periods Proficiency Test
15t period: 15%
Quiz: 20% 27d period: 20%
Mid-term: 40% 3 period: 25%
Pop quiz: 5% 4% period: 40% Bz;ain
Assignments: 20%
‘Writing portfolio: 15% l

60+

As can be understood from Table 2, the students were evaluated based on quizzes
(20%), a mid-term exam (40%), pop quizzes (5%), assignments (20%), and a writing portfolio
(15%) for each period. However, the contribution of the average grade for each period to the
final grade was not equal. Considering the difficulty of the instruction throughout the year, the
students raised their grades from the 1st to the 4th period (15% for the 1st period, 20% for the
2nd period, 25% for the 3rd period and 40% for the 4th period). The average grade calculated
according to these ratios should be 60 or above so that the students were allowed to take the B2
level proficiency test given at the end of the year. The students were required to take 70 or
above to be considered as successful in the proficiency test.

Sampling

For the quantitative part of the study, a total population sampling technique was
adapted. For this technique, the entire population is included in the research, so it is more
commonly used when the number is relatively small (Etikan, Musa & Alkassim, 2016, p. 3).
Therefore, the questionnaire was delivered to all the 154 preparatory class students studying at
IMU in the academic year of 2016-2017. Out of these 154 students, 131 were included in the
analysis, which makes up 85% of the population, since some were absent on the data collection
date and some others did not fill in the questionnaire properly. The detailed information about
the participant students is presented in Table 3.

Table 3. The participant students

Variables Groups N
L level A 103
anguage leve

guage lev B 28
. Compulsory 76

Language preparation status
Voluntary 55
Gender Female 80
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Male 51

Total 131

It is understood from Table 3 that out of 131 participants, 103 were from A level, and
28 were from B level classes. 76 of them received the preparatory language program since it
was compulsory, and 55 of them volunteered for it since they were willing to learn English
before they started their departments. Finally, 80 of these students were females, whereas 51 of
them were males.

For the qualitative part, purposive sampling technique was implemented. In this
technique, participants are chosen for a specific purpose that is relevant to the research needs
(Cohen, Manion & Morrison, 2005, p. 103). Based on this technique, only 4 of the 20 English
instructors were included in the interview. Some of the instructors had been dismissed and the
school had recently employed some of them. The four participant instructors were picked for
the interviews since they were the ones who had experienced teaching the program under
study.

An official document was taken from the institution to get their permission for the data
collection. The questionnaire was implemented when the classes were available during the 4th
period. As for the interviews, an appointment was made with each participant instructor when
they were available and they were visited in their offices.

Data collection instruments

In order to get the quantitative data, the participant students were asked to fill in the
Preparatory Language Education Program Evaluation Questionnaire developed by the
researchers. The items in the questionnaire were written based on the related literature, the
program evaluation tools used by different schools of foreign languages in Turkey and the main
features of the implemented program. The draft of the questionnaire was examined by different
experts (two faculty members from ELT and Educational Sciences departments and one English
instructor) and the items were revised according to their feedback. The final questionnaire
consisted of 52 items with which the students expressed their agreement on a 5-point Likert
scale: 1: Strongly disagree, 2: Disagree, 3: Neither agree nor disagree, 4: Agree and 5: Strongly
agree. The items included statements about courses, course materials, assignments, testing and
evaluation processes, academic staff, learner engagement, and some other aspects of the
instruction and the system. The Cronbach’s alpha coefficient was calculated as .907 for the
questionnaire and this value indicates a high level of reliability for the tool since a coefficient
between 0.65 and 0.8 is considered acceptable in social sciences (Singh, 2017; Vaske, Beaman &
Sponarski, 2016).

As for the qualitative data, a semi-structured interview form was used by the
researchers to interview the instructors. The form included seven questions that referred to the
same aspects of the language program. The questions were directed to the sample group, and
the biodata was also obtained. The interviews were audio-recorded and transcribed for the
analysis. In order to increase the validity and reliability of the data collection tools, and thus
this study, the data collection tools were prepared by first checking the preparatory class
evaluation procedures of several other state universities. Then, the questionnaire and interview
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questions were prepared by the three authors together, and several meetings were held to
consider potential problems and ensure consistency. Finally, the interview questions were sent
to an expert specialized in testing. The items of the questionnaire and the interview questions
were adapted in accordance with the suggestions.

Data analysis procedures

For the analysis of the quantitative part, the data gathered via the questionnaire were
transferred to SPSS 22 software, and Independent Samples T-test and Mann Whitney U test
were conducted in addition to the calculations for means, frequencies, percentages, and
standard deviation. The results were considered significant at the level of p<.05.

As for the qualitative part, the descriptive analysis method was used to analyse the
interview data. In descriptive analysis, the data are interpreted according to the pre-defined
themes or may be grouped and reported according to the research questions. Direct quotations
from the respondents are frequently utilized while reporting the findings. The point is to
interpret and present the data in an organized way (Yildinm & $imsek, 2008). The data were
categorized according to the interview questions and sub-themes were assigned. Then, as a
content, the interview data in this study were analyzed using descriptive analysis in order to
understand the preparatory English teaching in IMU through the four aspects: the course
books, curriculum, physical and technical conditions, and students’ performance.

Results
In this section, the findings from the analysis are presented following the research
questions. First, the findings from the quantitative analysis that reflect the students’ opinions
and then the instructors’ views from the descriptive analysis are given.

The questionnaire

The first research question was stated as “How efficient do the students at IMU School
of Foreign Languages find the English preparatory program implemented during 2016-2017
academic year in terms of the courses, the course materials, assignments, the testing and
evaluation processes, the academic staff, learner engagement, other aspects of the instruction
and the system?”.

The participant students’ opinions about the overall efficiency of the preparatory
language education program are presented in Table 4.

Table 4. Students’ mean satisfaction levels for the preparatory language education program

Questionnaire n x sd

preparatory language education program

. . . 131 3.27 4931
evaluation questionnaire

Table 4 shows that the mean for the Preparatory Language Education Program
Evaluation Questionnaire is 3.27 out of 5. That is, the students were reasonably pleased with
the English Preparatory Program implemented during the 2016-17 academic year. They did not
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consider the program as inefficient in general, but they also believed that it needed to be
improved. Means for the courses covered in the program are given in Table 5.

Table 5. Means for the courses in the program

Courses n X sd

Main Course 130 3.45 1.1687
‘Writing 130 4.18 .9627
Pre-faculty 131 2.67 1.2355
Listening and Speaking 122 2.59 1.2574
Reading 118 2.64 1.2977
Terminology 114 2.39 1.3333

As can be seen in Table 5, the students found Main Course classes quite efficient
(x=3.45) whereas they were not satisfied with Pre-faculty (x=2.67), Terminology (x=2.39),
Listening & Speaking (x=2.59), and Reading classes (x=2.64). Writing was considered as the
most effective and beneficial course in the program (x=4.18). Means for the course materials
used for the language instruction are given in Table 6.

Table 6. Means for the course materials

Materials n X sd

Language Leader (Main Course) 131 2.90 .7958
Ready to Write & Writing Pack 130 3.38 1.2721
Real Listening and Speaking 123 2.30 1.1157
Real Reading & Reading Explorer 123 2.47 1.2369
Supplementary Materials and Packs 131 3.07 .9866

According to Table 6, the students were pleased mostly with the materials of writing
classes (x=3.38) and the other supplementary materials and packs (x=3.07) that were prepared
by the instructors of the related office. However, the mean scores show that they were not
satisfied with the commercial materials chosen for Main Course (x=2.90), Listening and
Speaking (x=2.30) and Reading (x=2.47) courses. Therefore, it is possible to conclude that the
students were more pleased with the packs and supplementary materials prepared by the
Material and Curriculum Development Office compared with the commercial products. Means

for the assignments given to the students to support their language learning are presented in
Table 7.
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Table 7. Means for the assignments

Assignments n X sd

Writing assignments 131 3.09 9152
Online assignments 129 231 1.3083
Assignments in general 131 3.01 .8000

Table 7 shows that the students were satisfied with the assignments they did for their
writing course (x=3.09), but they did not find the online assignments efficient (x=2.31) for their
learning. It is also seen that they were content with the assignments they were required to do
throughout the year (x=3.01). Means for the testing and evaluation processes are presented in
Table 8.

Table 8. Means for testing and evaluation processes

Testing and evaluation processes n X sd

Use of English 129 3.53 .9846
Speaking 131 3.67 1.0323
Listening 129 3.13 1.1345
Writing 131 3.83 1.0138
Evaluation 131 3.24 .8707
Testing and evaluation in general 131 3.35 .6792

The students were tested on different aspects of language throughout the year, and
Table 8 shows that they found the testing and evaluation processes efficient in general (x=3.35).
It is also evident that they were satisfied in each component of the tests (use of English=3.53,
listening=3.13, evaluation=3.24), but the highest scores were for the testing of productive skills
(speaking=3.67, writing=3.83). Taking the items under this category into account, it is possible
to conclude that the students considered the testing and evaluation processes appropriate for
their level and coherent with the curriculum and also thought that the evaluation procedures
were just. Means for the other aspects of language instruction at the School of Foreign
Languages are shown in Table 9.

Table 9. Means for the other aspects of language instruction

Different aspects of language instruction n X sd
Use of ITC in class 130 3.48 1.0942
Pair and group work activities 130 3.49 1.1959
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Re-grouping students for every period 117 3.55 1.3610
Putting theoretical info into practice 131 3.55 .8740
Contribution of prep program to academic and professional life 131 3.81 9733

When the means presented in Table 9 are considered, it is possible to argue that the
students were satisfied with the integration of ITC in language teaching (x=3.48). They found
the pair and group work activities conducted in the lessons efficient and helpful for their
language learning (x=3.49). It is also clear that they were pleased with the way they were re-
grouped according to their test scores for each period (x=3.55). Finally, it is understood that
they believed they could put the theoretical info into practice (x=3.55) and this one-year
language program would contribute to their academic and professional life (x=3.81). Finally,
means for learner engagement and the academic staff are presented in Table 10.

Table 10. Means for learner engagement and the academic staff

Learner engagement and academic staff n x sd
Learner engagement 131 3.10 1.0506
Academic staff 131 3.76 7611

As can be seen in Table 10, the students were content with both their effort and the

instructors’ contribution to the program throughout the year. However, it is seen that they
were more pleased with the instructors (x=3.76) than their performance (x=3.10).
The second research question was formulated as “Do the students’ opinions about the English
preparatory program vary significantly in terms of their gender, preparatory program status
(compulsory or voluntary), language level?”. The t-test results that show a significant difference
between the students’ opinions in terms of their gender are presented in Table 11.

Table 11. The t-test results for the students’ opinions in terms of their gender

t test
Variables Groups n x sd
t df P
i Female 80 3.34 484

Preparatory language education 901 129 046"
program Male 51 3.16 492

Female 80 4.35 747
Writing 2.28 128 .025*

Male 50 3.92 1.192
“p<.05

Table 11 shows that the students’ opinions about the preparatory language education
program in general (p=.046) and writing classes in particular (p=.025) differ statistically
significantly in terms of their gender. When the means for the groups are checked, it is
understood that the female students were more satisfied with both aspects (PLEP=3.34 and
writing=4.35) than the males (PLEP=3.16 and writing=3.92). The t-test results that show
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significant difference between the students’ opinions in terms of their preparatory program
status are presented in Table 12.

Table 12. The t-test results for the students’ opinions in terms of their preparatory program
status

t test
Variables Groups n X sd
t df P
) Compulsory 75 2.66 1.338
Terminology 3.33 112 .001*
Voluntary 39 1.85 1.163
*p<.05

As can be seen in Table 12, there is statistically significant difference between the
students’ opinion about the Terminology course in terms of their preparatory program status
(p=.001). When the means are compared, it is seen that the learners from the voluntary
program found this course a lot more inefficient than the ones from the compulsory program.
This finding can be explained by the fact that the voluntary students were not offered this
Terminology course as well as the possibility that they thought they would not need any
terminology in English since the medium of instruction was Turkish in their department.
Finally, the Mann Whitney-U test results that show a significant difference between the
students’ opinions in terms of their language levels are presented in Table 13.

Table 13. The Mann Whitney-U test results for the students’ opinions in terms of their
language levels

) Language Mean of Sum of
Variable Levfll1 ® N Ranks Ranks U z P
B Level 28 83.95 2350.50
Preparatory language - ;) 103 61.12 6295.50 939.50 -2.822 .005*
education program
Total 131
B Level 28 77.45 2168.50
Main course A Level 102 62.22 6346.50 1093.50 -1.969 .049*
Total 130
B Level 24 72.21 1733.00
Reading A Level 94 56.26 5288.00 823.00 -2.096 .036*
Total 118
B Level 24 70.88 1701.00
Terminology A Level 90 53.93 4854.00 759.00 -2.302 .021*
Total 114
B Level 28 89.05 2493.50
Language leader A Level 103 59.73 6152.50 796.50 -3.638 .000*
Total 131
. B Level 25 85.88 2147.00
Real reading & A Level 98 55.91 5479.00 628.00 -3.887 .000*
Reading explorer
Total 123
Supplémentary B Level 28 84.25 2359.00 931.00 2914 004*
materials A Level 103 61.04 6287.00
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Total 131
B Level 28 82.84 2319.50
Online assignments A Level 101 60.05 6065.50 914.50 -2.948 .003*
Total 129
B Level 28 79.36 2222.00
Tests for use of English A Level 101 61.02 6163.00 1012.00 -2.433 .015*
Total 129
B Level 28 80.52 2254.50
Listening tests A Level 101 60.71 6130.50 979.50 -2.567 .010*
Total 129
. B Level 28 81.48 2281.50
::E;V?Ejsgroup work )\ Level 102 61.11 6233.50 980.50 -2.629 .000*
Total 130
) B Level 28 78.98 2211.50
Re-grouping students ;) 103 62.47 6434.50 1078.50 -2.087 037
for every period
Total 131

*p<.05

As can be seen in Table 13, there is statistically significant difference between the A
level and B level students’ opinions about the preparatory language education program
(p=-005), Main Course (p=.049), Reading course (p=.036), Terminology course (p=.021), the
instructional materials used for the Main Couse classes (p=.000), Reading classes (p=.000), the
other supplementary materials (p=.004), online assignments (p=.003), the tests for Use of
English (p=.015) and Listening (p=.010), pair and group work activities (p=.000) and re-
grouping students for every period (p=.037). When the means are considered, it is seen that the
B level students were more satisfied with the mentioned aspects than the A level learners.

Results of the interviews

This section summarizes the findings obtained through Descriptive Analysis from the
interviews. In the first question, the aim is to learn about the instructors’ overall idea about the
program. The participants think that the program is generally fine. They think that the
strengths of the program are as follows: the lecturers are passionate and hardworking, and the
program offers a variety of teaching which is useful for the students. As P3 states, “7There is
more variety of lessons. When I ask my colleagues in other universities, I think that we are one
step ahead of them”. So, the instructors, in general, think that the program is better than other
public universities. The participants also mention some of the problematic parts. They say that
the program is not settled yet as it is a new university. Another problem mentioned is that the
program is usually based on the book, not a needs analysis. Students also have a problem with
motivation. As P3 explains, “/ believe that students are really demotivated. In the beginning
they come very motivated but after a few weeks they start to lose their motivation’.

The second question of the interview is on the books used in the program (See Table 1
for the books used). The analysis demonstrates that the English instructors are all happy with
the books in a general sense. However, some issues are commonly mentioned by the
interviewees. One significant finding is that they find the New Language Leader to be a
successful book. However, they think that it causes some problems in their program mainly
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because most of the students start with an Al level. New Language Leader, on the other hand,
is focused on academic skills, and in this sense, it is sometimes too hard for the students. As P1
argues, “The level of New Language Leader is a little bit demanding for our students as they
come as true beginners.” As for the book selection process, the analysis shows that they are
asked to mention their views, but their ideas are not taken into consideration most of the time,
which is possibly due to the problems in formalities or practical issues such as lack of a
sufficient number of instructors. For instance, P4 says “7The way the process was applied was
good but I guess there were formal problems. The books we suggested were not chosen. The
process was good but the outcomes were not applied.”

The next focus of the interview is the curriculum. The analysis suggests that the
instructors are often happy with the curriculum. However, two main issues are mentioned. The
first one is that the curriculum is overloaded and in turn pacing is fast. P3 explains that this is
because “ We have zero beginners.” The participants suggest that as some of the students have a
really weak command of English, too many things are included in the curriculum. This may be
a rational choice however, it puts too much stress on the students. P3 argues “They (the true
beginners) are doomed to fail as the program is one year.”. She suggests that true beginners
should study more than one year as it is usually not enough for attaining proficiency at B2
level. The other problem mentioned is that the curriculum does not have obvious objectives
and the focus of the books mainly leads it. As P2 argues “ We only follow the book and each
week we do a chapter or one and a half chapter. We have no goals.” So, it seems that following
the structure of a book replaces an independent curriculum plan. Regarding this problem, P2
thinks that the main reason is lack of instructors and a regular curriculum office. As the
university suffers from lack of English instructors, the instructors in the curriculum office also
teach a lot and accordingly, they cannot focus on curriculum development.

The next issue in the interviews is the exams. The responses of the participants show
that they find the exams useful and to the point. P1 expresses this as follows: “Regarding
assessments the exams aim to test everything covered in the lessons and also we take sub-skills
such as skimming, scanning and listening for details into consideration’. P1 goes on by saying
“The frequency may be a little bit too many as far as I hear from the students. However, I think
frequent exams force students to work harder, which is useful”. This is a problem mentioned
by the other participants as well. There are mid-terms, quizzes and pop-quizzes. The other
instructors tend to think that this is a little bit too much but P1, as seen in her quotation, thinks
personally that this is useful. The others say the number should be decreased as students are
under constant stress due to having exams all the time.

Another point raised in the interviews is homework. The analysis shows that all of the
instructors are unhappy with the online homework system. Online system fails due to several
issues such as internet connection problems in the university, students’ difficulty in accessing
the internet and software problems in the online system of the books. P2 underlines a severe
problem saying “For instance, a student responds correctly but the system says wrong. Why?
Just because s/he did not leave space (between words) or s/he forgot a point or a question mark.
It evaluates these kinds of issues as errors.””. The instructors were also asked about the
contribution of homework. They think that the homework in the program is in generally
helpful. One issue mentioned is that as the hour of teaching is very high in the program,
students cannot find enough time to do the homework. P2 explains this problem as “ Weekly
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hours should be less, because students this year have 22-28 hours of teaching and they cannot
find time to do the homework.”. One final issue about the homework is whether sufficient
feedback is given. This is related to the previous issue. The reason is as there is too much
homework and as there are a lot of lessons, instructors also do not have enough time to give
feedback. However, students prefer to get corrective feedback for their work and they even
“feel cheated” when they cannot get feedback from their teachers (Harmandaoglu Baz,
Balgikanli & Cephe, 2016, p. 63). The instructors acknowledge that they can give satisfactory
feedback only occasionally. To exemplify, P4 says “Feedback is not given most of the time. For
example, I gave them a worksheet and they only know their mark. We provide the answer key.
... We were all in the office and we had to do some duties. The test office or curriculum office
thinks whether to give feedback or do the duties in the office... Consequently, feedback is one
step behind.”. However, P4 also suggests that feedback works well in only essay writing as it is
taught as a process.

Another issue is the physical conditions of the university and the classrooms. The
answers demonstrate that the classrooms have some equipment such as projectors and
smartboards and they are in general fine. However, the biggest problems are the frequent
relocations between campuses and the physical conditions of the campus. P4 summarizes this
as follows: “There was no canteen for a really long time. The students could not buy water or
tea.”.

The final issue discussed in the interviews is students’ performance. The responses
demonstrate that the students usually suffered from lack of motivation. Most of the participants
agree that this is worse for the students who attend the preparation class optionally (although it
is not compulsory). Furthermore, the participants claim that students lose motivation more and
more as the classes get harder in the advanced stages. For instance, P2 says “7Towards the
middle of the semester, when they start to be unsuccessful in the exams, they start to cause
problems when they start to think that they will already fail.” The participants also agree that it
is often the external factors that result in low motivation among participants. As argued above,
lack of a proper campus and frequent relocations among campuses decrease students’
motivation profoundly.

At the end of the interviews, the participants were asked if there was anything else,
they wanted to add. Two of them added further ideas. P3 shortly suggested that academic
English should definitely be included. P1 on the other hand responded longer and made some
suggestions. She argued that main course plus four-skills is too demanding. She explains it as
follows: “ When we have four skills, the main course and the English for academic purposes,
this is too tiring for the students. The program should move with the main course book and
only the needed skills should be added.”. She further suggests that “7oo many hours were tiring
for the students. More hours may not necessarily contribute to Ss’ learning.”. So, it may be a
good idea to focus on quality rather than quantity. This is also true for the number of lessons as
discussed above. There are around 22-28 hours of teaching to ensure the students learn English.
However, this may counter react and overwhelm the students.
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Discussion and Conclusion

This study aims to evaluate the program implemented for the English preparatory
classes at Istanbul Medeniyet University, School of Foreign Languages during the 2016-2017
academic year. The results of the analysis conducted with the qualitative and quantitative data
can be summarized in the light of the related literature as follows:

The students were reasonably pleased with the English Preparatory Program
implemented during the 2016-17 academic year. In the same vein, the instructors also think
that the program is overall successful. This finding is consistent with the other studies
exploring the curriculum evaluation of different language programs, which have revealed
considerable satisfaction with the overall instruction (e.g., Unal et al., 2017; Tekin, 2015;
Coskun, 2013). The study conducted by Demirtags and Sert (2010) with 1200 learners, for
example, reports that most of the learners had no significant complaints about the program,
and the English Language Preparatory Education met their needs.

