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0Z: Kiiltiirel ¢atigmalarmin dniine gegmek, kiiltiirel etkilesim
becerisi  yliksek  vatandaglar  yetistirmek icin;  kiiltiir
Ogretimi/aktarimi, kiiltiirel farkindalik ve kiiltiirel etkilesim
egitimin 6nemli kavramlarindandir. Yabanci dil 6gretim alani
yapist geregi bu konuda en elverisli alanlardan biridir. Bu
durumum dogal bir sonucu olarak bu alanda olusturulan 6gretim
programlarinda bu kavramlarin gbéz oniinde bulundurulmus
olmas1 beklenir. Uluslar aras1 diizeyde, Diller I¢cin Avrupa Ortak
Bagvuru Metni; ulusal diizeyde ise Tiirk¢enin Yabanci Dil Olarak
Oégretimi Programi (TYDOP), yabanc: dil olarak dil 6gretiminin
cergevesini ¢izme iddiasinda olan programlar olduguna gore, s6z
konusu baglamda bu programlarda ortaya konulan yaklasimi
belirlemek 6nem arz etmektedir. Bu ¢alismada, her iki program,
bahsi gegen husulara verdikleri yer ve Onem bakimindan
karsilagtirmali  olarak incelenmistir. Dokiiman incelemesi
yontemiyle elde edilecek bulgular igerik analizine tabi tutularak
ortaya konmustur. Calisma sonunda DAOBM’de dil/kiiltiir
Ogretimi gercevesinde ¢okdilli ve ¢okkiiltiirlii kavramlartyla
temsil edilen aktif ve sosyal aktdr roliinde bir birey/vatandas
olusturulmasinin hedeflendigi, bu baglamda olusturulan igerikte
ise Ozellikle sosyokiiltiirel bilgi/beceri/tutum ve sosyodilbilimsel
yetenek kavramlarmin insa edilip kullanildigr gorilmistiir.
TYDOP’nin ise kavramsal olarak yeni bir pencere agmamakla
birlikte DAOBM’de teorik olarak sunulan kavramlara dayali
izlenceler olusturmakla problemin ¢dziimiine katkida bulundugu
sonucuna ulagilmistir. Calisma, s6z konusu programlarin konuya
yaklasimmni karsilastirmali olarak ortaya koymak bakimindan
onemlidir.

Anahtar sozciikler: yabanci dil 6gretimi, kiiltiir 6gretimi, kiiltiirel
farkindalik, kiiltiirel etkilesim, vatandaglik egitimi.

Bu makaleye atif vermek icin:

ABSTRACT: To prevent cultural conflicts and to nurture citizens
with high cultural interaction skills, culture teaching/transfer,
cultural awareness, and cultural interaction are important concepts
in education. Due to its structure, the field of foreign language
teaching is one of the most suitable areas for this. As a natural
consequence of this situation, it is expected that these concepts are
considered in the teaching programs developed in this field. On an
international level, the Common European Framework of Reference
for Languages (CEFR), and on a national level, the Turkish
Teaching Program for Foreigners (TYDOP), claim to outline the
framework of language teaching as a foreign language. Therefore, it
is important to determine the approach presented in these programs
in the aforementioned context. In this study, both programs have
been comparatively examined in terms of the importance and
emphasis they place on the mentioned issues. Findings obtained
through the document analysis method have been revealed through
content analysis. At the end of the study, it was observed that the
CEFR aims to create an active and social actor in the role of a
multilingual and multicultural individual/citizen within the
framework of language/culture teaching. In this context, it was seen
that the concepts of sociocultural knowledge/skills/attitudes and
sociolinguistic competence were constructed and utilized. It was
concluded that although TYDOP does not open a new conceptual
window, it contributes to solving the problem by creating curricula
based on the concepts theoretically presented in the CEFR. This
study is important in terms of revealing the approach of the
mentioned programs to the subject in a comparative manner.

Keywords: teaching foreign language, cultural teaching, cultural
awareness, cultural interaction, citizenship education
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EXTENDED ABSTRACT

Introduction

When the sources are examined, it is seen that there are dozens of definitions of culture. The elements
generally emphasized in these definitions are more or less the same as those highlighted in the definition
by Ziya Gokalp (1976, p. 24), one of the first users of the concept in our context: "Culture (hars) is the
harmonious aggregate of a nation's religious, moral, legal, intellectual, aesthetic, linguistic, economic, and
technical lives." The origin of the concept in Western languages (cultura) and its counterpart used by
Gokalp (hars) both mean the cultivation, improvement, and refinement of land. Although this concept,
which bears traces of the agricultural society, undoubtedly gained new meanings as humanity transitioned
from an agricultural society to an information society and then to the age of artificial intelligence, it can be
argued that what is emphasized at the core of all these meanings remains the same: the human trace (whether
left on land, objects, knowledge, or machines). This trace is undoubtedly the distinguishing feature of
humans in the world of living beings. Humans are not only different from other living beings by leaving
this trace but also by transferring these traces from generation to generation.

According to international agreements, every culture is valuable, and necessary measures should be
taken to protect and develop it. The details of this issue are clearly stated in the convention adopted at the
general conference of the United Nations Educational, Scientific and Cultural Organization (UNESCO),
held in Paris from October 3-21, 2005.

Cultural transmission is naturally a learning process, and this learning process will have dimensions
such as the teaching of culture, cultural awareness, and cultural interaction. Cultural interaction
undoubtedly begins with cultural awareness. Tomalin and Stempleski, the authors of the work "Cultural
Awareness," which fills an important gap in this field, emphasized at the beginning of their study that they
chose this concept because it is suitable for the following three meanings:

1. Being aware of one's culturally determined behaviors;

2. Being aware of others' culturally determined behaviors;

3. The ability to explain one's cultural perspective (Tomalin and Stempleski, p. 5).

The formation of awareness is undoubtedly a learning process, and thus creating awareness naturally
falls within the scope of education. In the aforementioned work, the objectives of the education that should
be given to increase awareness are listed as follows, also benefiting from the book "Teaching Culture"
(Seelye, 1988):

1. Helping students understand that all people exhibit culturally conditioned behaviors.

2. Helping students understand how social variables (gender, social class, and residence) affect
people's ways of speaking and behaving.

3. Helping students become more aware of conventional behaviors in common situations in the target
culture.

4. Helping students increase their awareness of the cultural connotations of words and phrases in the
target language.

5. Developing students' ability to evaluate and refine generalizations about the target culture with
supporting evidence.

6. Providing students with the necessary skills to find and organize information about the target
culture.

7. Stimulating students' intellectual curiosity about the target culture and encouraging them to
develop empathy toward it.

After listing the "seven goals of cultural teaching" in this way, the following recommendations are
given for those who will carry out this teaching to consider when preparing lesson plans to achieve these
goals:

1. Provide access to culture through the language being taught.

2. Ensure the examination of cultural behaviors as an integral part of every lesson.

3. Aim for students to achieve the socio-economic competence they feel they need.

4. Aim for all levels to understand both their own culture and the culture of the target language.

5. Acknowledge that all teaching about culture does not imply behavior change but rather an
awareness and tolerance of cultural influences affecting one's and others' behaviors (Tomalin and
Stempleski, p. 25).

