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Proposition of a Translation Course for Foreign Language
Education Programs in Higher Education
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Yiiksekogretimdeki yabanci dil egitimi programlarimin dersleri genel olarak okuma, yazma,
dinleme ve konusma becerilerini ve bu becerilerin alt kazammlarini iceren derslerden
olusturulmustur. Ceviri dersi de, bu derslerden biri olup genel olarak lisans egitiminde
ogrencilere kimi zaman zorunlu kimi zaman se¢meli bir ders olarak sunulmaktadr. Tiirkiye deki
yiiksekogretimde bulunan yabanci diller egitimi programlarimin  Bologna Bilgi Paketi
sistemindeki ¢ceviri derslerinin igerikleri incelendiginde ise cogunlukla metin gevirisine dayali bir
yonteme basvuruldugu ve bu cergevede ogrencilerin kaynak dil ve hedef dile iliskin dil
kullanimlar: ve ¢eviri becerisinin gelistirilmesinin amaclandigr gozlemlenmektedir. Bu amaglar
hem geleneksel dil egitimi acisindan hem de kismi olarak Avrupa Dilleri Ortak Cer¢eve Programi
tarafindan yeterli gibi goriilse de, ¢eviri eyleminin asil iglevi tekrar tartisilarak ceviribilimin
kuramsal ve uygulamali bilgilerinin soz konusu ¢eviri derslerinin igeriklerine dahil edilmesi
gerektigi diistiniilmektedir. Bu ¢alisma ise, yukaridaki diigtinceler baglaminda biinyesinde birden
cok yabanci dil egitimi programi bulunduran Gazi Universitesi ve Hacettepe Universitesi
Bologna Bilgi Paketi sistemindeki ¢eviri derslerine iliskin bilgilerden yola ¢ikarak ¢eviribilime ait
kuramsal ve uygulamali iceriklere sahip bir ¢eviri dersini oneri olarak sunmayr ama¢lamaktadr.
Béylece dgrencilerin ¢eviri eylemlerinin ¢ok yonlii ve kontrollii gelistirilmesinin yam swra

“Almtilama: Ozcan, O. (2022). Yiiksekogretimdeki yabanci diller egitimi programlarma yonelik
bir geviri dersi onerisi. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 1-
32.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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ilerideki mesleki kariyerlerinde ¢eviribilim baglaminda kendilerine bir hazirbulunusluk
saglanmasi ongoriilmektedir.

Anahtar Sozciikler: Yabanci diller egitimi, Ceviri dersi, Ceviri egitimi, Ceviribilim, Miitercim-
Terciimanlik.

ABSTRACT

The courses of foreign language education programs in higher education are generally composed
of courses that include reading, writing, listening and speaking skills and the sub-acquisitions of
these skills. Translation course is one of these courses and it is offered to students in
undergraduate education, sometimes as a compulsory and sometimes as an elective course. When
the content of the translation courses in the Bologna Information Package system of the foreign
language education programs in higher education in Turkey is examined, it is observed that a
method based on text translation is mostly used and that the development of language use and
translation skills of the students regarding the source language and the target language is aimed.
Although these aims are seen as sufficient in terms of traditional language education and
partially by the Common European Framework of Reference for Languages, it is thought that the
main function of the translation act should be discussed again and the theoretical and applied
knowledge of translation studies should be included in the content of the translation courses in
question. In the context of the above considerations, this study aims to propose a translation
course with theoretical and applied content of translation studies, based on the information about
the translation courses in Gazi University and Hacettepe University Bologna Information
Package system, which includes more than one foreign language education program. Thus, in
addition to the versatile and controlled development of the translation activities of the students, it
is foreseen that they will be prepared in the context of translation studies in their future

professional careers.

Keywords: Foreign languages education, Translation course, Translation education, Translation
studies, Translation and interpretation.
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GIRIS

Gerek diinyada gerekse Tiirkiye’de yabanct dil egitimi, egitim disiplinine ait her alan
gibi siirekli kendini giincelleyen ve ¢aga ayak uyduran bir alan olarak ortaya
¢tkmaktadir. Bu alanda calisan arastirmacilar, yabanci dil &grenenlerin ihtiyaglarina
gore yabanci dil egitimindeki dnemli asamalar1 ve yontemleri belirlemektedirler. Ayni
sekilde yiiksekogretimde lisans diizeyindeki yabanci diller egitimi programi
miifredatlar1 da o6grencilerin ihtiyaglarina gore sekillenmektedir. Bu miifredatlardaki
dersler genellikle okuma, yazma, dinleme ve konusma becerilerine ve bu becerilerin alt
kazanimlarina gore olusturulurlar. Daha sonra “dil”i ilgilendiren diger disiplinlere ait
dersler bu miifredatta yer alirlar. Bu derslerin miifredatlarda dgrencilerin kazanimlari
agisindan bir verilis amaci vardir. Ancak bu derslerden biri olan ve bu ¢alismanin da asil
ele aldigi konu olan “geviri dersi”nin yiiksedgretimde yabanci diller egitimi
programlarinda tam olarak neden yer aldifi, iceriginin ne gibi bir standartt olmasi
gerektigi ve 6zellikle ceviribilimin en temel eylemi olan “ceviri”’ye ait bir derste ¢eviri
eyleminin asil iglevinin ne oldugu gibi konularmm tartismaya acik oldugu
diisiiniilmektedir. Bu diisiinceden hareketle ceviri dersinin bir yabanci diller egitimi
programinda yer almasmin nedeni Sorgulanmak istenilirse asagida siralan su sorularla

karsilasmak miimkiindiir: Bir ¢eviri dersi,

e yabanci dil (ikinci dil/ /programdaki hedef dil) egitiminin bir yontemi olarak
ogrenciye dili (daha ¢ok dilbilgisi odakli dil yapisini) geviri yoluyla dgretmek,

e {grencinin geviri becerisini gelistirmek,

e Ogrenciye geviri eyleminin yabanci dil egitiminde yerini vurgulamak,

e sadece yazili metin tlirlerine gore geviri ¢calismalar1 yapmak,

o sadece sozIlii materyallere gore geviri ¢aligmalari yapmak,

e ceviribilim baglaminda ¢eviri kuramlar1 ve geviri stratejilerini yiizeysel
ogretmek,

e bir 6gretmen aday1 olan 6grencinin olasi bir miitercim-terciimanlik kariyerinde

hazirbulunuslugunu saglamak iizere mi verilir?
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Ceviri dersinin yabanci diller egitimi programinda verilme nedenine iliskin yukaridaki
sorularm her biri aslinda ¢eviri dersinin genel olarak amacini1 ve 6grenim ¢iktilarina
igaret etmektedir. Bu yiizden, bu nedene iligkin bir cevap aranirsa ve yukardakilerin her
biri bir sik olarak degerlendirilirse, yukarida siralanan nedenlerin hepsinin geviri
dersinin verilme nedenini temsil ettigi ileri siiriilebilir. Yukarida siralanan bu maddelere
ceviri dersinin bilgi paketlerinde ayni anda rastlamak heniiz miimkiin olmadigindan, bu
dersin yabanci diller egitimi programlarinda amacinin, igeriginin ve 6grenim ¢iktilarinin
tartismali oldugu diistiniilmektedir. Dolayisiyla bu ders, dilbigisi-geviri yontemi,
Avrupa Dilleri Ortak Cergeve Programi ve yiizeysel olarak ¢eviribilim gercevesinde ele

almmaya caligilacaktir.
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Dilbilgisi-Ceviri Yontemi, Avrupa Dilleri Ortak Cerceve Programi ve Ceviribilim

Baglaminda Ceviri Dersine Kisa Bir Bakis

Ceviri dersinin icerigi genel olarak degerlendirilirse, yabanci dil egiminin c¢atisini
olusturan dort temel beceriyi dogrudan temel almadig ile karsilasilimaktadir. Daha ¢ok
yapisal dil 6grenimi ve Ogretimi agisindan Onem arz etmektedir. Bir yabanci dil
O0gretmen adayi olan yabanci diller egitimi programi Ogrencisi, genel olarak g¢eviri
dersinde programin temel aldig1 hedef dile iligkin bilgilerini ¢eviri eylemi araciligiyla
pekistirir. Bu pekistirme kimi zaman hedef dilden kaynak dile ya da kaynak dilden
hedef dile ceviri seklinde gerceklesmektedir. Cogu zaman sadece hedef ya da kaynak
dildeki yapisal bilgilere yonelik olan bu dersin temeli dilbilgisi-¢eviri yontemine, diger
bir deyisle geleneksel dil egitimi yontemine dayanmaktadir. Eski zamanlarda Latince
Ogretimi i¢in kullanilan bu yontemdeki temel amag, yazili ¢eviri yoluyla dilbilgisi, daha
dogrusu dil yapis1 6gretimidir. S6z konusu dilbilgisi ve ¢eviri iliskisini Claude Germain
ve Huber Séguin su sekilde aciklar: “Dilbilgisi-ceviri yonteminin agirlik merkezi
dilbigisidir; ¢eviri sadece alistirma ve uygulama bi¢imidir” (1995:16). Christian Puren
icin de geviri bu yontemin oncelikli uygulamasidir (1988:21). O halde bu yontemde
ceviri, hedef dilin yapisim1 yazili olarak deneyimlemede ve 6grenmede bir arag olarak

kullanilmaktadir.

Neredeyse 21. ylizyila kadar aktif olarak yasayan diller egitiminde kullanilan bir dil
egitimi yontemi olan dilbilgisi-¢eviri yontemi kismi olarak alanda yerini korusa da,
iletisimi temel alan dort temel beceri odakli yontemler giiniimiizde 6n plandadir.
Ozellikle Avrupa Dilleri Ortak Cergeve Programi (ADOCP), bu becerileri 6n plana
¢ikararak dil 6greniminde, Ogretiminde ve degerlendirmesinde yabanci dil egitimi
yontemlerini, iceriklerini ve programlarini belirlemede bir referans gorevi gormektedir.
Dolayisiyla giiniimiizde yabanci dil egitiminin hemen hemen her ayrintisina yon veren
Avrupa Dilleri Ortak Cergeve Programi’nda g¢evirinin nasil yer aldigma da bakmak

gerekmektedir.

ik olarak ADOCP’de de dilbilgisel yapinin 6grenmesine iliskin sorularin cevaplarinda

dilbilgisi-¢eviri yontemine rastlanilmaktadir:
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-Dilbilgisel bir yap1 a) nasil analiz edilir, nasil siralanir ve 6grenenlere
nasil sunulur? ve b) bu yap1 6grenciler tarafindan nasil edinilir?

-Hangi ilkeler dogrultusunda ve nasil ikinci dildeki sozciiksel, dilbilgisel
ve edimbilimsel anlam, 6grenenler tarafindan edinilir ya da 6grenenin
dagarciginda bulunan bu gibi donanim ortaya ¢ikarilir?

Ornegin, ana dilden veya ana dile geviri ile, ... (DIAOBM, 2009:143).
Daha sonra bu programda cevirinin roliinii belirtilmek istenirse; ceviri, iletisimsel dil
faaliyetleri altinda sozlii ve yazili olmak {izere araci/arabulucu bir faaliyet olarak ifade
edilir (ADOCP, 2001; 2018; 2020). Bu baglamda 2001 yilinda ilk olarak yayinlanan
programin giincellenmis ve eklemeler yapilmis 2018 ve 2020 metinlerinde ¢evirinin
roliine iligkin, oOzellikle ¢eviri dersinin igerigi ile iliskilendirilebilecek yerlere

deginilmeye ¢aligilacaktir.

2001 yilindaki metinde, dil 6grenenin/kullanicisinin farkli diller konusan ve birbirini
anlamayan kisiler arasindaki iletisimi saglayan arabulucular seklinde tanimlanir ve
ozellikle sozli ve yazili cevirinin arabulucu faaliyetlere 6rnek oldugu belirtilir

(ADOCP, 2001:87).

Tablo 1. 2001 Avrupa Dilleri Ortak Cergeve Programindaki Arabulucu Faaliyetlerdeki
Ceviriye Iliskin Bilgiler

Sozlii Arabuluculuk

Yazih Arabuluculuk

-Simultane geviri (konferanslar,
toplantilar, resmi konugmalar, vs.);
-Ardil ¢eviri (karsilama konusmalari,
turlara rehberlik, vs.);

-Resmi olmayan c¢eviri: Kendi iilkesine
gelen yabanci ziyaretgiler; yurtdiginda
olan anadil konusanlari; arkadaglar, aile,
miivekkiller, misafirler, vs. i¢in sosyal ve
insanlar  aras1  durumlar; isaretler,
meniiler, ilanlar, vs.

-Tam (sozcligi sozciigiine) ceviri (Orn.
sozlesme, hukuki ve bilimsel metinler,
Vs.);

-Yazimnsal cevirisi (romanlar, drama, siir,
opera vs.);

-Dil 2 veya Dil 1 ve Dil 2 arasinda ana
fikri  Ozetlemek (gazete ve dergi
makaleleri);

-Agimlama (yasayr bilmeyen kisiler icin
Ozellestirilmig metinler vs.).

(DIAOBM, 2009:83-84)

Tablo 1, 2001 yilindaki temel ¢ergeve olan programdaki ¢eviri durumunu isaret etmekte

ve ¢eviriyi yazili ve sozlii arabuluculuk olarak iki sekilde ele almaktadir. Buna ek olarak



Ozcan 7

arabulucu stratejiler bagliginda da dil kullanicisimin/6grenenin ¢eviri siirecine iligkin

yontemler sunulmaktadir (ADOCP, 2001:87-88).

2018 ve 2020 yillarindaki ek agiklamalar igeren metinlere bakildiginda ise ¢evirinin
yine arabulucu faaliyetler baslig1 altinda ele alindigiyla karsilasilsa da, bu kez buna ek
olarak bir metne arabuluculuk etme alt baslig1 acilarak yazili bir metni sézlii ve yazili
olarak ¢evirme seklinde verilmistir ve anahtar islevleriyle asagidaki tabloda da

belirtilmeye ¢aligilmustir.

Tablo 2. Avrupa Dilleri Ortak Cergeve Programi 2018 ve 2020 Ek Metinlerindeki
Arabulucu Faaliyetlerdeki Ceviriye Iliskin Bilgiler

Bir Metne Arabuluculuk Etme
Yazih Bir Metni Cevirme
Sozlii olarak yazili bir metni ¢cevirme  Yazih olarak yazili bir metni ¢cevirme

-Kaba taslak, yaklagik bir ¢eviri -Cevirinin anlagilirligy,

saglama, -Hedef dildeki ilgili kurallari izleyen
-Ana bilgiyi yakalama, metnin aksine, kaynak bigimlerin ve
-Farkliliklar1 yakalama (daha ileri yapinin ¢eviriyi ne dl¢lide (fazla)
seviyeler i¢in). etkiledigi,

-Kaynak dilde farkliliklar1 yakalama.

(ADOCP, 2018:113; 2020:102).

Tablo 2, arabulucu faaliyet olarak g¢eviri ¢aligmalarinda dil kullanicisinin/dgrenenin
s0zlii ve yazili olarak yazili bir metni ¢evirmede uygulanan anahtar islevleri temsil
etmektedir. ADOCP’nin 2001 metnine nazaran, 2018 ve 2020 metinlerinde dil
seviyelerine gore yazili ve sozli ¢eviri kullanimi/6grenimi asamalart 6n plana
¢tkmaktadir. Ayrica arabulucu faaliyetlere iliskin iletisim ve isbirligi gibi eylemlerde
sosyal ve kiiltiirel siiregler de 6nem arz etmekte olup, dili kullanan/6grenen sosyal bir
aktor olarak tanimlanir. Son olarak bu iki metinde bu caligmanin ¢ikis noktasinin bir
kismin1 olusturan ceviribilime, 6zellikle miitercim ve terciimanlik konularina génderme

yapilmaktadir:

Bu Dbolimde sunulan acgiklayict  tanimlayicilarin - profesyonel
miitercimlerin ve terciimanlarin yetkinliklerini tanimlamaya yonelik
olmadigimmin  altin1  ¢izmek de Onemlidir. Tanimlayicilar, bir
kullanicinin/6grencinin bu alanda resmi olmayan giinliitk durumlarda neler
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yapabilecegini diisiinerek dil yeterliliklerine odaklanir. Miitercim-

terclimanlik yetkinlikleri ve stratejileri tamamen farkli bir alandir

(ADOCP, 2018:107; 2020:92-93).
Yabanci dil kullaniminda/6greniminde ¢eviri eyleminin bu programinda siniri
belirlemek amaciyla ¢eviribilim kuram ve stratejilerine dolayli yoldan deginilmis ve
geviri eyleminin miitercim-tercimanlik programinda oldugu gibi algilaniimamasi
gerektigi belirtilmigtir. Bu durumun giincel metinlerde acgiklanmasinin nedeni
ceviribilim alaninin yapilan ¢aligmalar ve gelismeler sayesinde ozellikle 21. yiizyilda
ozerkligini daha da kuvvetlendirmesinden kaynaklandig1 diisiiniilmektedir. Ceviribilim
kuramlar1 ve stratejileri acisindan bu ders miifredatta degerlendirilecek olursa, aym
miifredatta yer alan edebiyat derslerinde kimi okuma, okudugunu anlama ve konusma
gibi alistirmalarda kullanilan metinlerin bagli oldugu edebi akimlara nasil deginiliyorsa,
ceviri dersinde ilgili ¢eviri kuram ve stratejilerini deginilmesinin olagan oldugu ileri

surtilebilir.

Yiiksekogretimdeki yabanci diller egitimi programinda yer alan ¢eviri dersi, igeriginin
temeli oldugu ya da olmasi gerektigi diisiiniilen dilbilgisi-¢eviri yontemi, Avrupa Dilleri
Ortak Cerceve Programi ve ceviribilim baglaminda kisaca tartisilmaya calisiimistir.
Ancak dersin halen bir Ol¢iinii olmadigi gibi, tam olarak neden verildigi ya da
giinlimiizde nasil igeriklere sahip olmasi gerektigi gibi sorular giincelligini

korumaktadir.
Calismanin amaci

Yiiksekogretimde yabanct diller egitimi programlarinda verilen ceviribilimin en temel
eylemi olan “geviri”nin temel alindig1 ¢eviri dersindeki g¢eviri eyleminin asil iglevini
tartigarak biinyesinde birden ¢ok yabanci dil egitimi programi bulunduran Gazi
Universitesi ve Hacettepe Universitesi Yabanci Diller Egitimi Programlarinda yer alan
ceviri derslerinin bilgi paketlerine iliskin bulgulardan hareketle programda 6grenim
goren Ogretmen adaylarina dilbilgisi-ceviri yontemi, Avrupa Dilleri Ortak Cergeve
Program ve ¢eviribilim baglaminda kuramsal ve uygulamal bilgiler iceren bir ¢eviri

dersi sunmak amaglanmaktadir. Bu c¢alisma ayni zamanda Ogrencilerin geviri
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becerilerinin ¢ok yonlii ve kontrollii gelistirilmesini ve ilerideki olasi bir miitercim-
terclimanlik kariyeri baglaminda kendilerine bir hazirbulunusluk saglama amaci da
tagimaktadir. Bir taslak Oneri ders amaci tagiyan bu g¢alisma, adi {izerinde bir taslak
oneri niteliginde olup ceviri dersinin yabanci diller egitimi programindaki islevini

tartismaya acmay1 da hedeflemektedir.
YONTEM

Gazi Universitesi Gazi Egitim Fakiiltesi Yabanci Diller Egitimi Boliimiinde yer alan
Almanca, Arapga, Fransizca ve Ingilizce Ogretmenligi programlarinda; Hacettepe
Universitesi Egitim Fakiiltesi Yabanci Diller Egitimi Boliimliinde yer alan Alman,
Fransiz ve Ingiliz Dili Ogretmenligi programlarinda yer alan geviri derslerinin bilgi
paketlerindeki geviri dersinin adi, verildigi donem, tiirli, saati, bigimi, amaci, icerigi,
ogrenim ¢iktilari, ders konular1 gibi verilere ulasilacaktir. Tablolar halinde yer alacak
verilere iliskin bulgular; dilbilgisi-geviri yontemi, ADOCP ve ¢evirilim baglaminda
yorumlanacaktir. Daha sonrasinda bulgulardan hareketle, giris boliimiinde deginilen
konular1 kapsayici, 6zellikle ¢eviribilimin hem yazili hem sozlii kuramsal ve uygulama

bilgileriyle bir taslak ¢eviri dersi dnerisi sunulacaktir.
Verilerin Toplanmasi

Veriler, tarama yontemiyle ¢evrim i¢i ulasilabilen Gazi Universitesi Gazi Egitim
Fakiiltesi Yabanci Diller Egitimi Boliimiinde yer alan Almanca, Arapga, Fransizca ve
Ingilizce Ogretmenligi programlarinda; Hacettepe Universitesi Egitim Fakiiltesi
Yabanc1 Diller Egitimi Béliimlinde yer alan Alman, Fransiz ve ingiliz Dili
Ogretmenligi programlarinda yer alan ceviri derslerinin bilgi paketlerindeki igeriklerden

elde edilmistir.
Etik Kurullara Uygunluk

Bilimsel etik ilkelerine ve kurallarina uyulan bu c¢alismada, ozellikle segilen

tniversitelerin erigilebilir ¢evrim i¢i bilgi paketlerinde yer alan ders igeriklerinin tarama
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ve inceleme yontemleri kullanarak degerlendirilmesi s6z konusu oldugundan, herhangi

bir etik kurul iznine gerek duyulmamustir.
BULGULAR

Gazi Universitesi Gazi Egitim Fakiiltesi Yabanci Diller Egitimi Boliimii Almanca,
Arapga, Fransizca ve Ingilizce Ogretmenligi programlarinin ve Hacettepe Universitesi
Egitim Fakiiltesi Yabanci Diller Egitimi Bolimii Alman, Fransiz ve Ingiliz Dili
Ogretmenligi programlarmin bilgi paketlerinde yer alan geviri derslerinin adi, verildigi
tablolar halinde gosterilerek bulgulara ulasilip kisaca yorumlanacaktir. Ozellikle ders
konular1 bagligi, bilgi paketinde oldugu gibi vermek yerine genel olarak 6zeti yapilarak
belirtilecektir. Tablolar ayn1 programlara gore olusturulacak olup, bilgi paketlerindeki
bilgilere gore yorumlamalar ve degerlendirmeler yapilacaktir. Bilgi paketlerinde yer
alan ceviri dersine iliskin detaylarin hepsinin ¢ok degerli oldugunun ve onerilecek

dersin gercevesini olusturmada katkilarinin oldugunun alt1 ¢izilmektedir.
Almanca Ogretmenligi/Alman Dili Ogretmenligi Program

Gazi Universitesi Bilgi Paketine gére Almaca Ogretmenligi miifredatinda ceviri dersi
bulunmamaktadir. Bu baslikta sadece Hacettepe Universitesi Alman Dili Ogretmenligi

miifredatinda yer alan ¢eviri dersinin detaylari verilecektir.

Tablo 3. Hacettepe Universitesi Alman Dili Ogretmenligi Programindaki Ceviri

Derslerine Iliskin Bilgiler

Dersin Verildigi Yariyll ve Ad1  1.Yariyil 1.Yariyil

Almanca Tiirkge Ceviri' Tiirkce Almanca Ceviri*
Dersin Tiirii / Saati / T+U Se¢meli/2/T Se¢meli/2/T

Ceviri yontemlerinin Ceviri yontemlerinin

Thttps://bilsis.hacettepe.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=440&
curSunit=783#
thttps://bilsis.hacettepe.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=440&
curSunit=783#
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Dersin Amaci

ve tekniklerinin
tanitilmasi; geviri
stirecinde dil bilgisel
yap1 ve baglam
iligkisinin incelenmesi,
Giincel konularda
yazilmis Almanca
metinlerin Tiirkceye
cevirisinin yapilmasi;
Tiirk¢e ve Almanca
dillerinin kendine 6zgii
ozelliklerinden
hareketle ¢evirilerin
uygunlugunun
tartigilmast;

Cevirinin yabanci dil
ogretimindeki roliiniin
degerlendirilmesi.

ve tekniklerinin
tanitilmast; ¢eviri
siirecinde dil bilgisel
yap1 ve baglam
iligkisinin incelenmesi;
Gtincel konularda
yazilmis Tiirkce
metinlerin Almancaya
cevirisinin yapilmasi;
Tiirkge ve Almanca
dillerinin kendine 6zgii
ozelliklerinden
hareketle ¢evirilerin
uygunlugunun
tartigilmast;

Cevirinin yabanci dil
ogretimindeki roliiniin
degerlendirilmesi.

Dersin Icerigi

Ceviri teknikleri;
Ceviri yontemleri;
Ceviri ve dil yapilari;
Giincel, teknik ve
edebi metinler.

Ceviri teknikleri;
Ceviri yontemleri;
Ceviri ve dil yapilari;
Ceviri ve hedef grubu;
Farkli metinler.

Dersin Ogrenim Ciktilari

Dil 6gretiminde
gevirinin yerini ve
O6nemini kavrar,

Ceviri siirecinde dil
bilgisel yap1 ve baglam
iligkisini inceler,
Almanca gazete ve
bilimsel dergilerden
secilen giincel icerikli
metinleri ve makaleleri
yap1 ve anlam
esdegerliligini dikkate
alarak Tiirkceye
gevirir,

Almanca teknik igerikli
metinleri Tiirkceye
gevirir,

Almanca edebi
metinleri Tiirkgeye
gevirir.

Dil 6gretiminde
¢evirinin yerini ve
O6nemini kavrar,
Ceviri metinlerinin
degerlendirilmesinde
kullanilan kriterleri
agiklar,
Tiirk¢e/Almanca
gazete ve bilimsel
dergilerden segilen
giincel icerikli
metinleri ve makaleleri
yap1 ve anlam
esdegerliligini dikkate
alarak Almancaya
Gevirir.

Ceviri yontem ve

Kuramsal ceviri bilgisi,
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tekniklerinin tanitim, ¢evirmen Ozellikleri,

Dersin Genel Konularinin yazili ¢eviri metin kiiltiirel faktorler,
Odag tiirleri odakli geviri kaynak dil yapist,
caligmalari. yazili ¢eviri metin
tiirleri odakl1 ¢eviri
caligmalari.

Hacettepe Universitesi Alman Dili Ogretmenligi programmna iliskin bilgi paketi
incelendiginde birinci yariyil verilen Almanca-Tiirk¢e ve Tiirk¢e-Almanca olmak iizere
iki geviri dersi ile karsilasilmaktadir. Her iki derste yazili ¢eviri galismalar1 agirlikta
olup dilbilgisi-geviri yontemine iliskin dil yapisi bilgisinin 6gretimi 6n plandadir.
Ayrica ilgili metinlerin geviri siirecinde metnin baglaminin ve cevirinin yabanci dil
ogretimindeki roliiniin 6nemine deginilmektedir. Her iki derste ¢eviriye iliskin yontem
ve teknikler verilirken, Tiirk¢e-Almanca ¢eviri dersinde kuramsal bilgiler, ¢cevirmenin

ozellikleri ve c¢eviride kiiltiirel faktorler gibi konular 6grenciye sunulmaktadir.
Arapca Ogretmenligi Program

Hacettepe Universitesinde Arapgaya iliskin bir dil egitimi programi olmadigindan bu
baslikta sadece Gazi Universitesi Arapga Ogretmenligi programi miifredatindaki ¢eviri

derslerine iliskin bilgiler iki tablo seklinde verilecektir.

Tablo 4. Gazi Universitesi Arapga Ogretmenligi Programindaki Ceviri Derslerine
Mliskin Bilgiler 1

Dersin Verildigi Yariyll 3.Yartyil 4. Yariyil
ve Adi Arapga-Tiirkce Ceviri 15 Arapga-Tiirkge Ceviri 2™
Dersin Tiirii / Saati / Zorunlu/2/T Zorunlu/2/T
T+U
Arapcadan Tiirkceye Arapcadan Tiirkgeye farkl
haber niteligindeki tiirdeki metinleri cevirir.
metinleri gevirir. Farkli tiirdeki metinleri ¢eviri
Dersin Amaci Haber niteligindeki amagli analiz eder.
metinleri geviri amagl Ceviri stratejilerini kullanir.
analiz eder. Cevrilebilirlik ve

Shttps://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSunit
=56868759#

“*https://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSuni
t=56868759#
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Ceviri stratejilerinin
farkinda olur.
Cevirinin 6nemini
kavrar.

¢evrilemezlik sorunlarini
tartigir.

Dersin Icerigi

Basta haber g¢evirisi
olmak {izere temel
diizeyde kontrollii ¢eviri
uygulamalari, bu
uygulamalar iizerinden
ogrencilere kuramsal
¢ikarimlar yaptirma,
Ogrencilerin kendi ¢eviri
iriinlerini
degerlendirmelerini
saglama, Ciimle
diizeyinden metin
diizeyine dogru
ogrencilerin sozciik
dagarcigini da artirarak
cesitli temalarda haber
diizeyinde ¢eviriler
yaptirma ve yapilan
cevirileri birlikte
degerlendirme, bu
degerlendirmeler
tizerinden temel diizeyde
¢eviribilim kavramlarint

Arapga-Tiirk¢e Ceviri-I
dersinin devamu.

Haber disindaki farkl
tiirlerden (belgeler, ticari
metinler, hukuk metinleri,
teknik metinler, edebi metinler
vb.) kaynak metinlerinin
gevirisi, ¢evirilerin
degerlendirilmesi, bir kaynak
metninin farkli ¢evirilerinin ne
derece miimkiin oldugunu
tartisma, ¢eviri
uygulamalarindan yola ¢ikarak
ogrencilerde geviri
farkindalig1 olusturma.

Dersin Ogrenim

tartigma.

Haber metinlerini Farkli tiirdeki metinleri
Arapcadan Tiirkgeye Tiirkgeden Arapgaya cevirir.
gevirir. Yapilmis olan gevirilerin

Yapilmis olan gevirileri
karsilagtirir

kalitesini degerlendirir.
Cevirmen segimlerini

Ciktilar: Ceviri stratejilerinin degerlendirir.
farkinda olur. Cevirmenin goriinirligini
Uygulamalar yoluyla hedef metinler {izerinden
ceviri ile ilgili kuramsal  tartigir.
¢ikarimlar yapar. Uygulamalar yoluyla geviri ile
ilgili kuramsal ¢ikarimlar
yapar.
Dersin Genel Hedef-kaynak dil genel Yazili metin tiirlerine gore

Konularimin Odag

yapilari, haber metni
cevirisi ¢aligmalari.

ceviri ¢aligmast, sozli geviri
kavramlar1 ve uygulamalari.




Yiiksekogretimdeki Yabanci Diller Egitimi Programlarna... 14

Tablo 5. Gazi Universitesi Arapga Ogretmenligi Programindaki Ceviri Derslerine

[liskin Bilgiler 2

Dersin Verildigi Yariyil
ve Ad1

5.Yariyil
Tiirkge-Arapga Ceviri 171

6.Yariyil
Tiirkge-Arapga Ceviri 2

Dersin Tiirii / Saati /
T+U

Zorunlu/2/T

Zorunlu/2/T

Dersin Amaci

Tiirkgeden Arapcaya
haber niteligindeki
metinleri gevirir.

Haber niteligindeki
metinleri ¢eviri amagl
analiz eder.

Ceviri stratejilerinin
farkinda olur.

Cevirinin 6nemini kavrar.

Tiirkgeden Arapcaya
farkl tiirdeki metinleri
gevirir.

Farkli tiirdeki metinleri
ceviri amacl analiz eder.
Ceviri stratejilerini
kullanir.

Cevrilebilirlik ve
¢evrilemezlik sorunlarini
tartisir.

Dersin Icerigi

Basta haber ¢evirisi olmak
iizere temel diizeyde
kontrollii ¢eviri
uygulamalari, bu
uygulamalar iizerinden
ogrencilere kuramsal
¢ikarimlar yaptirma,
Ogrencilerin kendi geviri
iriinlerini
degerlendirmelerini
saglama, Ciimle
diizeyinden metin
diizeyine dogru
ogrencilerin sdzciik
dagarcigini da artirarak
¢esitli temalarda haber
diizeyinde ¢eviriler
yaptirma ve yapilan
cevirileri birlikte
degerlendirme, bu
degerlendirmeler
iizerinden temel diizeyde

Tiirkge-Arapga Ceviri-I
dersinin devami.

Haber disindaki farkl
tirlerden (belgeler, ticari
metinler, hukuk metinleri,
teknik metinler, edebi
metinler vb.)

kaynak metinlerinin
gevirisi, ¢evirilerin
degerlendirilmesi, bir
kaynak metninin farkli
cevirilerinin ne derece
miimkiin oldugunu
tartigma, ¢eviri
uygulamalarindan yola
cikarak 6grencilerde geviri
farkindalig1 olusturma.

Thttps://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSuni

t=56868759#

thttps://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSuni

t=56868759#
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¢eviribilim kavramlarini

Dersin Ogrenim

tartigma.

Haber metinlerini Farkl tiirdeki metinleri
Tiirkgeden Arapcaya Tiirkgeden Arapgaya
gevirir. gevirir.

Yapilmis olan gevirileri

Yapilmis olan gevirilerin

Ciktilan karsilastirir kalitesini degerlendirir.
Ceviri stratejilerinin Cevirmen secimlerini
farkinda olur. degerlendirir.
Uygulamalar yoluyla Cevirmenin
ceviri ile ilgili kuramsal goriiniirligiinii hedef
¢ikarimlar yapar. metinler iizerinden tartigir.

Uygulamalar yoluyla
ceviri ile ilgili kuramsal
cikarimlar yapar.

Dersin Genel Haber aktarma fiilleri, Tletisim ve kiiltiir

Konularimn Odag

haber metni ¢evirisi
caligmalari.

baglaminda ¢eviri, yazili
metin tiirlerine gore geviri
caligmasi, sozlii ¢eviri
kavramlar1 ve
uygulamalari.

Yukarida tablo 4 ve 5, Gazi Universitesi Arap¢a Ogretmenligi programi bilgi paketinde
yer alan ¢eviri derslerini temsil etmektedir. Bu programda, tgilincii ve dordiincii
yartyilda Arapga-Tiirkge ¢eviri dersleri; besinci ve altinct yartyilda Tirkge-Arapca
geviri dersleri olmak tizere ¢eviri derslerinin dort yarnyila yayildigi ile
karsilagilmaktadir. Her dort donemde haber metinlerinin ve diger yazili metin tiirlerinin
kullanildig1 ve geviri uygulamalarmin bu metinler baglaminda verilmeye ¢alisildig:
gozlemlenmektedir. Ceviri kuramlar1 ve stratejilerine ¢eviri uygulamarinda yer
verilmektedir. Ayrica ¢cok yonlii ¢eviri incelemesine dnem veren igeriklere sahip olan bu
derslerde iletisim ve kiiltiir kavramlar1 dikkate alinmaktadir. Yazili ve sozli geviri
uygulamalarina rastlanilan bu derslerde, s6zlii ¢eviriye iliskin bilgiler daha ¢ok derslerin
ikincisinin sonlarina dogru yer almaktadir. Dort doneme yayilmis bu derslerde daha ¢ok

¢eviribilimin izlerinin goériildiigii ileri siirtilebilir.
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Fransizca Ogretmenligi/Fransiz Dili Ogretmenligi Programi

Gazi Universitesi Fransizca Ogretmenligi ve Hacettepe Universitesi Fransiz Dili

Ogretmenligi programlari miifredatlarinda yer alan geviri derslerine iliskin bilgiler

asagida tablolar halinde verilmistir.

Tablo 6. Gazi Universitesi Fransizca Ogretmenligi Programindaki Ceviri Dersine

[liskin Bilgiler

Dersin Verildigi Yariyil
ve Ad1

5.Yaryil
Fransizca-Tiirk¢e Ceviri®®

6.Yaryil
Tiirkge-Fransizca Ceviri™

Dersin Tiirii / Saati /
T+U

Zorunlu/2/T

Zorunlu/2/T

Dersin Amaci

Giinliik konularda
Fransizca metinlerin
Tiirkgeye ¢evrilmesi
aligtirmalar1 ve

degerlendirme yontemleri.

Degisik tiir ve diizeylerde
Tiirkge 6zgiin metinleri
Fransizcaya gevirme.

Dersin icerigi

Degisik tiir ve diizeylerde
Fransizca 6zgiin metinleri
Tiirkgeye cevirme,
Dil-kiiltiir iliskisini
irdeleme,

Farkli ¢eviri
yaklagimlarini tartigma ve

Degisik tiir ve diizeylerde
Tiirkge 6zgiin metinleri
Fransizcaya cevirme,
Dillerin yapisal ve kiiltiirel
farkliliklarindan
kaynaklanan geviri
gligliiklerini tartisma ve

Dersin Ogrenim
Ciktilar

degerlendirme. degerlendirme.
Dil 6gretiminde ¢evirinin ~ Dil 6gretiminde ¢evirinin
yeri, yeri,

Giinliik konularda
Fransizca metinlerin
Tiirkgeye ¢evrilmesi
aligtirmalar1 ve
degerlendirme yontemleri,
Ceyviri yetisinin yani sira
Fransizcanin ciimle
yapisinin pekistirilmesi,
Ceviri yaklasimlari,
Ceviri yetisi.

Ceviri yaklagimlari,
Giinliik konularda Tiirkge
metinlerin Fransizcaya
cevrilmesi alistirmalari ve
degerlendirme yontemleri,
Ceviri yetisinin yani sira
Tiirkge ve Fransizcanin
climle yapisinin
pekistirilmesi,

Ceviri yetisi.

§§https://obs.gazi.edu.tr/oibs/bologna/index.aspx?Iang:tr&curOp:showPau:&curUnitzOS&curSunit:S

67676#

kK|

nit=567676#

https://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSu
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Dersin Genel
Konularimin Odag

Giincel metinler
cergevesinde yazili ¢eviri
caligmalari.

Giincel metinler
cergevesinde yazili ¢eviri
caligsmalari.

Gazi Universitesi Fransizca Ogretmenligi programindaki ceviri dersleri, besinci
donemde Fransizca-Tiirkge ¢eviri ve altinct donemde Tiirk¢e-Fransizca ¢eviri olarak
miifredatta yer almaktadir. Bu derslerde giindeme iliskin gilincel metinler ¢ergevesinde
yazili geviri odakli uygulamalar, dil egitiminde ¢evirinin rolii konusu ve dilbilgisi-¢eviri
yontemine iliskin dil yapis1 6gretimi ¢aligmalari ile karsilasiimaktadir. Dil ile kiiltiir

iligkisine 6nem verilen bu derslerde, ¢evirinin kuramsal yoniinii olusturan yontemler ve

yaklagimlarla ¢eviri ¢aligmalart da yapilmaktadir.

Tablo 7. Hacettepe Universitesi Fransiz Dili Ogretmenligi Programindaki Ceviri

Dersine liskin Bilgiler

Dersin Verildigi Yariyil
ve Adi

5.Yaryil
Fransizca-Tiirk¢e Cevirif

6.Yarryil
Tiirkce-Fransizca Cevirittt

Dersin Tiirii / Saati /
T+U

Zorunlu/2/T

Zorunlu/2/T

Dersin Amaci

Bu dersin amaci, 6zgilin
Fransizca metinleri
Tiirkceye ¢evirmeyi
Ogretmektir.

Bu dersin amaci, degisik
tiir ve diizeylerde Tiirkce
0zgiin metinleri
Fransizcaya ¢evirmek,
dillerin yapisal ve kiiltiirel
farkliliklarindan
kaynaklanan geviri
giicliiklerini tartigsmak ve
degerlendirmektir.

Dersin Icerigi

Degisik tiir ve diizeylerde
Fransizca 6zgiin metinleri
Tiirkgeye ¢evirme.
Dil-kiiltiir iliskisini
irdeleme.

Farkli ¢eviri
yaklagimlarini tartigma ve
degerlendirme.

Degisik tiir ve diizeylerde
Tiirkce 6zgiin metinleri
Fransizcaya ¢evirme; dil-
kiiltiir iligkisini irdeleme;
farkli geviri yaklagimlarini
tartisma ve degerlendirme.

Iki ayr1 dilin isleyis

Tiirkge ve Fransizca

thttps://bilsis.hacettepe.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=440

&curSunit=784#

thttps://bilsis.hacettepe.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=440

&curSunit=784#
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bic¢imlerini tanir. climlelerin 6gelerini ayirt

Iki dildeki kiiltiir 6gelerini  eder.

O0grenme-ogretme Tiirk¢e metinlerdeki

stirecinde etkili olarak yapilar1 Fransizcayla

kullanr. karsilastirir.

Ana dilini ve 6grendigi Tiirk¢eden Fransizcaya
Dersin Ogrenim yabanci dili bilingli bir ceviri yapabilir.
Ciktilar: bakis acistyla Tiirk¢eden Fransizcaya

degerlendirir. ¢evrilen metinleri

Degisik tiir ve dil degerlendirir.

diizeyinde Fransizca
0zgiin metinleri Tiirkceye
cevirebilecek uygun
yontem ve teknikleri
gelistirir.

Belli sozciik, terim ve dil
yapilarint dogru bigimde
kullanur.

Fransizcadan Tiirkgeye
¢evrilen metinleri

degerlendirir.
Dersin Genel Genel geviriye giris, Kaynak-hedef dil
Konularmin Odagi kaynak-hedef dil olgusu, yapilarinimn
yazili ¢eviri metin tiirleri kargilagtirilmasi ve
odakli geviri ¢aligmalart. birbirlerine aktarimi,

yazili ¢eviri metin tiirleri
odakli ¢eviri ¢aligmalart.

Hacettepe Universitesi Fransiz Dili Ogretmenligi programindaki geviri dersleri, besinci
donemde Fransizca-Tiirkge ¢eviri ve altinct donemde Tiirk¢e-Fransizca ¢eviri olarak
miifredatta yer almaktadir. Kaynak ve hedef dile iligkin yapisal bilgiler baglaminda
yazili geviri calismalar1 yer almaktadir. Dilbilgisi-ceviri yontemi iliskin uygulamalarin
yani sira dil ve kiiltiir iligkisinin 6nemini vurgulayan ¢alismalara rastlanilmaktadir. Bu
gergevede yapilan ¢eviri uygulamalariyla ¢eviri yontemi ve tekniklerine

deginilmektedir.
Ingilizce Ogretmenligi/ingiliz Dili Ogretmenligi Program

Gazi Universitesi Ingilizce Ogretmenligi ve Hacettepe Universitesi Ingiliz Dili
Ogretmenligi programlari miifredatlarinda yer alan ceviri derslerine iliskin bilgiler

asagida tablolar halinde verilmistir.
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Tablo 8. Gazi Universitesi Ingilizce Ogretmenligi ve Hacettepe Universitesi Ingiliz Dili

Ogretmenligi Programlarindaki Ceviri Derslerine Iliskin Bilgiler

Gazi Universitesi
Ingilizce Ogretmenligi

Hacettepe Upiversitesi
Ingiliz Dili Ogretmenligi

Dersin Verildigi Yariyll ve  7.Yariyil 7. Yariyl

Adi Ceviri®¥ Ceviri™™

Dersin Tiirii / Saati / T+U Zorunlu/3/T Zorunlu/3/T
Dersin Amaci Ceviri hakkinda genel Dersin amact ¢cagdas

bir bilgi sahibi olmak.

¢eviri kuram ve
kavramlarini tanitmak
ve bunlardan yola
¢ikarak degisik metin
cevirileri araciligryla
geviri sorunlari ve
Ingilizce-Tiirkge
arasindaki benzerlik ve
ayrimlar konusunda
ogrencilerin duyarligint
arttirmaktir.

Dersin Icerigi

Bu dersi alan 6grenci
ceviri konusunda genel
bir misyon sahibi olur.

$§Shttps://obs.gazi.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=05&curSu

nit=56565756#

Kk

0&curSunit=785#

https://bilsis.hacettepe.edu.tr/oibs/bologna/index.aspx?lang=tr&curOp=showPac&curUnit=44



Yiiksekogretimdeki Yabanci Diller Egitimi Programlarna...

20

Dersin Ogrenim Ciktilari

Bu dersi tamamlayan
ogrenciler ¢esitli
Ingilizce metinleri
Tiirkgeye cevirebilir,
Yazili metnin tiiriine
gore ne tiir bir ¢eviri
yaklagimi kullanmast
gerektigini bilir,
Ingilizce ve Tiirkge
olarak yazilmig
metinleri inceleyip,
bagskalari tarafindan
yapilmis gevirileri
degerlendirebilir.

Ogrenci bu dersin
sonunda, temel geviri
kuram ve kavramlarinin
ogrenecek,
Ingilizce-Tiirkge
arasindaki yapisal ayrim
ve benzerlikler
konusunda biling ve
duyarlik kazanacak,
Ceviride yap1 diizlemi
otesindeki konularmn
(anlam, edim, bigem
vb.) ayirt edecek,
Ceviri kuramlarini ve
hangi ¢eviri kuraminin
hangi metinlere
uygulayabilecegini
bilecek,

Ingilizce egitimi
alanindaki gevirilerde
gerekli dilbilgisi
kurallarin ve terimleri
bilecek hale gelecektir.

Dersin Genel Konularinin

Odag

Ceviri yaklagimlarina
yonelik bir giris, yazili
metin odakli ¢eviri.

Ceviriye kuramsal bir
girig ve gevirinin iglevi,
kaynak-hedef dil
yapilar1 odaklr iki yonlii
yazili geviri ¢aligmalari.

Gazi Universitesi Ingilizce Ogretmenligi ve Hacettepe Universitesi Ingiliz Dili

Ogretmenligi bilgi paketlerinde bulunan geviri dersi yedinci yariyilda miifredatta tek

geviri dersi olarak verilmektedir. Dersin baghiginda hangi dilden hangi dile uygulama

yapilacagi belirtilmese de, derslerin igeriginin iki dile yonelik ¢aligmalari kapsadigi ileri

siiriilebilir. Gazi Universitesi Ingilizce Ogretmenligi programindaki ceviri dersinde

geviri eylemine genel bir bakig sergilenmekte olup geviri yaklagimlari g¢ergevesinde

yazili metin odakli ceviri uygulamalariyla karsilasilmaktadir. Hacettepe Universitesi

Ingiliz Dili Ogretmenligi programindaki ceviri dersinde ise, ¢eviri kuram ve kavramlari

baglaminda Ingilizce-Tiirkce dillerinin yapisal ve anlamsal dzellikleri ¢aligmalarda ele

almmaktadir. Yazili metin tiirlerine gore ceviri ¢aligmalar1 ile degerlendirilen metne
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gore kullanilacak ¢eviri kuram ve yontemleri vurgulanmaktadir. Ayrica Ingilizce

Ogretimi ile ¢eviri eylemini ele alan konulara rastlanilmaktadir.

Her iki {iniversitede genel olarak incelenen ceviri dersi bilgilerinde dilbilgisi-ceviri
yontemine dair ders icerikleriyle karsilasilmistir. Dolayisiyla yazili ¢eviri, yazilt metin
tiirleri ve dil yapis1 6gretiminin 6n planda oldugu izlenmistir. Cevirinin dil egitiminde
yeri ve geviri-dil egitimi konular1 da kimi programlarda yer almaktadir. Avrupa Dilleri
Ortak Cer¢eve Programinda da temel alinan dil-kiiltiir iligkisi ve kismi olarak iletigim
odakli yaklasimlar yer almaktadir. Sozlii ¢eviriyi iliskin kuramsal bilgilere ve
uygulamali c¢alismalara bir program diginda ¢ok fazla rastlanilmamistir. Her bir
programda ceviribilime ait bilgiler farkli isimlerle telaffuz edilse de, bu bilgiler daha
¢ok ¢eviri kuram, yontem, teknik, yaklasim ve stratejileri basliklariyla verilmeye
calisilmistir. Fakat genel olarak ceviribilime detaylica dayandirilan dogrudan bir ifade
yer almamaktadir. Ayni1 programlar cesitli benzerlik gosterseler de, ortak bir ders
iceriginin olmadigi ile de karsilasilmistir. Bu durumdan hareketle daha ¢ok dersi veren
Ogretim elemaninin geviriye yaklasimima gore ceviri dersi igeriklerini belirledigi ileri
stiriilebilir. Ayrica iilkemizdeki yabanci dile iligkin istihdam sartlar1 goz Oniinde
bulunduruldugunda, 6rnegin yabanci dile iliskin bir is ilaninda egitim, edebiyat ya da
geviri boliimlerinin mezunlarmin ¢ogu zaman bagvurabilecegi beyan edildigi goz
oniinde bulunduruldugunda, yabanci diller egitimi programi O6grencisinin bir giin
cevirmen olarak bir yerde calisabilecegi fikrinin bu derste arka planda kaldig:

gbzlemlenmistir.



Yiiksekogretimdeki Yabanct Diller Egitimi Programlarna... 22

CEVIRI DERSI ONERISi

Yabanci diller egitimi programindaki g¢eviri derslerinin bilgilerine iligskin bulgulardan
sonra kismen dilbilgisi-¢eviri yontemini, Avrupa Dilleri Ortak Cergeve Programindaki
ceviri eylemine iliskin bilgileri ve c¢eviribilimine iliskin kuramsal ve uygulamali
yiizeysel bilgileri dikkate alan iki doneme yayilmis “Yazili Ceviri” ve “Sozli Ceviri”
olmak iizere iki ceviri dersi taslak halinde asagida onerilmistir. Ozellikle dil 6gretimi
konusunda bir referans olan ADOCP’deki cevirinin yazili ve sozlii rold, derslerin bu

sekilde planlamasinin temelini olusturmaktadir.

Programda 6grenim gdren Ogrencilerin besinci ve altinci yartyillarini olusturan {igiincii
akademik yillarinda (hazirlik hari¢) hedef dile iliskin yapisal ve kiiltiirel bilgilerinin
daha da pekistigi diistiniildiigiinden, ¢eviri derslerinin bu yariyillarda verilmesi uygun
goriilmiistiir. Onerilen dersler haftada iki saat olmak iizere zorunlu tutulmustur. Zorunlu
tutulmasindaki amag, dgrencinin ¢eviri eylemini hem dil egitimi, hem de ¢eviribilim
baglaminda gerekli bilgileri yiizeysel olarak edinmesini saglamaktir. Dersi verecek
Ogretim elemanin dersteki aktivitelere géore AKTS orani ortaya ¢ikacagindan burada bir
hesaplama Onerilmemistir. Dersler hem kuramsal hem uygulamali iceriklere sahip
oldugundan, dersler i¢in Ongdriilen iki ders saati, bir saati teorik bir saati uygulama
olarak verilmistir. Ders degerlendirme 0lgiitleri ise genel olarak belirlenmis olup, ilgili
iiniversitenin sinav sayilarina gore degisiklik gosterebilir ve 6gretim elemanlart dersin
genel bilgilerine gore yazili geviriye iliskin kuramsal sorular sorabilirler ve uygulama
igeren sinavlar hazirlayabilirler. Onerilen bu derslerde, dgrencilerin gevirmen olmasi
beklenmemektedir. Her ne kadar ADOCP’nin 2018 ve 2020 metinlerinde ¢eviri kuram
ve stratejilerinin miitercim-terciimanlig ilgilendiren konular oldugu vurgulansa da,
burada geviri eylemini kullanan bir dersin ¢eviribilimden yiizeysel de olsa izler tasimasi
gerektigi  dislinilmektedir. Derslerin  giris niteligindeki ve ortak ozelliklerine
deginildikten sonra genel olarak derslerin tiim bilgileri asagida tablolar halinde

verilmistir.
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Tablo 9. Onerilen Yazili Ceviri Dersi Bilgileri

Dersin Adi Yazili Ceviri

Yariyil 5

Ders Tiirii Zorunlu

Ders Saati / T+U/ 2/141/2/X

Kredi /AKTS

Program Yabanci Diller Egitimi Programlart

Arapga/Almanca/Fransizca/ingilizce vb. Ogretmenligi

Dersin Amaci

Ogrenciye; ceviri eylemine ve yazili geviri tiirlerine
yonelik kuramsal ve uygulamali beceriler
kazandirilmasi1 amaglanmaktadir.

Dersin Icerigi

Yazili ¢evirinin dil egitiminde islevini kavrama;
ceviribilime ve yazili ¢eviriye 6zgii kuramsal ve
uygulamali bilgileri baslangi¢ diizeyinde 6grenme; bu
bilgileri yazili ¢eviri ¢alismalariyla uygulama,
tartisma ve degerlendirme.

Ders Kaynaklari

Ceviribilim literatiiriindeki ve yabanci dil egitiminde
c¢evirinin roliine iligkin kitaplar, ¢aligmalar ve giincel
basili ya da ¢evrim i¢i metinler.

Ders Degerlendirme
Olgiitleri

Bir ara smav + bir yariy1l sonu sinavi

Dersin Ogrenme
Ciktilar:

Cevirinin asil iglevini kavrar,

Ceviribilim, ¢eviri kuramlar1 ve geviri stratejileri
hakkinda yiizeysel bilgi sahibi olur,

Yazili ¢evirinin yabanci dil egitiminde yerini 6grenir,
Yazili ¢eviri hakkinda yiizeysel olarak kuramsal ve
uygulamali genel bilgileri edinir ve bunlar1 metin
tiirlerine gore ¢eviri siirecinde hem yapisal hem
anlama dayali bir bi¢imde kullanir,

Hedef Dil-Tiirkge; Tiirk¢e-Hedef Dil yazili ¢eviri
becerisini gelistirir,

Yazili ¢eviri baglaminda hazirbulunugluga sahip olur.
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Tablo 10. Onerilen Yazili Ceviri Dersi Konular

Hafta Konu

Ceviri Nedir, Ne Degildir?

Ceviribilim ve Ceviri Kuramlari

Ceviri Stratejileri

Yazili Ceviri ve Yazili Cevirinin Yabanci Dil Egitiminde Yeri

Yazili Ceviri Tiirleri (Yazin, Teknik, Hukuk, Tip, vb.)

Yazili Ceviri Tiirleri (Basili/Dijital Medya vb.)

Yazili Ceviri ve Ceviri Teknolojileri

Ara Sinav

Hedef Dil-Tiirk¢e Yazili Ceviri Calismasi

Hedef Dil-Tiirk¢e Yazili Ceviri Calismasi

Hedef Dil-Tiirk¢e Yazili Ceviri Calismasi

Tiirkge-Hedef Dil Yazili Ceviri Caligmasi

el I =
SIRIRE|B|e|o|~N|o|u|s|w|n|-

Tiirkge-Hedef Dil Yazili Ceviri Calismasi

[N
o

Tiirkge-Hedef Dil Yazili Ceviri Caligmasi

[EY
a1

Yariyil Sonu Sinavi

Yazili Ceviri Dersi, bir yabanci diller egitimi miifredatinda giris niteligindeki bir ¢eviri
dersi olacagindan ¢eviri eylemine iliskin temel bilgiler bu derste verilmektedir. Bunun
yant sira her iki donemi de kapsayabilen ¢eviribilime ait g¢eviri kuramlarma ve
stratejilerine kismi olarak deginilmektedir. Buradaki amaci Mine Yazicr’'nin su
disiincesi desteklemektedir: “Ceviri egitimi ise, hem g¢evirmen adayimnin karar verme
asamasindaki bilissel siireclerini hem de metin-dilbilimsel konularini igine alir”
(2007:12). Bu diisiinceden hareketle, yabanci diller egitimi programi dgrencisinin bir
gevirmen adayr gibi bir ¢eviri ¢alismasii ya da arastirmasini ¢eviribilimsel bir
yaklagimla yaptigi takdirde daha bilingli ve kontrollii bir ¢eviri siireci
gerceklestirecegine inanilmaktadir. Bu yilizden c¢eviribilimden izlere bu derste ihtiyag
vardir. Ciinkii “ceviribilim, ¢evirinin hem kuramin1 hem de uygulamasini s6zli ve sozli
olamayan her bi¢imini inceleyen bilim dalidir” (Guidére, 2008:12). Daha sonra
dilbilgisi-¢eviri yontemi baglaminda yabanci dil egitiminde ¢eviri eylemine deginilerek
kuram, strateji ve anlam, kiiltiir, iletigsim gibi kavramlarla iliskilendirilebilir ve metinlere
gore yeni bakis agilart sunulabilir. Kisitlt bir siirede de olsa, ¢eviri teknolojileri ile yazilt
ceviri ¢aligmalari igeren bir ders konusu da islenebilecegi onerilmektedir. Yazili metin

tirleri ve Ozellikleri verildikten sonra dilbilgisi-geviri yonteminin ana eylemi ve
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ADOCP’nin de arabulucu faaliyetlerinden olan yazili ¢eviri ¢aligmalarina Tiirkge-Hedef
Dil ve Hedef Dil-Tirrk¢e seklinde gecilebilir. Bdylece yazili metin tiirlerine gore
oOnerilen ¢eviri kurami, stratejisi ve yaklagimi gibi ¢eviribilimsel ger¢evede yazili ¢eviri
calismalar1 yapilmasi planlanmaktadir. Ogretmen aday1 olan 6grencilerin bu ders
sonunda dil egitiminde c¢evirinin roliine iliskin bir bilginin yani sira, 6zellikle
ceviribilim ve yazili ¢eviri agisindan hem kuramsal hem uygulamali hazirbulunusluga

sahip olmasi1 beklenmektedir.

Tablo 11. Onerilen S6zlii Ceviri Dersi Bilgileri

Dersin Ad1 Sozli Ceviri

Yariyll 6

Ders Tiirii Zorunlu

Ders Saati / T+U/ 2/1+1/2/X

Kredi /AKTS

Program Yabanci Diller Egitimi Programlar1

érapga/Almanca/Fransmca/ing ilizce vb.
Ogretmenligi

Dersin Amaci

Ogrenciye; sozlii geviri tiirlerine ydnelik kuramsal ve
uygulamali beceriler kazandirilmasi
amaglanmaktadir.

Dersin Icerigi

Sozli gevirinin dil egitiminde islevini kavrama; sozlii
geviriye 6zgii kuramsal ve uygulamali bilgileri
baslangi¢ diizeyinde 6grenme ve bunlari sdzlii geviri
caligmalariyla uygulama, tartisma ve degerlendirme.

Ders Kaynaklar:

Ceviribilim literatiiriindeki ve yabanci dil egitiminde
gevirinin roliine iliskin kitaplar, ¢aligmalar ve giincel
gorsel-igitsel materyaller.

Ders Degerlendirme
Olgiitleri

Bir ara sinav + bir yartyil sonu sinavi

Dersin Ogrenme
Ciktilar

S6zlii ¢evirinin yabanci dil egitiminde yerini 6grenir,
Sozlii geviri hakkinda yiizeysel olarak kuramsal ve
uygulamal1 genel bilgileri edinir ve bunlari sozlii
ceviri tiirline gore geviri siirecinde hem yapisal hem
anlama dayali bir bicimde kullanir,

Hedef Dil-Tiirkge; Tiirk¢e-Hedef Dil sozlii ¢eviri
becerisini gelistirir,

Sozlii geviri baglaminda hazirbulunusluga sahip olur.
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Tablo 12. Onerilen Sézlii Ceviri Dersi Konular1

Hafta | Konu

Sozlii Ceviri ve Sozlii Cevirinin Yabanci Dil Egitiminde Yeri

Sozli Ceviride Kullanilan Arag Geregler

Ardil Ceviri ve Andas Ceviri

Yazili Metinden Sozlii Ceviri

Toplum Cevirmenligi

Sozlii Ceviriye liskin Kuramsal Bilgiler, Stratejiler ve Oneriler

Sozli Ceviri ve Ceviri Teknolojileri

Ara Sinav

Hedef Dil-Tiirkge Sozlii Ceviri Caligsmasi

Hedef Dil-Tiirkge Sozlii Ceviri Calismasi

Hedef Dil-Tiirkge Sozlii Ceviri Calismasi

Tiirk¢e-Hedef Dil Sozlii Ceviri Caligmasi

el I =
SIRIRE|B|e|o|~N|o|u|s|w|n|-

Tiirk¢e-Hedef Dil Sozlii Ceviri Caligmasi

[N
o

Tiirk¢e-Hedef Dil Sozlii Ceviri Caligmasi

[EY
a1

Yariyil Sonu Sinavi

Sozlii geviri, hem ¢eviribilimin iki temel ¢eviri tiirlinden biri olmasi, hem dilbilgisi-
ceviri yonteminde dogrudan ele alinmamasi, hem ADOCP’de arabulucu faaliyetlerden
biri olmasi bakimindan 6nem arz etmektedir. Bu sebeplerden dolay1 yabanci diller
egitimi programina ikinci bir ¢eviri dersi olarak S6zlii Ceviri Dersi onerilmistir. “Sozli
geviri, dinlerin yayilmasindan somiirgeci akimlara, savaslardan baris goriismelerine,
mahkemelerden hastanelere pek ¢cok déonem ve baglamda belirleyici bir 6neme sahiptir”
(Diriker, 2018:13). Bdylesine bir Oneme sahip ¢eviri tiriinin, bir dil
Ogrenenin/ogretmen adaymin kayith oldugu programda bulanan ¢eviri dersinde
ylizeyselde olsa, yer almasi gerektigi diisiintilmektedir. Bugiin sozlii ¢eviri, ¢eviribilim
ya da miiterim-terciimanlik alanlarinda yapilan caligmalar bakimindan yazili ¢eviri
calismalarina gore ikinci planda kalsa da, geviri egitiminin ya da g¢evirinin bir arag
olarak kullanildig dil egitimi s6z konusu oldugunda deginilmesi gereken bir ¢eviri tiirii

olarak goriilmektedir.

Geleneksel dil egitimi yontemindeki gibi sozciiklerin siralanisina gore bir geviri
anlayisi, anlam ve iletisim odakli yazili ¢eviride miimkiin olmadig1 gibi sozlii geviride
de yer almamaktadir. Ciinkii “tipk1 normal dinleyici gibi diisiincelerin kavranmasina

yogunlasan tercliman, kelimelerin ne sdylemek istedigiyle degil, konusan kisinin ne
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soylemek istedigi ile ilgilenir” (Seleskovitch, 2001:109). Dolayisiyla 6gretmen aday1
Ogrencinin yazili ¢eviri becerileri iceren bir dersin yan1 sira sdzlii ¢eviri becerileri iceren
bir ders almasi gerekliligi ileri siirilmektedir. Dersin ilki olan Yazili Ceviri Dersi’nde
ceviriye iligkin genel kuramsal bilgileri alan 6grenci, bu kez sozlii ¢eviriye yonelik
bilgileri yiizeysel olarak edinerek oncelikle yabanci dil egitimi a¢isindan, 6zellikle kimi
konusma etkinlikleri bakimindan So6zlii Ceviri Dersi’ne giris yapmaktadir. Daha
sonrasinda bu alanda kullanilan ara¢ geregler ve sozlii ¢eviri tiirleri tanitilmaktadir.
Genel olarak ya konusmaci konusurken onunla ayni anda ya da konusmacinin sozii
bittikten sonra hemen ardindan yapilan g¢eviriler olarak iki sozlii geviri tiirii vardir
(Dogan, 2017:49). Ancak giiniimiizde daha fazla baslik altinda sozlIii tiirlerini ele almak
miimkiin oldugu i¢in &grenciye kisith bir sekilde diger tiirlerden bahsedilebilir. Sozli
ceviriye iligkin kuramsal ve yontemsel bilgiler, ilk donem alinan kuramsal bilgiler ile
iligkilendirilerek pekistirilmesi saglanabilir. So6zlii ¢eviri ¢alismalar1 ve ¢eviri
teknolojilerini igeren bir ders konusu da kisith bir siire dahilinde de olsa dnerilmektedir.
Sozlii geviri tiirleri ve oOzellikleri verildikten sonra ADOCP’nin de arabulucu
faaliyetlerinden olan sozlii geviri ¢aligmalarina Tiirkge-Hedef Dil ve Hedef Dil-Tiirkce
seklinde gecilebilir. Boylece sozlii geviri tiirlerine gére dnerilen geviri kurami, stratejisi
ve yaklagimi gibi ¢eviribilimsel ¢ergevede sozlii ¢eviri ¢aligmalari, miimkiinse sozlii
ceviri arag gerecleriyle yapilmasi planlanmaktadir. Ornegin andas cevirinin ele alindig
bir derste, ilgili liniversite ¢eviri kabinine sahipse Ogrencilere bu kabinlerde kiiciik
deneyimler yasatilabilir. Genel olarak bu derste deginilecek sozlii geviri tiirleri,
kuramlari, yontemleri ve uygulamalari 6gretmen aday1 6grencinin sozlii ¢eviriye iligskin

yiizeysel hazirbulunusluga sahip olmasini saglayacagi ongoriilmektedir.



Yiiksekogretimdeki Yabanct Diller Egitimi Programlarna... 28

SONUC

Bu c¢alisma ile yiiksekdgretimdeki yabanci diller egitimi programlart miifredatlarinda
yer alan ¢eviri derslerinin verilis nedeni ve ders igerikleri tartistlmistir. Bu derslerde yer
alan geviri eyleminin asil islevi dilbilgisi-geviri yontemi, Avrupa Dilleri Ortak Cergeve
Programu ve ¢eviribilim ¢ergevesinde sorgulanmistir. Halihazirdaki geviri derslerinin bir
Ol¢iinli olmadigina ve daha ¢ok geleneksel dil egitimi yontemini iceren yazili ¢eviri
calismalara ve yazili ¢eviri becerisini igeren uygulamalara ulasilmistir. Bunun yani sira,
kimi programlarda ceviri-dil egitimi konusuna, ADOCP’de temel alinan dil-kiiltiir
iliskisine ve kismi olarak iletisim odakli yaklasimlara yer verilmistir. Ancak genel
olarak sozlii geviriye iliskin hem kuramsal hem uygulamali bilgilere bir program diginda
rastlanilmamigtir. Ayrica genel olarak incelenen programlarin birkaginda geviribilime
iligkin kuramsal ve yontemsel bilgilere farkli sdylemler dahilinde ulasilsa da,

ceviribilimi igaret eden dogrudan ve detayli bir ifade ile karsilagilmamustir.

Ulasilan bu durumlardan hareketle, bir 6gretmen aday1 olan 6grenciye ceviri eylemini
hem yazili hem sozlii ¢eviri baglaminda kuramsal ve uygulamali olarak sunan bir ders
onerilmistir. Bu 6neri yapilirken yine dilbilgisi-¢eviri yontemi, ADOCP metinlerindeki
ceviri rolii ve c¢eviribilimin kuramsal ve uygulamali bilgilerinden ilham alinmistir.
Ogretmen aday1 olan dgrencinin bir giin ileride kendinin de dgretecedi ceviri becerisine
iligkin, yiizeysel de olsa kuramsal, uygulamali ve ¢ok yonlii bir ¢eviri dersi dneri olarak
sunulmustur. Ayrica yabanci dile iligkin istthdam durumlari g6z 6niinde bulundurularak
olas1 bir ¢evirmenlik kariyeri s6z konusu oldugunda, &grencinin ¢eviri baglaminda
kismen bir hazirbulunusluga sahip olmasi da Ongoriilmiistiir. Son olarak, tim bu
calismada tartisilan ceviri dersine iligkin Oneri ders taslak olarak ele alinmis olup,
iceriginde eksiklikler ve fazlaliklar olabilecegi ve bu yiizden olasi ek Oneri ve
elestirilere agik oldugunu belirtmek gerekmektedir. Yapilacak yeni ¢aligmalarla geviri

dersinin igeriginin bir 6l¢iine baglanmasinin muhtemel oldugu diistiniilmektedir.
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SUMMARY

Introduction

We think that the function of the translation act in the translation courses in foreign language
education programs in higher education is an open subject for discussion. The information about
the translation act in the Common European Framework of Reference for Languages, which is
now a reference in language education in these courses and, the theoretical and applied
knowledge of translation studies remain in the background in translation courses which are
thought to be especially grammar-translation method-oriented. Therefore, the necessity of
shaping the translation courses in the curriculum of foreign languages education programs
according to the information related to the main function of translation arises. In this study, it is
aimed to propose a translation course as a draft proposal that relates translation and language
education, takes the translation function in the Common European Framework of Reference for
Languages as a reference, and includes theoretical and applied studies in translation studies.

Aim

Based on the findings regarding the information packages of the translation courses in the
Foreign Language Education Programs, it is aimed to propose a translation course that includes
traditional language education, the Common European Framework of Reference for Languages,
and theoretical and applied information in the context of translation studies. This study, which

has the purpose of a draft proposal course, also aims to open the function of the translation
course in the foreign languages education program to discussion.

Method

The information of the translation course in information packages of translation courses in
foreign language education programs in Gazi University Foreign Language Education
Department and Hacettepe University Foreign Language Education Department will be accessed.
Findings will be interpreted in the context of the grammar-translation method, the Common
European Framework of Reference for Languages and translation studies, and a draft translation
course proposal will be presented with theoretical and practical information of translation
studies.

Findings

In the translation course information analysed, the course contents of the grammar-translation
method were reached. Therefore, it has been observed that the teaching of written translation and
written text types and language structure is at the forefront. Theoretical information and applied
studies on interpreting have not been encountered much outside of a program. Although it is
pronounced with different names in each program, translation theory, method, technique,
approach and strategies are tried to be included, there is no direct expression pointing to
translation studies. Although the same programs show various similarities, it has also been
encountered that there is no common course content. In addition, considering the employment
conditions related to foreign languages in our country, it has been seen that a possible translation
career of the students is not among the course outcomes.
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Proposal

Based on the findings and discussions in introduction, a translation course is proposed by this
study. This proposal course makes the function of translation more evident to the students of the
foreign language education program; includes a structure that deals with the relationship
between translation and language education; is based on the translation function in the Common
European Framework of Reference for Languages and has theoretical and applied contents of
translation studies. It represents both the purpose of the study and its main proposal.

Conclusion

The reason for teaching translation courses in foreign language education curricula in higher
education and the function of translation action in these courses are discussed. Language
structure teaching and written translation studies with the grammar-translation method have
been encountered more frequently. Thereupon, a translation course has been proposed within the
framework of grammar-translation method, the role of translation in CEFRs’ texts, and
theoretical and applied knowledge of translation studies. With this proposal course, the program
student will have a readiness in the context of translation in his future professional career, both
as a teacher candidate and as an individual who has the potential to use translation in many
fields.
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Teknolojinin gelismesiyle birlikte ¢izgi filmler hayatin bir¢ok alanmina niifuz etmis, gérselligin
etkili giiciiyle, toplumun vazgegilmez bir parcasi olmuslardw. Egitici olmasimin yam sira
eglendirici olusuyla da egitimcilerin dikkatini ¢eken ¢izgi filmler kisa siirede egitim materyalleri
arasindaki yerini almigtir. Materyal olarak hem ulasiimasi kolay hem de otantik olmasindan
dolay1 yabanci dil ogretiminde de kullamilmaktadwr. Cizgi filmlerdeki gorselligin sayesinde
cocuklar, dildeki zor kavramlar, bilinmeyen bir¢ok sozciigii daha kolay 6grenebilmektedir. Cizgi
filmler ¢ocuklara zengin bir dil kullanimi saglamaswin yani sira sosyal ve kiiltiirel kazanimlar da
aktarmaktadir. Zou adl ¢izgi film hem yabanci dil 6gretmenleri hem de yabanct dil dgrenen
cocuklar igin egitsel bir materyal olarak kullanima wygundur. Zou, insan bigiminde
(Antropomorfizm) ailesi ve arkadaslariyla birlikte yasayan bes alti yaslarinda bir zebradr.
Boliimleri yaklasik on dakika siiren Tiirkgeye de ¢evrilmis, diinyada birgok iilke televizyonunda
halen sevilerek seyredilen bir ¢izgi filmdir. Bu ¢alismada nitel arastirma yontemi ierisinde yer
alan dokiiman analizi yonteminden faydalanilarak soz konusu ¢izgi film serileri degerlendirilmis,
elde edilen bilgiler sonucu ortaya ¢ikan verilerin ¢oziimlemesiyle bu ¢alisma olusturulmustur.
Biitiinciil bir bakis agisi esas alinarak segilen ¢izgi filmlerde yorumlayici bir siire¢ izlenmistir.

“Almtilama: Yagli, A. (2022). Cocuklara yabanci dil 6gretiminde ¢izgi filmlerin kullamlmas::
Zou adh ¢izgi film Ornegi. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-
YABDILSEM, 33-53.

“Bu c¢alisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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Arastirmada soz konusu eserin egitsel bir materyal olarak yabanct dil 6gretiminde de
kullanmilmas1 gerektigi tizerinde durulmus, ilgili c¢alismalar analiz edilerek bazi tespitlerde
bulunulmugstur. Bununla birlikte yabanci dil 6gretiminde ¢izgi filmlerin dinleme, anlama ve
konusma becerilerine nasil katki sagladigi gosterilmis ve sevilen ¢izgi film Zou ile bu becerilerin
nasul gelistirilebilecegi incelenmistir.

Anahtar kelimeler: Yabanci dil égretimi, Cizgi film, Zou

ABSTRACT

With the development of technology, cartoons have begun to be used in many areas of life, and
with their effective power of visuality, they have become an indispensable part of society.
Cartoons, which attract the attention of educators with their entertaining as well as educational
aspects, have taken their place among the educational materials in a short time. They are also
used in foreign language teaching because they are cheap and effective materials among audio-
visual materials. Thanks to the visual perception provided by cartoons, children can learn many
words that they do not know in the target language more easily. Cartoons not only show children
a rich language use, but also convey social and cultural gains. The cartoon named Zou is suitable
as an educational material for both foreign language teachers and children who have been
learning foreign languages. Zou is a five or six year old zebra living in human form
(Anthropomorphism) with his family and friends. It is a cartoon that has been translated into
Turkish and the episodes last about ten minutes. It has still been loved and watched on televisions
in many countries around the world. In this study, the mentioned cartoon series were evaluated by
using the document analysis method, which is included in the qualitative research method. This
study was based on the data obtained as a result of data collection process. An interpretative
process was followed in the cartoons selected with a holistic perspective. In the study, it was
emphasized that cartoons should also be used as an educational material in foreign language
teaching, and some remarks were provided by analyzing the related studies. In addition, it has
been shown how cartoons contribute to listening, comprehension and speaking skills in foreign
language teaching and how these skills can be developed through the popular cartoon Zou.

Keywords: Foreign language teaching, Cartoon, Zou
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GIRIS

Cizgi filmler ¢ocuklarin severek izledikleri yapimlar arasinda yer almaktadir. Egitim
alaninda kullanilmasiyla ¢izgi filmler egitsel materyal olarak dikkatleri iizerine
¢ekmektedir. Eglendirici olmasinin yani sira ¢izgi yapimlar ¢ocuklara sosyal ve kiiltiirel
kazanimlar da saglamaktadir. Ulasilmasi hem kolay hem de etkili bir materyal
olmasimdan dolay1 yabanci dil 6gretiminde de kullanimi git gide yayginlagmaktadir.
“Teknoloji ile erken yagta tanisan cocuklar bunu bos zamani degerlendirme vasitasi
olarak gormektedir. Fakat egitim alaninda gittikge yayginlasan bilgisayar
teknolojilerinin kullanilmasi 6zellikle de yabanci dil dgretiminde materyal cesitliligini
arttirmustir” (Soylu Bastug ve Kara,2016 :942). Cizgi filmlerin sagladigi gorsel
algilama sayesinde hedef dilde anlasilmasi zor ifadeler daha kolay &grenilmektedir. Bu
ylizden ¢izgi filmleri yasayan dili algilamada yardimci otantik materyaller arasinda
saymak miimkiindiir. “Otantik olmayan (didaktik) materyaller dil becerisini 6gretmek
amactyla hazirlanirken otantik materyaller dilin iletisimsel yoniinii gelistirmek icin
kullanilir. Dolayisiyla didaktik tiirler basitlestirilmis ve dogal olmayan ciimleler
icerirken otantik materyallerde giinlilk yasamda kullanilan eksiltili ve devrik ciimleler
yer alabilir. Otantik materyaller, 6grencilerin formdan ziyade gercek dil ve igerikle
etkilesimde bulunmalarii saglar. Ogrenciler, sinif disinda kullamldig: igin hedef dili
ogrendiklerini hissederler” (Celik, 2018: 794). Ancak, “¢izgi filmler her ne kadar
otantik materyaller olarak diisiiniilse de bunlarin egitsel agidan uygunlugu ve kapasitesi
dikkate alinarak egitsel ortamlarda kullanilmalidir. Cocuklarin ihtiyaglari, bilissel
gelisimleri, ilgi alanlar1 yetiskinlerden farkli oldugu icin secilen konu, yontem ve
teknikler daha fazla 6nem kazanmaktadir. Ayrica ¢ocuklarin ilgi alanlarinin digindaki
konular onlarin dikkatini ¢ekmeyecegi i¢in 6grenmeyi bir hayli zorlastirabilmektedir”

(Yagl, 2018:703).
Milli Egitim Bakanligi 2023 Egitim Vizyonu projesinde TRT’yle is birligi yaparak,
¢izgi film, animasyon gibi gorsel isitsel materyalleri alt yazili ve yabanci dilde 6zgiin

yapimlar olarak hazirlatmay1 planlamaktadir. Bu baglamda egitim materyalleri arasinda
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¢izgi filmler daha da 6nemli hale gelmektir. Zira “gizgi filmler ¢ocuklarin yabanci dil
O0grenmeye baslamalari durumunda dil 6grenmeyi bir hayli eglenceli ve kolay
kilabilecektir. Cizgi filmi sevimli ve seyredilebilir kilan elbette ki kahramanidir.
Yabanci dil siniflarinda ¢cocuklarin tanidig ¢izgi film kahramanlari dikkat ¢ekici olacagi
icin konuya odaklanmay1 kolaylagtiracaktir. Bu da dogal olarak 6grenmeyi daha etkili
hale getirecektir. Yabanci dilde izlenen ¢izgi filmler gocugun sadece konusma ve
anlama becerisini gelistirmekle kalmaz ayni zamanda onu aktif 6grenme ortamina da
¢eker. Cizgi filmler ¢ocuklara 6zgiin bir ortamda birbirinden farkli konusma ve duyma
bicimleri sunar. Ayrica anlamlandirilmada giicliik ¢ekilen kavramlari, deyimleri gorsel
ve isitsel olarak viicut diliyle aktaracag: icin bu &gelerin 6grenimi daha kolay olur”
(Yagli, 2018:703. Zira, gorselle zenginlesmis olgular ¢cogunlukla algilamay1 kolay kilar
ve zihinde anlamlandirmaya biiyiik katk: saglar. “Ciinkii goriintiiyle sozler arasinda bir
yenileme yani tekrar vardir. Ekrandaki figiir sayesinde ¢ocuk hem diyalogu hem de

Oykiiyii daha kolay anlar.” (Meysonnier, 2005: 11).

Kirch ve Speck-Hamdan’m “Tekrar izlemelerle ¢izgi filmlerin ¢ocuklarm Ingilizce
diizeylerine katkilari” hakkinda yaptiklari ¢alisma sonucunda okul Oncesi donem
cocuklarmin yabanci dil (ingilizce) dgrenimine karsi tutumlarinda ¢izgi filmlerin pozitif

katkilarinin oldugu goriilmistiir” (Akt. Kopriili, 2016: 94).

Sajana (2008), “Dil Ogretim ve Ogreniminde Cizgi Filmler” adli ¢alismasinda ¢izgi
film araciligiyla yapilan etkinliklerin g¢ocuklarda konusma ve yazma becerisinin
gelismesine yardimer oldugunu belirtmektedir. Cizgi filmle 6grencilerin dersten keyif
aldiklarin1 ve etkinliklere daha ¢ok ilgi ve meraklarinin oldugunu ifade etmektedir.
Caligmada Ogrencilerin tiim etkinliklere ¢ok aktif bir sekilde biiyiik bir coskuyla
katildiklar1 goriilmiis, ogrenciler arkadaslariyla Ingilizce iletisime ge¢mede daha da
cesaretlenmislerdir. Bu ylizden egitsel ¢izgi filmler zararsizdir ve herkesi dogal olarak

dil 6grenmeye tesvik edebilecek ozellikleri tagir.
Dil egitiminde ¢izgi filmler, “dilsel gelisim siirecindeki ¢ocuklar i¢in 6nemli dilsel girdi

kaynaklarindan biridir. Ozellikle dinleme ve konusma yetkinligi kazandirma

bakimindan birgok stiinliige sahip oldugu diisiiniilen ¢izgi filmlere ikinci dil edinimi
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siirecinde basvurulmasindaki gerek¢elerden bazilar1 sunlardir: Cizgi filmler biitiin
Ogrenci diizeylerine uygunlardir. Gelismis mizah unsurlartyla, ¢ok renkli karakterlerin
kalic1 olduklar1 kurgulartyla, ilgi ¢ekici gorsel ve isitsel uyaranlariyla, dilin etkileyici bir
bigimde sunumunu yansitan ifade bigimleridir. Cocuklarin dil ve hareketi birbirine
kosut bir bicimde gérmelerini saglamalariyla grenme verimliligini arttirabilirler. On
bilgi ve is birlikteligi tartismay1 harekete gegirmek igin uygun bir zemin hazirlarlar.
Cocuklarmn diis giictiniin yansimasi gibidirler ve bu 6zellikleriyle yazma g¢alismalarini

besleyebilirler” (Akt. Bahadir ve Pecenek, 2019: 248).

Yabancilara Tiirkge Ogretiminde ¢izgi filmlerin islevsel olarak kullanimryla ilgili
yapilan bir aragtirmada ¢izgi filmlerin yabanci dil 6gretimine olumlu katki sagladigi
saptanmistir. “Katilimeilar ¢izgi filmle ilgili bolimdeki sorulara 186 dogru cevap
verirken sadece 9 yanlis cevap vermislerdir. Ayn1 sekilde seyrettikleri ¢izgi filme gore
dogru fiilleri secerek tamamlamalar1 gereken sorularda da basari gosterdikleri tespit
edilmistir. Ilgili sorulara toplam 142 dogru cevap verirken; sadece 8 yanlis cevap
vermislerdir. Katilimeilar gorsel materyal ile yazili metin arasinda yiiksek oranda dogru
ve basarili bir sekilde bag kurabilmiglerdir. Bu sonuglardan hareketle yabancilara
Tiirkge 6gretiminde ¢izgi film gibi dogru gorsel materyallerin yasa ve seviyeye uygun
bir bi¢imde kullanildigi zaman daha verimli ve islevsel olabilecekleri kanisina

varilmistir” (Aytan ve Tuncel, 2015: 246).

Anlama ve dgrenme insanlarda farkli sekillerde gerceklesir. “Texas Universitesi’nde
yapilan bir aragtirmaya gore insanlar okuduklarinin %10’unu, isittiklerinin %20’sini,
gordiiklerinin %30’unu, goriip isittiklerinin %50 sini, sdylediklerinin %70 ini, yapip
sOylediklerinin %90’ 1n1 hatirlamaktadirlar. Aragtirmanin sonucuna gore gorsel ve isitsel
uygulamalarin akilda daha ¢ok kaldig1 anlasilmaktadir. Ayrica dil 6gretiminde gorsel ve
isitsel materyallerin renkli, basit ve anlasilir olmasi anlamay1 kolaylastiracaktir. Bu
materyaller 6grencilerin dil seviyelerine gore secilmelidir. Gorsel ve isitsel unsurlarla
desteklenen dil 6gretiminin ayn1 zamanda dil 6grenme motivasyonunu artirabilecegi

unutulmamalidir” (Akt. Arslan ve Adem, 2010: 65).
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YONTEM

Bu ¢aligsmada nitel arastirma yontemi igerisinde yer alan dokiiman analizi yonteminden
faydalanilarak yabanci dil &gretiminde ¢izgi filmlerin kullanimiyla ilgili yapilan
caligmalar degerlendirilmis, elde edilen bilgiler sonucu ortaya ¢ikan verilerin
¢oziimlemesiyle s6z konusu c¢aligma olusturulmustur. “Olaylarin dogal ortamda
gercekei ve biitiinciil bir bicimde ortaya konmasina yonelik nitel bir siirecin izlendigi
arastirmada” (Yildinm ve Simsek, 2008) biitiinclil bir bakis agisi esas almarak
yorumlayict bir siire¢ izlenmistir. Arastirmada Fransiz yapimi Zou adli ¢izgi film
serileri izlenmis segilen Ornegin yabanci dil 6gretiminde materyal olarak nasil
kullanildigi ele alinmistir. Bununla birlikte s6z konusu ¢izgi filmler ve ilgili caligmalar
incelenerek bazi tespitlerde bulunulmustur. Arastirmada, ¢izgi filmlerin yabanci dil
ogretiminde kullanimiyla ilgili makale ve tez calismalari dokiiman olarak kabul
edilmistir. Daha sonra Zou ¢izgi film serisinden “Zou Kamp Yapiyor” adli ¢izgi film

secilerek yabanci dil smifinda nasil uygulanabilecegi gosterilmeye caligilmustir.
Amag

Bu ¢alismanin amaci yabanci dil 6gretiminde ¢izgi filmlerin dort temel beceriye nasil
katki sagladigimi gostermektir. Ayrica sevimli ¢izgi film Zou tlizerinden bu becerilerin
nasil gelistirilebilecegi ele alinmigtir. Calismada s6z konusu eserin egitsel bir materyal
olarak yabanci dil 6gretiminde nasil kullanilmasi gerektigi iizerinde durularak ilgili
caligmalar analiz edilmis ve bazi tespitlerde bulunulmustur. Bu baglamda Zou’nun diger
yapimlart da ayni sekilde yabanci dil 6gretiminde rahatlikla kullanabilmesine uygun
oldugu saptanmustir. Zira, Zou serileri ¢ocuklari ilgilendiren giincel hayatin igerisinden
baz1 kesitleri icermesi, 0gretici ve eglendirici bir igerige sahip olmasi bakimindan

Onemlidir.
Zou’nun Tanitimi

Zou, Fransiz sanat¢i ve ¢ocuk kitaplart yazart Michel Gay’mn ayni adi tagiyan kitap

serisinden esinlenilerek olusturulan bir ¢izgi film dizisidir. 2012’den buyana 150 tilkede
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seyredilmektedir (L’Express fr.actualité). Zou, insan bigiminde (Antropomorfizm) ailesi
ve arkadaglariyla birlikte yasayan bes alti1 yaslarinda kiigiik bir zebradir. Zou, serilerinde
sevgi dolu ailesiyle birlikte yasayan sevimli bir zebranin hikayeleri anlatilmaktadir.
Genel olarak Oykiilerde Zou’nun ebeveynleri, bilyiilkanne ve biiyiikkbabasi ona diinya

hakkinda bilmesi gereken seyleri 6gretir.

Resim 1. Zou anne ve babasiyla birlikte

Boliimleri yaklagik on, on bir dakika siiren Tiirk¢eye de ¢evrilmis, diinyada birgok {ilke
televizyonunda halen sevilerek seyredilen bir ¢izgi filmdir. Sezon 1 52 boliim, Sezon 2
52 bolim, Sezon 3 52 bolim, toplamda 156 bolim den olugmaktadir. Diziden bazi
basliklar:

- Zou fait du camping / Zou kamp yapiyor
- Zou quitte la maison / Zou evi terk ediyor
- Leroi Zou/ Kral Zou

- Zou facteur / Zou postact

- Zou détective / Zou dedektif

- Zou alpiniste / Zou dagc1

- Zou photographe / Zou fotografci

- Zou l'artiste / Zou sanatg1
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- Zou et le docteur / Zou ve doktor

- Zou patissier/ Zou pastaci

Zou'nun diger ¢izgi yapimlari da yabanci dil &gretiminde rahatlikla kullanabilecek
uygun materyallerdendir. Zira, Zou serileri ¢ocuklar1 ilgilendiren zevkli giincel
konulariyla hem 6gretici hem de eglendirici bir igerige sahiptir. Ayrica Zou’nun hedef
dilde alt yazili olarak da izlenmesi miimkiindiir. Her ne kadar bazi basit dilsel hatalar
olmasma ragmen alt yazi ilk baslayanlarda algilamay1 kolaylastirmada biiylik bir

yardime1 konumundadir.

Alt yaz1 “kimi aragtirmacilar i¢in ¢izgi filmlerde ikinci dil tizerinden vermek; sozciik
Ogreniminin asamalarindan biri olan sdzciik billurlasmas1 (yazim ve sesletim
ozelliklerinin tam olarak, net bir bigimde kavranmasi)’m1 saglama, dilsel yapilar
kazanma ac¢isindan daha yararlidir. Ancak digerlerine gore cocuk, ikinci dil edinimi
stirecinde yeterli donanima sahip degilse, yonlendirici ve agiklayict bilgilere ulagsmada,
farkli kiltire ait degismeceli (figurative) yapilarin karsiligini ¢ozmede sorun
yasamamas1 icin alt yaziya kendi ana dilinde erismelidir. Diger taraftan bir grup
arastirmaci, dinleme becerisinin gelisimini durdurma kaygisiyla alt yazilarin yalnizca
Ogretimi hedeflenen ve anlasilmasi zor olan sozciiklerle siirlanmasini 6nermektedir.
Karsit goriiste olan aragtirmacilar ise, heniiz ikinci dil gelisiminin basinda olan
¢ocuklarin gereksinim duyduklart yardima ulagabilmelerini saglamak amaciyla ¢izgi
filmin tamaminda alt yazinin bulunmasi gerektigini vurgulamaktadir” (Akt. Bahar ve

Pegenek, 2019: 250).
Zou Kamp Yapiyor

Zou ¢izgi filminin tiim boliimlerinde oldugu gibi bu boliim de baslangic miizigi olarak
bestelenmis bir parg¢ayla acilir. Zou evlerinin bahgesinde sevimli kusuyla oynarken
annesi onu mutfaga cagirir ve ona aligveris i¢in bir liste verir. Zou, annesinin verdigi
aligverig sepetiyle komsu bakkalin yolunu tutar. Zou sepeti basina sapka gibi gegirerek
komik hareketler yapar. Bu kisa yiiriiylis boyunca Zou, neseli ve mutlu bir goriintiiyle

ekrana gelir.
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Resim 2. Zou basinda sepetle bakkala gidiyor

Bakkala vardiginda sepet yine basindadir. Alinacaklar listesini bagindaki sepetin i¢cinden
¢ikararak hizlica okur ve bakkali sasirtir. Acelesi vardir zira bugiin evlerinin bahgesinde
kamp yapacaklardir. Zou’nun ihtiyag listesinde ekmek, peynir, bir kutu sardalya baligi,
siit, tereyag, muz gibi temel yiyecekler vardir. Aligverisi aceleyle yaptiktan sonra hizl
ve heyecanli bir sekilde yiyecekleri annesine ulastirir. Annesi kamp igin yiyecek
hazirlarken Zou babasinin yanina gider. Babasi oturma odasinda yikanan ¢amasirlar
iitiilemektedir. Babas iitii yaparken bir taraftan da Zou ile sohbet eder. Utii isi bittikten
sonra Zou ve babasi evlerinin garajina giderler. Burada ¢oktan beri kullanmadiklari
kamp ¢adirini aramaya koyulurlar. Heyecanl bir sekilde devam eden arama isi ¢adirin
bulunmasiyla mutluluga doniisiir. Kamp ¢adirinin bahgede kurulmasma karar verilir.
Ayni zamanda Zou’nun arkadasi Elzee’de kendi bahgelerinde oynamaktadir. Zou hemen
arkadasini da gagirarak birlikte kamp cadirii kurmaya koyulurlar. Babasiyla kamp
cadirim1 kurarken babasi onlara Afrika’daki ilk kamp macerasini anlatmaya baglar.
Cadir, eglenceli bir sekilde kurulurken Zou ve Elzee’nin mutluluklarina kii¢iik kuslart
da eslik eder. Cadira ilk giren Zou olur. Hemen arkadasi Elzee’yi de igeri ¢agiran Zou,
kamp cadirinda bir seylerin eksik oldugunu goriir. Babasina yiyecekleri getirmeyi
unuttuklarmi sdyler. Babasi mutfaktan yiyecekleri almaya gittiginde kapi zili calar.

Gelen komsu bakkalin oglu Zac dir. O, Zou’nun aligveris esnasinda sepete koymay1
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unuttugu sardalya baligi konservesini getirmistir. Zou’nun babas1 miikafat olarak onu
bahcede kurduklar1 kamp ¢adirina davet eder. Zac bu davetten bilylik mutluluk duyar.

Zou, Elzee ve Zac kamp ¢adirinda ¢ok eglenceli bir vakit gegirirler.

Oykii giincel hayattan bir kesiti igermekle birlikte bir taraftan da komsuluk, arkadaslik
iliskilerini gostermektedir. Bir kompozisyon gibi giris, gelisme ve sonug ile driilen dykii
gorsel renklerin canliligtyla seyirciyi ekrana baglayabilmektedir. Ayrica 6ykii igerisinde
yer verilen mizah, heyecan, saskinlk, iziinti gibi unsurlar olay Orgiisiini
monotonluktan kurtarmakta ve icerigi zenginlestirmektedir. Bununla birlikte ¢izgi film,
11 dakika 27 saniyelik bir siireyle de ¢ocuklarin sikilmadan seyredebilecegi sekilde kisa

tutulmustur.

Resim 3: Zou babasi ve arkadagiyla kamp ¢adirinin 6niinde

Zou Cizgi Filmi’nin Yabanci Dil Simifinda Kullanilmasi
Calhisma Sayfasi

Konu: Zou Kamp Yapiyor

Amag: Anlama, Konugma ve Yazma becerilerinin gelistirilmesi
Uygulama seviyesi: Al

Biz bu ¢alismay1 Al yabanci dil seviyesine gore yapmayi uygun gordiik. Al seviyesi,

Avrupa Konseyi tarafindan farkli dil seviyeleri i¢in yazilmis bir tanimlama olan Avrupa
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Dilleri Ortak Cergeve Programi'nda (CEFR) ilk seviyedir. Bu ilkelere gore, (Celik ve
Basutku, 2020) Al seviyesindeki bir kisi giinliik konusma ifadelerini anlayabilir ve
kullanabilir. Kendisini ve baska kisileri tanitabilir. Yasadigt yeri, tanidig1 kisileri ve
sahip oldugu seyler hakkinda soru sorup cevap verebilir. Karsisindaki kisiyi ayni
seviyede yavas ve net konustugunda anlayabilir. Diger kisilerle basit yollarla iletisim
kurabilir. Bu baglamda Zou adli ¢izgi filmin bu seviyeye hitap edebilecegini

diisiiniiyoruz.

Cizgi filmler iyi bir dinlemeyi gerektirdigi i¢in siif ortamimin kalabalik olmamasi ve
sessiz olmasi gerekir. Genellikle ¢izgi filmlerdeki dykii konu olarak giris, gelisme ve
sonug seklindedir. Siire ortalama olarak 10-15 dakikadir. Konular kisa oldugu icin
ogrenciler de sikilmaz. Zou Kamp Yapiyor adli ¢izgi film 11dakika 27 saniye slirmekte
ve bu siire 6grenciye duydugunu ve gordiiglinii unutmadan ifade edebilmesine biiyiik
kolaylik saglamaktadir. Filmin sessiz bir ortamda seyredilebilmesi i¢in uygun ortam
saglanmalidir. Ogrencilerin filmi dikkatli seyredip seyretmediklerini 6lgmek icin
duydugunu anlama degerlendirmesi yapilmaldir. ilk kez seyredilen bir filmde genel
birka¢ soru sorulmali detay olabilecek sorudan kagmilmalidir. Film bir kez daha
seyredildikten sonra &grencilerden en ¢ok duyduklart kelimeleri ve ciimleleri
defterlerine yazmalari istenerek bir algilama galismasi yapilabilir. Ogrenciler yazdiklari
kelimeleri ve ciimleleri kendi aralarinda degistirerek Oykiiniin genelini anlamaya
yonelik hatirlamalar yapabilirler. Film son bir kez daha seyredildikten sonra 6gretmen
konuyla ilgili biraz daha detayli sorular sorarak Ogrencilerden konuyu anlayip

anlamadiklar1 kontrol edilir

Cizgi filmler kelimelerin ve sdz kaliplarinin &gretilmesinin  yaninda &grenilen
sozciiklerin farklt baglamlarda farkli anlamlarda kullanilabilecegini ¢ocuklara
gostermeye yardimeir olmaktadir. Cizgi filmlerdeki isitsel girdiler ayni zamanda
gorsellikle de desteklendigi icin ¢ocugun dinlediklerini anlamasini kolaylastirmaktadir.
Cizgi filmler bu yoniiyle cocugun gordiiklerini yorumlamasina ve anlami bilinmeyen
sozciiklerin  baglamdan ¢ikarmasina etki etmektedir. Bu durum c¢ocuklarin

baglamlastirma yeteneklerini gelistirmektedir. Cizgi filmlerdeki gorsellik ayn1 zamanda
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¢ocuk i¢in karmasik agiklamalari kolaylastirmakta bdylece anlagilmast zor konularin ve

sozciiklerin dgretilmesinde etkili olmaktadir (Tanrikulu ve Somek, 2020: 194).

Dikkat olgiicii bir ¢aligma olarak yine Zou’nun evindeki esyalarin adlari ve renkleri
sorularak Ogrencilerin gorsel dikkatleri Olciilebilir. Zou’nun olumlu, olumsuz
davranislarinin neler olduguyla ilgili so6zel olarak bir art1 /eksi ¢alismasi yapilabilir.
Zou, Elzee ve Zak arasinda ogrencilerden soru cevap seklinde bir karsilagtirma
yapmalari istenebilir. Oykiide Zou arkadaslarina gére daha hareketli oldugu igin onlarla
ilgili uygun bir sifat ¢aligmast yapilabilir. Ogrenciler Zou ve arkadaslarinin sdzlerini
taklit ederek ve ezberleyerek ciimle kurma yeteneklerini gelistirebilirler. Oykii farkl
mekanlarda gectigi igin buralar hakkinda kisa bilgiler istenebilir. Yine 6grencilerin
dikkatlerini 6l¢mek icin Zou’nun kamp i¢in bakkaldan aldigi yiyeceklerin isimleri

sorulabilir.

Cizgi filmde konu giincel hayatin bir parcasini ilgilendirdigi i¢in anne, baba ve Zou’nun
yaptig1 isler 6n plana ¢ikmaktadir. Bu baglamda 6grencilere annenin, babanin ve
Zou'nun evde hangi isleri yaptigi sorularak Oykiiniin anlagilmas: saglanabilir.
Ogrencilere en ¢ok hosunuza giden sahne hangisidir sorusuyla ¢izgi filme bakis agilari

Olciilebilir. Veya soyle bir soru cevap ¢alismasi yapilabilir:

1- Zou aligveris yapmak i¢in nereye gidiyor? A) Markete B) Komsu bakkala C)
Pazara

2- Zou nigin aligveris yaptyor? A) Piknik yapmak i¢in B) Kamp yapmak i¢in C)
Kahvalti yapmak i¢in

3- Zou bakkala nasil gidiyor? A) Neseli B) Uzgiin C) Kizgin

4- Zou’nun bakkalda unuttugu yiyecegin adi nedir? A) Muz B) Ekmek C)
Sardalya konservesi

5- Zou kamp cadirint nerede kuruyor? A) Kendi bahgesinde B) Komgusunun
bahgesinde C) Ormanda

6- Zou’nun arkadasinin adi nedir? A) Paul B) Zac C) Eric

7-  Zou ¢adir1 kimle kuruyor? A) Babasiyla B) Arkadasiyla C) Annesiyle
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8- Mutfaktan yiyecekleri ¢adira kim getiriyor? A) Zou B) Zou’nun babasi C)
Elzee

9- Cadir kurulduktan sonra oraya ilk kim giriyor? A) Zou B) Elzee C) Zac

10- Cizgi filmin sonu nasil bitiyor? A) Mutlu bir sekilde B) Hiiziinlii C) Dramatik

Dogru /Yanlis oyunu 6grencilerin en ¢ok sevdigi uygulamalar arasinda oldugu i¢in dnce

sozel sonra da yazili olarak tahtada eglenceli bir caligma yapilabilir:

1- Zou bakkala babastyla gidiyor. D /Y

2- Zou’nun arkadasinin adi Elzee dir. D/ Y

3- Cadir1 Zou arkadaglariyla kuruyor. D/ Y

4- Cadirda Zou babas1 ve annesiyle birliktedir. D /Y

5-  Zou arkadaslariyla birlikte ¢adirda ¢ok egleniyor. D/Y

Yazma becerisi i¢in dykiiniin bir 6zeti veya 6ykii hakkinda elestirel goriigler ev ddevi
olarak istenebilir. Ogrencilerden dykiiyii son bir kez evde seyredip ¢izgi filmin metne
doniistiiriilmesi istenebilir. Metne doniistirmede &grenciler alt yazi segeneginden

faydalanacagi i¢in bu ¢alisma onlara pek zor gelmeyecektir.

Ayrica metin icerisinde isim, fiil, sifat, zarf taramasi yapilarak 6grencinin kelime
hazinesinin gelismesine katki saglanabilir. Daha kolay olmasi bakimindan &rnek olarak

Oykiideki birinci grup fiillerin taramasini yaptik:

aller, camper, écouter, planter, dépécher, planter, aider, commencer, chercher,
trouver, installer, passer, attacher, se passer, penser, manger méfier, préparer,

remercier, essayer, rappeler, effrayer, apporter,

Ayrica eglenceli “bir ¢aligma olarak goriilen ¢izgi filmi ¢izgi romana doniistiirelim
caligmast yapilabilir: Once ekran {izerinden resim kopyalamalar1 yapilir. Bu ¢aligmay1
Ogrenci ister yazicidan ¢ikt1 olarak ister bilgisayar iizerindeki bir dosyaya yapistirarak
da yapabilir. Cikt1 alindiktan sonra resimler 6nceden seyredilmis ¢izgi film Oykiisiine
gore kesilir. Bir deftere yapistirildiktan sonra konugsma baloncuklart olusturulur.

Kisilerin konugma baloncuklar1 ve karelerdeki metin bosluklar1 6ykiiden segilen
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sozciiklerle Ogrencinin kendi istegine gore de doldurulabilir. Herkesin ¢izgi roman
caligmasi farkli olacagi i¢in tek bir konudan farkli bakis acilartyla gelistirilmis bir¢ok
caligsma ortaya ¢ikmis olur” (Yagli, 2018: 708).

Ayrica Ogrencilerin konusuna asina olduklar1 tatil, yolculuk, piknik temalt benzer
Oykiiler varsa bunlarla ilgili uygulama calismasi yapma imkéani saglanabilir. Bu
konularla ilgili yazma becerisini gelistirmek i¢in ev 6devi verilebilir. Zou’nun diger

yapimlariyla da yazma becerisini gelistirebilecek ¢alismalar yapilabilir.

Yabancilara Tiirk¢e Ogretiminde Cizgi Film Kullamim: adli ¢alismada, cizgi filmlerin
iglevsel olarak yararli oldugu sonucuna varilmigtir. “Calisma sonuglarina gore
katilimcilarin seyrettikleri ¢izgi filmdeki dogru kelimeleri secerek ciimleleri en dogru
sekilde tamamlamaya yonelik sorularda basarili olduklart gériilmistiir. Bununla birlikte
katilimcilarin izledikleri ¢izgi filme gére dogru fiilleri bulabildikleri ve ilgili sorulara
cevap vermede basarili olduklar1 gériilmistiir. Katilimcilar gorsel materyal ile yazili
metin arasinda yiiksek oranda dogru ve basarili bir sekilde bag kurabilmiglerdir. Bu
sonuglardan hareketle yabancilara Tiirkge Ogretiminde ¢izgi film gibi dogru gorsel
materyallerin yasa ve seviyeye uygun bir bigimde kullanildig1 zaman islevsel olduklar1
sOylenebilir. Sonug olarak ¢izgi filmler ve diger gorseller dersin zevkli gecmesine
yardimer olmakla kalmayacak ayn1 zamanda dersin daha iyi anlasilmasim

saglayacaklardir” (Aytan ve Tungel, 2015, 243).

Her ne kadar gorselligiyle 6n plana ¢iksa da “¢izgi film ve animasyonlar fabl, masal ve
hikaye tiirlerinin 6zelliklerini tasimaktadir. Hayvanlarin ve nesnelerin konugmasi bireye
fabl tiirtinii 6gretirken, hayal giicii ile iretilmis olaganiistiiliikler masal 6zelliklerini,
olay akis1 yoniinden ise hikaye tiiriiniin 6zelliklerini verir. Elestirel okuma ile izlenecek
¢izgi film ve animasyonlarda dogruyu ve yanlisi, giizeli ve ¢irkini, hak ve haksizligi vb.
degerlendirmeleri uygun sorularla rahatlikla kavrayabilir. Cizgi film ve animasyonlar

adeta bu ii¢ tiirlin bir sentezidir” (Murat, 2019: 1571).

Cizgi film ve animasyonlar sadece gorsel algilama ve anlamay1 gelistirmekle kalmaz

ayn1 zamanda sozciik dagarcigini da zenginlestirir. S6zciik dagarcigimin “gelismislik
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diizeyi Ogrencinin, iletisim becerilerini etkiler. Dilin etkili ve dogru bir bi¢imde
kullanilmasinda, duygu, diisiincelerinin, istek ve ihtiyaglarimin ifade edilmesinde ve
iletisimde Ogrencinin ne kadar kelime hazinesine sahip oldugu 6nemlidir. Dolayistyla
cizgi filmler de Ogrencinin kelime hazinesini gelistirici olmalidir. Cizgi filmlerdeki
kelime hazinesi ne kadar zengin olursa dgrencinin, anlama ve anlatma becerilerinin

gelismesi o oranda zenginlesir” (Ayan ve Bas, 2015: 97).

Egitsel ¢izgi filmler tizerinden yapilacak bircok farkli uygulama 6grencilerde is birligi
yapmaya ve paylagima biiyiik katki saglar. “Dolayistyla bu tiir aktiviteler 6grencilerin
telaffuzlarmin gelismesine de biiytlik katkr saglar. Unutmamak gerekir ki “yabanci dil
bir bilgi isinden ziyade bir beceri isidir. Beceri ise ancak yenileme ile edinilir;

unutmamak i¢in de sik sik kullanilmasi gerekir” (Baskan, 1988: 453).
Etik Kurallara Uygunluk

Bu ¢aligma tiim yazim ve etik kurallar1 goz oniinde bulundurularak olusturulmustur.
Caligmada kullanilan tiim kaynaklara hem metin i¢inde hem de metin sonundaki
kaynakcada yer verilmistir. Ayrica bu ¢aligma etik kurul iznine tabi olan bir aragtirma

olmadigt i¢in etik kurul izni gerektirmemektedir.
SONUC ve ONERILER

Iyi derecede yabanci dil bilmek egitim siirecinde hem &grenciler hem de dgretmenler
icin materyal kullanimi 6n plana ¢ikarmaktadir. “Yabanci dil 6gretimi asamasinda
materyal kullanimi hi¢ siiphesiz sadece 6grenmeyi kolaylagtirmayacak ayni zamanda
biiyiik oranda zaman tasarrufu da saglayacaktir. Uygun materyaller kullanmak 6grenciyi
aktif hale getirerek, diisinmeye, arastirmaya, elestirel yaklasmaya, is birligine
yoneltecektir” (Yagli, 2018: 708). Yabanci dil ogretiminde konusma becerisinin
kazandirilmasmin zor bir siireg oldugu gercektir. Ancak, ¢ocuklarin bu beceriyi daha
kolay edindigi bilinmektedir. Cocuklara basit ve amaca yonelik gorsel ve iletisimsel
materyaller kullanilarak bu sorun biraz daha kolay ¢oziilebilmektedir. Bu baglamda

¢izgi yapimlar dil 6grenmeye yeni baslayanlarin 6grenme siireglerini hem eglenceli hem
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de kolay kilacaktir. Buna en ¢ok izlenen ¢izgi filmlerden se¢im yapilarak baslanabilir.
“Cocuklarin biligsel gelisimleri, ilgi alanlari yetigkinlerden farkli oldugu icin segilen
yontem ve teknikler daha fazla dikkat gerektirmektedir. Yabanci dilde izlenen ¢izgi
filmler ¢ocugun sadece konugma ve anlama becerisini gelistirmekle kalmaz ayni
zamanda onu aktif 6grenme ortamina da cekecektir. Cizgi filmler sayesinde cocuklar
0zgiin bir ortamda birbirinden farkli konugma ve duyma ortamlarina katilacaktir. Ayrica
anlamlandirilmada giigliik ¢ekilen kavramlar, deyimler ¢izgi filmlerle goérsel ve isitsel
olarak daha kolay hale gelebilir. Iyi hazirlanmis ¢izgi filmler ¢ocuklara sadece dil
edinimi kazandirmakla kalmaz ayni zamanda sosyal ve kiiltiirel kazanimlar1 da elde
etmelerini saglar. Aslinda ¢izgi filmler ders kitabi disinda 6grenciye bir rahatlama ve
motivasyon unsuru olarak da diigiiniilmelidir” (Yagli, 2018: 703). Zou ¢izgi filmleri
cocuklara bu rahatlamay1 ve motivasyonu saglayacak yabanci dil materyali olarak tercih
edilebilir. Yabanci dil 6gretimi asamasinda hem ekonomik hem de pratik olmasi
agisindan ¢izgi filmler 6nemli bir yere sahiptir. Cizgi filmlerin yabanci dil 6gretiminde
bir materyal olarak kullanilmasinin saglayacag: avantajlar1 sdyle siralayabiliriz:
- Cizgi filmler ulagilabilirligi hem kolay hem de ucuz materyallerdir.
- Ogrencilerin asina oldugu yapimlar oldugu icin dersi eglenceli hale getirir.
oyut kavramlari somutlastiracag1 icin anlamaya yardim eder. -Igerdigi mizah
ile de 6grencilerin konuya ilgisini artirir.
- Eylemin 6n plana ¢ikmasiyla kalic1 6grenme saglar.
- Ogrencilerin gérme ve isitme duyularina hitap ettigi igin daha kolay algilamay1
saglar.
- Gorselligi sayesinde ¢abuk hatirlama pekistirilmis olur.

- Ogrencilerin dilsel ve biligsel becerilerinin gelismesine katki saglar.

Yukarida saydigimiz avantajlar bazi sorunlari da beraberinde getirebilir. Bu yiizden
negatif bir etkinin 6niine gecebilmek yapilabilecekleri de soyle siralayabiliriz:

- Cizgi filmdeki dil, konu, anlatim 6grencilerin seviyelerine uygun olmali.
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- Cizgi film izledikten sonra hep birlikte degerlendirmeler yapilarak 6grencilerin
pasif kalmalarinin 6niine gegilmeli.

- Ders siirelerinin kisithiligi g6z oniine almarak uygulamanin devami o6dev
seklinde yapilmalidir.

- Cizgi filmler 6gretmen tarafindan 6nceden izlenmeli ve dil grenimine nasil
katki saglayacagi planlanmali.

- lyi bir planlamayla da zaman kayb1 dnlenebilir.

Sonug olarak sdylemek gerekirse ¢izgi filmler yabanci dil 6gretimi esnasinda olusan
eksiklikleri gidermede ve ulasilmada en kolay materyallerdendir. Zira, yabanci dil
ogretiminde siniftaki derslere ve uygulamalara “katk: olarak ¢izgi roman, resimli hikaye
kitaplari, reklam afisleri, karikatiir gibi farkli kaynaklara da bagvurmak gerekir. Farkli
materyallerden beslenmek O6grencinin sadece okuma, Ogrenme konusma siirecini
hizlandirmaz ayni zamanda ona farkli bakis acilart ve farkli kiiltiirel kazanimlar da
saglar” (Yagl, 2018: 708). Yabanci dil Ogretiminde gorsel igitsel materyallerin

kullanim1 sadece 6grenmeyi kolaylastirmaz ayni zamanda siiregten de tasarruf saglar.
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SUMMARY

Cartoons are among the productions mostly watched by children. With their integration into
education, cartoons are now considered as not only entertainment tools, but also as educational
materials. It is stated that cartoons convey a rich language use and they offer social and cultural
gains to children. They are also used in foreign language teaching because they are cheap and
effective materials among audio-visual materials. Thanks to the visual perception provided by
cartoons, children can learn many words that they do not know in the target language more
easily. “The figure on the screen often facilitates perception and contributes to the formation of
meaning in the child's mind. In other words, there is a harmony between the image and the words,
namely repetition. Thanks to the figure on the screen, the child understands both the dialogue in
the story and the general structure of the story more easily” (Meysonnier: 2005, 11).

However, although cartoons are considered as original materials, they should be used in
educational environments by considering their educational suitability and capacity (Yagh:2018).
The cartoon named Zou is an educational material suitable for both foreign language teachers
and children who have been learning foreign languages. Zou is a five or six-year-old zebra living
in human form (Anthropomorphism) with his family and friends. It is a cartoon that has been
translated into Turkish and the episodes last about ten minutes, it has still been loved and
watched on television in many countries around the world.

Research Methodology

In this study, the related cartoon series were evaluated by using the document analysis method,
which is included in the qualitative research method. This study was based on the data obtained
as a result of data collection process. An interpretative process was followed with a holistic point
of view in the "research in which a qualitative process was followed to reveal the events in a
realistic and holistic way in the natural environment" (Yildirim & Simsek, 2008). In the research,
the French-made cartoon series Zou were watched and how the selected sample was used as a
material in foreign language teaching was discussed.

Purpose of the Study

The aim of this study is to show how cartoons contribute to listening, comprehension and
speaking skills in foreign language teaching. In addition, it is discussed how these skills can be
developed through the popular cartoon Zou. In the study, the relevant studies were analyzed and
some remarks were provided by emphasizing how the related cartoon should be used as an
educational material in foreign language teaching. In this context, it has been determined that
Zou's other cartoons are also suitable for use by teachers and students in foreign language
teaching since Zou series have instructive and entertaining content that includes some sections
from current life that interest children.

Conclusions and Recommendations

Having a good command of a foreign language brings the use of materials to the forefront in the
education process for both students and teachers. The use of materials in foreign language
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teaching will undoubtedly not only facilitate learning but will also save a great deal of time. It is
a fact that improving speaking skills in foreign language teaching is a difficult process. This
problem can be solved to some extent by using simple and purposeful visual and communicative
materials for children. As a supplement to other skills, the development of speaking skills can be
achieved by watching and listening. In this context, cartoons are among the entertaining
materials that will facilitate children's language learning. Cartoons watched in foreign languages
not only improve children's speaking and comprehension skills, but also enable teachers to create
an active learning environment. Well-prepared cartoons enable children to foster social and
cultural competencies. As an extracurricular material, the cartoon is an element of relaxation and
motivation for the student. Zou cartoons can be preferred as foreign language material that will
provide this relaxation and motivation to children.

The advantages of using cartoons as material in foreign language teaching can be listed as
follows:

- Cartoons are both easy and cheap materials to access.

- They can make the lesson fun as they are productions that students are familiar with.

- They help comprehension because they embody abstract concepts.

- They can also increase students' interest in the subject with its satire.

- They provide permanent learning with action coming to the fore.

- As they appeal to students' visual and auditory senses, they can lead to easier perception.
- Thanks to their visual support, quick recall is reinforced.

The advantages mentioned above may also bring some problems. Therefore, we can list the things
that can be done to prevent a negative effect as follows:

-The language, subject and expressions in the cartoon should be suitable for the students’ levels.

-After watching cartoons, evaluations should be made all together to prevent students from
remaining passive.

-Follow-up activities should be integrated in the form of homework, taking the limitation of
course times into account.

-Cartoons should be watched by the teacher in advance and how they will contribute to language
learning should be planned.

-Time loss can be avoided with good planning.
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Tiim diinyay etkisi altina alan Covid-19 salgini, egitim-6gretim siirecini olumsuz etkilemistir. Bu
virtis salgint nedeniyle, diinya genelinde yiiz yiize egitimden zorunlu uzaktan egitime gecis
yapunmustir. Ozellikle iiniversiteler salgimn olumsuz etkilerini en aza indirgemek ve egitim-
ogretim faaliyetlerinin aksamadan en iyi gekilde yiiriitiilmesi icin farkli arayg icerisine
girmiglerdir. Bu nedenle, ¢alismamiz kapsaminda, boyle olaganiistii bir siirece alismak zorunda
olan 6grencilerin uzaktan ¢evrim i¢i yabanci dil 6grenmeye yénelik goriisleri ortaya koyulmustur.
Bu ¢alisma, Ondokuz Mayis Universitesi Yabanci Diller Yiiksekokulu Hazirlik programinda
uzaktan egitim yoluyla verilen Ingilizce/Almanca/Fransizca dersine yonelik égrenci goriislerinin
belirlenmesi amaciyla yapumistir. Nicel arastirma yontemlerinden betimsel tarama modelinin
kullamldigi ¢alisma grubunu 2020-2021 egitim-ogretim yili Giiz donemi Ondokuz Mayis
Universitesi Yabanci Diller Yiiksekokulunda Ingilizce/Fransizca/Almanca hazirlik programinda
o6grenim gormekte olan 114 ogrenci olusturmustur. Veri toplama aract olarak, Dogan (2020)

“Almtilama: Ozgelik, N. ve Atmaca, E. (2022). Hazirlik programi 6grencilerinin ¢evrim igi
yabanct dil 6grenmeye yonelik goriisleri: Ondokuz mayis tniversitesi 6rnedi. Gazi Universitesi
Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 55-77.

“Bu c¢alisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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tarafindan gelistirilen ve 12 maddeden olusan besli Likert tiiriindeki Cevrimi¢i Yabanci Dil
Ogrenmeyi  Degerlendirme Olcegi  kullamimistir.  Uygulanan  olcegin - sonuglarina  gore
ogrencilerin genel olarak uzaktan g¢evrim ici yabanci dil ogrenmeye yonelik kararsiz goriis
belirttikleri anlasiimaktadir.

Anahtar Sézcitkler: Uzaktan Egitim, Ingilizce, Fransizca, Almanca Hazirlik, Yabanci Dil
Ogretimi.

ABSTRACT

The Covid-19 epidemic, which affected the whole world, negatively affected the education
process. Due to this virus epidemic, there has been a transition from face-to-face education to
compulsory distance education worldwide. In particular, universities sought different ways to
minimize the negative effects of the epidemic and to carry out the educational activities in the best
way without interruption. Therefore, within the scope of our study, the views of students who had
to get used to such an extraordinary process towards learning a foreign language online were
revealed. This study was carried out in order to determine the opinions of students about the
English / German / French course taught through distance education in Ondokuz Mayis
University School of Foreign Languages Preparatory Program. The study group, in which the
descriptive survey model which is one of the quantitative research methods was used, consisted of
114 students studying in the English / French / German preparatory program at Ondokuz Maytis
University School of Foreign Languages in the fall semester of the 2020-2021 academic year. As
a data collection tool, a five-point Likert-type Online Foreign Language Learning Evaluation
Scale consisting of 12 items and developed by Dogan (2020) was used. According to the results of
the scale applied, it is understood that the students generally expressed an undecided opinion
towards online foreign language learning.

Keywords: Distance education, English, French, German preparation, Foreign language
teaching.

GIRIS

Bilgi ve iletisim ¢agindaki teknolojik gelismeler egitim alaninda kendini hissettirmeye
bagladiktan sonra egitim uygulamalar1 teknoloji destekli olmustur ve bunun beraberinde
uzaktan &gretim de yayginhk kazanmustir. Ulkemizde ozellikle iiniversitelerde bu
gelismelerden yararlanilmig ve farkli egitim programlarma teknoloji destekli
uygulamalar dahil edilmigtir. Bu degisim ve gelisim siirecine uyum saglayan
iniversiteler, yiiz ylize 6gretimin yani sira uzaktan 6gretim ile ilgili de faaliyetlerini

gergeklestirmistir. Yiiksekogretim Kurumlarinda Uzaktan Ogretime Iliskin Usul ve
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Esaslarin 5. maddesine gore, Yiiksekdgretim kurumlarinin 6n lisans, lisans ve yliksek
lisans diizeyinde diploma programlari ile senatolari tarafindan uygun goriilmesi halinde,
birinci ve ikinci Ogretim programlarindaki bazi dersler uzaktan o6gretim yoluyla
verilebilir (YOK, 2020). Bu kararlar kapsaminda, Tiirkiye’deki yiiksekogretim
diizeyindeki programlarda yer alan ortak dersler (Tiirk Dili, Atatiirk ilke ve Inkilaplart
Tarihi ve Yabanci Dil dersleri) uzaktan 6gretim yolu ile yiriitiilmektedir. 6 Kasim
1982’de Resmi Gazete’de yaymmlanan Agik Yiksekogretim YoOnetmeliginin 2.
maddesine gore, Tiirkiye’de Acik Yiiksekogretim Anadolu Universitesinde merkezi
acik yiiksekogretim ve diger liniversitelerde acik yiiksekogretim, olmak iizere iki farkli
ortamda siirdiiriiliir (Anadolu Universitesi, 2020). Anadolu Universitesi egitime yonelik
sadece temel dersleri degil yabanci dil derslerini de uzaktan egitim ydntemiyle
hazirlanmis kitaplar ve televizyon programlar1 aracilifiyla yiirlitmeyi basarmistir.
Bunun yani sira, 2001-2002 ogretim yilinda Agik Ogretim Fakiiltesi Ingilizce
Ogretmenligi Lisans Programi uygulanmaya baslanmstir. Bu program, Milli Egitim

Bakanlig1 ve Anadolu Universitesi is birliginde hazirlanmustir.

Uzaktan yabanci dil 6gretimi, Tiirkiye’de ¢ok daha dncesinde uygulanmaya baglanmis
olmasina ragmen yine de gelistirilmesi gereken bir alandir. Cevrim igi yabanci dil
O0grenim siirecinde yogun bir bigimde etkilesimli iletigim saglanmasi basart i¢in son
derece Onemlidir. Bu dogru etkilesimin saglanabilmesi i¢in Ogreten, Ogrenen ve
6grenme ortamlarinin hazir olmasi gerekmektedir. Ulkemizde teknoloji destekli yabanci

dil 6grenimi ve 6gretimi ilizerine ¢ok daha 6zverili ¢alisma yapilmasi beklenmektedir.