The students found Main Course classes quite efficient, whereas they were not satisfied
with Pre-faculty, Terminology, Listening & Speaking, and Reading classes. According to the
findings, the ‘“Writing Course’ was the most effective and beneficial in the program. Tekin
(2015) and Coskun (2013) focused on a desire for an improvement in listening and speaking
courses, and Oztiirk’s study (2014) at a state university similarly emphasizes the “speaking” skill
as the learners in the study indicated that “speaking skill is the least developed one during the
program” (p. 122). Although the participants of our study found the Terminology course
overwhelming, Unal et al. (2017) and Lee (2016) highlighted the importance of EAP and ESP
courses based on the results they found. Considering the EAP needs of the first-year
undergraduate students at a state university in Turkey, Kirkgéz (2006) developed a reading
course based on the specialized corpus from academic texts that students are required to read at
the first year of their studies. The interviews with the students revealed that a corpus-based
reading course helped them to become familiar with essential lexical items of their field.
Another very detailed study conducted by Kirkgoz (2009) shows that most students (93.5%)
perceived a gap between the requirements of disciplinary courses and what they learned at the
Foreign Language Center (p. 88). As a result, the findings of our study are not compatible with
Kirkgoz’s study in this sense. Based on the results, it can be suggested that to explain the
importance of learning the discipline-specific language and providing a suitable environment
for the learners to experience EAP during the preparatory language program can help learners
internalize it as a part of language learning.

The students were more pleased with the packs and supplementary materials prepared
by the Material and Curriculum Development Office compared with the commercial products.
This comment is quite understandable since the related office had the opportunity to meet the
needs of the local group directly, whereas the commercial products address a larger audience.
Additionally, the instructors also accept that the commercial products could be overwhelming
for low level learners although they are pleased with using them in their teaching.

Although the students believed that the assignments were beneficial and appropriate
for them in general, they found the online assignments insufficient due to the technical issues
they had to cope with throughout the academic year. The instructors shared the same issue as
well, and they suggest not to integrate online assignments to the program anymore. Unal et al.
(2017) stated that more technology should be integrated into the curriculum, but it is essential
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to remember that too many technical problems may frustrate learners and instructors, resulting
in negative attitudes.

The students considered the testing and evaluation processes appropriate for their level
and coherent with the curriculum and also thought that the evaluation procedures were just.
The Testing Office prepared all the tests within the school, considering the implemented
program and the characteristics of the target group. Oz and Atay’s study with lecturers
teaching at the preparatory program (2017) revealed that there is a mismatch between Turkish
EFL instructors’ in-class assessment literacy and its reflection in practice. Therefore, the
assessment process at Istanbul Medeniyet University, School of Foreign Languages, can be
regarded as one of the strongest aspects of the implemented program.

Although the students were content with both their effort and the instructors’
contribution to the program throughout the year, it is seen that they were more pleased with
the instructors than their performance. The female students were significantly more content
with the English preparatory program and the Writing Course than the males. Tekin (2015)
and Coskun (2013) revealed that the participants were dissatisfied with the instructors’
teaching styles and demanded more communicative activities. However, this study revealed
that the students were more critic of themselves than their teachers.

The students who attended the program voluntarily were more content with it than
the ones for whom it was a requirement to start their undergraduate program. However, they
were less pleased with the Terminology course, which is quite understandable since the course
was not offered to them and the medium of instruction would be Turkish in the following
years, so they might have considered this course unnecessary. The students from B level classes
were more content with the overall program as well as the following components than the ones
from A level classes: Main Course, Reading and Terminology courses, Language Leader,
Reading Explorer and supplementary materials, online assignments, use of English and
listening tests, pair and group work activities, re-grouping students for every period. It is also
understandable since A level students found it tougher to cope with the language learning
process in many aspects due to their lower language competency.

Harrison (1996) emphasizes the difficulty of curriculum renewal in terms of evaluation
based on his external study in the country of Omani in which there was an extensive renewal
including the development of books, materials, examination system, orientation programs for
all teachers and even development programs for inspectors. This is also the case in Turkey and
pre-service English teacher programs have changed considerably due to the changing position
of English globally (K6ksal & Ulum, 2018). Harrison (1996) suggested in the longitudinal data
which were drawn upon four types of the collection that teachers and inspectors can
contribute to material development and more importantly classroom interactions must be
monitored not only by external visitors but by getting teachers and learners to reflect upon
their teaching and learning, in a systematic and structured way. His suggestion of an approach
for professional development involving both self and peer observation can also be a logical way
for our recent study of program evaluation to provide a vehicle for the formative curriculum
evaluation process (Harrison, 1996, p. 302). Since “Communicative Language Teaching” has
been the widely used, sometimes, namely used, approach all over the world, the goals and aims
of curriculum and language teaching programs have been shifted from more grammar-based
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accuracy to fluency. Besides, the latest developments in “approaches and methods in foreign
language teaching” umbrella term such as the post-method era, task-based teaching, and few
others affect curriculum designers to cover different aspects of language. As discussed by
Widdowson (1984) long ago, a learner’s task involves communicative competence in the
language, whether the emphasis is on productive or receptive behavior. As a result, the aim of
language learning should be to develop the underlying interpreting ability, and an integrated
approach should be adopted to achieve this aim. Widdowson continues the discussion by
stating that on the contrary to what this aim requires, language teaching courses commonly
consist of units which are separate like language practice books and criticizes the language
teaching materials. Students and instructors who participated in this study shared similar
concerns with Widdowson (1984) in their own words. Thus, we can conclude that preparatory
language programs and materials used in language preparatory programs must primarily focus
on including language functions and how to help learners to transfer the functions accordingly
in their studies.

The following suggestions can be made to improve the English preparatory program
following the findings summarized above: First of all, Terminology and Pre-faculty courses
should be removed from the program since these courses are perceived as an extra burden,
especially for the low level learners. Second, there is no need to have a separate Listening &
Speaking course since Main Course is a skills-based class. The sections for these skills within
the Main Course can be focused more efficiently. Third, Reading can be integrated with the
Writing classes to reduce the boredom and to make it more meaningful for the learners.
Fourth, students should be supported by supplementary materials that are designed considering
their specific needs. Moreover, commercial coursebooks should be updated or changed to pick
the more appropriate ones for the target group. Also, online assignments should be removed
from the program since the technical issues do not seem likely to be fixed. In addition to these,
students should be motivated to ensure successful learning as it is one of the most significant
issues mentioned by the participant teachers. The interview data demonstrate that students lose
motivation, especially towards the end of the program. Accordingly, this should be taken into
consideration, and via further studies, the reasons for this problem can be unearthed which,
then, may be used to increase their motivation. Finally, the program should be revised based on
a needs analysis to set clear objectives rather than following a coursebook-based syllabus which
is a similar problem revealed by some studies (e.g. Erdem & Atar, 2018) in the context of
compulsory English courses at a higher education level.
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Abstract

This study examined the master and doctoral dissertations related to the application
of creative thinking skills in the National Council of Higher Education Thesis Center.
For this purpose, 18 master and 4 doctoral dissertations published in Turkish since
2007, which were determined as the starting year within the scope of the study,
were analyzed. According to the findings of the study, it was determined that the
number of related studies increased in 2011 and 2016. Studies have generally
focused on the effect of creative thinking skill on some dependent variables and on
the perception/beliefs about creative thinking. Creative thinking skills were analyzed
mostly in the context of Social Studies, Science and Technology and Life Science
courses. It is seen that the studies are often carried out on quantitative and mixed
method patterns and medium-sized samples. In the studies, it was determined that
the questionnaire-scale, document and interview were frequently used as data
collection method. In the studies, content analysis, descriptive analysis, parametric
and non-parametric methods were mostly used as data analysis method. When the
results of the studies are examined, it can be stated that the applications put into
work generally have a positive effect on creative thinking.
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Yaratici diisiinme uygulamalarinin etkisinin incelendigi lisansiistii

tezlerin analizi

0z

Bu calismada Tiirkiye'de yaratici diistinme becerisine iliskin bir ders baglaminda
yapilan uygulamalari konu edinen ve Yiiksekgretim Kurulu Ulusal Tez Merkezinde
indekslenen yiiksek lisans ve doktora tezleri incelenmistir. Bu amacla, calisma
kapsaminda baslangic yili olarak 2007 yilindan itibaren Tiirkce olarak yayimlanmis 18
lisansiistl tez ve 4 doktora tezi analiz edilmistir. Calismanin bulgularina gore ilgili
arastirmalarin 2011 ve 2016 yillarinda artis gosterdigi belirlenmistir. Calismalar
genellikle yaratici diistinme becerisinin bazi bagimli degiskenler iizerindeki etkisi ve
yaratici diisinmeye dair algi/inang {izerinde yogunlasmistir. Dersler icinde de
yaratici diisiinme becerisi en ¢ok Sosyal Bilgiler, Fen ve Teknoloji ve Hayat Bilgisi
baglaminda incelenmistir. Calismalarin siklikla nicel yontem ve karma ydntem
desenleri ile orta biiyiikliikte rneklemler (izerine gerceklestirildigi gorilmektedir.
Calismalarda genellikle anket-6lcek, dokiiman ve gdriismenin veri toplama ydntemi
olarak kullanildigi belirlenmistir. Calismalarda veri analiz yontemi olarak icerik
analizi, betimsel analiz, parametrik ve non-parametrik yontemler kullaniimistir.
Calismalarin sonuclari incelendiginde ise kosulan uygulamalarin genellikle yaratici
diisiinme {izerine olumlu etki yaptigi ifade edilmektedir.
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Onerilen APA atif bicimi: Egmir, E., Keskin, A., & Pektas, F. (2020). Yaratici diistinme uygulamalarinin etkisinin incelendigi lisansistii
tezlerin analizi. Language Teaching and Educational Research (LATER), 3(1), 116-135. https://doi.org/10.35207/later.709223
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Girig

Giniimiizde egitim, ilerlemenin ve gelisimin en etkili unsurlar1 olarak ifade
edilmektedir (Aydin, 2011). Bu sebeple modern egitim sistemi bilgi ¢agina uygun olarak
arastiran, bilgiye ulasan, bilgiyi uygun sekilde kullanan ve hatta bilgi iireten bireyler
yetistirmeye yoOnelik olmalidir. Bilgi, genel hatlariyla akil yiiriitmek, okumak, yargilamak,
distinmek, gozlem ve deney yapmak yoluyla olusturulan diisiince iiriinii veya Ogrenilenler
olarak ifade edilmektedir (Balay, 2004). Bireyin cevresi ile olan iligkisi bilgisiyle baglantilidir.
Programdaki insan 6gesi ise diisinme becerilerinde gelisimin amacglandig kisidir.

Program araciligiyla bireye kazandirilabilecek becerilerin islevselligi bilgi biciminde
ifade edilip degerlendirilebilir (S6nmez, 2016). Bilgi akisinin ¢ok oldugu giiniimiizde egitimde
hedef 6grenenlere var olan bilgileri vermekten ziyade bilgiye ulasma becerisini benimsetmek
olmalidir (Dogru ve Aydogdu, 2003). Bunun yaninda birbiriyle ilgisiz ezberlenmis bilgi
parcalarina sahip bireyler degil, bilgiler arasindaki ilgileri fark eden, bilgileri analiz edip
sentezleyen ve problemin ¢6ziimiine bunu yansitip kullanan st diizey diisiinme becerilerine
sahip bireyler yetistirilmesi ¢agdas egitim sistemlerinin énemli bir hedefidir (Celik, vd. 2005).

Diistinme ise ayirmak, birlestirmek, karsilastirmak, unsurlar1 kavramak ve aralarinda
ilgi kurarak yeni diisiince olusturma yetenegi; bireyi olumsuz etkileyen unsurlarin kaldirilmasi
i¢in kasith zihinsel davranis; var olani anlamak gayesiyle yapilan aktif, hedefe yonelik sistemli
zihinsel siire¢ olarak ifade edilmektedir. (Ciiceloglu, 1994; Onciil, 2000). MEB (2007)e gore
distinme, sonuca ulagsmak i¢in verileri, kavramlar1 degerlendirmek, kiyaslamak, aralarinda
iligki kurarak farkh diisiinceler olusturmaktir. Bu tanima gore diisiinme siireci sonunda 6zgiin
bir iiriin ortaya ¢ikmaktadir.

Diistinme, bireyi, yasamini ve g¢evresini etkileyen 6dnemli becerilerdendir. Bu sebeple
bircok iilke ogrenenlerin iist diizey diisiinme becerilerini belirledikleri yeterli bir diizeye
ulastirmay1 6nemsemektedir (Giines, 2012). Ust diizey diistinme becerileri, anlamak, sorun
¢ozmek, karar vermek, yansiticy, iliskisel ve elestirel diisiinmek, yaratici olmak, ¢oziimlemek,
sentezlemek, degerlendirmek, sorgulamak, agiklama yapmak, dogru kestirim ve ¢ikarimda
bulunmak, 6z diizenleme yapmak, siniflamak gibi becerileri kapsamaktadir (Geertsen, 2011).
Ust diizey diisinme becerilerinin &gretiminde ve derse karsi olumlu tutum kazanmada
ogrenenlerin siirecte bireysel 6grenmelerinin sorumlulugunu aldig1, 6grenenlere 6z diizenleme,
karar alabilme imkaninin sunuldugu ve karmagik G6gretimsel islerle 6grenenlerin, zihinsel
yeteneklerini kullanmaya zorlandig aktif 6grenmelerden yararlanilmaktadir (Celik vd., 2005;
Egmir & Ocak, 2018; Kurnaz, 2013).

Yaraticilik ve diigiinme

Giintimiizdeki egitim yaklagimi, 6greneni egitim faaliyetlerinin merkezine almay1 ve
zihinsel becerilerini {iist diizeyde gelistirmeyi hedeflemektedir. Diinyadaki hizli gelisim,
zihinlerin yapisim ve islevlerini etkilemekte ve zihinlerin karmagik islere adapte olmasi igin st
diizeyde gelistirilmesini gerekli kilmaktadir. Ust diizey beceriler icerisinde yaraticilik ézellikle
vurgulanmaktadir. Bu vurgu nedeniyle son yillarda 6grencilerin yaratici diisiinme becerilerinin
iyilestirilmesi noktasinda israrla durulmaktadir (Giines, 2012). Cagimizda yaraticilikla ilgili
cok¢a tamim yapilmistir. Yaygin anlayisa gore yaraticihk farkli bir seydir ve goriilebilen
ciktilara gore degerlendirilebilecek bir beceridir (Erdogdu, 2006).
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Yaraticihik Bati dilinde “kreativitaet, creativity” olarak ifade edilir. Latincede ise
“creare” sozciiginden gelmektedir. Bu kavram, “yaratmak, meydana getirmek” anlamindadir
(Yenilmez, 2007). Bagka bir ifadeyle yaraticilik, bir takim kliseleri yikmak, yenilik¢i fikirlere
sahip olmak, alisilmig diizenin digina ¢ikmak, yeni formiiller ortaya koymak, yasama farkh
acilardan bakmak, bilinmeyenlere kars1 merakli olmak, zorla benimsetilmis diisiince mantigim
yok saymak ve yeni bir diisiince agiga ¢ikarmak, belirli sorunlarla basa ¢ikmak i¢in aligilmisin
disinda farkli ¢6ziim yollar iiretmek, bagkalarinin izledigi yoldan ¢ikip bagka sonuclar1 doguran
yeni yollar bulmak, mevcut diisiinceler arasinda yeni iligkiler kurmak, yeni bir diisiince 6ne
stirmek, hi¢ uygulanmamis yeni bir yontem veya teknik icat etmek ya da herhangi bir icada
eklemeler yapabilmektir (Ozerbas, 2011).

Yaratic1 diisiinme kavrami yaraticilik ile ortaya c¢ikan ve bunun 6zelliklerini yansitan
distinme c¢egididir. Bu disiinme cesidinde birlestirip ayristirmak, diisinmek, unsurlar
arasindaki baglantilar1 gérmek, diizenlemeleri yapabilmek bulunmaktadir (Kirisoglu, 2002).
Ozben ve Argun’a gore (2002) yaratic1 diigiinme problemlere kars1 degisik énerilerde bulunan
ve yenilik getiren diisiinme seklidir.

Yaratic1 diigiinme ve egitim

Cagimizda egitim siireglerinde yaratici diisinme Onemini oldukga hissettirmistir.
Bireylerin yaratici diisiiniip bunu uyarlayabilmesi ve kullanmas: bir se¢im degil artik ihtiyactur.
Hizla devam eden bilimsel biiyiime ve teknoloji ile bireylerin bu beceriyi nasil kullanacagini
kavramalar1 6nemli bir ihtiyag olarak degerlendirilmektedir. Yaratici diisiinme olgular arasinda
onceden kurulmamis ilintileri olusturma, dnceden akla gelmeyeni diisiinme, orijinal fikirler,
ciktilar meydana getirme ve diigiinme becerisidir (Ozozer, 2008).

Yaratic1 diisiinme becerisi bireylere ve olaylara degisik yonden bakabilme ve kimsenin
goremedigini gorme, bilginin bilgisine ulagsma imkam saglar. Yaratici diisiinmenin egitim
kademesinde kullanilmas1 bilgilerin kalip olarak o6grenilmesini ve onunla idare edilmesini
engellemektedir. Buna karsin yaratici diisinmenin ham maddesi olan bilginin farkl sahalarda
degerlendirilmesine imkan verir. Bireylerin gereksinimlerine, problemlerine duyarli ve ¢6ziim
Onerileri iretebilen vatandas yetistirmek egitimin hedeflerindendir. Bu sebeple egitim
alanlarinda, bilgili oldugu kadar yaratici diisiinebilme yetenegi gelismis bireyler yetistirmek
amactir (Celik, 2015).

Yaratia1 diigiinme siirecinin agamalar1 mantik ve akil ¢ercevesinde ele alinarak bilimsel
yaklasim ile birlikte ele alinmaktadir. Yaratic1 diisinme baglaminda dikkat edilmesi gereken
nihai nokta sonug¢ ¢ikarmak veya {iriin olusturmak olmamali bunlarin yaninda bu beceriyi
hayatin her kisminda uygulamak da siirecin merkezine alinmalidir (Koray, 2003). Yaratici
diistinme siireci alt1 basamaktan olusmaktadir (Harris, 1960; akt. Aydin, 2011):

1. Thtiyaglarin belirlenmesi (Konu ve problem tespiti)
2. Konu ile ilgili bilgi toplanmasi

3. Bilgiyi isleyen diisiinme etkinligi yapilmasi

4. Konu ile ilgili ¢ozlimlerin ele alinmasi

5. Coztimlerin dogrulugunun tespit edilmesi

6. Eldeki veriler esliginde uygulamaya gegilmesi
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Yaratic1 disiinmenin gelismesi, bireyin bazi tutum ve becerilere sahip olmasina
baghdir. Yildirim’a (1998) gore, yaratici diisiinmenin gelismesi i¢in gerekli tutumlar su sekilde
ozetlenmektedir:

+ Farkli olmayi kabul etme,

* Daha ¢ok diigiinerek karar verme,

+ Akil yiirtitmede hizli olma,

* Konuya daha ¢abuk odaklagma,

- Ozgiivene sahip olma,

* Yapia1 ve destekleyici olma,

* Olumlu benlik algisina sahip olma,

+ Esnek diisiinme,

* Hayal kurma.

Yaratic1 diisiinen bireyler bu 6zelliklerden birkagina sahiptirler ve bu yonleriyle diger
bireylerden ayrilmaktadirlar. Yaratici diisiinen bireylerin sahip oldugu o6zellikler
incelendiginde hem biligsel hem de duyussal yapiya sahip becerileri icerdigi goriilmektedir.
Bununla birlikte yaratici diisiinmenin akil yiiriitme, elestirel diisiinme, yansitici diisiinme,
metabilis gibi diisiinme becerileri ile iligkili oldugu da ifade edilebilir. Bu ydniiyle yaratici
diistinme birgok alt beceriyi iceren biitiinlesik bir beceri olarak karsimiza ¢ikmaktadir.

Aragtirmanin amaci

Bu bilgiler 1s181nda bu ¢alismada amag, Tiirkiye’de yayimlanmis yaratici diisiinmenin
bir dersin baglaminda kullanilmasina doniik etkiyi arastiran lisansiistii tezleri birtakim
degiskenler 1s1ginda incelemektir. Bu amag¢ dogrultusunda calismada, YOK Ulusal Tez
Merkezinde indekslenen yiiksek lisans ve doktora tezleri, tiir, yil, konu, kademe, yontem,
desen, Orneklem tiirii, orneklem biiyiikliigli, veri toplama araci, veri analiz yontemi ve
calisgmanin sonucu degiskenleri agisindan sistematik bir sekilde incelenerek metodolojik ve
tematik egilimler belirlenmeye caligilmistir.

Aragtirmanin 6nemi

Yaraticithigin egitimde hangi disiplinde olursa olsun ogretim programinin igine
yerlestirilebilmesi i¢in simif ortaminda yaraticiligin terminolojik yapisina agiklik getirilmelidir.
Ingiltere’de bir hiikiimet raporu olan, All Our Futures adh rapor, okullarda yaraticiligi olumlu
bir bakis agisiyla desteklemekte ve giinlitk olarak kullanilan bazi terimlerin anlagilmasina
yardimci olmaktadir (NACCE, 1999). Yaraticilikla ilgili 6gretim ve 6grenme baglami icerisinde
tartisirken simnif ortaminda yaratici 6gretim, yaraticilik igin O6gretim ve yaratici 6grenme
kavramlar1 agik¢a anlagilmali ve sinif ortaminda hayata gecirilmelidir (Avcu, 2014). Egitim
alaninda tizerinde siklikla durulan ve literatiirde birgok ilgili ¢alisma bulunan yaratici diisiinme
konusu oOgrencilerin hayatlarinda karsilagsacaklar1 problemleri daha kolay ¢6zmelerinden,
ihtiyaclarina ¢oziim iiretebilmelerine kadar bir¢cok alanda gereklidir.

