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The book Technology in Language Pedagogy: Current Research, Practices, and
Limitations(ISBN-13: 978-6202008556), by Abdu Al-kadi, was published in August, 2017. The
authors’ academic record on https://orcid.org/0000-0003-3805-7507 shows that he is well-suited
to tackle the topic under consideration. He is an assistant professor of Applied Linguistics. Apart
from teaching ESP and EFL at the university level, Al-kadi has authored and co-authored other
publications of similar themes. The foreword of the book was written by Professor S. Mohanraj,
former dean of the School of English Language Education English and Foreign Languages
University Hyderabad, India. In the foreword, Mohanraj contends that the book advances the
existing body of research as its theme is compatible with the worldwide clamor for technology-
enhanced language learning (TELL). The book sketches technology as the mainstay of ELT. It
primarily considers (a) learning English through technology and (b) using technology informally
to enhance formal instruction. About half of the book considers theoretical issues which pave
the way for pedagogical implications and practices. It highlights linguistics and pedagogical
advantages such as L2 acquisition, acculturation, motivation, feedback, and so on. This
background is foundational for L2 pedagogues to set out their technology-based teaching. The
author alleged that practice without a theoretical background is like shooting in the dark.

The book was written in three parts. The first part comprises the first three chapters, and
it lays down the background of the book. Following the introductory chapter, the second and
third chapters provide a snapshot of technology-integration in ELT. This overview makes it easy
to understand the contributions of technology to L2 language pedagogy throughout the method
and post-method eras. It touches on learning and teaching theories, approaches, and methods
paralleled with development in technological innovations. The author argued that in all stages
of this integration, ICT assists- but not replace- teachers to deliver their teaching more
effectively. The second part (written in three chapters) delved into the current status of ELT with
special reference to ICT-based language learning modes. It shows how such learning styles are
fostered in ESL or EFL contexts by modern technology— the force that has given electronic
directions for language learning and teaching. In light of this discussion, the status of English and
its relation to modern ICT is discussed. In addition to experimental studies, literature reviews,
and meta-analysis studies, this part brings examples to illustrate English learning through digital
technologies. The discussion relates to many contexts which have produced research on the issue
in question. Since students’ lives are permeated with a wide range of ICT resources, the author
argued, it is useful to understand how this electronic engagement helps them learn better and
faster beyond the classroom. The third part, which was written in two concluding chapters,
illuminates limitations and future perspectives. It chiefly outlines the challenges that thwart
successful integration of technology in situations where English is not an L1. It demonstrates that
while ICT poses intricate challenges to language learners and teachers in terms of accessibility,
reliability, and technological expertise, it increases engagement, interactivity, and motivation for
learning inside and outside classroom. It also suggests how to alleviate such limitations, bringing
to the foreground some ideas for further investigation.

The book covered theory and practice of the subject in a balanced fashion. It is a useful
summary of the contributions of technology in L2 pedagogy. Researchers, teachers, university
students, and policymakers can find it a valuable resource. For researchers, it is a useful literature
review on TELL and teaching in contexts where English is not the native language of learners.
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Researchers may plan their future studies on the basis of the findings presented in the book. It
also serves as a guide for novice researchers who intend to pursue their research within this area
of inquiry. The book can be used by teachers, as well. It shows how to direct accessible ICTs
towards English learning within and beyond the traditional classroom confinement. It also
suggests new channels of English input showing how informal exposure enhances formal
instruction and ultimately boosts English proficiency. Understanding how L2 learners and
teachers apply ICTs may not only downsizes random uses of electronic devices but also provides
implications for the vested interests to adopt or adapt new techniques of TELL. Policymakers,
too, can find insightful ideas in the book; important issues within the framework of computer-
assisted language learning (CALL), mobile-assisted language learning (MALL) and informal
language learning can be food for thought to rectify the current integrations at the formal level.
By reading the book, teachers and decision-makers may ensure that their efforts are grounded
on research and practice rather than intuitions. It helps them elucidate how technology enables
informal language learning and how informal uses of ICT maximize language intake.

Notwithstanding the above-mentioned merits, the book undergoes some shortcomings-
like many other scientific studies. To begin with, technology does not work like a Swiss watch.
Infusing technology in language learning and teaching is an endeavor that requires an overall
plan, theories, and appropriate environments to back it up. The book relied on evidence from
EFL contexts in the Third World Countries which were not fully ripe for technology-integration.
Adding evidence from countries where TELL is well-established would deepen the investigation.
Further, the suggestions the book has provided seem to be rather broad and general. Actually,
technology-integration in L2 pedagogy has intricacies that may affect its integration; more
detailed and focused recommendations would be an advantage. Also, it would have been better
if the author highlighted the extent to which specific forms of technology foster specific language
aspects rather than discussing technology in its generic concept. Though I agree with the main
thrust of Al-kadi’s contribution, a more fine-grained perspective might look into what is lost and
what is gained in language-enhanced learning. The book touched on this point briefly leaving
room for future researchers to continue research and provide a more critical discussion.

Despite these limitations, Al-kadi managed to provide an understandable and well-
informed description of how technology has been glued to L2 education. The book covers larger
scope than that of most books of this nature. It is must-read before reading other books of
complicated and multidisciplinary themes. The book is strongly recommended as a useful
resource to the ESL and EFL library. It may also be used as a textbook that university students
and teachers will find readable and engaging. Those seeking elaborated critique of technology-
integration, I kindly refer them to further reading that the author of the book listed in the
reference list. I have selected from the list some worthwhile resources on the topic; they are cited
herewith.
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Abstract

The aim of this research study was to investigate the impact of using songs in

English as a foreign language (EFL) classrooms and examine to what extent it Received
contributes to the vocabulary development of the first graders. The participants 07 August 2018
were 1%t grade Turkish EFL learners studying at a private k-12 school in Istanbul, Accepted
Turkey. Data were collected from pre- and post- vocabulary tests, students’ picture 09 October 2018

drawings and the teacher's reflections related to implementing songs while teaching
English to young learners (TEYL). The results revealed that songs help young learners
to improve their vocabulary and they are also perceived by their teacher as effective

pedagogical tools to promote vocabulary while teaching English to young learners.
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Sarki kullaniminin birinci sinif ingilizce dgrencilerinin kelime

gelisimi lizerine etkisi

0z

Bu calismanin amaci, ingilizce siniflarinda sarki kullaniminin etkisini ve birinci sinif
dil 6grencilerinin kelime edinimine ne ol¢lide katki sagladigini arastirmaktir.
Katiimeilar, istanbul'da 6zel bir ilkokulda 6grenim géren, ingilizceyi yabanci dil
olarak 6grenen birinci sinif 6grencilerinden olusmaktadir. Veriler, 6n test ve son test
kelime testlerinden, 6grenci ¢izimlerinden ve 6gretmen tarafindan tutulan yansitici
giinliiklerden olusmaktadir. Testlerden gelen veriler betimleyici istatistik ve yiizdeler
analizi ile sunulmustur. Cizimlerden ve giinliiklerden gelen veriler ise icerik analizi
sonucunda ortaya cikan kodlarin temalar ve alt-temalar halinde gruplandirilmasi
yoluyla incelenmistir. Arastirmanin sonunda, ingilizce sarki dinletmenin kiiciik
yastaki 6grencilerin kelime hazinesini gelistirdigi gorilmistdr. Sarkilarin ayni
zamanda 6gretmen ve dgrenciler tarafindan kelime edinimini gelistirmede etkili bir
pedagojik arac¢ oldugu gorilmstdr.

Gonderim
07 Agustos 2018

Kabul
09 Ekim 2018

Anahtar kelimeler
sarki kullanimi
kelime gelisimi

erken yasta ingilizce
ilkokul egitimi
yabanci dil olarak ingilizce

Onerilen APA atif bicimi: Cevikbas, G., Yumurtaci, N., & Mede, E. (2018). Sarki kullaniminin birinci sinif ingilizce 8grencilerinin kelime

gelisimi Gizerine etkisi. Language Teaching and Educational Research (LATER), 1(2), 101-120.
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Introduction

Most children enjoy listening to songs which play a crucial role in their development
(Kalmar, 1982). Songs are very useful during the development stages of a child as they help the
body and mind to work together. At the same time, the child develops intellectually, socially
and also emotionally. Barker (1999) stated that exposing children to songs helps them to learn
the sounds and the meaning of words to hold rhythm to the melody which makes them
actively use their motor skills. Likewise, Campbell (2000) supports the view that exposure of
music enhances a child’s development, and in some ways minimizes some development delays.

It is obvious that songs are a part of a child’s daily routine and they can easily be
transferred to the young learners’ classroom as an effective pedagogical tool to teach a
second/foreign language. According to Shen (2009), using songs makes young learners enjoy
while building their vocabulary. They learn new words and they have fun at the same time.
Entertainment is the key for motivation which increases learning as well (Schunk, 1991).

Apart from being a fun element, songs are great resources which have repetition in
themselves. While listening to songs, learners hear the same words over and over which helps
them to restore the meaning and pronunciation in their long-term memory. As stated by
Saricoban and Metin (2000), repetition and rhymes make it easier for young learners to
understand, follow and repeat. Songs also have a particular theme and they provide a
meaningful learning context as well. Instead of word-level or sentence level learning, providing
students with the context that a word is used makes it easier for them to retrieve the meaning
(Paquette & Rieg, 2008). Murphey (1992) argued that songs are useful tools while teaching and
learning vocabulary, sentence structure and sentence patters. Besides connecting grammar and
vocabulary, songs help students to improve their language skills. Peregoy and Boyle (2008)
indicated that songs serve as great materials that we can use in our lesson plans aiming to
integrate the four language skills. While planning lessons, designing activities around the
chosen song can be very beneficial, such as making students draw the story of the song, writing
related words, i.e. creating a word-puzzle for the song.

Another effect of using songs as a pedagogical tool is that they have a great influence on
the development of pronunciation and stress of the words. Delibegovic-Dzanic (2016) claimed
that songs help learners to practice the language outside the classroom, and thus builds up their
confidence. The researcher brings out an important feature to language acquisition by pointing
out the term “Questioning Cycle” which is explained as “learners’ making out the new language
forms and meaning of new words on their own as they need them for the activity”,
encouraging the learner to connect new items with previous learned ones. Moreover, it is
emphasized that there is a positive relationship between music and the use of lyrics together in
songs. Learners can develop their vocabulary when lyrics of songs are integrated with the
target language (e.g. English).

In brief, it is obvious that using songs aids with the language development of young
learners. Songs are found functional since they are rich in vocabulary besides being
entertaining. They are based on a common theme or topic which provides the context for
vocabulary learning as well. Simply, songs can be used as effective pedagogical tools to promote
vocabulary, grammar, sentence structure as well as increasing motivation while teaching
English to young learners. This study, therefore, aims to investigate the use of songs on the
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vocabulary development of first grade Turkish EFL learners in a private school in Istanbul,
Turkey. The study also attempts to reveal the reflections of the EFL teachers about using songs
to teach vocabulary in young learners’ classrooms. To meet these objectives, the following
research questions were addressed:

1. Does the use of songs have any impact on the vocabulary development of first grade
EFL learners?
2. To what extent does using songs contribute to the vocabulary development of the

participating students?
3. What are the teacher’s reflections about using songs to promote vocabulary in first
grade English classrooms?

Method
Research design
This research employs a case study (Yin, 2002) as a research design exploring any type
of increase and/or decrease in the development of newly learned vocabulary which is predicted
to occur within the specific time period the first graders are exposed to educational songs. The
number of units to be investigated is small as it solely focuses on vocabulary development of a
particular number of vocabulary items included in the songs.

Setting and participants

The participants of this study were 24 Turkish EFL students of a first grade class at a
primary k-12 school in Istanbul, Turkey. They were 7-year-old students (12 females and 12
males). They were all Turkish and their proficiency level was beginner. The system used at the
school is called ‘Together’ in which English teachers are in the class having either an active or a
passive role. There is one English teacher who has 19 hours with the class per week. Among
these 19 hours, 11 of them are English classes whereas the rest 8 hours are spent with the class
teachers during which the English teacher has the role of observer. The first graders have five
hours of English literacy with a native teacher where they listen to stories and simply retell
what they understand. Besides, the teacher who participated in this study was a 25 year- old
female who had 2 years of teaching experience. She had her BA in English Language Teaching
and was doing her master’s in the same program. She was also one of the researchers of this
study.

Data collection tools

In this study, the researchers used three songs to design the pre- and post- vocabulary
tests. The content of the songs was chosen based on the 1% grade English program. In other
words, the subjects of the songs namely, daily routines, food and habits were a part of the
exiting first grade language syllabus. The tests were comprised of three parts; A, B and C, each
one including one song. In part A, ten sentences about daily routines were included. Students
had to circle the picture which depicted the sentence. For part B, the students were asked to
circle the picture which showed the healthy/junk food besides knowing the adjectives. In the
parts A and B, there were two options to be selected by the students. Finally, in part C, the
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students had to synthesize all three songs. In this last part, there were eight pictures. The
students were asked to circle the good habits among these eight pictures.

Moreover, picture drawing was used as a second data collection tool in this study. The
students were required to draw pictures of what they remember from the tests and the songs.
To be more specific, the students had to draw pictures of the vocabulary items included in the
tests. Finally, as the third data collection tool, one of the researchers who was also a teacher of
the 1+ grade class kept a reflective journal sharing her ideas and expressing her feelings about
using songs in her classroom.

Data analysis

As previously stated in this study, the aim was to find out whether and to what extent
using songs contributed to the vocabulary development of first grade EFL students. The
obtained data were measured and analyzed manually by the two researchers. Specifically, the
measurement was carried out following three stages. For the first stage, the mean score of the
each correct answer and the overall mean score was measured for the three parts of the test
namely, daily routines, healthy vs. junk food and good habits. In other words, the researchers
subtracted the number of correct answers in post-test from the number of correct answers in
the pre-test to find out the increase in the number of correct answers. This was done for every
student and for every part separately. Then, inferential statistics were utilized to obtain
detailed information about the impact of each song separately and also to find out the overall
influence of all three songs on the vocabulary development of the participants.

For the second stage, the percentage of the increase in the correct number of each
question was measured to analyze and interpret each question in the test. With this result, the
questions on which the song was influential or not was measured. For the calculation, the
number of students who answered only the first question of the pre-test correctly was added
up, and then, the same was done for the post-test. The majority between the two tests was then
calculated with an equivalent percentage. The same calculation was carried out for every item
in the test.

For the third stage, the average rise in the number of correct answers for the whole test
was calculated. Specifically, the researchers first added up the total number of correct answers
from all the parts in the pre- and post-test for each student separately. Then, the variation
between the two tests was detected and divided into the total number of students who took the
tests, which showed the average rise in the number of correct answers of the whole test.

Furthermore, the picture drawings of the students were analyzed following similar
steps. First of all, the number of pictures drawn in the pre-test were calculated, followed by the
number of pictures from the post-test which showed the variation between the two tests. With
this result, the average rise in the pictures was explored to see the effect of songs on the
vocabulary development of the participating students. More specifically, pictures from each test
were analyzed separately to examine the most and least frequent pictures drawn by the
students.

Finally, the teacher’s reflections were analyzed through content analysis (Miles &
Huberman, 1994). As the first step, the data were analyzed using open coding to determine the
main themes and sub-themes about using songs to teach English in a first grade classroom. To
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identify the inter-rater reliability degree, two experts from ELT (English Language Teaching)
department identified the main themes from the codes. The inter-rater reliability was found to
be .86 on the general themes apart from the different verbalizations of similar perceptions that
achieved close agreement (McHugh, 2012).

Results
First of all, the findings of the song on the Daily Routines of pre- and post- test were
reported in the following table. In this table, the variation between the differences of the two
tests; in other words, how much the students improved in terms of their vocabulary after
listening to the song was also displayed.

Table 1. The results of the daily routines part of the pre- and post -test

Number of Total Correct Answers

Students Pre Test TOTAL Correct Post Test TOTAL Correct Variation  Variation (%)
Student 1 6 10 4 66.67%
Student 2 10 10 0 0
Student 3 10 10 0 0
Student 4 8 10 2 25%
Student 5 6 8 2 33.33%
Student 6 10 10 0 0
Student 7 10 10 0 0
Student 8 10 10 0 0
Student 9 7 9 2 28.57%
Student 10 9 10 1 11.11%
Student 11 10 10 0 0
Student 12 10 10 0 0
Student 13 8 10 2 25%
Student 14 10 10 0 0
Student 15 10 10 0 0
Student 16 10 10 0 0
Student 17 10 10 0 0
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Student 18 10 10 0 0
Student 19 4 10 6 150%
Student 20 10 10 0 0
Student 21 10 10 0 0
Student 22 9 9 0 0
TOTAL 197 216 19 9.64%

As it is shown in the table above, the average variation of the two tests of the first part
was (0.86), which means that the use of songs had positively affected each student with a
number of (0.86) for the first part on “Daily Routines”. The results revealed that most of the
number of students have increased in terms of the number of correct answers in the post-test
when compared to their pre-test results. Furthermore, most of the students had a good
background knowledge of most of the vocabulary related to daily routines, therefore, they
answered all the vocabulary questions correctly in both tests. So, it seems that most of the
students showed no or very little improvement in the post test. Nevertheless, for the ones who
did have a very good background knowledge of the vocabulary items, it is obvious that the song
had affected their vocabulary development positively.

Furthermore, the same analysis was done for the total number of correct answers the
students had in pre-and post- test on the “Healthy vs. Junk Food” part. The variation illustrated
the same results as in the first table as shown in the last column on the following table:

Table 2. The results of healthy vs. junk food part of the pre- and post -test

Number of Total Correct Answers

Students Pre Test TOTAL Correct Post Test TOTAL Correct Variation  Variation (%)
Student 1 10 10 0 0

Student 2 10 8 -2 -20%
Student 3 10 10 0 0

Student 4 8 8 0 0

Student 5 5 7 2 40%

Student 6 10 10 0 0

Student 7 9 10 1 11.11%
Student 8 10 8 -2 -20%
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Student 9 4 9 5 125%
Student 10 5 7 2 40%
Student 11 10 10 0 0
Student 12 6 7 1 16.67%
Student 13 6 6 0 0
Student 14 8 10 2 25%
Student 15 9 10 1 11.11%
Student 16 9 10 1 11.11%
Student 17 7 9 2 28.57%
Student 18 6 6 0 0
Student 19 8 7 -1 -12.50%
Student 20 10 10 0 0
Student 21 9 10 1 11.11%
Student 22 10 10 0 0
TOTAL 179 192 13 7.26%

As presented in the Table 2 above, the average of variation of two tests of the second
part was (0.59), which means that the use of songs had also positively affected each student
with a number of (0.59) in relation to “Healthy vs. Junk Food”. The results showed that the
majority of the students had increased at least 1 or 2 correct answers in their post-test when
compared to their pre-test results, which displays the positive influence of songs on their
vocabulary development as well. However, the minus (-) numbers in the variation column
showed that there was a decrease in the number of the correct answers of few students in their
posttest. Although there were a few students that the use of songs did not contribute to their
vocabulary knowledge related to healthy vs. junk food, songs helped the majority of them to
develop their vocabulary knowledge.

Moreover, the next table of this study shows the total number of correct answers the
students had in the two tests on “Good Habits”. However, this part of the test had a different
format from the other two parts as it required the students to select six pictures that depicted a
good habit among eight pictures. The gathered findings are displayed in Table 3 below.
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Table 3. The results of good habits part of the pre- and post -test

Number of Correct Answers

Students Pre Test TOTAL Correct Post Test TOTAL Correct Variation  Variation (%)
Student 1 6 6 0 0
Student 2 6 6 0 0
Student 3 6 6 0 0
Student 4 2 6 4 200
Student 5 5 6 1 20
Student 6 5 5 0 0
Student 7 6 6 0 0
Student 8 6 6 0 0
Student 9 6 5 -1 -16.67%
Student 10 6 6 0 0
Student 11 6 6 0 0
Student 12 5 5 0 0
Student 13 6 6 0 0
Student 14 6 6 0 0
Student 15 6 6 0 0
Student 16 6 6 0 0
Student 17 6 6 0 0
Student 18 6 6 0 0
Student 19 4 4 0 0
Student 20 5 4 -1 -20%
Student 21 5 6 1 20%
Student 22 5 6 1 20%
TOTAL 120 125 5 4.17%
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Considering the gathered results, the number which showed the total of correct
answers in the pre- and post-test which were 120 and 125 should be ignored as they did not
have any matter or meaning due to the format of the test. However, the total number of the
variation is important which was found to be 0.22. This finding clearly shows that the use of
songs positively affected each student regarding their vocabulary development on “Good
Habits” apart from a few students whose score decreased in the post test.

After analyzing the vocabulary scores of the two tests for each part separately, we also
examined the three parts as a whole. The table below displays the obtained results.

Table 4. The results of the whole parts of the test (Part A, Part B and Part C)

Number of Total Correct Answers

Students Pre Test TOTAL Correct Post Test TOTAL Correct Variation  Variation
(%)
Student 1 22 26 4 18.18%
Student 2 26 24 -2 -7.69%
Student 3 26 26 0 0
Student 4 18 24 6 33.33%
Student 5 16 21 5 31.25%
Student 6 25 25 0 0
Student 7 25 26 1 4%
Student 8 26 24 -2 -7.69%
Student 9 17 23 6 35.29%
Student 10 20 23 3 15%
Student 11 26 26 0 0%
Student 12 21 22 1 4.76%
Student 13 20 22 2 10%
Student 14 24 26 2 8.33%
Student 15 25 26 1 4%
Student 16 25 26 1 4%
Student 17 23 25 2 8.70%
Student 18 22 22 0 0%
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Student 19 16 21 5 31.25%
Student 20 25 24 -1 -4%
Student 21 24 26 2 8.33%
Student 22 24 25 1 4.17%
TOTAL 496 533 37 7.46%

As it is deduced from the table, the average of variation of the two tests as a whole test
was 1.68, which also showed the positive impact of songs on the vocabulary development of
the first graders. Besides these findings, in the next table, we reported the total number of
students who gave correct answers in the pre- and post- test with regard to each question.
However, it should be noted that the last part of the test was designed with a different format
from the other parts. In other words, the format of the last part of the test did not make it
possible to make calculations and analyze on question base. Therefore, the total number of
questions was 20 which was divided as ten from the first part (Daily Routines) and ten from the
second part (Healthy vs. Junk Food) of the test.

Table 5. The results of question-based analysis of the whole parts of the test

Questions TOTAL Number of Sts. to TOTAL Number of Sts. to Variation Variation
Answer Correct in Pre-Test Answer Correct in Post-Test (%)
Question 1 18 22 4 22.22%
Question 2 20 22 2 10%
Question 3 19 21 2 10.53%
Question 4 19 22 3 15.79%
Question 5 20 21 1 5%
Question 6 21 22 1 4.76%
Question 7 21 21 0 0%
Question 8 20 22 2 10%
Question 9 18 21 3 16.67%
Question 10 19 21 2 10.53%
Question 11 21 20 -1 -4.76%
Question 12 17 18 1 5.88%
Question 13 17 20 3 17.65%
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Question 14 17 19 2 11.76%
Question 15 16 14 -2 -12.50%
Question 16 18 16 -2 -11.11%
Question 17 22 22 0 0%
Question 18 22 22 0 0%
Question 19 17 22 5 29.41%
Question 20 13 19 6 46.15%
TOTAL 750 814 32 9.39 %

In the above table, the variation showed the difference in the number of students who
gave correct answer in the two tests. Therefore, numbers with a minus (-) represented the
number of students who answered that question correctly in the pre-test, but incorrectly in the
post-test. Therefore, it can be said that songs had a negative effect on the gained vocabulary of
two of the students. The results also revealed that the questions on which the songs had a
relatively positive impact were 1, 19 and 20. Specifically, question 1 was in the first part (Daily
Routines) of the test and it was the vocabulary item, “Wake up”. The questions 19 and 20 were
from the second part (Healthy vs. Junk Food) of the test, and were the items, “Vegetables”, and
“Fruit”. On the other hand, questions on which the songs had a relatively negative impact were
11, 15 and 16. All three questions were in the second part (Daily Routines) of the test and
corresponded to the vocabulary items, “healthy food-broccoli”, “fat” and “thin”. Therefore, the
song was most useful for the items, “Fruit”, “Vegetables”, “Wake up”, whereas it was not very
useful for the items, “Healthy Food”, “Fat” and “Thin”.

Results of the picture drawings

Apart from the vocabulary tests, the students were also asked to draw the picture of
what they remember from the tests and the songs. The students’ pre- and post-drawings were
analyzed and explained in the Table 6 below. The pre-test column showed the number of
pictures that the students drew before they took the pretest, and the post-test column reported
the number of pictures the same students drew after listening to the songs and after they took
the post-test. The variation illustrated the difference in the number of drawn pictures from
each test and the last column represented the variation with percentage numbers.

Table 6. The results of picture drawings

The Number of The Number of

Pictures Depicted Pictures Depicted Variation Variation (%)
in the Pre-Pest in the Post-Test
Student 1 9 7 -2 -22,22%
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Student 2 6 5 -1 -16,67%
Student 3 1 1 0 0
Student 4 5 5 0 0
Student 5 4 4 0 0
Student 6 5 6 1 20%
Student 7 6 8 2 33.33%
Student 8 4 3 -1 -25%
Student 9 3 4 1 33.33%
Student 10 6 8 2 33.33%
Student 11 6 7 1 16.67%
Student 12 5 5 0 0
Student 13 5 6 1 20%
Student 14 6 7 1 16.67%
Student 15 7 6 -1 -14.29%
Student 16 5 9 4 80%
Student 17 4 5 1 25%
Student 18 7 8 1 14.29%
Student 19 2 4 2 100%
Student 20 1 1 0 0
Student 21 6 7 1 16.67%
Student 22 7 5 -2 -28.57%
TOTAL 110 121 11 10%

It can be deduced from the table that the average of variation of post and pre-test was
0.50, which means that the use of songs had positively affected each student’s vocabulary gain.
The numbers with a minus (-) in the variation column showed that these students had drawn
less number of pictures in the post-test than in their pre-test.

For more in-depth investigation, the drawings of the students were also analyzed
separately. The drawings displayed that the vocabulary items which were drawn most
frequently were from the second part of the test which is “Healthy vs. Junk Food”; although
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there were also some pictures from the first part, “Daily Routines”. However, there was almost
no or very little number of students to draw from the last part, “Good Habits”.

To be more specific, the vocabulary items which were depicted most frequently were,
“Broccoli vs. chocolate bar” from the Healthy vs. Junk Food part with a number of (11) in the
pre- and (10) in the post- test. In addition, “Hamburger” with a number of (5) in the pre- and
(7) in the post- test, “fries” with a number of (8) in the pre- and (7) in the post- test,
“vegetables” with a number of (7) in pre- and (8) in the post- test, and “fruit” with a number of
(6) in pre- and (8) in post-test were very frequently drawn by the students. The reason for this
frequency can be explained with the practicality of drawing these items compared to the other
ones. In other words, these items were easier and more interesting to draw than the other
items, and were more vividly depicted in the test. Therefore, these items were the most easily
remembered and drawn ones.

Similarly, the pictures in the third part, “Good Habits”, were difficult to understand,
remember and to draw, as they were complicated pictures with details in them. It can also be
deduced that although the items “vegetables” and “fruit” were the ones to have been answered
wrong in the pre-test the most, they were the ones that have been corrected in the post-test.
These items were the ones to get stuck in the head and to be remembered and drawn.
Moreover, it is observed that the pictures drawn in the pre-test were almost the same as the
ones drawn in the post test. However, the drawings in the post-test were much vivid and
understandable than the drawings in the pretest.

Results of the teacher’s reflections

Apart from the vocabulary tests and the students’ picture drawings, the teacher’s
reflections were analyzed through content analysis. To gain credibility, the teacher’s reflections
of the whole process were analyzed from four different themes such as feeling excited, having
difficulty or not having difficulty according to the parts, drawing pictures commonly from Part
B, like or dislike the songs. In the following section, the findings on each theme were
summarized in detail.

Feeling excited

The first theme that the teacher reflected upon was anxiety. Anxiety can be defined as a
feeling of extreme nervousness or tension (Stern, 1951). As Scovel (1978) states, anxiety can
have negative effects on language learning. In the study, the pre-test was the first exam the
students had ever taken, which affected their performance. However, at the post-test day, they
knew the process, so they looked more relaxed. Considering this theme, the teacher said:

“They kept on asking me if that’s an exam or not, so I told them that it’s just for
me to see where they stand. I said that I would not score anything, and then
they get relieved.” December 11, 2017 (Pre-test day)

“They were sitting in 2s, so I made them put their backpacks between them and
the person they sit with, again. They did not get excited, since they knew the
process.” December 18, 2017 (Post-test day)

114



Cevikbas et al.  Language Teaching and Educational Research, 2018-2, 101-120

Having difficulty or not having difficulty according to the parts

In relation to the second theme, the students did not have difficulty in the pre-test of
part A and B, but they had difficulty in understanding the meaning of the words and procedure
in part C. They had to choose the correct picture among two pictures. They might not know
the meaning of the words, but they knew that they need to choose among two. Students
understood what was expected from them, i.e. they did better when they knew what they were
supposed to do. However, in part C, they needed to circle six pictures among eight pictures. In
addition, based on the teacher’s reflections, the concept ‘habit’ was rather abstract for them,
which affected their performance. On the post-test day, students took the same test, but that
time, they knew the meaning of habit, and they were able to differentiate good habits from the
bad habits, which influenced their performance positively. The following comment supports
this finding:

“Until part C, the words they saw were kind of familiar to them, ie. they
understood what they were supposed to do. But in part C, they could not
understand what I meant by good habits’. To help them, I gave examples like
doing daily exercises, having daily showers etc. They interpreted that part as
good things’ and ‘bad things’.” December 11, 2017 (Pre-test day)

“What was different from the pre-test was, the students could understand easily
what was expected from them in Part C. It was so nice to see them circling the
good habits intentionally.” December 18, 2017 (Post-test day,)

Drawing pictures commonly from Part B

After taking the test, each student was given a piece of paper. What expected from
them was drawing anything that they remembered in the test. On the pre-test day, students
were inclined to draw the items in part B, as they did on the post-test day, too. The researcher
did not give importance to the quantity of the drawings, but she commented on the reason why
they chose to draw that part. On the pre-test day, it seemed to the researcher that it was more
practical to draw from part B, i.e. it was easier to draw a fish than a daily routine such as
brushing teeth or getting dressed. However, on the post-test day, the researcher linked that
inclination to the part B as a choice stemmed from their love for the song, i.e. they drew most
from part B because they loved that song. Regarding this point, the teacher said:

“While walking around the classroom, I saw that many of them were drawing
hamburger, fish, French fries, ie. the items in Part B. I haven't checked and
calculated the items yet, so I don’t know which part is drawn the most, but it is
more practical to draw a fish than a man having a shower.” December 11, 2017
(Pre-test day)

“As I observed, they were drawing from part B, and the song Healthy vs. Junk
food. They were drawing a chocolate bar and a broccoli fighting, their favorite
scene from the song! I think they really love the song! I am expecting better
results ©.” December 18, 2017 (Post-test day)
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Liking or disliking the songs

The second aspect led the analysis to the third aspect whether they like or dislike the
songs. The research lasted eight days; however, two days were weekend, so the students were
not made to listen to the songs. Songs were played at the same time of the day, in the same
order. On pre-test day, students liked the second song, but they did not like the first and the
third song. Each passing day, their love for the second song increased, they started to like the
first song on the third day, but they never liked the third song. The process for the first song:

“They did not like the first song (daily routines).” December 11, 2017 (Pre-test
day)

“While Iistening to the first song, they started to repeat the sentences with me
and do the morning routines actions such as moving their hands as if they were
brushing their teeth etc. It was obvious that they enjoyed the first song.”
December 14, 2017

In addition, the students were eager to listen to the song and watch the video of the
song. They wanted the teacher to play it again, so it was clear from the reflection that they
really enjoyed it. According to the teacher, the rhythm and the illustrations were of great
importance, since the rhythm of the second song was faster than the others and the
illustrations of the healthy and junk food grasped their attention. The process for the second
song:

“They loved the second one (healthy vs. junk food). They got the meaning of
strong, weak, fat and thin.” December 11, 2017

“They had so much fun with the second song. The thing they liked most was
the video, since there were illustrations such as types of healthy and junk food
which were fighting, muscled broccoli and fat chocolate bar etc. They laughed
so much while watching the video and told me “Teacher, agaiiiinnnn/l!” at the
end of it.” December 12, 2017

The teacher interprets students’ dislike for the third song as an outcome of their
inability to understand the meaning of ‘habit’. But even after they got the meaning, they did
not prefer it to listen. For the third song:

“The third song was about good habits, but even after they watched the video,
they could not understand what ‘habit’ meant. I gave examples, but I think it is
not clear for now.” December 11, 2107

To sum up, the main themes generated from the teacher’s reflections were feeling
excited, having difficulty or not having difficulty according to the parts, drawing pictures
commonly from Part B, dislike the 1% song, like the 2" song, had difficulty with the 3" song.
The teacher’s reflections were gathered around those topics for six days and as stated above,
some of them changed while the other reflections remained the same.
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Discussion

For the purposes of this study, the effects of using songs on 1+ grade EFL learners’
vocabulary development was investigated. The obtained results revealed that songs have
positive impact on building vocabulary, vocabulary retrieval as well as learning with fun in
young learners’ English classrooms.

Firstly, in terms of vocabulary building, the results of the pre- and post- vocabulary
tests allowed researchers to qualify songs as ‘effective’ tools, since an increase was seen in the
number of correct answers at the post-test. This finding can be supported by Kampa’s study
(2016) in which using music is defined as an effective strategy to build language. Also, having a
context makes student focus on certain vocabulary items. The songs were chosen for a reason,
they were linked to each other, since their themes are the good habits and how they are
included in daily routines. Combining themes around a specific context was also found
effective by Hart and Risley (1995) who emphasized the importance of using a context for
vocabulary development.