Tiirkiye’deki tiniversitelerde uzaktan yabanci dil egitimi ile ilgili yapilan bir¢ok galisma
bulunmaktadir. Bu arastirmalara 6rnek olarak Rusganin uzaktan egitim yoluyla yabanci
dil olarak o6gretimi (Aydin, 2015), Cukurova Universitesi Adana Meslek
Yiiksekokulu’nda verilen uzaktan yabanci dil egitim programinin bir degerlendirmesi
(Ilin, 2016), Uzaktan Egitim ile Verilen Ingilizce Dersine Yonelik Ogrenci Gériisleri:
Mus Alparslan Universitesi Ornegi (Pepeler, Ozbek, Adanir, 2018) isimli calismalardan
bahsetmek ¢aligmamiz agisindan verimli olacaktir. Calismamiz kapsaminda yaptigimiz

alanyazin aragtirmalarinda pandemi siirecinde uzaktan egitimle yabanci dil
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Ogretimi/6grenimi  ve oOzellikle &grencilerin bu konudaki goriislerini inceleyen
caligmalara rastlanmamustir. Dolayisiyla bu durum, alanda bir ilk olma 6zelligini tagiyan

calismamizin 6zgiinliigiinii ortaya koymaktadir.

Tim diinyay:1 etkisi altina alan Covid-19 salgini, egitim-6gretim siirecini olumsuz
etkilemistir. Bu viriis salgin1 nedeniyle, diinya genelinde yiiz yiize egitimden zorunlu
uzaktan egitime gecis yapilmistir. Tiirkiye’de ozellikle yiiksekdgretim kurumlari
salgimin basindan bu yana egitimlerini uzaktan gergeklestirmeye devam etmektedir.
Ulkemizde tiim diinyayi etkisi altina alan viriis salgim egitim-6gretim siirecini olumsuz
etkilemistir. Ozellikle iiniversiteler salginin olumsuz etkilerini en aza indirgemek ve
egitim-6gretim faaliyetlerinin aksamadan en iyi sekilde yiiriitiilmesi igin farkli arayis
icerisine girmislerdir. Artik bu kurumlarda egitim-0gretim uzaktan egitim yoluyla
gerceklestirilmektedir. Bu nedenle, bu arastirma, bdyle olaganiistii bir siirece aligmak
zorunda olan &grencilerin uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik goriislerini
ortaya koymak ve bu sayede Ogrencilerin goriigleri iizerinden uygulanan egitimin

olumlu ve olumsuz yonleri hakkinda 6neriler sunmayi amaglamaktadir.

YONTEM

Calismanin Modeli

Bu caligma nicel aragtirma yontemlerine dayali bir ¢alismadir ve betimsel tarama
yontemi kullanilmistir. “Tarama yontemi egitim arastirmalarinda en yaygin betimsel
yontemdir.” (Biiyiikoztiirk, Kilig-Cakmak, Akgiin, Karadeniz ve Demirel, 2011) ve
“Genel olarak bir evrenin kendine 06zgii ozelliklerini anlayabilmek icin yiiriitiilen

bilimsel bir aragtirma yontemidir.” (Ozdemir, 2014).
Calismanin Amaci

Bu calismanin amaci, Ondokuz Mayis Universitesi Yabanci Diller Yiiksek Okulu

yabanci dil hazirlik program: &grencilerinin uzaktan ¢evrim i¢i yabanci dil 6grenmeye
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yonelik goriislerini ortaya koymaktir. Bu baglamda bu ¢aligmada, asagidaki sorulara

yanit aranmistir:

1) Uzaktan egitimle Fransizca dersini alan Ogrencilerin bu derse yonelik goriisleri

nelerdir?

2) Uzaktan egitimle Almanca dersini alan &grencilerin bu derse yonelik gortisleri

nelerdir?

3) Uzaktan egitimle Ingilizce dersini alan Ogrencilerin bu derse yonelik goriisleri

nelerdir?
4) Ogrencilerin goriisleri ile cinsiyetleri arasinda anlamli bir farklilik var nudir?
5) Ogrencilerin goriisleri ile okuduklar1 boliim arasinda anlamli bir farklilik var midir?

Calhisma Grubu

Calisma grubunu, Ondokuz Mayis Universitesi Yabanci Diller Yiiksekokulunda 2020-
2021 Egitim-Ogretim Yili Giiz Doneminde Almanca/Fransizca/ingilizce Hazirhk
Programinda okuyan oOgrenciler olusturmaktadir. Fransizca Hazirlikta 32, Almanca
Hazirhkta 35 ve Ingilizce Hazirlikta 47 olmak iizere toplam 114 6grenci calismaya

katilmstir.
Veri Toplama Araglari

Caligmada arastirma problemine uygun olarak gelistirilen ve yabanci dil 6grencilerinin
uzaktan cevrim i¢i yabanci dil 6grenmeye yonelik goriislerini ortaya koymak i¢in,
Dogan (2020) tarafindan gelistirilen Cevrimici Yabanci Dil Ogrenmeyi Degerlendirme
Olgegi veri toplama araci olarak kullanilmistir. 12 maddelik 5°li Likert tipi 6lgegin
maddelerine verilen yanitlar ve puanlama “(1) kesinlikle katilmiyorum” ile “(5)
kesinlikle katiliyorum” arasinda derecelendirilmistir. Olgegin giivenirlilik analizi de
Olcegi gelistiren Dogan tarafindan gerceklestirilmis ve Cronbach’s Alpha katsayist .967
olarak hesaplanmistir (Dogan, 2020:488). Cronbach’s Alpha katsayis1 0.80 < a < 1.00
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ise olgek yiiksek derecede giivenilir bir dlgektir (Kalayci, 2009). Olgekte yer alan
maddelerin cevap secenekleri 1=Kesinlikle katilmiyorum, 2=Katilmiyorum,
3=Kararsizim, 4=Katiliyorum ve 5=Kesinlikle katiliyorum seklindedir. Cevap
secenekleri iizerinden aragtirma bulgularmin degerlendirilmesinde esas alinan ortalama

araliklari:

1.00-1.80: Kesinlikle katilmiyorum

1.81-2.60: Katilmryorum

2.61-3.40: Kararsizim

3.41-4.20: Katiliyorum

4.21-5.00: Kesinlikle katiliyorum, (Tekin, 2002) seklindedir.

Olgekteki puanlar 1 ile 5 arasinda oldugundan, puanlar 5’e yaklastikca &grencilerin
uzaktan c¢evrim ici yabanci dil 6grenmeye yonelik goriislerinin daha olumlu oldugu,

puanlar 1’¢ yaklastik¢a daha olumsuz goriis gelistirdikleri kabul edilmistir.
Verilerin Analizi

Calismada orneklem grubuna uygulanan Cevrimi¢ci Yabanci Dil Ogrenmeyi
Degerlendirme Olgegi’nden elde edilen verilerin degerlendirilmesinde SPPS 22 paket
programu kullanilmugtir. Ogrenci goriislerine yénelik analiz sonuglari tablolarla ifade
edilirken, &grenci sayilart (N), aritmetik ortalamalar (X), standart sapmalar (SS) ve

anlaml farklilik diizeyi (P) ifadeleri ile gosterilmistir.

Olgekten elde edilen veriler bilgisayar ortamma aktarildiktan sonra &rneklem
grubundaki dgrencilerin dlgekteki sorulara verdikleri cevaplarin normal dagilimda olup
olmadigimi ortaya koymak i¢in normallik testine bagvurulmustur. Normallik testi
verilerine gore Olgekteki sorulara verilen cevaplarin normal dagilhim gosterdigi tespit
edilmis ve bu sebeple 6grencilerin uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik
goriisleri tespitinde cinsiyet ve okunan boliim degigkenlerine gore anlamli bir fark olup
olmadigini ortaya koymak igin parametrik test tekniklerinden yararlanilmistir.

Ogrencilerin uzaktan ¢evrim ici yabanci dil 6grenmeye yonelik goriislerini
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degerlendirmek icin ortalama ve standart sapma gibi betimsel teknikler kullanilmistir.
Ogrencilerin goriislerinde cinsiyet degiskenine gére anlamli fark olup olmadigini ortaya
koymak igin bagimsiz orneklem t testi teknigine bagvurulmustur. Ogrencilerin
goriislerinde egitim goriilen bolim degiskenine gore anlamli fark olup olmadigini
ortaya koymak i¢in ise tek yonlii varyans analizi Anova istatiksel tekniginden
faydalanilmistir. Tek yonli varyans analizinde anlamli farkin hangi gruplar arasinda
oldugunun tespit edilmesi i¢in gruplar arasi varyans dagilimi sonucu homojen olmadigi

i¢in post-hoc testlerinden Games-Howell testine bagvurulmustur.
Normallik Analizi Sonuclar:

Calismada ortaya konan alt problemlere cevap bulmak i¢in uygulanacak test
tekniklerine karar verebilmek amaciyla normallik testi uygulanmustir. Olgekteki
verilerin normal dagilim sergileyip sergilemedigini ifade edebilmek icin iki tiir
normallik testine bagvurulur. “Grup biiyiikligiiniin 50°den kiigiik olmasi durumunda
Shapiro-Wilk, 50’den biiyilk olmast durumunda Kolmogorov-Smirnov testine
basvurulur. Test sonucunda p-degerinin a=.05’ten biiyiikk c¢ikmasi, bu anlamlilik
diizeyinde puanlarin normal dagilimdan anlamli sapma gdstermedigi, uygun oldugu
seklinde yorumlanir” (Biiytikoztiirk, 2013:42). Calismamiza katilan toplam &grenci
sayist 114 oldugundan 6lgek verisinin normal dagilim sergileyip sergilemedigini tespit

etmek i¢in Kolmogorov-Smirnov testinde ortaya ¢ikan sonug dikkate alinmustir.
Normallik testi ile ilgili sonug tablosu asagida verilmistir.

Tablo 1. Cevrimi¢i Yabanci Dil Ogrenmeyi Degerlendirme Olgeginden Toplanan

Veriler I¢in Normallik Testi Sonucu

Kolmogorov-Smirnov Shapiro-Wilk
Statistic df Sig.  Statistic df Sig.
toplam_UE ,071 114 ,200* ,987 114 321

* This is a lower bound of the true significance
a. Liliefors Significiance Correction

Tablo 1’e gore, toplanan verilerin normal dagilim gosterdigi goriilmektedir. Tabloda

Kolmogorov-Smirnov test sonucuna bakildiginda, ¢ikan sonucun p= (.200) degerinden
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(p=.05) biiyiik oldugu goriilmektedir. Bu sonug verilerin normal dagilima uygun oldugu

seklinde yorumlanabilir.

Olgek caligmalarinda ortaya konulan verilerin normal dagilim gésterip gdstermedigini
saptamak icin uygulanan diger bir istatiksel yontem ise, verilerin ¢arpiklik (skewness)
ve basiklik (kurtosis) degerlerine bakmaktir. Tabashnick ve Fidell (2013)’e gore
carpiklik ile basiklik degerlerinin -1,5 ile +1,5 arasinda yer almasi verilerin normal
dagilim sergiledigini gostermektedir. Calismada verilerin carpiklik degeri .177, basiklik
degeri ise .304 olarak saptanmustir. Dolayisiyla verilerin normal dagilim sergiledigi

varsayilmaktadir.
Etik Kurallara Uygunluk

Bu calismanin, hazirlik, arastirma konusunun belirlenmesi, veri toplama araglarinin
hazirlanmasi, katilimeilarin belirlenmesi, verilerin toplanmasi ve analizi, aragtirmanin
bulgularinin yorumlanmasi ve bilgilerin sunulmasi olmak iizere tiim asamalarinda
“Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yayin Etigi Yonergesi” kapsaminda
belirlenen bilimsel etik, ilke ve kurallara uyulmustur. Ayrica aragtirmanin etik kurallara
uygunlugunu belirten Ondokuz Mayis Universitesi Sosyal ve Beseri Bilimler Bilimsel
Aragtirma ve Yaym Etigi Kurulu’'ndan alinan 25.12.2020 tarih ve 2020/913 sayili Etik

Kurul Karar belgesi EK-1’de sunulmustur.
BULGULAR

Yabanci dil boliimii 6grencilerinin uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik
genel goriisleri ¢aligmanin temel problemini olusturmaktadir. Ogrencilerin bu probleme
iliskin goriiglerini ortaya koyan istatiksel analiz sonuclart bulgular boliimiine ait alt
basliklarda yer almaktadir. S6z konusu basliklar caligmanin problemlerine yonelik

analiz ve yorumlari igermektedir.

Arastirmanin Birinci, ikinci ve Uciincii Problemine Yonelik Bulgu ve Analizler
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Calismanin birinci, ikinci ve {igiincii problemi "Uzaktan egitimle Fransizca, Ingilizce,
Almanca dersini alan 6grencilerin bu derse yonelik goriisleri nelerdir?" seklindeydi.
Asagidaki tabloda dgrencilerin uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik 6lcek
maddelerine verdikleri toplam cevaplar ve bu cevaplarin yiizdelik sonuclar1 ifade
edilmistir. Bu bulgulardan hareketle &grencilerin egitim-6gretim siirecine uzaktan

ogretimle devam edilmesinden memnun olmadiklar1 sdylenebilir.
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Tablo 2. Cevrimigi Yabanci Dil Ogrenmeyi Degerlendirme Olgegi ile ilgili Ogrenci

Gortislerine Ait Ortalama ve Standart Sapma Degerleri

Maddeler X) (SS)
1TU..Zflktan Ogretim, yztbanm dil 6grenmek igin uygun 2,65 1,047
bir 6grenme ortami saglar.
2-U;aktan Ogretim, yabanci dil 6grenmeye yonelik 225 1,143
motivasyonumu arttirir.
E?'»:Uzaktan. Ogretim yabanct dil ders materyalleri 282 1177
6grenmemi kolaylagtirir.
4-Uzaktan 6gretim, yabanci dil grenmeye yonelik
. . 2,63 1,099
tutumumu olumlu yonde etkiler.
5TU"Zfiktan Ogretim, y%banm dil dersi igin etkilesimli 252 1,033
bir 6grenme ortamu saglar.
G-Uzgktan pgretlm, yabanct dil okuma becerimi 2.84 1,126
gelistirmek i¢in uygundur.
7-Uzgktan Qgretlm, yabanci dil dinleme becerimi 3,26 1,190
gelistirmek i¢in uygundur.
8-Uzaktan 6gretimin yabanci dil konusma becerimi
A 3,04 1,272
gelistirecegini dlisinmiiyorum.
9-Uzaktfm Ogretim, yabanci dil yazma becerime 2,08 1,167
katk1 saglar.
10-Uzaktan 6gretim, yabanci dil 6grenmeye yonelik 2,54 1,154
kaygimi azaltir.
11-Uzaktan &gretim, yabanct dil 6grenme siireci 304 1296
tizerindeki kigisel kontroliimii arttirir. ' '
12-Uzaktan Ogretimde, yabanci dil O6grenme 301 1273
stratejilerimi rahatlikla uygulayabilirim. ' '
12 maddenin genel ortalamasi 2,79 0,75

Tablo 2’ye gore Olgek sorularina verilen puanlarin ortalamalart incelendiginde,
ogrencilerin genel olarak uzaktan c¢evrim i¢i yabanci dil 6grenmeye yonelik kararsiz

goriis belirttikleri anlasilmaktadir.
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Tablo 3. Olgek Maddelerinin Puanlama Cetveline Ait Toplam Puanlar ve Yiizdeleri
Olgek Maddeleri Puanlama N %
1-Kesinlikle katilmiyorum 13
2-Katilmryorum 44 38,6
1-Uzaktan 6gretim, yabanci dil 3-Kararsizim 33 28,9
o0grenmek i¢in uygun bir 6grenme 4-Katiliyorum 18 15.8
ortamu saglar. 5-Kesinlikle katiliyorum 6 53
1-Kesinlikle katilmiyorum 32 28,1
2-Uzaktan 6gretim, yabanci dil 2-Katilmiyorum 47 41,2
6grenmeye yonelik motivasyonumu  3_Kararsizim 14 12,3
artirir. 4-Katiliyorum 16 14,0
5-Kesinlikle katiliyorum 5 4.4
1-Kesinlikle katilmiyorum 14 12,3
3-Uzaktan dgretim yabanci dil ders 2-Katilmryorum 37 32,5
materyalleri 6grenmemi 3-Kararsizim 29 25.4
kolaylastirir. 4-Katiltyorum 23 20,2
5-Kesinlikle katiliyorum 11 9,6
1-Kesinlikle katilmiyorum 15 13,2
4-Uzaktan 6gretim, yabanci dil 2-Katilmiyorum 46 40,4
o0grenmeye yonelik tutumumu 3-Kararsizim 25 21,9
Olumlu yénde etkiler. 4-Kat1hy0rum 22 19 3
5-Kesinlikle katiliyorum 6 53
1-Kesinlikle katilmryorum 19 16,7
5-Uzaktan 6gretim, yabanci dil 2-Katilmiyorum 40 35,1
dersi i¢in etkilesimli bir 6grenme 3-Kararsizim 36 31,6
ortami saglar. 4-Katiliyorum 15 13,2
5-Kesinlikle katiliyorum 4 3,5
1-Kesinlikle katilmryorum 15 13,2
6-Uzaktan 6gretim, yabanci dil 2-Katilmryorum 33 28,9
okuma becerimi gelistirmek i¢in 3-Kararsizim 25 21,9
uygundur. 4-Katiltyorum 37 32,5
5-Kesinlikle katiliyorum 4 3,5
1-Kesinlikle katilmiyorum 11 9,6
7-Uzaktan 6gretim, yabanci dil dinleme 2-Katilmiyorum 24 21,1
becerimi gelistirmek i¢in uygundur. 3-Kararsizim 15 132
4-Katiliyorum 52 45,6
5-Kesinlikle katiliyorum 12 10,5
1-Kesinlikle katilmiyorum 15 13,2
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8-Uzaktan 6gretimin yabanci dil 2-Katilmiyorum 28 24,6
konugma becerimi gelistirecegini 3-Kararsizim 24 21,1
diisiinmiiyorum. 4-Katiliyorum 31 27,2

5-Kesinlikle katiliyorum 16 14,0
1-Kesinlikle katilmiyorum 12 10,5
9-Uzaktan 6gretim, yabanci dil yazma 2-Katilmiyorum 34 29,8
becerime katki saglar. 3-Kararsizim 20 175
4-Katiliyorum 40 351
5-Kesinlikle katiltyorum 8 7,0
1-Kesinlikle katilmiyorum 24 211
10-Uzaktan 6gretim, yabanci dil 2-Katilmiyorum 36 31,6
o6grenmeye yonelik kaygimi azaltir. 3-Kararsizim 29 254
4-Katiliyorum 19 16,7
5-Kesinlikle katiltyorum 6 53
1-Kesinlikle katilmiyorum 15 13,2
11-Uzaktan dgretim, yabanci dil 2-Katilmiyorum 24 21,1
ogrenme siireci tizerindeki kisisel 3-Kararsizim 31 272
kontrolimii artirir.
4-Katiliyorum 30 26,3
5-Kesinlikle katiliyyorum 14 12,3
1-Kesinlikle katilmiyorum 16 14,0
12-Uzaktan dgretimde, yabanci dil 2-Katilmiyorum 29 254
0grenme SFT?.t.ejllerlml rahatlikla 3-Kararsizim 21 184
uygulayabilirim.
4-Katiliyorum 34 29,8
5-Kesinlikle katilryorum 14 12,3

Tablo 3’te Ogrencilerin uzaktan ¢evrim i¢i yabanci dil dgrenmeye yonelik 6lgek
maddelerine verdikleri toplam cevaplar ve bu cevaplarin yiizdelik sonucglar1 ifade
edilmistir. Asagidaki sonuclar incelendiginde, oncelikle Olcekteki 6, 7, 8 ve 9.
maddelerin dil becerilerinin 6grenimi ile ilgili oldugu anlasilmakta ve &grencilerin
uzaktan ¢evrim i¢i yabanci dil becerilerinin 6grenime yonelik olumlu goriis belirttikleri
goriilmektedir. Ogrencilerin ‘‘Uzaktan dgretim, yabanci dil okuma becerimi gelistirmek
icin uygundur.”” maddesine %32,5 diizeyinde (n:37) katihm gosterdikleri; ‘‘Uzaktan
ogretim, yabanci dil dinleme becerimi gelistirmek i¢in uygundur.”’ maddesine
ogrencilerin %45,6’smin (n:52) katildigy, “‘Uzaktan ogretimin yabanci dil konusma

>

becerimi  gelistirecegini  diisiinmiiyorum.’” maddesine Ogrencilerin  %27,2 (n:31)

oraninda katildig1; ve ‘‘Uzaktan égretim, yabanct dil yazma becerime katki saglar.”’
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maddesi i¢in ise dgrencilerin %35,1 (n:40) diizeyinde katilim gosterdigi anlasiimaktadir.
Yine ogrencilerin ‘‘Uzaktan ogretimde, yabanci dil 6grenme stratejilerimi rahatlikla
uygulayabilirim.”” maddesine %29,8 (n:34) oraninda katilim gosterdikleri ve bu
baglamda Ogrencilerin ¢ogunlugunun uzaktan Ogretimde yabanci dil stratejilerini

rahatlikla uygulayabilirim goriisiine katildiklar1 anlasilmaktadir.

Ugiincii tabloda dikkat ceken dier onemli bir sonug¢ ise, &grencilerin ‘‘Uzaktan
ogretimin yabanct dil 6grenmek icin uygun bir 6grenme ortami saglar.’’ maddesi i¢in
verdikleri cevaptir. Asagidaki tablodaki sonugtan, 6grencilerin ¢ogunlugunun “uzaktan
ogretimin yabanct dil ogrenmek icin uygun ogrenme ortami saglar” maddesi igin
olumsuz goriise sahip olduklar1 goriilmektedir. Zira dgrencilerin %38,6” sinin (n:44) bu
goriise katilmadiklar1 anlasilmaktadir. Bu bulgulardan hareketle 6grencilerin egitim-
Ogretim siirecine uzaktan Ogretimle devam edilmesinden memnun olmadiklari

sOylenebilir.

Ugiincii tabloya gore ogrencilerin, uzaktan Ogretimin yabanci dil &grenirken
motivasyonu arttirdigr ve yabanci dil dgrenmeye yonelik olumlu tutum gelistirdigi
yoniindeki goriislere katilmadiklart goriilmektedir. Zira 6grencilerin ‘‘Uzaktan dgretim,
yabanci dil dgrenmeye yonelik motivasyonumu arttirir.” maddesine %41,2 (n:47)
diizeyinde katilim gostermedikleri; ‘‘Uzaktan ogretim, yabanci dil 6grenmeye yonelik
tutumumu olumlu yonde etkiler.”” maddesine ise Ogrencilerin %40,4’liniin (n:46)
katilmadig1 anlagilmaktadir. Tablodaki sonuglara gore, &grencilerin ¢ogunlugunun
uzaktan Ogretimin yabanci dil 6grenme kaygisini azalttigi ve yabanci dil dersi igin
etkilesimli 6grenme ortami sagladigi goriislerine katilmadiklari gozlemlenmektedir.
Ogrencilerin ayrica, uzaktan ogretimde kullanilan ders materyallerinin yabanci dil
o0grenmeyi kolaylastirdigi goriisiine biiyiik olgiide katilmadiklari anlagilmaktadir. Son
olarak oOgrencilerin ¢ogunlugunun ‘‘Uzaktan &gretim, yabanci dil 6grenme siireci
lizerindeki kigisel kontroliimii artirir.”” maddesine yonelik kararsiz goriis bildirdikleri

goriilmektedir.
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Calismanin Dordiincii Alt Problemine Yonelik Bulgu ve Analizler

Caligmanin dérdiincii alt problemi “Ogrencilerin goriisleri ile cinsiyetleri arasinda
anlaml bir farklilik var midir?” seklindeydi. Bu alt probleme yanit bulmak amacryla
Ogrenci goriislerinin cinsiyet degiskenine gore farklilasip farklilagmadigini ortaya

koymak i¢in yapilan bagimsiz dérneklem t-testi sonuglar1 Tablo 4’te verilmistir.

Tablo 4. Kiz ve Erkek Ogrencilerin Uzaktan Cevrim I¢i Yabanci Dil Ogrenimi ile Tlgili

Goriiglerinin Karsilagtirilmasina Yonelik T-testi Sonuglart

Cinsiyet N X SS t df p
Kadin 83 2,82 154
Erkek 31 2,72 JA74 ,651 112 ,516

Tablo 4 incelendiginde, uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik 6grenci
goriisleri arasinda, cinsiyet degiskeni agisindan, anlamli bir fark olmadig1 (p=,516 ve
p>0,05 oldugu i¢in) anlagilmaktadir. Zira tabloya bakildiginda kiz 6grencilerin ortalama
puanlart (2,82) ile erkek 6grencilerin ortalama puanlarmin (2,72) birbirine ¢ok yakin
oldugu goriilmektedir. Buradan hareketle, kiz 6grencilerin ortalamasi erkek dgrencilere
nazaran ¢ok az yiiksek olsa da hem kiz hem de erkek Ggrencilerin uzaktan yabanct dil

Ogrenime yonelik benzer goriise sahip olduklari sdylenebilir.
Calismanin Besinci Alt Problemine Yonelik Bulgu ve Analizler

Caligmanin besinci alt problemi, "Ogrencilerin gériisleri ile okuduklar1 béliim arasinda
anlamli bir farklilik var midir?" seklindeydi. Uzaktan ¢evrim igi yabanci dil 6grenmeye
yonelik Ogrenci goriislerinin  okunulan boliimlere gore anlamli fark olusturup
olusturmadigini ortaya koymak i¢in yapilan tek yonlii varyans analizi (ANOVA) test
sonuglar1 agagidaki tablodaki gibidir.
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Tablo 5. Béliim Degiskenine Gore Ogrenci Gériislerine Yénelik Tek Yonlii Varyans
Analizi (ANOVA) Sonuglar

Boyut Bolim N X SS F p
Uzaktan Cevrim I¢i Almanca Ogret. 35 2,60 0,907 2,598 ,079
Yabanm Dil Fransizca Ogret. 32 3,02 0,601

Ogrenmeye Y o6nelik

Ogrenci Goriisleri  ngilizce Ogret. 47 2,78 0,704

Tablo 5°teki analiz sonuglarina gore, ii¢ farkli boliimde okuyan 6grencilerin goriislerinin
ortalamalarinin birbirine yakin oldugu goriilmektedir. Yukaridaki sonuglar, ¢evrim igi
yabanci dil 6grenmeye yonelik 6grenci goriislerinin boliimler arasinda anlamli fark
olusturmadigini (P>,050 oldugu i¢in) ortaya koymaktadir. Sonug olarak gruplar arasinda
anlaml bir fark olmasa da gruplar arasi en yiiksek ortalamaya (X=3,02) Fransizca
ogretmenligi bolimiinlin  sahip oldugu goriilmektedir. Bu bakimdan Fransizca
Ogretmenligi boliimii dgrencilerinin uzaktan cevrim igi yabanci dil 6grenmeye yonelik

daha olumlu goriise sahip olduklar1 sdylenebilir.
TARTISMA ve SONUC

Bu caligma, pandemi siirecinde Ondokuz Mayis Universitesi Yabanci Diller
Yiiksekokulu Hazirlik programinda ilk kez uzaktan egitim yoluyla verilen Ingilizce,
Almanca, Fransizca derslerine yonelik 6grenci goriislerinin belirlenmesi amaciyla
yapilmigtir. Uygulanan 6l¢egin sonuglarina goére Ogrencilerin genel olarak uzaktan
¢evrim i¢i yabanct dil 6grenmeye yonelik kararsiz goriis belirttikleri anlagilmaktadir.
Caligmamiz da ulagtigimiz bu sonug¢ bazi arastirmalarin sonuglartyla ortiismektedir
(Giingér, Cangal, Demir, 2020; Sercemeli ve Kurnaz, 2020; Pepeler, Ozbek, Adanur,
2018; Dogan, 2020; Hakkari, 2018; Istifci, 2017). Bununla birlikte, kiz Ogrencilerin
goriisleri erkek 6grencilerin goriisleriyle karsilagtirildiginda, cinsiyet degiskeni agisinda
anlamli bir fark olmadigi sonucu elde edilmistir. Kirali ve Alci (2016), iiniversite
Ogrencilerinin uzaktan egitim algisma iligkin Ogrenci gorislerini inceledikleri
caligmalarinda, cinsiyet degiskeni agisindan anlamli bir fark olmadigini saptamislardir.

Caligmamizin cinsiyet degiskeni bulgusuyla ortiisen diger bir aragtirma Yavuz (2016)
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tarafindan gergeklestirilmistir. Calismanin diger bir problemi olan boliim degiskeni ile
ilgili yapilan analiz sonuglari, uzaktan ¢evrim i¢i yabanci dil 6grenmeye yonelik 6grenci
goriislerinin  okunulan bolimlere goére anlamli bir fark olusturmadigini ortaya
koymaktadir. Bu ¢aligmanin bdliim degiskeni ile ilgili sonuclarina benzerlik gosteren

Orhan’in (2016) arastirmasina gére de boliimler arasi farklilik gézlenmemistir.

Bu calismanin bulgularini, uzaktan yabanci dil dgretiminin olumlu yonleri ve olumsuz
yonleri olarak iki farkli bicimde degerlendirmek yerinde olacaktir. Uzaktan yabanci dil
Ogretiminin olumlu ydnlerine ydnelik 6grenci gorisleri incelendiginde, yabanct dil
becerilerinin (okuma, dinleme, konusma, yazma) O6grenimine yonelik olumlu goriis
belirttikleri goriilmektedir. Calismanin bu bulgusuna benzer olarak, Tanyeli’nin (2009)
calismasinda, uzaktan egitimin okuma becerileri konusunda yiiz yiize egitimden daha
verimli oldugu sonucuna ulagilmistir. Jansem (2021) yabanci dil 6gretmenleri ve
Ogrencileri ile gerceklestirdigi ¢alismasinda, ankete katilan ogrenci ve 6gretmenlerin
pandemi siirecinde gerceklestirilen ¢evrim i¢i yabanci dil &gretimini daha pratik
gordiiklerini ifade etmektedir. Bu sonuglarin tersine Ekmek¢i’nin (2014) arastirmasinda
da Ogrenenler uzaktan egitimde verilen yabanci dil dersinin yazma ve konusma
becerisini gelistirmesi agisindan olumsuz goriislerde bulunmuslardir. Bununla birlikte
yabanci dil hazirlik sinifinda 6grenim goren Ogrencilerin ¢ogunlugunun “Uzaktan
Ogretimde yabanci dil stratejilerini rahatlikla uygulayabilirim.” gorlisiine katildiklar

anlasilmaktadir.

Uzaktan yabanci dil 6gretiminin olumsuz yonlerine yonelik 6grenci gorisleri ele
alindiginda, Ggrencilerin uzaktan egitimin yabanci dil d6grenimi agisindan uygun bir
ortam olmadigi goriisiinii savunmalari bu uygulamanin olumsuz yonleri arasinda yer
almaktadir. Ayrica, uzaktan egitimde yabanci dil 6grenen hazirlik dgrencileri, bu yeni
egitim bi¢iminin motivasyonlarini olumsuz yonde etkilediklerini diistinmektedir. Bu
bulgulara paralel olarak, Dolmaci’nin (2020) caligmasinda, uzaktan egitimde
Ogrencilerde motivasyonun saglanmasi gibi problemlerin ortaya c¢iktif1 sonucuna
ulasilmustir. Yine benzer bir ¢alismada Huss ve Eastep (2013) ¢evrim igi yabanci dil

Ogretiminde 6grenci motivasyon ve memnuniyetini, 6gretmenlerin ders i¢in verdigi
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dogru talimatlar, 6gretmenin miisait olma durumu ve teknolojinin etkin kullanimi gibi
degiskenlerle iliskilendirmektedir. Ayrica ogrencilerin gevrim i¢i derslerde kullanilan
ders materyallerinin yabanct dil 6grenmeyi kolaylastirdigi goriisiine biiyiik Olgiide
katilmadiklar1 anlagilmaktadir. Son olarak dgrencilerin ¢ogunlugu uzaktan 6gretimin

kisisel kontrolii arttirip arttirmadig1 konusuna kararsiz goriis bildirdikleri goriilmektedir.

Salgin sebebiyle zorunlu uzaktan egitime ge¢mek zorunda olan iiniversiteler salgin
sonrasinda da tamamiyla olmasa bile kismi olarak bu egitim tiiriine devam edeceklerdir.
Bu sebeple, cok yeni ve ¢ok hizli bir sekilde uygulanmaya baslanan bu sistemin
iyilestirilmesine ve gelistirilmesine yonelik caligmalarin siirdiiriilmesi gerekmektedir.
Bu calismanin sonucundan hareketle elde ettigimiz eksikliklere yonelik Onerilerde
bulunmak dogru olacaktir. Uzaktan yabanci dil 6gretimi, 6grencilerin motivasyonlarini
arttirici nitelikte eglenceli ve ilgi cekici hale getirilmelidir. Ogretim materyallerinin
Ogrencilerin seviyelerine uygun ve giincel konulardan segilerek hazirlanmasi
gerekmektedir. Universiteler uzaktan egitim sistemlerini yeniden diizenlemeli ve
biinyesinde ¢alistirdigi &greticilere bu sistemi nasil kullanacagi ile ilgili egitimler
organize etmelidir. Ozellikle {iniversitelerin yabanci diller yiiksekokulu biinyesinde
gergeklestirilen ¢evrim i¢i egitimin yabact Ogrenimi agisinda uygun héle getirilmesi
gerekmektedir. Son olarak, yabanci dil 6gretiminde yiiz yiize egitimde bile 6nemli olan
konulardan olan 6zerk 6grenmeye yonelik 6grencilerin bilgilendirilmesi gerekmektedir.
Ogrencilere oncelikle Ogrenmeyi Ogretmek sonrasinda yabanci dili 6gretmek
gerekmektedir. Yiiz ylize egitimde bile buna ihtiyag duyarken uzaktan egitimde
Ogrencinin kisisel kontroliinii gelistirebilmesi oldukca gerekli bir siiregtir. Cagdas
yabanci dil 6gretim ydntemlerinin de 6ne siirdiigii gibi 6gretici yabanci dil 6gretiminde
rehber gorevini iistlenmelidir. Ogrenci ise 6greticiden nce bir dili nasil 6grenecegini
sonra o dili 6grenmelidir. Bagka bir deyisle, 6grencinin tam anlamiyla etkin oldugu

¢evrim igi yabanci dil 6gretim ortamlari gelistirilmelidir.
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SUMMARY

The Covid-19 epidemic, which affected the whole world, negatively affected the education
process. Due to this virus epidemic, there has been a transition from face-to-face education to
compulsory distance education around the world. In Turkey, especially higher education
institutions have been continuing to conduct their education remotely since the beginning of the
epidemic. The virus epidemic, which affected the whole world in our country, adversely affected
the education process. In particular, universities sought different ways to minimize the negative
effects of the epidemic and to carry out the educational activities in the best way without
interruption. Education in these institutions is now carried out through distance education. For
this reason, this research aims to reveal the views of students who had to get used to such an
extraordinary process towards learning a foreign language online, and thus to offer suggestions
about the positive and negative aspects of the education applied through the students' opinions.

There are many studies on distance foreign language education in universities in Turkey.
Mentioning some of those studies as an example, which are the teaching of Russian as a foreign
language through distance education (Aydin, 2015), an evaluation of the distance foreign
language education program given at Cukurova University Adana Vocational School (Ilin, 2016),
Student Opinions on the English Lesson Given with Distance Education: The case of Musg
Alparslan University (Pepeler, Ozbek, Adamr, 2018), will be efficient for our study. In the
literature research we conducted within the scope of our study, there were no studies examining
foreign language teaching/learning with distance education and especially students’ views on this
subject during the pandemic. Therefore, this situation reveals the originality of our study, which
is a first in the field.

This study is based on quantitative research methods and descriptive survey method was used.
“Survey method is the most common descriptive method in educational research” (Biiyiikoztiirk,
Kilig-Cakmak, Akgiin, Karadeniz, & Demirel, 2011) and ‘it is a scientific research method
generally carried out to understand the unique features of a universe” (Ozdemir, 2014).

The aim of this study is to reveal the views of Ondokuz Mayis University School of Foreign
Languages foreign language preparatory program students towards learning a foreign language
online. The study group consists of students studying in German/French/English Preparatory
Program at the School of Foreign Languages of Ondokuz Mayis University in fall semester of the
2020-2021 Academic Year. A total of 114 students, 32 in French Preparatory, 35 in German
Preparatory and 47 in English Preparatory, participated in the study.

The main problem of the study is the general views of the students of the foreign language
department towards learning a foreign language online. When the findings for the first, second
and third problems of the research are examined, it is understood that the students generally
expressed an undecided opinion about online foreign language learning. According to the results
of the analysis carried out to reveal whether students' views on online foreign language learning
make a significant difference compared to the departments they study, it is understood that
students’ views on online foreign language learning do not make a significant difference between
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departments. This study was carried out in order to determine the opinions of the students about
English, German and French courses taught through distance education for the first time in
Ondokuz Mayis University School of Foreign Languages Preparatory Program during the
pandemic. According to the results of the scale applied, it is understood that the students
generally expressed an undecided opinion towards online foreign language learning. However, it
was understood that there was no significant difference between the opinions of the students and
their gender, and between the opinions of the students and the department they studied.

Based on the results of this study, it would be correct to make suggestions for the shortcomings
we have obtained. Distance foreign language teaching should be made fun and interesting to
increase students' motivation. Teaching materials should be prepared according to the level of
the students and selected from current topics. Universities should reorganize their distance
education systems and organize trainings for their instructors on how to use this system. In
particular, the online education carried out within the universities' schools of foreign languages
should be made suitable for foreign education. Finally, students should be informed about
autonomous learning, which is one of the important issues in foreign language teaching, even in
face-to-face education.
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0z

Bu aragtirmamin amaci, Tiirkiye'de Arap dili egitimi alaminda uzaktan egitim siirecinin bu
béliimde gorev yapmakta olan akademisyenlerin gériiglerine gore degerlendirilmesidir. Nitel
aragtirma yonteminin kullanildigi ¢calisma, biinyesinde Arap Dili Egitimi Ana Bilim Dali bulunan
Gazi Universitesi, Adiyaman Universitesi, Siileyman Demirel Universitesi, Necmettin Erbakan
Universitesi ve Istanbul Aydin Universitesinde gorev yapmakta olan ogretim elemanlart ile
gergeklestirilmistir. Calismaya 2 profesor, 4 dogent, 9 doktor dgretim iiyesi, 3 doktor ve 4
ogretim gorevlisi olmak iizere 22 akademisyen katilmigtir. Arastirma verileri, arastirmact
tarafindan hazirlanan yari yapilandirilmig goriisme formu kullanilarak toplanmistir. Veriler
icerik analizi kullamilarak analiz edilmistir. Sonuglar arastirmaya katilan akademisyen
goriislerinin,; Arapga dgretiminin uzaktan egitim ile verimli olmadigi, Arap¢a ogretimine yonelik
dijital icerikli uygulamalarin eksikliginin egitime olumsuz yansidigi, yabanci dil olarak Arapg¢a
ogretiminde genellikle geleneksel yonteme yatkinligin uzaktan egitim siirecinde aksakliklara
sebep oldugu, internet altyapisi-oOgrenci katilimda yetersizlik ve Arapca klavye pratiginde
eksiklik yoniinde oldugunu géstermistir.

“Almtilama: Sen-Yaman, G. (2022). Arapga dgretiminde uzaktan egitim uygulamalarina yonelik
akademisyen goriisleri. Gazi Universitesi Gazi Egitim Falkiiltesi Dergisi, GEFAD-YABDILSEM,
79-114.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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Anahtar Sozciikler: Pandemi doneminde yabanct dil olarak Arap¢a 6gretimi, Uzaktan ogretim,
Arapga o6gretimi, Arapgamin uzaktan dgretimi

ABSTRACT

The aim of this research is to evaluate the distance education process in the field of Arabic
language education in Turkey according to the views of the academicians working in this
department. The study, in which the qualitative research method was used, was carried out with
faculty members working at Gazi University, Adiyaman University, Siileyman Demirel University,
Necmettin Erbakan University and Istanbul Aydin University, which have Arabic language
education departments. 22 academicians, including 2 professors, 4 associate professors, 9
doctoral faculty members, 3 doctors and 4 lecturers, participated in the study. Research data
were collected using a semi-structured interview form prepared by the researcher. Data were
analyzed using content analysis. The results are the opinions of the academicians participating in
the research; It has been shown that teaching Arabic is not efficient with distance education, the
lack of applications with digital content for teaching Arabic reflects negatively on education, the
traditional method in teaching Arabic as a foreign language generally causes disruptions in the
distance education process, the internet infrastructure - inadequacy in student participation and
the lack of Arabic keyboard practice.

Keywords: Teaching Arabic as a foreign language during the pandemic period, Distance
education, Arabic teaching, distance education of Arabic.

GIRIS

2019 yilinda Cin’in Wuhan kentinde ortaya ¢ikan Coronaviriis (Covid-19) diinya
capinda hizla yayilmis ve Diinya Saghk Orgiitii tarafindan 11 Mart 2020 tarihinde
“pandemi” olarak ilan edilmistir (WHO, 2020). Pandemi siirecinde olusan zorunlu
durumlar neticesinde diinya ¢apinda uzaktan egitime yonelik talebin hizli bir artig
gosterdigi goriilmiistiir (Can, 2020). Ulkemizde de Yiiksekogretim Kurulu Baskanligs,
iiniversitelerde 16 Mart 2020 tarihinden itibaren 3 hafta siireyle egitime ara verilmesine
daha sorasinda 23 Mart 2020 tarihinden itibaren uzaktan 6gretim altyapisini saglayan

iiniversitelerde egitim faaliyetlerinin uzaktan yiiriitilmesine karar vermistir (YOK,
2020).

Teknolojinin hizla gelismesi ile birlikte i¢inde bulundugumuz kiiresel salgin déneminde
uzaktan egitim hayatimizda énemli bir unsur olmustur. Ogrenen ile 6gretenin fiziksel
olarak birbirinden uzakta oldugu bir egitim bigimi olan uzaktan egitim (Adiyaman,

2002), ozellikle kisith zamanda diisiik maliyetler ile daha fazla Ggrenciye ulagarak
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bilginin hizli yayilmasmi ve bireyin egitim hakkindan yararlanmasi saglamaktadir

(Karaoglu, Basaran, Dogan, Sahin, 2020).

Bozkurt (2017) uzaktan egitimi; 6grenen, 6greten ve dgrenme kaynaklari arasindaki
smirlar1 ortadan kaldirmaya calisan, bunu gegeklestirebilmek i¢in mevcut teknolojileri
pragmatist bir yaklasimla kullanan disiplinlerarasit bir alan olarak tanimlamaktadir.
Giilnar (2008) ise; istenilen bilgi kaynaklarma ulagsmada ve ulastirmada etkin bir
yontemin izlendigi, teknolojiden en iyi sekilde yararlanildigi ve 6grenen ile 6gretenin

yer ve zaman olarak bagimsiz oldugu bir egitim sistemi olarak tanimlamaktadir.

Dijital teknolojiler giiniimiiz egitim Ogretim faaliyetlerinde daha etkin rol alarak;
Ogreneni merkeze alan, sunulan firsatlara erigimlerin kolaylastirildigi, zengin 6grenme
ortamlarinin olusumuna imkan saglamaktadir (Abdiisselam, 2019). Ozellikle bu
teknolojilerinin es zamanli (senkron) ya da es zamansiz (asenkron) Ogrenme aglari
olusturmaya olanak tanimasi da teknolojinin uzaktan egitime kattig1 6nemli bir tistiinliik

olarak goriilebilir (Beldarrain, 2006).

Uzaktan egitim siirecinde sosyal aglar, icerik yonetim sistemleri, 6grenme yonetim
sistemleri, kitlesel agik ¢evrim i¢i kurslar (MOOCs) ve daha birgok model ya da
platform seklinde kullanilabilen sistemler bulunmaktadir. Boylece giderek yaygimlasan
uzaktan egitimi, farkli model ve platformlarda yiiriitmenin yollarin1 aramak 6nemli bir
calisma alani haline gelmistir. Bu durumda uzaktan egitim siirecinde sadece gelismis
teknolojik olanaklarin bulunmasi degil, bu teknolojilerin uygun ve planl bir sekilde
kullanilarak 6gretimde kalitenin artirilmasi daha énemlidir (Sayan, 2020). Kalitesinin
arttirilmast agisindan ise uzaktan egitimin tasarlama ve uygulama siiregleri iyi
yonetilmelidir. Uzaktan egitimin tasarlanmasinda yogunlasilmasi gereken nokta; bu
egitimin hangi pedagojik sartlar altinda, hangi 6grencilerle, hangi igerik ve teknoloji
medyasinin  kullanilmastyla saglanan bileske olduguna bakilmasidir. (Bernard ve
digerleri, 2003). Uygulama siirecinde ise iletisimin kaliteli olmasi igin 6grenim
materyallerinin kalitesi, materyallerin kullanilabilirligi, 6grencilerin egiticiler tarafindan

desteklenmesi, sistemin yonetimi, erisim kolayligi, goriintileme ve geri besleme



Arapca Ogretiminde Uzaktan Egitim Uygulamalarina... 82

mekanizmalar1 gibi énemli noktalarda dikkatli olmak gerekmektedir (Karaca, Topal,
Aldir, 2011).

Tiirkiye’de Arapca Ogretimi ve Uzaktan Egitim

Diinyada ve Tiirkiye’de Uzaktan Egitim yeni bir uygulama ydntemi degildir. Artan
Ogrenci sayisi, firsat esitligi gibi felsefe ve sorunlara ¢6ziim amacgli olarak, gesitli
uygulamalar zaten yiriitilmekteydi. Ancak, her diizeyde ve her tiir programlarda
kullanilmast zorunluluk haline gelince sorunlar kendiliginden ortaya cikmaktadir.
(Sayan, 2020). Genel olarak iilkemizde yabanci dil 6gretiminde yasanan zorluklar ve
ozelde Arapca oOgretimindeki aksakliklar ele alindiginda uzaktan egitimin ¢ok daha

zorlu bir siire¢ olarak algilandigini sdyleyebiliriz.

Alan ile ilgili literatiir incelemesi neticesinde uzaktan egitim ile yabanci dil 6gretimine
yonelik giincel calismalarin yapildigi goriismiistiir. Kirag (2020) kiiresel salgm
neticesinde yabanci dil 6gretiminin gelecekte nasil sekillenecegi hususunda ipuglari
vermek amactyla “Yabanci Dil Ogretiminde Yéntem ve Sonrasi: 2020’den Sonra”
baslikli bir ¢aligma yapmistir. Bu ¢alismada 2020’den sonra yeni 6gretim modellerinde
teknolojinin daha ¢ok etki edecegi, teknoloji 6gretim siirecinde 6nemli bir yer edinse de
Ogretmenin sorumlulugunu azaltamayacagi hatta rehber roliiniin artarak devam edecegi
sonuglarina ulasmistir. Bu sebeple de Ogretmen yetistirme politikalarinda keskin
degisiklikler olmasi gerektigini, 6zellikle dil 6gretiminin duragan bir siire¢ olmadigi
bilincinde O6gretmenler yetistirilmesi gerektigini vurgulamistir. Eroglu ve Kalayci
(2020) ise “Universitelerdeki Zorunlu Ortak Derslerden Yabanci Dil Dersinin Uzaktan
ve Yiiz Yiize Egitim Uygulamalarinin Karsilagtirilarak Degerlendirilmesi” baglikli
calismalarinda 6grencilerin yabanci dil derslerinin hem uzaktan hem de yiiz yiize egitim
uygulamalarma yonelik olumsuz gériisleri oldugu tespit etmislerdir. Ogrenciler genel
olarak ders igeriklerinin yetersiz oldugunu ve Ogretim elemanlarmin etkili dgretim
yontem ve teknikleri kullanmadigini ve 6lgme ve degerlendirme boyutunda siavlarin

basit oldugunu belirtmistir. Dolmaci-Dolmaci (2020) “Es Zamanli Uzaktan Egitimle
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Yabanci Dil Ogretiminde Ogretim Elemanlarmin Gériisleri: Bir Covid 19 Ornegi”
calismasinda yabanci dil 6gretiminde ¢ok onemli olan aktif katilim, tartigma, soru-
cevap, etkilesim, doniit verme, grup caligmalari gibi etkinliklerin uygulanmasini
kolaylastiracak uygulamalar, farkli yontemler veya platformlar {izerine caligmalar

yapilmasi 6nerisinde bulunmuslardir.

Ulkemizde Arapga 6gretiminin iginde bulundugu siirece yonelik uygulanan programlar,
kullanilan metot ve teknikler, arag ve geregler ve 6grenen agisindan genis arastirmalar
yapildig1 ancak Arapga dgretiminin istenilen seviyede olmadigi (Oztiirk, 2020,) ifade
edilebilir. Alanyazinda yapilan calismalar, ozellikle son yillarda gergeklestirilen
arastirmalar incelendiginde, uzaktan egitim ile Arapga 6gretiminde kullanilabilecek az
da olsa bazi platformlarin oldugu (Marangozoglu, 2019) ancak bu yapilarin istenen
seviyede bir akademik destek ortaya koyamadigi sdylenebilir. Bu sebeple de var olan
platformlarin evrensel egitim yontemine bagli kalinmasi i¢in diizenlenmesi ve
gelistirilmesi gerektigini belirtmek gerekir (Akres, 2019). Samanci (2020), pandemi
stirecinde uzaktan egitimin Arapga Ogretimine yonelik 6nemine degindigi “Uzaktan
Egitimde Yabanci Dil Olarak Arapca Ogretimi ve Onemi” bashkli bir ¢alisma
yapmistir. Bu c¢alismada neticesinde ayrintili ¢aligma siirecine ihtiya¢ duyulan Arapca
Ogreniminde 6grencilerin uzaktan gevrim i¢i egitiminden daha fazla verim aldiklari, bu
stirecte Ogrencinin hem goriintiilii hem de sesli baglant1 sayesinde Arapga dilbilgisi
kurallarin1 ve Arapga pratik konusmay1 iyi bir sekilde 6grenebildigi, 6gretmenlerin
Ogrenciyle birebir iletisim kurabildigi ve Arapga dil becerilerini gelistirmesinde onu
dogru bir sekilde yonlendirebildigi sonuglarina varmigtir. “Uzaktan Egitim Alaninda
Ana Dili Arapca Olmayanlara Arapca Ogretiminde, Sosyal Medya Faktorii” baglikli
calisma ise Akres (2019) tarafindan gerceklestirilmistir. Bu c¢alismada Tiirkiye’de
Arapga 0gretiminde uygulanabilecek firsatlara deginmistir. Qaddom ve Mohammed ise
“Tiirkiye’deki Universitelerde Arapga Konusmayanlar igin Arapga Ogretiminde Sosyal
Iletisim Araclarmin Rolii” baslikli ¢alismalarinda Tiirk iiniversitelerindeki Arapca
egitiminde sosyal iletisim araclarmin kullanim durumu, Tiirk {niversitelerinde

ogrencilerin dil becerilerinin gelistirilmesinde sosyal medya kullaniminin rolii, Tiirk
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iiniversitelerindeki Arapga Ogretiminde sosyal paylagim sitelerinin kullaniminin
Ogrenciler ve ogretim iiyeleri agisindan avantaj ve dezavantajlarini aragtirmiglardir.
Mansur (2020), yabanci dil olarak Arapga O6grenenlerin sozlii etkilesim becerilerine
iligkin standartlar1 ve yabanci dil egitiminin yapildig1 internet sitelerini bu standartlara
gore degerlendirmeyi hedefleyen, “Arapganin Yabanci Dil Olarak Cevrimigi Ogretimini
Yapan Internet Sitelerindeki Sozlii Etkilesim Becerilerinin Degerlendirilmesi” baslikl
¢alisma yapmustir. Bu c¢alismada Arapganin yabanci dil olarak ¢evrim i¢i dgretiminde
kullanilan internet sitelerinde; es zamanli baglanti seviyesinin diisiikliigii, 6grenci
etkilesiminin saglanamamasi, 6grenciye dayali is birlik¢i 6devlerin verilememesi ve

s0zlii iletisim ¢aligmalarina yonelik firsat eksikligi gibi bazi sorunlar tespit edilmistir.

Ulkemizde Yiiksekogretim Arapca Ogretim Programi 6grencilerin dort temel beceriyi
kazanmasini  hedeflemektedir. Ancak programda, kazanimlarin Olcebilecegi,
degerlendirmenin somut ve objektif bir sekilde gerceklestirilecegi bir dlgme sistemi
bulunmamaktadir. Arapca Ogretiminde programin hedef ve kazanimlarini dlgme ve
degerlendirme konusundaki eksikligin giderilmesi amaciyla Tasa ve Furat (2012)
tarafindan ~ “Universite Diizeyinde Arapca Ogretiminde Kullanilmak Uzere Web
Tabanl Bir Olgme-Degerlendirme Sistemi Gelistirilmesi” isimli TUBITAK arastirma
projesi tasarlanmistir. Tasa ve Furat bu c¢alismada, 6lgme degerlendirmede objektiflik
diizeyini artirarak 6grenci ve 6gretmen basar1 oranlarinin istatistiksel olarak izlenmesini
hedeflemislerdir. Bu proje ile 6grencilerin dort dil becerisine yonelik yeterliliklerinin

dlgiilebilecegi model olusturulmaya ¢alisiimgtir (Oztiirk, 2020).

Literatiir incelendiginde uzaktan egitim siireci ve Arapga 6grenimi ile ilgili platform
oOnerilerinin yer aldig1 ¢alismalarin az da olsa yapildigi, ancak yabanci dil olarak Arapga
Ogretiminin uzaktan egitim siirecini yoneten egitimcilerin bu siirece yonelik goriislerini
arastiran c¢aligma yapilmadigi goriilmiistiir. Bu ylizden c¢alismanin alana katki

saglayacagi diigiiniilmektedir.
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Arastirmanin Amaci

Bu aragtirmada tniversitelerin Arap Dili Egitimi Boliimlerinde gorev yapmakta olan
akademisyenlerin goziinden alanin uzaktan egitime yonelik mevcut durumu ortaya

cikarilmaya calisilmistir.
Arastirma Sorular

Aragtirmanin amaci dogrultusunda, “Tirkiye’de Arapca Ogretiminin uzaktan egitim
stirecindeki durumunun Arap Dili Egitimi Anabilim Dallarinda (hazirlik programlari
dahil) gorev yapan akademisyenler tarafindan nasil degerlendirilmektedir?” sorusuna
cevap aranmistir. Bu soruya kapsamli cevaplar bulabilmek amaciyla ilgili alanyazin

taramasi neticesinde katilimcilara;

- Ulkemizde yabanci dil olarak Arapca dgretiminin uzaktan egitim siirecindeki

mevcut durumuna yonelik genel diisiinceleri,

- Siire¢ kapsaminda tecriibe ettikleri alana yonelik katkilar,

- Siire¢ kapsaminda yasadiklar1 problem ve aksakliklar,

- Siire¢ kapsaminda yagadiklari problem ve aksakliklara yonelik ¢6ziim onerileri,
- Gelecek donemlere yonelik onerileri hakkinda sorular yoneltilmistir.

Tiirkiye’de uzaktan egitim siirecinde Arapca Ogretimi 6zelinde yasanan aksakliklar
ortaya ¢ikarmanin ve bu konuda egitim veren akademisyenlerin goriislerinin gelecekte
planlanacak uzaktan egitim faaliyetlerine yon verecegi ve katki saglayacagi

diistiniilmektedir.
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YONTEM

Arastirma Modeli

Bu aragtirmada, yukarida belirtilen amag¢ ve arastirma sorulari ger¢evesinde, nitel
arastirma yontemlerinden olgubillim (fenomenoloji) kullanilmistir. Bu desende amag
giinliik yasamda karsilagilan olgulara iliskin algi ve deneyimlerin ¢evresel ortam ve

kosullar géz 6niinde bulundurularak ortaya koymaktir. (Creswell, 2014).
Katihmcilar

Aragtirmanm Orneklemi “amagli 6rneklem” yontemiyle belirlenmistir (Yildirim ve
Simsek, 2013). Bu yontem dogrultusunda 2020-2021 akademik yili giiz yariyilinda
Egitim Fakiiltesi Arap Dili Egitimi Boliimlerinde gorev yapmakta olan ve arastirmaya
katilmaya goniillii olan akademisyenler 6rneklem grubuna dahil edilmistir. Buna gore
caligmaya 2 profesor, 4 dogent, 9 doktor 6gretim iiyesi, 3 doktor ve 4 6gretim gorevlisi
olmak {izere toplam 22 ogretim elemani katilmistir. Arastirmaya katilan Ogretim
elamanlarindan 4 katilimer uzaktan egitim hakkinda yeterince bilgi ve tecriibesinin
oldugunu belirtmistir. Katilimcilardan 18 kisi ise daha 6nce tecriibesinin olmadigini
belirtmistir. Katilimcilara ait bilgiler Tablo 1’de belirtilmistir. Katilimeilar ile yari
yapilandirilmig goriismeler yapilmistir. Arastirmaya katilan akademisyenler, amagh
ornekleme ve maksimum cesitlilik Ornekleme yontemlerinden faydalanilarak
secilmigtir. Amagh ornekleme c¢aligmalarinda aragtirmaci ¢aligma grubuna kimlerin
dahil edecegini belirlemede kendi yargisim kullanir ve arastirmanin amacina en uygun
grubu belirler (Balci, 2013). Ayni sekilde aragtirmaya farkli bakis agilarini yansitmak
icin amaclh orneklemelerden maksimum cesitlilik 6rnekleme tercih edilmistir (Ersoy,
2016). Maksimum cesitlilik se¢ilmesinde bir diger etken ise caligmaya akademik
unvan, yas, hizmet yili, Universite farkliliklari bakimindan arastirmaya katki
saglanmasidir. Goriisme Oncesi arastirma konusunun aktarildiginda, katilimeilar konu
ile ilgili alanyazinda eksikliklerin oldugu belirtilmis ve katilimda istekliliklerini

belirtmiglerdir.
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Tablo 1. Katilimcilara Ait Kisisel Bilgiler

2

Degiskenler
Cinsiyet Kadin
Erkek
Gazi Universitesi
Siileyman Demirel Universitesi
Universite Adiyaman Universitesi
Necmettin Erbakan Universitesi
Istanbul Aydin Universitesi
Prof. Dr.
Dog¢. Dr.
Akademik Unvan Dr. Ogretim Uyesi
Dr.
Ogretim Gorevlisi
Hizmet Y1l 1-5y1l
6-10 y1l
11-15y1l
16-20 yil
21- ve lizeri
Uzaktan Egitim Var
Deneyimi Yok

©

AN PRPONPWOBRNPEANWEAORLPW

=
(o]

Tablo 1 incelendiginde katilimcilarin gogunluk olarak erkek (n=19), en fazla katilimin
Gazi Universitesinden (n=9) ve Dr. Ogretim Uyesi (n=9) unvanma sahip olduklart
goriilmektedir. Ayrica hizmet yili agisindan 6 ila 10 yil arasinda c¢alisan (n= 8) ve
uzaktan egitim deneyimi olmayan (n=18) akademisyenlerin katilm sagladigi

goriilmektedir.

Veri Toplama Siireci

Aragtirmanin amaci dogrultusunda alanyazin taramast yapilmis ve ardindan ilgili
konuya yonelik agik uclu soru 6zellikleri ile nitel arastirma yontemlerinde sik kullanilan
bir teknik olan (Silverman, 2006) yari yapilandirilmig goriisme formu hazirlanmistir.
Form hazirlama siirecinde kapsam ve goriiniis gegerliliginin olusmasi i¢in alaninda
uzman iki 6gretim iiyesinin ve Tirk Dili Egitimi alanindan bir 6gretim {iyesinin
goriisleri alinmistir. Alandan bir akademisyene 6n uygulama yapilmis ve formun son
sekli verilmistir. Gorlismelerin gerceklestirilebilmesi icin akademisyenlerin iletisim

bilgilerine kurumlarin web sayfalart {izerinden ulasilmistir. Gelistirilen goriisme
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formunun 6n kisminda katilimcilara yonelik kisisel bilgi formuna yer verilmistir.
Katilimer akademisyenlerin formda yer alan sorulara yonelik cevaplart kayit altina
alinmig ve betimsel analiz kullanilarak kodlanmistir. Kodlamalar neticesinde elde edilen
temalar icerik analizi yapilarak belirli kavramlar ve temalar cergevesinde veriler bir
araya getirilmis ve bu veriler arastirmaci tarafindan anlasilir bir gekilde (Yildirim ve

Simsek, 2013) yorumlanmaya g¢alisilmistir.
Giivenirlik

Arastirmanin giivenirligi Miles, Huberman ve Saldana’nin (2014) dnerdigi “Gilivenirlik
=Goriis Birligi/(Gorlis  Birligi+Goriis  Ayrilig)”  giivenirlik formiili  kullanilarak
hesaplanmistir. Arastirmanin verileri belirtilen forma gore kodlanmis ve bu kodlamalar
alan uzmani bagka bir kisi tarafindan da analiz edilmistir. Yapilan karsilastirma

sonucunda aragtirmanin giivenirlik diizeyi %90 bulunmustur.
Etik Kurallara Uygunluk

Bu calisma Siileyman Demirel Universitesi Sosyal ve Beseri Bilimler Etik Kurulu
tarafindan 25.03.2021 tarihli ve 105/1 sayili karar ile onaylanmistir. Veri toplama
siirecinde katilimcilarin goniilli olmalar1 ve arastirma sonuglarinin sadece yiiriitiilen
arastirma kapsaminda kullanilacagi belirtilmistir. Toplanan verilerde herhangi bir

degisiklik yapilmamis ayni sekilde aktariimstir.

BULGULAR

Arastirmanin bulgularinda, arastirmaci tarafindan hazirlanan yar1 yapilandiriimis
goriisme formunda yer alan sorular tema, katilimer akademisyenlerin goriisme

sorularina verdikleri yanitlar ise kategori olarak sunulmustur.

Katilimeilarin  verdigi yanitlar icerisinden birebir alinti yapilabilecegi diisiiniilen
climleler belirlenmis ve bu climlelere analizin agiklayici kisimlarinda alinti olarak yer

verilmistir. Katilime1 akademisyenlerin gizliligini saglamak i¢in her bir akademisyene
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(K1-K7) seklinde numaralandirma yapilmigtir. Katilimeilar, analizleri igeren tablolarda

bu numaralandirmaya gore gdsterilmistir.

Tablo 2. Uzaktan Egitim Ders Isleyis Teknikleri

Tema Kategori N
Diiz Anlatim 11

Ders Anlatimi Farkl1 bir programdan faydalanma 4
Ogrencilere anlattirma 3
Karigik yontem 4

Katilimcilara yoneltilen uzaktan egitim siirecinde ders anlatim teknikleri olarak neler
kullandiklar1 sorusuna; yiiz yiize egitimde oldugu gibi diiz anlatimi tercih edenler
(n=11), akill1 tahta veya farkli interaktif web sitelerinin yer aldig1 farkli programlardan
faydalananlar (n=4), her yontemden yararlanmay1 tercih edenler (n=4) ve &grencilere

sunum yaptiranlar (n=3) oldugu gorilmiistiir.

K6 dgrencilerin uzaktan egitim siirecine aligma doneminde olduklar igin ilk derslerde
diiz anlatim tercih ettigini ancak ilerleyen haftalarda 6grencilerin aktifligini artirmak ve
devam konusunda katilim saglamak i¢in 6grenci sunumlarina agirlik vererek ve farkli

programlardan yardim alarak ders anlatimi yaptigini ifade etmistir.

K8 ise farkli program olarak ders kitabi yaym evinin sagladigi akilli tahta
uygulamalarini kullandigini, interaktif web sitelerinden yararlandigini ve ders esnasinda
ogrencilerle birlikte uygulama, video ve ses kaydi dinletisini yaygin olarak kullandigini

belirtmistir.

Uzaktan Egitim ile Arapca Ogretiminin Mevcut Durumuna Yénelik Goriisler

Ulkemizde Arapga dgretiminde uzaktan egitim siirecinin mevcut durumuna yonelik
genel degerlendirmeleri igin sorulan soruya akademisyenler tarafindan verilen yamtlar
kategorilere ayrilmustir. Bu kategorilerde yer alan yanitlar icerik analizi yapilarak

kodlanmis ve sonuglar Tablo 3’te verilmistir.
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Tablo 3. Katilimeilarin Ulkemizde Arapga Ogretiminin Uzaktan Egitim Siirecindeki

Mevcut Durumuna Dair Gériislerine iliskin Veriler

Tema Kategoriler N
Yeterli (Olumlu) 6
Yetersiz (Olumsuz) 16

Mevcut Durum

Ulkemizde Arapga Ogretiminin uzaktan egitim siirecine yonelik iyimser yaklagim
sergileyen Kkatilimcilar uzaktan egitimin mevcut durumunun gelistirilerek devam

edebilecegi yoniinde (n=6) goriis belirtmislerdir:

K20: “Gelistirilerek daha verimli olabilir, fakat ben bu durumu dogal karsiliyorum.
Ciinkii hizli karar alinmas: ve yiiriitiilmesi gereken bir siirecti. Zamanla bu problemlerle

daha kolay bas edilecegini diisiiniiyorum.”

K21: “Lisans diizeyindeki Ogrenciler i¢in ani gelisen bu siireci egitimin sekteye

ugramamasi adina yeterli gériiyorum.”

Uzaktan egitim ile Arapga 6gretiminin mevcut durumuna iligkin olarak katilimcilarin
cevaplart incelendiginde katilimcilarin bilyiik bir kisminin (n=16) karamsar bir tablo
cizdikleri goriilmektedir. Mevcut durumun yetersiz ve olumsuz yonde olugunu diisiinen
akademisyenlerin yanitlar;; uzaktan egitimin yabanci dil Ogretiminde basarili
olamayacag1 (3), uzaktan egitim programlarimin farkliligi (1), Yontem karmasikligi
(geleneksel-modern) (2), interaktif Arapga 6gretim programinin olmamasi (2), uzaktan
egitime hazirliksiz/plansiz yakalanmamiz (4), uygulama ve siire yetersizligi (2), Arapca
ogretiminde eksikliklerimizin ¢ok olmasi (1), 6grencilerin derslere isteksiz katilimi (1)

temalarinda yogunlagmustir.

Uzaktan egitimin Arapga Ogretiminde basarili yiiritiilemedigini disiinen K2:“Bu
donemde uyguladigimiz uzaktan egitimi; altyapisi olusturulmamis plansiz egitim olarak
gorityorum” seklinde diisiincesini ifade ederken K5 ise “Uzaktan egitime dair yontemler
konusunda alan uzmanlarindan destek alinarak gelistirilmeli” 6nerisinde bulunmustur.
K1 Arapga Ogrenmeye, kendini gelistirmeye istekli Ogrencilerin derse katilim

gosterirken bazi dgrencilerin isteksiz katilimi siireci olumsuz etkiledigini belirtmistir.



Sen-Yaman 91

Uzaktan egitim siirecinin olumsuz etkileri iizerine goriislerini bildiren K8 ve K19
Arapga 6gretiminde geleneksel yontemlerin devamu niteligindeki uygulamalarin uzaktan
egitim siirecinde faydali olmayacagim belirtmislerdir. Ornegin K8: “Arapca dil dgretim
metodolojisinde geleneksel yonteme devam m1? Modern yontem kullanilmali mi1? gibi
karmagikliklar hala devam etmekteyken uzaktan egitimin bu siirecte basarili olacagini

diistinmilyorum” ifadesinde bulunmustur.

K10 yabanci dil olarak Arapca 6gretiminde iilkemizde ¢ok fazla eksikliklerin oldugunu
vurgularken, K13 “Ulkemizde gelismis interaktif Arapga Ogretim programlarmin
olmadigmn1” belirtmistir. K7 ise “siiregte her kurumun kullanacagi ayri bir yazilim
se¢mesinin kurumlar arast onemli farkliliklara yol actigi diisiiniilebilir” ifadesiyle
Arapga 0gretimi yapan boliimlerin ortak bir program se¢mesini 6nermistir. K14 ve K15
uzaktan egitimde uygulama ve siire yetersizligi sebebiyle mevcut durumun basarisiz

oldugunu belirtmislerdir.

Uzaktan Egitim Siirecinde Akademisyenlerin Ders Hedef ve Kazamimlarina

Yonelik Goriisleri

Uzaktan egitim siirecinde verilen derslerde belirlenen hedeflere ve kazanimlara ulagma
yoniinden kendilerini nasil degerlendirdikleri yoniindeki soruya yanitlar1 ve bu yanitlara

gore olusturulmus tema ve kategoriler Tablo 4’te verilmistir.

Tablo 4. Ders Hedef ve Kazanimlari

Tema Kategoriler N
Hedef ve Kazanimlar Gergeklesti 5
Kismen Gergeklesti 9
Gergeklesmedi 8

Uzaktan egitim siirecinde derslerin hedef ve kazanimlarina ulagmasi ile ilgili katilimer
goriisleri; “gerceklesti”, “kismen gerceklesti” ve “gerceklesmedi” olmak {izere {i¢
kategoride incelenmistir. Katilimcilardan 5’1t dersin hedef ve kazanimlarina
ulasabildigini ifade etmistir. Hedef ve kazanimlar1 kismen gerceklestirenler 9 iken hig

ulasamadigimni diisiinen sayisi ise 8 kisi olarak belirlenmistir.
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Dersin hedef ve kazanimlarina kismen ulasabildigini belirten K6 diisiincelerini
“Hedeflerime tam olarak ulasabildigimi soyleyemem. Egitim ¢ok yonlii bir siirectir ve
zaman gerektirir. Miifredat 6grenciyi etkiliyor ama sahsim adina genel hedeflerime
ulagsmaya calistim. Biz bu siirecte en énemlisi bir tecriibe kazandik, bundan sonra yine
uzaktan egitim devam ederse daha da iyi, daha da basarili bir egitim verecegimizi

distiniiyorum” seklinde ifade etmistir.

Uzaktan egitim siirecini en etkili sekilde degerlendirdigini diisiinen K7 “Uzaktan egitim
siirecinde siirecin baglamasindan hemen 6nceki beklentilerimin iizerinde sonuglar elde
etti§imi ve yazilimin neden oldugu biitlin olumsuzluklara ragmen ogrencilerim ile
etkilesimi siirdiirdiigiimii, yiiz yilize derslerde kullandigim yontemleri uzaktan egitim
ortamina da tasiyabildigimi ve belli bir basar1 diizeyi yakalayabildigimi diistintiyorum.
Derse daha fazla 6grenciyi daha etkili bir sekilde katmak isterdim. Ancak 6grenciler
belli nedenlerle derse etkili bir sekilde katilamayabiliyor. Bununla birlikte hem salt
katitlm hem de etkili katilm konusunda her firsatta Ogrencilerimi tesvik etmeye
¢aligtyorum, yine de bu konuda kendilerini zorlamak istemiyorum” ifadeleriyle siirece
yonelik ¢abalarini dile getirmistir. Ayni sekilde dersin hedeflerine ulasma noktasinda
yiliz ylize egitimden daha fazla ugrasi sergileyen K8 “Olabilecek en iyi performansi
sergiledigimiz diisliniiyorum. Sadece ders saatleri ile yetinmeyip 6grencilere bu siirecin
olumsuzluklarint en aza indirgeyecek ekstra uygulamalar yaptik.” ifadelerinde
bulunmustur. Uzaktan egitimin kendi igerisinde degerlendirilmesi gerektigini diisiinen
K18 “Uzaktan egitim ortamindan beklenen hedeflere ulastigimi disiiniiyorum. Uzaktan
egitimin belirlenmis hedeflerinin yiiz ylize egitimin hedeflerinin ortama gore azaltilmig
sekli oldugu da vurgulanmalidir. Yiiz yiize egitimin hedeflerinin tamaminin uzaktan

egitim ile gergeklestirilmesi de miimkiin gériinmemektedir.” seklinde goriis bildirmistir.

Uzaktan egitim siirecinde Arapga Ogretiminde hedef ve kazanimlarina ulagsamayan
katilimcilar 6grenci veya dgretim elemanmin disindaki bazi sebeplerden ve yiiz yiize
egitimdeki olanaklarin olmamasindan dolay1 belirledikleri hedef ve kazanimlara
ulasamadiklarini belirtmislerdir. Hedef ve kazanimlar ile ilgili bazi goriisler su

sekildedir:
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K2: “Belirlenen hedeflere ulasilamadigmi diisiiniiyorum. Ornegin Okuma Becerisi ve
fleri Okuma Becerileri derslerinde gerek ders saatinin yetersizliginden gerek baglanti
sorunlarindan dolayr 6grenciyle iletisim halinde olamadigimizdan o6tiiri 6grencinin
metni okuma, anlama, telaffuz sorunlari, akicilik, vurgu ve tonlamada yaptig1 hatalari
diizeltme gibi bir imkanimmiz olmamustir. Diger derslerde de benzer sorunlar

yasanmustir.”

KS5: “Uzaktan egitim siirecinde her ne kadar dersleri aktif olarak isleme gayreti olsa da
bazi aksakliklarin yasanmasi siireci olumsuz etkilemektedir. Kazanimlara ulasip
ulasilmadigmin bir gostergesi olan 6dev ve sinavlarda giivenirligin diisiik olmasi
sebebiyle bunu net degerlendiremiyorum. Ciinkii her 6grencinin kazanima ulagmasinin
diisiiniildiigli yazma becerileri dersinde bile 6grencilerin birbirleriyle tiist diizeyde
yardimlastiklar1 diisiincesi, kazanimlara tam olarak ulasilmadigini géstermektedir. Her
Ogrenciye ayri sorularin hazirlanmasi bir ¢dziim olsa da mevcut olarak fazla olan

siiflarda bu miimkiin degildir.”

K9: “Program olarak yetistirdim ama kazanim olarak Ogrencilerin o aldiklart

programlart smnif igi gibi hazmettiklerini diisiinmiiyorum.”

K14: “Hedef ve kazanimlara ulasabildigimi sdyleyemem. Daha ¢ok hazirlik yapip daha

az verim aldigimizi diisiiniiyorum.”

Katilimeilardan K12 “Hedeflerimize ulagsamadik. Siireci en iyi sekilde kurtarmaya
calistik. Ogrencilerin derslere katilimi iyiydi. Ogrenci katilimmin iyi olmasi bizim de
motive olmamizi sagladi.” seklinde ifade etmistir. Buna gore belirlenen hedeflere
ulasilamamis ancak ani gelisen bir siire¢ en verimli sekilde degerlendirilmeye

caligtlmistir.
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Uzaktan Egitimin Arapca Ogretimine Katkilarina Yonelik Goriisler

Katilimcilarin uzaktan egitimin Arapga Ogretimine katkilarina yonelik goriiglerine

dayanarak olusturulmus tema ve kategoriler Tablo 5°te verilmistir.

Tablo 5. Uzaktan Egitimin Arapca Ogretimine Katkilarina Yonelik Goriisler

Tema Kategoriler N

Dijital materyallerin kullanimina agirlik vermesi 3
Uzaktan Tekrar izlenebilir ders kayitlari imk&ninin olmasi 2
Egitimin ~ Ders programlarinda zaman ve mekan sorunun ortadan 3

Katkilari kalkmasi
Ogrencilerin bireysel ¢alisma becerileri kazanmasi 2

Arapca Ogretiminin uzaktan egitim ile verilmesinde dijital materyallerin daha fazla
kullanilmast 6gretim elemanlarinin en ¢ok ifade ettikleri olumlu yon olarak One
¢ikmaktadir. Bu konuda K17 “uzaktan egitimin yabanci dil &gretiminde teknoloji
kullanimi ve materyal gelistirme agisindan faydali” oldugunu ifade ederken K3 ise
“Dersler daha zengin gorsel ve materyallerle islendi.” demistir. K14 06gretim
elemanlarmin bu siirecte kendilerini teknolojik anlamda gelistirmelerini uzaktan
egitimin bir katkis1 olarak gérmektedir: “en 6nemli katkis1 teknolojik acidan kendimizi
gelistirmek zorunda kalmamz oldu”. Ogrencilerin uzaktan egitimden kazanglarina
yonelik K1 “uzaktan egitimin 6grencilere yonelik katkisinin bu siiregte bireysel ¢alisma
becerilerini gelistirdikleri yoniinde oldugunu disiiniiyorum” ifadesinde bulunmustur.
Aym sekilde K22 &grencilerin kelime 6grenimi, metin okuma ve terciime noktasinda
beceri kazandiklarim belirtmistir. Uzaktan egitim sayesinde ders programlarinda zaman
ve mekan sorunun ortadan kalkmasi katkisina yonelik K11 “Hoca agisindan mekandan
bagimsiz olmasi, kalabalik simniflarda yasanilan iletisim sorununun yasanmamasi,

birlestirilmis gruplar sayesinde ayni konular1 az tekrar etme” seklinde goriis bildirmistir.

Uzaktan egitim siirecinde kullanilan bilgisayar programlarinin Ogrencilere, daha
onceden islenen ders kayitlarina tekrar erisebilme imkani sunmasi kullanilan bilgisayar
programlar1 agisindan onemli bir 6zellik olarak vurgulanmaktadir. Katilimcilardan
K18’in goriisleri bu duruma &rnek olarak verilebilir. “Uzaktan egitimin sagladigi en

onemli firsat tekrar izlenebilir ders kayitlaridir. Yiiz yiize derslerde hazirlanmasi ve
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siirdiiriilmesi i¢in zorluklar g¢ekilen, akilli tahta imkanlari ek bir ugrast istemeden
kullanilabilmektedir. Ayrica akilli tahta ve yoklama takip sistemi de uzaktan egitim

ortaminin sagladig: ayricaliklardandir.”

K2 ve K5 uzaktan egitim siirecinin Arapga 0gretimine katkilarina ilgili olarak genel bir
yorumda bulunmustur: “Internet de bir mekandir. Mekanin sanallagmasi isteyen icin
katilim1 kolaylastirir. Tiim materyaller ve ders notlari sistemde hazir oldugu igin isteyen
rahatlikla higbir sey kacirmadan ulasabilir. Yiiz yiize 6grenim igin zamani olmayanlara
O0grenim olanagi saglar. Ayrica iiniversite egitimi i¢inde bazi derslerde kroniklesmis
icerik ve bicim sorunlarmi ¢dzebilme imkani saglamaktadir. Meslege basladigi giinden
beri belli bir kurulu diizen iginde aymi seyleri tekrar eden O&greticilere, kendini

gelistirebilme olanagi sunmaktadir.”

K5: “Her seyden once {iiniversitelerin derslik sorununa ¢oziim getirmektedir. Dersi
veren Kkisinin Ogrencilerin dersin isleyisini olumsuz etkileyecek hal, tavir ve
hareketlerinden etkilenmemesini, konsantrasyon problemi yasamamasini saglamaktadir.
Ogrenciler igin ise istedikleri zaman istedikleri yerden dersi takip etme, tekrar izleyerek
tekrar yapma imkani gibi son derece olumlu yonleri vardir. Smifta not tutamayan
Ogrencilerin not tutma, sinav zamani ders notu arama problemlerine son vermistir.
Cekingenlikleri nedeniyle soru soramayan, hoca ile iletisim kuramayan 6grencilerin
rahat bir sekilde soru sormalarini ve iletisim kurmalarini saglamaktadir. Ayrica Bazi
derslerin uzaktan egitim araciligiyla da verilebilecegi diisiincesi yerlesti. Bu siireg

ogrencilerin daha aktif olmasini gerektirdi.”
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Uzaktan Egitiminde Yasanan Sorunlar

Uzaktan egitim ile Arapca 6gretimi slirecinde 6gretim elemanlarinin 6gretim déneminde
yasadiklar1 sorunlara yonelik goriigleri alinmig ve bu goriislerine gore yasanan sorunlar

kategorilere ayrilmistir. Tablo 6’ da uzaktan egitimde yasanan sorunlar yansitilmustir.

Tablo 6. Uzaktan Egitiminde Yasanan Sorunlar

Z

Tema Kategori
Internet kesintisi kaynakli aksakliklar
Kullanilan program kaynakli sorunlar
Uzaktan Ogreten ile dgrenen arasinda iletisim ve etkilesim kopuklugu 1
Egitim Ogrenci katilim azlig1 ve devam zorunlulugunun olmamast
Sorunlar Ders siirelerinin kisitliligi
Arapca klavye sorunu
Arapca dgretimine yonelik materyal eksikligi
Olgme degerlendirmede giivenirlik sorunu

OWww|bh(~FLR|lW|©O

Gorilisme yapilan 6gretim elemanlarindan dokuzu (n=9) teknolojik altyap: yetersizligi
ve internet kesintisi kaynakli problemlerden yakinmistir. Cevrim ici olarak yiiriitiilen
derslerde kullanilan programlardan kaynaklanan sorunlardan dolay1 derslerde
aksakliklar yasadiklarimi ifade eden (K2, K6, K22) 6gretim elemanlart bu aksakliklarin
ders siiresine de etki ettigini belirtmislerdir. Ulkemizde Arapca dgretim materyallerine
ihtiyacin ¢ok oldugunu vurgulayan akademisyenler bu siiregte dijital ortamda
materyallerin eksikligini daha ¢ok yasadiklarim belirtmislerdir. Ornegin K1 “Uzaktan
egitim verimli olmadi. Uzaktan egitimin anlagilamamasi1 ve ihtiyacin belirlenememesi
en onemli dezavantaj oldu. Biz daha materyal eksigi yasarken bir an uzaktan egitimin
icinde bulduk kendimizi. Materyal eksikligi en biiyilk problemimizdi” ifadelerinde

bulunmustur.

Ogrenciler ile ilgilenme noktasinda K3 “tiim 6grencilerle birebir ilgilenebilme eksikligi
yasadim” yorumu yapmustir. K5 ise “Ogrencilerin devam zorunlulugu olmadig1 icin
derslere zamaninda katilmamalart ve motive olmakta sikinti yasamalar1” ifadesiyle
derse katilim sorununu dile getirmistir. Ayni sekilde 6grenci kaynakli problemler
yasadigini diigiinen K4 “Teknik anlamda bir sikint1 yagamadim ancak derste 6grenci ne

kadar ilgili, ger¢ekten dinliyor mu (kameralar1 kapali oldugundan) bilemiyorum. Bu
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stirecin verdigim derse olumlu degil de olumsuz etkiledigini diisiiniiyorum” ifadesinde

bulunmustur.

Ogrenci mevcudunun fazlahg ve &lgme degerlendirmede giivenirlilik sorunlari
oldugunu belirten (K2, K8, K10, K15, K20) katilimcilardan K20, bu sorunu su

ifadeleriyle aktarmistir:

“Ben derslerimin degerlendirmesinde 6dev vermeyi tercih ettim. Bu ddevin konusunun
da hazir bilgi degil 6grencilerin yorumlarini igermesini istedim. Bu sekilde onlarin derse
olan ilgisini ve dgrendikleri bilgiyi sentezleme diizeylerini gérmeyi hedefledim. Fakat
Ogrenci sayisinin  fazla olmast ve adil bir degerlendirme yapma kaygisiyla
degerlendirme sureci olduk¢a uzun oldu. Ben degerlendirirken her ne kadar dikkat
etsem de bu siirecte dgrenciler arast yardimlagma vb. bazi 6nlenmesi giig, aksakliklar
yasandigim diisiiniiyorum.” Olgme degerlendirme noktasinda yasanan sorunlara dikkat
¢ekmek isteyen K15 ise “Uzaktan egitim siirecinde 6lgme degerlendirmenin ¢ok saglikli
olmadig1 miisahede edilmistir. Zira Tiirkiye’nin A, B ve C noktalarinda ikamet eden
Ogrenciler, smav siiresi iginde telefon gibi cihazlar sayesinde birbiriyle irtibat
kurabiliyor; bu ise 6lgme degerlendirmenin saglikli gerceklesmesini engelliyor. Yiiz
ylize vize ve final smavlarinda 15-20 puan alan bir dgrencinin uzaktan egitim
stirecindeki sinavlarda 90-100 puan almasi, kabul edilecek bir durum degildir.
Karsilastirmali Arapga-Tiirkce Dilbilgisi dersimle ilgili bir 6rnek vermek istiyorum:
Cevap siklart 5 sik olmast sartryla soru sayist 25; Ogrencilerin, fakiilte tarafindan
belirlenen siav programindaki bir saat iginde girmeleri kaydiyla smav siiresi 30 dakika
olarak takdir edilmistir. Bu yontem bile, tabir caizse en zayif ile en giiglii 6grencinin
birbirine muadil puan almalarini engellememektedir.” seklinde yasanan problemi dile

getirmistir.

Arastirmaya katilan akademisyenler yabanci dil dgretiminin temelini olusturan dort dil
becerisinin dgretiminde yasanan aksakliklara da dile getirmislerdir. Uzaktan egitim
stirecinde Ozellikle yazma becerilerinde Arapca klavye kullaniminin zor olmasi
sebebiyle ders esnasinda Ogrencilerin yazili yanitlar verememesi, ddevlendirmelerin

Word iizerinden yapilamamasi gibi engelleyici durumlar yasamislardir. Bununla ilgili



Arapca Ogretiminde Uzaktan Egitim Uygulamalarina... 98

olarak K19 “Yazma derslerinde Ogrencilerin Arapga klavyeye alistk olmamasi
yasadigimiz en 6nemli sorundu.” seklinde goriis bildirmistir. Ayrica uzaktan egitim
siirecinin kisitli ders saati imkénlar1 sunmasi sozlii iletisim becerileri derslerinin
verimsiz gegmesine sebep olmustur. Ogrenciler arasi diyalog alistirmalar1 istenilen
diizeyde yapilamamigtir. Bu durumu K14 “Sozli iletisim becerilerinde 6grenciler arasi
diyalog alistirmalarina ders siiresi yetmedigi igin yeterli olarak yer veremedim. Bu
sebeple Ogrencilerden haftalik ders konularma yonelik konusma kaydi yapmalarini
istedim. Yapilan kayitlar1 tek tek dinlemek benim agimdan yorucu oldu.” seklinde dile

getirmistir.
Uzaktan Egitim Siirecinde Yasanan Problemlere Céziim Onerileri

Katilimer akademisyenlere yoneltilen uzaktan egitim siirecinde yasadiginiz problemlere
yonelik ¢6ziim Onerileriniz nelerdir? sorusuna yonelik cevaplar bes kategoride
incelenmistir. Bu kategoriler; internet altyapisinin giliglendirilmesi ve kullanilan
platformlarin gelistirilmesi (n=8), Arapg¢a Ogretimine yonelik web tabanli program
gelistirilmesi (n=6), uzaktan egitime yonelik 6gretim programinin gelistirilmesi (icerik,
stire diizenlenmesi ve dlgme degerlendirmede giivenirlilik i¢in ¢alismalar yapilmasi)
(n=6), Ogretim elemani ve Ogrenciye teknik destek verilmesi (n=2), materyal

eksikliginin giderilmesi (n=2) olarak belirlenmistir.
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Tablo 7. Uzaktan Egitiminde Yasanan Sorunlara Yonelik Coziim Onerileri

Kategori N
Arapga dgretimine yonelik web tabanli program gelistirilmesi
Internet altyapisinin giiglendirilmesi ve kullanilan platformlarin 8

[ep]

gelistirilmesi
Cozim Uzaktan egitime yonelik 6gretim programinin gelistirilmesi 7
Onerileri (icerik  diizenlemesi, ders saatlerinin artirilmasi, smif
mevcudunun azaltilmasi, Olgme degerlendirmede giivenirlik
artirilmasi)
Ogretim eleman1 ve dgrenciye teknik destek verilmesi 4
Materyal eksikliginin giderilmesi 2

Arapga Ogretiminde uzaktan egitimin devam etmesi durumunda Uzaktan egitime
yonelik igerik diizenlemesi yapilmasinin, ders saatlerinin artirilmasinin, siif
mevcudunun azaltilmasinin, dlgme ve degerlendirmede giivenilirligin artirilmasinin
gerekli oldugunu vurgulayan K1 disiincelerini “Uzaktan egitim devam edecekse
uzaktan egitime yonelik program yapilmali. Ogrencilerin motivasyonlar1 ¢ok diisiiktii.
Lisans oOgrencisine konugsma becerilerini hazirhk sinifindan sonra pek bir sey
katilamamig oldugunu gordiim. Disiplinli bir sekilde program caligmasi yapilmali.
Hazirlik smiflarinda ortak program olusturmali. Ayrica kullandigimiz materyaller
uzaktan egitime yonelik gelistirilmeli. Eger iilkemizde bu alanda ¢aligma yapilir ve
gelistirilirse uzaktan egitimin de yabanci dil olarak Arapga 6gretiminde etkili olacag:
kanaatindeyim. En biiylik Onerim uzaktan O6gretime yonelik 6gretim programinin
yapilmasi ders materyali ve sisteminin gelistirilmesidir.” seklinde ifade etmistir. Ayni
sekilde ders programinda siire ve kontenjan agisindan diizetilmesi gerektigini belirten
K5, “Yabanc dil egitimi boliimlerinde genel olarak sinif kontenjanlart diisiik tutulmali.
Uzaktan egitim alanma yonelik igerikler artirilmali. Ders siireleri gozden gegirilmeli
Ogrencilerin daha aktif olabilecegi etkinliklerle dgretim siireci gesitlendirilmeli (2 saat
stiresi olan bir dersin 40 dk. olarak islenmesi bunu imkansiz kiliyor.” ve K4 “Benzer
sorunlar her okul seviyesinde ve her derste var. Oneri olarak da sube basina diisen
Ogrenci sayisi en fazla 20 ile sinirlanabilir -47 kisiye dilbilim anlatiyorum sinifi kontrol
etmek herkesi derse ¢ekmek imkansiz- her 6grenciye kamera agma zorunlulugu ve

derse katilima dair puanlama getirilebilir.” agiklamasi yapmislardir.
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Katilimeilar internet altyapisinin = gii¢lendirilmesi ve kullamilan platformlarin
gelistirilmesi ile ilgili dneride bulunmuslardir. Ornegin K8 “Cdziim énerisi olarak daha
etkin bir platformun kullanilmasi, &grencilerin katiliminin saglanmasi, akilli tahta
uygulamalarinin 6grencilere de imkan verecek sekilde gelistirilmesi, Arapca klavye ile
yazma konusunda daha iyi bir olanagm saglanmasi”  Onerilerini sunmustur.
Platformlarin gelistirilmesi ile ilgili K3 “Tim Ogrencilerin goriintilii ve sesli

B

katilabilecegi bir sistem daha verimli olabilir.” ve K21 “Aksamalarin olmamasi igin

kullandigimiz platform daha da gelistirilebilir.” 6nerisini getirmistir.

Arapga Ogretimine yonelik web tabanli program gelistirilmesi Onerisinde bulunan
akademisyenlerden K6 “Coziim olarak iilkemizde modern tekniklerin kullanildigt
teknolojik altyapili, Ingilizce egitiminde oldugu gibi interaktif programlar
gelistirilmeli”, K14 “Arapga 6gretimine yonelik yazilimlar gelistirilip dersin hocasindan
teknik iglemler yiikii ve sinav yiikii alinmali” ve K7 “Gelismis yazilim... Dersi 6gretim
gorevlisinin anlatacagi, Ogrencinin soru cevap ve tartisma gibi yontemlerle derse
katilabilecegi yazilim gelistirilmeli” ve K22” Ozellikle 6grencilerin ses ve goriintiilerini

yansitacak programlar gelistirilmeli” seklinde ifadelerde bulunmuslardir.

Ogretim elemani ve &grenciye teknik destek verilmesi kategorisinde K2“ Ayrica
uzaktan egitime baslamadan Once konuyla ilgili hem hocalara hem de 6grencilere

113

doyurucu bir egitim verilmelidir.” ve KI8 Universitelerin  uzaktan egitim
altyapilarmin, yazilim ve donanim agisindan giliglendirilmesi, 6grenci ve Ogretim
elemanlarimin uzaktan egitimden yararlanabilmeleri i¢in makine ve teghizat edinimleri
agisindan takip edilip, egitimler ile desteklenmeleri” 6nerilerinde bulunmuslardir.

Uzaktan Egitim Siirecinde Gerceklestirilen Ol¢me Degerlendirmeye Yonelik
Goriisler
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Uzaktan egitim siirecinde akademisyenler tarafindan aktarilan bilgilerin &grenci
tarafindan ne derecede alinabildigini ortaya koymak igin gergeklestirilen O6lgme
degerlendirmelerde (Arat ve Bakan, 2011 ) akademisyenlerin ii¢ kategoride uygulama
yaptiklart goriilmiistiir. Katilimcilar arasi kategori dagilimi ¢evirim i¢i sinav (n=11),

odev/proje (n=10) ve karisik yontem ise (n=1) seklinde gerceklesmistir.

Tablo 8. Olgme Degerlendirme

Tema Kategori N
Cevirim i¢i sinav 11
Olgme Degerlendirme Odev/proje 10

Her iki yontemin kullanilmast 1

Birinci kategorideki ¢evirim igi sinavlar; 6grencilerin derse iliskin bilgi ve becerilerinin
ya da konusma becerilerinin ne diizeyde oldugunu belirlemek amagl ¢evirim igi agik
uclu, ¢oktan se¢meli veya konusma sinavlaridir. Cevirim ig¢i sinav tercihi yapan KS8;
“Test uygulamasimnin smavlarda daha verimli ve Olgiicii oldugunu miisahede ettik.
Ogrencilerin saglikli bir sinav siireci yonetmesi i¢in uzaktan olabilecek en iyi imkan ve
uygulamalar1 sunduk™ ifadesinde bulunmustur. Daha once web tabanli 6l¢me
degerlendirme sistemi iizerine ¢aligma yapmis olan K18 ise uygulamaya gecirdigi
projesini kullandigini belirtmistir; “2010 yilindan beri gelistirdigim, 110K260 no ile
Tiibitak tarafindan desteklenen ARDEP projemin bir ¢iktisi olarak fakiiltemizde ve
Tiirkiye’de bazi ilahiyat vb. fakiiltelerde kullanilmakta olan WTSS Web Tabanli Olgme
Degerlendirme Sistemini kullanmaktayiz. Dolayisiyla uzaktan egitim siirecine de
tamamen uygun olan bu Olgme degerlendirme sistemini degistirmeye gerek
duyulmamistir. Bu sistem, 6lgme degerlendirmeye etki eden derse katilim takibi,
danigmanlik gibi unsurlari izlemenin yani sira, agik uglu, coktan se¢meli sinavlari
internet tizerinden, sanal salon gozetmenliginde, kimlik takibi, kopya girisimlerin takibi
ve Onlenmesi gibi destekleri de saglamaktadir. Ayrica proje, ddev gibi fakiilte dist

etkinliklerin de hazirlanmasi ve degerlendirilmesini etkin bir sekilde yiiriitmektedir.”

Arastirmaya katilan akademisyenlerden odev/proje yontemini segenler (n=10) ise

gecerlilik ve giivenirlilik agisindan daha iyi olacagmi diisiinmiislerdir. Ornegin K2
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“Ogrencilere haftalik, dsnemlik ve dénem sonu &devleri verdim ve bu sekilde dlgme ve
degerlendirme yaptim. Ayrica bir smav yapmadim. Bu sekildeki bir se¢imin 6grenci
icin daha faydali olacagini diisiindiim.” ifadeleriyle 6dev verilmesinin daha iyi olacagini
belirtmistir. Ayn1 sekilde 6dev yontemini secen K4 ise uzaktan egitimde 6lgme ve
degerlendirmenin zorlugunu vurgulamistir; “Arastirma, okuma anlatma, okuma
Ozetleme Odevleri lizerinden &lgme-degerlendirme yapmaya calistim ancak uzaktan
egitimin en sikintili taraflarindan biri. Gegerli ve giivenilir bir 6lgme degerlendirmeyi
uzaktan egitim sistemi i¢inde yapmak imkansiz gibi.” Arapga dgretiminde uzaktan
egitim siirecinde yasanan en dnemli problemlerden biri olan 6grencilerin Arapga klavye
pratiginin olmamasi sinav uygulamalarinda da yasanmugtir. Ornegin K12 “Gramer
derslerinin sinavlarini genellikle ¢evirim dig1 6dev seklinde yapmak zorunda kaldim.
Arapga klavye sikitisindan dolay ¢evirim ici sinav yapamadik. Odev vermek 6lgme

degerlendirme agisindan saglikli olmadi.” seklinde klavye sorununu vurgulamistir.

Her iki kategoride de degerlendirme yapan K6 siireci su sekilde ifade etmistir:
“Derslerde degisik Olgme ve degerlendirme yontemleri kullanmaya c¢aligtim.
Giliniimiizde egitimde tek tip dlgmeler ile 6grencileri degerlendirmemiz kabul edilemez.
O yiizdem degerlendirmelerde hem klasik, hem yeni uygulamalar kullanmamiz gerekir
ki biz daha gergekgi ve daha adil bir degerlendirme yapabilelim. Yaklagimlar dersinde
klasik acik uglu sinav yaptim. Proje ddevleri verdim. Ilgili literatiire hakim olmalarin
saglayacak proje 6devi verdim. Ogrencilere sunum yaptirdim. Final smavlarinda ise

gevirim igi test uyguladim.”

Uzaktan Egitim ile Arapca Ogretiminin Gelecegi ile ilgili Goriisleri

Uzaktan egitim ile Arapga Ogretiminin gelecegine dair goriisleri soruldugunda
akademisyenler genel olarak olumlu yonde goriis bildirmis ancak gelistirilmesi gereken
yonlerin ¢ok oldugunu belirtmistir. Ornegin K1 iilkemizde Arapga dgretimine yonelik
uzaktan egitim programi gelistirmeye dair ¢aligmalar yapilir ve gelistirilirse uzaktan
egitimin de yabanci dil olarak Arapga Ogretiminde etkili olacagi yoniinde goriis
bildirmistir: “Uzaktan egitim devam edecekse uzaktan egitime yonelik program

yapilmali. Ogrencilerin motivasyonlar1 ¢ok diisiiktii. Lisans 6grencisine konusma
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becerileri agisindan hazirlik sinifindan sonra pek bir sey katilamamis oldugunu gordiim.
Disiplinli ¢aligmali. Hazirlikta ortak program olusturmali. Kullandigimiz materyaller
uzaktan egitime yonelik gelistirilmeli.” Aymi sekilde iyi bir program yapilmasi
gerektigini belirten K6 “Mevcut durumdaki ciddi eksikliklerin giderilmesi gerektigini,
miifredatin giinlimiiz sartlarina gore diizenlenmesi ve materyal gelistirmeye agirlik
verilmesi gerektigini” belirtmistir. K22 ise “Ogrencilerle birlikte bir egitim siireci
planlanmali. Odev ve arastirmalara agirhk verilen esnek bir miifredata calisilmali.
Ogrenci ve 6gretim iiyelerine bu konuda imkéan verilmelidir. Giincel konular ve metinler
o6n plana almmalidir” Onerisini  getirmistir. “Uzaktan egitimin, Orglin egitimi
tamamlayict ve destekleyici bir fonksiyon iistlenmesi” gerektigini diisiinen K2,
“Gelecekte iyi bir planlama ve sistem gelistirme ile basarili Arapca Ogretimi
gerceklesebilecegini” belirtmistir. K12 ise “Programda ders kredileri, 6zellikle de
gramer derslerinin kredilerinde diizenleme yapilmali. Temel alan dersleri miifredatta
yeterli degil. Egitim fakiiltelerinin ders miifredati hazirliklarinda daha serbest olmalari
saglanmali. Uzaktan egitim tecriibelerimize gore eger sistemsel gelisimeler olmaz ise
mezun olan dgretmen adaylarimizda ¢ok fazla bilgi eksikligi olacak.” seklinde ders
miifredatinda degisiklik yapilmasi yoniinde goriis bildirmistir. Aym sekilde K18
ogretmenlik programinda formasyon dersleri miifredatinin uzaktan egitim agisindan

giincellenmesi gerektigini vurgulamustir.

Dilin transfer siirecinde Ogretim elemaninin 6grenci girdi ciktilarini 6nemsemesi
gerektigini belirten K13, “Arapga 6greten hocalarin bireysel dil hatalarini diizeltmeleri
ve Ozellikle telaffuz konusunda hatalarindan miimkiin oldugunca arinmalari

gerekmektedir. Dogru telaffuza yonelik dersler eklenmeli.” 6nerisinde bulunmustur.

K15, K17, K18, K19 ve K21 uzaktan egitim ile Arap¢a dgretimine devam edilmesi
konusunda sinav sisteminin web tabanli ortak bir sinav sisteminin olusturulmasini

gerekli gormektedir:

K17 “Arapca 6gretiminin uzaktan egitim ile devam ettirilmesi i¢in web tabanlt sinav

sistemi gelistirilmeli.”
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K18 “Arapcanin 6lgme degerlendirilmesine dair aragtirma ve gelistirme faaliyetleri
yok denecek diizeydedir. Kontrol edemediginiz, egitimden bahsetmek bilimsellikle

bagdasmaz. Bu nedenle bu alanda arastirma ve gelistirme ¢abalarina yogunlagilmalidir.”

K21 “Kullanilan programlar ve sinav sekillerinin Arapgaya uygun héle getirilmesini
isterim c¢ilinkli cevrim i¢i test sinavlarinda sorularin yansitilmasinda bazi sorunlar

yastyoruz.”
TARTISMA ve SONUC

Uzaktan egitim ile ilgili literatiir incelendiginde ulusal ve uluslararasi diizeyde yapilmis
pek ¢ok calismaya ulasilabilmektedir (Can (2020); Basar, Aslan, Giinsel ve Akpinar
(2019); Karadag, Yiicel (2020); Kilig, Seyis (2014) vd.). Ancak i¢inde bulundugumuz
son pandemi doneminde yabanci dil uzaktan egitim siirecine yonelik giincel ¢alismalar
heniiz ¢ok yeni ve az sayidadir. Ozellikle de Arapga dgretiminin uzaktan egitim ile
yiiriitiilmesine yonelik ¢aligma yok denecek kadar azdir. Ilerleyen siireclerde egitimin
verimliligi ve saglikli ilerleyebilmesi i¢in bu konuda yiiriitiici konumunda olacak
akademisyenlerin goriigleri oldukca 6nem arz etmektedir. Uzaktan egitim siirecinde
Arapga Ogretimine dair akademisyen goriislerinin incelendigi bu ¢alismada
katilimcilarin genel olarak, Arapga 6gretiminin uzaktan egitim ile verimli olmadigi, kisa
siireli baz1 avantajlar saglasa da yabanci dil olarak Arapga dgretimini olumsuz yonde
etkiledigi goriisiinii paylastiklart sonucuna ulasilmistir. Bu siiregte gergeklestirilen
uzaktan egitim ile yabanci dil &gretimine yonelik arastirmalarda da (Dolmaci ve
Dolmaci, 2020; Timen Akyildiz, 2020) uzaktan egitimi genel olarak verimli
bulmadiklar1 ve olumsuz yanlarinin oldukca fazla oldugu sonucuna ulasilmistir.
Oregin c¢alismanin bulgularinda yer alan uzaktan egitim siirecinde katilimcilarin
yasadig1 internet kesintisi kaynakli aksakliklar, yapilan arastirmalarda da (Karaca,
Topal, Aldir, 2011) ilk sirada belirtilen sorun olarak goriilmektedir. Arastirmanin
bulgularinda olumsuz yon olarak &greten ile 6grenen arasinda iletisim ve etkilesim
kopuklugu, 6grenci katilim azligi, devam zorunlulugunun olmamasi ve ders siirelerinin

kisithlig1 gibi sorunlar farkli ¢aligmalarda goriisii alinan egitimciler tarafindan da dile
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getirilmistir (Karakus vd., 2020; Akkus ve Acar, 2017; Bilgic ve Tiiziin,2015; Ozer ve
Cekici, 2020). Uzaktan egitimin kapsamli, kitlesel ses ve gorsel materyallerin ve
bireysel ¢alisma dokiimanlarinin sunulmasi, 6grencilerin 6nceden hazirlanmis olan ders
materyallerine istedikleri zaman erisebilmesi ve dil oOgretimine yonelik c¢esitli
materyallere ulagim agisindan olumlu yonlerinin belirtildigi ¢aligmalarin (Giingdr vd.,
2020; Ozdemir ve Yalin, 2007; Devran ve Elitas, 2017) aksine arastirmamizin
bulgularinda akademisyenlerin Arapga Ogretimine yonelik materyal eksikligini
vurguladiklar1 goriilmiistiir. Akademisyenler uzaktan egitim siirecinde yararlanilacak
Arapgaya yonelik materyallerin gelistirilmesini 6nermislerdir. Ayrica Arapcanin farkl
alfabeye sahip olmasi sebebiyle 6grencilerin yazma becerilerini gelistiremediklerini,
klavye sorunu yasadiklarimi belirtmislerdir. Benzer sekilde uzaktan egitim siirecinde
yazma becerilerinin gelistirilemedigi bulgularina ulasan ¢aligmalara (Ozer ve Cekici

2020) da literatiirde rastlanilmustir.

Arastirmada goriisleri alinan 6gretim elemanlarinin uzaktan egitim yoluyla Arapca
Ogretiminin verimsiz olmasinda Olgme degerlendirmede giivenirlik eksikligi gibi
sebeplerin etkili oldugu yoniinde degerlendirmeleri olmustur. Arastirmanin literatiiri
incelendiginde &gretim elemanlarinin  6lgme degerlendirme yoniindeki olumsuz
goriislerini destekleyen yonde caligmalar (Dolmaci-Dolmaci (2020); Tiimen Akyildiz
(2020)) cogunluktadir. Bozkurt (2020) acil uzaktan egitim siirecinde karsilasilan en
biiyiik eksikligin 6l¢gme ve degerlendirme alaninda oldugunu; buna gerekce olarak da
gelencksel sinavlar ve testler yerine yeterli gegerlik ve gilivenirlik ¢alismalar

yapilmamuis, aniden gegilen gevirim igi sinavlari géstermistir.

Ote yandan uzaktan egitim sayesinde Arapca oOgretiminde dijital materyallerin
kullanimina agirlik verilmesi, tekrar izlenebilir ders kayitlar1 imkanmin olmasi, ders
programlarinda zaman ve mekan sorunun ortadan kalkmasi ve dgrencilerin bu siirecte
bireysel ¢alisma becerilerini gelistirmeleri gibi kazanimlar elde ettigi yoniindeki
arastirma sonuglarina benzer olarak ( Senkal ve Dinger, 2012; Yorganci, 2014; Tiimen

Akyildiz 2020) caligmalar gergeklestirilmistir.
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Uzaktan egitim siirecinde 6gretim elemanlarinin ¢gogunlugu derslerini yiiz yiize egitimde
oldugu gibi diiz anlatimla islemeyi tercih etmistir. Farkli programlardan destek alan,
Ogrencilere sunum yaptiran ve belirtilen yontemleri dersin icerigine gore karigik olarak

kullandigin1 belirten 6gretim elemanlar1 da olmustur.

Arastirmanin bulgular1 incelendiginde akademisyenlerin ders hedef ve kazanimlarinin
kismen gergeklestigi yoniinde goriisler cogunluktadir. Akademisyenler Arapca
Ogretiminin uzaktan egitimle devam etmesi igin iyi bir program hazirliginin yapilmasi
yoniinde goriis bildirmislerdir. Arapga 6gretiminde uzaktan egitimin devamliligi igin
goriislerine basvurulan akademisyenler ortak bir sistemin kullanilmasini ve uzaktan
egitime yonelik program gelistirilmesini 6nermislerdir. Arastirmanin bulgularina benzer
sekilde Bozkurt ‘un (2020) da caligmasinda belirttigi gibi; pandemi sonrasi siirecte
egitim ortamlarinda geleneksel Ogretim uygulamalar1 yerini daha ¢ok dijital
uygulamalara birakacagi ortaya c¢ikmistir. Pandemi sonrasi normallesme siirecinde
ogrenciler kendi 6grenme yontemlerini yonetme ve egitimcilerin de bu yonetime yeni
programlamalar ile destek vermesi gerekmektedir. Ayrica Sayan (2020), Seren-Tut-
Kesten (2020) ve Balliger- Wasilik (2009)’in ¢alismalarinda belirttigi  gibi
Akademisyenlerin uzaktan egitim konusunda bilgilendirilmeye ve bu sistem yoluyla

egitim vermede destege ihtiyaglar1 oldugu goriilmiistiir.
ONERILER

Uzaktan egitimle Arapga Ogretiminde basarili sonuglar elde etmek igin ¢esitli
yontemlerin yer aldig1 bir Arapga 6gretim programi gelistirilmelidir. Geleneksel-ezberci
metotlarin yerini uygulama agirlikli yontemler almalidir. Bu alanda uygulamali
arastirmalarin yapilmasi gerekmektedir. Uzaktan egitimle Arapga Ogretiminde dort
becerinin aktif kullaniminin saglanacagi web programlar1 gelistirilmelidir. Ozellikle
yazma becerilerinde klavye kullanimini destekleyici, sozlii iletisim becerilerinde de
ogrenci katilimini daha aktif kilacak tartigma, soru-cevap, etkilesim, doniit verme, grup

calismalar gibi etkinliklerin uygulanmasini saglayacak platformlar gelistirilmelidir.
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Arapga Ogretimini uzaktan egitim ile gergeklestiren akademisyenlere Arapga Ogretimi
ile ilgili dijital materyallerin hazirlanmasma ve bilgi teknolojilerinin kullanimina
yonelik hizmet i¢i egitimler verilmelidir. Egitim fakiiltelerinden mezun olacak Arapca
O0gretmen adaylarinin uzaktan egitime hazirlikli olmasi i¢in lisans derslerinde teknolojik
materyal konusunda egitimler verilmelidir. Arapga Ogretiminin uzaktan egitim
siirecinde 6lgme ve degerlendirme boyutunda yasanan sorunlarin giderilmesi amaciyla
ozellikle sinavlarin giivenirligini artiracak, sinav siiresinde 6grenci takibini saglayacak

calismalarin yapilmasi gerekmektedir.
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SUMMARY

Introduction

With the rapid development of technology, distance education has become an important element
in our lives during the global epidemic period we are in. Distance education, which is a form of
education in which the learner and the teacher are physically far from each other (Adiyaman,
2002), enables the rapid dissemination of information and the benefit of the individual's right to
education by reaching more students with low costs, especially in limited time (Karaoglu,
Basaran, Dogan, Sahin, 2020). By taking a more active role in today's education and training
activities, digital technologies enable the formation of rich learning environments that put the
learner in the center and facilitate access to the opportunities offered (Abdiisselam, 2019). When
the studies in the literature, especially the studies carried out in recent year are examined, it can
be said that there are some platforms that can be used in distance education and Arabic teaching
(Marangozoglu, 2019), but these structures do not provide the desired level of academic support.
For this reason, it should be noted that existing platforms should be organized and developed in
order to adhere to the universal education method (Akres, 2019). When the literature is examined,
it is seen that there are few studies on the distance education process and platform
recommendations on Arabic learning, but there is a gap in investigating the views of the
educators who manage the distance education process of teaching Arabic as a foreign language.
Therefore, it is thought that this study will contribute to the gap in this field.

Method

In line with the purpose of the research, an answer was sought to the following question: How is
the situation of Arabic teaching in the distance education process in Turkey evaluated by the
academicians working in the Arabic Language Education Departments? It is thought that
revealing the problems experienced in the teaching of Arabic in the distance education process in
Turkey and the opinions of the academicians who provide education on this subject will guide and
contribute to the distance education activities to be planned in the future. In this study,
phenomenology, was used within the framework of the above-mentioned purpose and research
questions. A total of 22 lecturers participated in the study. When the answers of the participants
regarding the current situation of distance education and Arabic teaching are examined, it is seen
that most of the participants draw a pessimistic picture. Participants' views on the contribution of
distance education to Arabic teaching were categorized as focusing on the use of digital
materials, the possibility of repayable course recordings, the elimination of time and space
problems in the curriculum, and the students' gaining self-study skills. Problems experienced in
distance education problems were internet disconnection, problems caused by the program used,
lack of communication and interaction between the teacher and the learner, lack of student
participation and absence of attendance, limited course times, Arabic keyboard problem,
reliability problem in measurement and evaluation. Supperled solutions for problems in distance
education are developing a web-based program for teaching Arabic, developing the teaching
program for distance education, providing technical support to lecturers and students, and
eliminating the lack of material.
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Results

In order to achieve successful results in teaching Arabic through distance education, an Arabic
teaching program including various methods should be developed. Traditional — rote-learning
methods should be replaced by application-oriented methods. Applied research is needed in this
area. Platforms that will enable the implementation of activities such as discussion, question-
answer, interaction, feedback and group work should be developed, which will especially support
the use of keyboards in writing skills and make student participation more active in verbal
communication skills. In-service training should be provided for the preparation of digital
materials related to Arabic teaching and the use of information technologies to the academicians
who teach Arabic through distance education. For Arabic teacher candidates, faculty of
education department of Arabic language teaching should provide distance education training on
technological materials to prepare them as future teachers. In order to eliminate the problems
experienced in the measurement and evaluation dimension of the distance education process of
Arabic teaching, it is necessary to carry out studies that will increase the reliability of the exams
and provide student follow-up during the exam.
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lletisimde en onemli kavram “anlamaktir”. Durieux’e gore (2005), cevirmenin iletigim zincirinde
aktarict bir gorevi vardir, bu yiizden insanlarin anlamasi saglamak icin ¢evirmenin kaynak
metni once kendisinin anlamast gerektigini belirtir. Bu baglamda, ¢alismamin amaci, anlam
odakly yaklagimi temel alan Yorumlayici Ceviri Kurami (YCK) isiginda J. J. Rousseau’nun "Emile
ou De I’Education” adli eserinin Tiirkce cevirilerini ceviri stratejileri agisindan incelemektir.
Béylece yabanct dil dgrenenlere hem YCK hem de ceviri stratejileri hakkinda farkindalik
kazandirilmasi istenmekte ve bu farkindaligin da yabanci dil olarak Fransizca égretimini olumlu

“Almtilama: Yalgin, P. ve Cinar-Yaggi, S. (2022). Yabanci dil olarak Fransizca dgretiminde
yorumlayict ceviri kurami isiginda ceviri stratejileri: J. J. Rousseau’nun “Emile ou De
I’Education” adli eserinin incelenmesi. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-
YABDILSEM, 115-147.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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etkileyecegi diisiiniilmektedir. YCK, "uygunluk” ve "esdegerlik” kavramlarmm gerceklesmesi icin
cevirmenlerin "anlama (compréhension), sozciiklerden styrilma (déverbalisation) ve yeniden ifade
etme (réexpression)” asamalarindan gecmeleri gerektigini belirtmektedir. "Uygunluk” olarak
kastedilen kaynak metne yakin bir ceviri, "esdegerlik” olarak kastedilen ise erek dil ve kiiltiir
ozelliklerine gore yapilan ceviridir. Sonug olarak, bu ¢aligmanin, Fransizca olarak yabanct dil
ogretiminde/ogreniminde  Yorumlayici  Ceviri  Kuramimin  bir  6grenme  teknigi  olarak
kullanmilmasinda yol gésterici olmast hedeflenmektedir.

Anahtar Sozciikler: Yabanci dil égretimi/ogreniminde ¢eviri, Yorumlayici ¢eviri kurami, Ceviri
stratejileri, Esdegerlik, Uygunluk, J. J. Rousseau, Emile.

ABSTRACT

The most important concept in communication is ‘“‘comprehension”. According to Durieux
(2005), the translator has a transmission role in the communication chain, so he states that the
translator must first comprehend the source text himself in order to make people understand it. In
this context, the aim of the study is to examine the Turkish translations of J. J. Rousseau's "Emile
ou De !'Education” in terms of strategies of translation in the light of the interpretive theory of
translation which is based on the understanding of sense translation. Thus, foreign language
learners are asked to gain awareness about both the interpretive translation theory and the
strategies of translation; it is thought that this awareness will positively affect teaching French as
a foreign language. The interpretive theory of translation states that translators must go through
the stages of "comprehension, déverbalisation and re-expression” for the concepts of
"conformity" and "equivalence" to be realized. What is meant by “conformity” is a translation
close to the source text, and what is meant by “equivalence” is a translation made according to
the target language and culture characteristics. As a result, it is aimed that this study will guide
the use of the interpretive theory of translation as a learning technique in foreign language
teaching/learning in French.

Keywords: Translation in foreign language teaching/learning, Interpretive theory of translation,
Strategies of translation, Equivalence, Conformity, J. J. Rousseau, Emile.

GIRIS

Ceviri, Tiirk Dil Kurumunu internet tabanli Genel Tiirk¢e Sozliigii’ nde "Bir dilden
baska bir dile aktarma, gevirme, terclime”
(https://sozluk.gov.tr/?q=%C3%A7eviri&aranan= 09.06.2020) olarak agiklanmaktadir.
Bir dilden baska bir dile aktarim olarak ifade edilen ¢eviri, sadece 6zgiin metindeki
dilsel aktarimi degil ayn1 zamanda kiiltiirel 6gelerinin aktarimini da igeren bir eylemdir.
Bu amagla, cevirinin kiiltiirleraras1 bir iletisim oldugu soylenebilir. Vardar (1982: 18),

geviriyi “biitiin c¢aglarda karsimiza ¢ikan bir etkinlik, gesitli uygarliklar arasinda bir
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koprii kuran, degisik toplumlardan bireyleri birbirine yaklastiran, her tiirden ekinsel
degeri, icinde olusturdugu tarihsel-toplumsal g¢evrenin disina tasryan, o ¢evreden
olmayan kisilerin yararlanmasina sunan, uygarliklar, ekinler arasi bir iletisim, bildirigim

arac1” olarak tanimlamaktadir (akt. Yalgin, 2003:48).

Ceviri, 1970’ten sonra Filoloji ve dilbilim alanlarindan ayrildiktan sonra bir bilim alan1
olarak goriilmeye baglamistir. Bununla birlikte ¢eviri, ilk ¢agdan beri var olan bir
olgudur. "Siimerlere ait resmi antlagsma metinlerinde, yazili ¢evirinin ilk Grneklerine
rastlanmigtir. Misir yazitlarinda da, yabancilarin mahkemede vermis olduklart ifadelerin

Maisir diline ¢evrildigi goriilmiistiir” (Yalgm, 2015: 51).

Sosyal bilim olarak goriilmeyen g¢eviri, Dilbilgisi-Ceviri yéntemi disinda, Iletisimsel
Yaklasim’a kadar, yabanci dil 6gretim yontemleri agisindan da kabul gérmemistir. Bu
O0gretim yontemleri, 6grenenin hedef dile daha fazla maruz kalmasi amaciyla, hem
Ogretmenlerin hem de Ggrencilerin yabanci dil simifinda anadili kullanmalarina karsi
¢ikmiglardir. Bu nedenle ¢eviri, bu siiregteki yabanci dil 6gretiminde/6greniminde bir
ogretim teknigi olarak kullanilamamuistir. “70°1i yillarda ortaya ¢ikan iletigsimsel yontem
sayesinde anadil ve 6grenilen yabanci dil arasinda karsilastirmalar yapmay: saglayan
ceviri yeniden yabanci dil siniflarinda yer almaya baslamistir” (Aydogu, 2019:904).
Cevirinin yabanci dil smiflarinda tekrar yer almaya baglamasmin en 6nemli nedeni
cevirinin bir iletisim aract olarak goriilmesidir. "Ceviri, diller aras1 bir aktarim olarak
degil, bir iletisim eylemi olarak goriilmektedir” (Durieux, 2005: 42). Ceviri, dilsel
Ogelerin ¢evirisinin dtesinde 6grenenin hem hedef dil kiiltiirii ile iletisim kurmasini hem
de kendi dil ve kiiltiirii ile kiyaslamalar yapmasina olanak saglamaktadir. Bu nedenle
iletisimde en onemli kavram anlamaktir. Durieux’e gore (2005), ¢evirmenin iletisim
zincirinde aktaric1 bir gorevi vardir, bu yiizden insanlarin anlamasini saglamak igin
¢evirmenin kaynak metni 6nce kendisinin anlamasi gerektigini belirtir. Bu nedenle

¢evirinin ilk agamasinin anlamak oldugu 6nem arz etmektedir.

Bu ¢aligmanin amaci, yabanci dil olarak Fransizca 6gretiminde anlam odaklr yaklasimi
temel alan Yorumlayici Ceviri Kurami (YCK) 1s18inda J. J. Rousseau’nun “Emile ou De

1’Education” adli eserinin ceviri stratejileri agisindan incelemektir. Boylece yabanci dil
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ogrenenlerin YCK kapsaminda ¢eviri stratejileri hakkinda farkindalik kazandirilmasi
istenmekte ve bu farkindaligin da yabanci dil olarak Fransizca 6gretimine olumlu
etkileyecegi diistiniilmektedir. Sonug olarak, bu calisma, Fransizca olarak yabanci dil
Ogretiminde/6greniminde Yorumlayict Ceviri Kuramimin bir 6grenme teknigi olarak

kullanilmasinda yol gdsterici olacaktir.