Yaratici diislinmenin egitimdeki 6nemi goz oniine alindiginda, bu calisgmada Tiirkiye'de
derslerde yaratic1 diisiinme uygulamalarina iligkin yapilan tezlerin analizi gerceklestirilmistir.
Bu arastirma, yaratici diisiinme becerisine iligkin tez ¢aligmalarini derleyerek, bu baglamdaki
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boslugu gidermeyi amaglamaktadir. Derslere iligkin yaratici diigiinme becerilerinin analizi ile
yaratici diisiinme becerisinin baglami hakkinda bir bakis gelistirilmesi ¢aligmanin
hedeflerindendir. Yapilan bu ¢aligma ile dersler baglaminda yaratici diisiinme uygulamalarinin
etkisi biitiinciil bir sekilde gozler oniine serilecek ve program ve 6gretime dair teorik ve pratik
caligmalara birtakim katk: ve 6neriler sunulacaktir.

Yontem

Yapilan bu calisma nitel bir meta-sentez c¢aligmasidir. Meta-sentez, c¢aligmalarin
sonugclarini resmetmek icin kullanilan sistematik bir karsilagtirma, sonuclarin birlestirilmesi ile
olusturulan kuramlar, st anlatilar, genellemeler ve yorumlayici doniisimlerdir (Polat & Ay,
2016). Meta-sentez caligmalarinda amag¢ aym konu iizerinde yapilan caligmalarin tema ve alt
temalar olusturarak yorumlanmasi ve sentezlenmesidir (Calik & Sozbilir, 2014). Arastirmada
veriler, nitel arastirma ilkeleri dogrultusunda dokiiman incelemesi yontemi ile toplanmistir.
Giinliik, 6zel mektuplar, anilar, kisisel belge ve dokiimanlarin yaninda yazili basin, dergi ve
kitaplar da dokiiman analizine konu olabilirler (Bailey, 1982; akt. Yildinm & $imsek, 2018).
Burada da incelenen tezler birer dokiimani olusturmaktadir. Dokiiman incelemesi verilerin
arastirilmasi hedeflenen olgu veya olgular hakkinda bilgi iceren yazili materyallerden arastirma
amacina uygun bi¢imde toplanmasini kapsamaktadir (Yildirim & $imgek, 2018).

Aragtirmanin kapsami, verilerin toplanmasi ve analizi

Bu arastirmada 10 Aralik 2019 tarihi baz alinarak YOK Ulusal Tez Merkezinden PDF
uzantili olarak erigilebilir 22 adet tez iizerinde calisilmigstir. Calisgmada, amagli 6rnekleme
yontemlerinden 8l¢iit drnekleme yontemi kullamlmistir. Olgiit 6rneklemede, gdzlem birimleri
belli niteliklere sahip kisi, nesne, olay ya da durumlardan olusabilir (Biiyiikoztiirk, Cakmak,
Akgiin, Karadeniz ve Demirel, 2012).

Bu aragtirmada 6rneklem olusturulurken su olciitler dikkate alinmistir;

+ Caligmalar “yaratic1 diisiinme”, “yaratic1” anahtar kelimeleri ile sinirlandinlmistir.

* Ayrica arama yapildiktan sonra filtreleme kismina ‘dersi’ ifadesi eklenerek arastirma
daraltilmistir.

* Aragtirmanin 6rneklemine déhil edilen ¢aligmalarin dili Tiirkge secilmigtir.

Calisma kapsamindaki veriler dokiiman incelemesi yoluyla toplanmistir. Veri analizi
olarak icerik analizi kullanilmistir. Icerik analizinde kisi aragtirmasina uygun olarak aragtirma
sonunda alt tema, tema ve kodlar olusturur (Yildirim ve $imsek, 2018). Calismada ortaya ¢ikan
her kategori i¢in frekans ve yiizdeler hesaplanmistir. Calismanin tiirdi, yapildig: yil, konu alan,
yontemi, deseni, 6rneklem tiirii, 6rneklem biiyiikliigii, veri toplama araci, veri analiz yontemi,
calismanin yapildigi kademe ve elde edilen sonuclar olmak iizere 11 kategoriden olusmustur.
Caligma yiiriitiiliirken analizi yapilan toplam 22 adet ¢aligma incelenerek ¢alismada odaklanilan
her bir degisken icin “alt temalar” olusturulmustur. Bunun ardindan her ¢aligma tekrar
incelenerek kodlamalar yapilmigtir.
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Bulgular
Bu kisimda arastirma siirecinde belirlenen temalara gore incelenen 22 tez c¢alismasina
iligkin edilen veriler frekans ve yiizde degerlerine gore sunulmustur.
Arastirmada ilk olarak egitimde yaratici diisinme uygulamalarina iligkin Tirkiye’de
yapilmis tez caligmalarinin tiirlerine gore dagilimi Tablo 1’de gosterilmektedir.

Tablo 1. Caligmanin tiir temasina gére dagilimi

Yayin Tiirt f
Yiiksek Lisans Tezi 18
Doktora Tezi 4
Toplam 22

Tablo 1'deki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis tez ¢aligmalarinin daha ¢ok yiiksek lisans tiiriinde oldugu ifade edilebilir.
Elde edilen verilere gore ¢alismalarin 4 tanesinin doktora tezi 18 tanesinin ise yiiksek lisans tezi
oldugu goriilmektedir.

Aragtirmada ikinci olarak tez ¢aligmalarinin yapildig: yil temasina gore dagilimi Tablo
2’de gosterilmisgtir.

Tablo 2. Caligmalarin yil temasina gore dagilimi

Yaym Yih
2007
2008
2009
2010
2011
2012
2013
2014
2015
2016
2017
2018
2019
Toplam

— NN WNNRFR P WNF /= = =

N
N

Tablo 2’deki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis tez ¢aligmalarinin 2007’de basladig: goriilmektedir. Bu yildan itibaren 2019
yilina kadar neredeyse her sene bu konu iizerine ¢aligma gerceklestirilmistir. Bunun yaninda
ozellikle 2011 ve 2016 yillarinda tez yayinlarinin sayisinda artiy gozlemlenmektedir.
Giintimiize dogru yaklagildiginda dersler bazinda yaratici diistinme ¢aligmalarinda duraganlik
vardir.
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Arastirmada tgiincii olarak tez ¢aligmalarinin yapildig: kademe temasina gore dagilimi
Tablo 3’'te gosterilmistir.

Tablo 3. Calismanin kademe temasina gore dagilimi

alismanin Yapildig1 Kademe f
Galig pildig

lkokul 8
Ortaokul 12
Lise 2
Toplam 22

Tablo 3'teki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis tez ¢alismalarinin daha ¢ok ilkokul ve ortaokul kademesinde yogunlastigi
goriilmektedir. Ayrica yapilan caligmalarin tiimiine bakildiginda ortaokul kademesindeki
calismalarin daha fazla oldugu goriilmektedir.

Aragtirmada dordiincii olarak tez ¢aligmalarinin yapildig1 ders temasina gore dagilimi
Tablo 4’te gosterilmistir.

Tablo 4. Calismanin yapildig: ders temasina gore dagilimi

Caligmanin Yapildig1 Ders
Sosyal Bilgiler

Fen ve Teknoloji

Hayat Bilgisi

Matematik

Tiirkce

Cografya

Gorsel Sanatlar

— == =N R U

Diistinme Egitimi
Toplam

N
N

Tablo 3’teki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis ¢alismalarin Hayat Bilgisi, Sosyal Bilgiler, Fen ve Teknoloji, Matematik,
Tiirkce, Cografya, Gorsel sanatlar ve Diisiinme Egitimi derslerinde yapildig: goriilmektedir.
Dersler i¢inde de yaratic: diisiinme becerisi en ¢ok Sosyal Bilgiler, Fen ve Teknoloji ve Hayat
Bilgisi baglaminda incelenmistir.

Aragtirmada besinci olarak tez caligmalarinin yontemlerine gore dagilimi Tablo 5’te
verilmigtir.

Tablo 5. Caligmalarin yontem temasina gore dagilimi

Aragtirma Yontemi f
Nicel 13
Karma 7
Nitel 2
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Toplam 22

Tablo 5’teki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis tez ¢aligmalarinin ¢ogunlukla nicel ve karma yontemlerle yiiriitiildiigi
goriilmektedir.

Arastirmada altinci olarak tez c¢aligmalarinin desenlerine gore dagilimi Tablo 6’da
verilmisgtir.

Tablo 6. Caligmalarin desen temasina gore dagilimi

Aragtirma yontemi Aragtirma deseni Alt baglhik

yar1 deneysel

d 1
eneyse gercek deneysel

Nicel kesitsel

deneysel olmayan

NININ(N|

tarama

—
w

Toplam

dokiiman analizi

Nitel eylem arastirmasi

Toplam

i¢ ice karma desen

aciklayic

Karma es zamanli gomiili desen

kesfedici

N~ (NN ININ| ==

Toplam

Tablo 6’daki veriler incelendiginde egitimde yaratici diisiinme uygulamalarina iligkin
Tiirkiye’de yapilmis tez caligmalarinin ¢ogunlukla yar1 deneysel yontemle gerceklestirildigi
goriilmektedir. Bunu nicel aragtirma desenlerinden gercek deneysel, kesitsel ve tarama yontemi
ile karma aragtirma desenlerinden i¢ ice karma desen, agiklayici karma desen ve es zamanh
gomiilii desenle yapilan ¢alismalarin takip ettigi goriilmektedir.

Aragtirmada yedinci olarak tez ¢aligmalarinin 6rneklem tiiriine gére dagilimi Tablo 7’de
verilmistir. Caligmada egitimde yaratic1 diisinme uygulamalarina iliskin Tirkiye’de yapilmis
tez calismalarinda 6rneklem ¢ogunlukla ilkokul 6grencilerinden secilmistir. Ancak ¢aligma simif
seviyesi acisindan farklilagmaktadir. Sadece 6grencilerle ¢alisma yapilmadig uygulayict olan
ogretmenlerle de yapilan ¢aligmalar bulunmaktadir.

Tablo 7. Caligmalarin 6rneklem tiirii temasina gore dagilimi

Orneklem tiirii f Sinif seviyesi f
3.s1inif 1
ilkokul 68 ileri
ilkokul 6grencileri 3 domif 7
Ogrenciler 5.s1mif 2
ortaokul 6grencileri 10 6.s1n1f 4
7.s1mif 3
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8.sinif 1

. . . 1.,2.,3. simif 3

ilkokul 6gretmeni 4 Lof 1

Ogretmenler . ) 5.s1nif 3

ortaokul 6gretmeni 3 6. 7.8 st 1

lise 6gretmeni 1 9,10.,11.,12.s1maf 1

Dokii kit 2 4.ve 5. simf 1

osman 14 V€ prograt 1924...2007 programlari 1
Toplam 23 24

Tablo 7 incelendiginde egitimde yaratici diisinme uygulamalarina iliskin Tirkiye’de
yapilmis tez caligmalarinda en c¢ok ortaokul kademesinde calisildigy goriilmektedir. Bunu
ilkokul kademesi izlemektedir. Elde edilen verilere gore sinifa iligkin dagilimda nerede ise tiim
siniflar {izerinde en az bir ¢alisma yapildig: goriilmektedir. Ayrica &gretmenlerle yapilan
calismalarda ilkokul diizeyinde daha fazla tez galigmasinin oldugu tespit edilmistir. Tablo 7
incelendiginde tez c¢alismalarinin Orneklem degiskenine gore dengeli dagilmadig: ifade
edilebilir. Orneklem segiminde égrenci ve dgretmen gruplar farkli oranlarda segilmistir.

Arastirmada sekizinci olarak ¢aligmalarin 6rneklem biiyiikligiine goére dagilimi Tablo
8’de verilmistir.

Tablo 8. Caligmalarin 6rneklem biiyiikliigii temasina gore dagilimi

Orneklem biiyiikliigi f
1-30 1
31-60 12
61-90 4
91 ve iizeri 5
Toplam 22

Tablo 8'deki veriler incelendiginde arastirma kapsaminda incelenen c¢aligmalarin
cogunlukla kiiciikk 6rneklemler tizerinde gerceklestirildigi goriilmektedir. Ancak orta diizeyde
orneklem sayilar1 ile yapilan g¢aligmalarin orani da bunu takip etmektedir. Bu bulgunun
caligmalarin ¢ogunun deneysel ve karma arastirma olarak yapildig: bulgular ile uyumlu oldugu
ifade edilebilir. Calismalarda egitimde yaratici diisiinme uygulamalarina iliskin Tiirkiye'de
yapilmis ¢alismalarin genellikle yapilan ¢aligma tiiriiyle baglantili olarak kiiciik ve orta diizeyde
gruplara dengeli olarak dagilmadig: sdylenebilir.

Aragtirmada dokuzuncu olarak tez ¢aligmalarinin veri toplama araglarina gore dagilimi
Tablo 9’da verilmisgtir.

Tablo 9. Caligmalarin veri toplama araci temasina gore dagilimi

Veri toplama arac Alt kategori f
Anket/6lcek Likert 24
yar1 yapilandirilmig 8
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Goriigsme yapilandirilmig
Toplam

Gozlem yapilandirilmig

1
9
yar1 yapilandirilmig 1
1
Toplam 2

Torrance yaratic: diigiinme testi 10
Basari/beceri testi coktan se¢meli 8
Toplam 18

program
Dokiiman kitap
belge

Toplam

1
1
1
ginlik 1
4
2

Miilakat yar1 yapilandirilmig

Tablo 9°daki veriler incelendiginde ¢alismalarda olgek/anketin ve basari/beceri testleri
veri toplama araglari iginde en ¢ok kullanilanlaridir. Bunlarda ise likert tipinde ve g¢oktan
se¢meli test daha fazla tercih edilmistir. Bununla birlikte goriisme, gozlem, dokiiman,
arastirmaci giinliigii ve miilakatta arastirmalarda veri toplama araci olarak kullanilmigtir.

Aragtirmada onuncu olarak tez c¢alismalarinin veri analiz yontemine gére dagilimi
Tablo 10’da verilmistir.

Tablo 10. Calismalarin veri analiz yontemi temasina gore dagilimi

Veri analiz yontemi Alt kategori f
frekans/yiizde 6
Betimsel ortalama/standart sapma 5
Toplam 11
t-testi 10
non-parametrik testler 9
. ANOVA/ANCOVA 5
Kestirimsel .
ki-kare 2
MANOVA/MANCOVA 2
Toplam 28
icerik analizi 5
Nitel betimsel analiz 3
Toplam 8

Tablo 10’daki veriler incelendiginde ¢alismalarda siklikla nicel veri analiz yontemleri
kullanildig: belirlenmistir. Nicel analiz yontemlerinden t-testi, ANOVA, MANOVA, Ki-Kare
ve Non-Parametrik testler tercih edilmigstir. Betimsel analiz yontemlerinden frekans/yiizde
veortalama/standart sapma kullamilmistir. Nitel analiz yontemlerinden ise igerik analizi ve
betimsel analiz yontemleri kullanilmistir.

Aragtirmada on birinci olarak caligmalarin konusuna gore dagilimi Tablo 11°de
verilmistir.

126



Egmiretal.  Language Teaching and Educational Research, 2020-1, 116-135

Tablo 11. Calismalarin konularina gore dagilimi

Yayin konusu Alt baghk f

proje tabanli 6gretim(2)
materyalle 6gretim(1)

Bir program/uygulama/yontemin yaratici diisiinmeye akdf temelli ogretim(1)

etkisi prob'lem t:ii.b.é.lnll ogretim(1) 6
elestirel diigiinme(1)
Toplam
Yaratic1 diisiinmenin degerlendirilmesi etkinlikler agisindan 6
Yaratic1 diisiinme ve uygulamalarina dair algi/inang ogretmen goriisleri 5
Yaratic1 disiinmenin bagimsiz degisken oldugu akademik basar fizerindeki etkisi 4
caligmalar
Yaratic1 diigtinmenin kullanim siklig Ogretmen tarafindan 1

Tablo 11'deki veriler incelendiginde iilkemizde egitimde yaratici diisiinme
uygulamalarina iligskin Tiirkiye’de yapilmis tez ¢alismalarinin genellikle bir program, uygulama
veya yoOntemin yansitict diisinmeye etkisi ve yaratici diisiinme ve uygulamalarina dair
algi/inan¢ konusunda yapildigi goriilmektedir. Bir program/uygulama/yontemin yaratici
diisinmeye etkisi konusunda etkisi en ¢ok arastirilan uygulama proje tabanh 6gretim olmustur.
Bunu takiben yaratic1 diisiinme ve uygulamalarina dair algi/inang siklikla incelenen bir konu
olarak karsimiza cikmaktadir. Burada ise siklikla yaratici diigiinme hakkindaki 6gretmen
goriisleri incelenmigtir.

Egitimde yaratici diisinme uygulamalarina iliskin Tirkiye’de yapilmis caligmalara
bakildiginda yaratic1 diisiinmenin 6grenci etkinlikleri yoluyla degerlendirilmesini konu edinen
caligmalara da rastlanmaktadir. Yaratici diisiinmenin bagimsiz degisken oldugu ¢alismada ise
bagiml degisken olarak akademik basar1 se¢ilmistir.

Tartigma ve Yorum

Bu aragtirmada egitimde yaratic1 diisinme uygulamalarina iliskin Tiirkiye'de yapilmig
tez caligmalan belirlenen degiskenler 1s181nda analiz edilmistir. Yaratici diisiinme, yeniligi
arastirmaya, problemlere ¢6ziim bulmaya ve orijinal fikirleri olusturmaya imkén saglayan bir
disiincedir (Yenilmez ve Yolcu, 2007). Tiirkiye'de bireyleri yetistiren okullar
gerceklestirdikleri disiplin Ogretiminin yani sira Ogrencilere bir¢ok diisiinme becerisi ile
birlikte ozellikle yaratici diisinme becerisini de kazandirmay: amacglamaktadir. Boylece
bireylerin egitimde ve giinliik hayatta karsilastiklar1 durumlarda ilgili durumun farkl yonlerini
gorebilme ve daha 6nce denenmemis 6zgiin ¢oziim yollar1 bulma yetilerini gelistirmeleri
beklenmektedir (Celik, 2015).

Bu calismada da yaratic1 diisiinme uygulamalarina iliskin Tiirkiye'de yapilmis tezler bir
takim degiskenlere gore incelenmistir. Caligma kapsaminda Tiirkce olarak yayimlanmis 4’
doktora tezi, 18 ise yiiksek lisans tezi olmak {izere toplam 22 caligsma incelenmistir. Oncelikli
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olarak becerinin modern egitim sistemleri agisindan 6nemi de goz oniine alindiginda bu
becerinin 6gretimdeki etkisine doniik yapilan caligmalarin sayisinin artmasi gerektigi ifade
edilebilir. Incelenen caligmalara bakildiginda ilk calisma 2007 yilinda gerceklestirilmis ve
caligmalar 2019 yilina kadar devam etmigtir. 2011 ve 2016 yillarinda yaratic1 diiginmenin bir
ders baglamindaki etkisinin incelendigi arastirmalar artig gostermistir.

Bununla birlikte 2007-2019 yillar1 arasinda her yil en az bir tez ¢aligmasinin yapilmis
olmasi bu yillar arasinda yaratici diisinmenin etkisine doniik ilginin devam ettigini
gostermektedir. Literatiir incelendiginde yaratici diisiinme ile ilgili farkl tiirlere sahip ¢ok daha
fazla caligma oldugu goriilmektedir. Bu caligmada hem sadece tez calismalarinin dikkate
alinmas1 hem de yaratic1 diisiinmenin bir ders baglamindaki etkisinin belirlenmesine déniik
incelemenin amaclanmasi ¢alisgmanin kapsamim daraltici bir etki yapmistir.

Yapilan caligmalar genellikle ortaokul ve ilkokul kademesi ile sinirli tutulmus ve bu
kademedeki Ogretmen ve Ogrenciler calisilan grubu olusturmustur. Calismalar genellikle
deneysel calismalara da uygun diisen 31-60 kisi araliginda Orneklemlerden olusmaktadir.
Alanyazinda yapilan birtakim c¢aligmalarda da ayni durumla karsilasilmaktadir (Varisoglu,
Sahin ve Goktas, 2013). Arastirmada elde edilen verilere gore calismalarin nicel ¢alisma
desenlerine uygun orneklemler {izerinde ve 6rneklem sayilari ile yapildig1 goriilmektedir. Bu
durum o6rneklemler {izerinden elde edilen sonuglarin genellenebilir bir yapiya sahip olmasinin
istenmesiyle iligkilendirilebilir. Goktas vd. (2012) tarafindan yapilan arasgtirmada 31-100 kisi
arasinda degisen 6rneklem gruplar ile 101-300 kisi arasinda degisen 6rneklem gruplarinin daha
cok tercih edildigi, buna karsin 1000’den fazla kisiden olusan 6rneklemlerin ¢ok az tercih
edildigi belirlenmigtir. Yayinlarin érneklem diizeyleri incelendiginde ise ilkdgretim birinci ve
ikinci kademedeki ogrencilerden yararlamilmistir. Bu sonuglar yaratict diisiinme
uygulamalarina iligkin Tirkiye’de yapilmis caligmalarin analizi ile paraleldir.

Aragtirma kapsamindaki c¢aligmalarin, yaratici diisinme becerisinin hangi ders
baglamindaki etkisine iligkin yapildig: incelendiginde, ¢aligmalarin yapildig: kademe ile paralel
olarak genellikle ilkokul ve ortaokul kademelerindeki derslerin yogunlukta oldugu
goriilmektedir. Dersler icinde de yaratici diislinme becerisi en ¢ok Sosyal Bilgiler, Fen ve
Teknoloji ve Hayat Bilgisi baglaminda incelenmistir. Belirtilen derslerin 6zellikle yasama yakin
problemleri barindiran dersler olmasi da bu durumu ortaya ¢ikaran etmenlerden biri olabilir.
Zira problem ¢ozme siireclerinde daha iyi gozlemlenebilen yaratici diisiinme becerisinin bu
tarz problemleri yogun olarak iceren dersler baglaminda ¢alisilmasi uygun bir yaklasimdir.

