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Abstract

This study examines how girls and boys construct gender identities within peer groups in the
context of language learning experiences in an EFL classroom. Drawing on a critical
ethnographic approach, the research was conducted with 34 tenth-grade students from a single
class and their English teacher at a public high school. Ethnographic data were generated
through participant observation, semi-structured individual interviews, and focus group
discussions. Using Foucault’s concept of games of truth, the data analysis revealed multiple
constructions of gender identities within peer groups, the mediation of gendered norms by
social class, power relations among peer groups, and the dominant masculinity of the popular
boys’ group. The findings also demonstrated that alternative gender performances are
marginalized and that disciplinary gender norms are reproduced in the EFL classroom.
Additionally, the study identified that, for certain students, immunity from regulatory
mechanisms and engagement in group dynamics without exclusion are possible. These results
have implications for English language learning and teaching processes, as well as for future
research.
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Pennycook (2022) emphasizes that the learning and teaching of language, as a
social product, cannot be considered in isolation from issues such as social class, race,
gender, sexuality, and disability. Consequently, it is inevitable that language
education be addressed within a broader social context. The relationship between
language education and gender has been the focus of critical discussions for some
time, framed by perspectives that view language learning and teaching as processes
in which social identities are constructed, reproduced, and transformed (Cameron,
2010; Norton & Pavlenko, 2004; Sunderland, 2004). Building on these discussions,
the interplay between language learning experiences and gender identities has gained
increasing significance. Language classrooms have emerged as key sites for this
interplay. This study examines how this dynamic between language learning and
gender unfolds in an EFL classroom through a poststructuralist lens.

Studies focusing on gender and language education may differ in how they
approach language, power, and identity issues (Pennycook, 2021). Pavlenko and Piller
(2008) argue that research conducted in the 1970s and 1980s explored the gender-
language relationship through the concepts of deficiency, domination, and difference,
but these approaches overlooked the connection between gender and sociocultural
diversity in pedagogical contexts. Pavlenko and Piller (2008) note that by the 1990s,
within the poststructuralist approach, gender was conceptualized as a system of
dynamic and socially constructed power relations and discursive practices. In this
approach, it is considered important not how language use mirrors gender differences,
but how the construction of these differences relates to the production of domination
(Pennycook, 2021). In line with this, Cameron (2005) stresses the need to approach
gender performances not as expressions of specific female and male behaviors, but by
relating them to the distinctive features of the context and adopting a local perspective.

In accordance with the intersectionality and contextuality emphasized by the
poststructuralist approach, this study examines the complex identity constructions in
the EFL classroom through a lens that considers the intersection of gender and social
class while taking contextuality into account. The poststructuralist approach draws
attention to sociohistorical, cross-cultural, and cross-linguistic differences in the
construction of gender identities and acknowledges that normative femininities and
masculinities can vary across cultures and over time within the same culture,
depending on social, political, and economic changes (Norton & Pavlenko, 2004).
Therefore, when investigating how gender mediates language learning experiences, it
is essential to adopt a context-sensitive approach (Pavlenko & Piller, 2008).
Furthermore, gender should not be considered in isolation; it should be addressed in
relation to other identity components such as social class, ethnicity, sexuality, and
disability (Pennycook, 2021). Rowlett and King (2017) emphasize the need for studies
that examine the relationship between gender practices and social class in particular,
due to the neglect of social class in language education research.

Recent classroom research has shed light on practices that either support or
marginalize students by analyzing how gender intersects with other social identity
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components and influences language learning and classroom interactions (Rowlett &
King, 2017). As a social and discursive practice, gender can shape the interactive
dynamics in language classrooms (Norton & Pavlenko, 2004). For example, Julé
(2004) found that in a Canadian elementary school the distribution of talk in classroom
interactions varied according to gender and ethnicity, and teaching practices led to the
silencing of immigrant girls. Similarly, in her research conducted in a Canadian
elementary school, Heller (2001) revealed the role of the gendered structure of
bilingualism discourse in constructing gender ideologies that resulted in the
marginalization of certain female and male students by silencing or rendering them
invisible.

Gender is increasingly the subject of research in the field of English language
education in Tirkiye. While existing studies differ in their approach to gender, a
significant portion of them have examined the representations of gender in the
teaching materials used in English classes (Arikan, 2005; Egemen, 2017; Selvi &
Kocaman, 2020; Tutar, 2008). Other studies have addressed the relationship between
gender and English learning in terms of motivation, attitudes, beliefs, anxiety,
strategies, and academic achievement (Aslan, 2009; Oztirk & Giirbiiz, 2013).
However, how gender relates to language learning in the context of classroom
interactions and peer groups has been largely neglected in Turkish scholarship, and
there is a pressing need for research on this topic in the field.

This study presents an in-depth analysis of how students construct their gender
identities within peer groups, drawing on data from a broader research project that
aimed to reveal how gender and social class shape English learning experiences. By
addressing the topic in the context of classroom interactions and focusing on how
students experience English learning, this research offers a new perspective for
understanding how gender relates to language learning. At the same time, the
inclusion of students’ class backgrounds in the analysis enables an intersectional
discussion. The context-sensitive approach of the study makes the social dynamics
specific to language classrooms in Tirkiye visible, thereby offering a distinctive
contribution to the literature.

Peer groups occupy a central position in classroom social relationships and
contribute to the construction of students’ gender identities. Swain (2025) highlights
the collective nature of constructing femininities and masculinities, noting that the
identities and cultural norms of the peer groups students belong to mediate this
process. According to Warrington and Younger (2011), the peer groups students are
part of are among the strongest influences on their development and represent an
important aspect of their school life. Existing research also demonstrates how peer
groups within the school context affect the construction of students’ gender identities
(Paechter & Clark, 2007; Peltola & Phoenix, 2022; Reay, 2001; Renold, 2006;
Skelton, 1997; Smith, 2007; Swain, 2025).

This study analyzes how students construct their gender identities within peer
groups, drawing on Foucault’s concept of “games of truth.” Foucault defines games
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of truth as “a set of procedures that lead to a certain result, which, on the basis of its
principles and rules of procedure, may be considered valid or invalid, winning or
losing” (1997, p. 297). Therefore, games of truth refer to the set of rules that produce
truth. Foucault’s analytics establishes a strong link between games of truth and
subjectivation. According to Foucault (1987), subjectivation is inseparable from the
games of truth that govern power relations and the establishment of truths—in other
words, from a kind of regime of practices. In this respect, subjectivation refers to the
individual’s endeavor to constitute themselves through the techniques they employ
within a regime of practices.

Foucault (1980) uses the concept of power/knowledge to analyze the relationship
between games of truth and the subject. Power/knowledge refers to knowledge that
arises from power relations and is accepted as true in its established form. In
accordance with the functioning of power, this knowledge is sustained through
disciplinary power relations that involve the use of specific technologies. These
techniques, which the subject uses to constitute themselves, their own truth, their
essence, also function to regulate what is considered true and normal. Thus, these
techniques play a crucial role in the production of norms, contributing to the
institutionalization of what is normal and what is not-that is, normalization. In this
regard, when addressing subjectivation, Foucault focuses on the principles and rules
that engage with the subject through normalization within the framework of games of
truth.

In this study, the concept of games of truth was used to understand what is
considered normal in the EFL classroom, and the extent to which students conform to
or resist these norms. Within this framework, how students position themselves as
subjects was examined with regard to whether they conform to, reproduce, or
transform classroom norms. Using the analytical tools provided by Foucault, the study
investigated the power relations produced by classroom group dynamics, how girls
and boys constitute themselves as subjects by following or violating gender norms
within these groups, and how all these processes intersect with the students’ class
backgrounds.

Method

This section presents how the research was designed and conducted within a
critical ethnographic framework.

Research Model

This study adopts a critical ethnographic approach. Lather defines critical
ethnography as a post-positivist research approach “committed to a more just social
order” (1986, p. 258). In language education research, the critical ethnographic
approach is used to explore how the link between learners’ social backgrounds and
language learning contributes to the perpetuation of inequalities in language
classrooms, and to offer insights for addressing them (Goldstein, 1997). In this study,
this approach was employed to examine in depth how students from different class
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backgrounds construct gender identities within their peer groups in the EFL
classroom. Furthermore, it enabled insights into how girls’ and boys’ English learning
experiences are shaped within peer groups. The following sections describe how this
approach was applied throughout the research process.

Study Group

The study group consists of 34 tenth-grade students in a single class and their
English teacher at a public high school. The research was conducted in a single school
and classroom to ensure the in-depth data generation required by the ethnographic
approach. Since the study aimed to explore the students’ English learning experiences
over an extended period, high school was chosen as the level of education. The tenth
grade was considered suitable for the research, as students’ English learning
experiences are likely more focused and intensive at this stage, assuming they have
adjusted to high school and have not yet begun preparing for university entrance.

Since the study aimed to work with students from diverse class backgrounds,
maximum diversity sampling (Patton, 2014) was used for selecting the school and
classroom. To ensure this diversity, a list of anatolian high schools was initially
compiled from state schools in urban transformation areas. Three rounds of visits were
made to the six schools on the list. During the first visits, interviews were conducted
with school administrators and guidance counselors using a school profile form. The
purpose was to familiarize the researchers with the schools, assess whether the
required diversity was present, and understand the schools’ openness to participation.
During the second visits, interviews were conducted with English teachers using a
teacher profile form to get to know them, introduce the study, and invite them to
participate. In addition, a questionnaire was administered to tenth-grade students to
obtain more detailed information about their class backgrounds. During the third
visits, school administrators and English teachers were contacted again, and a school
and class were selected that met the required diversity for the research and allowed
for voluntary participation.

The student questionnaire, designed to aid in selecting the school and classroom,
was developed by the researchers based on relevant literature. Expert feedback was
obtained from specialists in measurement and evaluation as well as educational
sociology, and the instrument was revised accordingly. A pilot study was conducted
with ten tenth-grade students to assess the clarity of the questions, and the
questionnaire was finalized based on their feedback. It comprised four questions on
students” demographic characteristics and 20 questions on their social class profiles.
The questionnaire was administered to 515 volunteer students from 18 tenth-grade
classes across four schools. The resulting data were analyzed in SPSS using a two-
stage cluster analysis (Punj & Steward, 1983). Of the 461 students included in the
clustering, the analysis identified three distinct clusters based on socioeconomic
characteristics. The results (see Table 1) confirmed that the selected school and
classroom exhibited sufficient diversity.
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Table 1
Two-Stage Cluster Analysis Results by Schools and Classrooms
Cluster

School Classroom 1 ) 3 Total

S2 S2C1 8 13 6 27
S2C2 7 10 7 24
S2C3 8 13 11 32
S2C4 9 14 6 29

S3* S3C1* 9 13 12 34

S4 S4C1 8 10 9 27
S4C2 6 5 9 20
S4C3 8 9 5 22
S4C4 1 6 5 12
S4C5 8 14 7 29
S4C6 8 10 5 23
S4C7 12 5 4 21

S6 S6C1 6 12 7 25
S6C2 6 10 10 26
S6C3 8 8 13 29
S6C4 2 13 11 26
S6C5 6 13 9 28
S6C6 9 9 9 27

Total 18 129 187 145 461

*The school and classroom in which the study was conducted.

The most decisive variables in forming the three clusters are: parents’
educational level, mother’s employment status, the estimated number of books in the
home, and the frequency of participation in cultural activities by both students and
parents. These variables allow for an assessment of the cultural and economic
resources available to the students’ families. The third cluster comprises students from
families in which most parents are university graduates, all mothers are employed, the
number of books in the home is high, and participation in cultural activities is regular.
The second cluster includes students whose parents generally have primary or middle
school education. Mothers are mostly unemployed or work in irregular, low-income
jobs. The number of books in the home is low, and participation in cultural activities
is infrequent. The first cluster, situated between the other two, consists of students
from families where parents are mostly high school graduates, some mothers are
employed, the number of books in the home is moderate, and participation in cultural
activities occurs but is irregular.

Cluster analysis results were triangulated with observation and interview data to
determine students’ class backgrounds. Cluster sizes were adjusted to include ten
students in the first cluster, fifteen in the second, and nine in the third. These three
clusters were interpreted as class groups reflecting students’ context-specific and
relative social positions. The third cluster was classified as middle class, and the
second as working class. The first cluster, which has fewer resources than the third
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but does not fully share the characteristics of the second, falls into the lower middle
class category. The distribution of students by social class and gender is shown in
Table 2. Pseudonyms were used for all students in the study. All students participated
in classroom observations, 12 students (two girls and two boys from each class
background) took part in individual interviews, and 24 students participated in focus
group discussions.

Table 2
Distribution of Students by Class Background and Gender
Class Background Girls Boys
First Cluster: Giilgin*, Derin*, Asya?, Caglar*, Bugra*?, Deniz?,
Lower Middle Class Gokgel, Ozge?, Miige! Akin?
Second Cluster: Bade*, Elif*, Ece!, Naz!, Omer*, Firat*, Mert!, Arda?,
Working Class Dilara?, Filiz2, Ilknur?, Betiil?, Ilker?

Dilek!, Duygu?
Third Cluster: Defne*, Selin*, Doga’ Can*, Engin*!, Alil, Birkan?,
Middle Class Yigit?, Emir?

*Students who participated in individual interviews.
IStudents who participated in the first focus group.
2Students who participated in the second focus group.

The English teacher who participated in the study (39 years old, male) was given
the pseudonym Utku. He completed his undergraduate degree in English language
teaching. He has 17 years of teaching experience, including eight years at the school
where the study was conducted. He has not held any administrative position. He
participated in all classroom observations and took part in one individual interview.

Data Construction

To generate ethnographic data, fieldwork was carried out over the course of a
semester, involving school and classroom observations as well as formal and informal
interviews. The fieldwork was spread over a period that allowed prolonged
engagement with participants and drew on multiple methods and sources to ensure
data triangulation. These strategies supported the credibility and confirmability of the
research (Lincoln & Guba, 1985).

The primary method of data generation was participant observation (Delamont,
2007) carried out in the school and classroom. School observations took place in areas
such as the cafeteria, corridors, schoolyard, and conference hall to explore
participants’ daily practices and interactions. These open-ended observations, which
were initially broad in scope, became more focused as interactions with participants
deepened and new themes emerged. Classroom observations were conducted during
English lessons for two hours, twice a week (a total of 32 class hours). These sessions
aimed to examine students’ English learning experiences as well as their relationships
with peers and their English teacher. Conducted in an open-ended manner at the outset
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to generate comprehensive data, these observations yielded thick descriptions (Geertz,
1973), contributing to the transferability of the research (Lincoln & Guba, 1985). Over
time, the classroom observations increasingly centered on gender performances,
power relations within peer groups, and classroom interactions. The observations did
not rely on a specific theoretical framework, but the concept of games of truth was
used in data analysis. This approach ensured that the data were generated based on
field dynamics.

The study employed formal and informal ethnographic interviews (Spradley,
1980). Informal interviews included interactions with participants that occurred
spontaneously or at the researcher’s request throughout the fieldwork. Formal
interviews, on the other hand, comprised semi-structured individual interviews and
focus group discussions conducted during the final weeks of the fieldwork. Both
formal and informal interviews contributed significantly to data generation,
sometimes by providing data that could not be obtained through observation and at
other times by facilitating a deeper understanding of observational data. In addition,
the interviews enhanced the credibility of the research by enabling dialogical data
production with participants, thereby producing member-validated data (Carspecken,
1996).

Separate protocols were prepared for the semi-structured individual interviews
conducted with students and the teacher and for the focus group discussions. These
protocols were developed by the researchers based on relevant literature and revised
in accordance with feedback from an expert in educational sociology. The interviews
and focus group discussions helped to understand which behaviors, relationships, or
identity positions were considered ‘“normal” within the school and classroom context.
Participants were asked about students’ close friendships, their inclusion in peer
groups, and the dynamics among these groups. In addition, questions were asked
about what types of behaviors were approved by teachers or peers, and what achieving
success meant to students in the EFL classroom. These questions served to uncover
how games of truth operated. In addition, the intersection of gender and social class
was examined through questions aimed at understanding how students’ class
backgrounds mediated their English learning experiences and peer relations.

Semi-structured individual interviews, lasting between 56 and 106 minutes, were
conducted with 12 students in the school library. Two focus group discussions were
held with a total of 24 students. Lasting 80 and 93 minutes, these sessions took place
in an empty classroom using a U-shaped seating arrangement. A semi-structured
interview was carried out with the English teacher at the school and lasted 107
minutes.

Field notes were recorded during or immediately after school and classroom
observations. With the participants’ consent, audio recordings were made of
individual interviews, and video recordings captured classroom observations and
focus group discussions. Following each school visit, analytical notes on the
observations and interviews were recorded in the researcher’s journal.
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Ethical Committee Approval

Before data collection began, ethical approval was obtained in accordance with
the decision of the Ankara University Ethics Committee (February 22, 2016; decision
no. 5/43), and the research permission was secured from the Ankara Provincial
Directorate of National Education. Prior to classroom observations and interviews, all
participants were clearly informed about the research and intended use of the research
data. They gave their voluntary consent by signing an ethics committee-approved
informed consent form. In addition, written permission was obtained from parents to
allow their children to participate in the research. Throughout the study, participants’
privacy was protected, and care was taken to prevent any risk of exclusion or pressure
within school and classroom. All participants were given pseudonyms, and
institutional information was kept confidential. The data obtained were used solely
for research purposes and securely stored.

Data Analysis

In accordance with ethnographic data analysis (Hammersley & Atkinson, 2007),
the data analysis process in this study was conducted in an integrated and iterative
manner alongside data production. Four iterations focused on producing and
reproducing data were carried out during the fieldwork. In the first iteration, data were
examined at the end of each day in the field, and analytical notes were recorded in the
researcher’s diary, integrating data generation and analysis from the outset. This initial
analysis, not based on specific focal points, supported subsequent data production. In
the second iteration, data obtained during the first weeks were analyzed, providing a
roadmap with focal points to guide ongoing observations and interviews. This
analysis, which can be considered a cycle of coding with a low level of inference and
abstraction, involved deepening and reorganizing the analytical notes. To this end,
field notes and analytical notes were reviewed, and video recordings were consulted
when necessary. The third iteration consisted of data production and analysis based
on the focal points identified. Covering the last two weeks of fieldwork, this process
contributed to focused data production using semi-structured interviews and focus
group discussions, with new data continuously analyzed through analytical notes.

To illustrate this analysis process, an example is provided here. From the very
first days of the fieldwork, observations regarding whom the students befriended were
recorded. Distinct groupings of girls and boys were observed, and certain behaviors
within these groups were approved or rejected. For example, some girls’ tendency to
remain silent was viewed positively by peers, whereas girls who spoke loudly or
participated in discussions received negative reactions. These findings provided
important clues about how gender norms are reproduced in the classroom. Based on
these observations, individual interviews and focus groups included more focused
questions about which behaviors of students were approved or rejected. Thus, the data
analysis process became iterative, facilitating understanding of the data and guiding
further data production.
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The final iteration took place after the fieldwork. All observation and interview
recordings (18 hours of video and 38 hours of audio) were transcribed by professionals
following the researchers’ guidelines. The texts were then analyzed in MAXQDA.
Line-by-line or paragraph-by-paragraph coding was integrated with the analytical
notes. A code list was created, and categories and themes were derived from these
codes using a thematic approach (Saldafia, 2009). Foucault’s analytical framework
was applied in interaction with the themes generated from the data. Students’
engagement with what was considered “normal” in the EFL classroom (conformity,
resistance, reproduction, etc.) were analyzed through the concept of games of truth.
Thus, how girls and boys constitute themselves as subjects within peer groups was
placed at the center of the analysis.

Researcher Positionality

In line with the critical ethnographic approach, it is important to consider the
positionality of the first researcher, who carried out the fieldwork, with respect to both
the topic of the study and her relationships with the participants. The researcher
carried out this study as an academic critically engaged with issues of gender
inequality and class reproduction in education. Having observed in her previous
classroom research how gender and social class affected students’ English learning
experiences and classroom interactions, the researcher deemed it necessary to deepen
her work on this topic.

Being in the field both as an academic and as a doctoral student gave the
researcher’s role a complex and dynamic dimension. Although the researcher’s
previous experience of conducting fieldwork in high schools initially prevented her
from feeling like an outsider, the unique structure of the school and classroom quickly
challenged this assumption. The hierarchical structure of relationships in the field
(between university and school, researchers and teachers, and teachers and students)
influenced how the researcher engaged with the participants. At the beginning of the
fieldwork, the English teacher’s manner of introducing the researcher to the students
positioned her as a teacher in their eyes, shaping how they interacted with the
researcher throughout the study. At the same time, classroom group dynamics also
affected the researcher’s rapport with the students. Due to her contact with different
groups, building trust with the students was a gradual process.