Caligmanin kuramsal ¢ergevesini anlam odakli ¢eviri anlayisini igeren YCK
olusturmaktadir. Eser inceleme asamasindan Once igerisinde belirli kavramlar bulunan

ve belirli asamalardan olusan YCK hakkinda detayl: bilgi vermek uygun olacaktir.
Yorumlayici1 Ceviri Kuram

1970’lere kadar sosyal bilim olarak goriilmeyen c¢evirinin o donemlerde kendi
kurallarin1 ve teorilerini olugturamadig1 sdylenebilir. Bu amagla g¢evirinin bilim dali
olmasi icin kendi icinde belli bash kuramlara ihtiya¢ duydugu kaginilmazdir. Bu ihtiyag,
ceviride kurami olusturacak ve bu kuramlar 1s1ginda incelemeler yapilarak ceviri,
bilimsel bir zemine oturtturulacaktir. Eradam (1991:70), cevirideki kurami sdyle
agiklamaktadir: "Kuram, ¢eviri siirecini, ¢eviri metnin ortaya ¢ikisini dolayli dolaysiz
etkileyen tiim konu ve noktalarin isleyis mekanizmasimin, deviniminin de aynasi olan
bir siirecin, ¢eviri siirecinin bilgisi ve edinimin kendisidir”. Bu alanda ¢alisma yapan
arastirmacilar, ¢eviri kuramin ne oldugu ile ilgili goriislerini farkli sekillerde dile
getirmektedirler. Yazici1 (2005:27) "kuramsal bilginin g¢eviriye genis agidan bakmay1
Ogrettigini, ¢cevirmenin ufkunun genislettigini, ¢evirinin sadece kaynak dil ve kiiltiirii
bilmekle yapilamayacagini, bunun i¢in hedef dil ve kiiltlir bilgisi ile arastirma ve
yaratict diisinmeyi gerektiren bir eylem oldugunun bilincine varmasina vesile
oldugunu” belirtmektedir. Bu durumda, ¢evirmenin sadece aktarim yapan kisi degil,
aynt zamanda hem kaynak dili ve kiiltiiriinii hem de erek dili ve kiiltliriinii ¢ok iyi
tantyan biri olmasi gerektigi sdylenebilir. Bu amagla ¢evirinin nasil yapilmasi gerektigi
hakkinda bilgi veren ve gevirmenin rollerini igeren gegmisten gliniimiize pek ¢ok ¢eviri
kuram gelistirilmistir. YCK, 1960’11 yillarda, Paris 3 Sorbonne Universitesi Miitercim-
Terciimanlik Okulu (I’Ecole Supérieure d’Interprétes et de Traducteurs-ESIT) kurumu

i¢inde, 1960’11 yillarda, D. Seleskovitch ve M. Lederer tarafindan gelistirilmistir. YCK



Yal¢in & Cinar Yagct 119

(La théorie interprétative de la traduction ou La théorie du sens), ¢evirmeni merkeze
almakta ve onu ¢eviri 6znesi olarak gérmektedir. "Cevirmenin zihinsel siireci {izerine
odaklanmislardir. Bu kurama gore, ¢evirmen, bir metni anlayip birtakim zihinsel
iglemlerden gecirdikten sonra onu bir baska dilde yeniden olusturan kisidir, bu da, ¢eviri

Oznesi (sujet traduisant) olarak adlandirilir” (Yalgin, 2015:70).

Lederer’e (1994:13) gore, hedef metinini yeniden ifade etmenin kalitesi “gevirmenin
hedef dili bilgisi, ustaligi, yetenegi, bilgi diizeyi ve anlama yetenegi ile iliskilidir.
Kuramcilar, ¢eviri ediniminin asamalarinin, anlama (compréhension), sozciiklerden
styrilma (déverbalisation) ve yeniden ifade etme (réexpression) gibi siireglerden gegerek
gergeklestigini ve metnin dogru anlasilmasi ig¢in ¢evirmenin sahip olmasi gereken
donanimlarin (bagage cognitif), metnin ve baglamin sagladigi bilgilerin (contexte
cognitif) yorumlama (¢evirme) asamasinda gevirmene yol gosterdigini belirtmektedir”
(alintilayan Goktas, 2014:59; akt. Yalgin, 2015:71). Bu baglamda, ¢evirmeni merkeze
alan bu kuramin temel taslar1 anlam (sens), anlama (compréhension), sdzciiklerden

styrilma (déverbalisation) ve yeniden ifade etme (réexpression)’dir.
Anlam (Sens)

Anlam (sens) kavrami1 YCK’ da 6nemlidir ve kuramin temel amacini olusturmaktadir.

"Lederer (1994:215) anlamin tanimin su sekilde yapar:

Anlam, metin ya da konusmanin bir parcasinin uygun dilbilimsel ifadelerin ve biligsel
tamamlayicilarin  olugturdugu sentezin {irlinidiir. Dilsel bilginin ve bilissel
tamamlayicilarinin  birlestigi zamandaki ses ya da yazi zincirinin sdzciiklerinden
styrilma sonucu olusur. Hem biligsel hem de duygusal olan anlam, biling haline

uygundur” (akt. Ozcan, 2019: 4).

Anlam, ¢eviri siirecinde yazilt ya da sozlii metinlerin, ¢evirmen tarafindan biligsel
stireglerden gecirilerek yeniden yorumlanmasidir. Diger bir deyisle anlam, baglam
icinde var olan dilbilimsel yapilardan siyrilarak, bu dilbilimsel yapilarin ifade
etmek/soylemek istedigi (Fr. Vouloir dire), (Lederer, 1994), derin yapiy1 anlamaktir. Bu

amagla cevirmen, kaynak metindeki sozciiklerin anlamalarmi dogrudan anlamaya
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¢alismak yerine metnin baglam i¢inde neyi anlatmaya calistigini fark etmeli ve metni

bir biitiin olarak anlamlandirmaya ¢alismalidir.
Anlama (Compréhension)

Lederer (1994: 212, akt. Ozcan, 2019:4), anlamay1 soyle tanimlar: “Bir dili anlamak, bir
anlatimdaki kurallar1 ve sozciikleri tanimaktir... Bir metni ya da konusmay1 anlama,
dilsel ifadenin ve biligsel tamamlayicilarin bir araya gelmesiyle, bir ses ya da yazi
zincirin anlamint ortaya ¢ikaran bir siirectir”. Bu amagla Lederer, anlamanin
olugmasinda dilsel ifadelerle birlikte biligsel siireglerin iizerinde durmus ve gevirmenin
kaynak metni nasil anlamasi gerektigi ile ilgili fikirler sunmustur. Anlam ve anlama
kavramlari birbirini tamamlamaktadir, yani anlam metinde var olan bilgi iken bu bilgiyi
yorumlama ise anlama kavramimi olusturmaktadir. Cevirmen kaynak metindeki
sozciikleri kendi diinya goriisiinden gecirerek anlamlandirmaktadir. Bu anlamlandirma
olusmasi i¢in ¢evirmenin metindeki sdzciiklerden siyrilmasi yani baglam i¢inde, metnin

genel anlamini kavramasi gerekmektedir.
Sozciiklerden Siyrilma (Déverbalisation)

Lederer (1994: 212) sozciiklerden siyrilma asamasini su sekilde ifade etmektedir: “Bir
metnin anlagilmasinin ve diger bir dilde yeniden ifade edilmesinin arasindaki ¢eviri
igleminin ulastig1 evredir. Bilissel ve duygusal bir anlamin kavranildigi esnada dilsel
gostergelerden kurtulma s6z konusudur” (akt. Ozcan, 2019:5). Cevirmeni merkeze alan
YCK, ¢evirmenin metni anladiktan sonra metindeki dilsel gostergelerden kurtularak
yorum yapmasini yani kaynak metindeki gostergeleri yorumlayarak erek dilde yeniden
ifade etmesini istemektedir. Ceviri siirecindeki "sézciiklerden siyrilma”, ¢evirmenin bu
sozciikleri biligsel islevlerden gegirerek anlami edindigi ve boylece dilsel gostergelerden
styrildigi agamay1 kapsamaktadir. S6zciiklerden siyrilan ¢evirmen erek dilde bu anlamin

nasil ifade edilecegi asamasina gegmektedir.
Yeniden ifade etme (Réexpression)

Ceviri siirecinde “yeniden ifade etme agamasi” ¢evirmenin hedef dilde esdegerlik arama

stirecini igermektedir. Lederer (1994), YCK’nin 6zgiin metindeki anlamin kavranmasi
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ve hedef dilde esdegerliliklerinin bulunmasi olarak ifade etmektedir. Cevirmen,
yorumlama siirecine baslamadan once kaynak metnin dilsel gostergelerini, biligsel
islemlerden gecirerek sahip oldugu dil bilgisi ve dil 6tesi beceriler ile anlamlandirmis,
kaynak metindeki dilsel gostergelerden siyrilarak erek dilde bu dilsel gostergeleri
yeniden ifade etme siirecine gegmistir. Cevirmen, kaynak metindeki sozciiklerin ve
sozdizimlerin erek kiiltiirde dilsel, dizisel ve bigimsel esdegerliliklerinin arayisi i¢ine
girmistir. Bu baglamda g¢evirmene Onemli rol diismektedir; ¢linkii kaynak metnin
kaynak kiiltiirde olusturdugu anlami erek kiiltiirde esdegerliligini bularak olusturmasi
gerekmektedir. Yani c¢evirmen kaynak dildeki yazarin ne sdylemek istedigini

yorumlayarak erek kiiltlir okuruna aktarmalidir.
Esdegerlik ve Uygunluk

Esdegerlik, "kaynak metin ile ¢eviri metninin olabildigince ayn1 degerde olmasidir, yani
kaynak dil metni ile hedef dil metni arasinda s6zciik, sdzdizimsel, dilbilgisel, bigemsel
ve anlamsal yonlerden yeterli Ol¢iide denklik kurma isidir” (Yalgmn, 2015:73).
Cevirmen, ¢eviri eylemi dncesi veya siiresince kaynak metne mi yoksa hedef metne mi
sadik kalacaginin kararmi verir ve kaynak metni bu agidan yorumlar. Hedef kiiltiir
icinde, ceviri metnin hedef okur agisindan anlasilmasini dikkate alan ¢evirmen hedef
metni olustururken esdegerlik kavramina onem verir ve anlamsal esdeger bir geviri
olusturmaya calisir. Bu baglamda esdegerligi sdyle aciklayabiliriz: "Ozgiin metnin,
kendi dilinin okurunda uyandirdigt etkinin, ¢eviri metnin de c¢eviri dili okurunda

uyandirilabilmesi” (Giittinger, 1963’ten akt. Goktiirk, 2004: 55).

Uygunluk ise kaynak metne baglilik anlamina gelmektedir. Cevirmen bu siiregte hedef
dilin dilsel, sosyal ve kiiltiirel 6zelliklerini gérmezden gelerek kaynak metni birebir
hedef kitleye aktarmaya c¢aligmaktadir. Bu baglamda, hedef kitlenin ¢eviri metnini
anlayamama durumunu yagamasi kaginilmazdir; ¢ilinkii okur, metni kendi kiiltiiriindeki

kavramlarla bagdastiramayacak ve bu nedenle “anlama eylemi” ger¢eklesemeyecektir.

Lederer (1994: 50), esdegerlik kaygisi ile yapilan g¢eviriyi Yorumlayict Ceviri olarak

gormekte, uygunluk kavramini ise ¢eviri siirecinde kaynak dilin 6zelliklerini dikkate



Yabanci Dil Olarak Fransizca Ogretiminde... 122

alan Dilbilimsel Ceviri olarak ifade etmektedir. Bu baglamda ¢eviri metni igin
esdegerlilik, YCK’ da g¢evirmenin dikkat etmesi gereken bir kavramdir ve bu noktada

¢evirmen geviri siiresinde 6zne durumundadir.
Cevirmenin Yeri Ve Onemi

YCK’da ceviri eyleminin 6znesi olan ¢evirmenin, ceviri siirecinde gergeklestirmesi
gereken onemli rolleri bulunmaktadir. Ciinkii ¢eviri dilsel bir aktarim degil anlama,
sozciiklerden siyrilma ve yeniden iiretme eylemlerini igeren bir aktarimdir. Bu noktada
¢evirmenin anlama ve yorumlama becerisi biiylik 6nem tagimaktadir. Yalgin (2015:71),
“¢evirmen pek ¢ok yeteneginin yani sira anlama yetenegine sahip olmali; bu yetenegini
kendi dilbilgisi ve dil dis1 kiiltiirel bilgisi ile birlestirerek kaynak metin yazarinin
sOylemek istedigini c¢ikarabilmeli baska bir ifade ile yorum yapabilmelidir’. Kaynak
dili bilen bir ¢evirmenin ¢eviri yapmast uygunluk acisindan yerinde olabilir ancak
esdegerlilik agisindan geviri eylemini gergeklestirme niyetinde olan ¢evirmenin kaynak
dil 6zelliklerini edinmesi ile birlikte hem metin i¢i hem de metin dis1 anlama ve yorum

yapma becerisine sahip olmas1 gerekmektedir.

Bu baglamda, ¢alismanzda J. J. Rousseau’nun "Emile ou De I’Education” eserinin
Tiirkge ¢evirileri YCK 15181nda ¢evirmenlerin kullandigr stratejiler irdelenecektir. Buna
ek olarak, YCK’nin tizerinde durdugu uygunluk ve esdegerlik kavramlar1 agisindan bu

¢evirilerin incelenmesi hedeflenmektedir.

Ceviri eserlerinin inceleme asamasina ge¢cmeden Once J. J. Rousseau’nun "Emile ou De
I’Education” adli eseri ve g¢eviri eserleri hakkinda kisa bilgi vermenin uygun olacagi

diistiniilmektedir.
Kaynak Metin ve Erek Metinler

J. J. Rousseau (1712-1778), "Aydinlanma ¢aginda yetismis olmakla birlikte, uygarlik
elestirisi ve dogaya doniis Onerisiyle romantik akima Onciiliik etmis, monarsiye karsi
halk iradesinin istiinligiinii savunmasiyla da Fransiz Devrimi’'ni etkilemistir.”
(https://www.turkedebiyati.org/jean-jacques-rousseau.html.  09.06.2020). Esitlik,

ozgiirliik, din, politika, egitim, dogaya doniig, milletin iradesi gibi kavramlari irdeleyen
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filozof, 18. yy toplumuna yon vermis ve toplumun yeniden sekillenmesine neden
olmustur. "Insan 6zgiir dogar, oysa her yerde zincire vurulmustur” (Rousseau, 1994),
diisiincesine sahip olan yazar, "Emile ou De 1’Education” adli eserinde egitim
hakkindaki diistincelerini hayali bir erkek ¢ocuk kahramani yaratarak ve bu g¢ocugun
egitiminin doga icinde, cocugun dogal gelisim silirecinde olmast gerektigini
savunmaktadir. “Kitap ¢ocuk egitiminin dogaya uygun olmasi geregini One ¢ikarir.
‘Emile’ tam bu sebeple, ‘Yaradan’in elinden ¢iktig1 sirada her sey iyidir: her sey insanin
elinde bozulur’ ciimlesi ile baslar” (Koktiirk, 2019:41). Cocuklarin ve genglerin egitimi
acisindan anne-babalar i¢in basvuru kitabi niteligindeki bu eser, bes boliimden

olugmaktadir:

1) Dogustan ilk ¢ocukluk ¢aginin sonuna kadar

2) Cocuklugun ikinci devresi: konugan ¢ocuk ¢agi
3) i1k genglik cag

4) Bulug: insanin gergek kisiligi bu ¢agda baslar
5) Geng adam: hayata giris

"Bunlar ilk ¢ocukluk yillarindan itibaren yetiskinlige dek Emile ’in hayatinin evrelerini,
gelisme ozelliklerini ve her evrede nasil ‘iyi’ bir egitim verilebilecegine dair dnerilerin

yer aldig1 béliimlerdir’(Korkmaz ve Oktem, 2014: 3).

Calismamizda, J. J. Rousseau’nun 1762 yilinda basilan “Emile ou De I’Education”
eserinin Tiirkcemize kazandirilan ii¢ ¢evirisi, Yorumlayict Ceviri Kurami 1s18inda
cevirmenlerin kullandig1 ceviri stratejileri agisindan degerlendirilecektir. Orneklem
alma yontemi ile rastgele geviri metinlerinden alinan ornekler, kaynak metinle
karsilastirilarak incelenecektir. Calismamizda incelenecek kaynak metin ve ceviri

eserleri sunlardir:

Kaynak Metin ( KM): Ilk baskist Jean Néaulme sahte adi ile Paris’teki Nicolas

Bonaventure Duchesne'de basilan eser : "Emile ou De I’Education”
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Ceviri 1 (C1) : 2009 yilinda Tiirkiye Is Bankas: Kiiltiir Yaymevinden ¢ikan ve Yasar

Avung tarafindan ¢evrilen eser: "Emile”

Ceviri 2 (C2): 2011 yilinda Kilit Yayinlar tarafindan basilan, Mehmet Bastiirk ve

Yavuz Kizilgim tarafindan cevrilen eser: "Emile ya da Cocuk Egitimi Uzerine”

Ceviri 3 (C3): 2016 yilinda Yason Yayinlari tarafindan basilan ve Goksu Birol

tarafindan dilimize kazandirilan eser : "Emile ya da Egitim Uzerine”
YONTEM

Bu béliimde arastirma modeli, evren ve drneklem, veri toplanmasi ve analizi ile ilgili

bilgilere yer verilmistir.
Arastirma Modeli

Unlii Fransiz diisiiniirii J. J. Rousseau’nun "Emile ou De I’Education” eserinin farkh
donemlerde ve farkli yazarlar tarafindan ¢evrilmis ti¢ farkli ¢evirisinin, YCK 1s181nda
uygunluk ve esdegerlik kavramlari agisindan incelenmesi ve ¢evirmenlerin kullandigi
stratejiler ile ceviri iglemleri irdelenmesi amaglanan bu c¢aligmada nitel arastirma
yontemlerinden dokiiman analizi teknigi kullanilmistir. “"Dokiiman incelemesi,
arastirilmas1 hedeflenen olgu ya da olgular hakkinda bilgi i¢eren yazili materyallerin

analizini kapsamaktadir”(Yildirim ve Simsek, 2011: 187).
Evren ve Orneklem

Aragtirmanin evrenini, J. J. Rousseau’nun "Emile ou De I’Education” eser ve Tiirk¢eye
kazandirilan geviri eserler olusturmaktadir. Caligmanin orneklemi igin su eserler

secilmistir:
J. J. Rousseau’nun 1762 yilinda basilan "Emile ou De 1’Education” eseri (KM),

2009 yilinda Tiirkiye Is Bankas: Kiiltiir Yayinevinden cikan, Yasar Avung tarafindan

cevrilen eser: “ Emile” (C1)
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2011 yilinda Kilit Yayinlar tarafindan basilan, Mehmet Bastiirk ve Yavuz Kizilgim

tarafindan ¢evrilen eser: "Emile ya da Cocuk Egitimi Uzerine"(C2)

2016 yilinda Yason Yaymlar tarafindan basilan, Goksu Birol tarafindan dilimize

kazandirilan eser : "Emile ya da Egitim Uzerine” (C3)
Verilerin Toplanmasi ve Analizi

J. J. Rousseau’nun "Emile ou De I’Education” eserinden rastlantisal bigimde 6rnek
ciimleler almarak bu ciimlelerin geviri eserlerindeki karsiliklari bulunmustur. Ozgiin
ciimleler ve bu climlelerin ¢eviri eserlerindeki karsiliklari, YCK baglaminda g¢eviri
stratejileri ve uygunluk/esdegerlik kavramlart agisindan incelenmistir. Cevirmenlerin
erek dilde baglama gore olusturduklart ciimleler ile kaynak eserdeki ciimleler
karsilastirarak ¢oziimleme yapilmistir. Elde edilen sonuclar 15181nda 6zgiin eserin geviri

eserleri ile iligkisi incelenmistir.
Etik Kurullara Uygunluk

Calismada nitel arastirma yontemlerinden dokiiman analizi teknigi kullanildig: igin etik
kurul izni gerekli goriilmemistir. Verilerin analizinde, bulgularda ve kaynak
gosteriminde  “Yiksekogretim Kurumlari Bilimsel Arastirma ve Yaymn Etigi

Yonergesinde” yer alan tiim kurallara uyulmustur.
BULGULAR

Aragtirmadaki ¢oziimleme asamasi, kaynak metinden ve erek metinden alinan
climlelerin geviri stratejileri agisindan irdelenmesi, bu ciimlelerden yola ¢ikarak 6zgiin
metin ve hedef metinin karsilastirilmasint igermektedir. Segilen Ornek ciimleler
aracilifiyla karsilagtirmalar  ve ¢oOziimlemeler yapilmistir. Bu ¢dzlimlemeler
dogrultusunda yapilan yorumlar ve sonuglar, erek ve kaynak metinden segilen 6rnekler

ile sinirhdir.

Coziimleme
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Bu c¢alismada kaynak metinden rastgele segilen ciimlelerin ¢eviri eserlerindeki
karsiliklar1 bulunmus ve bu climleler YCK baglaminda ceviri stratejileri agisindan
incelenmistir. Yal¢in, (2015:95-96) ceviri stratejisini s0yle aciklamaktadir: "Cevirmenin
ceviri siirecinde izleyecegi yol, secenekler ve alacagi kararlar ceviri stratejisini
olusturmaktadir. Ceviri stratejileri, ¢eviri eylemi sirasinda izlenilen yollar, kullanilan
yontemler ve yapilan islemlerdir”. Bir bilim dali olan Ceviribilimde g¢evirmen,
izleyecegi yol ve kullanacagi yontemler ile ¢eviri eylemini ger¢eklestirmektedir. Bu
amagla, bu calismamizda c¢evirmenlerin ¢eviri siirecinde kullandiklar1 stratejiler
belirlenmistir ve YCK agisindan degerlendirilmistir.  YCK’da anlam, anlama,
sozciiklerden siyrilma ve yeniden ifade etme siireglerinden olugsmaktadir. Cevirmenlerin
ceviri siirecinde bu asamalardan nasil gectigi agiklanmig ve uygunluk/esdegerlilik
acisindan kaynak ve erek metin incelenmistir. Elde edilen veriler 1s1ginda erek metin ile

kaynak metinler arasinda benzerlik ve farkliliklar agisindan karsilagtirma yapilmustir.
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KM : "Tout est bien sortant des mains de I’Auteur des choses, tout dégénére
entre les mains de ’homme. 1l force une terre a nourrir les productions d’une
autre, un arbre a porter les fruits d’un autre ; il méle et confond les climats, les
éléments, les saisons ; il mutile son chien, son cheval, son esclave ; il bouleverse
tout, il défigure tout, il aime la difformité, les monstres ; il ne veut rien tel que
I’a fait la nature, pas méme ’homme ; il le faut dresser pour lui, comme un
cheval de manége ; il le faut contourner a sa mode, comme un arbre de son
jardin. ”s.8

C1: "Her sey, Yaraticinin elinden ¢iktiginda iyidir; insanoglunun elinde bozulur.
Insanoglu bir toprag: baska bir toplumun iiriinlerini beslemeye, bir agac1 bagka bir
agacin meyvelerini tagimaya zorlar; iklimleri elementleri, mevsimleri birbirine
karistirir, karmakarisik yapar; kopegini, atini, tutsagini sakatlar; her seyi altiist eder,
her seyin bi¢imini degistirir, bicimsizligi, aykir1 yaratiklari sever; hicbir seyi hatta
insan1 bile doganin yaptig1 sekliyle istemez. insanin egitim yerinde egitilen bir at
gibi, kendisi i¢in egitilmesi gerekir; onu bahgesindeki bir agac gibi kendi tarzinda
yetistirmelidir.” s.17

C2: "Yaraticinin elinden ¢ikan her sey miikemmeldir, ancak insanin elinde bozulur.
Insan doganin dengesini bozar. Bir fidandan, baska bir agacin meyvelerini elde
etmeye ¢alisir. Iklimleri, olaylari, mevsimleri birbirine karistirir. Kendi atinin, kendi
itinin basimi goéziinii kirar. Her seyi alt st eder, seklini bozar. Ciinkii sekilsizligi,
diizensizligi sever. Higbir seyi hatta insan1 bile doganin yaptig: sekliyle istemez. Bu
nedenle onu, bir binek at1 gibi yetistirmek, bahgesindeki bir aga¢ gibi gézetmek
gerekir.” s. 20

C3: "Yaratici'min elinden cikarken her sey iyidir; ama insan ne canlilarin ne de
esyanin ilk haliyle kalmasina izin verir; her seyi degistirmek ve doniistiirmek ister.
Topraga, agaclara, iklime ve mevsimlere miidahale etmekle kalmaz, kendi cinsini de
sekillendirmek, ona bir bigim vermek ister.” .3
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YCK ¢ercevesinde paragraf seklindeki bu metinleri ¢eviri stratejileri agisindan
inceledigimizde kaynak metinde yer alan "I’Auteur” kelimesi C1, C2 ve (3’de
“yaratict” seklinde gevrilerek yerlilestirme strateji kullanilmaktadir. Yan ciimledeki
"’Thomme” kelimesi C1°de "insanoglu” diye ¢evrilerek 6zellestirme yoluna gidilmistir.
C2’de ise "insan” olarak birebir ¢eviri goriilse de iki ciimle arasindaki anlamsal zitlig1
vermek icin "ancak” kelimesi kullanarak ekleme yoluyla ceviri yapildig1 goriilmektedir.
C3’ de anlamsal zitlig1 vermek ve yeniden iiretme amacinda olan ¢evirmen "ama” ve
“ne... ne de” baglaglarin1 kullanarak ekleme yapmustir, iistelik bu climleyi bir sonraki

climleler 15181inda yorumlamuistir.

Bununla birlikte C1°deki ¢evirmenin “mutile son chien”, "kdpegini.. sakatlar” seklinde
cevirerek birebir ceviri stratejisine basvurdugu, C2’de ise ¢evirmenin ayni sozciik
obeklerini "kendi itinin basin1 goziinii kirar” seklinde g¢evirdigi, yerlilestirme ceviri
stratejisini kullandig1 ve baglami yorumladigi goriilmektedir. C3’de ise birebir ve
kaynaga uygun bir ceviriden bahsetmek olanaksizdir. Cevirinin merkezinde olan
¢evirmen paragrafi anlayarak, sozciiklerden siyrilmig ve yeniden ifade etme eylemini
gerceklestirmigtir. Bu asamalart yaparken ¢ikarma, c¢ikarim, ekleme stratejileri
kullanmigtir. Boyle bir ¢eviri, hedef okurun anlayisi géz 6niinde bulunduruldugunda

esdeger bir ceviri gergeklesmis diyebiliriz.
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KM: "Emile n’apprendra jamais rien par cceur, pas méme des fables, pas méme
celles de La Fontaine, toutes naives, toutes charmantes qu’elles sont; car les mots
des fables ne sont pas plus les fables que les mots de I’histoire ne sont
I’histoire.”s.160

C1: "Emile hicbir seyi higbir zaman ezbere 6grenmeyecektir; o ne kadar hos, ne kadar
dogal olan La Fontaine masallarint bile ezberleyemeyecektir; ¢iinkii tarihteki
sozciikler nasil tarih degilse masallardaki sozciikler de masal degildir.”s.236

C2: "Emile hicbir sey ezberlemeyecek. Ne kadar giizel ve sevimli olursa olsun, La
Fontaine’in masallar1 bile olsa. Ciinkii nasil tarihin sozciikleri tarihle ilgili degilse,
masallarin sozciikleri de artik masallarla ilgili degildir.” s. 76-77

C3: "Benim Emile'im, hicbir seyi ezberleyerek dgrenmeyecektir; hatta ¢ok cazip, hos
ve sade olan La Fontaine'in hikayelerini bile bellemeyecektir. Zira nasil, tarihin
kelimeleri, kendisi degilse, hikayelerin kelimeleri de basli basina hikaye degildir.”s.80

C1’de "Emile” kelimesi ile ddiingleme eylemi goriilmektedir. C1’de gevirmen ” o ne
kadar ..., ne kadar”, " ezberleyemeyecektir’ kelimeleriyle ekleme ¢eviri islemi
kullanirken, “les mots des fables ne sont pas plus les fables que les mots de I’histoire ne

sont I’histoire.” climlesini ¢evirisinde ise birebir ¢eviri islemi goriilmektedir.

”n

C2’de ise cevirmenin "Emile” kelimesi ile odiingcleme yaptigi gortilmektedir. "ne
jamais” nin Tiirkge’ deki karsiligi olan "higbir zaman” kelimesini kullanmayarak
¢ikartma cevirisine bagvurmustur. Buna ek olarak g¢evirmenin, ikinci ciimlede "ilgili

degilse” sozciik dbegini kullanarak baglami yorumladigi goriilmektedir.

Cevirmen, C3’de "Benim Emile'im” sdzciik grubundaki "Emile” ile 6diingleme ve
"benim” sézciigii ile de ekleme geviri stratejisine bagvurmustur. Bununla birlikte “fable”
yerine “hikaye” sozctigii kullanilarak degistirme; “hatta ¢ok cazip” kelime grubu ile de
ekleme; "bellemeyecektir” sozciigi ile de hem yerlilestirme hem de ekleme stratejileri
goriilmektedir. C3’de kaynak metinde var olan "ne jamais” kelimesi kullanilmayarak
¢ikartma islemine gidilmistir. C3’de g¢evirmen “les mots des fables ne sont pas plus les
fables que les mots de I’histoire ne sont I’histoire.” ciimlesini yorumlayarak ve "nasil,

kendisi, basli bagina” kelimelerini ekleyerek climleyi hedef dilde yeniden ifade etmistir.
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C1’de ekleme ve C2’de yorumlama ¢eviri stratejileri kullanilmasina ragmen C1 ve C2,
C3 ile karsilagtirildiginda genel itibari ile kaynak metne uygun ceviriler oldugu
goriilmektedir. C3 ise ekleme, degistirme ve yorumlama iglemleri 1s1¢inda hedef dile

daha esdeger bir ¢eviri oldugu goriilmektedir.

KM: "On se fait une grande affaire de chercher les meilleures méthodes
d’apprendre a lire; on invente des bureaux, des cartes; on fait de la chambre
d’un enfant un atelier d’imprimerie. Locke veut qu’il apprenne a lire avec des
dés. Ne voila-t-il pas une invention bien trouvée ? Quelle pitié ! Un moyen plus
siir que tout cela, et celui qu’on oublie toujours, est le désir d’apprendre. Donnez
a I’enfant ce désir, puis laissez 1a vos bureaux et vos dés, toute méthode lui sera
bonne. "s.169

C1: "Okuma Ogretmenin en iyi yontemlerini aramak igin biiylik ¢aba gosteriliyor.
Yazi masalari, kartlar icat ediliyor, bir ¢ocugun odasi basimevine doniistiiriiliiyor:
Locke ¢ocugun okumay1 zarlarla 6grenmesini istiyor. Giizel bir bulus degil mi?
Yazik! Tiim bunlardan daha giivenilir olan, ama her zaman unutulan bir yol vardir ki
bu 6grenme istegidir. Cocukta bu istegi uyandirin, sona yazi masalarinizi, zarlarinizi
bir yana birakin; o zaman her yontem ona uygun olacaktir. ” 5.250

C2: "Oyun zarlarni, tablolarla okumay1 6grenmek igin onun ¢ikar1 gozetilecektir.”
.83

C3: "Cocuklara okumay1 Ogretecek en uygun yontemi bulmak i¢in yogun g¢aba
harcaniyor. Uzerinde kelimelerin yazili oldugu kartlar basiliyor, ¢ocuklarin odalar bir
matbaa haline getiriliyor. Oysa ¢ocuklarin okumay1 6grenmeleri i¢in yapilacak ilk sey,
onlarda okumay1 6grenme arzusu uyandirmaktir. Cocuk okuma 6grenmeyi biiyiik bir
sevkle Ogrenmek istiyorsa herhangi bir yontemle O6grenecektir zaten. Ben biiyiik
kardesinin sesli okudugu kitaplar1 gozleriyle takip ederek okumay1 dgrenen bir gocuk
gordiim; ¢iinkii ¢ok istekliydi.”s.81
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C1’de "une grande affaire” kelimesi "biiyiik caba” cevrilerek birebir ¢eviri; "Donnez a
I’enfant ce désir” emir kipindeki “vermek” anlamindaki fiill “uyandirin” seklinde

cevrilerek degistirme; "o zaman” kelimesi eklenerek ekleme stratejileri kullanilmistir.

C2’de gevirmenin kaynak metni yorumlayarak hedef dilde tek bir ciimle ile baglami
ozetledigi yani kaynak metni yorumlayarak anlami erek baglamda tekrar olusturdugu
goriilmektedir. Bununla birlikte eksik bir ¢eviri oldugu sdylenebilir, ¢iinkii kaynak

metindeki anlam yanlis yorumlanarak hedef metinde farkli ifade edildigi goriilmektedir.

C3°de ise “yogun g¢aba” kullanilarak yerlilestirme islemi uygulanmistir. Cevirmen,
C3’de "des cartes” sdzciligiinii “iizerinde kelimelerin yazili oldugu kartlar” diye ¢evirerek
ekleme ve "des bureaux” kelimesini ¢evirmeyerek ¢ikarma stratejilerini kullanmaktadir.
Ayni zamanda C3” de ” Locke veut qu’il apprenne a lire avec des dés. Ne voila-t-il pas
une invention bien trouvée ? Quelle pitié ! ” cevrilmeyerek cikarma stratejisine
basvuruldugu goriilmektedir. Cevirmen, “Un moyen plus sir que tout cela, et celui
qu’on oublie toujours, est le désir d’apprendre.” climlesini anlama, sézciiklerden
styrilma agamalarindan gegerek ” Oysa ¢ocuklarin okumayi 6grenmeleri igin yapilacak
ilk sey, onlarda okumay1 6grenme arzusu uyandirmaktir.” seklinde hedef dilde yeniden
ifade etmistir. Cevirmen kaynak baglama gdre yorum yapmis ve hedef baglamina gore
ciimleyi yeniden olusturmustur. Aynmi sekilde ¢evirmen, "Donnez a I’enfant ce désir,
puis laissez 1a vos bureaux et vos dés, toute méthode lui sera bonne.” ciimlesini de
yorumladiktan sonra erek dilde "Cocuk okuma 6grenmeyi biiyiik bir sevkle 6grenmek
istiyorsa herhangi bir yontemle 6grenecektir zaten” seklinde ¢evirmistir. Bununla
birlikte, soylediklerini desteklemek amaciyla baglama uygun fakat kaynak metinde
olmayan "Ben biiyiik kardesinin sesli okudugu kitaplar gozleriyle takip ederek okumay1

Ogrenen bir ¢ocuk gordiim; ¢ilinkii ¢ok istekliydi” climlesini eklemistir.

C3’yi YKC 1s1ginda ele aldigimizda ¢evirmenin okuduklarini biligsel siiregten
gegirerek, sozciiklerden siyrilarak ve hedef dildeki okurun anlamasi igin erek kiiltiir
dizgede yeniden ifade ederek ceviri islemini gerceklestirdigi anlasilmaktadir. Bu

baglamda C3 esdeger bir ¢eviri iken C1 kaynak metne daha uygun bir ¢eviridir. C2’nin
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ise esdeger olmasi amacglanmig olsa da yanlis yorumlandigi ve sonug olarak kaynak

metindeki anlamin erek metinde tam ifade edilmedigi goriilmektedir.

KM: "Madame, lui dis-je assez froidement, je ne sais point comment on éléve un
héritier, et, qui plus est, je ne veux pas I’apprendre; vous pouvez vous arranger
la-dessus.” s.180

C1: "Oldukga soguk bir sekilde ona dedim ki: Madam, bir varisin nasil yetistirildigini
bilmiyorum, iistelik bunu 6grenmek de istemem. Bu konuda bildiginizi yapabilirsiniz.”
5.268

C2: "Soguk bir sekilde Sayin bayan, cocugun elinden miras hakkini kim alabilir,
dahas1 benim bdyle bir niyetim de yok. Siz kendiniz bu konuda anlasirsiniz. Ben biraz
daha burada kalip gidecegim dedim.” s.84

C3:" ...soguk bir sesle soyle dedim: Madam, bir miras¢inin nasil yetistirilmesi
gerektigine benim aklim ermez. O halde ¢ocugunuzu kendiniz egitin."s.87

C1°’de "madam” kelimesinin kullanilarak &diingleme islemi uygulanmig ve geri kalan
kelimeler birebir g¢evrilmistir. Cevirmen, "vous pouvez vous arranger la-dessus.”
climlesini "Bu konuda bildiginizi yapabilirsiniz.” seklinde ifade ederek degistirme

stratejisini kullanmistir.

C2’de ise "Saym” kelimesini ekleyerek ekleme yoluyla geviri ve "bayan” kelimesi ile
yerlilestirme yolu ile ¢eviri yapildigi fark edilse de ¢evirmenin baglami yanlis
yorumladigi bu bakimdan hedef metinde anlamsal es degerliligi saglayamadig:

goriilmektedir.

C3’de ise "assez froidement” zarf s6zciik 6begi “soguk bir sesle” seklinde ¢evrilerek yer
degistirme islemine bagvurulmustur, ¢iinkii “soguk” sozciligii kaynak metinde fiili
nitelerken hedef metinde ise ismi nitelemektedir. C2’de "madam” ile 6diingleme, "benim

aklim ermez” ile yerlilestirme ve "O halde ¢ocugunuzu kendiniz egitin." ciimlesini
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yorumlayarak degistirme islemleri uygulanmigtir. Bu baglamda, YCK acisindan, Cl
kaynak metne uygun iken C3 ise hedef dil ve Kkiiltiir oOzellikleri gz Oniinde
bulundurularak c¢evrildigi i¢in esdegerlilik 6zelligini i¢ermektedir. Ciinkii ¢evirmen
okuduklarini yorumlayarak ve hedef kiiltiir baglamina dikkat ederek erck metni

iretmistir.

KM: “Sans m’émouvoir, je lui souhaite un bon voyage. Son embarras redouble.
”s.182

C1: "Heyecanlanmadan ona iyi yolculuklar diledim. Kaygisi artt1.” s.270

C2: "Hig aldirmadan, kendine iyi yolculuklar diledim. Kizginlig1 daha da artt1.” .85

C3: "Ben gayet sogukkanli bir ifadeyle; "Ugurlar olsun." Dedim.” s.88

C1°de kaynak metne bagli kalinarak birebir ¢eviri uygulamasi yapildig: goriilmektedir.

Cevirmen, "iyi yolculuklar” kelime grubu ile iletisimsel geviri stratejisine bagvurmustur.

C2’de ¢evirmenin "hi¢” kelimesini ekleyerek ekleme yoluyla g¢eviri, "aldirmadan”
kelimesini kullanarak yerlilestirme yoluyla ¢eviri yaptig1 goriilmektedir. C1°deki gibi
¢evirmen, “iyi yolculuklar” kelime grubu ile iletisimsel ¢eviri stratejisine bagvurmustur.
Buna ek olarak, ¢evirmen “Son embarras redouble.”ciimlesindeki "kayg1” anlamindaki

"embarras” kelimesini "kizginlig1” seklinde ¢evirerek farkli bir terim kullanmistir.

C3’de ise "Ben gayet sogukkanli bir ifadeyle” ile hem ekleme hem de yorumlama;
"Ugurlar olsun." cilimlesi ile yerlilestirme ve "Son embarras redouble.”ciimlesinin

¢evrilmemesi ile ¢ikarma stratejilerinin kullanildig1 goriilmektedir.

Bu durumda C1 ve C2 kaynak metin i¢in uygunluk 6zelligi tasirken, C3 metni ise erek
dizgede esdegerlik 6zelligi tasimaktadir. Cilinkii C3’de ¢evirmen 6nce kaynak metindeki

climleyi anlamis, onu bilissel silirecten gecirmis ve dilsel gdstergelerin sdylemek
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istedigini hedef metin baglaminda tekrar {iretmistir. Buna ek olarak, ¢evirmenin hedef

metni liretirken son ciimleyi "Son embarras redouble.” ¢evirmedigi gézlenmistir.

KM : “Si I’on pouvait apprendre a voler dans les airs, j’en ferais un aigle;
j’en ferais une salamandre, si ’on pouvait s’endurcir au feu. " s.199

C1: “Insan havada ugmay1 &grenebilseydi, o zaman onu bir kartal yapardim;
insan atese karst dayanikli olmayir Ogrenseydi onu bir semender[44]
yapardim.”s.297

C2: -

(C3:"Havada u¢cmasi, ateste sertlesip saglamlastirilmasi miimkiin olsa onu derhal
kartal ve semender (ateste yanmadigma hatta atesi sondiirdiigiine inanilan
efsanevi hayvan) haline getirirdim!” 5.97

C1’de birebir ¢eviri isleminin uygulandig1 ve ayn1 zamanda "semender” kelimesine say1
verilerek kitabin arkasinda agiklandigi i¢in agimlama geviri stratejileri kullanildigi

sOylenebilir.
C2’de ise bu boliimiin tamamen ¢evrilmedigi yani atlandig1 goriilmektedir.

C3’de ise "semender” kelimesi i¢in kaynak metinde olmayan bilgilerin aktarildig1 i¢in
aciklama stratejisine ve “derhal ve” kelimeleri kullanildigi icin ekleme stratejisine
basvurulmustur. Bununla birlikte C3’de "haline getirirdim” s6zciik 6begi kullanilarak
yerlilestirme islemi uygulanmistir. Cevirmenin kaynak metni yorumlayarak C3 metnini
olusturdugu goriilmektedir: Sartli ciimle yerine tek bir climlede sozciiklerden siyrilarak
cliimleyi yeniden ifade etmistir. Bu nedenle YCK ac¢isindan C1 metni uygun, C3 ise

esdeger cevirilerdir.
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KM : "J’étais a la campagne en pension chez un ministre appelé M. Lambercier.
J’avais pour camarade un cousin plus riche que moi, et qu’on traitait en héritier,
tandis que, éloigné de mon pére, je n’étais qu'un pauvre orphelin. Mon grand
cousin Bernard était singuliérement poltron, surtout la nuit. ” s.207

C1: "Kdyde Lambercier adinda bir Protestan papazinin yaninda pansiyoner olarak
kaliyordum. Arkadas olarak da yanimda benden daha zengin ve kendisine miras¢1 gibi
davranilan bir yegenim vardi; oysa ben babamdan uzak oldugum i¢in zavalli bir yetim
parcasiydim. Bu biiyiik yegenim Bernard ¢ok korkakti, 6zellikle de geceleyin ¢ok
korkardi.” s.307

C2: "M. Lambaercier adinda bir bakanin kdydeki pansiyonunda bulunuyordum.
Arkadagim olarak benden daha zengin bir yegenim vardi. Mirasin sahibiydi. Ben ise
babamdan ¢ok uzaktim ve yetimdim. Biiyiik yegenim Bernard, 6zellikle geceleri ¢ok
korkardi.” s.91

C3: Koyde Mosyd Lambercier adinda bir miifettisin yaninda pansiyoner olarak
bulunuyordum. Yanimda da arkadas olarak benden daha zengin olan yegenim vardi ki,
kendisine mirasg1 itibar1 gosteriliyordu. Ben ise ailemden ayr1 oldugum igin bigare bir
Okslizden baska bir sey degildim. Yegenim Bernard, benden daha biiyiik oldugu halde
ozellikle geceleri ¢ok korkardi. s.102

Oncelikle her ii¢ ¢eviri calismasinda “un cousin” kelimesi “yegen” seklinde cevrilerek
yanlis ceviri yapildig1 disiiniilmektedir. Buna ek olarak, C1’de "kdy” kelimesi ile
yerlilestirme; “pansiyoner” kelimesi ile yabancilastirma; “kaliyordum” sozciigi ile
degistirme; “oldugum i¢in” kelimesi ile ekleme; “parcastydim” sdzciigiiniin kullanilmasi
ile hem yerlilestirme hem de ekleme c¢eviri strateji kullanimlar1 goriilmektedir.
Cevirmen ayni zamanda son ciimlede kullanilan "bu” ve "de geceleyin ¢ok korkardi”
sozciikleri ile de ekleme islemine bagvurmustur. Bununla birlikte C1°de genel olarak

birebir ¢eviri uygulamasi daha hakimdir ve uygun bir ¢eviri oldugu sdylenebilir.
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C2’de cevirmen, "koy” kelimesi ile yerlilestirme; "bakan” sozciigli ile birebir ¢eviri
stratejisine tercih ettigi, bununla birlikte "Mirasin sahibiydi.” climlesi ile de yanlis ¢eviri

yaptig1 gozlenmektedir.

C3’de ise "kdy” kelimesi ile yerlilestirme; “miifettis” kelimesi ile yanlis geviri;
“pansiyoner” kelimesi ile yabancilastirma; “ki” kelimesi ile de ekleme; "mirasci itibari
gosteriliyor” kelime grubu ile de hem yerlilestirme hem de ekleme g¢eviri uygulamalari
goriilmektedir. Cevirmen, “bicare bir 0ksiiz” kelime grubu ile de yerlilestirme geviri
uygulamasina bagvururken “bagka bir sey degildim” sozciik Obekleri ile de ekleme
uygulamasint kullanmaktadir. Bununla birlikte, ¢evirmen “grand cousin” kelimesini
"biiylik yegen” olarak cevirmemis, YCK’daki anlama, sozciikten siyrilma asamasinda
baglami yorumlayarak hedef kiiltiirde daha etkili anlagilma durumu yaratan "benden
daha biiyiik oldugu halde” sozciik 6begini kullanarak ekleme ve ¢ikarim yolu ile geviri
metnini olusturmustur. Bu amagla; C1 ve C2’de yerlilestirme, yabancilastirma,
degistirme ekleme stratejileri kullanilmasina ragmen genel olarak birebir ¢eviri s6z
konusu oldugu i¢in kaynak metne uygun geviriler oldugu sdylenebilir. C3’te ise
¢evirmenin hem metin i¢i hem de metin dig1 yorum yapmasindan dolay1 bunun esdeger

bir ¢eviri oldugu goriilmektedir.
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KM : "En ouvrant la porte, j’entendis a la voiite un certain
retentissement que je crus ressembler a des voix, et qui commenca
d’ébranler ma fermeté romaine. ” s.208

C1: "Kapiy1 acarken kubbede belirli bir ¢inlama duyup bunun birtakim
insan seslerine benzedigini sandim; bu durum benim o Romali
sogukkanliligimi sarsmaya basladi.” s.308

"

(C2: "Catida seslere benzettigim bir yanki duydum, korkmaya basladim.
s.91

(C3: "Fakat kilisenin kapisini aginca kubbede Oyle giiriiltiiler isittim ki, neye
ugradigimi sasirdim. Roman sayfalarindan firlamis bir kahraman olduguma
dair hissettigim inang sarsilmaya baglamigt1.” s.103

C1°de " j’entendis a la volte un certain retentissement que je crus ressembler a des voix”
climlesi "belirli bir ¢inlama duyup bunun birtakim insan seslerine benzedigini sandim”
seklinde gevrilmistir. Cevirmen kaynak metindeki ana ciimleyi yan ciimle, yan ciimleyi
de ana ciimle seklinde cevirerek yer degistirme stratejisini kullanmaktadir. Buna ek
olarak "voix” kelimesinin gevirisi i¢in ise “insan sesleri” olarak gevrilerek 6zellestirme
ve "retentissement” kelimesini “¢inlama” seklinde aktararak yerlilestirme yolu ile ¢eviri
uygulamalar gergeklestirilmistir. C1’de “ma fermeté romaine” kelime grubunu "Romali
sogukkanliligimi” seklinde ifade eden ¢evirmen, “saglam sikilik” anlamindaki “fermeté”
kelimesini "sogukkanli” sézciigii ile degistirme ve "Romali” kelimesindeki “"R” harfini
bliylik yazarak da standartlastirma g¢eviri uygulamasina bagvurmustur. Ayni zamanda

"bu durum” kelimesinin kullanilmasi ile ekleme stratejisine bagvurulmustur.

C2’de c¢evirmen kaynak metni soézciiklerden arindirarak yorumlayict baglamda
¢evirmeye caligmistir. Bununla birlikte, ¢evirmenin "En ouvrant la porte” ¢evirmeyerek

¢ikarma yoluyla ceviri stratejisini kullandigi goriilmektedir. Buna ek olarak kaynak
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metne bakildiginda C2’nin  tam olarak anlamsal esdegerliligi saglamadig1

goriilmektedir.

C3’de ise ¢evirmen, kaynak dildeki climleyi erek dilde iki farkli climle seklinde ifade
etmektedir. Cevirmen ayni zamanda ilk ciimlede bulunan "fakat”, "kilisenin’, "neye
ugradigimi sasirdim” kelime ve kelime gruplar ile ekleme stratejisi kullanmakta ve
C1°deki ¢evirmenin yaptig1 gibi yan ciimle ile ana ciimleyi yer degistirerek ¢evirmis
bulunmaktadir. Cevirmen, “ma fermeté romaine” ifadesinin sozciiklerden siyrilma ve
yeniden ifade etme asamasinda "Roman sayfalarindan firlamig bir kahraman olduguma
dair hissettigim inang” ifadesi ile ¢ok uzun bir ekleme ve ¢ikarim yapma stratejisine
basvurmugtur. Bu yiizden ¢evirmen C3’yi erek dizgedeki anlamsal boyutunu goéz
oniinde bulundurdugu icin sozciiklerden siyrilarak yeniden ifade etme siirecinde esdeger
bir ceviri; fakat Cl’deki cevirmen ise daha ziyade kaynak metne uygun bir ¢eviri
gergeklestirmistir. C2’de eksik ¢eviri sz konusu oldugu i¢in esdeger bir ¢eviri oldugu

sOylenemez.
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KM : "Le malheur est que mon diner ne viendra pas me chercher ici. Il est
midi : c’est justement I’heure ot nous observions hier de Montmorency la
position de la forét. Si nous pouvions de méme observer de la forét la
position de Montmorency ! ... “s. 298

C1: "Isin kotiisii, yemegim beni bulmak icin buraya gelmeyecek. Vakit 6glemi?
Bu tam da diin Montmorency’den ormanin durumunu gdzlemledigimiz saat.
Keske ayni sekilde ormandan Montmorency’nin durumunu
gozlemleyebilseydik, degil mi? “s.444

C2: " Asil sikint1 aksam yemegimin burada beni aramaya gelmemesidir. Saat on
iki: Bu tam din Montmorency’den ormanin durumunu gozlemledigimiz
"

zamandir. Montmorency’den ormanin durumunu gézlemleyemez miyiz?...
114

S.

(3: "Isin kétiisii, yemegim gelip beni burada bulamayacak. Simdi 6gle vaktidir
ve diin, Montmorency’ den bakip ormanin vaziyetini inceledigimiz vakittir.
Acaba buradan Montmorency’ nin yerini tayin edemez miyiz?” s.138

C1’de "Le malheur est que mon diner ne viendra pas me chercher ici” ciimlesi ile birebir
ceviri islemi gergeklestirildigi goriilmektedir. Bununla birlikte, “mon diner” kelimesi
“yemek” olarak g¢evrilerek genellestirme; "Il est midi :” diiz ciimlenin ise ” Vakit 6gle
mi?” seklinde soru ciimlesi bi¢ciminde aktarilmasi ile degistirme ve "Bu tam da diin
Montmorency’den ormanin durumunu gozlemledigimiz saat.” climlesi ile de birebir
¢eviri uygulamasina bagvurulmustur. Bununla birlikte "keske” ve "degil mi?” sozckleri

ile de ekleme ¢eviri stratejileri uygulanmistir.

C2’de "asil sikint1” kelime Obegi ile yerlilestirme, "Saat on iki” ile birebir ¢eviri
stratejileri  kullanilmustir. " Montmorency’den ormanm durumunu goézlemleyemez

4

miyiz?..." ciimlesinin ise yanlis ¢evrildigi yanlis cevrildigi goriilmektedir. Kaynak
metinde tam tersi bir durumdan bahsetmekte yani ormandan Montmorency’nin yerinin

incelenmesi ifade edilmektedir.
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(3’ de ise "Isin kotiisii, yemegim gelip beni burada bulamayacak” ile birebir ceviri;
“simdi, acaba” kelimeleri ile ekleme stratejileri goriilmektedir. Ayn1 zamanda, "vakittir”,
"vaziyetini”, tayin edemez” ile yerlilestirme; “justement” c¢ikarma islemleri
goriilmektedir. Cevirmen, "Si nous pouvions de méme observer de la forét la position de
Montmorency !” ifadesinde dilek-sart kipi iceren ciimleyi yorumlayarak “Acaba buradan
Montmorency’ nin yerini tayin edemez miyiz?” seklinde ¢evirmistir. Bu durumda C3’de
¢evirmenin, YCK’ ya uygun ¢eviri iglemi gerceklestirdigi goriilmektedir. Ciinkii
¢evirmen, once 0zgilin metni anlamis sonra dilsel gostergelerden siyrilmis ve kaynak
metni yorumlayarak hedef metinde esdegerliligini bularak g¢eviri yapmistir. Hem C1
hem de C2 i¢in ise hem kaynak metne uygun ¢eviri hem de hedef metin icin esdeger bir

ceviri sdyleyebiliriz.

KM : "Il faut parler tant qu’on peut par les actions, et ne dire que ce qu’on ne
saurait faire. “ 5.300

C1: "Insan anlatilacak olanlar1 elinden geldigince eylemlerle anlatmali ve yalnizca
yapilamayacak seyleri sozle dile getirmelidir.” s.447

(C2: "Olanaklar 6l¢iisiinde ¢ocuklara eylemle anlatilmali, nasil yapilacagi bilinmeyen
higbir sey sdylenmemelidir.” s.114

C3: "Ogretmenler! Cocuklara her seyi kuru bilgiler olarak vermektense uygulamali
dersler yapmayu1 tercih etmelisiniz.” s.189

C1’de cevirmen “Insan anlatilacak olanlar1” ve “sozle” ifadeleri kullanarak ekleme; “tant
que” kelimesini “elinden geldigince” ve “dire” kelimesini “dile getirmek” olarak ¢evirdigi
icin yerlilestirme ceviri stratejilerine basvurmustur. Bu durumda C1, birebir geviri
strateji yerine yerlilestirme ve ekleme stratejileri kullanildigi igin erek dizgedeki

anlagilirlig1 goz oniinde bulunduruldugu i¢in esdeger bir geviri diyebiliriz.
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C2’de ise c¢evirmen, "olanaklar Olgiisiinde” ve "gocuklara” kelimeleri ile ekleme
stratejisine basvurmustur. Buna ek olarak, "ne dire que ce qu’on ne saurait faire”
climlesi "nasil yapilacagi bilinmeyen hicbir sey sdylenmemelidir.” seklinde cevrilerek
yanlis ¢eviri yapildig1 goriilmektedir. Bu baglamda C2’nin tam olarak esdeger bir ¢eviri

oldugunu soéylemek imkansizdir.

Bununla birlikte C3’ye geldigimizde ise g¢evirmenin &zgiin metni anlayarak, dilsel
gostergelerden kurtularak ve climlenin igindeki anlami koruyarak erek dilde yeniden
diizenledigi goriilmektedir. C3’ye baktigimizda ekleme (Ogretmenler!, kuru bilgiler,
uygulamali dersler) ve yorumlama stratejileri kullanildig1 agik¢a goriilmektedir. Bu
baglamda C3, YCK acisinda degerlendirildiginde erek kiiltiirde anlagilma kaygisiyla

cevrildigi i¢in esdeger bir ¢eviri diyebiliriz.
TARTISMA ve SONUC

Ceviri, kiltiirlerarasi bir iletisimdir. Kiiltlirleraras1 bir iletisim olmasinin nedeni sadece
0zglin metindeki dilsel aktarimi degil ayn1 zamanda kiiltiirel 6gelerinin aktarimmi da
iceren bir eylem olmasidir. Bununla birlikte ¢eviri, ilk ¢aglardan beri var olan bir olgu
olmasina ragmen, 1970 oncesi sosyal bilim alani olarak goériilmemektedir. Ayni
zamanda Dilbilgisi-Ceviri yontemi disinda Iletisimsel Yaklasima kadar cevirinin
yabanci dil sinif ortamlarinda kullanilmast reddedilmistir. Amag, yabanct dili 6grenen
bireyin hedef dile daha fazla maruz kalmasini saglamak ve daha kisa siirede, 6grenenin
hedef dilde sozlii dil becerisini geligtirmektir. Lakin goz ardi edilen durum sudur: Sozli
dil becerisinin gelisimi ayn1 zamanda iletisim kurabilmek demek; iletisim kurmanin en
onemli kosulu ise kaynak metni anlamak ve bu metni erek dilde yeniden ifade etmek
demektir. Bu baglamda iletisimde anlamak en 6nemli kavramdir. Durieux’e gore
(2005), c¢evirmenin iletisim zincirinde aktarict bir gorevi vardir, bu yiizden insanlarin
anlamasini saglamak igin ¢evirmenin kaynak metni Once kendisinin anlamasi

gerektigini belirtir.
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Bu amagla, J. J. Rousseau’nun "Emile ou De I’Education” eserinin farkli dsnemlerde ve
farkli yazarlar tarafindan g¢evrilmis ii¢ farkli ¢evirisini, YCK kapsaminda uygunluk ve
esdegerlik kavramlar1 agisindan incelenmis ve g¢evirmenlerin kullandigi stratejiler ile
¢eviri iglemleri irdelenmistir. YCK, ¢evirmeni ¢eviri slirecinde merkeze almaktadir, bu
ylizden geviri eylemi agisindan uygunluk ve esdegerlilik kavramlarinin olugmasi i¢in
¢evirmen bir dizi agamalardan ge¢mektedir. Bu asamalar anlama (compréhension),
sozciiklerden siyrilma (déverbalisation) ve yeniden ifade etme (réexpression)’dir.
Cevirmen kaynak dildeki dilsel gostergelerin anlatmak istedigini biligsel siiregten
gecirerek yani Ozgiin metni yorumlayarak erek dizgede yeniden olusturmaktadir. Bu
baglamda cevirmen erek metne yakin bir ceviri gerceklestirdiginde esdeger, kaynak
metne yakin bir ceviri eylemi gergeklestiginde ise uygun bir ¢eviri yapmaktadir. Bu
yiizden, Rousseau’nun "Emile ou De I’Education” eserinin farkli dsnemlerde ve farkli
yazarlar tarafindan g¢evrilmis {i¢ farkli gevirisinin uygun bir geviri mi yoksa esdeger bir
¢eviri mi oldugu g¢aligmamizda incelenmistir. Bulgular 1siginda C1 ve C2 metinleri
kendi baglamlarinda degerlendirdigimizde bazen esdeger bazen de uygun bir ¢eviri
oldugu sdylenebilir; ancak C3 ile karsilagtirildiginda uygun bir g¢eviri olduklari, C3
metninin ise esdeger bir metin oldugu goriilmektedir. Bununla birlikte C3 i¢in tam
esdeger bir ceviridir demek miimkiin degildir. Ciinkii ¢eviri siirecinde, gevirmenin
amact ve kullandig1 stratejiler agisindan erek ceviri metninde kayiplar olmasi
kacinilmazdir. Cevirmen kaynak metindeki yan yana gelmis dilsel gostergeleri erek
metin i¢in anlamaya calismakta ve bu anlami, erek kiiltiir dizgenin sozciikbilimsel,
sozdizimsel yapilarini kullanarak yeniden ifade etmeye ¢alismaktadir. Bu yiizden geviri

eserleri i¢in tam bir esdegerlilikten s6z etmek miimkiin gériinmemektedir.

Secilen geviri eserleri ¢éziimlemesinde, YCK 1s1ginda gevirmenlerin kullandigi geviri
stratejileri de incelenmistir. Elde edilen bulgular sonucunda, C1’de birebir ¢eviri,
ozellestirme, degistirme, ddiingleme, yabancilagtirma, ekleme stratejileri kullanildig:
goriilmektedir. C2’de ise birebir ¢eviri, yerlilestirme, c¢ikarma, ekleme c¢eviri
stratejilerine bagvurulsa da bazi boliimlerinin hi¢ ¢evrilmedigi bazi boliimlerin ise yanlis

cevrildigi fark edilmistir.
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C3’de ise ekleme, yerlilestirme, ¢ikartma, yorumlama, odiingleme stratejilere
basvuruldugu belirlenmistir. Cevirmenin, (C3’de fazlaca ¢ikartmalar, yorumlamalar ve
eklemler yaptig1 fark edilmistir. Bunun nedeni, kaynak metin okurun ulastigi anlama
esdeger, hedef metin okurun da ulagmasini istedigi soylenebilir. Zira c¢evirmen
uygunluk kaygisi ile geviri eylemi gergeklestirdiginde bu ceviri metninde, erek okur
acisindan anlam kayiplari olacagini yani erek okurun erek metni ya yanlis anlayacagini
ya da hi¢ anlamayacagini bilmektedir. Bu yiizden ¢evirmenler bu amagcla, ¢eviri

eylemini gerceklestirirken belirli bir kuram 1s18inda ¢eviri stratejilerine bagvurmaktadir.

Bu c¢alisma araciligiyla yabanct dil o6grenenlerin YCK 1siginda c¢eviri stratejileri
hakkinda farkindalik kazandirilmasi istenmis ve bu farkindaligin da yabanci dil olarak
Fransizca 6gretimine/6grenimine olumlu etkileyecegi diisiiniilmiistiir. Sonug olarak, bu
calisma, Fransizca olarak yabanci dil 6gretiminde/6greniminde Yorumlayict Ceviri
Kuraminin bir o&grenme teknigi olarak kullanilmasinda yol gosterici olmasi
amaglanmistir. Ciinkii Yorumlayici Ceviri Kuraminin kuramsal gergevesinin farkinda
olan Ogrenci, ceviri siirecinde birebir (mot a mot) ¢eviri yapmak yerine baglami
yorumlayarak ve bu baglama uygun ¢eviri stratejileri kullanarak kaynak metin yazarinin

sOylemek istedigini en az kayip ile erek metin tiretme becerisini edinmis olacaktir.
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SUMMARY

Introduction

The translation is an intercultural communication. The reason why it is an intercultural
communication is that it is an action that includes not only the linguistic transfer in the original
text, but also the transfer of cultural elements. However, although the translation is a
phenomenon that has existed since ancient times, it was not seen as a social science field before
1970. Except for the Grammar-Translation method, it was not accepted in terms of foreign
language teaching methods until the Communicative Approach. These teaching methods opposed
the use of mother tongue in the foreign language classroom by both teachers and students in
order to expose the learner to the target language more. Therefore, the translation could not be
used as a teaching technique in foreign language teaching/learning in this process. "Thanks to the
communicative method that emerged in the 70s, the translation, which enables comparisons
between the mother tongue and the learned foreign language, has started to take place in foreign
language classes again”(Aydogu, 2019:904). The most important reason why the translation has
started to take place in foreign language classes again is that it is seen as a communication tool.
"The translation is not seen as an interlingual transfer, but as an act of communication” (Durieux,
2005: 42). Beyond the translation of linguistic elements, it allows the learner to both
communicate with the target language culture and make comparisons with their own language
and culture. Therefore, the most important concept in communication is understanding.
According to Durieux (2005), the translator has a transmission role in the communication chain,
so he states that the translator must first comprehend the source text himself in order to make
people understand it.

In this context, the aim of the study is to examine the Turkish translations of J. J. Rousseau's
"Emile ou De I'Education” in terms of strategies of translation in the light of the interpretive
theory of translation which is based on the understanding of sense translation. Thus, foreign
language learners are asked to gain awareness about both the interpretive translation theory and
the strategies of translation; it is thought that this awareness will positively affect teaching
French as a foreign language.

The theoretical framework of the study is the interpretative theory of translation. According to
Lederer (1994:13), the quality of restating the target text is related to the translator's target
language knowledge, mastery, ability, level of knowledge, and ability to understand. Theorists
argue that the stages of translation acquisition occur through processes such as comprehension,
déverbalisation and réexpression, and that the translator must have the equipment (bagage
cognitive), the text and the information provided by the context (contexte cognitive) for the
correct understanding of the text. ) states that it guides the translator in the interpretation
(translation) phase” (cited by Géktas, 2014:59; cited in Yal¢in, 2015:71).

Method

In this study, the document analysis technique, one of the qualitative research methods, was used.
"The document analysis includes the analysis of written materials containing information about
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the case or cases that are aimed to be investigated”(Yilduwim and Simgsek, 2011: 187). Three
different translations of the famous French Thinker J. J. Rousseau's "Emile ou De I'Education’,
translated in different periods and by different authors, were examined. By randomly taking
sample sentences from the source work "Emile ou De I'Education”, the equivalents of these
sentences in the translation (target) works were found.

The interpretive theory of translation consists of the processes of sense, comprehension,
déverbalisation and réexpression. It is explained how the translators go through these stages in
the translation process, and the source and target text are examined in terms of
conformity/equivalence.

Discussion and Conclusion

In the light of the findings, when we evaluate the T1 and T2 texts in their own context, it can be
said that it is sometimes an equivalent and sometimes a suitable translation; however, when
compared with T3, it is seen that they are a suitable translation, and the text of T3 is an
equivalent text. However, it is not possible to say that it is an exact equivalent translation for T3.
Because in the translation process, it is inevitable that there will be losses in the target
translation text in terms of the translator's purpose and strategies. Therefore, it does not seem
possible to talk about a complete equivalence for translation works.
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Bu ¢alisma, Tiirkive’'deki Fransiz Dili ve Edebiyati ile Fransizca Ogretmenligi lisans
programlarinda ¢evirinin yerini agiga ¢ikarmayr amaglamaktadir. Bu  ¢ergevede, ilgili
programlarin miifredatlari betimleyici bir yaklasimla incelenmekte ve elde edilen veriler isiginda
bir degerlendirme yapumaktadir. Tiirkiye'deki Fransiz Dili ve Edebiyati ile Fransizca
Ogretmenligi boliimleri, ¢eviriye bir dil ogretim aract olarak mi yoksa cevirinin kendisini
ogretmeyi amaglayan bir 6gretim yontemi olarak mi basvurmaktadr? Programlarin Bologna
sayfalarindan elde edilen bulgular, Fransiz Dili ve Edebiyati lisans programlarinda c¢eviri
derslerinin genel olarak sayica fazla ve zorunlu statiide oldugunu ve donem bazinda istikrarl bir
bicimde siirdiiriildiigiinii gostermektedir. Ayrica, geviriyle ilgili bazi ders planlarinda, dil-kiiltiir
iligkisine yer verildigi, ¢eviri bilgi-becerilerini edindirmeye ozen gosterildigi gozlemlenmigtir.
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Mezunlarmmin istindam olanaklart artirmak, bu programlarin ¢eviriye amag olarak basvurma
nedenleri arasinda sayilabilir. Buna karsilik, Fransizca Ogretmenligi miifredatindaki ¢eviri
derslerinin daha az sayida oldugu ancak ¢eviri derslerinde ¢eviri edinci kazandirmaya yonelik
iceriklere kismen de olsa yer verildigi gézlemlenmistir. Ceviri ders igeriklerinde, ¢evirinin daha
¢ok yabanci dil ogretim aract olarak kullanildigi goriilmiistiir. Sonug olarak, dgrenci beklentileri
ve istihdam gibi etmenler ilgili programlarda bir égretim amact olarak ¢eviriye ayrilan yeri
etkileyebilmektedir. Ceviri programi disindaki yabanct dil programlarindan mezun bireylerin tam
bir geviri yeterlik ve yetkinligine sahip olup olmadiklar: tartisilmasi ve ¢oziim aranmasi gereken
sorunlardan biridir.

Anahtar Sézciikler: Tiirkiye, Fransiz dili ve edebiyati, Fransizca ogretmenligi, Miifredat analizi,
Cevirinin yeri

ABSTRACT

The aim of this study is to reveal the place of translation in French Language and Literature and
French Language Teaching undergraduate programs in Turkey. Within this framework, curricula
of said programs are examined with a descriptive approach and an assessment is made in light of
the data obtained. Do French Language and Literature and French Language Teaching
departments in Turkey utilize translation as a language teaching tool, or as a teaching method
aiming to teach about translation itself? Findings from the Bologna webpages of such programs
show that in French Language and Literature undergraduate programs, translation courses are
generally high in number and obligatory and maintained consistently on a semestral basis.
Moreover, it was observed that in some instructional plans concerning translation, the
relationship between language and culture is given a place and due care is given to the provision
of translation knowledge and skills. Increasing employment opportunities for graduates can be
counted among the reasons for such programs turning to translation as a goal. On the other
hand, it was observed that translation courses are less in number in French Language Teaching
curricula but such curricula partially include content aiming to provide translation competency.
Looking at translation course content, it was seen that translation is mostly used as a foreign
language teaching tool. Consequently, factors such as student expectations and employment can
impact the importance placed on translation as a teaching goal in said programs. Whether
individuals graduating from foreign language programs other than a translation program have a
full command and competence over translation is another issue requiring discussion and
solutions.

Keywords: Turkey, French language and literature, French language teaching, Curriculum
analysis, Place of translation
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GIRIS

Her ne kadar “1980’den itibaren, Asya ve Avrupa’da jeopolitik degisimler yasanmasiyla
ve uluslararas1 aligverisin ¢ogalmasiyla, iiniversitelerin ¢eviri egitimi veren
programlarmda hizli bir artiga tanik olun”sa da (Gile, 2005: 244) ¢eviri gereksinimi
zaman igerisinde artmis ve ¢eviri programlari sayi itibariyle bu artisa her zaman yanat
verememistir. Tiirkiye’deki ilk Miitercim-Terciimanlik bdliimleri 1983  yilinda
acilmistir: “Ceviri egitiminin kurumlasmasi ise 1983 yilinda istanbul Bogazici ve
Ankara Hacettepe Universitelerinde Miitercim-Terciimanlik béliimlerinin agilmastyla
batidan 60-70 yil bir gecikmeyle de olsa gergeklesmis bulunmaktadir” (Boztas, 1996:
1). Ancak bugiine kadar ¢eviri derslerine Miitercim-Terciimanlik béliimlerinin diginda
dil-yazin ve 6gretmenlik boliimlerinde de belli miktarda yer verilmektedir. Gegmisten
giiniimiize ¢evirinin yabanci dil 6gretiminde bir ara¢ olarak kullanilmasi s6z konusudur:
“Cevirinin yabanci dil 6gretiminde etkili bir yontem olarak yaygm bir sekilde
kullanilmast 18. yiizyilin sonlarina rastlamaktadir. 19. yiizy1l ortalarinda ise dil bilgisi-
ceviri yontemi dil 6gretiminde temel bir yontem olarak kullanilmaya devam eder ...”
(Boztas, 1996: 2). Miitercim-Terciimanlik lisans programlarinda g¢eviri bir amag olarak
ogretilirken, Fransiz Dili ve Edebiyati ile Fransizca Ogretmenligi lisans programlarinda
geviriye hangi amagla bagvurulabilir ve bu béliimlerde ¢evirinin nasil bir yeri olabilir?.
Cevirinin ara¢ ve amag olarak 6gretimi arasindaki ayrimlar1 gozetmek, ilgili boliimlerde
¢evirinin tuttugu yeri degerlendirebilmek i¢in onemli sayilabilir. Cemal (1978: 45),
cevirinin 6gretimdeki iki ayr islevini soyle agiklar: “1) Dogrudan gevirinin kendisini
Ogretmeyi amaglayan bir Ogretim yontemi (amag¢ olarak ¢eviri), 2) Yabanci dil

ogretiminde bir arag olarak geviriden yararlanilmasi (arag olarak geviri)™?.

Bu calismanin amaci, Fransiz Dili ve Edebiyat1 ile Fransizca Ogretmenligi lisans
programlarmmin ~ miifredatlarim1  Mitercim-Terciimanlik  lisans  programlarinin

miifredatlartyla karsilagtirmak degildir. Zira ¢evirinin amag¢ olarak oOgretildigi bir

! Gile (2005: 1), Cemal’inkine benzer iki farkli geviri algisina vurgu yapmaktadir: “Yabanc dil
O6grenimine hizmet eden ¢eviri” ve “iletilerin aktarilmasina hizmet eden mesleki anlamda ¢eviri”.
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program ile c¢evirinin genel itibariyla ara¢ olarak kullanildigi bir programin
miifredatlarinin birbirinden farkli olmasi beklenen bir durumdur. Bununla birlikte,
Tiirkiye’de kimler ¢evirmen olabilir sorusu ¢ok genis bir ¢ergevede yanit
bulabilmektedir. Zira yabanci dil bildigini belgeleyen ya da dil yetkinligi kazandirilan
boliimlerin birinden diplomasini alan bir bireyin piyasada ¢evirmenlik yapabilme hakki
bulunmaktadir. Aslinda bu hak, ¢eviri programlarinin ve geviribilimcilerinin yillardir
savasim verdigi “her dil bilenin g¢evirmen olabilecegi” mantalitesinin somutlasmis
halidir. Oyle ki Tiirkiye’deki lisans programlarindan mezun dgrenciler, dil bildiklerini
(diploma ya da ilgili dil smavi belgesi ile) kanitladiklart durumda, noter huzurunda
yemin ederek yeminli cevirmen olabilmektedirler’. ingiltere, Fransa ve Almanya’daki
sistemden farkli olarak Tirkiye’de c¢evirmenlik meslegini icra edebilmek icin
cevirmenlik diplomasi zorunlulugu bulunmamaktadir (Basbakanlik Idareyi Gelistirme
Bakanligi, 2015). Ancak MYK’deki “Cevirmen (Seviye 6) meslek standardini esas alan
ulusal yeterliliklere gore belgelendirme amaciyla yapilacak 6lgme ve degerlendirme,
gerekli ¢alisma sartlarinin saglandigi 6lgme ve degerlendirme merkezlerinde yazili
ve/veya sOzlii teorik ve uygulamali olarak gergeklestirilecektir” (Mesleki Yeterlilik
Kurumu, 2013: 23). MYK biinyesinde, Cevirmen (Seviye 6) Ulusal Meslek
Standardi’'nin ve ardindan, “Cevirmenlik Alanmma Ait 6 Adet Taslak [Mesleki]
Yeterlilik”in (MYK, t.y.) hazirlanmasi Tirkiye’de ¢evirmenlik meslegi adina yasanan
¢ok Onemli gelismelerdir. Zira ¢evirmenin ilgili alanda c¢eviri yeterliligi
belgelenebilecek ve daha da 6nemlisi dil bilmenin ¢evirmen olmak igin yeterli olmadigi

resmi bir dayanak bulabilecektir.

Tiirkiye’de Fransiz Dili ve Edebiyat ile Fransizca Ogretmenligi lisans programlaridan
mezun 6grencilerin geviri piyasasina dogrudan atilabilerek geviri yapabilmeleri, gerekli
ceviri bilgi, beceri ve yeterlilikleriyle mezun olup olmadiklari konusunu giindeme

getirmektedir. Bu dogrultuda ¢alismamizda, Fransiz Dili ve Edebiyat1 ile Fransizca

! Noterlik Kanunu Yonetmeligi (1976, Temmuz 13) Madde 96’ya gore: “Noterin, gevirmeyi
yapanin o dili veya yaziy1 dogru olarak bildigine, diplomasini veya diger belgelerini gorerek veya
diger yollarla ve higbir tereddiide yer kalmayacak sekilde kanaat getirmesi gerekir.”
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Ogretmenligi lisans programlar miifredatlarinda cevirinin amag olarak m1 yoksa arag
olarak m1 yogunluklu olarak yer tuttugunu incelenmekte ve elde edilen veriler 1g1831inda
bir degerlendirme yapmaktir. Tiirkiye’deki Fransiz Dili ve Edebiyati ile Fransizca
Ogretmenligi lisans programlarinda ceviriyle ilgili ka¢ ders yer almaktadir? Bu dersler
¢ogunlukla se¢meli statiide mi yoksa zorunlu statiide midir? Ceviri derslerinde geviri bir
arag olarak mi1 yoksa amag olarak mi kullanilmaktadir? Cevirinin hem ara¢ hem amag
olarak kullanildig1 programlarda hangi 6gretim yontemi (arag olarak mi1 amag olarak mi)
daha agir basmaktadir? Fransiz Dili ve Edebiyat1 ile Fransizca Ogretmenligi lisans
programlarinda ¢evirinin kendisinin 6gretilmesi amaglaniyorsa bunun nedenleri neler
olabilir? Bu programlarda yer alan geviri derslerinde gevirinin kuramsal ve kiiltiirel
boyutuna yer verilmekte midir? Ceviriye arag olarak bagvurulan geviri derslerinde temel

olarak neler hedeflenmektedir?

Cevirinin yabanci dil 6gretimindeki yerine iligkin Tiirkiye’de daha dnce bazi ¢aligmalar
yapilmistir (bkz. Boztas, 1991, 1992, 1996; Cemal, 1978; Coskun, 1996). Makalemizde
ele aldigimiz konunun daha onceki ¢aligmalardan ayrildigi nokta, Tiirkiye’deki Fransiz
Dili ve Edebiyat: ile Fransizca Ogretmenligi lisans programlari miifredatlarinin
incelenmesiyle, cevirinin bu programlardaki yerine iliskin giincel bir degerlendirme

yapilmasidir.

Calismamizda, Tiirkiye’deki Fransiz Dili ve Edebiyat ile Fransizca Ogretmenligi lisans
programlarinda ¢evirinin yeri incelendiginden, Cemal’in (1978) belirttigi, ¢evirinin
yabanci dil 6gretiminde bir ara¢ olarak kullanilmasiyla ulasilmak istenen hedefler
calismamizin miifredat analizi kisminda yol gosterici olacaktir. Cevirinin ilgili
programlarin miifredatlarinda bir amag olarak mu1 yoksa bir ara¢ olarak mu yer aldig
sorgulanirken programlarin yapilari, kurulus amaglari, ¢eviriyle iliskileri, 6grenci talep
ve beklentileri, YOK’iin ilgili Kararlari, istihdam meselesi ile piyasa talep ve

beklentileri de géz oniinde bulundurulacaktir.

YONTEM
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Calismamizda betimleyici bir yaklasimla Tirkiye’deki Fransiz Dili ve Edebiyati ile
Fransizca Ogretmenligi lisans programlarinin miifredatlarinda yer alan geviri dersleri
amag, igerik ve haftalik ders plani agisindan incelenmektedir. Betimleyici yaklagimin
benimsenmesinin temel nedeni, Fransiz Dili ve Edebiyati ile Fransizca Ogretmenligi
lisans programlarinda yer alan ¢eviri derslerinin izlencelerini incelemek ve bundan
hareketle ¢evirinin ilgili programlardaki yerine iliskin baz1 ¢ikarimlarda
bulunabilmektir. Calismamizda, ayrica, miifredat analizi yapilirken ¢evirinin derslerde
bir arag olarak kullanilip kullanilmadigini gérebilmek i¢in Cemal’in belirttigi ¢evirinin
yabanci dil 6gretiminde arag olarak kullanilmasiyla varilmak istenen ii¢ temel hedef g6z
onilinde bulundurulacaktir. Cemal’e gore, c¢evirinin derslerde yabanci dil 6gretim araci
olarak kullanilmasiyla asagidaki su hedeflere ulagilmak istenilebilir:
a) Ogrencinin her iki dil arasinda ‘gidis-gelis’ yoluyla, her iki dilin kullanimi ve
bu kullanimlar arasindaki ayrimlar konusunda somut tasarimlar edinmesi;
b) Yabanci dilin dilbilgisi kurallarina iliskin olarak verilmis bilgilerin -6zellikle
ana dilden yabanci dile yapilacak gevirilerin yardimiyla- somut 6rneklerden
yansimas;
¢) Yabanci dildeki bildirimin anlam yiikiinden bir sey yitirmeksizin -ya da ‘elden
geldigince yitirmeksizin’- ana dile getirilebilmesi amaciyla &grencinin ana
dilinin tiim olanaklarini, bu dilin anlatimin1 koruyarak zorlamaya alismasi. Bu
islev, ¢cok yonlii bir yap1 tasimasindan otiirii, arag olarak ¢evirinin belki de en
temel iglevidir. Ciinkii 6rnegin yabanci dilden Tiirk¢eye ¢eviri yapacak olan bir
0grenci, bu yolla bir anlamda kendi anadilindeki zenginlikleri bulmaya yonelik
bir yone de girmis olacaktir, baska bir deyisle her iki dil arasinda esdegerliligi

saglama g¢abasi, yabanci dil 6grenimine bulunacak katkinin yani sira, 6grenciyi
kendi diline gotliren bir yol olma niteligi de kazanir. (Cemal, 1978: 47-48)

Verilerin Toplanmasi

Bu c¢aligmanin amaci dogrultusunda, Tiirkiye’deki Fransiz Dili ve Edebiyat: ile
Fransizca Ogretmenligi lisans programlarimin miifredatlarina iiniversitelerin Bologna
sayfalar1 aracihigiyla erisim saglanmakta ve Bologna sayfalarinda yer alan ders
izlencelerinden hareketle, ceviri derslerinin sayilarma ve de seg¢meli ve zorunlu
statiideki ¢eviri derslerinin AKTS miktarlarina iligkin bazi sayisal veriler sunulmaktadir.
Ayrica, ¢evirinin temel kavramlarini, ¢eviri kuram ya da yontemlerinin 6gretilmesini

hedefleyen, dilsel farkliliklar1 ya da dilbilgisel kurallar1 géstermeye odaklanan, icerik
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olarak yazin c¢evirisi ve 6zel alan gevirisine yer veren ders sayilarna iligkin de bazi
sayisal verilere yer verilmektedir. Uluslararasi dl¢lide uyumun siirdiirtilebilirligi i¢in
alana ozgii yeterlilikler ile program yeterliliklerinin diizenli olarak gilincellenmesi
Bologna siireci igin bir gerekliliktir. Bu dogrultuda “program yeterliliklerinin
giincellenmesi i¢in, programlarin siirekli bir degerlendirme siirecine tabi tutulmasi
gerek[liligi]” (Yiiksek Ogretim Kurulu, 2010), Bologna sayfasindaki verilerin giincel ve
giivenilir olduguna isaret etmektedir. Oyle ki Bologna siirecinin i¢ ve dis
degerlendirmelerle takip edildigini ve &grenci degerlendirmelerinin de goz oniinde
bulundurulmasiyla programlarda siirekli bir giincelleme ve iyilestirme ¢abasi
giidildiigiinii séylemek olasidir (Yiiksekogretim Kurulu, 2010). Ayrica, konumuzla
bagdasan kaynaklara ulagsmak amaciyla bir literatiir taramasi da yapilacaktir. Bu
cer¢evede, Fransiz Dili ve Edebiyati lisans programlar1 miifredatlarinda ¢evirinin yerini
sorgularken g¢evirinin yazinla iliskisi ve ayrica ¢evirinin Fransiz Dili ve Edebiyati lisans
programlar1 miifredatlarindaki islevselligiyle ilgili literatiirdeki bazi sdylemler de goz

Ontinde bulundurulabilecektir.
Etik Kurallara Uygunluk

Bu caligmada veri toplamak tizere, Tiirkiye’deki Fransiz Dili ve Edebiyati ile Fransizca
Ogretmenligi lisans programlarinin Bologna sayfalarma ve ayrica konuyla ilgili
literatiirdeki kaynaklara bagvurulmustur. Cevirinin ilgili lisans programlarinda ne
amacla kullanildigina iliskin bir inceleme ve degerlendirme yapabilmek i¢inse Cemal
(1978)’in ¢evirinin derslerde yabanci dil 6gretim araci olarak kullanilmasiyla ilgili
belirttigi tic temel hedefe bagvurulmustur. Mevcut literatiir kaynaklari ve ilgili
boliimlerin miifredat bilgileri iizerinden betimleyici bir yaklasima dayanan bu
calismada, bu nedenle, “etik kurul izin belgesi” gerekmemistir. Bu caligma etik

kurallara uygun olarak gerceklestirilmistir.
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BULGULAR

Caligmanin konusu ve amaci dogrultusunda Tiirkiye’deki Fransiz Dili ve Edebiyat1 ile
Fransizca Ogretmenligi lisans programlari miifredatlarinda yer alan geviri derslerinin

izlenceleri incelenerek asagidaki bulgulara ulasilmistir.

Ilk asamada, once, Tiirkiye’deki Fransiz Dili ve Edebiyati program miifredatlarinda
ceviri derslerinin yeri sayisal olarak (miifredatlarda kag ¢eviri dersi oldugu) sorgulanmis
ve kuram, dil 6gretimi, yazin gevirisi, 6zel alan cevirisi ile ilgili derslerin sayilar1 ortaya
konmustur (Tablo 1). Sonrasinda ise, ilgili programlardaki se¢meli ya da zorunlu
statiideki ¢eviri derslerinin AKTS miktarlar1 incelenerek bu derslerin miifredatlardaki

yeri ortaya ¢ikarilmaya calisilmistir (Tablo 2).

Ikinci asamada, once, Tiirkiye’deki Fransizca Ogretmenligi program miifredatlarinda
ceviri derslerinin yeri sayisal verilerden yararlanilarak ortaya konmus ve kuram, dil
Ogretimi, yazin gevirisi, 6zel alan cevirisi ile ilgili derslerin sayilar1 sunulmustur (Tablo
3). Daha sonra ilgili programlardaki se¢meli ya da zorunlu statiideki geviri derslerinin
AKTS miktarlar1 incelenerek bu derslerin miifredatlarda tuttugu yer gosterilmeye

calisilmistir (Tablo 4).
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Tablo 1. Tirkiye’deki Fransiz Dili ve Edebiyati Lisans Programlar1 Miifredatlarinda

Yer Alan Ceviri Dersleri (YOK, t.y.a)

Uni. Ad1 Ceviri D. S. Kuramsal  Dilsel Yazin Ozel Alan
Ankara Haci

Bayram Veli 8 1 2 2 4
Uni./FDE!

Ankara

Uni./FDE? 9 4 0 2 0
Aydin Adnan

Menderes 24 5 8 12 8
Uni./FDE?

Galatasaray " 5 "
Uni./FDE* ! 6 '

Hacettepe

Uni./FDE?® 16 5 6 3 0
[stanbul

Uni./FDE® 2 0 2 1 1
Pamukkale

Uni./FDE’ 6 2 0 2 2
Selguk

Uni./FDE® 16 2 8 9 0
Sivas

Cumbhuriyet 11 1 6 3 2
Uni./FDE?

Tekirdag

Namik Kemal 6 1 2 2 2
Uni./FDEY

TOPLAM 105 27 34 36 19

Yukaridaki tabloda (Tablo 1) goriildiigii gibi Tiirkiye’deki tiim Fransiz Dili ve Edebiyati

lisans programlari miifredatlarinda geviri dersleri yer almaktadir. 24 ceviri dersiyle,

! (Ankara Hac1 Bayram Veli, 2018a)
2 (Ankara, t.y.a)

3 (Aydin Adnan Menderes, t.y.a)

4 (Galatasaray, 2020)

5 (Hacettepe, t.y.a)

6 (Istanbul, 2020)

7 (Pamukkale, 2020)

8 (Selguk, t.y.a)

9 (Sivas Cumhuriyet, 2020)

10 (Tekirdag Namik Kemal, 2020)
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Aydin Adnan Menderes Universitesi’nin, miifredatinda en fazla sayida geviri dersine
yer verdigi goriiliirken, 2 geviri dersiyle Istanbul Universitesi’nin, miifredatinda en az
sayida ¢eviri dersine yer verdigi goriilmektedir. 10 program arasinda, 9 tanesinin 5’ten
fazla sayida ¢eviri dersinin, 4 tanesininse 10’dan fazla sayida ceviri dersinin olmasi bu

programlarda geviriye dnemli bir yer ayrildigin1 gostermektedir.

flgili tiniversitelerin Bologna sayfalar1 aracihigiyla olusturulan Tablo 1°den hareketle,
Tiirkiye’deki Fransiz Dili ve Edebiyati lisans programlarinin 10’unun 9’unda temel
diizeyde ¢evirinin kuramsal boyutuna yer verildigi sdylenebilir. Sadece bir programin
miifredatinda ¢eviri kuram ya da yontemlerine yer verilmedigi gozlemlenmektedir.
Tabloda belirtilen “kuramsal” kategorisi, sadece ders basliginda kuram sézcligii gegen
geviri derslerine degil, iceriginde temel diizeyde ¢eviribilim kavram, kuram ya da
yontemlerine yer veren ceviri derslerine de gonderme yapmaktadir. Tablo 1°de kuram
dersi sayisimin yiiksekligi agisindan goze carpan programlardan biri de Galatasaray
Universitesi Kargilastirmali Dilbilim ve Uygulamali Yabanci Diller Boliimii’diir.
Hacettepe Universitesi, Aydmn Adnan Menderes Universitesi ve Ankara
Universitesi’nde de diger iiniversitelere gore ¢evirinin kuramsal yoniine yer veren ceviri
dersi sayismin daha fazla oldugu goriilmektedir. Galatasaray Universitesi (2020)
ogretim programinda “Ceviri Teknikleri”, “Ceviri Kuramlar1”, “Ceviride Yontem”,
“Ceviri Tirleri” ve Ceviride Elestiri” baglikli derslerin yer almasi oldukga dikkat
¢ekicidir. Zira Tirkiye’deki diger ilgili programlarda ¢eviri kuramlarina iligkin herhangi
bir ders bashgiyla karsilasilmamistir. Kisaca, Tiirkiye’deki Fransiz Dili ve Edebiyati
lisans programlarinin miifredatlarinda yer alan geviri ders igeriklerinde genel olarak
¢evirinin kavramsal ya da kuramsal yoniine temel diizeyde yer verildigi, bununla
birlikte tek bir programmn (Galatasaray Universitesi) geviri kuramlarina iliskin ders
bagliklarina miifredatinda yer verdigi goriilmistiir. Her ne kadar tiim programlardaki
ceviri dersleri bagliklarinda dogrudan kuram sozciigii gegmese de geviribilimin temel
kavramlarina, ¢eviri yontemlerine ya da kismen de olsa kuramlarina ders izlencelerinde
genel olarak yer verilmesi, bu programlarda ¢evirinin kuramsal boyutunun kismen de

olsa g6z oniinde bulundurulduguna isaret etmektedir.
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Tablo 1’in, gevirinin dil 6gretiminde bir ara¢ olarak kullanildig1 derslere gonderme
yapan “dilsel” kategorisindeki sayisal verilerden hareketle, bazi Fransiz Dili ve
Edebiyat1 programlari miifredatlarinda yer alan bazi g¢eviri derslerinde, geviriye daha
ziyade bir dil 6gretim araci olarak basvuruldugu gézlemlenmistir. 10 Fransiz Dili ve
Edebiyati lisans programindan 5 tanesinde ¢eviriye dil 6gretim araci olarak bagvurulan
ders sayismin 3’ten az oldugu goriilmektedir. Ankara Universitesi ve Pamukkale
Universitesi’nin programlarinin geviriyle ilgili ders izlenceleri incelendiginde, ¢eviri

derslerinde ¢eviri bilgi ve becerilerinin kazandirilmasima 6nem verildigi goriilmektedir.

Tablo 1’de belirtilen “yazin” kategorisi, Fransiz Dili ve Edebiyati program
miifredatlarinda yer alan yazin cevirisiyle ilgili derslere gonderme yapmaktadir. Bu
kategorideki sayisal veriler, ders izlencelerinde yazin gevirisine yer veren ders sayilarini
vermektedir. Ilgili programlarm Bologna sayfalari incelendiginde, 10 programin
yalnizca 4’tinde dogrudan yazin gevirisi ders basligiyla karsilasilmistir. Fransiz Dili ve
Edebiyat1 lisans programlarimin biiyiik bir ¢ogunlugunda yazin gevirisi baslikli bir
dersin yer almadigi goriilmektedir. Buna karsilik, genellikle, her ne kadar yazin ¢evirisi
baglikli bir ders dogrudan yer almasa da ders izlencelerinde yazinsal metinlerin
cevrilmesine yer verildigi goriilmektedir (Tablo 1). Aydin Adnan Menderes Universitesi
ve Selguk Universitesi program miifredatlarinda yazin gevirisi derslerinin diger
programlara goére sayica yiiksek oldugu gozlemlenmektedir (Tablo 1). Dolayisiyla,
Tablo 1’de goriildigi gibi, ilgili programlarin miifredatlarindaki ¢eviri derslerinde

yazinsal metinlerin gevrisine yer verildigini sdylemek olasidir.

Tablo 1’deki “Ozel alan” Kategorisi, Tirkiye’deki Fransiz Dili ve Edebiyati
programlarinda yer alan 6zel alan ya da mesleki ¢eviri dersleriyle ilgili sayisal verileri
sunmaktadir. Sayisal verilere bakildiginda, programlarin biiyiik bir ¢ogunlugunda bu

dogrultuda derslerin yer aldig1 goriilmektedir.
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Tablo 2. Tirkiye’deki Fransiz Dili ve Edebiyati Lisans Programlar1 Miifredatlarinda
Yer Alan Zorunlu ve Se¢meli Ceviri Derslerinin AKTS Miktarlar (YOK, t.y.a)

Zorunlu Ceviri ~ Se¢meli Ceviri

Uni. Ad1 Derslerinin Derslerinin AKTS
AKTS Miktar1 Miktari

Ankara Hac1 Bayram

Veli Uni./FDE! 14 12

Ankara

Universitesi/FDE? 21 19

Aydin Adnan

Menderes Uni./FDE? 46 30

Galatasaray 29

Uni./FDE*

Hacettepe Uni./FDE® 0 46

Istanbul Uni./FDE® 0 12

Pamukkale

Uni./FDE’ 39.50 0

Selguk Uni./FDE® 76 0

Sivas Cumhuriyet

Uni./FDE?® 37 0

Tekirdag Namik o4 0

Kemal Uni./FDEX

TOPLAM 286.50 119

Tablo 2’de goriildiigii tizere, Tirkiye’deki 10 Fransiz Dili ve Edebiyati lisans
programlarinin  8’inde zorunlu statiideki ¢eviri derslerine agirlik  verildigi
gbzlemlenmistir. Buna karsilik, 2’sinde (Hacettepe ve Istanbul {ini.) geviri dersleri
yalnizca se¢meli statiidedir. Zorunlu derslerin AKTS miktarlarina bakildiginda, genel
olarak 20 AKTS’den fazla miktarda zorunlu ceviri dersinin ilgili programlarin

miifredatlarinda yer aldigini gormekteyiz. Selguk Universitesi’nin ilgili programinda

! (Ankara Hac1 Bayram Veli, 2018a)
2 (Ankara, t.y.a)

3 (Aydin Adnan Menderes, t.y.a)

4 (Galatasaray, 2020)

5 (Hacettepe, t.y.a)

6 (Istanbul, 2020)

7 (Pamukkale, 2020)

8 (Selguk, t.y.a)

9 (Sivas Cumhuriyet, 2020)

10 (Tekirdag Namik Kemal, 2020)
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zorunlu ¢eviri dersi AKTS miktarinin 76 olmasi bu programda g¢eviriye bilyiik bir yer
ayrildigma isaret etmektedir. Oyle ki mezuniyet igin gerekli AKTS miktar1 240’tir.
Ceviri derslerine miifredatlarinda zorunlu olarak yer vermeyen iki programin (Hacettepe
Uni. ve Istanbul Uni.) miifredatlarinda ceviri derslerine secmeli statiide yer verdigi
goriilmektedir. Hacettepe Universitesi’'ndeki se¢meli ceviri derslerinin AKTS miktar1
46°dir. Tirkiye’deki 10 Fransiz Dili ve Edebiyati lisans programimin 5’inde segmeli
statiide c¢eviri dersiyle karsilagilmanmustir. Ancak bu 5 program, ceviri derslerine
miifredatlarinda  zorunlu statiide yer vermektedir. Fransiz Dili ve Edebiyat
programlarinin miifredatlarinda c¢eviri derslerinin, se¢meli statiiden ziyade yiiksek
AKTS miktarlariyla zorunlu statiide yer almasi, bu programlarda g¢evirinin 6nemli bir

yer tuttugunun gostergesi olarak belirtilebilir.
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Tablo 3. Tiirkiye’deki Fransizca Ogretmenligi Lisans Programlar1 Miifredatlarinda Yer

Alan Ceviriyle ilgili Dersler (YOK, t.y.b)

Uni. Ad1  Ceviri D. S. Kuramsal Dilsel Yazin Ozel Alan
Anadolu

Uni/FRO! 4 1 2 0 0
atairk 2 ? ? ? ?
Uni./FRO?

Bursa

Uludag 2 1 1 1 0
Uni./FRO®

Cukurova

Uni./FRO* 2 0 2 ! 0
Dokuz Eyliil

Uni/FRO® 4 3 1 3 0
Gazi

Uni/FRO® 2 2 2 0 0
Hacettepe

Uni./FRO’ 2 ! 2 ! 0
Istanbul

Uni-

Cerrahpasa/ 2 2 0 0 2
FRO?®

Marmara 2 ? ? ? ?
Uni./FRO?®

Ondokuz

Mayis 5 2 2 1 1
Uni./FROX

TOPLAM 27 12 12 7 3

1 (Anadolu, t.y.)

2 (Atatiirk, 2020)

3 (Bursa Uludag, 2020)

4 (Cukurova, t.y.)

® (Dokuz Eyliil, t.y.)

6 (Gazi, 2019)

7 (Hacettepe, t.y.b)

8 (istanbul Cerrahpasa, t.y.)
9 (Marmara, 2018)

10 (Ondokuz Mays, t.y.)
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Tablo 3’te goriildiigii gibi, Tiirkiye’deki 10 Fransizca Ogretmenligi lisans programinin
hepsinde ¢eviri derslerine yer verilmektedir. Her bir programin en az 2 ¢eviri dersine
miifredatinda yer verdigi goriilmektedir (Tablo 3). Fransiz Dili ve Edebiyati lisans
programlarinda yer alan geviri dersleri sayisi (Tablo 1.), Fransizca Ogretmenligi lisans
programlarindaki c¢eviri dersleri sayisiyla (Tablo 3.) karsilastirildiginda, Fransizca
Ogretmenligi miifredatlarinda ders sayisnin genel olarak iki ile sinirlandirildigmi
gormekteyiz (Tablo 3). Oysa bu oranin Fransiz Dili ve Edebiyati programlarinda ¢ok

daha yiiksek oldugunu gérmekteyiz (Tablo 1).

Tablo 3’ten hareketle, her ne kadar Tiirkiye’deki Fransizca Ogretmenligi lisans
programlarinda ¢eviri dersleri sayist genel olarak 2 ile sinirl tutulsa da 10 programdan
7’sinde ¢evirinin kuramsal yoniine kismen de olsa yer verildigi goriilmektedir: Bursa
Uludag Universitesi’nin program miifredatinda yer alan “Fransizca-Tiirkge Ceviri”
(Bursa Uludag, 2020) dersinde “gevirinin temel kavramlari”; Anadolu (t.y.), Gazi
(2019), Hacettepe (t.y.b) ve Ondokuz Mayis (ty.) universitelerinin ilgili
programlarindaki ¢eviri derslerinde “ceviri yaklagimlar”; Dokuz Eylil (t.y.)
Universitesi’nin ilgili programindaki bir ceviri dersinde “ceviri ediminin iletisimdeki
yeri ve 6nemi”; Istanbul Universitesi-Cerrahpasa’nin (t.y.) ilgili programindaki geviri
dersinde ise “ceviri kuramlarina bakis” (Istanbul Cerrahpasa, t.y.) konular1 ele
alinmaktadir. flgili programlar temel olarak ceviriyi bir 6gretim araci olarak
kullandiklar1 halde kismen de olsa 6gretim amaci olarak da kullanmglardir. Zira ilgili
derslerde geviri bilgi ve beceri kazandirilmasina yonelik iceriklere yer verilmesi buna

isaret etmektedir.

Tablo 3’in “dilsel” kategorisi altindaki sayisal verilerden anlagildigi iizere, ilgili
programlarda okutulan geviri derslerinde gevirinin genel olarak bir dil 6gretim araci

olarak kullanildig: sdylenebilir.

Tablo 3’in “yazin” Kkategorisi altinda yer alan sayisal veriler gbéz Oniinde
bulunduruldugunda, 10 programdan 5’inin geviri derslerinde yazin gevirisine kismen
yer verdigini sdylemek olasidir. Bir dil egitimi programindaki ¢eviri derslerinde yazin

gevirisine yer verilmesi ¢evirinin Ogretim aract disinda yazin gevirisi becerilerini
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kazandirmaya yonelik bir tutuma, dolayisiyla ¢eviriye Ogretim amaciyla

basvurulduguna isaret edebilir.

Tablo 3’te goriildiigii gibi, Tiirkiye’deki 10 Fransizca Ogretmenligi lisans programi
icinde sadece 2’sinde 6zel alan ¢evirisiyle ilgili dersle (Ders adi: “Ozel Alan

Fransizcas1”) karsilagilmistir.

Tablo 4. Tiirkiye’deki Fransizca Ogretmenligi Lisans Programlar1 Miifredatlarinda Yer
Alan Zorunlu ve Segmeli Ceviri Derslerinin AKTS Miktarlar1 (YOK, t.y.b)

Zorunlu Ceviri Se¢meli Ceviri
Uni. Ad1 Derslerinin AKTS Derslerinin AKTS
Miktar1 Miktari
Anadolu Uni./FRO! 16 0
Atatiirk Uni./FRO? 7 0
Bursa Uludag 7 0
Uni./FRO®
Cukurova Uni./FRO* 7 0
Dokuz Eyliil
Uni /FROS 10 6
Gazi Uni./FRO® 7 0
Hacettepe Uni./FRO’ 12 0
Istanbul Uni.- 7 0
Cerrahpasa/FRO®
Marmara Uni./FRO? 7 0
Ondokuz May1s
Uni./FRO™ 21 0
TOPLAM 101 6

Tablo 4’e gore, Tiirkiye’deki Fransizca Ogretmenligi lisans programlarinin hepsinde
zorunlu statiide ¢eviri dersi yer almakta ve zorunlu ¢eviri dersleri AKTS miktarlarinin

enaz 7, en fazlaysa 21 oldugu goriilmektedir. 10 programdan 6’sinda ¢eviri dersi AKTS

1 (Anadolu, t.y.)

2 (Atatiirk, 2020)

3 (Bursa Uludag, 2020)

4 (Cukurova, t.y.)

® (Dokuz Eyliil, t.y.)

6 (Gazi, 2019)

7 (Hacettepe, t.y.b)

8 (istanbul Cerrahpasa, t.y.)
9 (Marmara, 2018)

10 (Ondokuz Mays, t.y.)
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dersi miktar1 7, diger 4 programda 10 ve iizeridir. Bu oranlar programin adi ve amaci
gdz oniinde bulunduruldugunda olagan goriilmektedir. Oyle ki bir nceki tablodan
(Tablo 3.) hareketle, Fransizca Ogretmenligi lisans programlarinda geviri derslerine -
birtakim kuramsal icerik dahil etmekle birlikte- daha ziyade dilsel farkliliklar1 ve dil

bilgisi kurallarmi 6gretmek i¢in bagvuruldugu soylenebilir.

Tiirkiye’deki 10 Fransizca Ogretmenligi lisans programmin sadece 1’inde segmeli
statiide ¢eviri derslerine yer verildigi goriilmektedir. Bu derslerden birinde ¢eviri
edimini kazandirmaya ve kiiltiirel farkliliklar1 vurgulamaya, digerinde ise farkli yazinsal
tiirlerde (tiyatro, kisa oykii, siir, vb.) ¢eviri uygulamasi yaptirmaya yonelik bir tutum

icerisinde oldugu goriilmektedir (Dokuz Eyliil, t.y.).
TARTISMA ve SONUC

Temel olarak dil ve yazin egitimi vermeye odaklanan Tiirkiye’deki Fransiz Dili ve
Edebiyati lisans programlarinda ceviri derslerinin sayica fazla olmasi ve g¢esitlilik
gOstermesi (yazin ¢evirisi, 6zel alan c¢evirisi/mesleki c¢eviri, vb.) (Tablo 1.), bu
programlarda ¢evirinin onemli bir yere sahip olduguna isaret etmektedir. Bu lisans
programlarindaki ¢eviri derslerinin sayica fazla olmasmin nedenleri arasinda,
buralardan mezun olacak o6grencilerin geviri alaninda istihdam edilebilmeleri, artan
ceviri gereksinimine kosut olarak istihdam gereksiniminin artmasi, 6grenci beklentileri
ve cevirinin kiiltiirleraras: iletisim ve etkilesimdeki onemli rolii sayilabilir. Yazici
(2008: 65), “1980°li yillara kadar filoloji boliimlerinde sadece filologlarm degil ayni
zamanda cevirmenlerin de yetistirilmesi[nin] beklen[digini]” ifade etmistir. Oyle ki bazi
programlarin, program amaclari, program yeterlilikleri veya mezunlarmin istihdam
olanaklar1 arasinda geviriyi belirtmeleri, bu programlarin giiniimiizde kismen de olsa
gevirmen yetistirme amaci giittiiklerine isaret etmektedir: Ankara Haci Bayram Veli
Universitesi (2018b) ve Ankara Universitesi’nin (t.y.b) istihdam olanak ya da alanlari
arasinda “ceviri biirolar1”n1 saymasi, Galatasaray Universitesi’nin (t.y.) meslek profili
arasinda “sozlii/yazili ¢evirmenli[ge]” yer vermesi, Aydin Adnan Menderes

Universitesi’nin (t.y.b) program ¢iktilarinda “ceviriye ihtiya¢ duyulan hukuk alanlarida
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hizmet verebilecek eleman yetistirmek™ ifadesinin gegmesi ve Selguk
Universitesi’'nin  (t.y.b) istihdam olanaklarinda “[m]ezunlar, g¢eviri becerilerini
gelistirerek tip, mimarlik ... gibi kendine has terminoloji olan alanlarda yazili-sozli
gevirmen olarak c¢aligabilir” ifadesine yer verilmesi... Ayrica, ¢evirinin yazinla siki
iligkisi Fransiz Dili ve Edebiyat1 boliimlerinde ceviri derslerinin sayica fazla olmasinin

nedenleri arasinda sayilabilir.

Bugiin gelinen noktada, Tablo 1°den hareketle, ¢evirinin Tiirkiye’deki Fransiz Dili ve
Edebiyati lisans programlarinda bir dil 6gretim araci olarak goriilmesinden ziyade,
miifredatlarda kiiltiirlenme ve iletisim araci olarak daha fazla yer edindigini s6ylemek
olasidir. Koylii Baydemir (2017: 181), “cevirinin bir iletisim araci oldugu bilinci”’nin
asilanmasit gerekliligine vurgu yaptiktan sonra, bu bilincin yerlesmemesi durumunda
Ogrencinin “... verilen metni, metin {izerinde higbir diislince gelistirmeden diger dile
aktar[acagina]” (Koylii Baydemir, 2017: 181-182) dikkat ¢ekmektedir. Rakova’nin
(2016), ceviribilimin disiplinleraras1 yoniine dikkat g¢ekerek, iliskili oldugu alanlar
arasinda karsilastirmali yazin ile kiiltiir arastirmalarint saymasi, Fransiz Dili ve
Edebiyat1 boliimlerinde neden c¢eviri derslerinin sayica fazla oldugu sorusuna
verilebilecek yanitlardan biri olabilir. Ayrica, “1972’de diinyada yayimlanan cevirilerin
(40 000’i askin baslik) ¢ogunlugunu yazin cevirileri[nin] olusturmafsi]” ve “2000
yilinda, diinya genelinde yapilan ¢evirilerin miktar1 73 840 iken, bunun 34 540’1, yani
%47’si yazin gevirisi” (Rakova, 2016: 15) olmasi, ¢evirinin ozellikle de yazin
cevirisinin kiiltiirlerarasi iletisim ve etkilesimdeki, dolayisiyla da yazindaki roliiyle ilgili

fikir vermektedir.

Giiniimiizde, Fransiz Dili ve Edebiyati lisans programlarinin istthdam olanaklarinda
cevirmenlik meslegine yer verildigi ve bu programlarin miifredatlarinda ceviri
derslerinin  6nemli bir yer tuttugu goriilmektedir. Tirkiye’de ¢eviri boliimleri
kurulmadan 6nce geviri gereksiniminin yabanci dil programlari araciligiyla giderilmeye
calisildigr sdylenebilir. Ancak glinlimiizde (1983°ten beri) ceviri egitimi veren
programlarin varligi, kimler ¢evirmenlik yapabilir sorusunu bu noktada yeniden

giindeme getirmektedir. Her ne kadar kismen de olsa ¢eviri yontem ya da



Akdogan & Yildirim-Yasar 167

yaklagimlarina miifredatlarda yer verilse de dil ve edebiyat programindan mezun
bireyler tam bir ceviri bilgi, beceri ve yeterliligiyle mezun olabilmekte midir? ilgili tiim
programlar gerekli bilgi, beceri, yeterlilik ve yetkinligi 6grenciye kazandirmakta midir?
Sorunlarin ¢6ziimii i¢in yasal diizenlemelerin yapilmasi bir gereklilik arz etmektedir.
Tirkiye’deki piyasa gergekleri 6zel alan cevirmenligini 6n plana ¢ikarsa da yazin
¢evirmenligi iilkemizde azimsanmayacak bir yer tutmaktadir. Yabanci iilkelerin
yazintyla beslenmek ve kiiltiirlenmek, ayrica, 6teki toplumlarin gergeklerini ve diisiin
diinyalarin1 anlamaya g¢alismak igin, hizla kiiresellesmeyi siirdiiren bir diinyada, her
nasil ¢eviri bir gereklilikse, bizce, yazin g¢evirmenliginde uzmanlagsmak, bu sanatsal
alan1 -popiiler tiiketim nesnesi haline doniistirmeden- ciddiye almak ve erek iiriinleri

iyilestirmeye ¢cabalamak da bir gerekliliktir.

Tiirkiye’deki Fransiz Dili ve Edebiyati lisans programlarmin 10’undan 9’unun geviri
ders izlencelerinde c¢evirinin kavramsal veya kuramsal boyutuna yer verildigi
goriilmiistiir (Tablo 1). Galatasaray Universitesi’nin ise miifredatinda dogrudan ceviri
kuramlariyla ilgili ders bagliklarina yer verdigi gézlemlenmistir (Tablo 1). Galatasaray
Universitesi’nin program tanitiminda “geviribilim (...) alan[1lnda (...) uzmanlar
yetistiren”, program yeterliliklerinde “her diizeyde ¢eviri yapabilmek”, ve mezunlarinin
meslek profili arasinda “s6zlii/yazili ¢evirmenlik™ ifadelerine yer vermesi, bu programin
geviriye ozel bir yer ayirdigmna isaret etmektedir (Galatasaray, t.y.). Ankara Haci
Bayram Veli, Ankara ve Aydin Adnan Menderes iiniversitelerinin program istihdam
alani, mezun profili ve program ¢iktilarinda mezun 6grencilerinin ¢evirmen olarak
istihdam edilebileceklerini belirtmesi, geviri bilgi, beceri ve yetkinliklerinin 6grencilere
kuramsal bir bakis acisiyla kazandirilma gerekliligini gostermektedir. Bununla birlikte,
bu programlardaki o6gretim tdyeleri gerekli kuramsal alt yapiya sahip midir? Bu
programlarm ¢evirmen yetistirmeyi bu denli odak noktasina almasi, bir sorgulamaya
neden olmaktadir. Ceviri programlari ¢evirmen yetistirmek i¢in varsa neden diger
yabanci dil programlari ¢evirmen yetistirmeye bu denli odaklanmaktadir? Bunun
ardindaki nedenler saptanmali ve sorunlar ¢éziime kavusturulmahidir. Aksi takdirde,

kuramsal alt yap1 tam olarak oturtulmadigi siirece, sorunlar var olmaya devam
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edecektir. Yazicr’nin (2001: 96) su sozleri Kuramimn g¢eviri uygulamasindaki elzem
O6nemine vurgu yapmaktadir: “Kuskusuz ¢eviri edincinin yerlesmesi kuram ve uygulama
arasinda koprii kurulmasina ve kuramsal alanda edinilen bilginin refleks seklinde

uygulama alanina gegirilmesiyle birlikte kazanilan uzun bir siirectir”.

Fransiz Dili ve Edebiyati lisans programlari ile Fransizca Ogretmenligi lisans
programlarindaki ¢eviri derslerinde ¢evirinin bir O6gretim aract olarak kullanimini
degerlendirebilmek igin, ¢aligmanin yontem kisminda belirtilen Cemal’in dile getirdigi
iic temel hedefe bagvurulmustur. Bu dogrultuda, Fransiz Dili ve Edebiyati lisans
programlarinda, yazin ¢evirisi derslerinin yani sira gevirinin bir 6gretim araci olarak
kullanildig: derslerin de oldugu goriilmiistiir (Tablo 1.). Fransiz Dili ve Edebiyati lisans
programlarinda ¢eviriyi Ogretim araci olarak kullanan geviri derslerinde Cemal’in
belirttigi (1978:47-48) ilgili hedeflerden iki tanesinin (a-b) -“6grencinin ... her iki dilin
kullanimi1 ve bu kullanimlar arasindaki ayrimlar konusunda somut tasarimlar edinmesi”,
“yabanci dilin dilbilgisi kurallarina iligskin olarak verilmis bilgilerin somut 6rneklerden
yansimast”nin- ders izlencelerinde agik bir sekilde yer aldigini sdylemek miimkiindiir.
Zira geviriye Ogretim araci olarak bagvuran geviri derslerinin haftalik ders planlarn
Bologna sayfalari {izerinden incelendiginde, dgrencilere Tiirk¢eden Fransizcaya ceviri
yaptirilarak ve “dilbilgisi ¢eviri yontemi”! araciligiyla, ilgi zamirlerinin, edatlarin, etken
ve edilgen yapinin, sart ciimlelerinin, vb. 6gretildigi goriilmistiir. Cakir’in (1998: 44)
dil-edebiyat boliimlerinin “6gretim programlarinda yer alan geviri dersleri[nin] ... daha
¢ok ara¢ niteligini tasi[digini], baska deyisle belli bir dilin daha iyi 6grenilmesi igin
kullanil[digin1]” dile getirmesi, bu programlarda cevirinin neden bir ara¢ olarak
kullanildigina verilecek yanitlardan biri olabilir. Cemal de (1948: 47) “Yabanci dil
ogretiminde ¢evirinin en etkin dil kullandirma araglarindan oldugu[na]...” vurgu
yapmugtir. Fransizca Ogretmenligi lisans programlarinda ise, genel olarak, ceviri
derslerinde ¢eviriye daha ziyade bir 6gretim araci olarak bagvuruldugu soylenebilir

(Tablo 3.). Bu programlarda mevcut ¢eviri derslerinin biiyiik bir ¢ogunlugunda

1 Bkz. (Boztas, 1991: 240; Ekmekgi, 1983: 106)
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Cemal’in (1978: 47-48) belirttigi ilk iki hedefin (a-b) 6n planda tutuldugunu séylemek

mimkindir.

Fransiz Dili ve Edebiyati program miifredatlarinda 6zel alan ya da mesleki ceviri
derslerinin olmasi hatta bazi programlarda bu derslere fazla sayida yer verilmesi (Tablo
1.) yine istihdam sorunlariyla iliskilendirilebilir. Fransiz Dili ve Edebiyati programindan
mezun olan bir 6grenci dil uzmam [filolog] olarak nitelendirilmektedir. Bununla
birlikte, 6zel alan ya da mesleki geviri derslerinin bu programlarin miifredatlarinda yer
almasi, mezunlarin is alanini genisletmeye yonelik bir tutum olarak degerlendirilebilir.
Daha once aktardigimiz gibi, bazi programlar mezun profili, program ¢iktilari, istihdam
alanlar1 arasinda buradan mezun oOgrencilerin ¢eviri yapabilecegi hususuna yer

vermiglerdir.

Bir Fransiz Dili Edebiyati programinda toplamda 76 AKTS miktarinda zorunlu geviri
dersine yer verilmesi (Tablo 2.), neden ¢eviriye bu kadar biiyiik bir oranda yer ayrildig
sorusunu beraberinde getirmektedir. Bunun ¢esitli nedenleri olmakla birlikte,
mezunlarin istthdam olanaklarini arttirmak i¢in boyle bir yola gidildigi sdylenebilir.
Zira YOK istihdam sorununa da bagli olarak bazi filoloji boliimlerini kapatma karari

almustir (Cepni, 2018).

Tiirkiye’deki Fransiz Dili ve Edebiyati lisans programlarinda, genel olarak 20
AKTS’den fazla miktarda zorunlu statiide ¢eviri dersine yer ayrildigi goriilmektedir.
Burada dikkat cekici nokta, 20 AKTS’den fazla c¢eviri dersinin zorunlu olarak
ogrencilere okutulmasidir (Tablo 2.). Zorunlu ¢eviri derslerinin ilgili program
miifredatlarinda bu denli yer kaplamasi, istihdam sorununun, ogrenci talep ve
beklentilerinin,  piyasa gerekleri ile  gereksinimlerinin de  miifredatlarin

sekillenmesindeki yerini gostermektedir.

Fransiz Dili ve Edebiyati lisans programlari miifredatlarinda ¢eviri derslerinin fazla
sayida olmasi, ¢evirinin yazin ve kiiltiirle olan siki iliskisiyle agiklanabilir. Fransizca
Ogretmenligi’ndeki geviri dersleri sayisinin Fransiz Dili ve Edebiyati’na nazaran ¢ok az

sayida olmasi (Tablo 3.), bu programlarda c¢evirinin yazindaki gibi Kkiiltiirlerarasi
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iletisim ve etkilesim islevine degil de daha ziyade Ogretim araci olarak, dilsel

farkliliklarin gosterilmesi islevine sahip olmasi ile agiklanabilir.

Tiirkiye’deki Fransizca Ogretmenligi lisans programlarinda gdéze ¢arpan nokta, geviri
ders sayismin ¢ok az sayida olmasidir (Tablo 3.). Fransizca Ogretmenligi lisans
programlarinda ¢evirinin kuramsal boyutuna yer veren derslerin az olmasi, bu
programlarda genel olarak c¢eviri ders sayisinin az olmasiyla iliskilendirebilir. Bu
programlardaki ¢eviri derslerinde geviriye ¢ogunlukla bir ara¢ olarak bagvurulmasi
(Tablo 3, dilsel kategori), 6gretmenlik meslegini icra etmek iizere iyi yabanci dil bilgisi

olan 6gretmenler yetistirmeye oncelik verildigini diisiindiirebilir.

Fransizca Ogretmenligi’nde 6zel alan gevirisiyle ilgili derslerin az olmasi1 (Tablo 3.),
hem programimn temel amacinin dil egitimi olmast ile hem de 6zel alan cevirisi
derslerinin ilgili alanda bilgisi olan ve gerekli (terminolojik, alansal, teknolojik, vb.)
becerileri gelismis uzmanlarca verilmesi gerekliligiyle iliskilendirilebilir. Dolayisiyla,
0zel alan dersini alaninda uzman bir ders sorumlusu vermeyecekse, bu dersin hig
acilmamasi daha yerinde olacaktir. Ayrica, 6zel alan gevirisi dersleri ¢eviri egitimi
veren Miitercim-Terciimanlik boliim miifredatlarinda yer almakta ve bu uzmanlik

ogrencilere kazandirilmaktadir.

Bununla birlikte, Fransizca Ogretmenligi lisans programlarindaki zorunlu ceviri
derslerinin toplam AKTS miktarinin Fransiz Dili ve Edebiyati lisans programlarindaki
miktara (Tablo 2.) gore daha az oldugu goriilmektedir (Tablo 4.). Bu durum, g¢evirinin
yazinla siki iligkisi ve Kkiiltiirleraras1 iletisim ve etkilesimdeki Onemli roliiyle
iliskilendirilebilir. Bununla birlikte Fransizca Ogretmenligi lisans programlarinda,
edebiyat bolimlerindekinden farkli olarak, ¢eviriye dilsel farkliliklar1 6gretme amactyla
daha fazla bagvuruldugu sdylenebilir. Her ne kadar bu tutum programdan programa
degisiklik gosterse de calismamizin bulgular kisminda belirtilen Tablo 3 ve 4’ten
hareketle, ¢evirinin giiniimiizde yabanci dil 6gretme araci olarak Tiirkiye’deki Fransizca

Ogretmenligi program miifredatlarinda yer almay siirdiirdiigii soylenebilir.
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Fransizca Ogretmenligi lisans programlarinda zorunlu ve segmeli ceviri ders AKTS
miktarlarmin Fransiz Dili ve Edebiyati programlarindakine oranla ¢ok daha az olmast,
cevirinin Fransizca Ogretmenligi program miifredatlarinda daha az yer kapladigina
isaret etmektedir. Ayrica, Fransiz Dili Edebiyati programlarindaki zorunlu ¢eviri dersi
miktar1 Fransizca Ogretmenligi’'nin iki katindan fazladir. Fransiz Dili ve Edebiyati
programlarinda ¢ok sayida segmeli geviri dersleri de yer almaktadir. Fransiz Dili ve
Edebiyat1 programlarinda g¢evirinin ¢ok daha biiylik oranda yere sahip olmasinda,

istihdam sorunu ile 6grenci beklentilerinin etkisinin oldugunu sdylemek miimkiindiir.

Sonug olarak, yaptigimiz inceleme neticesinde, Tiirkiye’deki Fransizca Ogretmenligi
lisans programlarinda ¢eviriye daha ziyade bir dil 6gretim araci olarak bagvuruldugu ve
ceviri derslerinde Cemal’in siraladigi yabanci dil 6gretiminde arag olarak geviriyle
varilmak istenen hedeflerden ilk ikisinin (a ve b maddelerinin) yiiksek oranda saglandigi
goriilmiistiir. Cevirinin gegmiste oldugu gibi giiniimiizde de Tirkiye’deki Fransizca
Ogretmenligi programlarinda bir dil 6gretim arac1 olarak yer almaya devam ettigi, elde
ettigimiz su bulgularla agiklanabilir: Ceviri ders sayisinin bu programlarda Fransiz Dili
ve Edebiyati’na gore ¢ok az sayida olmasi, yazin gevirisi ve 6zel alan gevirisine ¢eviri
derslerinde pek yer verilmemesi ve daha ¢ok dilbilgisi kurallari ile dilsel farkliliklarin
gosterilmesi amaciyla ceviriye basvurulmasi... Bununla birlikte, elde ettigimiz su
bulgular, Fransiz Dili ve Edebiyat1 lisans programinda verilen egitimin temel olarak
neyi hedefledigiyle ilgili bir sorgulamaya neden olmaktadir: Ceviri derslerinin ¢ok fazla
sayida olmasi ve daha ¢ok zorunlu statiide okutulmasi (Tablo 2.), kismen de olsa
¢evirinin kuramsal boyutuna yer veren ceviri derslerinin miifredatlarda yer almasi
(Tablo 1), yazin gevirisi yani1 sira 6zel alan gevirisini kapsayan derslerin miifredatlarda
yer almasi (Tablo 1) ve bazi program profil veya ¢iktilarinda ¢eviri ya da ¢evirmenlik

yapabilmenin vurgulanmast...