The results of ‘Drawing Pictures’ part can be associated with the findings of the study
carried out by Huckin and Coady (1999), which emphasizes the use of songs for vocabulary
retention and retrieval. For in-depth investigation, it can be said that students drew the items
from part B, especially the fighting Broccoli and the Chocolate Bar, from their favorite song.
They remembered the most striking two items from their favorite song. That was not a
coincidence, which will be elaborated in the following paragraph. According to Ara (2009), it
can be concluded that songs are beneficial sources to prevent students from getting bored.
Songs provide students with an entertaining and stress-free environment, which were also
addressed in this study, too. As found out in the research studies so far, the use of songs has
positively affected each student by increasing the feel of comfort. The part which is drawn the
most was part B which was the favorite song of the students.

Furthermore, the teacher’s reflections support the previous research studies conducted
to investigate the effect, fun element and illustrations while teaching English to 1% grade
students. As it was seen in the analysis of the teacher’s reflection, the students’ vocabulary
performance increased after the use of songs in the lesson. Specifically, they enjoyed listening
to the songs which affected their performance in the post-test. Apart from this finding, the
song that the students liked most was the second one, Healthy vs. Junk food. As Schmitt (2008)
states, students learn more when they are entertained. In the journal of the teacher it was seen
that the students wanted to listen to the second song again and again. The pictures drawn most
were the two characters of the song, Broccoli and the Chocolate Bar. Therefore, the results of
the post-test support teacher reflection and literature on this area, since students remembered
what they found interesting. Here, the effect of illustrations was obvious, as suggested in
Medina’s (1990) study on the effects of music upon second language vocabulary acquisition.
Compared to the songs without illustrations, she found out that illustration-integrated songs
remained longer in students’ minds and their retrieval was easier. Also, rhythm makes it easier
for young learners to retrieve meaning, i.e. students’ preference for the second song, which has
a faster-catchy rhythm, which was supported by the same researcher regarding the impact of
rhythm upon verbal memory (Medina, 2011).
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Conclusion

The present study aimed at investigating whether or to what extent the use of songs in
the classroom is effective on the vocabulary development of the first grade English learners. To
test this issue, three songs were chosen to be played in class for a week as a treatment. The data
obtained from the pre/posttests, students’ drawings and teacher reflections revealed that the
use of songs had positive effect on the vocabulary development of the first grade EFL learners.
The results of the pre- and post- test showed that most of the students had the background or
previous knowledge of the vocabulary related to the three parts, “Daily routines”, “Healthy vs.
Junk Food” and “Good Habits”. Listening to the songs contributed greatly to the ones who did
not have background knowledge of the vocabulary items related to these parts. Among the
three parts, vocabulary items such as “Vegetables”, “Fruit” were learnt by majority of the
students whereas “Fat” and “thin” were the least achieved items. The second collection tool,
picture drawing provided similar results. The most frequently drawn picture was “broccoli”,
“hamburger”, “chocolate bar”, “vegetables” and “fruit” which are all from the second part of the
test, related to the song about “Healthy vs. Junk Food”. Finally, the third data collection tool,
the teacher’s reflections supported the findings of the other two tools; that is students showed
tendency to draw pictures more from the second part than the other two parts of the tests and
they found it easier to draw pictures from the second part than the other parts of the test.
Moreover, students’ engagement in such a test for the first time aroused some anxiety which
was reflected by the teacher. However, as they got familiar with the procedure in the pre-test,
they showed less anxiety and more reliable results in the post-test.

Apart from the results gathered for this research, there are also some limitations to be
taken into consideration. First, we carried out this study at only one class of private school
students among all the first graders. Next, our study was limited in terms of the content, i.e. the
songs were chosen around a specific subject matter. Finally, due to cross-curricular activities,
we could not expose the students to the songs on the sixth and the seventh days which might
have had an effect on the results on the following day. Therefore, the results of our study
should be taken as suggestive rather than descriptive.

Finally, this study offers some suggestions for further research. First, researchers can
focus on the differences between the performance of students with different proficiency levels
which can provide comparative results. In addition, songs can be used as a pedagogical tool by
the classroom teacher as well which can show the similarities and differences of using songs in
L1 and L2 contexts. All these findings can provide in-depth understandings about using songs
with young learners.

To conclude, the results of this study contributed to the existing literature showing that
songs can be used as effective pedagogical tools to teach and learn vocabulary in young
learners’ classes. Songs are perceived as fun elements both by learners and teachers which help
with the vocabulary development in EFL classrooms. Therefore, using songs is one method to
teach vocabulary to young learners and provide them with the opportunity to have fun while
learning.
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ingilizce ogretiminin hiimanistlestirilmesi: Yemen'de tibbi
baglamda Ingilizce’ye olan ihtiyac iizerine yeniden bir
inceleme

0z

Bu calisma, Yemen'de tibbi baglamda ozel amacl ingilizce ihtiyaci profilinin

giincellenmesini amaclamistir. Arastirma, yontem sonrasi donem dil 6gretiminde Gonderim
hiimanistik yaklasima dayanmaktadir. Akademik (mevcut) ve mesleki (hedef) 26 Haziran 2018
ortamlardan 120 katilimer calismada yer almistir. Yapilandirilmis gériismeler ve Kabul
anketlerden toplanan veriler nicel olarak analiz edilmistir. Bulgular, mevcut ve hedef 20 Ekim 2018

durumlarda ingilizce’ye olan cesitli ihtiyaclari ortaya koymustur. Ancak bu ihtiyaclar
yerel baglamda yetersiz bicimde ele alinmistir. Geleneksel 6zel amacli Ingilizce yerine
farkli bir yaklasim énermenin yaninda, bu calisma ingilizce 8gretimini hiimanistik bir

sekle dondstiirme olasiligini yiikseltmeye yonelik kavrayislar sunmaktadir. Calisma

ayrica 6grenme siireclerinde 6grencilerin neden s6z sahibi olmasi gerektigine ve Anahtar kelimeler
dgretim uygulamalarini  sekillendirmeleri icin &gretmenlerin giiclendirilmesi 6zel amacli Ingilizce
gerektigine aciklama getirmistir. Bu yapildigi takdirde &grencilerin  bireysel himanistik program
ihtiyaclarini tatmin edici bir sekilde gidermede yetersiz kalan formal egitimin 'tr:f,'gffngﬂ?zlfé

eksiklikleri tamamlanabilecektir. ybntem sonrasi dénem

Onerilen APA atif bicimi: Al-Kadi, A. (2018). ingilizce 6gretiminin hiimanistlestirilmesi: Yemen'de tibbi baglamda ingilizce’ye olan
ihtiyac tzerine yeniden bir inceleme. Language Teaching and Educational Research (LATER), 1(2), 121-138.
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Introduction

The status of English and the need for it have been on a constant change in the
worldwide context. Teaching methods, approaches, syllabi, materials, and course design usually
go hand in hand with the changes that take place from time to time. For instance, English
language teaching (ELT) has undergone reforms so as to correspond to the current trends in
language pedagogy which reduce teacher’s dominance. The emphasis now is on learners and
learning rather than teachers and teaching. This paradigm shift breathed life into aspects such
as learner autonomy, personalized and informal learning. This pedagogical perspective enables
learners to develop their self-concept and voice their needs, worries, and desires (Daoud, 2017;
Kumaravadivelu, 2006; Richards, 2013; Thornbury, 2011). Teaching has changed “from helping
students learn the mechanics of linguistic expression to catering to students’ needs and
promoting learning as a lifelong process” (Theologidou, 2018, p. 2). As students in certain
disciplines of knowledge have identifiable needs to learn English, they need a program that
fulfills their needs adequately (Bhatia, Anthony & Noguchi, 2011; Celik & Topkaya, 2018;
Faraj, 2015; Kayaoglu & Akbas, 2016; Nurpahmi, 2017; Robinson, 1991). Needs analysis (NA)
has been undertaken for decades under the umbrella of ESP which prepares learners for
academia and the workplace. Nevertheless, the traditional ESP has been questioned and some
other approaches have been suggested such as the ‘integrated ESP’ and Content and Language
Integrated Learning (CLIL). Hence, it is important to keep pace with the current trends which
account for individualized learning by embracing learner’s needs and preferences as well as
accentuating the local identities.

Rationale

The continual faulty ESP design and implementation in faculties of medicine and
health sciences in Yemen provided an impetus for undertaking this study. Students who join
the medical institutions are required to have an advanced level of English competence. They
have to perform well throughout their study and career (post-study). Albeit availability of ESP
studies in the local context (e.g. Al-kadi, 2015; Alqasem, 2017; Bin-Tayeh, 1996; Laban, 2008),
English for medical purposes (EMP) is taught with little or no reference to such studies. The
courses are forced on learners. Students do not have a say in the EMP program, and their needs
in reality are intuited rather than analyzed. Abdullah (2015), Al-Ahdal (2008), Al-kadi (2015),
and Laban (2008) described ESP in Yemen as superficial and text-based. In fact, the existing
ESP is based on general purposes but not specific needs. The focus is on grammar, vocabulary,
reading, and rote learning. Arguably, designing an ESP course without considering learners’
needs is doomed to failure; an ESP course which is imposed on learners ends up with poor
academic and professional performances (Hutchinson & Waters, 1987; Dudley-Evans & St
John, 1998; Jordan, 1997).

Actually, the current situation causes challenges for teachers and students at the
present and target situations. At the present situation (PS), the subject-matter teachers find it
difficult to deliver their lectures and instructions to students whose English proficiency is
limited. Similarly, students find it difficult to comprehend lectures and specialized literature.
As a result, the graduates in the target situation (TS) invariably fail to work up to the standards
required by the discipline. Some work for international agencies such as the Red Cross and
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Médecins Sans Frontieres (MSF) which offer health services across the country. When the
graduates join any of these organizations— or the workforce elsewhere- they find themselves
floundering. They fall short to provide services satisfactorily, pursue higher studies, or take part
in international medical conferences. That is to say, the improper ESP program largely affects
the students’ academic training and consequently affects their performance in the occupational
settings. Quite the contrary, in a situation where learners are taught what they need, they
become capable of performing well in their disciplines (Dudley-Evans & St John, 1998;
Hutchinson & Waters, 1987). In the needs-based syllabus, learners see the relevance of English
courses with their future professions (Celik & Topkaya, 2018; Stapel, 2016; Yekta, 2018). Thus,
an urgent intervention to refine the status quo of ESP is a must. The exigencies of ESP in the
medical context require an immediate update in light of the premise of the new paradigm
shifts.

Humanizing language teaching/learning

Humanism has been adopted over the long-established Behaviorism. The humanistic
approach, which has won worldwide recognition, places a focus on individuals and their
specific needs (Chen & Schmidtke, 2017; Daoud, 2017; Shirkhani & Ardeshir, 2013; Thornbury,
2011). The humanistic curriculum is based on the learners’ needs and interests, not on others’
expectations (Shirkhani & Ardeshir, 2013). Learners are no longer thought of as ‘empty mugs to
be filled with knowledge’ by teachers but in some ways decision-makers and problem-solvers
who know where they are going and why. This has re-conceptualized the course organization,
evaluation and teachers’/learners’ roles. The humanistic approach empowers learners by giving
them more leeway to shoulder the responsibility of their learning. The teachers and learners
swap roles in the learning process. In Thornbury’s (2011) words, “humanistic education
prioritizes personal growth and self-realization, goals which are achieved when learners are
invested affectively” (p.178). Four methods (The Silent Way, Community Language Learning,
Suggestopedia, and Total Physical Response) were based on humanism. These methods
gathered strength to reduce teacher dominance and maximize learner-centeredness
(Thornbury, 2011). However, the post-method era (the 1990s onwards) brought about a
rejection of the notion of ‘methods’. According to Kumaravadivelu (2006), methods hamper
individuals’ creativity and stifle their freedom. The post-method pedagogy, which builds on the
humanistic approach, gives space for local identities, self-awareness, and self-directed learning.

English for Specific Purposes (ESP)

ESP has been taught within the realm of humanism to meet the specific needs of
learners. Hutchinson and Waters (1987) defined it as “an approach to language teaching in
which all decisions as to content and method are based on the learner’s reason for
learning”(p.19). A big deal of literature is available on ESP with debate as to (a) how broad or
narrow the focus of an ESP course, and (b) how to specify what exactly ESP constitutes and (c)
how to teach it (Dudley-Evans & St John, 1998). The authors argued that a narrow-angled
course may be appropriate where needs are limited, and the course can legitimately focus on a
few target events and use content or topics from one discipline. Nonetheless, the classical
version of ESP has been questioned lately. The inclusion of professional matters in language
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courses has increased under an array of labels, e.g. integrated ESP, Content and Language
Integrated Learning (CLIL), and English as the medium of instruction (EMI). The emergence of
CLIL, which shares with ESP the theory of NA, challenges the traditional ESP. CLIL addresses
the shortcomings of ESP in terms of method and practice (Alhasani & Stojkovi¢, 2017; Ardeo,
2013; Bhatia, Anthony & Noguchi, 2011; Ghobain, 2014; Richards, 2013; Stapel, 2016). Yang
(2016) postulated that the CLIL approach transforms “the 4-skills-focused language courses into
language-plus-content forms” (p.45). The syllabus in a CLIL program has dual focuses: learning
the target language and the professional content (see Figure 1). It integrates both language and
subject-matter (e.g. medicine).

Language Content

Figure 1. Language and content integration (Nordmeyer, 2010, p. 4)

CLIL has gradually become an established teaching approach in the European contexts
for about two decades. It has been suggested as a surrogate for the traditional ESP. A good
example of an elaborated and overall framework of a CLIL training course in the German
context was suggested by Stapel (2016) and it could be adapted in some other contexts.

Although CLIL is an attempting approach that encourages both language and content
learning, it is not a recipe for success in all contexts. It requires content knowledge and
transferable skills, which may become a burden on language teachers, especially in under-
resourced contexts. Yang (2016) noted that CLIL teachers have “joint content and language
expertise that ESP practitioners commonly lack” (p.46). Hence, fostering CLIL is a challenge in
contexts where there is a dire need for teacher training, appropriate materials, and specific
means. Perhaps, this is why CLIL has been introduced at a snail’s pace, unlike ESP which
gained currency worldwide and established itself as a popular branch of ELT with a myriad of
sub-divisions.

Needs analysis

Needs Analysis (NA) has been designated as the first logical step in preparing an ESP
course (Bhatia, Anthony & Noguchi, 2011; Dudley-Evans & St John, 1998; Jordan, 1997; Stapel,
2016; Robinson, 1991). A successful ESP course proceeds by a rigorous analysis of the target
tasks, linguistic features and knowledge requirements of that situation (Robinson, 1991).
Several NA definitions and models have been suggested depending on the purpose of analysis,
yet the present situation analysis (hereafter PSA) and the target situation analysis (hereafter
TSA) are the most recurrent in the literature. PSA was suggested as a dynamic process
reflecting learners’ needs throughout the study program (Richterich & Chancerel, 1980). It
identifies what the learners are like at the beginning of a course. TSA, on the other hand,
establishes the learners’ language requirements in the occupational or academic situations they
are prepared for. Robinson (1991) and Jordan (1997) argued that PSA is not a substitute for TSA
but a good complement to it. Both PSA and TSA include detailed profiles of the learners’ needs
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to be used as an input in course design. For a comprehensive analysis of needs, TSA and PSA
may be combined. To Hutchinson and Waters (1987), the most important characteristic of ESP
courses is their relevance to the specific needs of learners. In the authors’ words, “tell me what
you need English for and I will tell you the English that you need” (p. 8). In a similar vein,
Richards (2001) alleged that “different types of students have different language needs and
what they are taught should be restricted to what they need” (p. 32). Rahmanpanah and
Mohseni (2017) argued that even well-designed courses address the needs of idealized groups of
target learners while in fact very learner is in need of a unique course that matches his/her
needs. This is difficult to attain in reality. It is important thus to prioritize a set of common
(shared) needs for immediate uses in a given context, and individual needs may be satisfied
autonomously.

English in the medical context in Yemen

A considerable number of ESP-oriented studies is available in the Yemeni context. The
most note-worthy are invited here, and the bulk of which are MA theses and Ph.D.
dissertations. To begin with, Bin-Tayeh (1996) came up with a needs profile of medical
students at Sana’a University based on the perceptions of undergraduates, lecturers, and
graduates. Building on the finding, the author developed a proto-syllabus model for the
students of General Medicine. Likewise, Gamal Abdullah, a chronicler and one of the premier
ESP authors, addressed the ESP situation with a special interest in the medical context. In 1999,
he investigated the language needs of secondary school graduates who wanted to join the
Medical Faculty at Aden University. The findings illustrated the informants’ needs for medical
and general English. Based on the findings, the author proposed a pre-sessional medical English
course. In a subsequent study, Abdullah (2005) defined the language needs of first-year
students. Both studies confirmed that the medical English program offered to the students of
medicine was inappropriate. The ESP materials did not correspond to the students’ present and
future needs. The study proposed a schema for a medical English course on the basis of
students’ needs. Again, Abdullah (2015) examined the ESP materials provided to the students of
pharmacy at Aden University. The results showed that the objectives and contents of the
teaching materials lacked harmony; the materials of the prescribed course covered only a few
needs. Likewise, Al-Ahdal (2008) surveyed the needs of medical undergraduate students of
nursing, medical laboratory, and dentistry at Hodeidah University. The study proposed a 20-
hour pre-sessional ESP course with essential conversational skills at the pre-college stage to
facilitate understanding of lectures and presentations. It is an English course for academic
medical purposes. Reporting from Hodeida University, too, Laban (2008) reviewed the English
program used in the Faculty of Medical Sciences to establish a three-fold needs analysis: TSA,
PSA, and learning needs analysis. The study evaluated the medium of instruction, methods of
teaching and evaluation system. Along the same line of research, Al-Kadi (2012) surveyed the
English needs of dentistry students at Ibb University, and in 2017, Algasem surveyed the
situation of teaching English in the same institution. These two studies accumulated evidence
of the inadequacy of the existing ESP program. Both studies explored the requirements for
tailoring an English course that meets the students’ needs and learning styles.
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Touched on above, prior research confirms the significance of analyzing the needs for
ESP programs. The studies conducted in the local context showed a serious gap between the
expected needs and the actual scenario of ESP. Nevertheless, the majority of the studies in
question were limited to samples of undergraduates who anticipated (rather than experienced)
the English needs in the occupational settings (post-study needs). Besides, these studies were
influenced by the structuralism wherein the focus is on teaching discrete items with little time
for language learners to practice the language on their own. Despite alluding to the learner-
centered approach, the previous studies put the onus on policymakers to determine the course
description, organization, implementation, and evaluation. In designing courses, the decision-
makers assume some needs for an ESP course and suggest materials accordingly. Such top-down
curriculum design arguably disables teachers’ freedom to select context-bound methods which
suit the particularity of their teaching circumstances (Daoud, 2017; Kumaravadivelu, 2006).
More pointedly, the learners’ needs in the prior investigation were theoretically analyzed but
not humanized. They underwent the sway of ‘teach-to-test’ approach, which implies
mechanical teaching. Additionally, some studies took place two decades ago, and there is a gap
of time which requires an updated file of needs.

Keeping the results of the previous studies in mind, this attempt contributes to the
ongoing debate about the appropriateness, applicability, and effectiveness of ESP courses in
medical contexts. It rests on the widely accepted argument that needs analysis (NA), which
comes within the humanistic curriculum, provides validity and relevancy for all subsequent
course design and activities (Brown, 1995; Dudley-Evans & St John, 1998; Theologidou, 2018;
Jordan, 1997; West, 1994; Yekta, 2018). The study primarily aims not to prepare a compendium
of ESP or the intricacies of NA but revisits EMP and prioritize a set of immediate needs in the
academic and job-related situations. The significance of it emanates from the need to (a)
challenge the hegemony of traditional views of language learning and (b) maximize chances of
humanism by allowing learners to have a say in what they learn and enable teachers to shape
their teaching.

Method
This descriptive study took place in a medical milieu where English is the primary
medium of instruction. Driven by the nature and objectives of the study, a survey design was
adopted to elucidate the participants’ experiences, views, and feelings about the need for
English in academia and job-related settings.

Participants

120 informants were recruited to respond to a questionnaire. The majority (70%), aged
between 19-23, were enrolled in the faculties of medicine and health sciences as
students/interns. They attended a 6-year course of study followed by a one-year internship (i.e.
they were in the PS). The rest of the sample (30%) were graduates who have already joined the
workforce in public hospitals, health centers, private clinics, the Red Cross and MSF
organizations. That is, they were in the TS where they use English for job purposes. Besides, 20
professors teaching medicine at the universities of Sana’a, Taiz, and Ibb were interviewed. They
are referred to as subject-matter teachers (SM teachers).
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Instruments

Data were collected via questionnaires and structured interviews. One version of the
questionnaire was prepared to poll information from the participants in the PS, and a modified
version for participants in the TS. Both versions were based on the literature as well as the
researcher’s familiarity with ESP in the local context. The SM teachers’ structured interview was
designed to extract information about learning situations and the relevance of English to medical
studies and future jobs. Having been developed, the instruments were piloted and checked for
validity and reliability. The reliability value was 0.79 at Cronbach’s Alpha, and the validity was
obtained in two ways: expert validation and pilot validation.

Procedures

Initially, 150 questionnaires were distributed. However, only 120 copies were valid for
analysis. As for the interviews, all the 20 SM teachers were interviewed on a predetermined
schedule. The dataset was analyzed quantitatively. The process of data analysis started with
feeding the Statistical Package for Social Science (SPSS) in which the respondents’ answers were
converted into numerical values. Each pre-determined response in a scale option was assigned a
number. For example, ‘strongly disagree’ was coded 1; ‘disagree’, 2; ‘neutral’, 3; ‘agree’, 4; and
‘strongly agree’, 5. As to the nominal data, each response item in multiple-choice questions was
given a number (l1=apply; 2=doesnot apply). That is, each response was either ticked or left
blank. The descriptive statistics of the totals, means, frequencies, and percentages were obtained
and classified.

Results and Discussion
Data were arranged and discussed in two parts: PSA and TSA. The results of each part
are displayed as figures, tables, word clouds, or percentages. The package of results is taken as a
whole and given a due interpretation. Based on the results, some suggestions are provided.

Part (I): Analysis of present situation needs

Data elicited from the students’ questionnaires and professors’ interviews yielded general
needs for English in academic settings (English for Academic Purposes). In response to question
5 in the questionnaire and question 3 in the structured interviews, the participants perceived
general purposes of English in the present situation (PS). The responses are arranged in terms of
frequencies and encapsulated as word clouds (Figure2). The figure shows information about the
participants’ recurrent uses of English. The learners stated that they needed English primarily for
study, e.g. reading textbooks, reference books, and handouts, followed by attending seminars and
taking an international test (TOEFL). Less importantly, they felt they needed English for
internet applications and social interaction. The SM teachers, on the other hand, stated that their
learners need English primarily for medical studies. Looking at Word Cloud (B) more closely,
the professors underscored the purposes of needs with almost similar rate — textbooks, handouts,
lectures, assignments, note-taking, followed by exams, projects, TOEFL and so on.
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Figure 2. Word clouds of the common uses of English in the PS

In response to Q6 which is a rank-order question, in the questionnaire, the majority of
the informants in the PS felt they needed English in the classroom with a percentage of 89%,
followed by the lab (77%) and clinics (68%). Only a few stated they needed English in public
places (14%) and at home (18%). On the other hand, the SM teachers perceived the need for
English mainly in clinics and hospitals at the rate of 65.40%, and 57.70% respectively. A few
believed that the graduates would need English at home (15.40%) or in public places (14.40%).
That is, English for academic purposes (EAP) in the faculties of medicine comes as a prime
concern. In terms of reading and writing skills, the informants needed English to (a) read
textbooks and handouts, (b) write lab reports and projects, (c) take test/exam, (d) take notes, (e)
write assignments, and (f) use PCs. As for oral skills, the informants stated that they needed
English for classroom discussions, lectures, seminars, labs/clinics (e.g. to discuss a patient's case
with colleagues and/or English-speaking doctors/nurses). Similarly, they stated that they
needed English in the classroom to give an oral presentation and interact with teachers. This
signifies the importance of communication skills. In the same landscape of needs, the
informants in the PS stated that they needed English for examination/tests. That is, good
English skills are required for written exams/tests, reports, and projects. In addition, taking an
international language test (e.g. TOEFL) and the pursuit of higher studies were among the
needs for EAP which requires a sound knowledge of all the language skills. Obviously, the
respondents had expectations for their future medical careers (study abroad and/or better job
opportunities). They had high incentive and needs for medical and general English (i.e.
medicine-related needs and career).

As for priorities, responses to Q7 in the questionnaire yielded different perceptions on
the areas of English that the learners needed to improve. The responses were coded and
transformed into a graphical representation (Figure 3). As the figure displays, the respondents
stated that they needed to improve medical terminology with a percentage of 95%, followed
by listening comprehension at the same rate, followed by writing skills (94%), reading
comprehension (90%), communication skills (84%), speaking skills (83%). That is to say,
learners in the PS need to improve English skills that help them make progress in their

129



Al-Kadi, A.  Language Teaching and Educational Research, 2018-2, 121-138

studies, then the skills of general English to communicate within the medical community. The
figure also shows that the students in focus seem not to have major problems with grammar
and general vocabulary that were rated lower than the other language aspects. This could be
attributed to the fact that the English syllabus at school is grammar-oriented; general
vocabulary was acquired piecemeal throughout the course of their study. The participants felt
they needed to improve all the language areas with an emphasis on aspects related to the
medical career at the TS. As for the SM teachers, they believed their students needed to
improve writing and speaking skills with a rate of 93.3% and 88.5% respectively and
communication skills, terminology, and listening skills (61.5%, 53.8%, and 53.8% respectively.

grammar N 59%
general vocabulary NI 549
listening comprehension N 959
reading comprehension N 0%
medical terminology NN 959
communication skills I 34%
speaking skills I 83%
writing skills I 049

Figure 3. English priorities at the present situation (PS)

With reference to the 5-point Likert scale question in the structured interview
regarding the sorts of English, the responses were coded as 1=strongly disagree; 2=disagree;
3=neutral; 4=agree; 5=strongly agree. The mean scores and standard deviations were obtained,
and the results are presented in Figure 4 below. As the figure shows, the learners’ need for
medical English ranked first, followed by conversational and formal English (4>p<5). Then,
general and informal English come next (3>u<4). Last but yet considerable, the means scores
of English collocations, idiomatic and literary English fall between 1.000 and 3.000. This result
suggests that medical English is the first demand. Informal and literary varieties were
additionally needed but were not as essential as medical and general English was. This
confirms the results in Figure 2 which shows that the English at the faculties of medicine was
needed for study (medical English) followed by job-related tasks (general English), and finally
for fun and entertainment.
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Figure 4. English preferences at the PS

Part (IT): Analysis of the target situation needs

The target situation analysis (TSA), on the other hand, illuminated the need for
English after completion of the university studies. This is germane to situations in which the
graduates use English as part of their work/profession- English for Occupational Purposes
(EOP). The table below shows summarizes the participants’ responses regarding the needs of
English in work-related settings. The results are arranged according to the degree of
importance of the language skills in the TS. Compared to the needs in the PS, the priorities in
the TS changed remarkably. For instance, the graduates need English at work to (a) interact
with foreign doctors/nurses, (b) use online resources, and (c) write lab reports and
prescriptions (mean scores: 4.8692, 4.8462 & 4.7692 respectively). In comparison, teachers and
learners ranked these needs in the PS as secondary needs. As data in the table show, the
informants’ interest in receiving training in reading and writing is slightly stronger than the
oral skills. Regardless of the slight differences in the mean scores, the respondents’ perceptions
are considerably high in terms of the amount of training in all the language skills and sub-
skills. Even the expectations of the professors changed. They stated that the graduates need
English to read about medical devices and medicine (96.2%), followed by using the internet
(88.5%), participating in conferences and seminars (65.4%), taking TOEFL test (61.5%) and
social interaction (27.6%).
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Table 1. The participants’ common uses of English in the TS

I need English to: Mean  St.D
A | Interact with foreign doctors/nurses. 4.8692 0.1016
B | Use online resources 4.8462 0.08170
C | Write lab reports/prescriptions 47692 .129228
D | Take a language test (e.g. TOEFL, IELTS). 42692 25234
E | Pursue my study abroad. 3.9154  .02581
F | Read about drugs and medical devices. 3.8462  0.04970
G | Interact with workmates/colleagues. 3.5000  .64207
H | Write case histories 3.2692 25134
I | Attend academic conference/seminars. 3.2692  .12234
] | Write research/medical essays. 3.2308 .15163
K | Interact with people in ordinary situations. 2.2308 0.11449

By examining data in the table, it is evident that items from A to D illustrate the most
important needs in the TS (mean scores between 5.000 and 4.000). As for item A, interacting
with foreign doctors and nurses, implies that the graduates think of opportunities for working
with English-speaking professionals. As for item B, using the internet for medical resources,
shows that learning online has turned into a recognized channel of learning. The items C, D, E,
and F show a downward significance of needs. Writing lab reports and taking TOEFL test, for
example, seem to be more pronounced than reading about drugs and medical devices, and so
on. The difference in the mean scores of items from A to G in the table is still considerable. The
items from H through K illustrate that English plays less important roles because Arabic is also
the medium of daily interaction even in seminars and conferences where both Arabic and
English are used interchangeably.

Noticeably, there is an increasing need for TOEFL, study abroad, fun, and internet
applications— needs which were underrepresented in the previous investigations. Despite
differences in priorities, the participants in both the present and target situations were notably
aware of the importance of English for the TOEFL test. This sounds reasonable as they wished
to continue higher education abroad where a language-ability test is required. Likewise, the
informants stated that they needed English to deal with medical terminology, which is an
essential aspect of medical studies and profession. The SM teachers explained introducing
medical terminology in the English syllabus. They surmised that the medical terms require
adequate knowledge of affixation and other ways of word-derivations. In this regard, it is
important to refer to Panocova (2017) as a good reference of the medical vocabulary (e.g.
collocations, jargons, and affixation) that teachers and course designers may make use of. The
terminologies facilitate understanding medical-related issues as well as interacting with the
subject-matter teachers who deliver their lectures in English.

Results also show that the informants had certain language problems. These problems
are presented graphically (see Figure 5). Responses to Q6 in the SM teachers’ structured
interview revealed that students of medicine had limited vocabulary (21%), poor listening
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(16%), poor writing (22%), and poor speaking (15%). Students also had poor reading abilities
(16%) and poor grammar with a rate of 10%. This illustrates the need for a program that takes
into account these language aspects with due attention to the receptive and productive skills
altogether. In addition, the cultural aspects should also be considered for they are essential in
L2 pedagogy from the viewpoint of post-method pedagogy (Kumaravadivelu, 2006).

poor poor
reading 7 grammar
16% poor 10%
poor speaking
writing — 15%
22%
limited poor
vocabulary listening
21% 16%

Figure 5. English problems as perceived by SM teachers

Taken together, the needs in PS and TS are of different priorities. The diversity of
present (academic) and future needs rationalizes the necessity of integrating academic skills
with subject-specific skills. A needs-based syllabus is expected to reflect students’ needs in
terms of the language skills in both PS and TS. Robinson (1991) conceded that “EAP
is...specific purpose language teaching, differentiated from EOP by the type of the learner:
future or practicing student as opposed to employee or worker” (p.100). However, Hutchinson
and Waters (1987) noted that there is not a clear-cut distinction between EAP and EOP as
people can work and study at the same time. Students in the PS felt they needed English
primarily for study- (a) communicating with teachers, (b) doing assignments, (c) answering
exams/tests, (d) writing memoirs/reports, (e) giving oral presentations. Besides, they perceived
the Internet applications, TV programs, and fun activities as additional needs. On the other
hand, the informants in the TS recognized the need for English to accomplish job-related
activities— (a) reading about medicine/medical devices, (b) writing diagnostic/lab reports, (c)
interacting with English-speaking colleagues. Additionally, they felt they needed English for
the TOEFL test, participating in seminars/conferences, surfing the Internet, and having fun.
These needs are quite similar to the needs reported in some other medical contexts where
English is a medium of instruction, for instance Abdullah (2005, 2015), Al-Ahdal (2008), Al-
kadi (2015), Algasem (2017), Bin-Tayeh (1996), Laban (2008) in the local context; Celik and
Topkaya (2018), Kayaoglu and Dag Akbas (2016) in the Turkish medical context; Ghobain
(2014) in the KSA medical context; and Faraj (2015) in the Libyan context. These studies
diagnosed and criticized the status of ESP and provided extended profiles of needs. However,
most of those needs were overstated and seem to be difficult to address in the local context
due to two main reasons: (a) ESP is not ripe and is still on the fringes of the medical setting,
and (b) it is hard to design an overall course that matches the specific needs of all individual
learners. As needs generally vary from learner to learner, a formal structured course may not
appeal to all the individuals’ needs. Hence, prioritizing a set of common needs is instrumental
for it can be used as a guideline for formal teaching, taking into account the practicality and

133



Al-Kadi, A.  Language Teaching and Educational Research, 2018-2, 121-138

particularity of the local contexts (Kumaravadivelu, 2006). That is to say, in order to
accommodate the immediate needs in the PS and TS, there should be space for learners to
satisfy their needs in their own way. Infusing the curriculum with humanistic elements enable
learners to voice their interests, desires, and concerns (Lojova, 2016; Rahmanpanah & Mohseni,
2017; Theologidou, 2018).

Although CLIL is more meaningful and relevant to scientific courses, it is not surprising
that a sudden plunge into CLIL- or any of its associates- is unlikely to be flawless in the local
settings. This could be attributed to some factors. For one thing, English competence of the SM
teachers is questionable. Attending some specialized lectures, the author observed that the core
courses were taught in English and Arabic (mother-tongue). Both teachers and students
transferred the features of their first language to English. The medical terms were commonly
code-mixed with Arabic which is the medium of communication. In addition, ESP courses are
imposed on learners and teachers altogether.