One of the environments where education is provided to create cultural awareness and thus cultural
transmission and cultural interaction is realized is, in the general framework, foreign language institutions
and organizations that teach Turkish as a foreign language. In these institutions and organizations, a second
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language (foreign language) is taught within a certain program framework, and efforts are made to create
cultural interaction by raising awareness of the culture of the foreign language learned. Modern approaches
do not consider the learning of a standardized language, as foreseen in the traditional perspective, sufficient.
They find it appropriate to learn forms of use outside the standard use of the target language to enable
communication within the framework of multilingualism and multiculturalism (Giinday, 2013, p. 329).

Learning a foreign language is not only encountering a foreign language and inevitably comparing it
with the native language; it is also a process that inevitably brings about a comparison between cultures. It
is undoubtedly necessary to follow a conscious program for this process to turn into harmony and
reconciliation rather than intercultural conflict. Culture, as Ziya Gokalp pointed out long ago and translated
into Turkish with the words "hars" and "tehzib," has two dimensions. The first represents the democratic
and national dimension, while the second expresses the aristocratic and international dimension. A person,
under the influence of hars, perhaps only values their own nation's culture, but if they have seen tehzib,
they also appreciate the cultures of other nations and try to taste their pleasures. Therefore, tehzib makes
the people it contacts somewhat humanistic, somewhat tolerant, benevolent to every individual and nation,
and eclectic (Gokalp, 1976, p. 97). Yigit, who emphasizes the importance of identifying source culture,
target culture, and common cultural elements and using these elements in language education-teaching
processes, states that through foreign language teaching systems created in the axis of source culture and
target culture, learners will not view the elements of the target culture they encounter for the first time with
negative and high anxiety, and thus desired motivation will be achieved in a short time (Yigit, 2014, pp. 1-
3).

A possible intercultural conflict in the process of learning a foreign language will negatively affect
learning motivation and thus the language learning process. The existing schemas of foreign language
learners make it difficult to understand and retain the information of the new language. When students lack
the cultural background assumptions and structures related to the target culture, reading the text becomes a
time-consuming, laborious, and frustrating experience (Uzun, 2022, p. 179). Schumann, who conducted a
study to explain why some second language learners fail compared to others despite having the same initial
level, identified twelve distances/boundaries, eight social and four psychological, that could affect the
language learning process (Teemant and Pinnegar, 2007, pp. 201-202). These distances and their
explanations are as follows:

Social Distance Features

Patterns of Social Dominance: Reference groups of native speakers may be superior, inferior, or
equal in terms of politics, culture, technology, or economy. If they see their group as superior, they may
not learn the second language.

Integration Strategies: Assimilationist students abandon native values and lifestyles. Preservationist
students maintain native values and lifestyles. Accommodative students become bicultural and vary
depending on the group.

Enclosure: When groups share social facilities, enclosure is low, supporting language learning.

Intended Length of Residence: The duration of a student's stay in the country and the length of
residence affect motivation to learn a new language.

Cohesiveness: Strong in-group contact and few out-group contacts in the native community affect
second language learning.

Size: The size of the native community can affect second language learning.

Cultural Congruence: Similarity and compatibility between cultures affect second language learning.

Attitudes: The feelings of reference groups toward each other affect learning.

Psychological Distance Features:

Language Shock: Feeling foolish while trying to learn the language makes learning less likely.

Culture Shock: Experiencing anxiety or disorientation in the culture makes learning less likely.

Motivation: The level of motivation affects learning.

Ego-Permeability: How rigidly second language learners view their first language affects the learning
of the second language.

Since foreign language (second language) teaching is a process intertwined with culture teaching,
cultural awareness, and interaction, teaching programs related to this process should be prepared
considering the context and principles highlighted above. This study was conducted to determine to what
extent the Common European Framework of Reference for Languages (CEFR) and the Turkish Teaching
Program for Foreigners (TYDOP) include the aspects pointed out above in a comparative manner.
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The CEFR, since its publication in 2001, has been an important guide for foreign language teaching
at an international level. The program prepared by the European Commission describes itself as a
framework program:

Prepared based on legal and scientific foundations,

Serving as a basis for programs, guidelines, exams, and textbooks,

Describing the communicative knowledge and competencies (including the cultural dimension) that
language learners should have,

Defining the proficiency levels to be measured,

Removing barriers to communication among experts,

Providing control, coordination, and standardization by presenting sample materials to the parties,

Bringing transparency to proficiency certificates thanks to the common foundation it is based on
(CEFR, p.1).

TYDOP is the first program prepared in Turkey for the international teaching of Turkish. Published
by the Turkish Maarif Foundation in 2020, the program is fundamentally based on the CEFR. The 21st
Century Skills, European/Turkish Competencies, and the core values in the 2019 Turkish Language
Teaching Program are the other references used in preparing the program (TYDOP, p. 12).

Method

The problem of the study is defined as follows: In the context of culture teaching/transfer, cultural
awareness, and cultural interaction, what perspective do DAOBM and TYDOP present? In addition to this
primary problem, the study seeks to answer the following sub-questions:

- What kind of individual/society is intended to be created through foreign language teaching?

- Which fields/concepts can be utilized in foreign language teaching to benefit the creation of this
type of individual/society?

This study is designed according to qualitative research methods and is a descriptive study based on
document examination and analysis. The data of the study are collected from the foreign language teaching
programs named DAOBM and TYDOP using the document examination method. The collected data are
subjected to content analysis and described. Content analysis is regarded as a scientific approach that allows
the objective and systematic examination of verbal, written, or other materials (Tavsancil and Aslan, 2001:
22).

Findings

Analyzing cultural awareness, cultural transmission, and cultural interaction, CEFR and TYDP are
essentially language teaching programs. Like any teaching program, these programs have emerged as a
result of the need-purpose-content-learning-teaching process-evaluation cycle (Balc1 & Melanlioglu, 2020,
p- 177). Before delving into the resulting content, it is important to highlight the characteristics of these
programs in terms of needs and objectives. Considering the need-purpose cycle, it is understood that the
Common European Framework of Reference for Languages (CEFR) is designed to meet needs and achieve
objectives within the European framework, as indicated by its name, rather than a global scope. The priority
is both global and continental, with Europe at the forefront. It can be said that the program aims to train the
ideal European citizen (multilingual, multicultural, active, social actor), thereby securing Europe's future
by revitalizing its potential (cultural, economic, political) and realizing the ideal of "greater Europe."
However, this does not mean that the program cannot be applied globally. Since the program presents a
flexible framework, it is universal in the principles and methods it outlines, even though it is designed with
Europe in mind.