Kuramsal alt yap1 olmaksizin, salt yabanci dil bilgisiyle ¢eviri sektdriine atilmak, bazi
sakincalar1 beraberinde getirebilmektedir. Bazen higbir art niyet olmaksizin, bilgisizce
ve bilingsizce verilen yanlis kararlar, cok daha biiyiik sorunlar1 dogurabilmektedir. Oyle

ki yazin cevirisinde bu durum kendini daha fazla gosterebilmektedir. Bu nedenle,



Tiirkiye 'deki FDE ve FDO Lisans Programlarinda Cevirinin Yeri 172

gerekli geviri yeterliligine sahip olmaksizin g¢eviri yapilmasmin 6niine gegmek bir
gereklilik arz etmektedir. Bu dogrultuda, MYK biinyesinde yapilacak g¢eviri yeterliligini
O0lcme-degerlendirme sinavlart zorunlu tutulursa, herhangi bir magduriyete sebep
vermeksizin sinav neticesinde sadece yeterli olan bireylerin ¢eviri yapmasi saglanabilir.
Oyle ki MYK biinyesinde “Cevirmen (Seviye 6) Ulusal Meslek Standardi”nin (MYK,
2013) hazirlanmasi, “Cevirmenlik Alanina Ait 6 Adet Taslak [Mesleki] Yeterlilik”in
(MYK, ty.) hazirlanarak kurum ve kuruluglarin goriigiine sunulmasi ve onay
asamasindan sonra yetkilendirilmis ilgili kurumca olgme-degerlendirme asamasina
gecilecek olmasi, ¢evirmenlik yeterliliginin resmi bir kurumca belgelenebilecegini
gostermektedir. Esas olan, ceviri bilgi, beceri ve kuramlar1 eksikligine bagli ¢eviri
sorunlarinin ortadan kaldirilmasi ve gevirinin gerekli yeterlilik ve yetkinlige ulagmig

bireylerce yapilmasinin saglanmasidir.
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SUMMARY
Aim
The aim of this study is to reveal the place of translation in French Language and Literature and
French Language Teaching undergraduate programs in Turkey. Within this framework, curricula

of said programs are examined with a descriptive approach and an assessment is made in light of
the data obtained.

Method

The relevant Bologna webpages of universities are referred to in order to examine the curricula
of French Language and Literature and French Language Teaching undergraduate programs in
Turkey and some numeric data are provided. Moreover, in our study, three main goals which are
sought to be achieved through the use of translation as a tool in foreign language teaching as
specified by Cemal (1978) are taken into account in the curriculum analysis to see whether
translation is utilized in classes as a tool.

Findings

Findings from our assessment shows that translation courses are offered in all 10 French
Language and Literature undergraduate programs actively providing education in Turkey. It was
observed that aside 1 program, all of the others partially include the theoretical aspect of
translation as well. The fact that in said programs an emphasis is placed on literary translation
as well as field-specific translation being partially included and that curricula involve obligatory
translation courses with high ECTS amounts demonstrate the importance given to translation in
such programs. Translation lessons are utilized frequently in the curricula as a tool to reinforce
foreign language skills. Therefore, it can be said that in such programs translation is used both as
a means and an end. There were 10 French Language Teaching undergraduate programs
identified which actively provide education in Turkey, and it was seen that all of these programs
include translation courses and that in most translation courses translation is utilized as a
language teaching tool. Translation courses in these programs are much less in number than in
French Language and Literature programs. Whereas literary translation is partially included,
there is a scarce number of courses on field-specific translation. It can also be said that
employment issues, demands and expectations of students and the relation of such programs with
translation impact the place of translation within the programs as a tool or a goal.

Discussion and Conclusion

Ultimately, as a result of the assessment made, it was seen that in French Language Teaching
undergraduate programs in Turkey translation is utilized more as a language teaching tool and
that the first two goals sought to be attained through the use of translation as a tool in foreign
language teaching as listed by Cemal are mostly achieved in translation courses. The facts that
the number of translation courses in said programs being less in number than in French
Language and Literature, that literary translation and field-specific translation not being
emphasized much in translation courses and translation being utilized mostly to demonstrate
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grammatical rules and linguistic differences show that translation continues to be included in
such programs as a language teaching tool as it was in the past. That being said, a high number
translation courses being taught obligatorily in the French Language and Literature
undergraduate program, translation courses touching upon the theoretical aspect of translation
and courses involving field-specific translation alongside literary translation being included in
curricula and some program profiles or outcomes stating the achievement of translation skills
necessitates an inquiry into what the basic goal of the education provided is. That "Translator
(Level 6) National Vocational Standard" is prepared by the Vocational Qualifications Authority
(MYK), "6 Draft [Vocational] Qualifications Belonging to Translation" is prepared and
submitted for the consideration of relevant institutions and organizations and following this
approval process the assesment and evaluation is performed by the authorized institution
demonstrate that translation qualifications can be certified by an official body. It is possible to
say that upon the finalization of this process, the impacts of such developments on the profession
will become clearer. However, entering into the translation sector with only foreign language
knowledge without a theoretical foundation may bring with it some inconveniences. Therefore,
provision of translation services without the necessary translation qualifications should be
prevented. If obligatory assessment and evaluation examinations are administered under MYK by
an organization authorized by MYK, persons found competent as a result of such examination can
provide translation services without causing any aggrievement. What is important is to eliminate
issues in translation which stem from the lack of knowledge, skills and theoretical foundation and
to have persons who have the necessary competence and qualification providing translation
services.
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Calismanmin amaci, Fransizca ve Tiirkgenin diger iilkelerin egitim programlarinda yabanci dil
olarak okutulmast ile Fransa ve Tiirkiye 'nin egitim programlarinda yer verdikleri yabanci diller
agisindan Fransa ve Tiirkiye 'nin dil politikalarimi iki ana bashk altinda karsilagtirmali olarak
incelemektir. Calisma, nitel arastirma yontemlerinden dokiiman analizi modeline uygun
yiriitiilmiistiir.  Birgok iilke, Fransizcaya egitim dili veya yabanci dil olarak egitim
programlarinda yer vermektedir. Fransa, Fransizcamn diinyamin bir¢ok yerinde okutulmasina
yonelik politikalar izlemektedir. Osmanli Imparatorlugu ' nun Tiirkcenin yurt disinda yayilmasina
yonelik bir politikast bulunmamaktayd. Tiirkive Cumhuriyeti doneminde ise Tiirk¢enin baska
tilkelerde okutulmasina yénelik faaliyetler son ceyrek yiizyilda gelisme gésterir. Fransiz egitim
sisteminde yabanct dil egitimi ortaokul ve liselerde 1883, ilkokul programlarinda 1954 yilinda
yer almaya baslar. Osmanh Imparatorlugu doneminde yabanci dil egitiminden once yabanci dille
egitime yer verildigi goriilmektedir ve 1868 yilinda Galatasaray Sultanisi’nin agilmasi ile orta
dereceli okullarda yabanci dille egitim baslar. Tiirkive Cumhuriyeti kurulduktan sonra ortaokul
ve liselerde, 1997 yilindan itibaren ilkokulda yabanci dil egitimine baslanilmistir.

Anahtar Sozciikler: Dil politikalari, Yabanci dil egitimi, Programlar, Dil ¢esitliligi.

ABSTRACT

The aim of the study is to examine the language policies of France and Turkey comparatively
under two main headings: the teaching of French and Turkish as a foreign language in the
education programs of other countries, and the foreign languages that France and Turkey include

“Almtilama: Giinday, R. (2022). Fransa ve Tiirkiye’nin yabanci dil egitimi politikalar1. Gazi
Universitesi Gazi Egitim Faliiltesi Dergisi, GEFAD-YABDILSEM, 181-216.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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in their education programs. The study was carried out in accordance with the document analysis
model, based on the qualitative research methods. Many countries include French as a language
of instruction or as a foreign language in their education programs. France follows policies for
the teaching of French in many parts of the world. The Ottoman Empire did not have a policy
regarding the spread of Turkish abroad. In the course of the Republic of Turkey, the activities
aiming the teaching of Turkish in other countries have developed in the last quarter of the
century. In the French education system, foreign language education began to take place in
secondary and high schools in 1883, and in primary school programs in 1954. It is seen that
education with foreign language was given place before foreign language education during the
Ottoman Empire period, and with the opening of Galatasaray Sultani in 1868, foreign language
education begins in secondary schools. After the establishment of the Republic of Turkey, foreign
language education began in secondary schools and high schools, and since 1997, it has also
started in primary schools.

Key Words: Language policies, Foreign language education, Curriculum, Language varieties.
GIRIS

Diinyada bir giic olma hedefi olan devletler izledikleri politikalar dogrultusunda, bir
yandan kendi resmi dilini bagka iilkelerde yayginlastirmaya calisirken, diger yandan da
kendi iilkesinde egitimini verecegi yabanci dillerin planlamasin1 yapmaktadir.
Devletlerin dil politikalari, devletin ideolojisi ve izledigi siyasal politikalarla yakindan
ilintilidir. Bu dogrultuda hiikiimetler, uluslararasi iliskiler baglaminda kendi iilkesinin
resmi dilini yayma konusunda ne tiir ¢aba gdsterecegini ve yine bu dogrultuda hangi
dillerin {ilkelerinde yabanci dil egitimi kapsaminda okutulacaginin planlamalarini
yapmak durumundadirlar. Bu durum, dil planlamasi dogrultusunda siirdiiriilen dil

egitimi olarak da degerlendirilebilir.

Dil politikasinin tarihgesine bakildiginda ilk olarak 1959’larda “dil planlamasi”
kavramiyla ortaya ¢iktigi goriilmektedir (Szulmanjster-Celnikier, 1996). Bunda 6zelikle
Ikinci Diinya Savasi sonrasi goclerin onemli bir etken oldugu sdylenebilir. Yogun
gocler, yabanci dil sorununun 6zellikle gelismis {ilkelerde acilen ele alinmasina neden

olmustur.

McCarty dil politikasin1 "karmasik bir sosyokiiltiirel siireg, iktidar iliskilerinin aracilik

ettigi insan etkilesimi, miizakere ve liretim bicimleri, bu siireclerdeki 'politika' dil
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diizenleme gii¢lerinin mesru ve gayri mesru dil bigimleri ve kullanimlart hakkinda
ornek olugturan kararlarini ifade etme ve boylece dil durumlarii ve kullanimlarini
yonetme yollar" (2011, s. 8) seklinde tanimlamaktadir. Dil politikalarinin
belirlenmesinde, iilkelerin uluslararasi arenadaki giicii, kiiltiir ve medeniyet tarihindeki

yeri, ikili iligkiler ve komsuluk iligkileri gibi etmenler rol oynamaktadir.

Kiiresel, bolgesel veya iilkeler arasi ikili iligkilerdeki gelismeler dogrultusunda ¢ok sik
ve kisa siirede olmasa da tilkelerin dil politikalarinda degisiklige gittigi goriilmektedir.
Ornegin; Osmanli imparatorlugu ve Tiirkiye Cumhuriyeti’nin kuruldugu ilk yillarda
Fransizca yabanci dil olarak yaygin bir sekilde okutulurken, Ikinci Diinya Savasi’ndan

sonra Ingilizce ¢ok hizl bir sekilde okul programlarinda yayginlasmaya baslamustir.
Arastirmanin Amaci

Bu calismanin amaci, Fransa ve Tiirkiye'nin dil politikalarini iki ana baglik altinda
karsilagtirmali olarak incelemektir. Bu ana amag¢ dogrultusunda g¢alismada ilk olarak
Fransizca ve Tiirkgenin diger iilkelerin egitim programlarinda yabanci dil olarak
okutulmasi, ardindan da Fransa ve Tiirkiye’nin egitim programlarinda yer verdikleri
yabanci dillerin durumu irdelenmektedir. Bu baglamda Fransa ve Tiirkiye’de modern
dillerin egitimi devlet politikalar1 baglaminda incelenmis, ilkokul, ortaokul ve lise

programlari karsilastirilmistir.
Problem Ciimlesi

Fransa ve Tiirkiye’ nin yabanci dil egitiminde izledigi politikalar nelerdir? S6z konusu
iilkelerin devlet bagkanlarindan milli egitim bakanlarina, devlet adamlar1 kendi ulusal
dillerini diger iilkelerde yayma konusunda ne tiir ¢gaba ve g¢alismalar igerisindedirler?
Ulke igerisinde egitimine yer verilen yabanci diller belirlenirken hangi dlgiitler dikkate
alinmaktadir? Yabanci dillerin okullara konulmasi bir planlama déhilinde mi
gerceklestirilmektedir? Iki {ilkenin yabanci dillerin egitimi baglaminda ¢ok dillilige

yaklasimlar1 nasildir?
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Alt Problemler
Fransizcanin yabanci dil olarak diger tilkelerin egitim programlarindaki yeri nedir?
Tiirkgenin yabanci dil olarak diger tilkelerin egitim programlarindaki yeri nedir?

Fransa’da okullarda kag¢ yabanci dil egitimi yer almaktadir ve yabanci dil olarak egitimi

verilen dil ¢esitliligi durumu nasildir?
Tiirkiye’de okullarda ka¢ yabanci dil egitimi yer almaktadir ve yabanci dil olarak
egitimi verilen dil ¢esitliligi durumu nasildir?

YONTEM

Arastirmanin Modeli

Caligma, nitel arastirma yoOntemlerinden dokiiman analizi modeline dayali bir
arastirmadir. Dokiiman analizi Yildirim & Simsek tarafindan “Arastirilmasi hedeflenen
olgu veya olgular hakkinda bilgi iceren yazili materyallerin analizini kapsar” (2005, s.
187) seklinde tanimlanmaktadir.

Arastirmanin Evreni

Caligma, Fransizca ve Tiirk¢enin diinyada yabanci dil olarak okutulmasi ile Fransa ve
Tiirkiye’deki ilkokuldan lise sona kadar devlet okullarinda verilen yabanci dil egitimleri

lizerine yiriitiilen politikalar1 kapsamaktadir.
Veri Toplama Araclari

Caligma, yazili materyallerin analizi oldugu igin, arastirmada kullanilan veriler,
dokiiman taramasi yoluyla elde edilmistir. Bu kapsamda iki iilkenin miifredat

programlari ile yerli ve yabanci kaynaklar incelenmistir.
Verilerin Analizi

Toplanan veriler, arastirma problemi ve alt problemler c¢ercevesinde yorumlanip

karsilagtirmali bir sekilde degerlendirilmektedir.
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Siirhhiklar:

Caligma, Fransa’nin Fransizcay: ve Tiirkiye’nin de Tiirkceyi 6zellikle yabanci dil olarak
yayma faaliyetleri ile iilke igerisinde ilkdgretimden lise sona kadar resmi okul
programlarindaki yabanci dil egitimi ile smrhdir. Universitelerde verilen egitim
calismanin kapsamu icerisinde yer almamaktadir. Bolgesel diller, azinlik okullar1 da

¢aligmanin kapsami diginda tutulmustur.
Etik Kurul izin Bilgileri

Bu makale, arastirma siirecinde herhangi bir canlidan herhangi bir yolla veri elde
edilmediginden dolay1 etik kurul iznine gerekli olmayan makaleler kategorisinde yer

almaktadir.
BULGULAR

Fransizca ve Tiirkceyi Baska Ulkelerde Yayginlastirma Politikalar:
Diinyada Konusulan Diller Arasinda Fransizca ve Tiirkcenin Yeri

Dillerin konusan sayisina gore siralanmalarinda bir kaynaktan digerine degisiklikler
goziikebilmektedir. Verilen rakamlarin yildan yila da degisiklik gosterdigi bir gergektir.
Diinyada dillerin kullanimina ve 6zellikle de ikinci/yabanci dil olarak 6grenimine iligkin
veriler arasinda farkliliklar olmasi nedeniyle giivenilirlikleri iizerine soru isareti olmakla
birlikte Fransizcanin diinya dilleri arasindaki yerine bakilacak olursa, en ¢ok konusulan
diller siralamasinda genellikle 5 ile 10. sira araliginda gosterilmektedir. Fransizca
konusan kisi sayis1 267-300 milyon arasinda verilmektedir. Tiirk¢e ise en ¢ok konusulan
diller siralamasinda 15 ile 20. sira araliginda gosterilmekte, konusan sayis1 da 85-90
milyon olarak verilmektedir. Oysa bugiin Tiirkiye icerisinde Tiirkce konusanlarin
sayisinin 83 milyona ulastigi bilinmektedir. Ote yandan Tiirkiye disinda kalan Tiirk
Cumbhuriyetlerinin kullandiklar1 Tiirk lehgelerinin bu kaynaklar tarafindan Tirkge

konusan sayisina katilmadigi anlasilmaktadir. Bu tilkeler de ilave edildiginde Tiirk¢enin
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daha st siralarda yer aldigi bir gergektir. Wikipedia’nin diinyadaki diller siralamasi

asagidaki tabloda yer almaktadir (https://fr.wikipedia.org):

Tablo 1. Diinyada Konusan Sayisina Goére Dillerin Siralanigi

Sira  Dil Anadili Sira  Yabancy/ikinci Dil Sira  Toplam

1 Ingilizce 369,7 milyon 3 898,4 milyon 1 1,268 milyar
2 Cince 921,5 milyon 1 198,7 milyon 4 1,120 milyar
3 Hintge 342,0 milyon 4 295,3 milyon 2 637,3 milyon
4 Ispanyolca 463,0 milyon 2 74,2 milyon 9 537,9 milyon
5 Fransizca 77,3 milyon 15 199,3 milyon 3 276,6 milyon
6 Arapca 274,0 milyon - - 274,0 milyon
7 Bengalce 228,5 milyon 5 36,8 milyon 13 265,2 milyon
8 Rusca 153,6 milyon 7 104,3 milyon 6 258,0 milyon
9 Portekizce 227,9 milyon 6 24,2 milyon 15 252,2 milyon
10 Endazence 43,6 milyon 24 155,4 milyon 5 199,0 milyon
17 Tiirkce 79,4 milyon 13 5,7 milyon 20 85,2 milyon

Tablodaki veriler, diinyada yabanci dil ya da ikinci dil olarak en ok Ingilizce
6grenildigini, ingilizceyi anadili olarak dgrenenlerin sayist 369,7 milyon iken, yabanci
dil ya da ikinci dil olarak O6grenenlerin sayisinin 898,4 milyona ulastigini ortaya
koymaktadir. Ingilizceyi yabancy/ikinci dil olarak 6grenenlerin sayis1 yaklasik iki buguk
kat (%243) daha fazladir. Fransizca da anadili kullanicisi sayisina oranla yabanci/ikinci
dil olarak 6grenen sayisinin ¢ok yiiksek oldugu bir dil olarak tabloda yer almaktadir.
77,3 milyon anadili 6grenenine karsin, 199,3 milyon kisi Fransizcay1 yabanci dil veya
ikinci dil olarak 6grenmektedir. Fransizcay1 yabanci/ikinci dil olarak 6grenenlerin sayisi
iki bucuk kattan (%257) daha fazladir. Yabanci veya ikinci dil olarak en ¢ok dgrenilen
diller arasinda Ingilizce ve Hintceden sonra Fransizca 3.sirada yer almasma karsin,
anadili kullanicisi sayisina gore yabanci/ikinci dil olarak kullanim oranina bakildiginda
Fransizca ilk siradadir. Tirkgeyi 79,4 (Tirkiye’de 84) milyon kisi anadili olarak
kullanirken, 5,7 milyon kisi yabanci dil ya da ikinci dil olarak 6greniyor konumundadir.
Tiirkgeyi anadili olarak kullananlara oranla yabanci dil olarak dgrenenlerin sayisinin
olduk¢a az oldugu (%13,9) goriilmektedir. Tiirk¢e yabanct dil olarak 6grenilen diller
siralamasinda 20. siradadir. Tabloda bir bagka dikkat ¢eken rakam ise Tiirk¢e anadili
konusan sayismnin Fransizca anadili konusan sayisindan fazla olmasidir. Tiirkce

konusanlar agisindan giincel rakamlar daha yiiksektir.
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Diinyadaki diller iizerine faaliyet gosteren “ethnologue” sitesi 2021 yili rakamlarina
gore ilk 10 siradaki diller ile Tiirk¢enin siralamasina bakildiginda bazi degisiklikler

goriilmektedir.

Tablo 2. Ethnologue Sitesi 2021 Y1ili Rakamlarina Goére Dillerin Durumu
(https://www.ethnologue.com)

Sira Dil Konusan Sayist
1 Ingilizce 1,348 milyar
2 Cince 1,120 milyar
3 Hintge 600 milyon
4 Ispanyolca 543 milyon
5 Arapga 274 milyon
6 Bengalce 268 milyon
7 Fransizca 267 milyon
8 Rusca 258 milyon
9 Portekizce 258 milyon
10 Urduca 230 milyon
16 Tiirkce 88 milyon

Fransizca 267 milyon konusan sayisi ile 7. sirada yer almakta, Tiirk¢e ise 88 milyon
konusan ile 16. sirada bulunmaktadir. Giincel rakamlara gore Fransizca konusan
sayisinda 9,6 milyonluk bir diisiis, Tiirk¢ce konusan sayisinda ise 2,8 milyonluk bir artis

dikkat cekmektedir.

Dillerin konusulduklar iilke sayisina gore bir degerlendirme yapildiginda Fransizcanin

3. sirada, Tiirk¢enin de 12. sirada yer aldig1 goriilmektedir.
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Tablo 3. Dillerin Konusuldugu Ulke Sayisina Gére Siralamalari (Uzun, 2012, s. 119)

Sira Dil Ana iilke Toplam iilke
1 Ingilizce  Ingiltere 101
2 Arapca Suudi Arabistan 59
3 Fransizca  Fransa 51
4 Cince Cin 33
5 Ispanyolca Ispanya 31
6 Farsca Iran 29
7 Almanca  Almanya 18
8 Rusga Rusya Federasyonu 16
9 Malayca Malezya 13
10 Portekizce  Portekiz 11
11 Italyanca  Italya 10
12 Tiirkce Tiirkiye 8

Fransizca, 51 iilkede konusulan bir dil olarak Ingilizce ve Arapgadan sonra 3. sirada, bir
baska deyisle ilk iicte yer almaktadir. Tiirkce ise 8 iilkeyle smirlidir. Bu say1 ancak
baska iilkelerde Tiirk¢eyi yabanci dil veya egitim dili olarak yayginlagtirmakla artabilir.
Bugiin ingilizce tiim diinyada yaygin olarak konusulan bir dil olmakla birlikte Fransizca

da hala diinyanin birgok cografyasinda konusulmaktadir.
Fransa’mn Politikalar:

Fransizcanin 6nemli bir dil olarak varlik gostermesi 13. yiizyila dayanir. Kilisenin
giiclinli azaltip devletin giiciinii artirma hedefi dogrultusunda Latinceden uzaklasip
Fransizca tizerine odaklanilir. 13. yiizyildan itibaren krallik noterleri Fransizca yazmaya
bagslarlar. 14 ve 16. ylizyillar arasinda yavas yavas Latinceden uzaklasip krallik islerinde
yonetim dili olarak Fransizca empoze edilir. 1539 yilinda Kral 1. Frangois tarafindan
Villers-Cotteréts Kararnamesinin ilan edilmesiyle Fransizca resmi dil statiisii kazanir.
Fransa’da Fransizcanin yayginlastirilmasina yonelik ¢alismalarin temeline bakildiginda
sadece devletin degil ayn1 zamanda sanat¢i ve edebiyatgilar basta olmak tlizere biitiin
entelektliel gruplarin bu amaca yonelik c¢aba sarf ettigi goriilmektedir. Bu hedef
dogrultusunda 1634 yilinda Fransiz Akademisi kurulur ve 1635’te Kardinal Richelieu

tarafindan resmi bir hiiviyet kazandirilir. 29 Ocak 1635 yilinda déonemin Fransa Krali
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XIII. Louis tarafindan Fransiz Akademisinin misyonu Fransiz dilini standartlastirarak

sanat ve bilim dili haline getirmek olarak belirtilmektedir.

Fransa’nin dilini ve kiiltiiriinii {ilke diginda yayma politikasinin ge¢misine bakildiginda,
calismalarma 19. yiizyllda basladigi goriilmektedir. Ozellikle sanayi devrimi ve
somiirge doneminde Fransiz devleti gittigi her yere devlet dili Fransizcay1r da
gotlirmistir. Diinyanin farkli boélgelerindeki bir¢ok iilkede okullar agarak oralarda
Fransizca egitimi verilmesini saglamistir. Dil kiiltiir iliskisi baglaminda diliyle birlikte
kiiltiiriinii de s6z konusu cografyalara tagimig ve benimsetmistir. Bugiin diinyanin
bir¢ok bolgesinde anadili Fransizca olan millet ya da topluluklar disinda, ¢esitli tilke ya
da toplumlar Fransizcayi ya resmi dil ya da yabanci dil olarak kullanmaktadirlar. Buna
en carpici Ornekler 6zellikle Afrika kitasinda gosterilebilir. Tunus, Cezayir ve Fas gibi
Arap tilkeleri Fransizcay1 egitimden sanata, devlet islerinden toplumsal yasama ¢ok
yaygin olarak kullanmaktadirlar. S6z konusu iilkelerde Fransizca egitim dili veya
yabanci dil olarak okutulmaktadir. Egitim dili olarak siirdiiriilmesinde Fransa’nin s6z
konusu iilkelerde agtigi okullar da 6nemli bir etken olmustur. Bu baglamda Tiirkiye’de
yabanci dil olarak Fransizcayr okutan okullarin yaninda Fransizca egitim veren

liselerinde gegmisten giiniimiize varliklarini stirdiirdiikleri bir gercektir.

Gilinimiizde de Fransa, Fransizcanin diinyanin bircok yerinde yaygin olarak
okutulmasina yonelik calismalar yapmaktadir. Fransiz dilinin yayilmast hedefi
dogrultusunda Fransa’nin Avrupa ve Disisleri Bakanlig1 6ncelikli Fransiz diplomasisi
yiiriitmektedir. Ulkenin resmi kaynaklarma (https://www.diplomatie.gouv.fr) gore, 1988
yilindan itibaren 20 Mart tarihi Uluslararasi Frankofoni Giinii ilan edilmistir. Devlet ve
hiikimet nezdinde 88 iilke iiye ya da gozlemci statiisiinde Uluslararasi Frankofoni
Organizasyonunda yer almaktadir. 2020 verilerine gore biitiin kitalardan 33 ilkede
toplam 300 milyon kullanicist oldugu belirtilen Fransizca konusucularinin dayanigma,
degerleri paylasma, farkliliklara ragmen birlikte yasama, kiltirel is birligi ve
kiltiirleraras1 iletisim becerilerini gelistirme hedefleri dogrultusunda bir giic
olusturmalart planlanmistir. Organizasyona dahil olan {ilke ve Fransizca konusan

sayisinda yildan yila artis oldugu vurgulanmaktadir. Bu kapsamda Uluslararasi
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Frankofoni Organizasyonu ve bir¢ok iilke, Fransiz dili ve Frankofoni Haftasi
diizenlemektedir. Fransiz hiikiimeti ve ¢esitli iilkelerdeki elgilik, konsolosluk ve kiiltiir

merkezleri bu etkinlikleri desteklemektedirler.

Fransa Milli Egitim Bakanlhigi ve Kiiltiir Bakanli§i Fransizcanin yayilmasi ve
yabancilara 6gretilmesi konusunda ¢aba gostermektedir. Fransiz kamu kurumlar1 da
Avrupa Birligi vatandasi disinda kalan ve gégmen statiisii de dahil olmak iizere gesitli
nedenlerle Fransa’da ikamet etmek durumunda olan insanlarin Fransizcayi yabanci dil
olarak 6grenmelerini oncelikli bir gorev olarak degerlendirmektedirler. Fransa’ya her
yil yiiz binden fazla yabanci gelmektedir ve bunun 6nemli kismini iiniversite egitimi
icin gelen yabanci &grenciler olusturmaktadir. Bunlar da cesitli kurslara katilarak

Fransizca 6grenmek durumundadirlar.

Fransizcanin diinyada en ¢ok kullanilan besinci dil oldugu belirtilmektedir. Fransizcanin
yaygin olarak kullanildig iilkeler ise sirayla Demokratik Kongo Cumbhuriyeti, Fransa,
Cezayir, Fas ve Fildisi Sahili’dir. Hint¢enin ikinci dil olarak kullanmilmasi dikkate
alinmayip, diinyada yabanci dil olarak Ingilizcenin ardindan ikinci sirada en gok
kullanilan dilin Fransizca oldugu vurgulanmaktadir (https://www.diplomatie.gouv.fr).
Birlesmis Milletler, Nato, Unesco, Diinya Ticaret Orgiitii, Avrupa Birligi, Afrika
Birligi, Avrupa Komisyonu, Avrupa Uzay Ajansi, Uluslararas1 Adalet Divani,
Uluslararas1 Ceza Mahkemesi, Avrupa Insan Haklar1 Mahkemesi, Interpol, Uluslararasi
Olimpiyat Komitesi gibi kiiresel rgiitlerde Fransizcanin énemli yeri olan bir dil oldugu
goriilmektedir (Angelo, 2019). Birgok uluslararasi belge Ingilizce ve Fransizca
olusturulmaktadir. Fransa devleti gesitli uluslararasi kurumlarda Fransizcanin yer almasi
konusunda siirekli ¢aba harcamaktadir. Fransa diger iilkelerle ikili veya goklu iliskilerde
ozellikle devlet erkani eliyle Fransizcanin kullanimina 6zen gostermektedir.
Fransizcanin tiim diinyada yayginlagmasi Fransa’nin uluslararasi stratejisi olarak 6n
planda tutulmaktadir. Bdylece Fransa, Fransizca kullanan ya da konusan iilkeler olarak
diinyada politik bir gii¢ olma ¢abasi igerisindedir. Cumhurbagkant Emmanuel Macron,

20 Mart 2018 tarihinde Uluslararasi Frankofoni Giinli dolayisiyla Paris’te yaptigi
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acgiklamada Fransiz devletinin nihai hedefinin Fransizcay: diinya dili yapmak oldugunu

vurgulamustir.

Fransa Fransizcayr yayma c¢aligmalarmi ozellikle asagidaki kurum ve kuruluslar

araciligi ile stirdirmeyi planlamaktadir (https://www.diplomatie.gouv.fr):

88 devlet veya hiikiimet nezdinde iiye veya gozlemci statiisiiyle yer aldig1 Uluslararasi

Frankofoni Organizasyonu,

Frankofoni Universite Ajansi (AUF), TV5 Monde, Uluslararasi Frankofon Belediyeler
Birligi (AIMF), Senghor Universitesi.

Frankofoni Parlamenter Asamblesi (APF)

16 Kurumsal Frankofoni Ag1

Siirekli bakanlar konferanslart (CONFEJES, CONFEMEN)

HiikGimetler dis1 organizasyonlar kapsaminda Frankofoni konferansi (OING)

HiikGimetler dis1 organizasyonlar kapsaminda 2020 yilinda diinyada 127 organizasyon

gerceklestirildigi belirtilmektedir.
Tiirkiye 'nin Politikalar

Tiirkgeye verilen dnem konusuna bir goz attigimizda Beylikler doneminde 6zellikle
Karamanoglu Mehmet Bey ve Yunus Emre gibi devlet adami ve aydinlarin Tiirkgenin
kullanimi ve yayginlagtirilmasi yoniinde ¢aba harcadiklar goriilmektedir. Bu konuda 13
Mayis 1277 tarihinde Karamanoglu Mehmet Bey "Bugiinden sonra divanda, dergéhta,
cargahta, mecliste ve meydanda Tiirkgeden baska dil kullanilmayacaktir." seklinde
ferman yayinlar. Tarihe bakildiginda aslhinda Tiirk¢enin devlet dili olusu ile ilgili
politika gelistirmenin Fransizcaya gore ¢ok daha eskiye dayandigi bir gergektir. Zira
Fransizca ancak 1539 yilinda Kral 1.Frangois tarafindan ilan edilen Villers-Cotteréts
Kararnamesi ile resmi dil statiisii kazanir. 13. yiizyilda yasadig: bilinen ve Tasavvuf
Edebiyatinin 6nemli sahsiyetleri arasinda kabul edilen Yunus Emre de Tiirk¢enin

gelisimi ve yayginlastirilmasi konusunda 6nemli rol oynamuistir.
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Osmanli Imparatorlugu déneminde imparatorlugun son yillarma kadar Tiirkgenin
gelistirilmesi ve yayginlastirilmasina yonelik ne devlet adamlar1 ve ne de entelektiiel
cevrelerce dnemli bir caba harcanmistir. Osmanli Imparatorlugu'nda devlet islerinde
ve sarayda Osmanlica kullanilmakla birlikte, imparatorlugun smurlari igerisinde farkli
diller de kullanilmaktaydi. Sarayda kullanilan Osmanlica ile Anadolu’da halkin
kullandigi Tiirk¢e arasinda fark bulunmaktaydi. Entelektiiel ¢evrelerde ise Arapca ve
Farscanin daha oncelikli bir yere sahip oldugu sdylenebilir. Fransa, Tunus, Cezayir ve
Fas gibi iilkelerde 100 yila yakin bir hakimiyet gostermesine karsin Fransizcayi
buralarda ikinci bir dil olarak yayginlagtirirken, 500 yila yakin siire buralarda hakimiyet
kurmasina ve ayni dini inanca sahip olmalarina karsin Osmanli Imparatorlugu Tiirkgeyi
gotiirememistir. Bu durum sadece buralarla da smirli  degildir, Osmanh
Imparatorlugu’nun Ortadogu’daki Arap cografyasi veya Balkanlardaki topluluklara da

Tiirkgeyi benimsetme konusunda bir politika gelistirmedigi goriilmektedir.

Tiirkiye Cumbhuriyeti kuruldugunda, ftniter devlet politikasi dogrultusunda dil
politikasina da énem verildigi goriilmektedir. Bu kapsamda temelde okur-yazarligin ve
dolayli olarak da Tirkgenin hizli bir sekilde yayginlastirilmast hedefi dogrultusunda
once 1 Kasim 1928'de Latin esasindan alinan harfler, Tiirk dilinin 6zelliklerini belirten
isaretlere de yer verilmek suretiyle "Tirk Harfleri" adiyla 1353 Sayih
Kanunla kabul edilmistir. Daha sonra Tiirk dilini gelistirme ve yayginlagtirma amaci
dogrultusunda Mustafa Kemal Atatiirk’iin talimatiylal2 Temmuz 1932 tarihinde Tiirk
Dil Kurumu kurulmustur. Fransa’daki Fransiz Akademisine benzer bir kurum olan Tiirk
Dil Kurumunun yaklagik ii¢ asir (297 yil) sonra kurulmasi Tiirk¢eye verilen 6nem

konusunda olduk¢a manidar géziitkmektedir.

Tiirk¢enin bagka iilkelerde yayginlastirilmasi konusuna gelince, bu konuda 6zellikle son
ceyrek yiizyilda onemli gelismeler yasanmaktadir. Tiirkgenin yabanci dil olarak
dgretimine yonelik ilk girisim Ankara Universitesinin 1984 yilinda kurdugu TOMER ile
baslamustir. Yabancilara Tiirkce gretmek amaciyla kurulan ilk kurum “Tiirkge Ogretim
Merkezi (TOMER)”dir. 1989 yilindan itibaren Tiirkce disinda Ingilizce, Fransizca ve

Almanca 6gretimine de baslayan TOMER, giiniimiizde bunlara Ispanyolca, Portekizce,
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Italyanca, Rusca, Bulgarca, Cince, Arapga, Korece, Farsca ve Osmanli Tiirkcesi gibi
dilleri de eklemistir. Misyonundaki degisiklige paralel olarak 2011 yilinda adi da
“Tiirk¢e ve Yabanci Dil Uygulama ve Arastirma Merkezi” olarak degistirilmistir. Yurt
digindan Tiirkiye’ye gelen yabancilar Ankara Universitesi tarafindan ilk olarak
Ankara’da, daha sonra bazi diger illerde kurulan bu kurum aracilig1 ile yabanci dil
olarak Tiirk¢eyi Ogreniyorlardi. Giiniimiizde bir¢ok {niversite, farkli adlar altinda
benzer merkezleri kurarak 6zellikle YOS smavi aracihig ile Tiirkiye’de {iniversite
egitimi gdrmek isteyen Ogrencilere yabanci dil olarak Tiirk¢e egitimi olanagi

sunmaktadirlar.

Bu kapsamda yiiriitilen c¢aligmalardan bir digeri de Yunus Emre Enstitiisiiniin
kurulmasidir. 05.05.2007 tarihli ve 5653 sayili kanunla kurulmus bir kamu vakfi olan
Yunus Emre Vakfina bagli kurulan Yunus Emre Enstitiisii; yurt disinda Tiirk dilini ve
kiiltiiriinii tanitmak amaciyla 2009 yilinda kurulmustur. Giincel duruma bakildiginda
Yunus Emre Enstitiisii 40 lizerinde iilkede 50’den fazla merkezi bulunmaktadir. Bu
merkezlerde her diizey ve yastan isteyen herkese Tiirkge Ggretimi sunulmaktadir. Bu
ilke ve merkezlerden bazilar1 sunlardir: Tirkiye-Ankara, ABD- Washington DC,
Almanya-Berlin, K6In, Belgika-Briiksel, Fransa-Paris, Arnavutluk-iskodra, Tiran, Fas-
Rabat, Giiney Afrika-Johannesburg, Japonya-Tokyo, Kazakistan-Nur Sultan. Enstitii,
Tiirkgenin yabanci dil olarak Ogretimine yonelik diizenledigi dil kurs programlari
sonucunda kursiyerlerin basart durumuna gore dil sertifikasi vermektedir. Tiirkge
ogretimi kurslari, Avrupa Konseyi Ortak Dil Kriterleri ve dil seviyeleri dikkate alinarak
stirdiirilmektedir. Kurslar ¢ocuk-geng ve yetiskinler olmak {izere iki kategori temeline
dayandirilmaktadir. Yunus Emre Enstitiisii yurt disinda kurdugu merkezlerde egitim ve
Ogretim caligmalarinin yamn sira kiiltiirel ve sanatsal faaliyetler de yiiriitmektedir. Her ne
kadar bu merkezler birer okul kurumu olmayip dil kurslar1 niteliginde olsalar da Yunus
Emre Enstitiisii yurt disinda hem Tiirkgenin yabanci dil olarak &grenilmesine yonelik
talep artisinda 6nemli rol oynamakta, hem de Tiirkgenin se¢cmeli yabanci dil olarak
farkl: iilkelerin resmi okul miifredatlarinda yer almasi yoniinde caba sarf etmektedir.

Buna 6rnek vermek gerekirse Bosna Hersek’te Egitim Bakanliklar ile yapilan is birligi


https://tr.wikipedia.org/wiki/Berlin
https://tr.wikipedia.org/wiki/K%C3%B6ln
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sonucunda Tiirk¢e segmeli yabanci dil olarak resmi miifredat olarak konulmustur. Bir
diger 6rnek de Giircistan’dir. Bu tilkede de se¢cmeli ikinci yabanci dil olarak Tiirkge
ogretimine yer verilmektedir (https://www.turkceogretimi.com). Yunus Emre Enstitiisii
YOS ile Tiirkiye’ye gelen ogrencilerin Tiirkgeyi yabanci dil olarak 6grenmeleri
konusunda TOMER dil merkezleri ile is birligi icinde yiiriitmektedir. Yunus Emre
Merkezlerinde diizenlenen yabanci dil olarak Tiirk¢e dil kurs programlar1 ve
sertifikalar1, Fransa’nin elgilik ve konsoloslugunun bulundugu tiim {ilkelerde Fransiz
Kiiltir Merkezi araciligi ile siirdiirdiigii Fransizca yabanci dil programlariyla benzer

nitelikte oldugu séylenebilir.

Yurt disinda Tiirkgeyi ve Tiirk kiiltiiriinii tanitmak temel amaglar1 arasinda yer alan
kurumlardan bir digeri de Tiirkiye Maarif Vakfi okullaridir. Tiirkiye Maarif Vakfi,
17.06.2016 tarih ve 6721 sayili kanun ile kurulmustur. Yurt disinda Tirkiye
Cumhuriyeti adina Milli Egitim Bakanligi disginda dogrudan egitim kurumu agma
yetkisine sahip tek kurulustur. Tiirkiye Maarif Vakfi, bircok iilkede okul dncesinden
liseye her diizeyde egitim faaliyeti yiiriitmek amaciyla kurulmustur. 2020 y1l1 verilerine
gore, Tirkiye Maarif Vakfi’nin 43 iilkede toplam 332 okulu bulunmaktadir. 2023
hedefleri Birlesmis Milletlere iiye 193 {ilkenin yarisinda okul agmak olarak
belirtilmektedir. ‘Tiirkgeye deger’ sloganiyla yola ¢ikan vakif, Tiirkgenin Yabanci Dil
Olarak Ogretimi Programi hazirladiktan sonra, okul 6ncesinden liseye kadar, dort
kademede Tiirk¢enin yabanci dil olarak okutulmasi amaciyla Tiirkce ders kitabi

hazirlama projesi baglatmustir (https://turkiyemaarif.org).

Tiirkiye Maarif Okullari, Fransa’nin 19. ylizyildan itibaren devlet eliyle Osmanli
Imparatorlugu da dahil diinyamin birgok yerinde agtigi okullarla benzer sekilde
yapilanmaktadir denilebilir. Sonug olarak ¢ok ge¢ de olsa Tiirkiye Cumhuriyeti’nin de
farkli kurum ve kuruluslar araciligi ile Tiirkgeyi yabanci dil olarak yaygilastirma
hedefine yonelik cabalarmi her gecen giin artirarak siirdiirdiigi goriilmektedir.
Tiirk¢enin ve Tiirk kiiltiiriiniin tanitilmasina yonelik bu ¢aligmalar, sadece Tiirkiye’nin
diger iilkelerle iletisim ve ig birliginin artmasinda rol oynamakla kalmayip, gelecegin

giiclii iilkesi olma hedefine ulasmasinda da etkin rol oynayacaktir.


https://turkiyemaarif.org/post/7-turkcenin-yabanci-dil-olarak-ogretimi-mufredati-meb-tarafindan-onaylandi-1362
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Farkh Ulke Dillerini Fransa ve Tiirkiye’de Ogretme Politikalar
Avrupa Birliginin/Konseyinin Cok Dillilik Politikalar: ve Dil Kriterleri

Fransa Avrupa Birligi’ne iiye bir iilkedir, Tiirkiye de Avrupa Birligi ile miizakere siireci
yiriiten lilke konumundadir. Bu nedenle Avrupa Birligi’nin Avrupa Konseyi ile paralel
ylriittiigii yabanci dil egitimi politikalarini kisaca incelemek uygun olacaktir. Avrupa
Birligi’nin egitim politikalarina yonelik en dikkat ¢eken konular basinda ¢ok dillilik
ve c¢ok kiltiirliliik politikas1 gelmektedir. Zira bu politika Avrupa Birligi’nin temel
felsefesini olusturan farklilikta birlik hedefine hizmet etmektedir. Boylece is birligi
olanaklarinin ve ortak yasam anlayisinin daha giicli bir sekilde gelisecegi
ongoriilmektedir. Bu amaca yonelik olarak AB, zorunlu egitim siirecinde erken yastan
itibaren en az iki yabanci dilin 6gretilmesi politikasini benimsemektedir. 2001 yilinin
Avrupa Diller Yili ilan edilmesi, Avrupa Konseyi ve Avrupa Birligi’nin dil ¢esitliligine

ve yabanci dil egitimine verdigi 6nemi gdsteren bir politikanin sonucudur.

Ortak Bagvuru Metninde ¢ok dillik hem birey hem de toplum agisindan
degerlendirilmektedir. “Birey baglaminda’ ¢ok dillilik, bir dizi dilin bilinmesi ya da bir
toplumda ayni anda farkli dillerin kullanilmasi anlamina gelen ‘sosyal baglamda’ ¢ok
dillilikten farklidir. Sosyal baglamda ¢ok dillilik okul ya da egitim kurumlarinda
ogrenciye sunulacak yabanci dil bilgisinin g¢esitlendirilmesi, 6grencinin birden fazla
yabanci dil bilmeye yonlendirilmesi ya da uluslararas: iletisimde Ingilizcenin baskin
roliiniin sinirlandirilmasi yoluyla kazanilabilir. Buna karsin birey baglaminda cok
dillilik, yerel dil digindaki toplumlarin dillerine kadar okulda veya dogrudan deneyimle
de kazanilabilir.” (OBM, 2007, s. 3).

Avrupa Birligi’nin yabanci dil politikalarinin amag¢ ve hedeflerini birkag maddede

ozetlemek gerekirse (OBM, 2007, s. 2-3):
1) Avrupa’daki dil ve kiiltiir ¢esitliliginin, zengin mirasinin korunmasi ve gelistirilmesi,

2) Avrupalilarin birbirleriyle dilsel ve kiiltiirel sinirlar arasinda iletisim kurabilmeleri

amacin gercgeklestirerek, ¢ok dilli ve ¢ok kiiltiirlii Avrupa ihtiyacini karsilama,
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3) Yogunlasan uluslararasi hareketliligin ve yakin is birliginin dogurabilecegi sorunlara
kars1 tiim Avrupa’yr sadece egitim, kiiltiir ve bilim baglaminda degil, ticaret ve sanayi

baglaminda da hazirlama,

4) Daha etkili uluslararast iletisim ve is birligini arttirma,

5) Cok dilliligin benimsenmesi,

6) Programlarda dil ¢esitliliginin artirilmasi,

7) Erken yastan baslayarak lise sona kadar en az iki yabanci dilin 6grenilmesi,
8) Yabanci dil egitiminin 6zendirilmesi,

9) Ortak Bagvuru Metni’'nde belirlenen Olgiitlere gdre yabanci dil egitiminin

yiriitiilmesi,

10) Yabanci dilin sosyal ortamlarda kullanilmasina dayali ve kiiltiirleraras: iletisim

becerisinin gelistirilmesi hedefine uygun 6gretilmesi/6grenilmesi.

Avrupa Birligi, Avrupa kurumlarinda Ingilizcenin yaygmliginin asir1 artmasinin
tilkelerin demografik, politik ve ekonomik gercegine uygun olmadigina dikkat
cekmektedir. “Avrupa Birligi son yillarda Ingilizcenin birgok alanda tek dil olarak
egemenligine karst ¢ok dilli ve ¢ok kiltirlii Avrupa Yurttashigi kavramini
savunmaktadir. Bu diislince Maastricht ve Amsterdam Antlagsmalari ile de
giiclendirilmistir.” (Ceylan & Yorulmaz, 2010, s. 119). Ayrica, uluslararasi ekonomik
rekabet kapsaminda bazi meslek ve alanlar i¢in birgok dili bilmenin bir zorunluluk
oldugu, diinya dili olarak adlandirilsa da bazen Ingilizce bilmenin yetersiz kaldig

vurgulanmaktadir (Bailly,2010, s. 1).

AB’nin politikalart iiye iilkelere tavsiye niteliginde olup iilkelerin hukuken bunlara
uyma zorunlulugu bulunmamaktadir (Kilig, 2009, s. 528). Beacco ve Messin (2010, s.
96)’e gore yurttaglarina egitimde dil ¢esitliligini sunmak devletin goérevleri arasinda
bulunmaktadir. Fransa ve Almanya farkli dillere okul programlarinda yer verilmesi
konusunda &ncii rol oynamaktadirlar. Ozellikle de Ingilizce disinda diger Avrupa ve

diinya dillerinin 6gretilmesi ve dgrenilmesi tesvik edilmektedir. Okul programlarinda
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Fransizca, Almanca, Ispanyolca, Italyanca, Portekizce, Arapca, Rusca, Cince gibi dillere

yer verilmesi 6nerilmektedir.
Fransa 'min Cok Dillilik Politikalar:

Fransa’da sadece hiikiimet degil, ayn1 zamanda senato da yabanci dil egitimi ile ilgili
politikalar gelistirmektedir. Bu politikalar kapsaminda yabanci dil egitimini
farklilastirmak icin oneriler sunmaktadir (https://www.senat.fr). Ulke genglerine gesitli
dil segenekleri sunarak Ozellikle uzun vadede onlarin farkli dillerde dil becerilerinin
gelistirilmesi istenmektedir. Birgok dili 6grenerek baska kiiltiirlere agik olmalari ve iilke
siirlarinin - diginda  bagkalar1 ile iletisim kurma kapasitelerini  gelistirmeleri
arzulanmaktadir. Bu cercevede bilgi ve iletisim teknolojilerinin de yabanci dil

egitiminde kullanilmasi 6nerilmektedir.

Ilkokuldan liseye, 6grencilere sunulan yabanci dil sayis1 ve cesitliliginin artirilmasi
istenmektedir. Yabanci dil egitiminde dillerin tercihinin mutlaka velilere ve 6grencilere
birakilmasi 6ngoriilmektedir. Bunun i¢inde ilkokul dahil her okulda en az iki yabanci dil
segeneginin dgrencilere sunulmasi 6nerilmektedir. Ortaokulda (kolejde) zorunlu ikinci
yabanci dil egitiminin programlarda yer almasi, lise programlarinda ise buna iigiincii
yabanci dil segeneginin eklenmesi s6z konusudur. Yabanci dil bilmenin énemi ve
Fransa egitim programlarinda farkli dillere yer verilmesi konusunda hem egitim
kurumlarmin hem de medyanin destek vermesi beklenmektedir. Cok dilliligin
saglayacagi faydalar konusunda milli egitim miidiirleri, milli egitim miifettisleri, kurum
miidiirleri, egitim sendikalari, veliler ve diger egitim aktorlerinin bilgilendirilmeleri
istenmektedir. Farkli dilleri bilmenin avantajlar1 konusunda 6zellikle okul idarecilerin

ogrencileri bilinglendirilmeleri 6nerilmektedir.

Senato, onceligin diinyada yaygin olarak kullamilan dil olan Ingilizcenin aksine
Almanca, Ispanyolca, Rusga, Arapga ve Portekizce gibi dillere verilmesini tavsiye
etmektedir. Yabanci dil egitiminde okutulacak dil seceneklerini bolgesel baglamda
planlamanin bdlgenin kalkinmasi agisindan daha yararli olacagi diistiniilmektedir.

Bunun icin de yabanci dil egitiminde bolgesel dil politikast izlemek gerektigi
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vurgulanmaktadir. Bolgesel dil politikalar1 baglaminda 6zellikle komsu iilkelerin diline
yabanci dil olarak yer verilmesi 6nemli bulunmaktadir. Bu politikalar1 belirlerken devlet
kurumlar1 yaninda ticaret odalarindan turizmde faaliyet gosteren sirketlere, bir¢ok sivil
kurulusun da goriiglerinin alinmasmin 6nemine dikkat ¢ekilmektedir. Gereksinimler

dogrultusunda planlamalarin yapilmasi dnerilmektedir.

Fransa farkli amaglar i¢in yabanci dil egitiminde ¢ok dillilik ve ¢ok kiiltiirliiliik

politikasini desteklemektedir:

1) Ingilizce disindaki dillerin de tanmmasmi tesvik etmek; Fransizca, Ispanyolca,

Almanca gibi dilleri rakip olarak dne ¢ikarmak,

2) Diger dilleri konusan insanlarla Ingilizceye gereksinim duymaksizin dogrudan

iilkelerinin dilinde iletigsim kurabilmek.

Fransa, uluslararasi ve ikili iliskiler ile ¢ok dillilik ve ¢ok kiiltiirliiliik hedefleri
dogrultusunda bir¢cok farkli dili iilke egitim programlarinda yabanci dil olarak se¢me
olanagi sunmaktadir. Avrupa Konseyi ve Avrupa Birligi’nin ¢ok dillilik yaklagimini
benimsedigi goriilmektedir. Fransa’nin yabanci dil egitimi politikalarindaki temel hedef,
sadece bugiiniin gereksinimlerini diislinmeyip gelecege yonelik planlamalar ve
degerlendirmeler 1s18inda sunulan dil gesitliligini artirmaktir. Boylece basta Avrupa
olmak iizere, uluslararasi diizeyde is birliginin artirilmasina katki saglanacagi
diisiiniilmektedir. Fransa uluslararas iligkilerini gelistirmenin ve giiglii devlet olma
yolunda ilerlemesinin bir yandan kendi dilini bagka iilkelerde yayginlastirmak, diger
yandan da farkli tilkelerin dillerini yurttaslarina sunmakla ve onlarin birden fazla dilleri

bilerek yetismeleri ile bagintili olduguna inanmaktadir.

Fransa bagta ticaret olmak {izere iligkilerde dillerin dnemli rol oynadigini 6ne siirerek,
yabanct dil egitimde sadece Ingilizceye agirhik verilmesinin saghkli bir yaklagim
olmadigini belirtmektedir (Beacco&Messin, 2010, s. 100). Tek yonlii ve anglofon
merkezli bir kiiresellesmeye karsidir ve bunun igin ¢ok dillilik politikalarini
desteklemektedir. Dili 6grenilen {ilkelerin kiiltiirlerini de 6grenerek, ¢ok kiiltiirliliigiin

artmasma ve kiiltiirler arasi iletisim becerisinin gelismesine katkida bulunulacag:
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disiiniilmektedir. Miimkiin oldugu o6l¢iide Fransiz dgrencilerin kiiglik yastan itibaren
farkli tilke yurttaslari ile dogrudan iletisim kurmalar istenmektedir. Fransa’nin yabanci
dil egitimi politikalarinin nihai hedefleri, iilkenin ulasmay: hedefledigi kiiltiirel,

ekonomik ve siyasi vizyonla bagintilidir.
Tiirkiye 'nin Cok Dillilik Politikalar

Cumhuriyet Doneminde hiikimetler yabanci dil egitiminin Milli Egitim Miifredatindaki
yeriyle ilgili pek bir degisiklige gitmemislerdir. Bununla birlikte 1940’larin sonlarindan
itibaren baglayan ve takip eden donemde daha belirleyici olan Tiirkiye-Amerika
iligkileri siyasi, ekonomik ve toplumsal alandaki etkileriyle sekillendigi gibi yabanci dil
egitimi alaninda Tiirkiye’de tamamen Ingilizcenin ve Amerikan Kkiiltiiriiniin etkisi
goriilmeye baslanustir. Ikinci Diinya Savasi’ndan sonra uluslararasi iliskilerde, 6zellikle
ekonomik ve askeri alanda giiglenen ABD, buna paralel olarak ingilizcenin de diinyada
yabanci dil olarak 6n plana g¢ikmasinda etken rol oynamustir. 1960’1 yillara dogru
Tiirkiye’de de Ingilizce, egitimi yapilan yabanci diller siralamasinda birinci siraya
¢ikmistir (Demircan, 1988, s.116). ABD’nin her alandaki kiiresel hakimiyeti, diinyadaki
dilleri arasinda Ingilizcenin hakimiyetine yol agmugtir. 1970 yilindan itibaren
Amerika’dan Tiirkiye’nin bir¢ok bolgesine gelip faaliyet yiiriiten g¢ok sayidaki Baris
Goniilliileri, Ingilizce ogretmenligi de yaparak Ingilizceyi yayginlastirmaya

caligmiglardir (Latham, 2000; Elizabeth, R. &Alistair, 1998, s.107).

1980 Askeri Darbesi sonrast 14.10.1983 tarihinde 2923 sayili Yabanci Dil Egitimi ve
Ogretim Kanunu kabul edilmis ve bu kanunla sosyal alan derslerinin yabanci dille
verilmesi yasaklanmistir. Bununla birlikte Turgut Ozal tarafindan kurulan 45’inci
Tiirkiye Cumhuriyeti Hiikimeti programinda yabanci dil egitimine yer verilerek
yabanci dilin kigilerin mesleki gelisimleri agisindan oldugu kadar, uluslararas: iliskiler,
bilim, sanat ve kiltiir aligverisi agisindan da o6nemli olduguna dikkat c¢ekilerek
ortadggretim ve yiiksekogretimde en az bir yabanci dilin iyi derecede 6grenilmesi i¢in
biitiin tedbirlerin alinacagi vurgulanmistir (Kilig, 2009, s. 298, 311). 1999°da Avrupa
Birligi ile miizakerelerin baglamasindan sonraki hiikiimetler yabanci dil egitiminde

Avrupa Birligi’nin politikalarini benimsemis goziikmektedirler.
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Tiirkiye’nin yabanct dil egitimi baglaminda uzun vadede planlanmis ¢ok dillilik
politikast bulunmamaktadir. Bununla birlikte Avrupa Birligi’ne iiyelik miizakereleri
cer¢evesinde Milli Egitim Bakanligi Miifredatinda kéagit iizerinde de olsa ¢ok dillilige
yer verildigi goriilmektedir. Ancak uygulamada pek de ¢ok dillilik politikasinin
benimsenmedigi bir gercektir. Devlet okullarinda dil ¢esitliligine yer verilmemektedir.
Birinci zorunlu yabanc1 dil olarak Ingilizce, liselerde ikinci zorunlu yabanci dil olarak
da Almanca segenegi sunulmaktadir. Bunlarin digindaki dillere ¢ok az okul

programinda, bir bagka deyisle yok denecek kadar az oranda yer verilmektedir.

Kiiresellesmenin tiim hiziyla etkisini gosterdigi 2000°1i yillarda Tiirkiye’ nin izledigi bir
yabanci dil egitimi politikasinin bulunmamasinin sonucu 6grencilerin neredeyse %99’u
yabanci dil olarak Ingilizce egitimi almaktadirlar (Geng, 1999, s. 307). Uygulanan
yabanci dil egitim politikalar1 ¢ercevesinde bugiin Tiirkiye’de yabanci dil 6gretimiyle
Ingilizce ogretimi es anlamli hale gelmistir (Ceylan & Yorulmaz, 2010, s. 124).
Tiirkiye’nin ¢ok dillilik politikasini uygulamada basarisiz oldugu, yabanci dil egitiminin

uygulamada daha ¢ok tek dilli bir egitim haline geldigi sdylenebilir (Kilig, 2009, s. 2).

Tiirkiye nin cografi konumu, ticaretten turizme iligkileri, kiiltiirel baglar1 ¢ergevesinde
ve gelecege yonelik giiclii lilke olma hedefleri dogrultusunda ¢ok dillilik baglaminda
basta Rusca, Arapca, Fransizca, Ispanyolca ve Cince olmak iizere Ingilizce ve Almanca
disinda baska dillere okul programlarinda yer vermesi daha iilke yararina olacaktir.
Ornegin “Arapganin Birlesmis Milletler tarafindan kabul edilen dillerden biri olmasi, bu
dili milyonlarca insanin konusmasi, cografi olarak Tiirkiye’nin komsularindan iki
iilkenin resmi dilinin Arapga olmasi, bu iki iilke ve diger Arap iilkelerinin bundan yiiz
sene once Osmanli Devleti’nin yonetimi altinda bulunmasi Arap dilini Tiirkiye i¢in
vazgegilmez kilan 6gelerden yalnizca birkagidir” (Giiney, 2014, s. 37). Karsilikli olarak
bu iilkelerde de Tiirk¢enin 6gretilmesi yoniinde girisimlerde bulunulabilir. Kilig’a gore
ise “AB iilkeleri yabanci dil egitiminde agik ara ondeyken, yabanci dil egitiminin
Tiirkiye’de hala ciddi bir sorun teskil etmesi, iistelik de AB dilleri aleyhine bir goriintii
ciziyor olmasi, Ankara Antlagsmasiyla yapilan “kader birligi”nin (TBMM, “Hiikiimet

Programlar1,” http://www.tbmm.gov.tr/), neden benzer ve Ingilizce disindaki AB dilleri
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lehine beklenen etkiler dogurmadiginin arastirilmasini gerektirmektedir.” (Kilig, 2009,
s. 3). Ceylan ve Yorulmaz da, diger yabanci dil alanlarinda yetismis Ogretmen
potansiyelinin degerlendirilmesi yoluna gidilerek hem tek dilin egemenliginin
kirilacagina, hem de dil cesitliginin desteklenecegine dikkat ¢ekmektedirler (2010, s.
126-127). Tirkiye’nin ge¢misteki baglari ve bugiinkii iliskilerini de g6z ardi etmeden
tilkenin ulagmay1 hedefledigi kiiltiirel, ekonomik ve siyasi vizyonla bagintili gelecege
yonelik yabanci dil egitimi politikalar1 gelistirip planlamalar yapmasi1 Onemli

goriilmektedir.
Fransa ve Tiirkiye Okul Programlarinda Yabanci Dil Egitiminin Yeri
Fransa

Fransa’da yabanci dil egitiminin tarihgesi 17.ylizyila kadar dayanmaktadir. Aristokrasi
smifi ililkede goérev yapan yabanci diplomatlar araciligi ile ¢ocuklarina yabanci dil
Ogretimi olanagi sunmaktaydi. Bununla birlikte Fransiz egitim sisteminde yabanci dil
egitimi ortaokul ve liselerde 1883 yilinda yer almaya baslar. Egitim sisteminde ilkokul
programlarinda yabanci dil derslerine ise 1954 yilindan itibaren yer verilir. Ilk yabanci
dil olarak Ingilizce ile egitime baslanir ardindan 1960 yilinda Almanca da ilkokul
programinda yabanci dil dersi olarak yer alir (Hannachi, 2018, s. 97-98). O yillarda
ilkokulda yabanci dil egitimi bugiinkii gibi s6zlii dil ya da sozli beceriler lizerine degil
de daha cok dil ile ilgili bilgi aktarimi, okuma ve yazma calismalar1 {izerine
dayanmaktaydi (O'NEIL,1993, s. 29). Fonetik, sozciik ve dilbilgisi ¢calismalarina yer

verilmektedir.

Giliniimiizde modern dillerin G6gretiminin  Fransiz egitim sisteminde daha ¢ok
cesitlendirildigi goriilmektedir. Fransa, yabanci dil egitiminde Avrupa Konseyi ve
Avrupa Birligi’'nin benimsedigi ¢ok dillilik politikasi dogrultusunda, okul
programlarinda en az iki yabanci dilin yer almasi politikasin1 uygulamaktadir.
Anaokulundan itibaren bir yabanci dilin 6grenilmesi onerilmektedir. ilkokul 2.smiftan
itibaren bir, kolejde iki yabanci dil zorunlu, lisede ise iki yabanci dil zorunlu ii¢ilincii

yabanci dil ise segmeli olarak programlarda yer almaktadir. Ilkokulda 8, kolej ve lisede



Fransa ve Tiirkiye 'nin Yabancu... 202

ise 13 dil secenegi sunulmaktadir. Ozellikle Ingilizce diginda diger Avrupa ve diinya
dillerinin 6gretilmesi ve &grenilmesi tesvik edilmektedir. Okul programlarinda bagta
Almanca, Ispanyolca, Italyanca, Portekizce, Arapca, Rusca, Cince olmak iizere baska

dillere yer verilmektedir.

Sunulan segenekler sunlardir: Ingilizce (%54,83), Almanca (%22,45), Ispanyolca
(%14), Ttalyanca (%5,83), Portekizce (%0,56), Cince (%0,38), Rus¢a (%0,31), Cekge
(%0,23), Hollandaca (%0,23), Japonca (%0,21), Polonyaca (%0,1), Arapga (0,1),
Isvecce (%00,8), Danca (%00,3), Vietnamca (%00,3), Norvegce (%00,2) vd. Fransa’da
her bdlge ya da okulda ayni dillerin secenek olarak sunulmayip farkli kriterler

dogrultusunda cesitli dillerin sunulmasi s6z konusudur (MEN, 2001).

Bircok dili yabanci dil olarak egitim programina alan Fransa Milli Egitim Bakanliinin,
ogrencilerin dil seciminde bir yonlendirmesi bulunmamaktadir, velilerin se¢imi daha
belirleyici bir rol oynamaktadir. Bununla birlikte, ¢ok dillilik politikasinin

uygulanmasina énem verilmektedir.

Fransiz Milli Egitim, Genglik ve Spor Bakanliginim 24.11.2015 tarih ve
MENE1526553A sayili karartyla ilkokul programinda okutulacak yabanci dil ders say1
ve saati belirlenmistir. Bakanligin 19 Temmuz 2018 tarih ve 29 sayili karartyla ortaokul
ve liselerde 2019-2020 yilindan itibaren uygulanacak programdaki ders say1 ve saatleri
yukaridaki sekildedir (https://www.education.gouv.fr):
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Tablo 4. Fransa’nin Egitim Miifredatinda Haftalik Yabanci Dil Egitimi Cizelgesi

Ilkokul Kolej Lise

Siiflar 1 2 3 4 5 6 5 4 3 2 1 7T
Zorunlu - 130 130 130 130 4 3s 3s 3s 3 3 3
1.yaban d d d d S s S S
c1 dil
Zorunlu - 230 230 230 3 3
2.yaban d d d S s s
cidil
Se¢meli 1 1 1
yabanct S s s
dil
Se¢meli 4 6
yabanct s s
dil,
edebiyat
Ve
kdiltiir

Okul Oncesi:

3 yasindan itibaren okul dncesi donemde ¢ocuklarin ana dili disinda bir yabanci dilin
ses ve kelimelerinin ayirdina varmasi ve sdz konusu dili edinmeye baslamasi
onerilmektedir. Boylece cocuklarin birden fazla dilin farkina varmalar istenmektedir.
Cocuklara s6z konusu yabanct dilin oyun ve sarki etkinlikleriyle verilmesi

beklenmektedir.
Tikokul:

Fransa’da ilkokul programlarina yonelik 30 Agustos 2007 Tarih ve 8 Numarali Resmi
Gazetede yayimlanan yabanci dil egitimi ile ilgili diizenlemede ilkokul 2. sinifta
yabanci dil egitimine baslanmaktadir. Ogrencilere yabanci dil olarak 8 adet dil segenegi
sunulmaktadir. Bunlar; Almanca, 1ngilizce, Arapga, Cince, 1spanyolca, Italyanca,
Portekizce ve Ruscadir. Bu durum okuldan okula degismekle birlikte her okul en az 2
yabanci dil gesitliligine yer vermek zorundadir. Ogrenciler haftada 130 dakika yabanci
dil dersi gérmektedirler. ilkokulu bitirdiklerinde 6grencilerin Avrupa Diller igin Ortak
Basvuru Olgiitlerine gore Al diizeyine erismeleri ongoriilmektedir. Dil iizerine bilgi

edinme, Ogrencilerin iletisim becerilerini gelistirme ve Ogrenilen dilin konusuldugu
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iilkenin kiiltiirtinii tanimak hedef olarak belirlenmistir.

(http://www.education.gouv.fr/bo/2008/hs3/default.htm).
Ortaokul (Kolej):

Kolejde 6grenciler ilkokulda sectikleri yabanci dilin egitimine devam etmek zorunda
degildir. Kolej 6. sinifta 4; 5, 4 ve 3. siniflarda haftada 3 saat/180 dakika birinci yabanci
dil dersi programda yer almaktadir. Ikinci zorunlu yabanci dil egitimi kolej 5. smiftan
itibaren haftada 150 dakika seklindedir. Fransa ve Almaya arasindaki iligki ve is
birligini gbz dniinde bulundurarak miimkiin oldugunca kii¢iik yastan itibaren yabanci dil
olarak Almancaya yer verilmesi ve Ozellikle kolej 5. smiftan itibaren Almancanin
yabanci dil olarak okutulmasi ongoriilmektedir. Koleji bitiren dgrencilerin en az iki

yabanci dilde iletisim kuracak sekilde dil becerilerinin gelistirilmesi hedeflenmektedir.
Lise:

Lise déneminde {i¢ modern dili 6grenme olanagi sunulmaktadir. 1 ve 2. zorunlu yabanci
diller haftada 3 saat/180 dakika, 3. segmeli yabanci dil haftada 1 saat olarak programda
mevcuttur. Bunlarin diginda lise 2. sinfta 4 saat, lise son simifta 6 saat segmeli yabanci
dil, edebiyat ve kiiltiir dersi alma olanag1 sunulmaktadir. Ogrencilerin gesitli yabanci
dillerde ve bunlardan en az ikisinde iletisim becerilerini edinmeleri ongériilmektedir
(https://www.education.gouv.fr). Lise bitirme sinavinda yabanci dillere de yer
verilmekte; bu gercevede Ogrencilerin hem sozlii hem de yazili dil becerilerinin

degerlendirilmesi 6ngoriilmektedir.

1980’11 yillardan sonra yabanci dil egitimi, hedef dilde iletisim kurma ve kendini ifade
etme becerisine yonelik verilmeye baslanir. Ogrenciler, bilginin yaninda etkinlikler ve
gorevler yoluyla yaparak 6grenmeye yonlendirilmektedirler. 1995 yilindan sonra ise
ogrencileri yabanci dil ve kiltiirlere karst duyarli kilmak hedefler arasinda
bulunmaktadir. 2000°1i yillardan sonra grencilerin tiim iletisim durumlarinda hedef dili
etkin bir sekilde kullanmalar1 beklenmektedir (MEN, 2001). Yabanci dil egitiminin

bilgi aktarimina dayali degil beceri kazandirmaya yonelik bir alan olarak diistiniilmesi
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ve planlanmasi istenmektedir. Ogrencilerin dil becerilerinin Avrupa Ortak Basvuru

Metni kriterlerine gore gelistirilmesi planlanmaktadir.

Ogrencilere asil hedef olarak “yabanci dili §grenmeyi 6grenmenin” yollarini $gretmenin
egitim iceriginde yer almasi beklenmektedir. Bir yabanci dilin sadece okulla sinirli
kalarak ogrenilemeyecegi, Ogrencilerin bunu tiim yasantilarinda bir hedef olarak
gergeklestirmeye c¢aligmalari arzulanmaktadir. Yabanct dil derslerinin miimkiin oldugu
Olciide sosyo-kiiltiirel baglama dayali siirdiiriilmesi beklenmektedir. Bu ¢ergevede

ogrencilere gercek iletigim durumlari yaratilmasi istenmektedir.

Kolej ve lise doneminde alinan egitim kapsaminda dgrencilerin dil becerilerinin Avrupa
Ortak Basvuru Metni kriterlerine gore sertifikalagtirilmast istenmektedir. Fransa ve
biitiin Avrupa’da dil portfolyosu, dil sertifikasi ve dil diplomasi uygulamalarinin

gergeklestirilmesi beklenmektedir.

Egitimde kaliteyi artirma adina yabancit dil egitimcilerine gilincel gelismeler
dogrultusunda hizmet i¢i egitim verilmesi istenmektedir. Yine dil egitimcilerinin
degisik programlar araciligi ile hedef dilin konusuldugu toplumla iletisimde bulunmasi
tegvik edilmektedir. Bu cergevede ogretilecek hedef dille ilgili sertifikasi bulunan
yabanci uyruklu Ogretmenlerin Fransa’da gorev yapmalari da basarida etken rol

oynayacagi diigiiniilerek uygulamanin tesvik edilmesi istenmektedir.

Ogrencilerin 6grendikleri yabanci dilin konusuldugu iilkelere gitmelerini tesvik ederek
iilkeler aras1 hareketliligi ve iletisimi artirmak, nihai hedef ise gelecekte bu iilkelerle is

birligini artirmak olarak planlanmaktadir.
Tiirkiye

Osmanli Imparatorlugu déneminde yabanci dil egitiminden énce yabanci dille egitime
yer verildigi goriilmektedir. Bu kapsamda dini agirlikli egitim veren medreselerde
anadil Tirk¢e okutulmayip Arapga egitim dili olarak kabul gormekteydi. Osmanl
doneminin ikinci seckin okullar1 olan ve saray hizmetlerine yonelik insan yetistirme
amact giiden Enderun okullarinda Tiirkce egitim verilmekte, bunun yaninda Fransizca

ve Arapga yabanci dil olarak okutulmaktaydi. 1773 yilinda Miihendishane-i Bahrii
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Hiimayun ile 1796 yilinda Mithendishane-i Berri-i Hiimayun ordu okullar1 agilmig ve bu
okullara kabul edilen 13-16 yas grubu ¢ocuklara ilk iki senede okuma-yazma, genel
kdiltiir ve Fransizca dersleri verilmistir. Modern okul programlarina yabanci dil 6gretimi
ilk kez bu okullar aracilig: ile girmistir denilebilir. Fransizca, Tiirkiye’de ilk Bat1 dili
olarak yabanci dil egitimi kapsaminda 6gretilmeye baglanmistir. Ordudan sonra ikinci
olarak tip alaninda yabanci dile yer verildigi goriilmektedir. 1827 yilinda Istanbul’da
acilan Tiphane-i Amire ve Cerrahhane-i Ma’miire’deTiphane’nin 6gretim dili Fransizca
olarak siirdiiriilmiistiir (Ergun, 1973, s. 9). Ugiincii olarak da Mekteb-i Miilkiye’de 1863

yilinda Fransizca ders programlarina girmistir (Bilgisu, 2017).

Yabanci dil egitiminin bugilinkii manada orta dereceli okul programlarinda yer almasi 1
Eyliil 1868 yilinda Galatasaray Sultanisi’nin (Lisesinin) acilmasi ile baglar. Galatasaray
Lisesi hem imparatorlugun ilk ortadgretim kurumu hem de orta 6gretim diizeyinde
yabanci dille 6gretim yapan ilk devlet okuludur. Bu okul, Tanzimat Dénemi’nde Fransiz
dili ve kiiltiiriiniin Tiirk toplumunda etkisini gosteren somut bir drnektir. 1908°de ikinci
Mesrutiyet’in ilanindan sonra okullarda yabanci dil egitimine daha 6zel bir 6nem
verilmeye baglanmistir. Bu kapsamda Fransizcanin biitiin okullarda zorunlu, ingilizce
ve Almancanin da istege bagli olarak Ogretilmesi Ongoriilmistiir. Fransa, donemin
diinyada en giiglii devletlerinden birisidir. O dénem yabanci dille egitim veren 6zel
okullara bakilacak olur ise ilk 6zel yabanci okul Amerikali misyonerler tarafindan1863
yilinda egitime baslayan Robert Koleji olmustur. Robert Koleji'nin egitim dili
Ingilizcedir. Tanzimat’in ilanindan sonra Osmanli Imparatorlugu igerisinde basta
Fransiz, Ingiliz ve Amerikalilar olmak iizere Alman ve Italyanlar da kendi dillerinde

ogretim yapan okullar agmislardir (Bilgisu, 2017).

Tiirkiye Cumhuriyeti’nin kurulmastyla, Osmanli Imparatorlugu déneminde egitim
kurumlarinda yabanci dil olarak agirligi hissedilen Arapga ve Farsga yerini, bati
dillerinden Almanca, Fransizca ve Ingilizceye birakmistir (Demirel, 2014, s. 92). 1956
yilindan itibaren Galatasaray Lisesi diginda yabanci dille 6gretim yapan bagka resmi
Anadolu liseleri agilmaya baglanmigtir. Cumhuriyet Donemi’nde 6zel Tiirk okullari

agma ¢abalarimi ve yabanci dile verilen 6nemi gostermesi agisindan 6rnek okul olarak
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TED Koleji dikkat ¢ekmektedir. Atatiirk’lin Onerisi dogrultusunda 31 Ocak 1928
tarihinde kurulan Tiirk Egitim Dernegi tarafindan 1931-1932 6gretim yilinda ilk, 1933-
1934 yilinda orta ve 1936-1937 yilinda da lise kisimlar1 egitime baslayan TED Koleji
acimustir (Bilgisu, 2017). Tiirkiye’de ilkokul programlarmin 4 ve 5. smiflarinda
yabanci dil egitimine 1997 yilinda baglanilmistir. 2013 yilinda da 2. siniftan itibaren

okutulmaya baslanilmistir.

Tiirkiye Cumhuriyeti’nin kurulusundan sonraki donemde Tiirk egitim sisteminde

okutulan yabanci dillere ve agirliklarina bakilacak olursa (Demircan, 1988):
1923-1950: Fransizca, Ingilizce, Almanca, Arapca

1950-1980: ingilizce, Fransizca, Almanca, Arapca, Farsca

1980- sonrast: Ingilizce, Almanca, Fransizca, Arapga, Fars¢a

Diinyadaki politik degisimler ve iilkenin 6ncelikleri yabanci dil egitimi politikalarinin
belirlenmesinde ve degismesinde rol oynamak durumundadir. Bununla birlikte yabanci
dil egitiminde dil gesitligi vazgecilmez bir éneme sahiptir. Yiksekogretimde modern
dillerin 6gretimi ve uluslararasilagma iizerine yaptigi ¢alismasinda Tiryakiol (2021, s. 3)
uluslarasilagma hedefine ulagsmada basarmak igin giincel ve daha kompleks politika ve
planlamalar gerektigine, bu kapsamda dil gesitliliginin artirilmasinin énemine vurgu
yapmaktadir. Aslinda dil gesitliliginin oneminin YOK stratejik planinda da yer aldig
belirtilmektedir (YOK Stratejik Plani, 2007).

MEB Temel Egitim Genel Miidiirligii (10.09.2018) ve Ortadgretim Genel Mudirligi
(22.02.2018) tarihinde giincelledikleri programa gore Tiirkiye’deki okul programlarinda
yabanci dil egitiminde zorunlu ve segmeli ders sayilari ile okutulacak saatler

belirtilmistir.
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Tablo 5. Tiirkiye'nin Egitim Miifredatinda Haftalik Yabanci Dil Egitimi Cizelgesi

[lkokul Ortaokul Lise

Siniflar 1 2 3 456 7 89 10 11 12

Zorunlu 1.yabanci dil - 2 2 2 3 3 4 4 4 4 4 4

Zorunlu 2.yabanci dil 2 2 2 2

Secmeli yabanci dil 2 2 2 2

Se¢meli 1.yabanci dil 214 2[4 2/10 2/10

Se¢meli 2.yabanci dil 214 214 2[4 2/

Yabanci diller edebiyati 12 12 12 12
Okul Oncesi:

Tiirkiye’deki devlet okullarinda yiiriitiilecek okul oncesi programlarda yabanci dil

egitimine yonelik herhangi bir oneri bulunmamaktadir.
Tlkokul:

2. smiftan 4. siifa kadar ilkokulda 2 ders saati birinci yabanci dil egitimi zorunludur.
“Okullarda etkili bir yabanci dil 6greniminin ger¢eklesmesi i¢in yabanci dil derslerinin
daha kiiciik smiflardan baslatilmasi olumlu bir gelisme olarak degerlendirilebilir.”
(Saglam, Ozdogru & Ciray, 2011, s. 94). Birkag¢ okul disinda Tiirkiye’deki biitiin devlet
ilkokullarinda sadece Ingilizce egitimi sunulmaktadir. Ogrencilere sozciik, fonetik ve
dilbilgisi tizerine bilgi kazandirmanin yaninda sozli dil becerilerinin gelistirilmesi de

hedeflenmektedir.
Ortaokul:

Ortaokullarda 1. yabanci dil zorunludur. Ortaokul 5 ve 6.siniflarda haftada 3 ders saati,
7 ve 8.simflarda ise haftada 4 ders saati yabanci dil egitimi mevcuttur. {lkokulda oldugu
gibi ortaokulda da yabanci dil olarak Ingilizce sunulmakta ve dil gesitliligine yer
verilmemektedir. Tiirkiye’de MEB ortaokul miifredatinda se¢gmeli dersler kategorisinde
yabanci dillere yer verilse de uygulamada devlet okullarinda se¢meli dersler arasinda

ikinci yabanei dil okutulmamaktadir.
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Lise:

Lisede 2. yabanci dil egitimi zorunludur. 1. zorunlu yabanci dil haftada 4 saat, 2.
zorunlu yabanci dil ise haftada 2 saat olarak programda yer almaktadir. %99 oraninda 1.
yabanci dil olarak sadece Ingilizce secenegi uygulamaya konuldugu gibi liselerde 2.
zorunlu yabanci dil segeneginde de %95 Almancaya yer verildigi goriilmektedir.
Almanya ve Tiirkiye arasindaki iligkilerin gelismesine paralel olarak 1980°li yillardan
sonra Almanca, Tirkiye’de okutulan ikinci yabanci dil konumuna gelmistir. Boylece
Osmanli Imparatorlugu’ndan Tiirkiye Cumhuriyeti’nin ilk donemine kadar uzun siire
yabanci dil egitiminde birinci sirada olan Fransizca 1950°de birinci siray1 Ingilizceye
kaptirdig1 gibi 1980°de de ikinci sirayr Almancaya kaptirir. Sosyal bilimler lisesinde
hazirliktan itibaren 2. yabanci dil dersi mevcuttur ve bu okullarda da Almancanin
yaygin ikinci dil olarak programlara kondugu goriilmektedir. Almanya Tiirkiye ikili
iliskilerinin yan1 sira Fransa’nin Ermeni Asala Orgiitii'ne verdigi destek Fransizcanin
Tiirkiye’de geri plana atilmasimna neden oldugu gibi Fransa’nin giiniimiizde Tirkiye
karsitt izledigi politikalar da bu durumun siirmesinde etken rol oynadigi

diistiniilmektedir.

Tiirkiye’de ilkokul 2. simiftan lise son sinifa kadar ingilizce yabanci dil egitiminde temel
becerilerin ve bazi dilbilgisi yapilarinin verilmesi hedef olarak miifredatta yer alsa da
uygulama biiyiik dl¢tide dilbilgisi 6gretimine dayali siirdiiriilmekte ve sinirlt dl¢iide de
okudugunu anlama becerisine yer verilmektedir. Ogrencilerin iletisim becerilerinin
gelistirilmesi ve bagka kiltiirlerin farkina varmasi sadece hedef olarak kalip

uygulamaya gegememektedir.

Fransa ve Tiirkiye’deki yabanci dil miifredatlar1 karsilastirildiginda her iki tilkede de
zorunlu 1. yabanci dil egitiminin ilkokul 2. smifta basladig1 goriilmektedir. Bununla
birlikte Fransa’da haftalik 130 dakika yabanci dil dersine karsin Tiirkiye’de 80 dakika
yabanci dil dersi bulunmaktadir. Fransa’da ilkokul 5 y1l oldugu igin, 5. siif Tiirk egitim
sisteminde ortaokul 1. sinifa denk gelmektedir ve yabanci dil dersi haftada 120
dakikadir. Fransiz egitim sisteminde ilkokulda 8 ¢esit yabanci dil programda yer alirken

her okulun 6grencilere en az iki yabanci dil secenegi sunmasi zorunludur. Tiirkiye’de
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birkag okul istisna olabilir, fakat tiim okullarda sadece Ingilizce yabanci dil olarak

okutulmaktadir.

Fransa’da ortaokulda 2 yabanci dil zorunludur. 1. zorunlu yabanci dil 6. smifta 4
saat/240 dakika (Tiirkiye’de 6 ders saatine denk diismekte), 5, 4 ve 3. siniflarda 3
saat/180 dakika (Tiirkiye’de 4,5 ders saatine denk diismekte). 2. zorunlu yabanci dil 5, 4
ve 3. siiflarda 150 dakikadir (Tirkiye’de yaklasik 4 ders saatine denk diismekte).
Programda 13 gesit yabanci dil yer almaktadir. Okullarda tek yabanci dil olarak
Ingilizcenin hakimiyeti s6z konusu olmayip dil cesitliligi uygulamaya gegirilmektedir.
Tiirkiye’de ortaokulda bir zorunlu yabanci dil egitimi mevcuttur, kagit iizerinde
programda se¢meli yabanci dil de bulunmakta ancak buna uygulamada yer
verilmemektedir. Zorunlu yabanc1 dil 5 ve 6. siniflarda haftada 3 ders saati/120 dakika,
7 ve 8. siniflarda ise haftada 4 ders saati/160 dakikadir. Fransa’da hem zorunlu yabanci
dil sayist hem dil ¢esitliligi hem de yabanci dile programda ayrilan saat Tiirkiye’ye

oranla oldukga yiiksektir.

Fransiz egitim sisteminde liselerde iki zorunlu, bir de segmeli yabanci dil 6gretimine yer
verilmektedir. Ayrica lise 2. sinif ve son smifta da se¢meli yabanci dil, edebiyat ve
kiiltiir dersi bulunmaktadir. Ug yillik lise egitimi boyunca 1. zorunlu ve 2. zorunlu
yabanci dil egitimi 3 saat/180 dakikadir (Tiirkiye’de 4,5 ders saatine denk diismekte).
Secmeli 3. yabanci dil egitimi ise haftada 1 saattir. Segmeli yabanci dil, edebiyat ve
kiltiir dersi ise 2. sinifta haftada 4 saat, son sinifta da 6 saattir. Ortaokulda oldugu gibi
lisede de 13 ¢esit dil segenegi sunulmaktadir. Tirkiye’de de lise programinda iki
zorunlu yabanci dil dersi bulunmaktadir. 1. zorunlu yabanci dil egitimi haftada 4 ders
saati iken, 2. zorunlu yabanci dil haftada 2 ders saatidir. Se¢meli 3. yabanci dil dersi yer
almamakta, se¢meli 1 ve se¢meli 2. yabanci dil adi altinda 6zellikle yabanci dil
boliimlerinde takviye dil derslerine yer verilebilmektedir. Fransa ornegine benzer bir
uygulama da bir veya iki ders saati yabanci diller edebiyatinin se¢meli ders olarak
programda yer bulmasidir. Lise doneminde de Fransa’da yabanci dil egitimi segenek, dil
cesitliligi ve ayrilan ders saati acisindan Tiirkiye’ye oranla daha fazla oldugu

goriilmektedir.
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Tiirkiye’de de yabanci dil egitimi ilkokul 2. siniftan itibaren baglamakta, ortaokulda bir
yabanc1 dil zorunlu, segmeli dersler kategorisinde de yabanci dil se¢enegi bulunmakta
ancak programinda uygulamaya koyan okul bulunmamaktadir. Tiirkiye’de lisede dil
cesitliliginde birinci zorunlu yabanci dil olarak Ingilizce, ikinci zorunlu yabanci dil
olarak da Almanca disinda seceneklere hemen hemen hi¢ yer verilmedigi gibi, yabanci
dil boliimiinii segecek smiflar diginda se¢gmeli birinci veya se¢meli ikinci yabanci dil

egitimi ile yabanci diller edebiyatlarina da yer verilmedigi gorilmektedir.
SONUC

Fransa ve Tirkiye, yabanci dil egitimi politikalarinda Avrupa Konseyi ve Avrupa
Birligi’nin ¢ok dillilik politikasin1 teoride benimsemis goziikseler de uygulamada
Tiirkiye’nin okul miifredatlarinda yabanci dil cesitliligine pek yer verilmedigi
goriilmektedir. Birinci zorunlu yabanci dil olarak %99’un iizerinde bir oranda sadece
Ingilizce, ikinci yabanci dil olarak da %95’in iizerinde Almancaya yer verilmektedir;
Fransa ise gerek ilkokul ve gerekse ortaokul ve lise programlarinda daha fazla dil
cesitliligi sunmaktadir. ilkokulda 8, ortaokul ve lisede 13 gesit dil yabanci dil olarak
miifredat programlarinda bulunmaktadir. Fransa egitim sisteminde ilkokulda bir,
ortaokul ve lisede iki yabanci dil zorunlu, lisede iiglincii yabanci dil segmeli olarak
sunulurken, Tirkiye egitim sisteminde ilkokul ve ortaokulda bir, lisede iki yabanct dil
zorunlu, ortaokulda uygulamada yer verilmese de miifredatta ikinci yabanci dil segmeli
olarak yer almaktadir. Tiirkiye’de Fransa’ya oranla hem segenek, hem say1 hem de ders
saati agisindan yabanci dil egitimine daha az yer verildigi goriilmektedir. Tiirkiye’de
ilkenin gereksinimleri ve gelecege yonelik hedefleri dogrultusunda okul
programlarinda &grencilere sunulan yabanci dillerin ¢esitlendirilmesi, erken yastan
itibaren daha ¢ok sayida yabanci dil egitimine yer verilmesi ve daha fazla saat ayrilmasi
onemlidir. Egitimde dil planlamalarmin tek dille iletisime dayali degil, ¢ok dillilige ve
cok kiiltlirlillige imkan saglayacak sekilde yapilmasinin toplumun daha yararina olacagi

bir gergektir.
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Fransa, Ingilizcenin hegemonyasina karsi miicadele politikasini sadece iilkenin egitim
programlarinda ¢esitli yabanci dillerin egitimine yer vererek ve ortaokuldan itibaren
ikinci yabanci dili zorunlu kilarak degil, ayn1 zamanda Fransizcay: diinyanin bir¢ok
yerinde yabanc1 dil veya ikinci dil olarak yayma cabalarryla da siirdiirmektedir. Bugiin
Ingilizce tiim diinyada yaygmn olarak konusulan bir dil olmakla birlikte hala
Fransizcanin da diinyanin birgok cografyasinda konusulan bir dil oldugu gergegi s6z
konusudur. Tiirkiye’nin iilkede okutulacak yabanci diller baglaminda Ingilizcenin
hegemonyasina kars1 herhangi bir planlamasinin bulunmadigi goriilmektedir. Tiirkgenin
yabanct dil olarak okutulmasina yonelik ise son c¢eyrek yiizyilda caligmalar
bulunmaktadir, ancak bu ingilizceye kars1 bir hedef olarak degil, giiclii Tiirkiye yolunda

bir hedef olarak belirlenmemistir denilebilir.

Sonug olarak, diinyada bir gii¢c olma ve uluslararasilagma hedefi olan iilkeler, bir yandan
kendi devlet dilinin diger iilkelerde yaygin bir sekilde yabanci dil olarak okutulmasini
saglanmak, diger yandan da kendi iilkesinde okutulacak yabanci dilleri farkli
parametreleri dikkate alarak ¢ok dillilik hedefleri dogrultusunda politikalar gelistirmek
ve planlamalar yapmak durumundadir. Cok dilliligi, kisiler, sirketler ve tilkeler arasinda
iletisim ve ig Dbirliginin artmasindaki en Onemli etmenlerden birisi olarak

degerlendirmek gerekmektedir.
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SUMMARY

Aim of the Study

The aim of the study is to examine the language policies of France and Turkey comparatively
under the two main headings. Firstly, the teaching of French and Turkish as a foreign language
in the education programs of other countries, and secondly, it is to examine the situation of
foreign languages in the education programs of France and Turkey.

Method of Research

The study is a research study based on the document analysis model, one of the qualitative
research methods. Since the study is the analysis of written materials, the data were obtained
through document survey.

Results

Looking at the history of France's policy of spreading its language abroad, it is seen that it
started in the 19th century. Particularly during the industrial revolution and the colonial period,
the French spread their language wherever they went. French state opened schools in many
countries in different parts of the world and provided French education there. Today, France
carries out French diplomacy to make French widely taught in many parts of the world.

The Ottoman Empire did not have a policy regarding the teaching of Turkish as a foreign
language. As for the dissemination of Turkish as a foreign language in the other countries during
the Republic of Turkey, there have been developments only in the last quarter century. Founded in
2009, Yunus Emre Institute aims to promote Turkish language and culture abroad. Another
institution that has the main objectives of promoting Turkish language and culture abroad is the
Turkish Maarif Foundation schools established in 2016.

Opposed to English, France recommends that the priority be given to languages such as German,
Spanish, Russian, Arabic and Portuguese. It offers the opportunity to choose many different
languages as a foreign language in its education programs in line with international and bilateral
relations.

Since the establishment of the republic in Turkey, French, German and English have been taught
as foreign languages. From the end of the 1940s, the political, economic and social effects of
Turkey-US relations have brought the dominance of English in foreign language education to the
fore. Language diversity is not allowed in public schools.

When the foreign language curricula in France and Turkey are compared, it is seen that
compulsory 1st foreign language education starts in the 2nd grade in primary school in both
countries. However, while there are 130 minutes of foreign language lessons per week in France,
there are 80 minutes of foreign language lessons in Turkey. In the French education system, while
there are 8 foreign language choices in primary school, it is obligatory for each school to offer at
least two foreign language options to students. With the exception of a few schools in Turkey, only
English is taught as a foreign language in all schools.
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Conclusion and Discussion

Two foreign languages are compulsory in secondary school in France. 1st compulsory foreign
language lasts 240 minutes in 6th grade, 180 minutes in 5th, 4th and 3rd grades. 2rd compulsory
foreign language lasts 150 minutes in 5th, 4th and 3rd grades. There is one compulsory foreign
language education in secondary school in Turkey and there is an optional foreign language in
the program, but it is not put into action in the practice. Foreign language in the 5th and 6th
grades lasts 120 minutes per week, and in the 7th and 8th grades, it lasts 160 minutes.

In the French education system, 2 compulsory and 1 optional foreign language instruction are
included in high schools. During the three-year high school education, 1st and 2nd compulsory
foreign language education last 3 180 minutes. Elective 3rd foreign language education lasts 1
hour per week. In the middle school and in the high school 13 different language options are
offered. In Turkey, there are 2 compulsory foreign language courses in the high school program.
While the first compulsory foreign language education lasts 4 course hours, the second
compulsory foreign language education lasts 2 course hours per week. It is seen that foreign
language education in France is more than Turkey in terms of options, language diversity and
allocated course hours in high school as in secondary school.

As a result, countries adopting the goal of becoming a power in the world and
internationalization, need to ensure that their state language is widely taught as a foreign
language in other countries on the one hand, and on the other hand, develop policies and make
plans in line with the objectives of multilingualism, taking into account different parameters of the
foreign languages to be taught in their own country.
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0z

Yabanct dil ogretiminde dort temel dil becerinin ogretilmesi esastir. Beceri alanlarindan olan
dinleme yabanci dil 6greniminde iletisim kurabilmenin temelini olugturmaktadir. Bu nedenle de
yabanci dilde bu becerinin gelistirilmesi biiyiik 6nem arz etmektedir. Bu ¢alisma 2011 ve 2017
yillart 9. ve 10. sumf Almanca Ogretim Programlarinda belirtilen dinleme kazanimlarinin
ortadgretim Almanca ders kitaplarinda dinleme etkinliklerinde yer alma durumu agisindan
incelenmigtir. Calismada temel dil becerisi olarak dinleme iizerinde durulmus olup, 2016 yiinda
yayimlanan ve Milli Egitim Bakanligina bagli devlet okullarinda kullanilmasi éngoriilen “Schritt
fiir Schritt Deutsch” Al.1 ders kitabt ile 2018 yilinda Milli Egitim Bakanliginca hazirlanan ve
hala kullamimda olan “Wie Bitte?” Al.l1 adli ders kitaplarimin dinleme kazanimi agisindan
karsilagtirmalr olarak durumlart arastirimigtir. Arastirma, nitel bir arastirma olup, dokiiman
analizi olan nitel bilgi toplama yéontemlerinden yararlamlmistir. Yapuan incelemede her bir
kitabin hem kendi icindeki hem de iki ders kitabr arasindaki iinite/modiillerinde dinleme

“Almtilama: Celikkaya, S. (2022). Ortadgretim “Schritt Fiir Schritt Deutsch” ve “Wie Bitte?”
al.l Almanca ders kitaplarmin dinleme kazanimlari agisindan incelenmesi. Gazi Universitesi
Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 217-239.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.
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becerisine ait etkinlik ve kazammlara esit oranda yer verilmedigi sonucuna ulasilmigtir. “Schritt
fiir Schritt Deutsch” ders kitabinda “Ag¢ik ifade edilen sunu ve yonergeleri anlar.” ve “Kisa soru
ve aciklamalart anlar.” kazammlarina fazla; |, Yol tariflerini anlar ve diizeyine uygun sarki, siir
vb. eserleri dinlemekten zevk alir.” kazammina ise hi¢ yer verilmedigi belirlenmistir. “Wie
Bitte?” ders kitabinda “Cok yavas, dikkatlice ve duraklamalarla séylendiginde kavramlar
anlayabilir.* kazammu ile “Yavas ve anlasilir bir sekilde konusulmas: kosuluyla cevresindeki
belirli seylerle ilgili tamidik kelimeleri ve ¢ok basit ciimleleri anlayabilir.“ kazaminmina fazla yer
verilmis;  “Zamanlart anlayabilir.” kazanimimin ise en az islenen kazamm oldugu tespit
edilmistir. Arastirmanin bulgu ve sonuglarindan hareketle yeni olusturulacak olan Almanca ders
kitaplarina katki saglayacak éneriler sunulmustur.

Anahtar Kelimeler: Dinleme, Kazanim, Almanca dersi 6gretim programi, Almanca ders kitabi.

ABSTRACT

It is essential to teach four basic language skills in foreign language teaching. Listening, which is
one of the skill areas, forms the basis of communicating in foreign language learning. Therefore,
it is of great importance to develop this skill in a foreign language. This study was examined in
terms of the inclusion of the listening outcomes stated in the 9th and 10th grade German
curricula in 2011 and 2017 in the secondary school German course books. The study focused on
listening as a basic language skill, and the “Schritt fiir Schritt Deutsch” Al.1 textbook, published
in 2016 and intended to be used in state schools affiliated to the Ministry of National Education,
and the “Wie Bitte?” which was prepared by the Ministry of National Education in 2018 and is
still in use. The status of the textbooks named Al.1 in terms of listening outcome was investigated
comparatively. The research is a qualitative research and qualitative information gathering
methods, in which are document analysis were used. The content analysis technique was used to
collect the data. In the examination, it was concluded that the activities and acquisitions of
listening skill were not equally included in the units / modules in each book. In the textbook
“Schritt fiir Schritt Deutsch” “Understands clearly expressed presentation and directions.” and
“Understands short questions and explanations.” outcomes have been used but it was determined
that the gain “Understands directions and writes songs, poems, etc. appropriate to his level.
enjoys listening to his works. “ was not included at all.

In the textbook "Wie Bitte?", is given to the acquisition of "Can understand concepts when said
very slowly, carefully and with pauses" and "Can understand familiar words and very simple
sentences about certain things around him, provided that they are spoken slowly and clearly.”
more attention but it has been determined that the acquisition of "Can understand the times" is
the least processed acquisition. Based on the findings and results of the research, suggestions that
will contribute to the new German textbooks are presented.

Keywords: Listening, Achievement, German course book, German course teaching program.
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GIRIS

Diinya iilkelerine agilan kapilarin anahtarini yabanci dil bilmek olarak agiklayabiliriz.
Artik bir kiginin tiniversite bitirmis, ¢ok iyi bilgisayar kullantyor olmasi yetmemekte,
insan nitelikleri arasinda farklilik yaratacak unsurlara sahip olmasi beklenmektedir.
Bunun da birden fazla yabanci dil bilmek oldugu séylenebilir. Tiim diinya iilkelerinde
bir d6grencinin bulundugu farkli sartlar sebebi ile bir yabanct dili 6grenme yas1 farkli
olabilmektedir. Tiirkiye’de 2012 yilinda yiirtirliige girmis olan 12 yillik zorunlu egitim
kanununa gore devlet okullarinda 6grencinin ilk kez yabanci dil ile karsilagmasi 2.
smifta 7-8 yaslarinda, ikinci yabanci dil ile ise 9. smifta 14-15 yaslarinda
gerceklesmektedir (Milli Egitim Bakanligi, 2012). Tirkiye’de ilk ve ortadgretimde
ogretilen birinci yabanci dil Ingilizce iken, Almanca, Ingilizceden sonra en ¢ok

ogretilen ikinci yabanci dil olarak kendini gostermektedir.

Yabanci dilin temel olarak dort dil becerisinden olustugu ve temelinde bu becerilerin
iizerinde durulmasi gerektigi bilinmektedir. Anlamaya yo6nelik olan becerilerin dinleme
ve okuma oldugu, konusma ve yazmanin da anlatmaya yonelik beceriler oldugu
belirtilmektedir. Bu nedenle de yabanci dil derslerinde bu becerilerin kazanilmasi i¢in
Ogretim programlarinin planlanmasi ve bu programlara uygun olarak hazirlanan ders ve
yardimer ders kitaplarinda bu kriterlere dikkat edilmesi gerekmektedir. Tiirkiye’de ders
kitaplarmin hazirlanmas: Talim ve Terbiye Kurulu sorumlulugundadir ve baslangig
(A1) diizeyden ileri (C2) diizeye kadar hazirlanan tim Almanca ders kitaplarinin da
2001 yili Avrupa Ortak Basvuru Metnindeki dil yeterlilik diizeylerini baz alarak
hazirlandig: belirtilmis ve baslangigtan ileri diizeye kadar dort temel beceriye yonelik
nelerin yapilmasi gerektigi ayrintili bir sekilde agiklanmistir. Almanca Dersi Ogretim
Programi da Avrupa Dilleri Ortak Basvuru Metni dogrultusunda hazirlanmisg ve
hedeflenen kazanimlar, yeterlilik diizeylerine gore smif bazinda dinleme, konusma,
okuma ve yazma becerilerine gore simiflandirilmistir. Burada amag, dili 6grenenlere
yeni bilgiler, beceriler, davraniglar, degerler ve birtakim yetkinlikler kazandirmaktir.

Kazandirma esnasinda da sadece bir 6gretme yaklasimi degil birbirini dengeleyen farkli
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ogretme yaklasimlarinin smif ortamima getirilmesi Onerilmektedir (MEB, 2018).
Yabanci dil derslerinde hedef basartya ulagmak ise, her bir beceriye ayni 6l¢iide yer
vermek i¢in 6zen gosterilmelidir. Ancak iilkemizde yabanci dil 6greniminin istenilen
diizeyde olmamasi belirtilen amaglarin gerceklestirilmedigini gdstermektedir. Bunun
nedeni de yabanci dil egitiminde becerilerin ayni Ol¢lide gelistirilememesi olarak
agiklanabilir. Ozellikle de becerilerden dinleme becerisi iizerinde en az duruldugu
goriilmekte ve dinlemenin “ihmal edilmis” bir alan oldugu ifade edilmektedir (Ciftci,
2001:166). Oysa ki dinleme, yabanci dil 6grenenler igin iizerinde durulmasi ve dnem

verilmesi gereken bir beceridir (Vandergrift ve Goh, 2012).

Dinleme denilince aklimiza sdylenenleri anlamak, kendimize gore yorumlamak,
degerlendirmek ve 6nemli olduklarini diisiindiiklerimizi hafizamizda saklamak gelir
(Taser, 2012: 206). Dinleme becerileri kullanilarak hem 6grenme hem de zihinsel
yapilarin gelistigi ve dinleme ile iletisim kurmanin ve zihinsel yapiy1 gelistirmenin
kolay oldugu ifade edilmektedir (Ozbay, 2009: 81; Neumann 2012: 65). Dinlemenin
isitilen seslere anlam verilmesine dayandigi, dil becerilerinden ilk once edinildigi
(Melanlioglu, 2011) ve diger becerilerin ediniminde de 6nemli bir yere sahip oldugu
belirtilmektedir (Goger, 2007; Emiroglu ve Pinar, 2013; Maden ve Durukan, 2016).
Ozellikle de yabanci dil dgreniminde iletisim siirecini kolaylastirmasi bakimindan
mithim bir gorev iistlendigi ifade edilmektedir (Feyten, 1991; Dunkel, 1991; Rost,
2011). Aslinda iletisim siirecinin sonunda, dinleyici ya da bir bagka ifade ile alict
konumunda olan kisinin, konusmaci ile etkilesimde bulunurken bilgiyi nasil kavradigi,
bilginin olusturdugu bireysel goriintii (Rossa 2012: 24) ve bilgiye gére nasil davrandigi
onem arz etmektedir. Bu nedenle de bir dili 6grenirken sesli alistirmalar hi¢ siiphesiz en
onemli unsurlardan biridir. Bu baglamda Milli Egitim Bakanligi Talim ve Terbiye
Kurulu Ortadgretim Almanca Ders Programlarinda 6grenme alanlarindan dinleme
becerisinin “giinliik yasamda iletisimin gergeklesebilmesi ve ayni zamanda egitim
ortaminda 6grenmenin saglanabilmesi i¢in ihtiya¢ duyulan bir dil becerisi oldugunu,
edilgen bir islem degil de tam tersine bireyin etkin katilimi ile gerceklestigi belirtilmistir

(MEB 2016)”. Dinleme becerisi ve diger becerilerin, programdaki kazanimlarin
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rehberliginde hazirlanmis olan etkinlikler araciligi ile Ogrencide kalici hale

getirilebilecegi de bu programda vurgulanmstir.

Dil becerilerini kazandirma adma en ¢ok kullanilan materyal ders kitaplaridir. Bir ders
kitab1 genel ve Ozel hedefleri igerik ile somutlastirarak sundugu ve sinif igindeki
Ogretim siirecini yonlendirmede en etkili araglardan birisi oldugu icin derslerin
vazgecilmez Ogelerinden birisidir. Alanyazin incelendiginde yabanci dil Almanca
Ogretim kitaplarinin genel olarak kiiltiirel 6geleri isleyis bigimi yoniinden ele alindigini
(Tapan, 1995; Cangil Eriskon, 1996; Geng, 2004; Dellal, 2005; Maden, 2005; Bayrak,
2006; Giir, 2007; Oz, 2010; Kalkan, 2011; Basaran, 2013; Kuzu, 2013; Kogak, 2014;
Maden ve Kula, 2017; Maden, Balkan ve Caliskan, 2017); ancak ortadgretimde ikinci
yabanci dil Almanca dersi i¢in kullanilan ders kitaplarmin temel dort dil becerisi
acisindan incelenmesinin simirli sayida oldugunu gérmek miimkiindiir (Celtik, 2016;

Telemeci, 2017; Kilig, 2019; Kaya, 2020).

Yapilandirmaci egitim anlayisinin  benimsenmesi ile kazanim kavrami Ogretim
programlarinda yerini almis ve bunun da 6grencilerin bir ders igerisinde konuya iligkin
gerceklestirmeleri istenilen bir 6zellik oldugu belirtilmistir (S6onmez 2003:21). Bu da
bizlere Ogrencilerin 6grenme alanlarinda gelisme saglamalarinin bu kazanimlar
edinmeleri ile miimkiin olabilecegini gostermektedir. Bunun igin de yabanci dil
Almanca ders kitaplarindaki kazanimlarin ve aksayan yonlerinin durumunu tespit etmek

onemlidir.
Arastirmanin Amaci

Bu calismada amag¢ 2011 ve 2017 yillar1 9. ve 10. simuf Almanca Ogretim
Programlarinda belirtilen dinleme kazanimlarinin ortadgretim Almanca ders
kitaplarinda dinleme etkinliklerinde yer alma durumu agisindan kitaplar1 incelemektir.
Caligmada temel dil becerisi olarak dinleme iizerinde durulmus olup, 2016 yilinda
yayimlanan ve MEB’e bagli devlet okullarinda kullanilmasi kararlastirilan “Schritt fiir
Schritt Deutsch” Al.1 ders kitab1 ile 2018 yilinda MEB tarafindan hazirlanan ve hala

kullanimda olan “Wie Bitte?” Al.1 adli ders kitaplarmin dinleme kazanimi agisindan
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karsilastirmali olarak durumlari aragtirilmigtir. Bu sayede yenilenmis olan ders
kitabinda dinleme kazanimina ne derece agirlik verildigi, dinleme kazaniminda artig
veya azalma oldugu belirlenmis olacaktir. Bu dogrultuda aragtirmada asagida belirtilen

soruya cevap aranmistir:

2011 ve 2017 yillarinda 9. ve 10. simf Almanca Ogretim Programlarindaki dinleme
kazanimlarinin A1.1. diizeyi igin hazirlanmig olan “Schritt fiir Schritt Deutsch” ve “Wie

Bitte?” adl1 ders kitaplarindaki dinleme etkinliklerinde yer alma durumlari nedir?
Aragtirmanin Onemi

Bu arastirma, MEB ortadgretim ikinci yabanci dil Almanca dersi i¢in hazirlanmig olan
kitaplarla smirlt olup, dinleme kazanimlarinin durumuna yonelik bir ¢ikarim

olusturacag diistiniilmektedir.
YONTEM

Arastirmanin Modeli

Aragtirma, nitel bir aragtirma olup, “gézlem, goriisme ve dokiiman analizi gibi nitel
bilgi toplama ydntemlerinin kullanildigi, algilarin ve olaylarin dogal ortamda gergekei
ve biitiinciil bir bigimde ortaya konmasina yonelik nitel bir siirecin izlendigi bir

aragtirmadir (Yildirim, 1999)”.
Arastirmanin Evreni ve Orneklemi

Bu calismada da MEB’e bagl ortaggretim 9. ve 10. simiflarda kullanilmig olan ve hala
kullanilan iki Almanca ders kitabinda dinleme kazanimlarina ne 6lgiide yer verildigi

aragtirilmistir.
Verilerin Toplanmasi ve Coziimlenmesi

Bu aragtirma, 2016 yilinda basilmis ve Milli Egitim Bakanlig1 kapsamindaki devlet
okullarinin ortaggretim kisminda ikinci yabanci dil Almanca dersinde kullanilmasi

amaciyla hazirlanmig Al.1 diizeyi “Schritt fiir Schritt Deutsch” ders kitab1 ile 2018
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yilinda Milli Egitim Bakanliginca hazirlanan ortadgretim “Wie Bitte?” Al.1 diizeyi
Almanca ders materyallerini dinleme kazanimlarina imkén tanima bakimindan ele
almay1 hedeflediginden, aragtirmada dokiiman inceleme yontemi kullanilmistir.
“Dokiiman incelemesi, arastirilmasi hedeflenen olgu veya olgular hakkinda bilgi iceren
yazili materyallerin analizini kapsar. Egitim ile ilgili bir arastirmada ders kitaplari,
program yonergeleri vb. veri kaynagi olarak kullanilabilir (Karasar 2005; Yildirim ve

Simsek 2008)”.

Verilere 2011 yili ve 2017 yili Almanca Dersi Ogretim Programinda belirtilmis olan
dinleme kazanimlari vasitasiyla ulasildigindan, tiimdengelimsel icerik analizi
kullanilmistir. Bu igerik analizi arastirmayi yapan kisinin veri seti i¢inde gdrmek
istedigi kavramlar1 kesfetmesine firsat sunmaktadir (Catanzaro, 1988 akt: Elo ve
Kyngis, 2008).

Calismada oncelikle ders kitaplarinda yer alan dinleme etkinliklerinin sayisi

belirlenerek liste haline getirilip karsilikli olarak gosterilmistir.

Daha sonra 2011 tarih ve 119 Sayili Ortadgretim ikinci yabanci dil Almanca Dersi
Ogretim Programu ile 2017 tarih ve 81 sayili Karar Sayist ile yayinlanip yiiriirliige giren
iki Almanca Dersi Ogretim Programlar1 Al.1. diizeyi dinleme kazanimlar1 tespit edilip
listelenmistir. incelemeye alinan iki ders kitabinin iinite/modiillerinde islenen dinleme
kazanimlarina ait frekans sayilar1 belirlenmis ve kitaplarda kac kez islendigi saptanarak

tablo halinde sunulmustur.
Etik Kurallara Uygunluk

Bu ¢alismada veri toplamak iizere, MEB Talim Terbiye Kurulu tarafindan 2016 (Fatma
Balkan vd.) ve 2018 (Nuran Oztiirk Celen) yillarinda 9. ve 10. siniflarda okutulma
karar1 alinan Almanca ders kitaplart kullanilmigtir. Bu nedenle de galismayi yiiriitmek

iizere “Etik Kurul izin Belgesi” alimmamustir.
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BULGULAR

Calismada asagida belirtilen bulgular elde edilmistir:

Al.1 seviyesine ulagilabilecek sekilde yapilandirilmis olan “Schritt fiir Schritt Deutsch”
ve “Wie Bitte? adl1 ders kitaplarinin bir ders kitabi, bir ¢alisma kitabi, 6gretmen kilavuz
kitabi ve ders kitabi CD’leri bulunmaktadir. Incelemeye alman “Schritt fiir Schritt
Deutsch” adli Almanca ders kitab1 Nuran Oztiirk Celen tarafindan yazilip Ata yaymcilik
tarafindan basilmistir. “Wie Bitte? adli Almanca ders kitab1 da bes kisilik bir komisyon
tarafindan yazilmis olup MEB Talim Terbiye Kurulunun karar ile ders kitab1 olarak
kabul edilerek 2018 yilinda egitimde kullanilmaya baslanmistir. 8 iinite/ modiilden
olusan her iki ders kitabinin her {inite/modiiliinde sayis1 farklilagsmakla beraber dinleme
etkinlikleri gérmek miimkiindiir. ”Schritt fiir Schritt Deutsch” ders kitabinda dinleme
etkinligi bir CD resmi ile ig¢ine numaras1 yazilarak belirtilirken, “Wie Bitte?” adl1 ders
kitabinda dinleme etkinligi bir kulaklik resmi ile belirtilmistir. Her iki ders kitabinin
iinite/modiilleri ve kitaplarda bulunan dinleme etkinlikleri sayis1 Tablo 1’de

gosterilmistir.

Tablo 1. Ortadgretim Almanca “Schritt fir Schritt Deutsch” ve “Wie Bitte?” Ders

Kitaplarinin Unite/Modiilleri ve Dinleme Etkinlikleri Say1si

“Schritt fiir Schritt “Wie Bitte?”
Unite Deutsch” Modiil Dinleme Etkinlik

Dinleme Etkinlik sayisi Sayisi
1-lch und meine Kontakte 17 1- Hallo! 11
2-Schule und Unterricht 13 2- Mein Gymnasium 9
3-Personlichkeiten und Eigenschaften 11 3- Meine Familie 6
4-Erndhrung und Gesundheit 9 4- Der Alltag 5
5-Die Jugendlichen 7 5- Essen und Trinken 6
6-Gesund und munter mit Sport 5 6- Besondere Tage 5
7-Natur und Mensch 8 7- Freizeitaktivitéten 6
8-Reisen 9 8 -Einkaufen 7
TOPLAM 79 55

Yukaridaki tabloya bakildiginda “Schritt fiir Schritt Deutsch” ve “Wie Bitte” adli

Almanca ders kitaplarmin 8 {initeden/ modiilden olustugu goriillmektedir. Almanca
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dersinin haftalik olarak 2 saat islendigi okullarda, birinci 4 iinite/ modiiliin 9. siniflar,
ikinci 4 tnite/ modiilin de 10. smiflarda Almanca derslerinde islenmek {izere
yapilandirildig: ifade edilmistir. Her iki kitabin da 8 iinite/modiil ve giinliik yasama
yonelik benzer konular icermesine ragmen dinleme etkinlikleri sayilarinda fark oldugu
tespit edilmistir. “Schritt fiir Schritt Deutsch” ders kitabinda toplam 79 dinleme etkinligi
bulunurken, “Wie Bitte?” adli ders kitabinda toplam 55 dinleme etkinligi yer
almaktadir. Her iki ders kitabin birinci {inite /modiiliinde dinleme etkinlik sayilar1 fazla
iken diger {inite/ modiillerde bu say1 azalmaktadir. Ayrica “Schritt fiir Schritt Deutsch”
ders kitabinda {initeler arasindaki dinleme etkinlik sayilari arasinda biiyiik sayi
farkliliklar1 géze ¢arpmaktadir. Birinci tinitede 17 olan dinleme etkinligi sayisinin diger
iinitelerde giderek daha da azaldigim gérmek miimkiindiir. Uniteler arasinda bulunan
dinleme etkinlik sayilarinda boyle farkliliklarin olmasi, dinleme becerisinde denkligin
kurulamadigimi gostermektedir. “Wie Bitte?”” adli ders kitabinda da birinci modiilde 11
olan dinleme etkinligi sayisi diger iinitelerde azalmakta ve bazi {initelerde 5’¢ kadar
diismektedir. Bu da oOgrencilerin ilk baglarda kendileri i¢in belirledikleri 6grenme
stratejilerinde degisiklik yapmalarin1 gerektirmekte ve gittikce azalan dinleme
etkinlikleri sayesinde de dinleme becerileri de azalmaktadir. Oysaki dinleme etkinlikleri
sayesinde dinleme becerisinin olumlu yonde gelistigi deneysel caligmalarla
gosterilmigtir (Epgacan, 2013). Aslinda yabanci dilde dinleme siireglerinde c¢esitli
dinleme konulariin islenmesi 6grencilerin hem kelime hazinesinin ¢gogalmasina hem de
¢esitli alanlarda dinleme becerisiyle birlikte diger dil becerilerini de aktif hale
gecirebilmeleri i¢in uygun ortam olusturmaktadir (MEB 2009). Kitaplarda bulunan
dinleme etkinlikleri sayesinde Ogrenciler hem konu hakkinda bilgiye sahip olmakta,
hem de farkli konusma tiirlerini de dinleme imkani bulmus olmaktadir. Bu sayede de
ogrenciler “isitsel aligkanlik” kazanmis olup, dinledigini anlama ve anlamlandirma

imkani bulmaktadir (Storch, 2008).

MEB Talim ve Terbiye Kurulu 24.08.2011 Tarih ve 119 Sayili Ortadgretim ikinci
yabanci dil Almanca dersi 9. ve 10 Sinif Ogretim Programinda belirtilen ve MEB Talim

ve Terbiye Kurulu Bagkanliginca 19.01.2017 tarih ve 41 sayili Karar Sayst ile
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yaymlanip yiiriirliige giren Almanca Dersi 9. ve 10. Simf Ogretim Programi dinleme
kazanimlari belirlenmis Tablo 2’de sunulmustur. Kazanim kavramlarinin hangi kitapta
yer aldiginin anlagilmasi agisindan kazanimlarin her birine kitaplarin bas harflerini
gosteren bir harf kodu verilmistir. ”S” “Schritt fiir Schritt Deutsch” ders kitabin1 “1*
kazanim numarasini, “W” “Wie Bitte? ders kitabin1 “1” kazamim numarasini ifade
etmektedir.

Tablo 2. ikinci Yabanci Dil Almanca Dersi 9. ve 10. Smif Ogretim Programlari
Dinleme Kazanimlari

2011 Ogretim Program 2017 Ogretim Program

S1 - Yavas ve basit dil yapilariyla W1- Tanmidik giinliik ifadeleri ve ¢ok basit

konusmaciy1 anlar. konusuldugunda ctimleleri anlayabilir

S2- Acik ifade edilen sunu ve W?2- Kisi hakkindaki bilgi ve sorulari anlar.

yonergeleri anlar.

S3- Rakamlarla ilgili ifadeleri W3- 20'ye kadar sayilari fiyatlar1 ve saatleri

anlar.

anlayabilir.

S4- Kisa soru ve agiklamalari anlar. Wi4- Cok yavas, dikkatlice ve
duraklamalarla sdylendiginde kavramlari
anlayabilir.

S5- Yol tariflerini anlar ve WS5-. Yavas ve net bir sekilde kendisine

diizeyine uygun sarki, siir vb. yoneltilen talimatlart anlayabilir.

eserleri dinlemekten zevk alir.
W6- 20'den itibaren sayilar1 igleyebilir.
W7-Yavas ve anlasilir bir sekilde
konusulmasi kosuluyla etrafindaki belirli
seylerle ilgili tanidik kelimeleri ve ¢ok basit
climleleri anlayabilir
W8- Zamanlari anlayabilir.
W9- Miktarlar, fiyatlar ile bas edebilir.
(MEB, 2011) (MEB, 2017)

Tablo 2°deki sol siitunda MEB Talim ve Terbiye Kurulu 24.08.2011 Tarih ve 119 Sayili

Ortadgretim ikinci yabanci dil Almanca dersi 9. ve 10 Smmf Ogretim Progranminda
belirtilen dinleme kazanimlari; sag siitunda ise MEB Talim ve Terbiye Kurulu
Bagkanliginca 19.01.2017 tarih ve 41 sayili Karar Sayisi ile yayinlanip yiiriirliige giren
Almanca Dersi 9. ve 10. Simf Ogretim Progranu ikinci yabanci dil Almanca dersi 9. ve

10. Smif Ogretim Programindaki dinleme kazanmmlar1 yer almaktadir. Her iki
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programin dinleme kazanim ifadelerinin ve sayilarmin farkli oldugu goriilmektedir.
2011 programinda bes ¢esit dinleme kazanimina yer verilirken 2017 programinda dokuz

¢esit dinleme kazanimina yer verilmistir.

Aragtirmanin amact dogrultusunda ders kitaplarindaki dinleme etkinlikleri dinleme
kazanimlarin1  karsilama agisindan incelenmistir. Ders kitaplarinda  bulunan
tinite/modiillerde islenen dinleme kazanimlari tespit edilmis, frekanslari ¢ikarilmis ve
her kazanimin kag kez islendigi belirlenerek Tablo 3’te sunulmustur.

Tablo 3. Ders Kitaplarinda Bulunan Unite/Modiillerde islenen Dinleme Kazanimlarin
Frekanslart

Kazamm f Kazamm f
S1 21 W1 3
S2 29 W2 5
S3 7 W3 5
S4 22 W4 22
S5 - W5 2
W6 3

w7 11

W8 1

W9 3

TOPLAM 79 55

“Schritt flir Schritt Deutsch” ders kitabinda “S1 Yavas ve basit dil yapilariyla
konusmaciy1 anlar.” kazanimi 21, “S2 Agik ifade edilen sunu ve yonergeleri anlar.”
kazanimi 29, “S3 Rakamlarla ilgili ifadeleri fiyatlar1 ve saatleri anlar.” kazanim 7, ,,S4
Kisa soru ve agiklamalar anlar.* kazanimi 22 kez kullamilmus, ,,S5 Yol tariflerini anlar
ve diizeyine uygun sarki, siir vb. eserleri dinlemekten zevk alir.” kazanimi hig

kullaniimamustir.

,»Wie Bitte?* ders kitabinda “W1 Tamidik giinliikk ifadeleri ve g¢ok basit ciimleleri
anlayabilir.” kazanimi 3, “W2 Kisi hakkindaki bilgi ve sorular1 anlayabilir.* kazanimi 5,
“W3 20'ye kadar sayilar1 anlayabilir.” kazanimi 5, “W4 Cok yavas, dikkatlice ve
duraklamalarla sdylendiginde kavramlar1 anlayabilir. kazanimi 22, “W5 Cok yavas,
dikkatlice ve duraklamalarla sdylendiginde kavramlari anlayabilir. kazanimi 2, “W6

20'den itibaren sayilar1 isleyebilir.”“ kazanimi 3, “W7 Yavas ve anlasilir bir sekilde
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konusulmasi kosuluyla ¢evresindeki belirli seylerle ilgili tanidik kelimeleri ve ¢ok basit
climleleri anlayabilir. kazanimi 11, “W8 Zamanlar1 anlayabilir. kazanimi 1, “W9

Miktarlar, fiyatlar ile bas edebilir.” kazanimi1 3 kez kullanilmustir.