Aragtirmada analiz edilen ¢aligmalar yontemlerine gore incelendiginde genellikle nicel
calismalar oldugu ancak bunun yaninda karma ve nitel ¢aligmalarin da yapildig: ifade edilebilir.
Nicel caligmalarin siklikla deneysel ¢aligma deseninde yapilmasi da ¢aligmalarin bulgulan
arasindadir. Bu ¢alismada yaratici diisiinmenin bir ders baglaminda uygulanmasina dair etkiler
arastirildig: icin deneysel ¢aligmalarin en sik tercih edilen aragtirma yontemi olmas: beklenen
bir durumdur. Karma caligmalarda ise aciklayici, i¢ ice karma desen ve es zamanh gomiilii
desenlerin 6ne ciktig1 goriilmektedir. Yaratici diigiinme becerisi hakkinda yapilan ¢aligmalarda
nicel desenin siklikla kullanildigina iliskin ¢aligmalar alanyazinda bulunmaktadir (Gok ve
Erdogan, 2011; Koray, 2004; Kose, Celik Ercogkun ve Balci, 2016; Oztiirk, 2010; Sonmez, 2016;
Sensoy ve Yildinm, 2017; Ulger, 2014). Diisiinme becerilerine dair caligmalarda karma
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aragtirma desenlerine de rastlanmasina karsin nitel aragtirma desenleri daha az tercih
edilmektedir (Goktas vd., 2012; Karadag, 2009).

Calismada incelenen arastirmalarda, veri toplama araci olarak dokiimanlar, 6lgek-anket,
gozlem, goriisme, basar1 testi ve alternatif degerlendirme yontemlerinin kullanildig:
goriilmektedir. Dokiiman olarak genellikle kitap ve belge kullanmildig1 belirlenmistir.
Olgek/anket kategorisinde acik uglu ve likert dlceklerin kullanilmig oldugu ifade edilebilir.
Likert olcekler yaratici diiglinmenin bagimsiz degisken olarak arastirilmaya dahil edildigi ve bir
program/uygulama/ydntemin yaratici diisiinmeye etkisi veya yaratici diisiinmeye dair alg1 ve
tutumlarin ortaya ¢ikarilmasi i¢in yapilan ¢aligmalarda siklikla kullanilmigtir.

Acik uglu anketler ise genellikle yaratici diisiinme {izerine odaklamilan siirecin
ayrintilarini, agsamalarini, bu asamalara iligkin 6gretmen goriislerini ve materyallerin kapsam ve
etkililik diizeyini ortaya koymak i¢in kullanilmistir. Bunun yaninda gozlem ve goriismeler de
sirecte kullanilan veri toplama araglar1 olarak belirtilebilir. Arik ve Tiirkmen (2009) egitim
bilimleri alaninda bilimsel dergilerde yayinlanan makalelerde genellikle derecelendirme
olgekleri kullanildigini ifade etmis ve hem nitel hem nicel arastirmalarda aymi sayida o6lgek
kullanilmasina ragmen nitel arastirmalarda daha fazla veri elde edildigini de belirtmislerdir. Bu
sonuglar yapilan bu ¢aligma ile paralellik gostermektedir.

Aragtirmalarda veri analiz yontemleri, arastirma desenlerine paralel bigimde siklikla
nicel veri analizi yontemlerinden secilmistir. Nitel veriler i¢in de igerik analizi ve betimsel
analiz yapilmasi tercih edilmistir. Kestirimsel veri analiz yontemlerinden t testi ve ANOVA
siklikla kullanilmigtir. Normal dagilhim gostermeyen gruplar igin ise non-parametrik testler
kullanilmigtir. Betimsel olarak ise frekans, yiizde, ortalama ve standart sapmaya doniik
belirlemeler arastirmalarda goriilmektedir. Erdem (2011)in g¢alismasinda incelenen
makalelerde veri ¢oziimleme teknigi olarak c¢ogunlukla betimsel analizlerin, t-testi ve
ANOVA’nin kullanilmas: (%82) bu sonuglarla tutarlidir.

Calisma kapsaminda incelenen temalardan biri ¢aligmalarin konulari olmustur. Buna
gore, yapilan calismalarin genellikle bir program/uygulama/yontemin yaratici diisiinmeye
etkisine iliskin oldugu goriilmektedir. Bu baglamda ise proje tabanli Ogretim, materyalle
ogretim, aktif temelli 6gretim ve problem tabanli 6gretim uygulamalarinin yaratici diisiinmeye
etkisinin incelenen konular arasindadir. Bunun yaninda yaratici diisiinme ve uygulamalarina
dair algi/inang 6gretmen goriislerine yer verilerek incelenmistir. Yaratici diisiinmenin kullanim
siklig1 yine veri kaynag: olarak secilen 6gretmenlerle iligkilendirilerek arastirilmistir. Yaratici
distinmenin bagimsiz degisken oldugu ¢alismalarda ise bu becerinin akademik basariya etkisi
yogun bi¢imde incelenmistir.

Son olarak alanyazinda yaratici diisiinmenin etkinlikler agisindan degerlendirilmesine
odaklanan caligmalara da rastlanmaktadir. Buradan hareketle yaratici diisiinmenin kisisel ve
ogretimsel olarak bircok degiskenle iligkilendirilebilen bir beceri oldugu ifade edilebilir.
Kuyubasioglu (2009) yaptig1 caligmada ilkdgretim sosyal bilgiler dersinde yaratici diisiinme
becerilerinin kazandirilmasina dair o6gretmen ve Ogrenci goriisleri iizerine bir c¢aligma
yuriitmistiir. Ugras (2011) ise 6grencilerin hayat bilgisi dersinde elestirel ve yaratic1 diisiinme
becerilerini kazanma diizeylerine iliskin 6gretmen goriislerini incelenmistir.

Yapilan aragtirmalarda, bir program/uygulama/yontemin yaratict diisiinmeye etKkisi,
yaraticl diisiinmenin degerlendirilmesi, yaratici diisiinme ve uygulamalarina dair algi/inang,
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yaratici diigiinmenin bagimsiz degisken oldugu calismalar, yaratic: diisinmenin kullanim siklig1
ile ilgili calismalar ortaya koyulmustur (Abu, 2017; Aydin, 2011; Celiker, 2012; Dogan, 2011;
Isik, 2007; Kutanoglu, 2014; Kuyubagsioglu, 2009; Oztiirk, 2010; Palandékenlier, 2008; Sayan,
2010; Ugras, 2011; Yasavur, 2013). Bireylerin becerilerini en iyi sekilde ortaya koyabilecek
unsurlara sahip olmas1 gerekliligi literatiirdeki caligmalarda ifade edilmektedir (Koray, 2003;
Seferoglu ve Akbiyik, 2006; Sonmez, 2016; Sahiner ve Kert, 2016; Tok ve Seving, 2012; Yiiksel,
2019).

Bu sonuglar 15181nda yaratici diistinme becerisi i¢in islevsel materyaller seviyelerine
uygun olarak 6grencilere saglanmali ve 6grencilerin bireysel farkliliklar1 programda dikkate
alinmalidir. Ayrica incelenen ¢alismalar dikkate alindiginda yaratici diisiinme becerisinin
kullanilmasimin ¢ok Onemli oldugu anlasilmaktadir. Bu becerinin her bireyde gelisim
gostermesi bireylerin egitim 6gretim hayatinda hatta giindelik yasantisinda igine yarayacaktir.
Ogrencilerdeki yaratic1 diisiinme becerisinin gelistirilmesi i¢in cagdas yéntem ve tekniklerin ve
alternatif 6l¢me yaklasimlarinin 6gretim siirecinde ise kosulmas: gerekmektedir.

Oneriler

Calismadan elde edilen veriler ve sonuglardan hareketle birtakim Oneriler
gelistirilmigtir. Bu Oneriler su sekilde siralanabilir:

1. Yaraticihigy gelistirmek, 1739 sayilh Tiirk Milli Egitim Temel Kanunu'nda belirtilen
amaclardan biridir. Dolayisiyla, sadece birkac¢ ders ile simirli kalmayip, baska derslerde de
yaraticiligy gelistirmeye yoOnelik calismalarin yapilmasi oOnerilebilir. Giintimiizde bilisim
teknolojilerinin yayginligi géz oniinde bulunduruldugunda, bu etkinlikler gerceklestirilirken
bilisim teknolojilerinden de destek alinabilir.

2. Ogretmenler ve ogrenciler {izerinde yapilan yaraticilik becerisini 6lgme ve
gelistirme aragtirmalar1 okulun diger bir paydas: olan ailelere de uygulanabilir.

3. Yaraticilik becerileri gelisiminin, Tiirkiye'deki uygulamalar1 ile yurt disindaki
uygulamalarini kiyaslayan kargilagtirmali egitim ¢aligmalarina yer verilebilir.
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Extended abstract

Purpose of the study

Thinking is one of the important skills that affect the individual, his/her life and
environment. For this reason, many countries care to raise the high level thinking skills of
learners to a sufficient level that they determine (Giines, 2012). High-level thinking skills
include skills such as understanding, solving problems, making decisions, reflective, relational
and critical thinking, being creative, analyzing, synthesizing, evaluating, questioning,
explaining, making correct predictions and inferences, self-regulation, classification (Geertsen,
2011). The concept of creative thinking is a type of thinking that occurs with creativity and
reflects its characteristics. This type of thinking includes combining and decomposing,
thinking, seeing the connections between the elements, and making arrangements (Kirigoglu,
2002). According to Ozben and Argun (2002), creative thinking is a way of thinking that offers
different suggestions and innovates against problems.

In our age, creative thinking has felt its importance in educational processes. With
rapidly growing scientific growth and technology, individuals' understanding of how to use
this skill is considered as an important need. Creative thinking ability provides an opportunity
to view individuals and events from different perspectives and to see what nobody can see, to
reach the knowledge of information. The use of creative thinking at the educational level
prevents the information to be learned and managed with it.

In this study, master and doctoral dissertations which deal with applications of creative
thinking skill in the context of a course were investigated. All of these theses are indexed in
National Council of Higher education Thesis Center. For this purpose, eighteen postgraduate
and four doctoral theses which were published in Turkish were analyzed. The studies were
systematically examined in terms of type, year, subject, stage of sample, method, pattern,
sample type, sample size, data collection tool, data analysis method and result of the study, and
methodological and thematic trends were tried to be determined.

Method

This study is a qualitative meta-synthesis research. In the research, the data were
collected by document review method in line with the qualitative research principles. In the
study, criterion sampling method, one of the purposeful sampling methods, was used. In this
research, the following criteria were taken into account while creating the sample;

+ Studies are limited to the words "creative thinking" and "creative".

* Also, after searching, the research was narrowed by adding the term 'course' to the
filtering section.

* The language of the studies included in the sample of the study was chosen in Turkish.

Findings and discussion

According to the findings of the study, it was determined that the related researches
increased in 2011 and 2016. The studies are generally focused on the effect of creative thinking
skill on some dependent variables and on the perception/belief about creative thinking.
Accordingly, the application in which the impact on creative thinking skills was most
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researched was project-based teaching. Following this, perception / beliefs about creative
thinking and practices emerge as a subject that is frequently examined. Here, the opinions of
teachers about creative thinking are frequently examined.

It is seen that thesis studies on creative thinking applications in education are mostly
concentrated in primary and secondary school levels. In addition, when all the studies done are
examined, it is seen that the studies in middle school level are more. According to the data
obtained, it is seen that there is at least one study on all classes in the distribution of the class.
In addition, it was determined that there are more thesis studies at primary level in the studies
conducted with teachers. Creative thinking skills were analyzed mostly in the context of Social
Studies, Science and Technology and Life Science courses. It has been observed that the studies
are often carried out by quantitative and mixed method and on medium-sized samples. In
studies, it has been determined that survey/scale, document and interview are generally used as
data collection method. In the studies, content analysis, descriptive analysis, parametric and
non-parametric methods were used as data analysis method. When the results of the studies are
examined, it is stated that the applications put into work generally have a positive effect on
creative thinking.

Conclusion and recommendations

In the light of these results, functional materials for creativity should be provided to the
students in accordance with their levels and the individual differences of the students should
be taken into consideration in the curriculum. Also, considering the studies examined, the
development of this skill will be useful for individuals in their education and even in their
daily lives. In order to develop creative thinking skills of students, contemporary methods and
techniques and alternative measurement approaches must be employed in the teaching process.

Based on the data and results obtained from the study, some suggestions have been
developed. Developing creativity is one of the objectives of the Turkish education system.
Therefore, developing creativity should not only be limited to a few courses. Considering the
prevalence of information technologies today, these technologies can also support creative
thinking activities. Also, research on measuring and developing creativity skills on teachers and
students can also be applied to parents who are another stakeholder of the school.
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Abstract

The present study aims to discover the perceptions of teacher candidates about a
teacher education program, which is a reflection of the overall education system, in
a foundation university based in Turkey. Since teacher candidates are part of the
system of teacher education, it might be crucial to gather their insights about the
program that they are provided with. In this light, this study examines teacher
candidates (n=33) perceptions through a questionnaire, which has been prepared by
using Peacock’s (2009) evaluation model. In addition to the questionnaire, semi-
structured interviews (n=3) have been held to gather in-depth qualitative data. This
study might have implications for the evaluation of the ELT program from teacher
candidates’ point of view. The findings of the study indicate the participants’
perceptions on the harmony among courses, balance of teacher and student
centeredness, effectiveness of training on the usage and adaptation of materials,
transferability of skills to the local context, etc. The teacher candidates also have
revealed their thoughts on the strengths and weaknesses of the program while they
come up with suggestions to overcome the weaknesses.
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Yabanci dil olarak ingilizcg baglaminda ingilizce 6gretmenligi
programina iliskin algilar: Ogretmen adaylarinin goriisleri

0z

Bu calisma, 6gretmen adaylarinin, genel egitim sisteminin bir yansimasi olan

ogretmen egitimi programi hakkindaki algilarini, Tirkiye merkezli bir vakif Gonderim
tiniversitesi bazinda ortaya cikarmayi amaclamaktadir. Ogretmen adaylari, 6gretmen 06 Kasim 2019
egitimi sisteminin bir parcasi olduklari icin, kendilerine saglanan programla ilgili Kabul
gorislerini toplamak degerli olabilir. Bu baglamda, bu ¢alisma 6gretmen adaylarinin 17 Ocak 2020

(n=33) algilarini Peacock’un (2009) degerlendirme modeli kullanilarak hazirlanan bir
anket araciligiyla incelemektedir. Ankete ek olarak, derinlemesine nitel veri toplamak
icin yari yapilandirilmis goriismeler (n=3) yapilmistir. Bu c¢alismanin Ingilizce

Ogretmenligi programindaki 6gretmen adaylarinin bakis acisindan degerlendirilmesi

acisindan onemli etkileri olabilir. Calismanin bulgulari, katilimcilarin dersler Anahtar kelimeler
arasindaki uyum, 6gretmen dengesi ve 6grenci merkezli olma, materyal kullanimi ve ogretmen egitimi
adaptasyonu (izerine egitimin etkinligi, becerilerin yerel baglama aktarilabilmesi ve algilar

degerlendirme

benzeri konulardaki algilarini géstermektedir. Ogretmen adaylari ayrica incelenen -
ogretmen adaylari

lisans programinin zayif yonlerinin (stesinden gelmek icin oneriler getirirken
programin giiclii yonleri {izerine de goriislerini paylasmistir.

Onerilen APA gtlf bicimi: Stiriic-Sen, N., & ipek, H. (2020). Yabanci dil olarak ingilizce baglaminda ingilizce dgretmenligi programina
iliskin algilar: Ogretmen adaylarinin gérisleri. Language Teaching and Educational Research (LATER), 3(1), 136-148.
https://doi.org/10.35207/later.643694
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Introduction

Considering the education of English teachers, it is very crucial to have a structured
pre-service education program besides an evaluation design so that necessary adaptations could
be made. With rapid developments in the field of education, there seems to be a need to assess
the effectiveness of the programs provided by education departments. At this point, internal
evaluation of such programs might yield the strengths and weaknesses; thus, suggestions might
eventually inform future adaptations (Peacock, 2009; Musset, 2010). According to Peacock
(2009), evaluation of such programs is the first step to the professionalization of English
Language Teaching (ELT) field. To this end, systematic and regular evaluation of these
programs is supposed to be at the core of the education system. (Rea-Dickins & Germaine,
1998).

In the present study, the program of an ELT department at a private university is
examined from the students’ perspective. Undergraduate ELT programs in Turkey were unified
as one national curriculum in the academic year of 2018-2019. However, the present study was
conducted with senior students, pertaining to a different, non-standardized program. Since
teacher candidates are the ones who will benefit from the teacher education program and who
are in the process of equipping themselves with required knowledge about their field of
education, it might be crucial to gather their perspectives and opinions about the educational
program that they study in. In this way, the standards of the programs might be tailored
according to the perceived needs of the learners and future teachers, which would eventually
make the program more dynamic and practical. However, there has been little research
concerning the perceptions of teacher candidates on the teacher education programs that they
are provided with. According to Brown, Lee, and Collins (2015), teacher candidates’
perceptions of their readiness have a great role in their future teaching practice, which is
regarded to be influenced by the departmental program after all. Thus, it is assumed that
teacher candidates’ perspectives of their readiness are affected by their evaluation of the
program. As stated by Eret-Orhan, Ok, and Capa-Aydin (2017), there is a necessity of more
studies examining the quality of teacher education from the teacher candidates’ stand in a more
holistic way. Although it is vital in equipping future teachers to provide a safe English learning
environment for learners, the education program for EFL teacher seems to be underestimated
considering the low number of studies related to this issue (e.g., Agudo, 2017; Akcan, 2016;
Coskun & Daloglu, 2010; Karakas, 2012). Therefore, this research aims to investigate teacher
candidates’ evaluations of an ELT program by applying Peacock’s (2009) framework in an EFL
context. To this extent, this article might provide an interpretation of a recent ELT program
and teacher candidates’ holistic reflections on the national program.

Literature Review
Research pertaining to the field of ELT has been subjected to investigate diverse aspects
such as English teacher education, which is dedicated to those studies examining the education
programs at university level and their reflections in classroom practice. Such studies largely
focus on the effects of in-service education. Nonetheless, Coskun and Daloglu (2010)
emphasized the need for an evaluation system of pre-service education programs so that
appropriate modifications could be tailored for teacher candidates. Considering the studies
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related to the evaluation of English teacher education programs in Turkey, Coskun and Daloglu
(2010) investigated teacher candidates’ perspectives of the program by using Peacock’s (2009)
framework. It has been found that the teacher candidates regard the program as lacking
practice opportunities and pedagogical strength. On the other hand, using the same framework
in Spanish context, Agudo (2017) reported that linguistic component was regarded weak rather
than pedagogic component of the program by teacher candidates. Additionally, the studies
implied the need for further research on the evaluation of programs to raise awareness on the
importance of evaluation.

Exploiting a case study design, Durdukoca (2018) examined the views of teachers on
the teacher training system in Turkey, which was based on qualitative data obtained from 55
interviews. After content analysis, it revealed that the participants had mostly negative
opinions since they perceived the teacher training system as lacking nation-wide policy,
coordination between trainers and employers, and they also highlighted the need for more
studies to improve the quality of training. In addition to these opinions, Karakas (2012) found
out that culture specific courses were regarded as a lacking point in English language teacher
education program. Besides these studies, some studies such as Mahalingappa and Polat (2013)
covered the perceptions of program directors’ opinions on the programs they have developed in
the field of English language teacher education; based on the qualitative data gathered from
program directors (n=8), student admission test scores, teacher education standard manuals.
Findings of the aforementioned study revealed the reflections on the programs (i.e., 8 English
language teacher education programs) such as having a consistent curriculum with almost same
balance of course and credit and having a stabilized coverage for each area of competency;
whereas they also reflected on weaknesses of these programs compared to international
counterparts like TESOL. Perceived by program directors, weaknesses were regarded as lacking
in some aspects related to the language, delivery of instruction, culture, assessment and
professionalism. Additionally, the participants expressed their concerns about limitations for
developing a qualified program for teacher education.

Some studies investigated a certain aspect of a program to gather a deeper insight
considering a feature such as micro teaching practices. In Sarigoban’s (2016) study, beliefs of
ELT teacher trainees were analyzed using a questionnaire with four main topics; content area
knowledge and training, instructional and learning period, assessment and keeping records,
other professional competencies. Findings reflected positive notions towards their practices of
microteaching and appropriateness of training regarding four main topics assigned in the
questionnaire. Likewise, in Celen and Akcan’s (2017) study, a practicum of a state university
was investigated to examine strengths and weaknesses, demands and challenges experienced by
teacher candidates and graduates via exploiting the adapted version of Survey of Teacher
Education Programs (STEP) (Williams-Pettway, 2005). Findings included that perceived
aspects of the practicum program such as an opportunity to teach in real classrooms, discussion
and feedback from peers, observation, guidance from supervisors, developing relationship with
cooperating teachers were regarded as strengths; and perceived aspects of improvements such
as room for more observation, experiencing different school contexts, more cooperation with
teachers, developing better assessment procedures and technology usage were reported as
weaknesses.
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On the other hand, some studies focus on novice English teachers and fresh graduates
to gather their opinions about a teacher education program. For instance, Akcan (2016)
scrutinized novice non-native English teachers’ thoughts about the efficacy of their education
program and struggles during their first years of teaching. Survey and follow up interview
applied to 55 novice teachers showed that the content of their courses in their teacher
education programs differed significantly and there are some challenges such as management of
behavior, unmotivated learners, students with learning disadvantages, delivery of classes. It
might be beneficial for pre-service teacher candidates to learn about those difficulties and to be
trained accordingly beforehand. In a similar vein, Kildan, ibret, Pektas, Aydinoézii, Incikabu,
and Recepoglu (2013) conducted a qualitative descriptive study to examine the views of novice
teachers in their first years. Interviews (n= 58) yielded that insufficiency was considered
regarding curriculum and content knowledge. It might be beneficial for pre-service teacher
candidates to learn about those difficulties and to be trained accordingly beforehand.