Differences emerged in how students initiated contact with the researcher. Some
girls, during breaks or outside of class, took the initiative to engage with the
researcher, asking questions, sharing insights about classroom dynamics, and
describing events that occurred in the researcher’s absence. This engagement
positioned these girls as key informants for understanding classroom dynamics.
Classroom observations revealed that students’ relationships with the teacher were
shaped by social competition dynamics. A similar pattern was observed in these girls’
interaction with the researcher, while male students tended to keep more distance in
these informal exchanges.
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The fieldwork was beyond mere data collection, creating open spaces for
collaborative meaning-making with the participants. This process enabled students to
reflect on and discuss their social positions, gender identities, and language learning
experiences. For example, students’ inquiries into the meaning of gendered humor in
the classroom, or into why some students remained silent despite being proficient in
oral English, provided a basis for critically examining their English learning
experiences. These interactions fostered a reciprocal process of reflection between the
researcher and the participants. In this way, data production was carried out through
the critical dialogue co-constructed with the participants.

Results

Data from observations and interviews revealed a distinct pattern of peer
grouping in the EFL classroom. Relationships among students are influenced by the
dynamics of the groups they belong to. There are four groups in the classroom:
popular boys, the other boys, cool girls, and responsible girls. Four students who do
not belong to any group but are accepted by all, functioning as the jokers of the
classroom, remain outside the grouping pattern (see Figure 1).

Figure 1

Girls’ and Boys’ Groups in the Classroom

ﬂﬂara Giilgin,
Dilek, Elif, Ozge Responsible

Ilknur, Asya, Duygu, ‘ Girls

Boy -
m \ne Betiil, Fﬂy

Ali, Akin,

Popular

Def
\ Deniz, Yigit , Bade
NI u
@ Mert, Arda, Onh

Doga Ece, Muge Firat, Birkan, Ilker, |
Gokee \ Emir, Bugra, Gaglar /
Cool v \ / The Other
Girls Boys

In addition to gender dynamics, students’ class backgrounds also play a role in
the formation of peer groups. The characteristics and interactions of these groups,
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shaped by these dynamics, are presented below with examples from observations and
interviews.

The Construction of Masculinities in Peer Groups: Popular Boys and the Other
Boys

There are two boys’ groups in the classroom: popular boys, composed of four
students, and the other boys, composed of nine students. The popular boys are
observed to be the most dominant group in the classroom, a perception shared by
students from other groups. This group is considered popular mainly because their
friendships extended beyond their own classroom. They also build ties with boys’
groups in other classrooms, gaining recognition across the school. Two of the popular
boys come from middle-class families and two from lower-middle-class families. The
class backgrounds of these students underpin their visibility within the school and
reinforce their self-confidence. Another characteristic defining the group is physical
appearance and strength. All four members of the group are tall and athletic. Their
visibility within the school and their social confidence are further reinforced by the
physical confidence their appearance affords. Popular boys define themselves through
physical strength, and Utku, the English teacher, along with peers from other groups,
also confirm this definition. Existing research has demonstrated that physical strength
and its expression in the form of physical violence play a significant role in the
construction of dominant heteronormative masculinity (Kenway & Fitzclarence,
1997; Martino, 1999, 2000; Renold, 2001). The following conversation between Utku
and Akin, a member of the popular boys, exemplifies how popular masculinity is
constructed based on physical strength:

Utku (Teacher): And next to the mighty beast. What is mighty? Yes, Akin.
Akin: Strong. (He lifts his arm to display his muscles.)
Utku: Strong like you. Thank you.

In this example, Akin illustrates the word “mighty,” which denotes strength and
size, by displaying his arm muscles and linking it to his physical strength. Utku’s
response, “Strong like you,” affirms Akin’s connection to physical strength. During
the interview, Utku emphasized the link between popular masculinity and physical
strength: “There is a group of students who are strong, particularly in terms of physical
strength.” This highlights how the body operates within popular masculinity. Physical
strength plays a decisive role in these students’ performances of masculinity, both
symbolically and in embodied form. For example, in one of the observed classes, Utku
called Akin out of classroom to warn him for fighting with boys from another
classroom. A similar situation had previously occurred with Ali, another student from
the popular boys’ group. Such practices demonstrate how popular masculinity is
produced based on physical strength and the exercise of that strength. According to
Connell (2005), masculinity is not inherent in individuals but produced through their
actions. The body thus functions as both the object and the subject of the practices
that shape the structures in which it is defined. In line with this, the physical
characteristics of popular boys are decisive in dominant masculine performances, as
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emphasized by Utku’s words, “strong, particularly in terms of physical strength.”
Swain (2003) also examined the role of the body in the construction of masculinities
in his research, revealing that possessing physical strength functions as a kind of
physical capital that mediates boys’ positioning in relation to each other.

Another defining characteristic of popular masculinity is a tendency to resist
school culture. These students violate school rules by fighting with students from
other classes, smoking in the restrooms, and leaving school during breaks even though
they are not allowed to do so. It was also observed that popular boys often disrupt
class by not engaging with the lesson, talking amongst themselves, throwing paper
and food at others, and making fun of them. Derin, from the cool girls group, describes
the popular boys as follows: “Ali and Akin sit together. Neither of them is very
interested in the lessons. They joke around in the classroom, play music, things like
that. They disrupt the lesson a lot. During breaks, they go out to the restroom and
smoke together. That’s the kind of friendship they have.” Examples of male groups
with a tendency to resist school culture in the literature include the lads in Willis’s
(1977) study and the cool guys in Connell’s (1989) research. These groups are
typically composed of working-class students. The practice of resisting school culture
among middle- and lower-middle-class popular boys in the present study differs from
that associated with working-class boys in the literature. By resisting school culture,
popular boys construct a cool and carefree popular masculinity, similar to Martino’s
(1999) middle-class cool boys.

Popular boys’ attitudes towards academic practices and achievement also play a
key role in shaping their identity, as part of their construction of masculinity through
resistance to school culture. These students see academic practices and achievement
as contrary to their identities. They express this through behaviors such as arriving
unprepared for English classes, failing to complete assignments on time, not studying
regularly at home, and doing just enough to pass exams. The following conversation
between popular boys and cool girls makes this dynamic clear:

Utku (Teacher): So, Ali, you don’t want an exam? (Laughter.)
Ali: We can have an exam, but I think it’s way too hard.
Yigit: | think so too.

Naz: | start by writing the paragraph. That one you put at the beginning—if |
leave it until the end, | can finish everything in time. | also check everything.
Utku: Share the trick with your friends. You see, it’s a really useful technique.
Akin: Teacher, could it be that she actually understands what she reads?
(Laughter.)

Ali: She’s good, teacher. It works for her.

In this example, popular boys position themselves in contrast to hardworking
and successful female students. Thus, dominant heteronormative masculinity is
constructed through contrast with femininity by attributing academic practices and
success to women and marginalizing them. Martino (1999) notes that academic
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success and the efforts devoted to it are devalued within the dominant masculinity
culture and, as seen in the present study, this forms part of the construction of
masculinity, manifesting as resistance to the school’s values. Smith (2007) also argues
that groups of boys who position themselves as “hard” or “macho” classify academic
activities as feminine and inappropriate for men. Because academic success is
considered feminine, boys who pursue it may be excluded for stepping outside the
norms of traditional hegemonic masculinity (Mac an Ghaill, 2004; Renold, 2001).

Boys who display a form of masculinity different from that of popular boys make
up the other boys’ group who occupy a secondary position in the classroom. In this
group, two students come from middle-class, two from lower-middle-class, and five
from working-class families. As in the popular boys’ group, there are students from
middle- and lower-middle-class backgrounds among the other boys, but they express
their masculinity in ways that differ from those of popular boys. Unlike popular boys,
the other boys’ social relationships are largely confined to the classroom, and their
visibility within the school is lower. Most of these students do not meet the physical
appearance standards associated with popular masculinity, which is reflected in their
lower physical self-confidence. As opposed to popular boys, they do not tend to
violate school rules. Defined by how they position themselves in relation to the
dominant popular boys’ group, the other boys are often quiet, compliant, and invisible.
Utku described the other boys as “students who keep to themselves and don’t interact
much with anyone.”

The other boys, although they lack the characteristics associated with popular
masculinity, do not engage in practices that contradict it. Observations suggest that
these students construct an identity that upholds dominant masculinity in the
classroom by adhering to normative masculine behaviors. Deviating from the
dominant heteronormative masculinity culture can expose male students to exclusion
and bullying (Martino, 2000; Swain, 2003). For example, Omer, from the other boys’
group, although he is not a direct perpetrator of pressure or violence towards girls
unlike the popular boys, describes how he conforms to these practices: “I don’t do it,
but I laugh at what they do... I laugh, so I’m participating too.” This example provides
important clues about the other boys” masculinity performance. To protect themselves
from being targeted in class, other boys participate by laughing when girls are
mocked, even if they do not directly use the gendered humor that popular boys employ
to perpetuate dominant masculinity. The following example shows how other boys
play an indirect role in the pressure exerted on girls:

Ece: Everyone is following one person’s lead. No one’s making their own
decisions.
Naz: One’s in front, and the others are just trailing behind.

Researcher: So, do you have friends who are guiding the groups?
Ece: Yes. (She points at Ali.)



Constructing Gender Identities in Peer Groups in an EFL Classroom 1359

Miige: Yes. They’re guiding them against us.
Mert: They offer ideas. It seems reasonable, so we go along with it.

This example illustrates the influence of popular boys and how other boys
conform to that. This conformant behavior among other boys is shaped by the fear of
making mistakes and the anxiety of social exclusion in the classroom. For example,
Caglar, from the other boys, shared his reservations about speaking English and his
fear of making mistakes:

Researcher: Do you feel comfortable while speaking?

Caglar: No, I get really nervous. I speak slowly because I’'m worried that if |
say something wrong, it might be bad.

Researcher: Are you more comfortable with writing?

Caglar: Yes. When writing, even if the teacher says it’s wrong, it doesn’t
matter. But when speaking, I’m afraid I’ll embarrass myself in front of the
class.

The above dialogue shows how other boys remain silent in class out of fear and
shyness. Even if they do not directly exert pressure, they conform to dominant
masculinity norms out of fear of exclusion and bullying. The lack of conflict among
male groups can sometimes lead both girls and boys to perceive them as a single,
unified group. This perception, resulting from direct use of or conformity to popular
masculinity practices, also reflects the power struggle between boys’ and girls’
groups. Popular boys employ various mechanisms to assert their dominance. One such
mechanism is dominating classroom interactions by speaking loudly, speaking out of
turn, or interrupting other students, often accompanied by clapping, shouting, and
cheering. This is exemplified when Gokge, from the cool girls’ group, and ilker, from
the other boys” group, are playing a game on the smart board:

Boys: Ah! That’s okay. (Gokge couldn’t answer the question. The boys pretend
to be sad while clapping.)

Caglar: Come on, ilker!

Emir: ilker, think of me.

Boys: Well done! (Boys clap for ilker. They start cheering. Emir makes a heart
gesture with both hands.)

Walkerdine (1990), conceptualizing the classroom as a space of struggle, argues
that students who dominate talk hold a stronger position in this struggle than silent
students, and that male students assert dominance through the language they use.
Similarly, according to Julé (2004), dominance in classroom discourse functions as a
tool of power and legitimization, with male students’ dominance silencing female
students, limiting their opportunities for self-expression, and undermining their self-
confidence. Mahony (1985) also points out that male students’ dominance is
normalized regarding the space occupied in classroom interactions. Rowlett and King
(2017) note that students whose voices are marginalized in the classroom may lose
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their motivation to learn the language and may even engage in passive resistance to
classroom practices and the curriculum.

Gendered humor is another mechanism through which popular boys regulate
both their own masculinity and the behavior of other groups. This practice,
exemplified below, involves joking among themselves, as well as specifically teasing
girls and throwing objects such as paper or food at them.

(Yigit, Akin and Deniz are joking around in the back while the teacher is
taking attendance. Yigit and Akin throw something at Deniz, who tries to catch
it with his mouth. They are laughing among themselves.)

Selin: Teacher, something’s going on here.

(Akin throws it from a high angle, hitting Deniz on the head. They all burst
into laughter.)

Emir: What’s going on? (He notices their laughter and looks at them.)

Firat: What’s going on? (He repeats Emir’s question.)

Selin: What are you doing? (Deniz throws something at Selin’s face, and she
throws it out of the window.)

(The teacher remains indifferent and continues taking attendance.)

Selin: Teacher, Deniz is throwing paper at me.

Deniz: | threw just one.

Selin: When | threw an eraser, you made me clean the classroom.

Utku (Teacher): Selin! Deniz!

Deniz: | threw it at her head, not at the classroom!

The above example demonstrates how humor among popular boys not only
strengthens bonds within the group but also reproduces power relations in interactions
with girls. Kehily and Nayak (1997) noted that this type of humor, an integral part of
male students’ group culture, not only provides a space for masculine performances
but also serves to regulate heterosexual masculinity. Cool girls express that they
neither accept nor approve of the humor that boys claim is a joke:

Doga: Sometimes we argue.

Miige: Not sometimes, we argue most of the time.
Researcher: What’s the argument about?

Ece: We just don’t get along.

Gokge: They take the joke too far.
Researcher: Are the boys joking with you?
Miige: No.

Girls: We don’t joke around.

The remarks above show that the boundaries established by popular boys
through gendered humor can become a source of discomfort, exclusion, or conflict for
girls. Existing research confirmed that dominant male groups can use violence in this
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way to define the boundaries of their masculinity and exert pressure on both other
male students and female students (Martino, 2000; Renold, 2001). Kehily and Nayak
(1997) emphasize that boys occupying subordinate positions in the masculinity
hierarchy, as well as girls, are often targeted by dominant boys, and that in such
situations, the line between humor and harassment becomes blurred. According to
Menzies and Santoro (2017), boys use humor to disrupt the power balance between
themselves and their peers in their favor.

The Construction of Femininities in Peer Groups: Cool Girls and Responsible
Girls

The girls” groups in the classroom are the cool girls, consisting of six students,
and the responsible girls, consisting of eleven students. As with the boys’ groups,
there are distinct characteristics that define these groups. One student in the cool girls
comes from a middle-class family, three come from lower-middle-class, and two
come from working-class families. Although this group includes girls from diverse
class backgrounds, its members share academic success in English class, self-
confidence, and a competitive attitude. Similar to the popular boys, the cool girls have
gained recognition throughout the school by forming friendships not only within their
own classroom but also with girls from other classrooms. However, these students are
defined by Utku and their peers more by their “relaxed” behaviors—listening to music,
dancing, singing, and joking around with each other or with students from other
groups. Utku describes them as “a group of girls who just like to have fun, enjoy
themselves, and listen to music.” The cool girls’ behaviors are considered childish by
their peers, and they are criticized for not acting maturely. Bugra, from the other boys’
group, describes how he finds the cool girls childish: “They act a bit more childish. |
don’t really understand if they are trying to attract attention, but they are not
responsible, they are like children.” Giilgin, from the responsible girls’ group, also
emphasizes the negative reaction to the cool girls’ behaviors: “There is a group of
girls that likes to laugh, play, and dance, and there is another group who are bothered
by this.” The fact that the cool girls are criticized for their behaviors indicates that
certain characteristics are considered appropriate and normalized for girls in the
classroom, suggesting that a form of social pressure is at play.

Cool girls’ behaviors typically associated with boys and seen normal for them—
such as being overly active, speaking loudly, and teasing other girls and boys—are
considered inappropriate by their peers. Their gender performances, which go beyond
normative boundaries, violate the gender order in the classroom. As a result, they
often become the target of other groups. In her study conducted with elementary
school girls and boys, Reay (2001) noted that, similar to the cool girls in this study,
the spice girls faced ridicule from other students due to their behaviors that fell outside
normative femininity. Similarly, the present research shows that popular boys
frequently use gendered humor as a regulatory mechanism against the cool girls. It
was observed that these girls, who position their femininity outside the normative
boundaries, clearly resist this gendered humor. Bade, one of the joker students,
expresses this resistance as follows: “Miige and her friends don’t like boys much
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either, and they just want to interact and experience things among themselves. When
a boy from outside intervenes, they react. Then they start snapping at each other, and
the conflict escalates.”

The second girls’ group, the responsible girls, define their femininity through
their identity as hardworking and responsible students. This group includes one
middle-class student, three from lower-middle-class families, and seven from
working-class families. As with the other boys, the predominance of working-class
backgrounds in this group is notable. Despite their class diversity, the group as a whole
is characterized by a focus on academic achievement, compliance with rules, and a
strong sense of responsibility. In social interactions, they tend to maintain a more
reserved and controlled demeanor. While their academic performance in English
varies among members, they do not outperform the cool girls. Still, it is this group—
not the cool girls-that is regarded as academically focused, a reputation clearly
acknowledged by both Utku and their peers. Utku describes them as “a group of hard-
working students,” a view echoed by members of other groups. Bade comments on
their dedication to success: “They talk about their studies all the time among
themselves. In Asya’s group, this has become almost second nature.” Defne, from the
responsible girls’ group, explains her group’s academic commitment: “Those in that
group (referring to the cool girls and popular boys) usually throw paper, erasers, and
so on at each other during class. My group, on the other hand, is completely focused
on listening to the lesson.”

Responsible girls also define themselves through maturity and self-control. In
response to the childish behaviors of the cool girls, Asya, from the responsible girls’
group, expresses her maturity: “I went and said, ‘What is it that you can’t handle about
me or us? If we’re doing something to you, just tell us, we’ll apologize, we’ll stop...
No more lifting your feet in the air, no more telling us to remove our makeup and
show how we really look. Are you a child? They talk like teenagers.”” Responsible
girls situate themselves within the traditional boundaries of hardworking, mature,
responsible, and self-controlled femininity. By monitoring the behaviors of cool girls
who act outside these patterns, they reinforce the existing gender order. Popular boys
also take part in this monitoring, comparing two girls’ groups in terms of their
conformity to femininity norms:

Deniz: Some of our friends have matured, they’ve reached their age, moved
away from adolescence. But some of our friends... Most of them are girls. |
don’t want to name anyone. You’re not like them. (He refers to responsible
girls.) Everyone knows who | mean. They act so childish and push people
away.

[lknur: They drive us crazy.

Researcher: Can you give an example?

Ozge: They think they’re superior and try to push us down.

Deniz: That’s true.

Asya: But there’s no such thing.
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Akin: But this side is the superior one mentally and physically. (He refers to
the responsible girls.) (Applause.)

In this excerpt from the focus group discussion, the tension between the girls’
groups and the controlling role of popular boys become visible. As can be inferred
from Akin’s remark, “this side is the superior one,” popular boys increase tension
among the girls” groups. Although the girls are aware of these interventions, they
cannot fully understand their purpose. Both the individual interviews and the focus
groups supported the girls” efforts to make sense of this behavior. In line with this,
studies highlighted how the boundaries between humor and violence employed by
male groups can become blurred (Johannessen, 2021; Odenbring & Johansson, 2021).
In the present study, the common perception among the girls is that boys use this as a
form of entertainment:

Researcher: It seems that the boys play a role in this grouping.
Defne: They actually play the biggest part.

Researcher: Why do they do this?

Defne: For fun.

Researcher: Him, for fun.

Defne: I guess. I don’t really understand their purpose.

This intervention, which the girls interpret as amusement, serves to maintain the
dominant position of popular boys in the classroom. By creating and amplifying
tension among the girls’ groups, they strengthen the girls’ cliques and prevent them
from acting collectively.

The Participation in Group Dynamics Without Exclusion: The Jokers

Four students in the classroom—-Can, Engin, Selin, and Bade—do not belong to
any particular girls” or boys’ group and interact with all groups. This is most evident
in their seating choices. While other students prefer to sit with their peers in their own
groups, these four students are often seen changing seats and sitting with students
from different groups, regardless of gender. Can describes this as follows:

Can: I can sit anywhere as long as it’s not too hot.

Researcher: Boys usually sit together, but you two (referring to Engin and Can)
sometimes sit over there or with the girls on this other side.

Can: We’re always changing where we sit. We can sit with anyone we want.
Researcher: Yes, you change where you sit a lot.

Can: We’re jokers.

In this dialogue, the term “joker”, used by Can and subsequently employed in
the study to describe these students, corresponds to their ability to act independently
without belonging to any specific group in the classroom. These students are not part
of any group, but they are not excluded from any either. Engin’s response to the
question about whom he befriends illustrates this: “I am very close to everyone. In
fact, it can be a little uncomfortable that | get along so well with everyone because
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maybe there are two people who don’t get along with each other, and | get along with
both of them, so neither of them can say anything.” Selin also describes how she and
Bade are accepted by different groups, regardless of gender: “Boys usually either line
up over there or move us (referring to the girls) from there and sit down. Selin, you
stay. Bade, you stay. You go (referring to the other girls)...”