“Schritt fir Schritt Deutsch” Al.l1 Almanca ders kitabinda toplam 79 dinleme
kazaniminin yer aldigi; “Wie Bitte? “A1.1 ders kitabinda da her etkinlikte bir kazanima
yer verildiginden toplam 55 dinleme kazaniminin oldugu goriilmiistiir. Tabloya
bakildiginda “Schritt fiir Schritt Deutsch” Al.l Almanca ders kitabinda kazanim
frekanslar1 arasinda esitsizliklerin oldugu goriilmektedir. Bir kazanima oldukga fazla
yer verilirken, baska bir kazanima daha az hatta hi¢ yer verilmedigi goriilmektedir.
Kazanim sayist 2017 programinda arttirilmis olmasina ragmen “Wie Bitte?” ders
kitabindaki dinleme kazanim frekanslari arasinda da bir dengesizligin oldugu
goriilmiistiir. Asagida ders kitaplarinda en fazla ve en az bulunan dinleme kazanimlarina

yonelik birer etkinlik 6rnegi yer almaktadir. Sekil 1°de 6rnek gosterilmektedir.
“Schritt fiir Schritt Deutsch”A1.1 Almanca ders kitabi:

“S2 Acik ifade edilen sunu ve yonergeleri anlar.” kazanimina yénelik etkinlik
ornegi

fP Hor zu und markiere! Richtig oder falsch? % )

I_T Herr Meier ist Musiklehrer |
B | Er kommt aus C;s;erre»ch
| Herr Meier wohnt hve; in Bem;\ | | ;
?Er ist52 Jahre alt. | | [

Er spielt Trompete |

'M [7_1Er-s(sympathrsch 1 - T

Sekil 1. Schritt fiir Schritt Deutsch ders kitabi, s. 27

Bu etkinlikte Ogrencinin dinlemesi ve dinleme ile birlikte isaretleme yapmasi da
istenmektedir. Burada 6grencinin ifade edilen yonergeleri anlayip bilgilerin dogru ya da
yanlis oldugunu degerlendirmesine yoénelik bir etkinlik yer almaktadir. Sekil 2’de bu

etkinlige iligkin 6rnek gdsterilmektedir.
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“S3 Rakamlarla ilgili ifadeleri fiyatlar1 ve saatleri anlar.” kazanimina yonelik

etkinlik ornegi

Sekil 2. Schritt fiir Schritt Deutsch ders kitabi, s. 33

“Schritt fir Schritt Deutsch” ders kitabinda az sayida bulunan dinleme etkinligine bir
ornektir. Burada 6grencinin dinleme esnasinda okumasi ve belirtilen saatleri anlamasi

istenmektedir. Sekil 3’de bu etkinlige iliskin 6rnek gosterilmektedir.
“Wie Bitte?”” A1.1 Almanca ders kitabi:

“W4- Cok yavas, dikkatlice ve duraklamalarla sdylendiginde kavramlar

anlayabilir.” kazanimina yoénelik etkinlik 6rnegi.

O a Hor zu und kreuze an!

Diner mit Salat, | Spaghettimit  Sushi mitReis, = Kisebrot,
Limonade Sofle, Wasser =~ Mineralwasser Orangensaft

Ali
Senja

Franco

Takumi

Sekil 3. Wie bitte? ders kitab1 s. 56

Kitabin i¢inde en fazla yer alan bu etkinlik tiiriinde de 6grencinin bilgileri dinleyip,
hangi ifadelerin kiminle eslestigini isarctlemeleri istenmektedir. Kitabin igerisinde bu

kazanima yonelik etkinliklerin genellikle bu sekilde yer aldigini gérmek miimkiindiir.
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Bu sayede 6grencinin dogru telaffuzu duyup, etkinligi dogru sekilde tamamlamasi

beklenmektedir.
“W8 Zamanlar1 anlayabilir.“ kazanimina yonelik etkinlik 6rnegi
Q b Was macht Karin heute? Hor zu und ordne die Uhrzeiten den Bildern zu!

1. dreizehn Uhr dreifig - 2.drei Uhr - 3.halbfinf - 4. Viertel vor acht

Sekil 4. “Wie Bitte? ders kitab1 s.44

Zamanlart anlama kazanimina yonelik kitapta etkinlik sayist olduk¢a sinirli sayida yer
almaktadir. Burada 6grencinin zaman ifadelerini dinlemesi ve resimlerle eslestirilmesi

istenmektedir.

Her iki kitaptaki iinite/modiiller ilerledik¢e dinleme kazanimina yonelik etkinliklerin
dinleme yapildiktan sonra okumaya, konusup tekrarlamaya, isaretlemeye ve
tamamlamaya yonelik oldugunu goérmek miimkiindiir. Ders kitaplarinda yer alan
dinleme etkinliklerinin genelde tinite/modiillerde 6grenci seviyesine uygun oldugunu ve

diger becerilerin de birlikte kullanilmaya caligildigini sdylemek miimkiindjir.
TARTISMA ve SONUC

2011 ve 2017 MEB Almanca dersi Ogretim Programlarinda yer alan 9. ve 10. smiflar
dinleme kazanimlarinin Al.1. diizeyi i¢in hazirlanmis olan “Schritt fiir Schritt Deutsch”
ve “Wie Bitte?” adli ders kitaplarinda yer alma durumlarinin incelendigi bu ¢alismada
her iki kitabin da 8 {inite/modiilden olustugu, her iki kitabin i¢inde yer alan konularin
birebir ortiigmese de giincel konulardan oldugu, Schritt fiir Schrit Deutsch” adli kitabin

toplamda 79 dinleme etkinliginden ve birinci iinitesinde 17 olan dinleme etkinligi
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sayisinin ikinci iinitede 13’e ve daha sonraki {initelerde daha az sayiya; “Wie Bitte?”
ders kitabinda ise toplamda 55 dinleme etkinligine, ilk modiilde 11 olan dinleme
etkinlik sayisinin ikinci modiilde 9’a ve ilerleyen modiillerde daha da az sayiya indigi
saptanmistir. Bu da dinleme becerisine ait etkinliklerin {inite/modiillerde esit bir

dagilima sahip olmadigimi gostermistir.

“Schritt fir Schritt Deutsch” A1.1. adli ders kitabinda 8 iinite ve bu {niteler i¢erisinde
2011 yili Almanca Ogretim Programinda belirtilen dinleme kazanimlarindan toplam 79
kez yer verildigi ve bu kazanimlar i¢in Almanca dersine haftalik 2 ders saati zaman
ayrildigt gorilmiistiir. “Wie Bitte?” Al.1. ders kitabinda da modiil sayisinin 8, ders
saatinin de 2 oldugu ve 2017 Yili Almanca Ogretim Programinda yer alan dinleme
becerisi kazanimlarin 55 kez yer aldig1 belirlenmistir. Iki ders kitabinda iinite/modiil
sayilart ayn1 olmasina ragmen 2017 yili Ogretim Programma gore hazirlanmis “Wie
Bitte?”’Al.1 ders kitabindaki dinleme kazanim sayisinda bir artis olmasina ragmen,
2011 Programina gore hazirlanmis olan “Schritt fiir Schritt Deutsch”A1.1 kitabima goére
etkinlik sayisinda azalma oldugu goriilmiistir. Bu da dinleme becerisinin ihmal

edildigini bir kez daha kanitlamig olmaktadir.

“Schritt flir Schritt Deutsch” ders kitabinda “S1 Yavas ve basit dil yapilariyla
konusmaciy1 anlar.” kazanimi 21, “S2 Agik ifade edilen sunu ve yonergeleri anlar.”
kazanimi 29, “S3 Rakamlarla ilgili ifadeleri fiyatlar1 ve saatleri anlar.” kazanimi 7, ,,S4
Kisa soru ve agiklamalar anlar.* kazanimi 22 kez kullamilmus, ,,S5 Yol tariflerini anlar
ve diizeyine uygun sarki, siir vb. eserleri dinlemekten zevk alir.” kazanimi hig
kullanilmamustir. “Schritt fiir Schritt Deutsch” ders kitabinin sunu, yonergeleri, kisa
soru ve agtklamalari anlama kazanimini agisindan yeterli oldugu soylenebilir. Ancak yol
tariflerini anlama ve diizeyine uygun sarki, siir vb. eserleri dinleme kazanimi agisindan
yetersiz bulunmustur. Kazanim sayilar1 arasinda bilyiik farklarin olmasi dinleme
kazanimlarinin ders kitabinda esit sayida ve belirli bir diizende bir dagilima sahip
olmadig1 sonucunu ortaya koymaktadir. Oysaki programda belirtilen kazanimin yabanci
dil kitabinda mutlaka yer almasi beklenir ve belirtilmis olan bu dinleme anlama

becerilerinin gelistirilmesi goz ardi edilmemeli, aksine dinleme anlama kazanimina
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onemli dl¢lide yer verilmelidir. Ciinkii kisi bir dili 6greniyorsa ve bu dildeki anlama ve
anlatmaya yonelik baslica gerekli olan dil becerilerini aktif bir bi¢imde kullanabiliyorsa
o dilde yeterli olarak degerlendirilmektedir (Karatay, 2011, s. 21).

“Wie Bitte? ders kitabinda “W4- Cok vyavas, dikkatlice ve duraklamalarla
sOylendiginde kavramlar1 anlayabilir. kazaniminin en ¢ok “W7-Yavas ve anlasilir bir
sekilde konusulmasi kosuluyla etrafindaki belirli seylerle ilgili tanidik kelimeleri ve ¢ok
basit ciimleleri anlayabilir.” kazanimin W4’e gore biraz daha az kullanildigi ve
kavramlari, kelimeleri ve climleleri anlama kazanimi bakimindan oldukga yeterli oldugu
sOylenebilir. Ancak “W1- Tanidik giinliik ifadeleri ve ¢ok basit ciimleleri anlayabilir.®,
“W2- Kisi hakkindaki bilgi ve sorulari anlayabilir., “W3- 20'ye kadar sayilari
anlayabilir.”, “W5-. Yavas ve net bir sekilde kendisine yoneltilen talimatlar
anlayabilir”, “W6- 20'den itibaren sayilari isleyebilir.”, “W8 Zamanlar1 anlayabilir.*,
“W9- Miktarlar, fiyatlar ile bas edebilir. kazanim sayilar1 arasinda ¢ok fazla fark
olmadig1 ancak W4’e ve W7’ye gore ¢ok fazla farkla az sayida islenmis oldugu
sonucuna ulasilmistir. Bu baglamda da bir yabanci dil kitabinin dinleme becerisi
kazaniminda basit ciimleleri, bilgi ve sorulari, ydneltilen talimatlari, sayilar
isleyebilme, zamanlar1 ve sayilari anlayabilme bakimindan yetersiz bulunmustur.
Oysaki giinliik yagsamda en ¢ok kullanilan ve siirekli karsilagilan bu kazanimlarin az
islenmis olmasi da bu kazanimlarin bu kitapla edinilemeyecegini ve bu kazanimlarla
ilgili bir durumla karsilagildiginda Ogrencilerin buralarda yetersiz olmasi onlarin
yabanci dil motivasyonlarmi diisiirebilecegi ihtimalini akillara getirmektedir. Ana
dilindeki dinleme ile yabanci dildeki dinleme arasinda farklilik olmasi sebebi ile
(Leubolt, 2006: 25) bir yabanci dil kitabindan beklenen 6grencilere onlarm dinleyip

anlamaya yonelik motivasyonlarini arttirici ¢aligmalara daha fazla yer vermesidir.

Dinleme anlama becerisine yonelik kazanimlar iletisimsel odakli yabanci dil
Ogretiminin hedeflerinden olmali ve bu kazanimlar 6grencilere yabanci dilde hedeflenen
konugma imké&nint saglamalidir, ¢ilinkii dinleme, 6grenilen dile yakinlik duygusunu
gelistirmektedir (Hanbay, 2013: 25). Dinleme sayesinde kelimelerin dogru telaffuzu
duyulmakta ve duyuldugu sekilde de kodlanmaktadir, konusma sirasinda da kodlandigi
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gibi ifade edilmektedir. Boylece 6grenci ne kadar ¢ok dinleme yaparsa kendi dinleme
stratejisini gelistirecek, tekrar tekrar duyma sayesinde kodlamasi da o kadar dogru
sekilde olacak ve konusma cesareti de o derece artacaktir. Bu nedenle de yabanci dilde
iletisim siirecinin vazge¢ilmez bir boliimiini olusturan dinleme, iletisimin sorunsuz ve
yliksek motivasyonla gergeklesmesi adina 6nem verilmesi gereken bir dil becerisidir.
Sonug olarak elde edilen verilerden 2017 Almanca Dersi Ogretim Programinda kazanim
sayisinin arttig1, yeni olusturulan “Wie Bitte? adli ders kitabindaki modiil sayilarinda
herhangi bir degisimin olmadigi, dnceki kitaba gore etkinlik ve etkinlikler bazindaki
kazanim sayilarmin azaldigi, verilen dinleme etkinliklerinde kazanimlarin esit oranda
dagilmadig1 gortilmiistiir. Yillardan beri ihmal edilmis olan dinleme becerisinin yine
etkinliklerde dinleme kazanimlarinin dengeli bir bigimde dagitilmamis olmasiyla bu
kaderi devam ettirdigini gostermistir. Oysa ki yeni olusturulan kitaplarda dinleme
etkinlikleri ve kazanimlarin {inite/modiil i¢inde dengeli bir dagilima sahip olmasi,
kullanim sikliklarinda biiyiik farkliliklar olmamasi, kullanim siklig1 agisindan belirli bir

alt smnirin belirlenerek hazirlanmasi ve eksikliklerin giderilmis olmasi beklenmektedir.
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SUMMARY

Introduction and Aim

The aim of this study is to examine the textbooks in terms of whether the listening acquisition
specified in the 9th and 10th grade German Teaching Programs of 2011 and 2017 are included in
the listening activities. The study focused on listening as a basic language skill, and the "Schritt
fiir Schritt Deutsch” Al.1 textbook, which was published in 2016 and was decided to be used in
public schools affiliated to the Ministry of National Education, and "Wie Bitte?" the comparative
situations of the textbooks named A1.1 in terms of listening achievement were investigated. In this
way, it will be determined how much weight is given to the listening acquisition and whether there
is an increase or decrease in the listening acquisition in the renewed textbook. In this direction,
the answer to the following question was sought in the study:

What is the status of the listening outcomes in the 9th and 10th grade German Teaching
Programs which was prepared in 2011 and 2017 in the textbooks?

Method

The research is a qualitative research, in which qualitative information collection methods such
as observation, interview and document analysis are used, and a qualitative process is followed
to reveal perceptions and events in a realistic and holistic way in the natural environment
(Yildirim, 1999).

Findings and Results

1t is seen that the German textbooks named “Schritt fiir Schritt Deutsch” and “Wie Bitte” consist
of 8 units/modules. Although both books contain 8 units/modules and similar topics for daily life,
it has been determined that there is a difference in the number of listening activities. While there
are 79 listening activities in the “Schritt fiir Schritt Deutsch” textbook, “Wie Bitte?” there are 55
listening activities in total in the textbook. While the number of listening activities is high in the
first unit/module of both textbooks, this number decreases in the other units/modules. The fact
that there are such differences in the number of listening activities between the units shows that
the equivalence cannot be established in listening skills.

Listening acquisitions in the 9th and 10th Grade Curriculums of the German Lesson, which was
published and entered into force with the 2011 and 2017 date and decision of the MONE
Education and Discipline Board, were determined, and it was determined that the listening
acquisition expressions and numbers of both programs were different.

Then, the listening activities in the textbooks were examined in terms of meeting the listening
achievements and the listening gains covered in the units/modules in the textbooks were
determined, their frequencies were extracted, and the number of times each acquisition was
processed was presented.

As a result, it is seen that there are inequalities between the acquisition frequencies in the
“Schritt fiir Schritt Deutsch” A1.1 German textbook. It is seen that while a lot of space is given to
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one acquisition, less or even no space is given to another acquisition. Although the number of
gains was increased in the 2017 program, it has also been observed that in the textbook “Wie
Bitte?” is an imbalance between the listening acquisition frequencies.

Discussion and Conclusion

In this study, the inclusion of listening acquisitions in listening activities was investigated in two
secondary school textbooks prepared for Al.1. Although the number of units/modules in the two
textbooks the same is, there is an increase in the number of listening acquisition.

There has been an increase in the number of listening acquisition in the “Wie Bitte? "A1.1
textbook prepared according to the 2017 curriculum. However, according to the "Schritt fiir
Schritt Deutsch"A1.1 book, which was prepared according to the 2011 Program, it was observed
that there was a decrease in the number of activities. This proves once again that listening skill is
neglected. The fact that there were great differences between the number of listening acquisition
in both books revealed that the listening acquisition did not have an equal number and a certain
distribution in the textbook. By examining the acquisitions, it was found that the “Wie Bitte”
textbook was insufficient in terms of being able to process simple sentences, information and
questions, instructions, numbers, and understanding times and numbers in the acquisition of
listening skills.

As a result of the data obtained, it was seen that the number of gains in the 2017 German
Curriculum increased, and in the newly created “Wie Bitte? textbook is no change in the number
of modules, the number of acquisition on the basis of activities and activities decreased, and the
acquisition were not distributed equally in the given listening activities. It has been shown that
the listening skill, which has been neglected for years, continues this fate with the fact that the
listening acquisition are not evenly distributed in the activities. However, in the newly created
books, it is expected that the listening activities and learning acquisition will have a balanced
distribution within the unit/module and a certain lower limit will be determined in terms of
frequency of use and the deficiencies will be eliminated.
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0z

Kaynak metin ¢oziimleme yontemlerinden biri de yorumlayict modeldir. Bu modelin temeli
yorumlayict ¢eviri kuramina, diger adiyla “anlam” kuramina dayamir. Bu ¢alismanmin amacin
ceviri egitiminde uygulanan yorumlayict modelle ¢eviri amagl kaynak metin ¢oziimleme ¢abast
olusturmaktadir. Calismada, Marianne Lederer’in La Traduction aujourd’hui (1994) adl
eserinde betimledigi yorumlayict modelle kaynak metin ¢oziimleme yontemi benimsenmistir.
Yorumlayict modelin ¢oziimleme diizeyleri kuramsal temel, amag¢, uygulama alan(lar)i, kitle,
egitsel kullanim, uygulama bicimleri ile makrometinsel parametrelerin ¢oziimiiniin yer aldigi
icerik diizeyleri olarak belirtilmistir. Bu ¢éziimleme diizeyleri Maupassant’in La Parure adl
oykiisiine wygulanmistir. Calismanmin yontemi analitik bir nitelik tasimaktadr. Calismada,
yorumlayict model ¢eviri siireci ve ceviri egitimine uygulanisi agisindan ele alimmigtir. Sonug
olarak, yorumlayict modelin akademik ve mesleki ¢evrelerde oldugu kadar ceviri egitiminin
baslangi¢ diizeyinde de kolayca uygulanabilecegi ifade edilebilir. Bir yandan égrencilerin karar
alma yetenegini destekleyecegi, ¢eviri edinci ve farkindahigim gelistirecegi; diger yandan
ogreticilerin metin segim olgiitlerini gelistirecegi, ceviri sorunlarini diizenleyip degerlendirme
olciitleri gelistirmelerine katkr saglayacag soylenebilir.

Anahtar Sozciikler: Ceviri egitimi, Yorumlayict model, Kaynak metin ¢éziimleme, La Parure

*Almtilama: Unsal, G. (2022). Yorumlayici modelle kaynak metin ¢oziimleme ¢aligmasi: “La
Parure” 6rnedi. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 241-262.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (Y ABDILSEM) bildiri olarak sunulmustur.



Yorumlayict Modelle Kaynak Metin Coziimleme... 242

ABSTRACT

One of the source text analysis methods is the interpretive model. The basis of this model is based
on the interpretive theory of translation, in other words the theory of meaning. The aim of this
study is to analyze the source text for translation with the interpretative model applied in
translation education. In the study, the source text analysis method was adopted with the
interpretive model described by Marianne Lederer in her work La Traduction aujourd‘hui (1994).
The analysis levels of the interpretive model are specified as the theoretical basis, purpose,
application area(s), public, didactic exploitation, practical modalities, and content levels that
include the solution of macrotextual parameters. These levels of analysis were applied to
Maupassant's story La Parure. The method of the study is analytical. In the study, the interpretive
model is discussed in terms of the translation process and its application to translation education.
As a result, it can be stated that the interpretive model can be easily applied to the initial level of
translation education as well as to academic and professional environments. On the one hand, it
will support students' decision-making skills and improve their translation competence and
awareness; on the other hand, it can be said that the instructors will improve the text selection
criteria, edit the translation problems and contribute to the development of evaluation criteria.

Keywords: Translation education, Interpretive model, Source text analysis, La Parure.
GIRIS

Adin1 Danica Seleskovitch (1921-2001) ve Marianne Lederer’e borglu olan
Yorumlayici Ceviri Kuramu (théorie interprétative), diger adiyla Anlam Kurami (théorie
du sens), Paris Okulu olarak bilinen Yeni Sorbonne Universitesi Paris 3’te Miitercim
Terciimanlik Okulu (ESIT-1957)’nda gelistirilmistir (Guidére, 2008, s. 69; Ozcan, 2019
s. 589). Seleskovitch ve Lederer’i daha sonra Jean Delisle ve Amparo Hurtado takip
edecektir (Moya, 2010, s. 69). Yorumlayict Ceviri Kuraminin temeli Seleskovitch’in
konferans terciimanligt deneyimine dayanir ve kendisinin mesleki uygulamasinda
sekillenir (Pop, 2011, s. 118). Donemin bilissel bilimleri kadar psikolojiden de

yararlanan kuram zihinsel ¢eviri siirecine 6zel bir ilgi gosterir.

Bilindigi gibi, yorumlayict ¢eviri kuramin temel ilgi alan1 anlam sorunudur. Anlam
dogas1 geregi sozsiizdiir, ¢iinkii muhatabin séyledigi -a¢ik- sey kadar sustugu,
sOylemedigi —kapali- seyi de igerir. Seleskovitch’e gore, her seyden Once bir taraftan
alg1 sorunu, (i¢) dilsel arag algisi, diger taraftan (dis) gergeklik algisi sz konusudur. Bu

geviri siirecinin dogrudan olmadigi, zorunlu olarak ara bir asamadan gegmesi gerektigi
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ve boylece anlam siirecini sdzciikten siyirmak gerektigi anlamina gelir. Bu 6nce anlami

sonra fikirleri yeniden ifade etmenin devingen bir siirecidir (Guidére, 2008, s. 70).

Seleskovitch’ten sonra, Delisle (1980) soylem c¢oziimlemesi ve metindilbilime
bagvurarak yorumlayici ¢eviri kuraminin daha ayrintili ve daha egitsel bir modelini
gelistirir. Dillerarasi aktarim siirecinde 6zellikle kavramsallastirma agamasini inceler.

Delisle (1980, s. 85)’ye gore, geviri siireci ii¢ asamada gergeklesir:

1- Sozciiklerarast anlambilimsel iligkileri ¢oziimleyerek ve baglam araciligiyla

kavramsal icerigi belirleyerek kaynak metni ¢6ziimlemeye dayanan anlama asamast,

2- Akl yiirlitme ve fikir ¢agrisimlarina basvurarak kaynak metnin kavramlarini bagka

bir dilde yeniden s6ze dokmeyi igeren yeniden olusturma asamast,

3- Cevirmen tarafindan yapilan tercihleri, esdegerlerin nitel bir ¢éziimlemesini ters-

ceviri seklinde gergeklestirerek dogrulamay1 amaglayan dogrulama asamasidir.

Delisle, L’analyse du discours comme méthode de traduction (1980) adli eserinde
sOylem ¢6ziimlemesine dayali bir yontem Onerir; ama sadece edebi-olmayan metinler
olarak tanimlanan “kullanimlik metinlerle” ilgilenir. Moya (2010, s. 75)’nin ifadesiyle,
kullanimlik metinler “yananlamdan ¢ok diizanlamli metinler olup genellikle nesnel bir
gercege gonderme yapan; anlamin olasi tek bir c¢evirisi yapilan; kodlanmis bir dilde
yazilan; acil pratik kullanima sahip ve egitici” metinlerdir. Delisle (1980, s. 13)’e gore,
“kullanimlik metinlerin ¢evirisi, yazili anlatim tekniklerine ve iki dilde belli bilgi
birikimine dayanan bir yeniden yaratma sanatidir. Soylem ¢oziimlemesinde, ¢evirinin
Ozerkligine ve devingenligine dayanan “metinbilimsel” bir kuram gelistirmeyi,
dolayisiyla “geviri isleminin bilissel siirecini” ¢6ziimlemeyi amaglayan Delisle (1980, s.
13), ceviride dilin “yazim kurallarina uyum”, “sézciik yorumlamasi”, “bigemsel
gOriinimiin yorumu” ve “metinsel dgrencilik” olmak tizere dort sekilde kullanildigini

ifade eder.

Ceviribilim agisindan, sdylem ¢oziimlemesi aslinda iki temel diizeyde “anlama”
yogunlagsmay1 saglar: 1- Tiir diizeyi; 2- Metin diizeyi. 1-Tiir diizeyinde bir dile 6zgi

dilsel ve yazinsal ifade gercevesi yer alir: tavsiye mektubu, polisiye roman vb.; 2- Metin
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diizeyinde ise baglantili ve tamamlayict bolimlerden olusan tiimce, paragraf vb.
sozbilimsel birimler yer alir. Burada parodi (yansilama), pastis (Oykiinme), alint1 vb.
acik ya da oOrtiik baglari iceren metinlerarasilik gibi metinsel olgularin varligr ¢ok

onemlidir.

La Traduction aujourd'hui (1994) adli eserinde Lederer, biitiin bu fikirleri birlestirir ve

yorumlayicit modelin temelini ii¢ ana varsayima dayandirir (Lederer, 1994, s. 9-15):
1- Her sey yorumdur;

2- Yorum yapilmadan geviri yapilamaz;

3- Anlam arayis1 ve yeniden ifade etme biitiin ¢evirilerde ortak paydadir.

Yorumlayici geviri siireci, “0zgiin metni anlamak, 6zgiin metnin dilsel bigimini bozmak
ve anlasilan fikirler ve hissedilen duygular1 erek dilde yeniden ifade etmekten” olusur.
Bir baska deyisle, yorumlayici ceviri siireci, anlama (compréhension); sozciiklerden
styirma (déverbalisation) ve Yyeniden ifade etme (réexpression) olmak lizere ti¢

asamadan olusur (Lederer, 1994, s. 11).
1-Anlama (compréhension)

Bir metni anlamak demek, hem dilsel hem de dil-dis1 bilesenini anlamak anlamina gelir.
Metnin anlami her 6zel okuyucunun biligsel tamamlayicilarina dayanir. Anlam biiyiik
Olciide okuyucunun deneyimine, ansiklopedik bilgisine, kiiltiirel birikimine, kisaca
yorumlama yetisine baglidir. Sadece kullanimlik metinlerin degil, yazinsal metinlerin de

anlamsal ¢eviride 6znelliginin sinirlar1 vardir (Moya, 2010, s. 76-78)
2) Sozciiklerden styirma (déverbalisation)

Sozciiklerden siyirma, bir sdzcede bulunan fikir ya da kavramlarin zihinsel
soyutlanmasina dayanir. Cevirmen kaynak metnin sozlerini sozciiklerden siyirmazsa,
birebir ¢eviriye —transcodage- diiser ve -6zellikle aktarim tehlikesinin ¢ok biiyiik oldugu
birbirine ¢ok yakin iki dil arasinda geviri s6z konusuysa- yeni alicisina neredeyse higbir
sey demeyen bir ¢eviri metin yazar. Sozciiklerden siyirma asamasi, ¢eviri esnasinda

goreceli olarak basittir; ¢linkii ister ardil, ister eszamanli olsun, sozlii s6ylemin sesleri
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goriiniir ve kaybolur, kaynak dilin gostergeleri (sozciikler, tiimceler) unutulurken, anlam
¢evirmenin bilincinde kalir; ama bunun metnin her zaman var oldugu yazili ¢eviriye

uygulamasi daha zor olur (Moya, 2010, s. 78-79).
3) Yeniden ifade etme (réexpression)

Bir bagka dilde anlami yeniden ifade etme, ¢evirmen tarafindan erek dilin sundugu
cesitli ifade araglarinin se¢imine dayanir. Cevirmen, fikirler dizisi dogrusal olmasa dahi,
birbirini izleyen fikir birliktelikleriyle ilerler ve benzetmeye bagvurma geregi duyar.
Ozellikle ceviri siirecinin bu asamasinda ¢evirmenin cagrisimlhi ve tiimdengelimli
yetenegi, yaraticiligi, sezgisi ve hayal giicli cok dnemlidir (Delisle, 1980; Moya, 2010,
s. 79-80).

Lederer (1994, s. 13)’e gore, bu li¢ asamadan olusan yorumlayici ¢eviri kuramimin
Ozginligi ashinda ikinci asamada -sbzciikten siyirma- yatar. Ceviri eylemi « metni
anlamaya » ve erek dilde « bu metni tekrar ifade etmeye » dayanir. Metni anlamak,
dilbilimsel edinim ve ansiklopedik bilgiyle beraber, metnin dilbilimsel ifadesini
anlamak demektir. Cevirmenin dilbilgisel bilgileri, bilgi dagarciginin bir bolimiini
olusturur ve metnin anlasilip yeniden ifade edilmesi i¢in vazgegilmezdir. Bu 6geler
yaninda varsayim ve sezdirimler gibi, ceviri eyleminin disinda kalmakla birlikte,
metinlerin anlagilmasi i¢in dile eklenmesi gereken baska o6geler de vardir: Bu 6geler,
biligsel ve duyussal tamamlayicilar, bilgi dagarcigi, dildisi bilgiler, biligsel baglam
olarak adlandirilabilir (Goktas, 2005, s. 58).

Bir metnin anlammi yorumlamak bulundugumuz seviyeyi belirlemeyi gerektirir.
Baslangigtan itibaren dil, tiimce yapist ve metin arasinda ayrim yapmak gerekir, ¢iinkii
bu seviyelerin her birinde ¢eviri yapilabiliyorsa, sdzciiklerin, tiimcelerin ve metinlerin
cevrilip ¢evrilmedigine bagl olarak ¢eviri islemi ayni olmayacaktir (Lederer, 1994, s.
13). Bu sozciikler, tiimceler, metinler arasindaki ayrim Paris Okulu’nun iki ¢eviri
tiiriinii, “dilsel geviri (s6zciiklerin ve baglam dis1 tiimcelerin gevirisi) ve metin ¢evirisi”
ya da yorumlayici geviri olarak ayirt etmesine yol agar (Lederer, 1994, s. 15). Lederer'e

gore, gercek ceviri yalnizca metinlerle iligkili olarak, yani bir sdylem ¢ercevesinde ve
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bir baglama gore disiiniilebilir. Yorumlayic1 ceviri esdegerliklerle, dilsel geviri ise
denkliklerle yapilan bir ¢eviridir. Egdegerlik ve denklikler arasindaki temel fark,
birincisinin metinler arasinda, ikincisinin dilsel 6geler arasinda kurulan bir ceviri
olmasidir (Lederer, 1994, s. 51). Bu terimsel ayrintilar yorumlayici ¢eviri kuraminin
onemli bir yoniinii olusturur. Lederer, ceviri siireci hakkinda diistinmeye izin veren
kavramsal araglar titizlikle betimler; anlam ve sdylemek istenen (kasit, niyet) modelin
merkezinde 6nemli bir yer tutar. Bir tiimcenin anlami, yazarin kasith olarak ifade etmek
istedigi seydir; bu onun konusmasinin nedeni degil, sdylediklerinin sebep ya da
sonuglaridir. Sonug olarak, deneyimle desteklenen yorumlayici ¢eviri kurami, yeniden

ifade edilmesi gereken “seylerin” tanimlar1 oldugunu varsayar (Lederer, 1994, s. 90).

Ozetle, yorumlayici geviri kuramu, erek okura, iiretilen gevirinin anlagilirligina ve erek

kiiltiirde kabul edilebilirligine 6zel bir 6nem vermesi agisindan erek odaklidir.
Calismanin amaci

Bu caligmanin amacimi ¢eviri egitimi agisindan yorumlayici modelle kaynak metin

¢Oziimleme g¢abas1 olusturmaktadir.
YONTEM

Calisma, ¢eviri egitimi agisindan yorumlayici modelle kaynak metin ¢oziimleme
cabasint amagcladigindan ¢aligmanin yontemi analitik bir nitelik tagimaktadir.
Caligmada, Marianne Lederer’in La Traduction aujourd’hui (1994) adli eserinde
betimledigi yorumlayict modelle kaynak metin ¢dziimleme diizeylerine yer verilmistir.
Yorumlayict modelin ¢oziimleme diizeyleri kuramsal temel, amag, uygulama alan(lar)1,
kitle, egitsel kullanim, uygulama bi¢imleri ve makrometinsel parametrelerin yer aldig:
icerik diizeyleri olarak belirtilmistir. Bu ¢6ziimleme diizeyleri Maupassant’in La Parure
adli 6ykiisiine -yazinsal bir metin tiirline- uygulanmistir. Calismada, yorumlayict model

geviri siireci ve geviri egitimine uygulanisi agisindan ele alinmustir.



Unsal 247

Yorumlayic1 Modelle Kaynak Metin Coziimleme Diizeyleri

«Yorumlayict model» Marianne Lederer (1994, s. 142-145)’in La traduction
aujourd’hui adli eserinde ¢eviri egitimi boliimiindeki bilgilere dayanir. Yorumlayict
modelle kaynak metin ¢oziimleme diizeylerini kuramsal temel, amag¢, uygulama

alan(lar)1, kitle, egitsel kullanim ve igerik olusturur (Pop, 2011, s. 121-122):
1.Kuramsal yapi (fondements théoriques). ¢eviriye yorumsal yaklagim.

2.Amaglar (objectifs): kaynak metni anlama amaciyla ¢6ziimleme yapma.
3.Uygulama alan(lar) (domaine(s) d application): baslangi¢ diizeyinde ¢eviri egitimi.
4.Kitle (public): Baslangi¢ diizeyi (birinci sinif) gevirmen aday1 6grenciler.

5.Egitsel kullammmm (exploitation didactique): 6grenme etkinlikleri (¢eviriye hazirlik

siifi), degerlendirme etkinlikleri (anlamay1 dogrulama).

6.Uygulama bi¢imleri (modalités pratiques)-kaynak metni etkin okuma; erek metnin
fikirlerini yeniden diizenleme; anlamay1 dogrulamak i¢in anlami yeniden ifade etme;

yanlislarin sebebini ¢dziimleme.

7.igerik (contenu): makrometinsel parametrelerin ¢oziimii: yazar, okur, makro baglam,
iiretim durumu, metnin amaci. izlenen yontem: her parametrenin detayli ¢dziimii ve
biitiiniin biresimini icerir. Etkin okuma: «biresimsel (synthétique)» (ana fikir, yan fikir,
nedensellik iliskileri vb.) ve «¢dziimlemeli (analytique)» (bigemsel etkilerin ya da
uygunsuzluklarin belirlenmesi, imalarin, kisaltmalarm, metnin sdylemediklerinin

aciklanmast).
Yorumlayici1 Modelle Kaynak Metin Coziimleme Uygulamasi

Yorumlayict modelle kaynak metin ¢oziimleme uygulamasi Maupassant’in La Parure

(Gerdanlik) adl1 ykiisiine su sekilde uygulanabilir:

1.Kuramsal yapi (fondements théoriques): Yorumlayict ¢eviri kuraminin agiklanmasini

igerir.

2.Amaglar (objectifs): Kaynak metni anlama amaciyla ¢dziimleme yapmay1 igerir.
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3.Uygulama alan(lar\1 (domaine(s) d’application): Baslangic diizeyinde c¢eviri
egitimini igerir.
4.Kitle (public): Cevirmen aday1 d6grencileri igerir.

5.Egitsel kullanim (exploitation didactique): Ogrenme etkinliklerini igerir.

6.Uygulama bicimleri (modalités pratiques): Kaynak metni etkin okumayi; erek
metnin fikirlerini yeniden diizenlemeyi; anlamay1 dogrulamak i¢in anlami yeniden ifade

etmeyi; yanliglarin sebebini ¢oziimlemeyi igerir.

7.igerik (contenu): Yazar, okur, makro baglam, iiretim durumu, metnin amaci vb.

makrometinsel parametrelerin ¢éziimiinii igerir.

7.1.Yazar (émetteur): Guy de Maupassant (1850-1893), Fransa’da Prusya Savasinin ve
Alman isgalinin oldugu dénemde yasamistir. Naturalist akima baglidir. Kisa olay &ykii
tiriiniin en onemli temsilcilerindendir. Eserlerinde Realizm ve Natiiralizmin etkileri
goriiliir. Maupassant’in dykiilerinde en géze ¢arpan 6zelligin sadelik, netlik ve kisalik

oldugu sdylenebilir.

7.2.Yazarin niyeti (intention de [’émetteur): Bu kisa 6ykiidde Maupassant’in, Mathilde
Loisel’in maruz kaldig1 toplumsal etkiyle ortaya c¢ikan davramiglarini resmettigi
toplumsal determinizm (belirlenimcilik: olay ve olgulari neden-sonug iliskisi icinde

ac¢iklama) savini igledigi soylenebilir.

7.3. Alict (récepteur): Ceviri amagh kaynak metin ¢éziimleme Fr-Tr Ceviri dersi alan

¢evirmen aday1 dgrencileri igerir.

7.4. Iletisim aract ( médium» «canaly): Yazili metin olarak iiretilmistir.

7.5. Uzamsal boyut (dimension spatiale): Gaulois Gazetesinde Paris’te yaymlanmistir.
7.6. Zamansal boyut (dimension temporelle): 17 Subat 1884 yilinda yayinlanmistir.

7.7. Amagsal boyut (dimension de la raison): Yazar acgisindan edebi bir eser yaratmak;

¢evirmen aday1 dgrenciler agisindan ¢eviri amagli edebi bir eser ¢éziimlemesini igerir.
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7.8. Metnin islevi (fonction du texte): Cevirmenin erek metnin isleviyle uyumlu
oldugunu diisiindiigii yonelim (anlatimci metin), ¢eviri talimatlarindan kaynaklanan
yonelim (anlam c¢evirisi) ya da gonderenin niyeti (dilin gonderge, anlatim, ¢agri, iliski,
sanat ve tistdil isleviyle edebi eser yaratma) ve alicinin beklentileriyle (kaynak kiiltiirii
tanmima istegi, edebi bir metni okuma, anlama ve igsellestirme becerilerini gelistirmenin
yant sira ¢eviri edinci gelistirerek ¢eviri amagh kaynak metin ¢oziimleme becerisi
edinme, karar alma yetenegini gelistirme vb.) ilgili diger etkenlerden dogan yoénelim

iligkisi i¢inde ¢6ziimleme yapmayi igerir.

7.9.Konu (sujet): Oykii Fransa’da sosyal simflar arasinda arahgm agildigi 19.yy
Paris’inde gecer. Bulundugu miitevazi ortamdan mutsuz ve tatminsiz olan Mathilde
Loisel’in hayatin1 igerir; toplumsal konumunu yiikseltmek umuduyla yapacag:
secimlerin kisisel, ekonomik ve toplumsal diisiisiine neden olacagini anlatir. (L'histoire
se passe dans le Paris du XIXe siécle, a une époque ou se creuse 1'écart entre les classes
sociales en France. La nouvelle raconte la vie de Mathilde Loisel, malheureuse et
insatisfaite du milieu modeste dans lequel elle évolue, et dont les choix qu'elle va faire
dans l'espoir de s'élever au-dessus de son rang vont l'entrainer dans sa propre chute,

personnelle, financiére et sociale).
Kaynak metnin 6zeti ve izlekleri su sekilde verilebilir:

Mathilde Loisel est une Parisienne au foyer qui réve d'une vie d'ostentation, de richesses
et d'élégance. Elle est 1'épouse d’un petit employé du ministére de 1'Instruction publique,
qu'elle a épousé faute de mieux, mais qui en fait beaucoup pour elle. Un jour, celui-Ci
arrive avec une invitation pour une féte au Ministére, et pour ne pas laisser se montrer
au travers de son rang, elle emprunte un collier a son amie, Jeanne Forestier, qui fait
partie du beau monde qu'elle réve de fréquenter. Rentrée chez elle, elle s'apercoit qu'elle
a perdu le collier. Toutes les recherches n'y changent rien, et le précieux bijou demeure
introuvable. Elle n'ose rien dire a son amie, préférant donner le change en lui en
achetant une, identique, mais valant 40 000 francs, endettant alors lourdement son
ménage pour rembourser les crédits engagés: ils déménagent, renvoient la domestique,

et elle « connut la vie horrible des nécessiteux » le mari fait de pénibles petits travaux


https://fr.wikipedia.org/wiki/Minist%C3%A8re_de_l%27%C3%89ducation_nationale_(France)
https://fr.wikipedia.org/wiki/Franc_fran%C3%A7ais
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d'écriture apres son travail, et elle est obligée de faire toutes les taches ingrates réservées
avant cela aux domestiques, et cela pendant dix ans. Au bout de ces dix années de
galére, Madame Loisel croise un jour par hasard M™ Forestier, «toujours jeune,
toujours belle», et juge qu'il est temps de lui avouer la vérité. D'abord, Madame
Forestier ne reconnait Madame Loisel. Celle-ci lui répond alors, désolée:«Oh! ma

pauvre Mathilde! Mais la mienne était fausse. Elle valait au plus cinq cents francs!»
Thémes:/I’ambition/la passion/ la beauté/ I’argent/ les dettes/ la misére/ etc.
Izlekler: /hurs/ tutku /giizellik/ para /borg/ sefalet/ vb.

7.10.0¢cerik (contenu): Metin dilbilimde birbirinden bagimsiz olmayan “iki temel
kavramdan s6z edilir:“tutarhlik” (cohérence; dil-dis1 diizey) ve bagdasiklik” (cohésion;
dilsel, metinsel diizey) (Korkut, 2013, s. 860). Genel kurallarin disinda, her metin
tiiriiniin kendine 6zgii i¢ diizenlenis bi¢cimi oldugu icin, tutarlilik metin tiir ve cinslerine
siki sikiya baghdir. Tutarlilik yargilart diinya ve durum bilgisine baglidir. Metnin
bagdasiklig1 ise igsel anlam diizenlenisine gore gelisir. Tekrar, ilerleme, iliski ve
celiskisizlik kurallari metnin bagdasikligin1 belirleyen kurallardir. Tiimce igi ve
tiimceler arasi baglanti baglayicilar (connecteur) yardimiyla gergeklesir ve bagdasiklik
belirleyicilerinin bir bdliimiini olusturur (Korkut & Onursal, 2009, s. 58). Baglayicilar
zaman, uzam, kanitlayici, agiklayici, siralayici, yeniden olusturma olarak genel; ekleme-
dereceleme, secme, yaklasik, amag, sebep, karsilastirma-ornekleme, sonug, varsayim,
diizeltme, smiflandirma, orneklendirme, dogrulama, karsitlik, kosutluk, goénderme,
daraltma, dzetleme vb. baglayicilari olarak ayrintili bir bi¢imde siniflandirilabilir (Kiran

& Korkut, 2011, s. 297-376).

-Baglayic1 dgeler: Kaynak metinde gecen baslica baglayici ornekleri Tablo 1°de

gosterilebilir:
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Tablo 1. Baglayici Ornekleri

Connecteurs d’/de Exemples

Approximation environ, etc.

But pour, etc.

Comparaison mieux que, comme, plus, etc.

Conjonction et, lorsque, depuis gque, puisque, maintenant que, etc.

Conséquence alors, donc. ainsi, etc.

Enumération d'abord, enfin, etc.

Justification oui, non, certes, etc.

Opposition mais, ofr, etc.

Concession malgré, etc.

Spatiaux dedans, dehors, sur, vers, dans, en face, jusqu’a, chez, devant,
etc.

Temps dimanche, soudain, a dix heures, avant trois jours, avant la fin

de février, le soir, a cette soirée, au bout de dix ans, le
lendemain, vers quatre heures du matin, I'été suivant, le jour de
la féte, etc.

-Artgdnderim/dngonderim: Kaynak metinde gegen bazi bagdasiklik belirleyicileri

arasinda yer alan artgénderim ya da artyineleme (anaphore) ve 6ngénderim ya da
Onyineleme (cataphore) ogelerine (Korkut, 2013, s. 860) 6rnek olarak su tiimceler
verilebilir:

C'était ,... Elle.../ Son mari...Il reprit... Elle le regardait d'un oeil irrite/
Mathilde....Elle.../ méme s'il pourrait y faire honneur/ etc.

-Sozciiklerarast asama: Kaynak metinde gecen sozciiklerarasi asama (hiérarchie entre

les mots) (Kiran & Korkut, 2011, s. 36) su sekilde gosterilebilir:
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Tablo 2. Sozciiklerarast Asama Ornekleri

Hiérarchie entre les mots
Hyperonymie (ist Hyponymie (alt agama)

asama)

Métier I’employé, le ministre, le fruitier, I'épicier, le boucher, le
marchand, etc.

Bijou des bracelets, un collier de perles, une croix vénitienne, or
et pierreries, la riviére de diamants, etc.

Administration Le ministre de I'Instruction publique, etc.

Lieu Paris, la Seine, rue des Martyrs, les Champs-Elysées,
Nanterre, une boutique du Palais Royal, etc.

Activité le bal, le diner, la danse, etc.

Sentiment la joie, la souffrance, le bonheur, la tristesse, I’amitié, le

plaisir, I’admiration, le chagrin, l'angoisse, le regret,etc.

7.11.Metnin yapist (structure textuelle): Metnin anlatimsal ve kanitlayict kurulusu,
metnin iglev ve tiirleri ile izleksel diizenlenisini igeren iist/macro yapisi; bir taraftan
yapibilimsel, s6zciikbilimsel, sdzdizimsel ¢dziimleme diizeyleriyle ifade bigimi, diger
taraftan yazibilimsel, yapibilimsel, sozciikbilimsel, sdzdizimsel diizeyleriyle icerik
bi¢imine gonderme yapan alt/micro yapist gdz oniinde bulundurulur. Reiss’in metin
tiirlerinden anlatimer tiir iginde yer alan kaynak metnin edebi bir eser olma 6zelligi
tagimasi, « yazarin diinya goriisii; etkileme giicii; edebi eserin sekli; duragan olmayist;
zamani olmayisi; evrensel degerlere sahip olusu » (Delisle, 2001, s. 27-28) nedeniyle
dilin anlatim islevine sahip olmasi, anlamsal agidan tutarli, bi¢imsel ve islevsel agidan
bagdasik, bilgi birimleri akici, konunun islenisi bakimindan biitiinciil, sade, agik, kisa ve

siirh oldugu ifade edilebilir.

7.12.80zsiiz/dil-dist ogeler (éléments non-verbaux): Yayinlandigi yer ve doneme gore
kaynak metnin farkli kapak resimleri bulunmaktadir. Elektronik sesli okuma ortaminda
karikatiirlii sekline de rastlanmigtir. PDF olarak yayinlanmis sekillerinde herhangi bir
resim, fotograf ve karikatiire rastlanmamustir.

7.13.8ézciik (lexique): Anlambilimsel, bigimbilimsel ve bigembilimsel agidan s6zciik

¢Oziimlemesi su sekilde yapilabilir:
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7.13.1. Anlambilimsel ¢oziimleme

Anlambilimsel ¢6ziimleme kaynak metnin dil diizeyi, sdzciikbirimcik &geleri, kaynak
metinde gecen bazi sdzciiklerin sdzclik alani, anlam alani, esenlikli ve esenliksiz
cagrisimlari, diizanlam/yananlamlari, fiillerin goriiniisiiniic ve anlambirim 6geleri
igermektedir.

-Dil diizeyi: Kaynak metinde giinliik dil (registre courant) kullanilmugtir.

-Sozciikbirim 6geleri: Anlambilimsel agidan kaynak metinde gegen bazi sozciiklerin
anlambirimcik  (séméme)  Ogeleri  (6zel/cins  (propre/commun);  somut/soyut
(concret/abstrait);  sayilabilir/sayilamaz  (comptable/non-comptable);  canli/cansiz
(animé/non-animé); insani/insani olmayan (humain/non-humain); bireysel/topluluk
(individuel/collectif) (Kiran & Korkut, 2011, s. 41-51) su sekilde gosterilebilir:

Tablo 3. Sézciikbirim Oge Ornekleri

Noms Les traits lexicaux (semeémes)

Destin commun abstrait  non- non-animé  humain individuel
comptable

Beauté commun abstrait non- non-animé  humain individuel
comptable

Collier commun concret ~ Comptable non-animé  non-humain individuel

Paris Propre concret  non- non-animé  non-humain individuel
comptable

Fiacre coomun concret ~ Comptable non-animé  non-humain individuel

Misére commun abstrait  non- non-animé  humain individuel
comptable

-Sozciik alani: Kaynak metinde gegen iki temel sozctigiin-“la pauvreté” (yoksulluk) ve

“la richesse” (zenginlik)- sozciik alani1 (champs lexicaux) su sekilde gosterilebilir:
-la pauvreté (yoksulluk) sézciigiiniin s6zciik alani (Francaislycee, 2021):

Tablo 4. “La Pauvreté” Sozciigiiniin S6zciik Alan1 Ornekleri

Le champ lexical de la pauvreté
Dénuement, nécessité, indigence, misére, manque, besoin, carence, insuffisance,
absence, privation, rareté, pénurie, disette, impécuniosité, médiocrité, paupérisation,
appauvrissement, faim, pauvre, indigent, nécessiteux, miséreux, misérable, démuni,
dépourvu, dénué, humble, défavorisé, appauvrir.

-la richesse (varsillik) s6zciigiiniin sdzciik alan1 (Francaislycee, 2021):
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Tablo 5. “La Richesse” Sézciigiiniin Sézciik Alan1 Ornekleri

Le champ lexical de la richesse
Fortune, abondance, prospérité, profusion, foisonnement, pléthore, opulence,
aisance, argent, or, faste, ressources, fond, finances, possessions, avoirs, actifs,
biens, propriétés, patrimoine, luxe, prospére, florissant, fastueux, fortuné, nanti,
opulent, aisé, luxueux, avantagé, comblé, nabab, crésus, riche, milliardaire,
millionnaire, bourgeois, enrichir, amasser.

-Esenlikli/esenliksiz ¢agrisim: Kaynak metinde gegen bazi esenlikli (euphorique) ve

esenliksiz (dysphorique) ¢agrigimi olan sozciikler su sekilde gosterilebilir:

Tablo 6. Esenlikli /Esenliksiz Cagrisim Ornekleri

Mots euphoriques Mots dysphoriques
une amie riche, leur beauté, leur grace et pas de dot, pas d'espérances, pas de
leur charme leur finesse native, leur instinct toilettes, pas de bijoux, rien, la
d'élégance, leur souplesse d'esprit, un misére des murs, l'usure des siéges,
succes, élégante, gracieuse, souriante et la laideur des étoffes, la vie horrible
folle de joie, sourire d'une joie orgueilleuse des nécessiteux, torturer, indigner,
et naive, dans le triomphe de sa beauté, souffrir de la pauvreté, pleurer de
dans la gloire de son succes, dans une sorte chagrin, de regret, de désespoir et
de nuage de bonheur, etc. de détresse, regarder d'un oeil irrite,
sembler triste, inquicte, anxieuse,
malheureuse, désolé, deux grosses
larmes, ses joues humides, cet
affreux désastre, vieilli de cinq ans,
fausse, etc.

-Diizanlam/yananlam: Kaynak metinde gecen la parure ve la féte sodzciiklerinin

diizanlam (dénotation) ve yananlamlar1 (connotation) su sekilde gosterilebilir:
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Tablo7. “La Parure” ve “La Féte” Sozciiklerinin Diizanlam/Y ananlam Ornekleri

Sens Sens dénotatif Sens connotatif (yananlam)
(diizanlam) Valeur thymique (duygu degeri)
Mots
Aphorique Euphorique Dysphorique

Ensemble des Bijoux (boucles, la richesse, I’étalage, la
la vétements, des collier, broche...) [Dinvitation, le vanité, etc.
parure ornements,  des bal, la mode

bijoux d'une féminine, etc.

personne en

grande  toilette
(Le Petit Robert,

1986).

Solennité Parti. la  célébration, la fatigue, la
la féte religieuse I’amusement, la stresse, /la

célébrée certains joie, le plaisir, la perte du

jours de l'année danse, le jour collier/, etc.

(Le Petit Robert, férie, la

1986). permission, etc.

-Fiillerin go6riuniigii: Fiilin goriintisii (aspect des verbes) -siirerlik/bir anda olus;
bitmislik/bitmemislik; baglama/son bulma; yinelemeli/bir kez olus-, kipi, zamani, zaman
bildiren zarflar ve baglam anlami belirler (Kiran & Korkut, 2011, s. 272-273). Kaynak

metinde gegen fiillerin goériiniisi su sekilde gosterilebilir:
Siirerlik /Bir anda olug (Durativité / Ponctualité):

Siirerlik (durativité): boire, danser, valser, aimer, se sentir, souffrir, pleurer, vieillir, Elle

souffrait sans cesse, etc.
Bir anda olus (ponctualité): se décider, découvrir, jeter, s’arréter, attraper, etc.
Bitmiglik / Bitmemislik (Perpectivité / Imperpectivité):

Bitmiglik (perpectivité): changer, connaitre, trouver, retrouver, se rendre, aller,

répondre, apercevoir, pousser un cri, etc.

Bitmemislik (imperpectivité): hésiter, penser, songer, attendre, parler haut, chercher,

etc.
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Baglama / Son bulma (Incohativité / Terminativité):

Baglama (incohativité): se mettre a, devenir la femme forte, et dure, et rude, etc.
Son bulma (terminativité): se taire, acheter, comprendre, finir, etc.

Yinelemeli / Bir kez olus (Itératif / Semelfactif):

Yinelemeli (itératif): refaire, rhabiller, reprendre, reporter, remonter, retenir, retourner,
rapporter, “...avec quelques amis qui allaient tirer des alouettes, par 13, le dimanche”,

etc.
Bir kez olug (semelfactif):-

-Anlambirim &geleri: Anlambirim Ogeleri sirasiyla ¢okanlamli adlar, benzer adlar,

esanlamli sifatlar, zit anlamli sifatlar, zit anlamli zarflar1 igermektedir.

les noms polysémiques: le billet/ la carte/ le compte/ la condition/ I’enveloppe/ la glace/

le point/ la riviére/ la rose/ etc.

les noms synonymes: détresse: chagrin ~ désespoir~ angoisse ~ pauvreté ~ misére ~

peine ~ etc.

les adjectifs synonymes: jolies~charmantes/merveilleuse~séduisante/gloricux~

connu/dréle~étrange/magnifique~superbe/ etc.

les adjectifs antonymes: content x triste/ riche x pauvre/ impatient x calme/ grand x
petit/ etc.

les adverbes contraires: bien x mal/ dehors x dedans/ etc.
7.13.2. Bicimbilimsel ¢coziimleme

Bigimbilimsel ¢6ziimleme kaynak metinde gegen eril ve disil hali ayni olan adlar
(épiceénes), sestes adlar, sifat kokenli adlar, 6n ekli sifatlar, son ekli sifatlar, adin 6niine

gelen sifatlar, adin arkasina gelen sifatlar icermektedir.
les noms qui effacent le genre: le-la camarade / le-la ministre/ le-la commis/etc.

les noms homonymes: la peine (la pain)/ le dot/ (le dos) la voix (la voie)/ etc.
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les nominalisations a base adjective: impatience/laideur/désespoir/espérance/etc.
les préfixes adjectivaux: inestimable/immédiat/immodéré/infini/superposés/etc.

les suffixes adjectivaux: admirable/convenable/probable/misérable/effroyable/

éperdu/gracieuse/grisée/compléte/vieilli/ etc.

les adjectifs postposés: riche/distingué/éperdu/inestimables/connu/naturelle/etc.
les adjectifs antéposés: jolie/charmante/petit/grand/belle/large/etc.

7.13.3. Bicembilimsel ¢oziimleme

Bigcembilimsel ¢oziimleme kaynak metinde gegen benzetme, egretileme vb. soz

sanatlari, eksiltili anlatimlar1 ve kisaltmalari icermektedir.

-S6z Sanatlar1 (figures de styles)

Benzetmeler (comparaisons)

(...) née comme par une erreur du destin.

(...) malheureuse comme une déclassé.

Et, vétue comme une femme du peuple.

Egretilemeler (métaphores)

Elle dansait dans une sorte de nuage de bonheur fait de tous ces hommages.
Elle songeait aux galanteries chuchotées et écoutées avec un sourire de sphinx.
Elle était plus jolie que toutes, élégante, gracieuse, souriante et folle de joie.
... par la noire misere qui allait s'abattre sur lui,....

... de toutes les tortures morales, ...

-Eksiltiler (ellipses)

Tu comprends que ¢a n'était pas aisé pour nous, qui n'avions rien.../ Oh!... ma pauvre

Mathilde, comme tu es changée!... / Oui, j'ai eu des jours bien durs, depuis que je ne t'ai
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vue; et bien des miseéres... et cela a cause de toi!... / Elle me semble trés bien, a

moi.../etc.
-Kisaltmalar (mots tronqués)
M. (Monsieur) / Mme (Madame).

7.14. Tiimce yapist (structure des phrases): Kaynak metnin sdzdizimsel yapisi basit, yan
tiimce baglaglari az ve tiimceler kisadir. Kaynak metinde gegen sozciikler genellikle ilk
anlamlariyla kullanilmis, sade, somut, akici sdzciikler se¢ilmis, tiimceler zaman zaman
devrik kullanilmig, akicilik korunmus ve haber kipinin hikdye zamanina siklikla yer

verilmistir.

7.15. Parcalariistii égeler (éléments suprasegmentaux): Pargalaristii 6geler bakimindan,
kaynak metinde noktalama isaretleri yerinde kullanilmigtir. Herhangi bir yansima ses,

yazim sapmasi ya da 6zel bir harf kullanimina rastlanmamaistir.

SONUC

Ceviri egitiminde yorumlayict modelle kaynak metin ¢éziimleme ¢aligmasi yapilmaya
gayret edilmis ve bu baglamda yorumlayict modelin kuramsal temel, amag, uygulama
alan(lar)1, kitle, egitsel kullanim, uygulama bi¢imleri ve igerik diizeyleri agiklanmig ve

Maupassant’in La Parure adli 6ykiisii ¢oziimlenmistir. Buna gore;

-yorumlayict modelin yandaslarinin degeri, basarisi, anlama ve muhakeme gibi zihinsel
ve sezgisel siirece dayanan “bir zeka eylemi”, “biligsel bir siire¢” (Delisle, 1980),
“zihinsel bir islem” (Ballard, 1993, s. 247) olarak gdriilen geviri etkinliginin dneminin

altin1 ¢izmis olmasidir (Pop, 2011, s. 118).

-yorumlayict modelin edebi ve teknik metinlere uygulanabilir olmasi, akademik ve
mesleki ¢evrelerde kullanilabilir olmasi, baslangic diizeyinde ceviri smiflarinda
o6grenme ve degerlendirme etkinliklerine uygulanabilir olmasi bakimindan ¢ok yarali
oldugu sdylenebilir. Cevirmen adaylarina hitap eden bu model Ggreticiler tarafindan

bilgilerin kontrolii ve degerlendirilmesinde dgrencilere kolayca uygulanabilir.
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-sonug olarak, yorumlayici model, bir yandan ¢evirmen aday1 &grencilerin karar alma
yetenegini, g¢eviri edincini destekleyerek farkindaligini gelistirecegi; diger yandan
Ogreticilerin metin secim Olgiitlerini  gelistirerek ¢eviri sorunlarmi  diizenleyip

degerlendirme oSlctitleri gelistirmelerine ¢ok biiytik katki saglayacagi soylenebilir.

-cevirmenin -cevirmen adayr Ogrencilerin- metinlerarasi baglari nasil tantyacagini
bilmesi ve ozellikle kiiltiirlere ve baglamlara gore nezaket ifadelerini iceren toplum-
dilbilimsel duyarliliga sahip olmasi; anlami yakalamak igin, ¢evirmenin genel kiiltiir,
baglam ve yazarin ne soylemek istedigini anlayacak diinya bilgisine sahip olmasi
gerektigi sOylenebilir. Aksi halde, Guidére (2008, s. 69)’in dedigi gibi, gevirmen
cetrefilli belirsizlik sorunu ve yorum g¢okluguyla karst karsiya kalacaktir ve bu sorun

¢evirmenin ¢eviri hevesini kiracaktir.

-cevirinin pratik ogretimi, islevsel iletisim Ogretimi vb. nedenlerden o6tiirii, ¢evirmen
aday1 6grencilerin derslerde en az karsilastiklar1 metin tiiriiniin edebi metin tiirii oldugu
sOylenebilir. Ciinkii yazinsal dil, uzman bir ¢evirmen igin dahi, kesinlikle en diizgiin ve
kullanimt en zor dildir. Sozliiksel ve bigemsel 6zelliklerinden 6tiirii, giinliikk konugsma
dilinden ve bilinen yazigma dilinden ayrilir. Cevirmenin yetenegini en fazla zorlayacak
dildeki metinler bu dilde yazilmis metinlerdir. Ceviri derslerinde edebl metinlerin
gevirisine yer verip bu alana ilgi duyan, egilimi olan ¢evirmen aday1 6grencilerin ilgisi,

egilimi pekistirilebilir.
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SUMMARY

In translation education, analysis of source text for translation purposes is done with very
different methods. This difference lies in the distinctive conceptual subtleties of analysis methods.
All these analysis methods make great contributions to translation candidate students in gaining
translation competence. One of the source text analysis methods is the interpretive model. The
basis of this model is based on the interpretive theory of translation, in other words the theory of
meaning. According to this theory; 1-everything is interpretation; 2- no translation can be made
without comment; 3-searching for meaning and reexpression is the common denominator in all
translations. Based on these assumptions, interpretive translation theory is based on the search
for and assumption of equivalence in translation with the understanding and reconstitution of
meaning in the description of the translation process. According to the interpretive translation
theory, the translation process is divided into three stages: 1-compréhension; 2-deverbalization;
3-reexpression. The interpretative translation process consists of “understanding the original
text, deconstructing its linguistic form, and restating the understood ideas and felt emotions in the
target language”. Starting from this point, the aim of this study is to analyze the source text for
translation with the interpretative model applied in translation education. In the study, the source
text analysis method was adopted with the interpretive model described by Marianne Lederer in
her work La Traduction aujourd'hui (1994). The analysis levels of the interpretive model are
specified as the theoretical basis, purpose, application area(s), public, didactic exploitation,
practical modalities, and content levels that include the analysis of macrotextual parameters.
These levels of analysis were applied to Maupassant's story La Parure. At the content level, the
author, the reader, the macro context, the production situation, the purpose of the text, etc.
effective reading is done for detailed analysis of macrotextual parameters. For this purpose, word
analysis was carried out in terms of semantics, morphology and stylistics. Semantic analysis
includes the language register of the source text, lexical items, lexical area of some words in the
source text, semantic area, euphoric and dysphoric connotations, denotation/connotations,
appearance of verbs and semantic items. Morphological analysis includes nouns with the same
masculine and feminine form (epicenes), homophone nouns, nouns with adjective origin,
adjectives with prefixes, adjectives with suffixes, adjectives that come before the noun, adjectives
that come after the noun. Stylistic analysis includes comparison, metaphors, figures of speech,
ellipses and abbreviations in the source text. The method of the study is analytical. In the study,
the interpretive model is discussed in terms of the translation process and its application to
translation education. As a result, it can be stated that the interpretive model can be easily
applied to the initial level of translation education as well as to academic and professional
environments. On the one hand, it will support students' decision-making skills and improve their
translation competence and awareness; on the other hand, it can be said that the instructors will
improve the text selection criteria, edit the translation problems and contribute to the
development of evaluation criteria. The translator must know how to recognize intertextual ties
and have sociolinguistic sensitivity, especially including expressions of politeness according to
cultures and contexts. To capture the meaning, the translator must have knowledge of the general
culture, context and the world to understand what the author is trying to say. Without this
information, the translator will be faced with the intricate problem of ambiguity and a multitude
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of interpretations, which risks discouraging the translator's translation enthusiasm. It can be said
that the type of text that translation students encounter the least is literary text, for reasons such
as practical teaching of translation and functional communication teaching. Because literary
language is definitely the most neat and difficult language to use, even for an expert translator.
Due to its lexical and stylistic features, it differs from colloquial speech and known
correspondence language. The texts that will challenge the translator's ability the most are those
written in this language. The translator must have a special tendency in this field. This tendency
can be reinforced by including the translation of literary texts in translation courses.
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Cocuk edebiyatimin en giizel ornekleri arasinda yer alan masallar ozlerinde, dogduklar
topraklardan, anlatildiklar: kiiltiivlerden onemli kodlar tasimaktadwr. Hakkinda yapilan sade
tamimlamalarin aksine, bir neslin yetismesinde, milli ve manevi degerlerin aktarilmasinda énemli
bir arag niteligindedir. Kisiligin, kimligin, tarih, dil, din, kiiltiir bilincinin olustugu bir donemde
cocuklarin karsilastiklart ilk eserlerdir. Egitici, bilgilendirici ozelliginin yam sira, eglendirici
ozelligi ile de biiyiiklerin vazgegilmezi olma ozelligini korumaktadir. Ulkemizde bati kaynakh
ceviri eserlerin yeri ve Tiirk ¢ocuk yazimindaki konumu birtakim ¢alismalar: gerekli kilmaktadir.
Bu calisma, Tiirkiye'de masal denilince akla ilk gelen eserlerin Fransizca asillart ile Tiirkce
cevirileri arasinda kiiltiirel unsurlar noktasinda karsilastirmali  bir ¢oziimleme iizerine
kurulmugtur. Charles Perrault tarafindan kaleme alinan Peri Masallar: serisi igerisinde yer alan
dort masal (Uyuyan Giizel, Cizmeli Kedi, Parmak Cocuk, Esek Postu) icerdigi kiiltiirel unsurlar
noktasinda incelenmis, dilimize aktarimlarinda, bagvurulan stratejiler 1siginda analiz edilmigtir.
Bu noktada benimsenen c¢eviri yaklasimi, ¢eviribilimin betimleyici kuramlarindan Erek Odakl
Ceviri Kurami olmustur. Dort farkly ¢eviri eser incelemesinin ardindan yediden yetmise herkesin

"Alintilama: Geng, A. ve Yalgmn, P. (2022). Masallar hayal iiriinii (mi)diir? (Charles Perrault
ornegi). Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 263-286.

“Bu calisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (YABDILSEM) bildiri olarak sunulmustur.
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sevdigi bu masallar dilimize aktarilirken hangi ceviri stratejileri ile ¢alisilmis, maddi ve manevi
degerler noktasinda nasil bir degisime ugramig gibi sorulara yanit aranmigtir. Segilen orneklem
ifadelerinde de goriildiigii gibi Perrault masallarimin 17. yy. Fransa’sini gozler dniine serdigi
sonucuna varilmgtir.

Anahtar Sozciikler: Masal gelenegi, Fransa, ¢eviri, Kiiltiirel unsurlar, Ceviri elestirisi

ABSTRACT

Folk tales have important codes in their essence from the lands they are born in and the cultures
they are told in. They are the first literary works that children face in a period when their
personality and identity are shaped, and history, language, religion and cultural characteristics
are taught to them. This study is based on a comparative analysis of popular folk tales in Turkey
and their original versions in French. Four tales (Sleeping Beauty, Puss in Boots, Tom Thumb,
Donkeyskin) in the fairy tales series written by Charles Perrault, were examined in terms of
cultural elements they include and analyzed in the light of the strategies used in their translation
to our language. At this point, the translation approach adopted in this study is the target-
oriented approach. After the examination of four different translated works, the answers to some
questions were sought, such as which translation strategies were employed while these tales were
translated into our language and how these tales changed in terms of material and moral values
they included. As seen in the sample expressions chosen, it was concluded that the tales written by
Perrault reflect France in the 17% century.

Keywords: Folk tale tradition, France, Translation, Cultural elements, Translation criticism
GIRiS

Masal tiirii ile ilgili yapilan tanimlamalarda ortak ifadelerin basinda hayal iiriinii olma
ozelligi ilk sirada yer almaktadir. Bu 6zelliginin yani sira Boratav’a gére gocuga ana
dilinin, bir ig¢i elindeki alet gibi, nasil kullanildigint ilk 6greten, ona bu dilin tiirli
hiinerlerini, kivrakligini, zenginligini, inceligini ilk gosteren, kisiye kendi dilini
konusmayanlardan uzaklastirici, onu konusanlara yakinlastirict duyguyu ninnilerin,
tekerlemelerin, tiirkiilerin yan1 basinda, ama herhalde onlardan daha genis 6l¢iide ilk

asilayan masaldir (1992:15).

Ana dil edinimi islevine ek olarak masallarin toplumsal giicii ve kiiltiir ile olan iliskisi
de Onemli islevleri arasinda yer almaktadir. Masallar, s6zkonusu toplumun ortak
isteklerinden dogmus, yine aymi toplumun hayal giicii ile harmanlanmis kimlik
niteliginde eserlerdir. Soézel bir anlatim tiirli olmasi, dilden dile, nesilden nesile

aktarilmasi ile tiim topraklardan beslenmistir. Masallarin tam olarak kaynaklar belli
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olmasa da “Her iilke, her tasra kendi masallarini renklendirir ... Ortak bir bilin¢altindan
dogarlar. Ama bununla birlikte duygulari, istekleri, 6zlemleri, bir kigiye veya bir gruba
0zgli hayalleri de ifade ederler ve masallar bir halkin mizacinin belirtileridir” (Lequeux,
1974:197). Aym zamanda «igerisinde milletlerin tarihlerini, dillerini, yasam
bicimlerini, gelenek ve goéreneklerini barindiran masallar ge¢cmisten giinlimiize uzanan
en Onemli bilgi kaynaklaridir » (Aytekin, 2011:123). Masallarin yiizyillar1 asmasi
gercegi bize gegmis donemlerden bircok bilgiyi giiniimiize tasidigini gdstermektedir.
Masallardaki mesaji onemseyen Muhsine Helimoglu Yavuz(2002) da; “Masallarda ait
olduklar1 toplumlarin gelenek, gorenek ve inanglarini, sosyal, kiiltiirel, ekonomik
yapilarint yansitan pek cok ileti vardir.” demektedir. Yediden-yetmise halk arasinda
uzun yillar hosga vakit gecirmek i¢in anlatila gelen masallar tiim bu kiiltiirel unsurlarla
icicedir. Bu kiiltiirel unsurlar sayesinde sadece cocuklarin degil yetigkinlerin de yogun
ilgi duydugu masallar, ¢ocuklari eglendirirken egitmis, yetiskinleri ise her firsatta

diisiindiirmeyi basarmistir.

Masal konusunu inceleyen William Bascom (1963) ve Basgoz (1996), “Folklorun Dort
Islevi” adl1 makalelerinde halk bilgisi iiriinlerinin islevlerini ele almis ve masalin kiiltiir
aktarimindaki 6neminden bahsetmislerdir. Masallar ¢ocuk ruhunu besleyen, siisleyen,
donatan, zenginlestiren, ¢ocugu gelecege hazirlayan bir tiir (Sirin, 1994: 113) olmasiin
yaninda anlatildiklar1 toplumun degerlerini barindiran kiiltiir miraslaridir. Bu 6zelligi ile
de yabanci dil egitiminde de basvurulan kaynaklar arasinda yer almaktadir. Ciinki
“Masallar yazildiklar1 topraklari, o yurdu, o yurdun insanlarimi anlatir. O {ilkenin
tarthinden, geleneginden, dil ve duygu derinliginden damutilirlar. O nedenle ulusal bir
6zii vardir. Kiiltiirel kimlik olustururlar” (Feyzioglu, 2006:832). Ogrenilen yabanci dili
en iyi tanima yollarindan biri olan masallarin hangi kiiltiirel kodlara da sahip oldugu
onemlidir. Bu noktada hangi verilerin kiiltiirel kimlik kapsaminda degerlendirilmesi

gerektigi sorusu ortaya ¢ikmaktadir.
Kiiltiirel unsurlar kavramimin igerigi su sekilde olusturulmustur:

e Dil ile ilgili kiiltiirel unsurlar (kisi isimleri, tinvan/ meslek isimleri, deyimler,

atasozleri, karsilikli konugmalarda kullanilan kalip s6zler, masal unsurlarr)
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e  Giinliikk yasam ile ilgili kiiltiirel unsurlar (Kullanilan Esyalar, Mimari, Yerlesim
sekilleri, Giyim-kusam-siislenme, Yeme-igme kiiltiirii, Saray kiiltiiri,

Ekonomi, Avcilik)
e Sanat ve miizik kiiltiirii ile ilgili unsurlar
e Din ile ilgili kiiltiirel unsurlar (Mitolojik unsurlar)
o Orfve adetlerle ilgili kiiltiirel unsurlar

Caligmamiz masallarin kendi iclerinde hangi deger yargilarina agirlik verdigi, yapilan
ceviri elestirisi ile hangi duygu ve izlenimlerin aktarilmak istenildigi problem
durumundan yola ¢ikarak olusturulmustur. Ayni zamanda i¢inde barindirdiklar kiiltiirel
unsurlardan yola ¢ikarak 17. Yy. Dénem &zelliklerini, Fransa’sini yansitan durumlar ile
yazarin kendi hayatina gondermede bulunan yapilar incelenmistir. Sozkonusu
masallardaki gercek imgeler belirlenmeye ¢alisilmistir. Bu kapsamda Perrault’a ait dort
Fransizca masal ve dort farkli Tiirk¢e ¢evirisi kiiltiirel unsurlar agisindan incelenmistir.
Ceviribilimin Erek Odakli Ceviri Yaklagimi dogrultusunda gerceklesen bu incelemede
Gideon Toury’in o6ne siirmils oldugu Yeterlilik ve Kabul Edilebilirlik kavramlari
calistlmistir. Kaynak dil ve kiiltiiriine yakin geviriler Yeterlilik ekseninde, hedef dil ve
kiiltiirine yakin geviriler Kabul edilebilirlik ekseninde degerlendirilmistir. Ayrica
¢evirmen faktorii de incelenen konular arasinda yer almaktadir. Yapilan incelemeler
sonrasinda yazar Charles Perrault’nun 17. Yy. Fransa’sini sosyal, kiiltiirel ve ekonomik
alanlarda, tim gercekleriyle eserlerinde yansittigi bilgisine ulagilmistir. Ceviri
stratejileri yardimui ile incelenen g¢evirmen yaklasimlari, erek dil ve kiiltiiriine yakin

ceviriler olarak nitelendirilebilir.
Masal ve Yabanci Dil Egitimi

Bilindigi iizere, masallarin temelini s6zlii gelenek olusturur. Sozli gelenekte bir milletin
dili ve kiiltiirline dair kodlar bulunur. Masallar bu &zellikleri ile yeni dil 6gretme
yaklagimlarmin 6zellikle savundugu kiiltlir aktarimmi en iyi gerceklestirecek eserler

arasinda yer almaktadir.
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Masali, yabanci dil smifinda kullanma gerekgelerinin basinda hayal yoniiniin agir
basmas1 gelmektedir. insan zihni hayal iiriinlerine baghdir. Hikdye, masal, fabl ve
fikralar bu anlamda zengindir. Masallar kendilerine has kurgusallig1 ile yabanci dil
ortaminda amaglanan dogal iletisim ortaminmi1 destekler niteliktedir. Sinif ortaminda
drama teknigi gibi farkli yontemlerle islenebilecegi gibi, 6zerk 6grenme, kendi kendine
¢aligma alani yaratabilme agisindan da 6nemli arag-gereglerdendir. Kullanilan akici dil,
kolay anlasilan ciimle yapilari, igerdigi zengin sOzciik hazinesi ile yabanci dil
egitiminde basvurulabilecek kaynaklar arasinda yerini alir. Ozellikle baslangic
diizeyinde kolay anlasilir ve yalin dili sayesinde 6grenciyi motive edebilecek; yabanci
dilde eser okuyabilmenin ilk sevincini tattiracaktir. Cocuklarin hayal diinyalarini

gelistirebilir ve farkli fikirler tiretmelerine katki saglayabilirler.

Bununla birlikte, yer ve zaman ifadelerinin net olmamasi, kurgu ve hayale dayal yonii
cocuklardaki heyecani ve 6zgiir diisiinme becerilerini destekler niteliktedir. Inandiricilik
gibi bir misyonun da olmamasi goz Oniinde bulunduruldugunda, tiim hayal iriinleri

dogru yas araliginda verilmesi durumunda amacina hizmet eder hale gelecektir.

Masallar tipki ana dil 6gretiminde oldugu gibi yabanci dil 6gretiminde de yiiksek etki
giiciine sahiptir. Cocuklar bu edebi eserlerden sadece bilgi edinmezler, ayn1 zamanda
eglenerek Ogrenme becerisi kazanirlar ve ayrica diigiince diinyalarini gelistirirler
(Civaroglu 2000, s.78). Bu da ogrencilerden beklenen yazma ve konusma becerileri
yetilerinin gelisimi agisindan 6nemlidir. Hayal kurma ve bagimsiz diisiinme becerisine

sahip 6grenciler daha iyi konusup, daha iyi yazabileceklerdir.
Fransiz Masal Gelenegi

Cocuk edebiyatinin tarihsel gelisimine bakildiginda, bugiinkii anlamiyla modern ¢ocuk
edebiyatinin 18. yiizyilin ikinci yarisinda Bati'da bagladigi goriilir. Bu durum;
modernlesme, kentlesme, sanayilesme ve wulus devletin ortaya ¢ikis siireciyle
baglantilidir (Neydim, 1988). II. Diinya savas1 sonras1 6zellikle 50'li yillarda baslayan

ve 60'l yillarda devam eden bu siirecte ¢ocuk ve genclik edebiyati yogun olarak
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tartigilmis; bu donemde gocuk ve genglik edebiyatinda yer alan ideolojik ve dinsel

didaktik kitaplar sorgulanmigtir (Neydim, 2000).

Edebiyati ile ilgili gelismelere gegmeden 6nce donemin (17. yy) Fransa’si, siyasi durusu
Ekinci tarafindan s6yle dile getirilmistir: “Fransa’da eski rejim, bir¢ok denemeden sonra
ancak 1789 Fransiz Devrim’i ile yikilabilmistir. XIV. Louis’in meshur “devlet benim”
ve XV. Louis’in “Tahtimiz ve kudretimiz Tanriya dayanmaktadir” ifadeleri, Fransa’daki
eski rejimin diisiince yapisim ortaya koymaktadir. Fransa’da uzun yillar hiikiim siiren
bu mutlak otoriter rejimlerin belli bagli 6zelliklerini; parlamenter kurumlarin
bulunmamasi, ayricaliklarin, baski ve adaletsizliklerin yaygin olmasi, biitiin giigleri
elinde toplayan kralin, Tanrinin yeryiiziindeki temsilcisi olmasi bi¢iminde 6zetlemek
miimkindiir (2016: 151). Vardar’in “Fransiz Edebiyati” adli eserinde de dile getirdigi
gibi Klasik Fransiz edebiyatinin dogdugu yizyildir, 17. yiizyil. Yogun bir hazirlik
donemi (1600-1660) yasanacaktir; 6zel bir denge saglamasi beklenen klasik edebiyatin
(klasik dénem, 1660-1685) ardindan yeni akimlarin, yeni arayislarin yasanacagi Gegis
donemine (1685-1715) ulasilacaktir (2005:87). Donemin bu calkantili hali siiphesiz

edebiyatina da yanstyacaktir.

Bu dénem XIV. Louis’in en parlak yillarina karsilik gelmektedir. ilk haftalik mecmua
(feuille) Théophraste Renaudot tarafindan ¢ikarilir. Zipes’e gore, Fransa’nin yazili
masal geleneginde giiclenmesinde pek c¢ok neden bulunmaktadir. Her seyden once,
Fransa o donem Avrupa’sinda giiglii bir tilkedir ve Fransizca, soylular arasinda en ¢ok
tercih edilen dil konumundadir. Ayrica matbaanin basili eserlerin dolagimina olan
katkis1 ya da o donem Fransa’sinda Kkiiltiirel faaliyetlerin yogunlugu anlamina
gelmektedir. Tiim bunlar birlestiginde Fransa, yazili masal geleneginin gelisebilmesi
igin uygun konuma yerlesmistir (Zipes’ten alintilayan Oziinel 2011). Nevar ki
Fransa’nin yazili masal geleneginde oncii rol iistlenmesinde Paris’te 1600’lii yillarin
basinda agilan ve 18. yy.’a dek baskin varligini siirdiiren masal salonlarinin 6nemi
biiyiliktiir. O donem Fransa’da en verimli ve bilinen yazarlar1 arasinda Mme Marie
Catherine D’ Aulnoy, Mme de Murat ve MIl L’Hertier gibi kendi masal salonlar1 olan

masal yazicilar1 bulunmaktadir. Zipes bu yazarlarin Fransa’nin o giinkii sartlarina uygun
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olarak bu masallart modernize ettiklerini belirtmektedir (1999: 34). Fransiz aristokrat
kadmlar onceleri kendi evlerinin salonlarini ilk olarak kadinlara, ardindanda erkeklere
acmiglardir. Bu salonlarda sanat, edebiyat, ask, evlilik, politika ya da &zgiirliik gibi
kendileri i¢cin 6nemli olan konulari tartigilmistir. Zipes bunun altinda yatan nedenin
kadinlarin birey olarak kendilerini ortaya koyma ve toplumun diger kesimlerinden farkli
olduklarint gosterme istekleriyle iligkilendirilebilecegini sOylemektedir (Zipes,
1999:32). Bu isimler arasinda « Magasin des Enfants » (1757) adl salonu acan Mme
Leprince de Beaumont ve « Théatre a 1'usage des jeunes personnes » (Gengler igin

piyes metinleri) adli eserin yazari Mme de Genlis de bulunmaktadir®.

Salonlarda toplanan kibar hanimlara ithafen iiretilen, genel anlamiyla davranis, dil ve
duyguda yapmacikli ve asir1 bir incelik ve 6zen merakini ifade eden (Vardar, 2005:101)
presyozite (Préciosité) akiminin dogusu bu sekildedir. Asil olan, bu toplantilara
katilanlarin basit ve kaba olani zeka ve yaraticilikla birlestirerek bu sohbetlerin igine
katabilmeleridir. Dili yalinlagtirma, dilbilgisi kurallar1 olusturma egilimleri vardir. Ama
bu tiirlin popiilerlesen ismi Charles Perrault olmustur. 1696 yilinda bu salonlardan
dinleyerek yeniden yazdigi masallart Histoire ou contes du temps passé (Ge¢mis Zaman
Masallar1 veya Hikayeleri) adiyla yayimlamistir. Zipes, Perrault’un pek ¢ok masaldaki
olaganiistli Ogeyi, biiyiilerle ilgili boliimleri ve hurafeleri edebiyatin modern yiizii
olabilmek amaciyla kendi ahlaki degerleri dogrultusunda yeniden yapilandirdigini
belirtir. Zipes’a gore bugiin klasikler arasinda yer alan Perrault’nun tiim masallar
Fransa’da o dénemde popiilerlesen sozlii ve yazili masallardan tiiremistir ama Perrault
bunlar1 segkin bir kesime hitap edecek bigimde yeniden donistiirmiistiir (Zipes 1999:
36). Richelieu’niin kirk tiyesiyle Fransiz Edebiyati’'mt diizenlemek i¢in Fransiz

Akademisi’ni kurmasi da bu yillara tekabiil etmektedir.

Bu yiizyilin son edebiyat evresi olarak adlandirilan Gegis donemi, sarsilan saray ve

kilise otoritesinin sorgulanmaya baglandigi, 18. Yiizyill aydinlanma g¢aginin

 Colin, Mariella. La littérature d’Enfance et de Jeunesse en France et en Italie au XIXe siécle
traductions et influences. http://chroniquesitaliennes.univ-paris3.fr/PDF/30/Colin.pdf (11 Kasim
2020 tarihinde bagvurulmustur).


http://chroniquesitaliennes.univ-paris3.fr/PDF/30/Colin.pdf

Masallar Hayal Uriinii (Mii)diir? ... 270

tohumlarinin atildig1r bir zamana sahitlik eder. Vardar’in da belirttigi gibi “Siirekli
savaglar ozellikle Ispanya Veraset Savaslari (1701-1713) Fransa’y1 iyice zayiflatacak,
agir vergiler altinda, yokluk ve kitlik altinda kivranacaktir halk. Giines-Kral’in gorkemli
dis goriisiinii i¢ ¢cokiintiiyii ancak bir siire ortebilecek ve mutlak otoriteye karsi giiclii bir
muhalefetin dogmasin1 6nleyemeyecektir” (2005: 178). Eski ve yeni tartismasini
bagslatan isim olmasi nedeniyle aragtirma yazarimiz Charles Perrault bu dénemin 6nemli
yazarlar1 arasinda yer almaktadir. Incelenecek &rneklem metinlerinde tiim bu siyasi

hayranlik ve donem 6zellikleri gozler oniine serilecektir.

Fransa'daki ¢ocuk yazini ¢alismalarina baktigimizda ilk olarak 17. yiizyilda yazilan
Fenelon’un Telemak adli eseriyle karsilasilir. Bizde Tanzimat doneminde g¢evirisi
yapilan ve soylu ¢ocuklarin egitimi i¢in ele alinan bu eserin ardindan La Fontaine'in
fabllari1 ve Perraultun masallar1 ilk yapitlardandir. 18. yiizyilda Jean-Jacques
Rousseau’nun ‘Emile’ (1762) isimli eseri, ¢ocuk egitiminin nasil olmasi gerektigi
konusunda bilgi verir.19. ylizyilda Comtesse de Ségur’un torunlart i¢in yazdigi ‘Bir
Esegin Hatiralari/Anilari’ gibi romanlar ¢ocuk edebiyatina hareketlilik kazandirmistir.
Yine bu dénemin en 6nemli yazarlar1 Jules Verne, George Sand, Alphonse Daudet,
Alexandre Dumas’dir. Eserleriyle ¢ocuk edebiyatina katki saglamislardir. André
Maurois ‘Siskolar ve Siskalar’t ile Antoine de Saint-Exupery ‘Kiigiik Prens’i bu

donemin sevilen ¢ocuk kitaplar1 arasindadir.
YONTEM

Peri masallar1 serisinin Tiirk¢e cevirilerindeki kiiltiirel unsurlar araciligiyla 17. Yy.
Fransa’sma ve yazarinin hayatina dair izlerin arastirildigi calismamizda Karasar (2002)
tarafindan tanimlanan tarama modeli kullamilmigtir. Calismamizin evrenini fransiz
dilinde yazilmis tiim masal tiirleri, 6rneklem olarak ise Charles Perrault’a ait dort masal
ve onlarin mevcut dort gevirisi olusturmaktadir. Peri masallart serisi igerisinde yer alan
diger bes masal ¢alismaya dahil edilmemistir. (Mavi Sakal, Kirmizi Baslikli Kiz,
Kiilkedisi, Periler, Piiskiillii Prens). Ceviri konusunda dikkat edilmesi gerecken hususlar

bulunmaktadir. « Ceviri iglemi s6zkonusu oldugunda sadece iki dil degil, ayn1 zamanda
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iki kiiltiir de kars1 karsiya gelmekte ve kiiltiirel unsurlara bagli olarak sorunlar da ortaya
cikmaktadir ; ¢iinkii ¢eviri sadece gosterenlerin yerlestirilmesi degildir; yeni bir
anlambilimsel ve gostergebilimsel dizgenin tanmmasmi ve uygun gosternlerin
secilmesini gerektirmektedir» (Yalgmn, 2015:38). Bu dogrultuda incelenen masallarda
Mona Baker (1992) ve diger ceviri stratejileri 1s18inda incelemelerde bulunulmus,
yapilan ¢eviri Erek Odakli Ceviri Kurami kurucusu Gideon Toury’in belirlenmis oldugu
Yeterlilik ve Kabul Edilebilirlik eksenleri dogrultusunda incelenmeye alinmustir. Ceviri
kararlar1 neticesinde kaynak metne yaki kalmayi tercih eden geviriler yeterli geviri ;
erek dil ve Kkiiltirii icin yapilan ceviriler ise kabul edilebilir c¢eviri olarak

degerlendirilmigtir. Caligmada ad1 gegen masallar ve geviri eserler asagidaki gibidir:

1. Masal Uyuyan Giizel:

C1: Perrault Masallari1, Ceviren: Tahsin Yiicel, imge Kitapevi, 2005, Ankara

C2: Peri Masallar1, Ceviren: Volkan Yal¢intoklu, Tiirkiye Is Bankas: Kiiltiir Yayinlari,
2006, Istanbul

(3: Perrault Masallari, Ceviren: Derman Bayladi, Say Yayinlari, 2004, Istanbul
C4: Uyuyan Prenses, Hazirlayan: Sebnem Giivenger, Segil Ofset, 2011, Istanbul

2. Masal: Cizmeli Kedi:

C1: Perrault Masallari, Ceviren: Tahsin Yiicel, imge Kitapevi, 2005, Ankara

C2: Peri Masallar1, Ceviren: Volkan Yalgimtoklu, Tiirkiye Is Bankas: Kiiltiir Yaynlari,
2006, Istanbul

C3: Perrault Masallar1, Ceviren: Derman Bayladi, Say Yayinlari, 2004, Istanbul
C4: Cizmeli Kedi, Kurtulus Yaymlari, 1983, Ankara

3. Masal Parmak Cocuk :

C1: Perrault Masallari, Ceviren: Tahsin Yiicel, imge Kitapevi, 2005, Ankara
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C2: Peri Masallar1, Ceviren: Volkan Yalgimtoklu, Tiirkiye Is Bankas: Kiiltiir Yaynlari,
2006, Istanbul

(3: Perrault Masallari, Ceviren: Derman Bayladi, Say Yayinlari, 2004, Istanbul
C4: Parmak Cocuk, Ceviren: Ercan Portakal, Bilge Kirpi Yayincilik, 2013, Istanbul
4. Esek Postu:

C1: Perrault Masallar1, Ceviren: Tahsin Yiicel, Imge Kitapevi, 2005, Ankara

C2: Peri Masallar1, Ceviren: Volkan Yal¢intoklu, Tiirkiye Is Bankas1 Kiiltiir Yayinlari,
2006, istanbul

(3: Perrault Masallari, Ceviren: Derman Bayladi, Say Yayinlari, 2004, Istanbul
(4: Jak’in Fasulye Agaci, Maxi Cocuk Kitaplari, 1998, Istanbul

Tim bu masal cevirileri arastirmacit tarafindan yapilacak olan tablolarda
kargilastirilacak, ¢oziimleme agamasinda ise Kiiltiirel unsurlarin ele aliniginda asagidaki

sira gozetilecektir.

Dil ile ilgili Kiiltiirel Unsurlar (kisi isimleri, {invan/ meslek isimleri, deyimler,

atasozleri, karsilikli konugmalarda kullanilan kalip s6zler, masal unsurlarr)

Gilnliik yasam ile ilgili Kiiltiirel Unsurlar (Kullanilan Esyalar, Mimari, Yerlesim
sekilleri, Yeme-icme Kiiltiirii, Giyim-kusam-siislenme, Saray kiiltiirii, Ekonomi,

Avcilik)

Sanat ve Miizik Kiiltiirii ile ilgili Unsurlar

Din ile ilgili Kiiltiirel Unsurlar (Mitolojik Unsurlar)
Orf ve Adetlerle ilgili Kiiltiirel Unsurlar

Bu basliklar ile kategorize edilen kiiltiirel unsurlar parantez iglerindeki sira gozetilerek

tablolar halinde incelenecektir.
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Etik Kurallara Uygunluk

Caligmamizda 1697 yilinda Charles Perrault tarafindan kaleme alinan dilimize Peri
Masallar1 seklinde ¢evrilen eser ve dort farkli Tiirk¢e c¢evirisi lizerine incelemelerde
bulunulmustur. Kaynak eserin tiirii masaldir, masallar hayal {iriiniidiir. Ancak yapilan
incelemeler neticesinde kaynak eserin yazildigi iilke ve donem ozelliklerini bir¢ok
acidan yansittigi tespit edilmistir. Bu tespitler ¢eviri ¢oziimleme teknigi ile elde
edilmistir. Bu nedenle ilgili ¢alisma, etik kurul izni ve / veya yasal/ 6zel izin alma

durumunu gerekli kilmamustir.

ANALIZ ve BULGULAR

Tablo 1. Mimari (Uyuyan Giizel)

...; il entre dans une chambre toute dorée, et il vit sur un lit, dont les
rideaux étaient ouverts de tous coétés, le plus beau spectacle qu’il eiit
jamais vu : ... (Perrault, 2011:37)

Kaynak
Metin

Derken her yan altin renginde; bir odaya girmis bizim prens, burada
Cl yatagin, perdelerin her yandan acik yatagin iizerinde, hicbir zaman
gbérmedigi essiz bir goriiniim ¢ikmig karsisina, ... (Cev.Yiicel, 2005:44)

... ddsemesinden duvarlarina kadar altinla kapli bir odaya girmis, yatagin
C2 iizerinde simdiye dek gormedigi kadar gilizel bir kiz yatiyormus,
...(Cev.Yalgintoklu, 2006:41)

Derken bastanbasa altin yaldizli bir odaya girmis. Orada, tiilleri agik bir
(OX] yatagin lizerinde uyuyan ve o giine kadar gérmedigi giizellikte bir geng
kiz gormiis. (Cev.Bayladi, 2004:15)

Yiizyillardir agilmayan kapi, prens dokunuverince kolayca agilmis...
kocaman bir karyolada, yilizli bir inci tanesi gibi parlayan, biitiin degerli
taglarmm 15181 gélgede birakan, bir gilizel kiz uyumaktaymus.
(Haz.Giivenger, 2011:28)

C4

Dénemin saray Kkiltiiriinii ve ihtisamini yansitmasit nedeniyle segilen, Prensesin
uyudugu odanin tasvir edildigi bu drnek metinde, prensin prensesi ilk gérme ani dile
getirilmektedir. une chambre toute dorée ifadesi C1 de her yam altin renginde ile
karsilik bulmustur. bizim prens ifadesi ile yerlilestirme; ¢ikmis karsisina, ifadesi ile de
ekleme yapilmistir. Hedef dil ve kiiltiiriine daha yakin bir ¢eviri oldugu i¢in kabul
edilebilirlik 6zelligi tasimaktadir. C2 de ddsemesinden duvarlarina kadar ifadesi ile

ekleme; altinla kapli ifadesi ile de anlam kaymasi ger¢eklesmistir. yatiyormus ifadesi ile
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de ekleme islemi yapilmistir. Kabul edilebilirlik 6zelligi tasimaktadir. C3 te bastanbasa
altin yaldizli bir odaya ifadesi ile birebir ¢eviri yapilmistir. Kaynak metne sadik kalmasi
nedeniyle yeterli geviri 6zelligi tasimaktadir. C4 kaynak metne sadik kalmayip; 6zgiir
ceviri teknigi ile farkli bir c¢eviri yapmistir. Hedef dil ve kiiltiiri 6n plandadir. Bu

ozelliginden dolay1 kabul edilebilir ¢eviridir.

Tablo 2. Yiyecek-igecek Kiiltiirii (Uyuyan Giizel)

On mit devant chacune d’elles un couvert magnifique, avec un étui
d’or massif, ou il y avait une cuiller, une fourchette, et un couteau
de fin or, garni de diamants et de rubis. (Perrault, 2011:31)
Her perinin 6niine ¢ok giizel bir sofra takimi konulmus, sofra
takiminin iginde kocaman, hem de altindan bir mahfaza, altin
C1 mahfazanin iginde de elmaslarla, yakutlarla siislii bir kasik, bir
catal, bir de bigak varmis, catal da bicak da, kasik da altinlarin en
iyisindenmis. (Cev.Ylicel, 2005:37)
Perilerin 6niine cok zarif bir sofra takimi1 konulmus, som altindan
C2 yapilmis bu takimin icinde elmas ve yakutlarla siislenmis kasiklar,
catallar, bigaklar varmis. (Cev.Yalgintoklu, 2006:31)
Davetliler masaya oturdugunda, her peri i¢in 0Ozel olarak
hazirlanan, som altindan kutuyla sahane yemek takimi konmus

Kaynak
Metin

<3 onlerine. Kutunun iginde de, altin kaplama, elmas ve yakut
kakmali kasik, gatal, bigak takimi varmis. (Cev.Bayladi, 2004:7)
Ancak seref misafirleri i¢in hazirlatilan altindan tabak, catal, kasik,

Cc4 bigak ve elmas islemeli bardak yedi tane oldugu igin yeni gelen

sekizinci periye ¢aresiz giimiis tabakta glimiis catal, kagik, bicakla
ve sade cam bardakla ikram yapilmis. (Haz.Giivenger, 2011:9)

Dénemin yemek kiiltiiriinii, sofra diizenini gdsteren bu drnek arastirma metnimizde,
kraliyetin, zenginligin ve zerafetin izlerini kolayca farkedilmektedir. Masa diizeninin
anlatildig1 bu 6rnek i¢in C1 kocaman, hem de, ¢atal da bigak da, kasik da altinlarin en
iyisindenmis ifadeleri ile ekleme; mahfaza ifadesi ile masalin g¢eviri tarihi dikkate
alimdiginda dénemin tarihsel ve kiiltiirel 6zelliginin yansitildigi gozlenmektedir. Hedef
dilde bu sekilde karsilik bulmustur. Tiim bu 6zellikler géz 6niinde bulunduruldugunda
kabul edilebilirlik 6zelligi tasimaktadir. C2 de ¢ok zarif bir sofra takimi ve som altindan
ifadeleri ile birebir ¢eviri yapilmistir. Kaynak metnin dil ve yapi1 6zelligine sadik
kalinmasi nedeniyle yeterlilik yonii agir basmaktadir. C3’te 6zel olarak hazirlanan

ifadesi ile ekleme; konmus Onlerine seklindeki ifade ile kaynak dildeki yap1 hedef dile
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devrik ciimle yapist ile taginmustir. elmas ve yakut kakmali ifadesi ile yerli bir sdylem
tercih edilmistir. Hedef dil ve kiiltiir 6zelliklerinin 6n planda oldugu bu ¢eviri kabul
edilebilir ¢eviridir. C4 6zgiir ¢eviri anlayistyla durumu kendi ifadeleriyle yorumlamistir.
Ancak seref misafirleri icin hazwrlatilan ifadesi ile ekleme; tabak, bardak ile de

eklemelerde bulunulmustur. Kabul edilebilir ¢eviri konumundadir.

Tablo 3. Yiyecek-igecek Kiiltiirii (Uyuyan Giizel)

Kaynak Le prince lui dit qu’en chassant il s’était perdu dans la forét, et qu’il

Metin avait couché dans la hutte d’un charbonnier, qui lui avait fait manger du
pain noir et du fromage. (Perrault, 2011:38)

Cl Kral babasinin yanina varinca, avlanirken ormanda yolunu sasirdigini,

bir komiircii kuliibesinde yattigini, burada ekmekle peynir yedigini
anlatmis. (Cev.Yiicel, 2005:48)

¢2 Prens ormanda avlanirken yolunu kaybettigini, geceyi bir komiircii
kuliibesinde gecirip karnimi peynir ekmekle doyurdugunu sdylemis.
(Cev.Yalgintoklu, 2006:43)

C3 Geceyi bir oduncunun kuliibesinde gegirdigini, oduncunun da kendisini
siyah ekmek ve peynirle agirladigini sdylemis. (Cev.Bayladi, 2004:17)
C4 Bu ifadeye yer verilmemistir.

Eserin yazildig1 dénemin ekonomik sartlarina 151k tutan bu 6rnek ciimlede prens, Kral
babasina ormanda kayboldugunu ve bir komiirciiniin evinde siyah ekmek-peynir
yedigini séylemektedir. Yasanilan kitlik yillarina gondermede bulunan yazar, bu detay
ile saray ve halk arasindaki yemek kiiltiirii tezatin1 gozler 6niine sermektedir. C1’de
Kral babasimin yanina varmnca ifadesi ile ekleme; du pain noir ifadesini ekmekle
karsilamugtir. Genellestirme stratejisinden faydalanmilmistir. Qui lui avait fait manger du
pain noir et du fromage (ona arpa ekmegi-peynir yedirildigini) ifadesindeki ettirgenlik
yapisi terkedilmistir. Dil ve yap1 6zelliklerine bagli olarak hedef dil 6n plandadir. Kabul
edilebilir geviridir. C2’de karmini peynir ekmekle doyurdugunu ifadesi ile hedef dil ve
kiltiiriine yakinligi, ekmek ifadesinin yine iist anlamli ¢eviri ile verildigi goriilmektedir.
Kaynak metinden uzakligi nedeniyle kabul edilebilir ceviridir. ¢3’te oduncunun
kuliibesinde ifadesi ile yanlis ceviri yapildigi, agirladigr ifadesi ile de yerlilestirme

yapildigt saptanmustir. Kabul edilebilir ¢eviridir. C4 te bu ifadeye yer verilmemistir.



Masallar Hayal Uriinii (Mii)diir? ... 276

Tablo 4. Ekonomi (Parmak Cocuk)

Kaynak Il vint une année trés facheuse, et la famine fut si grande, que ces

Metin pauvres gens résolurent de se défaire de leurs enfants. (Perrault,
2011:17)

C1 Her neyse, kotii bir yil gelip catmus, Oyle biiyiik bir kitlik olmus,

Oyle biiyiik bir kitlik olmus ki, bu yoksul insanciklar, ¢ocuklarini
baglarindan atmaya karar vermigler. (Cev.Yiicel, 2005:75)

c2 Kitligin yasandigi o yil, oduncu ve karisi ¢ocuklardan kurtulmaya
karar vermisler. (Cev.Yalgintoklu, 2006:1-2)
C3 Yillardan bir yil ¢ok sikintili gegmis. O kadar biiyiik bir kitlik

olmus ki, bu zavalli insanlar ¢ocuklarmni baslarindan atmaya karar
vermisler. (Cev.Bayladi, 2004:72)

C4 Parmak Cocuk' un ailesi ¢ok fakir oldugu igin higbir seyi yokmus.
(Cev.Portakal, 2013:5)

Ekonomi baglig1 altinda bir¢ok verinin yer aldigi bu masalda ailenin fakirligine ve
donemin sikintili bir déonem olduguna isaret edilmektedir. Parmak Cocuk masali, 17.
yy.’1n ideolojik, sosyal ve ekonomik boyutunu gozler dniine serer. Daha ilk climlesinde
ailenin fakirligi dile getirilir. Eser 17.yy. Fransa’sindaki feodal yap: hakkinda da bilgi
verir. Fakir kdyliiniin yiiksek vergilere maruz kaldigi, tarim isleriyle ugrastigi gozlenir.
1694°te bu eserin yayinlanmasindan ii¢ y1l 6nce 14. Louis kralli§1 zamaninda ¢ok biiyiik
bir kithgin yasandigi ve sonrasinda Fronde isyanlarinin ¢iktigi bilinmektedir. Parmak
Cocuk masali, o yillar1 anlatan 6rnek bir eser niteligindedir. Kitligin, salgin hastaliklarin
hiikiim siirdiigii bu yillarda ¢ocuklarina bakamayacak kadar fakir olan bir aile ve onlarin
kiigiik boylu kahraman (un héros de stature petite) ogullar1 masalin kahramanlarini

olusturmaktadir.

Yoksullugun verdigi aci ile gocuklarinin gozleri dniinde 6lmesine dayanamayan anne-
baba careyi onlar1 ormana birakmakta bulur. Cl1 kaynak metinden olabildigince
uzaklasip, tamamen hedef dil ve 6zellikleri hatta hedef dil masal unsurlarin1 de kullarak
ceviri yapmustir. Oyle biiyiik bir kitlik olmus, éyle biiyiik bir kitlik olmus ki, bu yoksul
insanciklar tercihleriyle yerlilestirme yapilmistir. Kabul edilebilirlik eksenine ¢ok yakin
bir geviridir. C2 de kithigin siddetine dair bir ifade yer almamaktadir ¢ikarma islemi
uygulanmigtir. Hedef dile daha yakin bir ¢eviri anlayist nedeniyle kabul edilebilir bir

ceviridir. C3 ¢ocuklarini baslarindan atmaya ifadesi ile yerlilestirme; Yillardan bir y1l
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ifadesi ile ekleme yapilmistir. Hedef dil ve 6zellikleri agir bastig1 igin kabul edilebilir
ceviridir. C4 kaynak metinden tamamen uzaklagmis, 6zgiir (serbest) ¢eviri anlayigint

benimsemistir. Bu 6zelligi nedeniyle kabul edilebilir ¢eviridir.

Tablo 5. Ekonomi (Esek Postu)

Kaynak Tel et si net le forma la Nature
Metin Qu’il ne faisait jamais d’ordure,
Mais bien beaux écus au soleil
Et louis de toute maniére,
Qu’on allait recueillir sur la blonde litiére
Tous les matins a son réveil. (Perrault, 2011:82)

Cl Yattig1 yer, pislenecegi yerde, her sabah sar1 sari, ¢il ¢il altinlarla
kapli olurmus hep, bizim esek uyandiktan sonra gidip top-
larlarmig. (Cev.Yiicel, 2005:119)

¢2 ..., zira doga onu Oylesine olaganiistii yaratmig ki, yattig1 yer
pislenmek
sOyle dursun, her sabah, gilineste piril piril parlayan giizel ekiilerle*
ve her c¢esit altin luilerle** ortiiliirmiis de, o uyandig1 zaman bunlari
toplarlarmig. (Cev.Yal¢intoklu, 2006:124-125)

C3 Doga onu o kadar temiz yaratmisti ki,
Pislik yerine,
Giizel Altin Paralar birakiyordu arkasinda,
Ve ¢esit ¢esit Louis altini,
Onlar1 sar1 samanlarin iistiinden toplamaya
gidiyorlardi.
Her sabah esek uyaninca. (¢cev.Or, 2016:161)

C4 Bu ifadeye yer verilmemistir.

Eserlerinde Perrault’'nun dénem o&zelliklerini, krala (Fransizlar tarafindan Louis Le
Grand (Yiice Louis) veya le Roi-Soleil (Giines-Kral) olarak da anilir) olan sadakatini
siklikla gérmek miimkiindiir. Bu masalda da altin renginin ¢ok islenmesi ve tiim altin
ifadelerinin 14. Louis’ye, yani giines krala ithafen yazilmasi krala olan baghligim

kanitlar niteliktedir.

C1 de Bildigimiz eseklerden degilmis bu esek, bu ender bulunur hayvanin biiyiik
erdemleri, boyle tistiin bir yeri fazlastyla hak ediyormuyg ifadesi ile ekleme; sart sari, ¢il
¢il altinlarla ikilemeleri ile yerlilestirme stratejisi gergeklestirilmistir. Bu g¢eviride erek

dil ve kiiltiir 6zellikleri agir basmaktadir dolayisiyla kabul edilebilir ¢eviridir.
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C2 giineste piril piril parlayan giizel ekiilerle* ve her ¢esit altin luilerle** ortiiltirmiig
ifadesi ile birebir ¢eviri, ddiingleme ve ¢evirmen notu ile agimlama stratejilerine
basvurulmustur. Cevirmen Fransa’da krallik doneminde altin para birimleri eklemesini

cevirmen notu olarak vermistir. Kaynak metne birebir yakinligi ve kaynak dil

unsurlarimi iglemesi nedeniyle yeterlilik eksenine daha yakin bir ¢eviridir.

C3 Giizel Altin Paralar birakiyordu arkasinda, Ve ¢esit ¢esit Louis altimi, ifadesiyle

hedef dilin ilke ve kurallarina uygun olarak ¢evrildiginden dolay1 kabul edilebilir bir

ceviridir. C4 ifadeye yer vermedigi i¢in degerlendirilememistir.

Tablo 6. Din ve inanglarla ilgili Kiiltiirel Unsurlar (Uyuyan Giizel)

Kaynak
Metin

Il était une fois un roi et une reine qui étaient si fAchés de n’avoir
point d’enfants, si fAichés qu’on ne saurait dire. Ils allérent a toutes
les eaux du monde; veeux, pelerinages, menues dévotions, tout fut
mis en euvre, et rien n’y faisait. (Perrault, 2011:31)

Cl

Bir varmis, bir yokmus, bir kralla bir kralice varmis bir zamanlar,
hi¢ cocuklar1 yokmus, olmuyormus, cocuklari olmadigi i¢in de,
Oylesine iizglinmiisler, Oylesine lizglinmiisler ki anlatilacak gibi
degilmis Tlziintilleri. Basvurmadik yol birakmamislar, adaklar
adamuglar, kutsal yerlere gitmisler, yalvarmislar, her seyi her seyi
denemigler, gene de bir ¢ocuk getirememisler diinyaya. (Cev.Yiicel,
2005:36)

C2

Bir zamanlar {ilkenin birinde, ¢ocuklart olmadigi i¢in tarifsiz
hiiziinler yasayan bir kral ile kralige varmig. Diinyanin biitiin kutsal
topraklarini ziyaret etmis, adaklar adamus, ellerinden gelen her seyi
yapmis olsalar da, dilekleri yerine gelmemis. (Cev.Yalgmtoklu,
2006:31)

C3

Vaktiyle bir kralla bir kralige varmis, g¢ocuklart olmadigi igin
Oylesine iizgiinlermis ki kelimelerle anlatilamaz. Gitmedikleri
kaplica kalmamis. Adaklar adamis, ermisleri dolasmis, dualar etmis,
ellerinden gelen her seyi yapmuslar. (Cev.Bayladi, 2004:7)

C4

... Sagliklar1 ve mutluluklar1 i¢in hep dua ederlermis. (s.2) Kralla
kralige ellerini Yiice Yaraticiya acip kendilerine bir ¢ocuk vermesi
icin yalvarmislar. Allah bu giizel insanlarin dualarini kabul etmis.
(Haz.Giivenger, 2011:4)

Magnien (2006)’e gore o donemde kraliyet ailesine mehsup soylularin ¢ocuk sahibi

olabilmek adimna ¢esitli kaplicalara, ilaglara, kagsik ilaglarina, astrologlara, simyacilara,
biiyiiciilere, nazara, hristiyanlikta dokuz giin siiren ibadetlere bagvurduklari ve hac

ziyaretlerinde bulunduklar: ifade edilmektedir. 14. Louis’nin annesi Anne d’Autriche de

278
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Rouen yakinlarindaki Forges kaplicalarina gitmistir. Masalimizda da bu durum agik¢a

ifade edilmektedir.

C1 de cocuklart olmadigi i¢in de, Oylesine iizglinmiisler, Oylesine lizgiinmiigler ki
anlatilacak gibi degilmis iiziintiileri ve her seyi her seyi denemisler, ifadeleriyle hedef
dilde kullanilan ikilemelerden, masal unsurlarindan faydalanilmistir. Olmuyormus,
ifadesi ile ekleme yapilmigtir. Hedef dil ve ozellikleri agir bastigi i¢in kabul edilebilir
bir ¢eviridir. C2 de iilkenin birinde, ifadesi ile ekleme, a toutes les eaux du monde
(kaplica ziyareti) biitiin kutsal topraklarmi ziyaret etmis seklinde cevrilmis olup
genellestirme yapilmistir. Hedef dile yakinligi nedeniyle kabul edilebilir ¢eviridir. C3 te
et rien n’y faisait (yine de ¢ocuklart olmamaig) kismi ¢evrilmeyip atlanmistir. Cocuklarin
dikkatini bu ifadeden uzak tutma gorlisii benimsenmis olabilir. Cikarma stratejisi
uygulanmigtir. Buna ragmen kaynak metin odakli bir yaklagim sergilenmis; kaynak
metnin dil ve sdzdizimsel yapilar1 korunmustur. Bu 6zelliginden dolay1 yeterli geviri
ozelligi tasimaktadir. C4 masal girigini olduk¢a uzun tutmus, kral ve kraligenin karsiliklt
konugmalarini eklemis, ¢ocuk isteklerini dile getirmig ve sonrasinda bu ifadelere yer
vermistir. Ellerini Yiice Yaraticiya a¢ip ifadesindeki Yiice yaratict hedef dilin dini
ozellikleri arasinda yer almaktadir; el agmak deyimiyle de yerlilestirme stratejisi
uygulanmstir. Allah bu giizel insanlarin dualarini kabul etmis ctimlesi de yine hedef dil

ve din 6zelliklerini gézler 6niine serdigi icin kabul edilir ¢eviri 6zelligi tasimaktadir.
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Tablo 7. Miras Kiiltiirii (Cizmeli Kedi)

Kaynak Il était une fois un meunier ne laissa pour tous biens a trois enfants

Metin qu’il avait, que son moulin, son ane et son chat. Les partages furent
bientot faits, ni le notaire, ni le procureur n’y furent point appelés. Ils
auraient eu bientdt mangé tout le pauvre patrimoine. (Perrault,
2011:57)

C1 Oliim herkesin basinda, yasli degirmenci de kuralin disinda kalacak
degil ya, o anda Olip gitmis giliniin birinde. Yoksul bir
degirmenciymis, ii¢ ogluna degirmenini, esegini, kedisini birakmis
yalniz. Cocuklart da hemen paylagmislar miraslarini, ne noter
cagirmisglar, ne savei, hemen yiyip bitireceklermis zavalli baba malini.
(Cev.Yicel, 2005:53)

C¢2 Bir marangoz ii¢ ogluna miras olarak bir degirmen, bir esek, bir de
kedi birakmis. Ug oglan mirast noter ya da savel cagirmadan
aralarinda paylagmis. (Cev.Yalcintoklu, 2006:67)

C3 Degirmencinin biri ii¢ ogluna miras olarak biraka biraka degirmenini,
esegini ve kedisini birakmis. Miras hemen boliigiilmiis, bunun i¢in ne
noter c¢agrilmis ne de savcl. Yoksul sermayelerini yakinda yiyip
bitirirlermis nasil olsa. (Cev.Bayladi, 2004 :35)

C4 Cok eski zamanlarda ihtiyar bir degirmenci ile {i¢ oglu varmis. Giiniin
birinde ihtiyar degirmenci 6lmiis. Miras olarak ii¢ ogluna kedisini,
esegini ve yeldegirmenini birakmus. (1983:3)

C1 Oliim herkesin basinda, yash degirmenci de kuralin disinda kalacak degil ya, o anda
oliip gitmis giiniin birinde ifadesiyle ekleme; kaynak metinde isim konumunda olan
partage (paylasim) kelimesi erek metinde fiil konumunda (partager) kullanilmistir
burada da yer degistirme stratejisinden bahsedilebilir. Erek metin ve kiiltiirii esas
almarak gerceklestirilen bu geviri kabul edilebilir bir g¢eviridir. C2 de igilincii ciimle
cevrilmemis c¢ikarma stratejisi uygulanmistir. Bientot ifadesine de yer verilmemistir.
Meunier (degirmenci) ifadesi marangoz seklinde verilmis; degistirme islemi yapilmgtir.
Kaynak metin eksenine daha yakin bir ¢eviri olmasi nedeniyle yeterli ¢eviridir. C3’te
biraka biraka ikilemesi ile ekleme; yiyip bitirmek deyimiyle yerlilestirme yapilmistir.
Hedef kiiltiir 6zelliklerinin agir basmasi nedeniyle kabul edilebilir bir ¢eviridir. C4’te
son climlelere ¢eviride yer verilmemistir; ¢ikarma stratejisi uygulanmistir. Yeldegirmeni
tercihiyle Ozellestirme stratejiisi kullanilmistir. Hedef metin ve kiiltiirii 6zellikleri

nedeniyle kabul edilebilir geviridir.
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TARTISMA ve SONUC

Fransiz masal gelenegine oOrnek teskil eden Peri Masallar1 serisi lizerine yapmis
oldugumuz incelemede, tiiriin hayali unsurlara yer vermesinin yani sira donemin tarihsel
ve kiiltirel baglamma dair ipuglart sundugu gercegi ile karsilasilmistir. Hayali
unsurlarin basinda periler, devler, sihirli birgok nesne drnek olarak verilebilir. Yedi bin
metrelik ¢izmeler, prensesi her gittigi yerde takip eden giysi sandigi, perilerin sihirli
degnekleri, kotii sozler sdyleyen kizin agzindan diisen yilanlar, iyilik konusanlarin
agzindan dokiilen giiller, ¢ocuk yiyen dev irkindan gelen biiyiikanne peri masallariin
fantastik tarafin1 olusturur. Masallarin hayale dayali eserler oldugu gergeginden
hareketle sozkonusu calismamizda 17. Yy Fransa’sina ve yazarin kendi hayat
hikayesine ornek teskil eden metinlerin ¢oklugu dikkatleri geker niteliktedir. Perrault
masallarinda saray ve aristokratik yasam birer motif gibi iglenmistir. Giines Krala 14.
Louis’ye ovgiiler yapilmistir. Masallarda gecen altin ifadeleri krala olan hayranligin,
sadakatin gostergesidir. Bu tiiriin sadece eglendirme amaci gilitmedigi, dogdugu
topraklardan izler tasidig1 gercegi kamtlanir niteliktedir. Ornegin, Cizmeli Kedi masals,
ti¢ kardese ii¢ mal varliginin birakilmasi ile baglar. Bu ayrica {i¢ insan tipini simgeler.
Biiyiik olan mevcut malin yonetimi ve daimi kalmasini, ortanca kilise adamligini, en
kiigiik ise savas¢1 olma ozelligini simgelemektedir. 17. Yy. Fransa’sindaki feodal yap1
gozler Oniine serilir. Fakir kdyliiden yiiksek vergiler alindigi, kdyliiniin tarim isleriyle
ugrastig1 bilgisine ulasilir. Sayginlik kazanmak i¢in {invan ve giizel kiyafetlere ihtiyag
duyuldugu goriiliir. Ekonomi ve tarim ile ilgili bilgilendirme genis yer kaplar. Ayni
zamanda masallar Perrault’nun kendi 6zel hayatindan da izler tagimaktadir. Ikiz
kardesinin bulunmasi, Parmak Cocuk’ta annenin siirekli ikiz dogurmasi ile benzerlik
gostermektedir. Perrault’nun abisi tarafindan sarayda saygin bir goéreve getirilme
durumu da Mavi Sakal masal sonunda, Mavi Sakal’in esinin kardeslerini iyi yerlere

getirme istegi seklinde kargilik bulmustur.
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Tiim masallarda oldugu gibi incelenen masallarda da iyiler 6diillendirilmis, kdtiiler ise
farkli sekillerde cezalandirilmigtir. Erdemli ve bilgili olmanmn &nemi vurgulanmis,

sadakat ve dogruluk ogiitlenmistir.

Cevirmen kararlar1 erek dil ve kiiltiir d6zelliklerine dayali bir yaklagima dayalidir.
Dilimize Fransiz dilinden cevrilen bu eserlerde basvurulan ceviri stratejileri lizerine
yapilan incelemelerde kaynak metnin yarattigi etkiyi erek dil okurunda da yaratma

istegi gozlenmistir.
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SUMMARY

It is undoubtedly an undeniable fact that translation is a multidimensional and complex process
that has been going on for centuries. The phenomenon of translation, which takes place on
language and culture, is important in terms of transferring the culture, which we can call the
lifestyle of society, to new generations. Life forms of societies, manners, customs and traditions,
their own unique rules, these societies are considered as elements that make up their own culture.
For our work on cultural elements, fairy tales are the literary genres that best serve this area in
their role as a cultural transferee. Fairy tales, which are among the most beautiful examples of
children’'s literature, carry important codes in their essence from the land where they were born.

Objectives

The place of translated works of western origin in our country and their position in Turkish
Children's Literature necessitate some studies. This study is based on a comparative analysis
between the French originals and Turkish translations of the first works that come to mind when
talking about fairy tales in Turkey, in terms of cultural elements and the characteristics of the
17th century. The traces of the author's own life were tried to be determined in the related works
and the real images in the tales in question were scrutinised.

Research Methods

In our study on cultural elements in the Turkish translations of the fairy tales series, the scanning
model defined by Karasar (2002) was used. The universe of our study consists of all types of fairy
tales written in French, and the 17th century as an example Four tales (Sleeping Beauty, Puss in
Boots, Finger Boy, Donkey Hide) in the Fairy Tales series written by Charles Perrault, one of the
important names in the history of French literature, have been analyzed in terms of the cultural
elements. At this point, the translation approach adopted has been Target Oriented Translation
Theory, one of the descriptive theories of translation studies. After analyzing four different
translated works, expressions reflecting 17th century France, the characteristics of the period
and the author's own life were tried to be determined.