The studies administered so far focus on different EFL context, scrutinizing the
perceptions of teacher candidates considering some aspects of the teacher education programs
mostly done in state universities. Thus, this article adds to the existing literature by reporting
teacher candidates’ opinions on the national undergraduate ELT program at a private
university. Looking from teacher candidates point of view, this study examines the way they
evaluate the national program while they are about to graduate and take the stage as fresh
English teachers. Therefore, it is important to delve into their reflective thinking skills during
the process of evaluation in this research. Thus, the present study revolves around the
following research question:

What are the teacher candidates’ perceptions of the undergraduate ELT program?

Methodology
Context

The program under investigation is an undergraduate, non-standard English Language
Education program. To gain insights from teacher candidates on the aforementioned program,
this study was conducted at a private university in the Turkish EFL context. The main objective
of the program is to provide an educational scheme for some courses such as Contextual
Grammar, ELT Methodology, Linguistics and elective courses of diverse interests. To this end,
the program aims at providing prospective teachers with critical and analytical thinking skills,
communicative competence and sophisticated personal values, pertaining to the globalized
world. Additionally, the program coheres with the Bologna process, which provides ECTS,
Erasmus mobility, quality assurance and entailment of necessary European aspects in higher
education institutions.

The undergraduate program of ELT receives approximately 60 students every year
based on the Central Placement Examination results announced by the Measuring, Selection
and Placement Center, OSYM. Before starting their journey with departmental courses,
students are supposed to take one-year English preparatory education so that language
proficiency would not be a barrier to them during teacher education. In the course of
education, students are provided with some opportunities such as having a minor program
certificate and/or a double major program alongside their curriculum if they meet extra
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requirements. The program covers compulsory and elective courses and learners are presented
with general knowledge about basic aspects of English and education (e.g., introduction to
educational sciences, oral communication skills, listening and pronunciation) in the first and
second semester. In the third and fourth semester, other aspects of teaching English such as
translation, literature, linguistics and integration of technology (e.g., teaching technologies,
approaches to ELT, language acquisition) are provided. Towards fifth and sixth semesters,
students are supposed to take more practical courses (e.g., teaching English to young learners,
literature and language teaching, classroom management); while seventh and eighth semesters
are reserved for providing guidance in classroom teaching and assessment (e.g., school
experience, English language testing and assessment, language and culture).

Since harmony among competencies covered in the program has a room in this
evaluation study, compulsory courses provided by the educational context in this study are
presented in three main categories such as linguistic, pedagogic and managerial competencies
after a content analysis of each course. Correspondingly, the results yield that pedagogic
competence related courses make up 60.41% and linguistic competence related courses cover
39.58% of all compulsory courses in the program.

Data collection

Data for the present study have been collected through mixed-methods design, namely
via quantitative and qualitative instruments. For triangulation of the data, questionnaires have
been followed by semi-structured interviews and the program to be evaluated has been
analysed by two categories (i.e., pedagogical and linguistic courses). As for the quantitative data
collection tool, Peacock’s (2009) framework of evaluation has been selected since it provides
extensive coverage of the issue, and as Coskun & Daloglu (2010) suggest, it encourages the
researcher to gather meaningful information. It has 22 items generated from related literature
and it is designed as a 5-point Likert scale. After the implementation of the questionnaires, 3
out of 33 participants have expressed an interest to take part in the interviews by marking “I
would like to take part in the further step of this research. (Interview)” and leaving a signature
below this statement. According to Barribal & While (1994), semi-structured interviews are
appropriate means for the investigation of perceptions of participants regarding complicated
and delicate issues to encourage a deeper clarification and elaboration of information. Thus, as
a mean of collecting data from those participants, semi-structured interviews have been
chosen. In the semi-structured interviews, those participants have been encouraged to express
their views of the program that they study in and they have been triggered to reflect on their
evaluation of the program. In the interviews, Turkish has been used as the medium of
communication since it is the mother tongue of the participants, which would encourage them
to reflect their thoughts without any language barrier or pressure.

Lastly, compulsory courses offered by the departmental program of ELT have been
categorized under two main competences as linguistic and pedagogic so that overall harmony
among the main courses could be revealed. Three postgraduate researchers have checked the
courses to ensure an appropriate categorization. Percentages of the distribution have been
presented while describing the context of the study as following:
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Table 1. Competence type distribution of compulsory courses

Percentage (n=48)
Linguistic 39.58%
Pedagogic 60.41%

The participants are 33 senior students and also teacher candidates in ELT department
at a foundation university. The majority of the participants are female (n=23) and the rest of
them are male (n=10). The age range is between 21 and 40 with the average of 23. 3 out of 33
teacher candidates have joined to the semi-structured interview. Using SPSS 22, data collected
via the questionnaire have been analyzed descriptively. Before the analysis, Cronbach’s Alpha
has been computed as 0.913, indicating that the questionnaire is highly reliable. As for the
analysis of qualitative data, content analysis by Creswell (2012) is used. During analysis, as
suggested by Brown (1995), emerging patterns in the semi-structured interviews lead the way
to a correspondence with the results of the questionnaire.

Findings
There have been some common patterns derived from the questionnaire as for the
items developed by Peacock (2009). As can be seen from the Table 2, content of the program is

the leading theme scrutinized in the questionnaire, followed by practice, overall evaluation and
self-evaluation.

Table 2. Emerging themes in the questionnaire

Item numbers

Content 1,2,10,13,14,15,17,19
Practice 3,4,5,9,20

Overall 6,11,18,21,22
evaluation

Self evaluation 7.8,12,16

As for the items covering the aspects of content evaluation of the program, item 1 has
the highest agreement on the good linkage between courses (n=27), while item 2 reveals a good
portion of uncertainty and disagreement (n=13) about the statement of avoidance of
overlapping information between courses. Regarding the balance of teacher-centered and
student-centeredness stated in item 10, some teacher candidates (n=9) stay uncertain although
the majority (n=24) state agreement on the existence of a balance. Likewise, in item 13,
coverage of classroom management in the program has been agreed upon by the majority of the
teacher candidates (n=24), while the rest (n=9) state otherwise. As for the usage and the
adaptation of materials expressed in item 14 and item 15, efficiency of the content of the
program has been acknowledged by the most of the teacher candidates whereas some (n=6) are
uncertain about their training on the use of the materials and some (n=7) are uncertain or
disagree about their training on the adaptation of the materials. Interestingly enough, in item
17, one third of the participants (n=11) state their uncertainty and disagreement upon the
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effectiveness of the training about testing and evaluation, while the rest of them expresses
otherwise (n=22). Regarding the balance of the courses taught, in item 19, the majority of the
participants (n=26) agree on the existence of an overall balance while some (n=7) disagree or
stay uncertain.

Considering the practical dimension provided by the program to be evaluated, item 4
has attracted the highest frequency (n=32) of an agreement on the coverage of training in
teaching skills by the teacher candidates; whereas a few teacher candidates (n=4) have
expressed their uncertainty about the coverage of different teaching practices in item 9. As for
the item 3, which questions the teacher candidates’ perceptions about the adequacy of training
in English, most of the teacher candidates (n=26) have agreed that it is adequate while some
(n=7) have expressed their uncertainty or disagreement. Considering preparedness to teach
English stated as in item 20, only some (n=5) have stated their perception of insufficiency;
however, as for item 5, the number of the uncertain participants has been doubled (n=10) when
the needs of the local context (i.e., Turkey) has been scrutinized.

On the other hand, the items reflecting overall evaluative perceptions of the teacher
candidates yielded a good portion of positive reactions towards the program. For instance, in
item 6, only a few participants (n=5) have expressed their uncertainty and disagreement upon
the fact that it is up-to-date. Similarly, the teacher candidates are usually on the same page in
item 11 considering the coverage of the program in terms of teaching how to teach English
with a good number (n=30). With respect to the item 18 and 21, the majority of the
participants agree on the relevancy and meeting their needs; although a good portion of them
(n=8) has remained uncertain or disagreed on the fact that they would be ready to teach at the
end of the program.

Taking self-evaluation skills into account, teacher candidates usually have expressed
their positive perception for the program. Interestingly enough, in item 8, when they regard
their reflections on their self-evaluation skills as a teacher in the future, only a small portion
(n=4) relates their self-evaluation skill development within the program; however, in item 7,
reflection on experiences has attracted a double portion of uncertainty (n=8) among
participants. Considering item 12 and 16, except for a good portion of teacher candidates (n=7),
the majority of teacher candidates think that the program has implications over increasing
their potential of self-evaluation and eventually leading them to evaluate themselves as a
teacher.

As for the semi-structured interviews, similar to those of the questionnaire, some
themes have emerged during the content analysis such as general perceptions, weaknesses and
strengths of the program, role of material design, self-evaluation and classroom management in
the program and future reflections as a teacher.

General perceptions of the teacher candidates indicate comprehensively positive
reflections. For instance, Teacher Candidate A states that the program is beneficial and up-to-
date. She further exemplifies through an experience in which she has witnessed that in a recent
seminar she has participated, some implications have been given; which have been turned out
to be already embedded in the courses of the current program; whereas Teacher Candidate B
associates being up-to-date with integrating the latest technological materials. On the other
hand, Teacher Candidate B and C emphasize the importance of the wish to become a teacher
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when they present their evaluation of the program. They state that since they have aimed to
become a teacher before, the program helps even more to increase their teaching skills.
However, while Teacher Candidate B emphasizes methodology courses, Teacher C emphasizes
the improvement of the linguistic skills with the help of the program. As for the content of the
program, nearly all participants have expressed that the courses are intertwined and linked to
one another following a sequential order. Additionally, Teacher Candidate C thinks that the
program is neither teacher-centered nor student-centered; it has a healthy balance.

As for the weaknesses and strengths, some similarities and differences in the
perceptions have been observed. For instance, Teacher Candidate A has stated being student-
centered is the strength; Teacher B has emphasized being able to teach someone a language
and/or teaching how to teach is empowering on its own; whereas Teacher Candidate C has
reported that being able to experience to teach as if in the real classroom without having the
need to be in one is the strength of the program, quoted as in the following:

“..Sinif ortamini staja gerek kalmadan sinifta ogretmenin bize sundugu sekilde
yasayabilmemiz...” (...being able to experience the classroom environment
provided by the teacher without practicum...) (Teacher Candidate C, April 12t
2019)

On the other hand, weaknesses of the program have attracted similar answers, focusing
on the need for more practice through a longer practicum period. Furthermore, Teacher
Candidate A has suggested enriching the context that they are provided with during practicum
such as an opportunity to experience teaching in both private and state schools. Interestingly
enough, mostly, teacher candidates are not aware of the process of the assigning practicum
schools to the teacher candidates; yet they are respectful to the end-results they are provided, it
is rather an unknown procedure involving a surprise element according to them.

In the interviews, some features of the program such as training of material
development and adaptation, self-evaluation and classroom management have been
commented on by the participants. As for material development and adaptation, Teacher
Candidate A states that having a course on technological integrated material design and
development in the program is innovative. Similarly, using technology during the development
and usage of the materials is of future use and practical according to Teacher Candidate B.
Moreover, Teacher C has expressed that the courses have raised their awareness on different
tools to be used in the classrooms. Considering classroom management courses, participants
comprehensively think that the program provides sufficient courses while Teacher Candidate B
has emphasized that he increases his potential by giving lessons and modelling new techniques
in a private language course at weekends. Furthermore, the participants have explained that
the overall program and its features have helped them to develop their self-evaluation skills
and to reflect on their learning progress. For instance, Teacher Candidate B has expressed his
perception on the development of questioning and self-reflective skills as follows:

“...Ashnda gercekten ben bu meslegi istiyor muyum, yapabilir miyimi
diigiindiim bir acidan da. Ve ben bu meslek i¢in yeterli miyim bilgi birikimim
yeterli mi, iizerine daha ¢ok ne katabilirim ya da en ¢ok beni ne gelistirebilir. ..
Biraz da bunun sorgusunu yapmaya basladim, é6zellikle bu yil...”(... In a way, I
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have started to think if I really want this profession and if I could do it.
Moreover, I have started to question if I was sufficient for this profession and
what I could do more or what might improve my skills... I have started to
question those, especially this year...) (Teacher Candidate B, April 12t 2019)

Lastly, the participants have comprehensively high levels of perceptions of their self-
efficacy upon graduating from the program. For instance, Teacher Candidate A has given an
anecdote in which she has had the opportunity to compare the program with another one. She
has concluded that the program in which she studies has distinctive superiorities such as
having a course on teaching English to young learners. Similarly, Teacher Candidate C asserts
that despite the fact that most of the educational resources used in the program have been
“foreign”, the program has broad and practical implications for an EFL context, especially
Turkey.

Discussion

This study has aimed to gather teacher candidates’ (i.e., senior year ELT students)
perceptions of their program at a private university. The findings of the present study might
help to gain insights about the perceptions of teacher candidates on an ELT program and to
engage them into the evaluation of the program, which might even raise awareness on the
process of education and encourage questioning skills.

In the questionnaire and the semi-structured interview, teacher candidates mostly have
held the view that there is a harmony among the courses taught following a sequential order.
However, there might be some overlapping courses or repetition of some aspects in the
program since some teacher candidates have reflected so. When it comes to the balance of
teacher-centeredness and student-centeredness, the program seems to have a healthy mixture,
although it has been reported in one of the interviews that being student-centered is one of the
strengths of the program. As for the use and adaptation of materials, teacher candidates have
brought up the notion of technology integration and the awareness of using different tools in
different contexts. On the other hand, the training on testing and evaluation seems to be a
fuzzy concept for a good portion of participants. Similarly, some teacher candidates have
doubts about the transferability of the skills to the local context, Turkey; although almost all of
the teacher candidates feel adequately trained and ready to teach.

While evaluating the program, the interviews have shown that having the aim to
become a teacher contributes to benefitting from the program; thus, teacher candidates have
had the urge to tell that they have aimed to become an English teacher before they have started
to evaluate the program. Upon evaluating the program, they have mentioned development of
proficiency, training of different methodologies on teaching English, having an opportunity to
practice as if they were in a “real” classroom. On the other hand, as weaker points, they have
emphasized the need for a longer practicum period, which corroborates with previous studies
(e.g., Coskun & Daloglu, 2010; Erozan, 2005; Seferoglu, 2006; Salli-Copur, 2008). Apart from
this, the participants have suggested that they could have several distinct contexts (e.g., private
schools, state schools) at practicum so that they would have experience in each of them.
Furthermore, the findings of the present study have yielded that some features of the
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practicum process are not transparent to the teacher candidates such as the procedure of
assigning practicum schools.

Based on the call for more evaluation studies of pre-service teacher education programs
by Coskun and Daloglu (2010), the present study attempted to fill the related research gap.
Previous studies have revealed insights of teacher candidates’ insights about diverse
undergraduate programs over their strengths and weaknesses. Unlike Agudo (2017), this study
found out that there seems to be a harmony between linguistic and pedagogic components of
the program. Similarly, Karakas (2012) asserted that culture-specific courses were required, yet
the participants of the present study did not report such need while reflecting on the program.
Rather than lacking practice opportunities and pedagogical strength as Coskun and Daloglu
(2010) discovered, this study underlined that there are opportunities of practice and balanced
pedagogical courses, yet there is a need for more real-classroom based practices. Overall, it can
be observed that the participants held positive impressions over their microteaching journeys,
which is in line with other studies (Celen & Akcan, 2017; Sarigoban, 2016). The participants of
this study reflected that coverage of diverse competencies is at moderate level, corroborating
with the study of Mahalingappa and Polat (2013). On the other hand, the situation of lacking
nation-wide policy indicated by some scholars such as Akcan (2016) and Durdukoca (2018) has
been addressed to via update and standardization of the national curriculum of undergraduate
ELT program in the 2018-2019 academic year. Thus, a new field of inquiry has been initiated
over the new standardized program and its reflections on the teacher candidates.

Conclusion

According to the findings of qualitative and quantitative data, being up-to-date has
been acknowledged as a feature of the program by most of the participants and associated with
covering latest trends in the field or integrating technological tools by some participants.
Furthermore, the present study has revealed the teacher candidates’ perception of their self-
evaluation skills in which they involve in their educational process actively. By doing so, the
participants mostly have reported that the order and harmony among the courses taught are
appropriately designed. Nonetheless, some practical issues such as classroom management have
been reported to be in need of support outside the program, such as teaching in a real classroom
at weekends.

This study is not without its limitations. Firstly, a broader sample size would yield more
reliable results. Furthermore, data collection procedure might include academic staff and
program design stakeholders to gather their insights and perceptions. Even graduate teachers
from the same program to be evaluated might be taken as participants to get their perceptions
of the practical use of the program. Although it has limitations, the present study might contain
a small contribution to the evaluative studies and inform learners, teacher candidates, teachers,
program designers who are thought to benefit from the findings of this study.

Implications
All in all, this study has been triggered by previous evaluation studies and it intends to
encourage even more studies pertaining to this field of research. Especially in EFL contexts, in
which the programs of English teacher education play a major role in the qualified teacher
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training, there needs to be more evaluation studies. In this way, the educational process
becomes much transparent and ready to be developed by following the genuine needs of the
learners and teachers-to-be. Thus, further research might include an analysis of perceptions of
the learners of the program and its graduates upon the features of the program. By doing so,
further studies might shed light on the optimal balance of the courses associated with different
needs of the learners, which might help them become equipped teachers in the future with
tailored programs.
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Abstract

This study aims to discover to what extent native ESL teachers utilize wait-time in
their classes and to what extent wait-time gives way to more student contribution.
Wait-time is considered as a part of classroom interactional competence, and
relevant utilization of it may improve learning in the classroom. Accordingly, six
classroom hours of data were analyzed via Conversation Analysis (CA) and whether
teachers implement wait-time or not during their lessons were analyzed
qualitatively. The participants of the research are teachers and students in a higher
education setting in the UK. In order to analyze the data collected, all the videos
were transcribed in accordance with the conventions of the Conversation Analysis
(CA). The findings suggest that the teachers frequently implement wait-time in their
classes. It has been found that wait-time usually leads to students’ contribution in
language classes, which may lead to creating space for interaction and language
learning.
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Akademik amach ingilizce baglaminda bekleme siiresi:

Konusma analizi bakis acisi

0z

Bu arastirmanin amaci ingiliz uyruklu ikinci dil olarak ingilizce 6greten
o6gretmenlerin siniflarinda bekleme siiresini ne derece kullandiklarini ve kullanimlari
sonucunda dgrencilerin derse yaptiklari katiimin ne derece arttigini saptamaktir.
Bekleme siiresi, sinif ici etkilesimsel becerinin bir parcasi olarak kabul edilir ve
yerinde kullanimi sinif i¢i 6grenmeyi artirabilir. Bu amacla, 6 ders saatlik veri
Konusma Analizi'ne gore analiz edildi ve 6gretmenlerin derslerini islerken bekleme
siiresini uygulayip uygulamadiklart nitel yaklasimla incelendi. Calismanin
katiimcilari Birlesik Krallik'taki bir yiiksek égrenim baglaminda 6gretmenlerden ve
ogrencilerden olusmaktadir. Toplanan verileri analiz etmek icin tiim videolar
Konusma Analizi prensiplerine gére yazildi. Veri analizinin sonucu, égretmenlerin
siklikla bekleme siresini uyguladiklarini gostermistir. Bekleme siiresinin dil
siniflarinda etkilesim ve dil 6grenmeyi saglayan dgrenci katilimina zemin hazirladig
bulunmustur.
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Introduction

Many approaches and methods have been developed in order to discover the best way
to learn-teach foreign languages. In the methods era, firstly the grammar-focused methods such
as Grammar Translation Method (GTM) were in fashion. Then, communication-focused
methods such as Direct Method (DM), Community Language Learning (CLL), and
Communicative Language Teaching (CLT) emerged consequentially. As Atar (2016) stated,
“Initial studies usually focused on grammar and formal aspects of language use in classrooms,
but in recent decades the focus has shifted to communication and interactional skills” (p. 1). In
the beginning, writing and reading skills were in demand, however, listening and speaking
skills gained importance in language teaching eventually. Hence, it can be inferred from this
change that interaction has become in vogue in language classrooms. Many scholars also touch
upon the importance of communication in learning. To illustrate, Ellis (2000) stated that
“learning arises not through interaction, but in interaction” (p. 209). It means that students
learn better in a social environment rather than only speaking to someone. Hall (2008) stressed
the interaction “in language classrooms” (p. 7) and Vygotsky (1978) argued for Zone of
Proximal Development (ZPD) within the scope of the social interactionist theory based on the
idea of communication between the learner and a more knowledgeable other. That is why
language classes must be the center of communication including student-student or teacher-
student. Myslihaka (2016) also claimed that using more interaction is beneficial in order to
create a student-centered lesson. Walsh & Li (2013) highlighted the significance of
interactional competence for more successful classrooms in terms of learning. Choudhury
(2005) emphasized the teacher’s role in fostering classroom interaction by suggesting that “one
of the most important keys to create an interactive language classroom is the initiation of
interaction by the teacher” (p. 77).