Thus, the jokers enjoy the privilege of operating outside the dominant peer group
dynamics. This privilege is enabled by certain immunity mechanisms. For Selin, Can,
and Engin, these mechanisms are grounded in class background, while for Bade, they
are linked to gender. Male students who are not part of the dominant male group can
employ certain strategies to avoid being labeled and marginalized (Renold, 2001).
Can and Engin’s participation in the school’s music band and their representation of
the school in music competitions shapes their position in relation to peers and
teachers. It is evident that their membership in a successful music band has earned
them popularity and respect. The peer acceptance allows them, unlike the other boys’
group, to operate beyond the boundaries of dominant heteronormative masculinity.
They can sit with girls or spend time with them without being labeled. As Defne notes,
the girls also view Can and Engin differently from other boys: “Those two are like my
idols. I really look up to them. They have extraordinary personalities.” The popularity
and respect gained by Can and Engin in the music band, which allows them to
negotiate their masculinity, is also a privilege shaped by the economic and cultural
resources provided by their middle-class background.

Selin’s distinct position among the girls appears to be largely mediated by
characteristics rooted in her middle-class background. She is part of the school theater
group and also attends a theater course outside of school. In this way, her membership
in various peer groups brings her popularity. Selin explains how she positions herself
among her peers in the classroom: “I get along with everyone in the classroom... but
there isn’t anyone | particularly like at school... | like people who have specific goals,
who work for them, who have seen and experienced things, who are cultured.” Selin
thus draws a class-based distinction between herself and her peers, selectively forming
friendships with those whose tastes and interests align with hers, highlighting Can and
Engin as the students she prefers to be friends with. Sharing a common class culture,
these students gain respect and recognition—particularly through music and theater—
and are thereby positioned differently from other middle-class students in the
classroom.

Bade negotiates a gender identity that lies between femininity and masculinity.
This type of femininity is conceptualized in the literature as a tomboy (Renold, 2006,
2008). Reay (2001) emphasizes the in-between position of female students she defines
as tomboys, noting that they navigate the boundaries between femininity and
masculinity. As in boys’ groups, Bade defines herself in opposition to other girls and
gravitates toward characteristics attributed to boys. Bade’s remarks below illustrate
this in-between position:
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Bade: Actually, 1 get along really well with girls too. I gossip, | do makeup,
and so on. We get along, but some of my behaviors are quite masculine, |
guess. They find this very absurd, or they can’t accept some of my behaviors.
Researcher: For example?

Bade: Actually, the way | talk. Sometimes | speak in a rough, loud, and deep
voice.

Researcher: Girls?

Bade: They’re delicate, like they’re fragile. They seem overly delicate, like
they think someone needs to come and protect them. Maybe | act this way
because 1 think that way. You know, like in the old days, a woman was
supposed to be by her husband’s side or do whatever her husband said, and her
husband would protect her. Maybe I’ve become masculine because | think
that’s wrong.

Bade finds the other girls weak, describing them as delicate and fragile, while
she excludes herself from this description. Instead, she prefers to speak and act like
boys, whom she perceives as stronger, in order to belong in their world. For example,
Bade explains how, as a child, she turned to sports—especially football-as a means of
existing in the male world: “I never really got along with girls. I got along better with
boys. Boys played football, so that’s where I ended up... I had a female cousin two
years older than me, but we never got along. She was so fancy, and I didn’t like that
at all.” Bade’s restriction of the girls’ world to gossip, makeup, and dressing up reveals
her condescending view of them. Similarly, Renold (2006) found in her study that
Erica, who displayed a comparable femininity, constructed her identity by rejecting
traditional female appearance and belittling other female students’ interest in fashion.
This view positions femininity as less valuable and secondary, thereby reinforcing the
belief that masculinity is more valued and empowering. By adopting a masculine
femininity, Bade also seeks to move from the position of the girls she sees as weak in
the classroom to that of the boys she perceives as strong. Supporting this, Reay (2001)
noted that female students who identify as tomboys associate masculinity with power
and respectability.

This “in-between” femininity shapes Bade’s relationships with both the girls’
and boys’ groups. That the other girls find Bade’s masculine behaviors absurd shows
that her in-between femininity provokes reactions. As the cool girls, Bade’s deviation
from normative femininity elicits a reaction from the other girls. Bade, on the other
hand, can maintain interaction with both girls’ groups without fully belonging to
either. The boys perceive Bade’s in-between status differently. They marginalize the
cool girls who challenge their power and position. Yet, they normalize Bade’s
femininity, which, while resisting the existing norms, accepts masculine power and
superiority. Reay (2001) argues that although these female students act outside
traditional femininity norms, they implicitly conform to the dominant gender regime
by viewing masculinity as a source of power and respect. Renold (2006) also points
out that these girls subvert gender norms on the one hand, while reinforcing gender
hierarchies on the other. In this regard, Butler (1990) discusses that stepping outside
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existing gender norms does not always mean transforming them; on the contrary, it
can reinforce them.

Discussion, Conclusion and Suggestions

Research findings reveal multiple femininities and masculinities among different
girls” and boys’ groups in the classroom. Despite this diversity, relationships between
groups emerge in a context where forms of subjectivation are hierarchically organized
(Foucault, 1980). The performance of dominant masculinity by popular boys serves
to regulate gendered “games of truth”. This hegemonic performance of masculinity
manifests itself through physical strength, resistance to school culture, and school-
wide visibility. Characteristics attributed to girls, such as academic success, are
excluded, establishing a normative masculinity. Thus, popular boys create a standard
of masculinity that operates within games of truth by normalizing certain
characteristics and marginalizing others. In doing so, they define acceptable
boundaries of masculinity in the classroom, and masculinities that fall outside these
boundaries are devalued. Consequently, how masculinity is constructed is regulated
by practices shaped by the hegemonic masculinity culture, and dominant
heteronormative masculinity functions as a control mechanism (Nayak & Kehily,
1996; Martino, 2000). According to Connell (1989), heteronormative masculinity
ensures the continuity of the patriarchal order through the devaluation of femininity
and the glorification of masculine identity. Renold (2001) states that the secondary
positioning and pathologization of masculinities that fall outside normative patterns
creates a hierarchical gender regime.

The normative framework defining the boundaries of accepted gender
performances determines which characteristics of female and male students are valued
and which are marginalized. For boys, characteristics such as physical strength,
violation of school rules, and resistance to academic practices are valued; for girls,
self-control, maturity, responsibility, compliance, and academic achievement are seen
as appropriate. This demonstrates how these patterns become normalized in the
classroom. Students become subjects within these truths: they are either accepted by
conforming to these norms or they deviate and are subjected to various forms of
control. As previous studies have emphasized, this situation shows that deviating from
the gender regime can have social costs (Mac an Ghaill, 2004; Martino, 2000; Reay,
2001; Swain, 2003). During English lessons, the dominant boys employ certain
practices, such as gendered humor, to regulate femininities and masculinities,
illustrating how power operates at the micro level. The other boys and responsible
girls conform to these practices, either by remaining silent or by participating
indirectly. In this way, hegemonic norms within the classroom are reinforced. These
two groups also control the gendered social order in the classroom through labeling
and belittling directed at cool girls for their characteristics deemed normal for boys
but inappropriate for girls.

Despite this classroom context, some students exhibit gender performances that
deviate from the norm. The reactions these students receive and the outcomes they
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face differ depending on their positions among peers. Bade, who constructs her
femininity through masculine characteristics, deviates from the norm and attracts the
attention of her peers. However, unlike the cool girls, Bade does not directly challenge
dominant masculinity but instead aligns herself with the male world to establish a
strong position in the classroom. Bade’s non-normative positioning, while stepping
outside the gender order, also reveals how this order is reproduced through power
relations. This in-between position, which contributes to the perpetuation of the
existing gender regime (Butler, 1990; Renold, 2006), results in acceptance rather than
exclusion among peer groups. Thus, Bade secures a degree of immunity from the
classroom’s group dynamics.

Some students gain a degree of immunity through characteristics shaped by
privileges tied to their class backgrounds. These students become popular among
peers across the school and secure acceptance from them through cultural practices
rooted in class culture and resources. Thus, class-based privileges allow these students
to construct their gender identities more flexibly, without facing peer exclusion. This
indicates that class-based privileges also shape the subjectivities of female and male
students as they operate within power relations. Reflecting this, Reay (2001) argued
that despite the presence of multiple femininities and masculinities in schools and
students’ active role in constructing them, class background mediates which
femininity or masculinity is adopted, according to the limitations or privileges it
confers.

The role of class background is likewise evident in other peer groups. Class
provides the foundation on which popularity, exclusion, or forms of conformity are
established; how this foundation is used is shaped by students’ relationship with
gender norms. For example, class-based resources accessible to the popular boys play
a role in securing their dominant position. However, while class position provides
potential access to the realm of popular masculinity, realizing this potential requires
adhering to a specific cultural script (physical and social confidence, violation of
school rules, propensity for violence, and humor). Therefore, class background and
alignment with gender culture function together in the performance of popular
masculinity. Similarly, the conformity practices among the other boys and responsible
girls who adopt or reproduce normative patterns can be understood as a strategy for
self-protection against the vulnerability associated with class disadvantages. Thus,
class background offers flexibility in negotiating normative boundaries. However, the
fact that students who do not exhibit class-related vulnerability also conform to gender
norms shows that individual and cultural resources, as well as class background, can
shape attitudes toward these norms. Despite their different class positions, students in
the cool girls group can choose to openly resist established patterns. This demonstrates
the multidimensionality of attitudes toward gender norms.

The research results allow for several implications regarding English learning
and teaching processes and future research. The study indicates that gender dynamics
can shape learning experiences of boys and girls, and that this intersection produces
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different subjective positions in the EFL classroom, which are reflected in their
learning practices. In such a context, gender inequality and the reinforcement of
traditional gender roles intersect with barriers to students’ equal access to learning
opportunities in the EFL classroom. Building on these results, English teachers who
adopt an approach that recognizes students’ diverse subjective positions and challenge
the reproduction of marginalizing norms in classroom interactions can contribute to
creating inclusive learning environments for students from diverse social
backgrounds. In this regard, incorporating critical content that addresses the
interaction between power relations in English classrooms and pedagogical practices
in pre-service teacher education and professional development programs can support
teachers in developing awareness and adopting more inclusive strategies.

This research, conducted through observations and interviews in a tenth-grade
classroom at a public school, is specific to a particular social, cultural, and temporal
context and is not generalizable. Despite this limitation, it presents findings that allow
for a deeper understanding of the interaction between gender and social class identity
categories and English learning experiences in similar contexts. Furthermore, while
the study focused on gender and social class within an intersectionality framework,
other components of social identity such as ethnicity and disability were not included
in the analysis. Future research that examines these multiple identity layers could
contribute to a more nuanced understanding of learning experiences in EFL
classrooms.
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incelemektir. Elestirel etnografik yaklasima dayandirilan arastirma, bir devlet okulunda bir
onuncu simftaki 34 6grenci ve siifin Ingilizce 6gretmeni ile yiiriitiilmiistiir. Katilime1 gézlem,
yar1 yapilandirilmig bireysel goriismeler ve odak grup goriismeleri yoluyla etnografik veri
tretimi saglanmigtir. Verilerin Foucault’nun “dogruluk oyunlar” kavramina dayali olarak
¢oziimlenmesiyle ulasilan bulgular, akran gruplarinda ¢oklu toplumsal cinsiyet kimliklerinin
kurulumunu, sosyal sinifla kesisimselligi, akran gruplari arasindaki iktidar miicadelelerini ve
popiiler erkek grubunun baskin erkeklik performansimi ortaya koymustur. Bulgular, sinifta
alternatif toplumsal cinsiyet performanslarinin dislandigini ve disiplin edici toplumsal cinsiyet
kurgularinin yeniden iiretildigini de gostermistir. Bunlarin yaninda, ¢aligmada bazi 6grenciler
icin diizenleyici mekanizmalara karst dokunulmazligin ve grup dinamiklerine dislanmadan
katilimin olanakli oldugu belirlenmistir. Bu sonuglar, Ingilizce 6grenme ve 6gretme siiregleri
ile gelecek arastirmalar i¢in birtakim ¢ikarimlarda bulunmayi olanakli kilmaktadir.
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Pennycook (2022) sosyal bir iiriin olan dilin 6grenimi ve Ogretiminin sosyal
smif, 1wk, toplumsal cinsiyet, cinsellik ve engellilik konularindan bagimsiz
diisliniilemeyecegini vurgulamaktadir. Dolayisiyla, dil egitiminin toplumsal bir
zeminde ele alinmasi kaginilmazdir. Dil egitimi ile toplumsal cinsiyet arasindaki
iligki, dil 6grenme ve 6gretmenin toplumsal kimliklerin kuruldugu, yeniden iiretildigi
ve doniistliriildiigi siiregler olarak degerlendirildigi elestirel yaklagimlar cercevesinde
bir siiredir tartisilmaktadir (Cameron, 2010; Norton ve Pavlenko, 2004; Sunderland,
2004). Bu tartigmalar dogrultusunda, dil 6grenme yasantilari ile toplumsal cinsiyet
kimliklerinin birbirini nasil bi¢imlendirdigi sorusu giderek daha fazla Onem
kazanmaktadir. Dil siniflari, bu etkilesimin gergeklestigi baglamlardan biri olarak 6ne
cikmaktadir. Bu ¢alismada, bir Ingilizce simfinda dil grenme ile toplumsal cinsiyet
arasindaki bu dinamigin nasil ortaya ¢iktig1 postyapisalci bir yaklasimla incelenmistir.

Toplumsal cinsiyet ile dil egitimini odaga alan aragtirmalarda dil, iktidar ve
kimlik konularina nasil yaklasildig: farklilik gosterebilmektedir (Pennycook, 2021).
Pavlenko ve Piller (2008), 1970’lerde ve 1980’lerde yiiriitilen arastirmalarda
toplumsal cinsiyet ve dil iliskisinin eksiklik, tahakkiim ve farklilik kavramlari
iizerinden ele alindigimi, ancak bu yaklasimlarda toplumsal cinsiyetin pedagojik
baglamlardaki sosyokiiltiirel cesitlilikle baglantisinin géz ardi edildigini ileri
stirmektedir. Pavlenko ve Piller (2008), 1990’lara gelindigindeyse postyapisalci
yaklagim c¢ergevesinde toplumsal cinsiyetin devinimsel bir nitelik tasiyan ve
toplumsal bi¢imde kurulan gii¢ iliskileri ve sdylemsel pratikler sistemi olarak
kavramsallastirildigini belirtmektedir. Bu yaklasimda, dil kullanimlariin toplumsal
cinsiyet farkliliklarimi nasil yansittigi degil, bu farkliliklarin kurulumunun tahakkiim
iiretimiyle nasil bir iliskisi oldugu 6nemli kabul edilmektedir (Pennycook, 2021).
Bunu yansitir bicimde Cameron (2005), toplumsal cinsiyet performanslarinin belirli
kadin ve erkek davramglarinin ifadeleri olarak goriilmesi yerine, baglamin ayirt edici
ozellikleriyle iligkilendirilerek yerel bir bakisla ele almmasmin geregini
vurgulamaktadir.

Postyapisalct yaklasimin 6ne ¢ikardigr kesisimsellige ve baglamsalliga kosut
bi¢imde, bu ¢aligma toplumsal cinsiyete sosyal sinif kesisiminde ve baglamsallig
gdzeten bir bakisla yaklasarak Ingilizce simiflarindaki karmasik kimlik kurulumlarim
incelemektedir.  Postyapisalct  yaklagim;  toplumsal  cinsiyet  kimliklerinin
kurulumunda sosyotarihsel, kiiltiirlerarasi ve dillerarasi farklara dikkat ¢ekmekte ve
normatif kadinliklar ile erkekliklerin toplumsal, politik ve ekonomik degisimlere baglh
olarak kiiltiirler arasinda ve zamanla aym kiiltiir iginde farklilagabildigi kabul
etmektedir (Norton ve Pavlenko, 2004). Dolayisiyla, toplumsal cinsiyetin dil 6grenme
yagantilarina nasil aracilik ettigi arastirilirken baglama duyarli bir yaklagim
benimsenmesi onemlidir (Pavlenko ve Piller, 2008). Bunun yani sira, toplumsal
cinsiyet tek bagina degil; sosyal sinif, etnik kimlik, cinsellik ve engellilik gibi diger
kimlik bilegenleri kesisiminde ele alinmalidir (Pennycook, 2021). Rowlett ve King
(2017), dil egitimi arastirmalarinda sosyal sinifin ihmal edilmesi nedeniyle, toplumsal
cinsiyet pratiklerinin ozellikle sosyal sinifla iligkisini ¢dzlimleyen ¢alismalara
duyulan gereksinimi vurgulamaktadir.
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Son yillarda yapilan simif arastirmalari, diger sosyal kimlik bilesenleri
kesisiminde toplumsal cinsiyetin dil 6grenimi ile simuf i¢i etkilesimleri nasil
etkiledigini ve dgrencileri nasil konumlandirdigini ¢dziimleyerek onlar1 destekleyen
ya da marjinallestiren pratiklere 1g1k tutmustur (Rowlett ve King, 2017). Toplumsal
ve sOylemsel bir pratik olarak toplumsal cinsiyet, dil siniflarindaki etkilesimsel
dinamikleri bigimlendirebilmektedir (Norton ve Pavlenko, 2004). Ornegin Julé
(2004), Kanada’daki bir ilkokulda simif i¢i etkilesimlerde konusmalarin dagiliminin
toplumsal cinsiyete ve etnik kimlige dayali olarak farklilastigini ve Ogretim
pratiklerinin gé¢men kiz 6grencilerin sessizlesmesine aracilik ettigini belirlemistir.
Benzer bi¢gimde, Kanada’daki bir ilkokulda yiriittiigli aragtirmasinda Heller (2001),
belirli kiz ve erkek Ogrencilerin sessizlestirilerek ya da goriinmez kilinarak
marjinallestirilmesiyle sonuglanan toplumsal cinsiyet ideolojilerinin kurulumunda
okuldaki ikidillilik sdyleminin cinsiyet yiiklii yapisinin roliinii ortaya koymustur.

Tiirkiye’de toplumsal cinsiyet, Ingilizce egitimi alaninda gittikge daha fazla
aragtirmaya konu olmaktadir. Var olan caligmalarin toplumsal cinsiyete nasil
yaklagtiklar1 farklilasmakla birlikte, 6nemli bir boliimiinde toplumsal cinsiyetin
Ingilizce simiflarinda kullanilan 6gretim araclarindaki temsil bigimleri arastirilngtir
(Arikan, 2005; Egemen, 2017; Selvi ve Kocaman, 2020; Tutar, 2008). Calismalarin
bir béliimiiyse toplumsal cinsiyet ve Ingilizce 6grenme iliskisini motivasyon, tutum,
inang, kaygi, strateji ve akademik basar1 ¢ergevesinde ele almistir (Aslan, 2009;
Oztiirk ve Giirbiiz, 2013). Buna karsin, smif i¢i etkilesim ve akran gruplar
baglaminda toplumsal cinsiyetin dil 6grenmeyle iliskisi ulusal alanyazinda 6nemli
6lgiide ihmal edilmistir ve alanda bu konudaki arastirmalara duyulan gereksinim
stirmektedir.

Bu calismada, toplumsal cinsiyet ve sosyal siif kimlik bilesenlerinin Ingilizce
Ogrenme yasantilarini nasil bi¢imlendirdigini ortaya koymay1 amaglayan daha genis
kapsamli bir aragtirmanin verilerinden yola ¢ikilarak 6grencilerin akran gruplarinda
toplumsal cinsiyet kimliklerini nasil kurduklarma iligkin derinlemesine bir
¢oziimleme sunulmaktadir. Konuyu smif i¢i etkilesim baglaminda, 6grencilerin
Ingilizce 6grenmeyi nasil yasantiladiklar1 odaginda ele alan bu arastirma, toplumsal
cinsiyetin dil 6grenmeyle iliskini anlamaya doniik yeni bir bakis acisi ortaya
koymaktadir. Ayn1 zamanda, 6grencilerin sinifsal arkaplanlarinin incelemeye dahil
edilmesi, kesisimsellige dayali bir tartigmayi olanakli kilmaktadir. Calismanin
baglama duyarli yaklagimi ise Tiirkiye’deki dil siniflarina 6zgii toplumsal dinamikleri
goriiniir kilarak alanyazina 6zgiin bir katki sunmaktadir.