When examining the introduction of the program, the phrases used (Europeans with different
linguistic and cultural backgrounds, those living in Europe, European countries, different education systems
in Europe, mobility in Europe, learning various European languages, linguistic and cultural diversity in
Europe, rich heritage, communication and interaction among Europeans, better knowledge of European
languages, greater convergence at the European level, effective European [language teaching] system, all
of Europe, European cultural life, multilingual and multicultural Europe, pan-European, European language
learners) clearly indicate that the target audience is Europeans. The needs and objectives emphasized in the
introduction of the CEFR can be summarized as follows:

It is natural for communication and interaction barriers to exist among European societies due to
their different linguistic and cultural backgrounds. To overcome these barriers, it is necessary to improve
the quality of communication among European societies (p. IV).
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European societies need free movement, mobility, and direct contact. This need can only be met with
good communication, proper understanding, and close cooperation (p. IV).

European citizens need to be independent, responsible, and collaborative in their thoughts and
actions, requiring certain knowledge, skills, and attitudes necessary for democratic citizenship. Learning
and teaching methods that meet this need should be supported (p. IV).

Given Europe's multilingual and multicultural structure, it is necessary to have multilingual and
multicultural competence to live in Europe and meet the communicative demands of this structure (p. VI).

The aim is to make European citizens active citizens and social actors. The primary objective of
language education is to enhance the development of the learner's entire personality and identity awareness
through experiences with linguistic and cultural differences (p. 1).

The general goal is to achieve great unity among European countries, with cultural cooperation and
joint activities to achieve this unity (p. 1).

Emphasizing the presence of linguistic and cultural diversity as a common resource and rich heritage
in Europe, it is highlighted that this should be seen as an opportunity rather than an obstacle to the greater
unity of Europe, and the role of education in this regard is emphasized (p. 2).

The importance of increasing communication and interaction among people with different mother
tongues in Europe is highlighted, emphasizing the value of this approach in breaking down prejudices and
overcoming discrimination (p. 2).

Intensifying international mobility may lead to some negative outcomes. Protecting Europe against
these potential negatives is also set as a political goal.

Europe's cultural richness is hidden in its national and regional languages. Encouraging the learning
of these languages will bring these riches to light, allowing them to develop and flourish.

Overcoming potential dangers posed by those marginalized due to a lack of communication skills (p.
3).

It is emphasized that the realization of this entire need-purpose alignment is only possible with a
better knowledge of modern European languages.

Regarding the general framework intended to be created, an analysis of TYDP reveals the following
findings:

As emphasized in its introduction, TYDP has been created to respond to needs arising more from
external influences (increasing interest in the Turkish language and culture, intensive migration to Turkey,
increasing international student mobility, social and economic developments) than internal ones.

Communicative and cultural competencies are two of the five criteria considered in the preparation
of the program (p. 12).

The program makes similar emphases to the CEFR (intercultural communicative competencies,
lifelong learning principles, autonomous, sensitive to universal and local values, intercultural awareness,
individual characteristics necessary for international mobility), but unlike the CEFR, it evaluates these on
an international scale through the teaching of Turkish language and culture (p. 13).

Unlike the CEFR, TYDP is designed specifically for teaching a single language (Turkish). Therefore,
the related achievements are expressed in relation to Turkish (having communication skills in all areas of
social life using Turkish comprehension and expression skills).

TYDP is a program that encompasses both universality and locality, as both universal and local
references (core values) have been used in its preparation.

As in the CEFR, an action-oriented approach is adopted as the fundamental approach of TYDP, and
similarly, both programs emphasize seeing language learners as "social actors." In this context, TYDP
emphasizes the action-oriented approach in eight places and the term "social actor" in three places.

Another concept borrowed from the CEFR and used by TYDP is mediation, particularly in the
context of cultural transmission and interaction as part of the learning-teaching process in foreign language
teaching and multilingual, multicultural learning environments. Mediation involves creating conditions and
environments for communication and/or learning, collaborating to create new meanings, encouraging
others to construct or understand new meanings, and appropriately transmitting new information. The goal
is to equip learners with mediation skills. Additionally, teachers, educators, and/or experienced learners can
take on mediation roles during the teaching process (p. 20).

Cultural elements and socio-cultural knowledge supporting the sociolinguistic concept and
sociolinguistic competence (daily life, living conditions, interpersonal relationships, values, beliefs,
attitudes, body language, social customs, rituals/traditional behaviors) are also included in both programs.

Cultural awareness and intercultural awareness, expected to be acquired through cultural interaction,
are among the general objectives of the program, listed in ten points.
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Themes directly related to the subject, such as "cultural atlas" and "between cultures," are included
in the themes determined for the second stage of secondary education (p. 32).

Under the recommendations for the implementation of the program, the 16th point emphasizes the
importance of an intercultural communication strategy in teaching Turkish, highlighting the need to bring
to the forefront overlapping cultural elements of the parties in the planning of practices and activities, while
also including local cultural values in these application materials (p. 36).

Creating awareness about the Turkish language and culture and encouraging children to
communicate with representatives of different languages and cultures is listed among the general objectives
of preschool education (p. 90).

Showing learners both their own culture and the values and characteristics of Turkish culture during
the education process is included in the Principles of Teaching Turkish (p. 91).

So far, the general framework presented in both programs in terms of needs and objectives has been
reflected. In the next section, findings from the analysis of the programs will be presented regarding aspects
that can be considered reflections of the needs-purpose context in the content. As a detailed explanation of
the needs-purpose context mentioned above, it can be said that the content in the CEFR has been created to
answer the following two questions:

What should be the characteristics of the type of person/society intended to be created as a result of
language teaching?

To serve the creation of this type of person/society, what areas does language teaching open up, and
how can it be used?

1. Multilingualism/Multiculturalism

As an answer to the first question, the concepts emphasized in the program are multilingualism and
multiculturalism. In an understanding based on multiculturalism, different cultures are valued and respected
accordingly (Kara Ozkan, 2022, p. 258). Historical conditions undoubtedly play an important role in the
formation of multilingualism and multiculturalism. According to some sources, multilingual and
multicultural education models emerged in the 1960s in the United States and the Netherlands due to similar
historical conditions: the refugee issue. Countries have transformed into multicultural societies due to
waves of migration. Societies with a multilingual/multicultural structure will have to choose one of two
paths. Those who choose the first path welcome and respect different cultural structures, reflecting a
multicultural understanding. Those who choose the second path do not accept the existence of different
cultures and perceive them as a threat to the state (Ulukaya Oteles, 2020, p. 501). These choices will
naturally lead to concepts of multilingual/multicultural society or intercultural conflict.

Multilingualism has often been used in conjunction with multiculturalism in the program in question.
Considering the emphasis placed on the language-culture association, it is quite natural for these
complementary concepts to be used together. These concepts have both individual and societal dimensions.
Since a society comprised of multilingual/multicultural individuals will naturally be
multilingual/multicultural, it can be said that these usages highlight the individual and societal reflections
of changes resulting from language education.