Therefore, the pedagogues, policy-makers, and future prospects may enforce a change
in the map of ELT to humanize and refine EMP in the faculties of medicine and health
sciences. The present study, allied with findings from similar studies could be used to update
the profile of needs from a humanistic standpoint. Towards this end, the following points are
put forward.

Learner autonomy

Driven by the shortcomings of the formal teaching, which has failed to provide
adequate ESP program, the study supports adopting opportunities of individualized learning. A
learner-oriented English program would be an advantage over an imposed course. Giving
learners an opportunity to manage their learning is a concept of modern curriculum that this
paper puts forward. Only when learners are given this opportunity can they enjoy the fun and
excitement of being autonomous learners. As human beings, learners have needs in common
and, at the same time, every individual learner has his/her own needs. Put differently, while
there are discipline-related needs that all students may share, there are needs that learners may
satisfy by learning individually and/or collaboratively. Formal instruction caters to the
common needs (i.e. the needs of an idealized group of learners), and individual needs are better
addressed autonomously. Building on the humanistic curriculum, Theologidou (2018)
suggested involving learners in daily decision-making as part of NA tasks so as to identify what
they need to learn and discuss how this can be realized in the classroom. With this in mind,
teachers should provide space for learners to decide how they may learn better; teachers
encourage but not coerce students.

Informal learning

It has been widely accepted that (a) a formal setting is only one of several venues where
learners can satisfy their needs, interests, and desires, and (b) informal learning is inseparable of
the overall learning process. It complements the formal learning by giving ground for learners
to continue learning beyond the confinements of the classroom. Theologidou (2018) argues
that the term ‘learning spaces’ is more appropriate than the ‘classroom’ because learning today
goes beyond the rigid classroom teaching. The classroom used to be the primary context of
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English learning. However, it is now conceptualized as a platform for preparing learners to find
links between the in-class and beyond classroom learning (Blake, 2008; Theologidou, 2018).
Blake (2008) asserts that “curriculum encompasses not only the time spent in class. . . but also
the effort spent outside the classroom working in groups ... as well as all those moments of the
night and day spent alone, quietly studying the target language” (p.131). In line with Blake’s
argument, learners in the context under scrutiny should be encouraged to learn at their pace
and on their own to satisfy their needs that the formal teaching fails to address adequately.
English learning should be relevant to learners’ studies and careers.

Technology-enhanced language learning (TELL)

Today’s learners have a technology-integrated mindset. The landscape of ELT has
changed under the influence of technology which has become in the hands of learners and
integrated in everyday activities. Internet-based activities fuels interest in personalized
learning which may be a good source of English exposure. It contributes to spontaneous
English learning. Considering technology-based resources as informal opportunities of language
intake compensate for the pitfalls of formal language learning which depends largely on rigid
textbooks. If they are taught conventionally, this technology-oriented generation get the
feeling that they are taught something irrelevant to their day-to-day needs and interests. The
vested interests should devise suitable tools to measure the outcome of this mode of learning.

Teacher autonomy

The study advocates for teacher’ autonomy. It builds on Kumaravadivelu’ (2006) post-
method principle that there should be room for teachers to shape their teaching. Teachers
should be empowered to decide what works and what does not work in their teaching
situations. The post-method pedagogy views teachers as co-learners, theorists, and researchers
who “theorize from their practice and practice what they have theorized” (Kumaravadivelu,
2006, p.184). Being in direct contact with their learners, teachers know better than anybody
else how their learners learn efficiently. Teachers are familiar with the priorities, preferences,
and learning styles of their students. Lojova (2009) maintains that teachers in the classroom
behave according to their interiorized beliefs, attitudes, opinions, and understanding of
learning and teaching. They base their teaching on their subjective experience, created
opinions, pedagogical intuition, and learned knowledge. Thus, teachers should be the
engineers of their teaching. They decide on shaping teaching that responds directly to learners’
needs in a friendly environment.

Conclusion

This paper redressed the situation of EMP in the Yemeni context. It drew on recent
trends that give ground to learner-based curriculum. This attempt falls within the main tenets
underpinning the post-method pedagogy which empowers teachers to create teaching
framework and encourages learners to shoulder the responsibility of their learning. The results
do not entail the demise of previous analyses but reinforce them by bringing humanistic
dimensions into the fore. The focus of an ESP course should be on learners and their unique
personal and cultural needs, instead of encapsulating the learners’ needs as discrete segments of
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the language. Both teachers and learners should feel they are important and have a say in what
they learn/teach. Again, the ESP teachers and SM teachers should teach in unison in order to
unite learning English and content (subject-matter) in a single approach. This paper also
suggests repositioning ESP by adopting another approach to teaching English for medical
purposes- CLIL is a case in point. Although adopting CLIL or any of its associates in preference
to the traditional ESP would be a challenge, it is worthwhile to try it. It enhances both
language and content learning which is motivating for the learners. The course designers may
build on previous CLIL models (e.g. Stapel’s (2016) project) to customize a course that fits the
local context. The fact that NA is a giant work that requires a thorough exploration leaves this
small-scale study with certain limitations. It could not cover all the variables the NA contends
with, such as syllabus, materials, textbooks, evaluation, methodology, learners, stakeholders,
outcomes, etc. Perhaps, further research including a larger population or a triangulated method
of data collection would provide a diversified dataset that this endeavor could not cover.
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Abstract

This research was conducted in order to show the usability of proverbs in teaching
chemistry and to determine the opinions of teacher candidates. Participants of the
study consisted of a total of 15 teacher candidates, 12 females and 3 males, in the
chemistry teaching program of the faculty of education at a state university.
Phenomenology was used in the research. The data were collected from the open-
ended one-question opinion form, qualitative observations in the class as the
relationship between the target concept and analogy (proverb) was shown, and face
to face semi-structured interviews conducted with volunteering teacher candidates,
and analysed via content analysis. According to the findings obtained, while no
negative opinion was reported, a lot of positive opinions were identified which
include the following: the teacher candidates are satisfied with the practice in class,
they are influenced by the given examples, they take lessons about life from the
proverbs in the sample, they are willing to familiarize their students with the
proverbs when they start profession. As a result, it can be said that proverbs can be
used in chemistry teaching, and teaching chemistry concepts with proverbs
contributes to the teaching of values at the same time. It can also be said that
teacher candidates have the knowledge that the proverbs or analogies should be
given in a way that does not create misconceptions in the students. In order to
educate future teachers equipped with all angles and to ensure that they can fulfil
the requirements concerning the teaching profession, appropriate methods and
techniques should be developed and applied in their undergraduate courses.
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Kimya Ogretiminde atasdzlerinin kullanilmasina y6nelik

ogretmen adaylarinin goriisleri*

0z

Bu arastirma kimya &gretiminde atasozlerinin kullanilabilirligini gostermek ve
kullanilmasina yonelik 6gretmen adaylarinin gorislerini belirlemek amaciyla
yapilmistir. Arastirmanin katilimeilari bir devlet tiniversitesinin Egitim Fakiiltesi'nin
Kimya Ogretmenligi Programindaki 12'si kadin, 3'0 erkek toplam 15 &gretmen
adayindan olusmaktadir. Arastirmada nitel arastirma desenlerinden fenomenoloji
(Olgu bilim) kullanilmistir. Veriler, acik uclu tek sorudan olusan gériis formundan,
sinif icinde hedef kavram ve analog (atasozii) arasindaki iliskinin gosterildigi sirada
tespit edilen nitel gozlemlerden, goniilli 6gretmen adaylariyla yapilan yiiz yiize yari
yapilandirilmis  goriismelerden toplanmis ve igerik analiziyle c¢6ziimlenerek
yorumlanmistir. Elde edilen bulgulara gore 6gretmen adaylarinin sinif icindeki
uygulamadan memnun kaldiklari, verilen drneklerden etkilendikleri, 6rneklerdeki
atasozlerinden yasama yonelik dersler cikardiklari, 6gretmen olduklarinda kimyayi
atasozleriyle iliskilendirerek 6grencilerine kavram 6gretiminin yaninda degerlerin
ogretiminde de kullanacaklari vb. pek cok olumlu goriis tespit edilmis olup olumsuz
goriise rastlanmamistir. Sonug olarak kimya 6gretiminde atasozlerinin kullanilabilir
oldugu, atasozleri ile kimya kavramlari 6gretilirken degerler 6gretimine de katki
sagladig), atasozleri ya da analojiler verilirken 6grencilerde kavram yanilgis
olusturmayacak sekilde verilmesi gerektiginin bilincine sahip olduklari séylenebilir.
Gelecegin 6gretmenlerini her acidan donanimli yetistirmek, 6gretmenlik mesleginin
geregini yerine getirebilmelerini saglamak igin onlarin lisans egitimindeki
derslerinde uygun yontem ve teknikler gelistirilmeli ve uygulamasinin yapilmasina
olanak saglanmalidir.

Gonderim
28 Haziran 2018

Kabul
18 Eyliil 2018
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“Bu arastirma ikinci yazarin ylksek lisans tezinden Gretilmistir.
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Giris

Toplumun ve bireylerin beklentilerini karsilamak, 21. yiizyilin gerektirdigi sekilde
ogrencileri yetistirmek, onlara temel bilgi, beceri ve degerler egitimini kazandirmak i¢in belli
zaman araliklarinda 6gretim programlarinin gilincellenmesi amaciyla yenilenme ¢alismalar
yapilmaktadir. Bu kapsamda Milll Egitim Bakanlhigi (MEB), 2017°de taslak 06gretim
programlarimi yeniden yapilandirarak 2017-2018 egitim-6gretim yilinda uygulanacak sekilde
gerekli hazirhk c¢aligmalarimi baglatip giincellemistir. Programlarin igeriginde giintimiiz
sartlarinin gereksinimlerini kargilayacak sekilde kuram ve yaklasimlardaki yenilik ve gelismeler
dikkate alinarak bazi degisiklikler yapilmistir.

Mevcut Ogretim programlarinda en dikkat ¢eken degisiklikler arasinda degerler ve
degerler egitimi yer almaktadir. Bu degisikligin ¢cok sayida nedeni oldugu gibi diger bir nedeni
de dgrencilere milli, manevi ve evrensel degerlere iliskin tutum ve davranislara yonelik bilgi,
beceri ve deneyimlerin gelistirilmesine katki saglamaktir. Ogrencilere degerler ve degerler
egitiminin kazandirilmasinda ailelerinin etkisi oldugu kadar okul ve okullardaki &6gretim
programlar1 da oOnemli rol oynadigindan degerler ve degerler egitimi egitim ogretim
hedefleriyle iliskilendirilerek tiim programlara konulmustur (MEB, 2017; 2018a).

Deger, bir toplumun veya herhangi bir sosyal grubun kendi varligini, birligini ve
biitlinligliniin devamini saglamak i¢in toplumun c¢ogunlugunun dogru ve gerekli oldugunu
kabul ettigi, toplumun ortak duygusunu, diisiincesini, amacini ve yararini yansittigl
genellestirilmis tim temel ahlaki ilke veya inanglardir (Girmen, 2013). Bireylerin sahip
olduklar1 degerler onlarin yasam tarzlarini, hayata bakis acilarini belirlediginden 6grenim
cagindaki her oOgrencinin uygun ahlaki ilke ve davramiglara sahip olmasi igin &gretim
programlarinin odaginda degerler ve degerler egitiminin gerekli oldugu goriilmektedir (MEB,
2018a). Giiglii (2015), degerler egitimini genel ve evrensel degerlerle iligkili farkindalik
kazandirmak i¢in yapilan ¢aligmalar seklinde tanimlamistir. Degerler egitimi bugiine kadar ilk
ve ortaokul diizeyinde Tiirkce, Din Kiiltiirii Ahlak Bilgisi vb. sosyal icerikli derslerde verilirken
bugiin tim Ogretim programlarinda verilmesi, bireyin yetistiriimesinde degerler ve degerler
egitiminin ne kadar énemli bir faktér oldugunun gostergesidir. Ornegin, 2017-2018 egitim
ogretim yilinda okutulan Ortaggretim 9. Sinif Kimya Dersi Kitabinda evrenin olusumuyla ilgili
fikirleri bulunan ve ¢ok sayida efsanesi olan Yunanh filozof Empedokles maddenin itme ve
cekme kuvvetlerini sevgi ve nefretle iliskilendirilebilecegine inanmis ve inandigini asagidaki
dizelerle dile getirmistir (MEB, 2018b).

“Gah sevgiyle toplanir, bir olur biitiin seyler,
Gah da aynlirlar yine tek tek nefretin kiniyle”

Ogrencilere degerler ve degerler egitimi atasdzleri, sosyal etkinlikler, tarihi olaylar,
kiiltiirel miras, Nasrettin Hoca fikralar, afisler, karikatiirler, siirler, sarkilar, tiirkiiler, bilge
insanlar, sahsiyetli kisiler, sorumluluk etkinlikleri vb. ¢ok sayida araglar kullanilarak
kazandirlabilmektedir. Ornegin 9. Simif Kimya Ders Kitabinda yer alan “Aziz Sancar’in
Basaris1” adl1 okuma pargas: aracilig: ile 6grencilere vatanseverlik, yardimseverlik, caligkanlik,
adalet ve esitlik vb. degerlerin kazandirilmas: hedeflenmistir (MEB, 2018b). Bu araglardan
atasozleri, atalarimizin bilgi ve deneyimlerini nesilden nesille aktaran, miras niteligi tasiyan,
gelenek ve goreneklere bagh olan, akla ve gercege dayanan, halkin ortak diisiincesini, inancini,
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duygusunu, ahlak anlayigini, kiiltiiriinti ve felsefesini yansitan, egitici ve 6gretici 6zli sozlerdir.
Diistinceleri kisa ve 6zlii olarak anlatan atasoézleri, ¢arpict uyarilarda bulunurken etkileyici ve
sanatsal bir anlatim seklini de ifade etmektedir (Karaer, 2006; Girmen, 2013). Mindivanls,
Kiiciik ve Aktas (2012), Sosyal Bilgiler dersinde degerlerin aktariminda atasozleri ve deyimlerin
kullanmilabilir oldugunu gosteren c¢ok sayida atasézii ve deyimin bulundugunu agiklamiglardir.
Bas (2002), Tiirkce dersinde temel dil becerilerinin (dinleme, konusma, okuma ve yazma)
gelisiminde atasozlerinin kullanilabilecegini belirterek asagidaki 6rneklere benzer 6rneklerin
kullanilabilir oldugunu gostermistir. Ayrica arastirici verilen Orneklerdeki atasdzlerinden
hareketle siirde sairlerin ne anlatmak istedigini 6grencilerden istenebilir seklinde agiklama
yaparak boyle siirlerin ya da metinlerin ders kitaplarinda yer almas:1 gerektigini belirtmis ve
giizel yaz1 derslerinde atasozleri asagida gosterildigi gibi verilebilir seklinde 6neri sunmustur.

Seni saksida giil yetistirir gibi Islemeli el, kol bunlar

Yetistirmedik tek bagina Islendikce bogaz doyar

Bir limonlukta biiyiitmedik seni Insan goziiyle goriir

“Kiragr calmaz diye aci patlicans” “Alet isler el oviiniir’

Sal1 verdik sokaga Tevfik FIKRET
Rafat ILGAZ

Batur ve Erkek (2017), ilk ve ortaokul Tiirkce ders ve c¢alisma kitaplarindaki
atasozlerinin degerler 6gretiminde 6nemli oldugunu, Tiirkce &gretimimin amaglarina uygun
atasozlerinin ders kitaplarinda segilecek metinlerin igerisinde verilmesi gerektigini
vurgulamistir. Giiliim (2009), Tiirk ve Tiirkmen atasozlerinin birbirine benzedigini ve cografya
egitiminde atasozlerinin kullamilabilir oldugunu gostermek icin doga ile ilgili birka¢ 6rnegi
atasozleriyle iligkilendirmistir. Arastirici yaptig1 ¢aligmada akarsuyun olusumu i¢in “Akarsu
cukurunu kendi kazar’, “Su gider gole dolar’, “Su akar yolunu bulur’ atasozleriyle
iliskilendirirken akarsuyun asindinici glictinii “Su damla damla tasi deler’ atasozii ile
iligkilendirilebilecegini agiklamistir. Eke (2011), o6grenmeyi kalici hale getirmek icin
atasozlerinden yararlanmis ve yapilandirmaci yaklasim cercevesinde fizikteki bazi olaylar
atasozleriyle iligkilendirerek somutlagtirmistir. Ornegin arastirici koparma enerjisi igin “Her tas
bas yarmaz’, ‘Sahin ile deve avlanmaz’, ‘Simsek ¢ikmadan gok giirlemez’, “Astar bol
olmayinca yiize gelmez’ atasozleriyle iliskilendirmis ve Ogrencilerin derse karsi merak ve
ilgisini gekilebilecegi gibi bilgilerin kaliciliginin da saglanabilecegini belirtmigstir. Aragtirici
Gilim’tin (2009) cografyada akarsuyun olusumu icin kullandig ataséziinii (“Akarsu cukurunu
kendi kazar’) fizikteki “Compton olayimi” agiklamakta kullanmigtir. Aym ¢alismada arastiric
“Compton olay1” ile iliskilendirdigi bir diger atasoziinii (“Civi ¢iviyi séker’) Karaer (2006),
kimya kavramlarindan “Benzer benzeri ¢ozer ilkesi” i¢in kullanmigtir. Bu durum bir ataséziint
farklh disiplinlerdeki kavram ya da olaylar1 agiklamak amaciyla kullanilabilecegini

» «

gostermektedir. Aym ¢alismada Karaer (2006), “Ekzotermik tersinir bir olay1” “Yangina kériikle
gitmek” atasoziiyle iliskilendirirken “Endotermik tersinir bir olay1” “Koriin aradigi bir goz
Allah verdi iki géz” atasoziiyle iliskilendirmistir. Arier-Karagoéz (2009), Tiirk atasozlerinin

kimya egitimindeki rolii adli ¢aligmasinda kimya 6gretmenligi 6grencilerinin atasdzleri ile
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kimyanin iligkisini kurarken kimya bilgilerinin yetersiz oldugunu belirtmistir. Yavuz ve
Biyiikeksi (2016), fen bilgisi Ogretmen adaylarinin giinlik yasama yonelik kimya
kavramlarindaki yanilgilarini tespit etmek icin atasdzlerini kullanmugtir. Kirbaglar, Ozsoy-
Giines ve Dering0l (2008) laboratuvar kullanmadan kimya 6gretimini yapmak “Kitaptan karada
yiizme ogrenmek gibidir’ seklinde benzetme yapmis ve eski bir Cin atasoziiyle “Duydum ve
unuttum, gordim ve hatirladim, yaptum ve anladim” seklinde iliskilendirerek kimya
ogretiminde laboratuvarin yeri ve Onemini vurgulamiglardir. Karaer (2007), fen bilgisi
ogretmen adaylarina alkollerin suda coziinmelerini yaparak yasayarak o6gretmek amaciyla
gelistirdigi dramatizasyon etkinliginde alkollerin (etil alkol, izo-propil alkol ve n-butil alkol)
polaritelerini anlatmak i¢in “Davul bile dengi dengine calar’ atasoziiyle iligkilendirmistir.
Atasozleri ile kavram ya da olaylarin 6grencilere 6gretilmesi analoji tekniginin uygulamalar
arasindadir.

Analoji tekniginin 0zii; bilinenle bilinmeyen arasindaki iliski gosterilerek
karsilagtirilmasina dayanmaktadir. Burada bilinen analog (atasozii) bilinmeyen o&gretilmek
istenilen hedef kavramdir (Azizoglu, 2017). Analojiler 6grencilerin sonug ¢ikardig1 ve bilinenle
bilinmeyen arasindaki iliskiden yeni kavramlar 6grendigi biligsel bir mekanizmadir (Keles ve
Erol-Sahin, 2015). Hedef kavram ve analog arasinda iliski kurulurken benzerlikler ortaya
konuldugu gibi varsa farkliliklarinda belirtilmesi gerekmektedir (Ekici, E. Ekici, F., ve Aydin,
2007; Azizoglu, Camurcu ve Kirtak, 2014; Keles ve Erol-$ahin, 2015; Ocak, 2017; Azizoglu,
2017). Analojiler, soyut kavramlari somutlastirdigindan 6gretimi kolaylastirdigi, anlamh ve
kalici 6grenme saglandifi, 6grencilerin tutum ve davramiglarimi olumlu yonde etkiledigi,
akademik bagar1 diizeylerini artirdig, elestirel ve yaratici diisiinme becerilerinin gelisimine
destek oldugu, iliskilendirme dogru sekilde yapildiginda kavramsal degisimin gerceklestirildigi
ve kavram yamilgilarinin giderildigine yénelik caligmalar bulunmaktadir. Iliskilendirme iyi
yapilmazsa geri doniisii olmayan alternatif ¢ok sayida kavramlarin ortaya ¢ikacagini belirten
calismalar mevcuttur (Bilgin ve Geban, 2001; Kesercioglu, Yilmaz, Huyugiizel-Cavas ve Cavas,
2004; Ozmen, 2005; Malatyali ve Yilmaz, 2010; Aykutlu ve Sen, 2011; Aykutlu ve Sen, 2012;
Akyiirek ve Afacan, 2013; Ecevit ve (")zdemir—Simsek, 2017). Ozyllmaz—Akamca ve Hamurcu
(2009), analojilerin, kavram karikatiirleri ve tahmin et, gozle, agikla tekniklerini kullanarak 5.
Sinif 6grencilerin fen ve teknoloji basarisi ile fen ve teknolojiye yonelik tutumlarinda deney
grubu lehine anlaml farkliliklar oldugunu agiklamiglardir. Giirkan ve Doganay (2016), analoji
teknigini kullanan 6gretmenlerin benzetme yaptiklar bilgileri 6grencilerin bildiginden emin
olmas1 gerektigini, o6grencilerin zihinsel agidan basarili yeterlilige sahip oldugunu ve ilgi
duyduklar1 derslerin tespit edilerek bireysel farkliliklara gore zenginlestirebileceklerini
aciklanmiglardir. Beyazit (2011), o6gretmenler analojileri uygun sekilde kullandiklarinda
ogrencilerin elestirel ve yaratici diisinme becerilerini gelisimini destekledigini, degisik
alanlarda kullanabileceklerini ve bilgi birikiminin gelismesine katkida bulunacaklarini
aciklamistir. Stavry (1990), maddenin korunumu ile ilgili kavram yanilgilarinin giderilmesinde
analojilerin kullanilabilecegini belirtmistir. Bilgin ve Geban (2001), kimyayla iligkili derslerde
Ogretilmesi istenilen kavramlarla benzer oldugu disiiniilen analojilerin simif iginde kiicitk
ogrenci gruplar olusturarak yapildiginda ogretim siirecine O6grencilerin aktif katilimlarinin
saglandigini, algilamakta zorlandiklar olaylar1 analojilerle kolay algiladiklar1 i¢in anlamh ve
kalic1 kavram 6gretiminin gerceklesecegini agiklamiglardir. Sendur, Toprak ve Sahin-Pekmez
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(2008), deney ve kontrol grubuyla yaptiklarn caligmanin istatiksel ve gOriisme analizinin
sonuclarina goére, Ogrencilerin buharlasma ve kaynamayla ilgili kavram yamilgilarinin
giderilmesinde analojiler kullandiklari, analoji kullanilan deney grubunun kavram yanilgisinin
kontrol grubundan daha az oldugunu belirtmislerdir. Zorluoglu ve Sozbilir (2016), farkh
okullarda 6grenim goren 9. Simif &grencileri ile olusturduklarnn ¢alisgma grubuna iyonik ve
kovalent baglarin 6gretiminde deney grubuna analoji teknigi kullanilarak konu anlatilirken
kontrol grubuna teknik kullanmadan konuyu anlattiklarinda analoji tekniginin 6grencilerin
akademik basar1 diizeylerinin artmasinda etkili oldugunu agiklamiglardir. Kobal, $ahin, ve Kara
(2016), fen ve teknoloji dersinde ii¢ ayr sinifta 6grenim goren 8. Simif 6grencilerinden iki
deney grubu ve biri kontrol grubu olarak belirledikleri 6grencilerle maddenin yapisi ve
ozellikleri {initesine yonelik analojilere dayali Ogretim gerceklestirmislerdir. Deney
gruplarindan birine hazir analojiler verilirken diger gruptan analoji iiretmelerini istemigler ve
calismanin sonucunda deney gruplan ile kontrol grubu arasinda 6grencilerin basarisi ve
hatirlama diizeyleri arasindaki farkin anlamh oldugunu, deney gruplari arasinda herhangi bir
farkliligin olmadigini belirtmislerdir. Azizoglu, Aslan ve Pekcan (2015), periyodik sistem
konusunun o6gretiminde analoji 6gretim modeline uygun hazirladiklar1 ¢alisma yapraklarini
kullanarak Ogrencilerin akademik basarilarim1 olumlu yo6nde etkiledigini, cinsiyete gore
degismedigini, fen motivasyonu diizeyleri orta olan o&grencilerin yiiksek diizeyde olan
ogrencilere oranla analojilerden daha ¢ok faydalandiklar ve basar1 diizeylerinin arttigim ifade
etmiglerdir.

Aragtirmanin amaci ve énemi

Bu arastirma kimya Ogretiminde atasozlerinin kullanilabilirligini gostermek ve
kullanilmasina yonelik 6gretmen adaylarinin goriislerini belirlemek amaciyla yapilmistir. Bu
amagcla 6gretmen adaylarina analoji tekniginin uygulamasinda kullanilan kimya kavramlari ve
atasozii Ornekleri Karaer'den (2006) alinmistir. Karaer (2006), calismasinda hedef kavrami
aciklamig, analog olarak atasoziinii vermis ancak hedef kavram ile atasozii arasinda nasil iligki
kuruldugunu géstermemistir. Bu aragtirmada atasozlerinin kimyayla nasil iliski kuruldugunu
gostermesi ve kimya Ogretiminde atasozlerinin kullanilmasina yonelik 6gretmen adaylarinin
goriislerini icermesi bakimindan alana kat1 saglayacagi diisiiniilmektedir. Giiniimiiz 6gretim
programlarin odaginda degerler ve degerler egitiminin oldugu dikkate alindiginda bu
aragtirmanin 6nemi daha da artirmistir. Ciinkii bu aragtirma ile kimya 6gretmen adaylarina
ogretmen olduklarn zaman Ogrencilerine degerleri 6gretmek amaciyla kullanilan araglardan
atasozleri ile kimya 6gretimi arasinda iligkinin nasil kurulabilecegine yoénelik bilgi, beceri ve
deneyim lisans egitimlerinde kazandirilmistir. Aymi1 zamanda bu arastirma ortadgretimde
kimya Ogretmeni olarak gorev yapan Ogretmenlere atasozleriyle kimyanin nasil
iligkilendirilerek 6gretebileceklerine yonelik rehberlik edecektir.

Aragtirmanin problemi
Aragtirmanin ana problemi kimya Ogretiminde atasozlerinin kullanilmasina yonelik
ogretmeni adaylarinin goriis ve disiinceleri nelerdir?
Bu problem kapsaminda iki alt problem belirlenmis ve asagida verilmistir:
- Kimya kavrami ya da olaylar atasozleriyle iligkilendirilebilir mi?
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- Kimya kavrami ya da olaylarinin atasozleriyle iliskilendirilmesine yonelik 6gretmen
adaylarinin goriis ve diisiinceleri nelerdir?

Yontem

Aragtirma modeli

Aragtirmada nitel aragtirma yaklagimi kullanilmistir. Nitel aragtirma yaklagimy,
herhangi bir sayisal ara¢ veya istatiksel islem kullanmadan birden fazla veri kaynaginin
kullanilmasina olanak taniyan, arastiricilarin katihmci olarak gorev almasini saglayan ve
arastirma deseninde esnekligin olmasina firsat veren gorgiil bir yaklasim oldugu i¢in tercih
edilmistir (Akar, 2016).

Aragtirma deseni

Bu arastirmada “Atasozleri ile kimya 6gretimi” bir olgu olarak disiiniildiigii i¢in nitel
arastirma desenlerinden fenomenoloji (Olgu-bilim) deseni kullanilmistir. Ciinkii 6gretmen
adaylarina atasozlerinin kimya Ogretiminde kullanilabilir oldugunu gosteren ornekler
verildiginde onlarda ne tiir bir algl yarattigi ve nasil yapilandirdiklarinin arastirilmas:
hedeflendiginden bu desen tercih edilmistir. Bu desende arastirici olgunun igerdigi ortak
manalar1 ortaya koymas: i¢in 6nce katilimcilarin yagsanmis deneyimlerini tanimasi ve 6ziini
nelerin olusturdugunu belirtmesi gerekir (Onat-Kocabiyik, 2016). Boylece arastirmaci
katihmcilarin yasanmis deneyimlerini igeren goriisleri dogrultusunda olgu ya da olaylarin
yapis1 ve siirecleriyle ilgili 6nemli bilgilere sahip olur. Ayrica, katilimcilarin bu olgu ya da
olaylarla iligkili yasantilarinin nasil oldugu, algilarinin neden olustugu, duygu ve
diistincelerinin neleri icerdigine yonelik goriis ve diisiincelerini agiga gikartir (Crewell, 2016;
Johnson ve Christensen, 2014; Khan, 2014; Padilla-Diaz, 2015; Yiksel ve Yildirim, 2015).

Aragtirmanin katihmcilan

Arastirmada fenomenoloji deseni kullanildig: i¢cin amagh 6rneklem tercih edilmistir.
Harsh (2011), amagh 6rnekleme alandaki 6nemli bilgi kaynaklarina ulasmak i¢in aragtirmaciya
yardimcr oldugunu belirtmigtir. Patton (2015), amagh o6rneklemeyi en yaygin kullamilan
ornekleme yontemi oldugunu ve derinlemesine arastirma yapmak icin olgu ya da olaylar
hakkinda zengin bilgi sahibi olan katilimcilarin segilmesi gerektigini agiklamigtir. Aragtirmada
amagh ornekleme tiirlerinden 6lgiit 6rnekleme kullanilmas: uygun gorilmiistiir. Clinki 6lgiit
ornekleme aragtirmanin kolay uygulanabilir ve kisa siirede sonuglanmasini saglamasi ve
arastirmactya Ol¢iitii kendisinin belirlemesine olanak vermektedir. Creswell’e (2016) gore dlgiit
ornekleme orneklemin belirli 6zellikleri tasimasi gerektigi i¢in ¢aligmanin amacina uygun
olarak o6rneklem grubu kiiciik tutulabilir. Arastirmada katihmcilarin kimya kavramlar1 veya
olaylan ile atasozleri arasindaki iliskiyi anlayabilmeleri icin kimya konular1 hakkinda 6n
bilgilerinin oldugu ve arastirma evreninin biitiin niteliklerini tasidig1 disiiniilen, devlet
iiniversitesindeki egitim fakiiltesinin kimya 6gretmenligi programlarinda okuyan, Ozel
Ogretim Yontemleri I dersini alan, bagarili olan ve arastirmaya goniillii katilmak isteyen
adaylardan tercih edilmistir.
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Aragtirmanin katilimcilarini, bir devlet iiniversitesinin egitim fakiiltesinin 4 ve 5 yillik
kimya &gretmenligi programlarinda 2016-2017 egitim ogretim yilinda Ozel Ogretim
Yontemleri I dersine kayithh 11'i 3. 11’i 4. Sinifta okuyan 22 kayith 6grenciden 15 goniilli
ogretmen aday1 olusturmaktadir. Aragtirma etigine uygun olmasi i¢in 6gretmen adaylarinin
isimleri yerine K1, K2, K3........... K15 seklinde kodlar verilerek isimlendirilmistir. Katilimcilarin
kisisel bilgileri Tablo 1’de verilmistir.

Tablo 1. Aragtirmanin katiimcilarinin kigisel bilgileri

Degisken Diizey f %
Kadin 12 80
Cinsiyeti Erkek 3 20
Toplam 15 100
4 y1llik 11 73
Sinifi 5 yillik 4 27
Toplam 15 100
Sevdigim i¢in 6 40
Ogretmenlik meslegini segme nedeni I};T;efl(l;z;t}i]z:;gl S g ;g
Toplam 15 100
Evet 13 87
Kimya 6gretmenliginde okumaktan memnun olma Hayir 2 13
Toplam 15 100
Daha 6nce kimya 6gretiminin diginda herhangi bir konu ya da Evet 0 0
kavrama yonelik atasozlerinin kullanildig: bir 6gretim alma Hayr 15 100
Toplam 15 100

Analoji tekniginin uygulanmasi
Analoji tekniginin uygulamasinda kullanilan dokuz hedef kavram ve atasozleri
ogretmen adaylarinin goriisleri dogrultusunda Karaer’den (2006) segilmistir (Tablo 2).

Tablo 2. Karaer’den (2006) secilen hedef kavramlar ve atas6zleri
Hedef kavram Kullanilan Atasozleri
fyonlagma enerjisi (2A-3A ve 5A-6A icin) Kaz gelen yerden tavuk esirgenmez.

Kiz1 kendi bagina birakirsan ya
Asal gazlarin bilesik olusturabilir mi? davulcuya ya da zurnaciya gider.

Kizin1 dévmeyen dizini dover.

Sabit oranlar kanunu Ayagini yorganina gore uzat.

Civi ¢iviyi soker.

Benzer benzeri ¢ozer ilkesi . 5 ;
Dinsizin hakkindan imansiz gelir.

Ucgucu olmayan ¢6zeltinin donma noktasi Misafirin makbulii ti¢ giinden fazla
(Kisin yollara tuz serpilmesi) kalmayamdir.
Kuvvetli asit ya da bazin seyreltik sulu ¢6zeltisinin pH’s1 Minare yikilmig mihrap yerinde.