Akran gruplari, smif i¢i toplumsal iligkilerin merkezinde yer almakta ve
6grencilerin toplumsal cinsiyet kimliklerinin kurulumunda rol oynamaktadir. Swain
(2025), ogrencilerin cinsiyet kimliklerinin kurulumuna iginde yer aldiklari akran
gruplarinin kimligi ve kiiltlirel normlarinin aracilik ettigini belirterek kadinlik ve
erkeklik kimliklerinin kolektif yapisini vurgulamaktadir. Warrington ve Younger’a
(2011) gore, dgrencilerin iginde bulunduklar1 akran gruplar1 onlarin degisimine yon
veren en giglii etkenlerden biri ve okul yasamlarimin 6nemli bir boyutudur.
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Alanyazindaki arastirmalar da okul baglaminda akran gruplarinin 6grencilerin
toplumsal cinsiyet kimliklerinin kurulumuna etkisini ortaya koymaktadir (Paechter ve
Clark, 2007; Peltola ve Phoenix, 2022; Reay, 2001; Renold, 2006; Skelton, 1997,
Smith, 2007; Swain, 2025).

Bu calismada, ogrencilerin akran gruplarinda cinsiyet kimliklerini nasil
kurduklar1  Foucault’nun  “dogruluk oyunlar1’” kavramina dayali bi¢imde
¢coziimlenmistir. Foucault dogruluk oyunlarimi, “kendi ilkeleri ve kurallar1 temelinde
gecerli ya da gecersiz, kazanma ya da kaybetme olarak kabul edilebilecek belirli bir
sonucun ortaya ¢ikmasina kaynaklik eden bir dizi islem” olarak tanimlamaktadir
(1997, s. 297). Dolayisiyla, dogruluk oyunlar1 dogrulugu iireten kurallar bitiiniine
karsilik gelmektedir. Foucault’nun analitiginde dogruluk oyunlari ile 6znelesme
arasinda gii¢lii bir iliski kurulmaktadir. Foucault’ya (1987) gore, 6znelesme iktidar
iliskilerine ve dogruluklarin kurulumuna yon veren dogruluk oyunlarindan, baska bir
ifadeyle bir tiir pratikler rejiminden bagimsiz degildir. Bu bakimdan 6znelesme,
bireyin bir pratikler rejimi ¢ercevesinde ise kostugu tekniklerle kendini olusturma
cabasidir.

Foucault (1980), dogruluk oyunlar ile 6zne arasindaki iligkiyi ¢6ziimlemek igin
iktidar/bilgi kavramindan yararlanmaktadir. Iktidar/bilgi, iktidar iliskilerinden dogan
ve oldugu bicimiyle dogru kabul edilen bilgidir. ktidarin isleyisiyle ortiisiir bicimde,
bu bilgi belirli teknolojilerin kullanimimi igeren disiplin edici iktidar iliskileri
iizerinden siirdiiriilmektedir. Oznenin kendini, kendi dogrusunu, &ziinii bulmaya
doniik olarak kullandigi bu teknikler, ayn1 zamanda neyin dogru, normal oldugunu
diizenleme islevini de gormektedir. Boylelikle bu teknikler, normlarin iretiminde
6nemli rol iistlenerek neyin normal olup olmadiginin kurumsallastirilmasinin, diger
bir deyigle normallestirmenin 6niinii agmaktadir. Bu bakimdan Foucault, 6znelesmeyi
ele alirken dogruluk oyunlari ¢ergevesinde normallestirme tizerinden 6zne ile bir iligki
icinde olan ilke ve kurallara odaklanmaktadir.

Bu calismada, dogruluk oyunlari kavrami ingilizce simifinda neyin normal olarak
kabul edildigini, 6grencilerin bu normlara ne 6l¢iide uyum gosterdiklerini ya da
direndiklerini anlamaya olanak tanimustir. Bu gergevede 6znelesme, 6grencilerin simif
ici normlara nasil katildiklari, bunlar1 nasil yeniden iirettikleri ya da doniistiirdiikleri
tizerinden degerlendirilmeye ¢alisilmustir. Boylelikle, Foucault’nun sundugu analitik
araglardan yararlanilarak smif igindeki gruplasma dinamiklerinin hangi iktidar
iligkilerini trettigi, bu gruplar iginde kiz ve erkek Ogrencilerin hangi toplumsal
cinsiyet normlarimi izleyerek ya da ihlal ederek 6znelestikleri ve tiim bu siireglerin
ogrencilerin sinifsal arka planlartyla nasil kesistigi incelenmistir.

Yontem

Bu bolimde, aragtirmanin elestirel etnografik yaklasima dayali olarak nasil
kurgulandig: ve yurtitiildiigi aciklanmistir.
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Arastirma Modeli

Bu calisma, elestirel etnografik yaklasima dayandirilmigtir. Lather elestirel
etnografiyi, “daha adil bir toplumsal diizene adanmis” post-pozitivist bir aragtirma
yaklagimi olarak tanimlamaktadir (1986, s. 258). Dil egitimi aragtirmalarinda elestirel
etnografik yaklagim, dil 6grenimi ile 6grenenlerin sosyal arka planlar1 arasindaki
etkilesimin dil siniflarindaki esitsizliklerin siirmesine nasil katkida bulundugunu
anlamaya ve bu esitsizlikleri gidermeye doniik Oneriler geligtirmeye hizmet
etmektedir (Goldstein, 1997). Bu calismada bdylesi bir yaklasim, Ingilizce smifinda
farkli smifsal arka planlardan &grencilerin akran gruplarinda cinsiyet kimliklerini
nasil kurduklarini derinlemesine incelemek amaciyla yeglenmistir. Bunun yani sira
bu yaklasim, akran gruplarinda kiz ve erkek &grencilerin Ingilizce 6grenme
yasantilarinin nasil bi¢imlendigine iligskin ¢ikarimlarda bulunmayi da olanakli
kilmigtir.  Bu  yaklasimin  ¢alisma  grubunun belirlenmesinden  verilerin
¢oziimlenmesine kadar arastirma siirecinde nasil kullanildig1 asagida agiklanmustir.

Calisma Grubu

Arastirmanin ¢alisma grubu, bir devlet okulunda bir onuncu siniftaki 34 dgrenci
ve smifin Ingilizce 6gretmeninden olusmaktadir. Etnografik yaklasimin gerektirdigi
derinlemesine veri {iretimini saglamak amaciyla calisma tek bir okul ve sinifta
gerceklestirilmigtir. Arastirmada dgrencilerin olabildigince uzun bir zaman dilimine
yayillmis olan Ingilizce Ogrenme yasantilarma ulasmak amaclandigindan, lise
kademesinde bir okul yeglenmistir. Onuncu sinif ise 6grencilerin liseye uyum siirecini
geride birakmis ve {niversiteye hazirlik siirecine heniiz girmemis olduklar
varsayimiyla, Ingilizce dgrenme yasantilarimin daha odakli ve yogun oldugu bir
donem olarak aragtirma igin uygun gorillmiistiir.

Aragtirmada  farkli  smifsal arka planlardan Ogrencilerle  ¢alismak
amaglandigindan, okul ve sinif se¢iminde maksimum gesitlilik 6rneklemesinden
(Patton, 2014) yararlanilmistir. S6z konusu ¢esitliligin saglanabilmesi ig¢in dncelikle
kentsel doniisiim bolgelerindeki devlet okullart arasindan segilen anadolu liselerinin
bir listesi olusturulmustur. Listedeki alt1 okula ii¢ tur ziyaret gerceklestirilmistir. Ilk
ziyaretlerde; okullari tanimak, okullarda aragtirma i¢in gereksinim duyulan ¢esitliligin
bulunup bulunmadigini belirlemek ve okullarin erisime agikligini anlamak amaciyla,
okul yoneticileri ve rehber Ogretmenlerle okul 6n inceleme formu kullanilarak
goriismeler yapilmustir. ikinci ziyaretlerde; Ingilizce 6gretmenlerini tanimak, onlara
arastirmayr tanitmak ve katilmlarimi saglamak amaciyla 6gretmen bilgi formu
araciligiyla kisa goriismeler gerceklestirilmistir. Bunun yani sira, onuncu sinif
ogrencilerinin sinifsal arka planlar1 hakkinda daha ayrintili bilgiye ulasabilmek i¢in
onlara bir bilgi formu uygulanmustir. Ugiincii ziyaretlerde, okul yoneticileri ve
Ingilizce gretmenleriyle yeniden iletisime gegilerek hem arastirma icin gerekli
cesitliligi barindiran hem de goniillii katilimin saglandigi bir okul ve sinif segilmistir.

Okul ve smif se¢imi i¢in kullanilan 6grenci bilgi formu, ilgili alanyazina dayali
olarak arastirmacilar tarafindan gelistirilmistir. Formun amacma uygunlugunu
degerlendirmek iizere, 6lgme ve degerlendirme ile egitim sosyolojisi alanlarinda birer
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uzmandan goriis alimmustir. Alman goriisler dogrultusunda, formda gerekli
degisiklikler yapilmistir. Formdaki sorularin anlagilirligini test etmek amaciyla on
onuncu smif ogrencisiyle bir 6n uygulama gergeklestirilmistir. Onlardan alinan
geribildirimlere gore forma son bigimi verilmistir. Form, 6grencilerin demografik
Ozelliklerine iliskin dort ve simifsal ozelliklerine iliskin 20 sorudan olusmaktadir.
Form dort okulda, 18 onuncu sinifta goniillii olan 515 &grenciye uygulanmustir.
Formdan elde edilen veriler, iki asamali kiimeleme analizi (Punj ve Steward, 1983)
kullanilarak SPSS programu ile ¢oziimlenmistir. 461 6grencinin kiimelemeye dahil
oldugu analiz sonucunda, &grenciler smifsal ozellikleri bakimindan ii¢ kiimeye
ayrilmigtir. Okullara ve siniflara gore analiz sonuglar1 (bkz. Tablo 1), arastirma icin
secilen okul ve smifta simifsal ozellikler bakimindan gesitlilik bulundugunu
gostermistir.

Tablo 1
Okullara ve Siniflara Gére Iki Asamal Kiimeleme Analizi Sonuglari
Kiime

Okul Sinif 1 5 3 Toplam

02 02Ss1 8 13 6 27
02S2 7 10 7 24
02S3 8 13 11 32
0254 9 14 6 29

03* 03s1* 9 13 12 34

04 04s1 8 10 9 27
0482 6 5 9 20
04S3 8 9 5 22
0454 1 6 5 12
04S5 8 14 7 29
04S6 8 10 5 23
04S7 12 5 4 21

06 06S1 6 12 7 25
06S2 6 10 10 26
06S3 8 8 13 29
0654 2 13 11 26
06S5 6 13 9 28
06S6 9 9 9 27

Toplam 18 129 187 145 461

*Arastirmanin yiirttildigii okul ve sinif.

Secilen okul ve sinifta {i¢ kiimenin olugmasinda en belirleyici olan degiskenler;
anne babanin 6grenim durumu, annenin ¢aligma durumu, evdeki tahmini kitap sayisi
ile 6grencinin ve anne babanin kiiltiirel etkinliklere katilim sikligidir. Bu degiskenler,
Ogrencilerin ailelerinin sahip oldugu kiiltiirel ve ekonomik kaynaklara iliskin bir
degerlendirme yapilmasim olanakhi kilmaktadir. Uglincii kiime, anne babalarin
¢ogunlukla {iniversite mezunu oldugu; annelerin tiimiiniin ¢alistig1; evde ¢ok sayida
kitabin bulundugu ve kiiltiirel etkinliklere katilimin diizenli oldugu ailelerden gelen
ogrencileri kapsamaktadir. ikinci kiimedeki &grencilerin anne babalari genellikle
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ilkokul ya da ortaokul mezunudur. Anneler ¢ogunlukla ¢aligmamakta ya da diizensiz
ve diisiik gelirli islerde ¢alismaktadir. Evdeki kitap sayis1 azdir ve kiiltiirel etkinliklere
katilim seyrektir. Bu iki kiime arasinda yer alan birinci kiime ise anne babalarin
genellikle lise mezunu oldugu, annelerin bir boliimiiniin calistigl, evdeki kitap
sayisinin orta diizeyde oldugu ve kiiltiirel etkinliklere katilimin bulundugu ancak
stireklilik tagimadig: ailelerden gelen 6grencileri icermektedir.

Kiimeleme analizi sonuglari gozlem ve goriisme verileriyle desteklenerek
ogrencilerin siifsal arka planlar belirlenmistir. Kiime biiyiikliikleri birinci kiimedeki
ogrenci sayist 10, ikincideki 15 ve iigiinciideki 9 olacak bigimde uyarlanmistir. Bu ii¢
kiime, &grencilerin aragtirmanin baglamina 6zgii toplumsal konumlarini yansitan
smifsal gruplar olarak yorumlanmis ve bunun sonucunda ikinci kiime is¢i smifi ve
{iciincii kiime orta sinif olarak degerlendirilmistir. Ugiincii kiimeye gére ekonomik ve
kiiltiirel kaynaklar1 daha sinirli olan, ancak ikinci kiimenin 6zelliklerini de biitiiniiyle
sergilemeyen birinci kiime ise alt orta sinif kategorisindedir. Ogrencilerin simfsal arka
plan ve cinsiyete gore dagilimi Tablo 2°de gosterilmistir. Ogrenciler igin ¢calismada
takma adlar kullanilmistir. Tiim 6grenciler sinif gozlemlerine, 12 dgrenci (her sinifsal
arka plandan ikiser kiz ve erkek 6grenci) bireysel goriigmelere, 24 6grenci odak grup
goriismelerine katilmigtir.

Tablo 2
Ogrencilerin Sumifsal Arka Plan ve Toplumsal Cinsiyete Gore Dagilimi
Sinifsal Arka Plan Kiz Ogrenciler Erkek Ogrenciler
Birinci Kiime: Giilgin*, Derin*, Asya?, Caglar*, Bugra*?, Deniz?,
Alt Orta Siif Gokget, Ozge?, Miige! Akin?
ikinci Kiime: Bade*, Elif*, Ece!, Nazt, Omer*, Firat*, Mert!, Arda’,
Isci Sinifi Dilara?, Filiz2, ilknur?, Betiil?, ilker?

Dilek!, Duygu?
Ugiincii Kiime: Defne*, Selin*, Doga’ Can*, Engin*!, Ali', Birkan?,
Orta Smif Yigit?, Emir?

*Bireysel gorlisme yapilan 6grenciler.
1Birinci odak gruba katilan 6grenciler.
2ikinci odak gruba katilan dgrenciler.

Aragtirmaya katilan Ingilizce 6gretmenine (39 yasinda, erkek) Utku takma adi
verilmistir. Utku, lisans egitimini Ingilizce dgretmenligi alaninda tamamlamistir. 17
yillik mesleki deneyime sahiptir ve aragtirmanin yiiriitiildiigii okulda sekiz yildir
gorev yapmaktadir. Yonetici olarak herhangi bir gorev istlenmemistir. Tim siuf
gozlemlerinde yer almis ve bir bireysel goriismeye katilmigtir.

Veri Olusturma

Aragtirmada etnografik veri olusturmak amaciyla, okul ve sinif gozlemleri ile
formal ve informal goriismeleri igeren ve bir yar1yil sliresince devam eden bir saha
caligmasi yiiriitiilmiistiir. Saha calismasinin katilimcilarla uzun siireli etkilesim
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saglayacak bir zamana yayilmig olmasi ve veri lretiminde ¢esitlemeyi olanakll
kilacak bigcimde farkli yontemlere ve kaynaklara dayanmasi, arastirmanin
inandiriciligini ve dogrulanabilirligini (Lincoln ve Guba, 1985) desteklemistir.

Baglica veri olusturma yontemi olarak okulda ve sinifta yiiriitillen katilimer
gozlemden (Delamont, 2007) yararlanilmistir. Okul gozlemleri koridorlar, kantin,
okul bahgesi, konferans salonu gibi mekanlarda gergeklestirilmistir ve katilimeilarin
giindelik pratiklerini ve birbirleriyle iligkilerini anlamaya yoneliktir. Saha
calismasinin basinda olduk¢a genis kapsamli yiiriitilen bu agik uglu gozlemler,
katilimceilarla etkilesimler yogunlastikca ve yeni temalar ortaya ¢iktik¢a odakli bir
nitelik kazanmugtir. Siif gézlemleri, haftada iki glin ikiser saat (toplam 32 ders saati)
Ingilizce derslerinde yiiriitiilmiistiir. Bu gdzlemlerde, dgrencilerin Ingilizce dgrenme
yasantilariin yam sira, akranlar ve Ingilizce 6gretmeni ile iliskilerini incelemek
amaglanmistir. Baslangigta kapsamli veri olugturmaya doniik olarak agik uglu bigimde
yiriitiilen bu gozlemler, yogun betimlemeler (Geertz, 1973) {iretmistir. Yogun
betimlemeler, aragtirma siirecinin ayrintili bir goériiniimiinii sunarak aragtirmanin
aktarilabilirligine (Lincoln ve Guba, 1985) de katki yapmistir. Zamanla sif
gozlemleri toplumsal cinsiyet performanslari, akran gruplarindaki iktidar iligkileri ve
simifi¢i etkilesimler etrafinda odakli duruma gelmistir. Gézlemler dogrudan kuramsal
bir ¢ergeveye dayali olarak planlanmamis, ancak veri ¢oziimlemede dogruluk oyunlari
kavramindan yararlanilmistir. Bu yaklagim, verinin saha dinamiklerine dayali olarak
iiretilmesini saglamistir.

Calismada formal ve informal etnografik goriismeler (Spradley, 1980)
gerceklestirilmistir. Informal goriismeler, saha calismasi siiresince katilimcilarla
kendiliginden ya da arastirmacinin talebiyle gergeklesen etkilesimleri i¢ermistir.
Formal goriismeler ise saha g¢alismasmnin son haftalarinda gergeklestirilen yari
yapilandirilmig bireysel goriismeler ve odak grup goriismelerini kapsamistir. Formal
ve informal goriismeler, bazen gdzlemle ulasilamayan verileri saglayarak bazen de
gozlem verilerinin daha iyi anlagilmasini olanakl: kilarak veri iiretimine dnemli katki
saglamigtir. Bunun yaninda goriismeler, katilimecilarla ortak veri iiretimini ve
boylelikle katilimct onayina dayalt veri olusturmay1 (Carspecken, 1996) saglayarak
aragtirmanin inandiriciligin giiglendirmistir.

Ogrenciler ve ogretmenle bir defalik gergeklestirilen yar1 yapilandirilmis
bireysel goriismeler ile Ogrencilerle yapilan odak grup gorismeleri igin ayri
protokoller hazirlanmigtir. Bu protokoller, ilgili alanyazina dayali olarak
aragtirmacilar tarafindan gelistirilmis ve egitim sosyolojisi alaninda bir uzmanmn
sagladigi goriisler dogrultusunda son bigimini almistir. Goriismeler okul ve sinif
ortaminda hangi davraniglarin, iligkilerin ya da kimlik konumlarinin “normal”
sayildigini anlamaya olanak tanimistir. Goriismelerde katilimcilara, 6grencilerin
yakin arkadashk iligkileri, akran gruplarina nasil dahil olduklart ve bu gruplar
arasindaki iliski dinamikleri sorulmustur. Bunun yani sira, ingilizce dersinde ne tiir
davraniglarin 6gretmen ve akranlar tarafindan onaylandigi ve bu derste basarili
olmanin &grenciler agisindan ne anlama geldigi gibi konulara iligkin sorular
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yonetilmistir. Bu sorular dogruluk oyunlarinin isleyisini agiga ¢ikarmaya hizmet
etmistir. Buna ek olarak, dgrencilerin sinifsal arka planlarinin Ingilizce dgrenme
yasantilar1 ve akran iliskilerine nasil yansidigini anlamaya yonelik sorular
sorulmustur. Bu sayede toplumsal cinsiyet ve sosyal sinif kimlik kategorilerinin
kesigsimi de ele alinmustir.

12 6grenciyle okul kiitiiphanesinde siiresi 56 ile 106 dakika arasinda degisen
bireysel goriismeler gergeklestirilmistir. Toplam 24 o6grenciyle iki odak grup
goriismesi gergeklestirilmistir. Biri 80, digeri 93 dakika siiren bu goriismeler, bos bir
smifta U bigciminde bir oturma diizeni kullanilarak yapilmustir. Ingilizce 6gretmeniyle
okulda Ogretmenlerin c¢aligma odasinda Qoriistilmiis ve gorisme 107 dakika
stirmiistur.