The concept of multilingualism has been frequently used in the program alongside the related
concepts mentioned above. The notable point here is the two-layered nature of the concept. When
considered within the first layer, being multilingual simply means that a person/society knows more than
one language. However, within the second layer, knowing more than one language alone does not make a
person multilingual; it requires the individual to open new windows to communication skills in terms of
knowledge, skills, attitudes, and behaviors through the learned language. Basbay and Bektas (2009) also
drew attention to this two-dimensional structure in their studies. Thus, the DAOBM, aiming for
multilingualism/multiculturalism, has focused both on teaching new languages and cultures in a simple
sense and on considering the enrichment they bring to individuals:

In the context of multilingualism and multiculturalism, learning a language is not about adding a
second language to a known language or gaining separate abilities for known languages; it is about
possessing a multilingual and multicultural ability suitable for the individual, encompassing all languages
(pp. 156-157).

If a person is monolingual, learning another language will enrich their monolingualism through a
simple addition; if multilingual, the language learning process will mean a more intricate development (p.
126).

In the process of becoming multilingual/multicultural, as individuals learn expressive skills or
cultural elements in another language, their awareness of their own language and culture will also increase.
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Thus, the language learning process will make the individual multilingual/multicultural both in their own
and other languages. In this context, if a person has awareness and competence within their own language
and culture, this will create a positive situation in the second language learning process.

Multilingualism and multiculturalism are related but not dependent concepts. Being multicultural
does not necessarily entail being multilingual. It is possible to know a society's culture well without
knowing its language, or vice versa (p. 126).

Possessing multilingual and multicultural competence provides individuals with both general skills
and the ability to use language skills in different ways. Thanks to this competence, an individual can
compensate for a deficiency in one area with another (knowledge, skills, attitudes, etc.), taking advantage
of their multilingual and multicultural status. Someone weak in this respect may struggle even if they know
the rules of a language very well (p. 126).

A multilingual individual is expected to use the languages they know as a richness in practice (while
communicating) even if they mentally keep them separate. A monolingual person, despite utilizing all
linguistic and non-linguistic features (gestures, facial expressions), will often simplify their language use
due to a lack of expressive richness (not being multilingual). The goal of multilingualism is to develop a
linguistic accumulation that encompasses all linguistic abilities rather than learning one, two, or even three
languages independently, modeling a native speaker (p. 4).

Multilingualism and multiculturalism are competences that increase communicative and linguistic
awareness, bringing metacognitive strategies to the forefront. Thus, sociolinguistic uses are more easily
perceived, benefiting from acquired linguistic competences, and recognizing what is general and specific
to a language in linguistic structures, improving adaptability to new individuals and situations. A lack of
healthy awareness may increase the misconception that one's language and culture are superior despite
learning many languages. Awareness, both linguistically and culturally, will accelerate learning even
slightly. This awareness will lead to the formation of linguistic and cultural identity alongside the "diversity
and richness of being different," improving students' learning abilities (pp. 126-127).

As can be understood from these expressions, this refinement in linguistic and cultural awareness
will naturally increase cultural interaction, as one of the obstacles to cultural interaction is ignorance and
the other is the prejudices described above as "unhealthy awareness."

The following questions provided in the program and expected to be asked for language learners are
important in framing multilingualism:

Has the individual experienced linguistic and cultural richness?

Will they function effectively in different linguistic and cultural environments, and if so, what kind
of activities will these primarily involve?

What is the status of experiences of linguistic and cultural diversity during and outside the
institution's language teaching process, and how has this developed within this process?

Considering multilingualism and multiculturalism competence, what types of goals are deemed more
appropriate?

How will the effective relationship between different elements of multilingualism and
multiculturalism competencies be established and maintained without fragmentation?

Which partial competences can enrich, complicate, and differ from existing competencies?

How can learnings related to a specific language and culture be consistently integrated into the
general curriculum that develops experiences of many languages and cultures?

Which approach in assessment and evaluation allows for the appropriate recognition of partial
competencies and takes into account the diverse multilingual and multicultural abilities of language
learners? (p. 163)

2. Sociocultural Knowledge/Skills/Attitudes and Sociolinguistic Competence

When the DAOBM is examined in the context of the answer to the second question under this
heading, it is seen that two interconnected titles stand out. The first of these is presented within the four
general competences (declarative knowledge, skills and expertise, existential competence, and learning
ability) encompassing all language teaching skills in a network, as suggested by its name. The first and
most important concept among these, dealt with as the second heading of declarative knowledge, is
sociocultural knowledge. This concept, encompassing the seven fundamental areas (daily life, living
conditions, interpersonal relationships, values, beliefs, and attitudes, body language, social customs,
ceremonial behaviors) expected to be "known" through language in a culture, draws attention to elements
that can be considered the basis of cultural teaching and thus cultural awareness and interaction.
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The second heading of declarative knowledge is the concept of intercultural awareness. This concept
complements the previous one in terms of transforming the given principles into awareness. According to
the emphasis here, understanding the relationship (similarities and distinctive differences) between the
"world of the source society" and the "world of the target society" generates intercultural awareness (p. 99).
Intercultural awareness is, of course, both a part and a continuation of cultural awareness. Therefore, for
intercultural awareness to develop, an individual must first have developed awareness of their own culture
within the framework of the given principles.

The principles laid out in the section representing the knowledge dimension of general competencies
are touched upon in the application and valuation dimensions under the headings representing the skills and
attitudes of general competencies.

The first of these is the concept of intercultural skills given under the second main heading of general
competencies, skills, and expertise. This concept emphasizes the application step of the knowledge
expected to be acquired in the previous concept area. Here, language learners are expected to demonstrate
skills in relating elements they have noticed in their own culture and learned and noticed in the other culture,
establishing relationships with people from other cultures, and coping with cultural conflicts and
misunderstandings.

The second is addressed under the concept of existential competence, the third heading of general
competencies. This heading emphasizes the attitudinal dimension that supports or hinders what is expected
to be learned and noticed in the first step and what is expected to be transformed into skill in the second
step. Language learners are examined in terms of their attitudes toward recognizing other cultures,
establishing relationships with them, resolving conflicts, engaging in cultural interaction, etc., their
motivation levels, and the values and beliefs with which they approach issues, and how their cognitive and
personal structures play a role in this process.

The concept of learning ability, the fourth of the general language competencies, emphasizes self-
directed learning and learning-to-learn in the learning process. This concept is important for the integration
and automation of the previous three competencies, turning them into a personality trait in the language
learner.

When the TYDOP is examined in the context of the second problem sentence given above, the
following findings are reached:

1. Multilingualism/Multiculturalism

In TYDOP, multilingualism/multiculturalism has not been specifically addressed or explained as it
is in DAOBM. The concept does not carry the same two-layered meaning. The terms are only used in three
instances within the program, and only in the context of quotations from DAOBM.