Results and Conclusion

Sample expressions selected from the tales and data analysis and findings are given under the
tables. When the selected sample expressions are examined, it is seen that Perrault's tales of the
17th century. A lot of data has been obtained about the life of the author. It has been observed
that translator approaches are focused on target language and culture. The palace and
aristocratic life are treated as motifs in the tales, which also offer sections from Perrault's own
life. For example, praises were made to the Sun King, Louis XIV and the expressions of gold in
the fairy tales are a sign of admiration and loyalty to the king. The fact that this species does not
only aim to entertain, but also carries traces from the land where it was born is proving. E.qg; the
tale of Puss in Boots begins with the betrayal of three estates to three brothers. It also symbolizes
the three types of people. The large one symbolizes the management and permanence of the
existing property, the middle one symbolizes the churchman, and the smallest one symbolizes
being a warrior. 17th century the feudal structure in France is revealed; it is learned that high
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taxes were collected from the poor peasants and that the peasants were engaged in agricultural
works. It is seen that titles and beautiful clothes are needed to gain respect. In those days there
are a lot of information on the economy and agriculture. At the same time, the tales bear traces of
Perrault's own private life.
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ABSTRACT

Research shows that movies can be used as effective materials in foreign language learning and
teaching process since they provide valuable input for students to be exposed to the target
language produced in an authentic setting and cultural context. Moreover, the movies with
subtitles/captions are reported to be a beneficial means for learning new vocabulary, phrases,
idioms, practising pronunciation, and raising cultural awareness in the target language.
Numerous research has investigated the effects of subtitled movies and TV shows on different
skills and components of the target language. The current study employs the document analysis
method to determine the particular research area of certain studies about the effects of English
subtitles/captions on EFL learning. To this end, the electronic databases, including ERIC, Google
Scholar, EBSCO HOST, and Web of Science (WOS) were searched using certain keywords.
Subsequent to applying the exclusion criteria, 35 studies were determined to analyse the effects of
using subtitles/captions with regard to the targeted skills, participants, context of the study and
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main findings. Detailed content analysis of the selected studies indicated that most of the studies
focused on the effects of English subtitles/captions on the vocabulary and listening skills of EFL
learners. The results also revealed that most of the studies were conducted in the higher
education context. The study also found that the findings of most of the studies were related to the
superiority of the group with English subtitles/captions over the group without subtitles/captions.

Keywords: Language skills, Movies, English subtitles, Captions, Document analysis.

0z

Aragtirmalar, otantik bir ortamda ve kiiltiirel baglamda iiretilen hedef dile maruz kalma
agisindan ogrencilere degerli girdiler sagladigy icin filmlerin, yabanci dil ogrenme ve ogretme
siirecinde etkili materyaller olarak kullanilabilecegini géstermektedir. Ayrica alt yazil filmlerin
yeni kelimeler, ifadeler, deyimler ogrenmek, telaffuz pratigi yapmak ve hedef dilde kiiltiirel
farkindalik yaratmak icin faydal bir ara¢ oldugu soylenmektedir. Bir¢ok ¢alismada, alt yazil
filmlerin ve TV dizilerinin hedef dilin farkli becerileri ve bilesenleri iizerindeki etkileri
arastirilmigtir. Meveut calisma, Ingilizce alt yazilarin Ingilizce 6grenimi iizerindeki etkilerine
iliskin calismalarin tespiti i¢in dokiiman analizi yontemini kullanmaktadwr. Bu amagla ERIC,
Google Scholar, EBSCO HOST ve Web of Science (WOS) gibi elektronik veri tabanlari belirli
anahtar kelimeler Kkullanilarak taranmistir. Dislama kriterlerinin uygulanmasimin ardindan,
hedeflenen beceriler, katilimcilar, ¢alismamin baglami ve ana bulgular agisindan alt yazi
kullamminin etkilerini analiz etmek igcin 35 ¢alisma belirlenmigstir. Segilen ¢alismalarin detayl
icerik analizi, calismalarin cogunun Ingilizce alt yazilarn Ingilizce grenenlerin  kelime
dagarcigi ve dinleme becerileri iizerindeki etkilerine odaklandigini gostermigstir. Sonuglar,
calismalarin ¢ogunun yiiksekégretim baglaminda yapildigimi da ortaya koymustur. Calisma
ayrica, arastirmalarin ¢ogunun bulgularimn, Ingilizce alt yazih grubun alt yazisiz gruba
tistiinliigii ile ilgili oldugunu ortaya koymugtur.

Anahtar Sizciikler: Dil becerileri, Filmler, Ingilizce alt yazilar, Dokiiman analizi.

INTRODUCTION

English language teaching has become significant in today’s world due to globalization,
technological and scientific developments. Hence, one of the key necessary
competencies required in today’s globalizing world is the ability to communicate
effectively in one’s mother tongue and at least one foreign language, especially in
English. It is a well-known fact that English takes the lead in most spoken languages in
the world. English also gives us access to multiple cultures. We can not use our mother
tongue when we are in another country. Therefore, instead of learning hundreds of

languages, it will be easier for us to learn English. The English language is also
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essential for the academic lives of students from different disciplines. We could regard
English as a passport to better education and job opportunities around the world.
Therefore, the worldwide popularity of English has made the necessity to learn it more

inevitable.

It is essential for language learners to be aware of how to use words and phrases in
various situations and “how to pronounce them properly. Since language learners in
Turkey” learn English as a foreign language, there are not many opportunities for them
to hear English outside their classroom. Also, existing learning instruments may not be
enough to expose learners to spoken language in authentic contexts. Schmitt (2000)
noted that English language teachers need to come up with effective methods to get
their learners “to be exposed to” the use of English language without travelling to a
country where L2 is spoken. A good way to combat the problem of lack of exposure
could be providing authentic materials, such as movies to the students. English movies
can be used as an effective media for providing EFL learners with some entertaining
and useful listening practice. They provide visual aids assisting spoken content and are
associated with pleasurable recreation in the students' minds (Ur, 1984). Through
movies, our students can learn stress and intonation, formal and informal expressions,
mimics, gestures, and how to begin conversations in various contexts. Besides, movies
can help EFL learners learn English through context which is similar to “real-life
situations” and be exposed to real spoken language (Aksu-Ata¢ & Kopriili-Giinay,
2018). In addition, it is easier to see the unspoken rules of behaviour in social and
business situations in movies rather than to describe in a book or hear on an audio track
(Harmer, 2015). When the students watch a movie in English, they can notice
grammatical aspects, including intonation. However, sometimes, it could be exhausting
to watch a movie in a foreign language since trying to comprehend what is heard can be
difficult. This situation may discourage language learners. Nevertheless, in order to

avoid such problems, we can use subtitles.

As Ogasawara (1994) states, “watching subtitled movies in English might be one of the

richest ways of presenting authentic input since it is the combination of three mediums:
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visual, aural, and textual” (p.104). Also, by watching the movies with English subtitles,
our students can learn new vocabulary, idioms and the pronunciation of many words
(King, 2002). The reasons for using subtitled movies in foreign language teaching are
given by McLoughlin, Biscio, and Aine (2011) as follows: 1) It facilitates mnemonic
retention and language awareness (including pragmatic awareness); 2) It lends itself to
collaborative projects; 3) It generates emotionally charged activities which keep learners
motivated; 4) It is innovative and fun; 5) It helps learners develop their vocabulary
knowledge, speak more fluently, and create more meaningful texts; 6) Subtitled movies
also promote learner’s autonomy as learners observe communication acts and advance

hypotheses on how to interpret them.

Although the number of studies investigating the effect of subtitles and captions on the
English language skills of the students has been increasing since 2003, there is a lack of
research on the document analysis of dissertations, theses, and articles on the effect of
subtitles and captions on the English language skills of the students. Therefore, this
study aims to analyse 35 studies that were conducted between 2003 and 2019 on the
effect of subtitles and captions on the English language skills of the students. For this
aim, the following research questions are addressed;

1. What are the trends in theses, dissertations, and articles related to the effect of

subtitles and captions on the English language skills of the students?

2. What are the main findings in theses, dissertations, and articles related to the

effect of subtitles and captions on the English language skills of the students?
Authentic Materials

The importance of the use of authentic materials in teaching English language has been
emphasized by many researchers. Thus, different researchers attempted to come up with
an accurate definition of authentic material. According to Nunan (1988), authentic
materials are those materials that have not been designed for teaching purposes of
teaching the language. In addition, Harmer (2015) defines authentic material as

“normal, natural language used by competent or native speakers of a language. Another
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researcher, Gebhard (2006) defines authentic material as any material we can employ to
communicate in the target language. Also, according to Rogers and Medley (1988),
authentic materials are language materials which “reflect a naturalness of form, and an
appropriateness of cultural and situational context that would be found in the language
as used by native speakers" (p. 468). Moreover, Fedicheva (2011) defines authentic
material as “real” materials that are designed for native speakers. Furthermore,
according to Tamo (2009), authentic materials are those that include the native

speakers’ natural use of the language for communication.
Use of Subtitles

Tsai (2010) defines subtitles as texts which represent the dialogue in the movie word for
word. Also, Rokni and Ataee (2014) define subtitles as “the printed translation or
textual versions of dialogue in films and television programs that you can read at the
bottom of the screen when you are watching a foreign film” (p.2). In addition, Karimah
(2019) defines subtitles as a process of translation which involves presenting a written
text of the dialogue in the movie, generally on the lower part of the screen. According to
Zanon (2006), there are three kinds of subtitling: (1) Standard subtitling: from English
dialogues to subtitles in the learners’ mother tongue; (II) Bimodal subtitling: from
English dialogues to subtitles, and (I11) Reversed subtitling: from dialogues in the

learners' mother tongue to English subtitles.

Sometimes, subtitles are confused with captioning. It is important to know the
differences between these two terms. Ozgen (2008) explains the differences between

subtitles and captions as follows:

e Captions are intended for deaf and hard-of-hearing audiences. Whereas, the
assumed audience for subtitling is hearing people who do not understand the

language of dialogue.

e Captions notate sound effects and other dramatically significant audio. On the
other hand, subtitles assume that you can hear the phone ringing, the footsteps

outside the door, or a thunderclap.
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e Captions are usually in the same language as the audio while subtitles are
usually a translation.

e Captions ideally render all utterances but subtitles do not bother to duplicate

some verbal forms (p.49).
The Use of Subtitles and Captions in Teaching English Language Skills

EFL teachers can utilize movies to expose their students to the use of spoken language
and cultural context. Also, movies can take our students from one country to another
and from one period to another. Moreover, by watching the movies with subtitles, our
students can learn new vocabulary, idioms and the pronunciation of many words
(King,2002). Finally, subtitled movies can promote learners’ autonomy as they observe
communication acts and advance hypotheses on how to interpret them (McLoughlin,
Biscio, Aine, 2011).

Numerous research has investigated the effect of subtitled movies on language skills of
EFL students. Most of the studies regarding the use of subtitling have emphasized the
effect of subtitling on particular characteristics of foreign language skills, such as

listening and vocabulary.

A study by Mahdi (2017) aimed to investigate the effect of the implementation of
keyword-video captioning on L2 pronunciation skills of 34 EFL university students
using mobile devices. The findings of the research showed that the participants at the
keyword video captioning group outperformed the participants at the full-video
captioning group. The study concluded that teachers could benefit from keyword
captioning in order to develop pronunciation skills of EFL learners. Another study by
Sirmandi and Sardareh (2018) examined the impact of movies with “bimodal” subtitles
on vocabulary development of 60 Iranian intermediate EFL students. The results of the
study revealed that the bimodal subtitling group outperformed the no-subtitle group in

the post-test and learned considerably more new words.

Furthermore, Yang and Chang (2014) conducted a study to examine the effect of three

different types of captions, annotatated keyword, full, and keyword captions on
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listening skills of 42 EFL university students. The results revealed that the annotated
keyword caption group showed the greatest increase in the mean score of pre and post
tests. In addition, the findings of this study showed the superiority of the annotated
keyword caption group over the full-caption group and keyword-only caption group in
reduced-form recognition. This study concluded that the annotated keyword captions
could help EFL learners develop their general listening skills as well as learn reduced
forms. Finally, Kim (2020) conducted a quantitative research to investigate the use of
captions on 67 high- and low-level EFL university students’ speaking skills. The results
of this study showed that the use of captions could help both high- and low-level EFL
learners improve their speaking skills. Also, the results revealed that captioning could
help high-level EFL students enhance their speaking accuracy and fluency, as seen by
considerable mean differences between non-captioned and captioned groups. This study
concluded that language teachers could use captions as a foreign language teaching

instrument.

METHODOLOGY

Research Design

Document analysis was adopted as a qualitative research method in this study.
Document analysis design was used as the main method of data collection. Bowen
(2009) defines document analysis as “a systematic procedure for reviewing or
evaluating documents—both printed and electronic (computer-based and Internet-

transmitted) material” (p.27).
Data Collection Process

In order to determine the studies, the electronic databases, including ERIC, Google
Scholar, EBSCOHOST, and Web of Science were searched. The focus of the search
was on the research relevant to EFL, language skills, subtitles and captions. The search

terms used were “subtitles”, “captions” together with “EFL”, “vocabulary learning”,

“listening skill”, “speaking skill”, “reading skill”, “writing skill” and “foreign language
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learning”. The initial search located 6258 studies. Studies were considered relevant if
they (1) included language skills as an outcome (target or secondary), (2) included TV
shows or movies as materials, (3) were in English, (4) mentioned either subtitles or
captions in the title, (5) were related to EFL, (6) provided enough information about the
context and method, (7) were published from 2003 to 2019. The focus was on empirical
research—whether qualitative, quantitative, or mixed. Studies were excluded from the
analysis if they (1) were related to disabilities, (2) focused on only affective variables,
such as motivation, and enjoyment, (3) compared the effects of different types of
subtitles and captions, (4) were related to news and documentary. Graph 1 shows the

process of elimination.

« Accessed for Eligibility

6258
6223 ° Not Meeting Inclusion Criteria
a6 ° Studies Included

Graph 1. The process of elimination

Articles constitute 27 of 35 studies included. In addition, doctoral dissertations
constitute 5 of the selected studies. Finally, master's theses constitute 3 out of 35 studies
included. All of these 35 studies were conducted in ELT context. Most of the studies
included focused on the use of captions and subtitles in teaching language skills such as
vocabulary and listening skills. Detailed information regarding the context of the studies

has been given in the findings section.
Compliance with Ethical Rules

Since this article is a literature review, ethics committee approval was not required. All
studies included in the literature review within the scope of the study have been cited

and indicated in the © Studies Analysed’ section at the end of the article.
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Data Analysis

In the data analysis process, content analysis was conducted on the determined studies.
In the content analysis process, some sub-categories related to the research questions
were taken into consideration. These sub-categories include the context of the studies,
participants, distribution of the studies by year and skill, research methods of the

studies, and main findings of the studies.

FINDINGS

Trends in Articles, Theses, and Dissertations about the effect of Movies and TV

Shows on EFL learners’ Vocabulary Learning

The context of the studies, participants, distribution of the studies by year and skill, and

research methods of the studies were analyzed to respond to the first research question.
Context of the Studies

Each study was analysed in terms of the main field they belonged to. The content
analysis of the studies revealed that all of the studies were conducted in ELT context.
Most of the studies focused on the effects of subtitles and captions on students’
language skills such as vocabulary and listening skills. Some studies also reported
positive aspects of subtitles and captions regarding students’ perceptions. In addition,
the other context on which the studies focused was found to be Computer and
Instructional Technologies in which 25 studies were conducted. The related graph is

presented below;
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English Language Teaching [N
Computer and Instructional I

Technologies

Graph 2. Context of the Studies
Research Methods

The research methods of the selected studies revealed that 28 (80%) out of 35 studies
used a quantitative method. As quantitative data collection tools, most of the
guantitative studies conducted pre-and post-test design or comprehension tests. 7 (20%)
of the studies used a mixed-method approach in which quantitative and qualitative data
collection tools were used. However, none of the studies analyzed utilized the

qualitative method. Graph 3 below illustrates the distribution;

B Quantitative
Method

B Mixed Method

Graph 3. Research Methods
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Participants

According to the findings regarding the participants of the selected studies, it was found
that 24 (%69) out of 35 studies were conducted in higher education context. The
participants in these studies were either preparatory class students or freshmen
undergraduate students. In 1 (%3) of the selected studies, the participants were in
primary education. 6 (%17) out of 35 studies focused on students in secondary
education. Also, 4 (%11) of the studies were conducted in a private language course
where different learners from different age groups participated in the study. Graph 4
below summarizes the distribution of participants from different educational contexts.

B Higher Education
B Secondary Education

B Private Language
Education

Graph 4. Participants
Distribution of the Studies by Year

The findings with regard to publication year of the selected studies indicated that 10
(28%) studies were conducted in 2018 as the highest in number. In addition, seven
(20%) studies were completed in 2014. Also, five (14%) studies were completed in
2019. Furthermore, three (8%) studies were completed in 2016. Moreover, 2 (6%)
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studies were conducted in 2010, 2011, and 2015 respectively. Graph 5 shows the

distribution of studies by year;

m2018m2014 201920162015 =2010

H2011m2003m2004m2008m2012
Graph 5. Distribution of the Studies by Year
Distribution of the Studies by Skills

Main skills of the selected studies indicated that 16 (46%) out of 35 studies focused on
listening as the main skill. Also, 11 studies (32%) focused on vocabulary as the main
skill. Moreover, four studies (11%) focused on reading as the main skill. In addition,
four studies (11%) focused on speaking as the main skill. Graph 6 shows the

distribution of studies by skills;
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Graph 6. Distribution of the Studies by Skills

Main Findings in Theses, Dissertations and Articles about the Effect of
Subtitles/Captions on English Language Skills of EFL Learners

The context of the studies, participants, distribution of the studies by year, research
methods of the studies were analyzed to respond to the first research question. With
regard to the RQ2, “What are the main findings in theses, dissertations, and articles
related to the effect of subtitles and captions on the English language skills of the
students?’, the findings from the discussion and conclusion sections of the studies
revealed that the effectiveness of subtitles and captions on the English language skills of
the students was related to the main findings of 30 studies. This means that almost all of
the studies found the subtitles and captions more effective compared to traditional
instructional techniques. Most of these studies focused on the achievement dimension of
this effect.
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Another finding from the analyzed studies was the positive perceptions of the
participating students. Five out of 35 studies reported that the participating students had
positive attitudes towards subtitles and captions as an instructional technique. These
studies particularly focused on the positive atmosphere in classrooms where movies and

tv shows were used as a new instructional technique.

Table 1. Main Findings of The Studies Included in The Analysis

Main Findings f

Subtitles/Captions are more effective 30

Students have positive attitudes 5
towards subtitles and captions as an
instructional technique

DISCUSSION

Based on the reviewed research, it can be deduced that the studies related to the effect of
subtitles and captions on English language teaching were mostly conducted with
students at higher education institutions using quantitative methods. In addition, most of
the studies were conducted for examining the effect of subtitles and captions on English
language skills and finding out perceptions and attitudes of EFL learners towards the use
of subtitles and captions on English language teaching. The results of the studies
reviewed generally indicate that subtitles in the target language can facilitate English
language learning and expose the learners to both aural and visual input. The results of
most of the analyzed studies showed that movies with subtitles and captions in the target
language had a significantly positive effect on the language skills of the EFL students
and teachers could benefit from subtitles and captions as authentic materials in teaching
English. Furthermore, the results of most of the analyzed studies found that watching
subtitled movies and TV series was more effective than conventional teaching methods.
For example, a study by Ramli (2019) revealed that there was a remarkable development
in the experimental class students who were taught reading using the “Inside Out” movie

with subtitles as media. However, the students in the control group were taught using
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narrative text. The study found a difference between students’ scores before and after
being taught by using subtitled “Inside Out” movie as media. Also, another study by
Kim (2020) revealed a notable difference between the total speaking performance mean
scores of subtitled group (experimental group) and non-subtitled group (control group).
The results of the independent t-tests showed that the use of subtitles had a superior
effect on overall speaking performances of the students in the subtitled group. The
researcher concluded that the subtitled group (experimental group) benefited from the
TV series “Friends” in developing their speaking skills more than non-subtitled group

(control group).

Furthermore, subtitled movies revealed to have an effect on the motivation of the
learners. Aksu-Atag and Kopriili-Giinay (2018) indicated that using subtitled movies
motivated the students and had positive effects on English language learning. In addition
to the positive effect on motivation, subtitles were revealed to help students understand
the dialogue and accents in the movie. A study by Ayand and Shafiee (2016) showed
that subtitles assisted learners in understanding the language spoken in different accents
as the learners could follow the conversations in the movie as written forms. Also,
Liando, Sahetapy and Maru (2018) emphasized the effect of subtitles on the
comprehension of the dialogue in the movie. Liando, Sahetapy and Maru (2018) found
that subtitles made it easier for students to comprehend difficult accents of native

English speakers.

Moreover, findings of the analyzed studies found that students agreed that movies could
help them learn idioms, and proverbs in the target language. In addition, studies
generally demonstrated that by watching movies, the language learners could learn
correct pronunciation. Generally, the participants considered English movies to be
beneficial in everyday English use. For example, Aksu-Atag and Kopriili-Giinay (2018)
showed that subtitles are better for understanding dialogues in movies and students could

learn slang words, proverbs, and idioms through watching movies.
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Also, methods section of the reviewed studies revealed that most of the reviewed
studies adopted quantitative methods to collect and analyze the data. None of the studies
has used qualitative methods. Finally, none of the studies reviewed focused on the
writing as the main skill. Most of the studies focused on the listening and vocabulary as

the main skills.

CONCLUSION and SUGGESTIONS

The EFL learners have a little chance of hearing and practising the target language
outside the classroom. Watching English movies and tv series could be a good way to
combat the problem of lack of exposure to target language. Research indicates that EFL
learners can benefit from English movies or TV series as effective materials in foreign
language learning since they include authentic language and help EFL learners be
exposed to real spoken language. In addition, through subtitles, language learners can
hear the pronunciation of many words and comprehend what is heard in the English
movies or tv series. Although the number of the studies investigating the effect of
subtitles and captions on the English language skills of the students has been increasing
since 2003, there is a lack of research on the document analysis of dissertations, theses,
and articles on the effect of subtitles and captions on the English language skills of the
students. Thus, the aim of this study was to to analyse 35 studies that were conducted
between 2003 and 2019 on the effect of subtitles and captions on the English language
skills of the students. The studies reviewed generally showed that English subtitles
could facilitate English language learning and help participants understand conversation
in the movies. Moreover, Further research should employ qualitative methods to collect
and analyze the data. Furthermore, to get deeper understanding of the perceptions of the
EFL learners on the use of subtitles and captions to learn English language skills,
further studies should use interviews to obtain EFL learners’ perceptions and attittudes
towards the use of subtitles and captions to learn English language skills. In addition,
further studies should be conducted to investigate the effect of subtitles and captions on
the writing skill of EFL learners. Finally, it can be concluded that much more research
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on the effect of English subtitles and captions on English language skills of EFL
learners is needed. This research can provide new information on the researchers who
aim to conduct research on the use of subtitles and captions in English language skills of
EFL learners and the teachers who would like to make use of English subtitles on
teaching language skills. The findings of this research are expected to encourage
language learners to devote more time to watch subtitled movies, and tv shows to

develop their English language skills.
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GENIS OZET

Amag

Bu ¢alismamin amaci, altyazilarin dgrencilerin Ingilizce dil becerileri iizerindeki etkisine iligkin
2003-2019 yillar: arasinda yapimis 35 ¢alismayr incelemektir. Bu amag dogrultusunda asagidaki
aragtirma sorularina yanit aranmistir:

1. Altyazilarin égrencilerin Ingilizce becerilerine etkisine iliskin makaleler ve lisansiistii
ve doktora tezlerindeki egilimler nelerdir?

2. Altyazilarin 6grencilerin Ingilizce becerilerine etkisine iliskin makaleler ve lisansiistii
ve doktora tezlerindeki temel bulgular nelerdir?

Yontem

Bu ¢alismada nitel arastirma yontemi olarak dokiiman analizi kullamimistir. Ana veri toplama
yontemi olarak dokiiman analizi yéntemi kullamilmistir. Calismalart belirlemek igin ERIC,
Google Scholar, EBSCOHOST, Web of Science gibi elektronik veri tabanlar: tarandi. "Altyazilar”

s

arama terimi ile birlikte "EFL", "kelime o6grenimi", "dinleme becerisi”,

>

"konusma becerisi”,
"okuma becerisi”, "yazma becerisi” ve "yabanci dil 6grenme” arama tervimleri kullamimistir. Ilk
aramada 6258 ¢alisma bulundu. Arastirmamizin odagi, deneysel ¢alismalardr - nitel, nicel veya
karma. Eleme siirecinden sonra 35 calisma dahil edilmistiv. Bu 35 ¢alismanin tiimii Ingiliz dili
ogretimi baglaminda gergeklestivilmistirv. Veri analizi siirecinde belirlenen ¢alismalar iizerinde
icerik analizi yapilmigtir. Icerik analizi siirecinde arastirma sorularina iliskin bazi alt kategoriler
olusturulmustur. Bu alt kategoriler, ¢alismalarin baglamini, katilimcilari, ¢alismalarin yillara ve
becerilere gore dagilimni, ¢alismalarin arastirma yontemlerini ve ¢alismalarin ana bulgularin
icerir.

Bulgular

Calismalarin icerik analizi, tim calismalarmn Ingiliz dili 6gretimi baglaminda yiiriitildiigiinii
ortaya koydu. Calismalarin odaklandigi diger baglam ise 25 ¢alismanmin gerceklestirildigi
Bilgisayar ve Ogretim Teknolojileri olmustur. Secilen 35 calismadan 28'inin (%80) nicel bir
yontem kullandigi ortaya ¢ikmistir. Arastirmalarin 7'sinde (%20) nicel ve nitel veri toplama
araglarmmin birlikte kullanmildigi karma yéntem kullamlmistir. Ancak, incelenen ¢alismalarin
hi¢biri nitel yontem kullanmamistiv. Secilen ¢alismalarin katilimcilarina iligkin bulgulara gore,
35 calismanmin 24'iintin (%69) yiiksekogretim baglaminda yiiritildiigii tespit edilmistir. Segilen
calismalarin sadece 1'inde (%3) katilimcilar ilkogretim diizeyindedir. 35 arastirmadan 6's1 (%17)
ortadgretimdeki ogrencilere odaklanmistir. Ayrica ¢alismalarin 4% (%11) ozel bir dil kursunda
gergeklestirilmistir. Segilen ¢alismalarin yaymn yilina iligkin bulgular, 10 (%28) ¢alisma ile en
fazla ¢calismanin 2018 yilinda yapildigimi gostermistir. Buna ek olarak, 2014 yilinda yedi (%20)
calisma tamamlanmigtir. Ayrica 2019 yilinda bes (%14) ¢alisma gergeklestirildi. 2016 yilinda ii¢
(%8) ¢alisma tamamlandi. Ayrica swrasiyla 2010, 2011 ve 2015 ydlarinda 2 (%6) ¢alisma
yapumstir. Segilen ¢alismalarin ana becerilerine iligkin analiz, 35 ¢alismadan 16'sinin (%46)
ana beceri olarak dinleme becerisine odakiandigint gostermigtir. Ayrica, 11 ¢alisma (%32) ana
beceri olarak kelime bilgisi becerisine odaklanmistir. Buna ek olarak, dort ¢calisma (%11) ana
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beceri olarak okuma becerisine odaklanmistir. Son olarak, dort ¢calisma (%11) ise ana beceri
olarak konusma becerisine odaklanmistir. Calismalarin tartisma ve sonug boliimlerinden elde
edilen bulgular, altyazilarin Ogrencilerin Ingilizce dil becerileri iizerindeki etkililiginin 30
calismamin ana bulgulariyla iliskili oldugunu ortaya ¢ikarmistir. Ayrica, 35 arastirmadan 51,
katilimcr dgrencilerin bir 6gretim teknigi olarak altyazilara yonelik olumlu tutumlara sahip
oldugunu bildirmistir.

Sonug

Incelenen  ¢alismalar — genel  olarak  Ingilizce  altyazilarm  Ingilizce — Ggrenmeyi
kolaylagtirabilecegini ve katihimcilarin  filmlerdeki  konusmalart  anlamalarmma  yardimct
olabilecegini gostermistir. Ayrica, incelenen ¢alismalar Ingilizceyi yabanct dil olarak 6grenen
ogrencilerin, giinliik dili icerdiklerinden ve gercek konusma diline maruz kalmalarina yardimct
olduklarindan, yabanci dil 6greniminde etkili materyaller olarak Ingilizce filmlerinden veya TV
dizilerinden yararlanabilecegini belirtmigtir.

Tartisma

lleride yapilacak olan ¢alismalar, verileri toplamak ve analiz etmek icin nitel yontemler
kullanmalidiv. Buna ek olarak, Ingilizceyi yabanct dil olarak o6grenenlerin Ingilizce dil
becerilerini 6grenmek icin alt yazi kullammina iliskin algilarimi daha derinden anlamak
amaciyla, daha sonraki calismalarda Ingilizceyi yabanci dil olarak ogrenen dgrencilerin Ingilizce
ogrenmek icin alt yazi kullammina yénelik algilarimi ve tutumlarini elde etmek icin miilakat
teknigi kullamilmalidiv. Dahasi, altyazilarin Ingilizceyi yabanct dil olarak égrenenlerin yazma
becerisi iizerindeki etkisini arastirmak icin daha fazla calisma yapilmaldir. Son olarak, Ingilizce
altyazilarin Ingilizceyi yabanci dil olarak égrenen égrencilerin Ingilizce dil becerileri iizerindeki
etkisine iliskin daha fazla arastirmaya ihtiya¢ duyuldugu sonucuna varidabilir. Bu arastirma,
Ingilizceyi yabanci dil olarak égrenen ogrencilerin Ingilizce dil becerilerinde altyazi kullanim
konusunda arastrma yapmayr amaglayan arastirmacilara ve dil becerilerinin gretiminde
Ingilizce altyazilardan yararlanmak isteyen ogretmenlere yardimcr olabiliv. Bu ¢alismanin
bulgularimn, yabanci dil ogrencilerini Ingilizce dil becerilerini gelistirmek amaciyla altyazili
filmler ve dizileri izlemeye daha fazla zaman aywmaya tesvik etmesi bekleniyor.
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ABSTRACT

This study aims to investigate how English teachers define their current teacher roles. In-service
English teachers enrolled in an MA TESOL program and knowledgeable about teacher roles
partook in the study. The data in this qualitative study were collected through questionnaires and
semi-structured interviews conducted with all of the participants (N=13). Two themes are
reached after the thematic analysis. They are identified as 1) the definition of the current role of
English teachers, and 2) the ideal role for English Teachers. The findings reveal that the majority
of the English language teachers in this study define themselves as reflective practitioners.
Although teachers as transformative intellectuals is a reputable role among the participants, it is
considered to be unachievable. In addition, some teachers are cautious about this role because it
advocates some ideologies. Being a passive technician is not preferable among the teachers and
they adopt this role only when the circumstances compel them to do so. Therefore, it is concluded
that the optimal role for English teachers is the reflective practitioner. It is understood that
teacher roles are dynamic and situated. Based upon these findings, suggestions are presented.
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0z

Bu ¢alismanin amact Ingilizce Ogretmenlerinin mevcut ogretmen kimligini nasil tamimladigin
incelenmektir. Calismaya Ingiliz Dili Ogretimi Yiiksek Lisans programmna kayith olan ve
ogretmen rolleri hakkinda bilgi sahibi olan hizmet ici Ingilizce dgretmenleri katilmigtir. Bu nitel
calismada veriler anket ve tiim katilimcilar ile yapilan (N=13) yar: yapilandirilmis gériismeler
yolu ile toplanmistir. Yapilan tematik analiz sonucu iki temel tema belirlenmistir. Bu temalar 1)
Ingilizce ogretmenlerinin mevcut rollerinin tamimlanmasi ve 2) Ingilizce égretmenleri icin ideal
rol olarak adlandirimistir. Bulgular bu calismadaki Ingilizce 6gretmenlerinin  biiyiik
cogunlugunun kendini diistinen uygulayici olarak tammladiklarini  ortaya koymaktadir.
Entelektiiel doniistiiriicii, katilimcilar arasinda saygin bir yere sahip olsa da erisilemez olarak
goriilmektedir. Bunun yaminda bazi égretmenler bir kisum ideolojileri savundugu i¢in bu role
kars1 temkinlidirler. Pasif teknisyen ogretmenler arasinda tercih edilebilir bir rol degildir ve
sadece kosullar onlart zorladiginda bu rolii benimsemektedirler. Bu nedenle Ingilizce
ogretmenleri i¢in en uygun (optimal) roliin diisiinen uygulayict oldugu sonucuna varilmigtir.
Ogretmen rollerinin dinamik ve durumsal oldugu anlasimistir. Bu bulgulara dayanarak
onerilerde bulunulmustur.

Anahtar Sozciikler: Ingilizce ogretmenleri, Ogretmen rolleri, Pasif teknisyen, Diisiinen
uygulayici, Entelektiiel donitistiiriicti

INTRODUCTION

Defining teacher roles is a complex task controlled by contextual factors as well as
teachers’ personalities. Affected by these internal and external factors, different roles
could be tailored for teachers by scholars, policymakers and teacher educators.
Particularly in the last two decades, equity in and through English language teaching
has gained significant importance in the field. In the same vein, the number of research
about equity and power struggles concerning learning and teaching English increased
tremendously such that even journals with a wider readership, e.g. TESOL Quarterly
(Dorner & Cervantes-Soon, 2020), published special issues on such topics. These
changes refueled the discussions about English teachers’ roles both in and out of the

classroom.

Teacher role is a phenomenon that is closely associated with teacher identity, teacher
agency, and the teaching context. Miller (2009) claims that perceptions regarding
teacher identity have changed in time from teachers as technicians who are supposed to

have certain knowledge and put this knowledge into practice in a proposed way to a
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socially enacted domain which is also related to agency, power, and critical
perspectives. It is observed that definitions for English teacher identity suggested by
Miller (2009) overlap with the teacher roles investigated in the present study, which are
passive technician, reflective practitioner, and transformative intellectual
(Kumaravadivelu, 2003). Miller (2009) defines the characteristics of language teacher
identity “as relational, negotiated, constructed, enacted, transforming, and transitional”
(p. 174; emphases original) and states that it is strongly affected by the contextual
factors some of which are curriculum policy, social demographics at school, the
workplace conditions as well as many others (Miller, 2009; p. 175). Like teachers’
identities, their roles are open for a change and teachers can move “toward one or the
other at different moments” (Kumaravadivelu, 2003; p.17). In addition, like identity,

teacher roles are prone to the effects of contextual factors (Kanpol, 1989).

Regarding the interplay between teachers’ roles and the context, research studies
evidence that the freedom of adopting different roles is primarily dependent on
teachers’ agency in the context. In the same vein, Panti¢ (2015) claims that supporting
teachers’ agency makes them consider social inequalities. In other words, in the
contexts where teachers are responsible agents, they are motivated to hold
transformative roles both at school and in society. Within the boundaries of the present
discussion, context may refer to the classroom, the school, and with a broader vantage
point to the whole country. For example, Buchanan (2015) conducted a qualitative
study with nine teachers and found out that the increasing importance of accountability
and standardized exams in US schools affected teachers’ practices and attitudes.
Although all the teachers who took part in the research were critical about teaching for
standardized exams in their schools, over time they complied with the practices required
by the school and even they evaluated their professional success with their students’
achievements in these exams. In other words, no matter how reflective or transformative
they used to be in their identities, the context affected their practices and even turned
their early negative reactions to the technician roles, which they once criticized, into

positive. Tezgiden-Cakcak (2015) investigated a pre-service English teacher education



The Optimal Role for English Teachers... 314

program in Turkey in terms of its curriculum and the teacher roles that the program
offers to English teacher candidates. It was observed that the stated program outcomes
aimed to support the development of a reflective identity for pre-service teachers.
Nevertheless, the findings revealed that affected by the neoliberal economic policies in
the country, the program seemed to discourage prospective English teachers to take
active roles at school and in the society and urge them to become passive technicians
(Tezgiden-Cakcak, 2015). Different from aforementioned contexts above, which are
USA and Turkey where educational standards and norms limit teachers’ roles, the
educational policy in Finland supports teacher autonomy more than any other countries
(Sahlberg, 2011). Moreover, the current discussions in Finland is to train teachers so
that they can go beyond being an effective teacher at school and become active agents
of the social change (Lanas & Kiilakoski, 2013; Matikainen et al., 2018). For example,
Matikainen, Ménnistd, and Fornaciari (2018) evaluated the principles and the practices
of a Finnish teacher education programme for primary school teachers named Critical
Integrative Teacher Education. The programme aimed to boost transformational teacher
agency of teacher candidates and motivate them to actively take part in the social
change. Their findings revealed that the program could achieve its goals from an
intellectual perspective but more practice opportunities needed be offered to teacher
candidates. Lanas and Kiilakoski (2013) conducted a qualitative study to unearth a
Finnish teachers’ journey into becoming a transformative agent. The factors that
affected the teacher’s experiences were listed as personal support, space, professional
support and personal emotional resources; however, the researchers, unlike Tezgiden-
Cakcak (2019) and Buchanan (2015), did not mention any sociopolitical factors that
prevented the teacher from becoming a transformative agent. These differences
evidence the impact of context on teachers’ roles in that teachers and teacher education
programs in agency-promoting settings are more likely to develop a reflective and even
transformative perspective; on the other hand, they are mostly under the custody of

technicist perspectives in centralized and standards-oriented educational policies.

Teacher Roles
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There are three roles that teachers could embrace in an educational context which are
identified as passive technician, reflective practitioner and transformative intellectual.
Teachers as passive technicians are just “a conduit, channeling the flow of information
from one end of the educational spectrum (i.e., the expert) to the other (i.e., the learner)”
(Kumaravadivelu, 2003, p. 8). Accordingly, professional leaders like teacher trainers
and scholars have a prominent role in education and they are the only decision makers
on curriculum and pedagogy. Teachers are passive knowledge transmitters in the sense
that they question neither the content nor the pedagogical practices. Kumaravadivelu
(2003) claims that this approach is “a safe and secure” context for the teachers who are

not motivated for taking innovative actions (p.9).

The second approach which defines teachers as reflective practitioners prioritizes
teachers as decision makers because reflective teaching “emphasizes creativity, artistry,
and context sensitivity” (Kumaravadivelu, 2003, p. 10). John Dewey (1933), the pioneer
of the discussions on reflection in education, defines the attitudes for reflective action as
open mindedness, responsibility, and wholeheartedness. A reflective practitioner is
aptly defined as someone who “l) examines, frames, and attempts to solve the
dilemmas of classroom practice; 2) is aware of and questions the assumptions and
values he or she brings to teaching; 3) is attentive to the institutional and cultural
contexts in which he or she teaches; 4) takes part in curriculum development and is
involved in school change efforts; 5) and take responsibility for his or her own
professional development” (Zeichner & Liston, 2014, p.8). Schon (1982) distinguishes
reflection-in-action, which refers to reflecting during the action, from reflection-on-
action which is done before or after the action is completed. According to this, teachers
as reflective practitioners, reflecting in and on the teaching process, are involved in an
ongoing complex decision making activity. That reflective teaching and teacher
education paved the way for fostering English teachers’ autonomy in the classroom and
providing them with vast professional development opportunities gave momentum to
the spread of this approach among distinguished researchers and scholars such as
Richards and Farrel (2005) and Richards and Locharts (1997). On the other hand, there
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are some criticisms to this approach as well. In particular, the reflective practitioner
approach 1) has an introspective perspective and disregards the role of interactions with
other stakeholders such as learners, planners, administrators and other colleagues; 2)
focuses on classroom practices and ignores the effects of socio-political factors on the
reflective actions and has little attempt to limit the control of professionals on

practitioners (Kumaravadivelu, 2003).

The last approach, teachers as transformative intellectuals, is based upon the claims of
critical pedagogists such as Freire (1970) and Giroux (1988). Therefore, it is not
surprising that compared to the first two approaches, this one has a political stance.
Accordingly, schools are considered to be “economic, cultural and social sites which are
inextricably tied to the issues of politics, power and control.” (Giroux, 1988, p. 3). In
this regard, teachers are intellectuals who can seriously question the things they are
teaching, the way they are teaching it and the larger goals they are serving for (Giroux,
1988). Moreover, they can raise arguments against different forms of injustice both at
school and in society. In addition, they aim to equip learners with the characteristics of

critical citizens.

Although the above-mentioned roles define different teacher characteristics, they are not
mutually exclusive. Kumaravadivelu (2003) underscores that these roles have some
overlaps and they have a hierarchical nature in which one role comprises of the
characteristics of the other. He states that transformative intellectuals have some
characteristics of the reflective practitioners and hence the passive technicians as
presented in Figure 1. Tezgiden-Cakcak (2016) uses the metaphor of matryoshka dolls
to explain the relationship between the three roles. She claims that the roles are
complementary in the sense that transformative intellectual covers reflective practitioner
which encompasses the passive technician (Tezgiden-Cakcak, 2016). Accordingly, a
passive technician who wants to be a transformative intellectual should first become a
reflective practitioner and only then s/he can move into a transformative role
(Kumaravadivelu, 2003).
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Teachers as Teachers as Teachers as
transformative < reflective < passive
intellectuals practitioners technicians

Figure 1. A Hierarchy of Teacher Roles (adopted from Kumaravadivelu, 2003; p. 17)

Dogangay-Aktuna (2006), pinpointing the gradual change in TESOL teachers’ roles
towards transformative intellectual, suggests an expansion in English teacher education
curriculum to increase teachers’ sociocultural and political awareness. According to
this, current pre-service and in-service teacher education theories and practices should
be reconsidered in order to trigger a paradigm shift and encourage teachers to take on
more active roles in the system such as reflective practitioner or transformative
intellectual. However, the present teacher education policies are far behind a
transformative move (Morgan, 2009; Tezgiden-Cakcak, 2016). Morgan (2009), for
example, states that in critical EAP classrooms the teacher is supposed to take a
transformative intellectual role; however, the present pre-service teacher education
syllabus is not suitable to prepare transformative teachers for such language classrooms.
Therefore, the researcher suggests that the current syllabus should be enriched with
critical theory and practice opportunities by which teachers could learn how to

amalgamate theory with practice.

In some cases, teacher training curriculum and policy documents may support a
reflective or transformative perspective; however, when the written guidelines are not
put into practice during the training process, the outcomes can be incompatible with the
aims. Tezgiden-Cakcak (2015), as an example for such a case, examines the documents
and the practices in an English teacher education program at a reputable university in
Turkey and she figures out that although the program aims to prepare English teachers

as reflective practitioners, it actually prepares passive technicians in practice.

It has been substantiated that teachers can be motivated to adopt new roles when their
awareness is raised by means of guided practice (Clancy, 2019; Lester, 1993; Liu, 2020;
Ural & Oztiirk, 2020). Clancy’s (2019) study shows that teachers learn from interaction

with activists by utilizing online communities of practice and this affects their
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transformative identity. In the same vein, Ural and Oztiirk (2020) report that in-service
teachers enrolled in an MA course on critical pedagogy recognize their roles and the
influential factors through reflective practices. According to the results, the participating
teachers even start to develop a transformative stance. Similary Liu (2020) purports that
critical reflection through e-portfolios helps transformative learning of prospective

teachers.
Practicality of Teacher Roles

Practicality of teacher roles is an important issue to consider. Specifically, reflective
practitioner and transformative intellectual roles, which prerequisite teacher agency and
motivation for self-development, may not be practical in every context. For example,
Afshar and Farahani (2018) investigated the inhibitors of reflective teaching for Iranian
English teachers and found out that lack of knowledge about reflection, affective-
emotional inhibitors such as low motivation and burn-out, and context (i.e., inflexible
and ineffective managers in language institutes) are the factors that constrain teachers’
reflective practices. In a study conducted by Tok and Dogan-Dolapcgiogu (2013),
loaded curriculum and crowded classrooms are interpreted as factors that prevent

Turkish primary schools teachers from spending time for reflective practice.

Hawkins and Norton (2009) highlight that in some contexts being critical towards the
power relations may put teachers into a difficult position as they may face political
sanctions or potential resistance of learners who are imbued within the dominant
culture. In addition, standards-based education and testing systems may prevent
teachers to be transformative as teachers do not have opportunities to make changes in
the curriculum or the testing policies (Hawkins & Norton, 2009). Likewise, Kanpol
(1989) also states that in order to be a transformative teacher, it is necessary to adopt a
resistant stance at institutional politics and cultural politics. This stance could be
incompatible with the cultural identity of teachers. This fact may restrain teachers’
motivations to be transformative intellectuals in some contexts. Hung (2018) provides
research-based evidence for these concerns and reveals that teachers in Taiwan are

highly affected by Confucian teachings and this affects their involvement in activist
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campaigns against the imposed curriculum. In addition, these teachers separate their
professional role as a teacher in front of their students from their social movement

activities, which is again quite culture bounded.

The above-mentioned discussions on teacher roles can be summarized in a nutshell as;
1) teachers as passive technicians has long been an undesirable role among scholars and
teachers, 2) though reflective teaching in teacher education is a reputable practice, it is
criticized at the same time, 3) educational moves, such as critical pedagogy, promote
the idea of training English teachers as transformative intellectuals, 5) scholars suggest
a paradigm shift in teacher education to train transformative intellectuals and they share
practical applications, 6) context and culture are significant factors that affect the

practicality of teacher roles.

Although previous research investigated teacher roles from different perspectives they
are limited in number and to the researchers’ knowledge English teachers’ perceptions
about their roles have not been scrutinized yet. Therefore, this qualitative study aims to
understand in-service English teachers’ teacher roles by answering the following

overarching question:

“How do English teachers enrolled in an MA TESOL program define their teacher roles

(i.e.., passive technician, reflective practitioner and transformative intellectual)?”

METHOD

A qualitative study was conducted to get a deeper understanding about the optimal
teacher roles for English teachers. Having this aim in mind, a group of in-service
teachers enrolled in an MA TESOL program was identified as a case for the present
research. These teachers completed a Teacher Development course, read assigned
articles about teacher roles and involved in classroom discussions on English teachers’
roles in their institutions. In addition, they had sufficient teaching experience at schools,

ranging from 3 to 16 years, and became conscious about the potential teacher roles in
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the school context. Therefore, they form a representative case (Yin, 2003) for this

single-case research and can provide a deeper understanding of the issue.
Participants

A cohort of 13 (4 male, 9 female) in-service English teachers who are enrolled in an
MA TESOL program took part in the research. They completed the course “Teacher
Development” which primarily covers teacher development practices such as keeping
diaries, participating in workshops, doing action research or designing lesson study for
professional development. In addition, theoretical issues such as teacher knowledge,
teacher identity, teacher cognition and teacher roles are also included in the syllabus.
The participants read seminal books, chapters and articles on these topics and
participated in classroom discussions. They also found out research articles regarding
such issues and presented them to their classmates. A cohort of 15 teachers completed
the course and 14 of them volunteered to be a part of this study. One of these volunteers
was excluded in the study as he didn’t have any teaching experience. Two of the
participating teachers are teaching at the university level and 11 of them are teaching at
K-12 schools. Their years of experience vary between 3 to 16 years with a mean of 9

years.
Instruments

The data were collected through a questionnaire and online semi-structured interviews
conducted with each participant. The instruments were prepared considering the
research question and the relevant literature. They were controlled by another researcher

holding a Ph.D. on teacher education and finalized after a discussion session.

Originally the present study is part of larger research investigating the relationship
between teacher autonomy and teacher roles and the questionnaire comprises of four
parts; A) Current Teacher Roles, B) Intended Teacher Roles, C) Teacher Identity and D)
Teacher Autonomy. Within the frame of the present paper, the first two of them are
taken into consideration. There are two items in part A. First, answering a multiple-

choice item the participant selects the teacher role that defines his/her current role the
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best. S/he explains this choice in the second question. Part B has only one open-ended
item which requires the participants to explain whether they would like to change their
current role or not. The participants received the questionnaire and sent their responses

back by e-mail.

The semi-structured interview questions were parallel with the questionnaire and aimed
to get further information about participants’ ideas. In this present study, only the
guestions aiming to investigate their perceived roles and intended roles are taken into
consideration. Interviews were conducted with all 13 participants through an online
platform and video recorded with participants’ permission. Each session lasted for 25-

40 minutes.

The instruments are originally in English. In qualitative research, to obtain insightful
data it is necessary to increase participants’ expressiveness. Therefore, the participants

were free to choose the language, English or Turkish, to answer the questions.
Compliance with Ethical Rules

Ethical principles and rules were considered in every step of this study. After getting the
required ethical permissions (see Appendix 1), voluntary participants were informed
about the aims and procedures that would be followed in the study. In addition, it was
also ensured that the data would be used only for scholarly purposes and selected
guotations would be shared anonymously. Moreover, works cited in this paper were

presented in accordance with suggested academic citation rules.
Data Analysis

The role of the researcher should be explained first to clarify the data analysis procedure
held in this study. Offering the teacher education course in the MA program, the
researcher had a chance to learn about participants and their ideas about teacher roles by
observing their classroom discussions for 14 weeks and reading their assignments.
Therefore, she was already familiar with the issues raised by the participants and this

helped her to interpret the data.
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The data were thematically analyzed in two steps. In the first step, the whole data set
was revised iteratively and potential codes were elicited to unearth participants’ ideas
about their teacher roles. Coding was repeated by the researcher at a one-month interval.
In the second step, the elicited codes were synthesized into larger themes. In the
theming step, the researcher was able “to draw out a code’s truncated essence by
elaborating on its meanings” (Saldafia, 2009, p. 188) and the findings are presented in
the following part.

FINDINGS

This section is constructed upon the two themes which emerged from the analysis: 1)
the definition of the current role of English teachers, 2) the ideal role for English
Teachers. In each subsection, the most representative excerpts are presented to provide a
more apt explanation. The frequency of thematic occurrences are shared when
necessary; however, they are simply given to support the explanations and not

foregrounded in this qualitative study.
The definition of the current role of English teachers

In the interviews and the questionnaires, the participants were asked to define the
teacher role that they have been adopting. As illustrated in Table 1, the results reveal
that the majority of the participants claim to have a reflective practitioner role in the
classrooms (N=8). Two major factors, which are teachers’ beliefs about the good
English teacher (f=5) and their classroom practices (f=8), make them define themselves
as reflective practitioners. Only a few of them claimed to have the role of the passive
technician (N=3) or the transformative intellectual (N=2). The suggested reasons for
being a passive technician are the central exams (f=1) and curriculum (f=3). Besides,
teachers define the nature of their roles as dynamic (f=5) and situated (f=3), as

presented in Table 1 below.
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Table 1. The current role of English teachers

f
Teachers define their current roles as

Passive technician 3
Central exams 1
Curriculum 3
Reflective practitioner 8
Beliefs about the good English 5
teacher 8

Classroom practices
Transformative intellectual 2
Practices at school for supporting 2

equality and critical thinking

Teachers define the nature of their roles as
Dynamic 5
Situated 3

In-depth analysis of participants’ responses provided information about how teachers
define their current roles and the nature of these roles. As understood from Ayse’s and
Ahmet’s explanations, these teachers are affected by their beliefs about the good teacher
who prepares a productive learning environment for his/her students. Therefore, based

upon their classroom practices, they define themselves as reflective practitioners.

“I try to identify problems and find a solution for them. I also think about the
parts that worked well and which did not work after my classes. | pay attention
to be not that dominant during my classroom practice. |1 need to involve
students in the learning process actively, and I mainly focus on being a

facilitator during the activities and my teaching experiences.” (Ayse/ Female)

“T believe that a teacher should question himself and consistently criticize his
techniques, methods, approaches, strategies, and procedures in language
teaching and learning to reflect himself in the best way and become lifelong
learners. That’s why I can describe myself as a reflective practitioner.”

(Ahmet/ Male)

Although reflective practitioner is the most commonly mentioned role among the

participants, they claim that the exam system in Turkey and the dominance of a central
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curriculum prevent them from acting more reflectively. For example, Fidan is a hard-
working teacher. She has prepared many ERASMUS projects and tried to provide
intercultural experience opportunities for her students. By doing so, she tries to motivate
her students to learn English. She is an experienced teacher who has taught both in rural
and urban state schools and overcome many challenges in years. Still, she currently
defines herself as a passive technician as she is teaching 8" graders and preparing them

for a national exam.

“Since 1 work at MoNE (state) schools, | have to catch up with the given
curriculum. I cannot make any changes. Yes, | try to use different techniques
however the students are totally exam-oriented and consider English only as a

school subject. (Fidan/ Female)

In the same vein, Hale’s personality and pre-service education originally make her a
reflective practitioner. However, currently, she defines herself as a passive technician.

She states that the central curriculum and the assessment system tailor this role to her.

“I seek to employ problem-solving, critical thinking and cause-effect thinking
both at the school environment and in the class while teaching. | believe that I
attempt to solve any problems related to my classroom practice and | have
always endeavored to develop myself as a teacher since the day | graduated
from university. These, together with being attentive to the institutional and
cultural contexts in which I teach lead me to the practitioner role. ...I think and
feel that the curriculum I have to be following and the assessment system of the
education program force us, teachers, to do that, and that makes teachers like

me a technician, I guess.” (Hale/ Female)

Interestingly, when the participants are explaining their current roles, they also define
the nature of these roles as dynamic and situated. For example, the participants who
claim to be passive technicians narrated how they have evolved from a reflective
practitioner to a passive technician which is caused by the educational policies. This

change can be the other way round. A maotivating experience, for example, starting the
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MA program in our participants’ case may lead to a move from passive technician to
reflective practitioner. These ongoing flows, either positive or negative, substantiate that

the participating teachers define their roles as dynamic.

Yasin, an experienced teacher with 16 years of teaching, states that national education
policies that limit the hours of English courses in the curriculum and the ease of
reaching knowledge with technological developments have made them passive
technicians. Later on, starting the MA TESOL program motivates him to be a reflective
practitioner.

Teacher roles have changed in time because of heavy curriculum and limited
course times...Another reason is that the students’ perception has changed...Now
the students can reach information by means of different sources and learn the
things in private courses or by the internet. Therefore, the teachers and what he is
teaching has lost their value...Indeed I don’t think that I was a passive
technician when | first started the profession...I knew that each student has a
unique learning style and I should use appropriate materials and resources...Now
after starting my MA studies, | started to become a reflective teacher again.”
(YYasin/ Male)

Biigra shares similar experiences with Yasin. She starts her career as a reflective
practitioner, turns into a passive technician with the effects of disappointing
experiences, and then she gets motivated to take on her first role back with the effects of
the MA TESOL program.

“When | first started to the profession (teaching English), | was more
motivated and try new ways, ask questions to myself and try to solve the
problems. But after a while, because of the environment, failure or many
reasons like that decrease my enthusiasm. | was like a passive technician who
transfers the information. However, with this M.A. program, | start to ask
guestions again, | try to observe my teaching and solve the problems. So,

nowadays, | begin to reflective practitioner.” (Biisra/ Female)
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As mentioned above, these roles are not only prone to change in time but they are also
claimed to be situated. Teachers may consciously adopt different roles considering
his/her learners’ needs and characteristics. To put in other words, an English teacher is
many at a time. In the excerpts given below, Funda and Sirma explain this situation

briefly.

“As a teacher, I do not think that there is a specific teacher role. I should be
many and time to time, | change my role to address the needs of learners.”
(Funda/ Female)

113

. sometimes, our role can change according to our students’ cultures,
backgrounds, interests, needs, and skills. So, we can be a passive technician,

reflective technician or transformative intellectual.” (Sirma/ Female)
The Ideal Role for English Teachers

The ideal role is the dream one which represents the role English teachers appreciate
and want to become. However, because of certain reasons, they may find this role
unachievable. Participants’ stated dream roles and factors that affect their decisions are
presented in Table 2. None of the participants chose passive technician as a dream role
for themselves because all of them have negative attitudes towards this role. Some of
them chose to be reflective teachers as their dream (f=4) because they associate
reflective teaching with having an effective teacher profile. The majority of the
participants (N=9) stated that they appreciate and would like to act like transformative
intellectuals in the classroom, school and society. Nevertheless, some challenges turn
this option into a dream. One of these obstacles is the potential problems that the
political and critical nature of this role may cause (f=4). The other one is personal in
that the participants claim to have an insufficient intellectual background which hinders
them from holding a transformative intellectual perspective (f=2). In addition, some

teachers appreciate the role in general however they are prudent at the same time (f=3).
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Table 2. The ideal role for English teachers

The ideal teacher role is... f

Passive technician, 0
because they hold negative attitudes towards the role (f=13).

Reflective practitioner, 4
because they perceive it as an effective teacher profile (f=4).

Transformative intellectual, 9
but they do not hold a transformative role for the following reasons
potential problems associated with this role (f=4); insufficient
intellectual capacity (f=2); prudent attitudes toward the role (f=3).

Interestingly, although most of the participants stated that transformative intellectual is
the ideal role, they do not plan to have this role. Different reasons prevent them to put
this appreciated role into practice. The following excerpts are presented to shed light on

this intriguing issue.

Ayse and Onder, for example, define holding transformative intellectual role as an
unreachable dream because they don’t feel this much liberated in the system. They
believe that having a transformative intellectual role would politicize them which would
potentially threaten their teaching career in the future. Therefore, they cannot dare to
adopt this role.

“I would be happy to be a transformative intellectual, but it is not easy to be
that kind of a teacher in these circumstances. It would be nice to construct a
curriculum and syllabus according to my students’ needs, wants, and
situations. Furthermore, being able to maximize sociopolitical awareness by

employing activities would be really nice.” (Ayse/ Female)

“I want to be more transformative intellectual. Actually, I want to change my
teacher role to form the community however | am not allowed to do so by the
system.” (Onder/ Male)

Beyhan also thinks that the transformative intellectual is the dream role for her.

However, she believes that developing an intellectual identity is an essential
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prerequisite for reaching this dream. Therefore, she should put effort to reach up the
required intellectual level first, and only then she can adopt the role in a real sense.

“First we should become a knowledgeable person so that we can upgrade to the
other level (being transformative), | mean we should reach that point first.”

(Beyhan/ Female)

It is found out that some teachers (N= 3), though they appreciate the benefits of the
transformative intellectual role in society, are cautious about its relatively radical
political features as well. They explain that being a transformative intellectual is
desirable in the sense that you hold a humanistic and democratic perspective towards
the students; however, they do not want to have a politicized position or make students
feel forced to think in a politicized frame. For example, Hale, remembering her
experiences as a student in a theatre club, does not want to make her students

experience a similar thing.

“This role reminds me of the theater group once I used to belong back at
university. Upon months and months of studying the play and rehearsing it, |
could not participate in the staging as | wanted to leave the group. The reason |
decided to impart was that they were trying to impose their political view upon
any member and | just did not want to be a bla bla-ist that time as | do not want
it now, as well. That experience makes me think that | should show the ways
possible to walk to my students and they should be free to choose among them,
which will bring richness to the society as well, and in time, if they also
develop critical thinking and choose between the good and bad, | will call

myself a happy teacher.” (Hale/ Female)
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DISCUSSION and CONCLUSION

This research aimed to explore how English teachers define their roles with regard to
three major teacher roles given in the literature which are passive technician, reflective
practitioner and transformative intellectual (Kumaravadivelu, 2003). In order to do so, a
qualitative study was designed with in-service English teachers who are knowledgeable
about the suggested teacher roles. The participants’ responses were thematically
analyzed and the findings are organized around the two emerging themes; 1) the
definition of the current role of English teachers and 2) the ideal role for English
teachers.

Majority of the participants in this study claim to have a reflective practitioner role
because they associate it with effective teaching and therefore try to act reflectively in
their practices. Three of the participants stated that they unwillingly have a passive
technician role because of the pressure of central exams and the standardized
curriculum. Only two teachers state that they are transformative in the sense that they
can maintain equality in the classroom and support learners’ critical thinking skills.
When teachers’ current roles are compared to their ideal roles, it is found out that there
is a huge void in between. Nine of the thirteen teachers dream to become transformative
intellectuals; however, they cannot reach this aim for some reasons. First of all, there
are potential problems associated with this role. As Ayse and Onder stated in their
responses, they are not allowed by the “system” and the “circumstances” to be a
transformative agent. Teachers in Turkey are discouraged to have a transformative role
even when they are at pre-service education (Tezgiden-Cakcak, 2015). This is,
unfortunately, a common case observed in different countries with different socio-
economical and cultural backgrounds like Taiwan (Hung, 2018), Turkey (Tezgiden-
Cakcak, 2019) and the USA (Buchanan, 2015), except for very limited contexts where
teacher agency is ensured by educational policies such as Norway (Matikainen et al.,

2018). Our findings support the existing literature in that central exams, fixed
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curriculum and the political system are the main problems preventing transformative

action in these settings.

Second, the teachers claim to have the insufficient intellectual capacity to take a
transformative role. This can be explained by the current teacher education system in
Turkey which is primarily concerned about equipping teacher candidates with
professional knowledge and skills but not preparing them to be transformative agents in
society. Beyhan, for instance, states that her intellectual capacity is not sufficient to hold
and sustain such a role, and thereby first she should “become a knowledgeable person”
and then she can be a transformative intellectual. Although the Higher Education
Council in Turkey has attempted to give teacher education faculties freedom of
preparing their curriculum (HEC, 2020), the frame suggested by the Council requires
the teacher education departments to have courses about content knowledge (45% to 50
%), pedagogical knowledge (30% to 35 %) and general culture (15% to 20%). Within
the limits of this knowledge-based approach, teacher candidates cannot find
opportunities to develop a profound intellectual background as in the way it is achieved

in other teacher education programs (e.g., Matikainen et al., 2018).

Finally, some teachers have prudent attitudes toward the role. The transformative
intellectual role for teachers may not be practical in some contexts (Hawkins & Norton,
2009) because this role collides with political activism, which can be irritating for
teachers’ cultural identities. As in the case of Taiwanese teachers (Hung, 2018), the two
teachers in our study are critical about having a politicized role and find it incompatible

with teachers’ identities and responsibilities defined within their cultural frame.

Based upon the discussions above, it is understood that passive technician is certainly
an undesirable role among the participants. It is mostly adopted when the educational
policies and contextual factors force the participating English teachers to do so. They
like the reflective teacher role because they are content with their current reflective
practices and also associate such practices with effective teacher identity. In addition,
majority of teachers in our study define their present role as a reflective practitioner.

Participating teachers, in general, have positive attitudes towards transformative
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intellectual; nevertheless, they cannot dare to take on this role because of the limited
agency in the system, lack of intellectual background and their prudent attitudes. In the
light of these findings, it can be suggested that the optimal teacher role for English
teachers is reflective practitioner which is applicable in the context, practical in the

classroom and satisfying for the teachers.

Another intriguing finding of the present study is English teachers’ stated beliefs about
the nature of teacher roles. Accordingly, it is figured out that teachers’ roles are
dynamic and situated. In particular, the roles are prone to change with surrounding
influential factors. For example, Fidan in the present study used to be a reflective
practitioner in essence; however, she started to take the role of the passive technician
when she was to prepare a group of students for a central exam. Some participants, like
Biisra and Yasin, claim that they started the profession as reflective practitioners and
turned into passive technicians in the system. Now, having been enrolled in the MA
TESOL program, they are becoming a reflective practitioner again. These findings are
parallel with the theory suggesting that teacher identity (Miller, 2009) and teacher roles
(Kumaravadivelu, 2003) are changeable. They also substantiate the previous research
claiming that activities such as being involved in communities of practice and taking
courses that increase their professional awareness can motivate teachers to adopt new
roles (Clancy, 2019; Lester, 1993; Liu, 2020; Ural & Oztiirk, 2020).

In addition, it is concluded that teacher roles are situated. Participants in this study
claimed that a teacher may reserve all the roles and, dependent on the situation, they can
switch these roles. Our findings overlap with the matryoshka dolls, the metaphorical
image suggested by Tezgiden-Cakcak (2016), in the sense that roles are not mutually
exclusive and one role can encompass the other. In other words, teachers may smoothly
move from one role to another (Kumaravadivelu, 2003) considering their students’
needs. It is necessary to do further research to understand how and why teachers

navigate among the different terrains of teacher roles.

Some suggestions can be presented here. First of all, it is better to redefine the teacher

roles as dynamic and situated phenomena that are nested by one another and to
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investigate teachers’ roles through these lenses. If a teacher can have different roles at a
time, it is better to equip them with the characteristic of all the roles so that they can
choose the proper one when required. Therefore, current teacher training programs
should go beyond the qualities of the reflective practitioner and address the knowledge
and skills of transformative intellectuals as it has been done in Finland. In addition, the
transformative intellectual is a term that should be defined as a continuum, like from
radical to milder. This would allow teachers from different cultural backgrounds to
describe their activities on this continuum. Moreover, teacher agency should be
promoted in policies and practices so that teachers can feel free to choose the roles that
they want to be in. Finally, English language teaching and teacher roles are recent topics
of interest in the literature; however, research is scarce on English teachers’ roles in
Turkey. Therefore, more research studies are needed to unfold the details about this

topic in our context.
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GENIS OZET

Amag

Ogretmenlerin gerek okulda gerekse toplum icinde edindikleri rolleri anlamak ve bu roller
wiginda ogretmen egitimi politikalart gelistirmek biiyiik onem tasimaktadw. Bu ¢alismada
Kumaravadivelu (2003) tarafindan tammlanan ii¢ temel rol dikkate alimmistir. Bunlar pasif
teknisyen olarak dgretmen, diigiinen (yansitict) uygulayict olarak ogretmen ve déniistiiriici
entelektiiel 6gretmen olarak betimlenmektedir.

Giig iliskileri ve esitlik konularnn Ingilizce égretiminde yaygin bir bicimde ¢alisilan arastirma
konularindan biri hdline gelmesi ile (6rn., Dorner ve Cervantes-Soon, 2020) doniistiiriicii
entelektiiel dgretmen rolii on plana ¢ikmaya baglamistir. Ancak mevcut ogretmen egitimi
uygulamalar: bu amaca ulasmak i¢in uygun degildir ve bazi degisiklikler yapilmaldir
(Dogangay- Aktuna, 2006; Morgan, 2009). Bu degisimi gergeklestirebilecek uygulamalar
arastirmacilar tarafindan ortaya konmaktadir (Clancy, 2019; Lester, 1993; Liu, 2020; Ural
ve Oztiirk, 2020). Ote yandan dogasi geregi Ggretmenlerin direng gostermesini iginde
barindiran bu rol (Kanpol, 1989) bazi kiiltiirler ile tam anlami ile uwyumlu olmadigindan
ogretmenler tarafindan farkly bigimlerde uygulanabilmektedir (Hung, 2018). Bu arastirma
Ingilizce  6gretmenlerinin  mevcut  Ogretmen  rollerini  nasil  tammladiklarini — anlamay
hedeflemektedir.

Yontem

Anket ve yar: yapilandirilmis goriismelerden elde edilen veriler i1siginda temel soruya cevap
bulmay: hedefleyen bu calisma bir nitel durum arastrmasidwr. Calismaya Ingiliz Dili Egitimi
Yiiksek Lisans programmna kayith 14 Ingilizce ogretmeni goniillii olarak katimistir. Bu
ogretmenler “Ogretmen Gelisimi” dersini alarak dgretmen rolleri haklanda yeterli bilgiye sahip
olmalart ve mesleki deneyim sahibi olmalart sayesinde ¢alisma i¢in uygun bir ¢alisma grubu
teskil etmektedirler. Veriler ¢evrimici ortamda toplanmistir. Biiyiik bir arastrmanmin bir
béliimiiniin paylasildigr bu ¢alismada yalnizca ¢alisma gergevesindeki sorulara verilen cevaplar
incelenmigtir Yapilan tematik analizlerden elde edilen bulgular bir sonraki béliimde
paylasilmigstir.

Bulgular

Bu calismadan elde edilen bulgular iki temel tema etrafinda sekillenmektedir. Bunlar 1) Ingilizce
ogretmenlerinin mevcut rollerinin tammlanmas: ve 2) Ingilizce 6gretmenleri icin belirtilen ideal
rol olarak adlandrilnmigtir.

Katilimcilarin biiyiik ¢ogunlugu mevcut roliiniin diigtinen uygulayict (N=8), bir kismi pasif
teknisyen (N= 3), bir kismi da entelektiiel doniistiiriicii olarak tanimlamustir. Diigtinen uygulayici
roliin en ¢ok bahsedilen rol olmasimin sebebinin bu yaklasimin ogretmenlerin iyi ogretmen
inanglart ile desteklenmesinden kaynaklandigi diistiniilmektedir. Bunun yaminda mevcut égretim
programlart ve merkezi sinavlar oOgretmenleri pasif teknisyen olmak durumunda da
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birakabilmektedir. Katilimcilarin mevcut rollerini tanimlama bigimlerine bakildiginda onlarin bu
rollerin dogasi haklkinda ne gibi inanglar tasidiklar: da anlasiimaktadr. Buna gore ¢alismaya
katilan Ingilizce dgretmenleri gretmen rollerini dinamik ve durumsal olarak gérmektedirler. Bir
baska deyigle, bu roller zaman icinde farkli etkenlere dayali olarak degisebildigi gibi bir
ogretmen  oOgrencilerinin  ihtiyaglarina cevap verebilmek icin aym anda birka¢ rolii
tistlenebilmektedir.

Ingilizce Ggretmenleri icin ideal rol, hayal edilen ancak farkli nedenlerden otiirii ulasilamayan
entelektiiel doniistiiriicii roliidiir. Bu roliin erisilemez olmasinin temel nedenlerini mevcut sistemin
buna uygun olmayisi ve roliin gerekliliklerinden oldugu diisiiniilen yeterli entelektiiel alt yapiya
sahip olunmadigi yoniindeki yeterlik inanglaridir. Ote yandan bazi 6gretmenler (N=3) her ne
kadar entelektiiel doniistiiriicii roliinii begenseler de bu goriisiin politik durusu nedeni ile tam
anlami ile uygulanmast konusundan temkinlidirler.

Sonucglar ve Tartisma

Elde edilen bulgular d&gretmen rollerinin  bazi  etkenlere bagli olarak degisebilecegini
gostermektedir. Meslege diigiinen uygulayict olarak baglayan, daha sonra sistem i¢inde pasif
teknisyene evirilen ogretmenlerin yiiksek lisansa basladiktan sonra yeniden diisiinen uygulayict
roliinii benimsemeye basladiklar: goriilmektedir. Bu bulgular ogretmenlerin farkindaligini
artiracak etkinliklerin onlarin kimliklerini olumlu yonde etkilediklerine dair yapilan ¢alismalart
(Clancy, 2019, Lester, 1993; Liu, 2020; Ural ve Oztiirk, 2020) destekler niteliktedir. Her ne
kadar entelektiiel doniistiiriicii ogretmen rolii olduk¢a begenilen bir rol olsa da bu rol igin yeterli
ozgiir ortamin olmayisi ve ogretmenlerin entelektiiel becerilerinin yeterli olmadigi yoniindeki
yeterlik inanglart bu roliin benimsenmesini engellemektedir. Ayrica sistem iginde direng
gostermeyi gerektiren (Kanpol, 2989) bu rol arastimaya katilan bazi Ingilizce dgretmenleri
tarafindan kiiltiirel olarak uygun bulunmamigtir. Bu bulgu Hung (2018) tarafindan elde edilen
sonuglart  desteklemekte,  doniistiiriicii ~ 6gretmen  voliiniin  kiiltiirel — olarak — uygun
bulunmayabilecegini géstermektedir. Pasif teknisyen roliiniin ragbet gormedigini ve doniistiiriicii
ogretmen roliiniin erisilemez veya kiiltiiviin disinda oldugunu ortaya koyan bulgulardan yola
ctkarak Ingilizce gretmenleri icin en uygun (optimal) roliin diigiinen uygulayict oldugu kanisina
varimistir.
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ABSTRACT

With the development of learner-centred approaches, the role of learners has gained importance
in education. Furthermore, the responsibility for learning has shifted from teachers to learners.
This transition led to the rise of the “learner autonomy” concept. Autonomous learners are able
to take responsibility for their own learning and set learning goals regardless of time and place.
Today, it is required for teachers to raise individuals who are able to plan and monitor their own
learning process and who are lifelong learners to adapt to fluxional conditions in education.
Accordingly, teacher training received by teachers contributes to equipping them with
autonomous learning and lifelong learning skills and tendencies. Thus, the current study aims to
explore the relationship between prospective English language teachers' learner autonomy

“Almtilama: Badak, EF. & Senel, M. (2022). The relationship between learner autonomy
attitudes and lifelong learning tendencies of prospective English language teachers. Gazi
Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 339-362.

*This study was presented orally at the First International Symposium on Foreign Language
Teaching which was held in Gazi University, Ankara on June 28-30, 2021.


mailto:msenel@omu.edu.tr

The Relationship between Learner Autonomy ... 340

attitudes and their lifelong learning tendencies in terms of gender and grade factors. 107
prospective teachers (63 girls and 44 boys) from the English Language Teaching Department
participated in the study. Autonomy Learning Scale and Lifelong Learning Scale were employed
for data collection. The findings of the research represented that there is a meaningful
relationship between the prospective English language teachers’ learner autonomy attitudes and
lifelong learning tendencies. In addition, female participants have higher scores on learner
autonomy attitudes than males.

Keywords: Prospective English language teachers, Learner autonomy, Lifelong learning.

0z

Ogrenen merkezli yaklagimlarin  gelismesiyle birlikte, egitimde Ogrenenlerin rolii Gnem
kazanmigtir. Ayrica, 6grenme sorumlulugu ogretmenlerden ogrencilere gegmistir. Bu gecis, ozerk
ogrenme kavraminin ortaya ¢ikmasina neden olmugstur. Ozerk ogrenenler, kendi dgrenmelerinin
sorumlulugunu alabilir ve zaman ve mekdndan bagimsiz olarak Ogrenme hedeflerini
belirleyebilirler. Giintimiizde ogretmenler, egitimde degisen ve gelisen kosullara uyum
saglayabilecek, yasam boyu ogrenebilen ve kendi dgrenme siirecini planlayan ve ydnetebilen
bireyler yetistirmeyi hedeflemelidirler. Buna bagh olarak, ogretmenler tarafindan alinan
ogretmen yetigtirme egitimi, 6zerk 6grenme ve yasam boyu 6grenme becerileri ve egilimleri ile
donatilmalarina katki saglamaktadir. Bu nedenle, mevcut ¢alisma Ingilizce 6gretmen adaylarinin
ozerk ogrenmeye yonelik tutumlart ile yagam boyu dgrenme egilimleri arasindaki iliskiyi cinsiyet
ve sumf faktorleri agisindan arastirmayr amaclamaktadir. Calismaya, Ingiliz Dili Egitimi
boliimiinden 107 6gretmen adayr (63 kiz ve 44 erkek) katilmistir. Arastirmamin verilerinin
toplanmasinda Ozerk Ogrenme Olgegi ve Yasam Boyu Ogrenme Olgegi kullanimustir.
Arastirmamin bulgulart Ingilizce 6gretmeni adaylarimin 6zerk Ggrenmeye yonelik tutumlart ile
yasam boyu 6grenme egilimleri arasinda anlamli bir iliski oldugunu gostermektedir. Buna ek
olarak, kiz ogrencilerin erkek dgrencilere kiyasla ozerk o6grenme tutumlarmmn daha yiiksek
oldugu sonucu ortaya ¢ikmuistir. .

Anahtar Sozciikler: Ingilizce 6gretmen adaylari, Ozerk 6grenme, Yasam boyu 6grenme.
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INTRODUCTION

It is possible to define two main differences in language teaching practice: the first one
is the traditional approach, and the other one is the modern approach. According to the
traditional approach, students are passive listeners in the classrooms, while teachers
give instructions (Tudor, 1993). Unlike traditional methods, communicative language
teaching promotes the idea that language learners actively discover knowledge, control

their own learning, learn by doing and experiencing and become lifelong learners.

Thanks to these advancements, the notions of learner autonomy and lifelong learning
have taken centre stage in language teaching. Learner autonomy was first emerged by
Yves Chalon. In addition, learner autonomy gained momentum within language
teaching and learning through learner-centred, technology-based, resource-based,
curriculum-based approaches. Learner autonomy refers to planning, monitoring,
organizing and evaluating the learning outcomes (Holec, 1981; Benson, 2001; Chan,
2003). From this perspective, it is inconvenient to state that being an autonomous
learner disfavours and disregards the role of teachers totally; on the contrary, the
concept touches on the need for a pedagogical dialogue between teachers and learners
(Little, 1991). To put it more clearly, autonomous learners are active, eager to learn and
select appropriate strategies and techniques for their own learning. In this dialogue,
teachers do not fully control the learning process since they act as facilitators and
advisors who encourage students to become active in the learning process and make

decisions.

As a result of individualized education, being an autonomous learner has become one of
the important goals in English Language Teaching. The development of learner
autonomy brings lifelong learning with it. The concept of lifelong learning was first
used by Dewey, Lindeman, and Yeaxle in the 1920s. UNESCO Institute for Lifelong
Learning (2009) emphasized the advantages of lifelong learning at the individual,
social and global levels. In Turkey, between 2014-2018, lifelong learning strategy

documents and courses of action were published to achieve lifelong learning goals in
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language teaching. This document aimed to increase the individual differences in
lifelong learning and benefit from learning opportunities (Kaplan, 2016). Delors (1996)
asserted that lifelong learning refers to learning that is followed throughout life:

learning that is flexible, diverse, and available at different times and places.

In this sense, lifelong learning is a process that includes all kinds of learning and
experiences for individuals during the life cycle. Duarte (2014) described lifelong
learning as the ability to assess one’s own learning needs and styles for continuous
learning. Lifelong learning allows learners to have problem-solving skills, critical
thinking skills, interpersonal skills, self-directed learning skills, communication skills,
the ability to work collaboratively, the ability of planning and evaluating their own
learning process. Additionally, Candy (1991) stated that one of the objectives of
lifelong learning is to equip people with some competencies such as communication in
the first and second languages, technological and digital competence, mathematical
competence, learning to learn, entrepreneurship competence to maintain autonomous
learning after achieved formal education. Individuals with both autonomous learning
and lifelong learning skills are like a manager who can control their own learning
processes. In this process, learners are able to determine their learning outcomes, freely
decide what to learn and how to learn. Autonomous learning is not only a process in
which individuals are prepared for a profession or career but also a lifelong learning
process in their lives. In this context, teachers play a crucial role in using and adopting
the aforementioned basic skills and competencies in language learning and teaching.
Teacher training education received by teacher candidates is effective in training
students as autonomous and lifelong learners. Therefore, exploring pre-service teachers’
learner autonomy attitudes and lifelong learning tendencies has become an important

issue.

In this regard, learner autonomy and lifelong learning notions have become more
common in many studies on teacher candidates in EFL context. For instance, in
Balgikanli’s (2010) study, data were collected from 112 prospective English language

teachers. The results argued that teacher candidates had positive attitudes towards
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adopting learner autonomy principles to develop learner autonomy in language classes.
Likewise, Cakici (2017) investigated the opinions of 88 senior ELT students at
Ondokuz Mayis University in Turkey. The results showed that even though prospective
teachers are willing to take more responsibility for specific phases of language learning,
they are still dependent on a teacher who will guide them. Similarly, Oztiirk (2019)
examined the impact of training on learners’ autonomy levels. According to the
findings, learners’ autonomy levels significantly changed by means of training. As for
the studies on lifelong learning, Savuran (2014) conducted a study on determining the
lifelong learning competencies of prospective English teachers. It was found out that
gender and length of service did not make a difference. However, the age and the
department of graduation created statistical differences. Cetin and Cetin (2017)
examined 350 prospective Turkish, Science, Classroom and English language teachers
of lifelong learning tendencies at Gazi University. They found that pre-service teachers’
lifelong learning tendencies changed by some variables such as gender, academic

achievement, grade and the state of participating in a personal development course.

Having examined the related literature, despite the growth in the number of research
studies dealing with learner autonomy and lifelong learning in Turkish EFL context
(Daggél, 2018; Giingdr, 2007; Ozcan, 2011), there is a limited number of studies on the
relationship between learner autonomy attitudes and lifelong learning tendencies of
teacher candidates in a foreign language context. In this sense, the current study
hypothesizes that both learner autonomy and lifelong learning have a significant
relationship since an autonomous learner with developed autonomous learning skills
begins the lifelong learning process when they take control of teaching, organizing and
planning. Therefore, as Greven and Spencer (2015) stated, autonomous learning is a
prerequisite for lifelong learning. Likewise, Y1ilmaz and Yilmaz, 2019; Yurdakul, 2016
asserted that the developments in the innovative education age require the individuals to
be aware of his own learning responsibility in language teaching and to continue the
language learning process with inside and outside the classroom activities, regardless of

time and place, and to be able to realize the language learning process throughout his



The Relationship between Learner Autonomy ... 344

life. Fostering the development of lifelong learning and autonomous learning habits is
critical to meet the necessities of the 21% century contex. In this context, the teacher is a
key element in helping learners be encouraged independent and life-beyond learners.
Correspondingly, the present study mainly sought to probe whether a significant
relationship exists between learner autonomy attitudes and lifelong learning tendencies
of pre-service EFL teachers. The main research problem has been determined as “Is
there a relationship between autonomous learning and lifelong learning of pre-service
English teachers?” In addition, this study attempted to explore the effect of gender and
years of pre-service English language teachers on the relationship between learner

autonomy and lifelong learning.

To this end, the following sub-research questions which are considered as a starting

point for the study, are as follows:

1. Is there a significant relationship between learner autonomy attitudes and

gender?

2. Is there a significant relationship between lifelong learning tendencies and

gender?

3. Is there a significant relationship between learner autonomy attitudes and the

years of education?

4. Is there a significant relationship between lifelong learning tendencies and the

years of education?

5. Is there a significant relationship between pre-service teachers’ learner
autonomy attitudes and lifelong learning tendencies in terms of gender and the

grades of participants?
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METHOD

Research Design

This study adopts a quantitative design involving correlational and descriptive statistics.

Frequency analysis was conducted for the examination of demographic distribution.
Participants

Thanks to the teacher training program, ELT students have the chance to put theory into
practice and acquire new skills and competencies knowledge into practice. Therefore,
the study group consisted of 107 first, second, third, and fourth grade ELT students
enrolled in Ondokuz Mayis University in Turkey. The respondents of the study were
chosen randomly and voluntarily. The demographic distribution of the participants is

demonstrated in Table 1.

Table 1. Demographic Distribution of the Participants

N %
Grades 1%t grade 17 15.90
2" grade 22 20.60
3 grade 28 26.10
4" grade 40 37.40
Gender Female 63 58.90
Male 44 41.10
TOTAL 107 100,0

In Table 1, the number of pre-service teachers participating in the research from
different grade levels is given. According to this, of the 107 ELT students, 17 were the
first-year, 22 were the second-year students, 28 were the third-year students, and 40

were the fourth-year students.
Data Collection

The data collection tool of the study includes three parts. Firstly, the participants’
demographic information such as gender and class level were collected. In the second

part, the “Learner Autonomy Scale” was employed to determine pre-service English
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language teachers’ attitudes towards learner autonomy. In the last part, the “Lifelong

Learning Scale” was carried out to identify their lifelong learning tendencies.

“Autonomous Learning Scale’” developed by Macaskill and Taylor (2010) have a
satisfactory inner consistency of .81. The scale was used in the study is a 12-item
measure. For each item, a score is given ranging from 5 (strongly agree) to 1 (strongly
disagree). The lifelong Learning Scale developed by Kirby et al. (2010) was used as
another data collection tool to determine student teachers’ lifelong learning tendencies.
It is a five-point Likert type scale with 14 items from “strongly agree” to “strongly
disagree”. Standard deviations ranged from 0.69 to 1.12, demonstrating an overall
moderate tendency toward lifelong learning and reasonable variability. Internal
consistency (Cronbach Alpha) was found as 0.71. (Knapper & Cropley, 2000).

Data Analysis

In this research, the quantitative data was collected through Google Documents. The
guestionnaires were administered in the academic spring term of 2021-2022 by the
researcher. The analysis of the collected data was interrupted through SPSS version
24.0. Kolmogorov-Smirnov and Shapiro-Wilk Normality Tests were conducted to test

the normality.

Table 2. Tests of Normality

Kolmogorov-Smirnov®  Shapiro-Wilk

Statistic .386 .625
Gender Df 107 107
Sig. .000 .000
Statistic 226 .833
Grades Df 107 107
Sig. .000 .000

a. Lilliefors Significance Correction

The results of these tests are showed a non-normal distribution of the data (p<.05).
Therefore, analyses were carried out by Kruskal-Wallis Test, Mann Whitney U, and

Spearman Correlations.
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Ethics Committee

Ethical principles and rules were followed at every stage of this research. During the
data collection stage, the necessary information was given to the participants. Sources
and references used in the cited are compatible with scientific rules. During the
reporting of the research, the findings were given as they were. The study was
performed in accordance with the permission of Ondokuz Mayis University Clinical
Research Ethics Committee, dated 25.06.2021 and numbered 2021/534. Ethics
Committee Approval has also been added to Appendix 1.

RESULTS and FINDINGS

The primary aim of the current study was to investigate the relationship between learner
autonomy attitudes and lifelong learning tendencies of prospective English teachers. In
addition, this study endeavoured to examine the relationship between learner autonomy

and lifelong learning in terms of gender and the years of pre-service teachers.

The first research question attempted to investigate whether there exists a significant
difference between learner autonomy attitudes and the gender of the participants. To
this end, the Mann Whitney U test was employed to examine whether there is a
meaningful relationship between learner autonomy and gender of the participants. The

related findings are presented in Table 3.

Table 3. Mann Whitney U Test for Learner Autonomy Attitudes and Gender

N Mean Sum of ] P
Rank Ranks
Gender Female 63 61.65 3.884 904 .002
Male 44 43.05 1.894
Total 107

The results in Table 3 revealed that female participants are significantly different from
male participants in terms of learner autonomy attitudes (U=904, p=.002 p<.05). It was
found that females got significantly higher scores on learner autonomy attitudes than

males.
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The second research question investigates the relationship between lifelong tendencies
and gender. In table 4, Mann Whitney U test results are presented.

Table 4. Mann Whitney U Test for Lifelong Learning Tendencies and Gender

N Mean Sum of U P
Rank Ranks
Female 63 53.30 3.358 1.342 .780
Gender Male 44 5500 2420
Total 107

Based on the research findings in Table 4, there is no meaningful relationship between

lifelong learning tendencies and gender (U=1.342 p=.780 p>.05).

The third research question examines whether there exists a significant difference
between the years of prospective teachers and their learner autonomy attitudes. Thus,
Kruskal Wallis Test was utilized to identify the role of years of prospective teachers on

learner autonomy.

Table 5. Kruskal Wallis Test for Learner Autonomy Attitudes and Grades

N Mean SD X2 P
Rank
Grades 1% 17 43.12
nd
2 ” s 3 2964 397
4t 40 53.75
Total 107

According to the mean scores of the participants, as seen in Table 5, no significant
differences (32 (3) = 2.964; p=.397, p>.05) were found among the grades.

The fourth research question explores whether there is a meaningful relationship
between prospective teachers’ lifelong learning tendencies and the grades of
participants. Thus, Kruskal Wallis Test was used to determine the relationship between

lifelong learning and grades. In table 6, Kruskal Wallis Test results are delineated.
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Table 6. Kruskal Wallis Test for Lifelong Learning Tendencies and Grades

N Mean SD x2 P
Rank
Grades 1st 17 51.74
nd
g,d gg ggg‘; 3 1.176 .759
4t 40 50.86
Total 107

Table 6 presents that there is no difference between the years of prospective teachers

and their lifelong learning tendencies (¥2(3) = 1.176; p=.759, p>.05) Finally, the present

study intends to probe if there is any significant relationship between prospective

teachers’ learner autonomy attitudes and their lifelong tendencies in terms of gender and

the years of prospective teachers. Thus, Spearman correlation analysis was conducted.

Table 7 shows related findings to that research question.

Table 7. Spearman Correlation

Gender Grade Q QL
Spearma Correlation
n's Rho Coefficient 1.000 -.082 -297** 027
Gender Sig(2-
tailed) . 404 002 781
N 107 107 107 107
Grade Correlation
Coefficient -.082 1.000 .051 -.035
Sig(2-
tailed) 404 : 599 717
N 107 107 107 107
Q Correlation
Coefficient ~ -.297** .051 1.000 .305*
Sig(2- *
tailed) .002 .599 . .001
N 107 107 107 107
QL Correlation
Coefficient .027 -.035 .305**  1.000
Sig(2-
tailed) 781 717 .001 .
N 107 107 107 107

**_Correlation is significant at the 0.01 level (2-tailed).
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In reference to the mean scores of the respondents, there is a correlation between learner
autonomy attitudes and lifelong learning (r=.305, p=.001<05). As for the relationship
between learner autonomy and gender, the correlation analysis revealed a meaningful
relationship between these variables (r=.297, p=.002<05).

DISCUSSION and CONCLUSION

This study was carried out to find out the relationship between prospective English
teachers’ learner autonomy attitudes and lifelong learning tendencies. The obtained
results represented that there is a significant difference between learner autonomy
attitudes and lifelong learning tendencies of EFL prospective teachers. Considering the
results obtained, it might be reported that the more learner autonomy attitudes develop
in teacher candidates, the more lifelong learning tendencies improve. Spencer and
Jordan (1999) asserted that autonomous learning prepares individuals for lifelong
learning. In this sense, learner autonomy and lifelong learning are two concepts that
have mutual relationships. Although previous studies highlighted that learner autonomy
is considered as a vital competence for lifelong learning (Sert, Adamson &
Biiyiikoztiirk, 2012), there is a dearth of study on the relationship between learner
autonomy attitudes and lifelong learning tendencies of pre-service teachers in a foreign
language context. As for the studies conducted in other disciplines, the results of these
prior studies are similar to the findings of the current study (Askin, 2015; Deveci &
Ayish, 2017; Endedijk, Vermunt, Meijer & Brekelmans, 2016; Liiftenegger, Schober,
Van de Schoot, Wagner, Finsterwald & Spiel, 2012; Gavriyuk, 2015; Recepoglu, 2021).
For instance, the research conducted by Oz and Sen (2021) showed that autonomous
learning skills make some contributions, such as academic achievement and promoting
lifelong learning skills and critical thinking skills. Similarly, Ng, Confessore, Y usoff,
Aziz, and Lajis (2011) investigated students’ autonomous learning levels to describe the
characteristics of lifelong learners. The results indicated that learner autonomy might
support lifelong learning. Taranto and Buchanan (2020) also asserted that lifelong

learning competencies include autonomous learning skills. In this regard, learner
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autonomy is crucial for the development of learners’ lifelong learning skills to enhance
sustainable education. Likewise, the current study results implied a significant
relationship between prospective English language teachers’ learner autonomy attitudes
and lifelong learning tendencies. Thus, the results obtained from teacher candidates who
have an effective role in bringing individuals into life are quite promising. It is required
for teachers to have the knowledge, skills and competencies that will guide the society,
to encourage individuals to discover their own learning and learn by doing, to do
research and questioning a duty, update themselves regularly through current trends and
to find solutions to problems in the learning process (Celik & Arikan, 2012).
Furthermore, this finding provides some important implications for how to help students
to raise their awareness in developing learner autonomy and foster their lifelong
learning tendencies. First of all, EFL pre-service and in-service teachers are able to be
aware of the importance of learner autonomy and lifelong learning so that they can
encourage learners to become independent lifelong learners. They also get a better
understanding of some skills and competencies to be improved to keep up with
fluxional changes and conditions in the 21% century since teachers play a key role in
instilling some abilities and skills by modelling. Moreover, teachers could give much
more importance to how to design a lesson that develops learner autonomy and lifelong
learning in the real classroom. Hence, it is fundamental to promote the concept of
lifelong learning as a lifestyle, to increase its applicability, and to provide equal
opportunities for every student.

The second research question regarding whether there is a significant difference
between gender and learner autonomy showed that female participants have higher
scores on learner autonomy attitudes than male participants. This finding of current
research is compatible with other studies conducted by Alkan and Arslan, 2019; Cakici,
2017; Dereg6zii and Hatipoglu, 2018; Hanbay, 2013; Kirmiz1 and Kirag, 2018; Oguz,
2014). For example, according to Ekin and Balgikanli’s (2019) study on the relationship
between learner autonomy and gender, females have more positive attitudes towards

learner autonomy and tend to be more responsible for their own learning. This
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difference might be due to the early maturation of females. Likewise, in relation to
Turkish cultural beliefs and traditions, females tend to be more responsible in society.
Since taking responsibility is a key term for autonomy, it is possible to see that female
participants show more autonomous behaviours. On the other hand, this study is not in
line with similar studies investigating the effects of gender on learner autonomy (Fauizi,
2020; Mardjuki , 2018; Pan & Gauvain 2012, Ustiinoglu , 2009; Varol & Yilmaz 2010;
Yigit, 2017) since there is no any difference between females and males in terms of

autonomous learning scores.

Correspondingly, in this study, the years of the participants were examined as a sub-
dimension of learner autonomy attitudes. The results argued that there was no
meaningful relation between their learner autonomy attitudes and the years of students.
In this regard, the findings of the study are in harmony with similar studies that examine
the relationship between years of the study and learner autonomy (Yigit & Yildirim
2018; Deregdzii, & Hatipoglu 2018; O’Reilly, 2014). This meant that participants’
autonomous learning levels do not differ according to the years of education. One
possible reason for this result could be participants’ ages are very close. Namely, it
might be difficult to reach a detailed conclusion with a limited age group of participants.
Ng and Confessore (2015) stated that age do not influence the development of
autonomy. In contrast, the results are not compatible with other studies conducted by
Gogmez (2014), Yildirim, 2005, Yurdakul (2016). A searched pre-service teachers’
learner autonomy levels through age variable. The results suggested that there is no
meaningful relationship between the years of education and autonomy level scores of
the participants. In Yildinm’s study (2005) fourth-year students have more potential to
evaluate the course and choose appropriate learning strategies and methods than first
grades.

Another examination of the research is to determine whether there is a meaningful
relation between the lifelong learning tendencies and the sub-dimensions of gender and
the years of the study. According to the study results, there is no significant difference

between lifelong learning and gender variable. This study is parallel with previous
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studies reporting that learners’ lifelong learning levels do not difference by gender
(Nacaroglu & Kizkapan, 2020; Demirtas, 2018; Sahin, Akbash & Yelken, 2010;
Yilmaz, 2016; Yurdakul, 2017). This finding implies that it might be difficult to
generalise the effect of gender on lifelong learning tendencies since there are some
factors influencing lifelong learning levels such as literacy competence, multilingual
competence, mathematical competence, digital competence, learning to learn
competence and civic competence (Bozdag, 2020). In addition, both female and male
prospective teachers use the teacher education programme at similar rates. However,
some studies reported meaningful differences. Gencel (2013), Saritepeci and Orak
(2019) asserted in their studies that there is a significant difference between males and
females in terms of lifelong learning competencies. In other words, female prospective
teachers’ lifelong learning levels are higher than males. In contrast, according to Cetin

(2017), males have higher scores on lifelong learning tendencies than females.

Regarding the relationship between the participants’ lifelong learning tendencies and
the years of education, it was found that there is no meaningful relationship between
prospective teachers’ lifelong learning tendencies and the years of study. The findings
of the study are consistent with Akcaalan (2016), Aykac, Aslandag and Kogce (2020),
Dindar and Bayrakci (2015). Based on the findings, it can be concluded that lifelong
learning tendencies might be more influenced by individuals’ socio-economic situation,
education and cultural background, and personal features than the years of education
since developing lifelong learning skills could be related to the adequacy of education
faculties, motivation, curiosity and socio-cultural environment (Aslim & Kocabatmaz,
2019). Nevertheless, there some studies revealed that lifelong learning tendencies of the
participants differ significantly in terms of the years of the students (Coskun& Diker
2012, Demirel & Akkoyunlu 2017, Oral & Yazar, 2015, Eksioglu, Tarhan & Giindiiz,
2017). As a result, it is impossible to agree on one consistent result from different
studies, it can be explained by the diversity, experiences and educational background of

the participants.
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As for the limitations of the study, the present study was carried out in a state
university; thus, it is difficult to encompass all the universities and the students in
Turkey. In the future, it can be replicated to see whether the results would be the same
with larger sample studies. For further studies, it may be more meaningful to include
more students from different grades, different departments and different state and
private universities to reach a more comprehensible conclusion. In conclusion, with the
development of “student-centred learning’’ and “continuousness education’’, it is
crucial to be educated as autonomous learners and lifelong learners who determine their
own learning goals and act according to their plans, learn how to learn, make use of
self-learning opportunities and are willing to learn through their lives. Teachers are
effective in supporting and facilitating learning. Since teachers and students are
considered as a whole in the language learning process, it is inevitable that the more
teachers have high learner autonomy attitudes and lifelong learning tendencies, the
easier it may enable students to raise autonomous and lifelong learners. Although the
studies in the literature do not investigate the relationship between learner autonomy
and lifelong learning as a whole, this study sheds light on the future studies to be
conducted to examine the relationship between prospective teachers’ learner autonomy

attitudes and lifelong learning tendencies.
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GENIS OZET

Amag

Hizla gelisen ve degisen giiniimiiz bilgi ¢caginda bireysellestirilmis 6grenme ve siirekli ogrenme
kavramlart egitimde ve dgretimde onem kazanmistir. Ogrenmenin Ggrenci temelli bir siire¢
oldugunu vurgulayan Yapilandirmaci Yaklasima gore bireylerin kendi 6grenme etkinliklerini
diizenleyen ve yagam boyu 6grenen bireyler olmalart amaglanmaktadwr. Diger bir deyisle, klasik
okul ortaminin aksine egitim her yerde uygulanabilir hale gelmistir. Cagin gereksinimlerine uyum
saglayabilmek igin &grenenlerin dgrenme siirecine aktif katilim saglayarak kendi kendine
ogrenmelerini gergeklestirmeleri ozerk 6grenme ve yasam boyu ogrenme kavramlarimin én plana
¢tkmasina neden olmustur. Bu yaklasimlarin  kabul edilmesinde ve dil egitiminde
uygulanabilmesinde ogretmenlerin rolii goz ard: edilemez. Ciinkii 6gretmenlerin hizmet dncesi
aldiklart ogretmen yetistirme egitimi bu konudaki yaklagimlarmi, tutumlarimi ve egilimlerini
belirlemekte ve gelistirmektedir. Bu dogrultuda bu calismamn amact Ingilizce Ggretmen
adaylarmmin ozerk o6grenme tutumlart ile yasam boyu ogrenme egilimleri arasindaki iligkiyi
cinsiyet ve sinif faktorii agisindan incelemektir.

Yontem

Bu ¢calisma betimsel ve iligkisel tarama modelini i¢eren nicel bir ¢alismadir. Calismanin nicel
verileri Macaskill ve Taylor(2010) tarafindan gelistirilen Ozerk Ogrenme Olgegi ve Kirby,
Knapper, Lamon ve Egnatoff (2010) tarafindan gelistivilen Yasam Boyu Ogrenme Olgegi ile
toplamistiv. Ogretmen adaylarimn ézerk ogrenmeye yonelik tutumlarini belivlemek amaciyla
kullamilan Ozerk Ogrenme élcegi 5°li likert tipindedir (Macaskill &Taylor, 2010). Arastirmada
kullanilan ikinci lcek, “'Yagam Boyu Ogrenme Olgegi" dir. Bu 6l¢ek 14 maddeden olusan 5°li
likert tipindedir (Kirby, Knapper, Lamon & Egnatoff , 2010). Calismaya birinci, ikinci, iigiincii ve
dordiincii simflardan 107 Ingilizce 6gretmen adayr katinustir. Calismanmin verileri Google
Dokiimanlar aracihigiyla 2021-2022 akademik giiz yarwyilinda toplanmis ve SPSS 24.0
programiyla degerlendirilmigtir. Demografik dagilivmin incelenmesi i¢in frekans analizi
yapilmigtir. Ayrica, verilerin dagilimini test etmek i¢in Komogorov-Smirnov ve Shapiro-Wilk
Normality Testleri yapilmistir. Testlerden elde edilen sonuglara giore Kruskal-Wallis, Mann
Whitney U ve Spearman Korelasyon analizleri yapilmistir.

Bulgular

Aragtirmanin alt problemlerine gore yapilan istatiksel analizler sonucunda elde edilen bulgular
swrasiyla verilmistir. Aragtirmann bivinci alt problemi olan Ingilizce dgretmen adaylarinin ozerk
ogrenme tutumlart ile cinsiyet arasinda bir iliski olup olmadigina iligkin bulgular Mann Whitney
U Wallis Testi ile analiz edilmistir. Testin sonuglari, 6gretmen adaylarimin 6zerk ogrenme
tutumlart cinsiyete gére anlamli bir farklilik gostermemistir (U=904, p=.002; p<.05). Kiz
ogrencilerin erkek ogrencilere gore daha fazla ozerk oOgrenme tutumlarina sahip oldugu
belirtilmistir. Arastirmanin ikinci alt problemine iligkin yapilan Mann Whitney U testine gore
ogretmen adaylarimin yasam boyu egilimleri ile cinsiyet arasinda anlamly bir fark olmadig tespit
edilmistir (U=1.342 p=.780 p>.05). Calismammn iiciincii alt problemine gore yapilan Kruskal
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Wallis Testi 6gretmen adaylarinin ozerk ogrenme tutumlart ile sinif diizeyi arasinda anlamlr bir
fark sergilemedigini ortaya koymugstur (x2 (3) = 2.964,; p=.397, p>.05). Arastirmanin dérdiincii
alt problemine iligkin uygulanan Kruskal Wallis Testi 6gretmen adaylarimin yasam boyu 6grenme
egilimleri ile swif diizeyi arasinda anlaml bir fark olmadigini gostermistiv (x2 (3) = 1.176;
p=.759, p>05). Arastirmanin son alt problemine iliskin uygulanan Spearman Korelasyon
Analizine gore 6gretmen adaylarinin ozerk ogrenme tutumlari ile yasam boyu 6grenme egilimleri
arasinda anlamly bir fark oldugu ortaya koyulmustur (r=.305, p=.001<.05). Analize gore dzerk
o6grenme ve cinsiyet arasinda anlaml bir iliski oldugu belirtilmistir (r=.297, p=.002 <.05).

Tartisma ve Sonug¢

Mevcut ¢calismanmin sonuglart degerlendirildiginde Ingilizce dgretmen adaylarinin 6zerk ogrenme
tutumlart ile yasam boyu oOgrenme egilimleri arasinda anlamli bir iliski oldugu ortaya
koyulmaktadir. Bu dogrultuda ogretmen adaylarimin ozerk 6grenme diizeyleri arttik¢a yasam
boyu o6grenme egilimlerinin de artis gésterdigi soylenebilir. Alan yazin incelendiginde ozerk
ogrenme ve yasam boyu dgrenme kavramlarimin birbirleriyle iliskili oldugu goriilmektedir. Buna
gore, c¢alismamin  sonuglart daha once yapilan ¢aligmalarla paralellik  gostermektedir.
Literatiirdeki bu benzerlikler birlikte degerlendirildiginde, ozerk oOgrenme ve yasam boyu
ogrenmenin iligkili oldugu ifade edilebilir. Calismadan elde edilen sonuglar toplumun gelismesine
yon veren gelecegin ogretmenleri icin Ozerk ogrenme ve yasam boyu ogrenme becerilerini
gelistirme ve bu kavramlara yonelik farkindaliklarimi arttrma konusunda énemli ¢ikarimlar
saglamaktadir. Bu baglamda bireylerin bilgi ve teknoloji ¢agindaki gereksinimlere cevap
verebilmesi igin 6zerk ogrenme ve yasam boyu ogrenmenin bir yasam tarzi olarak benimsenmesi
ve uygulanabilmesi i¢in dgretmen adaylari dnemli bir rol oynamaktadir. Sonug olarak, dgrenen
ozerkligi ve yasam boyu ogrenmeyi bir biitiin olarak inceleyen bu ¢alisma yabanci dil 6gretimi
baglaminda gelecekte yapilacak diger ¢calismalara 151k tutmaktadir.
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0z

Tiim iilkelerde COVID 19 pandemisi nedeniyle K12 ogrencilerinin egitimi, yiiz yiize egitime
alternatif olan ¢evrim igi egitimle yaygin bir sekilde saglanmistir. Bu ¢alismanmin amaci, K12
ogrencilerinin ve velilerinin cevrim igi Ingilizce dgrenmeye yonelik algilarimi belirlemektir. Bu
karma yontem ¢alismasindaki amaglar dikkate alinarak anketler ve odak grup goriismeleri
yapumstir. Betimleyici istatistikler ve icerik analizi, dilin unsurlarim gelistirme firsatini
yansitirken, ¢ocuklarin dikkatlerinin kolayca dagildigim, akranlart ve Ingilizce dgretmenleriyle
etkilesimlerinde eksiklikleri vurgulamaktadwr. Bu giincel arastirma, ebeveynlerin ¢ocuklarinin
cevrim i¢i Ogrenme siireglerine ddhil olmasinin onemini de ortaya koymaktadwr. Ayrica veliler
cevrim igi egitimdense hibrit sistemi tercih ettiklerini belirtmektedirler.

Anahtar Sozciikler: Cevrim ici egitim, K12 égrencileri, Ingilizce 6gretimi

INTRODUCTION

Online education (OE) has been an indispensable part of the education system for many
years (Harasim, 2000). During the pandemic (Covid-19), most of the societies in the
world have been experiencing a quick and sudden shift from face-to-face education to
online instructional processes (Basilaia & Kvavadze, 2020). OE has traditionally been
viewed as an alternative of adult learners for higher education; however, COVID 19
pandemic has obliged the students and the educators to get involved in virtual classes at
all levels. Due to the situation, online learning (OL) has gained a new meaning for most
of the K12 students as they have been accustomed to learning through face-to-face

education in conventional classrooms.

In consequence, most of the studies underlined the significance of parents’ involvement
and their cooperation by monitoring, motivating, and supporting their children during
virtual atmosphere (Inci Kuzu, 2020). Accordingly, OE with young learners once again
revealed the need for studies with K12 students and their parents to better the
instructional online process and to fulfil the gap because of the lack of presence of the

educators and the students’ peers.

Therefore, the focus of the current study was to determine the perceptions of primary
and secondary school students and their parents towards online English learning (OEL)

experiences. In this research, the shortcomings in the process were identified by
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implementing a questionnaire developed by the researchers and conducting focus-group
interviews with the participants to triangulate the data from different perspectives. It is
also believed that this study is one of the pioneering studies that will shed light on

future studies in the literature.

REVIEW OF LITERATURE

With the immediate transition from face-to-face education into OE during the
pandemic, various studies about OE have been conducted in most countries (Ferri,
Grifoni & Guzzo, 2020). Much of the current literature on OE pays particular attention
to adult learners’ general perceptions (Lee, Fanguy, Lu & Bligh, 2021).In these studies,
most of the higher education students have favourable opinions about OE as it improves
their technological skills, and creates opportunities for individualized learning with the
help of flexible schedules and time in spite of the deficiencies in effectiveness and peer

interaction among the participants.

In addition to the studies related to adult learners’ opinions about OE, a considerable
amount of literature has been published specifically on adult learners’ perceptions
towards OEL (Altunay, 2019; Ekmekgi, 2015; Evisen, Akyilmaz & Torun, 2020). The
findings of Altunay’s (2019) study mainly demonstrate the views of the students as
being uncertain about suitability, effectiveness, and teachability of online processes but
having positive attitudes towards face-to-face education. Similarly, in Ekmekgi’s (2015)
study, the results revealed that OE was found to be less effective and productive not
only to practice writing, listening, and speaking skills but also to understand the

instructions of the given assignments.

In contrast to unfavourable perceptions, many of the adult learners in most of the studies
have reflected their forthright views about OEL. According to the results of the studies
by Assalahi (2020) and Evisen et al. (2020), the online setting has supported the
students to develop communicative language skills and helped them accomplish

meaningful collaborative and communicative activities as they could utilize the
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synchronous chatbox, revise the recorded lessons, and get differentiated instructions due

to the flexibility and efficiency of time management.

As mentioned above, numerous studies have attempted to explain the perceptions of
adult learners towards OE and learning English in this process. Nevertheless, few
studies have investigated young learners’ perceptions towards OL and hardly ever
focusing on the perspectives of both K12 students and their parents about their virtual
experiences at home (Fis Ertimit, 2021; Zuo, Ma, Hu & Luo, 2021). In these limited
studies, most of the young learners have stated their feelings of isolation because of the
slender opportunities of participating in various activities like physical exercises or
online exams and interacting with their teachers and friends, but on the other hand, they
have emphasized the chance of revising the recorded lessons which help them to

understand better what has been focused with the help of this flexible procedure.

Thus, the teaching and learning process needs to accommodate teachers and students
being physically separated and getting virtually involved in the process from their own
homes highlighted the importance of both the availability of technology and the
collaboration between teachers and parents as control agents. Teachers lead the learning
and teaching situations, whereas parents play a crucial role in supporting learners as
they learn from home individually. Past studies revealed that parents’ involvement has a
positive effect on students’ learning behavior when they are isolated from conventional
classroom settings. In online classes, they need their parents or older family members to
provide devices, organize learning circumstances, schedule time, and arrange learning
sessions through cooperation with teachers. Additionally, the alteration in the
educational process has made the researchers examine the K12 students’ parents’
perceptions towards OE since their supports are influential during this learning
procedure (Fis Eriimit, 2021; inci Kuzu, 2020; Yilmaz et al., 2020).

According to the results of the research, most parents have believed that OE is
inefficient to produce the learning outcomes and communication skills of their children.

To illustrate, their academic success, cognitive abilities, and motivation also decreased
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during the online process, and could not get the opportunity to socialize and to get
involved in physical activities (Lee, Ward, Chang & Downing, 2021).

Most importantly, many of the parents mentioned the difficulty they have been
experiencing in managing the students’ OL process at home owing to the lack of
students’ interaction with their peers and teachers, and concentration on learning during
online instruction (Lubis & Lubis, 2020). For this reason, in other studies, it has been
suggested that the teachers should explain the tasks directly instead of sending the
instructions via electronic devices and should give feedback more frequently (Brom et
al., 2020).

So far, in the literature, there has been an abundance of research on the content of adult
learners’ perceptions towards OE. Although few studies have focused on the general
perceptions of K12 students and their parents towards OE, little is known about their
perceptions towards OEL and the importance of parents’ involvement in this process.
Amidst the current concern with attaining higher standards and greater excellence in
OL, there has been an increasing necessity to bridge the gap in research focusing on
both students and parents that are predictive of academic performance. Thus, the present
research draws together and extends previous work from these two lines of research. To
address this aim, the current study aims to determine the perceptions of primary and
secondary school students and their parents towards OEL. In the light of the purposes of

the study, it is attempted to answer two main research questions given below:
1. What are the perceptions of the K12 students towards online English learning?

2. What are the perceptions of K12 students’ parents towards online English learning?
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METHODOLOGY

Participants

In the current study, for the collection of quantitative data, convenience and criterion
sampling methods were preferred to select participants. Convenience sampling, which
helps the researchers choose the sample more easily in terms of time and accessibility
(Dornyei, 2007; Fraenkel, Wallen, & Hyun, 2012), was found appropriate since
reaching a large number of participants was difficult because of the closure of schools
during Covid-19 pandemic. Apart from convenience sampling, criterion sampling was
also used since the sample represents the population (Patton, 2002) and it was specified
by the researchers beforehand as primary and secondary school students at the
educational K-12 levels in Turkey and their parents. The participants were 168 primary

and secondary school students and 130 parents from different regions of the country.

Additionally, to support the quantitative data results with the qualitative data results, the
participants were determined via purposive sampling (Dornyei, 2007; Fraenkel, Wallen,
& Hyun, 2012) as according to Patton (1990, p.169), the participants chosen are
“information-rich” (as cited in Creswell, 2012, p.206). To be able to gather the
qualitative data and to enrich the quantitative data, the researchers interviewed two
groups of students and two groups of parents, in total, four focus group interviews were

carried out separately in Zoom at a convenient time and date for the participants.
The research context

In 2012, the Education Information Network (EBA) was generated within the scope of
the Project for Increasing Opportunities and Improving Technology (FATIH) so that the
K-12 students and their teacher could utilize various materials both at home and school
(MEB, 2021a). With the pandemic, three new TV channels named as EBA primary
school, EBA secondary school, and EBA high school were established. During the OE,
2358 course videos and 221 learning activities were prepared asynchronously by 674
teachers for 2516 hours of broadcast on these TV channels (Fis Ertimit, 2021).
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With approximately 3.1 billion clicks during distance education, EBA has become the
10th most visited website in Turkey and the 3rd most visited education site in the world.
The EBA Mobile application has reached 16.7 million downloads for Android devices
and 1.8 million downloads for iOs devices. In addition, 7.383.213 students, 1.030.516
teachers, 1.170.168 students and 189.477 teachers actively used EBA Academic
Support and a total of 5.954.174 EBA Live Lessons were conducted (MEB, 2021b).

All students from the second to the twelfth grade have had synchronous lessons on
weekdays since 27th April 2020. The students and their teachers can log in to the EBA
user accounts by creating their usernames and their accounts. In synchronous lessons,
the teachers can use the whiteboard application, switch on/off students’ voices, share
their screens, manage students’ sharing and camera use. Thanks to the EBA, they can

even give assignments to the students (Fis Ertimit, 2021).

In OE, besides other lessons such as science, Turkish, and maths, the 2", 39, and 4"
graders, who have been at public schools, have attended two class hours of synchronous
English lessons. Three hours of English lessons have been given to the 5th and 6th
graders while four hours of English lessons in a week have been provided to the 7th and
8th graders. The duration of each lesson is 30 minutes. The students at public schools
have followed their English courses by watching TRT EBA channels and by attending
online EBA lessons via Zoom. Most of them (95%) have used their smartphones

although the others have joined through their computers, laptops, and tablets.
Data collection

Data for this study were collected during the spring semesters of the 2020-2021
academic year for the duration of OE. A mixed-methods design was used to gain a
better understanding of the research problems and the responses to the research
questions with the help of more detailed and specific information gathered via
questionnaires developed by the researchers and focus group interviews with both

students and their parents. Thus, the quantitative data collected from the questionnaires
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and the qualitative data obtained from semi-structured interviews were interwoven
(Creswell, 2012; Dornyei, 2007).

Quantitative data instruments

Descriptive design was utilized to find out the information about variables that do not
change the environment and manipulate the other variables. To collect the quantitative
data, for students and parents, the researchers developed the questionnaires that
ascertained the extent of participants in terms of agreement or disagreement (Dornyei,
2007). A three-point Likert scale was chosen since young learners’ attentional and
social cognitive abilities were not developed enough to distinguish the differences
among sophisticated options in a five-point Likert scale (Cautela & Brion-Meisels,
1979).

The questionnaires consist of 32 items in total. The first section covers 24 items related
to the components of the language (CL) as receptive skills, productive skills, grammar,
and vocabulary to gain sights into the improvement of listening, reading, writing,
speaking skills, vocabulary, and grammar knowledge. The questions also focus on some
detailed information like the students’ motivation while learning these skills, their
potential to complete each activity, their comprehension level of listening and reading
and their production opportunities. The second section contained 8 items based on
classroom management strategies to identify the students’ participation in the activities,
their interaction with the peers and English teachers and whether the students are getting
distracted easily or not when they are online. Apart from the questions related to
students, there are also some questions about English teachers’ use of technology and

whiteboard and their material selections.

Henceforth, to ensure the content validity expert opinions were taken and the final
versions of the questionnaires were shared in WhatsApp groups to construct the pilot
study meantime the clarity of the items and suggestions were also asked. The reliability
was measured by using IBM SPSS Statistics 26. The Cronbach’s alpha in the students’

questionnaire was 0.958 while the reliability of the parents’ questionnaire was 0.96. It
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can be understood that these questionnaires are “highly reliable” since Cronbach's alpha
expression is between 0.80 and 1.00 (Uzunsakal & Yildiz, 2018: 19). As all the items
were reliable and valid according to the results, none of the items were omitted. So, the
piloted questionnaires which included 32 items were sent with Google Forms and
administrated to 168 students and 130 parents. The items were prepared in Turkish so
that the participants could comprehend the meanings more easily. This also contributes

to the validity rise.
Qualitative data instruments

The qualitative data were interpreted to understand the phenomenon better with the help
of in-depth exploration (Creswell, 2012). To get detailed information, focus group
interviews were held since they provided useful responses and saved time (Creswell,
2012). The researchers prepared 8 semi-structured questions related to the acquisition of
grammar, vocabulary, reading, listening, speaking, and writing skills, and classroom
management during OE as well as the suggestions to increase the effectiveness of
learning English online. Four Zoom meetings were held online with 10 students and 10
parents who were chosen based on purposive sampling. In the first meeting, 5 parents
responded to the semi-structured questions about their children’s learning English
online. In the second meeting, these parents’ children were interviewed within the same
day. One week later, the third meeting was arranged with 5 parents to obtain their
perceptions towards their children’s learning English via OE. Finally, on the same day,
the fourth meeting took place with the children. All the meetings, which were recorded

after the interviewees’ permissions were received, lasted approximately 40 minutes.

To be able to ensure trustworthiness, in the interviews, simple and clear questions were
asked to the participants by using their native language without leading them since they
could express their opinions freely and unhesitatingly. In addition, the participants were
assured that their identities and answers would remain confidential, so they did not
hesitate while they were expressing their opinions freely. For content validity, three
field experts’ opinions were taken into consideration. The interview questions were

prepared regarding literature and the transcriptions of the data were kept without
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interpretation to maintain and increase the internal validity. Correspondingly, to
enhance the external validity, design, participants, data collection instruments, and data
analysis of the research process were explained in detail. (Creswell, 2012; Dornyei,
2007).

Compliance with Ethical Rules

The required ethical rules were followed in each stage of this study. Firstly, the research
proposal was discussed by the Gazi University Ethics Commission at the meeting that
was numbered 05 and was arranged on 23.03.2021. It was unanimously decided that
there was no objection to conduct this research. Accordingly, the participants were
informed about the ethics committee approval numbered as E-77082166-604.01.02-
75565. It was also added into the appendix in this study. Secondly, the details on the
research such as the purpose, research questions and data collection procedure were
explained so that the participants could share their opinions without hesitation. Finally,

the data obtained from the volunteers were presented without any changes.
Data analysis
Quantitative data analysis

The questionnaire items were analyzed through descriptive statistics that show
frequencies, percentages, general tendencies such as mean, mode, median, and the
spread of scores in terms of variance, standard deviation, and range (Creswell, 2012).
For descriptive statistics, IBM SPSS Statistics 26 was used to calculate the frequencies

and percentages.
Qualitative data analysis

The collection of qualitative data provided a deeper understanding of the questionnaire
responses. The qualitative data were analyzed using content analysis. Firstly, the video
recordings were transcribed. Secondly, the transcriptions were read repeatedly to find
out the most common themes and codes in the data (Creswell, 2012; Dornyei, 2007).

Finally, the themes and the codes were listed and classified under the main categories in
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the light of three experts’ opinions for coding and categorizing to enhance the common

themes.

RESULTS

In this section, the findings of the study are presented in line with the research
questions. Both K-12 students and their parents responded to the questionnaires and

participated in the focus group interviews in the process.
First research question

In the first research question, the perceptions of the K12 students towards OEL are
determined. Therefore, their opinions on CL such as listening, reading, writing,
speaking, vocabulary and grammar besides their perceptions towards classroom
management in OE were clarified by calculating the frequency and percentage of their
responses in IBM SPSS Statistic 26. Additionally, focus group interviews were

implemented.

Table 1. Students’ Perceptions on CL in OE

CL In OE, 1 2 3 M SD
1. Improvement 28 33 107
inlistening ~ (16.7%)  (19.6%)  (63.7%) >4 076
2. Enjoyable
listening 28 36 104 245 0.76

(16.7%)  (21.4%)  (61.9%)

activities
3. Completion of
listening 34 35 99 239 038
O (20.2%)  (20.8%)  (58.9%)
. activities
£ 4. Comprehensio
c L 32 43 93
ez noflisening g0y (o56%) (s54%) 26 078
g activities
5. Improvement 24 36 108 25 073
@ in reading (14.3%)  (21.4%)  (64.3%) ' '
= 6. Enjoyable
§ reading ?123 196) ?235 6%) (15(3)53%) 248 0.71
g £ activities ' ' '
g 7 7. Completion of 22 41 105 249 0.71
F & reading (13.1%)  (24.4%)  (62.5%) ' '
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activities
8. Comprehensio
. 22 43 103
nofreading 13190 (256%) (61.3%) 48 071
activities
9. Improvement 41 34 93
in writing 24.4%) (202%) (55.4%) 21 084
10. Enjoyable
L 41 31 96
writing 0 o o 2.33 0.84
activities (24.4%) (18.5%) (57.1%)
11. svcr)irgﬁletlon of 30 a1 97 ou og7
thg (17.9%)  (24.4%) (57.7%) < '
= activities
E 12. Use of writing 30 39 99
s skill (17.9%) (23.2%) (58.9%) >4t 077
13. Improvement 35 35 98 238 08
in speaking (20.8%)  (20.8%)  (58.3%) ' '
14. Enjoyable
; 33 29 106
speaking 243 0.8
activities (19.6%) (17.3%) (63.1%)
= 15. Completion of
= . 25 44 99
X
% speaking (149%) (262%) (589%) 24 074
e 5 activities
B £ 108
S = 16. Use of 27 33 0
g g speaking skill  (16.1%)  (19.6%) (0+3%) 248 075
o wn
17. Improvement 27 56 85 235 074
invocabulary  (16.1%)  (33.3%) (50.6%) ' '
18. Enjoyable
31 24 113
vocabulary 1 500y (1430)  (67.3%) 240 078
activities
19. Completion of
> 31 41 96
5 vocabulary g 5ory  2aa%) (7% 20 078
2 activities
3 20. Use of the 26 37 105
g newwords  (155%) (22%)  (625%) >4 070
21. Improvement 31 42 95
ingrammar  (185%) (25%)  (56.5%) 20 078
22. Enjoyable
32 33 103
grammer (19%)  (196%) (613%) 242 079
23. Completion of
& 31 50 87
£ grammar (185%) (29.8%) (51.8%) 25 077
[+
5 24. Use of the 29 41 98 241 0.76
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grammar (17.3%) (24.4%) (58.3%)
structure

*1=Disagree. 2=Undecided. 3=Agree.

As shown in Table 1, the majority of the students generally agreed that each skill was
developing via OE besides, they underlined the joy and the fun environment during the
process. Most of the students also thought that they completed the activities related to
each skill and can easily comprehend listening and reading activities while getting
integrated into the exercises based on writing, speaking, grammar, and vocabulary.
Specifically, most of the students (62.5%) pinpointed that they applied more reading
activities which were more comprehensible rather than the other CL. Correspondingly,
over three-fifths of the students (64.3%) underlined the improvement in their reading
skills during OE. Therewithal, over thirteen-twentieths of the students (67.3%)
mentioned that the activities which were implemented to learn vocabulary were highly
entertaining and they (64.3%) also considered the probability to practice their speaking
skill during OE.