Kuvvetli asit ve zayif asit karigiminin kuvvetli bir bazla titre
edilmesi veya kuvvetli baz ve zayif baz karigiminin kuvvetli  Biiyiik dururken kii¢iige s6z diismez.
bir asitle titre edilmesi
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Atasozleriyle kimya kavramlarinin 6gretimi Bir tasla iki kus vurmak

Kavram 6gretirken yanilgi olmayacak sekilde verilmesi Kas yapalim derken g6z ¢ikarmayalim

Analoji tekniginin simif i¢inde atasdzlerinin uygulamalar1 dort adimda (Ocak, 2017)
gerceklestirilmis (Tablo 3) ve Ozel Ogretim Yontemleri I dersi kapsaminda yapilmistir.
Arastirma kapsaminda 4 saatlik dersin 1. saatinde analoji teknigi ile ilgili teorik bilgiler ders
sorumlusu tarafindan verilmis ve kaynak makaleden (Karaer, 2006) hedef kavramlar 6gretmen
adaylarimin istekleri dikkate alinarak secilmistir. Adaylarin sectikleri hedef kavram ve
atasozleri ile iligkilendirme dersin geri kalan saatlerinde yapilmistir. Arastirma gercevesinde
sorulan sorularin yanmitlarinin veya matematiksel islem gerektiren problemlerin ¢6ziimlerinin
ders sorumlusu tarafindan yeterli goriilmedigi veya hedef kavram tam olarak bilimsel anlamda
aciklanamadiginda atasozii ile iligkilendirme yapilmamistir. Bu yiizden uygulama icin ayrilan
ii¢ saatlik siireden biraz fazla siirede gerceklesmistir. Ciinkii 6gretmen adaylarinin o giin bagka
bir dersleri olmadig: i¢in miisait olduklarini, secgtikleri hedef kavram ve atasozleri arasindaki
iligkiyi gormek istedikleri i¢in biraz siire agimi1 olmustur. Analoji tekniginin uygulamasinda

izlenen adimlar Tablo 3’de ayrintili sekilde verilmistir.

Tablo 3. Analoji tekniginin uygulanmasinda izlenilen adimlar

Adim Izlenilen yol Yapilan Iglemler

Uygulamalarda hedef kavram tanmitilmadan Once Ogretmen
Ogretilecek hedef kavramin adaylarina neden, nasil sorular1 veya matematiksel islem
1 tanitilmasi gerektiren problem ya da her ikisi bir arada olacak sekilde
sorular sorulmus, goriisleri alinmis ve daha sonra kavramin
tanitimi yapilmistir.

Analog olarak atasozii verilmistir. Atasoziiniin hedef kavramla
iliskisi verilmeden 6nce 6gretmen adaylarinin atasézii hakkinda
6n bilgiye sahip olup olmadiklarini belirlemek i¢in ataséziiniin

2 Analogun verilmesi ana diisiincesinin ne oldugu sorulmustur. Onlarin goérisleri
alindiktan sonra adaylarin goriisleri yeterli goriiliirse 3. Adima
gecilmigtir. Yeterli goriilmeyen atasozlerinin ana diistincesi
verildikten sonra iligkisi agiklanmigtir.

Hedef kavram ve analog Iligkilendirme yapilirken ataséziindeki her kelime ya da kelime
3 (atasozil) arasindaki iligkinin gruplarinin = hedef  kavramla iligkisi ayrintih  sekilde
acgiklanmasi gosterilmistir.

Katihmcilar 3. ve 4. Simif kimya 6gretmeni adaylari olduklar:
icin bu adimda hedef kavramin agiklamasini kendileri yapmus,

4 Sonug ¢ikartilmasi ders sorumlusu onayladiktan sonra bir sonraki hedef kavram ve
atasoziine gecilmis ve daha sonra Ogretmen adaylarinin
uygulamaya yo6nelik goriisleri alinmistir.
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Analoji tekniginin smif igcinde uygulanmasi - Ornek 1
1-Hedef kavram: Ugucu olmayan ¢ozeltinin donma noktasi

Bu asamada 6gretmen adaylarina “Kigin yollara neden tuz serpilir?” sorusu sorulmus,
onlara kisa bir siire kendi aralarinda tartigmalar i¢in izin verilmis ve goriisleri alindiktan sonra
hedef kavram asagidaki sekilde tanimlanmistir.
“Kisin yollara tuz serpildiginde ¢oziicii molekiillerinin (su molekiillerinin) diizenli yapist
bozulur ve diizensiz olan tuzlu su ¢ozeltisine doniisiir. Coziicii molekiilleri tekrar baslangictaki
eski diizenli yapilarina geri donmek i¢in enerji harcarlar. Harcadiklar1 enerji ¢ozeltiye verildigi
icin 1s1nir ve donma noktasinda diigme olur.”

2-Analogun (atasdziiniin) verilmesi

“Misafirin makbulii ii¢c giinden fazla kalmayanidir” atasozii verildikten sonra onlara
atasdziiniin anlami sorulmus ve 6n bilgileri alinmigtir. Ogretmen adaylarinin yanitlar1 farkh
cimlelerden olusgsa da anlam bakimindan hemen hemen hepsi benzer oldugu i¢in atasoziini
bildikleri kabul edilmis ve bir sonraki asamaya gec¢ilmistir.

3-Hedef kavram ve analog arasindaki iligkinin gosterilmesi
Hedef kavram ve analog arasindaki iliskilendirme ev sahibi-misafir iliskisine

benzetilerek Tablo 4 ‘de verildigi sekilde agiklanmistir.

Tablo 4. Ornekteki hedef kavram ile analog arasindaki iligki

Hedef kavram Kullanmilan Atas6zii agiklamasi
Cozict (su molekiilleri) Ev sahibi/sahipleri
Cozinen (tuz) Misafir/misafirler

. . Misafir/misafirler ve ev sahibi/sahipleri birlikte
Cozelti (tuzlu su) e e
evde (Yani misafirleri olan ev)

Tuzun eklenmesi ve ortamda kalmasi Misafir/misafirlerin gelmesi ve evde kalmasi
Tuzun ortamda kalmasiyla ¢oziiciiniin diizenli Misafir/misafirlerin kalmasiyla ev sahibi/
halinin bozulmasi sahiplerinin diizeninin bozulmasi

Cozeltinin diizensiz olmasi Misafiri/misafirleri olan evin diizensiz olmasi

R e g . Misafirin/misafirlerin evde uzun siire kalmasiyla ev
Coziicti molekiillerinin tekrar eski diizenli . L . .
sahibi/sahiplerinin sinirlerinin gerilmesi,

haline kavusmak i¢in enerji harcamasi R .
ofkelenmesi, vb.

Ev sahibi/sahiplerinin sinirlerin gerilmesi,
Ortamin 1s1nmast tartismalar1 vb. nedenlerden dolayi seslerinin
yiikselmesi ve digsaridan duyulmasi

. . Ev sahibi/sahiplerinin misafirlerle veya kendi
Donma noktasinin diigmesi / algalmasi ) .
aralarindaki sohbetin azalmasi

4-Sonug ¢ikarma
Ucgucu olmayan ¢ozeltinin donma noktasi saf ¢oziiciiniin donma noktasindan diistiktiir.

Analoji tekniginin sinif icinde uygulanmasi - Ornek 2
1-Hedef kavram: Seyreltik kuvvetli asit/baz ¢ozeltilerinde pH
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fgili kavram aciklanmadan oénce 6gretmen adaylarina 108 M HCl ve 108 M NaOH
cozeltilerinin pH’s1 nedir? Sorusu sorulmus, onlara bir siire kendi aralarinda tartigmalarn icin
izin verilmig sonra goriisleri alinmig ve daha sonra hedef kavram agagidaki sekilde
Ozetlenmistir.

“Asit/bazlarin sulu ¢ozeltilerinin pH’s1 0-14 arasinda degisir. pH 7’den kiiciikse ¢ozelti
asidik, pH 7’den biiyiikse ¢ozelti baziktir. Ornegin, 108 M HCI ¢6zeltisinin pH’s1 6,98°dir ve
7’den kiigiiktiir. 10 M NaOH c¢ozeltisinin pH’s1 7,02’dir ve 7’den biyiktir” seklinde
acikladiktan sonra hesaplama yapilarak ¢oziimleri gosterilmistir.

2-Analogun (atasdziiniin) verilmesi

Hedef kavramin iliskilendirilmesinde “Minare yikilmis mihrap yerinde’ atasozii
verilmis ve onlara atasoziinlin ana disiincesi sorulduktan sonra 6n bilgileri alindiginda
atasoziini bildikleri i¢in iligkilenme agamasina gecilmistir.

3-Hedef kavram ve analog arasindaki iligkinin gosterilmesi
Hedef kavram ve analog arasindaki iligskilendirme Tablo 5 de verildigi sekilde

aciklanmistur.

Tablo 5. Ornekteki hedef kavram ile analog arasindaki iligki

Hedef kavram Kullanmilan Atasézii agiklamas:
Kuvvetli asit ya da baz Cami
Kuvvetli asit ya da bazin sulu ¢ozeltisi Caminin minaresi

Kuvvetli asit ya da bazin sulu ¢6zeltisinin seyreltik ~ Caminin minaresinin yikilmasi
olmasi

Camideki mihrap
Kuvvetli asit ya da bazin seyreltik ¢ozeltisinin pH’s1 ]_W{brap ¢ mamin cemaatin oniinde namaz: kildirmak
Igin durdugu kible duvarimin ortasinda bulunan yere

verilen adidir.

Kuvvetli asitin sulu ¢ozeltisi seyreltik olsa da

pH<7’dir. Camide minarenin yikilsa da imam cemaate
Kuvvetli bazin sulu ¢ozeltisi seyreltik olsa da namazi mihrapta kildirir.
pH>7’dir.

4-Sonug ¢ikarma

Sonug olarak, asitlerin ve bazlarin sulu ¢ozeltilerindeki pH degerleri 0-14 arasinda
degisir. pH<7 ise ¢ozelti asidik, pH>7 ise ¢oOzelti baziktir. Kuvvetli asitlerin ¢ok seyreltik
¢ozeltileri bile olsa ¢ozelti asidik ve pH<7’dir. Kuvvetli bazlarin ¢ok seyreltik ¢ozeltileri de olsa
¢ozelti baziktir ve pH>7’dir.

Verilerin toplanmasi

Bu arastirma kimya Ogretiminde atasozlerinin kullanilmasina yonelik Ogretmen
adaylarinin goriislerini belirlemek amaciyla yapilmistir. Bu amag¢ dogrultusunda “Atasézleri
kimya kavramlar1 veya olaylar ile iliskilendirilebilir mi?” ve “Kimya kavrami ya da olaylarinin
atasozleri ile iligkilendirilmesine yonelik 6gretmen adaylarinin goriis ve diisiinceleri nelerdir?”
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sorularinin yanitlarini ortaya c¢ikartmak icin birden fazla veri toplama araglar1 kullanilmistir.
Bu araglar sirasiyla;

1-Siif i¢inde hedef kavram ve analog (atasozii) arasindaki iligkinin gosterildigi sirada ders

sorumlusu tarafindan tespit edilen nitel gézlemlerden,

2-Uygulamamin birinci adiminda sorulan sorular ve matematiksel islem gerektiren

problemlerin yanitlarindan (6rnegin sabit oranlar kanunu ile ilgili verilen problem),

3-Ogretmen adaylarinin goriislerini  yonlendirmemek ve atasdzleri ile iliskilendirme
yapildiginda onlarda nasil bir olgu olusturdugunu ve konuyla ilgili hangi goriis ve diisiincelere
sahip olduklarini ortaya c¢ikarmak igin “Atasézlerinin kimya O6gretiminde kullanilmasina

yonelik goriisleriniz nelerdir!” Seklinde agik uglu tek sorudan olusan goriis formundan,

4-Goniilli 6gretmen adaylariyla yapilan yiiz yiize yar1 yapilandirilmis goriismelerden ve
goriismeler sirasinda ses kayit cihazindaki kayitlardan toplanmistir. Boylece goriis formundaki

verilerin yeterliligi ve zenginligi artirilmistir.

Verilerin analizi

Verilerin analizinde nitel arastirma yontemlerinden igerik analizi kullamilmistir. Bu
yontem insan davraniglarini dolayl yoldan c¢aligmasina olanak tamidigi icin 6zellikle sosyal
bilimlerde c¢ok tercih edilmektedir. Icerik analizi, toplanan veriler belirli kurallara dayal
kodlamalarla bir metnin bazi sozciiklerinin daha kiiciik igerik kategorileriyle 6zetlendigi
sistematik bir yontemdir (Weber, 1989, Aktaran: Kocak ve Arun, 2006; Zhang ve Wildemuth,
2009). Goriis formunda bulunan agik uglu sorudan elde edilen ham veriler kodlama yapilarak
temalar olusturulmustur. Kodlama sayilarla yapilirken temalar o6gretmen adaylarinin
goriislerinden bir veya birkag sozciikle 6zetlenerek okuyucu igin anlamli hale getirilmis,
frekans ve yiizde oranlan seklinde Tablo 6’da verilmis ve olusturulan temalar i¢in uzman
goriisii alinmigtir. Ogretmen adaylarimin goriislerinden alintilarla betimlenerek desteklemistir.
Betimsel analiz cesitli veri toplama araglar kullanilarak elde edilen veriler daha 6nceden tespit
edilmis temalar ¢ercevesinde 6zetlenmesi ve yorumlanmasini iceren bir nitel veri analizidir. Bu
analizde aragtirmaci bireylerin goriislerini carpici sekilde ortaya koymak i¢in dogrudan
alintilara yer verilmektedir (Ozdemir, 2010). Ayrica, dgretmen adaylarimin goriislerinden
kimya 6gretiminde atasozlerinin 6grenciye, 6gretmene, 6gretmen adaylarina sagladig: yararlar
ve atasOzleri kullanirken dikkat edilmesi gereken hususlar seklinde maddeler halinde sonug
béliimiinde &zetlenmistir. Ornegin giinliik yasamla iligkili goriislerinden agagidaki sonuglar

cikarlmistir:

Ogrenciler “Yagamla kimyanin iligkisini 6grenir.”, dgretmenler “Kimyanin yasamla

iligkili oldugunu o&grencilere asilar.”, ogretmen adaylar1 “Anlamli ve kalic1 O6gretme
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yapabilmeleri i¢in 6grencilerin giinliikk yasamda bildikleri atasozleriyle bilmedikleri kimya

kavramlarini nasil 6gretebilecekleri anlar.”

Gegerlilik ve giivenilirlik

Bilimsel aragtirmalarin en 6nemli Olciitlerden biri aragtirma sonucunda elde edilen
sonuglarin inandirici olmasidir. Bu amacgla en yaygin kullanilan 6lgiitlerden biri gecerlilik
digeri gilivenilirliktir. Gegerlilik ve giivenilirlik i¢ ve dis olmak {izere iki agidan ayr1 ayn
degerlendirilmistir. Ciinkii arastirmacimin gozlemleri ve anladigini diisiindiigi olgu veya
olaylarla iligkilendirdiginde gercegi yansitmasina i¢ gecerlilik, arastirmadan elde edilen
sonuclarinin birbirine benzerlik gosteren ortamlara ve sartlara gore genellestirilebilmesine dis
gecerlilik denir (Bagkale, 2016). Bu arastirmada katilimcilarin bilgileri katilimcilar boliimiinde
ayrintili sekilde agiklanmasi, verilerin toplanmasini saglayan ve 6gretmen adaylarina dagitilan
goriis formunun nasil olusturuldugu ile ilgili bilgiler verilerin toplanmasi baghg altinda
aciklanmasiyla aragtirmanin i¢ gecerliliginin saglandigi sOylenebilir. Arastirmanin dig
gecerliliginde neden 0lgiit 6rnekleme ile katilimcilarinin segildigi, 6l¢iit 6rnekleme kararinin
nasil alindig1, veri toplama sirasinda nelerle karsilagildig: ve analizin nasil yapildig: hakkinda
gerekli bilgiler ilgili boliimlerde ayrintihi sekilde agiklandig: i¢in dis gegerliligin saglandig:
diisiiniilmektedir. Ogretmen adaylarimin goriislerinden hareketle olusturulan tema ve kodlarin
uygunlugu icin uzman Ogretim elemanlarinin goriisleri alindigy ic¢in arasgtirmanin i¢
giivenilirliginin saglandigi soylenebilir. Igerik analizi sonucunda elde edilen bulgularla
aragtirma sonuglarinin karsilagtirilmasi amaciyla uzman goriisiine bagvurulmas1 ve
arastirmacinin arastirmadaki roliiniin gosterilmesi dis giivenliliginin de saglandigim
diisiindiirmektedir. Ciinkii I¢ giivenilirlik bagka arastirmacilarin ayni verileri kullanarak ayni
sonuglara ulagmasindaki tutarlilik seklinde tanimlanirken dis giivenilirlik arastirmada ulagilan

sonuglarin birbirine benzeyen ortam ya da sartlarda benzer sonuglara ulagmasiyla ilgili teyit
edilmesidir (Bagkale, 2016).

Bulgular

Tablo 6. Ogretmen adaylarimin kimya ogretiminde atasozlerinin kullanilmasina yonelik

goriislerinin temalara gore frekans ve yiizde dagilimi

Tema Katihmcilar f %
Kalic1 6grenme K4, K6, K7, K8, K9, K10, K11, K12, K14, K15 | 10 | 66,7
Anlamh 6grenme K2, K3, K4, K5, K6, K12, K13, K14, K15 9 60,0
Yagamla iligkilendirme K1, K2, K3, K4, K6, K7, K12, K13, K15 9 60,0
Kolay 6grenme K2, K3, K4, K5, K7, K10, K13, K14 8 53,3
Ilgiyi  artirma/dikkat  ¢ekme/merak | K3, K7, K8, K9, K11, K12 6 40,0
uyandirma

Eglenceli 6grenme K3, K9, K11, K13 4 26,7
Atasozlerini hatirlatmay1 saglama K9, K12, K14, K15 4 26,7
fleride kullanma K3, K4, K5, K8 4 26,7
Dogru iliskilendirme K2,K7,K11 3 20,0
Sasirarak 6grenme K3, K5 2 13,3
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Ogrenme icin iyi teknik K5, K10 2 13,3
Kimya karmagik ve zor kavramlari icerir | K5, K10 2 13,3
Hatirlamay1 saglama K1, K6 2 13,3
Yasama yonelik ders verme K1 1 6,7
Kullanilmas gerekli K2 1 6,7
Yagamin pargasi olma K2 1 6,7
Ogrenmede biitiinliik K2 1 6,7
Kavramlari somutlagtirma K3 1 6,7
Etkili 6grenme K3 1 6,7
Analoji Teknigin gerekli oldugu K2 1 6,7
Olay: canlandirma / somutlagtirma K6 1 6,7
Olayin bagka olaylarla iligki kurdurmas: | K6 1 6,7
Yol gosterici K6 1 6,7
Ogrenciyi aktiflestirme K7 1 6,7
Ogrenci katilimimi saglama K7 1 6,7
Kavram yanilgisina neden olma (dikkat | K7 1 6,7
edilmezse)

Sanshi gorme K8 1 6,7
Degisik ve farklh 6grenme K8 1 6,7
Derse karsi olumlu tutum gelistirme K13 1 6,7
Yaratic1 diiglinme becerisi gelistirme K13 1 6,7
Genel kiiltiirii gelistirme K13 1 6,7
Problem ¢6ziimiinii kolaylagtirma K14 1 6,7

Tablo 6 incelendiginde anlamli 6grenme, kalici 6grenme, kolay 6grenme ve giinlitk
yasamla iliskilendirme %60 civarinda, merak ve dikkat cekici %40 ve atasozlerini hatirlatmay1
sagladig1 %26,7 oldugu goriilmektedir.

Smif i¢indeki uygulama sirasinda tespit edilen nitel gozlemler

Uygulama sirasinda 6gretmen adaylarinin ders saati siiresinin digindaki saatlerinin de
kullanilmasim1 6nemsemedikleri ve 6rnekleri kendileri tercih ettigi i¢in hedef kavramlar tekrar
ettiklerinden memnun olduklar1 ders sorumlusu tarafindan nitel olarak gozlemlenmistir.
Ogrencilerin sectikleri hedef kavram ve atasézii arasindaki iliskilendirmelerde en fazla asal
gazlardan Kripton (Kr) ve Ksenon'un (Xe) bilesiklerinin olmasini ve kigin yollara tuz
serpilmesinin nedenini agiklamakta zorlandiklari, en kolay iliskilendirme “Atasozleri ile kimya
ogretimi” ve “Kavram ogretirken yanilgi olmayacak sekilde verilmesi” olan hedef kavramlarda
oldugu belirlenmistir. Adaylarin zorlandiklar1 hedef kavramlar ders sorumlusu tarafindan hedef
kavramla atasozlerinin iligkisi ayrintili sekilde gosterildiginde hedef kavrami kavramakla
kalmay1p atasozii ile iliskilendirildiginde sasirdiklari, giilimsedikleri, dikkatle takip ettikleri ve
iligkiyi kendilerinin tekrar agiklamak istedikleri tespit edilmistir. Ayrica 6gretmen adaylar:
teknigin 4. Adiminda (Sonug¢ ¢ikarma) hedef kavramla ilgili bilimsel agiklamay1 kendilerinin
yapabildikleri gozlemlenmistir.

Ogretmen adaylarinin matematiksel islemlerle ilgili problemlerden en fazla “Sabit
oranlar kanunu” ile ilgili problemde (XzY3 bilesigi olusurken 7 gram X ile 12 gram Y artansiz
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birlesmektedir. Esit kiitlelerde X ve Y alinarak olusturulan tepkime sonucunda en fazla 7,6
gram X2Y3 olusuyor. Buna gére hangi elementten ka¢ gram artar) zorlandiklari, artan madde ve
sinirlayict maddeyi birbiri yerine kullandiklari gozlemlenmigtir. Problemi ¢6zmeleri i¢in onlara
kisa bir siire verildiginde adaylardan birkacinin problemi ¢ozerek sonuca ulastigi ve gonilli
ogretmen adayinin ¢oziimii nasil yaptigimi arkadaslarina agikladiktan sonra onlara problemdeki
bilesigi olusturan X ve Y elementlerinden hangisinin artan madde, hangisinin sinirlayici madde
oldugu soruldugunda hemen hemen hepsi aciklamaya gayret gosterdikleri nitel olarak
gozlemlenmistir. Problemi ¢ézemeyen 6gretmen adaylarinin bir kismi konuyu birinci sinifta
gordiikleri i¢cin unuttuklarini, bir kismi Genel Kimya I ve II dersinden basarisiz olduklar: i¢in
yapamadiklarini, vaktiyle boyle aciklanmis olsayd: yapabileceklerini belirtmislerdir.
Problemdeki sabit oran tanimlandiktan sonra analog olarak “Ayagin: yorganina gore uzat”
atasozli verilip sayisal problemlerdeki artan maddenin atasoziindeki ayakla sinirlayici
maddenin atasoziindeki yorganla iliskisi kuruldugunda sasirdiklar1 ve giilimsedikleri nitel
olarak gézlemlenmistir. Ogretmen adaylarimin bu iliskilendirmeden sonra giinliik yasamdaki
ayak-yorgan iligkisinden artan madde ve simirlayici madde arasindaki iligkiyi kavrayip
kavramadiklarinin kontrol etmek i¢in ders sorumlusu tarafindan onlara konuyla ilgili bagka bir
problem (Ejsit kiitlelerde alinan kiikiirt ve oksijenden ka¢ gram SOs olusur ve hangi elementten
ka¢ gram artar) verildiginde ¢ozebildikleri goriilmiistiir. Ayrica problemdeki sabit orani, artan
ve sinirlayic1 maddeleri hesaplayarak bulabildikleri tespit edilmigtir.

Ogretmen adaylarin gériis formundaki gériislerinden bazi alintilar:

K1: “..Giinliik yasamla iliskilendirme ogrencilerin hem giindelik hayatina
iliskin sorunlarinda hem de kimya alaninda ¢ok é6nemli yer aldigini
diisiiniiyorum. Ornegin; “Ayagini yorganina gére uzat” kimyada Sabit oranlar
kanunu, giindelik hayatta ise maddi olarak dikkat etmek gerektigini
soylemektedir....”

K2: “..Kimya kavramlarini 6gretirken atasozlerinden yararlanmak gereklidr.
Bunun nedeni égrencinin kimya dersini Ogrenirken giinliik yasam ile iliski
kurmasi gerekir. ¢iinkii kiimya yasamin bir parcasidir....”

K3: “..Sonu¢ itibariyle atasézlerinin kimya O&gretiminde kullanilmasinin
oldukga etkili, faydal, diisiindiiriicti ve kavratici buluyorum. Ogretmenler
yenilik¢i ve itiretici olmalidir. Nasil 6¢rencime daha iyi 6gretebilirim? Sorusunu

2]

kendine sormali ve buna benzer etkinlikler kullanmalidir....’

K4: “..Derste bize verilen kavramlar diiz anlatim ile anlatildiginda anlama ve
kalicilik stiresi daha uzun sitirede olurken, analoji teknigi ile anlatilan kavram ve
konular daha kolay ve kisa siirede anlasildi. Ornegin; benzer benzeri ¢ozer ilkesi
Igin kullanilan atasézii ile iliskinin kurulmasi ilkenin/konunun daha kalici ve
anlamli olmasini sagladr.”
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K5: “..Karmasik gibi gériinen konu ve kavramlar benim i¢cin anlasilir bil hal

2]

aldi. Bu sayede dogru ve kalici bir sekilde ogrendigimi diisiiniiyorum....~
K6: “..Giinliik yasamla iliskisini kurup olaylardaki mantigi anlamami sagladi.”
K7: “...Daha kalic1 6¢grendim. Anlamada daha kolaylik saglyor....”

K8: “..Kalic1 etkisi oldugu icin kullanmay: diisiiniiyorum....”

K9: “..Kesinlikle kimyay1 daha eglenceli hale getiriyor. Akilda kalicilig yiizde

2

yiiz etkiliyor...."

K10: “..Hem geleneksel olan atasézlerimizin yararini gosteriyor hem de kalici
o6grenmeye destek saglayabiliriz....”

K11: “Kullanilan atasézleri konularla értiismektedir. Ogrenilen konunun
pekistirilmesi acisindan énemli olacaktir. Akilda kalicihgr artirir. Ogrencilerin
ilgisini ceker. Ogretimde bu tiir farkhiliklarin olmasi &gretimi hem tek
diizelikten ¢ikarir hem de derse ilgiyi artirir. Derste duydugum atasdzlerinin
hepsi konuyla ortiismekteydi. Dersi renklendirdigini disiiniiyorum.”

K12: “..Giinliik hayatta kullandigim, ders ¢ikardigim bir atasoziiniin kimya ile
iliskilendirilmesi ben de merak uyandiriyor....”

K13: “..Kimya dersinde atasézlerinin kullanilmasinda bir diger etken ise hem
kimya kavramlarini ogretirken hemde genel kiiltiirlerinin gelismesini saglar.
Kesinlikle faydali.”

K14: “Lisans donemindeki bazi derslerin atasozleri ile bagdastirilarak verilmesi
benim i¢in o derslerdeki kavramlari hatta bazi problemleri daha kolay ¢6zmemi
saglad....”

K15: “Kimya &gretiminde atasozlerinin kullanilmas: kimyayi anlama ve
kavrama konusunda gayet etkili oldugunu diginiiyorum. (iinkii giinlik
yasamda kullanilan bu atasézleri kimyayla iliskilendirildiginde konularin akilda

»

kalic1 olarak kalmasi daha kolay oluyor.

Tartigma ve Yorum
Ogretme-6grenme siirecinin verimli gegmesi, 6§renmenin kalic1 ve anlamh olabilmesi
icin konularin mutlaka giinliik yasamla iligkilendirilmesi gerekmektedir. Bu agidan
bakildiginda kimyanin giinliikk yasamda hemen hemen herkes tarafindan bilinen atasézleriyle
iligkilendirilmesinin yerinde oldugu soylenebilir. Bu diisiinceyi katilimcilarin %60’ 1nin
atasozleriyle kimya Ogretimini giinliikk yasamla iliskilendirilmesi goriisii desteklemektedir.
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Katilimcilarin giinlitk yagamla iligkili alintilar1 incelendiginde giinliik yagamda kimyanin her
yerde kullanmilabileceginin bilincinde olduklari sdylenebilir. Kimya 6gretiminde atasézlerinin
kullanilmas1 kavramlarin o6grenimini kolaylagtirmasinin yaninda sayisal problemlerin
¢ozlimiine de katk: sagladig1 goriilebilir (Tablo 6). Cilinkii derste “Sabit Oranlar Kanunu” hedef
kavram, “Ayagini yorganina gore uzat” atasozii ile iligkisi verilmeden once sorulan problemi
adaylardan birkaginin ¢6zmesi ve iligki gosterildikten sonra ¢ozemeyen 6gretmen adaylar1 dahil
problemi ¢ézmeleri bu diisiinceyi dogrulamaktadir. Ayrica hedef kavram ve analog arasindaki
iligki gosterilmeden 6nce problemdeki bilesigi olusturan X ve Y elementlerinden hangisinin
artan madde, hangisinin sinirlayici madde oldugu soruldugunda hemen hemen hepsi
aciklamaya gayret gosterdikleri nitel olarak gozlemlenmesi onlarin uygulamadan memnun
kaldiklarinin gostergesidir. Problemi ¢6zemeyen 6gretmen adaylarinin ¢ézememe nedenleri
incelendiginde hedef kavramla iligkili konudaki problemlerin muhtemelen geleneksel
yontemle ¢ozildiigii, bu yiizden anlamh ve kalici 6grenmenin gerceklesemedigi i¢in ¢oziime
ulasamadiklan disiiniilmektedir. Bu diisiinceyi problemdeki sabit oran tanimlandiktan sonra
analog olarak “Ayagin: yorganina goére uzat.” atasozl verilip sayisal problemlerdeki artan
maddenin atasoziindeki ayakla smirlayici maddenin atasoziindeki yorganla iligkisi
kuruldugunda sasirmalar1 ve giiliimsemeleri onlarin bu derse kadar bdyle bir uygulamayla
kargilagmadiklar1 goriisiinii desteklemektedir. Ayrica adaylarin bu iliskilendirmeden sonra
giinliik yasamdaki ayak-yorgan iligkisinden artan madde ve sinirlayici madde arasindaki iliskiyi
kavradiklan i¢in “Sabit Oranlar Kanunu” kavramini anlamh 6grendikleri sdylenebilir. Ciinki
baglangicta verilen problemi ¢zemeyen 6gretmen adaylarinin konuyla ilgili daha sonra verilen
problemi ¢ozebildikleri, problemdeki sabit orani, artan ve sinirlayici maddeleri hesaplayarak
bulabilmislerdir. Bu durum hedef kavram ve analog arasindaki iliskinin iyi yapildigini, anlamh
ve kalic1 6grenmeye katki sagladigini, anlaml 6grenmeyi kolaylastirdigini ve giinliik yasamla
kimyanin iligkisinin kurulmasinin iyi oldugunu gostermektedir.

Bu uygulama ile 6gretmen adaylarina bir taraftan kimya kavramlan 6gretilirken diger
taraftan atasozlerinin anlamlarimi 6grenme ya da pekistirme firsati verildigi icin genel
kiiltiirlerinin gelismesine, dolayis1 ile degerler egitiminin kazandirilmasina ve davranisa
déniistiiriilmesine katki sagladigi soylenebilir. Ozellikle 2017-2018 Ortadgretim Kimya
Ogretim Programi hazirlanirken daha énceki kimya égretim programlarinda olmayan degerler
ve degerler egitimi programin odagina yerlestirilmis ve ders kitab1 yeniden diizenlenmistir. Bu
acidan bakildiginda arastirmadaki uygulama ile 6gretmen adaylarina kimya ogretiminin
hedefleriyle degerler ve degerler egitiminin iligkilendirilmesi lisans egitimlerinde kazandirildig:
icin isabetli bir aragtirma oldugu sdylenebilir. Ornegin uygulamadaki 7. Ornekte kuvvetli asit
ve zayif asit karigiminin kuvvetli bir bazla ya da kuvvetli ve zayif baz karisgtminin kuvvetli bir
asitle titre edilmesini “Biiyiik dururken kiiciige soz diismez’ atasozi ile iligkilendirilmesi aym
zamanda degerlerimizden biiyiiklere saygiy1 anlatmaktadir. Ciinkii atasoziiniin ana diisiincesi
“biyiiklere karsi saygili olmayi” gerektirmesidir. Girmen (2013), degerlerin Ogretiminde
atasozlerinden yararlanilmasi 6grencinin s6z varliginin zenginlesmesinin yaninda kiiltiire ait
Ogelerin deger egitimine katki saglanabilecegini agiklamigtir. K2 kodlu katihmcinin
“Atasézlerini yerinde ve dogru bir bicimde ders ile iliskilendirilirse Ogrencilerin kimya
kavramlarini 6grenmesi saglanmis olur.” seklinde agiklama yapmasi Sahin, Mertoglu ve
Comek’in (2001) yapmis olduklar1 ¢aligmanin sonuglarina benzer bir diisiincede oldugu
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goriilebilir. Clinkdi arastiricilar analojiler etkili sekilde verilmediginde 6grencilerde kavram
yanilgilarmin  gériilebilecegini belirtmislerdir. Ogretmen adayinin bu gériisi simf ici
orneklerden 9. Ornegin hedef kavram ve analog olarak verilen atasézii arasindaki
iligkilendirmeyi ¢agnistirmaktadir. Cinkii bu Ornekte analojilerle kavram Ogretimi
gerceklestirilirken 6grencilerde kavram yanilgis1 olusturmayacak sekilde verilmesi gerektigi
vurgulanmis ve “Kas yapalim derken géz ¢ikarmayalim” atasozii ile iliskilendirilmistir. Bu
iligkilendirmeyle 6gretmen adaylarina analojiler gelistirilirken rastgele olmamasi, hedef kavram
ve analog arasindaki benzerlikler verildigi gibi varsa farkliliklarin da mutlaka agiklanmasi
gerektigi, aksi durumda kavram yanilgisina neden olacag fikri agilanmistir.