Gozlem verilerinin kaydedilmesi amaciyla, okul ve sinif gozlemleri sirasinda ya
da hemen sonrasinda saha notlar1 tutulmustur. Katilimcilarin izniyle bireysel
goriismelerin ses kaydi, sinif gézlemlerinin ve odak grup goriismelerinin video kaydi
almmistir. Her okul ziyareti sonrasinda gozlemler ve goriismelere iliskin olarak
arastirmaci giinliigiine analitik notlar kaydedilmistir.

Etik Kurul Karan

Veri iiretimine baslanmadan 6nce, Ankara Universitesi Etik Kurulunun 22 Subat
2016 tarihli ve 5/43 sayili karar1 dogrultusunda etik onay ve Ankara il Milli Egitim
Miidirliginden gerekli arastirma izni alinmistir. Sinif gézlemleri ve goriismeler
oncesinde, tiim katilimcilar arastirma ve veri kullanimi hakkinda agik bigimde
bilgilendirilmistir. Bunun ardindan, katilimcilar etik kurul onayl aydinlatilmig onam
formunu imzalayarak arastirmaya goniilli katilim saglamistir. Bunun yani sira,
velilerden ¢ocuklarinin aragtirmaya katilabilmesi i¢in yazili izin alinmigtir. Arastirma
stiresince katilimeilarin mahremiyeti gozetilmis; okul ve smif i¢i iligkilerde onlara
yonelik herhangi bir diglanma ya da baski riski dogmamasi igin gerekli 6zen
gosterilmistir. Tim katilimecilara takma ad verilmis ve kurum bilgileri gizli
tutulmustur. Elde edilen veriler yalnizca arastirma amaciyla kullanilmis ve giivenli bir
bi¢cimde saklanmustir.

Veri Coziimleme

Etnografik veri ¢ozimlemeye (Hammersley ve Atkinson, 2007) uygun olarak,
aragtirmada veri ¢oziimleme siireci veri liretimi ile biitiinlesik ve dongiisel bir bigimde
yuriitiilmiistiir. Bu kapsamda, saha g¢alismasi siiresince verinin iretilmesine ve
yeniden iiretilmesine déniik dort c¢oziimleme dongiisii gergeklestirilmistir. Ilk
dongiide, sahada gegirilen her giiniin sonunda veriler incelenmis ve arastirmaci
giinliigiine analitik notlar kaydedilerek veri tiretimi ile ¢éziimleme saha ¢alismasinin
bagindan itibaren biitiinlestirilmistir. Belirli odak noktalarima dayanmayan bu
¢bziimleme, sonraki veri iiretimini desteklemistir. Tkinci dongiide ilk haftalarda elde
edilen veriler ¢6ziimlenmis ve boylelikle devam eden gozlem ve goriismeler igin odak
noktasi belirleyip veri olusturmaya yon verecek bir yol haritasi ¢izilmistir. Cikarim
ve soyutlama diizeyi diisiik bir kodlama dongiisii olarak diistiniilebilecek bu
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¢oziimleme, o zamana kadar kaydedilen analitik notlarin derinlestirilmesini ve
yeniden diizenlenmesini i¢ermistir. Bu amagcla, alan notlar1 ve giinliik kayitlart
incelenmis ve gerektiginde video kayitlari izlenmistir. Ugiincii dongii, onceki
dongiide belirlenen odak noktalarina dayali olarak veri iiretimi ve ¢éziimlemeden
olusmustur. Saha calismasmin son iki haftasini kapsayan bu dongiide, yari
yapilandirilmis goriismeler ve odak grup goriismeleri kullanilarak odakli veri tiretimi
derinlestirilmis ve yeni veriler analitik notlar yoluyla siirekli ¢6ziimlenmistir.

Bu ¢oziimleme siirecini somutlastirmak i¢in burada bir 6rnek sunulmustur. Saha
caligmasinin ilk giinlerinden itibaren, 6grencilerin kimlerle arkadaslik kurduklarina
iliskin goézlemler kayit altina alinmistir. Bu gozlemler araciligiyla kiz ve erkek
Ogrenciler arasinda belirgin gruplasmalar oldugu, gruplarin belirli davranislarinin
onaylandig1 ya da dislandig1 goriilmiistiir. Ornegin, kiz 6grencilerin sessiz kalma
egiliminin akranlari tarafindan olumlu karsilandig1, buna karsin yiiksek sesle konusan
ya da tartigmalara katilan kiz 6grencilerin akranlarindan olumsuz tepkiler aldiklari
kaydedilmistir. Bu bulgular, cinsiyet normlarinin sinif i¢inde nasil yeniden
iretildigine iligkin Onemli ipuglari saglamistir. Buna dayali olarak, bireysel
gorismeler ve odak grup goriismelerinde Ogrencilerin hangi davranislarinin
onaylandig1 ya da diglandigina iliskin daha odakli sorular yoneltilmistir. Boylelikle
veri ¢oziimleme siireci, bir yandan verinin anlasilmasini saglayan, diger yandan da
veri liretimini yonlendiren dongiisel bir nitelik kazanmustir.

Son ¢o6ziimleme dongiisii, saha c¢aligmasi tamamlandiktan sonra yapilan
kodlamalar1 igermistir. Bu amagla, tiim gézlem ve goriisme kayitlari (18 saat video ve
38 saat ses kaydi) aragtirmacilar tarafindan hazirlanan kilavuza uygun bigimde,
profesyonel destek alinarak yaziya aktarilmistir. Daha sonra metinler MAXQDA
programinda ¢dziimlenmistir. O zamana kadar kaydedilen analitik notlarla biitiinlesik
bigimde satir satir ya da paragraf paragraf kodlama yapilmus, bir kod listesi
olusturulmus ve tematik yaklasim (Saldafia, 2009) izlenerek bu kodlardan kategorilere
ve temalara ulasilmistir. Bu ¢oziimleme siirecinde Foucault’nun analitik ¢ergevesi
veriden tiretilen temalarla etkilesim i¢inde kullanilmigtir. Dil sinifinda neyin “normal”
kabul edildigi ile 6grencilerin bu normlarla kurduklart iliskiler (uyum, direnme,
yeniden ftretme vb.) dogruluk oyunlari kavrami araciligiyla ¢oziimlenmistir.
Boylelikle, farkli smnifsal arka planlardan gelen kiz ve erkek Ogrencilerin akran
gruplari igindeki 6znelesme pratikleri ¢6ziimlemenin merkezine konumlandirilmustir.

Arastirmacinin Konumlanisi

Elestirel etnografik yaklasim dogrultusunda, saha ¢alismasimi yiiriiten birinci
arastirmacinin hem ¢alismanm konusu hem de katilimeilarla kurdugu iligkiler
bakimindan nasil konumlandig1 6nem tasimaktadir. Arastirmaci, egitimde toplumsal
cinsiyete dayali esitsizlikler ve sinifsal farklarin yeniden iiretimi konularinda elestirel
bakis1 benimsemis bir akademisyen olarak bu ¢alismay: yiiriitmiistiir. Onceki smif
temelli galigmalarinda toplumsal cinsiyet ve sosyal smifin 6grencilerin Ingilizce
O0grenme yasantilari ve simf igi etkilesimlerini nasil etkiledigini gbzlemleyen
arastirmaci, bu konuda galigmalarini derinlestirmeyi gerekli gdrmiistiir.
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Aragtirmacinin, hem akademisyen hem de doktora 6grencisi olarak sahada
bulunmasi, konumuna katmanli ve dinamik bir nitelik kazandirmigtir. Aragtirmacinin
daha once liselerde katilimeilarla uzun siireli etkilesim igeren arastirmalar yiiriitmiis
olmasi, baglangicta alana yabancilik hissetmemesini saglasa da okulun ve sinifin
kendine 6zgii yapist bu varsayimi kisa stirede degistirmistir. Sahadaki iligkilerin
(tiniversite ve okul, arastirmaci ve Ogretmen, 6gretmen ve Ogrenciler arasinda)
hiyerargik yapisi, aragtirmacinin  katilimcilarla iligkilerini  etkilemistir. Saha
calismasinin basinda Ingilizce 6gretmeninin arastirmaciyr 6grencilere tanitma bigimi,
ogrencilerin goziinde onu bir 6gretmen Olarak konumlandirmig ve bu konumlanma
saha caligmas siiresince arastirmaciyla kurduklar iliskileri bigimlendirmistir. Ayni
zamanda, simf i¢i grup dinamikleri de arastirmacimin 6grencilerle etkilesimlerine
aracilik etmistir. Arastirmacinin farkli 6grenci gruplariyla temasi nedeniyle
ogrencilerle giliven iligkisi ancak zamanla geligebilmistir.

Ogrencilerin  arastirmaciyla  iletisim  kurma  davramislarinda  fark
gozlemlenmistir. Ders aralarinda ya da simf disi gozlemler sirasinda bazi kiz
Ogrenciler, arastirmaci ile kendiliginden iletisim kurarak sorular sormus, sinif ici
dinamiklere iligkin bilgiler paylasmis ve arastirmacinin okulda bulunmadigi
zamanlarda yasananlar1 aktarmistir. Bu iletisim bi¢imi, s6z konusu dgrencileri sinif
ici dinamiklerin anlasilmasi agisindan 6nemli bilgi kaynaklar1 konumuna tagimistir.
Simif gézlemleri, 6grencilerin 6gretmenle etkilesimlerinin sosyal rekabet dinamikleri
gergevesinde bicimlendigini ortaya koymustur. Kiz O6grencilerin arastirmaciyla
kurduklari iletisim bigiminde de benzer bir riintiiniin izleri siiriilebilmektedir. Erkek
ogrenciler ise bu tiir kendiliginden etkilesimlerde daha mesafeli davranmistir.

Saha caligmasi yalnizca veri toplamakla sinirli kalmamis; katilimeilarla birlikte
anlam {iretmeye acik alanlar da yaratmistir. Bu siiregte; Ogrencilerin toplumsal
konumlar1, toplumsal cinsiyet kimlikleri ile dil 6grenme yasantilart {izerine
diisiinmeleri ve bu konular1 tartismalar1 olanakli olmustur. Ornegin, 6grencilerin smif
icindeki cinsiyet yiiklii mizahin anlamina ya da Ingilizceyi iyi konusabildikleri halde
bazi dgrencilerin sinifta neden sessiz kaldiklarina iliskin sorgulamalari, onlarin
Ingilizce 6grenme yasantilarim elestirel bir mesafeyle degerlendirmelerine zemin
hazirlamistir. Bu etkilesimler, arastirmaci ile katilimcilar arasinda karsilikli bir
distinme siireci saglamustir. Boylelikle, katilimeilarla birlikte kurulan elestirel
diyalogla veri {iretimi gergeklestirilmistir.

Bulgular

Gozlem ve goriisme verileri, Ingilizce sinifinda 6grenciler arasinda belirgin bir
gruplasma oldugunu gdstermistir. Ogrencilerin birbirleriyle iliskileri, icinde
bulunduklar1 gruplarinin dinamiklerinden etkilenmektedir. Simifta “popiiler erkekler”,
“oteki erkekler”, “havali kizlar” ve “ciddi kizlar” olmak {izere dort grup
bulunmaktadir. Herhangi bir gruba dahil olmayan, tiim gruplar tarafindan kabul géren
ve bu ozellikleriyle sinifta “joker” konumundaki dort 68renci ise siniftaki gruplagma
oOriintlistiniin diginda kalmaktadir (bkz. Sekil 1).
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Sekil 1
Swuuftaki Kiz ve Erkek Gruplar:

Dilara, Giilgin,

5
\_/

Popiiler Dilek, Elif, Ozge, \ Ciddi
Erkekler ‘\ Ilknur Asya, Duygu, | Kizlar
m Defne, Betiil, Filiz
Ali, Akin, \\‘ //
Deniz, Yigit , Bade Ve '_'\ I
| Selin |

\J \
@ /ert Arda, ob

Doga Ece, Muge \ Firat, Birkan, ilker,
Gokge Emir, Bugra, Caglar f
Havalh U / Oteki
Kazlar Erkekler

Arkadas gruplariin olusumunda cinsiyet dinamiklerinin yani sira 6grencilerin
geldikleri simifsal arka planlar da rol oynamaktadir. Gruplarin bu dinamiklerce
bi¢imlenen ozellikleri ve birbirleriyle iliskilerine dair bulgular, gbzlemlerden ve
goriismelerden orneklerle asagida sunulmustur.

/

Akran Gruplarinda Erkekliklerin Kurulumu: Popiiler Erkekler ve Oteki
Erkekler

Siniftaki erkek gruplari, dort 6grenciden olusan popiiler erkekler ve dokuz
Ogrenciden olusan 6teki erkeklerdir. Popiiler erkekler, sinifta en baskin grup olarak
gozlemlenmis ve diger gruplardaki Ogrenciler tarafindan da aymi bi¢imde
tanimlanmigtir. Bu grubun popiiler olarak tanimlanmasinin baslica nedeni, arkadaglik
iligkilerinin smifla smirli kalmamasi, baska simiflardaki erkek gruplariyla da
arkadaghk kurarak okul genelinde taninirlik kazanmalaridir. Popiiler erkeklerin ikisi
orta sinif, ikisi alt orta smif ailelerden gelmektedir. Bu 6grencilerin sinifsal arka
planlari, okul i¢i goriiniirliiklerini ve sergiledikleri 6zgiivenli tavirlar
desteklemektedir. Grubu tanimlayan bir diger 6zellik ise fiziksel goriiniim ve gligtiir.
Popiiler erkek grubundaki dort 6grencinin de uzun boylu ve yapili oldugu dikkat
cekmektedir. Bu dgrencilerin okul i¢i goriiniirliikleri ile sosyal 6zgiivenleri, fiziksel
goriiniimlerine dayali bedensel Ozgiivenle de pekismektedir. Popiiler erkekler
kendilerini fiziksel giic lizerinden tamimlamakta ve Utku Ogretmen ile diger
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gruplardaki Ogrenciler de bu tammlamayir onaylamaktadir. Aragtirmalar, fiziksel
giicin ve bunun fiziksel siddet bi¢iminde disavurumunun baskin heteronormatif
erkekliklerin kurulumunda 6nemli bir rol oynadigini gostermektedir (Kenway ve
Fitzclarence, 1997; Martino, 1999, 2000; Renold, 2001). Popiiler erkekligin fiziksel
giice dayali olarak nasil kurulduguna 6rnek olarak, Utku 6gretmen ile popiiler erkekler
grubundan Akin arasinda gegen asagidaki konusma gosterilebilir:

Utku Ogretmen: And next to the mighty beast. What is mighty? Yes, Akin.
Akan: Strong. (Kolunu kaldirtyor, kaslarini gosteriyor.)
Utku Ogretmen: Strong like you. Thank you.

Bu ornekte Akin, giiglii ve iri anlamina gelen mighty s6zciigiinii kol kaslarini
gostererek kendi bedeni lizerinden, fiziksel giiciiyle iliskilendirerek ve kendiyle
Ozdeslestirerek tanimlamaktadir. Utku 6gretmenin “Strong like you.” yaniti, Akin’in
fiziksel gligle kurdugu iligkiyi onaylar niteliktedir. Gorlisme sirasinda Utku 6gretmen,
“Daha boyle gii¢lii, fiziksel olarak da gii¢lii ¢ocuklarin oldugu bir grup var.” sézleriyle
popiiler erkeklikle fiziksel gii¢ arasindaki iligkiyi vurgulamistir. Bu iligki, popiiler
erkeklikte bedenin nasil isledigine dikkat ¢ekmektedir. Fiziksel giig, hem simgesel
hem de eylemsel olarak bu 6grencilerin erkeklik performanslarinda belirleyici bir rol
oynamaktadir. Ornegin, gdzlem yapilan derslerden birinde Utku gretmen Akin’i
bagka bir siniftan erkek 6grencilerle kavga ettigi i¢in sinif disina ¢agirarak uyarmistir.
Benzer bir durum daha 6nce popiiler erkekler grubundan baska bir 6grenci olan Ali
ile de yasanmistir. Bu tiir pratikler, popiiler erkekligin fiziksel giic ve bu giiciin
kullanimma dayali olarak nasil iiretildigini gostermektedir. Erkekliklerin bireylere
verili olmadigini, onlarin eylemleriyle iiretildigini belirten Connell’a gére (2005)
beden, i¢inde tanimlandigi yapilari bigimlendiren pratiklerin hem nesnesi hem de
Oznesidir. Bununla Ortiigiir bigimde, popiiler erkeklerin fiziksel ozellikleri, Utku
Ogretmenin “giiclii, fiziksel olarak da giiglii” soézleriyle vurguladigi gibi, baskin
erkeklik performanslarinda belirleyici olmaktadir. Swain (2003) de erkekliklerin
kurulumunda bedenin roliinii ele aldig1 arastirmasinda, fiziksel giice sahip olmanin
erkek Ogrencilerin birbirleri karsisindaki konumlaniglarini bigimlendiren bir tiir
fiziksel sermaye islevi gordiigiinii ortaya koymustur.

Popiiler erkekligi tanimlayici bir diger 6zellik okul kiiltiiriine direnme egilimidir.
Bu odgrenciler bagka simiflardan dgrencilerle kavga ederek, tuvaletlerde sigara igerek
ve izin verilmemesine karsin ders aralarinda okuldan disar1 ¢ikarak okul kurallarini
ihlal etmektedir. Popiiler erkeklerin simifta da siklikla dersi takip etmeme, kendi
aralarinda konugma, baskalarinin tizerine kagit ve yiyecek atma, baskalariyla dalga
gegme benzeri siif diizenini bozan davraniglarda bulunduklari gézlemlenmistir.
Havali kizlar grubundan Derin, popiiler erkeklerin bu 6zelliklerini s6yle dile
getirmektedir: “Ali ve Akin beraber oturuyorlar zaten. Ikisinin de pek derslerle ilgileri
yok. Derste saka filan, miizik agiyorlar, dyle seyler. Ders bozucu hareketleri ¢ok fazla.
Teneffiislerde ¢ikiyorlar tuvalete gidip sigara doniiyorlar beraber. Oyle bir
arkadaslik.” Alanyazindan okul kiiltiiriine direnme egilimi gosteren erkek gruplarina
ornek olarak Willis’in  (1977) c¢alismasindaki lads ve Connell’in  (1989)
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aragtirmasindaki cool guys verilebilir. S6z konusu erkek gruplari, genellikle is¢i
sinifindan gelen dgrencilerden olugmaktadir. Bu galigmadaki orta siniftan ve alt orta
smiftan gelen popiiler erkeklerin okul kiiltiiriine direnme pratigiyse alanyazindaki is¢i
siifindan erkek 6grencilerle iliskilendirilenden farklilasmaktadir. Popiiler 6grenciler,
okul kiiltiirtine direnerek, daha ¢ok Martino’nun (1999) orta sinif erkek grubu cool
boys’a benzer bigimde, havali ve umursamaz bir popiiler erkek kimligi kurmaktadir.

Popiiler erkeklerin akademik pratiklere ve basariya bakiglar1 da okul kiiltiiriine
direnme iizerinden erkeklik kurulumunun bir parcasi olarak kimliklerinin 6nemli bir
tanimlayicist konumundadir. Bu 6grenciler Ingilizce derslerine hazirliksiz gelme,
Odevleri zamaninda tamamlamama, evde diizenli ders ¢alismama, sinavlara gecer not
alacak kadar hazirlanma gibi davraniglar aracilifiyla akademik basariyr ve buna
yonelik pratikleri kendi kimliklerine karsit bulduklarini gostermektedir. Popiiler
erkeklerin havali kizlarla aralarinda gecen asagidaki konusma, bu durumu goriiniir
kilmaktadir.

Utku Ogretmen: Evet, Ali. Smav olmasin m1 diyeceksin? (Giiliigmeler.)
Ali: Sinav olsun da yani bence asir1 zor.
Yigit: Bence de.

Naz: Ben ilk bagta paragrafi yazryorum. O ilk basa koydugunuz paragraf var ya
onu sona birakinca yetigiyor hepsi. Ben hepsini kontrol de ediyorum.

Utku Ogretmen: Taktigi ver arkadaslarma. Gérdiiniiz ¢ok yararli bir teknik.
Akin: Hocam, o okudugunu anladig i¢in olabilir mi? (Giiliigmeler.)

Ali: O iyi hocam, o ¢alistyor.