Table 2. The Findings from the Qualitative Data for Students’ Perceptions on CL in OE

Categories Themes and Codes Students’ Statements
«  We could not complete
speaking activities
because you know our

. Completion of speakin voices were turned off
mpi P 9 anyway. (S1)
activities ;
. Limited speaking . Iq conversat_lon we read
dialogues with a few

Productive activities people as speaking
skills . Compl_etlon of writing activities. (54, S7, S9)
activities
o . « Unfortunately, we could
o  Limited writing -
L not have an opportunity
activities .
to carry out any writing
and speaking activities.
(S6)
«  Completion of listening « | donot know the
Receptive activities reason but sometimes,
skills e Improvementin we skipped the listening

listening skill activities but rarely we



The Perceptions of K12 Students and Their Parents

376

Teaching
technique

Limited listening
activities

Completion of reading
activities

Limited reading
activities

Improvement in reading
skill

Completion of grammar
activities

Limited grammar
activities
Improvement in
grammar
Completion of
vocabulary activities
Limited vocabulary
activities
Improvement in
vocabulary

Translation

had the chance to carry
out them. (S2, S5)

We practiced listening
quite a lot and for that
reason, my listening
skill improved as well.
(S7,59)

| think my vocabulary
and grammar improved
because my teacher
explained the meanings
and rules on the
Whiteboard. (S8, S10)
Even though our teacher
sometimes explained
unfamiliar words,
unfortunately my
vocabulary didn’t
improve much. (S9)

She generally sent the
words and grammar
items with their Turkish
meanings and wanted
us to write them in our
notebooks. (S1)

As indicated in Table 2, in the interviews, although some of the students expressed that
they had some productive activities such as speaking and writing, S6 mentioned not
having the opportunity to participate in writing and speaking activities during OE.
However, the minority of them stated that they were acting out the written dialogues in
the coursebooks as speaking activities and S4, S7, and S9 added reading loud was the
only chance for them to speak. When the receptive skills are taken into consideration, a
few students highlighted the shortage of listening activities. To illustrate, S2 and S5
mentioned that they did not complete or even omitted most of the listening exercises.
Surprisingly, some of the students also alluded to the inadequacy of their vocabulary
and grammar knowledge despite the implementation of some activities, and their

teachers’ explanation for the meanings of the words and the grammar rules. For
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example, S9 stated that his vocabulary did not improve much although his teacher
focused on the unfamiliar words. Accordingly, as S1 expressed in the interview, it can
emerge that the translation technique, which the Turkish meanings of words and

structure rules were given, was preferred in these instructional processes.

Table 3. Students’ Perceptions on Classroom Management (CM) in OE

In OE, 1 2 3 M SD
25. Participation in the 21 23 124 261 07
activities (12.5%) (13.7%) (73.8%) ' '
. . 35 28 105
26. Interaction with peers (20.8%) (16.7%) (62.5%) 242 081
27. Interaction with English 15 23 130 268 063
teachers (8.9%) (13.7%)  (77.4%) ' '
28. Getting distracted easily 49 40 79 218 0.85
' (29.2%) (23.8%) (47%) ' '
29. English teachers’ use of 15 23 130 268 063
the technology (8.9%) (13.7%)  (77.4%) ' '
30. English teachers’ use of 19 25 124 263  0.68
whiteboard (11.3%) (14.9%) (73.8%) ' '
31. English teachers’ 35 49 84 229 0.79
material selections (20.8%) (29.2%)  (50%) ' '
32. Students’ use of 14 30 124 265 0.62
technology (8.3%) (17.9%) (73.8%) ' '

*1=Disagree. 2=Undecided. 3=Agree.

Table 3 illustrates that more than seven-twentieths of the students (73.8%) could take
part in the activities during OE as over three fifths of the students (62.5%) interacted
with their friends. In addition to this, more than seven twentieths of the students’
(77.4%) believed that they could interact with their English teachers, and more than
fifteen-twentieths of the students (77.4%) stated the effective utilization of the
technology by English teachers as well. Likewise, more than seven-twentieths of the
students (73.8%) underlined their active and efficient usage of the technology besides
their English teachers’ correct and effectual use of whiteboard. Nevertheless, the
majority of the students (47%) mentioned their getting distracted easily during OE
duration and exactly half of them (50%) underlined their English teachers’ various

material selections for the lesson.
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Table 4. The Findings from the Qualitative Data for Students’ Perceptions on CM in

OE
Categories Themes and Students’ Statements
Codes
Particivation Participation in « | could take part in the activities.
P the lessons (S6, S9)

« Interaction with

peers
Interaction e Interaction with
teacher
« No interaction
« Focus on the
Getting lessons
distracted
easily « Lose their
attention
e Teachers’ use of
Use of technology
technology « Students’ use of
technology
Use of e Teachers’ use of
whiteboard whiteboard

Unfortunately, I didn’t have the
possibility to interact with my
teacher because you know, my
teacher didn’t turn on her camera
and always turned off our
microphone. (S1)

Sadly, I couldn’t communicate
much with my friends and my
teacher. (S6, S8)

Unhappily, I couldn’t have an
opportunity to interact with my
friends and my teacher since we
are not allowed to use the
chatbox. (S9)

English lessons were boring but
not difficult, so, | could focus on
the lessons. (S6)

Generally, | could focus on the
lessons. (S7, S9, S10)

I could focus; nonetheless,
sometimes I lost my attention
because of the internet problems.
(S8)

I think she used the technology
well. (S7, S8, S9)

I think 1 was good at using the
technology. (S6, S9, S10)

Unfortunately, my teacher was
not capable of using the
whiteboard. (S6)

I was lucky as my teacher was
competent in using the
whiteboard effectively. (S8, S9,
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S10)
« Teachers’ e We usually played only Turkish
Materials material games as she didn’t use different
selections sources. (S6, S8)

Table 4 shows that in line with the quantitative data, during the focus group interviews,
most of the students emphasized the participation in online English lessons. S6 and S9
also stated that they could take part in the participatory activities. Unlike the responses
given to the questionnaire, the majority of the students were complaining about the lack
of interaction due to the technological problems during the process. For instance, S1
mentioned not having the chance to interact with his teacher since his teacher didn’t
turn on her camera and always kept the students’ microphones off. In addition, S9
emphasized a problem about the permissions of the online tools by stating that
“Unhappily, I couldn’t have an opportunity to interact with my friends and my teacher
since we could not get the allowance to use the chatbox.” In opposition to the results
obtained from the questionnaire, the students generally pointed out their concentration
on online lessons. For the sake of example, S7, S9, and S10 stated “Generally, I could
focus on the lessons.” Along the lines of the findings in the quantitative data, most of
the students expressed their English teachers’ effective use of technology. Furthermore,
the majority of them also put emphasis on the correct use of the whiteboard. S8, S9, and
S10 added that they feel lucky since their teachers were skillful at using the whiteboard
effectively. Finally, it is notable that some of the students denoted the insufficiency of
various materials in OE by stating that they always played the same Turkish games (S6
and S8).
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Second research question

The second research question sets out to determine the perceptions of the K12 students’
parents towards OEL. Therefore, their opinions on acquiring each component of
language such as listening, reading, writing, speaking, vocabulary and grammar besides
their perceptions towards classroom management were identified by calculating the
frequency and percentage of their responses in IBM SPSS Statistic 26. Furthermore,

focus group interviews were administered.

Table 5. Parents’ Perceptions on CL in OE

CL In OE, 1 2 3 M SD

1. Improvement 17 32 81 24 071
in listening (13.1%) (24.6%) (62.3%) 9 '

2. Enjoyable 36 24 70 29
listening 27.7%) (185%) (53.8%) 6  OC°
activities ' ' '

3. Completion 28 23 79 23
gzt'i'\fitfigé”g @15%) (17.7%) (60.8%) 9 082

- 4. Comprehensi

= on of 21 40 69 2.3 0.74
8 listening (16.2%) (30.8%) (53.1%) 6 '
3 activities

5. Improvement 32 36 62 2.2 0.82
in reading (24.6%) (27.7%) (47.7%) 3 '

6. Enjoyable
reading ?213 8%) ?311 5%) ?4?4 o%) 22 08
activities ' ' '

@ 7. Completion 36 67

& ofreading 5600 (27.7%) (s1.5%) 2° 079
Z o 8 é(g:r\:pl)trl:ﬁensi

s 2 .

g? E on of reading 2126 9% 43?4 6% 658 506 i.3 0.74
g & activities (16.9%)  (34.6%)  (48.5%)

9. Improvement 35 36 59 2.1 0.83
= in writing (26.9%) (27.7%) (45.4%) 8 :
& 10. Enjoyable 42 35 53 20
g writing 0 0 0 © 085
= L (32.3%) (26.9%) (40.8%) 8
5 g activities
g E 11. Completion 32 29 69 2.2 0.83
g = of writing (24.6%) (22.3%) (53.1%) 8 '
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Use of the
new words
Improvement
in grammar
Enjoyable
grammar
activities
Completion
of grammar
activities
Use of the
grammar
structure

33
(25.4%)

29
(22.3%)

26
(20%)

26
(20%)

23
(17.7%)

29
(22.3%)

27
(20.8%)

35
(26.9%)

32
(24.6%)
33
(25.4%)

33
(25.4%)

25
(19.2%)

36
(27.7%)

34
(26.2%)

34
(26.2%)

31
(23.8%)

38
(29.2%)

36
(27.7%)

37
(28.5%)

30
(23.1%)

26
(20%)

37
(28.5%)
33
(25.4%)

30
(23.1%)

31
(23.8%)

29
(22.3%)

63
(48.5%)

67
(51.5%)

73
(56.2%)

66
(50.8%)

71
(54.6%)

64
(49.2%)

73
(56.2%)

69
(53.1%)

61
(46.9%)
64

(49.2%)

67
(51.5%)

74
(56.9%)

65
(50%)

2.2

2.2

2.3

2

0.83

0.81

0.79

0.78

0.76

0.8

0.8

0.85

0.81

0.83

0.84

0.79

0.85

*1=Disagree. 2=Undecided. 3=Agree.

As presented in Table 5, the majority of the parents generally agreed on the

development of each component on account of the amusing online activities in OE.

Also, most of the parents thought that the students completed the comprehensible
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listening and reading activities along with the writing, speaking, vocabulary, and
grammar exercises. Slightly less than half of the parents (48.5%) mentioned the
integration of more apprehensible listening activities into the learning procedure, and
most of the parents (60.8%) also stated the completion of more listening activities in
comparison to the others; therefore, nearly three-fifths of the parents (62.3%) believed
that the students mostly improved listening skill in OE. Indeed, less than eleven-

twentieths of the parents (54.6%) considered that in OE, their children were applied a

wide range of speaking activities which were more enjoyable than the others.

Table 6. Parents’ Perceptions on CM in OE

In OE, 1 2 3 M SD
25. Participation in the 8 22 100 27 057
activities (6.2%) (16.9%) (76.9%) '
- 27 29 74
26. Interaction with peers 236 0.8
(20.8%) (22.35%) (56.9%)
27. Interaction with 9 27 94 265 06
English teachers (6.9%) (20.8%)  (72.3%) ' '
28. Getting distracted 33 25 72 23 085
easily (25.4%) (19.2%)  (55.4%) '
29. English teachers’ use 5 18 107 278  0.49
of the technology (3.8%) (13.8%) (82.3%) '
30. English teachers’ use 7 23 100 271 056
of whiteboard (5.4%) (17.7%) (76.9%) '
31. English teachers’ 27 32 1 233 08
material selections (20.8%) (24.6%)  (54.6%) '
32. Students’ use of 14 19 97 263 067
technology (10.8%) (14.6%) (74.6%) '

*1=Disagree.

2=Undecided. 3=Agree.
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Table 6 demonstrates that over eleven-twentieths of the parents (56.9%) agreed on
children’s interaction with their peers. In a similar vein, more than seven-twentieths of
them (72.3%) considered that the students were able to interact with their English
teachers. For this reason, more than seven-twentieths of them (76.9%) believed the
students could participate in the activities during OE. However, the majority of the
parents (55.4%) explained that the students lost their attentions quickly during online
English lessons even if the English teachers used the technology effectively. Besides,
the majority of them (76.9%) emphasized the English teachers’ correct and effectual use
of whiteboard and more than half of them (54.6%) expressed the teachers’ different
material selections as well.

Table 7. The Findings from the Qualitative Data for Parents’ Perceptions towards OE

Categories Themes and Codes Students’ Statements

« Besides EBA live lessons,
there was also a problem
with the technique used by
the teacher since only
Turkish equivalents of
English words are written.
So, English was very boring
and difficult. (P1)

Teaching

. o Translation
technique

« During the live classes, the
teacher did not turn on his
camera and did not give him
the right to speak. That's why
the passive students didn’t
like English very much. (P2)

« Unlike online education,
face-to-face education is
better in terms of socializing.
(P7)

e Sometimes, many classes’
attending the lessons together

caused the live lessons to be
. « Crowded . o
Ineffectiveness | very crowded and inefficient.
€ssons )
Hence, even if the teacher
wanted to do interactive
lessons with 50 students,

o Limited

Interaction . .
interaction
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each student couldn’t have a
chance to speak in the
lessons. (P6)

« Alongside the online reading
book activities, they prepared
Productive e Speaking materials such as preparing
skills activities an animal farm and its
presentation. (P4)

e  We tried to maintain to wake
up at the same time as the
children are going to go to
school in order not to break
the routine. 1 also monitored
if he had done his
homework. What’s more,
when he was in his study
room, we didn’t make noise.
(P1)

e I didn’t do housework when
she was in class. (P3)

« Nothing would happen if I,
as a parent, didn’t support
my child. Thus, I always
tried to encourage her by
saying “come on, you can do
this, do that. I trust you!”
(P6)

e Parents’

Cooperation
support

o Personally, I prefer both
online and face-to-face
lessons. For example, the

e Hybrid students may have four days
teaching of online education besides
one day of face-to-face
education every week. (P3,
P4, P6)

Hybrid system

Table 7 shows the parents’ perceptions towards learning English in OE. First, one of the
parents mentioned the teacher’s teaching method which included translation. P1

explained that “Besides EBA live lessons, there was also a problem with the technique
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used by the teacher since only Turkish equivalents of English words are written. So,

English was very boring and difficult.”

Second, as in the students’ answers, most of the parents also emphasized the limited
interaction by reason of the teacher’s attitude during OE. For instance, P2 and P7
expressed that in online lessons, the teacher did not switch on his camera and did not
give the chance to speak. Thus, the English lesson was disfavored by the students, and
the children’s socialization process did not take place in OE as much as in face-to-face

education.

Third, one of the parents pointed out that the number of students who attended the
lessons was more than adequate. Hence, this situation caused inefficient lessons as each
student could not get equal opportunities to take part in the activities due to the
population of the classroom. For example, P6 explained that “Sometimes, many classes’
attending the lessons together caused the live lessons to be very inefficient.” and
continued by saying that most of the students did not have the probability to be active

learners owing to the crowded virtual classes.

Additionally, only one of them noted that her child could get the possibility to carry out
some speaking activities. To exemplify, P4 underlined the projects such as making an

animal farm which were set up and presented.

Most importantly, the majority of the parents emphasized the significance of
cooperation with the students and explained their experiences. For example, P6 stated
“Nothing would happen if I, as a parent, didn’t support my child. Thus, I always tried to
encourage her by saying “come on, you can do this, do that. I trust you!” Moreover, P1
highlighted that they continued their regular practice which they followed during face-
to-face education such as getting up at the same time and monitoring the completion of
the assignments. What is more, P3 mentioned not doing housework when her child was

in the lesson to maintain the silence.

Finally, most of the parents shared their opinions on the hybrid system. So, they

generally preferred the combination of online and face-to-face education in the future.



The Perceptions of K12 Students and Their Parents 386

P3, P4, and P6 suggested that “Personally, I prefer both online and face-to-face lessons.
For example, the students may have four days of online education besides one day of

face-to-face education every week.”

DISCUSSION and CONCLUSION

The present study was designed to determine the perceptions of K12 students and their
parents towards OEL as well as classroom management during OE via the
guestionnaires and semi-structured interviews. So, the current study found that the
majority of the participants held positive perceptions in general according to the
guantitative results while most of them explained some negative attitudes in the focused

group interviews.

Based on the quantitative findings of this study, it is evident that most of the students
had an opportunity to improve each component of language through comprehensible
reading and listening activities, fruitful speaking and writing tasks as well as amusing
grammar and vocabulary exercises. This result is in line with the result of the study
(Kiziltan & Atli, 2013) which focus on young learners’ perceptions on learning macro
and micro-skills in English lessons. In contrast to the quantitative results, many
students’ opinions are common about the deficiency in listening, speaking, and writing

activities during OE.

The other important quantitative finding indicates the students’ interactions with both
their peers and their teachers equipped them to actively participate in the online English
lessons. However, in the semi-structured interviews, they underlined the lack of
interaction with their friends and teachers during this process. Zuo, Ma, Hu, and Luo
(2021) also pointed out that the students had difficulty in interacting with each other. To
increase the interaction, Kim (2020) has underlined the importance of communication
with the students and the teachers’ support for the shy ones’ involvement in the learning

procedure with the help of a relaxing and friendly atmosphere.



Tavil & Kosansu 387

Contrary to the qualitative findings, the great majority of the students who were
competent in using technology could not concentrate mainly on the lessons owing to
distraction despite their English teachers’ efficient use of the technology and
whiteboard. Considering this, to keep them from getting distracted easily, Halliwell
(1992) suggested the diversity in activities since children cannot focus on the same task
for a long period. Hence, according to her, each activity should not last more than 10
minutes. Moreover, Kim (2020) has suggested some activities which are appropriate to
the children’s developmental stages. To illustrate, they can sing songs, dance, draw

pictures related to a topic, or do some arts and crafts by using recycling materials.

One interesting finding is that in the interviews, most of the parents complained about
the lack of interaction and socialization among their children and the teachers due to
their attitudes about the use of camera and microphone in contrast to the quantitative
findings. One unanticipated finding related to the reason for the scarcity of interaction is
also the overcrowded virtual lessons which were ineffectual since a lot of students were
involved in the same class. This result is in congruence with Lubis and Lubis’ (2020)
study, which also found that the parents highlighted the shortage of social interactions
with peers and the difficulty in concentrating on the online lessons. Furthermore, they
expressed that their children got distracted easily though the English teachers were able

to use the technology and whiteboard effectively.

Most especially, another dimension of the findings shows the importance of
collaboration between the parents and their children. For instance, during this process,
they tried to encourage the kids, go through the same routines such as waking up at the
same time as if the students had had face-to-face education, or keep the silence by not
doing housework when the kids were in the lessons. In accordance with the present
results, the parents’ involvement in the children’s learning process by monitoring and
motivating them has a supporting role in success. This situation has increased their
awareness of the necessity to cooperate with their kids. The participating parents also
expressed their preference for the hybrid system, which includes the integration of OE

into face-to-face education for future educational periods.
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Last but not least, this study revealed K-12 students’ and their parents’ positive and
negative perceptions towards acquiring each component of language and their attitudes
on classroom management in OE. The quantitative and qualitative findings pointed out
that although most of the participants believed that the students had a chance to improve
their English during this process, they generally keynoted the insufficiency in

interaction with their peers and their teachers.

The obvious finding of the current study indicates that the students could not be
engaged in interacting with their friends and English teachers. Therefore, this finding
has important implications for enhancing the interaction. For instance, as Wang (2021)
underlines, the teachers ought to use a variety of web-conference platforms such as
Zoom, Microsoft Teams, or Google Meets as well as e-mails, social media, video
messages, and phone calls to increase learner-teacher interaction. Additionally, it may
probably be useful when they arrange meetings during virtual office hours to give
feedback to the students by supporting and guiding them (Teruya, 2021). The learners’
interaction with their peers is also valuable for effective OL. Hence, a cooperative
learning environment with group and pair work tasks is required in online classes since
the students can learn from each other as well. What is more, some helpful tips on
learning English online and how to provide support to their children during the process
might be given to the parents as their involvement in this process is particularly vital for

K12 students’ achievement.

This study also shows that the majority of the young learners got distracted during OE
despite the teachers’ effective use of technology and whiteboard. So, an implication of
this is the requirement to adapt and redesign the online instructional materials
considering the features and the developmental stages of young learners. To illustrate,
Wang (2021) recommends that the teachers should organize the tasks in four categories
named as reflective, productive, synchronous, and asynchronous activities. According to
him, the students can have discussions and summarize a text along with writing a
paragraph or shoot a video about a topic collaboratively. Moreover, they might take part

in synchronous online discussion platforms which include a live class polling apart from
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asynchronous discussion forums. Besides the types of activities, the students’
motivation also affects their concentration on the online lessons. Therefore, their
making comments and sharing opinions about the controversial topics in discussion

groups can help them be more motivated (Lee & Martin, 2017).

Taken together, these findings suggest a leading role for establishing strong
relationships with young learners in promoting “interactivity” and “online presence”
(Saffold, 2021: 5-6). Saffold (2021) highlights the fun and motivating ways that the
teachers can use in OE. For the sake of example, to be more interactive, the students
may write some personal information about themselves by adding their photographs in
addition to expressing their emotions with the face icons. The teachers should also
facilitate personal communications by calling each student’s names and starting the
online lessons with icebreakers and warm-up activities. Considering this, the students’
engagement might be carried out when they feel their teachers’ presence. So, to arise
this feeling, the teachers ought to get dressed as if they had face-to-face education and
create an enjoyable classroom atmosphere by celebrating the birthdays and using

colourful materials besides following a quality syllabus.

When the children’s developmental phases are taken into account, it is conspicuous that
young learners rejoice in talking, imagining, finding, and creating while learning
indirectly in a fun learning environment (Halliwell, 1992). In other words, games that
make great contributions to their learning process are the sources of great enjoyment to
them. In these circumstances, teachers should adapt the amusing activities that they use
during face-to-face education. To set an example, the students in the virtual classroom
may try to guess some actions that are acted out with drama. “Simon says” can be
played to practise imperative sentences. The young learners may show the clothes by
finding in their wardrobes when they hear their names, and therewithal when the
teachers say a colour, they might bring objects according as the colour. They can also
say several words that start with the same letter their teachers tell. Moreover, they may
draw some pictures in parallel with their friends or their teacher descriptions by using

the whiteboard. Even simple and safe experiments may be carried out during OE. For
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example, under the guidance of their teachers, the students might plant beans by
supplying the necessary equipment such as some water, some cotton, and a pot. Apart
from these adaptable activities, numerous online games on the websites are also good
choices to engage the K12 students. In these interactive games, the students can have
the quiz shows, match the pictures with the words, order the sentences, and guess the
objects, animals, fruits, or vegetables from the zoomed pictures. They may also talk

about the topics, or answer the questions by spinning the online wheel.

Most importantly, with breaking out the Covid-19 pandemic, it can be inferred that OE
will presumably maintain its importance through the integration of the hybrid system
into the instructional process even if this fatal viral disease has been started to be
eradicated from the world with the help of vaccination. Accordingly, this situation has
caused the necessity of teaching English online to young children to arise. Thus, the
new appropriate approaches, skills, techniques, and knowledge to teach online need to
be introduced into the curriculum in English language teaching departments at the
faculties in the future (Kim, 2020). To exemplify, pre-service teachers can try to
discover the online communication tools and their different functions such as sharing
screens, drawing or writing on the whiteboard, using breakout rooms for pair or group
work activities, and typing on the chatbox. Furthermore, in both practicum and micro
teachings, they should apply their lesson plans and activities that they adapt in
consideration of the requirements for OE. Alongside the student teachers’ reflections on
their experience in online teaching practice, their supervisors’ feedback may also be

constructive and improving in terms of teaching English to K12 students during OE.
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GENIS OZET

Pandemi siirecinde alinan onlemler kapsaminda okullardaki egitim-ogretim faaliyetlerine ara
verilmesiyle #iim kitalarda yiiz yiize egitimden ¢evrim igi egitime ani bir gegis olmus ve lise ve
tiniversite dgrencilerinin yam swra K-12 dgrencileri de egitimlerine evde devam etmek zorunda
kalmuslardir (Saffold, 2021). Boylelikle Covid-19, ¢evrim ici uygulamalar: egitimin ayrilmaz bir
pargast haline getirmistir. Yillardir ¢evrim i¢i 6grenme konusunda yapilan aragtirmalar sanal
o6grenme ortamlarmmin yetiskin egitimine etkilerini ve itiniversite 6grencilerinin ¢evrim i¢i egitim
iizerine goriislerini ele almaktadirlar. Fakat alanyazinda ¢ocuklara ¢evrim ici Ingilizce égretimi
konusunda ¢ok az ¢alisma oldugu saptanmustir. Dolayisiyla, bu ¢alismamn amact ¢ocuklarin ve
ebeveynlerinin simif yonetimine ve okuma, yazma, konugma, dinleme, dilbilgisi ve kelime gibi dil
unsurlarinin ¢evrim igi egitimde edinimine yonelik algilarini arastirmakzir.

Karma yontem deseninin  kullamildigi bu c¢alismada, nicel verileri toplamak amaciyla,
aragtirmacilar kattlimcilarin ¢evrim i¢i egitimde dil unsurlarimin égrenimine ve sinif yonetimine
yonelik goriislerini kapsayan 32 maddelik anket hazirlamiglardir. Pilot ¢alismast yapildiktan ve
alanminda uzman akademisyenlerin goriisleri alindiktan sonra 168 ilkokul ve ortaokul 6grencisi ve
130 veli Google Formlar ile génderilen anketleri cevaplamislardir. Anketlerden elde edilen nicel
verileri desteklemek ve derinlemesine incelemek amacwyla odak grup goriismeleri de
gergeklestirilmistir. Bu nitel veriler 10 K12 ogrencisi ve 10 veli ile Zoom tizerinden yapilan
goriismelerde sorulan yari yapiandirilmis ve anket maddelerine paralel hazirlanmis 8 adet
soruyla toplanmistir. Her grupta 5 katilimct olmak iizere toplam 4 goriisme yapilmistir ve
kattlimcilarin izniyle biitiin gortismeler kayit altina alinmistir.  Nicel verilerin analizinde IBM
SPSS Istatistik 26 programindan yararlamilirken, nitel veriler icerik analizi yoluyla kodlar ve
temalar bulunarak analiz edilmistir.

Bu ¢alismada, égrencilerin ve velilerin bir¢ogu anketlerde biitiin dil becerilerinin gelistigini ve
eglenceli aktiviteler yapabildiklerini belirtmislerdir. Oysaki goriismelerde, katilimcilar ¢evrim igi
egitimde konugsma, yazma ve dinleme etkinliklerinin yeterliligine iliskin olumsuz algilarin ifade
etmiglerdir. Bu durumun nedeni, Ingilizce 6gretmenlerinin konusma ve yazma etkinliklerini nasil
yaptiracaklar: ve bilgisayarlarinda dinleme alistirmalart icin ses kayitlarimi paylasabilecekleri
teknolojiyi nasil kullanacaklart konusundaki bilgi eksiklikleri olabilir. Bu sebeple, onlara
rehberlik edebilecek 6gretmen egitimleri ve seminerleri diizenlenebilir.

Ikinci olarak, nicel veriler K12 égrencilerinin arkadaslariyla ve Ggretmenleriyle iletisim
kurabildiklerini, derslere aktif katim saglayabildiklerini, ogretmenlerinin ve kendilerinin
teknolojiyi verimli bir sekilde kullanabildiklerini géostermesine ragmen, nitel veriler ¢evrim igi
o6grenme swrasinda 6grencilerin mikrofonlarinmin agilmamasindan ve égretmenlerin kameralarim
kapatmalarindan kaynaklanan akranlari ve Ingilizce 6gretmenleri arasindaki etkilesim eksikligini
vurgulamaktadir. Bu sorunla baglantili olarak, bu ¢alismada ortaya ¢ikan en ¢arpici noktalardan
biri, ¢evrim i¢i 6grenme siirecinde ogrencilerin dikkatlerinin kolayca dagilmasidir. Bu durumda
ogretmenler, grup ¢alismasiyla yapilabilecek etkinlikleri hazirlamamin yam sira etkilesimli ve
samimi bir ortam yaratarak ogrencilerin ilgisini daha ¢ok ¢ekmeye calismalidir. Ayrica,
etkilesimi ve ¢ocuklarin dikkat siirelerini artirmak igin ogretmenler, ogrenciler ve velileri
arasindaki isbirligi de tesvik edilmelidir.
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Bir diger krymetli bulgu ise velilerin pandemi siiresince ¢ocuklarina verdigi desteklerin énemidir.
Bu arastirma, egitimlerine evde devam etmek zorunda olan ilkokul ve ortaokul égrencileri igin
anne-babalar: tarafindan olusturulan elverigli 6grenme ortaminin degerini ortaya koymaktadir.
Bunu saglayabilmek icin ebeveynler odak grup goriismelerinde ¢ocuklarin yiiz yiize egitimdeki
rutinlerini bu siirecte de aym sekilde devam ettirdiklerini belirtmiglerdir. Ornegin, ogrenciler
okula gidiyormug gibi aymi saatte kalkip, kahvaltilarim yapip bilgisayarlari iizerinden derslere
katulmiglardir. Verilen édevlerin takibi veliler tarafindan yapilmistir. Ve dahasi, ¢ocuklar ¢evrim
ici derslerdeyken giiriiltiiden dikkatlerinin dagilmamasi icin ev temizligine ara verilmigtir.

Bu calismadan elde edilen bulgular mevcut literatiive cesitli katkilar saglamaktadir. Ornegin,
nispeten smnirlt érneklem ve pandemi nedeniyle gézlem eksikligine ragmen, bu arastirmanin K12
ogrencilerinin ve ebeveynlerinin cevrim ici Ingilizce Ogrenmeye yonelik tutumlart hakkinda
degerli bilgiler sundugu disiiniilmektedir. Ayrica giivenilir anketler uygulanan ve yari
yapilandirilmig goriismeler yapilan bu ¢alismadan elde edilen sonuglarin, ebeveynlerin ¢evrim i¢i
dil dgrenme siirecine katilimimin dneminin anlasilmasina yardimci olacagina inanilmaktadir.
Sonug olarak, iiniversitelerin egitim fakiiltelerinin Ingiliz dili egitimi boliimiinde okuyan Ingilizce
ogretmeni adaylarmmin daha donamimli bir hale gelebilmeleri icin dil 6gretimi ile ilgili 6grenme
programlarimin igeriklerinin ¢evrim i¢i egitimde son ve yeni yaklagimlart dahil ederek
giincellenmesi gerektigi ongoriilmektedir.
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ABSTRACT

In recent years, the term “English as a Lingua Franca” has been employed to indicate a way of
communication in English between speakers with different native languages. When English
became so widespread, different Englishes emerged in different parts of the world, and this
brought up the question of whether there should be a Standard English or not. The purpose of this
descriptive research study is to explore both Turkish EFL students’ perceptions on English as a
Lingua Franca and how their attitudes are shaped in terms of Standard English. The study was
conducted with 173 English tertiary level students taking one-year intensive language course in
school of foreign languages at two state universities. An online questionnaire was used in the
study, which made it possible to collect both quantitative and qualitative data. In the analysis
procedure, descriptive statistics were used for the first research question and for the second

*Almtilama: Kogak, U., Kogali, Z. & Yangm-Eksi, G. (2022). Turkish EFL learners’ attitudes
towards ELF and standard English at tertiary level. Gazi Universitesi Gazi Egitim Fakiiltesi
Dergisi, GEFAD-YABDILSEM, 399-430.
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research question; responses to the open-ended questions were analyzed through content analysis
to obtain in depth the understanding of the views of participants. The results show that students
are aware of the position and the value of English as a common language and that students have
positive attitudes towards English.

Keywords: ELF, Standard English, Learner attitudes

0z

Son yillarda, “Lingua Franca olarak Ingilizce” terimi, farkli ana dilleri olan konusmacilar
arasinda Ingilizce’yi kullanarak iletisim kurmanin bir yolu olarak kullamilmaya baslanmistir.
Ingilizce bu kadar yayginlasinca diinyamn farkli yerlerinde farkl Ingilizceler ortaya ¢tkmistir ve
bu da Standart Ingilizce olmali mi olmamali mi sorusunu giindeme getirmistir. Bu betimsel
calismanin amaci, Ingilizceyi yabanci dil olarak égrenen Tiirk égrencilerin Ingilizce nin bir
Lingua Franca olarak kullamimmna dair algilarin ve bu tutumlarimn Standart Ingilizce agisindan
nasil  gekillendigini  kesfetmektir. Arastirma, iki devlet iiniversitesinde Yabanci Diller
Yiiksekokulunda bir yillik yogun dil egitimi alan 173 iiniversite 6grencisi ile gerceklestivilmistir.
Arastirmada hem nicel hem de nitel verilerin toplanmasina olanak saglayan ¢evrimigi bir anket
kullanilnigtir. Analiz asamasinda, birinci ve ikinci arastirma sorusu i¢in betimsel istatistikler
kullamilirken agik u¢lu sorulara verilen cevaplar, katilmcilarin goriislerini derinlemesine
anlamak i¢in icerik analizi yoluyla analiz edilmistir. Sonuclar, 6grencilerin Ingilizce'nin ortak bir
dil olarak konumunun ve degerinin farkinda olduklarim ve égrencilerin Ingilizce've karst olumlu
tutumlara sahip olduklarini gostermistir.

Anahtar Sozciikler: ELF, Standart Ingilizce, Ogrenci tutumlar:

INTRODUCTION

In recent years, the term “English as a Lingua Franca” (henceforth ELF) has been
employed to indicate a way of communication in English between speakers with
different native languages (Seidlhofer, 2005). In fact, ELF has emerged from the
globalization of the world and increased mobility which directly influenced language
contact (Mauranen, 2018). Today, English is the leading language in various areas such
as technology, economy and scientific developments (Graddol, 2000). Millions of
people speak English when they encounter someone with a different L1 and to keep up

with latest developments through English.

Due to the current situation of ELF, many studies have been conducted to anticipate the
future of English. Since no language has ever been so common in history (Graddol,

2000; Mauranen, 2018), it is not certain what changes English will experience. Graddol
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(2000) presents an overview about the future of English by discussing key factors which
are influential in the process of ELF. In the review dated the year of 2000, Graddol
states that the number of non-native English speakers will outnumber native speakers in
ten years or so. It seems that his anticipation was correct because today English holds
more speakers as second or foreign language rather than as first language (Mauranen,
2018). One of the potential outcomes of this direction might be that the authority of
inner circle countries as native speakers will change as they become minority
stakeholders in terms of English (Graddol, 2000; Yano, 2009).

Languages change across time and space to meet and adjust the needs of expressions
and identities (Yano, 2009). The use of English as lingua franca has brought new items
of vocabulary, linguistic forms and ways of speaking and writing (Graddol, 2000).
Therefore, new words are added to English as it has started to be used in various
countries with different traditions, beliefs and identities. As English has been used as
lingua franca all around the world, different varieties of English have inevitably
emerged which are referred to as “World Englishes”. The term World Englishes
includes all varieties of English spoken around the world and highlights the plurality of
English rather than focusing on one English as implied in other terms such as ELF and
English as International Language (Kachru & Nelson, 2006). In other words, as Kachru

(2009) asserts “we have one language and many voices”.

The emergence of World Englishes has undoubtedly brought some controversy with it.
If there are varieties of English spoken by millions of people, then which one is the
standard one? More interestingly, there are different varieties even in inner circle
countries such as British English and American English (Yano, 2009). Hence, it is
getting more challenging both for teachers and learners to decide which variety or form
to adhere to as the representative of an ideal or standard one. There are different views
toward using native speaker norms versus non-native speaker norms. For example
Quirk (1990) claims that there are just two valid English varieties (British and
American) which are referred to as standard. Additionally, Quirk (1990) argues that

learners prefer native speaker norms rather than alternative models and he refers to
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alternative Englishes as ‘“half-baked quackery”. Likewise, non-native English
alternatives have been called in different ways such as broken English, learners’
interlanguage (Grazzi, 2016) and reduced or simplified form of English (Jenkins, 2012).
On the other hand, Kachru and Nelson (2006) argues that most global users of English
do not desire to speak or write like Americans, British or Canadians. One reason for the
tendency of non-native norms as well as native ones might be attributed to the focus on
effective communication and being intelligible. In Lopriore (2015)’s study, the
importance of meaningful communication is highlighted for learners’ success and self-

confidence rather than correcting commonly regarded mistakes in L2 oral production.

As another key term in ELF literature, intelligibility plays a crucial role in effective
communication. Jenkins (2000) presents a list of pronunciation priorities in an ELF
context based on the data she collected from her students. She calls this list Lingua
Franca Core (LFC) and aims to demonstrate which pronunciation features are crucial

and which of them can be neglected for effective communication.

All in all, it is certain that English is a common language used globally and such a wide
use has resulted in new discussions about the language. Related to different varieties of
English used around the world, the issue of Standard English and ELF has become even
more challenging. Nevertheless, it is necessary to consider learners’ attitudes toward
ELF and Standard English. Learners’ attitudes are crucial since Mercer and Dornyei
(2020) highlights five crucial areas in language learning: learner needs, preferences,
wants, current abilities and contextual factors. With this regard, the current study aims
to explore attitudes of EFL learners toward ELF and Standard English. For this purpose,

two research questions were formulated as follows:
1. At tertiary level, what are Turkish EFL learners' attitudes toward ELF?

2. What are Turkish EFL learners’ perceptions toward Standard English and

native speakerism?
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METHODOLOGY

Research Design

This descriptive, non-experimental research study adopts both a quantitative and a
qualitative approach for two separate research questions. An online questionnaire was
implemented to collect the data from the students of two different schools of foreign
languages via Google Forms. The participants of this study were 173 English prep
school students at two different state universities in Turkey who receive education at
different proficiency levels (A2, A2+, English Language and Literature students). The
questionnaire consisted of 3 different sections with a total of 45 questions; in the first
part, participants’ demographic data was collected through 5 questions; in the second
part, there were 34 questions written on a 5-point Likert scale; and in the last part, there
were 6 open-ended questions which let participants express their opinions on the issue
being asked. The items in the second part of the tool were taken from an existing and
reliable questionnaire (the scale of students’ attitudes and beliefs about ELF, ELF
communication and identity) which was used by Akcay (2020). Moreover, opinions and
suggestions were requested from the experts to determine whether the open-ended
questions are appropriate and comprehensive enough for the content of the study and
the items were formed by taking the feedback given into account. The data of the first
research question were collected from the second part of the questionnaire, and for the
second research question, the data were obtained from the second part of it- through 6

open-ended questions.

In the analysis procedure, descriptive statistics were used for the first research question;
Statistical package for the social sciences (SPSS) was used for the quantitative analysis
as it is user friendly and various tests can be conducted using this software; and, for the
second research question, a content analysis was carried out by making use of
quotations taken from the data. To Corden Sainsbury (2006), including verbatim
guotations from research participants has become effectively standard practice in much

qualitative applied social research reporting. In our study, we used one of the three
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quotation types defined by Creswell (2012; cited in Eldh, Arestedt and Berterd, 2020):
discrete quotations. According to him, such quotations are easy to read and do not take
up much space. They also allow many different views to be represented. Quotations also
allow researchers to directly reflect the opinions of participants, thus reducing the
possibility of data being open to interpretation and manipulation of the data. In order to
collect qualitative data, 6 open-ended questions were added to the questionnaire, which
was the data collection tool of the study, and the answers of the participants to these
questions were transferred to a Microsoft word file in order to be able to evaluate them.
Since the data were collected in Turkish, they were translated into English and the
accuracy of these translations was presented to the opinion of two independent experts.
The information in the Microsoft word file was both thematized and grouped using the
MAXQDA qualitative data analysis program, and was also read, reread and detailed by
the researchers in order to better process the data. By combining and expanding the
findings obtained by both methods, the data were made suitable for content analysis.
The ‘bottom-up coding or inductive approach’ technique was adopted in this study, as
the researchers found it appropriate to obtain the themes arising from the collected data.
The themes obtained by the two methods mentioned were combined, regrouped and
rearranged to ensure consistency; researchers think that the maximum efficiency for
analysis is obtained from the data by this method. Each open-ended question was

analyzed by using the quotations of the participants under the determined themes.
Ethical considerations

Within the scope of research questions, both quantitative and qualitative data were
required from the participants of the study. Hence, an ethical consideration application
was requested from Biilent Ecevit University before collecting the data. After the data
collection tools were examined by the committee, ethical approval form, dated

29.07.2021 and numbered 62448, was received and the relevant document is attached.
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FINDINGS

Quantitative Findings

The quantitative data collected for this study were analyzed under the subcategories of
the questionnaire. As one of the sub-factors of the ELF questionnaire, learners’
confessed emotional beliefs about English were sought through item 11 and 31. The

findings are presented in Table 1.

Table 1. Emotional Beliefs about English

Percentages

1 2 3 4 5 M SD
Item 11. English is a beautiful language. .6 29 58 451 457 432 .76

Item 31. English is one of the most .6 12 46 387 549 446 .69
important languages in today’s world.

1 = Strongly Disagree; 5 = Strongly Agree

As can be seen in Table 1, learners were found to have positive feelings toward English
with high mean scores (M=4.32; M=4.46). In other words, a great majority of students
agreed on the idea that English is a beautiful language, and it is one of the most

important languages in today’s world.
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Table 2. Functional beliefs about English

Percentages

1 2 3 4 5 M SD
Item 1. In today’s world, one 52 75 58 347 468 410 1.13
cannot get by without knowing
English.
Item 4. English should be an 40 116 145 289 410 391 1.17
obligatory subject at university.
Item 23. Studying English is 0 17 23 208 751 469 .6
important because | will need it for
my career.
Item 30. Correct grammar is 64 173 139 393 231 355 1.2

important for me to communicate
with foreigners in English.
Item 34. Learning English is a 786 168 12 23 12 131 .71
waste of time.
1 = Strongly Disagree; 5 = Strongly Agree

Table 2 illustrates participants’ functional beliefs about English. As can be concluded
from the score of item 1 and item 4, participants are aware of the fact that English is a
necessity (M=4.10) and for this reason it must be compulsory at university (M=3.91).
What stands out in this table is that the item highlighting the importance of English in
terms of future career (item 23) is given an incredible score (M=4.69). In other words,
95.9% of the participants stated that English is important since they will need it for their
career. In addition to why and with what purpose English is important, participants were
asked about the role of correct grammar. As the findings of item 30 demonstrate, more
than half of the participants (62.4%) asserted that correct grammar is important to
communicate with foreigners in English. Eventually, the results of item 34 regarding the
importance of English, show consistency with previous findings. Significant number of
participants (78.6%) expressed that they disagree with the idea that learning English is a
waste of time.
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Table 3. Attitudes towards English Pronunciation

Percentages
1 2 3 4 5 M SD
Item 8. It is important to speak 64 295 185 277 179 321 1.22

English with excellent pronunciation.
Item 12. | am happy with my English 29 133 254 387 197 359 1.04
pronunciation as long as people can
understand me.
Item 22. | do not think it is important  11.6 156 220 347 162 3.28 1.24
to speak like a native speaker of
English.
Item 27. You should not say anything 63.6 26.0 5.2 3.5 1.7 1.54 .87
in English until you can speak
English correctly.
1 = Strongly Disagree; 5 = Strongly Agree

As shown in Table 3, the participants have a moderately positive tendency of favouring
excellent pronunciation (M=3.21). Nearly half of the participants (45.6%) agreed that
speaking English with an excellent pronunciation is important. On the other hand, more
than half of the participants (58.4%) stated that they are content with their pronunciation
as long as it is comprehensible. A similar conclusion can be achieved from item 22; half
of the participants (50.9%) expressed that speaking like a native speaker is not
necessary while only 27.2% of the participants disagreed with the statement. Finally, a
great majority of the participants (63.6%) were found to completely disagree with the

idea that English should not be used until one can speak it correctly.
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Table 4. Beliefs about the speaker’s own competence

Percentages
1 2 3 4 5 M SD
Item 6. | am happy with my 12.7 30.6 272 249 46 278 1.09
present English pronunciation.
Item 21. | find it easier to read 1.7 9.2 15.0 329 410 4.02 104
English than to speak English.
Item 33. | will never be ableto  27.2 35.8 225 116 29 227 107

speak English with a correct
pronunciation.
1 = Strongly Disagree; 5 = Strongly Agree

From the data in Table 4, it is apparent that participants are not quite confident about
their pronunciation and speaking competence while they are not completely desperate
about their English competence. In item 6, participants are observed to be mainly
concentrated on the scores of 2 (30.6%) and 3 (27.2%) which means that more than half
of the participants are either unhappy with their pronunciation or indecisive about their
competence. Moreover, findings of item 21 demonstrate that participants find speaking
challenging when compared to reading skill (M=4.02). Nevertheless, a positive attitude
toward future competence can be extracted from item 33, since participants disagree

that they will never be able to speak English with a correct pronunciation (M=2.27).
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Table 5. Attitudes towards ELF

Percentages
1 2 3 4 5 M SD
Item 3. Schools should teach English not 46 40 81 393 439 414 1.04
as the native speakers speak it, but for
efficient international communication.

Item 7. English does not belong to the 0 58 104 48.0 358 414 .82
native speakers anymore, but to anybody

who uses it.

Item 15. | would prefer it if the 40 185 220 266 289 358 1.20

international language of communication

were not English but my native language

Item 16. It is valuable for me if someone 92 277 220 272 139 309 121
has the pronunciation of an English native

speaker.

Item 19. Everybody in Turkey should 75 179 214 335 197 340 120
speak English since this would facilitate

worldwide communication.

Item 24. It is useful so many people speak .6 .6 46 393 549 447 67
English because this allows for easier

communication among people.

Item 28. We need to develop a global 64 75 202 399 260 372 112
variety of English that is not linked to a

particular English speaking country and

that can be used everywhere.

1 = Strongly Disagree; 5 = Strongly Agree

Table 5 presents an overview of several issues related to ELF such as ownership of
English, communicative competence versus linguistic competence and varieties of
English. From the findings above, it is possible to assert that participants prioritize
efficient international communication over speaking English like a native speaker
(M=4.14). Likewise, a great majority (94.2%) stated that English is useful due to
facilitating communication among people (item 24). In item 19, an average, slightly
higher than moderate level (M=3.40) was found. Participants also highlight the
usefulness of speaking English in Turkey for the sake of worldwide communication. As
for the ownership of English, the findings of item 7 demonstrate that participants think
that English now belongs to everyone who speaks it (M=4.14). In addition, a medium
score was detected in item 16 which signifies that having pronunciation of an English

native speaker has a moderate effect. Regarding the native speakerism issue, it was
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found that more than half of the participants (65.9%) expressed the necessity of creating
a new variety of English which is not linked to any particular country. So that English
would be universal. Finally, participants tended to want their mother tongue to be the

lingua franca rather than English (M=3.58).

Table 6. Attitudes towards ELF communication

Percentages
1 2 3 4 5 M SD
Item 14. | am not bothered about 29 81 16.2 451 277 3.87 1.00

mistakes that other learners of
English make as long as |
understand what they want to say.
Item 20. Sometimes, | find it funny 220 439 139 121 81 240 119
when people speak English with a
strong non-English accent.
Item 26. A strong non-English 64 301 237 272 127 310 115
accent complicates communication
among people.
1 = Strongly Disagree; 5 = Strongly Agree

Table 6 illustrates attitudes towards ELF communication. As can be concluded from the
findings of item 14, learners are not disturbed by other people’s mistakes as long as
communication is managed (M=3.87). In terms of non-English accent, it is obvious
from the findings that learners find non-English accent normal (M=2.40). However, a
neutral position with a medium-close score was observed in item 26 (3.10) which is

related to the effect of a strong non-English pronunciation on communication.
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Table 7. The speaker’s identity

Percentages
1 2 3 4 5 M SD
Item 5. To me, English is more 19.1 358 168 19.1 9.2 264 124
important than my mother tongue. (first
language)

Item 9. If one speaks English, one also 39.9 387 87 8.7 40 198 1.09
has to try to behave like the natives.

Item 13. English forms a threat to my 422 376 110 52 40 191 1.05
mother tongue.

Item 17. Being able to speak English is 35 145 127 462 231 371 108
mainly important because | want to be

able to interact more easily with native

speakers of English.

Item 18. Being able to speak English is 1.2 6.9 6.4 457 399 416 .90
mainly important because | want to be

able to interact more easily with

speakers who do not speak my

language.

Item 25. | do not like it when people 249 335 179 173 64 247 121
recognize in my accent that | am not a

native English speaker.

Item 29. When | speak English, I feel 40 121 168 445 225 369 1.07
that | am a world citizen.

Item 32. | want to have a native-like 1.7 9.2 75 347 468 416 1.02
accent.

1 = Strongly Disagree; 5 = Strongly Agree

As can be seen from the findings of item 5, learners do not ignore their L1 identity;
more than half of the participants (54.9%) disagreed that English is more important than
their mother tongue (M=2.64). In item 9, 78.6% of the participants disagreed behaving
like natives when learning English. Furthermore, a quite low score was found for item
13 (M=1.91) which is about English’s being a threat to learners L1. Learners expressed
that learning English is important to interact with other people who do not speak their
L1 (M=4.16) while a lower score was found for interacting with native speakers (M=
3.71). Moreover, it can be seen from item 25 that learners do not bother when their
accent is recognized (M=2.47). Accordingly, a positive high score was found for item
29 (M=3.69) which is about being a world citizen while speaking English. Although it
was observed that learners are happy with their L1 identity and non-English

pronunciation, they still expressed a desire to speak like a native speaker (M=4.16).
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Table 8. Language Anxiety

Percentages

1 2 3 4 5 M SD

Item 2. | feel very much  11.6 19.7 46.2 16.2 6.4 2.86 1.03
at ease when | have to
speak English.

Item 10. Sometimes, | 5.8 13.9 185 38.2 23.7 3.6 1.16
feel insecure about my

English pronunciation

when | have to speak in

a group.

1 = Strongly Disagree; 5 = Strongly Agree

Table 8 illustrates learners’ foreign language anxiety when speaking English. As can be
understood from item 2, learners are not very much confident about their English
pronunciation (M=2.86). Similarly, 61.7% of the participants expressed that they feel
insecure about their English pronunciation when they need to speak in a group
(M=3.60).

Qualitative Findings

In order to obtain qualitative data in the data collection tool, 6 open-ended questions
were asked to the participants. The first of these questions is "Is there Standard English
in your opinion?" If yes, which country's language is Standard English?’” While 69.79%
of the participants state that there is Standard English, in the details of which language
is standard English, about 38% see the language used in the USA, and about 31% see
the language used in England as Standard English. The rate of those who say that there
is no Standard English is 28.63%.

Those who state that Standard English is the English used in the United States generally
give the following reasons: -it is more understandable, -easier to pronounce, and -those
who learn English as a foreign language mostly prefer American English. Some of the

quotations from the participants’ reflections are given as follows:

‘The English spoken in the United States is Standard English. Because, English that is
spoken in England is unique to them. People from other countries often try to learn
American English.” (p164)
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‘American English is the standard for everyone, as it is more understandable, and

words are pronounced better.” (p10)

31.32% of the participants stated that the language spoken in England is Standard
English. According to them, England is a very deep-rooted country in history and the
language they use is an upper class language with certain rules and preferred in official
institutions, and therefore it is the standard language. One of the participants
emphasized that languages belong to nationalities and therefore UK English should be
accepted as the standard language: ‘Languages belong to nationalities, in which case
English must also belong to the British ...” (p83). In order to illustrate the issue more

clearly, answers of the participants are quoted below:

‘England is a very old and deep-rooted country. And it has certain rules about English,
1 think England.’ (p57)

‘I think an international language should be used in a standard way and that standard

language should be the current English used by the UK.’

More than a quarter of the participants (f= 28.63%) do not accept the existence of a
standard English language. In this group, there are those who state that everyone has
their own English, and those who state that every language used can be considered as a
standard language if it is intelligible. Common opinions of the participants can be

elucidated as in the following quotations:

‘..., but I do not think there is a standard for a language, language is a changing

phenomenon like people.’ (p15)

“...what they all have in common is that standard English... facilitates communication,

minimizing confusion and ambiguity.’ (p48)

‘I do not think there is a standard English, if we can understand each other in a
dialogue, this is the standard English...’ (p144)

The second of the open-ended questions allows the participants to express how they feel

while speaking English with the people in front of them in 3 different situations. The
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aim here is to understand the level of stress the participants experience when speaking
English with a native or with someone they speak the same language or with people
they share different mother tongues with. About 24% of the participants stated that they
feel comfortable communicating in English with people they speak the same language,
and about 7% of them stated that they feel uncomfortable or a little nervous. While
about 17% of the participants stated that they feel uneasy when speaking with people
whose mother tongue is different from theirs, 16% of them declared that they feel
comfortable in communicating with them. In cases where they communicate with native
English speakers, 25% of the participants stated that they do not feel very comfortable,
and 11% stated that they are not anxious in this situation. When the answers given in 3
different situations are examined, we can say that the participants are less nervous when
communicating with people who speak their own language (24% positive), that
communicating with natives stresses them the most (25%), and the proportions of those
who express positive or negative feelings when communicating with non-natives are
very close to each other (16% and 17% respectively). The ratio of those who say they
feel comfortable (2.11%) in all three situations and those who say the opposite (1.58%)

is lower.

The following quotations can summarize the views of those who feel at peace when

they communicate with people who speak the same language (same L1):

‘Speaking English with someone who speaks the same language as me makes me feel
better. Because we have almost the same pronunciation. We do not have an accent. And

that makes it more understandable.’ (p86)

“...but I am more comfortable if the person I am talking to also speaks the same

language as me. Because [ think we will understand each other despite our mistakes.’
(p16)

The participants gave the reasons for feeling comfortable when communicating with

non-natives: they usually go through the same language learning process, they do not
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know each other, and they communicate with the same purpose -learning a foreign

language. The following quotations reflect the general opinions of these participants:

‘Since they do not know me, I feel comfortable even if I make mistakes while talking.’

(p55)

... because we are both trying to develop a language we do not know, so having the

same goal gives a feeling of comfort.’(p60)

When the answers given were examined, it was revealed that the most uneasy situation
of the participants was talking to the natives. It can be said that the most common
reasons are the fear of mispronouncing words and being judged, the fear of not
understanding and not being understood, and feeling insecure. The following selected

excerpts reflect the participants’ common perceptions:

“...I may get nervous because I think I will be judged, but unlike us, they care about

expressing themselves.’ (p53)
“...1 think I feel bad because if I say something wrong I might get ridiculed’. (p166)

Participants were also asked whether they prefer a native or a non-native teacher.
Although the participants expressed the natives as the group they hesitate to
communicate the most, when asked about their teacher preferences, more than half of
them (pct. = 51.2%) stated that they would like to have a native teacher, surprisingly
different from their answers to the previous question. When the participants were asked
the reason for this, they suggested many reasons such as the natives have better
pronunciation and accent, they teach the language better and they can also provide
cultural information to students. The following quotations reflect the opinions of the

participants:
‘I think it will be more effective in speaking English.” (p56)

‘I like communicating with people from different countries or interacting with native

English speakers.” (p25)

‘...because language is not just words but also culture.’ (p7)
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“...teachers mostly convey the daily spoken language in a natural way. They focus more
on speaking without giving much importance to structure and grammar. Nowadays, it is

much more important that we can speak with foreigners, not grammar.’ (p48)

While approximately one third of the participants say that they prefer non-native
teachers, the rate of those who do not express a definite preference on this issue and
express their opinions from different perspectives is approximately 18%. Participants
think that a teacher whose mother tongue is not English will be more aware of the
stages passed while learning that language and it will be easier to communicate with
them. They also state that if there is anything they cannot understand, this can be
overcome by speaking their own language. The following statements might help us to

see the reasons being expressed by the participants:

‘If I had a teacher whose native language was English, he might have had difficulty

communicating with us. That's why | would choose a non-native English teacher.’ (p1)

‘I prefer a teacher whose native language is not English because I think they will
understand me better. ... an explanation of both the meanings of the words and the
rules.’(p2)

“... I think she will be more tolerant while we are learning English. (p137)

Those who do not clearly express their teacher preference (pct. = 18%) think that the

important thing is not what the mother tongue is, but how the language is taught.

‘Actually, it does not matter which teacher, for me, how he teaches is more important.’
(p19)

‘... think the way of teaching is important, not the mother tongue.’ (p60)

‘Since I care about the proficiency in the language, not the mother tongue, if the

teacher's language level is good, the mother tongue does not have to be English.” (p46)

Another open-ended question in the survey asks the participants to give their opinions
on the following question: Do you prefer to speak English like a native or is it enough to

be understandable? With the answers they gave to this question, the participants
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revealed that speaking like a native is still important in the eyes of language learners
(pct. = 35%). More than one out of every 3 participants emphasized the importance of
native-like speaking. The following frequencies are that it is sufficient to be able to
speak with small pronunciation mistakes with approximately 31% and communication

is more important with approximately 26%.

The rate of those who say it is important to speak like a native is in line with the answer
given to the first question: the participants believe in the existence of Standard English.
The following expressions could be given as examples of participants’ thoughts in this

group:

‘It is important to speak like a native for business and career life, as being able to speak

English like a native will put you one step ahead.’ (p126)

‘It is normal to have pronunciation mistakes at the beginning, but it is more important

to speak with a perfect accent later on.” (p100)

‘... If I speak a language, I want it to be perfect and error-free, I'm afraid of making

mistakes and not being understood.’ (p21)

When the answers given by the other two groups are examined, the existence of
common reasons draws attention. The participants stated that it would not be possible to
speak native-like in a country where that language is not spoken, and that the important
thing is to communicate with other people using English. If minor pronunciation
mistakes do not affect understanding, we can say that they are not taken into account by

the participants, based on the data:

“...instead of wasting time on a perfect accent...If we can understand the other person
within the communication rules or if he/she does not have trouble understanding us, |

would say this is the perfect communication...” (p43)

‘We can treat language as a tool for exchanging messages and ignore pronunciation

mistakes.’
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The next question is whether learners of English need to be aware of the language as
well as the cultures of the countries which speak that language. Most of the participants
(pct. =71%) answered yes to this question, giving different reasons. The rate of those
who said that this was not necessary remained around 17%. The remaining participants
stated that this should be a reason for preference; or they were undecided. 3 participants,
on the other hand, questioned which country's culture was mentioned, stating that

English is no longer an international language, so it does not belong to a single culture:

“...language and culture are inseparable from each other....I think English should be

taught in a multicultural context as we cannot limit it to a single culture.” (p38)

The participants, who think that while learning English, it is necessary to be aware of
the cultures of native English speakers, attributed this to many reasons. The most
expressed views are that language is an integral part of culture, and having knowledge
about culture will facilitate learning and communication. The following quotes reflect

the thoughts of participants:

“...because language is not just learning words, the structures of the sentence and the
way they speak show the culture of those people, their way of thinking and their way of

life, that is, language is a reflection of a culture in itself.” (p7)
“...in terms of knowing what the language they use is influenced by.’ (p46)

‘I don't think it is possible to learn a language completely without learning the culture

of that country.’ (p82)

‘Not to resemble them, but to acquire that language, its culture, history, etc. I think it is

necessary ...” (p109)

‘... because if you are learning a language, it is necessary to be aware of its culture and

traditions.” (p142)

‘

. some sentences and phrases may not mean anything when they are translated

directly. But the way of life can give meaning to them.’ (p50)
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Those who do not believe that culture should be learned along with language stated that
they do not think that there is a relationship between language and culture, that it is not
beneficial to learn the language and that this knowledge can be obtained later if desired.

They stated their opinions as in the following quotations:
‘I don't think it provides any extra convenience while learning the language.’ (pI7)

‘Most people learn English for work, travel or something like that. Except for those who
are not curious, | do not think it is very important to learn culture / tradition along with

the language.’ (p150)

I think there is no need, it is enough to see language as a tool for communication.’
(p11)

In the sixth open-ended question, it is aimed to learn how the participants feel when
English is used with different accents. A few examples are given to make it clear what
is meant by the question. When the answers given to this question are examined, it is
understood that the ratios of those who are satisfied with hearing different accents and
those who are not are close to each other. While approximately 39% of the participants
stated that they are happy to hear different accents, citing reasons such as being more
understandable and making communication easier, the rate of those who stated that they
are not satisfied, thinking that this might cause confusion, is around 32%. While 13% of
the participants expressed that the language used should be understandable rather than
accent, the rate of those who stated that they had no idea about this issue remained
around 7%. The following quotations represent the common views of those who say

they are happy with different accents:

‘Considering that English no longer belongs to a single culture or community and we
need to talk about Englishes rather than just one English, | think the more different
accents English students are exposed to, the better it will be for them. In this way, |
think that they will feel more confident while learning and using this internationalized
language, and their awareness of how important learning this language is in

communicating with people from other countries will increase.’ (p38)
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‘It can be beneficial for us to hear and learn how other people speak English with an

accent.’ (pl1)

‘The point I care about the most in the language is to be able to speak fluently and if
someone has achieved that fluency before me... it also makes me realize the fact that |

have a long way to go, which also triggers my development.’ (p43)
‘The more I hear, the better I will be.” (p59)
“...because differences are always beautiful.” (p82)

“...because different people from all over the world speak English with different accents
compared to their own language, and it makes me very happy that they still understand
each other.’ (p100)

The reasons put forward by those who stated that they would not be happy about this
situation (pct.=32%) are that different accents make it difficult to understand English

and they feel unhappy when they do not understand what is spoken:
‘American and British accents sound better.” (p52)

‘It makes me feel insecure in understanding and speaking that language. Not being able

to understand the accent makes me feel bad.” (p107)

‘I am not satisfied. Because I cannot understand. Since it is an international language, [

want it to be pronounced as it should.” (p131)

‘I once tried to talk to a Russian speaking English before, although it did not bother me
much at first, when we talked I couldn't understand it and | was uncomfortable. He was
speaking with a completely Russian accent and his pronunciation was seriously bad so |

would not be very pleased.’ (p48)

‘I am not very pleased because as a new language learner, when | come across different
pronunciations, sometimes | do not understand them. And it makes me feel bad. It feels

like I will never learn English and understand what is spoken.’ (p16)
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It has emerged from the answers given that the important thing for 13% of the
participants is not different accents, but the intelligibility of the spoken language. The
following expression might illustrate how participants generally responded to this

guestion:

‘I would feel neutral...Even Turkish has a lot of dialects. | would not bother as long as |

can understand people in different countries speaking with different accents.’ (p54)

DISCUSSION and CONCLUSION

The current study aimed to explore Turkish EFL learners’ perception of ELF at tertiary
level. From the questionnaire items, it was found that learners’ emotional beliefs and
functional beliefs are highly positive, and a great majority disagreed that learning
English is a waste of time (95.4%). This finding is significant since positive feelings are
important in shaping attitudes toward a language (Arnold, 2009). Positive attitudes
toward English have been detected in several other studies (Akgay, 2020; Gomleksiz,
2010; Matsuda, 2000; Saglik-Okur, 2016). In Gomleksiz (2010)’s study, positive
attitudes toward English were observed with some meaningful differences in terms of
gender, grade level and major. On the other hand, learners were explored to have
negative attitudes toward learning English in Abidin et al. (2012)’s study. The reason
why learners’ attitudes toward English differ could be related to traditional teaching
strategies (Al-Zahrani, 2008), identity issues, contextual factors, and ability beliefs
(Busse, 2017). Moreover, the findings regarding functional beliefs about English
revealed that learners attach importance to English mostly due to their future career
plans (M=4.69). English has become a must in professional life since job applicants,

interviews, and business contracts are mostly in English (Pandey & Pandey, 2014).

Regarding attitudes toward English pronunciation, it was found out that as long as
communication is managed, learners are happy with their pronunciation (M=3.59), and
they are not irritated by mistakes of other people (M=3.87). Similarly, most of the

participants expressed that they would like to learn English for effective international
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communication (M=4.14). These findings confirm what Jenkins (2006, 2007) and
Breiteneder (2009) claimed which defines the ultimate purpose of language learners as
conveying messages and negotiating meanings. However, most of the participants stated
that they wanted to have a native-like accent (M=4.16). Participants expressed opinions
supporting these findings in their answers to open-ended questions. According to those
who say that speaking like a native is not a very important criterion; language is a
means of exchanging messages and can be tolerated as long as pronunciation
differences or mistakes do not hinder communication. Those who emphasized the
importance of native-like speaking stated that this could be decisive for their career
development and would help anyone to take a step ahead of other people in business
life. As can be understood from these findings, although learners are aware of ELF and
the importance of effective communication, they still desire a native-like pronunciation.
This can be explained by the reality of native speaker model; native speaker norms have
been accepted as the ultimate goal of language learning for non-native speakers
(Jenkins, 2007). For this reason, EFL learners probably still assess their competences in

accordance with native speaker norms.

The ideas that English is a threat to learners” own mother tongue (M=1.91) and the need
to act like the natives (M=1.98) were disagreed by the participants. These could be
supported by the following findings: speaking English to interact with non-natives
(M=4.16) and feeling like a world citizen when speaking English (M=3.69). This
complies with the findings of Akg¢ay (2020) and Baker and Fang (2021) in which the
learners were found to feel like a global citizen due to speaking English. In other words,
EFL learners perceive English as a tool to interact with people around the world and
they are not afraid of losing their own L1 identity because of English. As can be
concluded from the results of item 9 (M=1.98) which is about behaving like the natives,
learners are aware that they can protect their identities and cultures while learning
English. In this vein, displeasure of recognition of learners’ non-English accent
(M=2.47) was found unimportant. This might be because learners believe that their

distinct accent is a reflection of their own culture, and thus a reflection of who they are
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(Booij, 2001). Therefore, more than half of the students (58.4%) indicated that they are

not bothered when their non-English accent is recognized.

It has been accepted by a large majority, 71% of the participants, that it is not possible
to separate culture and language from each other and that a person who wants to learn a
language should be aware of the culture in which that language is spoken. To them, this
will contribute positively to their language learning process. The shortest statement that
can summarize the comments made about the need to learn culture as well might be the
following: ‘language is a reflection of a culture.” This finding is in line with various
studies conducted in different countries and contexts showing that language learners
have positive attitudes towards culture and culture teaching (Kahraman 2016; Rostami,
2016; Tran & Pham, 2018).

All in all, the results of this study showed that Turkish EFL learners generally have
positive attitudes toward English and ELF communication. Although they desire a
native-like accent, they still highlighted the importance of effective international
communication. In addition, it was found that English is not seen as a threat to learners’
mother tongue; rather they perceive English as a tool to reach people speaking different
languages. Eventually, Turkish EFL learners were found to feel that they are world

citizens through English.

PEDAGOGICAL IMPLICATIONS and LIMITATIONS

Based on the findings, the study has important pedagogical implications. Although
learners were found to have awareness of ELF and international communication, it is
only at a theoretical level. ELF awareness should be reinforced in practice as well by
informing learners about ELF concepts and non-native English standards. Obviously,
this will require some adaptations in English language teaching in Turkey which has
been mainly accuracy based. Besides learners, English teachers should also be
supported to increase ELF-awareness and apply it in the classroom. It can be managed

through integration of ELF in teacher training curriculums and effective teacher training
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programs. As Graddol (2006) asserted that the changing status of English with an
increasing number of non-native speakers obviously has an influence on both teachers’
and learners’ perceptions toward English. Hence, English language learning and
teaching should be planned based on the contemporary situation and function of the
language. In this vein, necessary revisions should be done not only at tertiary level but

also at secondary and primary level education.

Inevitably, the study has some limitations in terms of sample size and data collection
tools. Data for the current study were gathered from two state universities. For this
reason, it is not possible to generalize the results to other contexts. Further studies could
be conducted with more participants from both state and private universities. Moreover,
the qualitative data were collected through an online survey and participants wrote their
responses to the open-ended questions. In order to get deeper insights and more detailed

answers, semi-structured interviews could be done with the participants.
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GENIS OZET

Giris

Diinya ¢apinda mesafelerin kisaldigi, uluslararasi temaslarin hizla arttigr ¢agimizda ortak dil
arayisi bir cevap bulmus gibi goriiniiyor. Teknoloji, turizm ve ticaret vb. alanlarda oncii rol
oynamaya baslayan Ingilizce, iletisimi miimkiin kilan en yaygin dil olarak éne c¢ikiyor. Son
yillarda, “ortak / gecer dil olarak Ingilizce” (English as a lingua franca -EFL) terimi, farkli ana
dilleri olan konusmacilar arasinda ortak bir iletisim dili olarak kullamilan Ingilizce yi
tamimlamak igin kullanimigtir (Seidlhofer, 2005). Bu durumun ortaya ¢ikma sebepleri arasinda
diinyanmin kiiresellesmesi ve dil temasimi dogrudan etkileyen artan hareketliliklerin ortaya ¢ikmasi
gosterilmektedir  (Mauranen, 2018).  Ingilizce'nin  gelecekte bu konumunu  koruyup
koruyamayacagina dair ¢esitli ongoriiler yapiliyor olsa da kesin yargilara varilamamaktadir
ancak giincel ve kesin olan sey Ingilizce yi ikinci veya yabanct dil olarak kullanan kisi sayisinin
onu anadili olarak kullanan kisi sayisim gectigidir (Mauranen, 2018). Ingilizce diger tiim
yasayan diller gibi degismeye ve gelismeye devam etmektedir. Farkli gelenek, inang ve kimliklere
sahip cesitli iilkelerde ve topluluklarda kullanmilmaya baslandigi i¢cin yoreye veya bolgeye 0zgii
farkly Ingilizceler de ortaya ¢ikmaya baslamis ve bu, standart bir Ingilizce var mi yoksa olmal mi
sorusunu giindeme getirmistir. Quirk (1990), standart olarak adlandirilan sadece iki gegerli
Ingilizce tiiriiniin (Ingiliz ve Amerikan) oldugunu iddia ederken, kimi arastirmacilar kiiresel
Ingilizce kullanicilarin ¢ogunun Amerikaly, Ingiliz veya Kanadali gibi konusmalk istemediklerini
savunmaktadir. Bu durum Ingilizce’yi ikinci / yabanct dil olarak égrenenler icin oldugu kadar
onu ogretmeye ¢alisan 6gretmenler igin de gittikce karmasiklasan bir hal almaktadir: hangisi
standart veya ‘dogru’ dildir? Kiiresel ¢apta benimsenen Ingilizce icin ortaya ¢ikan bir diger
tartisma konusu da Ingilizce nin sahibinin kim oldugudur. Bu konuda da farkh fikirler mevcuttur.
Kimilerine gore Ingilizce anadili Ingilizce olanlarn, kimilerine géreyse o dili kullanan
herkesindir. Tiim bu tartismalar Ingilizce nin tiim diinyada ortak/geger dil olarak kullanidig
gergegini degistirmemektedir. Bu ¢alisma da tim bu tartismalart odak noktasina alarak
Ingilizce’yi yabanci dil olarak 6grenen iiniversite hazirlik 6grencilerinin ‘standart Ingilizce’ ve
‘ortak/gecer dil olarak Ingilizce ’ye’ bakis a¢ilarint 6grenmeyi amaglamaktadur.

Yontem

Bu tamimlayici, deneysel olmayan arastirma ¢alismasi, iki ayri arastirma sorusu igin hem nicel
hem de nitel bir yaklagimi benimsemektedir. Calismanin verileri iki farkll devlet iiniversitesinin
yabanci diller hazirlik okullarinda o6grenim goren 173 Ogrenciden cevrimici anket uygulanarak
elde edilmistir. Veri toplama araci olarak 3 farkli boliim ve toplam 45 maddeden olusan bir anket
kullanilnistir. Birinci béliimde 5 soru ile katilimcilarin demografik verileri toplanmistir; ikinci
béliimde ise 5'li Likert dl¢eginde yazilmig 34 soru yer almaktadir; son béliimde ise katilimcilarin
sorulan konuyla ilgili goriislerini ifade etmelerini saglayan 6 acik uglu soru yer almistir. Birinci
aragtirma sorusunun verileri anketin ikinci kisminda yer alan 34 maddelik béliimden; ikinci
aragtirma sorusunun verileriyse son boliimdeki agik uglu sorulardan elde edilmistir. Veri
analizinde ilk arastirma sorusu igin tammlayict (6rnegin, ortalamalar, yiizdeler ve frekanslar)
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istatistikler kullanilmus, ikinci arastirma sorusu igin ise agik uglu sorulara verilen cevaplardaki
alintilardan yararlamlarak igerik analizi yapilmistir.

Bulgular

Calismamin amaclarindan biri Ingilizce’yi yabanci dil olarak 6grenen dgrencilerin ortak / geger
dil olarak Ingilizce ye karsi olan tutumlarini 6grenebilmektir. Anket maddeleri analiz edildiginde
ogrenicilerin olduk¢a olumlu oldugu ve biiyiik bir cogunlugun Ingilizce 6Srenmenin zaman kaybi
olduguna katilmadigi (%95,4) sonucuna ulasimistir. Ingilizce telaffuza yonelik tutumlart
incelendiginde, iletisim kurabildikleri siirece ogrenenlerin telaffuzlarindan memnun olduklart
anlagimistir. Katilimcilar Ingilizce’yi anadilleri icin bir tehdit olarak algilamamakta ve
Ingilizce’yi kullanirken baskalarimn yapmis olduklart hatalardan rahatsiz olmamaktadirlar.
Katiimcilarin - standart  Ingilizce'nin  varligima dair ne  diisiindiikleri de arastirmanin
amaclarindan biridir ve verilen cevaplar analiz edildiginde her 10 katilimcidan 7 sinin standart
Ingilizce nin varhigimi kabul ettigi anlagilmistir.

Sonuclar ve tartisma

Katilimcilarin Ingilizce've karst olumlu diigiinceler beslemeleri bu dile karsi olumlu tutumlar
gelistirmeleri agisindan onemli ve degerlidir. Benzer sonuglar baska ¢alismalarda da elde
edilmistir (Ak¢ay, 2020; Goémleksiz, 2010; Matsuda, 2000, Saghk-Okur, 2016). Calismada elde
edilen Ingilizce 6grenme sebebinin etkili bireysel iletisim kurabilmek amaciyla oldugu sonucu da
benzer ¢alismalarda elde edilen sonuglarla paralellik géstermektedir (Jenkins, 2006, Breiteneder,
2009). Ingilizce 'nin anadil icin bir tehdit olarak algilanmamast da Akcay (2020) ve Baker ve
Fang (2021) i ¢alismalarindaki sonuglarla ortiismektedir. Aymi zamanda, katilimcilar dil ve
kiiltiirtin birbirinden ayrilmaz ogeler olduklarini ve bir dil dgrenilirken o dilin konusuldugu
cografyalardaki kiiltiirlerden de haberdar olmak gerektigini dile getirmislerdir.
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ABSTRACT

Beyond their enjoyment aspect, digital gaming has gained the attention of language educators
since gamers all around the world often exposed to English while gaming in informal settings.
Although the exploration of such informal opportunities for language learning through digital
gaming has received some interest, the role of learner-directed informal digital gaming on
learners’ foreign language learning motivation is under-investigated. Therefore, the present study
tries to examine the foreign language learners’ digital gaming habits and reveal possible
motivational impacts of learner-directed informal digital gaming. The design of the present study
is quantitative in nature which is a cross-sectional survey study. The data collected through a
self-completion survey developed by the researchers. The participants’ gaming habits were
examined descriptively through demographic questions regarding variables including time spent
on games, game mode, and game language. Additionally, participants’ perceptions concerning
their Ideal L2 self, and Ought-to L2 self were examined. Based on the analysis, the patterns
regarding L2 selves and gaming emerged from the study, especially in terms of gaming language,
gender, and game modes. It is suggested that informal gaming may positively shape learners' L2
selves, which in turn affects their motivation.
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0z

Eglence yéniiniin dtesinde, dijital oyunlar, oynayanlarin informal ortamlarda oyun oynarken
genellikle Ingilizceye maruz kalmalarindan dolayi, dil eSitimcilerinin dikkatini ¢ekmistir. Dijital
oyun yoluyla dil 6grenimi icin bu tiir informal firsatlarin arastirilmast biraz ilgi gérmiis olsa da,
ogrenen tarafindan ydnlendirilen informal dijital oyunun oOgrencilerin yabanci dil 6grenme
motivasyonu tizerindeki rolii yeterince aragtirdmanugstir. Bu nedenle, bu ¢alisma, yabanci dil
ogrenenlerin dijital oyun aliskanliklarini incelemeye ve ogrenci odakli informal dijital oyunlarin
olast motivasyonel etkilerini ortaya ¢ikarmaya ¢alismaktadir. Bu ¢alismanin tasarumi, kesitsel bir
tarama ¢alismasi olan nicel niteliktedir. Veriler, arastirmacilar tarafindan gelistirilen bir anket
yoluyla toplanmistir. Katilimcilarin oyun aliskanlhiklari, oyunlarda gegirilen siire, oyun modu ve
oyun dili gibi degiskenlere iligkin demografik sorular araciligiyla betimsel olarak incelenmigtir.
Ek olarak, katilimcilarmn Ideal L2 benligi ve Ought-10 L2 benligine iliskin algilar incelenmistir.
Analize dayali olarak, ozellikle oyun dili, cinsiyet ve oyun modlart agisindan L2 benlikleri ve
oyun oynama ile ilgili bulgular elde edilmistir. Dil 6grenenlerin informal ortamlarda dijital oyun
oynamasimin, onlarmm L2 benliklerini olumlu yonde sekillendirebilecegi ve bunun da onlarin dil
o6grenme motivasyonlarmm etkiledigi ileri siiriilmektedir.

Anahtar Sézcitkler: Oyun oynama, Motivasyon, Informal ogrenme, Ikinci dil ogreniminde
motivasyon benlik sistemi

INTRODUCTION

Digital games, which cover both games played on game platforms and those played on
computers (Gee, 2003), have begun to be considered a daily activity for many people as
they gained popularity. Nowadays, digital games are closely related to the everyday life
of people all around the world, providing enjoyment and engagement for players (Ural,
2009). Nearly 2,6 billion people worldwide played games actively in 2020 (BThaber,
2021), meaning that one of three people is a “gamer” who engages with digital games as
leisure time activities. With a broad definition, the term “gamer” can refer to a person
who plays digital games on a regular basis and finds playing games fun and engaging.
As digital games have begun to gain popularity among all age groups, the persona of the
gamer has changed as well. Once, the persona of gamers was limited to a stereotype of
people playing digital games excessively, isolating themselves from the social world
and being typically introverted and asocial in their lives (Méayra, 2008). It was argued
that games attracted only subsets of learners who were not part of mainstream culture

(Reinhardt, 2019). Today, however, gamers come from a wide range of social
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backgrounds worldwide, including both female and male players in various age groups
and, indeed, language learners in a sense. As English is the default language used in
interaction in many gaming environments, it would be almost impossible for individuals
who identify themselves as gamers not to be exposed to English while gaming and
engaging in game-related activities in online informal settings (Agaoglu & Sad, 2020).
According to Waters (2007), the necessity for understanding and interacting in English
is highly motivating for gamers since gamers need English to proceed in the game
further. Turgut and Irgin (2009), also, highlighted the crucial role of understanding the
information throughout the gameplay since the players are motivated to learn unknown
words and focus on the meaning of in-game speech and objectives so that they could

advance in the game.

As gaming practices have gained popularity among various age groups, researchers and
scholars in education have been drawn into exploring the potential of digital gaming,
especially its role in learner motivation. Since most digital games involve rules,
objectives, outcome, challenge, interaction, a story to tell (Prensky, 2001), they are
considered motivating and engaging for many people. Employing digital games for
enhancing learning outcomes, and explicitly motivating learners, has become
increasingly prevalent in language learning, as the features of digital games are
generally applicable to the language learning context (Reinders, 2017; Reinhardt, 2019).
Thus, studies give credence to digital games since they motivate learners to learn the
target language and stay engaged. Consequently, numerous studies suggested that using
digital games in or out of class supports learning in various areas (Connolly, Boyle,
MacArthur, Hainey & Boyle, 2012), especially in language learning (Young et al.,
2012). Thus, a growing body of research highlights the potential of using digital games
to improve learner motivation, participation, and enjoyment (Peterson, 2010). Offered
benefits of digital games are primarily in line with the successful language teaching
environments (Reinders, 2017), as in various foreign language learning theories,

including the abundant opportunities for comprehensible input and scaffolding through
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interaction, and lowering affective factors such as anxiety and increasing motivation
(Gee, 2012; Sylvén & Sundqyvist, 2012).

Although the increased number of studies regarding digital gaming and language
learning are existent in the literature, the studies focusing on the learner-directed digital
gaming practices in language learners’ own natural settings are scarce. The existent
studies in the available literature are generally drawn on language learning outcomes;
that is, vocabulary (DeHaan, Reed & Kuwada, 2010; Jensen, 2017; Ranalli, 2008;
Rankin, Gold & Gooch, 2006; Sundqvist, 2019; Turgut & irgin, 2009), language
proficiency (Sylvén & Sundqvist, 2012; Wilde & Eyckmans, 2017), grammar (Zheng,
Young, Wagner & Brewer, 2009). Moreover, various studies (Black, 2006; Jensen,
2017; Peterson, 2010; Thorne, 2008b; Thorne, Black & Sykes, 2009) demonstrated that
gaming practices carried out in English may create motivation and reason to learn the
language and affect learners’ attitude and motivation towards foreign language

learning.

As for the role of online games in foreign language teaching and learning settings,
several studies revealed that commercial off-the-shelf (COTS) games, such as
MMORPGs (massively multiplayer online role-playing games), has gained a lot of
interest in the applied linguistics literature (Peterson, 2010, 2013; Reinders, 2012;
Sykes, Reinhardt & Thorne, 2010; Thorne & Fischer, 2012). For instance, Rankin et al.
(2006) observed and interviewed the learners who played an MMORPG game minimum
of four hours a week and found that interaction with non-player characters (NPC)
increased vocabulary performance and linguistic output in addition to learners’ positive
views on the use of the game. Furthermore, in a descriptive study, Thorne (2008b)
examined the in-game interaction of two gamers, from the United States and Ukraine, in
the MMORPG World of Warcraft, through chat transcripts and observation, and
observed that playing the game led to a high degree of motivation, and utilization of
English to interact in-game. In a similar study exploring learner interaction in an
MMORPG game, Peterson (2012) found that politeness practices appeared in-game chat
among EFL learners empowered a desire to participate in the group in the game.
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Besides the perceived reading and typing benefits, some learners expressed their
interaction as motivating and enjoyable throughout the game and emerging interest in
playing in the future. Moreover, they mentioned that it was interesting to interact and
collaborate with native speakers in the game. Peterson (2012) further claimed that the

learners were motivated by the learner-centred nature of interaction in the game.

Another affordance of digital games related to language learning motivation is lowered
anxiety and increased risk-taking through the gameplay. Positive effects of gameplay on
motivation, willingness to communicate, and many other affective factors regarding
language learning have been recorded in various studies in the available literature (Lee
& Chen Hsieh, 2019; Rankin et al., 2006; Reinders & Wattana, 2015a, 2015b;
Sundgvist, 2015; Sundgvist & Sylvén, 2014; Thorne, 2008a; Thorne & Reinhardt,
2008). For instance, in a study exploring the affective factors in a virtual world, Zheng,
Young, Brewer, and Wagner (2009) found that players developed a positive attitude and
expressed high confidence compared to non-players. Similarly, in another study, Rama,
Black, Van Es, and Warschauer (2012) found that digital games -World of Warcraft
context-, provided players with an engaging and lowered anxiety setting, allowing risk-
taking while interacting through and about the game. In Sundqvist’s (2009) study
exploring oral proficiency and out-of-class activities, it was revealed that gamer learners

reported lower anxiety while speaking in English when compared to the non-gamers.

The review of available literature revealed that one of the main arguments that support
using digital games in education is that they motivate people through their intrinsically
engaging properties; thus, they could be used in education to improve learning
outcomes further. Based on the review of the related literature, it can be claimed that the
motivating aspect of digital games is evident while different game modes and genres
offer varying benefits on the motivation, especially employing digital games to enhance

foreign language learning.

Motivation is a fundamental element for any learning to take place, specifically for
language learning (Dornyei, 2009; Dérnyei & Ushioda, 2009). Dérnyei (2009) suggests
that the level of motivation for a task is determined by the ideal L2 self. As for the
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gaming context, the ideal L2 self may appear as players’ wish and readiness to take on
the role of a character, avatar, or a persona; and imagine themselves ideally performing
it. Additionally, it is believed that benefits provided by digital games also include
lowered affective filters that encourage risk-taking with different identities created by
players within the game (Gee, 2007; Reinders, 2012), and meaningful context, and
engaging objectives that motivate players to continue playing. Beyond players’
idealization of themselves through in-game characters, their wish to be a part of the
community that emerges around, through and about the game may also contribute to
their ideal L2-self-development (Knight, Marean & Sykes, 2019; Sykes, 2018). One
example is Nanako, who constructed an identity as a successful English learner by
writing anime fan fiction in English (Black, 2006).

Similarly, taking part in an in-game narrative where the role-play is carried out may
shape learners’ L2 identity by creating a connection between the player and the in-game
environment, characters and immersing them in a virtual world. Online virtual
environments provided by digital games are considered as a part of the real-life
environments and individuals may create a new identity through the virtual experiences
(Yagbasan & Sener, 2019). As Gee (2007) underlines, players have the opportunity to
experiment through a variety of identities, including “projective identity”, which he
defines as long-term and mostly consistent identity performances that players project
onto their in-game characters. Similarly, as Thorne (2008a) suggested, players’ desire to
build social relationships around the game may help build multilingual identity and
motivate language learning (Sykes et al., 2010). For instance, an American gamer
mentioned in Thorne’s (2008b) study showed a strong interest in learning Russian after
establishing a social bond with his Russian gamer friend through the World of Warcraft
game. Similarly, the findings of the experimental study of Lee and Hoadley (2007)
revealed that players are motivated and engaged through the role and identity play
within the game. Such examples acknowledged in the studies signpost that the social
bonds established among gamers around and through digital games might potentially

create interest towards other cultures and might be the indicator of integrative
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motivation. Considering the affordances of digital games, it can be asserted that taking a
role and immersion into the virtual world in a fully English narrated story might have

the potential for developing and visioning of ideal L2 self of gamers.

The review of available literature revealed that plenty of studies examined the role of
gaming in language learning and teaching settings. Moreover, the studies in the
literature highlighted that digital games contribute to the language learning motivation
of gamers. However, it is observed that most of the studies in the available literature
were conducted in a formal setting in which language learners were asked to play digital
games. Thus, exploring gamers’ language learning motivation in an informal gaming
setting might contribute to the growing interest in the field. Considering this gap in the
literature, the present study intended to explore the learner-initiated informal digital
gaming practices in accordance with the foreign language learning motivation. That is,
the gamers and non-gamers’ informal digital gaming practices and possible effects of

digital gaming on their foreign language learning motivation were investigated.

In order to shed light on gaming practices and gamers foreign language learning
motivation levels especially considering the participants’ L2 selves (Ideal L2 and

Ought-to L2), the following research questions were posed.
e What is the general profile of the participants?

o s there any relationship between participants’ L2 selves (ideal L2 and ought-
to L2) and their gender, their gameplay habits, the game mode, and the game

language?

METHOD

The design of the present study is quantitative in nature which is a cross-sectional
survey study. In the cross-sectional survey design, the data collection process is carried
out in one shot, and the data collection aims to reflect the profile of the population at
any given moment Dornyei (2007). By employing a cross-sectional design, the present
study intended to investigate multiple variables concerning digital gaming and collect
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data on a range of attributes in one instance to make inferences about possible
relationships between digital gaming and the language learning motivation of the

participants.

The present study adopted both descriptive and analytic research methods while
answering its research questions. It is descriptive because the first research question
inquired how frequently or widely the variable of interest occurs throughout a specific
demographic. On the other hand, it is analytical since the second research question is
intended to investigate the association between related or unrelated parameters. That is,
instead of focusing on the individual differences, the present study examined the
relationship between digital gameplay practices of the participants and their motivation
to learn English in terms of different variables, namely, gameplay habits, game mode,

gender, and game language.
Participants

Participants of the study were selected among individuals of an online social media
platform based on volunteer participation. The participants in a cross-sectional study are
just selected based on the inclusion and exclusion criteria set for the study; thus, the
selection of the participants was based on the criteria -who play and do not play digital
games- by using purposeful sampling technique and convenience sampling techniques

together.

The sample of the present study consisted of 94 participants aged between 14 and 33.
The sample included 42 men and 49 women, and 3 who did not identify their gender.
Additionally, the gamer participants of the present study were also identified under two
groups regarding their gaming frequencies. That is, the single and multi-player gaming
frequency of the participants were gathered up into two groups for each; those who
spend 1 hour or less per week (n=46) were defined as infrequent gamers, and those who

spend more than 1 hour per week (n=47) were defined as frequent gamers.
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Data Collection Instruments

The data of the study is collected online using Microsoft Forms through a self-
completion survey developed by the researchers. The first part of the survey gathers
demographic data about the gaming frequency, gaming mode (single or multi-player),
gaming device, ‘gamer’ identity, gaming language, and gaming genre. The second part
of the survey consisted of 10 five-point Likert type items inquiring language learning
motivation of the participants. The researchers developed the items in the second part of
the survey from crucial themes emerging from previously published studies, especially
drawing on the Taguchi, Magid and Papi’s (2009) questionnaire regarding the L2

motivational self-system framework suggested by Dornyei (2001).
Data Analysis

The analysis of the data was run by the researchers through statistical analysis software
for social sciences. First, Barlett’s Test of Sphericity and KMO Test was run to measure
the suitability of data for factor analysis, and the sampling adequacy was found
moderate. The obtained KMO was .741, and Barlett’s test of sphericity was significant
(p=.000). Thus, the data are appropriate for factor analysis.

After measuring the adequacy for factor analysis, exploratory factor analysis (EFA) was
run for the emergent factors within the items that inquire language learning motivation.
Thus, EFA determined two distinct factors that scored by calculating the factor loadings

through principal component analysis that were shown in Table 1.
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Table 1. Principal Component Analysis of The Items

Component Matrix

Component
Items
Ideal L2 Self Ought-to L2 self

Item #8 .839

Item #10 .822

Item #3 .804

Item #2 705

Item #9 .683

Item #1 435

Item #5 .819
Item #4 674
Item #6 .593
Item #7 .545

As seen in Table 1, the EFA revealed that the developed survey consisted of two
distinct factors of which the factor loadings were found over 0.43 (Tabachnick & Fidell,
2013). The first factor, which was labelled as ideal L2-self, consisted of 6 items such as
“l can imagine a situation where | speak English to foreigners” (Item 3), or “I find
learning English really interesting” (Item 9); and the second factor which was labelled
as ought-to L2 self, consisted of 4 items such as “Learning English is important to me

because if | speak English, other people will respect me more” (Item 5).

According to Hinton, McMurray, and Brownlow (2014), Cronbach alpha value scores
between 0.5 and 0.7 show moderate reliability, whereas 0.7 and higher values indicate
high reliability. Thus, the final form of the survey’s reliability analysis was found
satisfactory for the Ideal L2 self (a=.81) and acceptable and moderate for the Ought-to
self (a=.60).

After scoring each participant’s ideal L2 self and ought-to L2 self, the obtained data
were examined in relation to the variables in detail by performing independent samples
tests. That is, the difference between sets of scores is analysed using independent

sample tests in order to see if it is large enough to reach statistical significance. Thus,
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since the data is not normally distributed, nonparametric Mann-Whitney U tests were

employed for comparing the L2 self scores among groups.
Ethical Considerations

The present study participants voluntarily took part in the data gathering process, and
their consent was obtained. The present study has been prepared by considering the
rules of research and publication ethics, and prior to conducting the study, the Ethics
Committee Permission (06.07.2021-121919) was obtained from Akdeniz University

Social and Human Sciences Scientific Research and Publication Ethics Committee.

FINDINGS

The findings of the present study were presented in line with the research question and
illustrated in tables with frequencies and percentages. The first research question
inquired about the participants’ general profile, which is used to interpret the rest of the
findings in detail. The data concerning the general profile of the participants were
gathered through the demographic questions in the data gathering instrument. The
participants’ general profile data is investigated under subcategories as, participants’

gaming habits, gaming devices, gaming, gamer identity, and game language.

The gaming habits were collected to reveal participants’ gaming practices in their daily
lives, including the preferred game modes, single-player games and multi-player games,
the preferred device used for gaming, gamer identity and game language. The data
concerning the gaming habits of the participants were grouped under two game modes
like single and multi-player games, and the gaming frequencies of the participants were
presented in intervals with hours spent per week. The findings concerning the single-
player gaming frequency of the participants were presented in Table 2 in line with their

genders.
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Table 2. Gender Distribution on the Preference of the Single-Player

Time Soent Gender Total
Silr%?e-gfar;/e?%ames Male Female
f % f % f %

Never 5 119 26 531 32 34
4 Hours Per Month or Less 3 7.1 6 122 10 10.6
1 Hour Per Week 3 7.1 1 2.0 4 4.3
1-3 Hours Per Week 4 9.5 3 6.1 7 7.4
3-5 Hours Per Week 3 7.1 6 122 9 9.6
More Than 5 Hours Per Week 24 57.1 7 143 32 34
TOTAL 42 100.0 49 100.0 94* 100.0

@ Total number of participants with the non-specified genders included.

As seen in Table 2, the data analysis revealed that the participants who never played
(34%) and played single-player games more than five hours per week (34%) were in the
same number. As for the genders, it is found that while more than half of the male
participants (57.1%) spend more than 5 hours per week in single-player gaming, more
than half of the female participants (53.1%) never play single-player games.

Table 3. Gender Distribution on the Preference of the Multi-Player Game Mode

Time Spent on Gender Total
Multi-player Games Male Female
f % f % f %

Never 7 171 27 55.1 35 37.2
4 Hours Per Month or Less 5 9.8 2 4.1 8 8.5
1 Hour Per Week 2 4.9 2 4.1 5 53
1-3 Hours Per Week 7 171 5 10.2 12 128
3-5 Hours Per Week 3 7.3 5 10.2 8 8.5
More Than 5 Hours Per Week 18 439 8 16.3 26 27.7
TOTAL 42 100.0 49 100.0 94 100.0

aTotal number of participants with the non-specified genders included.

The findings concerning multi-player gaming preferences were illustrated in Table 3 in

line with the genders of the participants.
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When it comes to gamers’ multi-player game mode preferences, it is found that the
number of participants who play more than five hours was lower both between males
and females, as shown in Table 3. It was found that most of the male gamers (56.1 %)
spent less than 5 hours per week for multi-player gaming. On the other hand, it is found
that more than half of the female gamers (55.1%) preferred not to play multi-player

games.

Gamers’ preferences of gaming devices were obtained through a demographic question
with multiple options in order to reveal their gaming habits in detail. The findings
concerning the gaming device preferences of the participants were presented in Table 4

in line with the participants' genders.

Table 4. Gender Distribution on the Preference of the Devices Used for Gaming

) Gender
gz\ﬁassed for Male Female Total
f % f % f %

Desktop 15 39.5 1 3.8 16 25.0
Laptop 17 44.7 12 46.2 29 45.3
Smartphone 3 7.9 9 34.6 12 18.8
Game Console 3 7.9 4 154 7 10.9
TOTAL 38 100 26 100 64 100

As seen in Table 4, the data analysis revealed that the most popular gaming device was
laptop computers for both genders (45.3%). It is also found that while desktop
computers were in the second rank for male gamers (39.5%), the second most popular
gaming device among female gamers was smartphones (34.6%). The findings also
revealed that both genders’ least preferred gaming device was the game console, such as

PlayStation, Xbox, etc.

The following demographic question asked the participants whether they identified
themselves as “gamers” or not. The question was only presented to those who play
games, and non-gaming participants did not answer this question. The analysis of the

findings concerning identifying themselves as a gamer is presented in Table 5.
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Table 5. Gender Distribution on the Participants’ Identification Themselves As “Gamer”

Participants’ “Gamer” Gender

Identifications of Male Female Total
Themselves f % f % f %
No 6 15.4 7 26.9 13 19.4
Moderately 14 35.9 12 46.2 28° 41.8
Yes 19 48.7 7 26.9 26 38.8

@ Total number of participants with the non-specified genders included.

As seen in Table 5, the participants who play games identify themselves primarily
(80.6%) as a gamer. While most male gamers (84.6%) identify themselves as a gamer,
this proportion is slightly lower among the female gamers (73.1%). It is also found that
almost half of the male gamers (48.7%) fully identify themselves as a gamer, while the

gamer identification among female gamers is mostly (46.2%) answered as “moderate”.

Gaming Language, which refers to the default language throughout the gameplay, was
obtained through three categories of game language; English gameplay, in which the
game audio and text are in full English; English gameplay with Turkish subtitles; and
Turkish gameplay. The findings concerning the gaming language preferences of the

participants are presented in Table 6.

Table 6. Preferred Gaming Language Among Gamers

Gaming English Content,

Language English Content Turkish Subtitles Turkish Content
Preferences f % f % f %

Never 2 3.0 20 30.3 28 42.4
Rarely 5 7.6 15 22.7 22 33.3
Sometimes 9 13.6 18 27.3 6 9.1
Often 24 36.4 13 19.7 8 12.1
Always 26 394 0 0 2 3.0

As seen in Table 6, the analysis of the gathered data revealed that Turkish content was

the least favoured (42.4%) among the gamers, while English content was the most
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favourable one (39.4%). Additionally, it is found that very low preference (3%) was
recorded for playing entirely Turkish and Turkish-subtitled games regularly.

The second research question of the present study inquired the general preference and
gameplay habits of the participants, overall L2 motivation, and the relationship between
motivation and gameplay habits. The findings concerning the overall L2 motivation of

the participants are presented in Table 8.

Table 7. Overall Ideal L2 Self and Ought-To L2 Self Levels of the Participants

N Minimum Maximum  Mean Std. Deviation
Ideal L2 self 94 1.50 5.00 431 .785
Ought-to L2 self 94 1.00 5.00 3.83 918

As illustrated in Table 7, the analysis of the data concerning the overall L2 motivation
of the participants revealed that the ideal L2 self of the participants (M=4.31) was
comparatively higher than ought-to L2 self-levels (M=3.83), which were recorded

slightly higher than average.

When the L2 Self-levels of the participants are examined in line with the gender
variable, it is found that the ideal and ought-to L2 self-levels of the participants have a
general overview regarding motivational differences. The findings concerning the

gender and L2 self-levels of the participants are presented in Table 8 in detail.

Table 8. Ideal and Ought-to L2 Self Levels in regard to Gender

Gender and L2 Mean  Sum of

Motivation N Rank  Ranks U z p
Male 42 39.88 1675

Ideal L2 Self 772 -2.075 .038*
Female 49 51.24 2511
Male 42 38.14 1602

Ought-to L2 Self 699 -2.645 .008**

Female 49 52.73 2584
**Correlation is significant at the 0.01 level (2-tailed).

*Correlation is significant at the 0.05 level (2-tailed).

As presented in Table 8, the findings revealed that L2 levels significantly differed

among the participants with regard to their genders. Especially, ought-to L2 self levels



Gamers’ Foreign Language Learning... 446

between genders were varied; that is, male participants’ levels (Mdn=3.75) were
recorded lower, indicating that they have lower obligatory pressure regarding their
motivation when compared to female participants (Mdn=4.00, U=699, z=-2.645 p<.01,
r=0,277). On the contrary, even though less significant (U=772, z=-2.075 p<.05,
r=0,217), female participants had higher levels of ideal L2 self (Mdn=4.66) when
compared to males (Mdn=4.33), indicating that females have a clearer vision of their
ideal self (see Table 8). Gender has found to have a small effect on both L2 motivation
(r=0,277, r=0,217).

To explore whether playing games have any relationship with L2 motivation, ideal and
ought-to L2 self levels of gamer and non-gamer participants were compared. The

findings concerning gameplay habits and L2 self levels were presented in Table 9.

Table 9. Ideal And Ought-To L2 Self Levels in regard to Gameplay

Gameplay Habits and L2 Mean  Sum of
Motivation N Rank Ranks U Z p
Non-gamer 27 4554  1229.50
Ideal L2 Self 851.5 -450 .653
Gamer 67 48.29 3235.50
_ Non-gamer 27 59.28 1600.50
Ought-to L.2 g 586.5 -2.676 .007**
Self Gamer 67 42.75 2864.50

**Correlation is significant at the 0.01 level (2-tailed).

As shown in Table 9, the findings concerning gameplay habits and L2 self levels
revealed that there was no significant difference between non-gamers (Mdn=4.50) and
gamers (Mdn=4.50, p>0.05). On the contrary, ought-to self levels of gamers and non-
gamers were differed significantly (p<.01); that is, gamers’ levels of ought-to self
(Mdn=3.75) were lower than the non-players significantly (Mdn=4.25, U=586.5, z=-
2.676 p<.01, r=0,276). Though the significance between the two groups is evident
statistically, the comparison of L2 self levels regarding gaming could not alone be
sufficient to suggest that gaming leads lowered ought-to L2 self levels or vice versa.
Gameplay habits resulted in a small effect size concerning ought-to self levels
(r=0,276).
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After analyzing the relationship between gameplay and L2 motivation, the game mode
preference of participants was also investigated whether playing the game as a single-
player or multi-player mode differed with L2 motivation. Participants’ answers were
gathered into two groups to compare game modes: infrequent gamers and frequent
gamers. Infrequent and frequent gamers groups were formed according to the time spent
on gaming for each game mode. Those who spent more than 5 hours per week in
gaming were named frequent gamers, whereas those who spent less were named
infrequent gamers. The comparison of infrequent and frequent single-player gamers’ L2
motivation levels were shown in Table 10.

Table 10. Ideal and Ought-To L2 Self Levels in regard to Single-Player Game Frequency

Single-player Gaming

Frequency and L2 Mean  Sum of

Motivation N Rank  Ranks U 4 p
Infrequent gamers 46 49.41 2273.00

Ideal L2 quentg 1016 -676 499

Self Frequent gamers 48 45.67  2192.00

Ought-to Infrequent gamers 46 55.07 2533.00
L2 Self  Frequent gamers 48 40.25 1932.00
**Correlation is significant at the 0.01 level (2-tailed).

756  -2.650 .008**

As illustrated in Table 10, the findings revealed that infrequent gamers of single-player
games had higher ideal self levels (Mdn=4.58) than the frequent gamers (Mdn=4.50);
however, no significant difference between the two groups was evident (p>.05) in terms
of ideal L2 self levels. On the other hand, ought-to L2 self levels of the infrequent
gamers were recorded higher with a strong significance (U=756, z=-2.650 p<.01,
r=0,273). Indicating that frequent gamers had lower perceived external pressure
concerning L2 motivation. Single-player gaming had a small effect size on ought-to self
levels (r=0,273).

After analyzing the participants’ single-player game mode habits with their L2
motivation, the multi-player game mode was also examined. Prior to further analysis,

infrequent and frequent gamers were labelled by their frequency of multi-player
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gaming. Thus, infrequent gamers are defined as players who spent less than 5 hours per
week for multi-player gaming, whereas frequent gamers are defined as gamers who
spent more than 5 hours per week. The comparison of infrequent and frequent multi-

player gamers’ L2 motivation levels was shown in Table 11.

As shown in Table 11, the analysis of the data concerning the comparison of infrequent
and frequent multi-player gamers’ L2 motivation levels revealed that both of the ideal
and ought-to self levels of the infrequent gamers were recorded higher; nonetheless,

none of these differences was statistically significant (p>.05).

Table 11. Ideal and Ought-To L2 Self Levels in regard to Multi-Player Game Frequency

Multi-player Gaming

Frequency and L2 Mean  Sum of

Motivation N Rank  Ranks U 4 p
Infrequent gamers 48 48.79 2342.00

Ideal L2 quen g 10420 -476 634

Self Frequent gamers 46 46.15 2123.00

Ought-to  Infrequent gamers 48 52.11 2501.50

8825 -1.687 .092
L2 Self  Frequent gamers 46 42.68 196350

As for the further analysis of the finding related to game language preferences and L2
Self of gamers, the Likert items were gathered into two groups, namely infrequent
players and frequent players. The group was formed through reported frequencies,
which are Never, Rarely, Sometimes, Often, and Always. Those who answered Never,
Rarely, and Sometimes were gathered up into the group named as infrequent players.
The other options, including Often and Always, were clustered to a group named as
frequent players. After clustering the five groups into two, the analyses were employed
to unveil the possible relationship between gaming language and L2 selves. The
findings concerning gamer participants’ reported game language preferences were

presented in Table 12.

The analysis of the data revealed that gamers who play games with full English content
had significantly higher ideal L2 self (Mdn=4.67) when compared to infrequent gamers
of fully English games (Mdn=3.92, U=209, z=-2.979 p<.01) as shown in Table 12, and
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the effect size was found to be medium (r=0,364). Ought-to L2 self levels of players,
however, did not differ significantly, even though the frequent players of fully English
games (Mdn=3.50) had a lower level of ought-to self when compared to infrequent
players of fully English video games (Mdn=4.00, p>.05). In line with the results from
fully English gameplay, it is also found that players of video games that are entirely in
Turkish had significantly lower ideal L2 self (Mdn=3.92), compared with the infrequent
players in Turkish (Mdn=4.67, U=151, z=-2.400 p<.05, r=0,293).

Table 12. Ideal and Ought-To L2 Self Levels in regard to Gaming Language

Gaming Language and Mean Sum of
L2 Motivation N Rank Ranks U z p

Ideal L2 Infrequent gamers 16 21.56 345.0

Self 209.0 -2.979 .003**
Playingin ¢ Frequent gamers 51 37.90 1933.0

English 5 ght-to Infrequent gamers 16 41.97 6715

280.5 -1.885 .059
L2 Self  Frequent gamers 51 31.50 1606.5

Playing in ldeal L2 Infrequent gamers 54 34.94 1887.0
Ef_]fthSh Self Frequentgamers 13 30.08  391.0
wi

Turkish ~ Ought-to Infrequentgamers 54 34.04 1838.0

Subtitles L2 Self  Frequent gamers 13 33.85  440.0

300.0 -.823 .410

349.0 -.032 .975

Infrequent gamers 57 36.35 2072.0
tdeal L2 TTEHRET S 1510 2400 016*
Playingin ¢ Frequentgamers 10 20.60  206.0
Turkish Ought-to Infrequent gamers 57 32.25 1838.0

L2 Self  Frequent gamers 10 44.00  440.0

185.0 -1.769 .077

**Correlation is significant at the 0.01 level (2-tailed).

*Correlation is significant at the 0.05 level (2-tailed).

Thus, playing games in Turkish had a small effect on players' ideal L2 self levels
(r=0,293). In terms of ought-to self, the findings revealed differed medians between
frequent and infrequent players; however, this finding does not indicate any statistical
significance, as observed with the results of fully English gameplay and ought-to self

levels. As for the data analysis concerning gaming in English with Turkish subtitles, it
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is found that although the median differed, no significant correlation was found between
infrequent gamers' L2 self level scores and the frequent gamers' L2 self level scores
(p>.05).

DISCUSSION

Based on the data analysis, like other studies in the literature, the present study also
revealed that most participants are playing games in their leisure time. However,
contrary to the findings of similar studies (Sundqvist, 2019; Sylvén & Sundqvist, 2012;
Ural, 2009; Yagbasan & Sener; 2019) on COTS and language learning, the present
study concluded that the single-player game mode was favoured more among the
gamers. As for the gameplay habits, it is found that genders varied in line with the
literature, in which male participants spent more time compared to female participants
in both game modes. This finding of the present study shows similarities with several
other studies conducted in different contexts such as Agaoglu and Sad (2020), Jensen
(2019), Sundgvist (2009), Sylvén and Sundqvist. In terms of gaming device preferences,
it is found that the majority of participants preferred laptops for gaming regardless of
their gender; though, the second most preferred gaming device differed between male
and female gamers. While males chose the desktop after the laptop, female gamers
preferred smartphones for gaming. This difference might be interpreted as the male
gamers needing more powerful gaming devices to play high-end digital games and
different game genres such as Role Play, Action, and Adventure games, whereas
smartphones were sufficient to carry on casual gaming for the female gamers. Similar
results were also obtained regarding gamer identity and gender relationships. It is
recognised that most males define themselves as a gamer while females identify
themselves as a gamer less frequently. Nevertheless, regardless of gender, gaming
participants essentially identify themselves as a gamer. When it comes to the gaming
language, yet Ural (2009) suggested that Turkish gamers favour the digital games in
Turkish, the findings of the present study revealed that gamers primarily preferred
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English gaming, in line with the Agaoglu and Sad’s (2020) study, followed by English

gaming with Turkish subtitles.

As for the second research question, the present study’s findings revealed that the L2
self levels of the participants differed in terms of gender; that is, the ideal L2 self of the
females was significantly higher than males. However, concerning the gender variable
in terms of ought-to L2 self, it is found that males have lower ought-to L2 self when
compared to females. Similar results were also found in the relationship between
gameplay habits and ought-to L2 self levels. It can be claimed that the grounds for this
difference could be stem from males’ engagement with digital games more.
Nevertheless, it should be noted that the gaming habit itself would not be sufficient to

explain the differences between genders regarding L2 self levels definitely.

On the other hand, the findings of the present study evidenced a significant difference in
terms of ought-to L2 self levels of gamers and non-gamers, and it is found that the
gamers’ ought-to L2 self levels were significantly lower than the non-gamers. This
could be explained by the engaging nature of the games, where gamers must
comprehend and interact in English to further progress in the game, as stated in the
reports of Turkish gamers in the study of Turgut and Irgin (2009). Because they play
games, their external motivation may be lowered and change into an internal one
through in-game interaction or role-play. This finding of the present study shows
similarities with Sundqvist and Sylvén (2014), who reported that non-gamers inclined a
lower interest in English. The findings of the present study also show similarities with
Thorne (2008b) and Peterson (2012). In Thorne’s (2008b) study, the participants
indicated increased motivation and enjoyment, and in Peterson (2012) study, it was
found that participants demonstrated a desire to be a part of the group in the game;
furthermore, they mentioned that their interaction to be motivating and enjoyable
throughout the game, and emerging interest in playing the in the future. The present
study also revealed that the players who play single-player mode more had lower ought-
to L2 self levels. This finding might indicate that playing single-player games, in
particular, may lower the external pressures to learn the target language and internalise
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the reason to learn it. Thus, it can be claimed that a player whose mother tongue is not
English is highly motivated to carry out tasks in English since it helps to advance them
in gaming, as suggested by Gee (2003, 2012), Knight et al. (2019), Reinders (2012), and
Sykes (2018).

Furthermore, the findings revealed that playing games in fully English were revealed to
have a strong relationship with a considerably higher ideal L2 self of gamer
participants. As evidenced in previous studies, a player’s ideal L2 self may appear as a
desire and willingness to assume the part of a gaming character, imagining himself or
herself fulfilling it ideally Harteveld and Bekebrede (2011). Thus, the higher ideal L2
self of gamers playing in English in the present study could stem from the fact that
interactions with in-game characters and the contextual nature of the digital games are
similar to the experience of the total immersion in a foreign culture, especially in multi-

player games (Waters, 2007).

As for the single-player games, it is found in the present study that taking part in a story
where the role-play is carried out may shape learner L2 identity positively, bonding the
players to the game characters and immersing them in an engaging virtual environment.
Furthermore, as English is the default language of most games (Waters, 2007), it can be
claimed that taking on a role and immersing gamers into a virtual world in a fully

English narrated story may be beneficial for developing an ideal L2 self.

On the contrary, the present study’s findings uncovered that the multi-player game
mode and L2 selves did not differ significantly. While previous studies (Peterson, 2012;
Reinders & Wattana, 2015a, 2015b; Thorne, 2008b; Ural, 2009; Vosburg, 2017; Zheng,
Young, Wagner, et al., 2009) underlined the fact that multi-player game interactions and
socialisation might lead to the higher motivation to continue playing and learning L2,
the present study could not suggest any advantage of multi-player games when
compared to the single-player games. Nevertheless, the multi-player gaming and L2
selves are in need of further investigation to reveal the factors underlying the motivation

aspect previous studies focused on and multi-player game elements.
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Another significant pattern also emerged concerning gaming language and L2 selves:
gamers who play mostly in English had significantly higher ideal L2 self levels when
compared to the gamers who rarely play in English. Therefore, it can be argued that the
relationship between developing an ideal L2 self and gaming in English in an informal

context strengthens the language learning motivation of the learners.

A further significant difference in terms of the ideal and ought-to L2 self levels
appeared among the players of the games fully in Turkish. The ideal L2 self of those
players who play in Turkish was significantly lower, and their ought-to self levels were
higher when compared to players who prefer gaming in English. Concerning this
finding, it can be claimed that the relationship between developing an ideal L2 self and
gaming in English in an informal context strengthens the language learning motivation
of the learners. In line with this finding, it is observed that gamers who preferred
playing in Turkish had much lower ideal L2 self levels, while gamers who do not or
rarely play in Turkish had a clearer vision of themselves as English-speaking
individuals. As Waters (2007) suggested, playing games in a fully English world is
similar to the immersion experience in a foreign culture. Gaming in English may
provide benefits for creating or strengthening players’ ideal L2 self through practising
with different identities by interacting with other players or non-player characters or
taking a role in a virtual world and risk-free environment (Gee, 2007; Harteveld &
Bekebrede, 2011; Reinders, 2012; Thorne et al., 2009). Although her study is focused
on literary practices, Black (2006) suggested that the participant’s fanfiction writing
habit allowed her to express various facets of her identity in various ways over time.
The findings of the present study also show similarities with Lee and Hoadley (2007),
who found that digital games encourage learning by directly using identity enactment
and role-play to motivate and engage students; that is, they thoroughly recruit an
individual’s identity while taking on the identity of a gaming character. Though their
study did not focus on L2 selves or language learning, the affordances that appeared in

the study are in line with the present study.
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CONCLUSION

Given the empirically observed prevalence of digital gaming as a leisure activity among
language learners and the assumed potential for L2 motivation, this study may have
implications. There are several potentials for developing foreign language learning
motivation on language learners through games in the emerging context where English
appears to be used outside the EFL classroom. Thus, such informal gaming practices, in
which gamers engage in their natural environments, homes, should be encouraged
among foreign language learners. The findings of the present study suggested that game
language also has a significant role, as learners must understand and interact using
English to progress in the game. Further, providing opportunities to practice with
different identities through taking a role and interacting with other players. These
findings indicated that informal gaming practices might shape learners’ L2 identity

positively, which in turn affects their foreign language learning motivation.

Future research in the field could investigate game habits in detail, including game
genres, game-player interactions in regard to the foreign language learning motivation,
and L2 motivational selves. Nevertheless, the present study comes with some
limitations, as the number of participants was not large enough to generalize to the
population. Moreover, the study gathered its data only through a survey; questioning the
variables in detail through qualitative methods is another limitation. Hence, further
studies should be conducted with large-scale participants, and qualitative aspects might

be included to gain deeper insight.
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GENIS OZET

Arastirmanin Amaci

Eglence yoniiniiniin dtesinde, dijital oyunlar ¢esitli yas gruplart arasinda popiilerlik kazandikea,
dil egitimcilerinin dikkatini ¢ekmistir. Cogu dijital oyunun Ingilizce olmasi, oyuncularin oyun
oynarken genellikle Ingilizceye maruz kalmalar gibi durumlar, informal ortamlarda yiiriitiilen
dijital oyun pratiklerinin dil 6grenimine katkisimin arastirilmasina olan ilgiyi artirnigtir. Ancak
mevcut literatiirdeki ¢alismalarin ¢ogunun dil ogrenenlerden dijital oyunlar oynamalarimin
istendigi formal bir ortamda yiiritildiigii goriilmektedir. Bu nedenle, informal bir oyun
ortaminda oyuncularin dil 6grenme motivasyonunu kesfetmek, bu alana artan ilgiye katkida
bulunabilir. Dijital oyun yoluyla dil 6grenimi icin bu tiir informal firsatlarin arastirilmasi biraz
ilgi gormiis olsa da, dgrenen tarafindan yénlendirilen informal dijital oyunun ogrencilerin
yabanci dil 6grenme motivasyonu iizerindeki rolii yeterince arastirilmamistir. Bu nedenle, bu
calisma, yabanci dil dgrenenlerin dijital oyun aliskanliklarimi incelemeye ve dgrenci odakl
informal dijital oyunlarin olasi motivasyonel etkilerini ortaya ¢tkarmaya ¢alismaktadir.

Arastirmanin Yéntemi

Bu ¢alismanmin tasarumi, kesitsel bir tarama c¢aliymast olan nicel niteliktedir. Veriler,
arastirmacilar tarafindan gelistirilen bir anket yoluyla toplanmigtir. Katilimcilarin oyun
aliskanliklar, oyunlarda gegirilen siire, oyun modu ve oyun dili gibi degiskenlere iliskin
demografik sorular araciligiyla betimsel olarak incelenmistir. Bu ¢alisma kesitsel bir tasarim
kullanarak, dijital oyunla ilgili birden fazla degiskeni aragtirmay ve dijital oyun ile katilimcilarin
dil ogrenme motivasyonu arasindaki olasi iligkiler hakkinda ¢ikarimlarda bulunmak igin
orneklemden cesitli nitelikler hakkinda veri toplamayr amaglamistir. Ek olarak, katilimcilarin
Ideal L2 ve Ought-to L2 benliklerine iliskin algilar: incelenmistir.

Arastirmanin Bulgular

Sonuglar, literatiiriin aksine, tek oyunculu oyun modunun oyuncular arasinda daha fazla tercih
edildigi sonucuna varnusgtir. Oynanis aliskanliklarina gelince, her iki oyun modunda da erkek
katilimcilarin kadin katilimcilara gore anlamli olarak daha fazla zaman gegirdigi; literatiire
paralel olarak, cinsiyetlerin farklilastigi tespit edilmistir. Oyun cihazi tercihlerine gore
kattlimcilarin biiyiik ¢ogunlugunun cinsiyet ayrimi gozetmeksizin oyun oynamak igin diziistii
bilgisayar: tercih etmis, fakat en ¢ok tercih edilen ikinci oyun cihazi, erkek ve kadin oyuncular
arasinda farklilik géstermistirv. Erkekler laptoptan sonra masaiistiinii tercih ederken, kadin
oyuncular oyun oynamak igin akilly telefonlar: tercih etmistir. Oyuncu kimligi ve cinsiyet iligkileri
konusunda da benzer sonuglar elde edilmistir. Cogu erkek katilimct kendilerini bir oyuncu olarak
tamimlarken, bu oran kadin kattlimcilar arasinda daha az bulunmustur. Bununla birlikte,
cinsiyetten bagimsiz olarak, oyuncularin kendilerini genellikle oyuncu kimligi ile tanimladiklar:
bulunmustur.

Ikinci arastirma sorusunun sonuglari, katihmcilarin L2 benlik diizeylerinin cinsiyete gore farklilik
gosterdigini; yani kadwlarin Ideal L2 benliginin erkeklerden dnemli élgiide daha yiiksek
oldugunu gostermistir. Cinsiyet degiskeni ile Ought-to L2 benlik a¢isindan bakildiginda,
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erkeklerin kadmmlara gére Ought-to L2 benliklerinin daha diisiik oldugu bulunmustur. Oynanis
aliskanliklart ile Ought-to L2 benlik seviyeleri arasindaki iliskide de benzer sonuglar
bulunmustur. Oyun oynayan ve oynamayanlarm Ideal L2 benlik seviyeleri agisindan anlamli bir
fark oldugu gériilmiis ve oyuncularin Ought-to L2 benlik seviyelerinin, oyun oynamayanlara gére
onemli ol¢iide daha diigiik oldugu bulunmugstur. Oyun dili ile ilgili olarak, oyunlart tamamen
Ingilizce olarak oynayan oyuncularin oldukca yiiksek Ideal L2 benlikleri oldugu; oyunlari
tamamen Tiirk¢e oynayan oyuncularin ise Ingilizce oyun oynamayi tercih edenlere oranla Ideal
L2 benliklerinin daha diisiik, Ought-to L2 benlik seviyelerinin ise anlaml olarak daha yiiksek
oldugu ortaya koyulmustur.

Sonug ve Oneriler

Bu ¢alismamn bulgulari, ogrencilerin oyunda ilerlemek icin Ingilizceyi anlamalart ve Ingilizce
kullanarak etkilesim kurmalari gerektiginden, oyun dilinin de onemli bir rolii oldugunu ileri
stirmiistiiv. Ayrica, dijital oyunlarin dil 6grenenlere, rol yaparak ve diger oyuncularla etkilesim
kurarak farkly kimliklerle pratik yapma firsatlart sagladigi diisiiniilmektedir. Bu bulgular,
informal dijital oyun uygulamalarmmin ogrencilerin  ikinci dil kimligini olumlu yonde
sekillendirebilecegini  gostermis ve bunun da yabanci dil 6grenme motivasyonlarin
etkileyebilecegini one stiriilmiigtiir.
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ABSTRACT

This paper reports on a classroom-based research study aiming at raising EFL pre-service
teachers’ awareness of varieties of English by means of listening journals in an online teacher
training course. 143 journals which were written (bi-)weekly by the trainees throughout the
course term served both as a pedagogical tool and a research instrument. Their reflections on the
web-based audiovisual materials of their choice revealed that the journals have been influential
in realising the research aim in that the trainees were exposed to various English uses through
these materials. As the course which comprised reading articles on native speakerism, standard
English versus World Englishes, reflection tasks, presentations and classroom discussions
progressed, they expanded the range of English uses in their web-based audiovisual materials.
They started with more Centre-based uses of English specific to Inner-Circle-called countries
such as the UK, the USA, Canada and developed a growing interest in the emerging uses of
English in the Expanding and Outer Circle-called countries in the upcoming weeks. Drawing on
the conclusions from their reflections in the listening journals, | will discuss the points which they
have become mindful of and touch on practical implications and suggestions for future research.