Katimcilardan bazilar1  6gretmen olduklari zaman derslerinde atasozlerini
kullanacaklarin1 belirtmeleri, onlarin smmiftaki uygulamalardan etkilendiklerini, verilen
orneklerin ilgilerini ¢ektigini, anlamli ve kalici 6grenme gerceklestirdikleri i¢cin memnun
kaldiklarini, kimyaya ve atasozlerine karsi tutumlarinin olumlu yo6nde etkilendigini
distindiirmektedir. Bu diisiinceyi Kaptan ve Arslan’in (2002) yapmis oldugu caligmanin
sonuglar1 desteklemektedir. Ciinkii arastiricilar fen 6gretiminde analoji tekniginin soru cevap
tekniginden daha fazla 6grencilerde olumlu tutumlar gelistirdigini agiklamiglardir. K3 kodlu
katthmar “Ofrencilerin derse ilgisini cekmek adina ileride kullanmak isteyecegim bir teknik
oldu. Ogretmenler yenilik¢ci ve iiretici olmaldir. “Nasil dgrencime daha iyi dgretebilirim”
sorusunu kendine sormali, bu ve buna benzer teknikler kullanmalidir.” seklindeki climleleri
kurmas1 Ozel Ogretim Yontemleri I dersinin amag ve hedeflerine ulastigimin géstergesi oldugu
soylenebilir. Ciinkii dersin ama¢ ve hedefleri arasinda Ogretmen adaylarina “/Nasi/
Ogretmeliyim?” sorusunun yanitin1 kendilerinin bulacag: sekilde yetistirilmesi yer almaktadir.
Demircioglu, Geng ve Demircioglu (2015), sosyal bilgiler 6gretmen adaylarinin 6gretim strateji,
yontem ve tekniklere yonelik bilgilerinin yetersiz oldugunu belirtmis ve adaylarin pedagojik
alan bilgi seviyelerini gelistirmek icin lisans egitimlerinde Ogretim strateji, yontem ve
tekniklerle ilgili bilgi ve becerilerin kazandirilmasini 6nermislerdir. Bu agidan bakildiginda bu
arastirmanin 6gretmen adaylarina faydal olabilecegi s6ylenebilir.

Sonuglar
Ogretmen adaylarinin goriislerinden hareketle kimya &gretiminde atasézlerinin
kullanilabilir oldugu ve kullanilmasi gerektigi disiintildiigiinden atasozlerinin kimya
ogretiminde kullanilmasinin 6grenciye, 6gretmene ve 6gretmen adaylarina sagladig: yararlar ve
atasozleri kullanirken dikkat edilmesi gereken hususlar seklinde ozetlenmis ve maddeler
halinde verilmistir.

Ogrenciye sagladig: yararlar
- Kavramlari anlamh 6grenir.
- Kavramlarin 6grenilmesini kolaylagtirir.
- Kalic1 6grenmeyi saglar.
- Eglenerek 6grenir.
- Derse aktif katilimim saglar.
- Tlgi cekici ve merak duygusu gelisir.
- Hatirlanmas: kolaylagir.
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Yagamla kimyanin iligkisini 6grenir.

Soyut kavrami somutlastirarak 6grenir.

Kavram ya da olay1 canlandirabilir.

Atasozlerinin anlamini 6grenir ya da pekistirir.

Kimya kavramlarim 6grenirken atasozleri araciligiyla degerlerini 6grenir.

Ogretmene sagladig yararlar

Anlaml ve kalic1 6gretme gerceklestirir.

Eglenceli bir 6gretme olanag1 saglar.

Ogrencilerini derse katilmasina tegvik eder.

Soyut kavramlari somutlagtirarak 6gretir.

Ogrencilerin genel kiiltiirlerinin gelismesine katkida bulunur.
Kimyay1 6gretirken degerler egitiminin de kazandirmasinda rol oynar.
Olaylarin giinlitk yasamdaki baska olaylarla iliskisini agiklar.
Sayisal problemlerin ¢6zlimiinii kolaylagtirir.

Ogrencilerin ilgisini ve dikkatini cekerek onlar derse giidiiler.
Kimyanin yasamla iligkili oldugunu 6grencilere asilar.
Ogrencilerin derse karsi olumlu tutumlar gelistirmesini saglar.

Ogretmen adaylarma sagladig yararlar

Kimya 6gretiminde atasozleriyle nasil iliski kuruldugunu 6grenir.

Ogrencilerin derse ilgisini cekmek, onlarin derse katilimini saglamak igin kavramlar
yasamla iligkilendirilmesi gerektigini 6grenir.

Anlamli ve kalici &gretme yapabilmeleri i¢in Ogrencilerin yasamda bildikleri
atasozleriyle bilmedikleri kimya kavramlarini 6gretebileceklerini anlar.

Dersi eglenceli hale getirmek i¢in atasozlerinden nasil yararlanabilecegini kavrar.
Analog-hedef kavram arasindaki iligkilendirmeyi dogru yapmazlarsa kavram
yanilgilarina neden olacagini bilir.

Kimya 6gretiminde atasozleri kullanilirken dikkat edilmesi gerekenler

Atasozii ve hedef kavram arasindaki iliski dogru bir bicimde yapilmali, benzerlikler
verildigi gibi varsa farkliliklar da agiklanmals,

Ogrencilerin kavram yanilgilarina neden olmayacak sekilde verilmeli,

Sayisal problemlerin ¢6ziimlerini kolaylastirmak i¢in kavram 6gretiminde atasozleri ya
da analojilerin kullanimina 6nem vermeli,

Atasozleriyle kimya kavramlari 6gretilirken, 6grencilerin genel kiiltiirlerini gelistirecek

yonde atasozlerinin anlamlar: verilmeli ve degerler egitimine katk: saglanmalidir.

Oneriler
Bu sonuglar 15181nda,

- Ogretmen adaylarinin donanmimh yetismeleri ve gelecekteki &gretmenlik mesleginin

geregini yerine getirebilmeleri ve lisans egitimlerinde Ozel Ogretim Yéntemleri I vb. alan
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egitimi derslerinin amag¢ ve hedeflerine ulagabilmesi i¢in uygun strateji, yontem ve
tekniklerin gelistirilip mutlaka uygulanmasinin yapilmasi,

- Lisans programlarinda Ozel Ogretim Yéntemleri I dersinin iceriginde “Atasozleri ile
Kavram o6gretimi” veya “Kavram Ogretiminde Atasézlerinden Yeri ve Onemi” seklinde
verilmesi,

- Bu uygulamanin benzeri veya kendisi kimya 6gretmenlerine hizmet i¢i egitim kapsaminda
diizenlenerek atasozleri ile kimya 6gretimi arasinda iliskinin nasil kuruldugu agiklandiktan
sonra onlarin goriis ve diisiincelerinin alinmasi,

- Ogretmenler ve dgretmen adaylar1 meslege atandiktan sonra derslerinde atasdzleri ile
kimya 6gretime yer vermeleri i¢in cesaretlendirilmesi ve kullanmalar i¢in tesvik edilmesi,

- Atasozleri ile kimya 6gretimi ortadgretim kimya 6gretim programinda ve ders kitaplarinda
yer almasi ve bunun i¢in gerekli alt yapi1 ¢alismalarinin yapilmasi 6nerilmektedir.

Kaynakga

Akar, H. (2016). Durum c¢alismas:i. A. Saban ve A. Ersoy (Ed.). Egitimde Nitel Arastirma Desenleri
Ankara: An1 Yayincilik.

Akytirek, A., & Afacan, 0. (2013). Hké’)gretim sekizinci sinif 6grencilerinin “Hiicre bolinmesi ve kalitim”
initesindeki kavram yanilgilarinin tespiti ve analoji ve kavramsal degisim metinleri kullanilarak
giderilmesi. Kirsehir Egitim Fakiiltesi Dergisi, 14(1), 175-193.

Aner-Karatz, N. (2009). Tiirk atasézlerinin kimya egitimindeki rolii. (Yayimlanmamis Yiiksek lisans
tezi) Gazi iiniversitesi, Egitim Bilimleri Enstitiisii, Ankara.

Aykutlu, I, & Sen, A. I. (2011). Lise 6grencilerinin elektrik akimi konusundaki kavram yanilgilarinin
belirlenmesinde ve giderilmesinde analojilerin kullanilmasi. Necatibey Egitim Fakiiltesi Fen ve
Matematik Egitimi Dergisi (EFMED), 5(2), 221-250.

Aykutly, I., & Sen, A. 1. (2012). U(; asamali test, kavram haritas: ve analoji kullanilarak lise 6grencilerinin
elektrik akimi konusundaki kavram yanilgilarinin belirlenmesi. Egitim ve Bilim, 37(166), 275-
288.

Azizoglu, N. (2017). Kimya 6gretimi 6gretmen egitimcileri, 6gretmenler ve 6gretmen adaylarn igin iyi
uygulama ornekleri. A. Ayas ve M. Sozbilir (Ed.), Analojilerle kimya oOgretimi. (s.649-669)
Ankara. Pegem Akademi.

Azizoglu, N., Camurcu, M., & Kirtak, V. N. (2014). Ortadgretim fizik ders kitaplarinda antolojilerin
kullanimi: Belirleme ve siniflandirma ¢alismasi. 7iirk Fen Egitimi Dergisi, 11(2), 39-62.

Azizoglu, N., Aslan, S., & Pekcan, S. (2015). Periyodik sistem konusu ve analojilerle 6gretim modeli:
yontem, cinsiyet ve motivasyon faktérlerinin dgrenci basarisina etkisi. //kdgretim Online, 142),
472-488.

Bas, B. (2002). Tiirkce temel dil becerilerinin 6gretiminde atasozlerinin kullammi. Pamukkale
Universitesi Egitim Fakiiltesi Dergisi 12(2), 60-68.

Bagkale, H. (2016). Nitel arastirmalarda gegerlilik, giivenilirlik ve 6rneklem biiyiikliigiiniin belirlenmesi.
Dokuz Eyliil Universitesi Hemsirelik Fakiiltesi Elektronik Dergisi, X1), 23-28.

Batur, Z., & Erkek, G. (2017). ilk ve ortaokul Tirkce kitaplari: Atasozleri. International Journal of
Language Academy, 5(4), 19-32.

Beyazit, I. (2011). Ogretmen adaylarinin matematik dgretiminde analoji kullanmalar1 konusundaki gériis
ve yeterlilikleri. Selcuk Universitesi Ahmet Kelesoglu Egitim Fakiiltesi Dergisi, 31, 149-158.

Bilgin, I., & Geban, O. (2001). Benzesim (analoji) yéntemi kullanilarak lise 2. Simif 6grencilerinin
kimyasal denge konusundaki kavram yanilgilarinin giderilmesi. Hacettepe Universitesi Egitim
Fakiiltesi Dergisi, 20, 20-32.

158



Karaer, H., & Avcl, E. Language Teaching and Educational Research, 2018-2, 139-162

Creswell, ]. W. (2016). Arastirma deseni nitel, nicel ve karma yaklasimlari. (S.B. Demir, 2. Baski. Ankara:
Egiten Kitap.

Demircioglu, I. H., Geng, 1., & Demircioglu, E. (20015). Sosyal bilgiler 6gretmen adaylarinin 6gretim
strateji, yontem ve teknikleriyle ilgili bilgi diizeylerinin degerlendirilmesi. Abant Izzet Baysal
Universitesi Egitim Fakiiltesi Dergisi, 15(1), 18-34.

Ecevit, T., & Ozdemir-Simsek, P. (2017). Ogretmenlerin fen kavramlar1 6gretimleri, kavram yanilgilarini
saptama ve giderme caligmalarinin degerlendirilmesi. //kdgretim Online, 16(1), 129-150.

Eke, C. (2011). Modern fizigin ogretiminde atasézlerinin kullaniimasi. 20. Egitim Bilimleri Kurultay, 8-
11  Eylil 2011. Mehmet Akif Ersoy Universitesi egitim Fakiiltesi, Burdur
https://www.pegem.net/ Akademi/kongre_detay.aspx?id=125025 01.09.2018.

Ekici, E., Ekici, F., & Aydin, F. (2007). Fen bilgisi derslerinde benzesimlerin (analoji) kullanilabilirligine
iliskin 6gretmen adaylarimin goriisleri ve &rnekler. Ahi Evran Universitesi Kirsehir Egitim
Fakiiltesi Dergisi, §1), 95-113.

Girmen, P. (2013). Tirkge egitiminde atasozleri ve deger egitimi. Degerler Egitimi Dergisi, 11(25), 117-
142.

Gigli, M. (2015). Tiirkiye’de degerler egitimi konusunda yapilan arastirmalar. Uluslararas: Sosyal
Arastirmalar 838), 720-732.

Gilim, K. (2009). Cografya ogretiminde kullanilabilecek doga i¢in séylenmis Tiirk ve Tiirkmen

(Tiirkmenistan) atasozleri iizerine bir arastirma. Mehmet Akif Ersoy Universitesi Sosyal Bilimler
Enstitiisii Dergisi, 1(1), 51-58.

Giirkan, B., & Doganay, A. (2016). Sosyal bilgiler dersinde disiplinler arasi 6gretim yaklagimina dayal
analoji teknigi uygulamalarinin kavram gelisimine etkisi: Bir durum c¢aligmasi. Turkish Studies
International Periodical for the Languages, Literature and History of Turkish or Turkic, 11(19),
395-416.

Harsh, S. (2011). Purposeful sampling in qualitative research synthesis. Qualitative Research Journal,
11(2), 63-75.

Johnson, B., & Christensen, L. (2014). Egitim arastirmalar: nitel, nicel ve karma yaklasimlar: (Cev. S. B.
Demir, 4. Baski Ankara: Egiten Kitap

Kaptan, F., & Arslan, B. (2002). Fen Jgretiminde soru-cevap teknigi ile analoji tekniginin
karsilastirilmasi. V. Ulusal Fen Bilimleri ve Matematik Egitimi Kongresi, 16-18 Eylil 2002
ODTU: Ankara.

Khan, S. N. (2014). Qualitative research method. Phenomenology. Asian Social Science, 1(21), 298-310.

Karaer, H. (2006). Baz1 kimya kavramlarinin atasozleri ile 6gretimi. Cagdas Egitim Dergisi, 334, 35-41.

Karaer, H. (2007). Alkollerin suda ¢oziinmelerini agiklayan bir dramatizasyon etkinliginin gelistirilmesi
ve uygulanmasi. Ondokuz Mayis Universitesi Egitim Fakiiltesi Dergisi, 24, 25-32.

Keles, H., & Erol-Sahin, A. N. (2015). Tarih 6gretiminde analoji yontemi. Kafkas Universitesi e-Kafkas
Egitim Arastirmalar1 Dergisi, 2(2), 55-65.

Kesercioglu, T., Yilmaz, H., Huyugiizel-Cavas, P., & Cavas, B. (2004). Hkégretim fen bilgisi 6gretiminde
analojilerin kullanima: Ornek uygulamalar. Ege Egitim Dergisi, 5, 35-44.

Kirbaslar, F. G., Ozsoy-Giines, Z., & Deringdl, Y. (2008). Genel kimya laboratuvar uygulamalarinda
ilkogretim fen bilgisi ve matematik 6gretmen adaylarinin davranislari. Hasan Ali Yiicel Egitim
Fakiiltesi Dergisi, 210), 1-14.

Kobal, S., Sahin, A., & Kara, 1. (2016). Fen ve teknoloji analojilere dayali dgretimin 6grencilerin basarilar:
ve hatirda tutma diizeyleri iizerine etkisi. Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 36,
151-162.

Kocak, A., & Arun, O. (2006). icerik analiz calismalarinda 6rneklem sorunu. Selcuk Universitesi Iletisim
Fakiiltesi Dergisi, 43), 21-28.

159


https://www.pegem.net/

Karaer, H., & Avcl, E. Language Teaching and Educational Research, 2018-2, 139-162

Malatyals, E., & Yilmaz, K. (2010). Yapilandirmaci 6grenme siirecinde kavramlar ve 6nemi: Kavramlarin
pedagojik agidan incelenmesi. Uluslararasi Sosyal Arastirmalar Dergisi, 3(14), 320-332.

MEB. (2017). Miifredatta yenilenme ve degisiklik calismalar1 iizerine. Talim Terbiye Kurulu Bagkanligs,
1-28. Ankara.

MEB (2018a). Ortadgretim kimya dersi (9, 10, 11 ve 12. Siniflar) 6gretim programi. Ankara.

MEB (2018b). Ortadgretim 9. sinif kimya dersi kitabi, Ankara.

Mindivanl, E., Kiiciik, B., & Aktag, E. (2012). Sosyal bilgiler dersinde degerlerin aktariminda atasozleri
ve deyimlerin kullammi. Egitim ve Ogretim Arastirmalar: Dergisi, 1(3), 93-101.

Ocak, G. (2017). Yéntem ve teknikler. G. Ocak. (Ed), Ogretim ilke ve yéntemleri (ss. 313-314). Ankara.
Pegem Akademi Yayincilik

Onat-Kocabiyik, O. (2016). Olgu bilim ve gomiilii kuram: Bazi 6zellikleri bakimindan karsilastirma.
Trakya Universitesi Egitim Fakiiltesi Dergisi, 6(1), 55-66.

Ozdemir, M. (2010). Nitel veri analizi: Sosyal bilimlerde yéntembilim sorunsali iizerine bir arastirma.
Eskisehir Osmangazi Universitesi Sosyal Bilimler Dergisi, 11(1), 324-343.

Ozmen, H. (2005). Kimya 6gretiminde yanls kavramlar: Bir literatiir aragtirmas1, 7iirk Egitim Bilimleri
Dergisi, 3(1), 23-43.

Ozyilmaz-Akamca, G., & Hamurcu, H. (2009). Analojiler, kavram karikatiirleri ve tahmin- gozlem-
aciklama teknikleriyle desteklenmis fen ve teknoloji egitimi. e-Journal of World Sciences
Academy, 44), 1186-1206.

Padilla-Diaz, M. (2015). Phenomenology in educational qualitative research: Philosophy as science or
philosophical science. [nternational Journal of Educational Excellence, 1(2), 101-110.

Patton, M. Q. (2015). Qualitative research & evaluation methods: Integrating theory and practice (4th
ed). Thousand Oaks, CA: Sage, London

Stavry, R. (1990). Pupil’s problems in understanding conservation of the matter, /nternational Journal of
Science Education, 12, 501-512.

Sahin, F., Mertoglu, H., & Cémek, A. (2001). Ogrencilerin olusturduklar: analojilerin 6¢renmeye etkisi.
Yeni Binyilin Baginda Tiirkiye’de Fen Bilimleri Egitimi Sempozyum Bildiriler kitabi: 194-199,
Istanbul.

Sendur, G., Toprak, M., & Pekmez, E. $. (2008). Buharlagsma ve kaynama konularindaki kavram
yanilgilarinin 6nlenmesinde analoji yonteminin etkisi. Ege Egitim Dergisi, X2), 37-58.

Yavuz, S., & Biiyiikeksi, C. (2016). Giinliik yasamdaki kimya kavram yanilgilarinin atasozleri ile tespit
edilmesi. Karaelmas Fen ve Miihendislik Dergisi, 6(1), 182-186.

Yiiksel, P., & Yildirim, S. (2015). Theoretical frameworks, methods, and procedures for conducting
phenomenological studies in educational settings. Turkish Online Journal of Qualitative Inquiry,
6(1), 1-10.

Zhang, Y., & Wildemuth, B. M. (2009). Qualitative analysis of content. Erigim Tarihi: 09.08.2018
https://www. ischool. utxas.edu/“yanz/Content_analysis.pdf.

Zorluogly, S. L., & Sozbilir, M. (2016). Iyonik ve kovalent baglar konusunda uygulanan analoji tekniginin
ogrenci basarisina etkisi. Bayburt Egitim Fakiiltesi Dergisi, 11(1), 84-99.

160



Karaer, H., & Avcl, E. Language Teaching and Educational Research, 2018-2, 139-162

Extended abstract

Introduction

Curriculum renewal studies are being carried out in order to meet the expectations of
the society and individuals, to educate students as required by the twenty first century and to
provide them with basic knowledge, skills and values education. The Ministry of National
Education restructured its draft curricula in 2017 and updated its curricula by launching the
necessary preparatory work to be implemented in 2017-2018 academic year. When the
contents of the programs are examined, some changes have been made taking into
consideration the innovation and developments in the theories and approaches to meet the
requirements of today’s conditions. The most notable change made from the previous curricula
to the existing curricula is the addition of values education and values. Another reason for this
change is that it contributes to the development of students’ knowledge, skills and experience
in attitudes and behaviours related to national, spiritual and universal values. Since schools and
curriculums play an important role alongside the effects of their families in teaching values and
values to their students, values and values education are assigned to all programs in relation to
educational and teaching goals. Many tools can be used to teach values to students, and, in this
respect, proverbs can also be used. Because proverbs are the teaching expressions that convey
common thoughts, beliefs, feelings, morality, culture and philosophy of people, they relate the
knowledge and experience of our ancestors to generations and carry inheritance qualities that
depend on traditions and customs, and they are based on reason and truth. Proverbs that
describe thought in a short and concise way also express impressive and artistic expressions that
are evident in striking warnings. The teaching of concepts or events in chemistry or other
lessons by associating them with proverbs is an example of the application of analogy
techniques. Analogy is based on comparison between the known and unknown. The analogue
(proverb) unknown here is the desired target concept to be taught.

Purpose of the study

This research was carried out in order to show the usability of proverbs in chemistry
teaching and to determine the opinions of teacher candidates for the use of proverbs in
chemistry teaching. For this purpose, the chemistry concepts and proverbs of the samples used
to apply the analogy technique to the teacher candidates were taken from the study of Karaer
(2006). In the researcher’s work, she explained the concept of the target in a scientific sense,
then gave an analogy of the proverb but did not show how it relates the concept to the proverb.
This research shows how to relate the target concept and the analogy, and contributes to the
field as evident in the teacher candidates’ proposals for the use of them in teaching chemistry.

Methodology

Qualitative research approach was used in the research. Qualitative research approach
is preferred because it allows for the use of multiple data sources without using any digital tools
or statistical processes, allowing researchers to act as participants and allowing for flexibility in
the research design. In qualitative research, the sample group can be kept small in order to
examine the sample in depth. For this reason, purposive sampling method is used instead of
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random sampling in the research. Participants of the research consisted of 15 student teachers,
12 females and 3 males, in the chemistry teaching program of the education faculty at a state
university. Participants of the research were selected from the 3¢ and 4t grade student teachers
who took the course Special teaching Methods I and wanted to voluntarily participate in the
research. Participants were named K1, K2, K3, ....., K15 in order to comply with the research
ethics. The data were collected through face to face semi-structured interviews conducted with
volunteering teacher candidates, qualitative observations in the classroom in which the
relationship between the target concept and the analogy (proverb) was shown, and the open-
ended one-question opinion from.

In the analysis of the data, content analysis was used from qualitative research methods.
This method is often preferred, especially in social sciences, because it allows human behaviour
to work indirectly. Data collected in content analysis is a systematic method in which certain
words of a text are summarized by smaller content categories with certain rule-based
encodings. Based on the raw data obtained from the open-ended question “What are your
views on the use of proverbs in chemistry teaching? Please Explain”, coded categories were
created.

The below steps were followed in the implementation of the classroom analogy
technique. Accordingly, the relationship between the target concept and the analogy in the
samples is shown in four steps. 1) Introducing the target concept to be taught, 2) giving the
proverb, 3) explanation of the relationship between target concept and analogy (proverb), 4)
Extraction of the result.

Findings

According to the findings obtained, many positive opinions have been identified which
include: the teacher candidates were satisfied with the application in the classroom, they were
influenced by the given examples, they took lessons about life from the proverbs in the sample,
and they reported that when they start profession they would relate chemistry lessons to
proverbs.

Conclusion

It can be said that, in addition to being able to use proverbs in chemistry teaching, the
teacher candidates are aware that chemistry concepts can be taught while at the same time
contributing to the teaching of values, but when proverbs or analogies are given, attention
should be paid so as not to create misconceptions in students. In order to equip future teachers
multidimensionally and ensure that they can fulfil the requirements of the profession,
appropriate methods and techniques should be developed and applied in their undergraduate
courses.
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Proje tabanli 6grenme ve dogrudan ogretimin ortaokul
ogrencilerinin motivasyon ve katilimlari iizerine etkisi

0z

Bu nicel calismanin amaci, ortaokul &grencilerine proje tabanli 6grenme ve
dogrudan 6gretim yontemlerinin uygulanmasindan énceki ve sonraki motivasyon ve
katiim diizeylerini karsilastirmaktir. Calismaya katilan 6grencilere, uygulamadan
once ve sonra motivasyon diizeylerinin degerlendirilmesi amaciyla Deci ve Ryan
(2017) tarafindan gelistirilen icsel Motivasyon Olcegi uygulanmistir. Ayrica,
Uluslararasi Egitimde Liderlik Merkezince hazirlanan Ogrenci Katiimi Kontrol
Listesi’'nden yararlanilarak, 6grencilerin derse katilimlarina dair veriler toplanmistir.
Olcekler, proje tabanli 6§renme ve dogrudan 6gretim modelleri uyarinca hazirlanan
derslerden once ve sonra olmak (izere, Birlesik Devletler Tennessee eyaletinde
bulunan kirsal bir okul bdlgesinde 6grenim goéren 6., 7., ve 8. Sinif dgrencilerine
uygulanmistir. Elde edilen bulgulara gore, (a) proje tabanli 6grenme ve (b) dogrudan
6gretim uygulamalarinin 6ncesi ile sonrasi arasinda, 6grencilerin motivasyon ve
katiim dizeyleri bakimindan anlamli farkliliklar gorilmistiir. Ayrica, proje tabanli
o6grenme grubu ile dogrudan O6gretim uygulanan &grenci grubu arasinda da
motivasyon ve katilim acisindan anlamli farkliliklar bulunmustur.

Gonderim
07 Haziran 2018

Kabul
12 Ekim 2018

Anahtar kelimeler
proje tabanli 6grenme
dogrudan 6gretim
icsel motivasyon
derse katilim
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Introduction

Overcoming student apathy requires teachers to discover what interests their students
have. Teachers need to take the time to connect lessons to student interests. When students
can experience the connection between the lesson and their own lives, there is less apathy and
more engagement (Anderson, 2016). The creation of engagement in the classroom tends to
reduce the failure rates of students on standardized tests (Allen, Gregory, Mikami, Lun, Hamre,
& Pianta, 2013). Since standardized tests are typically the measure used to determine whether a
student has mastered the required state standards and whether the teachers and schools have
succeeded in teaching these standards to the students, finding strategies to improve
achievement levels is imperative (Allen et al., 2013). By implementing lessons that can increase
student autonomy, competence, relatedness, and relevance, educators may be able to increase
student engagement and motivation (Ferlazzo, 2015; Turner, Christensen, Kackar-Cam,
Trucano, & Fulmer, 2014; Jenson, 2005).

Increasing student motivation and engagement as a method for increasing student
achievement was supported in a study conducted by Korpershock, Kuyper, and van der Werf
(2015). Korpershock, Kuyper, and van der Werf (2015) found that students who were above
average in motivation levels were also highly committed to school and were confident in their
ability to succeed. Their findings also suggest that students in their study were motivated to
succeed in school in order to achieve mastery of a subject, to improve performance, or to obtain
social acceptance. Additionally, some students are motivated simply by the need to avoid
failing, and if they do experience failure, then they are even more discouraged (Hoy & Hoy,
2013). Carol Dweck (2006) found that students with fixed mindsets showed a decrease in grades
due to a lack of motivation to improve. Students with fixed mindsets were more apathetic
towards success because they believed they were unable to succeed. This apathy is one of the
biggest challenges for middle school educators (Hoy & Hoy, 2013). Regarding engagment,
Antonetti and Garver (2015), concluded that students cannot be engaged in someone else’s
work. Students can only be entertained by other’s work and must be active participants in their
own work to be truly engaged. Ateh and Charpentier (2014) similarly concluded that work,
which is relevant to a student’s life, and tends to be student-centered, provides the most
opportunities for student engagement. It is reasonable to suggest that middle school educators
need to know the best instructional strategies to use to increase student engagement and
motivation (Korpershock et al., 2015).

The purpose of this study was to compare teaching strategies, specifically project-based
learning and direct instruction, in order to determine which were more significantly connected
to middle school students’ engagement and motivation to achieve. Project-based learning is a
type of student-centered instruction, where students have greater autonomy regarding their
learning. An increase in autonomy, as well as relatedness, competence, and relevance, are all
evident with project-based instruction (Stefanou, Stolk, Prince, Chen & Lord, 2013). Project-
based learning also provides teachers with the opportunity to teach beyond the textbook,
incorporate engaging real-world activities and projects into lessons, and actively teach
alongside students as they learn. Project-based learning further enables students to develop not
only the knowledge, but also the skills necessary for success in school and in life (Larmer et al.,
2015). Contrarily, Hoy and Hoy (2013) explain that direct instruction is a teacher-centered
form of instruction, where teachers focus on providing instruction to the student. Direct
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instruction is well suited for learning basic skills, which have a clear structure (such as science
facts, mathematical function, and vocabulary) (Hoy & Hoy, 2013).

Achievement in the classroom, according to Allen, Gregory, Mikami, Lun, Hamre, and
Pianta (2013), can often be related to experiences that are emotionally and intellectually
engaging to students. However, not all students arrive in the classroom with their minds set on
achievement (Hoy & Hoy, 2013). Some students are uninterested in learning often times
because they cannot see the benefit in the learning, relate the the learning to their own lives,
and/or see how it might be used (Anderson, 2016). Additionally, some students are motivated
simply by the need to avoid failing, and if they do experience failure, then they are even more
discouraged (Hoy & Hoy, 2013). This apathy is one of the biggest challenges for middle school
educators (Hoy & Hoy, 2013).

Increasing student intrinsic motivation and engagement in the classroom is addressed
through autonomy, competence, relatedness, and relevance (Sackstein, 2017). Success in
middle school grades requires active engagement of students as well as teachers (National
Middle School Association [NMSA], 2010). By empowering students and having them gain
some control over their own learning, their intrinsic motivation and level of engagement will
change (Sackstein, 2017). Ostroff (2016) states that motivation comes from the genuine
curiosity that is part of every human’s consciousness. If teachers can get students to follow their
curiosity, then the students will most likely stay on a path towards discovery.

This curiosity is often dampened by the use of traditional instructional strategies
(Ostroff, 2016). Traditionally, teachers have taken measures to control their classrooms, which
does not always provide students the opportunity to be curious and generate their own
questions (Sackstein, 2017). Student curiosity reveals itself through student inquiry, which
makes the learning relevant for students and they then take more ownership of their own
learning (Pahomov, 2014). Deci (1995) stressed the importance of establishing conditions
where students will motivate themselves. Providing students with the classroom conditions
where they can take more control of their own learning will increase their intrinsic motivation
and engagement (Deci, 1995).

According to This We Believe (NMSA, 2010), for students to be successful in school
and in life, educators need to provide students with the knowledge and skills they need to take
control of their lives. Larmer, Mergendoller and Boss (2015) found that when students are
given the opportunity to learn through project-based learning, they become more responsible,
and improve the quality of their work. Project-based learning provides students with choices
about their own learning experience, which are strong motivators for students (Brophy, 2013).
Students who are actively involved in learning and have a greater voice in their own education
find more opportunities for collaboration and they create their own understanding of concepts
(Larmer et al., 2015). When students work collaboratively, as through project-based learning,
achievement levels could increase along with motivation and engagement (Rollins, 2017).
Collaboration involves not only students, but teachers as well, which may increase student
ownership and improve student comprehension far more than other types of non-collaborative
instructional strategies (NMSA, 2010).
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Methodology

Research design

This quantitative study incorporated an experimental design involving two groups of
students involved in two different types of instructional strategies: (a) project-based learning
and (b) direct instruction. The study was guided by the following research questions:
L. Is there a significant difference in the intrinsic motivation of middle school students
before and after the implementation of (a) project-based learning and (b) direct instruction?
2. Is there a significant difference in the engagement of middle school students before and
after the implementation of (a) project-based learning and (b) direct instruction?
3. Is there a significant difference in the (a) intrinsic motivation and (b) engagement of
students who were taught with project-based learning compared to direct instruction?

Science teachers volunteered to be a part of the study. One teacher from each grade
(6, 7, and 8™) employed direct instruction while one teacher from each grade was trained on
successful research-based methods from the Buck Institute for Education PBL 101 workshop.
The teachers from each grade employed their respective type of instruction for one month,
focusing on the same science standards. All student participants completed the Intrinsic
Motivation Inventory [IMI] (Deci & Ryan, 2017) to assess their levels of motivation prior to
and after instruction. This inventory included 21 questions in which students had to determine
to what degree a statement was true (i.e. I like science very much). Cronbach's alpha
coefficients were evaluated using the guidelines suggested by George and Mallery (2016) where
> .9 excellent, > .8 good, > .7 acceptable, > .6 questionable, > .5 poor, and < .5 unacceptable.
The 21 Likert-scale items for measuring intrinsic motivation had a Cronbach's alpha coefficient
of 0.89, indicating good reliability. In addition, engagement data was obtained per student
participant utilizing the Student Engagement Walkthrough Checklist (SEWC) created by the
International Center for Leadership in Education. Teachers observed student behavior and
completed the SEWC for each student at the beginning and end of each type of instruction.

Data analyses

Regarding research question 1 and 2, paired samples ¢tests were conducted to examine
differences in the (a) intrinsic motivation and (b) engagement of students before and after each
type of instruction. Independent samples ttests were applied to explore whether intrinsic
motivation and engagement were significantly different between the students involved in
project-based learning and the students involved in learning utilizing direct instruction. All
data analyses were conducted using Intellectus Statistics (2017).