2. Sociocultural Knowledge/Skills/Attitudes and Sociolinguistic Competence

Among the concepts under this heading, only sociocultural knowledge is included in the program.
The concept is briefly mentioned under the heading "Language Use Areas and Sociocultural Contexts,"
which appears after the introductory sections (basic principles, basic approach). There is no detailed
explanation provided; instead, brief references to DAOBM are made. It is explicitly stated that the
sociolinguistic elements outlined in DAOBM were considered in the structuring of TYDOP (p. 18). The
principles determined in DAOBM (daily life, living conditions, interpersonal relationships, values, beliefs,
and attitudes, body language, social customs, ceremonial behaviors) are tabulated and presented as they
are. It is emphasized that the elements in the table are detailed in the later sections of the program, aligned
with the themes.

It is highlighted that sociocultural knowledge is included in the program based on references from
DAOBM and according to the answers to the questions asked there. Also, referring to DAOBM, the
intercultural skills that students are expected to acquire are listed as follows:

o Ability to relate their own culture to the target culture,

e Gaining cultural sensitivity and knowing and using different strategies to interact with those
representing other cultures,

¢ Managing potential misunderstandings or conflicts by establishing relationships between cultures,

¢ Breaking and overcoming cultural prejudices in environments with high cultural diversity (p. 19).

It is noteworthy that, unlike in DAOBM, these elements are not separately addressed in terms of
knowledge, skills, and attitudes. The absence of the concept of sociolinguistic competence, which is present
in DAOBM, is also seen as a deficiency. As mentioned earlier, the program states that this concept is also
considered, but it does not provide a theoretical background as DAOBM does, nor is it adapted into Turkish.
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However, some indications that this aspect is considered can be seen in the learning objectives listed in the
syllabus (Recognizes expressions containing requests/permissions/apologies. Identifies polite expressions.
Identifies food cultures and table manners according to countries).

TYDOP seems to prefer citing references for theoretical background on cultural teaching/transfer,
cultural awareness, and cultural interaction, while focusing on creating concrete content for practical
application. When examining the created content, it is seen that the program includes lists of achievements
according to levels, followed by syllabus tables. The syllabus tables are prepared to include the dimensions
of theme, achievements, communicative functions, language structures, language expressions, vocabulary,
and sample topics.

The relevant achievements in the Achievement Lists by Levels (indicating the level and language
skill planned for the achievement in parentheses) are as follows:

e Recognizes the basic elements of body language in Turkish culture and the accompanying
expression patterns (A1.D.43., A2.D.18., B1.D.11., B1.SE.16.).

e Participates in dialogues using appropriate expressions for cultural contexts (traditions,
celebrations, invitations, congratulations, thanks, wishes, holidays, condolences, commemorations)
(A2.SE.19., B1.SE.18., B2.SE.13., C1.SE.13.).

» Talks about a cultural element/tradition or place (A2.SU.31.).

o Identifies expressions and meanings appropriate for cultural contexts (traditions, celebrations,
invitations, congratulations, thanks, wishes, holidays, condolences, commemorations) (A2.0.30.,
B1.0.61.).

e Identifies information related to cultural features mentioned in the text (A2.0.31., B1.0.42.,
B2.0.36., C1.0.32.).

e Identifies cultural features in listening/watching materials (B1.D.53., B2.D.36., C1.D.35.).

e Participates in dialogues where cultural features are discussed (B1.SE.19.).

e Participates in conversations about a cultural element/tradition or place (B1.SE.20., B2.SE.15.,
C1.SE.15)).

« Talks about a cultural element/tradition or place (B1.SU.36., B2.SU.35., C1.SU.24.).

o Talks about cultural differences and similarities (B1.SU.37.).

» Gives a presentation on a cultural topic of interest (tradition, country, habit, custom, etc.) supported
by visuals (B2.SU.13.).

e Understands and interprets expressions appropriate to cultural contexts (traditions, celebrations,
invitations, congratulations, holidays, condolences, commemorations) (B2.0.44.).

¢ Writes congratulatory and celebratory messages/texts appropriate to the cultural context (B2.Y.3.).

When examining the syllabus tables, it is observed that these achievements begin as early as the 4th
theme of the A1 level and the number of achievements by level is as follows: Al level has 1; A2 level, 5;
B1 level, 10; B2 level, 8; C1 level, 5 achievements.

When analyzing the distribution of these achievements across language skills in the syllabus tables,
it is seen that there are 23 in the listening/viewing domain, 55 in the speaking, i.e., oral interaction/oral
production domain, 31 in the reading domain, and only 1 in the writing domain.

In the sections following the achievement lists categorized by language skills in the syllabus tables,
the communicative functions, language structures, language expressions, vocabulary, and sample topics
also include plans for cultural awareness, cultural teaching, and cultural interaction.

Under the heading Communicative Functions, the expression “asking for and giving information
about cultures” appears in 17 instances. In the themes where this expression is found, other elements
(language structures, language expressions, vocabulary, and sample topics) are generally structured to be
in harmony. When examining the sample topics, it is observed that a wide range is provided concerning
cultural teaching/transfer, cultural awareness, and cultural interaction. Examples include over fifty topics,
ranging from celebrations to childbirth rituals, from hosting guests to music culture.

Discussion and Conclusion

In this study, which comparatively examines the approach and content of DAOBM and TYDOP—
both foreign language teaching programs—in the context of foreign language teaching, cultural
instruction/transfer, cultural awareness, and cultural interaction, the following conclusions have been
reached:

DAOBM approaches these concepts more from a European perspective, addressing the teaching of
all European languages without focusing on any specific one. In contrast, TYDOP approaches the subject
within the context of teaching Turkish and from an international perspective. This difference is related to
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the needs behind the preparation of these programs. While DAOBM refers to the revitalization of the
broader European culture, TYDOP refers to responding to the global interest in the Turkish language and
culture.

DAOBM has constructed the concepts of multilingualism and multiculturalism in a way that aims to
prevent cultural conflict and produce individuals/citizens who are open to cultural interaction in terms of
knowledge, skills, and attitudes, and who can act as active and social actors. In a sense, the desired type of
individual/citizen is concretized around a single concept. TYDOP, however, does not dwell much on these
concepts and occasionally references them through DAOBM. The lack of detailed descriptions of the type
of person it aims to cultivate, and the reliance on other sources for the details provided, can be seen as a
factor that weakens TYDOP's status as an independent program.

After concretizing the type of individual/citizen it aims to cultivate, DAOBM analyzes the
dimensions of language teaching, identifying elements that can be used in the context of cultural
instruction/transfer, cultural awareness, and cultural interaction, and structures them within certain
concepts. It provides a detailed framework for the language teaching program it aims to create by giving
examples from a language (English). In this respect, TYDOP remains theoretically dependent on DAOBM
(or other references) and explicitly states this. Although the transfer of knowledge regarding cultural
interaction from DAOBM is included in general competencies, the omission of the areas of skills and
attitudes and the absence of the concept of sociolinguistic competence as an independent section indicate
that the examples given for European languages in DAOBM were not adapted to Turkish. However, it is
quite positive that detailed and rich examples of these concepts are provided in the syllabi prepared in
TYDOP.