Bu ornekte popiiler erkekler, kendilerini ¢aliskan ve basarili kiz 6grencilerle
karsitlik iizerinden karsilastirmaktadir. Boylelikle baskin heteronormatif erkeklik
kiiltiirti, akademik bagarinin ve buna yonelik pratiklerin kadmna atfedilerek
marjinallestirilmesiyle kadinliga karsitlik tizerinden kurulmaktadir. Martino (1999),
baskin erkeklik kiiltiirinde akademik basarinin ve buna doniik ¢abanin
degersizlestirildigini ve bu aragtirmada da goriildigii gibi, bunun okulun degerlerine
karg1 koyma bigiminde kendini gdsteren direnis iizerinden erkeklik kurumunun bir
pargast oldugunu belirlemistir. Smith (2007) de kendini “sert” ya da “mago” erkek
olarak konumlandiran erkek gruplarinin akademik etkinlikleri kadina 6zgii ve erkekler
icin uygun olmayan etkinlikler olarak smiflandirdiklarini ortaya koymustur.
Akademik basarinin kadinsi kabul edilmesi nedeniyle, basariya yonelen erkek
ogrenciler geleneksel hegemonik erkeklik kiiltiiriniin  disina  ¢iktiklar1  igin
dislanabilmektedir (Mac an Ghaill, 2004; Renold, 2001).

Popiiler erkeklikten farkli bir erkeklik performansi sergileyen erkek dgrenciler,
smifta ikincil konumdaki o6teki erkekler grubunu olusturmaktadir. Bu gruptaki
ogrencilerin ikisi orta sinif, ikisi alt orta sinif ve besi ig¢i sinifi kokenli ailelerden
gelmektedir. Oteki erkekler arasinda da orta smif ve alt orta smiftan dgrenciler
bulunmakla birlikte, bu &grenciler erkekliklerini popiiler erkeklerden farkli
bigimlerde ifade etmektedir. Popiiler erkeklerin aksine, Oteki erkeklerin sosyal
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iliskileri genellikle simif i¢i gruplarla simirhidir ve okul igindeki goriiniirliikleri daha
azdir. Bu 6grencilerin ¢ogu fiziksel goriiniim bakimindan popiiler erkeklik 6l¢iitlerini
kargilayamamaktadir. Bu durum bedensel &zgiivenlerinin daha simirli olmast
bi¢giminde yansimaktadir. Yine popiiler erkeklerden farkli olarak, okul kurallarini ihlal
etme egilimi de sergilemedikleri gozlemlenmektedir. Bu 6zellikleriyle baskin popiiler
erkek grubu karsisinda nasil konumlandiklarina dayali olarak tanimlanan Oteki
erkekler ¢ogu zaman sessiz, uyumlu ve goriinmezdir. Utku 6gretmen, 6teki erkekleri
“kendi hallerinde gidip gelen, kimseyle ¢cok muhatap olmayan” 6grenciler bi¢ciminde
tanimlayarak bu durumu ifade etmistir.

Oteki erkekler, popiiler erkeklik igin gereken dzellikleri tasimamakla birlikte,
onunla cgelisen pratikler de sergilememektedir. Bu 6grencilerin siniftaki normatif
baskin erkeklik pratiklerinden sapmayacak bigimde davranarak bu pratikleri kabul
eden bir kimlik kurduklart gézlemlenmektedir. Baskin heteronormatif erkeklik
kiiltirinden sapma, erkek &grencileri diglanma ve =zorbalikla karsi karsiya
birakabilmektedir (Martino, 2000; Swain, 2003). Ornegin &teki erkekler grubundan
Omer, popiiler erkeklerin aksine kiz 6grencilere yonelik bask: ve siddetin dogrudan
bir uygulayicisi olmasa da bu pratiklere nasil uyum sagladigim soyle dile
getirmektedir: “Ben yapmuyorum da giiliiyorum onlarin yaptiklarina... Giiliiyorum
yani katiltyorum onlara da.” Bu 6rnek, oteki erkeklik performansina iliskin 6nemli
ipuglar1 saglamaktadir. Oteki erkekler, simifta kendilerini hedef olmaktan korumak
i¢in, popiiler erkeklerin baskin erkeklik kiiltiiriinii siirdiiren bir mekanizma olarak kiz
ogrencilere karsi kullandigi mizahi dogrudan ise kosmasa da kizlarla dalga
gecildiginde giilerek bu davramisa katilmaktadir. Asagidaki ornek, oteki erkeklerin
kizlara yonelik baskida dolayli da olsa nasil bir rol oynadigint géstermektedir:

Ece: Herkes bir kisinin s6ziine bakiyor. Kimse kendi iradesiyle karar vermiyor.
Naz: Biri onde digerleri kuyruk gibi arkasinda.

Aragtirmaci: Yani gruplar1 yonlendiren arkadaslariniz mi var?

Ece: Var. (Parmagiyla Ali’yi gosteriyor.)

Miige: Var. Hep bize kars1 yonlendiriyorlar.

Mert: Hocam, onlar fikir sunuyor. Mantikl1 geliyor. Biz de uyguluyoruz.

Bu ornek, popiiler erkeklerin yonlendirici etkisini ve 6teki erkeklerin bu etkiye
nasil uyum sagladigim gériiniir kilmaktadir. Oteki erkeklerin bu uyum davranisi, simf
iginde hata yapma korkusu ve dislanma endisesiyle bicimlenmektedir. Ornegin dteki
erkekler grubundan Caglar, bireysel goriismede Ingilizce konusma konusundaki
¢ekincelerini ve hata yapma korkusunu su sézlerle dile getirmistir:

Aragtirmaci: Konusurken kendini rahat buluyor musun?

Caglar: Yok, ¢ok heyecan yapiyorum. Agir konusuyorum zaten, yavas yavas
konusuyorum yanlis bir sey sdylersem kotii olur mu diye.

Aragtirmaci: Yazmada daha mi1 rahatsin?

Caglar: Evet. Yazarken hani yazdigim yanlis da dese 6gretmen bir sey olmaz
ama konusurken sinifa rezil olacagim korkusu da var tabii.
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Yukaridaki diyalog, 6teki erkeklerin simf iginde korku ve g¢ekingenlikle nasil
sessiz kaldiklarin1 gostermektedir. Kendileri dogrudan baski uygulamasalar da
dislanma ve zorbalik korkusuyla baskin erkeklik normlarina uyum saglamaktadirlar.
Erkek gruplar1 arasinda ¢atisma yasanmamasi, hem kiz ve hem erkek ogrenciler
tarafindan erkek 6grencilerin zaman zaman tek bir grup bigiminde algilanmasina yol
acabilmektedir. Popiiler erkeklik pratiklerinin dogrudan ya da dolayli ise
kosulmasiyla ortaya ¢ikan bu algi, ayn1 zamanda erkek gruplarmin kiz gruplariyla
iktidar miicadelesinin yansimasidir. Popiiler erkekler bu amacla ¢esitli mekanizmalari
ise kosmaktadir. Yiiksek sesle konusma, s6z almadan konusma ya da diger
ogrencilerin soziini kesme yoluyla sinif ici etkilesimlerde baskinlasma bu
mekanizmalardan ilkidir. Buna zaman zaman birbirini destekleyici bigimde alkiglama,
bagirma, tezahiirat etme eslik etmektedir. Bu durumun bir 6rnegi, havali kizlar
grubundan Gokge ile 6teki erkekler grubundan Ilker akilli tahtada oyun oynarken
gbzlemlenmistir:

Erkek Ogrenciler: Ah! Olsun. (Gokge soruyu bilemedi. Erkek 6grenciler bir
yandan {iziilmiis gibi yaparken bir yandan alkisliyor.)

Caglar: Haydi ilker!

Emir: Tlker beni diisiin.

Erkek Ogrenciler: Bravo be! (Erkek dgrenciler lker’i alkislyor. Tezahiirat
yapiyorlar. Emir iki eliyle kalp isareti yapiyor.)

Sinif i¢i baglami bir tiir miicadele alani olarak tanimlayan Walkerdine (1990),
konusmada baskinlasan 6grencilerin bu miicadelede sessiz kalanlar karsisinda daha
gicli konumda oldugunu ve erkek Ogrencilerin  kullandiklar1  dille
baskinlagabildiklerini belirtmektedir. Benzer bigimde Julé’ye (2004) gore, sinif ici
konusmada baskinlagma bir gii¢ ve mesrulastirma araci olarak islev gormekte ve erkek
6grencilerin bu bakimdan baskin olmasi kiz 6grencileri sessizlestirerek kendilerini
ifade etme olanaklarini azaltmakta ve 6zgiivenlerini zedelemektedir. Mahony (1985)
de konusmalarin sinif i¢i etkilesimde kapladigi alan bakimindan erkek 6grencilerin
baskinlagsmasinin normallestirildigine dikkat ¢ekmektedir. Rowlett ve King (2017),
smifta  sesleri kabul edilmeyen Ogrencilerin  dil  6grenme isteklerini
kaybedebildiklerini ve hatta sinif uygulamalari ile dgretim programina karsi pasif bir
direnise gegebildiklerini belirtmektedir.

Cinsiyet yiiklii mizah, popiiler erkeklerin hem kendi erkeklik performanslarini
hem de diger gruplarin davraniglarin1 diizenledikleri bir diger mekanizmadir. Asagida
smifiginden bir 6rnegi sunulan bu pratik; birbirleriyle sakalagmanin yani sira 6zellikle
kiz 6grencilerle dalga ge¢me, onlarin iizerine kagit, yiyecek vb. atma, onlara el sakasi
yapma gibi davraniglar1 igermektedir.

(Utku 6gretmen yoklama alirken arkada Yigit, Akin ve Deniz sakalastyor.
Yigit ve Akin, Deniz’e bir sey atiyor; o da agziyla yakalamaya ¢alistyor. Kendi
aralarinda giiliiyorlar.)

Selin: Hocam, burada bir seyler oluyor.

(Akin ¢ok yiiksekten atinca Deniz’in kafasina geliyor. Yiiksek sesle
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giiliiyorlar.)
Emir: N’oluyor? (Yiiksek sesle giiliismelerine doniiyor.)
Firat: N oluyor? (Emir’i tekrarliyor.)

Selin: N’apiyorsun ya? Hocam! (Deniz, Selin’in yiiziine bir seyler atiyor. Selin
attig1 seyi camdan disari firlatiyor.)

(Utku 6gretmen tepkisiz kalip yoklama almaya devam ediyor.)

Selin: Hocam, Deniz bana arkadan kagit atiyor.

Deniz: Bir tane attim.

Selin: Ben silgi attigimda sinifi temizletmistiniz.

Utku Ogretmen: Selin! Deniz!

Deniz: Ben kafasina attim hocam, sinifa atmadim!

Yukaridaki ornek, popiiler erkekler arasinda mizah yoluyla kurulan erkeklik
performanslarinin sadece grup i¢i baglari giiglendirmekle kalmayip kiz 6grencilerle
olan etkilesimlerde de gii¢ iliskilerini nasil yeniden iirettigini ortaya koymaktadir.
Kehily ve Nayak (1997), erkek 6grencilerin grup kiiltiiriiniin 6nemli bir pargasi olan
bu tiir mizahin erkeklik performanslari i¢in bir alan agmanin yaninda heterosekstiel
erkeklikleri denetleme islevi gordiigiinii belirtmektedir. Haval kizlar, erkeklerin saka
oldugunu belirttikleri mizah1 saka olarak kabul etmediklerini ve onaylamadiklarini
soyle ifade etmektedir:

Doga: Arada bir kavga oluyor.

Miige: Arada degil, genelde kavga oluyor.
Aragtirmaci: Neyin kavgasi bu?

Ece: Biz fazla anlasamiyoruz.

Gokge: Sakay1 karigtiriyorlar, abartiyorlar sakayz.
Arastirmaci: Erkekler size saka mi1 yapiyor?
Miige: Yok.

Kiz Ogrenciler: Sakalasmiyoruz.

Bu ifadeler, popiiler erkeklerin mizah yoluyla ¢izdikleri sinirlarin kiz 6grenciler
agisindan bir rahatsizlik, dislama ya da g¢atisma kaynagina doniisebildigini de
gostermektedir. Arastirmalar, baskin erkek gruplarinin siddeti bu bigimde kendi
erkekliklerinin sinirlarini ¢izmek ve diger erkek 6grencilerle kiz 6grenciler tizerinde
baski kurmak igin kullanabildiklerini gostermektedir (Martino, 2000; Renold, 2001).
Kehily ve Nayak (1997) erkeklik hiyerarsisinde altlarda konumlanan erkek
ogrencilerle kiz 6grencilerin siklikla baskin erkek 6grencilerin hedefi oldugunu ve
boylesi durumlarda mizah ile taciz arasindaki smrin  bulaniklastigini
vurgulamaktadir. Menzies ve Santoro’ya (2017) gore, erkek oOgrenciler mizahi
akranlari ile aralarindaki gii¢c dengesini kendi lehlerine bozmak i¢in kullanmaktadir.

Akran Gruplarinda Kadinhklarin Kurulumu: Havah Kizlar ve Ciddi Kizlar

Siniftaki kiz gruplari alt1 6grenciden olusan havali kizlar ve on bir 6grenciden
olusan ciddi kizlardir. Erkek gruplarinda oldugu gibi, bu gruplar1 tanimlayan belirgin
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ozellikler bulunmaktadir. Havali kizlar grubundaki 6grencilerden biri orta simif, tigii
alt orta simif ve ikisi is¢i sinifi kokenli ailelerden gelmektedir. Bu grup smifsal olarak
cesitlilik gosterse de iiyelerinin ortak noktasi, Ingilizce dersindeki akademik
basarilari, kendilerine giivenleri ve yarigmaci tutumlaridir. Popiiler erkeklere benzer
bi¢imde, havali kizlar da yalmzca simf i¢inde degil, baska siniflardaki kiz gruplariyla
da arkadaslik kurarak okul genelinde tanimirlik kazanmistir. Bununla birlikte, bu
dgrenciler Ingilizce 6gretmeni ve akranlari tarafindan daha ¢ok miizik dinleme, dans
etme, sarki soyleme, kendi aralarinda ya da diger gruplardan 6grencilerle sakalagma
gibi “rahat” davraniglariyla tanimlanmaktadir. Utku 6gretmen bu 6grencileri “lay lay
lom, eglenelim, miizik dinleyelim diyen bir grup” bigiminde betimlemektedir. Havali
kizlarin “rahat” davraniglar1 akranlarinca gocuksu bulunmakta ve bu 6grenciler olgun
davranmamakla elestirilmektedir. Oteki erkekler grubundan Bugra, havali kizlari
nasil ¢ocuksu buldugunu su sozlerle dile getirmektedir: “Biraz daha ¢ocugumsu
hareketler yapiyorlar. flgi mi ¢ekmeye calisiyorlar pek anlamadim da, ciddi degiller,
¢ocuk gibiler.” Ciddi kizlar grubundan Giil¢in de “Giiliip oynayip dans etmeyi seven
bir grup var, bir de bundan rahatsiz olan bir kiz grubu var.” diyerek havali kizlarin
davraniglarindan dolay1 gordiigii olumsuz tepkiyi vurgulamaktadir. Havali kizlarin bu
“rahat” davraniglar1 nedeniyle elestirilmesi, smifta kiz Ogrenciler i¢in belirli
ozelliklerin uygun goriilerek normallestirildiginin ve bir tiir baski mekanizmasinin
islediginin gostergesidir.

Havali kizlarin fazla hareketli olma, yiiksek sesle konusma, diger kiz ve erkek
ogrencilerle dalga gegme gibi daha ¢ok erkek gruplarindaki 6grencilerin sergiledigi
ve onlar i¢in normal goriilen davranislart da akranlarinca uygunsuz bulunmaktadir.
Havali kizlarin bu ozellikleriyle sergiledikleri normatif smirlart asan kadinlik
performanslari siniftaki cinsiyet diizenini ihlal etmektedir. Bunun sonucunda, siklikla
diger gruplarin hedefi olmaktadirlar. Reay (2001), ilkokulda kiz ve erkek dgrencilerle
yiriittiigii aragtirmasinda, havali kiz grubuna benzer bicimde, spice girls grubunun
kadmlik normlarinin  digindaki davranislari  nedeniyle diger 0Ogrencilerin
asagilamalartyla karsi karsiya kaldiklarini belirtmistir. Bu ¢alismada da o6zellikle
popiiler erkeklerin, bu kiz 6grencilere kars1 diizenleyici bir mekanizma olarak mizahi
siklikla  kullandigr  goriilmektedir. Havali kizlarin normatif yap1 diginda
konumlandirdiklart kadinliklarinin 6nemli bir pargast olarak séz konusu cinsiyet
yiikli mizaha da belirgin bi¢gimde direndikleri g6zlemlenmektedir. Joker
ogrencilerden biri olan Bade bu direnci su bigimde dile getirmektedir: “Miige’ler de
erkekleri ¢gok sevmiyorlar ve sadece kendi aralarinda bir seylerle muhatap olup bir
seyler yasamak istiyorlar. Digaridan bir erkek de miidahale edince, sen kimsine
doniiyor olay. Sonra birbirlerine laf atiyorlar, olay harlaniyor.”

Siniftaki ikinci kiz grubu olan ciddi kizlar, kadinliklarini ¢aligkan ve sorumluluk
sahibi 6grenci kimligi izerinden kurmaktadir. Ciddi kizlar grubu, biri orta sinif, tigii
alt orta sinif ve yedisi ig¢i sinifi kdkenli ailelerden gelen 6grencilerden olusmaktadir.
Bu grupta, oteki erkeklerde oldugu gibi, is¢i smifi kdkenli 6grencilerin sayica
baskinlig1 dikkat ¢cekmektedir. Sinifsal gesitlilige karsin, grubun genelinde akademik
basariya yonelme, Kurallara uyum ve sorumluluk bilinci 6ne ¢ikmakta; sosyal
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iliskilerde ise daha mesafeli ve kontrollii bir tutum sergilenmektedir. Bu dgrencilerin
Ingilizce dersindeki akademik basarisi grup iginde farklilik gdsterse de havali kizlarla
karsilagtirildiginda daha yiiksek degildir. Buna karsin, havali kizlar degil bu grup
basar1 odaklilikla tanimlanmakta ve bu kimlik hem 6gretmen hem de akranlari
tarafindan agik¢a onaylanmaktadir. Utku Ogretmen bu Ogrencileri “caliskan
Ogrencilerden olusan grup” olarak tanimlarken, diger gruplardaki 6grenciler de benzer
degerlendirmelerde bulunmaktadir. Bade, bu dgrencilerin bagar1 odakliligimi “Kendi
aralarinda ¢ok feci ders konusuyorlar. Bu Asya’larin grubunda asir1 derecede tavan
yapmis bir sey.” sozleriyle dile getirmektedir. Ciddi kizlar grubundan Defne ise
grubunun akademik pratiklere olan baglhiligini su bigimde aciklamaktadir: “O
kiimedekiler (havali kizlar1 ve popiiler erkekleri kastederek) genelde derslerde
birbirilerine kagit, silgi falan atiyorlar. Benim oldugum kiimeyse tamamen ders
dinliyor, ders odakl1.”

Ciddi kizlar kendilerini olgunluk ve kontrolliilik tizerinden de tanimlamaktadir.
Ciddi kizlar grubundan Asya, havali kizlarin ¢ocuksu davranmiglarina karsi kendi
olgunlugunu soyle dile getirmektedir: “Gittim dedim ki sizin benimle ya da bizimle
alip veremediginiz ne? Biz size bir sey yapiyorsak soyleyin, oziir dileyelim,
yapmayalim, kapatalim... Ayak kaldirmalar, yok fondotenini ¢ikar da gel demeler.
Sen ¢ocuk musun? Ergen ergen konusuyorlar.” Ciddi kizlar, kendilerini geleneksel
caligkan, olgun, sorumluluk sahibi ve kontrolli kadinlik smirlar1 igerisinde
konumlandirirken bu kaliplarin disinda hareket eden haval kizlarin kadinliklarim
denetleyerek var olan toplumsal cinsiyet diizenini gii¢clendirmektedir. Popiiler
erkekler de havali kizlarla ciddi kizlar1 kadmlik normlarma uygunluk agisindan
karsilagtirarak bu denetlemeye katilmaktadir:

Deniz: Bazi arkadaslarimiz olgunlasti, kendi yasina geldi, ergenlikten
uzaklasti. Ama bazi arkadaslarimiz... Cogu kiz bunlarin. Isim vermek
istemiyorum. Sizler degilsiniz zaten. (Ciddi kizlara donerek soyliiyor.) Herkes
biliyor kim oldugunu. Cocuksu hareketler yaparak insant kendinden
uzaklastiriyor.

[Iknur: Cileden ¢ikartiyorlar.

Arastirmact: Ornek verir misiniz?

Ozge: Hocam, kendilerini {istiin goriip bizi ezmeye galistyorlar.

Deniz: O da var.

Asya: Ama dyle bir sey yok yani.

Akin: Ama iistiin olan bu taraf, zeka olarak da fiziksel olarak da iistiin olan bu
taraf. (Alkislar.)