Sample and demographics

A total of 631 students in 6%, 7™ or 8 grade from a rural middle school in a southwest
Tennessee school district in the United States of America participated in the study. Both male
and female students from a variety of ethnic groups were included in the sample. The majority
of the students were white (75%), and there were more males (52%) in the study than females
(48%). Two science teachers from each grade (22 = 6) (5 female and 1 male) consented to be a
part of the study. Each teacher taught four separate classes. The researcher randomly selected
one teacher from each grade level to utilize project-based learning or direct instruction to
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cover the same standards within their four classes. The teacher and student sample was
considered a sample of convenience. Table 1 provides a breakdown of the student demographic
data.

Table 1. Demographic data

Demographic n Sample %
Grade
6 131 34.39
7 108 28.80
8 136 36.27
Gender
Female 179 47.73
Male 196 52.27
Race
White 282 75.20
Black 34 9.07
Hispanic 15 4.00
Asian 2 0.53
Other 42 11.20

Note. Due to rounding errors, percentages may not equal 100%.

Findings

Research question 1

The first research question investigated whether there was a significant difference in
the intrinsic motivation levels of middle school students before and after the implementation of
(a) project-based learning and (b) direct instruction. Paired samples #tests were conducted to
examine these differences before and after each type of instruction. The result of the paired
samples z-test for comparing student motivation before and after project-based learning was not
significant, #(241) = 1.29, p = .197 [Table 2], suggesting no significant change after this type of
instruction. However, the result of the paired samples ztest comparing student motivation
before and after direct instruction was significant, #132) = 4.20, p < .001 [Table 3]. Intrinsic
motivation significantly decreased (Msewre = 3.21; Masier = 2.78). Based on the results from this
research question, while there was no significant difference in student motivation when the
students were given the opportunity to learn through project-based learning, there was a
significant difference in the motivation prior to and after the implementation of direct
instruction. Students who received direct instruction were less motivated after instruction than
they were before instruction.

Table 2. Paired Samples t-test for the difference between motivation before the implementation
of project-based learning and motivation after the implementation of project-based learning
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motivation before project-based motivation after project-based
learning learning
M SD M SD t p d
3.17 0.49 3.09 0.79 1.29 197 0.11

Note. Degrees of Freedom for the #statistic = 241. drepresents Cohen's d.

Table 3. Paired Samples t-test for the difference between motivation levels before and after the
implementation of direct instruction

motivation before direct motivation after direct
instruction instruction
M SD M SD ¢ p d
3.21 0.48 2.78 1.21 420 <.001 0.47

Note. Degrees of Freedom for the #statistic = 132. d represents Cohen's d.

Research question 2

The second research question investigated whether there was a significant difference in
the engagement of middle school students before and after the implementation of (a) project-
based learning or (b) direct instruction. Paired samples #tests were also conducted to examine
the difference between engagement levels before and after each type of instruction. The result
of the paired samples #test comparing student engagement before and after project-based
learning was significant, #241) = -12.69, p < .001 [Table 4]. Student engagement after the
implementation of project-based learning (AMaser = 3.68) was significantly higher than
engagement before the implementation of project-based learning (Mperre = 2.86), suggesting a
significant increase in engagement after instruction. The result of the paired samples rtest
comparing student engagement before and after direct instruction was also significant, #132) =
259, p = .011 [Table 5]. Student engagement after direct instruction (Maser = 2.88) was
significantly lower than student engagement before direct instruction (Mserre = 3.05),
suggesting a significant decrease after instruction.

Table 4. Paired Samples t-test for the difference between engagement levels before and after
the implementation of project-based learning

engagement before project-based  engagement after project-based
learning learning

M SD M SD t P d

2.86 0.80 3.68 1.16 -12.69 <.001 0.82

Note. Degrees of Freedom for the #statistic = 241. d represents Cohen's d.
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Table 5. Paired Samples t-test for the difference between engagement levels before and after
the implementation of direct instruction

engagement prior to direct instruction engagement after direct instruction

M SD M SD t p d

3.05 0.82 2.88 0.78 259 .011 0.22

Note. Degrees of Freedom for the #statistic = 132. drepresents Cohen's d.

Research question 3

The final research question examined whether there was a significant difference in the
(a) intrinsic motivation and (b) engagement of students who were involved in project-based
learning compared to direct instruction. Independent samples t-tests were conducted to
investigate whether motivation and engagement were significantly different between groups of
students involved in project-based learning and direct instruction. The result of the
independent samples #-test comparing student motivation was significant, #(194.66) = 2.69, p =
.008 [Table 6]. Motivation connected to project-based learning (Mprs: = 3.09) was significantly
higher than motivation connected to direct instruction (Mbpr= 2.78). Likewise, the result of the
independent samples ztest comparing engagement was significant, #357.80) = 7.91, p = .008
[Table 7]. Student engagement connected to project-based learning (Mesz = 3.09) was
significantly higher than engagement connected to direct instruction (Mbpr= 2.78). These results
indicate that students exhibited significantly more motivation and engagement when involved
in project-based learning as compared to direct instruction.

Table 6. Independent Samples t-test for the difference between motivation levels in project-
based learning and motivation levels in direct instruction

project based learning direct instruction
Variable M SD M SD t D d
Motivation 3.09 0.79 2.78 1.21 2.69 .008 0.31

Note. Degrees of Freedom for the #statistic = 194.66. d represents Cohen's d.

Table 7. Independent Samples t-test for the difference between engagement levels in project-
based learning and direct instruction

project based learning direct instruction

Variable M SD M SD t D d
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Engagement 3.68 1.16 2.88 0.78 791 <.001 0.81

Note. Degrees of Freedom for the #statistic = 357.80. drepresents Cohen's d.

Discussion

According to Hoy and Hoy (2013), increasing student motivation in classrooms requires
teachers to address three goals. These goals are to involve students in the classroom, motivate
students to improve their cognitive engagement in the content, and aid students in developing
autonomous motivation so that they will become lifelong learners. Project-based learning
motivates students to perform at their highest level and engages them in the process of
learning. Project-based learning requires a complex, authentic task—one that is of real interest
to the students as well as the community outside of the classroom. Students are making their
own choices on how to complete the project, which gives them a true interest in the results.
Additionally, with project-based learning, students work collaboratively to make decisions
about how to move the project through to conclusion (Robinson, 2013).

Since this was the students’ first exposure to a non-traditional instructional strategy
(project-based learning) they may have been unprepared for the critical thinking skills
necessary and the need to work collaboratively to create a final product. The slight decrease in
motivation could be attributed to the recognition that students had to work harder. The
students in this study would have benefited from participation in skill and culture building
lessons prior to the launch of this study (Larmer et al., 2015).

The motivational decrease after direct instruction could be attributed to a lack of
relatedness between the lessons and students’ lives. In project-based learning, students are
charged with asking their own questions and taking ownership of their learning experience
(Pahomov, 2014). Students may begin lessons eager to learn, but when they decide that the
information is irrelevant to their own lives, they become unmotivated (Hoy & Hoy, 2013).

Stephanou, Stolk, Prince, Chen and Lord (2013) stated that when students have control
over their own learning, engagement increases. During this research study, students were
provided with the opportunity to make choices and have more control over their own learning
through project-based learning, which increased their engagement in the lessons. Behavioral
engagement increases during project-based learning due to students having opportunities to
work collaboratively with peers (Stephanou et al., 2013). Students enjoy engaging in project-
based learning because it is different from the typical direct instruction they are accustomed to,
and when students enjoy instruction, they are more engaged (Robinson, 2013).

Direct instruction, as a traditional instructional strategy, creates classroom
environments, which are more teacher-controlled than student-controlled. These controlled
situations do not allow students to think or learn in creative ways. Direct instruction is
teacher-centered, and strategies that are teacher-centered are more controlled. Controlled
environments do not provide students with opportunities to be autonomous and students
become disengaged. This supports the findings in this research study, where engagement
decreased after the implementation of direct instruction. Through direct instruction, students
are expected to absorb information, but not act on it (Turner et al., 2014). When students are
not given opportunities to demonstrate control over their own learning, they are less engaged
in lessons (Deci, 1995).

171



Carrabba, C., & Farmer, A.  Language Teaching and Educational Research, 2018-2, 163-174

Conclusion

The research data from this study indicated that both motivation levels and
engagement levels of students were higher with project-based learning than with direct
instruction. There were significant differences in the mean levels of engagement and
motivation, both of these means increased with project-based learning. These results are
supported given the findings from previous research. Ateh and Charpentier (2014), and
Ferlazzo (2015) both found that project-based learning increased student autonomy. Dean et al.
(2015) stated that project-based learning provides students with opportunities to show their
own knowledge and become more accountable for their own work. The study by Stephanou et
al. (2013) determined that project-based learning increased student autonomy and gave
students the opportunity to think deeper about concepts, both of which enhance student
learning and increase student engagement and motivation. Robinson (2013) found that students
who make their own choices regarding their learning, work collaboratively, and can relate
their lesson to real world situations will work harder to produce high-quality results.

Data from this study confirmed for this population of students that project-based
learning was connected to significantly higher student motivation and engagement when
compared to direct instruction. Specifically, intrinsic motivation significantly decreased after
direct instruction whereas student engagement significantly increased after project-based
learning and significantly decreased after direct instruction. Considering these results, the
students given the opportunity to participate in project-based learning might provide effective
and beneficial results in the classroom, specifically with regard to increasing engagement and
intrinsic motivation. This research aligns with other literature confirming the benefit of
project-based instruction that could potentially improve students’ critical thinking skills,
responsibility to their work product, and ownership of the education process. The apathy,
which can exist among 21* century students, is a detriment to their future but might be
thwarted with the implementation of effective project-based learning strategies.

Suggestions

The research did show that student motivation and engagement increased when
students received instruction in a project-based learning environment. Students who adapt
more readily to project-based learning would be able to proceed at an accelerated pace, thereby
satisfying their need to learn at a greater rate than their classmates. Students who need more
scaffolding would receive this benefit as teachers would also have adapted to the flexibility
project-based instruction can bring to the classroom.

Teachers want their students to be actively engaged in lessons and want to teach in
ways that students find interesting. Project-based learning provides teachers with the
opportunity to teach beyond the textbook, incorporate engaging real-world activities and
projects into lessons, actively teach alongside students as they learn and enable students to
develop not only the knowledge, but also the skills necessary for success in school and in life
(Larmer et al., 2015). Students today need more opportunities to be autonomous with their
education and project-based learning meets this need. Making choices in their own
educational experience reduces apathy and increases motivation. Choices provide students with
opportunities for deeper learning, which promotes engagement (Anderson, 2016).
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Deeper engagement and motivation leads to higher achievement, which is the goal of
education (Dotterer & Lowe, 2010). Incorporating positive components of project-based
instruction (such as autonomy and deeper thinking) into classroom instructional techniques
would enable teachers to maintain their comfort level with direct instruction while continuing
to improve the quality of their instruction. High quality instructional strategies should be
relevant, student centered, related to real-world situations, improve student competence in
their academic abilities, and provide students with choices (Ateh & Charpentier, 2014;
Ferlazzo, 2015).

A few limitations were noted at the conclusion of this research study, which included
the lack of adequate training for teachers engaging in project-based instruction and the lack of
comparisons within grade levels, which might control for differences in proficiency levels.
Future researchers would benefit from allowing time for teachers to experience more training
and to become comfortable with the aspects of project-based instruction before implementing
it into the classroom. Additionally, implementing project-based instruction over a longer
period of time would provide opportunities for student and teacher acclimation to the elements
of project-based instruction. Future research could also include a qualitative component
focusing on student perceptions and observations of their learning related to project-based
learning compared to direct instruction.
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stakeholders around the globe and tempted them to incorporate these
developments into their decisions in training students. Rural areas, on the other
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distance education in foreign language teaching and learning in a rural Iranian EFL
context. In so doing, both concurrent and non-concurrent forms of online distance
teaching in thirteen schools from rural areas of Gilan, Iran were put into practice.
The study, through using a quantitative survey, showed that rural areas™ students
had more satisfaction in distance online teaching regarding their achievement and
having more equal opportunities.
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Cevrimici bir ingilizce 68retim programinin etkinliginin iran’in
kirsal baglaminda incelenmesi

0z

Teknolojik gelismeler, kiiresel anlamda egitim alanindaki paydaslarin dikkatini

cekmistir. Dolayisiyla, karar vericiler teknolojik gelismeleri egitim ve ogretim Gonderim
ortamina dahil etmeye baslamislardir. Kirsal bolgelerin ise genel egitim ve yabanci 05 Ekim 2018
dil 6gretimi o6zelinde kullanilan egitsel materyaller ve araclardan yeterince Kabul
faydalanamamalari s6z konusudur. Egitim merkezleri bu nedenle yetersiz kalmis ve 12 Kasim 2018

kaynak eksikligi, zaman kisithlig, biitce yetersizligi, hatta insan kaynaklari
bakimindan sorun yasamislardir. Ancak, cevrimici egitim araclari ve egitim
teknolojileri sayesinde bu durum diizelmektedir. Mevcut calisma, ingilizce'nin

yabanci dil olarak égretildigi iran baglaminda kirsal bir bélgede cevrimici uzaktan

ingilizce 6gretimi uygulamasinin etkinligini incelemeyi amaclamistir. Bu amacla, Anahtar kelimeler
Gilan bdlgesinde bulunan 13 okulda es zamanli ve es zamanli olmayan uzaktan Uziktanleg‘ﬂm
irsal egitim

dersler uygulanmistir. Olcek yoluyla toplanan verilere gére, kirsal bdlgelerdeki
ogrenciler firsat esitligi ve algiladiklari akademik basari bakimindan cevrimigi
uzaktan ingilizce 8gretimi programini tatmin edici bulmuslardir.

cevrimici 6grenme
yapanm dil
yabanci dil olarak Ingilizce

Onerilen APA atif bicimi: Mogadam-Tabrizi, M. (2018). Cevrimici bir ingilizce 6gretim programinin etkinliginin iran’in kirsal
baglaminda incelenmesi. Language Teaching and Educational Research (LATER), 1(2), 175-186.
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Introduction

Internet-based instruction has long been in use in most developed countries. It is a
rapidly growing issue in many parts of the world not only because of its attractions but also
because of ease of extending education to rather remote and less privileged areas or towns (Liu,
2002; Sandholtz, Ringstaff, & Dwyer, 1997). In many private schools and other educational
centers in Iran, such an alternative educational plan is strongly supported by both officials and
stakeholders involved. The ease and availability with which students and teachers apply these
gadgets increased the opportunity of furthering and enhancing education and its quality (Liu,
2003). While there is little official encouragement in distance learning via using high tech
gadgets, researchers in private sectors support the idea of implementing internet and related
stuff to assist learning/teaching process, especially in less privileged regions. Life restrictions in
rural areas, whether infrastructural or environmental are considered as major problems in
providing materials for teaching and learning. The idea of using distance learning systems for
foreign language learning in rural areas has been a recent movement since supplementary
efforts in foreign language teaching in such areas were very little or nothing. Distance learning
is beneficial in situations where there is a geographical gap between course providers and
students. Therefore, technology is used to bridge the physical gap so that a third party
component, namely ‘learning’ could be enhanced (Sdnchez, 1997). He believes online courses
reach wider audiences and give more people the chance to study at home or anywhere at any
time. Distance learning has been viewed as a rather student-centered in the literature,
commonly carried out for college-level students.

Rural education condition

The position assumed to elaborate in this section of the article is economic. Economic
imbalance in different societies around the globe is escalating. Aligned with the above-
mentioned issue, Japanese economist, Kenichi Ohmae (2006) names this model of life as M-
shape community. In societies with such economic inequalities, gaps will never be bridged
which in turn will deteriorate the condition. Since foreign language (FL) teaching in most parts
of the world is carried out through private sector, which can, therefore, be costly and
expensive, it can be significantly hindered because of the gap. One method to alleviate the
condition is finding new approaches to spread educational opportunities through technology
which is claimed to be one of the requisites of sustainable development. Therefore, a reform in
education that creates equal opportunities becomes inevitable since the traditional approaches
proved and will prove unsuccessful according to Ohmae (2006). One such inequality,
mentioned above, is evident in rural areas (Chen, 2007). Students in these areas are deprived of
extracurricular programs and activities since most of the teachers in such areas are not local
residents and commute every day. Furthermore, there is no evidence of the presence of private
institutions which can administer courses to solve learners’ problems. Among other relevant
complications met by the majority of far-off schools and areas, such categories as lack of highly
qualified instructors, financial problems, and an absence of social unanimity and upkeep are
evident. Physical and geographical limitations, lack of teachers and their inaccessibility are still
further problems faced in rural areas, while urban educational centers are widely supported
financially both from government funds and from the family of the students. Conversely,

177



Mogadam-Tabrizi, M.  Language Teaching and Educational Research, 2018-2, 175-186

schools in rural areas not only lack both of the above-mentioned resources, but they are also
deprived of other forms of support because the inhabitants mostly belong to the lower-income
class (Chen, 2007; Tsai, 2000; Tsai, 2004). One of the goals in distance education is to provide
equal opportunities for all members of the society, however, it is not an easy task to do so
(Nash, 2004; Tsai, 2004). Distance learning, among all possible approaches, is one solution to
provide equal chances or at least constrict this gap.

Variations in distance learning

Interactionally, distance learning is of two types of concurrent and non-concurrent
otherwise known as Synchronous and asynchronous (Soo & Bonk, 1998). In the first type of
learning, the primary participants are the teachers and the learners within the collaboration.
Their communication becomes possible through using high-speed internet, online video
lessons, and software. This real-life interaction enables the learners to have access to the
teaching material in various locations. Multimedia will serve both the learners and the teachers
in performing their tasks quite normally and naturally. Such a situation will simulate a real
physical class with students and teachers facing each other so old text-based instruction will
fade away and will no longer be of any use (Huang & Huang, 2002; Soo & Bonk, 1998;
Williams, Paprock, & Covington, 1999) and both sides will benefit. This will increase the
learning effects. What matters at this point is the fact that the connection should be only and
primarily audio-visual since in the old typing-based interaction, the burden of typing would
discourage both sides in communicating with each other.

In the second type which is known as non-concurrent learning, the instructor leaves
posts to present the material or lessons for the learner to read or use, which in our case it can
include leaving a text to be paraphrased or summarized. This can include web links, web pages
or already recorded discussions. Since the teacher or students do not have to meet at a special
or definite time, time or space limitations are entirely worked out. Both sides can be involved
in the process of learning or teaching at their own pace (Soo & Bonk, 1998; Williams et al.,
1999). It should not be ignored that like other forms of instruction variations in tactics and
materials, reinforcement by the course provider, and usefulness of the course can lead to a
better learning (Liu, 2003; Williams et al., 1999).

Issues involved in non-concurrent and concurrent learning

In the Experience Pyramid by Dale (2004) learning instances are classified into two
types upon which most of the educational systems have been designed. They include abstract
and concrete experiences. The latter includes those of trips into nature and the former refers to
classroom-based textbook-based one. According to Dale without the concrete experiences,
especially for the younger learners, fundamental understanding upon which more complicated
learning would be based, would not be achievable. To this end, what course designers should
beware of is the degree of concreteness. It is assumed that distance learning could facilitate
learning both through providing concrete experiences of language learning and also a bridge to
link less privileged zones or people to instances of education. This would be a treasured,
concrete, and real-life teaching and learning experience for rural students.
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Gadgets which ease language use

It is inescapable to assume that what most learners are eager to do is actually using their
acquired knowledge in real life situations in an interactional manner, which is a loophole in
our school textbooks and classroom methodology, indicating a lack of opportunity to become
engaged in what the students learn. The problem gets more serious when it comes to rural area
education. This is where technology appears to compensate for the lack of communication
occasions. One such advancement is the application of video conferencing. This concurrent
type of online teaching provides an opportunity to interact with English speakers, which was
otherwise impossible for rural learners to occur (Hew & Cheung, 2010; Phillips, 2010). There
are even programs like Active Worlds that can provide a chance to live virtually and
cooperatively (Terrell, 2011; Wang & Vasquez, 2012; Woo et al., 2011). In addition to involving
learners in actively producing instances of language, these gadgets provided a chance for the
learners to have interactions where they could exchange ideas. This was based on the
comprehensible output (Swain, 1985). Although Krashen (1981) strongly holds to the fact that
input might be sufficient, based on what they have done with Canadian bilingual learners,
Swain (1985) insisted that feedback plays a great role in creating the ability to produce an
instance of language as well. This opportunity which seems impossible for most students even
in urban contexts, let alone rural ones, becomes possible via using high tech gadgets. Therefore,
learners even in rural areas can have the chance to communicate in the foreign language.

Technology changes and advances during the past decades have had a fast pace and
taken different forms. One such further development has been the creation of a pointing gadget
which contains a scanning device that changes words into audio. This portable gadget is a great
progress in developing speaking skill. What this device can be so great for is the improvement
of native or native-like pronunciation and its accuracy. The accuracy in pronunciation is
known as to what extent learners® pronunciation is understood by listeners while nativeness in
pronunciation refers to the similarity of native people's accent and the learners'. Although the
latter is one of the ultimate goals of instruction in online learning, the former is also desirable.

Since comprehensibility of pronunciation achieves the purpose of language users, it is
even regarded as more significant than nativeness. The more intelligible the pronunciation of
the speaker is, the more comprehensible and understandable it is for the listeners. A lot of
studies have taken place both in Iran and in other countries as well. All of these studies have
proven that technology-based instruction especially through computer and software as well as
through online measures dramatically impacted the quality of TEFL (Marzban, 2010;
Khoshsima, Saed, & Moradi, 2017; Ahangari, & Sioofy, 2013; Ghaemi, & Mostafavi, 2015;
Talebi, & Teimoury, 2013).

In order for the researcher to know how the rural students feel about learning a foreign
language through distance learning, how satisfied they are, and how effective this type of
teaching could be, the research question is stated below as:

Are the rural students satisfied with the distance online English language teaching program
over a six-month period?
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Methodology

Research design and context

In this study which adopted survey research method, the participants were 148
students who were randomly selected from schools throughout thirteen schools from five rural
areas in the province of Gilan, Iran. Consisting of 86 females and 62 males, they were junior
high school students mostly aged 13 to 15. Generally, the sample size required for a survey
partly depends on the statistical quality needed for survey findings; this, in turn, relates to how
the results will be used (Scheuren, 2004). Even so, there is no simple rule for a sample size that
can be used for all surveys. Much depends on the professional and financial resources available.
Analysts maintain that a moderate sample size is sufficient statistically and operationally. The
students who were considered to form the sample population of this study were chosen
through cluster sampling procedure. The students in Iran at the junior high school level do not
study any special field of science; they receive general education. Cluster sampling is a
probability sampling in which making random sampling is more practical especially when the
target population is widely dispersed (Dornyei, 2007). Since the subjects were all junior high
school students and their teachers, such factors as age and gender were not accounted for in
this study.

Online class satisfaction survey questionnaire

A questionnaire has been developed by the researcher and provided to the students.
Having the goal of understanding the levels of satisfaction in mind, the online learning
satisfaction survey questionnaire was applied to the students in five randomly selected villages
in Gilan, Iran at the end of a six-month course presented by the Shokouh Fajr Language Center
(SFLC). Other questionnaires that had previously been used such as the one by Karatash (2011)
were also consulted by the researcher. The questionnaires were designed with some
subcategories consisting of teaching atmosphere, instructor and learner interaction, and
learning effectiveness or otherwise described as students’ satisfaction from either the distance
or regular program. The questionnaires were prepared and distributed in Persian so that
respondents would feel more comfortable in expressing their ideas precisely. The instrument
was developed by the researcher after extensive study of the literature. They then made an
inclusive examination of the points posed through the analysis of the related articles, books,
journals, and theses conducted both in Iran and worldwide.

Upon the researcher’s developing the questionnaire, it was evaluated by four English
professors and one statistics expert from the Department of Foreign Languages of Tabriz and
Astara Islamic Azad Universities so as to ensure its content and face validity. Once the views of
the professors were considered, to measure the reliability, coefficient alpha Cronbach was
employed. The reliability study mentioned below, illustrated that the instruments were
trustworthy, the items were understandable and the wording was appropriate.

The instrument, which is the questionnaire, was meant to elicit three main types of
information. Teaching atmosphere, instructor and learner interaction, and learning
effectiveness was the content that was adopted on a five-point Likert scale: strongly disagree
(1), disagree (2), normal (3), agree (4), and strongly agree (5). In the reliability analysis, it shows
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0.96 in teaching atmosphere parameter, 0.81 in instructor-learner interaction, and 0.82 in
learning effectiveness. All the evidences showed that the questionnaire is reliable.

Procedures

The pedagogic tasks performed and presented throughout the course were via video
recordings, smart electronic boards, desktop sharing, chat room, online practice tests, and audio
interaction. Both sides were shown on the screen for creating a more effective real-life
connection. What they write to each other could be seen by both sides through the smart
board which can be especially good for language education. Moreover, pronunciation checking
softwares and TV series in English were analytically used for providing more authentic
materials. Since students could be recorded, both learners and the teacher had the chance of
proofreading, reviewing, and correcting the learners’ audio and video performance.

All the participants who were not sufficiently familiar with computer were taught in
the first week to know how to use and control some basic computer lessons. The content
delivered in the course was the coursebook Backpack five and six. Sixteen teachers from the
Shokouh Fajr Language Center in Astara, Iran were chosen to teach the individuals via the
distance learning for six months. The learners spent around three sporadic hours a day, three
times a week. In the final week, after the teachers accomplished teaching the classes, the
students completed the online learning satisfaction survey questionnaire.

Findings

The research question posed in this study was meant to measure the effectiveness and
students’ satisfaction in their online ELT course. One of the major findings of this research was
the relief students expressed concerning their online classes with a mean score of 4.02. Other
major findings of the present study include the real life experience students had during the
online lessons and also their increasing tendency in learning with mean scores of 3.97 and 3.86,
respectively. Learners also expressed more satisfaction in terms of having teacher’s attention
and increased self confidence in students, each with mean scores of 3.83 and 3.82. However,
regarding reading skills improvement and vocabulary acquisition, findings revealed
dissatisfaction among learners who took part in the study with a mean score of 3.28.

In general, the findings in the descriptive statistics illustrated the answer to the major
enquiry of the present study, which was students’” satisfaction regarding the online English
teaching atmosphere. High values selected for the items in the questionnaire by the
participants prove their satisfaction. Also, regarding the next category of the questionnaire, it
was revealed that students were satisfied with their interaction with the instructor during the
online distance learning. It was interesting to notice that even after the course was over, the
learners were still in touch with the instructor. They formed a community of their own in spite
of the fact that they had no vis-a-vis contact.

Table 1. Descriptive statistics of satisfaction over class condition

Survey questions Mean SD

1. I look forward to getting online to get new lessons. 3.17 1.34
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2. I feel more relaxed when expressing my opinions online. 3.2 1.57
3. I am very relieved while having online lessons. 4.02 1.07
4. The condition in online classes is a lot happier than ordinary physical classes. 3.4 1.27
5.1 have more self-confidence in online learning that keeps me interested in 3.82 1.29
learning.

6.1don't want to stop this new way of learning. 3.05 1.34
7. Teachers are more focused on learners’ questions in online classes. 3.83 1.19
8. Learning through online method is more inspiring. 3.61 1.26
9. It is a lot easier to learn in online learning. 3.18 1.25
10. In online classes, there is more tendency to learn. 3.86 1.37
11. It is so satisfying to have online distance learning. 3.36 1.52

Table 2. Descriptive statistics of satisfaction over teacher-student interaction

Survey questions Mean SD

1. Online distance teachers can be a good model in how to communicate in a 3.16 1.36

foreign language learners' real lives.

2. My teacher speaks more informally, which provides a real-life language 3.97 1.1
experience.

3. I trust my teacher and share anything with him. 2.36 1.45
4.1 get useful knowledge about furthering my studies at the college level 3.22 1.42
5. I get better pronunciation practice from the teacher in online distance learning. 3.32 1.17

The threats which might endanger the idea of distance learning were also slightly felt
among some of the participants. There were such threats as high dropout rate, loneliness, weak
educational designs, and technological drawbacks (Dale, 2007; Willging & Johnson, 2004).
However, the findings of descriptive statistics showed that learners were also content with the
usefulness of the online course.

Table 3. Descriptive statistics of satisfaction over learning outcomes

Survey questions Mean SD
1. I have better a comprehension in reading via online education. 3.28 1.51
2. When my teacher and I get involved in speaking the target language, I don't 3.73 1.3
understand the passage of time.

3. I have more noticing and awareness of online distance learning. 3.4 1.36
4. Learning vocabulary through this technique is encouraging. 3.28 1.28
5.1 have a better concentration in this method of teaching. 3.6 1.28

182



Mogadam-Tabrizi, M.  Language Teaching and Educational Research, 2018-2, 175-186

6. It becomes very routine to ask a question in online teaching. 2.77 1.25

Discussion

Rural and urban schools are characterized by their unique strength and weaknesses.
"Rural and urban schools are not the same when it comes to resources and learning
environments" (EQR, 2003, p.45). However, online distance learning presented a totally new
experience. The study presented the importance of online distance learning in foreign language
teaching in order to facilitate and ease learning in rural areas considering three different issues.
Lots of exciting facts have been found out. The first aspect of the findings showed improvement
in learning condition both because of availability and reduction of costs. This effectiveness is
also reflected in other studies (Nworie, 2012). He mentioned the idea of cost effectiveness
which can lead to overall effectiveness. Since, in today's under-developed and less-developed
world, cost is an important concern for e-learning, this aspect of the findings can be of great
benefit. This in turn can be another dimension for further studies especially being administered
in rural areas to study the cost effectiveness in that context. Another intriguing fact that was
solved and driven from this study, is the isolation problem of the learners. This problem can be
really deteriorating as referred to in Willging and Johnson’s research (Willging & Johnson,
2004). In such an approach, which we called it online distance learning, learners were not
really distant from the teachers and had more intimacy than ever. This can be found from the
high values given to relevant items in the questionnaire. As shown in the tables, statistics show
that students expressed satisfaction in the rate and quality of interaction. Keegan’s definition
(1988) also assumes the possibility of communication not just in a two way model but also in a
multi-mode style. His definition seems to suggest communication between the learner and the
teacher and even with other learners. Relevant to the findings, others have also found the
same result in different terminologies (Saykili, 2018). Learners were happy with the
interactional capacity of this type of education and with the extent of interaction with their
instructor. This was evident through the high values they assigned to the items in the
questionnaire and the significance they put on the role of their instructor. They even envisaged
their future life and academic career through the help of their online teacher. Boredom and
losing motives can be a threat in spite of all the merits mentioned above. This is both one of the
limitations of the study and a suggestion for further studies, as well. However, one way to
increase students’ attention to the online lessons and cutting down the boredom can take place
through quizzes and immediate questions to be answered. Classes need to be held in shorter
hours to prevent frustration caused by laptops and communication.

Finally, as it is evident from the tables, some of the respondents expressed little
willingness for further future courses. It was then revealed that they belong to rich families
who are most into private one-to-one classes. It was mentioned in different places that costs
and affordability play a crucial role in education both from stakeholders’ point of view and
especially from learners’ point of view. Policy makers consider advantages and disadvantages of
economic concerns as basic (Grin, 1999). Durden (2001) contends that people belonging to
lower walks of life are more interested in such classes. There seems to be more enthusiasm
among the lower class of society because, as much as cost effectiveness is considered.
Considering all sort of limitations and circumstances, the Distance Learning seems to be among
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the very few ways in which such people find the opportunity to expand their knowledge (Grin,
1999). We are going through a rather new path in Iran which can have its own challenges and
prospects. There are hopes that through the excitement of using the high tech devices, foreign
language teaching and learning would spread. It is hoped that more experts, course designers,
and researchers are involved to support this alternative type of education.

Suggestions for further research

Specialists, such as Lovreglio, (2018) anticipate that future is reshaped by technological
advances which will be materialized by revolutionary gadgets such as mobile and virtual
reality. Considering the non-stop growth and development of communication devices which
ease and facilitate contacts among people, the need for incorporating them into educational
programs in general and language teaching/learning, in particular, seems to be an urgent
decision and enterprise.

Considering the present condition of the world, as far as limitation in natural resources
is taken into account as well as escalation in world population especially in developing and
under-developed nations, we had better turn to electronic learning which would do a lot for
the society’s comfort. Many countries have deprived regions where printed textbooks are not
available, including Iran. So, distance learning and technology-assisted education present a
useful solution to the problem.

Since electronic gadgets have become an incredibly inseparable part of teenagers’ life in
today’s world, students, who are naturally and evidently the main users of such gadgets, have
very few or no problems in using them in the learning process. Therefore, students will have
more inspirations to participate in learning environments. However, the problem is that
teachers especially those in underdeveloped countries need to strengthen their ability to be
better users of these technologically supported approaches. Schools and teachers are therefore
recommended to get more updated and competent in using gadgets and devices. In so doing,
students can be a good source of help to the teachers, which can be regarded as a motivation
provoking technique for the students. They can bridge the gap between traditional and
teacher-centered classrooms and modernized student-centered approaches.
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ikinci dile ceviri egitimi: Degerlendirme, sorunlar ve ¢oziim
onerileri

0z

Yetkin cevirinin yalnizca cevirmenin ana dili yoniinde yapilabilecegine, ikinci/yabanci

dil yoniinde yapilan ¢evirinin kaginilmaz olarak eksik kalacagina iliskin yaygin goriis Gonderim
gecen yiizyilin sonlarina dogru yeniden tartismaya acilmistir. Yapilan arastirmalar, 04 Ekim 2018
bu tiir cevirinin yaygin olarak yapildigini géstermis ve bu bilgiler 1siginda ikinci dile Kabul
ceviri (2.DC) olgusu akademik cevrelerce mercek altina alinmaya baslanmistir. Bu 26 Kasim 2018

calismada diinyada ve {ilkemizde ikinci dile ceviri etkinliginin konumu, ceviri
isletmecileri ve 6gretim programlari agisindan ele alinarak betimlenmistir. Bu iki
kaynaktan elde edilen bilgiler, 2.DC'nin egitim ve calisma diinyasinin somut bir

gercegi oldugunu gostermistir. Bunun disinda, Tiirkce-Rusca Ceviri dersinde ceviri

kalitesini 6l¢cmek icin yararlanilan ve Dogruluk, Bicem, Dilbilgisi, Bicim kategorileriyle An.aI?tal_' kelimeler
daha spesifik alt-kategoriler iceren kontrol listesi tanitilmistir. Alinan degerlendirme Ikinci dile ceviri
sonuclar, en vyiiksek notlarin Dogruluk ve Bicim, en disiik notlarin Ceviri egitimi

Ceviri kalitesini 6lcme

Dilbilgisi/S6zdizim, Dilbilgisi/Noktalama Isaretleri  ve Bicem/Durumdil Ceviri edinci

(alt)kategorilerinde kaydedildigini gostermistir. Bu sonug, European Master’s in
Translation (EMT) ceviri edinci modeli cercevesinde yorumlanmistir.