This situation is likely related to the objectives of the programs. The first focuses more on
constructing a theoretical background and offers proposals rather than concrete examples of application. Its
aim is to provide a framework for the teaching programs to be prepared. The second directly targets
application, deliberately leaving the theoretical background blank. However, it is important that an ideal
language teaching program be prepared with independent content. As stated by Balci and Melanlioglu, who
compiled the characteristic features of TYDOP in their studies, reaching comprehensive material in this
field will not happen immediately; however, at this point, it is now possible to talk about the existence of a
teaching program that is generally accepted in the field of teaching Turkish to foreigners and that paves the
way for both cultural instruction and cultural awareness and interaction (2020, p. 195).

GIRIiS

Kaynaklar incelendiginde kiiltiire ait onlarca tarifin oldugu goriilmektedir. Bu tariflerde genelde
vurgulanan unsurlar, kavramin bizdeki ilk kullanicilarindan olan Ziya Gokalp’in (1976, s. 24), “Kiiltiir
(hars), bir milletin dini, ahlaki, hukuki, muakalevi (intellectuel), bedii (estetique), lisani, iktisadi, fenni
(thecnique) hayatlariin ahenkli mecmuasidir.” seklindeki tarifinde vurguladigi unsurlarla asagi yukari
aynidir. Kavramin gerek Bati dillerindeki kdkeni (cultura) gerekse Gokalp’in de kullandig1 bizdeki karsilig
(hars) topragin iglenmesi, 1slah edilmesi, terbiyesi anlamlarina gelmektedir. Tarim toplumunun izlerini
tagtyan bu kavram, tarim toplumundan bilgi toplumuna oradan da yapay zeka ¢agina gegen insanlikla
beraber siiphesiz yeni anlamlar kazansa da hepsinin 6ziinde vurgulananin ayni oldugu savunulabilir:
(toprak, esya, bilgi veya makine iizerinde birakilmis olmasi fark etmez) insan izi. Bu iz, sliphesiz canlilar
diinyas: icerisinde insanin alamet-i farikasidir. insan, sadece bu izi birakmakla degil; birakilan izleri
nesilden nesile aktarmakla da 6teki canlilardan ayrilir.

Uluslararasi sozlesmelere gore her kiiltlir degerlidir ve korunmasi, gelistirilmesi i¢in gerekli tedbirler
alnmaldir. Birlesmis Milletler; Egitim, Bilim ve Kiiltiir Orgiitii'niin (UNESCO) 3-21 Ekim 2005
tarihlerinde Paris’te toplanan genel konferansinda kabul edilen s6zlesmede bu hususun detaylar1 agikga
ortaya konmustur?,

Kiiltiirel aktarim, dogal olarak bir 6grenme siirecidir ve bu 6grenme siirecinin kiiltiiriin 6gretimi,
kiiltiirel farkindalik, kiiltiirel etkilesim gibi boyutlar1 olacaktir. Kiiltiirel etkilesim siiphesiz kiiltiirel
farkindalikla baslar. Bu alanda 6nemli bir boslugu dolduran Kiiltiirel Farkindalik (Cultural Awareness) adli
eserin yazarlari Tomalin ve Stempleski caligmalarinin basinda bu kavrami, su {i¢ anlami yiiklenmeye
elverisli oldugu i¢in tercih ettiklerini vurgulamislardir:

1. Kendi kiiltiirel olarak belirlenen davranislarinin farkinda olma;

2. Digerlerinin kiiltiirel olarak belirlenen davraniglarinin farkinda olma;

3. Kendi kiiltiirel bakis agisin1 agiklama yetenegi (Tomalin ve Stempleski, s. 5).

2 So6zlesmenin asli i¢in bkz. (URL-1).
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Farkindaligin olusmasi siiphesiz bir 6grenme siirecidir ve bdylece farkindalik olusturma da dogal
olarak egitimin ilgi alanina girmis olacaktir. Bahsi gecen eserde, farkindaligin arttirilmasi i¢in verilmesi
gereken egitimin amagclar1 Teaching Culture adli kitaptan (Seelye, 1988) da yararlanilarak su sekilde
siralanmuigtir:

1. Ogrencilere, tiim insanlarm kiiltiirel olarak kosullandirilmis davranislar sergiledigini anlamalart
konusunda yardimc1 olmak.

2. Ogrencilere, toplumsal degiskenlerin (cinsiyet, sosyal sinif ve ikamet yeri) insanlarin konusma ve
davranis sekillerini nasil etkiledigini anlamalarina yardimci olmak.

3. Ogrencilerin hedef kiiltiirdeki yaygin durumlardaki geleneksel davranislari daha fazla fark
etmelerine yardimci olmak.

4. Ogrencilerin hedef dildeki kelimelerin ve ifadelerin kiiltiirel cagrisimlari artirmalarina yardimei
olmak.

5. Ogrencilerin hedef kiiltiirle ilgili genellemeleri destekleyici kanitlar agisindan degerlendirme ve
gelistirme yeteneklerini gelistirmek.

6. Ogrencilerin hedef kiiltiirle ilgili bilgiyi bulma ve diizenleme becerilerini gelistirmek icin gerekli
yetenekleri kazandirmak.

7. Ogrencilerin hedef kiiltiir hakkinda entelektiiel meraklarini uyandirmak ve onlara karsi empati
gelistirmeyi tesvik etmek.

“Kiiltiirel ogretimin yedi hedefi” bu sekilde siralandiktan sonra bu hedeflere varmak iizere bu
ogretimi gerceklestireceklere ders planlarini hazirlarken goz oOniinde bulundurmalar1 igin asagidaki
tavsiyeler verilmistir:

1. Ogretilen dil araciligryla kiiltiire erisim saglaym.

2. Her dersin ayrilmaz bir pargasi olarak kiiltiirel davraniglarin incelenmesini saglayin.

3. Ogrencilerin hissettikleri sosyo-ekonomik yetkinligi elde etmeyi amaglayn.

4. Tium seviyelerin kendi kiiltiirlerinin yani sira hedef dilin kiiltiiriinii de anlamalarin1 hedefleyin.

5. Kiiltiir hakkinda yapilan tiim 6gretimin davranis degisikligini ima etmedigini, sadece kendi ve
baskalarinin davranigini etkileyen kiiltiirel etkilerin farkinda olma ve tolere etme anlamina geldigini kabul
edin. (Tomalin ve Stempleski, s. 25)

Kiiltiirel farkindalik olusturma ve bu vesileyle kiiltiir aktarimi ve kiiltiirel etkilesim meydana
getirmek amaciyla egitim verilen ortamlardan biri genel ¢er¢evede yabanci dil 6zel gergevede ise Tiirkgenin
yabanci dil olarak 6gretildigi kurum ve kuruluslardir. Bu kurum ve kuruluslarda belli bir program
cercevesinde hem ikinci dil (yabanci dil) 6gretilmekte hem de 6grenilen yabanci dilin kiiltiirline dair
farkindalik olusturmak suretiyle kiiltiirel etkilesim gergeklestirilmeye calisilmaktadir. Modern yaklagimlar,
geleneksel bakis acisinda 6ngoriilen tek dlgiinlii (standart)dilin 6grenimini yeterli bulmayip, ¢ok dillilik ve
¢ok kiiltirliihik ¢ercevesinde bir iletisimin gerceklestirilebilmesi adina hedef dilin ol¢iinli kullanimi
disindaki kullanim sekillerini de 6grenmeyi uygun gormektedir (Giinday, 2013, s. 329).