Wait-time which means the pauses for a few seconds (3-5 for this study) between
teachers’ utterance and students’ contribution can be offered as an important way of increasing
communication in language classrooms. As it is suggested by Alsaadi & Atar (2019), wait-time
is “the extended time of three to five seconds” after teacher initiation (p. 53), which may be an
effective factor contributing to classroom interaction. That is to say, it can be a part of
successful classroom interaction. The pauses of teachers that allow learners to speak can create
meaningful conversations in the classroom. In this way, meaningful conversations make a
ground for learning (Atar & Seedhouse, 2018; Walsh, 2011). Arguably, if teachers allocate
enough wait-time for students, their readiness required to answer a question may be improved
and it may result in further interaction. In classroom interaction, wait-time can be effective. It
can be elaborated in the following definition by Duncan and Southon (2006) as well: “wait-
time is the amount of time after an initial question has been posed before the teacher answers it
him or herself; repeats, rephrases, or adds further information to the question; or accepts an
answer from a student® (p. 1). Besides, it is defined in different ways by several scholars. The
scholars conducted studies on wait-time defined the term in various explanations. Considering
different definitions will be useful to comprehend the scope of the term. For this reason, the
wait-time perceptions of Rowe, Lake, and Fowler are specifically given in Figure 1 below by
Tobin and Capie (1983) (as cited in Alsaadi & Atar, 2019, p. 54).
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Rowe’s defitions of wait-time
Wait-time I: Teacher question pause Teacher or student talk
Wait-time II: Student response pause Teacher comment or question

Lake’s defitions of wait-time
Teacher wait-time:

Example 1: Student talk pause Teacher talk

Example 2: Teacher talk pause Teacher talk
Student wait-time

Example 1: Teacher talk pause Student talk

Example 2: Student talk pause Student talk

Fowler’s defitions of wait-time
Teacher reaction wait-time

Example: Student talk pause Teacher talk
Student reaction wait-time

Example: Teacher talk pause Student talk
Teacher-initiated wait-time

Example: Student talk pause Student talk
Student-initiated wait-time

Example: Teacher talk pause Teacher talk

Figure 1. Definitions of wait-time

Rowe (1974a, 1974b) groups wait-time in two types including the pause that teacher
gives before student’s initiation and the pause after student’s commencement before teacher’s
initiation. In other words, Rowe (1986) describes as “there is a threshold value below which
changes in wait-time produce little effect and above which (2.7 seconds) there are marked
consequences for both teachers and students” (p. 43).

Regarding Lake’s definition (1973), it can be inferred from the Figure 1 that he
categorized wait-time as two components which are “teacher wait-time” and “student wait-
time”. In “teacher wait-time” there are two examples containing the orders student-pause-
teacher and teacher-pause-teacher. In addition, in “student wait-time” there are also two
examples comprising the orders teacher-pause-student and student-pause-student. Considering
Fowler’s (1975) definition of wait-time, it can be expressed that he divided wait-time into four
categories which are teacher reaction wait-time, student reaction wait-time, teacher-initiated
wait-time, and student-initiated wait-time.

The definitions offered above in the Figure 1 are developed through the first one by
Rowe (1974a, 1974b, 1978); the researcher attempted to determine a general classroom
interaction design by means of over 6 years of study implemented on the science lesson. She
discovered a system throughout the classroom talks and called it as “wait-time”. Rowe (1986)
indicates that there are certain influences of wait-time on both students and teachers. In the
literature, there are numerous studies on wait-time including both positive and negative
findings and perspectives towards it. Considering the studies with the positive outcomes, a
plethora of studies can be mentioned (e.g., Alsaadi & Atar, 2019; Altiere & Duell, 1991; Aras,
2007; Baysen & Baysen, 2010; Davenport, 2003; Mak, 2011; Morgan & Saxton, 1994; Riley,
1986; Rowe, 1974a, 1974c, 1986; Samiroden, 1983; Swift & Gooding, 1983; Sahin, 2015; Tobin,
1986; Tobin & Capie, 1982, Yaqubi & Rokni, 2012; Yataganbaba & Yildirim, 2016) while there
are also those with the negative outcomes (e.g., Duell, 1994, 1995; Honea, 1982; Ingram &
Elliott, 2015; Matt & Shannon, 2007).
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Morgan & Saxton (1994) perceive that wait-time is “an active silence” in which
students can think and develop a response for the question posed (p. 80). It can be considered
that those muted moments are not passive waitings, but they are active engagements. While
waiting, the students are in a process in which they decode the question and create the best
answer for it. Furthermore, Aras (2007) also contributes to the positive effects of wait-time on
students by stating that “this study indicated the importance of providing a better learning
opportunity for students by extending the wait-time as a teaching variable in language
classrooms” (p. 69). The study shows that wait-time is a useful tool for EFL classes. Moreover,
Mak (2011) suggests that wait-time use can be an effective way in lowering students’ anxiety
and gaining their confidence. To exemplify, a student with speaking anxiety may feel anxious
when a question is asked to him/her; however, using wait-time can help the student for
preparing his/her answer. In this way, wait-time can increase self-confidence as lowering
anxiety. Melder (2011) also results his study with the positive findings on applying “increased
wait time into everyday practice of the classroom” (p. 3). In accordance with the research by
Melder (2011), extended wait-time rather than brief wait-time can be quite useful in each class.
Additionally, the findings of Yataganbaba & Yildirim’s study (2016) reveal that “limited wait-
time” prevented students’ classroom contribution. This finding also refers to Melder’s (2011) in
terms of promoting extended wait-time. In addition, Sahin (2015), in his study on teacher
questioning, finds out that sufficient wait-time allocates time for teachers “to ask better and
longer guiding questions” (p. 109). Regarding $ahin’s (2015) study, wait-time can be helpful for
teachers as well. Therefore, it can be inferred from this study that making use of wait-time is
advantageous for both students and teachers.

In contrast, Allwright (1988) states that wait-time can be useless based on his own
experiences with an ESL student. Duell (1994, 1995) also claims that wait-time use at university
level can decrease higher cognitive achievement. In a study on teachers’ perspective on wait-
time, it is found that teachers may feel anxiety while implementing wait-time in their classes
(Honea, 1982). Another research conducted by Tincani & Crozier (2007) indicates that while
brief wait-time can be beneficial for children, extended wait-time can be useless. Thus, it can
be interpreted that wait-time has been perceived as both beneficial and useless at increasing
student interaction in classrooms.

In the literature, most of the previous studies have been mentioned. Considering
current reports on wait-time, the literature is quite limited, especially done on language
classrooms. When these points are taken into consideration, this paper will provide a fresh
perspective and fill a gap in the literature.

Research questions

1. Do the native ESL teachers in the UK utilize wait-time in their classes?
2. Does wait-time give way to more student contribution?
Methodology

Regarding the literature, there have been plenty of studies done on wait-time;
however, the current research specifically focuses on the influence of utilizing wait-time on
ESL classes by experienced British teachers at university level. The purpose of this qualitative
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research study was to discover to what extend native ESL teachers utilize wait-time in their
classes and to what extent wait-time gives way to more student contribution. In this way, the
following steps are completed.

Participants and context

The study was conducted in a university setting consisting of around 15 students per
class in Newcastle, UK. It was an English for Academic purposes higher education setting. The
students had been learning English as a second language to proceed to their degrees at
undergraduate, graduate or post-graduate level. The classes were mostly consisted of Asian
students studying Economics in the preparatory classes of the university. They had been taking
the language courses including reading, writing, listening, and speaking integrated with the
courses belonging to the Department of Economics. In consequence, the education system in
the university was based on Content and Language Integrated Learning (CLIL). The teachers
were experienced teachers who were native speakers of English. These teachers were observed
in different lessons which were speaking, listening, and writing.

Data collection

The data were collected through video recordings via 2 video recorders and 2 audio
recorders. The data include six classroom hours (each session lasts around 50 minutes) based on
non-participant classroom observations. No observational guidelines were used as Conversation
Analysis methodology relies on the emic perspective, which requires analyzing the recordings
from the perspective of the participants. While collecting data, the classroom had been
recorded from two opposite angles via two different cameras in order to obtain the best vision
and also the voices in the classroom had been recorded through two audio recorders. The
lessons were implemented as block lessons (2 lessons without a break). Hence, the classrooms
had been recorded for each session. In a detailed way; the first session had been recorded for 1
hour and 34 minutes, the second session had been recorded for 1 hour and 36 minutes, the last
session had been recorded for 1 hour and 52 minutes. The observations were conducted in a
non-participant setting without using any checklist. In other words, the classroom recordings
had been done in the most natural way paying attention not to affect both the students and the
teachers involved. In order to obtain more reliable data, three different teachers were
monitored in dissimilar classroom settings than each other.

Data analysis

The data collected via recordings were analyzed through CA (Conversational Analysis)
conventions. The following framework of Seedhouse (2004) (cited in Seedhouse & Sert, 2011)
was utilized as it provides a patterned way for analyzing the data from a conversation-
analytical perspective. Conversation Analysis studies rely on a detailed transcription of the data
as no detail can be dismissed (Liddicoat, 2011).

1) There is order at all point in interaction: Talk in interaction is systematically
organized, deeply ordered and methodic.
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2) Contributions to interaction are context-shaped and context-renewing:
Contributions to interaction cannot be adequately understood except by
reference to the sequential environment in which they occur and in which the
participants design them to occur. They also form part of the sequential
environment in which a next contribution will occur.

3) No order of detail can be dismissed a priori as disorderly, accidental, or
irrelevant (Heritage 1984, p. 241): CA has a detailed transcription system, and a
highly empirical orientation.

4) Analysis is bottom-up and data driven: The data should not be approached
with any prior theoretical assumptions, regarding, for example, power, gender,
or race; unless there is evidence in the details of the interaction that the
Interactants themselves are orienting to it. (Seedhouse & Sert, 2011, p. 1-2)

In the first article, it is explicated that interaction occurs between its two components
which are sender and receiver in a certain way. Thus, it can be examined in accordance with
the conventions of it. In the second article, it is mentioned that the elements causing
communication are formed based on the context. In other words, the context containing
sender, receiver, channel, and setting has an impact on the message that will be sent. As the
participants, sender and receiver will create contributions to interaction by communicating.
Regarding the third article, it is significant to consider every single detail, even if there are
accidental, irrelevant, and disorderly ones. Therefore, not a minute detail can be neglected. In
the last article, it is highlighted that Conversation Analysis pursues a bottom-up, data driven
path which means that the analysis is done pursuant to what is found from the data. It
concentrates on the pure data collected without any restriction applied beforehand. Firstly, the
data is collected, then the study is shaped by means of the findings.

The transcription conventions of Jefferson (2004) were used to code the data. While
coding the data, a specific transcription language was used. For instance, the lines were written
on the left and the speakers’ names are only coded as T (Teacher) and S (Student). If there were
more than one student, they were named as S 1, S 2 etc. In order to indicate the length of a
pause the periods were simply used. As an important point, the moments occurring wait-time
were displayed through the small arrows.

Findings

The study was conducted in order to observe if the native ESL teachers utilize wait-
time in their classes and if wait-time gives way to more student contribution. As a result of the
data collection process through six classroom hours records, it is reached that all three teachers
(Teacher A, Teacher B, Teacher C) who lecture in the videos made use of wait-time in their
lessons. When the data were analyzed through transcribing the videos, it is revealed that the
teacher participants (Teacher A, Teacher B, Teacher C) got benefit from wait-time in their
classes. Considering each time they paused enough, Teacher A regarded wait-time 11 times in
a block class consisting two classroom hours, Teacher B applied 6 times in a block session
including two classroom hours, and Teacher C implemented 30 times in a block lesson
containing two classroom hours; in total 47 times in three block lessons comprising 6 classroom
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hours. Throughout the sessions which were conducted by Teacher A and Teacher B, each time
the teacher waited for the student to talk led a way to classroom interaction. Furthermore, the
students got confidence to talk more and tried to answer the teachers after their encouraging
pauses.

To illustrate, it can be examined in the following extract from Teacher A’s class.

Extract 1.
Teacher A’s writing class

1 T: give examples (.) it does not give a definition (.) doesn’t
explain how it works (.) and 1t doesn’t talk about types of
business (.) so what’s the second section doing (.) er (.) (Bert)
(3)> (3.5)

2 S: (definition of franchising)

3 T: yeah (.) thank you (.) yeh gquite a long definition (.)

In the instance offered above, the teacher’s wait-time is demonstrated through the
arrow. In addition, the student’s contribution to the conversation is offered after the arrow.
The long version of the response cannot be given due to the student’s low voice. As Mak (2011)
indicated that wait-time can help students gain their confidence to talk; even if Teacher A
directly says his name, the student can prepare a long answer without any hesitation by means
of the wait-time given in the Extract 1.

Extract 2.
Teacher A’s writing class

1 T: these two here (.) they are all (.) (2.0) all (.) what
- (2.7)

2 S: all restaurant

3 T: absolutely (.) or some kind of fast food (.) fast food outlets (.)
um

4 S: ((speaks in Chinese))

Considering Extract 2, it can be interpreted that the student finds the answer by the
help of Teacher A’s directing pauses. Wait-time which Teacher A applied in the Extract 2 is
shown through the arrow. As a response to the teacher’s question, the student gave the answer
saying “all restaurants”. As Morgan & Saxton (1994) offered, wait-time fosters students to use
the silence in an active way.

Extract 3.
Teacher A’s writing class

1 T: absolute (.) er (.) yes (.) the police catch me (.) mmm the police
((holds hand up))
- (2.0)

2 S: stopped you

156



Stit, A. M. Language Teaching and Educational Research, 2020-1, 149-162

3 T: absolutely yes (.) a police lady

Regarding the Extract 3, it can be inferred that Teacher A allows the students to answer
his question with the help of both wait-time and using his gestures and body movements. That
is to say that, Teacher A chooses the way letting students guess rather than completing the
sentence himself as a spoon-feeding activity. On the contrary, even though Teacher C regards
wait-time in classroom interaction, out of 30, only 7 times she gets a response back from the
students. The reasons behind this situation can be interpreted in terms of some other factors
such as students’ level of proficiency, speaking ability, anxiety, etc.

Extract 4.
Teacher C’s listening class

1 T: When you put this information together..
2 T: What do you think about all?

- (11)
3 T: Do you think he is..?

In the Extract 4, Teacher C gives a pause for 11 seconds, however, she cannot get an
answer from the students. At this point, it is crucial to generate a plan B in order to overcome
the silence in the classroom. In the Extract 4, she asks more questions to make the question
straightforward. As Sahin (2015) touched upon, wait-time can allocate time for teachers to
generate better guiding questions. In the Extract 4, Teacher C also gets benefit from wait-time
to establish more effective questions.

Extract 5.
Teacher C's listening class

1 T: Do you think that he is qualified enough to talk about
climate change
- (3.7)
2 S: Yes
3 T: (indistinctly speaking) Yes, why? (2)
4 S: (student explains indistinctly)

Focusing on the Extract 5, it can be monitored that the pause of Teacher C allowed the
student to think and find the right answer. In addition, it gives way to classroom interaction.
Therefore, Teacher C took advantage of the ways she improved to handle silent classes. As
Alsaadi & Atar (2019) suggested, extended wait-time can be beneficial for raising the classroom
interaction.

Discussion
The findings of the current research revealed that the native ESL teachers in total 47
times implemented wait-time in their classes in order to advance interaction by students in the
classroom. In accordance with the Extract 1, Extract 2, and Extract 3, it can be inferred that the
teachers’ use of wait-time allows the students to think a while for formulating their answers
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and then to respond to the teacher. Considering the Extract 1, 2, 3, and 5, wait-time had
positive influences on the students in contrast to Allwright’s study (1988). To elaborate, using
wait-time provided the ESL students with necessary time to think and consist their sentences.
Additionally, there was no clue that the students’ higher cognitive achievements decreased by
contrast with Duell (1994, 1995). Regarding the teachers’ perspective towards utilizing wait-
time in their classes, it can be inferred from the classroom records that the teachers seemed
cheerful and qualified counter to the study by Honea (1982).

According to Extract 4, wait-time may not always serve the teachers” aim. At this point,
some other strategies can be developed to break the silence. To illustrate, Teacher C uses her
own techniques. She does not expose the answer instead she clarifies the question by asking
more questions on it. Atar & Seedhouse (2018) also suggest using “further resources when
students fail to answer” (p. 145). For instance, another question was posed to reveal the
student’s answer by Teacher C in the Extract 5. She got benefit from asking more questions that
led students to propose explanatory responses. In order to deal with this problem, every teacher
can develop his/her way of fitting their students best and meeting their needs; however, the
questions they choose must be in point. As Good and Brophy (2000) offer that teacher
questions “appear to be rather mechanical time-filling rather than thought-provoking” (p. 11),
it is important to find the right time to ask the right question leading the student to the
accuracy.

Consistent with the Extract 5, it can be monitored that Teacher C’s pause makes a
ground for a classroom interaction which means elaborative answer rather than a simple
answer. The situation can be also observed when it is looked at the Figure 2.

Wait -time
2 LY

Yes No

T-Yes T-No
Figure 2. Explanation of the Extract 5

Considering the Figure 2, it can be said that there is a wait-time serving the teacher’s
aim because when the teacher applies the pause, the student takes part in the conversation,
after that the teacher goes on the explanation. There may be some further issues to consider
utilizing wait-time in the classroom. To exemplify,

“Through interactions with others, we not only engage in socialisation, but we

also talk institutions into being. Social institutions, including parliaments,
courtrooms, and schools, have become the institutions they are and will be
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through social interactions. This also includes language classrooms.” (Sert, 2015,
p- 10)

Considering the quote given above, as a convention of the institutional talk, it cannot
be given such kind of pauses in a daily conversation in different contexts. However, in a
language classroom, it can be helpful to implement wait-time in terms of classroom interaction
since second language classroom is an institution with its own rules and conventions. All in all,
it can be said that the findings of the current research have parallelism with the review of the
literature in terms of positive outcomes (Alsaadi & Atar, 2019; Altiere & Duell, 1991; Aras,
2007; Baysen & Baysen, 2010; Davenport, 2003; Mak, 2011; Morgan & Saxton, 1994; Riley,
1986; Rowe, 1974a, 1974c, 1986; Samiroden, 1983; Swift & Gooding, 1983; Sahin, 2015; Tobin,
1986; Tobin & Capie, 1982; Yaqubi & Rokni 2012) of wait-time.

Conclusion

The study revealed that the native ESL teachers took advantage of wait-time while
teaching English to foreigners. As a result, they achieved to create a learner-centered classroom
environment and encouraged their students to respond with the help of providing them with
only 3-5 seconds after asking a question. The research conducted demonstrated that the impact
of wait-time on classroom interaction should not be underestimated because it is a beneficial
and an easy way to increase student contribution to the lesson especially in language classes.
Briefly, wait-time can be quite helpful for both teachers and students in order to increase
classroom interaction and student contribution throughout the lessons.

As observed in the Methodology, the study has some limitations such as limited grade
range, student profile, teacher profile, etc. For further studies, the current study can be a
model. In addition, limitations cannot be neglected. The study could be conducted with a
different group of participants whose profiles are not the same with this one, and also the
classroom observations are restricted to 6 classroom hours due to the facilities. That is to say,
the study can be applied on a different group in a different place in a dissimilar way.

Suggestions
There are also specific suggestions for scholars in this report. The study can be conducted
with a larger group in terms of better results. Therefore, the number of the participants
including the teachers and the students can be increased in order to reach more generalizable
findings. For further studies, it can be suggested that throughout the data collection, the
teachers’ compensation strategies for the unsuccessful pauses can be examined in more depth
and detail.
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Abstract

Language, in the simplest form, is a natural tool for communication. As the
cornerstone of human life, language is the most influential transmitter of culture
and in this context; it has a natural relationship with culture. We can think of
neither language separately from culture, nor culture from language. These two
terms form society, and/or society forms language and culture. Therefore, there is a
mutual interaction between languages, culture, and society. Language and culture
are both intertwined, and language is the carrier of culture. In this sense, language is
also the source of new ideas and creativity. These two main features of language
have made it the biggest protector, creator, and developer of the society and nation
identity, which we call culture. That is, language is a reflection and a voice
expression of the culture that enables individuals to develop a sense of belonging to
the society they are in. It carries pieces of culture in it and transfers these pieces
with sounds and symbols. Within this context, the main aim of this study is to create
a framework on the relationship and interaction between these two concepts.
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Dil ve kiiltiir lizerine

0z

En yalin ifadeyle dil, insanlar arasinda iletisim kurmayi saglayan dogal bir aractir.

insan yasaminin temel tasi olan dil kiiltiiriin en etkili aktaricisidir ve bu baglamda Gonderim
kaltiir ile arasinda dogal bir iliski vardir. Ne dil kiltiirden ayri, ne de kiiltir dilden ayri 21 Nisan 2020
distindlebilir. Birbirinden ayri diisiinemeyecegimiz bu iki unsur toplumu olusturur Kabul
ve/veya toplum dil ve kiiltlirl olusturur. Bir baska ifadeyle, dil ve kiiltiir ait oldugu 13 Mayis 2020

toplumu bigimlendirdigi gibi toplum da sahip oldugu dil ve kiltiiri
bicimlendirmektedir. Dolayisiyla dil-kiiltiir ve toplum arasinda karsilikli bir etkilesim
vardir. Dil ile kiiltiir hem ic¢ icedir hem de dil kiiltliriin tasiyicisidir. Bu anlamda dil,

yeni fikirlerin ve yaraticiigin da kaynagidir. Dilin bu iki temel 6zelligi, onu kiiltiir

dedigimiz toplum ve millet kimliginin en biylk koruyucusu, yaraticisi ve gelistiricisi Anahtar kelimeler
durumuna getirmistir. Yani dil, bireylerin icinde bulunduklari topluma karsi bir kmt‘:]':
aidiyet duygusu gelistirmelerini saglayan kiiltiirin bir yansimasi, sesli ifadesidir. dil ve kiiltir liskisi

icinde kiiltiirden parcalar tasir ve bu parcalari sesle, sembollerle aktarir. Bu
diistinceler 1siginda calismada dil, kdltiir ve bu iki kavram arasindaki iliski ve
etkilesim Gizerine kuramsal bir cerceve olusturmak amaclanmistir.