Onerilen APA atif bicimi: Denissova, N. (2018). ikinci dile ceviri egitimi: Degerlendirme, sorunlar ve ¢éziim 6nerileri. Language
Teaching and Educational Research (LATER), 1(1), 187-202.
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Giris

Cevirmenin ana dili olmayan bir dile geviri (farkli kaynaklarda 2. dile ¢eviri, B diline
ceviri, hatta ters yonde geviri (inverse translation) gibi farkli adlandirmalar kullanilir) konusu
yakin zamana kadar akademik ve profesyonel cevrelerde tartismaya kapaliydi. Kaliteli ve
yetkin c¢evirinin yalnizca ¢evirmenin ana dili yoniinde yapilabilecegine, ikinci dile!' yapilan
cevirinin (bundan sonra 2.DC) istisnasiz olarak kusurlu olacagina iliskin sarsilmaz kani,
akademisyenlerin, ceviri isletmecilerinin, ¢evirmenlerin ve miisterilerinin genel tutumunu
sekillendirdi. Ornegin, T. Pavlovié¢ bu durumu su sézlerle betimler: “Ceviride yon konusu,
anadil olmayan dile c¢evirinin tamamiyla reddedilmesi ve tasvip edilmemesi seklinde,
geleneksel ceviribilim tarafindan uzun siire boyunca ihmal edilmistir, hatta tiimiiyle
gormezden gelinmigtir. Bu konu [...] 1990’1 yillara dek adeta “istiine ¢imento dokiilmiis”
durumdaydi.” (2013, s. 149).

Pokorn, Martin Luther’in incil gevirisi siirecinde yaptigi agiklamalari, daha sonra
Romantizm akiminin yazar ve sairlerinin goriisleri bu tutumun tarihsel ¢ikis noktas:
olabilecegini dile getirir. Luther, Almancanin ana dili olmasinin ona 6zel bir istiinlitk
sagladigina inanirdi. Romantikler ise dilin bir milletin imge diinyasinin i¢kin, ayrilmaz pargasi
oldugunu ve bu nedenle yalmizca ana dil konusurlar1 tarafindan tam anlamiyla dogru
algilanabilecegini diisiintirdii. Bu goriis yillar icinde yayginlik kazanarak genel kural haline
geldi (Pokorn, 2005; Kosciuczuk, 2016). Spesifik olarak geviribilim alanina bakildiginda, Peter
Newmark’ 1n geviri ders kitabinin ilk sayfalarinda okuruna seslendigi su sozler akla gelir: “Bu
kitabin okuru olarak senin devamli kullandigin dile geviri yapmay1 6grendigini varsayiyorum,
ciinkii bu dogal, hatasiz ve fiist seviyede etkili ¢eviri yapmanin tek yoludur. Ancak
cevirmenlerin ¢ogunun kendi dillerinden baska bir dile ¢eviri (“kullanimlik” ¢eviri)® yaptiklari,
bunu yaparken de bir¢ok kisiyi eglendirdikleri de bir gercektir”.# (1988, s. 3)

2.DC / 2. dilde yazma konusundaki akademik tartismalarin goreceli olarak yeni
olmasina kargin, konuya farkli agilardan yaklasan oldukca kapsamli bir literatiir simdiden
ortaya ¢ikmistir. C")rnegin, Campbell (1998), Cumming (1997, 1998, 2001), Whyatt ve
Kosciuczuk (2013), Pokorn (2000, 2016), Pavlovi¢, N. (2008), Pavlovi¢, T. (2013), Zhang ve
Pang (2014) gibi ¢alismalarda bu olgunun varlig: ve gerekliligi kabul edilerek ¢esitli boyutlarina
151k tutulur. Zhang ve Pang (2014), 2.DC yi bir dil 6grenme teknigi olarak incelerken Karim ve
Nassaji (2013), Rinnert ve Kobayashi (2009) birinci dilin ikinci dilde yazma becerisine etkisini
mercek altina alir. Akyel (1994), Akyel ve Kamish (1996) aynmi konuyu Tiirkge-Ingilizce
baglaminda arastirmistir. Whyatt ve Ko$ciuczuk (2013) ve Kosciuczuk (2016) Polonya’daki,
Pavlovié¢, N. (2008) ve Pavlovi¢, T. (2013) ise Hirvatistan’daki durumu Ornek vermektedir.
Heeb (2016) ise ikinci dile geviri yapan cevirmenlerin mesleki 6z-algisin1 (professional self-

1 Ana dil, yabanai dil, ikinci dil kavramlariyla ilgili tartigma i¢in bkz. (Pokorn, 2005, s. 1-23; Giilmiis, 2012)

2 “The notion of directionality had long been neglected, if not completely ignored, by traditional translation studies in the sense
that translation into a non-mother tongue was completely rejected and disapproved. This position of directionality [...] had been,
so to say, “cemented” until the 1990s...” Aksi belirtilmedikge makale i¢indeki geviriler makale yazarina aittir.

3 Kullamimlik geviri; kullamimlik metinler denilen, bir diger deyisle yazinsal, kurgusal olmayan metinlerin gevirisidir. Ornegin,
gazete haberi, sozlesme, kullanim kilavuzu vb.

4 “I shall assume that you, the reader, are learning to translate into your language of habitual use, since that is the only way you can
translate naturally, accurately and with maximum effectiveness. In fact, however, most translators do translate out of their own
language (‘service’ translation) and contribute greatly to many people’s hilarity in the process.”
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concept) incelemistir. Cumming (1997) ve Hamp-Lyons (1991) ise 2. dilde yazilan metinlerin
akademik degerlendirmesi igin bir ¢erceve sunmustur.

2.DC olgusuna genel olarak olumsuz yaklasanlar arasinda Chriss (2000) ve Sofer’ in
(2012) caligmalarindan bahsedilebilir. Sofer, kitabinin “Uzman Cevirmen Olmanin Kogullar”
bashkli bolimiinde anadil yoniinde ceviri yapmay: bu kosullardan biri olarak sayar. Ciinki
“yillar boyunca siiren egitim ve is deneyimi bile bir kisinin ikinci dilinde kendini tamamen
evinde gibi hissetmesi i¢in yeterli olmayabilir®”. Yazar, bu alanda istisnalar olabilmekle birlikte
son derece nadir olduklarini vurgular (2012, s. 22-23). Chriss ise ¢evirmenlerin genel olarak A
dillerinden (cevirmenin anadili) B veya C dillerine ceviri yaptiklarini soyler ancak kisisel
yetenekleri ve piyasa kosullarinin bu durumu degistirebildigini dile getirir (s. 225-226).
Bununla birlikte, iki dili A seviyesinde bilmenin olasi olmadigini da dolayh olarak ifade eder:
“Cok az kisinin iki A dili vardir ancak siz de onlardan biriyseniz bu iddiay:1 dile getirirken
dikkatli olmalisiniz zira bir¢ok insan buna kugskuyla bakabilir.”® (2000, s. 26)

Ote yandan, &érnegin, Whyatt ve Kosciuczuk (2013), giiniimiiz ceviribiliminin ve
ozellikle ceviri pratiginin geldigi noktada bu aksiyomu sorgulamaya a¢manin gerektigi
goriisiindedir. Pokorn (2005) ise 2.DC konusuna olumsuz yaklagimin “yeterince
kuramlagtirilmamis ve sorgulanmadan kabul edilmis (undertheorised and taken for granted)”
oldugunu savunur (s. 10). Ozellikle tabu olarak goriilen yazin cevirisini konu ettigi
calismasinda Pokorn su sonuca varir: “Boylelikle “geleneksel” ve herkesce kabul edilmis
varsayimlarindan hi¢birinin dogru olmadig: kanitlandi [...] Cevirinin kalitesi, akicilig1 ve kabul
edilebilirligi [...] spesifik olarak her ¢evirmenin anadiline ya da hangi yonde geviri yaptigina
degil, onun heniiz tamimlanmamis bireysel becerilerine, stratejisine, kaynak ve erek kiiltiir
bilgilerine baglidir.” (a.g.e: 12).

Gorildiga gibi 2.DC konusu alanyazinda gesitli agilardan aktif bicimde tartisilmakta ve
karsit goriisler icin konu olmaya devam etmektedir. Bu tartisma devam ederken birgok egitim
kurumunda 2.DC dersleri verilmekte ve ¢evirmenler bu tiir ¢eviriyi aktif olarak yapmaktadir.
2.DC olgusuna egitim cephesinden bakmak, Tiirk¢e-Rusca Ceviri ders 6rneginde bazi uygulama
orneklerini tanitmak bu ¢aligmanin amacini olugturmustur.

Aragtirmanin amaci ve igyapisi

Bu ¢alismanin genel amacy, lisans diizeyinde verilen 2.DC dersinin 6grencileri gergek is
yasamina daha iyi hazirlamak i¢in nasil diizenlenebilecegi sorusuna yanit aramak, bu arayisa
katkida bulunmaktir. Bu amacin altinda belirlenen birincil amaglarsa geviri/dil 6grencilerine
alanla ilgili verilebilecek dogru yonlendirmelerin belirlenmesine katki sunmak; derste yapilan

> “...even years of study and experience do not necessarily enable one to be completely at home with an acquired language”(Sofer,
2012, p. 22).

¢ “What very few people have is two A languages, and even if you are one of those who do, take care in making the claim, as many
people will be skeptical”.

7 “None of the “traditional” and commonly-accepted assumptions thus proved to be true [...] quality of the translation, its fluency
and acceptability [...] depend primarily on the yet undetermined individual abilities of a particular translator, on his/her
translation strategy, on his/her knowledge of the source and target cultures, and not on his/her mother tongue and the direction
into which he/she is translating”.
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gevirilerin degerlendirilmesi icin bir sablon Onermek; en yaygin hatalarinin niteligini
arastirmak; ¢eviri edincini gelistirme ¢ercevesinde ¢oziimler 6nermek seklinde siralanabilir.

Birincil amaglar dogrultusunda, gercek is yasaminin kosullarini 6grenmek i¢in diinyada
ve lilkemizdeki 2.DC durumunu incelemek, bu alani en genel hatlariyla da olsa betimlemek
gereksinimi dogmus ve ¢alismanin ikincil amacim olusturmustur. Tiim bunlardan yola ¢ikarak
caligmanin icyapisi, boliimleri ve baslica sorulart sdyle sekillenmistir: Once diinyada ve
Tiirkiye’de ikinci dile ¢eviri olgusunun genel durumu, geviri isletmecilerinin yaklasimi ve ilgili
lisans programlar: incelenerek ana hatlariyla betimlenmistir. Calismanin ikinci boliimiinde ise
ceviri degerlendirme sablonu tanitilmis, uygulanma sonuglari sunulmusg, hatalarin niteligi ve
siklik oranlan tespit edilmis, olasi nedenleri belirlenmis ve EMT (European Master’s in
Translation) ceviri edinci cercevesinde ¢oziimler 6nerilmistir.

Diinyada ve ozellikle Tiirkiye’de 2. DC'nin durumunu derinlemesine incelemek genis
kapsamli ve halen aragtirmacisini bekleyen bir konudur. Bu ¢alismanin amaci dogrultusunda
soz konusu inceleme yalnizca en genel hatlariyla simirh tutulmustur. Diinyada 2.DC durumunu
betimlemek i¢in kaynak taramasi yapilmis, IAPTI (International Association of Professional
Translators and Interpreters/Uzman Yazili ve Sozli Cevirmenlerin Uluslararas: Birligi)
tarafindan Ocak 2015’te yayimlanan “Translation into a non-native language/Anadil olmayan
dile ceviri” adli arastirmanin sonuglarindan yararlanilmigtir. Ulkemizde benzer kapsamda bir
arastirma heniiz yapilmadigindan durumun genel betimlenmesini yapabilmek amaciyla iki
farklh kaynaktan goriis alinmig ya da bilgi derlenmistir. Tiirkiye'nin en eski c¢eviri
isletmelerinden {i¢liniin sahipleriyle yazigmalar yapilmis, hem 2.DC’ye iliskin hem derste
uygulanan degerlendirme sablonuna iliskin goriisleri alinmistir. Egitim alanindaki durumu
betimlemek i¢in yedi iiniversitenin Rus Dili ve Edebiyat: veya Rus¢a Miitercim Terclimanhk
boliimlerinin ¢evrimigci erisimine agik olan ders programlar incelenmis, 2.DC dersinin verilme
siklig1 aragtinlmistir.

Calismanin ikinci boliimiinde tamitilan geviri degerlendirme sablonu ise Mesleki
Yeterlilik Kurumunun olusturdugu c¢aligma grubu tarafindan gelistirilen “Ulusal Meslek
Standardi/Cevirmen. Seviye 6” belgesi (2012) temel alinarak ve Ogrencilerin seviyesine
uyarlanarak hazirlanmistir. Yukarida da vurgulandig: gibi sablon, uzman goriislerine sunulmus
ve genel olarak uygun bulunmustur. Gegme notunun 70 olmas: da ayni sekilde onaylanmaigtir.

Bulgular

Diinyada ikinci dile gevirinin konumu

IAPTI tarafindan Ocak 2015’te yayimlanan “Translation into a non-native language”
adli aragtirma sonuglar1 konuya iligkin 6nemli ipucglar1 icermektedir. Bir ¢evrimigi anket
biciminde $ubat-Mart 2014 tarihlerinde diizenlenen arastirmaya yaklasik 800 kisi katilmigtir.
Katilimcilarin %48.32’si ¢eviri alaninda, %39.18'i ise dil alaninda tiniversite diplomasina sahip
oldugunu bildirmistir. Mesleki deneyim siireleriyse 5 ila 30 y1l arasinda oldugu belirtilmistir.
Dolayisiyla katilimcilarin biiyitk ¢ogunun hem diplomali/sertifikali, hem deneyimli uzman
cevirmenler olduklarimi séylemek olasidir. Ana diliniz olarak gérdiigiiniiz dil sayisi kactir?
sorusuna 629 kisi (1), 140 kisi (2), 9 kisi (3 ya da daha fazla) cevabin1 vermistir; bir diger
ifadeyle katihmcilarin ¢ogu ikidilli (bilingual) kisiler degildir. Birden fazla ana dili oldugunu
belirten yaklasik 150 kisilik gruba Eger birden fazla ana diliniz varsa her biri yéniinde ¢eviri
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yapiyor musunuz? sorusu sorulmustur. 71 kisi ("%47), her yonde aym ¢eviri hizmeti verdigini
ifade ederken 56 kisi (T%37) her iki yonde de ¢eviri yapmakla birlikte agirlikli olarak bir yonde
calistigini bildirmistir. Tiim katilimcilara yoneltilen Ana diliniz olmayan bir dile ¢eviri yapiyor
musunuz? sorusuna 351 kisi (%45.47) Hayir, 344 kisi ise (%44.56) Evet, I yanitin1 vermistir.
Ozetle, katilimcilarin hemen hemen yaris birinci yabana dile geviri yaptigini belirtmistir ve
iki yonde ¢eviri yapma orani ikidilli kisilerde biraz daha fazladir.

Anket katilimcilarimin yaptiklart yorumlar, ¢aligma kosullarina ve 2.DC’yi yapma
nedenlerine daha detayl aciklamalar getirmektedir. Estonca, Slovence, Cekce, Lehge, Letonca
gibi “sinirli yayginliga sahip” dillerden Ingilizceye ceviri yapan kisiler, bu dil ciftlerinde ana dili
Ingilizce olan cevirmenleri bulmanin oldukgca zor oldugunu belirtmislerdir:

“Baslica dil c¢iftim Estonca-Ingilizce ve Estonyalilarin Ingilizceye g¢eviri

yapmalar sik goriilen bir durumdur. Aslinda Estoncaya ceviri yapan Ingilizce

ana dili olan kimseye rastlamadim”(IAPTI, 2015, s. 32).

Cogu zaman dilin simirhh yayginhiginin yam sira onun yiiksek zorluk derecesi de
faktorler arasinda yer almaktadir:

“Cekler icin Ingilizceye ceviri yapmak ¢ok alisildik bir durum ama Ingilizce ana

dili olanlar Cekgeye ceviri yapmiyor ¢iinkii bu dil, onu miikemmel derecede

ogrenebilmek icin fazlasiyla zordur’® (IAPTI, 2015, s. 31).

Pokorn (2005, s. 37) da smmirh yayginliga sahip dillerde (languages with limited
distribution) 2.DC’'nin daha sik goriildiigiinii belirtir. Bu iki faktoriin disinda, ashinda onlarla
baglantili olan piyasa talepleri de 6ne siiriilen nedenler arasindadir:

[Almanca-Ingilizce] “Almanca’dan Ingilizce’yve ceviri talebi ¢cok fazla, bu
nedenle Almanca ana dili olan ¢evirmenler icin Ingilizceye ceviri yapmak sik¢a
goriilen bir durumdur’.

“Isvecce>Ingilizce ve Fince>Ingilizce dil kombinasyonlarinda talep arzi
fazlasiyla asiyor, bu yiizden bircok Isvecli ve Finli Ingilizce’ye ceviri yapiyor”
(IAPTI, 2015, s. 31).

Nitekim bazi iilkelerde 2.DC hem egitim kurumlar1 hem de ¢evirmenlik sertifikasyon
siireclerini yiiriiten resmi kurumlar tarafindan yasal olarak zorunlu kihinmistir:

“Arjantin’de, en azindan, bu durum gayet yaygindir. Cogu tiniversitede hem ana
diliniz yéniinde hem de ikinci diliniz yéniinde ¢eviri Ogretilir ve yapmaniz
talep edilir. [..] ...yasalar, Ingilizce yazilmis tiim belgelerinin Arjantinli bir
cevirmen tarafindan Ispanyolca’ya cevrilmesini zorunlu kilar (daha dogrusu,
Arjantin’de iiniversite bitirmis biri tarafindan)...”

8 Tiim alintilarda orijinal yaz1 bi¢imi korunmugtur. Benzer gériisler Arapca, Rusca, Bulgarca, Macarca, Lehge, Yunanca, Cince,
Isvegge, Fince, Japonca ve diger diller i¢in aktarilmistir.
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[Baslica dil ¢ifti Ingilizce>Flemenkge. Ters yonde Flemenkce>Ingilizce.] “Hem
ING>ALM hem ING>FLM konusan biri olarak: Her iki gruptaki cevirmenler
ana dilleri olmayan bir dile ¢eviri yapar ciinkii cevirmenlik sertifikasini almak
i¢in bakanlik bunu talep eder”(a.g.e.: 30).

Ozetlemek gerekirse, 2.DC yapma nedenleri arasinda dilin kisith bilinirligi ve yeterli
sayida uzman cevirmenin bulunmamasi, dilin zorlugu, piyasa talepleri ve bazi resmi
uygulamalar sayilabilir. Bu faktorler kismen Tiirkge-Rusca geviri siireci i¢cin de gecerlidir:
Bilindigi gibi, tarihsel siniflandirmada Tiirkce Ural-Altay dillerinin Altay 6begine, Rusca ise
Hint-Avrupa dillerinin Baltik-Slav 6begi, Slav altébegi, Dogu Slav grubuna girer (Vardar, 2001,
s. 148-150). Tirsel simiflandirma acisindan Tiirkge bitigimli (baglantili), Rusca ise biikiinlii
(biresimli) bir dildir. Bir yabanci i¢in, birbirinden olabildigince farkli olan bu iki dilde geviri
yapacak kadar ileri bilgi seviyesine ulasmak olaganiistii zaman, emek ve kosullar gerektirir,
dolayisiyla da az rastlamir. Bu durumda Tiirk¢e ana dil konusuru ¢evirmenlerin en azindan
varsayim olarak Rusc¢a’ya g¢eviri yapmak zorunda kalabilecekleri tahmin edilebilir.

Tirkiye’de ikinci dile gevirinin konumu

Ceviri isletmeleri sahiplerinin gorigsleri

Ceviri isletmecilerinin goriislerini 6grenmek amaciyla yazigmalar gerceklestirilmistir.
Piyasanin en eski ceviri biirolarindan {iciiniin sahiplerine (1) Zkinci/yabanci dile ceviri olgusu,
ceviri piyasasinin somut bir gercegi midir? Tiirkiyede siklikla yapilir mi, piyasa tarafindan
talep edilen bir hizmet mi? Hangi metin tiirleri icin? (2) Bu tiir ¢eviriyi yapan ¢evirmenlerin
genel profili nedir? Yurt disinda dogmus, biiyiimiis ikidilli ¢evirmenler mi ¢ogunlukta?
Editorliik, son okuma gibi siireclerde bir degisiklik oluyor mu? (3) Konuya iliskin kisisel
yaklasiminiz nasil? seklinde sorular yoneltilmistir.

Alnan yanitlarda su ortak noktalar 6ne ¢ikmistir: Dogru olan ve uygulamada tercih
edilen anadile geviridir ancak bu her zaman miimkiin olmamaktadir. Nedenler arasindaysa
yabancilarin Tiirkce, Farsca, Cince gibi dilleri 6grenmekte yavas kalmasi, ve/veya ceviri
yapmak icin bu dilleri tercih etmemesi gosterilmistir. Bundan dolay: {ilkemizde Tiirk¢e’den
diger dillere yapilan gevirilerin bir kismimi anadilleri Tiirkge olan gevirmenlerin yaptig
6grenilmistir. Bir diger deyisle 2. DC'nin yerel ¢eviri piyasasinin somut bir gercegi oldugu ifade
edilmigtir. Uzmanlardan biri, ¢eviri projelerinde ikidilli ¢evirmenlerin daha bagarili olduklar
dile getirmistir. Bununla birlikte, iilkemizde Bagbakanlik verilerine gére 6500°’den fazla aktif
ceviri blirosunun oldugu ve bu kadar biiyitkk bir is hacmini kargilayacak ikidilli uzman
¢evirmenin bulunmadig vurgulanmistir. Bu durumda, goriisme yapilan uzmanlardan birinin
sozleriyle, “tahsilinin bir kismini orada bir kismini burada tamamlamis, iki dile de yakin
derecede hakim cevirmenler oldugu gibi, orta, lise ve tniversite tahsilini yabanci dilde
tamamlamis ve alan uzmanli1 veya ceviri deneyimi olan ¢evirmenler” tercih edilmektedir.
Biitiin uzmanlar, bu tiir ¢evirilerin her zaman anadil konusuru editér tarafindan kontrol
edildigi, bunun mutlak bir kosul oldugu hususunun altini ¢izmistir. Bu noktada profesyonel
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editorlerin sayisal yetersizligi ozellikle yiiksek Ogretim diizleminde ¢oztimiinii bekleyen bir
sorun olarak gosterilmistir.

Boylelikle, yiiriitillen tahminlerin ve yapilan tespitlerin Tiirkiye icin de gegerli oldugu
goriilmektedir. Piyasa kosullari, ikidilli uzman ¢evirmenlerin sayisal yetersizligi gibi faktorlerin
2.DC’yi bir anlamda kacinilmaz kildig1 séylenebilir.

Ceviri lisans dersleri

Aragtirma siirecinde Anadolu, Selcuk, Hac1 Bayram Veli Universitelerinin Rus Dili ve
Edebiyati; Okan, Istanbul Aydin, Beykent ve Avrasya Universitelerinin ise Rusca Miitercim-
Tercimanhk bolimlerinin ders programlari incelenmigtir. Cevrimigi erisilebilen ders
programlarina gére Tiirkge-Rusca ceviri dersleri Anadolu ve Selguk Universitelerinde 3., Haci
Bayram Veli Universitesinde 2. simiftan itibaren baglar. Okan Universitesi Rusca MT
programinda ardil ceviri derslerinde 6grencinin iki yonde de ceviri yapmasi éngoriiliir. Istanbul
Aydin Universitesi'nde Uygulamali Rusca Cevirmenligi ders programinda ayni sekilde ardil
ceviri dersleri zorunlu dersler arasinda yer alir. Beykent Universitesi MT (Rusca) programinin
program ciktilar1 arasinda “...yazili ve sozli ¢eviri yapar.” ve “Rusca-Tiirkce karsiikli ceviri
metinleri iizerine incelemelerde bulunur.” gibi maddeler bulunur. Avrasya Universitesi Rusca
MT ders programinda ardil ¢eviri derslerinin yani sira goriisme ¢evirmenligi dersleri de verilir.
Daha 6nce de vurgulandig: gibi, Tiirkiye’deki ceviri piyasasinda editorlerin ve son okuma
uzmanlarinin sayisal yetersizligi s6z konusudur. Avrasya Universitesi'nde verilen Diizeltmenlik
ve Son Okuma dersleri bu baglamda olumlu ve 6nemli bir adim olarak degerlendirilmelidir.
Genele bakildiginda, bu dil ¢iftinde egitim veren okullarin en azindan ¢ogunda 2.DC
derslerinin verildigi sdylenebilir.

Degerlendirme sablonu ve uygulanma sonuglar1

Tablo 1’de sunulan sablonun olusturulma gerekgesi, Ogrencileri gercek c¢aligma
ortaminda karsilagabilecekleri durumlara hazirlamaktir, ¢iinkii ceviri biirolarinda benzer
degerlendirme siireglerinin uygulandig1 bilinmekte ve ayrica benzer listeler Ulusal Meslek
Standartlarr’'nda da yer almaktadir. Sablon, “Ulusal Meslek Standardi/Cevirmen. Seviye 6”
belgesi (2012) dogrultusunda hazirlanmis, Ogrencilerin seviyesine gore sadelestirilmis ve
denenmigtir. Bunun yan sira, 6nceki boliimlerde anilan geviri isletmecileriyle (onlardan biri
aynt zamanda MYK c¢alisma grubunun iiyesidir) uzman goriislerini alinmak {izere
paylasilmigtir. Sablon kapsam ve puanlama acisindan genel olarak olumlu, halihazirda
uygulanan sablonlara benzer olarak degerlendirilmis, ge¢me notunun 70 olmas: da yine aktif
uygulamalariyla aym ve uygun bulunmustur.’

® Goriis igin bagvurulan ve aymi zamanda MYK Cevirmen Yeterlilikleri caligma grubunda gérev alan uzman, bu durumu: “ MYK
Gevirmen Yeterliliklerinin yaziminda biz de benzer tablolar olusturduk. [...] Ozel Alan Gevirisi Yeterliliklerinde ¢ok daha net
goriiliir. Oniimiizdeki birkag hafta i¢inde kamuoyuyla paylasilacak. [...] Puanlamada da biz de yeterlilik i¢in 70 puani hedefledik.”
sozleriyle degerlendirmistir. Bir diger uzman ise uzmanlik alani gevirileri i¢in gegme puaninin 85, yeni mezunlar i¢in 70 oldugunu,
degerlendirme olciitlerinin gok benzedigini ifade etmistir.
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Tablo 1. Ceviri degerlendirme sablonu

Anlam dogru aktarilmis, olumsuz kayma!? ve/veya yanlis

yorumlama!! yapilmamugtir. 40
DOGRULUK Standart terminoloji kullanilmigtir. 20
Terminoloji kullanimi tutarhidir. 20
Cevrilmeden birakilan kaynak metin (KM) kisimlar1 yoktur. 20
TOPLAM 100
Durumdil dogru aktarilmigtir. 40
BIGEM Gereksiz yere yabanci sozciikler kullanilmamstir. 30
Etken/edilgen ¢at1 metnin genel bigemsel profiline uygun
olarak kullamilmigtir. 30
TOPLAM
100
Imla hatalar1 yapilmamustir. 20
DILBILGISt Baski/yazim hatalar1 yapilmamigtir. 10
Dilbilgisi hatalar1 yapilmamustir. 30
So6zdizim hatalar1 yapilmamistir. 20
Noktalama hatalar:1 yapilmamistir. 20
TOPLAM 100

10 Olumsuz kay(dir)ma (negative shift) — Anton Popovi¢’e gore (1987) gevirmenin yanlis anlamas: yiiziinden geviri metnin yanhs ya
da eksik gevrilmesi. Olumsuz kaydirma gevirmenin dili iyi bilmemesinden ya da kaynak metnin yapisinin yiizeysel olarak
yorumlamasindan kaynaklanabilir. (Berk, 2005, s. 140)

11 Yanhs yorumlama (misinterpretation) — gevirmenin 6zgiin metni yanhg anlamasi ya da gerekli genel kiiltiirel bilgiden yoksun
olusu sonucu 6zgiin metindeki bir sozctigli ya da boliime yazarin verdigi anlamdan tamamen bagka bir anlam verdigi bir geviri
hatasi. (Berk, 2005, s. 163)
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Metnin sayfa iizerindeki diizenlenmesi dogru yapilmigtir. 100/50
BIGIM/FORMAT Yaz: tipi/bi¢imi dogru se¢ilmistir. 40
Bosluklar dogru ayarlanmistir. 10
TOPLAM 100
NOT 100

Goriildiigi gibi, liste dort ana kategoriden olusmaktadir: Dogruluk, ¢evirmenin kaynak
metnin anlamini ne kadar dogru ¢6ziimledigini ve aktardigimi 6lger, bu siirecte yapilabilecek
anlam kaymalarini, segilen terminolojinin dogrulugunu ve kullanim tutarliligini kapsar. Bigem,
cevirmenin kullandig: dilin verilen metnin tiiriine uygun olup olmadigini sorgular; érnegin,
resmi bir yazida bulunmamasi gereken giinliik dile 6zgii sozciik ve dilbilgisel, s6zdizimsel
yapilarinin kullanimina odaklanir. Dilbilgisi kategorisi, adindan da anlagilacagi gibi, imladan
sozdizimine kadar genis yelpazede cevirinin dogrulugunu inceler. Bi¢cim/Format kategorisiyse
metnin sayfa lizerindeki gériintimiinii, diizenlenmesini mercek altina alir. Bu kategorideki son
iki madde ¢ogu zaman uygulanabilir degildir ¢linkii sinav ¢evirileri elle yazilmaktadir; bu
durumda kategorinin ilk maddesinin puan1 100 olarak kabul edilmistir.

Tiirkge-Rusga Ceviri (TRC) I, II, III ve IV dersi mevcut arastirmacinin bulundugu
iniversitede ii¢lincli siniftan baslayarak dort yariyill boyunca verilmektedir. I ve II dersleri
arastirmaci tarafindan yiriitiilmektedir. Ders, A ve B subelerinde haftalik ardisik ii¢ saat olarak
verilmektedir. 2016-2017 ve 2017-2018 akademik yillarinda her subedeki 6grenci sayis1 en az
20, en ¢ok 32 olmustur; dolayisiyla ortalama 50 {igiincii simif 6grencisi bir yariyilda bu dersi
almagtir.

Piyasa talepleri dogrultusunda TRC I dersi icin ticari yazigmalar, TRC II dersi icin
standart dis ticaret sozlesmesi ders materyali olarak secilmistir. Metin se¢iminde tanmitim
mektubu ve igbirligine davet gibi biiyiik 6l¢iide standart, kaliplasmis ifadeleri iceren yazigma
ornekleri tercih edilmistir. Bilgisayar Destekli Ceviri (BDC) araglarinin kullanimi dersi,
gereken donanimin bulunmamas: nedeniyle yapilamamaktadir; bu araglarla ilgili genel bilgiler
verilir, videolar yardimiyla kullanim o6rnekleri gosterilir. Derslerde arastirma yapma, kosut
metin ve alan sozliikleri kullanma ve terimce olusturma becerilerine agirlik verilir. Uygulama
asamasinda 6grencinin her derste kosut metinler yardimiyla kisa terimce olusturmas: ve 110-
120 sozciik uzunlugunda benzer igerikli metni, terimce, dijital ve/veya basili sozlitk kullanarak
Rusca’ya gevirmesi beklenir. Terimce olusturma ¢alismasi iki ya da ¢ kisilik gruplar halinde
gerceklestirilirken, ceviri bireysel olarak yapilir. Bu haftalik kisa ceviriler degerlendirilir ve
genel donem notuna eklenir, haftalik terimce c¢alismas1 ise projektorle ekrana yansitilarak
sinifla birlikte incelenir ve gerekirse diizeltilir. Diizeltilmis kisa terimceler genel terimceye
eklenir; bu genel terimce sinav sirasinda basili sozliikle birlikte kullanilabilir. Sinav sirasinda
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dijital sozliikklerin kullanilmasina izin verilmez. Sinav, terimce olusturma ve geviri olmak tizere
birbirinden igerik agisindan bagimsiz iki boélimden olusur. 120-150 sozciik uzunlugundaki
kaynak metinler derste islenen metinlerle genel konu bakimindan benzerlik tagir.

Bu caligma siirecinde 2016-2017 ve 2017-2018 akademik yillarinda TRC I ve II dersini
almis olan yaklasik 200 6grencinin haftalik ¢evirileri, ara ve final sinav kagitlar1 incelenmistir.
Sinavlara girmeyen, devamsiz veya F notu alan 6grenciler elendiginde incelenen toplam
sinav/0dev kagidi sayis1 363 olmustur.