Yabanci dil 6grenmek, sadece yabanci bir dille karsilagmak ve onu ister istemez ana dille kiyaslamak
degildir; bu, kiiltiirler aras1 bir kiyaslamay1 da ister istemez beraberinde getiren bir siirectir. Bu siirecin
kiiltiirler aras1 ¢atismaya degil uyum ve uzlagmaya doniismesi i¢in siiphesiz bilingli bir program izlemek
gerekmektedir. Kiiltiiriin, Ziya Gokalp’in ta evvelinden isaret ettigi ve “hars” ve “tehzib” kelimeleriyle
Tiirkgelestirdigi iki boyutu vardir. Bunlardan birincisi demokratik ve milli boyutu temsil ederken; ikincisi,
aristokratik ve beynelmilel boyutun ifadesidir. Bir insan, harsin tesiriyle, belki de yalmz kendi milletinin
harsina, kiymet verir; fakat tehzib gormiisse baska milletlerin harslarin da sever ve onlarin lezzetlerini de
tatmaga calisir. Binaenaleyh, tehzib, temas ettigi insanlart biraz insaniyetgi, biraz miisamahakdr, her ferde,
her millete kars: hayirhah ve “iktitaf¢i - éclectique” yapar (Gokalp, 1976, s. 97). Kaynak kiiltiir, hedef
kiltir ve ortak Kiltir unsurlarinin tespit edilmesi ve bu unsurlarin dil egitim-6gretim sireglerinde
kullanilmasinin faydali olacagini vurgulayan Yigit, bu sayede kaynak kiiltiir ve hedef kiiltiir ekseninde
olusturulacak yabanci dil 6gretim sistemleri sayesinde; 6grenen bireylerin ilk defa karsilastiklar1 hedef
kiiltiir unsurlarina olumsuz ve yiiksek kaygiyla bakmayacagini; bu sayede kisa zamanda istenir diizeyde
motivasyonun saglanacagin belirtmistir. (Yigit, 2014, s. 1-3).

Yabanci dil 6grenim siirecindeki muhtemel bir kiiltiirler arasi ¢atisma, 6grenme motivasyonunu,
dolayisiyla dil 6grenme siirecini de olumsuz etkileyecektir. Yabanci dil 6grenenlerin mevcut semalari, yeni
dilin bilgilerini anlama ve akilda tutmay1 zorlastirir. Ogrencilerin, hedef kiiltiirle ilgili kiiltiirel arka plan
varsayimlari ve yapilari eksik oldugunda metni okuma; zaman alici, zahmetli ve sinir bozucu bir deneyime
doniisiir (Uzun, 2022, s. 179) Ay baslangi¢ diizeyine sahip olmalarina ragmen ikinci dil 6grenen bazi
ogrencilerin otekilere gore basarisiz olmalarint agiklamak iizere ¢aligsma yiiriiten Schumann, ¢aligmasinda
dil 6grenme siirecini etkileyecek, sekizi sosyal dordii psikolojik olmak {izere, on iki mesafe/sinir
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olabilecegini ortaya koymustur Teemant ve Pinnegar, 2007, s. 201-202). Bu mesafeler ve agiklamalar1 su
sekildedir:

Sosyal Mesafe Ozellikleri

Sosyal Hakimiyet Desenleri: Anadil 6grenenlerin referans gruplari, politika, kiiltiir, teknoloji veya
ekonomi acisindan {istiin, asag1 veya esit olabilir. Kendi gruplarimi {istiin goriiyorlarsa, ikinci dili
Ogrenmeyebilirler.

Entegrasyon Stratejileri: Assimilasyoncu 6grenciler, anadil degerlerini ve yasam tarzlarini birakirlar.
Koruyucu 6grenciler, anadil degerlerini ve yasam tarzlarim1 korurlar. Uyumlu 6grenciler, ikili kiiltiirel
olurlar ve gruba bagli olarak degisirler.

Kapsiilleme: Gruplar sosyal tesisleri paylastiklarinda, kapsiilleme diistiktiir. Bu, dil 6grenmeyi
destekler.

Konaklama Siiresinin Amaglanan Uzunlugu: Bir 6grencinin lilkede kalma siiresi ve tilkedeki
kaliciligin siiresi, yeni bir dil 6grenme motivasyonunu etkiler.

Biitiinliik: Anadil toplulugunda giiclii i¢ grup temasi ve topluluk disinda az sayida temas, ikinci dil
Ogrenmeyi etkiler.

Biiyiikliik: Anadil toplulugunun biiytikligii, ikinci dil 6grenmeyi etkileyebilir.

Kiiltiirel Uygunluk: Kiiltiirler arasindaki benzerlik ve uyum, ikinci dil 6grenmeyi etkiler.

Tutumlar: Referans gruplarinin birbirlerine kars1 duygulari, 6grenmeyi etkiler.

Psikolojik Mesafe Ozellikleri

Dil Soku: Dil 6grenmeye caligirken aptal hissetme, 6grenmeyi daha az olasi kilar.

Kiltiir Soku: Kiiltiirde endiseli veya oryantasyon kaybi yasamak, 6grenmeyi daha az olasi kilar.

Motivasyon: Motivasyon seviyesi 0grenmeyi etkiler.

Ego-Gegirgenligi: ikinci dil grencilerinin ilk dilini ne kadar sabit ve kat1 olarak gordiigii, ikinci dilin
Ogrenilmesini etkiler.

Yabanci dil (ikinci dil) 6gretimi; kiiltiir ogretimi, kiiltiirel farkindalik ve etkilesimle ig ige bir siireg
olduguna gore bu siirece dair 6gretim programlarinin yukarida dikkat ¢ekilen baglam ve ilkeler g6z 6niinde
bulundurularak hazirlanmas: gerekmektedir. Bu ¢alisma, séz konusu programlardan Diller I¢in Avrupa
Ortak Basvuru Metni’'nin (DAOBM) [Common European Framework of Reference for Languages (CEFR)]
ve Tiirkcenin Yabanct Dil Olarak Ogretimi Programi (TYDOP)’nda yukarida isaret edilen yonlere
karsilastirmali olarak ne diizeyde yer verildigini belirlemek {izere yiiriitilmiistiir.