“Almtilama: Kani, Z.G. (2022). Reflections on Varieties of English in an Audiovisual Media-
Based Online Teacher Training Course. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi,
GEFAD-YABDILSEM, 463-494.

*This study was presented orally at the First International Symposium on Foreign Language
Teaching which was held in Gazi University, Ankara on June 28-30, 2021.
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0z

Bu makale, ¢evrimici bir 6gretmen egitimi kursunda dinleme giinliikleri aracihgiyla Ingilizcenin
cesitlerine iliskin Ingilizce 6gretmen adaylarimn farkindaligint artirmayr amaglayan simf temelli
bir arastirma ¢alismasina iligkindir. Ders donemi boyunca 6gretmen adaylar: tarafindan (iki)
haftada bir yazilan 143 giinliik hem pedagojik bir ara¢ hem de bir arastirma araci olarak hizmet
vermistir. Sectikleri internet tabanli gérsel-isitsel materyaller iizerine diisiinceleri, adaylarin bu
materyaller araciligiyla cesitli Ingilizce kullamimlarima maruz kalmalart nedeniyle giinliiklerin
arastirma amacint ger¢eklestirmede etkili oldugunu ortaya koydu. Kokten-anadilcilik?, standart
Ingilizce ve Diinya Ingilizceleri iizerine makaleler okuma, yansitici diisiinme édevleri, sunumlar
ve sunif tartismalarindan olusan ders ilerledikge, internet tabanli gorsel-isitsel materyallerin de
Ingilizce kullanim yelpazesini genislettiler. Ingiltere, ABD, Kanada gibi I¢ Cember olarak
adlandirilan iilkelere ozgii, Ingilizcenin daha Merkez tabanli kullamimlariyla basladilar ve
ilerleyen haftalarda Genisleyen ve Dis Cember olarak adlandirilan iilkelerde Ingilizcenin ortaya
ctkan kullammlarima artan bir ilgi gelistirdiler. Dinleme giinliiklerindeki diisiincelerinden
¢tkardiklar:  sonuglara dayanarak, dikkat ettikleri noktalar: tartisacagim ve gelecekteki
arastirmalar i¢in pratik ¢ikarimlara ve onerilere deginecegim.

Anahtar Sozciikler: fngilizce cesitleri, Gorsel-isitsel medya, Internet tabanl ogretim, Giinliikler,
Ingilizce 6gretmeni adaylart.

INTRODUCTION

In the days of emergency remote teaching (Hodges, Moore, Lockee, Trust, & Bond,
2020) due to the precautions against the coronavirus disease 2019, we have relied on
web-based resources more than ever in an unexpected and unprecedented way. While
traditional well-designed distance education provides a flexible and alternative learning
environment, emergency remote education is meant to be quickly and reliably available
because of the obligatory circumstances (Bozkurt & Sharma, 2020), which is why
developing an effective learning environment in an emergency requires extra effort and
careful planning. As a teacher educator, to have an efficient online teacher training

course about intercultural communication, | have suggested the trainees to make use of

T Kokten-anadilcilik (native speakerism), sdzde ‘anadil konusur(u)/dogal konusucu’larin, hem
Ingilizcenin hem de onu dgretme yontembiliminin amaglarmin kendisinden ¢iktign bir ‘Bati
kiiltiirii’nii temsil ettiklerinden, en iyi Ingilizce dgretmenleri ve drnekleri oldugu sanini/inancini
savunan yeni/neo-irk¢1 bir ideoloji/diistingii/diisiinceler biitiiniidir (Holliday, 2005:6; 2018).
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videos or podcasts for gaining an understanding of varieties of English, with this issue
being integrated into the English Language Teaching (ELT) programmes of the Higher
Education Institutes in Turkey since 2018 (Yiiksekogretim Kurulu- Council of Higher
Education, 2018). To get an idea of whereof this issue has come out, we need to go into
the burgeoning debates on rethinking the ELT world in line with the blurred boundaries

across geographies and societies.

With the internationalisation of the English language, we have witnessed its association
with a great number of socio-linguistically diverse users rather than purely with English
as a first language community of users (Dewaele, 2018; Hu 2012). At the same time,
some of the fundamental assumptions that underpin the ELT have been problematised
(Phillipson, 1992; 1997; 2017; Kubota, 2002; 2016). These assumptions could be
regarded as predominant views and one-size-fits-all approaches to the spread of English
and ELT, along with rationales that ELT is putting forward to establish legitimacy
(Phillipson, 1992: 185; Kani, 2021: 97-98). Therefore, there has been a shift of
emphasis from a monolingually centralised mainstream language pedagogy to a more
equity-oriented interculturally sensitive one over the last decades (Davies, 2003; 2006;
Kumaravadivelu, 2006; Kubota, 2002; 2016).

While the native speakerist agendas promoting standard varieties of English have been
challenged in the 21% century, there has been a call for incorporating varieties of
English into both language education and language teacher education with a focus on
intercultural communication (Baker, 2012; Holliday, 2005; Jenkins, 2012;
Kumaravadivelu, 2012; Matsuda, 2012; Suzuki, 2011). Taking this emerging need into
account, [ aimed to raise the language teacher trainees’ awareness of such varieties of
English and explore their preferred types of English, reasons for their choices, and
reactions to the speakers through journals. Moreover, | introduced the trainees to the
diversity of English and help address the theory/practice divide in the field of language

teaching & teacher education.

When the studies about accent, intelligibility and ‘nativeness’ are scrutinised, it could

be traced in the literature review including both theoretical and practical studies that
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there is a discrepancy between research suggestions in favour of the integration of the
varieties of English language and real classroom practices in line with the

monolingually-oriented mainstream language education.
The Literature Review

It is generally emphasised in the literature that the assumption of the general desirability
of ‘native-like’ pronunciation for L2 learners is unsustainable from a socio-
psychological point of view (e.g. Jenkins, 2000, 2006, 2007; Kirkpatrick, 2006, 2007,
McKay, 2002; Seidlhofer, 2001, 2004, 2006; Rubdy & Saraceni, 2006). The place of
‘nativeness’ in the goal of L2 pronunciation teaching has been questioned, and its
problematic nature has been emphasised in that it could cause identity conflicts and
insecurity while language learning (Thir, 2016). However, the theory/practice divide
could be observed if we turn our eyes from the high hard ground to the swampy fields
of language learning/teaching. The following studies reveal whether sustainable
approaches to language learning and teaching in line with the real contexts of English

uses are considered or not at the practical level.

Hu (2004: 31) conducted a survey study with 1251 students at a Chinese university and
found out that 100 % of them regarded British and American English to be the only 2
standards. Similarly, Timmins (2002: 42) applied a questionnaire to 580 English-as-an-
additional language (EAL) students from 14 countries and to 180 teachers from 45
countries, as a result of which he showed that over two-thirds (67 %) of all students
preferred ‘NS’ pronunciation to accented ‘NNS’ pronunciation. In another study in
which a questionnaire and tape-recorded story extracts were used as research
instruments to elicit 66 Hong Kong secondary students’ reaction to different accents and
‘nativeness’, a much greater preference for the Received Pronunciation (RP) speaker
(Luk, 1998). A similar survey study conducted with 171 mainland Chinese college
students resulted in the report that Standard English is considered as an attainable goal
by most of them (Kirkpatrick & Xu, 2002).
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The results of more recent studies about EAL users’ own perceptions (Li, 2009; Tsou
and Chen, 2014; Sung, 2016a; Wang & Jenkins, 2016) are also concurrent with the
results of the studies described above. Participants from different contexts like China,
Hong Kong, Taiwan have felt attached to the ideology of native speakerism as this
discourse is very strong in the societies. Lately, Ferri and Magne (2020) conducted a
qualitative study regarding the language ideology of nativeness through interviews with
23 ESL users in the intercultural context of Montreal, and they explored that the
participants had an image of an idealised group of L1 speakers and ambivalent attitudes
toward linguistic diversity, encountering with L1 varieties not conforming to the
idealised L1 speaker. Instersecting with the existing theoretical studies, the results led
the researchers to adopt the term of Lx speaker in search of a more realistic positioning

regarding the self-image and the linguistic performance of users of English.

In terms of instructional research designs that engage EAL learners or pre-service
teacher with the diversity of English, there are only a few studies. In the Japanese
context, Galloway and Rose (2014) asked college students to use listening journals to
make comments on the resources they chose to listen to, and revealed that they
preferred English varieties, especially Asian, compared to ‘native’ English. In another
classroom-based study aiming at disrupting the harmful effects of native speakerism
(Schreiber, 2019), MA TESL students in Sri Lanka took part in an online intercultural
exchange activity, communicating with undergraduates in New York City through
digital platforms. Interviews and students’ online writing showed that they became
aware of the linguistic and racial diversity in the US, confronting dialects like African
American Vernacular English. Reflecting on shared ESL status, they gained confidence
in international dialogues and began to challenge their beliefs about the privileged status
of the IC speakers. In the Indonesian context, another practical study was recently
conducted by Kusumaningputri (2020), who instructed college ESL learners, exposing
them to varieties of English through TED talks using portfolios. She found out that this

practice has resulted in the learners’ “acknowledgement of many models of English,
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Englishes can be the ‘right’ English, and Englishes as a marker of identity” and “the

complexities of wholehearted adoption of Indonesian accent” (ibid.: 49).

After a general review, it could be seen that not enough has been done to research EAL
users’ views toward the most desirable pedagogic model of English or to raise
awareness about the diversity of English users in practice. In the Turkish EFL or teacher
training contexts, little is known about the views of Turkish users and pre-service

teachers of English regarding exposures to varieties of English.
Research Questions

Due to the scarcity of instructional research studies as detailed above, this research
study aimed at contributing to the ELT literature regarding to what extent the
researchers’ assumptions about English use(s) and pedagogical models are matched by
EAL users’ own perceptions while introducing such varieties to them, i.e., pre-service
teachers (PSTs) in this study. With this aim, the following research questions were

investigated in this paper:

1. What types of English were there in the audiovisual media-based materials that the

PSTs chose to listen to, and why?

2. What features did the PSTs attribute to the speakers’ English use during their
observation?

3. What were the PSTs’ overall reflections on the use of listening journals as a learning

tool during the course?

METHODOLOGY

The Research Design

This study is part of a larger classroom-based research project (Nunan & Bailey, 2009)
that has been implemented to build on the previous research studies and calls for a more
inclusive language classroom and expose the PSTs to varieties of English and different

views on the spread of English and intercultural communication. It will delineate the
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use of listening journals as an extensive and intensive learning tool as one of the
reflection tasks about varieties of English to bridge the gap between theory and practice
in the field of English as a contact language within the arenas of intercultural

communication.
The Context & Participants

The study was conducted in an online teacher training course on intercultural
communication and the spread of English at the ELT department of a western state
university in Turkey. 36 PSTs participated in the listening journal activity which was

suggested to be written (bi-)weekly throughout the course.

A pre-course survey showed that majority of the trainees felt the necessity of providing
students with the instances of non-English cultural practices and of varieties of English
(64,7 %) and found it necessary for them to get exposed to varieties of English as an
ELT trainee (81,9 %). Based on the needs analysis of the PSTs, an online teacher
training course which was taught for a 14-week university semester by the researcher
was designed in that it included activities like reading articles on native speakerism,
standard English versus World Englishes, reflection tasks, presentations and classroom

discussions.

Within the scope of this paper, listening journals as part of the reflection tasks will be
unfolded as a pedagogical tool for the PSTs to get exposed to varieties of English and

gain an insight into English uses around the world.
Data Collection Instruments & Procedures

Listening journals were used as the main research instrument as in Galloway and Rose’s
(2014) study. These tools are demanding cognitive tasks that teach the participants
“how to listen with a breadth and depth of exposure”, which has never been taught in
the history of ELT (Schmidt, 2016). They provide the participants with an opportunity
to “record their extensive and intensive listening practices, as well as reflections on their

listening experiences” (ibid.: 3).
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With the emergency remote teaching that has led us, both educators and trainees, to
make use of web-based resources heavily, these tools seem to be just tailor-made for the
current situation, in addition to its effectiveness during usual circumstances. Its
effectiveness not only stems from its being a useful learning tool in terms of purposeful
listening but also concerns its being an eminent research instrument which provides the
perspectives and experiences of participants as ‘co-researchers’ at the same time

(Dornyei, 2007: 157; Galloway & Rose, 2014: 388).

The PSTs completed 143 listening journals in total, listening to speakers from a range of
English-speaking backgrounds for an average of ten minutes throughout the term. The
listening journal guidelines in Galloway & Rose’s study (2014: 395) were
recommended so that they could reflect on such details as the speaker’s nationality, the
reasons for their choice, the speaker’s use of language components and pragmatic or
intercultural strategies, their views on their (un)intelligibility and the reasons for their
reactions and attitudes. In addition to the suggested web-based audiovisual sources such
as videos on social media, TEDx talks, and podcasts, they found their own sources

according to their interests.

The PSTs also filled in a questionnaire with open-ended questions as the second data
collection instrument, to evaluate the course and the listening journals at the end of the
course. Open-ended questions yield important insights into the participants’ personal
experiences, feelings, attitudes and their views on the affordances and challenges of the
specific practice under investigation while increasing respondent engagement in the

guestions.
Data Analysis

The data from the listening journals were analysed according to the pre-determined
categories within the journal guidelines at start; moreover, | paid attention to the
emerging data from the reflections during the second stage of the analysis. In this sense,
both concept-driven and data-driven coding played an important role in the content

analysis which was descriptive and exploratory at the same time (Creswell, 2013). The
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emerging codes were subjected to the constant comparison method to place them under

new or existing categories.

The first category concerned the country of origin of the speaker that the PST chose to
listen to. Acknowledging its limitations in relation to the representation of the current
sociolinguistic profile of English users, | preferred to group these countries according to
Kachru’s (1992) three concentric circles of World Englishes; i.e., the inner circle (IC),
the outer circle (OC), and the expanding circle (EC), for ease of preliminary analysis
and due to its widespread recognition and remarkable contribution to fruitful
discussions about the diversity of arenas where English is used as a contact language.
The other categories comprised the PSTs’ reasons for choice, reported reactions and

attributes of speakers.

The content analysis of open-ended questions as a secondary data set also provided rich
relevant emerging data regarding their reflections on the listening journals as a

pedagogical tool.
Ethical Considerations

Prior to the research, the ethics board approval was obtained from the Ethics Board of
the School of Graduate Studies at Canakkale Onsekiz Mart University (Appendix A:
The approval document with the number 09/14 on 20/05/2021).

All the PSTs were informed about the purpose of the listening journal activity, and the
volunteers wrote the journals and answered the open-ended questions, giving their
consents. The extracts from the accounts of the pre-service teachers were indicated as
PST1, PST2, PST3... in the findings for their anonymity and confidentiality.

The paper was written in accordance with the ethical principles of the community of
educational academic research and publication, with the call for the full papers
presented at the 1% International Symposium of Foreign Languages Teaching Gazi
University, Ankara-TURKEY on 28-30 June 2021.
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FINDINGS

This section presents the answers to three research questions under the following
headings: the PSTs’ choice of the speaker, their reported reactions and attributes of

speakers, and lastly their reflections on the listening journals as a pedagogical tool.
The Pre-service Teachers’ Choice of the Speaker

The types of the speaker playing a role in the audiovisual media-based material chosen
by the PSTs have been classified according to the three concentric circles in Table 1

below.

The type of Englishes which prevailed in the participants’ listening journals consisted of
that of the IC-called countries (62 %), respectively, the US, Canada, the UK, New
Zealand, Australia, Ireland and Scotland. As the coding frequencies for their preferred
type of Englishes indicate in the table, there is a tendency to listen to the speakers from
the US, with the highest number in the rank order. Some of the speakers from the IC
also had attachments to another country prior to their secondary citizenship as could be

seen in the notes of Table 1.
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Table 1. The PSTs’ Choices by Country Grouped into the IC, the OC, and the EC.

IC N oC N EC
us* 51 India 14 Slovakia
Canada** 17 Nigeria 2 Czech Republic
UK*** 12 Kenya 1 Korea

Pakistan
New 3 Philippines 1 Belarus
Zealand
Australia
Ireland
Scotland

ww =

N

w

India 1

N

Denmark
Austria
Bosnia H. (B.
Swedish)
China

[EN
RPN

A

Egypt
France
Germany
Holland
Hungary
Indonesia
Japan
Poland

Russia
Singapore
Switzerland
Sweden
Turkey

PRRPRPRPRREPRPRPRRPRREPREPRRERER

TOTAL 89 TOTAL OC 19 TOTAL EC
IC
Note. Continental colour codes in the OC and the EC: green- (South) Asian; purple-
African; red- (Far) Eastern; orange- Latin American; blue: Slavic; black- European.
*Including Canadian American, German American, African American, Scottish
American, English American, Belarusian American, Palestinian American. **Including
An Australian-born Canadian, Italian Canadian.
***|ncluding Iranian British.

35

While the preference of the speakers from the US featured heavily throughout the term,

the PSTs increasingly showed an interest in Englishes outside of the IC after the weeks
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of group presentations related to the historical, sociolinguistic, cultural, and educational
profiles and the practices of English language learning, teaching and use in the specific

country they chose to research.

The EC-called countries had the second highest total number (24 %) according to their
preference, followed by the OC-called countries (13 %). Another important point about
their choices were related to the unavailability of videos including non-American

speakers as PST22 and PST35 asserted among several others:

The funny thing is, | was actually going to listen to Nigerian English but | came
across this video (which is about procrastination) on YouTube, while 1 was
procrastinating. So, | was like, why not? | tried to postpone listening to
American dialect as it is so common, but here we are, the day has come. | find
American dialects very unflavoured and... basic? American English is more
widespread, so there’s no escape from it. People are simply used to it. That is
one of the most important reasons why they think it is the ‘standard English’
(PST22).

Another reason for me to choose this speech is that I couldn’t find a good World
English speech that was different from what | did before. | started to have a hard

time finding different dialects, so finally | decided to listen to this one (PST35).

There were a wide range of reasons given for their choices as in Table 2 below. The
table provides us with an insight into reasons for their tendencies to choose a specific

type of speaker.

Integrative motivation, with the highest number in the list of reasons, included personal
interests in the topics like “improving the focusing skill, the profession of bodybuilding,
getting info about the Covid; supernovas; the benefits of reading fiction; social media;
gender equity; immigration; cosmic energy; archaeology; a sci-fi universe; oceans; the
butterfly effect; innovations; human psychology and body language; self-love, human

rights, self-motivation”.

Table 2. The PSTs’ Reasons for Choice by Frequency
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Tree Code Code Frequency
Interested in the Topic, the Concepts, or 41
. Ideas
:\:toet?\r/g?i\éﬁ Interested in the Person 37
Disciplinary Interest 28
Cultural/Historical Interest 10
Familiarising Myself with a Different 17
Accent (Canadian, Scottish, New
Zealander, Indian, Danish, Irish, Polish,
British, Thai, Filipino, Bosnian Swedish,
Indonesian, Korean)
Empathising with Another EFL Speaker
e (Switzerland, Singapore, Nigeria, 12
Familiarity Hungary, Turkish)
Basic English/More Understandable/ 6
Common (US)
Hard to Understand (UK) 1
Comforting and Understandable Compared 1
to US/ UK (Aussie)
Unfamiliar/ Amusing/ Calming (Indian) 1
Inspirational, Impressive, Motivational, 24
Usefulness .
Supportive
Personal Development 13
Love for a
Specific
Accent Indian 6
“Native
Speakerness”  British (3), American (2) 5

The second most cited resource of integrative motivation, after the aim of increasing

knowledge about these topics, was interest in a celebrity or the voice or accent of a

famous person such as “an actor-actress, a great politician, a composer, a comedian, a

basketballer, a journalist, a cook, the youngest person to travel to every country, a

physicist, a global leadership catalyst-advisor, a cognitive scientist, a well-known

writer, a business magnate, and a seafarer”. These were succeeded by the third most

cited reference to disciplinary interest in ELT, education, languages, polyglots, the

relationship between language and thought, early childhood pedagogy, the relation

between language loss and the globalization of English, and lastly by cultural or

historical interest (e.g., Aboriginal way of living, intercultural exchanges).
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The second most highlighted main theme about reasons for choice was unfamiliarity
with the varieties of English, which led several of them to look for “a different accent”
or “another EFL speaker” as they considered themselves as an EFL speaker and wanted
to empathise with someone like themselves. They were so much used to American
English that they labelled it as “basic English” that is “more understandable” and “less
complex type of English”. Hence, American English meant “familiarity” to them in
contrast to other types of English. There was a few of them who pursued to listen to
speakers of British English or Indian as they are “hard to understand” or “unfamiliar”,
while a few of them found Aussie type of English “comforting and understandable
compared to the US or the UK” and Indian type of English “amusing and calming”.
Accent-wise, a few of them emphasised “nativeness” over other reasons with a

reference to British and American.

With almost the same coding frequency as familiarity, “usefulness” was the third most
important factor for the PSTs to choose an audiovisual media-based material. What
caught their attention was whether the material was inspirational, impressive,
motivational and supportive. Likewise, the other sub-theme under usefulness was

related to “personal development”.
The Pre-service Teachers’ Reported Attributes of Speakers

Interestingly, journal entries were mostly related to their attitudes towards the diversity
of English rather than interactions among English-as-a-first-language (FirstL) speakers,
English-as-an-additional-language (EAL) speakers or both. Their attitudes towards
“native and non-native English speakers” (NES and NNES) and comparisons between
them featured heavily as a reaction to the speeches. In most of the entries, subsequent to
this dichotomous identification of the speakers came their analyses of the speech
components, such as grammar, vocabulary, pronunciation, and (un)intelligibility. As
seen in Table 1, 89 journal entries (62 %) included speakers from the IC, which showed
that the PSTs were obviously inclined to think about English proficiency according to
the criterion of “nativeness” in line with their educational background that prioritised

American English over other types of English. This is also evident in 51 entries of while
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American English, which took the first place in the hierarchy. Also PST31 clarified as
follows: “Although this speech is a sample for British accent, | had no hard time to
catch the words. (I studied English language in American accent for my whole life.)”.
However, 22 (22 %) out of 89 entries included both positive and open-to-development
aspects related to the speech of the FirstL speaker, which shows that they critically
analysed the speeches by taking criteria about both language components and
communication skills into account. PST12 makes it clear by stating that: “Her
pronunciation was clear and understandable. Being a native speaker of English is an
effect, but some of the native speakers’ pronunciation may not be clear always. I liked
the talk as a whole- the topic was really interesting.” PST11 supported this in his
comments: “Their aim is to try to be clear and understandable like we do while speaking
our mother tongue, Turkish. Another fact | have realised is native speakers can also
make mistakes and it quite natural.” Another outstanding point about the entries of the
IC speakers is that among 38 entries including other IC English speakers (Canada, the
UK, New Zealand, Australia, Ireland and Scotland in the hierarchical order), there were
18 entries (20 %) with overt explanation that they were looking for a different IC
speaker like British, New Zealender, Irish etc. as PST19 said: “l chose this record
because | wanted to see if there was a big difference between Australian and New
Zealand English”. This also reveals that several PSTs do not see American English as
the only standard, and they are aware that there are variations within one type of IC

English too.

53 journal entries (37 %), including speakers from the EC and the OC, reflected a
mixture of their shifting views in line with the diversity of English users and existing
views in favour of the “native speakerness” which was closely aligned with proficiency,
normativity and intelligibility. Out of 53 entries of EAL speaker, except for one entry,
all entries had positive comments about the EAL speakers, while 7 of entries
appreciated them to the fullest as an EAL speaker, neither with a comparison with a
FirstL speaker (by saying “as if they were a native speaker of English” or “fluent and

clear with no accent”) nor with an indication of any mistakes or negativity.
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Nevertheless, 22 of them could not help comparing the EAL speakers with the FirstL
speakers when their speeches were found to have no mistakes or negative aspects as one
comment by PST1 stated: “She seems to speak perfect English, except for her accent”.
23 entries left included both positive and open-to-development aspects in the speeches.
There were a few PSTs who investigated the issue of “nativeness”, the globalisation of
English etc. by choosing videos on this and concluded that the way of speaking is
related to one’s identity too. A comment by PST7 caught my attention in this sense: “He
sounds as if he tries to make it obvious that it is not his native language.” Another
comment by PST11 was striking: “Our accent is a part of our personality. Thus, do

whatever you want to do with your English, but please do not change your accent.”

When the PSTs’ reactions to the FirstL speakers were examined, it was revealed that
they associated them with positive attributes such as ‘impeccable’, ‘excellent’, ‘perfect’,
‘brilliant’, ‘correct’, ‘fluent’, ‘comprehendible’, ‘easy to follow’, ‘pretty revealing and
clear’, and with descriptions such as English by its actual origin, and NS-based accent.
While the attributes of EAL speakers were mostly positive, there was a constant
comparison between their English use and FirstL speakers’, which is obvious in the

following extracts:

She used grammar correctly almost all the time. Also, her word choices were
excellent. When it comes to the pronunciation, she spoke purely and every single
thing she said was so clear and understandable. I could not hear any mistake in
her language because she was speaking as if she was native speaker of English
(PST27).

Her pronunciation sounds like she is a native English speaker. Her
pronunciation is very spot on. Her use of grammar is very precise and she sounds
like she did not put much effort perfecting her grammar throughout her speech.
She sounds very natural in terms of her pronunciation and use of grammar
(PST18).
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As she said, she is a polyglot and knew 8 languages at the time of this talk. She
is a language mentor, and she has other friends who are also polyglots. Her
grammar was really good, and she was speaking fluently (I think she talks better
than native English speakers). Her vocabulary was extensive, and | was able to
understand everything except the term “polyglot” (I searched it up after listening,
but I understood the meaning during her talk). Her pronunciation was okay for a
non-native speaker, it was clear and smooth. | liked everything about the talk
(PST5).

Some PSTs were more realistic in their observations, which gave them an opportunity

to reflect on their own positions, considering their language learning context,

empathising with the speakers in the materials, and acknowledging that English was a

foreign language or an additional language.

English is my foreign language just like him, so it enables me to see my level a
little bit. Apart from that, | like hearing different accents apart from common

ones like British, American, etc. For me, they sound very cute (PST12).

First of all, it is clear that Raphael is able to speak a language apart from English
because he has an accent (you might say German, Swiss, Austrian) but it does
not change the fact that he is really good at English. What | mean is, English
might be his L2 (PST9).

The comments above display that these PSTs judge the EAL speakers not according to

the criterion of “nativeness” but according to language proficiency. Also, while some of

the PSTs had negative attitudes towards EAL speakers’ intelligibility albeit ‘sufficient’

grammar in use, several PSTs found them intelligible, noting the difference of the

speaker’s pronunciation from the ‘common’ or ‘usual’ pronunciation they used to

hearing:

His speech was comprehensible for most of the time, but his pronunciation was
different from what | am used to hearing. Most of Asians have this problem, but
I do not think that it is a bad thing as one can understand her (PST32).
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| listened to many speakers from different countries. It really raised my
awareness about accents; for example, 1 listened to a famous football player's
video -half Serbian half Swedish-, and it is so normal to have an accent. The only
thing is conveying your ideas to the people. Apart from that, | do not care about
having "British" or "American" accent etc.- it is just the fun part of it. It is not

specifically necessary for me. To be honest, | find accents cute :) (PST17).

Considering the results in the previous section and English language education system
in Turkey, we can easily say that this ‘common’, ‘usual’, ‘standard’ or ‘basic’ type of
English is American English. PST11 put it clearly: “It is hard to recognize that she is
not American.” While American English was cited the most, several PSTs were also
critical of why this was the case. In this sense, another striking comment was about
cultural globalisation and the US domination in the media as implied by PST15: “I
learned that there were more Englishes than | expected, and it is quite hard to find a

good example for other Englishes. The west English dominates the others.”

Some PSTs showed their appreciation of and respect for EAL speakers openly, while
questioning the given in terms of the superiority of American English or another

English FirstL use:

I became familiar with different dialects. | used to think the less popular dialects
of English were non-understandable, but that was because of the way the media
represented them. They made us think the dialects other than English and
American were "not understandable”, "funny", "weird". But they are really
unique and beautiful (PST25).

Everyone has their own journey of learning English, and we should not focus on
a standard English anymore. As | understand from my journals, people DO have
accents. It is so normal. We should not judge people on their accents, but we
should appreciate them as they are learning English and do something useful for
themselves (PST3).
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PST35 also supported these views by stating that: “Everybody has a different accent
even though they are native speakers.” Their views of NES vs NNES as two opposite
sides of a continuum at the beginning of the course was replaced by a more inclusive
view of diverse English language users, with the expectancy of a linguistic feature

peculiar to the speakers’ background and identity, whether they are FirstL or EAL users.
The Pre-service Teachers’ Reflections on Listening Journals

In the PSTs’ reflections on the use of listening journals, 29 of them acknowledged
the diversity of English use and pointed out they gained an awareness of different
features of English in different contexts. They examined such features of speakers as
pronunciation and intelligibility in addition to their speaking style and the way the

subject is discussed.

While they mostly used to regard accents specific to ‘NNES” before the course, they
started to look at the issue from a broader and more critical point of view after
getting the course, as PST12 said: “Everybody has a different accent even though
they are native speakers.” They also pondered on the dichotomy of NS-NNS

speakers as PST13 mentioned:

I learned that even if someone is not considered a native speaker of English,
he or she may have better pronunciation, vocabulary use or grammar than

someone who is considered as "a native speaker".

In addition to developing an awareness about varieties of English, they found an

opportunity to practise their listening, pronunciation, and writing as they said:

I mostly prefer British accent because it sounds much more attractive to me,
however, | have listened to different kinds of accents in the journals, and |
have realised the rich variety of English language. Those journals helped me
improve my listening, and pronunciation skills and moreover, | could find the

opportunity to improve expressing my feelings in the written form (PST21).
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I am always curious about the other accents of English. We are familiar with
the British and American accent, but the others are not taught to us. Because
of that, I chose this course. | learned what WE and WEs are and the
differences between them (PST9).

I have learned how to be more tolerant towards other speakers of English, and

there is a lot more to English than we know (PST33).

I learned that if one person speaks another variety of English, it doesn't mean
that we cannot understand him/her (PST11).

| learned that there is never one, true English. | learned that there are
Englishes, not a single English (PST18).

Usefulness and personal interest were two of the reasons stated by the PSTs, and this
was delineated by PST27 and PST10, who emphasised the impact of the use of journals

on their personal development in this process, as follows:

| learned that there are different accents in English but it is not an important
issue in general. | have realised that | have to improve myself about listening,
because | am not confident watching them without subtitles. Also, | have got
lots of good advice for my personal life. | have learnt Tourette's syndrome for
example (PST27).

Actually, I enjoyed writing listening journals. | chose topics in which I'm

interested, and this let me observe the speech even more effectively (PST10).

Besides learning a lot of different things about different concepts, they reflected on

the rights and wrongs of ‘proper English’ and the purpose of using English:

| learned that there are variable dialects of English, that the function of the
language is changeable depending on the purpose, and no matter how

advanced your vocabulary is, there is always a new word to look up (PST 31).
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I inferred what features are necessary for intelligibility. | realized that simple
mistakes are not so important. I understood the importance of factors such as
intonation (PST2).

Another rewarding impact of the journals was on critical thinking skills as PST 24
added: “I learnt seeing the things I see every day in a different and more open point

2

of view.” They also gained some remarkable skills like self-discipline, self-

confidence and intercultural awareness, as they indicated:

By watching some videos every week, | learned to evaluate them critically. |
learned how to analyse listening parts and do listening journals. Being every
week, listening journals provided continuity to me. Also, they enabled me to

criticise the videos instead of just listening (PST9).

I learned that accents, for most of the part don't matter. | always felt that | had
a bad accent that should not be heard but the main goal should be to have

proficiency in expressing yourself (PST18).

I always thought there was a standard English, and we were supposed to reach
to that standard to be proficient teacher. But | learnt that | don't have to have a
"native-like" accent in order to be a good teacher. I became more confident in
myself as a speaker. | also learnt that there aren't strict boundaries about

"native speakerness"” (PST 23).

Last but not least, they felt the responsibility and the need to have a critical eye on
the spread of English and the field of ELT as future English teachers, as PST34

considered:

I got the chance to see how my future colleagues are doing now, in terms of
speaking, presenting and how much they care about their work. This gave me
the opportunity to realise that there is too much to improve and improving
oneself never ends. Also, the questions about the spread of language and
racism in language teaching made me seriously consider the future of

language teaching in Turkey.
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DISCUSSION and CONCLUSIONS

The findings of the study reveal that the PSTs were exposed to a wide range of types of
speakers from linguistically and culturally diverse backgrounds through listening
journals. The audiovisual materials they chose included speakers from Kachru’s three
concentric countries with different frequencies. The 1C-called countries, among which
American English took the lead, were the most preferred ones, which were followed by
the EC and the OC countries. They started with more Centre-based uses of English
specific to IC-called countries such as the UK, the USA, Canada and developed a
growing interest in the emerging uses of English in the EC- and the OC-called countries
in the upcoming weeks. This resonated with the results of the recent instructional
studies by Schreiber (2019) and Kusumaningputri (2020), who exposed their students to
intercultural users of English through different platforms. As the course which
comprised reading articles on native speakerism, standard English versus World
Englishes, reflection tasks, presentations and classroom discussions progressed, the
PSTs in the present study too expanded the range of English uses in their web-based

audiovisual materials.

The prevalence of the speakers from the US could be attributed to fact that American
English is the prominent model in the Turkish education system as the PSTs stated in
their reasons for choice. However, interestingly, it did not lead them to explore other
English varieties at the beginning of the term. This may indicate that they were under
the influence of “native speakerism”, and after reading some articles and discussing
issues related to NS-NNES dichotomy, they became inclined to investigate the
alternative uses. In Galloway and Rose’s (2014: 390) study, Japanese students, similarly
having an overexposure to American English, showed a clear interest in varieties of
English right from the beginning of writing listening journals, and this was associated
with their interest due to “previous contact with the variety of English or nationality of
the speaker, for example through classroom models, teachers, friends, previous holiday

experiences, music, and movies”. In contrast to the results of the present study, they
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preferred the speakers from the EC, including Japan, China, France, Taiwan, Italy and
Korea at the top of the list, more than the speakers from the IC, including the UK,
Australia, Canada, Ireland at the first lines and then the US, New Zealand and South
Africa. This points to the impact of the historical, geographical, (inter-)cultural

backgrounds of the study context on the participant choices.

In relation to the contextual differences were also the reasons for choice. While
familiarity was the main reason in the previous study (ibid.) and an important influence
on the formation of attitudes in Jenkins’s study (2007: 182), integrative motivation took
the highest place in the list of reasons for choice in the present study, which is due to the
status of English as a foreign language in Turkey and on account of the range of
opportunities to familiarise with the language within this context. This brings the
importance of personal interests affected by the global flow dominant in the cultural
arena into the fore in the list of reasons for choice of a specific audiovisual media-based
material. In this vein, the reason why there were mostly American speakers in the
materials could be explained by the fact that the topics or the celebrities that the PSTs
were interested in were closely related to the US-dominated productions as in film
industry or media (Martin & Nakayama, 2010: 367). In the previous studies the
preferred yardstick to measure English proficiency was American English too
(Galloway & Rose, 2014) or ‘NESs’ as the so-called owners of the language (Luk,
1998; Timmins, 2002; Hu, 2004; Li, 2009; Tsou and Chen, 2014; Sung, 2016b). In the
present study, despite the same emphasis in Turkey, the PSTs started to become aware
that it was not the only standard anymore and see beyond the monolithic norms
positioning FirstL speakers over EAL speakers thanks to the course. The listening
journals helped them develop an awareness of other criteria such as intelligibility and
effective (intercultural) communication, which also concurred with Galloway and
Rose’s (2014: 392) study, in which students showed a more positive attitude towards
“NNESs” at the end of the course. Time for reflection on the task was thought to be
influential on their change in the opinion, and in this study, other complementary tasks

and materials throughout the course were also seen to play an important role in the
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week-by-week increase in their tendencies to choose speakers from the EC- or the OC-
called countries. In Ferri and Magne (2020), the ESL users also changed their images of

idealised L1 speaker, confronting L1 varieties different from their images.

Integrative motivation was followed by familiarity, usefulness, love for a specific accent
and “native speakerness” in the present study. However, in the study by Galloway and
Rose’s (2014), Japanese students’ reasons for choice was, from the highest to the lowest
frequency, familiarity, stereotype, usefulness, integrative motivation and other. As in
Jenkins’s (2007) study and Galloway and Rose’s (ibid.), American English meant
“familiarity” to the PSTs in the present study. The third most cited reason, usefulness,
had a similar share of emphasis in the list order, the way the PSTs benefited from the
material was different from the way the students in the previous study did (ibid.) in that
the PSTs sought for guidance for their personal development, while Japanese students
focused on their perceived future needs in their future communities of practice like
getting familiar with a different variety of English, e.g., Indian accents, which they will

need to understand and reply accordingly in their future careers.

As for the overall evaluation of the listening journals, numerous benefits of listening
journals became evident in their reflection-on-action. The PSTs’ thoughts about the use
of listening journals as a pedagogical tool can be examined under the following

headings:

v" Developing an awareness of different uses of accent, grammar and vocabulary
among different nations.

v Practising listening and writing skills.

v Learning about different topics such as education, technological improvements,
issues related to nature, policy and so on.

v" Respecting diversity, challenging the ideology of native speakerism, listening

critically.

v" Learning how to evaluate a speech and how to communicate effectively.
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v Increasing self-discipline, self-confidence, and improving critical thinking
skills.

This study has contributed to the theory/practice divide in terms of the research on
attitudes towards diversity of English and its reflection on the pedagogical
implementations by displaying Turkish pre-service EFL teachers’ views on the issue
and changes in their views in line with their experiences of keeping listening journals
throughout a course. Further classroom-based research studies in different ELT
departments and language learning contexts in Turkey and around the world would
yield more insights into the growing literature of the diversity of English and pave the

way for a more inclusive ELT at the practical level.
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GENIS OZET

Diinya capinda Ingilizcenin yayilmast ile, Ingilizceyi konugan niifusun biiyiik ¢cogunlugunu, onu
sadece birinci dil olarak konuganlardan ziyade, sosyo-dilbilimsel olarak farkliliklar: olan ve onu
ek bir dil olarak konusanlarin olusturmast dolayisiyla (Dewaele, 2018, Hu 2012), belirli bir
bélge veya topluluga has konusma bicimleri olarak adlandirilan Ingilizce cesitleri ortaya
ctkmistir. Ingilizceyi konusanlar toplulugundaki degisimlerle birlikte, “Ingilizcenin yayimasi ve
ogretimi ile ilgili temel alnan baskin ve ‘herkese uyan’ goviislerle, Ingilizce Ogretiminin
mesruiyeti i¢in ortaya atilan gerekgeler” olarak goz oniine alman varsaymmlar
sorunsallastirilmaktadir (Phillipson, 1992; 1997, 2017; Kubota, 2002; 2016). Bu baglamda, 21.
yiizyll itibariyle, tekdil merkeziyetine dayanan ana akim dil egitiminden ziyade daha esitlik odakl
kiiltiirlerarasi duyarh bir dil egitimine gegis vurgusu géze ¢arpmaktadir (Davies, 2003; 2006;
Kumaravadivelu, 2006, Kubota, 2002; 2016). Buna gore, ‘standart/ tek tip olgiinlii’ fngilizceyi
yiicelten ‘kékten-anadilci’ giindemler yerine, Ingilizce ¢esitlerinin hem dil egitiminin hem de dil
ogretmeni egitiminin kapsamina dahil edilmesi i¢in bir ¢agri vardir (Baker, 2012; Holliday,
2005; Jenkins, 2012; Kumaravadivelu, 2012; Matsuda, 2012; Suzuki, 2011).

YOK (2018) Ingilizce Egitimi Programi’na da dahil edilen Diinya Ingilizceleri kavrami ile
birlikte, bir ogretmen egitimcisi olarak yapilan bu ¢agriyr ve kuramsal ihtiyag tespitlerine ragmen
bu konudaki egitici uygulamalarin neredeyse hi¢ bulunmayisim gozeterek, kiiltiirleraras iletigim
ve dil 6gretimi ile ilgili ¢evrimigi bir ogretmen yetistirme dersinde, hizmet oncesi ogretmenlerin
Ingilizcenin ¢esitleriyle ilgili farkindaliklarimi arttirmayr amagladim. Daha genis ¢apli sinif-
temelli bir arastirma projesinin pargasi olan bu ¢aliymada, bu amagla égretmen adaylarinin
internet yoluyla segtikleri igitsel-gorsel kayitlarla ilgili tuttugu dinleme giinliiklerini inceleyerek,
tercih ettikleri Ingilizce cesidi, tercih sebepleri ve kayittaki konusmaciarla ilgili tutum ve
tespitlerini ve etkinlikle ilgili degerlendirmelerini ortaya ¢ikardim.

Dinleme giinliikleri hem veri toplama aracit hem de egitsel bir 6grenme aract olarak kullanildi.
Diger bir veri aract olan agik uglu sorular ise etkinlikle ilgili degerlendirmelerini tespit etmek
icin ders sonrasinda kullamldi. Tiirkiye nin batisinda yer alan bir devlet iiniversitesinin Ingilizce
Egitimi ABD ’daki 36 6gretmen adayt (iki) haftada bir dinleme giinliigii etkinligini tamamladi. 14
haftalik ders boyunca adaylar ‘kokten-anadilcilik’, Diinya Ingilizcelerine karsi ‘standart’
Ingilizce gibi konularda makale okuma, farkls yansitict diisiinme etkinlikleri, sunumlar ve sinif
tartismalart gibi etkinliklere katildilar. Bu ¢aliymanmin kapsami dahilinde, yansitici diisiinme
etkinliklerinin bir parcast olarak, dinleme giinliikleri, adaylart Ingilizce cesitleriyle tamistiran
egitici bir arag olarak ele alinmigtir.

Toplam 143 dinleme giinliigii onceden belirlenmis kavramlardan ve ¢alisma verilerinden ortaya
¢tkan kodlarin bir arada ele alindigi bir icerik tahliline tabii tutulmustur, ayr bir veri seti olan
ders sonrasi degerlendirmeleri iizerinde de yeni bir icerik tahlili yapilmistir. Var olan ve yeni
ortaya ¢ikan kodlamalar siirekli karsilastirma yontemiyle gozden gegirilmis ve ana kodlar
belirlenmistir. Gerekli etik kurul onayr alinarak, aragtirmanmin her asamasinda egitim aragtirmast
ilkelerine uygun ¢alisilmistir.
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Sonuglara gove, adaylar Ingiltere, ABD, Kanada gibi I¢ Cember (IC) olarak adlandiilan iilkelere
ozgii, Ingilizcenin daha Merkez tabanli kullanimlariyla dinleme giinliikleri tutmaya basladilar ve
ilerleyen haftalarda Genisleyen Cember (GC) ve Dis Cember (DC) olarak adlandirilan iilkelerde
Ingilizcenin  ortaya ¢ikan kullammlarima artan bir ilgi gelistirdiler. Tercih ettikleri
konusmacilarin iilkesel dagilimina bakildiginda, IC mensuplarmin % 62, GC mensuplarimin %
24 ve DG mensuplarinin % 13 oldugu gériilmektedir. IC konusmacilar: arasinda da dil egitimleri
sirasinda oncelik verilen Amerikan Ingilizcesinin agirlikli olarak tercih edildigi ortaya ¢ikmistir.
Tercih sebepleri, bahsedilme sikligina gore, kisisel ilgi alanlarindan kaynaklanan biitiinlesme
amach giidiilenme, farkli Ingilizce agizlarin tamma, baska yabanct dil konusmacilariyla empati
kurma gibi alt baghklardan olugan aginalik ya da bilinirlik, kisisel gelisim acisindan yarariiik,
belli bir agiza duyulan ilgi ve ‘ana dil konusmacisi olma’ olarak ifade edilmistir. Kayittaki
konugsmacilarla ilgili tutum ve tespitlerine bakildiginda, ‘yerlilik/ana dili olarak konusma’
temasimin konusmalarin degerlendirilmesinde agirlikla gegtigi, GC ve DC konusmacilarinin
neredeyse tamamen olumlu goriilmesine ragmen bu olumlu gériislerin de ‘sanki ana diliymis gibi’
tammlamalarini ve IC mensuplariyla kiyaslamalar: icerdigi goriilmiistiir.

Dinleme giinliikleri yoluyla, adaylar farkli agiz, dilbilgisi ve kelime bilgisi kullanimlar
konusunda farkindaliklarint ve giincel konulara dair bilgilerini arttirmig, dinleme yaninda, yazma
ve konusma becerilerini de gelistirirken elestirel diisiinme, oz-disiplin, ézgiiven konularinda
kendilerini gelistirmiglerdir. Calismanmin bulgulart alan yazimindaki vurgulanan noktalarla
yakinlik gostermektedir. Konutla ilgili daha fazla sinif-temelli aragtirmalarin yapilmasi kuram-
uygulama arasindaki képriiyii kurmaya katki saglayacaktir.
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ABSTRACT

In this study, the question of how German teacher candidates can contribute to the development
of German reading and writing skills is discussed. For this purpose, poetic and creative
experiences in German reading, writing and literature-focused foreign language courses are
discussed by making a case study by way of example. The role and function of comparative
concrete poetry perception in German and Turkish literature was revealed. Based on the
observation that the graphic design of the texts arouses interest and pleasure in mother tongue as
well as in foreign language in terms of developing literary text reading and writing in German in
the context of dealing with concrete poetry, it is thought that it would be more beneficial and
appropriate for teacher candidates of German to be directed to literary text types such as
concrete poetry in which visual design is important.

Keywords: Concrete poetry, Literary and cultural education, Language education, Text reception
and production, Poetic-creative experiences

0z
Bu ¢alismada, Almanca d&gretmen adaylarimin  Almanca okuma ve yazma becerilerinin

gelistirilmesine daha nasil katki saglanabilir sorusu tartislmaktadir. Bu amagla, Almanca
okuma, yazma ve edebiyat odakli yabanct dil derslerindeki siirsel ve yaratici deneyimler érneklem

*Almtilama: Ayne-Karacabey, S. (2022). Concrete poetry-A contrastive visual perception and
design. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-YABDILSEM, 495-515.

“This study was presented orally at the First International Symposium on Foreign Language
Teaching which was held in Gazi University, Ankara on June 28-30, 2021.
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yoluyla durum ¢alismasi yapilarak ele alinmaktadir. Alman ve Tiirk edebiyatinda karsilastirmal
somut siir algisimin rolii ve islevi ortaya konulmustur. Somut gsiirin ele alinmast baglaminda
Almanca edebi metin okuma ve yazmanin gelistirilmesi agisindan metinlerin grafik tasariminin
yabanci dilde oldugu kadar ana dilde de ilgi ve zevk uyandirdigi gozleminden hareketle, Almanca
ogretmen adaylarumin somut siir gibi gorsel tasarimin énemli oldugu edebi metin tiirlerine
yonlendirilmelerinin daha faydali ve uygun olacag: diigiiniilmektedir.

Anahtar Sozciikler: Somut siir, Edebi ve kiiltiirel egitim, Dil egitimi, Metin alimlama ve iiretimi,
Siirsel-yaratici deneyimler

INTRODUCTION

Concrete poetry or visual poetry is a sub-genre of poetry. It also stands as a generic term
for the figure-picture poem as a modern form of poetry, the basic structure of which is
very different from other lyrical texts and is considered to be extraordinary and
completely different. Concrete poetry comes from the visual arts as a method and uses
phonetic, visual and acoustic characteristics to describe language. In this sense, “in
traditional poetry, imagery is understood as the purely linguistic implementation of
objects, while concrete poetry goes a step further in the direction of art by emphasizing
the optical shape” (Klarer, 2011: 61). Letters and words take the place of metrics,
verses and rhyme. The text takes on a graphic form. Much importance is attached to the
poetic description of thoughts and feelings due to their imagery and special form.
Words, syllables, letters or punctuation marks confront the reader and viewer
“concretely”. Concrete poetry therefore starts out from the linguistic elements (words,
syllables, letters) as concrete material and seeks to free them “from their functionality as
carriers of meaning and the fetters of syntax [...] and according to their sound character
according to purely tonal to combine laws in a new way, renouncing every statement or

communication, so that an alogical, meaningless, optical-acoustic ornamental-looking

t [Citation original in German]: “wird in der traditionellen Lyrik Bildlichkeit als rein
sprachliche Umsetzung von Objekten verstanden, geht die Konkrete Poesie durch die
Betonung der optischen Gestalt einen Schritt weiter in Richtung Kunst.” (Klarer, 2011:
61)
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arrangement is created" (Wilpert, 1989: 474)*. Based on this definition, when looking at
concrete poetry, the focus is primarily on the formal design, the visuality and the artistic
elements. In this sense, concrete poetry uses phonetic, visual and acoustic dimensions of
language as a literary medium. Different techniques such as montage, variation,
isolation, sequence, repetition, permutation of words or sounds, the graphic arrangement
of the text and reading the poem aloud are used artistically. In this sense one can
conclude: “Modern poetry is primarily optical”. (Albertsen, 1971: 103) It is a visual,
literary communication and perception. It is a linguistic and work of art in which “the
text content and the visual text image work together, the effect of which is not based on
the meaning and sound, but on the optical, graphical, typographical effect” (Wilpert,
1989: 1006)™".

In the case of concrete poetry, visuality and design (graphic, typographical, phonetic
signs) are of particular importance and require a great deal of attention from the viewer
or reader. Words and letters convey the aesthetic value of this form of poetry. When
looking at such a poetic concrete text, the reader / viewer should find meaning. The
sense of words is achieved through their arrangement. Michail M. Bachtin emphasizes
the special importance of the perception process as follows: “[...] Perseption of the
work of art: | have to experience myself to a certain extent as a creator of form in order

to perceive the artistically significant form as such.” (1979:140)"" Based on these

t “yon ihrer Funktionalitit als Sinntréiger und den Fesseln der Syntax zu erldsen [...]
und sie gemdf} ihrem Klangcharakter nach rein klangl[ichen] Gesetzen unter Verzicht
auf jede Aussage oder Mitteilung neu zu kombinieren, so daf eine alogische, sinnftreie,
optisch-akustisch ornamental wirkende Anordnung entsteht.” (Wilpert, 1989: 474)

$ “Moderne Poesie ist primér optisch”. (Albertsen, 1971: 103).

™ «Textinhalt und visuelles Textbild zusammenwirken, dessen Effekt nicht auf dem
Sinn und Klang, sondern auf der opt[ischen], graph[ischen],-typo-graph[ischen]
Wirkung beruht.” Wilpert, 1989: 1006)

Tt “[...] Wahrnehmung des Kunstwerks: ich muf mich in bestimmtem Mafe als
Schopfer von Form erleben, um die kiinstlerisch bedeutsame Form als solche iiberhaupt
wahrzunehmen.” (1979: 140)
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considerations, Concrete Poetry is characterized as follows: “Ideograms, constellations
or combinations emerge in which the content of meaning and structure are identical.
The reality is based on the structural function." (Unal, 2010: 191)! In this way, the
concrete poetry according to Niinning wants to “free language from the constriction
caused by typographical rules and linguistic habits and thereby stimulate an expanded
reception horizon and a more critical linguistic awareness” (1998: 278)%. In this sense,
concrete poetry can also be seen as the “visualization of texts” (cf. Niinning, 1998:
278)." Texts and images in this form of poetry are closely interrelated. The content
determines the form and vice versa. They are inextricably linked and should trigger

something in the viewer and reader, or make them think.
Concrete Poetry In German-speaking Countries And In Turkey

Concrete poetry is a lyric text with a long tradition. Religious figurative poems,
typograms, text images and visual texts were already created in antiquity (cf.
Waldmann, 2003: 19). At the end of the 19th and beginning of the 20th century, these
lead to the experimental genres of visual and concrete poetry. "Dadaists, Surrealists and
Cubists assembled materials from texts and visual media to create avant-garde total
works of art that emphasize the structural analogies of scripts and symbols or question
them in a playful and critical way" (Driigh et al., 2012: 211)",

After the Second World War, concrete poetry appeared as an image with texts under the

heading “visual poetry”. It is to be understood as a counter-movement to the Second

it “Es entstehen Ideogramme, Konstellationen oder Kombinationen, in denen
Bedeutungsinhalt und Struktur identisch sind. Die Realitdt beruht dabei auf der
strukturellen Funktion” (vgl. Unal, 2010: 191).

8% “Sprache aus der Einengung durch typographische Regeln und sprachliche
Gewohnheiten befreien und dadurch einen erweiterten Rezeptionshorizont sowie ein
kritischeres Sprachbewufsein anregen” (1998: 278).

™ “Verbildlichung von Texten” (vgl. Niinning, 1998: 278).

Ll “Dadaisten, Surrealisten und Kubisten montierten Materialien aus Text- und
Bildmedien zu avantgardistischen Gesamtkunstwerken, die die strukturellen Analogien
von Schrift- und Bildzeichen hervorheben oder spielerisch-kritisch in Frage stellen.”
(Driigh et al., 2012: 211)
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World War and gained recognition as a literary movement across Europe around 1950
(cf. Balci, 2009: 143). Groups and individual representatives of Concrete Poetry
emerged. Today there are numerous individual representatives of concrete poetry in
German-speaking countries. With Eugen Gomringer, concrete poetry reached its peak in
the 50s and 60s. Eugen Gomringer is considered one of the most important theorists /
founders of concrete poetry. Gomringer calls his poems “constellations”. He describes
concrete poetry as “manageable, comprehensible, provocative, and perhaps its greatest
asset, simple, that means enigmatic and poetic”*! and continues: “That it [concrete
poetry] critisises language and society can only be overlooked by those who on the one
hand want to change everything and on the other hand want to leave language
untouched.”. 5 It is a “practical, useful thought discipline”™™" due to its “critical
attitude towards all linguistic processes”,”™ T and also due to its “willingness to play, to
question the values’ . (Gomringer, 1992: 6-7.)¥# Furthermore, after the Second World
War, the writers looked for new language possibilities and new forms in poetry. “The
new poem is therefore simple and manageable as a whole and in parts. It becomes an
object to be seen and used: an object of thought - a game of thought. It is preoccupied
by its brevity and scarcity. It can be memorized and is memorable as an
image”(Gomringer, 1992: 158). %% Based on Gomringer, Schreiter explains: “The
concrete text does not describe, but shows. It is a certain kind of literary texts,
intermedial text phenomena, which moves in the border area between literature and
music (as sound poems), between literature and fine arts (as visual poetry / typefaces)

and between literature and grammar (poems to grammatical phenomena). Meaning is

1 “{iberschaubar, nachvollziehbar, provozierend, und vielleicht ihr gropter vorzug,
einfach, d.h. ritselhaft und poetisch”

$8§ «dap sie dabei sprach- und gesellschaftskritisch ist, kann nur demjenigen entgehen,
der zwar alles verdndern mochte, im {ibrigen aber sprache sprache sein 143t”.

™ “praktische niitzliche Denkdisziplin”

17 “kritische Einstellung zu allen sprachlichen Vorgingen”,

HH “pereitschaft zum spiel, zur infragestellung der ‘werte’”. (Gomringer, 1992: 6-7.)
$883 “das neue Gedicht ist deshalb als ganzes und in den teilen einfach und iiberschaubar.
es wird zum seh- und gebrauchsgegenstand: denkgegenstand — denkspiel. es beschaftigt
durch seine kiirze und knappheit. es ist memorierbar und als bild einprigsam”
(Gomringer, 1992: 158).
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not created by the usual linearly ordered sequence of words and grammatically ordered

Fekkkk

contexts, but by a coexistence in perception. " (2002: 100) The graphic arrangement
of the text is intended to emphasize its level of meaning in terms of content in order to
arouse curiosity in the reader. In this sense, it is a poetic-creative activity that should
arouse interest in the reader. For Gomringer, words are used as visual that is to say
vision-related and phonetic design elements. As already indicated at the beginning,
there are types of concrete poetry: For example, picture poems or figure poems and
concrete poetry address the organ of vision, the eye, and try to represent the content of
the text graphically. The imagery is strongly emphasized in this form of poetry. For
example, the individual parts are arranged in such a way that an image that relates to the

image is created. Visual elements can be varied and “artificial”’; a simple pictorial poem

is that of Christian Morgenstern: Die Trichter

Text 1:

Christian Morgenstern
Die Trichter

Zwel Trichter wandeln durch die Nacht
Durch ihres Rumpfs verengten Schacht
flie3t weiles Mondlicht
still und heiter
auf ihren
Waldweg
u. s.

W

This pictorial poem by Morgenstern “Die Trichter” has a funnel shape itself. The
arrangement of the text is a graphic, meaningful addition to the content. Paul Maar's tree

poem is another example of a pictorial poem published in 1977. The writer arranged it

™™ “Der konkrete Text beschreibt nicht, sondern zeigt. Es ist eine bestimmte Art
literarischer Texte, intermedialer Textphdnomene, die sich im Grenzbereich zwischen
Literatur und Musik (als Lautgedichte), zwischen Literatur und bildender Kunst (als
visuelle Poesie/Schriftbilder) und zwischen Literatur und Grammatik (Gedichte zu
grammatischen Erscheinungen) bewegt. Dabei wird Sinn nicht durch das iibliche linear
geordnete Nacheinander der Worter und grammatisch geordnete Kontexte erzeugt,
sondern durch ein Miteinander in der Wahrnehmung.” (2002: 100)
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like a tree. The main characteristic of concrete poetry is the use of a graphic form and
visual meaning. So it deals with the visual-optical level. Another well-known poem, a
classic of modern poetry from the middle of the first half of the 20th century, is Eugen

Gomringer's text “Schweigen”.

Text 2:

schweigen schweigen schweigen
schweigen schweigen schweigen
schweigen schweigen
schweigen schweigen schweigen
schweigen schweigen schweigen

The word content is represented by a graphic composition, comparable to the picture
poem. In reality, this text cannot be recorded aloud, but only visually and is understood
as a visual constellation’. The gap in the center stands for the meaning of the word body
“schweigen” [“silence”] Another important representative of concrete poetry is Ernst
Jandl. Two works are worth mentioning: “Lichtung” from 1957 from his most famous

volume, “Laut und Luise” (1966), and “ottos mops” from 1963.

Text 3:

ottos mops trotzt
otto: fort mops fort
ottos mops hopst fort
otto: soso

otto holt koks
otto holt obst
otto horcht

otto: mops mops
otto hofft

ottos mops klopft

otto: komm mops komm
ottos mops kommt

ottos mops kotzt

otto: ogottogott
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Text 4:

markierung
einer wende

1944 1945

krieg krieg
krieg krieg
krieg krieg
kricg kricg
kriceg mai
kricg
krieg
krieg
krieg
krieg
krieg
kricg

The texts already listed are from the post-war generation. The poets of the post-war
generation, including the well-known poet and essayist H.M. Enzensberger, made the
internationality of modern poetry known. Modern German poetry was thus
internationally oriented after the Second World War (cf. Lamping, 1996: 69). The
reference made by Vanessa Hannesschlager in the essay entitled “Konkrete Poesie als
ein europdisches Projekt” [“Concrete poetry as a European project”], published in 2017,
makes the meaning, the function and the history of this form of poetry clear. The essay
deals with concrete poetry in connection with Europe and emphasizes that it is a
European art form that tries to build new bridges. In this context, she mentions Ernst
Jandl's poem “Chanson” as a programmatic European poem “that can overcome
language and national borders” """ and should be read as such (cf. Hannesschliger,
2017: 1-2).

TTT7T “das Sprach- und Landesgrenzen zu iiberwinden vermag”
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Concrete poetry can be found in many European and non-European cultures. There are
also writers and poets in contemporary Turkish literature in the field of poetry who
produced concrete and visual poems. In Turkey, however, not whole groups of writers
of concrete poetry emerged as in the German-speaking countries. There are only
individual representatives of concrete poetry. Osman Tiirkay was the first to report in
the magazine “Cep Dergisi”, published in 1968 (June / July), on the innovations in the
field of poetry, that means on concrete poetry. There are other representatives like
Nazim Hikmet, (835 Satir’da, Salkimogiit), Erciimend Behzad, (Korkuluk), ilhan Berk
(Misirkalyonigne) (1962). As a representative of Concrete Poetry, Yiiksel Pazarkaya
belonged to the Stuttgart group / school and was a student of Max Bense. As the first
and only Turk and representative of this form of poetry, he has supplied and enriched
Turkish literature since 1965. Pazarkaya writes the following about the poems of this
form: “Almost all of my texts that can be seen in this movement are structured using
one letter, one syllable, one word. Those who transcend this only form a bridge between
concrete poetry and what I would call traditional poetry of understanding”. (Pazarkaya,
1996: 87)!1! Besides Yiiksel Pazarkaya with his poem “Yarim yarim” (1996: 9) there
are other important Turkish representatives such as Behcet Necatigil, (Kareler 1975),
Can Yicel “Bildim” (Yiicel 2000: 101). Metin Altiok addresses and discusses
interpersonal relationships in the poems “Bir Uyumsuz Rastlasma” and “Neden” (Hesap
Isi Siirler (1993). Other authors such as Akgiin Akova, Ahmet Telli, (Kii¢iik Y1ldizin
Son Balad1 ), Hiseyin Yurttas (“ Hirosima'ya Ellinci Yilda Agit (agustos 1995) ”,
Tarik Giinersel (“ Sis ), Serkan Isin (“ Gokdelen ) Concrete poetry (cf. Gokalp-
Alpaslan, 2005: 7-9). It can be said that this flow of poetry is much more widespread in
German-speaking countries than in Turkey. But human relationships and the alienation
of people in the city are generally topics for a critical discussion in Turkey in the form

I «“By akim i¢inde goriilebilecek hemen hemen biitiin metinlerim, tek harf, tek hece,
tek sozciik kullanilarak yapilanmistir. Bunu asanlar, ancak somut siir ile geleneksel
anlayis siirleri diyebilecegim metinler arasinda bir koprii olusturur. (Pazarkaya, 1996:
87)



Concrete Poetry-A Contrastive... 504

of concrete poetry. Today there are individual representatives of concrete poetry both in

German-speaking countries and in Turkey.
Concrete Poetry And Literary Inter-Cultural Learning

There are already some scientific studies on the importance of concrete poetry in the
field of literary didactics. In view of these studies, it was found that concrete poetry
develops language skills, strengthens communication skills and increases creativity,
stimulates creative thinking and helps to reduce prejudices (cf. Ozmut, 2005: 181-183).
Due to their light, short structure, the concrete texts are particularly suitable for
conveying historical, social and cultural topics, because their graphic representation also
attracts attention and leaves a playful impression on the viewer and reader. Writing and
reading are understood as follows: “Writing and reading are two aspects of written
communication. The focus is on productive language processing when writing and on
receptive language processing when reading" (Ferling, 2007: 111-112)%8$8,
Furthermore, the use of visual techniques and the assessment of visualizations has
enormous advantages. Meerholz-Harle explains, for example: “Visualizations are also
very important as an additional means of communication in the classroom” (Meerholz-
Hirle, 2008: 110-111)™"". In addition, concrete poetry is particularly important with
regard to an action, production and literature-oriented design of the current teaching and
learning culture, because creativity, production and design play an eminent role here.
Concrete poetry is particularly relevant in the context of literary learning for the areas of
literary culture’, literary reception skills’ and genre-oriented writing’. It can help
students become “readers of literature as art” (cf. Paefgen, 1999: 89 quoted by Eggert
and Garbe, 1995: 9-10)."7t In addition, literary texts such as concrete poetry are

important for genre-oriented literary / poetic writing. After all, the text-producing

$888% «Schreiben und Lesen sind zwei Aspekte der schriftlichen Kommunikation. Beim
Schreiben steht die produktive, beim Lesen die rezeptive Sprachverarbeitung im
Zentrum.” (Ferling, 2007: 111-112)

T “So sind Visualisierungen auch als weiteres zusitzliches Kommunikationsmittel
von groPer Bedeutung im Unterricht” (Meerholz-Harle, 2008: 110-111).

TITH1T “Leser von Literatur als Kunst”] (vgl. Paefgen, 1999: 89 zit. n. Eggert und Garbe,
1995: 9-10).
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activity requires an active, productive, creative use of literature. The term ‘literary
writing’ should be understood to mean ‘production’ or the ‘productive process’ for the
design of written texts. In this sense, the "literary attempts at writing by students are
seen as an integral part of literary instruction and the literary learning process"
(Paefgen, 1999: 95)H#HI  After all, literary writing supports literary learning (cf.
Paefgen, 1999: 96). There are numerous studies on the action and production-oriented
handling of lyrical texts. Based on this approach, there is “the active participation of the
reader in the creation of meaning, [...]. The pupils' own ideas” in the center (cf. Gien,
2010: 284)3%853%, In this context, some essential target perspectives are formulated in the
context of dealing with lyric texts, which are: "Aesthetic experience and sensitization
for the lyrical language, Introduction to elements of lyric poetry, promotion of reading,
articulation and presentation skills and intensive listening, deepening literary processes
of understanding and promoting imaginative processes, initiation and enhancement of
literary productivity and creativity and the awakening of community awareness and
initiation of socialization and self-discovery processes" (Gien, 2010: 284)™™
Schreiter emphasizes that working with concrete poetry gives the foreign language
learner an art perceiver’, that is, an impetus to “become productive themselves and
make them into players”. Therefore, in her opinion, concrete poetry is suitable for a
creative introduction to the foreign language. The poets of concrete poetry do not want
to communicate anything, they should only present it. Concrete poetry is based on

action and reaction. Learners create themselves, shape their experiences, become active

HHI “Yiterarischen Schreibversuche der Schiiler als integraler Bestandteil des
Literaturunterrichts und des literarischen Lernprozesses angesehen.” (Paefgen, 1999:
95)

$833%% “die aktive Beteiligung des Lesers an der Sinnbildung, [...]. Die eigenen
Vorstellungen der Schiilerinnen und Schiiler”

T « A sthetisches Erleben und Sensibilisierung fiir die lyrische Sprache, Hinfithrung
zu Elementen der Lyrik, Férderung der Lese-, Artikulations- und Vortragsfahigkeit und
des intensiven Zuhorens, Vertiefung literarischer Verstehensprozesse und Forderung
imaginativer Prozesse, Anbahnung und Steigerung literarischer Produktivitdt und
Kreativitit und das Wecken des Gemeinschaftsbewusstseins und Initiierung von
Sozialisations- und Selbstfindungsprozessen.” (Gien, 2010: S. 284)]
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and productive (cf. Schreiter, 2002: 99-100). Texts of concrete poetry and word images
are also particularly suitable for dealing with literary texts, as they are usually not
challenging. They encourage you to create your own concrete poetry. In addition,
individual and culture-specific differences or similarities are made aware of. They offer
the opportunity to deal with texts actively and to acquire intercultural knowledge in a
variety of ways (cf. Bischof et al., 2003: 37). Concrete poetry is realized in the form of a
modern, short poem. Formally and aesthetically it is an unusual and not widespread art
movement in Turkey. Leading to creative and productive work is an indispensable

prerequisite for teaching.

In the following, the poetic and creative-design experiences with students, text

encounters and visual design are reported.

METHOD

Data Collection and Analysis

In this study, by evaluating the developments in the field of concrete (visual) poetry in
German and Turkish literature, a case study was conducted through sampling in the
German reading and writing skills course of German teacher candidates at Mugla Sitki
Kog¢man University. Case studies are defined as “[...] the method in which one or more
events, environments, programs, social groups or other interconnected systems are
examined in depth [...]” (Biiyiikoztiirk et al. 2018: 23)Tt17, At the same time, case
study is also known as precedent (case study). For this purpose, the poetic and creative
experiences of the students in German reading, writing and literature-focused foreign
language courses were discussed, and the assignments and studies of concrete poetry
reading, interpretation and creative writing in German and Turkish were evaluated. The
data obtained from the students in the course environment are shown in the study as an

appendix 1, the products of the students on this subject. The role and function of a

FITHTTT «[...]bir ya da daha fazla olayin, ortamin, programin, sosyal grubun ya da diger
birbirine bagl sistemlerin derinlemesine incelendigi yontem [...]” (Biiylikoztiirk et al.
2018: 23)
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comparative perspective and the perception of concrete poetry in German and Turkish
literature has been revealed. In this direction, the importance of concrete poetry and
language images in order to support literary and cultural education in training German

teachers has been examined.
Compliance with Ethical Rules

In this study, concrete poems and their authors from many well-known German (Eugen
Gomringer, Ernst Jandl, Christian Morgenstern...) and Turkish (Yiiksel Pazarkaya, Can
Yiicel...) literature were selected and used to be taught. At the same time, within the
scope of this activity, a few examples of the students’ own work on writing and
designing concrete poems were presented. For this reason, an ethics committee approval

ist not required for this article.

FINDINGS

In order to get the students excited about concrete poetry, theoretical and empirical
intercultural explorations were initiated. Concrete poetry was also used to train
perception and thinking. The authors of specific texts and their works were dealt with.
Here it is helpful if the theoretical background of concrete poetry is conveyed. In
addition, the references to the foreign-language and native-language concrete, visual
texts also support, since the double view in the context of literary and cultural education
is sensitized. It is essential to note that the personal selection of concrete poetry texts led
to the finding of very different artistic models. The research on authors of concrete
poetry and their works, the aesthetic assessment of concrete poetry in comparison of
one's own and German culture as well as the production of one's own texts of concrete
poetry led to an indescribable enthusiasm for the form of expression of concrete poetry.
Reading and perception took place in the mother tongue, but the interpretation /
verbalization took place in the foreign language German. The implementation of
thoughts and feelings in the form of concrete, visual poetry promotes literary and (inter)

cultural learning. Many texts of concrete poetry require a high degree of regional
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knowledge in order to be able to develop them. The students should be able to become
aware of their own images in their own culture and to reflect which works of concrete
poetry were created in their own country within the framework of an international
literary flow and which role they play within it. A contrastive approach promotes an
intercultural attitude and facilitates the interdisciplinary approach. The students can
interprete and produce ideas. With the use of concrete poetry, they can deal with art.
The students were ready to deal with a modern branch of poetry, to read, understand and
think about poems of this art form and to create their own works of concrete poetry. The
focus of the lessons was the technical, practical and digital work on the graphic design
of one's own works of concrete poetry in the context of a poetic, art-oriented literature
mediation based on models. Concrete poetry served as a motivation to write. The
students designed their own concrete poetry in their own pictures or drawings on freely
chosen topics. Their own products served as an opportunity to speak and gave rise to
discussions. The texts or the poetic drafts of the students in the form of concrete poetry
show their attitude towards this art form, their own situation and their world of
experience. Word images and other graphic representations are used and human
existence is depicted. This can be illustrated with the help of numerous examples. (see

Appendix 1)

CONCLUSION

Concrete poetry is an experimental, acoustic and visual poetry that found dissemination
after the Second World War, especially in the German-speaking cultural area. The main
focus is on the optical and acoustic forms of expression of language. The visual
potential facilitates the reception of poetry and at the same time promotes one's own text
production. With creativity, there is also a playful moment, which increases motivation
and thus also the learning effect and promotes access to a foreign language and thus
simplifies the understanding of poetic texts. The learners deal with a text cognitively
and productively and creatively on the basis of the pictorial facts. The orientation
towards the literary and culturally conditioned text design and a contrastive approach
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when considering the form of poetic texts supports the training of the double (the
foreign and one's own) perspective. Dealing with poetic texts sharpens the perception,
promotes the acquisition of “symbolic competence”. So that creativity is not restricted
by too strong specifications, it is advisable to choose the texts yourself in the native and
foreign language. The students should also be able to process their own world, their
wishes and thoughts and express them with the help of poetic patterns from concrete
poetry.

Based on the observation that the graphic design of texts in the context of the treatment
of concrete poetry arouses interest and joy in language in the mother tongue as well as
in the foreign language, it can be concluded that writing concrete poetry and thus the
visual design of thoughts and feelings are extremely suitable for learning foreign
languages. Seeing, playing with letters and words, organizing, combining, and arranging
words and images in a specially designed form as an expression of concrete poetry
gives cause for reflection on form and content. In this way, students can develop
concrete and visual poetry based on their own life experiences and culture and deal with
it productively, analytically and interpretively. The evaluation of the teaching activity
and the inspection of the related writing results shows that concrete poetry by and large

increases the motivation to write and positive writing results.
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GENIS OZET

Amag ve Yontem

Bu ¢alismada, Almanca ogretmen adaylarimin Almanca okuma ve yazma becerilerinin
gelistirilmesine daha nasil katki saglanabilir sorusu tartisilmaktadw. Bu baglamda, Almanca
okuma, yazma ve edebiyat odakli yabanc: dil derslerindeki siirsel ve yaratici deneyimler érneklem
yoluyla durum ¢alismasi yapilarak ele alinmaktadir. Alman ve Tiirk edebiyatinda karsilastirmali
bir bakis agisimin ve somut siir algisinin rolii ve islevi ortaya konulmustur. Bu dogrultuda,
Almanca 6gretmeni yetigtirmede edebi ve kiiltiirel egitimin desteklenmesi igin somut siir ve dil
imgesinin dnemi incelenmigtir.

Bulgular

Somut giir, bir yontem olarak gorsel sanatlardan gelir ve dili tamimlamak i¢in fonetik, gorsel ve
akustik ozellikleri kullamir. Yabanci dil ogretiminde diigiince ve duygularin siirsel anlatimina,
imgelemleri ve ozel bigimleri nedeniyle biiyiik énem verilmektedir. Kelimeler, harfler veya
noktalama igaretleri, yabanct dil okuyucusu ve izleyicisi i¢cin somut olarak goriiniir. Gorsel, somut
siir yazmak yaraticilik gerektivir. Edebi didaktik alaminda somut siirin onemine iliskin bazi
bilimsel ¢alismalarin oldugu bilinmektedir. Bu ¢alismalar 1s1ginda somut siirin dil becerilerini
gelistirdigi, iletisim becerilerini giiglendirdigi, yaraticihgi arttirdigi ve yaratict diisiinmeyi tegvik
ettigi tespit edilmistirv. Hafif, kisa yapilari nedeniyle somut giir metinler ézellikle tarihi, sosyal ve
kiiltiirel konular aktarmaya wygundur; ¢iinkii grafik ozellikler, sekiller dikkat ¢eker ve izleyici ve
okuyucu iizerinde eglenceli bir izlenim birakmaktadir. Yaratici ve iiretken ¢alismaya onciiliik
etmek, ogretim i¢in vazgegilmez bir 6n kosuldur. Siirsel metinlerle ornegin somut/gorsel siir ile
ugrasmak, algiy1 keskinlestirir, “sembolik yetkinlik” kazanimini tesvik eder. Yaraticihigin
smrlandirilmamast icin, somut/gorsel metinleri ana dilde ve yabanci dilde segilmesi
gerekmektedir. Ogrenciler aym zamanda kendi diinyalarini, istek/arzu ve diisiincelerini ifade
edebildikleri uygulamada goriilmektedir. Bu arada, somut giirin teorik arka plammin da
aktariimasinda fayda vardw. Bununla birlikte, Almanca ogretmen adaylari, siirsel metinlerin
yazul iiretiminde yaratici, grafik yapilar kullandiklarindan, dilin siirsel kullanimi konusunda
ozellikle heveslidirler.

Tartisma ve Sonug¢

Somut siir bir¢ok Avrupa ve Avrupa disi iilkelerin edebiyat kiiltiiriinde bulunmaktadir. Almanca
konugulan iilkelerin Edebiyatinda oldugu gibi Cagdas Tiirk Edebiyatinda siir alaninda da somut
ve gorsel siirler ortaya koyan yazarlar ve sairler olmaktadir. Ancak Tiirkiye'de Almanca
konugulan fiilkelerdeki gibi biitiin bir somut siir yazar gruplari ortaya g¢rkmamigtir. Bu giir
akiminin Almanca konusulan iilkelerde Tiirkiye'den ¢ok daha yaygin oldugu séylenebilir. Bugiin
hem Almanca konusulan iilkelerde hem de Tiirkiye'de somut siirin bireysel temsilcileri var. Fakat
bicimsel ve estetik olarak Tiirkiye'de alisilmadik ve yaygin olmayan bir sanat akinidir. Gorsellik;
siir alimlamasini kolaylastirr ve aym zamanda kiginin kendi metin iiretimini tesvik eder.
Yaraticilikla birlikte, motivasyonu ve dolayisiyla égrenme etkisini artirmaktadir. Ogrencilerin
metin ile gorsel, biligsel ve iiretken bir sekilde ilgilenmesini saglamaktadir. Ogrencilerin kendi
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kiiltiirlerindeki imajlarmmin farkina varmalart ve uluslararasi bir edebi akim ¢ercevesinde kendi
tilkelerinde somut siir kiiltiirii hakkinda bilgi edinmeleri saglanmalidir. Karsilastirmali bir
yaklasim, kiiltiirlerarast bir tutumu tesvik eder ve disiplinler arasi yaklagimi kolaylastirir.
Osrenciler, gorsel gercekler temelinde bir metinle bilissel, iiretken ve yaratict bir sekilde
ilgilenebilirler. Edebi ve kiiltiirel olarak kosullandirilmis metin tasarimina yonelme ve siirsel
metinlerin bicimi gbz oniine alindiginda karsilastirmali bir yaklasim, ikili (yabancit ve kendi)
bakis agisimin egitimini destekler. Somut siirin bir ifadesi olarak gérmek, harfler ve kelimelerle
oynamak, kelimeleri ve goriintiileri ozel olarak tasarlanmis bir bigim olusturmak igin organize
etmek, birlestirmek ve diizenlemek, bigcim ve icerik iizerinde diisiinmeye neden olur. Bu sayede
ogrenciler kendi yasam deneyimlerine ve kiiltiirlerine dayalt somut ve gérsel siir gelistirebilir ve
siirle iiretken, analitik ve yorumlayici bir sekilde ilgilenebilirler. Bu dogrultuda, somut siirin
alimlanmasi ve tasarumi dilsel, edebi ve kiiltiirel egitime entegre edilebilir. Somut siirin ele
alinmasi baglaminda Almanca edebi metin okuma ve yazmanin gelistirilmesi agisindan metinlerin
grafik tasarumimin yabanci dilde oldugu kadar ana dilde de ilgi ve zevk uyandirdigi gozleminden
hareketle, Almanca ogretmen adaylarinin somut siir gibi gérsel tasarimin dnemli oldugu edebi
metin tiirlerine yonlendirilmelerinin daha faydali ve uygun olacag diisiintilmektedir.



Concrete Poetry-A Contrastive... 514

Appendix 1. Ethics Committee Approval
Linguistic design and drafts of concrete poetry by students
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Yabanct dilde etkili bir bigimde iletisim kurmak, o dile ait temel soz varligina ve o dilin
inceliklerine sahip olmayr gerektirir. Bu agidan bakildiginda ogrencide yeterli kelime hazinesinin
olusturulmasi gerektigi, olusturulmadig: takdirde iizerine dilin fonetik ve dilbilgisi ézelliklerinin
insa edilemeyecegi ortadadr. Burada yabanci dil olarak Arapga kelime ogretimi siirecinin nasil
organize edilecegi, uzaktan egitim siirecinde Arap¢a kelime dgretimi igin hangi etkinliklerinin
yapilabilecegi, eslestirme kartlari, test, etkilesimli gérsel ve videolar, kelime oyunu gibi pek ¢ok
egitim materyali olusturmak icin Web 2.0 araclarimin nasil kullamilacag iizerinde durulmus, bu
araglarin hangi becerileri gelistirmeye yonelik kullanilabilecegi ortaya konmustur. Arapga kelime
ogretiminde kullanilabilecek Web 2.0 araglar hakkinda nitel arastirma yontemlerinden dokiiman
analizi yapilarak Nearpod, Miro, Thinglink, LearningApps ve Quizizz uygulamalar: incelenmistir.
Web 2.0 araglarimin Arapga kelime ogretimine sagladigi katkimin ortaya konmasi, yenilik¢i
uygulamalarin alanda daha etkin  kullamilmas: konusunda farkindalik olusmasina katk
sunacaktir.

*Almntilama: Yalgm, S. (2022). Arapga kelime Ogretiminde Web 2.0 araglarinin 6nemi ve
materyal hazirlama uygulamalar. Gazi Universitesi Gazi Egitim Fakiiltesi Dergisi, GEFAD-
YABDILSEM, 517-538.

“Bu ¢alisma, 28-30 Haziran 2021 tarihinde Gazi Universitesi tarafindan diizenlenen
1.Uluslararas1 Yabanci Dil Egitimi Sempozyumu’nda (YABDILSEM) bildiri olarak sunulmustur.
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Anahtar Sézciikler: Arapca kelime ogretimi, Web 2.0 egitim araglari, Arap¢a Ggretmenleri,
Yenilikg¢i uygulamalar

ABSTRACT

An effective communication in a foreign language requires having of the basic vocabulary and
delicacy of that language. From this point of view, if there is not adequate formation of
vocabulary in the student, it is obvious that the phonetic and grammatical features of a language
cannot be given to the student. Here, it is emhasized that how to organize the process of teaching
Arabic vocabulary as a foreign language, what kind of vocabulary teaching activities can be used
during distance education, how to use web 2.0 tools to create many educational materials such as
matching cards, quizes, word games, interactive images and videos and it is stated which skills of
the student can be developed by using these tools. By making document analysis as a qualitative
research method about the web 2.0 tools that can be used in teaching Arabic vocabulary,
Nearpod, Miro, Thinglink, LearningApps and Quizizz applications are examined. By
demonstrating the contribution of web 2.0 tools on teaching Arabic vocabulary, this study will
contribute to raising awareness of the more effective use of innovative applications in this field.

Keywords: Arabic vocabulary teaching, Web 2.0 educational tools, Arabic language teachers,
Innovative applications.

GIRIS

Ogretim teknolojilerini kullanmak, 6gretimde basarty1 garanti etmemekle birlikte bagar1
ihtimalini artirmaktadir. Ciinkii her 6grenci farkli bir 6grenme stiline sahiptir (Butler,
1987) ve ayn1 anda gorsel, isitsel, kinestetik ve sozel 6grenme stillerine hitap etmek,
dersi kitaba baglh kalarak isleyen bir 6gretmenin yapabilecegi bir sey degildir. Zaman
icerisinde gelistirilen web tabanl egitim materyalleri, 6grencilerin siklikla sikayet
ettikleri kelime 6grenme ve kelime 6grenimini kalict hale getirme konularinda biiyiik
kolayliklar saglamistir. Sinirsiz tekrar imkani sunan, yer ve siire kisitlamasi olmayan,
¢oklu 6grenme modelini destekleyen teknolojik araglar, kelime 6grenme deneyimini
sadece kelimenin anlamini ezberlemekten ¢ikarip, 6grencinin kelimenin baglam iginde
kullanimini farkl etkinliklerle gorebilecegi, interaktif olarak kendini test edebilecegi,
ilerleme raporlarin1 gorebilecegi, hangi kelimelerde 6grenme eksikliginin oldugunu
saptayabilecegi, kelime Ogretimi siirecini oyunlastiran ve kaliciligini arttiran bir
deneyim haline getirmistir. Baturay (2007), web-tabanli ¢oklu ortam ile sunulan

baglam modelinde kelime 6gretiminin orta diizeyde dil 6grenenlerin yabanct dil kelime
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hatirlama diizeylerine etkisi ile ilgili yapmis oldugu ¢alismada, 6grencilerin web tabanl
sozciik dgrenme araci kullanmalarmin Ingilizce sézciikleri hafizalarinda tutmalarina
etkisini 6lgmiis ve bu yolla 6grenen dgrencilerin Ingilizce sozciik 6grenmeye yonelik
pozitif yonde bir tutum degisikligi gelistirdiklerini, ayn1 zamanda aralikli tekrarlar ile
hedef sozciiklerin hatirda kaliciligl acgisindan ilerleme kaydettiklerini belirtmistir.
Kocaman ve Iskender (2016), bilgisayar destekli kelime 6gretiminin kelime 6grenme ve
kelime O6grenme stratejileri gelistirmeye etkileri ile ilgili yaptiklar1 ¢alismada ilkogretim
6. Simf dgrencilerinin bilgisayar destekli kelime dgrenme uygulamalarinin Ingilizce
kelime 6grenme stratejilerine ve kelime Ogrenimlerine etkisini arastirmis ve egitsel
oyun uygulamasinin 6grencilerin kelime Ogrenme basarilarinda istatistiksel olarak
anlamli bir fark yarattifini ortaya koymustur. Abdiisselam (2020), Arap¢a yazma
becerisinin desteklenmesine yonelik artirilmis  gerceklik teknolojisinin - kullanimi
konusunda yaptigi arastirmada, Arapca bir kelimenin dogru ve giizel yazilist igin
alistirma ve tekrar yapma imkanmi saglayan bir yazilim gelistirmistir. Ayrica Web 2.0
araglarmin st diizey diisiinme becerisini gelistirmeye yardimci oldugu saptanmistir
(Karaman, Yildirim, & Kaban, 2008). Kaynar (2019), Web 2.0 araglarmin yabanci dil
ogretiminde kullanimi ile ilgili yaptig1 ¢alismada Fransizca, Almanca ve Ispanyolca
Ogretmenleri ile goriismeler yapmis, ¢alisma sonucunda ikinci yabanci dil gretiminde
Web 2.0 araclarmin zengin igerik sunmasi, Ogrencilerin ilgisini ¢ekmek ve
motivasyonlarin1 arttirmak agisindan 6nemli faydalar sundugu goriilmiistiir. Diger
taraftan 6gretmenlerin en ¢ok teknik problemler ve donanim eksikligi gibi konularda
sorunlar yasadigini saptamistir. Web 2.0 giiniimiizde yaygin olarak kullandigimiz
bilgiye hizli ve kolay ulagim imkan1 saglayan, kullaniciy1 da bilgi liretimi igine katan ve
dinamik bir yapiya sahip olan web teknolojilerini olusturmaktadir (Cekinmez, 2009).
Ancak yabanci dil olarak Arapga dgretiminde klasik usuliin ¢ok da disina ¢ikilamamus,
bir dili bilmenin evrensel standartlarindan sayilan dort temel becerinin dinleme ve
konugma kisimlar1 yeterince gelistirilememis ve bu becerileri gelistirmeye yonelik
metot ve teknik arayigina da son zamanlara kadar yeterince 6nem verilmemistir (Baytar,
2016). Literatiir incelendiginde, Web 2.0 araglarinin yabanci dil kelime 6gretiminde

geleneksel yontemlere kiyasla olumlu sonuglar verdigi, 6gretmenlerin Web 2.0
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araglarim1 kullanmaya kars1 pozitif yaklasim sergiledikleri goriilmistiir. Fakat bu
calismalar genellikle Ingilizce, Tiirkge, Almanca gibi dillere odaklanmis Arapca kelime
ogretiminde Web 2.0 araglarinin kullanimina yonelik ¢aligsmalarda eksiklik gortilmiistiir.
Bu baglamda caligmanin amaci, yabanci dil olarak Arapganin kelime 6gretimi agisindan
uzaktan 6gretiminde dgretmenler ve 6grenciler arasinda etkilesimi artirabilecek web 2.0
araglar1 hakkinda bilgi vermek ve bu araglarin hangi seviyede kullanilabilecegine iligkin
uygulama ornekleri sunmaktir. Bu hedef dogrultusunda asagida verilen sorulara cevap

aranmigtir:
1. Arapga kelime 6gretiminde kullanilabilecek Web 2.0 araglari nelerdir?

2. Kelime 6gretimi siirecinde bu araglardan hangi alanlarda yararlanilabilir?
YONTEM

Bu aragtirmada nitel aragtirma yontemlerinden dokiiman analizi kullanilmistir.
Dokiiman analizi arastirmanin hedeflerine yonelik verilere ulasmada dokiimanlarin
incelenmesi ile gerceklesir (Cepni, 2010). Dokiiman analizi yontemi iki farkli amag icin
kullanilabilir bunlar; genel tarama ve igerik ¢oziimlemesidir (Karasar, 2005). Alan
yazinin taranmasi ve Onceden yapilan calismalarin gozden gegirilmesi, ardindan

kullanilacak verilerin diizenlenerek analitik olarak sunulmas: siirecidir.
Etik Kurallara Uygunluk

Aragtirma ve caligmanin olusturulmasi siirecinde yaym etigi kurallar1 gozetilmis,
verilerin elde edilmesi, incelenmesi, segilmesi ve yorumlanmas: etik ilkeler
cercevesinde gergeklestirilmistir. Calismada, YOK Bilimsel Arastirma ve Yayin Etigi
Yonergesinde belirtilen kurallar dikkate alinarak literatiirden elde edilen veriler kaynak
gosterilerek sunulmus, herhangi bir etik ihlalde bulunulmamistir. Atiflar ve
kaynak¢adaki eserler, kaynak¢a gosterim kurallarina uygun bir bi¢imde degisiklik
yapilmadan eksiksiz ve dogru bir sekilde gosterilmistir. Etik ihlal sorumlulugunun

yazara ait oldugu sorumlu yazar tarafindan taahhiit edilmistir.
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BULGULAR

Birinci Arastirma Sorusuna Yonelik Bulgular

Web 2.0 araglar1 her gegen giin gelismekte ve cesitlenmektedir. Bu sebeple
kullanilabilecek uygulamalarin hepsini listelemek miimkiin degildir. Asagida Arapca
kelime &gretiminde kullanilabilecek bazi web uygulamalari Tablo 1 basgligi altinda
listelenmistir. Uygulamalarin se¢iminde ders iginde gergeklestirilmesi muhtemel
aktivitelerin biitiiniinii uzaktan egitim siirecinde de kapsayabilmek amaclanmistir.
Uygulamalarin planli kullanilmasiyla kelime &gretiminde kaliciligin saglanmasi

miumkiin olabilecektir.

Tablo 1. Web 2.0 Araglar1 ve Becerilere Gore Kullanilabilirligi

Kullanim Alani

1. Nearpod Dinleme, Okuma, Yazma, Konusma
WEB 2.0 2. ero . D!nleme, Okuma, Yazma

3. Thinglink Dinleme, Okuma
ARACLARI ; .

4.LearningApps Dinleme, Okuma, Yazma

5.Quizizz Dinleme, Okuma, Yazma

Tablo 1 de verilen bes uygulama sirasiyla; videolar: etkilesimli hale getirme, online
beyaz tahta ile etkilesimli dersler isleyebilme, gorselleri etkilesimli hale getirme, online
oyunlar tasarlayabilme ve smavlar olusturabilmek i¢in kullanilabilecek araglardir.
Araglarin uzaktan derslerde ya da smif iginde uygulanmasi ile derse katilimin artmasi,
ogrencilerin derse daha istekli ve motive olarak devamliligi ve dgrenilen kelimelerin

kaliciliginin artmasi beklenen yararlardan bazilaridir.
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ikinci Arastirma Sorusuna Yoénelik Bulgular

Tablo 1’de yer alan Arapga kelime 6gretiminde dgretmenler ve Ogrenciler arasindaki
etkilesimi artirabilecek web 2.0 araglarinin hangi alanlarda kullanilabilecegine iligkin

bulgular agagidaki gibidir:
Nearpod Web 2.0 Arac1 ve Ozellikleri

Nearpod ogrencilerin es zamanli olarak birbirleriyle ve Ogretmenleriyle etkilesim
kurmasmi saglayan c¢ok fonksiyonlu bir e-6grenme aracidir. Nearpod’u diger
uygulamalardan farkli kilan 6zellik ¢ok yonlii olusudur. Nearpod, simif mevcudunun
fazla oldugu durumlarda bile dersi verimli islemeyi saglayan zengin ozelliklere sahip
yeni bir sanal simif sistemini temsil eder (McClean & Crowe, 2017). Uygulama bir
Ogretmenin ihtiya¢ duyacagi neredeyse tlim araglari bir arada sunmakta, ders anlatimi
icin ayri, oyun ic¢in ayri, sinav ic¢in ayri araglara gerek kalmadan tiim etkinliklerin
uygulanmasina imkan saglamaktadir. Nearpod'a internet baglantisi ile istenilen cihazdan
licretsiz olarak erisilebilir. Ogretmenler bir kod olusturarak hazirladiklar1 icerigi
ogrencileriyle dersin baginda paylasabilirler. Ogretmen icerigin zamanlamasi iizerinde
diizenleme yapabilir. Ogrenciler, slaydi &gretmen gbriintiilemeyi istediginde ve
ogrencilerin slaytlara erisimini kisitlamadiginda gériintiileyebilir. Ogretmen, ders
esnasinda aktif olan 6grencileri gorebilir. Nearpod sunumlarina kisa siavlar, anketler,
acik uglu sorular gibi istege goére uyarlanabilen degerlendirme etkinlikleri ekleyebilir.
Nearpod’un sundugu farkli araglar, okuma, yazma, dinleme ve konusma becerilerinin
her birini gelistirmeye yonelik olarak kullanilabilir. Ogretmen, paylastig1 her bir etkinlik
i¢in 6grencilerin verdikleri yanitlar1 gérebilir. Istedigi yanit: tiim 6grencilerin ekranina
getirebilir, ya da Ogrencilerin isimlerini gizleyerek fikirlerini diger 6grencilerden

¢ekinmeden sdylemesini saglayabilir.
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nearpod

Onsuz nasil 6grettigini
merak edeceksin

Her dersi etkilesimli hale getirmek icin etkilesimli
medya ve bigimlendirici degerlendirmeler.

OGRENCILER YONETICILER

Bir derse katil Daha fazlasin kesfat
=) v kit i

Sekil 1. Nearpod Web Sayfasi

Ogretmen isterse daha once bagka egitimciler tarafindan hazirlanan igeriklere erisebilir
ve bunlar iizerinde degisiklik yapabilir. Nearpod'da olusturulan slaytlara gorsel, ses,
video, web igerigi, pdf vb. dosyalar eklenebilir. Kullanici herhangi bir video paylasim
sitesinden video kullanabilir, bu videolarin istedigi dakikalarina agik uclu ya da test
tirtinde sorular ekleyerek videolar: etkilesimli hale getirebilir. Hazirlanmis PowerPoint
sunumlart da Nearpod'a aktarilabilir. Yazilim haricen eklenen slaytlar1 resim olarak
yaymlar, bu nedenle metinde degisiklik yapilamaz. Sekiz farkl etkinlik sunan uygulama
Ogretmene bosluk doldurma, ¢oktan se¢meli sorular, &grencilerin yazili doniit
verebilecegi bir diigiince panosu, anket, eslestirme oyunu gibi secenekler sunmaktadir.
Ogretmen ders sonrasinda ogrencilerin verdigi cevaplari rapor halinde gorebilir.
Ogrencilerin uygulama igerisinde hangi etkinliklere katildiklarim1 hangilerine cevap
vermediklerini ya da yanlis cevap verdigini gérme imkanina sahiptir. Sinif i¢i gergek
zamanli 6grenci performansinin  degerlendirilmesi, Ogrencilerin  ders Oncesi
caligmalarin1 tamamlamalari igin bir motivasyon saglar ve bdylece Nearpod ders saati
boyunca aktif 6grenme O6gelerinin etkin kullanimini garanti eder (Mattei & Ennis,
2014). Ogretmen Nearpod’u ister canli dersinde es zamanl olarak, ister ddevlendirme
icin kullanabilir. Yapilan arastirmalar Nearpod kullanimmin ders icin sagladigi

olanaklarin siifta aktif 6grenmeyi destekledigini gostermistir (Hakami, 2020). Sundugu
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pek ¢ok arag ile Arapca kelime 6gretiminde kullanilabilecek olan Nearpod uygulamasi,
ogretmenin 0grencide eksik gordiigli yonleri tamamlayict olarak kullanabilecegi iyi bir

yardimct olarak 6ne ¢ikmaktadir.
Miro Web 2.0 Araci ve Ozellikleri

Miro ¢evrimigi is birligine dayal bir beyaz tahtadir. Pek ¢ok kisiyle ayn1 anda kullanim
imkani sunar. Takim ¢aligmalar1 ve proje planlamalar i¢in olduk¢a uygun iicretsiz bir
Web 2.0 aracidir. Her gegen giin yeni bir teknolojik degisiklikle karsi karsiya
kaldigimiz giliniimiizde, okullarimizda interaktif tahta kullanimini derslere entegre
etmek teknolojik yonden egitime kazandirabilecegimiz bir hizmettir (Tezer & Deniz,
2009). Ders icinde verimliligi artiran interaktif tahtalarin yoklugu uzaktan egitim
stirecinde nasil bir metot izlenecegi sorusunu akla getirmektedir. Uzaktan egitimde,
egitimciler zorluklarla kargilasmaya devam edecek olsa da Miro Web 2.0 araci,
ogrencilerin derse aktif olarak katilmalarina izin vererek onlari motive etmeye ve

katilimlarini saglamaya yardimci olabilecek bir aragtir (Rector, 2020).

.
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Sekil 2. Miro Web Sayfasi

Miro’nun sundugu beyaz tahtanin bir ¢ercevesi ve sinir1 yoktur. Kullaniciya kullanmak
istedigi materyalleri diledigi kadar ekleme imkani sunmaktadir. Miro, hem 6grenciler

hem de 6gretmenler i¢in etkilesimli bir 6gretme ve 6grenme siireci sunar (As' ad, 2021).
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Ogrencilere okuma, yazma ve dinleme etkinlikleri yaptirilabilen uygulama, Arapga
kelime 6gretimi i¢in de oldukg¢a kullanighidir. Web aracina giris yapildiginda, zihin
haritalar1 olusturma, arastirma ve tasarim yapma, aktif is akisi yOnetme, strateji ve
planlama yapma, harita ve diyagram olusturma gibi bes farkli ana kullanim kategorisi
ile karsilagilmaktadir. Uygun kategori se¢ildikten sonra isleme baglanabilir. Ayni tahta
lizerinde tim kategorilerde calismak da mimkiindiir. Uygulama meniisii tamamen
Ingilizce olmakla birlikte Arapca klavye ile yazmaya imkan vermektedir. Web
sayfasiin sol kisminda bulunan araglardan istenilen segilerek amaca uygun tasarimlar
gerceklestirilebilir. Kisi isterse yapigkanli not kagidi goriiniimiindeki aragla dikkat
¢cekmek istedigi konu ya da notu goOriiniir hale getirebilir, isterse bu notlar
gruplandirabilir, farkli farkli renklendirebilir ve anlam iligkilerine gore birbirine
baglayabilir. Kalem araci ile yaz1 yazabilir, sablon kiitiiphanesindeki bir¢ok secenekten
istedigini secebilir ve tizerinde diledigi gibi oynama yapabilir. Uygulama ayni zamanda
PDF dosyalarin1 siiriikleyip tahta f{izerine biraktiginizda belgenizi tahta iizerine
yerlestirmenize, aym1 zamanda baglantt linki gonderdiginiz tiim kullanicilarin bu
belgeleri indirebilmesine olanak saglar. Aymi sekilde URL adresi eklenerek istenen

videonun tahta iizerinde paylasilmasi da miimkiindiir.

Miro cevrimigi ortak caligma platformu oldugu i¢in tahtanin paylagildig:i kullanic
calisma alanin1 goriintiileyebilir. Giris yapan kullanicilar1 ve bu kullanicilarin
imleglerini es zamanh olarak takip edilebilir. Bu da tahtaya kimin hangi katkiy1
yaptigimin goriilebilmesini saglar. Baglanti adresi gonderilirken verilen izinler
cergevesinde kisi katki sunabilecektir. Etkilesimli olarak tahtay1 kullanacaginiz kisilere
dair bir say1 kisitlamasi yoktur. Katilimcilar isterse tahta lizerinde yorum yapmak
istedikleri yerlere not diisebilir, yazilanlara déniit verebilirler. Istenirse zaman sayaci
eklenebilir ve oturum i¢in yoneticinin belirledigi siireyi tiim katilimcilar gorebilirler.
Uygulama, iizerinde iglem yapilan, yorumlar yazilan, zihin haritalar1 olusturulan
tahtanin PDF olarak dokiimiiniin ahnmasina da izin verirken vektor temelli oldugu igin

bir bozulma olmamaktadir.
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Sekil 3. Miro ile Hazirlanmis Etkinlik Ornegi

Daha o6nceden hazirlanmig bir etkilesimli beyaz tahtanin baglanti linki &grencilere
gonderilerek 6devlendirme ya da ders tekrari yapilabilecegi gibi tiim smifin katilim
saglayacagi es zamanli bir beyin firtinasi uygulamasi da yapilabilir. Tahtanin kullanim
alani agisindan bir smir1 olmadigr ve herhangi bir siire kisitlamasi bulunmadigr igin
Ogretmen her dersini tahtadan islediginde eskiye yonelik anlatilanlar ve yapilan
uygulamalar kaybolmadan saklanabilir, 6grenciler tahtanin &gretmenin izin verdigi
kadarina erigebilir ve hazirlanmis tahtalar farkli dgrencilerle farkli zamanlarda tekrar

tekrar kullanilabilir.

Miro Web aracinin derslerde kullanilmasindan sonra, Ogrencilerin yeterlilik ve
memnuniyet diizeylerinde artis goriilmis, dgrenciler Miro Web 2.0 aracinin egitimleri
tizerindeki etkisinin ¢ok olumlu oldugunu sdéylemislerdir (Dominguez-Lloria,

Fernandez-Aguayo, Marin-Marin, & Alvarifias-Villaverde, 2021).
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Thinglink Web 2.0 Araci ve Ozellikleri

Thinglink bir etkilesimli gorsel olusturma aracidir. Uygulama &grencileri derse motive
etmek amacryla gorseller lizerine etkilesimli etiketler araciligiyla haritalar, sinavlar,

tablolar, videolar, takvimler ve veriler eklemeyi saglar.

“thinglink..

Create unique\@,—;
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interactive images,

videos & 360°
media

START NOW CONTACT US

Sekil 4.Thinglink Web Sayfasi

Uygulama ayni zamanda interaktif 360° turlar yapmaya olanak tanir. Bu 360° turlar
uygulamanin sundugu gorsellerden yapilabilecegi gibi kendi bilgisayarinizdan da
eklenebilir. 360° turlar igerisine de Yyine etiketler eklemek ve buralarda ekstra
agiklamalar yapmak miimkiindiir. Egitim amagli gorseller yine ayn sekilde uygulamaya
yiiklendikten sonra etiketler istenen yerlere yerlestirilerek 6grencilerin bu etiketlere
tikladiginda ek bilgilere ulasmasi saglanabilir. Thinglink uzaktan 6gretim siirecinde
kullanima ¢ok uygundur. Kelime 6gretimi i¢in gorselin istediginiz yerlerine etiketler
ekledikten sonra bu kelimeleri seslendirmeniz miimkiindiir ya da tiklanan kelime ile
ilgili bir videoya 6grencilerinizi yonlendirebilirsiniz. Thinkling uygulamasinin Arapga
kelime ogretiminde kullanilmasiyla ilgili yapilan bir ¢aligmada 6grencilerin kelime
basarisinda istatistiksel olarak anlamli bir artis goriilmiis, 6grenciler kullanim kolayligi
agisindan uygulamay1 olumlu olarak degerlendirmistir. Yapilan aragtirma, Thinglink’in
dil 6gretmenleri ve dgrencileri i¢in etkili bir ara¢ oldugunu gostermistir (Roslan, 2020)
Etkilesimli gorseller olusturarak &grencilere keyifli okuma ve dinleme c¢aligmalari

yaptirilabilse de Tiirk¢ce dgretmeni adaylarinin Web 2.0 araglarinin kullanimryla ilgili
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goriislerini inceleyen bir ¢alismada katilimeilar tarafindan Thinglink uygulamasinin hig

bilinmedigi ve kullanilmadig: ortaya konmustur (Karakus & Ziileyha, 2021).
LearningApps Web 2.0 Araci ve Ozellikleri

LearningApps.org, egitim ve 6gretim siirecini desteklemek i¢in tasarlanmig etkilesimli
Ogeler igeren bir Web 2.0 uygulamasidir. Mevcut ogeler, icerik olusturacak kisi
tarafindan kullanilarak yeni bilgi girigleriyle online ve etkilesimli egitim materyalleri
hazirlanmasia imkan vermektedir. Ayrica kisi isterse kullandigi igerik sabit kalacak

sekilde hazir 6geler arasinda degisiklik yapabilir.
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Sekil 5. LearniningApps Web Sayfasi

Uygulamanin amaci, tekrar kullanilabilen, baska formlara doniistiiriilebilen etkilegimli
dijital ortam igerigi olusturmaktir. Hazir sablonlar, farkli dersler ve yabanci dil kelime
Ogretimi i¢in uygun ortamlar sunmaktadir. Kullanici adi ve olusturulan sifre ile giris
yapilan uygulama, hazir igerikleri kullanmaya izin verdigi gibi yeni igerikler tiretmeye

de imkan saglamaktadir.
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Sekil 6. LearningApps Uygulama Olusturma Ekrani

Etkinlik olusturulmaya baslanmadan once istenen sablon secilir. Ogretilmek istenen
kelimeler ister gorsel ile desteklenerck ister yalin halde verilebilir. Sablona istenilen
igerik girildikten sonra uygulama kaydedilir. Ogretmen isterse 6grencilerine baglanti
linki gonderebilecegi gibi isterse uygulama iginde de sinif olusturabilir. Olusturulan
siif, 6gretmenin hazirladigi ve erisimine izin verdigi uygulamalardan 6grencilerin
aninda haberdar olarak faydalanmalarini saglamaktadir. Uygulama tamamen {icretsiz
olarak hizmet sunmaktadir. Arapga kelime 6gretimi i¢in hazirlanmig pek ¢ok igerik
uygulama igerisinde mevcuttur. Ogretmen isterse mevcut iceriklerden koleksiyonlar
olusturup istedigi zaman dgrencileriyle paylasabilir. Yapilan arastirmalarda dgrencilerin
LearningApps’t ¢ok begendikleri, eglenceli, i¢ agici bulduklari ve bireysel
degerlendirmeye firsat tamidigini belirttikleri ve gelecek derslerde de pekistirme
caligmalarinda bu uygulamanin kullanilabilecegini ifade ettikleri belirlenmigtir

(Karadag & Garip, 2021). Yine LearningApps uygulamasi ile hazirlanmis ders
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materyallerinin sunuldugu O6grenciler, eglenerek &grendiklerini ve bu tip etkinlikleri

diger derslerde de gormek istediklerini ifade etmislerdir (Karamete & Yasar, 2018).
Quizizz Web 2.0 Araci ve Ozellikleri

Glintimiizde hemen hemen her alana yonelik gelistirilen Web 2.0 araglari mevcuttur
(Esgi & Kocadag Unver, 2018). Quizizz ¢evrimici ve etkilesimli 6lgme degerlendirme
aracidir. Uygulama ile sinavlar oyunlastirilarak eglenceli hale getirilebilir, anketler
hazirlanabilir. Pek ¢ok soru tipinden yararlanilarak smavlar agik uglu, bosluk doldurma
ya da dogru-yanlis seklinde olusturulabilir. Ayn1 zamanda egitimciler tarafindan daha
once hazirlanmis olan smavlar kullanilabilir, bu sinavlar iizerinde degisiklik yapilarak

Ogrenci seviyesine uygun hale getirilebilir.
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Sekil 7. Quizizz Web Sayfasi

Sinavlarin hem es zamanl hem de ayrik zamanl olarak olusturulmasina imkan sunan
uygulama, aninda geri bildirim vererek 6grencilerin sinav sonuglarina gore bir puan
siralamasi da olusturmaktadir. Bu siralamayi rapor olarak gérmek ve yapilan yanliglar

ve verilen cevaplar1 incelemek de miimkiindiir. Uygulama 6grencilere geri bildirim igin
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sesli, gorsel ya da yazili mesajlar hazirlama imkani sunmaktadir. Uygulama icerinde
sinif olugturmak miimkiin oldugu gibi hazirlanan smav URL’si 6grencilere gonderilerek
de smav uygulamasi gergeklestirilebilir. Sinav hazirlanirken sorular igin siire
belirlenebilir, dogru cevaplar i¢in eglenceli geri bildirimler olusturabilir. Uygulama
Arapca dil destegi sunmaktadir. Web 2.0 araclarindan olan Quizizz ile ilgili pek ¢ok
akademik ¢alisma yapilmis 6grenciler tizerinde olumlu etkileri gézlenmistir. Yine bir
Arapca dil sinifinda yapilan ¢alismada dersin son dakikalarinda sikilmis ve yorulmus
ogrenciler iizerinde Quizizz uygulamasi ile sinavlar yapilmis, dgrencilerin sinavlara
aktif olarak katildiklari, konuya daha iyi odaklandiklar1 ve uygulamaya karsi pozitif
tepki verdikleri gozlenmistir (Ju & Adam, 2018).

TARTISMA ve SONUC

Ozellikle Covid-19 salgini sonras1 dénem, egitimin uzaktan yapilmaya baslandigi bir
doneme hizlica gegis saglamayr gerektirmistir. Cevrimig¢i platformlar iizerinden
ylriitillen egitim faaliyetleri, 0grenciyi derse motive etmeyi zorlastirmis, egitim
kanallarin1 cesitlendirmeyi gerektirmistir. Etkilesimli O6gretim materyali ile basari
arasinda pozitif bir iligkinin varligim (Yashca, 2020), derslerde teknoloji destekli
materyal kullaniminin etkili oldugunu, isitsel ve gorsel algmin bir arada kullaniminin
basariy1 arttirmaya olumlu etkilerinin oldugunu (Erhan & Sen, 2019) ortaya koyan
aragtirmalar gostermektedir ki Web 2.0 araglart planli bir sekilde ders igerisinde
kullanilmali ve hangi aracin hangi becerinin gelistirilmesi i¢in kullanilabilecegi

bilinmelidir.

Arapga  kelime  Ogretiminde  etkilesimi  artirmaya  yonelik  6gretmenlerin
kullanabilecekleri Web 2.0 araglarindan bazilarmi tanitan bu c¢alisma dort temel dil
becerisini dgrencide yerlestirmek icin ne gibi etkinlikler yapilabilecegi ile ilgili
Ogretmenlere fikir vermeyi amaglamaktadir. Yapilan dokiiman analizi sonucunda
tanitilmasi kararlastirilmig bes uygulama, bir derste 6gretmenin ihtiyact olabilecek tiim
araglar1 kapsamaya yonelik olarak secilmistir. Verilen ilk uygulama olan Nearpod ile

Arapga kelime dgretimi igin yapilabilecek etkinlikler siralanmis, Nearpod kullaniminin
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ders i¢in sagladigi olanaklarin smifta aktif O6grenmeyi destekledigini gosteren
caligmadan (Hakami, 2020) bahsedilmistir. Ogretmenlerin ders esnasinda belki de en
¢ok kullandig1 ara¢ olan beyaz tahtanin uzaktan egitim siirecinde eksikligini
hissettirmeyecek bir Web 2.0 araci olan Miro ile yapilabilecekler hakkinda fikir sahibi
olunabilmesi i¢in aciklamalar yapilmistir. Etkilesimli gorseller hazirlayarak
O0devlendirme ve bilgilendirme yapilabilecek Thinglink uygulamasindan ve bu
uygulamanin ne kadar az bilindigi (Karakus & Ziileyha, 2021) ortaya konmustur.
LearningApps uygulamasinin derslerde kullanimi sonucu aliman geri bildirimler
incelenmis, ders ve 0grenci motivasyonu agisindan kullaniminin 6nemi belirtilmistir.
Son olarak sinavlart eglenceli hale getirmenin yolu Quizizz uygulamas: tanitimis,
hakkinda yapilan arastirmalar sonucu alinan pozitif doniitlerden bahsedilmistir. Alan
yazinda yapilan arastirmalar incelendiginde Web 2.0 araglarinin kullanimin derse
sagladig1 pozitif yonlii katkilardan, 6gretmenlerin Web 2.0 araglarina yonelik olumlu
goriislerinden  (Caliskan, Guney, Sakhieva, Vashieva, & Zaitseva, 2019) ¢okca
bahsedilmis ve yabanci dil 6gretimi agisindan sundugu kolayliklar pek ¢ok arastirmada
ortaya konmus olsa da yabanci dil olarak Arapga 6gretiminde yapilan arastirmalarin
azlig1 da dikkate alindiginda bilgisayar destekli egitimin Arapga Ogretiminde heniiz
yaygin olarak benimsenmedigi (Abdullahi & Rouyan, 2018) goriilmektedir. Web 2.0
araglarinin sadece cevrimici degil yiiz yiize de kullanima olduk¢a miisait olmasi,
ogrencileri derse motive etmesi, ¢oklu zeka tiirlerine yonelik tasarimi, ders verimliligini
artirict yanlari da dikkate alindiginda bu uygulamalara derslerde daha ¢ok yer verilmesi
ve Ogretmenlerin bu uygulamalardan daha ¢ok haberdar olmalarinin saglanmasi geregi

ortaya ¢ikmaktadir.
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SUMMARY

Introduction

The correctly used words are the most important means of communication in a language. From
this point of view, it is obvious that sufficient vocabulary should be formed in the student. The
goal of each foreign language teacher is to improve their student in reading, writing, speaking
and listening. These skills cannot be considered separately from the vocabulary. Today,
vocabulary teaching activities are also diversified with the developing technology. Especially
with the web 2.0 tools, teachers have become able to prepare their own course materials on
online platforms. The main topics of this research are which web 2.0 tools can be used in Arabic
vocabulary teaching and the features of these tools.

Method

In this study, document analysis, one of the qualitative research methods is used. Document
analysis is done with the examination of the documents in obtaining data for the objectives of the
research (Cepni, 2010). The document analysis method can be used for two different purposes:
general searching and content analysis (Karasar, 2005). Reviewing the literature and examining
the previous studies is the process of organizing and presenting analytically the data to be used
later.

Findings

Web 2.0 tools are developing and diversifying every day. For this reason, it is not possible to list
all the available applications. When the literature is reviewed, there is no study in our country
related to the web 2.0 tools that can be used in Arabic vocabulary teaching. By the way, the
number of studies investigating the contribution of web 2.0 tools to the education is quite high.
This study compiled some applications that can be used in Arabic vocabulary teaching as a result
of the document analysis. In the selection of these applications, it is aimed to cover all the
activities that are likely to be carried out in the lesson during online learning.

Nearpod is used to make videos interactive. Miro is an interactive, motivating whiteboard
application. Thinglink is an interactive, 360° visual creation tool that is more suitable for use in
reading and listening activities. LearningApps makes courses fun by turning subjects into games.
Quizizz is used to make exams fun. Increase in participation in lessons, more willing and
motivated attendance, and increased persistence of learned words are some of the expected
benefits of these tools.

Discussion and Conclusion

In particular, the period after covid-19 epidemic required a rapid transition to a period when
education began to be carried out remotely. The studies showing the existence of a positive
relationship between student's success with interactive teaching material, effectiveness of usage
of the technology supported materials in lessons, the fact of the combined use of auditory and
visual perception has positive effects on increasing success, also show that Web 2.0 tools should
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be used in a planned way in the lessons and it should be known which tool can be used to develop
which skill.

Introducing Web 2.0 tools that teachers can use to increase interaction in Arabic vocabulary
teaching, this study aims to give teachers an idea of what applications can be used to place four
basic language skills in the student. As a result of the document analysis, the five applications,
which are decided to introduce, has been chosen to cover all the instruments that may be in need
of teacher in a lesson. The given five applications are the tools that can be used to make videos
interactive, have interactive lessons with an online whiteboard, make images interactive, online
design vocabulary games, and create quizzes, respectively. Considering web 2.0 tools are quite
available for use in face-to-face education as well as online education, motivate students to the
lesson, being designed for multiple types of intelligence, and increase the efficiency of the lesson,
it is necessary to include these applications more in lessons and to ensure that teachers are more
aware of these tools.



Gazi Egitim Fakiiltesi Dergisi Yayin Ilkeleri

Genel ilkeler

Gazi Egitim Fakiiltesi Dergisi(GEFAD), Nisan, Agustos ve Aralik aylarinda
olmak tizere yilda 3(ii¢) kez yayimnlanmaktadir. GEFAD, egitim bilimleri ve alan egitimi
alaninda nitelikli ¢aligmalarin yayinlandigi, evrensel bilim olgiitlerine uygun, hakemli,
uluslararasi bir yayin ortami sunmaktir. Makaleler Tiirkce veya Ingilizce yazilabilir.

Dergimiz yayin kurallarina gore hazirlanan Makale Sablonu indirilip iizerinde
diizeltmeler yapilarak kullanilmasi, makalenin kabul ve basim siirecinde kolaylik
saglayacaktir. Makalelerin 25 sayfay1 gegcmemesi tercih edilmektedir.

GEFAD’a gonderilen, dergi kapsami ve yazim ilkelerine uygun olan ve yayin
kurulunun onaymdan gegen her yazi ilgili alanda uzman iki hakeme gonderilir. Bir
yazinin dergide yayimlanabilmesi i¢in, iki hakem tarafindan olumlu goriis bildirilmis
olmasi gerekir. Hakemlerden birinin olumlu digerinin olumsuz goriis bildirmesi
durumunda iigiincii bir hakemin gbriisiine bagvurulur. Ugiincii hakemin goriisii de dikkate
almarak, yayin kurulu ve/veya editor tarafindan yazinin dergide yayimlanmasi konusunda
karar verilir.

Makalenin kabul islemlerinden sonra, her yazar tarafindan imzalanmasi gereken
telif hakki devir formunun doldurulmasi zorunludur.

Yayimlanmak i¢in dergiye gonderilen makaleleler; tablolar, sekiller, atiflar ve
kaynaklar American Psychological Association 6. baskiya (APA 6th Edition) uygun
olarak hazirlanmalidir.

Dergiye sunulan yazilar daha 6nce baska bir yerde yaymlanmamis ya da bagka
bir yerde yayin i¢in degerlendirmeye sunulmamis olmalidir.

Anlatim

Makale yaziminda, okuyucunun, ¢alismanin her asamasimi anlama ve
degerlendirmesine imkan tantyacak bir anlatim ve plana uyulmalidir.

Anlatim olabildigince sade, anlasilabilir, 6z ve kisa olmalidir. Gereksiz
tekrarlardan, desteklenmemis ifadelerden ve konu ile dogrudan iligkisi olmayan
aciklamalardan kagmilmalidir. Yazimda ¢ok genel ifadeler kullanilmamalidir.



Yargt veya kesinlik igeren ifadeler mutlaka verilere/ referanslara
dayandirilmalidir. Ele alinan konu veya problemin mevcut literatiirdeki yeri, neticede
amagclar1 aciklama ve destekleme baglaminda sunulmalidir.

Problem ile secgilen arastirma yontemi arasinda bag kurulmalidir. Probleme,
arastirmact/aragtirmacilarin hangi kuramsal/kavramsal agidan yaklastiklar1 gerekgeleri ile
birlikte belirtilmelidir.

Kullanilan aragtirma yonteminin se¢ilme gerekgesi agiklanmalidir. Biitiin veri
toplama araglarinin gegerliligi ve giivenirligi belirtilmelidir. Bunlar (anket formlari,
miildkat protokolleri, testler vb.) gerekli oldugu durumlarda aynen, Srneklenmesi
durumunda okuyucunun anlamasini kolaylastirici ve degerlendirmesine imkan taniyici
bi¢cimde sunulmalidir.

Aragtirma sonucunda elde edilen veriler bir biitiinliikk i¢inde sunulmalidir.
Sadece elde edilen verilere dayanan sonuglar sunulmalidir. Sonuglarin yorumlari, varsa
literatiirdeki diger kaynaklarla tartistlmalidir.

Yazim

Aday makalenin ana baslhig1 hem Tiirkce hem de Ingilizce olarak ilk sayfada
yazilmaldir. Tiirkce ve Ingilizce basliklarin biitiin harfleri biiyiik, kalin, 12 punto
biiytikligiinde olmalidir. Calismanin amacini, arastirmada yer alan degiskenlerini ve
evrenini 6zetleyen kisa ve anlamli bir baslik olmalidir. Bagliklar sayfay: ortalayacak
bicimde yerlestirilmelidir. Basligin 12 sdzclikten fazla olmamasina dikkat
edilmelidir. Tirkge baslik iginde yer alan ve, ile gibi kelimeler kiigiik harfle yazilmalidir.
ingilizce baslik i¢inde gegen a, an, and, of, for, , with, vb. sdzciikler kiigiik harfle
yazilmalidir. 150 kelimeyi gecmeyecek sekilde Tiirkce Oz ve Ingilizce Abstract
yazilmalidir.

Calismanin kolaylikla smiflandirilmast ve indekslerde daha kolay bulunmasi
i¢in 4-6 adet anahtar kelime tanimlanmalidir.

Ayrica amag, yontem, bulgular, sonuglar ve tartisma boliimlerini igeren en az
500, en fazla 750 kelimeden olusan (yazim kurallar1 ¢ergevesinde en fazla 2 sayfa olacak
sekilde) genis 6zet (summary) hazirlanmalidir. Tiirkge makalelerde genis dzet Ingilizce,
Ingilizce makalelerde ise genis 6zet Tiirkge olarak hazirlanmalidir. Genis 6zet makalede
“Kaynaklar” bdliimiinden sonra yer almalidir.

Tablolarin bagliklar1 tablonun {istte, sekil ve grafiklerin bashklari altinda
verilmelidir. Metin i¢inde tiim tablo ve sekillere atifta bulunulmalidir.



Yapilan arastirmanin daha kolay anlagilmasini sagladigi disiiniilen ekler varsa,
kaynaklardan sonra konulmalidir.

Kaynaklar

Bir aday makale igerisinde yazara ait olmayan her tiirlii bilgiyi, veriyi, goriisii
aktarirken sahibinin ve kaynaginin belirtilmesi zorunludur.

Metin i¢inde verilen atiflar ve metin sonunda verilen kaynaklar listesi APA 6.0
stiline gore hazirlanmalidir. Kaynaklar makalenin sonunda "Kaynaklar" basligi adi
altinda alfabetik olarak verilmelidir.

Metin igerisinde verilen her kaynak, kaynakga listesinde de bulunmalidir.

iki kategorili puanlama ¢ok kategorili puanlamaya genellestirilirse, yetenek
diizeyi 0 olan bireyin x kategorili puanlanan bir maddeden x puan alma olasilig1 asagidaki
gibi hesaplanir.
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