Degerlendirme sonuglar su sekildedir: Ortalama not 67.18'dir. Universitede kullanilan
resmi harf notlarindan bagimsiz olarak, gercek caligma hayatinda cevirinin son okuma ve
editorliik asamasina gegebilmesi i¢in gereken minimal not 70 olarak kabul edilmistir. Boylelikle
ortalama &grenci yeterli puan alamamistir. 70 puan simirini asan sinav kagitlarinda 95-100
araligindaki en yiiksek puanlar Bigim/Format, ardindan 75-93 puan Dogruluk kategorilerinden
alinmigtir. 60-82 araligindaki en diisitk notlar Dilbilgisi kategorilerinden alinmistir. Burada
“Dilbilgisi hatalar1 yapilmamigstir” alt-kategorisinde Ad durumu (mazex) ve Eylem durumu
(Buz) yanlighklarn siklikla goriiliirken, “Sozdizim hatalar1 yapilmamistir” alt-kategorisinde
bilesik tiimcelerde yan tiimcelerin siralanmas: yanhslhiklar1 agirhiktadir. Dikkat ¢eken bir diger
diisiik not Bigem/Durumdil maddesinde kaydedilmistir: 40 tizerinden ortalama 25. Burada en
sik yapilan yanlighik metnin bigemsel profiline uymayan (6rn., eskimis ya da giinliik dile 6zgii)
sozciiklerin kullanilmasi olmustur. Genele bakildiginda 200 kisi arasinda en az diizeltmeyle
hazir hale gelebilecek geviriyi yapabilmis 6grenci say1s1 dorttiir.

Sonug ve Degerlendirme

Bu sonucu degerlendirirken ¢evirinin heniiz egitimini tamamlamamis ve bu dersi yeni
almaya baslamis kisiler tarafindan yapildig1 géz 6niinde bulundurulmalidir. Bununla birlikte,
bagar1 olarak nitelendirilebilecek sonuglar da kaydedilmistir. Kaynak metni ¢éziimlemesinde
herhangi bir sorunun yasanmamasi beklenebilecek bir sonuctur. Metinler 6grencinin
ana/birinci dilinde yazilmis ve metin tiirii geregi yoruma acik bilgiler icermemistir. Ancak,
standart ve tutarli terminoloji kullanimi hi¢ kuskusuz olumlu bir gostergedir, 6grencinin uygun
terimleri arastirip bulma ve tutarh bir bi¢cimde kullanma becerisinin gelismekte olduguna, bu
konuda gereken farkindaligin olustuguna isaret eder. Tiirkge-Rusca dil ¢iftinde kaliteli 6zel
alan sozliiklerinin sayisal azlig1 dogru terimin bulunmasini zaman zaman zorlastirmaktadir, bu
durumda &grenciler Ingilizce {izerinden (Tiirkge-Ingilizce-Rusca) terim aramak durumunda
kalmaktadir. Yine de bu metin tiiriine uygun diisen terim ya da yap: bulunamayabilir; bu
zorluk, durumdil notunu diisiiren etkenlerden biridir. Bir diger etken, 6grencinin verilen metin
tiriinde (Ornegin, bir sirketin tanmitim yazis1) heniiz yeterince uzmanlasmamis olmasidir.
Dilbilgisi kategorisinden alinan diisiik notlar1 yorumlayabilmek i¢in ¢eviri edinci modelinden
destek almak daha aciklayici olacaktir.

Ceviri edinci ve alt-edinglerin siniflandirilmasi konusunda kapsaml literatiir mevcuttur
(Pym, 2003; Neubert, 2000; Schéffner, 2000; Yazici, 2007; Akdag, 2015; Komissarov, 2002;
Denissova, 2017). (Siniflandirmalar i¢in bkz: PACTE (2003, 2005, 2011; Beeby, 2000; Hurtado
Albir, 2007; EMT, 2017, TransComp (Gopferich, 2013). Her simiflandirmada g¢evirmenin
dilbilgisel yeterliligini 6lgen alt-eding, degisen kapsam ve adlarda da olsa, mutlaka yer alr.
Ornegin, Neubert'in, Komissarov’'un, Akdagin &nerdikleri simflandirmalarda Di/ (Language)
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alt-edincini, Schaffner’de Dilbilimsel (Linguistic) alt-edincini, PACTE’de Tkidilli (Bilingual),
TransComp’ta En az iki dilde iletisim yeterliligi (Communicative competence in at least 2
languages) gibi alt-edingleri buluruz. EMT (European Master’s in Translation) i¢in Avrupa
Komisyonu biinyesinde gelistirilen eding modelindeyse (competence framework, EMT, 2017, s.
3) eding, “...bilgi, beceri ve kisisel, sosyal ve/veya yontemsel yetilerini, ¢calisgma ve 6grenme
ortamlarinin yani sira mesleki ve kisisel gelisim konularinda kanitlanmis kullanma yeterliligi”
olarak tanimlanmigtir.’? Alt-edingleri ise 1-dil ve kiiltlir, 2-geviri, 3-teknoloji, 4-kisisel ve
kisilerarasi, 5-hizmet sunma seklinde siralanmistir. Ilk sirada yer alan dil ve kiiltiir alt-edinci,
“tim diger alt-edinglerin arkasindaki itici gii¢” bi¢iminde tanimlanmig ve en az iki dilde
Avrupa Dil Sertifikasina gore C1 diizeyi, bu alt-edincin 6nkosulu olarak sunulmustur (EMT,
2017, s. 6). Dilbilimsel bilgi ve becerilerin yani sira toplumdilbilimsel, kiiltiirel ve kiiltiirleraras
bilgiler de ayni alt-edincin taniminda yer almakta ve “gelismis ¢eviri edinci icin temel
olusturduklan” vurgulanmaktadir (a.g.y.). Bir diger deyisle teknoloji, hizmet sunma, arastirma
gibi alt-edinclerin toplami, saglam dilbilgisi temeli olmadan yetersiz kalmaktadir. Bu sonug ve
¢ikarimlarin dogrultusunda gercek egitim ortaminda uygulanmak iizere su oneriler sunulabilir:
Ogrenciler, Ruscanin ana dil olarak konusuldugu iilkelerde bulunup dilsel alt-edinglerini
gelistirebilecekleri Erasmus, Mevlana, burs programlar1 gibi cesitli egitim olanaklarindan
yararlanmalar i¢in ydnlendirilebilir. Bunun yam sira, lisans programi kapsaminda verilen
morfoloji ve s6zdizim derslerine ek olarak “Yabanci dil olarak Rus¢a” ¢evrimici kurslarini takip
etmeleri Onerilebilir, s6z konusu kurslarin tanitim seminerleri diizenlenebilir. Spesifik olarak
2.DC konusundaysa, saglam dilbilgisi temelinin 6nceligini vurgulamanin yam sira, BDC
araglarinin kullaniminda uzmanlagmalari, tip, hukuk, ticaret, insaat gibi 6zel alanlar ¢evirisinde
deneyim kazanmalari, anadil konusuru editériin yardimindan yararlanmalar1 yoniinde
tavsiyeler verilebilir.
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Extended abstract

Introduction

The standard opinion that the competent translation can be made only into the
translator’s native language and that any translation into a non-native language will inevitably
be deficient was opened for discussion during the last decade of the 20" century. Several types
of research indicated that this kind of translation was, as a matter of fact, quite widespread.
Henceforward, this issue has gained interest in the academic circles. As data shows, translation
into L2 is also quite widely taught as a university course in Turkey. The primary purpose of this
paper is to present the translation quality assessment checklist, used at Turkish-Russian
Translation Course of Russian Language and Literature BA program. The results of the
assessment are also presented, the most frequent mistakes classified and possible solutions are
suggested.

Method and findings

In order to outline the position of translation into L2 in the world, the results of IAPTI
“Translation into a non-native language” online questionnaire (2015) were analyzed. In order
to see the main features of the same issue in Turkey three translation bureau owners were
interviewed, and the course lists of 7 Russian Philology and Translation Studies BA programs
were examined.

The checklist was prepared in line with the Translator Competency Standard/Level 6,
developed by Professional Competency Board (PCB). It was also evaluated by specialists
(abovementioned bureau owners, one of them is also a member of the PCB) and found
convenient for the purpose. The passing grade was accepted as 70.

The results of the IAPTI questionnaire indicate that due to the various factors
approximately 45% of translators translate into a non-native language. In Turkey, the situation
is similar. In their interviews, translation bureau owners underline that although they believe
translation into L1 to be the correct one, translation into L2 is seen quite frequently on the
translation market; in this case, the translation is always proofread by a native-speaker editor.
Finally, at least most of 7 BA programs include courses on translation into L2 in various forms.
To summarize, translation into L2 is a solid reality of both professional and educational fields.

The checklist used for translation quality assessment includes four basic categories:
Accuracy, Style, Grammar and Format, with more specific subcategories in each case. The list
was applied to examination papers and weekly in-class translations of 200 third-year students
in 2016-2017 and 2017-2018 academic years. The text types were standard business
correspondence and international trade agreement. The results show the highest grades in
categories of Accuracy and Format and the lowest grades in (sub)categories of
Grammar/Syntax, Grammar/Punctuation and Style/Register. The average grade is 67,18/100.
The number of students whose translations can be accepted with minimal corrections is 4.

Conclusion

These results were interpreted within the EMT Translation Competence Framework.
The Framework includes five competencies: Language and Culture; Translation; Technology;
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Personal and Interpersonal; Service Provision. The first competence is described as “...all the
general or language-specific linguistic, sociolinguistic, cultural and transcultural knowledge
and skills that constitute the basis for advanced translation competence. It is the driving force
behind all the other competencies described in this reference framework.” Therefore, it can be
concluded and recommended that thorough grammar knowledge must be specifically
addressed before one starts to develop other translation competencies.
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Abstract

When considered as a process, instructional design is a whole that is supportive of
learning. In an effort to meet the needs of different individuals in the educational
process and respond better to the needs and conditions of different disciplines, it is
necessary to make use of different instructional design models in the literature in
both theory and practice-oriented areas. Therefore, it is a worthwhile attempt to
probe into instructional designs and curriculum development models that are not
oft-mentioned in the literature, yet would lend themselves to different ways of use
in terms of different discipline areas and purposes. This paper intends to provide in-
depth information regarding the instructional design model developed by Bellon
and Handler (1982)—a model that occupies a place in the international literature as
well as in Turkey, a fortiori, concerning foreign language teaching field—and inform
the reader about the employment of the model and its alternative employment
types and areas. To this end, available sources related to the model were made
subject to document analysis method. In the analysis of the documents, basic
elements of the curriculum (aims, organization, operations, outcomes) were used as
the main themes. Based on this general perspective, each element of the model in
question was examined in detail. Accordingly, discussions and suggestions were
made with regard to the use and employment areas of the model, characteristics of
the emergent product or program as a result of the instructional design, and
theoretical underpinnings of the instructional model.
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Bellon ve Handler'in program gelistirme modeli ve modele
iliskin 6zellikler

0z

Ogretim tasarimi bir siirec olarak ele alindiginda 6grenmeyi destekleyen bir

bitiindiir. Egitim siireci icinde farkli bireylerin gereksinimlerini karsilamak ve farkli Gonderim
disiplin alanlarinin ihtiya¢ ve sartlarina daha iyi cevap verebilmek amaciyla alan 18 Aralik 2018
yazinda farkli 6gretim tasarimi yaklasimlarindan hem teorik hem uygulamaya doniik Kabul
alanlarda vyararlanilmasi  gerekmektedir. Dolayisiyla alan yazinda siklikla 30 Aralik 2018

bahsedilmeyen fakat uygulama alani ve amaclari acisindan farkli sekillerde
uygulanabilecek o6gretim tasarimi ya da program gelistirme modellerinin
incelenmesi 6nemlidir. Bu calismanin amaci kendisine daha ¢ok uluslararasi alan

yazinda ya da Tiirkiye'de daha ¢ok yabanci dil 6gretimi alanina iliskin alan yazinda yer
bulan Bellon ve Handler 6gretim tasarimi modelini detaylari ile tanitmak ve Anahtar kelimeler
uygulama sekli ve alternatif uygulama cesit ve alanlari ile ilgili bilgi vermektir. Bu program gelistirme
amacla sozii edilen 6gretim tasarim modeline iliskin ulasilabilen kaynaklar dokiiman . Ogretim tasarimi
analizi yontemi ile incelenmistir. Dokiimanlarin analizinde egitim programinin temel O%ret'm tasarimi model!
s s o - . ellon-Handler modeli
ogeleri (hedef, icerik, egitim durumlari, degerlendirme) esas tema olarak

kullanilmistir. Bu genel bakisa dayanarak tasarimin her bir bileseninin ayrintili olarak

incelenmesi yontemiyle 6gretim tasarimi modelinin kullanim ve uygulama alanlari,

6gretim tasarimi sonucunda ortaya cikacak driin ya da programin ozellikleri ve

6gretim tasarimin dayandigi kuramsal dayanaklara iliskin tartisma ve onerilerde

bulunulmustur.

Onerilen APA atif bicimi: Mutlu, G., & Simsek, i. (2018). Bellon ve Handler'in program gelistirme modeli ve modele iliskin ézellikler.
Language Teaching and Educational Research (LATER), 1(2), 121-138.
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Giris

Ogretim tasarim1 kavrami alan yazinda birgok farkli sekillerde tanimlanmistir. Ornegin,
Simsek (2017) 6gretim tasarimini belirli bir hedef kitlenin gereksinimlerin karsilamak ve farkh
ihtiyaclarina karsihk vermek amaciyla gelistirilen bir sistem olarak gérmektedir. Seels ve
Richey’e (1990) gore ise Ogretim tasarimi, 6grenme ve Ogretme siirecine iliskin kaynaklarin
tasarlanmasini, bu kaynaklarin  gelistirilmesini, uygulanmasini, yo6netilmesini ve
degerlendirilmesini kapsayan ve kuram ve uygulama olmak iizere temel iki boyuttan olusan bir
slirectir.

Ogretim tasarim1 bilim alaninin tarih siireci igerisinde uzun bir gegmisinin oldugu
soylenemez fakat degisen Ogrenen ve baglamsal ihtiyaclara karsilik vermek amaciyla farkh
tasarim modellerinin ortaya ¢ikmasiyla yakin ge¢miste bu alanin gelistigi ya da bu alanda bir
ilerleme kaydedildigini soylemek miimkiindiir. Son yillarda bu alandaki tasarim modellerini
hem teorik hem de uygulama boyutunda inceleyen caligmalar goze carpmaktadir (Ibrahim,
2015; Keles, Eriimit, Ozkale, & Aksoy; Mutlu, 2016). Bu baglamda, farkl:i 6gretim tasarimi
modellerinden ve alana katk: saglayan kisilerden (6rn. Carkhuff & Fisher, 1984; Dick & Carey,
1990; Gagné, Briggs & Wager, 1992; Johson & Foa, 1989 ; Morison, Ross & Kemp, 2004 ; Milano
& Ullius, 1998; Nadler, 1990; Seels & Glasgow, 1990; Smith & Ragan, 2005) bahsetmek
miimkiindiir. Bellon ve Handler (1982) “iyilestirme amacgh tasarim” algisindan yola ¢ikarak bir
Ogretim ve program tasarimi modeli gelistirmislerdir. Bu model 6gretim tasarim siirecinin genel
bilesenlerini icermesi ve her birlesendeki arzu edilen ya da olmasi gereken durumun tespit
edilmesi konusunda sundugu degerlendirme ve siirekli iyilestirme olgusunun varhig: ile dikkat
ceken bir program gelistirme modelidir.

Bu calismada Bellon ve Handler 6gretim tasarim modelinin incelenmesi ve genel bir
bakis agisiyla tanitilmasi amaglanmaktadir. Bir bagka deyisle, bu ¢aligma iilkemize ait ulusal
alan yazinda genelde yabanci dil 6gretimi ile ilgili tezlerinde kendisine yer bulan Bellon ve
Handler 6gretim tasarimi modelini ve modelin uygulama bicimini tanitmak ve modele iliskin
temel siireclerin tartigilarak aktarilmasini hedeflemektedir.

Yoéntem

Bir egitim programin olusturan dort temel 6ge goz oniinde bulundurularak dokiiman
analizi yapilmistir. Kuramsal alan yazinda egitim programini olusturan bu dort temel bilindik
6genin Bellon ve Handler’in kendi tanimlamalariyla “hedefler, organizasyon, isleyis ve ¢iktilar”
olarak adlandirdiklar1 &gelere karsihik geldigi goriilmiistiir. Modelin daha iyi anlagilmasina
iligkin analizler bu dort temanin Bellon ve Handler (1982) tarafindan bir egitim programini
(mikro boyutta bakilacak olursa Ogretim tasarimini) olusturan temel Ogeler olarak nasil
yorumlandigt ve wuygulandigina iligkin aragtirmacilar tarafindan ulasilan bilgilere
dayandirilmistir.

Bulgular
Bu boliimde arastirmadan elde edilen bulgular, verilerin yapisina gére ayri bagliklar
acilarak ya Bellon ve Handler tarafindan yazilan “Curriculum Development and Evaluation: A
design for improvement” adli kitap modelin ilk bahsedildigi kaynaktir ve bu ¢aligmaya yon
veren temel kaynak olmustur. Bunun yaninda modeli arastirmalarinda kullamilan bir takim

205



Mutlu, G., & Simsek, I Language Teaching and Educational Research, 2018-2, 203-212

yazarlardan da yararlanmilmigtir (Erdem, 1999; Erozan, 2005; Mutlu, 2018). Bellon ve Handler
ogretim tasarimi modeli Sekil 1’ de gosterilmektedir.
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Sekil 1. Bellon ve Handler 6gretim tasarimi modeli (Bellon & Handler, 1982, s. 11’ den
alinmigtir)

Model incelendiginde hedefler, organizasyon, isleyis ve ¢iktilar olmak iizere dort temel
odak alani diginda modeli olusturan {i¢ tane daha 6ge dikkat ¢cekmektedir. Mevcut durumun
tanimlanmasi, analizi ve degerlendirici geri bildirim (program iyilestirme bilesenleri) olarak
adlandirilan bu g siire¢ bahsedilen dort temel odak alani tizerinde gergeklestirilen aragtirma ve
degerlendirme siireclerini kapsamaktadir. Belon ve Handler o6gretim tasarim modelinin
program hedefleri ilgili alan1 modeli gelistiren arastirmacilarin kendi tanimlamalariyla yine
hedefler olarak adlandirilmigtir. Hedefler odak alani programin istenilen ¢iktilar1 ve
beklentileri ile ilgilenir. Hedefler var olan durum ile arzu edilen durum arasindaki farkin analiz
yontemleriyle belirlenmesi sonucu sekillendirilir. Bellon and Handler modelinin igerik ile ilgili
basamag1 organizasyon olarak adlandirilmaktadir. Tkinci odak alani olan organizasyon asamast,
ogretim programinin etkililigini etkileyen cesitli faktorlerin gézden gecirilmesini ve analiz
edilmesini kapsar. Organizasyon asamasinda, istenen hedeflerin bilgisi giincellenmis bir
referans noktasi saglar. Programin organizasyon odak alani, yeni gelistirilen hedefler ve 6nceki
beklentiler 15131nda yorumlanabilir ve degerlendirilebilir. Bu odak alanina iligkin secilen analiz
aktiviteleri arzu edilen hedeflerin tespit edilmesinden dnce baslatilabilir. Arzu edilen program
hedefleri kesinlestirilip onaylanana ve arzu edilen oOrgiitsel (organizasyonel) ozellikler ile
uyumlu hale gelene kadar bu asama tamamlanmig sayilmaz. Sozii edilen bu orgiitsel 6zellikler
sunulan o6zel programlar ve derslerin 6zellikleri, mevcut kaynaklar ve bunlarin nasil
kullanildigy, iletisim ve karar verme gibi siireclerin yapisi ve okulun ya da okulun bulundugu
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bolgenin diizenlenmesi ile ilgili faktorleri kapsar. Bellon ve Handler modelinde 6gretim
programinin iyilestirilmesi i¢in ti¢lincii ve egitim durumlarina karsihik gelen odak noktasinin
isleyis olarak adlandirildigi ve bunun programin giinliik isleyisi ile ilgili detaylar1 kapsadig:
goriilmektedir. Isleyis alaninda yapilan etkinlikler 6gretim programinin uygulanmas: ve genel
egitim hedeflerinin derse veya birim hedeflerine nasil déniistiiriildiigiinii degerlendirmek i¢in
yapilan caligmalardir. Ciktilar olarak adlandirilan odak alani, bu gelisim ve degerlendirme
stirecinde iizerinde durulmas: gereken dordiincii alani temsil etmektedir. Bellon ve Handler’e
(1982) gore program ciktilarimin degerlendirilmesi ¢ok daha genis bir bakis acis1 ile
yapilmalidir. Istenen program sonuglarinin yani sira, amaclanmamis program sonuclarina da
dikkat edilmelidir.

Modelde goze carpan baslica siire¢ mevcut durumun tespiti olarak karsimiza
cikmaktadir. Gelisim planlarinin yapilmasinda herhangi bir egitim programinin mevcut
durumunu tamimlamak ¢ok yararhidir (Mutlu, 2018). Hedefler, organizasyon, isleyis ve ¢iktilar
odak alanlarinda toplanan bilgilerle ilgili bir takim 6n incelemeler programin mevcut durumu
hakkinda net bir bakis acgis1 saglamaya yardimci olur. Mevcut statii belirlendikten sonra,
mevcut programin degerinin ve etkililiginin analiz edilmesi i¢in tasarlanan faaliyetler
belirlenip, modelde diger bir 6nemli siire¢ olan analizile ilgili siireclere baglanabilir ve program
analizi yapilirken, programin gelistirilmesinden sorumlu olanlar, mevcut durum caligmasi
bilgilerini kullanabilir ve cesitli yollarla veri toplayarak bu mevcut durumun iyilestirilmesi
konusunda yeni bilgiler edinebilir. Bu siire¢ i¢in gériismeler, anketler, testler, tutum olgekleri
ve dolayli gostergeler, gerekli bilgilerin toplanmas: i¢in en yaygin yontemler arasinda yer
almaktadirlar.

Ogretim ya da program tasarimcist her bir odak alanini inceleyerek, istenen miifredatin
daha net bir resmini elde eder. Bellon ve Handler program gelistirme modelinde modelin
gorselini ¢evreleyen ve siyah koyu bir ¢erceve seklinde gosterilen bir takim etks faktorlerinden
de bahsetmek gerekir. Bu etkiler sosyal ve politik giicler, 6zel ilgi gruplar, yerel veya ulusal
mevzuat veya politikalar, finansman kaliplar, biiyiik 6lcekli test programlar ve ticari ders
kitab1 yayincilar1 gibi program gelistirme ya da mikro boyutta diistiniildiigiinde 6gretimin
tasarlanmasi siirecinde etkiye sahip olabilecek dig baglamsal faktorleri icermektedir. Bellon ve
Handler modelinin temel birlesenlerinden birisi de degerlendirici geri bildirim ya da
programin iyilestirme bilesenleri olarak adlandirilan siirekli degerlendirmeler ve geri
bildirimleri kapsamaktadir. Gelistirme ve degerlendirme siireci yiriitiillirken, analiz
faaliyetlerinin yiiriitiilmesi sirasinda ¢apraz kontrol ve iyilestirmelerin tespit edilmesi yoluyla
ortaya ¢ikan durumlar diizenli olarak gozden gegirilir. Ayn1 zamanda, analiz sorularina cevap
verirken kazanilan i¢ goriiler, mevcut programin daha net bir sekilde anlagilmasimi saglar.
Durum tespiti ve analiz faaliyetlerinin karsilikl etkilesimi, incelenen dort ana odak alanindan
herhangi birini iceren gerekli diizenleme ve degisiklikleri miimkiin kilmaktadir. Tiim programa
iligkin kararlar alinmadan 6nce var olan odak alanlarina iligkin programin iyilestirilmesi i¢in
analiz sonuglarinin raporlanmasi beklenmelidir. Sistematik bir siirecin degeri, yapilan
degisikliklerin kapsami degil, tiim ana alanlarin ayr ayr analiz edilmesi ve daha sonra birlikte
analiz edilmesidir. Programin miimkiin oldugu kadar etkili oldugundan emin olmak i¢in,
biiytik degisiklikler gerektiginde veya yeni programlar gelistirildiginde, bu birikimli
(kiimiilatif) olarak ilerleyen gelistirme yaklasimi gerekli degisikliklerin zaman igine
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dagitilmasina ve her 6nemli degisikligin basariy1 arttirma sansinin en yiiksek diizeyde olmasina
yardimci olur.

Tartigma, Yorum ve Oneriler

Bellon ve Handler modelinin nasil ¢alistigina ya da uygulandigina bakacak olursak, dort
temel bilesenin, birtakim analizlerin ve eylem planlarinin kademeli ve birikimli (kiimiilatif) bir
bicimde ise kosuldugu goriilmektedir. Her bir odak alanindaki analiz etkinliklerinin
incelenmesi ile program 6zelliklerinin daha agik bir profili ¢izilir. Bu birikimli olarak ilerleyen
program tasarim siireci ile 6gretim ya da program gelistirmenin herhangi bir tek odak alanina
yonelmesindense tiim odak alanlarinin incelenmesi ve birikimli bir iyilestirme siirecinin
gerceklesmesi gibi biitiinciil bir tasarim yaklagimi ile gerceklestirilmesi vurgusu yapilmistir.
Bellon ve Handler (1982) tarafindan da bahsedildigi iizere bu genel tavsiye ihtiyag
duyuldugunda g6z ard: edilebilir. $6yle ki bu modeli uygulayacak 6gretim tasarimcilar ya da
ogretmenler sorun hissettikleri herhangi bir odak alanina (sadece isleyis ya da degerlendirme
gibi) egilip o alanla ilgili mevcut ve arzu edilen durum arasindaki eksikligi tespit edici ve
¢oziimleyici etkinlikler yapabilirler. Bu acidan bakildiginda modelin esnek bir yapisinin da var
oldugu séylenebilir.

Bellon ve Handler (1982) gelistirdikleri modelin hem bir program gelistirme hem de bir
program degerlendirme modeli oldugunu belirtmislerdir. Ozellikle her bir odak alanina iligkin
mevcut durum ile arzu edilen durum arasindaki farkin tespit edilmesi ile ilgili etkinlikler (veri
toplama ve analiz etkinlikleri) program degerlendirme etkinlikleri olarak kullanilmaya
uygundur. Bir anlamda her bir alandaki eksikligin tespit edilip degerlendirici geribildirim
stireclerinin de ige kosulmasi ile bi¢cimleyici (formatif) bir degerlendirme yapilmasi imkani s6z
konusudur. Ozetle, bu modelin 6gretim tasarim1 ya da program gelistirmenin yam sira bir
program degerlendirme modeli olarak da kullanilmaya uygun oldugu rahatlikla sdylenebilir.
Bellon ve Handler (1982) gelistirdikleri modeli bir program gelistirme modeli olarak
isimlendirmislerdir. Modelin odak alanlara bakildiginda o6zellikle organizasyon gibi daha
kapsamli ve kurumsal temelli bir odak alanin varlign bunu dogrular niteliktedir. Program
gelistirme 6gretim tasarimina gore daha makro boyutta ya da daha kapsamli olarak bir kuruma
ait program gelistirme siireclerini kapsayabilir; fakat, 6gretim tasarimi alan yazindaki ¢ogu
arastirmaci tarafindan daha mikro boyutta degerlendirilen 6gretimin planlanmas: ve 6zellikle
ogrenme siire¢lerinin kilavuzlanmasi olarak goriilen etkinlikler olarak goériilmektedir (Mutlu,
2015; Simsek, 2017). Fakat, makro ya da mikro boyutta ise kosulan gelistirme ve tasarlama
etkinleri uygulamaya iliskin kapsam farkhiliklarin diginda birbirine ¢ok benzer olan
etkinliklerdir. Oyle ki Bellon ve Handler’in (1982) tasarim modelini baz1 aragtirmacilar (Erdem,
1999; Erozan, 2005; Mutlu, 2018) daha mikro boyutta ve ders diizeyinde adapte ederek
kullanmiglardir ve modelin dort temel odak alanini ders diizeyine uyarlayarak ders
kazanimlari, ders igerigi ve materyaller, dersin islenisi ve ders degerlendirmesi olarak
degistirmislerdir. Bu amagla, Bellon ve Handler program gelistirme modeli ders diizeyinde hem
bir 6gretim tasarimi modeli olarak hem de buna ek olarak bir program degerlendirme modeli
olarak kullanima uygundur.

Bellon ve Handler (1982) tarafindan gelistirilen model ulusal alan yazinda daha ¢ok
yabanai dil 6gretiminde kendine yer bulmus olsa da (Erdem, 1999; Erozan, 2005; Mutlu, 2018)
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bu modelin farklh disiplin alanlarina uyarlanabilmesi miimkiindiir. Model hem gelistirme hem
de degerlendirme modeli olarak kullanildiginda bir programi olusturan hedefler, icerik, egitim
durumlan ve degerlendirme gibi temel odak ve inceleme alanlarini icermesi ve her bir alanla
ilgili istenilen ve mevcut durum arasindaki farki arastirmasi ile diger disiplin ve ders
alanlarinda kolaylikla kullanilmaya uygundur. Hem sistematik hem de esnek bir yonii olmasi
sebebiyle model yabanc: dil digindaki diger tiim konu alanlar ile ilgili 6gretim tasarimi ve
program gelistirme faaliyetlerinde kullanilabilir. Bu baglamda, ileride yabanci dil 6gretimi
disinda farkl disiplin alanlarinda bu modeli kullanilmasiyla yapilacak program gelistirme ve
degerlendirme c¢aligmalarina ihtiya¢ duyulmaktadir ve gelecekte yapilacak c¢aligmalarin
belirtilen amaci gerceklestirmek iizere teorik degerlendirme ve karsilastirma ¢aligmalarindan
¢ok uygulama boyutu olan ¢aligmalar olmasi 6nerilmektedir.
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Extended abstract

Introduction

Though the discipline of instructional design has no long historical background, there
have been several attempts investigating the instructional design models in the literature both
through theoretical and research-wise veins (Ibrahim, 2015; Keles, Eriimit, Ozkale, & Aksoy;
Mutlu, 2016). Although some instructional design or curriculum development models have
been frequently investigated in the literature (e.g. Carkhuff & Fisher, 1984; Dick & Carey,
1990; Gagné, Briggs & Wager, 1992; Johson & Foa, 1989 ; Morison, Ross & Kemp, 2004 ; Milano
& Ullius, 1998; Nadler, 1990; Seels & Glasgow, 1990; Smith & Ragan, 2005), there has been a
lack of interest and research into several models. Thus, there is a need to investigate these
neglected models to broaden the perspectives in terms of instructional design theory and
practice. One model of this type that deserves attention is Bellon and Handler’s model and this
model has been generally used for the purposes of foreign language curriculum development
over other discipline areas though the developers of the model have mentioned no subject or
discipline specifity in terms of its uses in practice. Accordingly, this paper aimed to examine
the instructional design model developed by Bellon and Handler (1982) by means of providing
detailed pieces of information concerning the employment of the model and its main elements
and procedures.

Method

A document analysis was conducted by using the main components of a curriculum as
the main units of analyses. It was seen that the main components of a curriculum are already in
line with the components of Bellon and Handler’s curriculum development model concerning
their meanings and uses. Thus, the document analysis was performed in the light of these
components, a) goals, b) organization, c) operations and d) outcomes as the main units of
analyses.

Results

The results concerning the above framework including the four themes showed that
the model encompasses some other procedures or tasks in addition to and in close relation to
the four elements above (see Figure 1 in the text body) That is, Bellon and Handler’s
curriculum development model included the four focus areas of a) goals, b) organization, c)
operations and d) outcomes and also the three main procedures named as analysis activities,
status description and curriculum improvement components.

The focus area entitled as goals is related to the desired outcomes and aims of the
program that should be structured according to the needs of the students or learners. The
second focus area called organization encompasses organization or institution related variables
such as the resources (physical or human resources) and organizational processes mainly
including decision making and planning. The third focal area of investigation, operations, is
related to the “day to day functioning of the program” in Bellon and Handler’s (1982, p. 12)
terms. That is, in this focal area, real implementation of the planned curriculum takes place and
the pre-designed plan (curriculum) is observed in real practice. The final focal point named as
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outcomes includes the assessment practices of the program outcomes that could be both
intended and unintended.

Apart from the above four basic elements in the model, there are three other main
components. The status description refers to an overview of each of the focus areas, program
goals, organization, operations and outcomes, and this overview information is gathered at
every stage of the course design or evaluation process to gain a better current status portrayal of
the program. Following the status portrayals, the evaluative activities for the determination of
the worth and the effectiveness of the program start. Program goals, organization, operations
and outcomes are assessed for their mismatches with the expected program functions. As a
result of the interplay between the current status and analysis activities, some improvements
and adjustments could be offered. These are called as curriculum improvement components.

Discussion, conclusion and recommendations

The investigation into the components and related procedures offered in the model
appear to show that Bellon and Handler’s model is based on the idea of continuous
improvement and feedback for curriculum design. In other words, the improvement is
cumulative in its nature as in each stage of the model and thus the results of earlier analyses are
considered and extended, and a broader perspective is gained on each of the focus areas, and at
the end on the whole program so as to suggest improvements or corrections (Bellon & Handler,
1982).

As is also put forth by Bellon ve Handler (1982), this model, in addition to its being a
curriculum development model, can also be used for curriculum evaluation purposes. In this
vein, the procedures related to the identification of the gaps between the current status and the
expected status (i.e. analysis activities) pertaining to the four focus areas mentioned in the
model appear to fit into the notion of evaluation. Moreover, curriculum development can be
seen as the design and development procedures exerted at a more macro-level, that is, as a
more detailed and institution-based activity including several courses or programs while
instructional design is the planning of teaching and learning activities conducted at a more
micro-level, that is, as one lesson or course-specific activity (Mutlu, 2016, 2018; Simsek, 2017).
In line with this micro-level approach, several researchers have adapted the model to the
course level by changing the four main components as a) course objectives, b) course content
and materials, ¢) course conduct and d) course evaluation Erdem, 1999; Erozan, 2005; Mutlu,
2018), which, in turn, shows that this model can also be used as an instructional design model.
Thus, further studies may use the model for their instructional design purposes not only for
teaching foreign languages but also for teaching other discipline areas.
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