Odak grup goriismesinden bu kesitte, kiz gruplart arasindaki gerilimli iliski
goriiniirlik kazanirken, erkek ogrencilerin bundaki denetleyici rolii de ortaya
¢ikmaktadir. Akin’in “{istiin olan bu taraf” sdyleminden de anlasildig: iizere, popiiler
erkekler kiz gruplar arasinda gerilimi arttirmaktadir. Kiz gruplari popiiler erkeklerin
bu miidahalelerinin farkindadir, ancak bunu tam anlamlandiramamaktadir. Arastirma
kapsamindaki bireysel goriismelerle odak grup goriismelerinin kiz 6grencilerin bu
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davranist anlamlandirma c¢abasina hizmet ettigi gdzlemlenmektedir. Bunu
destekleyecek bicimde alanyazinda erkek gruplarinin ise kostugu mizah ile siddetin
siirlarinin nasil bulaniklagtigini isaret eden ¢alismalar bulunmaktadir (Johannessen,
2021; Odenbring ve Johansson, 2021). Kiz gruplar1 arasindaki ortak goriis, erkeklerin
bunu eglence araci olarak kullandig1 yoniindedir:

Arastirmact: Bu gruplagmada erkeklerin de pay1 var anladigim kadariyla.
Defne: Zaten en ¢ok onlarda pay var.

Arastirmact: Bunu neden yapiyorlar?

Defne: Eglence.

Arastirmaci: Him, eglenmek igin.

Defne: Galiba. Onlarin pek amaglarini anlayamiyorum.

Kizlarin eglence olarak yorumladigi bu miidahale, popiiler erkeklerin siniftaki
baskin konumlarini siirdiirmeye hizmet etmektedir. Popiiler erkekler, kiz gruplari
arasinda gerilim yaratarak ve var olan gerilimi arttirarak kiz gruplagsmalarim
giiclendirmekte ve kizlarin birlikte hareket etmelerinin 6niine gegmektedir.

Gruplasma Dinamiklerine Dislanmadan Katihm: Jokerler

Sinifta herhangi bir kiz ya da erkek grubuna dahil olmayan ve tiim gruplarla
etkilesimde oldugu gozlemlenen dort 6grenci (Can, Engin, Selin ve Bade)
bulunmaktadir. Bu durum, smiftaki oturma diizenlerinde en agik bigimde
goriilmektedir. Diger 6grenciler kendi gruplarindaki akranlariyla oturmayi yeglerken
bu dort 6grencinin oturduklari yeri siklikla degistirdikleri ve kiz erkek fark etmeksizin
farkli gruplardan 6grencilerle oturduklar1 gézlemlenmistir. Can bu durumu su bigimde
belirtmektedir:

Can: Ben nereye koysalar otururum ¢ok sicak olmadigi siirece.
Arastirmaci: Erkekler bir arada oturuyor ama siz ikiniz (Engin ile ikisini
kastederek) orada oturuyorsunuz bazen ya da diger tarafta kizlar arasinda.
Can: Bizim degisiyor. Biz siirekli degisiyoruz. Herkesle oturabiliriz.
Aragtirmaci: Evet, sizde sey var, karisiyorsunuz.

Can: Joker.

Bu anlatida Can’n dile getirdigi ve buna dayali1 olarak ¢aligmada bu 6grencileri
betimlemek i¢in kullanilan “jokerlik”, onlarin siniftaki gruplasmaya dahil olmadan
hareket edebilmesine karsilik gelmektedir. Bu 6grenciler herhangi bir gruba dahil
degildir, ancak hi¢bir grubun da disinda tutulmamaktadir. Engin’in kimlerle
arkadaslik ettigine iligkin soruya yaniti bunu gosterir niteliktedir: “Herkesle ¢ok
yakimimdir. Hatta biraz da rahatsiz edici olabiliyor herkesle ¢ok iyi anlagmam ¢ilinkii
belki birbiriyle anlasamayan iki insan oluyor ve ben ikisiyle de ¢ok iyi anlagiyorum
ve ikisi de bir sey diyemiyor.” Selin de kiz ya da erkek fark etmeksizin Bade ile
ikisinin farkli gruplar tarafindan nasil kabul edildigini “Erkekler genellikle ya suraya
diziliyorlar ya da bizi (kiz 6grencileri kastederek) oradan kaldirip oturuyorlar. Selin
sen kal, Bade sen kal, siz gidin...” sozleriyle dile getirmektedir.
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Jokerler boylelikle simiftaki baskin gruplagsma dinamiklerinin disinda hareket
etme ayricaligimma sahip olmaktadir. Bu ayricalik birtakim dokunulmazlik
mekanizmalariyla olanakli olmaktadir. Bu mekanizmalar Selin, Can ve Engin i¢in
smifsal arka plana, Bade icinse toplumsal cinsiyete dayali birtakim o6zellikler
temelinde islerlik kazanmaktadir. Baskin erkek grubunda yer almayan erkek
ogrenciler etiketlenmekten ve Otekilestirilmekten kaginmak icin  birtakim
mekanizmalar1 devreye sokabilmektedir (Renold, 2001). Can ve Engin’in de okulun
miizik grubunda yer almasi ve okulu miizik yarigmalarinda temsil etmesi, onlarin
akranlariyla ve 6gretmenleriyle iliskilerindeki konumlanisini bigimlendirmektedir.
Can ve Engin’in bagarili bir miizik grubunda yer almaktan dolay1 okulda popiilerlik
ve sayginlik kazandigi goriilmektedir. Bu durumun beraberinde getirdigi akran
kabulii, bu 6grencilerin diger erkek dgrencilerden farkli olarak baskin heteronormatif
erkeklik sinirlarinin diginda hareket alani kazanmasina olanak tanimaktadir. Bu
ogrenciler etiketlemeden derste kiz 6grencilerle oturabilmekte ya da ders disinda
onlarla zaman gecirebilmektedir. Defne’nin dile getirdigi gibi, kiz 6grenciler de Can
ve Engin’i diger erkek ogrencilerden farkli konumlandirmaktadir: “O ikisi benim
idoliim gibi. Gergekten ¢ok 6rnek aliyorum. Olaganiistii kisilikler.” Can ve Engin’in
kendi erkekliklerini miizakere etmelerine olanak tanryan miizik grubunda
kazandiklar1 popiilerlik ve sayginlik, ayni zamanda geldikleri orta sinif arka planin
onlara sagladig1 ekonomik ve kiiltiirel kaynaklarin bi¢imlendirdigi bir ayricaliktir.

Selin’in de diger kiz 6grencilerden farkli konumlanmasinda geldigi orta siif
arka plana dayal1 6zelliklerinin belirleyici oldugu goriilmektedir. Selin okulda tiyatro
grubundadir ve okul disinda da bir tiyatro kursuna devam etmektedir. Boylelikle
cesitli arkadas gruplarinin pargasi olmasi ona popiilerlik kazandirmaktadir. Selin
kendini simifta akranlar1 karsisinda nasil konumlandirdigini  su  bigimde
aciklamaktadir: “Sinifta herkesle iyiyim ben... ama fazla sevdigim insan tipi yok
okulda... ben seyi daha ¢gok seviyorum, bdyle belirli hedefleri olan, onun i¢in ¢aligan,
bir seyler gérmiis gegirmis, kiiltiirli insanlar1 daha ¢ok seviyorum.” Selin boylelikle
simifta tim akranlariyla arkadaslik kurabilmenin yaninda begeni ve ilgilerinin
farklilagmastyla onlarla arasinda sinifsal bir ayrim ¢izmekte ve arkadaslik kurmay1
ortaklasan bu dgrenciler, 6zellikle miizik ve tiyatro araciligiyla elde ettikleri sayginlik
ve kabulle simiftaki diger orta simif arka plandan 6grenciler kargisinda da distiinliik elde
ederek statiilii bir konuma yerlesmektedir.

Bade, kendini kadinlik ve erkeklik arasinda bir noktada konumlandirarak farkli
bir cinsiyet kimligi kurmaktadir. Bu tiir bir kadinlik kurulumu alanyazinda tomboy
kavramiyla agiklanmaktadir (Renold, 2006, 2008). Reay (2001), ¢alismasinda tomboy
olarak tanimladig1 kiz 6grencilerin kadinlikla erkekligin bulustugu sinirlarda hareket
ettigini belirterek onlarin arada kalan konumunu vurgulamaktadir. Bade, erkek
gruplarinda oldugu gibi kendini diger kizlarla karsitlik iizerinden tanimlamakta ve
erkeklere atfedilen 6zelliklere yonelmektedir. Bade’nin asagidaki agiklamalari soz
konusu arada konumlanis1 gosterir niteliktedir:
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Bade: Aslinda kizlarla da ¢ok iyi anlagabilirim. Dedikodu yaparim, makyaj da
yaparim falan. Anlasabiliriz ama bazi hareketlerim ¢ok erkeksi gibi mi
diyeyim. Onlara bu ¢ok absiirt geliyor ya da benim bazi hareketlerimi
kabullenemiyorlar.

Arastirmaci: Mesela hangi hareketlerini?

Bade: Aslinda konusma seklim. Konusurken ¢ok kaba gibi konusuyorum
bazen. Daha yiiksek sesle, daha kalin, daha bogiirerek boyle.

Arastirmaci: Kizlar?

Bade: Narinler sanki. Kirilgan gibiler. Birinin gelip onlar1 korumasi gerektigini
diistiniiyorlarmis gibi asiri narinler. Belki de boyle diisiindiigiim i¢in biraz
boyle davraniyorum. Sey vardir ya eskiden hani kadin dedigin kocasinin
yaninda olacak gibi ya da kocasi ne derse onu yapacak, kocast onu koruyacak
gibi falan. Belki de bunu yanlis buldugum igin erkek gibi olmusumdur.

Bade diger kiz 6grencileri narin ve kirilgan bi¢iminde tanimlayarak giicsiiz
bulmaktadir. Kendini ise bu tanimlamanin disinda tutmaktadir. Onun yerine daha
giiclii buldugu erkekler gibi konusup davranarak onlarin diinyasinda yer almay1
yeglemektedir. Ornegin, Bade kiiciikken spor yapmaya ve dzellikle futbol oynamaya
erkek diinyasinda var olma araci olarak nasil yoneldigini su bigimde aciklamaktadir:
“Normalde kizlarla hi¢ anlagamiyorum, erkeklerle daha iyi anlasiyorum. Erkekler de
futbol oynadigi i¢in oraya dogru oluyor... Benden iki yas biiytik kiz kuzenim de vardi
ama onunla hi¢ anlagsamadik. O kadar siisliydii ki ve ben hi¢ sevmem boyle.”
Bade’nin kizlarin diinyasini1 dedikodu, makyaj ve stislenme ile sinirlandirmasi onlara
kiiglimseyici bakisini géstermektedir. Renold (2006) da calismasinda benzer bir
kadinlik sergileyen Erica’nin geleneksel kadin goriiniimiinii reddederek kendi
kadinhigimi diger kiz 6grencilerin modaya olan ilgisini kiiciimseyerek kurdugunu
ortaya koymustur. Kadinhiga bu kiigimseyici bakig, onun erkeklik karsisinda
degersizlestirilmesi ve ikincil konuma itilmesinin 6niinii agmaktadir. Boylelikle
erkeksi olanin degerli oldugu, giic kazandirdig: inanci pekigsmektedir. Bade de erkeksi
bir kadinliga yonelerek sinifta zayif gordiigli kizlarin konumundan giiclii gordiigii
erkeklerin konumuna yiikselme c¢abasi igindedir. Bunu destekler bi¢cimde Reay
(2001), kendini tomboy olarak tamimlayan kiz ogrencilerin erkekligi glic ve
sayginlikla iligkilendirdiklerini belirtmistir.

Bu “aradalik” Bade’nin kiz ve erkek gruplariyla iliskilerini bigimlendirmektedir.
Bade’nin erkeksi davraniglariin diger kiz 6grencilerce absiirt bulunmasi, onun arada
kalan kadmliginin tepkiyle karsilandiginin isaretidir. Havali kizlar gibi Bade’nin de
normatif kadinliktan sapmasi kiz &grencilerin tepkisine neden olmaktadir. Buna
karsin, Bade arada kalan kimligiyle iki kiz grubundan birine tamamen dahil
olmayarak ikisiyle de iletisim kurmaya devam etmektedir. Erkek ogrencilerse
Bade’nin aradaligim farkli kargilamaktadir. Erkek Ogrencilerin giiglerini ve
konumlarini sorgulayan havali kizlar1 marjinallestirirken var olan kadinlik rollerine
dirense de eril giicii ve iistiinliigii kabul eden Bade’nin kadinligini normallestirdikleri
goriilmektedir. Reay (2001) bu kiz dgrencilerin geleneksel kadinlik normlarinin
disinda hareket etmelerine karsin erkek gibi olmayi gii¢ ve sayginlik kaynagi gorerek
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baskin toplumsal cinsiyet rejimine oOrtiik bigimde uyum gosterdiklerini ileri
stirmektedir. Renold (2006) da bu kizlarin bir yandan toplumsal cinsiyet normlarini
alt tst ederken diger yandan toplumsal cinsiyet hiyerarsilerini giliglendirdiklerini
belirtmektedir. Buna iliskin olarak Butler (1990) var olan toplumsal cinsiyet
normlarinin disina ¢ikmanin her zaman bunlar1 doniistiirdiigii anlamina gelmedigini,
tam tersine bunlari gliclendirebildigini tartigmaktadir.

Tartisma, Sonu¢ ve Oneriler

Aragtirma bulgulari, sinifta gesitli kiz ve erkek gruplarina kosut bigimde goklu
kadinliklarin ve erkekliklerin varligimi ortaya koymaktadir. S6z konusu cesitlilige
karsin, gruplar arasindaki iligkiler O6znelesme bicimlerinin hiyerarsik olarak
diizenlendigi bir alanda (Foucault, 1980) ortaya c¢ikmaktadir. Popiiler erkeklerin
baskin erkeklik performansi dikkat ¢cekmekte ve sinif i¢indeki toplumsal cinsiyet
dogruluk oyunlarin1 yonlendirme islevi gormektedir. Bu hegemonik erkeklik
performansi; fiziksel giig, okul kurallarina meydan okuma ve okul geneli sosyallesme
pratikleriyle sinif i¢inde goriiniirlik kazanmaktadir. Akademik basar1 gibi kadinlara
atfedilen 6zellikler dislanmakta; bu diglama ve karsitlik {izerinden bir erkeklik normu
olusturulmaktadir. Bu 6grenciler, belirli 6zellikleri mesrulastirip  digerlerini
dislayarak dogruluk oyunlari iginde isleyen bir erkeklik standardi kurmaktadir. Bu
yolla, simifta erkeklige iligkin makbul sinirlar belirlenmekte ve bunun digsinda kalan
erkeklik bigimleri degersizlestirilmektedir. Bu arastirma bulgularinin da gosterdigi
gibi, boylelikle erkekligin nasil kurgulanacagi hegemonik erkeklik kiiltiiriiniin
belirledigi pratiklerce diizenlenmekte ve baskin heteronormatif erkekligin bir
denetleme mekanizmas: olarak islemesi s6z konusu olmaktadir (Nayak ve Kehily,
1996; Martino, 2000). Connell’a (1989) gore heteronormatif erkeklik, kadinligin
degersizlestirilmesi ve eril kimligin yiiceltilmesiyle ataerkil diizenin devamliligini
saglamaktadir. Renold (2001) ise normatif kaliplarin disinda kalan erkekliklerin
ikincillestirilmesi ve patolojiklestirilmesinin hiyerarsik bir cinsiyet rejimi yarattigin
belirtmektedir.

Sinifta kabul goéren cinsiyet performanslarinin sinirlarini belirleyen normatif
cerceve, kiz ve erkek Ogrencilerin hangi ozellikleriyle 6ne ¢ikip hangileriyle arka
planlara itildigini belirlemektedir. Erkekler i¢in fiziksel gii¢, okul kurallarina meydan
okuma, akademik basariya kars1 durus gibi 6zelliklerin 6ne ¢ikarilmast; kizlar i¢inse
akademik basariyla birlikte kontrollii, olgun, sorumluluk sahibi ve uyumlu olma
beklentisinin vurgulanmasi sinif i¢inde bu kaliplarin nasil normallestigini
gostermektedir. Ogrenciler bu dogrular icinde 6znelesmekte; yani ya bu normlara
uyum gostererek kabul gormekte ya da disina ¢iktiklarinda gesitli bigcimlerde denetim
altina alinmaktadir. Bu durum, daha 6nceki ¢aligmalarin da vurguladigi iizere, cinsiyet
rejiminden sapmanin ¢esitli sosyal bedelleri olabilecegini gostermektedir (Mac an
Ghaill, 2004; Martino, 2000; Reay, 2001; Swain, 2003). Ingilizce grenme siirecinde
ozellikle baskin erkek grubu, iktidarin mikro diizeyde nasil isledigini gosterir bigimde,
kadinliklar1 ve erkeklikleri diizenleme mekanizmasi olarak cinsiyet yiiklii mizah gibi
birtakim pratikleri ise kosmaktadir. Oteki erkekler ve ciddi kizlar bu pratiklere ya
sessiz kalarak ya da dolayli bicimde katilarak uyum gostermektedir. Boylelikle sinif
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icinde hegemonik normlar giiclenmektedir. Bu iki grup ayn1 zamanda havali kizlarin
erkekler i¢in normal karsilanan ancak kizlar i¢in uygun bulunmayan o6zellikleri
karsisinda etiketleme ve asagilama pratigi ile de siiftaki cinsiyetlendirilmis sosyal
diizeni denetlemektedir.

Boylesi bir smif baglamima karsin, bazi 6grencilerde normun diginda kalan
cinsiyet performanslar1 da gézlemlenmektedir. Bu 6grencilerin bu nedenle aldiklari
tepkiler ve akranlar1 karsisinda konumlanislar1 bakimindan onlar1 bekleyen sonuglar
farkli olmaktadir. Erkeksi Ozellikler tizerinden bir kadinlik kuran Bade, normatif
olandan saparak akranlarmin dikkatini ¢ekmekte ve tepkisiyle de karsilasmaktadir.
Ancak havali kizlardan farkli olarak, Bade sinifta gii¢lii konumlanmak i¢in erkek
diinyasina yonelerek baskin erkeklige dogrudan kars1 ¢itkmamaktadir. Bade’nin norm
dis1 konumlanisi, bir yandan toplumsal cinsiyet diizeninin digina ¢ikarken, bir yandan
da bu diizenin iktidar iliskileri i¢inde nasil yeniden tiretildigini isaret etmektedir. Var
olan cinsiyet rejimini doniistiirmeye degil daha gii¢lii bigimde siirdiirmeye katkida
bulunan (Butler, 1990; Renold, 2006) bu arada kalan konumlanis, akran gruplarinda
dislanma degil, kabulle sonuclanmaktadir. Boylelikle Bade siniftaki gruplasma
dinamiklerine kars1 da dokunulmazlik elde edebilmektedir.

Sinifta baz1 6grenciler de geldikleri sinifsal arka planlara dayali ayricaliklarin
bicimlendirdigi o6zelliklere dayali olarak dokunulmazlik kazanmaktadir. Bu
ogrenciler, sinif kiiltlirtine ve siifsal kaynaklara dayali kiiltiirel pratikler araciligryla
okul genelinde akranlar1 arasinda popiilerlesmekte ve onlarin kabuliini elde
etmektedir. Boylelikle sinifsal arka plana dayali ayricaliklar, Ingilizce sinifinda bu
6grencilere akranlarinca dislanmadan daha esnek bigimde cinsiyet kimliklerini kurma
olanagi saglamaktadir. Bu durum, sinif temelli ayricaliklarin da iktidar iliskileri iginde
isleyerek kiz ve erkek 6grencilerin 6znelliklerini bigimlendirdigini géstermektedir.
Bunu yansitir bigimde Reay’e (2001) goére, okullarda g¢oklu kadinliklarin ve
erkekliklerin varligina ve 6grencilerin bunlarin kurulumundaki etkin roliine karsin,
smifsal arka plan beraberinde getirdigi sinirlamalar ya da ayricaliklara dayali olarak
nasil bir kadinligin ya da erkekligin secildigine aracilik etmektedir.