Onerilen APA atif bicimi: Bakiner-Cekin, A., & Caliskan, H. (2020). Dil ve kiiltiir Uizerine. Language Teaching and Fducational Research
(LATER), 3(1), 163-175. https://doi.org/10.35207/later.724966
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Girig

Dil, kisiler aras1 iletisimi saglayan bir ara¢ olmanin Otesinde, diisiinme etkinligine
mantiksal temel saglayan siirecin baslica yapitaslarindan birisidir. Bir dile ait kelimelerle
birlikte, en soyut diigiinceler belleklerde somut bir bi¢im kazanir. Ote yandan, dil, konusuldugu
toplumun kiiltiirel 6zgiinliiklerini besleyen bir kanaldir. Bu anlamda kiiltiir ve dil i¢ icedir.
Kiiltiir bir dile ait kelime zenginligi ile dogrudan ilgilidir. Mevcut kelime varligi, insanlarin
kendilerini ifade ederken bir araya getirerek olusturduklar1 biitiinliikk ve kuralli kullanim
cercevesinde anlam kodlarimi igerir. Boylelikle toplumsal anlagma biciminin parametreleri
kurulmus olur.

Dilden kesinlikle soyutlayamayacagimiz kiiltiir giinlik yasantimizin hemen her
agsamasinda kargimiza c¢ikan bir kavramdir. Kavramin ¢ok farkli alanlarda ve c¢ok farkh
anlamlarda kullanilmasi anlamimi genisleterek kafa karigikligi olusturmaktadir. Toplumda
bilgili, gorgiilii kisilere genellikle "kiiltlirlii" denmekte, diinyada olup bitenlere karsi duyarsiz,
sosyal aktivitelerde bulunmayan kisilere ise "kiiltiirsiiz" sifat1 uygun goriilmektedir. Gayet
egitimli, bilgili, sanat camiasindan kisilerin de bazen kendileri gibi olmayan, bekledikleri
davranislar1 gostermeyen kisilere de bu sifat1 uygun gormesi "kiiltiir"iin entelektiiel seviyeyi
gosterdigi anlamina ters diismektedir. Yine sehirde yetismis birinin kirsalda yetismis birini
"kiiltiirli" olarak gérmemesi farkli bir anlam ifade etmektedir. Kiltiir kavrami aslinda pek ¢ok
kelimeyle birlikte kullanilmaktadir: Yemek kiiltiirii, tatil kiiltiirii, sokak kiiltiirii, vb. Aslinda
tim bu anlamlarda kiiltiir kavramiyla belli bir yasam sekli ifade edilmeye ¢alisilmaktadir, yani
birine gore kiiltiirlii olan digerine gore kiiltiirsiiz olarak goriilebilir, bunu da kisilerin yagam
sekillerinin, aligkanliklarinin benzerlikleri belirler. Insanlarin yasamlarindaki her sey kiiltiirii
olusturur ve bu kiiltiirii aktaran en 6nemli arag dildir.

Bu ¢alisma, bu ¢ok 6nemli iki dinamigi gesitli tanimlar ¢ergevesinde birbirleriyle olan
etkilesimleri baglaminda ele almay1 amaglamaktadir.

Kiiltiir

Kiiltiir kavrami, tarih boyunca yazardan yazara ve donemden doneme degisen
anlamlar icermistir. Romalilar déneminde dile kazandirilmig bir kelime olan kiiltiiriin anlami
da, 16. yiizyildan itibaren genislemis ve degisime ugramistir. 17. yiizyilda "kiltiirli" sifati
ginliik dilde de kullanilmaya baglanmistir. 18. yiizyilda kiiltiir kavrami deger tasiyan iriinler
icin de kullanilmis, kiiltiire bir de seckinci bir tanimlama getirilmistir. 19. yiizyilin ortalarinda
ise kitle kiiltiirii ve popiiler kiiltiir kavramlar ortaya ¢ikmistir (Dollot, 1991, 5.25).

Kiltiir kelimesindeki en onemli degisimin, anlamina yiiklenen soyut kavramlardan
sonra gerceklestigini soyleyebiliriz. Kimi ¢aligmalarda kiiltlir teriminin, insanin yetistirilmesi,
islenmesi, egitilmesi anlaminda ilk kez kullananlarin Romali filozoflar Cicero ve Horatius
oldugu belirtilmektedir. Cicero’ya gore kiiltiir, insan nefsinin terbiyesidir, insanin belli ilkelere
gore davranmasi, kisilik sahibi olmas: halidir (Ozlem, 2000, s. 142).

Unlii Fransiz bilim adami/filozof Abraham A. Moles (1920-1992) kiiltiir kavraminin ilk
olarak 1793’te basilan bir Alman sozliigiinde kullanildigimi belirtirken (1983, s.1); inli
antrolopolog Bozkurt Giiveng (2002, 5.96) "culture" sozciigliniin ilk olarak Voltaire tarafindan
kullanildigini ve insan zekdsinin olusumu, gelisimi, gelistirilmesi, yiiceltilmesi anlaminda
kullanildigini belirtmektedir. Voltaire burada kiiltiir ile entelektiialiteyi kastetmektedir. Burada
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kiilltirin diger bir boyutu dile getirilmekte, kavram toplum bilimsel anlaminin diginda
kullanilmaktadar.

Modernist siirin diinyadaki en 6nemli temsilcisi olan T.S.Eliot'un (1888-1965) kiiltiir
tanimi ise kiiltiriin ikinci anlamini icermektedir. Eliot’a gore: Dogumdan Oliime, sabahtan
aksama kadar ve hatta uykuda bile bir halkin sahip oldugu inanca, bir bakima "biitiin bir
yasama sekli" olarak gorebiliriz ve bu hayat sekline de kiiltiir diyebiliriz (Eliot, 1962, s.21).
Burada kiiltiir, giindelik yasam icerisinde ogrenilen "her sey" olarak goriilmektedir. T.S.Eliot’a
gore; bireyin kiiltiiri, i¢inde yasadig1 topluluk ya da sinifin kiiltiirii ile iligkilidir; topluluk ya da
sinifin kiltiird ise parcast oldugu topluma dayanir. Bu durumda asil olan toplumun kiiltiiriidiir
ve terim olarak kiiltiir éncelikle toplumun tamam ile iligkili olarak incelenmelidir.Ingiliz
antropolog Edward Burnett Tylor (1832-1917), 1871 yihinda kiiltiir s6zctigiine bilimsel bir
icerik kazandirmistir. O’na gore kiiltiir, toplumun bir iiyesi olan insanin 6grendigi, edindigi,
bilgi, sanat, gelenek, gorenek yaninda yetenek, beceri ve aligkanliklar1 da i¢ine alan karmagik
bir biitiindiir (Tylor, 1920, s.13).

20. yiizyihn en biyiik disiiniirlerinden Jean Paul Sartre'a (1905-1980) gore kiiltiir,
icerisinde yer alan bireylerin kisilik yapilarim etkileyerek sekillendirmektedir. Bu nedenle bir
ABD'li ile bir Alman ya da bir Japon arasinda belirgin kisilik farkliliklarina rastlanilmaktadir.
Jean Paul Sartre icin kiiltiir "ben"in yaraticisidir. Insan orada yansir, kendini orada tanir;
imgesini, yalnizca bu ilkgagdan kalma aynada yakalayabilir. Bu dogrultuda olaylar1 ve olgular
birbirinden ¢ok farkli algilayan ve yorumlayan insan gruplarn ile karg: karsiya kalinmaktadir.
Insanlarin icinde bulunduklar kiiltiir, bireyleri o kadar etkilemektedir ki renkler bile farkl
anlamlar kazanabilmektedir. Kiiltiir (ya da bir kiiltiir) her iki kullanimda da aym seyleri
hissetmeyen ya da yapmayan digerlerinin aksine, baz1 kisilerin hissettikleri ya da yaptiklar
seydir (Wallerstein, 1998, s.121). Kiiltiir konusunda en 6nemli isimlerden biri olan Edward
Twitchell Hall (1914-2009) ise "Kiiltiir iletisimdir, iletisim kiiltiirdiir" diyerek kiiltiire iletigim
acisindan yaklagsmigtir. Hall’a gore, kiiltiir hayatimiz1 kontrol eder. Kiiltiir, glineyde seckin bir
grup tarafindan incelenmis egzotik bir kavram degildir, umulmadik sekillerde hepimizin
ginliik hayatina sekil veren bir har¢tir. Kiiltiir, evrensel oldugunu varsaydigimiz veya
kendimize 6zgii oldugunu diisiindiigimiiz i¢in {izerine diislinmedigimiz davraniglarimizdir.
(Hall, 1959).

Polonyal1 iinlii antropolog Bronislaw Malinowski'nin (1884-1942) tanimlamasina gore
(1990, s.39) kiltiir, aletlerden ve tiiketim mallarindan, gesitli toplumsal gruplasmalar igin
yapilan anayasal belgelerden, insana 6zgii diisiin ve becerilerden, inang ve tdrelerden olusan
biitiinsel bir toplamdir. Bu tanimda, insanin dogaya karsit olarak kendi yasam evreninde
olusturduklarina yénelik bir niteleme vardir. Unlii sosyolog Meryl Aldridge’e (1945- ) gore
(2006, s.47) tarihsel anlamda kiiltiir, dogaya karsit olarak tanimlanmigtir. Tarimsal kabiliyetler
bitki ve hayvan diinyasini daha iiretken hale getirmek i¢in yapilan uygulamalardi; bundan
dolayl, mecazi olarak, insan zekasi ve yaraticiligy da fikirler alaminda bir uygarhik
yetistirmesiydi/ekip bi¢mesiydi.

Malinowski yaptig kiiltiir tanimina, insanin {rettigi ara¢ ve gerecleri de katmakta,
kiiltiiriin iiretilmesinde ve gelistirilmesinde bunun 6nemini belirtmektedir. O’na gore kiiltiir,
insanin gereksinimlerinin karsilanmasi i¢in dogrudan dogruya ya da dolayl olarak caligan arag
ve gerecler ile gelenek gorenekler ve bedensel veya diisiinceyle iligkili aligkanliklarin tiimidiir
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(Malinowski, 1990, s.45). Buradan hareketle, kiiltiiriin iiretilmesinde insanin dogayla basa
cikabilmek icin gelistirdigi ara¢ ve gereclerin olduk¢a Onemli oldugu sdylenebilir. Uzun
yollarin kat edilmesi icin gelistirilmis otomobil, rahat yemek yememizi saglayan catal, kasik,
bicak, tabak gibi gerecler ve bilgisayarlar; i¢inde bulunduklar1 toplumlarin kiltirlerini
degisime ugratmakta ve yeni bir kiiltiiriin gelistirilmesine yol agmaktadir. Ornegin elle yeme
kiiltiiri bicak ve catalin icat edilmesinden sonra degisime ugramis ve yerini yeni bir sofra
kiltiiri almigtir.

Kramsch’a gore (1998, s.4-6) kiiltiiriin tanimlarindan biri doga ile zit olandir. Dogal
olan kendiliginden dogmus ve organik olarak biiylimiis olandir ve Latincede nascere
(dogmak)’tan gelir. Kiiltiir ise bakilmais, biiyiitiilmiis olandir ve Latincede toprag: ekip bi¢mek,
gelistirmek, yetistirmek anlamlarina gelen cultivate kelimesinden gelir. Kramsch’a gére doga ve
kiiltiir ayn disiintilemez, birbirini tamamlarlar, dogadan gelen 6zellikleri kiiltiir sosyal yasam
icinde anlamlandirir. Kramsch, Emily Dickinson’un “The General Rose” siiri doga fenomenini
ve kiiltlirin dogal olan ile iligkisini giil 6rnegi tizerinden aciklar. Ciceklerle dolu bir yerde giil
glizeldir fakat isimsizdir, kimligi belirsizdir, unutulmaya mahktimdur. Doga tek basina giiliin
ozelligini, farklihigini, kendine 6zgii giizelligini ortaya ¢ikaramaz. Buna kargsilik kiiltiir, giiliin
dogadan gelen kendine has 6zelliklerini ortaya ¢ikarir. Kiiltiir o giilden yiiksek iicretle satilan
az bulunur bir parfiim esansi1 yapilmasina teknoloji yardimi ile neden olur. Bu da gésterir ki
doga ve kiiltiir birbirini destekler ve birbirlerine ihtiya¢ duyar (Kramsch, 1998, s.5).

Williams’a (1977, s.80) gore, tarihte kiiltiir kelimesinin kullanimu ile ilgili farkliliklar
kiiltiir kavraminin {i¢ boyutunu olusturmustur. Bunlardan ilki, bireyin, topluluklarin ya da
toplumlarin diisiinsel, dinsel ve estetik gelisimini ifade etmektedir. Tkinci olarak; diisiinsel ve
sanatsal etkinlikler ve bunlarin driinlerine sahip ¢ikmak, son olarak da bireyler, topluluklar ve
toplumlar ic¢in bir yasam tarzi, etkinlikler, inanclar ve gelenekler olusturmak seklinde kiiltiir
tanmimindaki farklilagmay: agiklamigtir.

Arslan (2004), Tiirk literatiiriinde "kiiltiir" kavramina ilk defa bir karsilik arayan ve
buna "hars" diyen diisiiniiriin Ziya Gokalp oldugunu belirtmis ve Gokalp’in kiiltlir tanimini "Bir
ulusa 6zgii olan dil, din, edebiyat, giizel sanatlar, hukuk, ekonomi, gelenek ve gorenek, tore vs.
gibi kurumlarin toplamina kiiltiir denir. " olarak aktarmigtir.

Kiiltiiriin, Taylor'un ilk bilimsel anlamda tanimlandigi 1800’li yillarin sonundan
giniimiize kadar, pek ¢ok tanmimi yapilmistir. Ancak genel anlamda kiiltiir genetik degildir,
ogrenilerek aktarilir ve kiiltiirii etkileyen pek ¢ok toplumsal etken bulunmaktadir. Bu nedenle
de kiiltiir ile ilgili tek bir tanimlama yapmak olanaksizlasmaktadir.

Lisa Hoecklin, kiiltiirlerin 6zelliklerini dort ana baghik altinda toplamakta, bir kiiltiirde bu dort
ana basligin mutlaka bulundugunu séylemektedir: (1995, s. 24-25).

"1- Anlamlarin paylasim sistemidir: Kiiltiir, bir grup insanin neye énem verdigini dikte
ettirmektedir. Diinyanin nasil algilandigina, bireyin nasil yasadigina ve yasamin
kendisini nasil diizenledigine rehberlik etmektedir. Gruba ait olan bireylerin aym
seyleri aym1 bi¢gimde gormesi olanakli kilinmaktadir ve bu da onlarnn bir arada
tutmaktadir... Etkili, kalici ve anlamli bir etkilegsimin olugmas: i¢in insanlar anlamlar
sistemini paylagmalidir...

2- Gorecelidir: Kiiltiirel kesinlik yoktur. Farkl kiiltiirlerdeki insanlar diinyay: farkh

algilamakta, farkl yontemlerle bir seyleri yapmaktadir ve bir grubun digerinden istiin
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ya da asag1 oldugunu disiindiirecek hicbir standart yoktur. Her ulusal kiiltiir digerine
gore diinyay: algilamak ve isleri yapmak acisindan goreceli farkhidir.

3- Ogrenilebilir: Kiiltiir sosyal yapiyla olusur, genetik yapiyla degil.

4- Gruplarla ilgilidir: Kiltiir paylasilan degerler ve anlamlarla ilgili ortaklasa bir
fenomendir. "

Murdock’a gore (1949, s.15) kiiltiir; 6grenebilen davranig ve aligkanliklardir, dil aracilig
ile nesiller boyu aktarilir, 6gretileri toplumdan topluma farklilik gésterebilir, bireysel tutumlar
da kiltiir icerisinde 6nemli bir yer tutar, yasamsal ve toplumsal gereksinimleri kargilayan
islevsel bir unsurdur, hem biitiinlestirici hem aynstiricidir, hayatla ilgilidir ama soyut bir
kavramdir. Murdock’'un da belirttigi gibi kiiltiir dil aracilign ile nesiller arasinda
aktarilmaktadir. Yeni nesiller kiiltiirii ve kiiltiirel 6geleri cogunlukla dil yardimi ile 6grenmekte
ve diger unsurlar beraberinde gelmektedir.

Milli ve kurumsal kiiltiirleri inceleyen ve bu kiiltiirler icerisinde gruplasmalar oldugunu
ve bunun da kiiltiiriin {iyelerinin davramislar tizerinde etkileri oldugunu savunan, kiiltiire ait
bes boyut oldugunu ortaya ¢ikaran Hollandali sosyolog Geert Hofstede'ye gore (2001, s.9-10)
killtir "Bir insan grubunun veya simifinin iyelerini digerinden ayiran aklin toplu
programlanmasidir.” Taniminda akil s6zciigiinii kafa, kalp ve eller yerine kullanmistir, yani
kastettigi diistinmek, hissetmek ve harekete ge¢mektir, bunlarin sonucu da inanglar, tavirlar ve
becerilerdir. Kiiltiiriin bu tanimla degerleri icerdigini ve degerler sisteminin kiiltiiriin temel
6gesi oldugunu kabul eder.

Tiim bu tanimlar kiiltiiriin hayat1 ele alis tarz1 oldugunu ortaya koymaktadir. Kiiltiir her
ne kadar belli bir grubun ortak ozellikleri iizerinden tamimlanmaya ¢alisilsa da aslinda bir
grubu ayni zamanda digerlerinden ayirt etmemizi sagladig i¢in farkliliklardir da denilebilir. Bu
da kiiltiirtin tek bir taniminin olmadiginin ve farkl alanlarin kiiltiirii agiklamaya ¢alistiginin
bir kez daha altini ¢izmemiz gerektigini gosterir. Kiiltiiriin aktarilmasinda en 6nemli arac1 olan
dil tizerine ifade edilmis ¢ok sayida tanim olmakla birlikte, bu ¢alismaya paralellik gosteren
bazi tanmimlar agagida vurgulanmistir.

Dil

Insanlik tarihinde, insanlarin birbirleriyle resim diliyle, baz1 sekillerle veya hareket ve
tavir dilini kullanarak bir sekilde anlagma yollar1 arayiglarinin oldugu bilinmektedir. Bu sekilde
birbiriyle anlagma ¢abalarinin sonucunda ortaya ¢ikan ve insanlar arasi iletisimi saglamada ¢ok
onemli bir yeri olan dil, insanin, duygularini, diisiincelerini, isteklerini biitiin incelikleriyle
ag1ga vurmasina, yasamini siirdiirebilmesine olanak saglayarak insanin 6zelliklerini, yasayisini,
diinya goriisiinii, yasam felsefesini ve inanglarimi yansitir. Nitekim bir iletigsim araci olan dil
aracihigiyla kendimizi ifade ederken kullandigimiz sozciikler, soyleyis seklimiz, tavrimiz vb.
kars1 tarafa, i¢cinde yasadigimiz kiiltiir, cevremiz, egitim durumumuz hakkinda bir¢ok bilgi
verir. Gliniimiize dek bir¢ok bilim adami ve disiiniir tarafindan dilin pek ¢ok tanimi
yapilmistir. Bunlardan en 6nemlisi olan {inlii Yunan diisiiniirii Platon’a gore dil, "kendi 6zel
diislincelerini sesin yardimiyla, 6zne ve yiiklemler araciligiyla anlagilabilir duruma getirmek"
seklinde tanimlanmigtir (Aksan, 1995, s.11).

Dilbilimin kurucusu olarak kabul edilen Ferdinand de Saussure (1857-1913) dilin,
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iletisim saglamak amaciyla insanlarin sahip oldugu dogal bir ara¢ oldugunu soyler. Ona gore
dili kullanabilmek icin viicudumuz vokal aygitlarla donatilmistir. Saussure’iin, dilin yapisi
hakkindaki bu haritay1 olusturmakta kullandig: ii¢ temel kavram vardir: Langage, langue ve
parole. Langage, dogal dildir; doganin bir iirintidiir. Langue 6zel dildir ve toplum igerisinde
sosyal ve kiiltiirel olarak ortaya cikmaktadir. Parole ise insanlarin sahip oldugu yetiyi temsil
eder; konugma anlamina gelir. Bu farklilig1 sosyal ve bireysel olan olmak iizere ikiye ayirarak,
dili konusanin bir fonksiyonu degil, bireysel olarak pasif bir sekilde 6zlimsenen bir iriini
olarak, konusmay1 ise bireysel bir edim olarak gormektedir. Langue ile parole birbirine taban
tabana zit, ancak birbiri ile var olabilen bir yapiy1 arz etmektedir. Langage ise langue ile parole
arasindaki iligkiyi kuran bag olarak tanimlanabilir (Saussure, 1959, s.10-14).

Yirminci ytizyilin en biiyiik filozoflarindan biri olan Ludwig Wittgenstein (1889-1951);
ilk donemi sayilan eseri Tractatus Logico Philosophicus’ta Saussureun vyapisalc: dil
tanimlamasina benzer yapida bir ideal dil tarifi yapmistir. "Diinya, oldugu gibi olan her seydir"
onermesiyle kitabina baglayan Wittgenstein "Giindelik dil, insan 6rgenliginin bir parcasidir ve
ondan daha az karmasik degildir. Ondan, dilin mantigin1 dolaysiz olarak ¢ikarmak, insan igin
olanaksizdir. Dil diisiinceyi 6rter. Oyle ki, értiiniin dis bi¢ciminden, értiilen diisiincenin bigimi
konusunda sonug¢ ¢ikarilamaz, ¢iinkii Ortiiniin dig bi¢imi, tamamiyla baska amagclar igin
kurulmustur; gévdenin bi¢imini belli etmek amaciyla degil. Giindelik dilin anlagilmas1 igin
yapilan sessiz diizenlemeler, korkun¢ derecede karmagiktir. " demistir (Wittgenstein, 1996,
s.45).

Wittgenstein ile ayr1 baslangic noktalar1 olmasina ragmen dil kuraminda ¢ogulculugu
ve diisiinceyi eylem olarak ele alistyla benzer bir noktada bulusan bir diisiiniir ve edebiyat
teorisyeni de Mikhail Bakhtin’dir (1895-1975). Bakhtin’in dil diisiincesinin 6nemli
kavramlarindan biri heteroglossia yani ¢ok katmanl dil, ¢ok dilliliktir. Heteroglossia, dilde
farkl sekillerde yapilanmis toplumsal s6z bicimlerine isaret eder. Dildeki bu ¢ok dilli yapilar
arasinda siirekli bir etkilesim mevcuttur. Bakhtin, herhangi ulusal bir dilin yerel lehgeleriyle,
yas gruplarinin dilleriyle, moda olan jargonlariyla, bir firmanin ¢alisanlarinin aralarinda
yaptiklar1 sakalagmalarla, dilin stirekli katmanlastigini sdylemektedir. Bu katmanlar1 olusturan
dillerin her birinde bi¢imler ve anlamlar bulunmaktadir. Dil yasayan bir varlik oldugu siirece
katmanlagma artmaktadir. Bu katmanlagma, dile siireklilik arz eden ve toplumsal anlamlarla
yiikli vurgular ve amagclar yiiklenmesinin kendisidir (Bakhtin, 1986, s.14). Saussure,
Wittgenstein ve Bakhtin dili donuk ve ideal goéren kuramlarin aksine eylemsel, dinamik ve
insanla birlikte yasayan bir varlik olarak ortaya koymuslardir. Bu yeni dil kuramlari, insanin ve
insanla iligkili olan her tiirlii bilginin farkli acilardan yeniden gozden gegirilmesine olanak
tanimistir. Elestirel ve soylemsel psikoloji gibi alanlar kendilerini bu kuramlar iizerinden
yapilandirmistir.

Dilin gostergebilimsel ve anlambilimsel agidan tanimlarina dénecek olursak Fransiz
dilbilimci André Martinet’e (1908-1999) gore bir dil, insan deneyiminin, topluluktan topluluga
degisen bicimlerde, anlamsal bir igerikle sessel bir anlatim kapsayan birimlere, bagka bir deyisle
anlam birimlere ayristirilmasini saglayan bir bildirisim aracidir (Vardar, 2002, 5.171-172).
Dogan Aksan ise dili, "diisiince, duygu ve isteklerin, bir toplumda ses ve anlam yoniinde ortak
olan 6geler ve kurallardan yararlanilarak bagkalarina aktarilmasimi saglayan, ¢ok yonli, ¢ok
gelismis bir dizge" seklinde tanimlamaktadir (Aksan, 1995, s.55).
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Dil insanlar arasinda iletisimi saglayan, kelimeleri ile birlikte bir kiltiirel doku
barindiran ve insanoglunun varolusundan beri mevcut olan bir iletisim aracidir. Dilin kurumsal
bir sistem olarak ele alinmasi, kendine ait kanunlar1 ve kurallan ile isleyen bir yap: teskil
etmesinden otiiriidiir. Insanlarin bu kurumdan yaralanirken kendi cikarlar icin bu sistemin
kose taslar1 olan kiiltiir ve dil yapis1 6zelliklerini iyi sindirmis olmalar1 gerekir. Aksi takdirde
dil; iletisim siirecinde yapici, yarar saglayici olmaktan cikar ve gesitli catigmalara ve onyargl
tutumlarinin beslenmesine bile neden olabilir. "Dil, bir milletin hayatinin aynasidir" diyen
Kaplan (1915-1986), dil, insan hayatinin her anina refakat ettigi icin dile, dildeki ifade
sekillerine bakinca bir milletin ¢aglar boyunca yasadig: biitiin duygu, diisiince ve hayallerinin
akislerinin bulunabilecegini belirtir. Bu agidan her milletin dili, o milletin c¢aglar boyunca
yasadigy tarihin adeta ozetidir (Kaplan, 2000, s.143). Bu nedenle, toplumun gelisimiyle dilin
gelisimi arasinda ¢ok siki bir bag vardir. Millet ilerleyip gelistikce, o milletin dili de gelisir;
gelismis bir dille de yiiksek bir kiiltiir meydana getirilebilir (Unalan, 2010, 5.29-30).

Dil, kiltiriin tasiyic1 6gesi, nesilden nesle kiiltiirii aktaran unsurdur. Sosyal
hayatlarimiz yiiriitiirken, dil her zaman 6nemli bir nokta olmustur. Dilin, iletisim kavramiyla
birlikte diisliniilmesiyle kiiltiir kavrami da 6ne ¢ikmaktadir (Kramsch, 1998, s.3). Bu yiizden dil
ile kiilttir kavramu iligkisinin yakindan incelenmesi gerekmektedir.

Dil-kiiltiir iligkisi ve etkilegimi

Dilin giiclii etkisi, kiiltiir varliginin her alaninda kendisini hissettirir. Toplum, din,
edebiyat, tarih, bilim, egitim gibi kiiltiiriin her alan1 dilin damgasini tagir. Insanlar aras1 iligkiler
gibi kurumlar ve toplumlar aras: iligkiler de dille kurulur, dille stirdiiriiliir. Toplumda maddi ve
manevi olan her sey dilde de vardir. Kiiltiirel ve tarihi miras ancak dil aracihig1 ile yeni
kusaklara aktarilir. Dil, kiiltiirel muhtevanin bir ansiklopedisi/bir s6zliigli durumundadir. Basta
kendi kiiltiirel sartlarini (cevresini) olusturan insanin, sonradan meydana getirdigi o kiiltiiriin
gereklerine gore yasamaya basladig1 goriiliir. Boylece insan da kiiltiiriin etkisinde kalir ve kendi
yasayls tarzini icinde bulundugu kiiltiir hayatina gore ayarlar. Kiiltiirel birikim dil ile
saglanirken, ayni zamanda bir kiiltiiriin yansimalar1 da kendisini dilde gosterir. Bir toplumun
mensuplarinin inang, tutum, davranis, sosyal aligkanlhiklar biitiinii olan kiiltiir, toplumun her
iyesi tarafindan Ogrenilen, bilinen, anonimlesmis, genel kabul gormiis belirli bir bilgiyi
gerektirir. Dolayisiyla kiiltiir, bir hayat tarz1 ve bu hayat tarzinin bilgisi ve bu bilginin pratige
doniigmesidir (Gnalan, 2010, s. 227).

Wenying Jiang i¢in dil, kiiltiiriin 6nemli bir parcasidir ve kiiltiir i¢cinde 6nemli bir role
sahiptir. Jiang, dil ve kiiltlirii bir buzdagina benzetmektedir, buzdaginin goriinen kismi dil,
buzdaginin suyun altinda kalan kismi ise kiiltiiriin goriinmeyen pargalaridir. Jiang’in, bir bagka
benzetmesi de su sekildedir, "Dil beden, kiiltiir ise kandir. Kiiltiir olmazsa dil 6lir. Dil olmazsa
kiiltiir sekillenemez" (Jiyang, 2000). Jiang'in bu kan ve et metaforu dil-kiiltiir arasindaki bag:
cok giizel somutlagtirmigtir.

Uygur, "Dil, kiiltiir yapisim1 bir arada tutan ¢imentodur" diyerek dil-kiiltiir arasindaki
iligki i¢in farkli bir metafor sunmustur. Buna ek olarak "Dil, kiiltiir alaninin her yanim
aydinlatan giinestir; dil, kiiltir kilimini dokuyan ipliktir; dil, tim kiiltlir anitlarinin yansidig:
akarsudur" diyen Uygur (1996, s.21) tek yanli izlenimleri ortadan kaldirmak ic¢in farkh
metaforlar kullanarak dil-kiiltiir arasindaki bag1 somutlastirmistir. Sonug olarak baktigimizda
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dil-kiiltiir arasindaki bu iligki-bag birbirlerinin gelisimini de etkilemektedir. Kiltiiriin
gelismesiyle dil, dilin gelismesiyle kiiltiir gelisir ve zenginlesir. Kiiltiirii inceleyerek dilin ne
biliytik bir mucize oldugu; dil mucizesini inceleyerek kiiltliriin insan tizerindeki etkileri ve
sonuglar anlagilabilir (Giiveng, 1997, 5.48).

Amerikall @inlii dilbilimci Robert Lado (1915-1995), dilin bir anda gelismedigini,
kiiltiirtin pargas1 ve toplumun {iyelerinin iletisimi i¢in ana gereklilik oldugunu séylemektedir.
Diller arasindaki kiiltiirel farkhiliklar ikinci bir dil 6grenirken problem olusturmaktadir. Bu
duruma 6rnek olarak Eskimolarin "kar" icin sahip oldugu zengin kelime yelpazesini vermistir.
Bu kelimeler arasindaki farkliliklar Ingilizce konusan biri icin anlasilamaz, ancak Eskimo
dilinde 6nemlidirler ve dogru yerde kullanilmalidirlar (1964, s.7).

"Wilhelm von Humboldt, uluslarin karakterlerini ve kiiltiirlerini dillerinde aragtirmak
gerektigine inanmistir" diyen Akarsu (1998, s.7), Humboldt'un, dili bir ulusun kiltiir diizeyini
gosteren en iyi ara¢ olarak kabul ettigini ve ancak kendi diline dayanan, kendi dilinde
ilerlemeler yapan bir ulusun, gercek bir kiiltiirlin yaraticis1 olabilecegini savundugunu
soylemektedir.

Diller kendi dogduklar1 kiiltiiriin yansimasidirlar. Bu durumu Adal (1983, s.31) su
sekilde agiklamistir: Cocuk goziinii, kendisini ¢epegevre kusatan bir dil i¢inde agar. Bu onun
anadilidir. O dilin ses dizgesini edinir, o dilin anlama, anlatma yoluyla bilinci uyanir. Yani dil,
kisinin dogdugu andan beri duydugu, onu ¢epecevre saran ve onu icinde yasadig1 kiiltiir ile
donatan bir aractir.

Dil ile kiiltiir arasindaki karsilikl iliskiyi inceleyen toplumsal dilbilim alani mevcuttur.
Toplumsal dilbilim dil olgulari ile toplumsal olgular arasindaki karsilikl iliskiyi ve bu iki alanin
birbirini nasil etkiledigini inceler. Toplumsal dilbilimin amaci toplumsal olaylarin dili ve dilin
toplumsal olaylar1 nasil etkiledigini, karsilikli gecisi aciklamaktir. Dolayisiyla dil ile kiltiir
arasinda karsilikl bir etkilesim oldugu tezi {izerinden hareketle ilerler. Giiven’e gore toplumsal
dilbilim, dil ile toplum arasindaki iliskide kesisim kiimesinde yer alan kavramlarin sebep-sonug
iligkisi icinde hepsinin degerlendirilmesini igerir. Bu incelemede, ele aldig1 konular: bir yontem
dahilinde inceler ve bilimsel bulgulara ulagir (Giiven, 2012, s.55-62).

Toplumsal dilbilim ¢aligmalarinin  temeli Amerika’da kullanilan ingilizceye
dayanmaktadir. Kuzey Amerika’da kullamlan Ingilizce ile siyahilerin konustuklar1 Ingilizce
arasindaki farklar ve bu farklardan dogan olgularn inceleme arayisi toplumsal dilbilimin ilk
arastirma konularidir. Bu da gostermektedir ki, ayn1 kitada aymi dili konusan insanlar arasinda
bile kiiltiirel farkliliklar dilin kullanimini etkilemekte, aym dil bile olsa kiiltiirel olgulardan
etkilenmekte ve farkli kullanim alhigkanliklar1 ortaya ¢ikmaktadir. Bu alanda yapilan 6nemli
calismalardan biri “Sapir-Whorf hipotezidir”. Bu hipoteze gore anadildeki biitiin sozciik
yapilar1 bireyin diinyaya bakigini, goriisiinii, ¢ercevesini sekillendirir (Giiven, 2012, 5.56).
Dil ve kiltiir arasinda karmasik bir bag bulunmaktadir ¢ilinkii iletisim sirasinda insanlarin
kavramsal siireclerini anlamak olduk¢a zordur (Elmes, 2013). Diger bir deyisle, dilin kiiltiirle
olan baglantis1 ve iletisim siirecinde icerdigi kiiltiirle baglantili olan kavramsal siiregler dil ve
kiiltiir arasinda ayrilmaz bir bag kurmaktadir. Bu sayede dil, kiiltiirden kavramsal anlamda
direkt etkilenir hale gelmektedir. Yeni bir dili 6grenmek yeni bir kiiltiirii de tanimak demektir.
Aksan, dilin toplumla ve onun kiiltiiriiyle olan iligkisini soyle agiklar: (1995, s.65)

“Bir ulusun vyasayis bicimi, inanglari, gelenekleri, diinya goriisi, ¢esitli
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nitelikleri ve hatta tarih boyunca bu toplumda meydana gelen cesitli olaylar
tizerinde hicbir bilgimiz olmasa, yalnizca dilbilim incelemeleriyle, bu dilin s6z
varliginin, s6z hazinesinin derinligine inerek biitiin bu konularda ¢ok degerli
bilgiler ve giivenilir ipuglar: edinebiliriz.”

Fransiz sosyolog Bourdieu'nun da aralarinda bulundugu baz1 ¢agdas arastirmacilar, dilin
tarihsel ve toplumsal bir fenomen oldugunu ve tiirdes dil toplulugu goriisiiniin sanal oldugunu
ileri siirmektedirler. Bourdie’ya gore ideal ortak dil ve onu konusan dil toplulugu, bu dile
mesruluk kazandiran toplumsal ve tarihsel kosullar tarafindan yapilandirilmistir. Dil de bir
ingadir, ama 6yle bir ingadir ki, diger insalarin (kiiltiiriin biitiin diger 6gelerinin) olusumunu ve
aktarimim saglar (Virtanen, 2002, s.9). Bu anlamda dil, kiiltiiriin tiimiiyle hi¢cbir zaman tam
olarak Ortiismez, kiiltiiriin bir dali, bir alani, bir boyutudur. Ancak 6nemi bakimindan dil
kiiltiiriin hicbir 6gesi ile de karsilastirilamaz. Dil, kiiltiiriin icinde yer alan ve kiiltiir yapisim
biitiin olarak bir arada tutan unsurdur. Dil, kiiltiiri hem kurar hem gelistirir, genellikle
toplumsallagmay1 ve toplumsallagsma ile birlikte tarihsel siirekliligi de saglar. Ortak bir dil
konusanlara 6zgii bir toplulugun iiyesi olan insan, belli bir kiiltiirin de iiyesi durumundadir
(Uygur, 1996, 5.18-19).

"Bir toplumu olusturan biitiin bireyler, bu ortak anlagma aracini kullanir. Bu bakimdan
dil, her toplumda bir sosyal akrabalik bag: olusturmustur. Bunun disinda dil, bir diisiince
aracidir. Diisiince dile dayanarak, daha dogrusu dille kaynasarak gérevini yapabilir" diyen iinlii
dilbilimci Joseph Vendryes (1875-1960) diisiinmek i¢in dilin gerekli oldugunu, diisiinceyi ifade
edebilecek bir arac1 olmadan diisiincenin de dogamayacagini savunur. Bu durumda diisiinceyi
olusturan ve gelistiren dil engellendiginde diisiince de engellenmis olur. Dolayisiyla ancak
dilini olusturan, yticelten bir ulus gercek bir diisiince etkinligi gosterebilir. Dili ilkel kalmis bir
ulus, kiiltlir yasaminda da ilerleme gosteremez (Vendryes, 2001, s.21).

Sonug

Dil, insanlar arasinda iletisimi saglayan en temel unsurdur. Dil edinim siireci insan
dogmadan 6nce baglar. Anne karnindaki bir bebegin sesi algilayabildigi ve bu sese tepki verdigi
bilinmektedir. Dogum sonras: siirecten itibaren de gecen her yil dil edinimi devam etmektedir.
Bu siirecte dile paralel bir sekilde gelisen baska bir unsur da kiiltiirdiir. Kiltiir dilden, dil
kiiltiirden ayr diisiiniilemez. Insan bu kiiltiir ve dil hamuru ile yogrulur. Bdylece insanin kendi
dili ve kiltiirii diisiincesinde biiyiik bir rol oynar. Kiiltiirii olusturan unsurlar s6z konusu
oldugunda da karsimiza ¢ikan en &nemli yapi taglarindan biri tartigmasiz dildir. Insanhigin
baslangicindan beri dil topluluklarin yasamlarimi siirdiirmelerinde 6nemli bir yer tutmus;
insanoglunun bilgi birikimini, mirasini gelecek kusaklara aktarmada her daim 6nemli olmustur.
Neredeyse her topluluk kendi iginde iletisim kurabilmek i¢in yeni bir dil gelistirmis, bu diller
de yine kendi icinde gesitli degisikliklerle alt kiiltiirleri temsil eder hale gelmistir. Giintimiizde
bir kisinin hangi kiiltiirden hatta hangi alt kiiltiirden geldigini ayirt etmede en belirgin 6zellik
dildir. Boylelikle dil, kendi bireyleri arasinda iletisimi kuvvetlendirmis ve kiiltiiriin de
devaminm saglamigtir. Karmagik ve genis bir yapiya sahip olan kiiltiiriin temeli dildir. Kiltiir dili
etkiler ve kendini dil ile var eder.
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Extended abstract

Introduction

Language is not only a tool for interpersonal communication, but also one of the main
building blocks of the process that provides a logical basis for thinking activity. Along with the
words of a language, the most abstract thoughts require a concrete form in memories. On the
other hand, language is a channel that nurtures the cultural peculiarities of the society in
which it is spoken. In this sense, culture and language intertwined. Culture is directly related
to the richness of the vocabulary in a language. The existing vocabulary includes the codes of
meaning within the framework of the integrity and regular use that people create while
putting themselves together. Thus, the parameters of the form of social agreement are
established. Culture, which we can never isolate from language, is a concept that we encounter
in almost every stage of our daily life. It creates confusion by expanding the meaning of using
the concept in many different meanings. People who are knowledgeable and well-informed in
the society are generally called "cultured", and those who are insensitive to what is happening
in the world and those who do not engage in social activities are considered "uncultured". That
well educated and knowledgeable people from art community approve of using this adjective
for the people who do not behave as they do contradicts with the fact that culture shows
intellectual level. Also, the fact that people who grew up in the city does not consider the
country side people to be "cultured" has a different meaning. The concept of culture is actually
used with many words: Food culture, holiday culture, street culture, etc. As a matter of fact, a
certain way of life is tried to be expressed with concept of culture in all these usages. That is,
who is considered to be cultured by a person may not be seen the same way by another one.
This is determined by similarities of people’s lifestyles and habits. Everything in people’s lives
forms culture, and language is the most important tool to convey this culture. This study aims
to approach these two important dynamics in the context of their interactions with each other
within the framework of various definitions.

Culture

The concept of culture has included meanings varying from author to author and from
time to time throughout history. The meaning of culture, a word expressed in the Roman
period, has expanded and changed since the 16" century. In the 17% century, the adjective
"cultured" began to be used in everyday language. In the 18 century, the concept of culture
was also used for products of value, and an elitist definition was introduced to the culture. In
the middle of the 19* century, the concepts of mass culture and popular culture emerged
(Dollot, 1991, p. 25). All these definitions reveal that culture is the way of handling life. Even
though culture is tried to be defined through the common characteristics of a certain group, it
can be said that they are different because they actually enable us to distinguish one group
from others. This indicates that we should underline once again that there is no single
definition of culture, and that different areas are trying to explain the culture. Although there
are many definitions expressed on language, which is the most important tool for the transfer
of culture, some definitions that are parallel to this study are highlighted below.
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Language
Language is the carrier element of culture, the element that transfers culture from

generation to generation. Language has always been important in our social lives. The concept
of culture comes to the fore by considering language together with the concept of
communication (Kramsch, 1998, p. 3). As language and culture shape the society to which it
belongs, society shapes the language and culture it has. Therefore, the relationship between
language and culture concept needs to be examined closely.

The relationship and interaction of language and culture

The strong influence of language makes itself felt in all areas of cultural existence.
Every field of culture, such as society, religion, literature, history, science, education, carries
the stamp of language. Relations between institutions and societies, such as, interpersonal
relations are also established and maintained in language. Everything that is material and
spiritual is also in the language. Cultural and historical heritage is transferred to new
generations only through language. Language is an encyclopaedia / dictionary of the cultural
content. It is seen that the person who initially created her own cultural conditions
(environment) started to live according to the requirements of that culture she later created.
Thus, the human remains under the influence of culture and adjusts her own lifestyle
according to the culture life in which she lives. While cultural accumulation is provided by
language, at the same time, reflections of a culture show itself in the language. Culture, which
is a whole of belief, attitude, behaviour, and social habits of the members of a society, requires
certain, known, generally accepted knowledge that is learned by every member of the society
(Unalan, 2010, p. 227).

Discussion

One of the most important building blocks that we encounter when it comes to the
elements that make up the culture is the undisputed language. Language has been an important
part of communities’ survival since the beginning of humanity; it has always been important to
transfer the knowledge and heritage of human begins to future generations. Almost every
community has developed a new language to communicate within itself, and these languages
have also become sub-cultures with various changes in themselves. The foundation of culture,
which has a complex and wide structure, is language. Culture affects language and creates itself
with language.
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