Sinifsal arka planin rolii diger 6grenci gruplari s6z konusu oldugunda da goriiniir
olmaktadir. Smnif 6zellikle popiilerlik, diglanma ya da uyum bigimlerinin olustugu
zemini saglamakta; bu zeminin nasil kullanildig1 ise cinsiyet normlariyla kurulan
iliskiye bagh olarak bigimlenmektedir. Ornegin, popiiler erkek grubunun giiclii
konumlanisinda onlar i¢in erisilebilir olan smifa dayali kaynaklarin roli
bulunmaktadir. Bununla birlikte, sinifsal konum popiiler erkeklik alanina potansiyel
erisim saglasa da bu potansiyele ulagsmak belirli bir kiltiirel izlencenin takip
edilmesini (bedensel ve sosyal Ozgiiven, otoriteye itiatsizlik, siddet egilimi, mizah
gibi) gerektirmektedir. Dolayisiyla, popiiler erkeklik performansinda sinifsal zeminle
kiiltirel uygunluk birlikte islemektedir. Bir diger ornekte, normatif kaliplari
benimseyen ya da yeniden iireten 6teki erkekler ile ciddi kizlarin uyum pratikleri,
sinifsal dezavantajlarin beraberinde getirdigi kirilganliga kars1 bir korunma ve kabul
gorme stratejisi olarak degerlendirilebilir. Ogrencilerin 6znelesme siireclerinde,
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sinifsal donanim normatif sinirlarla oynayabilme esnekligi saglamaktadir. Bununla
birlikte, bu gruplarda smifsal kirllganlik gostermeyen Ogrencilerin de toplumsal
cinsiyet normlaria uyum gostermeleri, sinif kadar bireysel ve kiiltiirel kaynaklarin da
bu normatif yapilara karsi tutumlarda rol oynayabilecegini gostermektedir. Benzer
bicimde, smifsal acidan farkli konumlara sahip olmalarina karsin, havali kizlar
grubundaki 6grenciler yerlesik kaliplara acikca direnmeyi segebilmekte; bu durum,
cinsiyet normlarina karsi gelistirilen tutumlarin ¢ok boyutlulugunu gostermektedir.

Yukaridaki sonuglar Ingilizce O6grenme ve ogretme siirecleri ile gelecek
aragtirmalar i¢in birtakim g¢ikarimlarda bulunmay1 olanakli kilmaktadir. Arastirma,
toplumsal cinsiyet dinamiklerinin kiz ve erkek ogrencilerin Ingilizce &grenme
deneyimlerini bigimlendirebildigini ve bu kesisimin sinif i¢i siire¢lerde farkli 6znel
konumlanislar tireterek 6grenme pratiklerine yansidigini isaret etmektedir. Boylesi bir
baglamda, bir yandan kiz ve erkek Ggrencilerin esitsiz konumlanmast ve yerlesik
cinsiyet rollerinin pekismesi s6z konusu olurken diger yandan sinif iginde 6grencilerin
Ingilizce 6grenme olanaklarina esit erisimi engellenebilmektedir. Bu cikarimlar
temelinde, Ingilizce 6gretmenlerinin 6grencilerin farkli znel konumlarim taniyan ve
smif i¢i iligkilerde dislayict normlarin yeniden iiretimini sorgulayan bir tutum
geligtirmeleri ¢esitli sosyal arka planlardan gelen 6grencileri destekleyen kapsayici
O0grenme ortamlarinin olusturulmasina katki saglayabilir. Bu dogrultuda, hizmet
oncesi dgretmen egitimi ve mesleki gelisim programlarinda Ingilizce smiflarindaki
giic iliskileri ile pedagojik uygulamalar arasindaki etkilesimi ele alan elestirel
iceriklere yer verilmesi 6gretmenlerin farkindalik gelistirmelerini ve daha kapsayici
stratejiler benimsemelerini destekleyebilir.

Bir devlet okulundaki bir onuncu sinifta gergeklestirilen gozlem ve gériismeler
araciligryla yiiriitiilmiis olan bu arastirma belirli bir toplumsal, kiiltiirel ve zamansal
baglama 6zgiidiir ve genellenebilir nitelikte degildir. Bu simirliliga karsin, benzer
baglamlarda toplumsal cinsiyet ve sosyal simf kimlik kategorileri ile Ingilizce
O0grenme yasantilart arasindaki etkilesimi derinlemesine anlamaya olanak tantyan
bulgular sunmaktadir. Bunun yaninda, ¢aligmada kesisimsellik kuramsal g¢ergevesi
kapsaminda toplumsal cinsiyet ve sosyal sinifa odaklanilmis; ancak etnik kimlik,
engellilik gibi diger kimlik kategorileri incelemeye dahil edilmemistir. Gelecek
aragtirmalarda bu tiir ¢oklu kimlik katmalarinin daha kapsamli bigimde ele alinmasi,
smif ici Ingilizce 6grenme yasantilarinin daha derinlikli bigimde anlasilmasina katk1
saglayabilir.



Constructing Gender ldentities in Peer Groups in an EFL Classroom 1394

References

Arikan, A. (2005). Age, gender and social class in ELT coursebooks: A critical study.
Hacettepe University Journal of Educational Sciences, 28, 29-38.
https://dergipark.org.tr/en/pub/hunefd/issue/7808/102417

Aslan, O. (2009). The role of gender and language learning strategies in learning
English (Thesis No. 250767) [Master’s thesis, Middle East Technical
University]l.  Council ~ of  Higher  Education  Thesis  Center.
https://tez.yok.gov.tr/Ulusal TezMerkezi/TezGoster?key=NtBAevXNhYaNqJ
FoAcdBdtjbggS9TsxUKnZiQ0JctRk5tgInlsmvdVolQ5M7jcns

Butler, J. (1990). Gender trouble: Feminism and the subversion of identity. Routledge.

Cameron, D. (2005). Language, gender and sexuality: Current issues and new
directions. Applied Linguistics, 26(4), 482-502.
https://doi.org/10.1093/applin/ami027

Cameron, D. (2010). Sex/Gender, Language and the New Biologism. Applied
Linguistics, 31(2), 173-192. https://doi.org/10.1093/applin/amp022

Carspecken, P. F. (1996). Critical ethnography in educational research: A theoretical
and practical guide. Routledge.

Connell, R. W. (1989). Cool guys, swots and wimps: The interplay of masculinity and
education.  Oxford  Review of  Education,  15(3), 291-301.
https://www.jstor.org/stable/1050420

Connell, R.W. (2005). Masculinities (2nd ed.). Routledge.

Delamont, S. (2007). Ethnography and participant observation. In C. Seale, G. Gobo,
J. F. Gubrium & D. Silverman (Eds.), Qualitative research practice (pp. 205-
217). Sage.

Egemen, F. (2017). Gender representations in the EFL course book Yes You Can A2.1
(Thesis No. 454390) [Master’s thesis, Cukurova University]. Council of
Higher Education Thesis Center.
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPqg_qv
CPSqUB673c6LA-7dcpZDbl30t1qV6_tiahFMGgdsWI0vZwi64d

Geertz, C. (1973). The interpretation of cultures. Basic Books.

Goldstein, T. (1997). Language research methods and critical pedagogy. In N. H.
Hornberger & D. Corson (Eds.), Encyclopaedia of language and education,
Volume 8 (pp. 67-77). Kluwer Academic Publishers.

Hammersley, M., & Atkinson, P. (2007). Ethnography: Principles in practice (3rd
ed.). Routledge.


https://dergipark.org.tr/en/pub/hunefd/issue/7808/102417
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=NtBAevXNhYaNqJFoAcdBdtjbqqS9TsxUKnZiQ0JctRk5tqln1smvdVolQ5M7jcns
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=NtBAevXNhYaNqJFoAcdBdtjbqqS9TsxUKnZiQ0JctRk5tqln1smvdVolQ5M7jcns
https://doi.org/10.1093/applin/ami027
https://doi.org/10.1093/applin/amp022
https://www.jstor.org/stable/1050420
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPq_qvCPSqUB673c6LA-7dcpZDbI30t1qV6_tiahFMGgdsWI0vZwi64d
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPq_qvCPSqUB673c6LA-7dcpZDbI30t1qV6_tiahFMGgdsWI0vZwi64d

1395 Asuman Fulya Soguksu and Fatma Bikmaz

Heller, M. (2001). Gender and public space in a bilingual school. In A. Pavlenko, A.
Blackledge, 1. Piller, & M. Teutsch-Dwyer (Eds.), Multilingualism, second
language learning, and gender (pp. 257-282). Berlin: Mouton de Gruyter.

Johannessen, E. M. V. (2021). Blurred lines: The ambiguity of disparaging humour
and slurs in Norwegian high school boys’ friendship groups. Young, 29(5), 475-
489. https://doi.org/10.1177/11033088211006924

Julé, A. (2004). Gender, participation and silence in the language classroom: Sh-
shushing the girls. Palgrave Macmillan.

Kehily, M. J., & Nayak, A. (1997). ‘Lads and laughter’: Humour and the production
of heterosexual hierarchies. Gender and Education, 9(1), 69-88.
https://doi.org/10.1080/09540259721466

Kenway, J., & Fitzclarence , L. (1997). Masculinity, violence and schooling:
Challenging poisonous pedagogies. Gender and Education, 9(1), 117-133.
https://doi.org/10.1080/09540259721493

Lather, P. (1986). Research as praxis. Harvard Educational Review, 56(3), 257-277.
https://doi.org/10.17763/haer.56.3.bj2h231877069482

Lincoln, Y. S., & Guba, G. (1985). Naturalistic Inquiry. Sage.

Mac an Ghaill, M. (1994). The making of men: Masculinities, sexualities and
schooling. Open University Press.

Mahony, P. (1985). Schools for the boys? Co-education reassessed. Hutchinson.

Martino, W. (1999). ‘Cool boys’, ‘party animals’, ‘squids’ and ‘poofters’:
Interrogating the dynamics and politics of adolescent masculinities in school.
British  Journal of Sociology of Education, 20(2), 239-263.
https://doi.org/10.1080/01425699995434

Martino, W. (2000). Policing masculinities: Investigating the role of homophobia and
heteronormativity in the lives of adolescent school boys. The Journal of Men’s
Studies, 8(2), 213-236. https://doi.org/10.3149/jms.0802.213

Menzies, F. G., & Santoro, N. (2017). ‘Doing’ gender in a rural Scottish secondary
school: An ethnographic study of classroom interactions. Ethnography and
Education, 13(4): 428-441. https://doi.org/10.1080/17457823.2017.1351386

Norton, B., & Pavlenko, A. (2004). Gender and English language learners: Challenges
and possibilities. In B. Norton & A. Pavlenko (Eds.), Gender and English
language learners (pp. 1-14). TESOL.

Odenbring, Y., & Johansson, T. (2021). Just a joke? The thin line between teasing,
harassment and violence among teenage boys in lower secondary school.
Journal of Men'’s Studies, 29(2), 177-193.
https://doi.org/10.1177/1060826520934771



https://doi.org/10.1080/09540259721466
https://doi.org/10.1080/09540259721493
https://doi.org/10.17763/haer.56.3.bj2h231877069482
https://doi.org/10.1080/01425699995434
https://doi.org/10.3149/jms.0802.213

Bir Ingilizce Simifinda Akran Gruplarinda Toplumsal Cinsivet Kimliklerinin Kurulumu 1396

Oztiirk, G., & Giirbiiz, N. (2013). The impact of gender on foreign language speaking
anxiety and motivation. Procedia - Social and Behavioral Sciences, 70, 654-
665. https://doi.org/10.1016/j.sbspro.2013.01.106

Paechter, C., & Clark, S. (2007). Learning gender in primary school playgrounds:
Findings from the Tomboy identities study. Pedagogy, Culture and Society,
15(3), 317-331. https://doi.org/10.1080/14681360701602224

Patton, M. Q. (2014). Qualitative research and evaluation methods: Integrating
theory and practice (4th ed.). Sage.

Pavlenko, A., & Piller, 1. (2008). Language education and gender. In S. May & N. H.
Hornberger (Eds.), Encyclopedia of language and education vol. 1: Language
policy and political issues in education (pp. 57-69). Springer.

Peltola, M., & Phoenix, A. (2022). Nuancing young masculinities: Helsinki boys’
intersectional relationships in new times. Helsinki University Press.

Pennycook, A. (2021). Critical applied linguistics: A critical introduction. Routledge.

Pennycook, A. (2022). Critical applied linguistics in the 2020s. Critical Inquiry in
Language Studies, 19(2), 1-21.
https://doi.org/10.1080/15427587.2022.2030232

Punj, G., & Steward, D. W. (1983). Cluster analysis in marketing research: Review
and suggestions for application. Journal of Marketing Research, 20(2), 134-
148. https://doi.org/10.1177/002224378302000204

Reay, D. (2001). ‘Spice girls’, ‘nice girls’, ‘girlies’, and ‘tomboys’: Gender
discourses, girls’ cultures and femininities in the primary classroom. Gender
and Education, 13(2), 153-166.
http://dx.doi.org/10.1080/09540250120051178

Renold, E. (2001). Learning the ‘hard’ way: Boys, hegemonic masculinity and the
negotiation of learner identities in the primary school. British Journal of
Sociology of Education, 22(3), 369-385.
https://doi.org/10.1080/01425690120067980

Renold, E. (2006). ‘They wont let us play... unless you’re going out with one of them’:
Girls, boys and Butlers ‘heterosexual matrix’ in the primary years. British
Journal of Sociology of Education, 27(4), 489-509.
https://doi.org/10.1080/01425690600803111

Renold, E. (2008). Queer masculinity: Re-theorising contemporary tomboyism in the
schizoid space of innocent/ heterosexualized young femininities. Girlhood
Studies, 1(2), 129-151. https://doi.org/10.3167/ghs.2008.010208

Rowlett, B., & King, B. W. (2017). Language education, gender, and sexuality. In T.
L. McCarty & S. May (Eds.), Encyclopaedia of language and



https://doi.org/10.1016/j.sbspro.2013.01.106
https://doi.org/10.1080/14681360701602224
https://doi.org/10.1177/002224378302000204
http://dx.doi.org/10.1080/09540250120051178
https://doi.org/10.1080/01425690120067980
https://doi.org/10.1080/01425690600803111
https://doi.org/10.3167/ghs.2008.010208

1397 Asuman Fulya Soguksu and Fatma Bikmaz

education:Language policy and political issues in education (pp. 85-97).
Springer International Publishing.

Saldafia, J. (2009). The coding manual for qualitative researchers. Sage.

Selvi, A. F., & Kocaman, C. (2020). (Mis-/under-)representations of gender and
sexuality in locally-produced ELT materials. Journal of Language, Identity &
Education. https://doi.org/10.1080/15348458.2020.1726757

Skelton, C. (1997). Primary boys and hegemonic masculinities. British Journal of
Sociology of Education, 18(3), 349-369.
https://doi.org/10.1080/0142569970180303

Smith, J. (2007). ‘Ye’ve got to ‘ave balls to play this game sir!” Boys, peers and fears:
The negative influence of school-based ‘cultural accomplices’ in constructing
hegemonic masculinities. Gender and Education, 19(2), 179-198.
http://dx.doi.org/10.1080/09540250601165995

Spradley, J. P. (1980). Participant observation. Harcourt Brace Jovanovich.

Sunderland, J. (2004). Gendered discourses. Palgrave Macmillan.

Swain, J. (2003). How young schoolboys become somebody: The role of the body in
the construction of masculinity. British Journal of Sociology of Education,
24(3), 299-314. https://doi.org/10.1080/01425690301890

Swain, J. (2025). Negotiating gender identities in primary school: Children’s lives
with their peers. Palgrave Macmillan.

Tutar, J. A. (2008). A comparative study of gender representation in English teaching
coursebooks in the 1970s and the 2000s (Thesis No. 231413) [Master’s thesis,
Hacettepe University]. Council of Higher Education Thesis Center.
https://tez.yok.gov.tr/Ulusal TezMerkezi/TezGoster?key=UPP_Zu9isEmWGF
XFCBYasVeezzK-bJUCDt4xr5JUNGsndxeJCYP5vQb4DnyEgviv

Walkerdine, V. (1990). Schoolgirl fictions. Verso.

Warrington, M., & Younger, M. (2011). ‘Life is a tightrope’: Reflections on peer
group inclusion and exclusion amongst adolescent girls and boys. Gender and
Education, 23(2), 153-168. https://doi.org/10.1080/09540251003674121

Willis, P. (1977). Learning to labour: How working class kids get working class jobs.
Saxon House.



https://doi.org/10.1080/0142569970180303
http://dx.doi.org/10.1080/09540250601165995
https://doi.org/10.1080/01425690301890
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=UPP_Zu9isEmWGFXFCBYasVeezzK-bJUCDt4xr5JUNGsndxeJCYP5vQb4DnyEgvIv
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=UPP_Zu9isEmWGFXFCBYasVeezzK-bJUCDt4xr5JUNGsndxeJCYP5vQb4DnyEgvIv

Bir Ingilizce Simifinda Akran Gruplarinda Toplumsal Cinsivet Kimliklerinin Kurulumu

1398

Ethical and Author Declarations | Etik ve Yazar Beyanlari

Graduate Thesis Information

This article is derived from the doctoral dissertation
entitled “The Role of Social Class and Gender in In-Class
English Learning Experiences at the Intersection of
Home and School Culture”, prepared by Asuman Fulya
Soguksu under the supervision of Prof. Dr. Fatma
Bikmaz (Ankara University, 2021, Dissertation No.
668870).

Authors’ Contributions
Asuman Fulya Soguksu conceptualized the study,
conducted data construction and analysis, and wrote the
manuscript. Fatma Bikmaz, as the dissertation
supervisor, contributed to the design of the study and
interpretation of the findings, and supported the
manuscript revision.

Conflict of Interest
The authors declare no conflict of interest.

Since the first author serves as a language editor for the
journal, to prevent any potential conflicts of interest, the
author was excluded from all stages of the review
process, and all editorial responsibilities were suspended
throughout the review period. The manuscript was
assessed through a double-blind peer review process
managed by independent editors, ensuring the integrity
and objectivity of the review process.

Ethical Approval
The planning and implementation of this research were
approved by the Ethics Committee of Ankara University
with the decision dated 22.02.2016 and numbered 5/43.

Use of Artificial Intelligence
No Al tools were used in this study.

Acknowledgement
We thank all the participants for their contributions to this
research. This study is supported by the Scientific
Research Projects Unit of Ankara University (Project No.
16L0630002).

Lisansiistii Tez Bilgileri
Bu makale, Prof. Dr. Fatma Bikmaz danigmanliginda
Asuman Fulya Soguksu tarafindan hazirlanan “Ev ve
Okul Kiiltiirii Kesisiminde Smnif I¢i Ingilizce Ogrenme
Yasantilarinin ~ Bigimlenmesinde Toplumsal — Sinifla
Toplumsal Cinsiyetin Rolii” baglikli doktora tezinden

(Ankara Universitesi, 2021, Tez No. 668870)
tiiretilmigtir.

Yazarlarin Katki Diizeyleri
Asuman Fulya Soguksu arastirmamin  kuramsal
cergevesini olusturmus, veri olusturma ve analiz

stireglerini yiirlitmiis ve makale metnini yazmistir. Fatma
Bikmaz tez danigmani olarak aragtirmanin
kurgulanmasina ve bulgularmn yorumlanmasina katkida
bulunmus ve metnin gozden gegirilmesine destek
saglamistir.

Cikar Catismasi Beyam
Yazarlar, herhangi bir ¢ikar catigmasi bulunmadigini
beyan etmektedir.

Birinci yazarin dergide dil editérii olarak gorev yapmasi
nedeniyle, olasi ¢ikar c¢atigmalarmi onlemek amaciyla,
ilgili yazar degerlendirme siirecinin higbir agamasina
dahil edilmemis ve editoryal yetkileri siire¢ boyunca
askiya alinmistir. Makale, bagimsiz editorler tarafindan

yuriitilen ~ ¢ift tarafli  kor hakemlik siireciyle
degerlendirilmis; stirecin nesnelligi titizlikle
korunmustur.

Etik Onay

Bu aragtirmanin planlanmasi ve yiriitilmesi, Ankara
Universitesi Etik Kurulu’nun 22.02.2016 tarihli ve 5/43
say1l1 say1li karartyla etik agidan uygun bulunmustur.

Yapay Zeka Kullanimi
Bu ¢aligmada yapay zeka araglari kullanilmamustir.

Tesekkiir
Tim katilimcilara aragtirmaya katkilarn igin tesekkiir
ederiz. Bu arastirma, Ankara Universitesi Bilimsel
Arastirma Projeleri Birimi tarafindan desteklenmistir
(Proje No. 16L0630002).

This study has been evaluated under double-blind peer review and verified to be free of plagiarism using iThenticate

software.

Bu ¢aligma, ¢ift tarafli kor hakemlik kapsaminda degerlendirilmis ve iThenticate yazilimi kullanilarak intihal

igermedigi teyit edilmistir.

The studies published in our journal are published as open access under a CC-BY-NC-ND license..
Dergimizde yayimlanan ¢alismalar CC-BY-NC-ND lisansi altinda agik erigim olarak yayimlanmaktadir.

Ethical disclosure | Etik bildirim: ebfd @ankara.edu.tr


mailto:ebfd@ankara.edu.tr