DAOBM, yaymmlandigi 2001 yilindan bu yana, yabanci dil 6gretimine uluslararasi diizeyde
kilavuzluk eden dnemli bir kaynaktir. Avrupa Komisyonu® tarafindan hazirlanan sdz konusu program
kendini;

Yasal ve bilimsel temellere dayali olarak hazirlanmus,

Programlar, yonergeler, sinav ve ders kitaplari i¢in temel olan,

Dil 6grenenlerin sahip olmasi gereken bildirisimsel bilgi ve yeterlilikleri (kiiltiir boyutu
dahil) betimleyen,

Olgiilecek yeterlilik diizeylerini tanmimlayan,

Uzmanlarin bildirisimini etkileyen engelleri kaldiran,

Taraflara 6rnek malzeme sunarak kontrol, esglidiim ve standardi saglayan,

Dayandig1 ortak temel sayesinde yeterlilik belgelerine saydamlik getiren bir cergeve
program olarak betimlemektedir (DAOBM, s.1).

TYDOP ise; Tiirgenin uluslararasi diizeyde &gretimi amaciyla Tiirkiye’de hazirlanmis olan ilk
programdir. 2020 yilinda Tiirkiye Maarif Vakfi tarafindan yayimlanmis olan program, temelde DAOBM
esas alinarak hazirlanmistir. 21. Yiizyil Becerileri, Avrupa/Tiirkiye Yeterlikler ve 2019 yilinda yayimlanan
Tiirkce Dersi Ogretim Programi’daki kok degerler programin hazirlanmasinda referans alnan &teki
kaynaklardir (TYDOP, s. 12).

3 Avrupa Konseyi, 5 Mayis 1949 tarihinde 10 iilkenin (Belgika, Danimarka, Fransa, Hollanda, ingiltere, irlanda, Isveg,

Italya ve Norveg) katilimiyla kurulmustur. Tiirkiye de ayn1 yil komisyona katilmustir.
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YONTEM

Calismanin problemi su sekilde belirlenmistir: Kiiltiir 6gretimi/aktarimi, kiiltiirel farkindalik ve
kiiltiirel etkilesim baglaminda DAOBM, TYDOP nasil bir gériiniim arz etmektedir. Bu temel problemin
haricinde ¢aligmada alt problem olarak su sorularin cevabi aranmustir:

Yabanci dil 6gretimi araciligryla nasil bir birey/toplum yaratilmak istenmektedir?

Bu birey/toplum tipinin yaratilmasinda faydalanilmak {izere yabanci dil &gretiminde hangi
alan/kavramlardan yararlanilabilir?

Bu calisma, nitel arastirma yontemine gore tasarlanmis, dokiiman incelemesi ve analizine dayali
betimsel bir calismadir. Calismanin verileri, DAOBM, TYDOP adli yabanc dil 6gretim programlarindan,
dokiiman incelemesi yontemine gore toplanmistir. Toplanan veriler, igerik analizine tabii tutularak
betimlenmistir. Igerik analizi; sdzel, yazili veya baska materyallerin nesnel ve sistematik bir sekilde
incelenmesine olanak taniyan bilimsel bir yaklagim olarak kabul edilir (Tavsancil ve Aslan, 2001: 22).

BULGULAR

Kiiltiirel farkindalik, kiiltiir aktarim1 ve kiiltiirel etkilesim konularini analiz ettigimiz DAOBM ve
TYDOP, esasen birer dil 6gretim programudir.

Stiphesiz her 6gretim programi gibi bu programlar da ihtiyag-amag-igerik-6grenme Ogretme
stirelgeri-degerlendirme dongiisii neticesinde ortaya ¢ikmislardir (Balci, & Melanlioglu, 2020, s. 177).
Ortaya ¢ikan igerige gegmeden Once ihtiyag-amag baglaminda s6z konusu programlarin nasil bir hususiyet
arz ettigini ortaya koymak 6nemlidir. Thtiyag-amac dongiisii géz dniinde bulunduruldugunda Diller Z¢in
Avrupa Ortak Basvuru Metni’nin (DAOBM) [Common European Framework of Reference for Languages
(CEFR)], adindan da anlagilacag: {izere kiiresel ¢ercevede degil Avrupa ¢ergevesinde ihtiyaglara cevap
vermek, yine bu g¢ercevede amaclara ulasmak {izere hazirlanmis bir program oldugu anlasilmaktadir.
Oncelenen gerek kiiresel gerek kitasal cercevede Avrupa’dir. Denilebilir ki program, ideal Avrupa
vatandas1 (cokdilli, cokkiiltiirlii, aktif, sosyal aktor) yetistirmek, boylece Avrupa’nin potansiyelini (kiiltiirel,
ekonomik, politik) canlandirarak “biiyiik Avrupa” idealini gerceklestirmek yoluyla onun gelecegini teminat
altina alma hedefine yonelik olarak hazirlanmistir. Ancak bu demek degil ki program kiiresel ¢ercevede
uygulanamaz. Program, adi lizerinde esnek bir ¢er¢eve sundugundan her ne kadar Avrupa Olgeginde
disiiniiliip hazirlansa da ortaya koydugu ilke ve yontemler baglaminda, kendi igerisinde de yer yer ima
edildigi iizere, evrenseldir.

Programin giris metni incelendiginde kullanilan ifadelerden (farkl: dil ve kiiltiirel ge¢mise sahip
Avrupalilar, Avrupa’da yasayanlar, Avrupa iilkeleri, Avrupa’daki farkli egitim sistemleri, Avrupa’daki
hareketlilik, cesitli Avrupa dillerinin &grenilmesi, Avrupa’daki dil ve kiiltiir cegitliligi, zengin miras,
Avrupalilar arasinda iletisim ve etkilesim, Avrupa dillerini daha iyi bilmek, Avrupa diizeyinde daha biiyiik
bir yakinlasma, Etkili bir Avrupa [dil ogretim] sistemi olusturma, tiim Avrupa, Avrupa kiiltirel yasantisi,
cok dilli ve ¢ok kiltiirli Avrupa, pan-Avrupa, Avrupali dil ogrenicileri) hedef kitle, muhatabin Avrupalilar
oldugu agik¢a anlagilmaktadir. [htiyag-amag baglaminda ve ¢alismanin problemi ¢ergevesinde DAOBM nin
giris boliimiinde vurgulananlar su sekilde 6zetlenebilir:

Avrupa toplumlari arasinda, farkli dil ve kiiltiirel ge¢gmise sahip olmalari sebebiyle, iletisim, etkilesim
engellerinin olmasi1 dogaldir. Bu engellerin asilabilmesi i¢in Avrupa toplumlari arasinda iletigimin kalitesini
artirmak gerekir (s. IV)

Avrupa toplumlariin serbest dolagim, hareketlilik ve bunun getirecegi dogrudan temasa ihtiyagclari
vardir. Bu ihtiyag, ancak iyi bir iletisim dogru anlasilma ve yakin isbirligi ile miimkiin olacaktir (s. IV).

Avrupa vatandaglarimin diisiince ve eylemlerinde bagimsiz, sorumluluk sahibi ve isbirlik¢i
olabilmeleri baska bir ifadeyle demokratik vatandaslik i¢in belli bilgi, beceri ve tavir sahibi olmaya
ihtiyaglar1 vardir. Bu ihtiyaci karsilayacak 6grenme ve 6gretme yontemlerinin desteklenmesi gerekir (s.
V).

Avrupa, cokdilli ve c¢okkiiltiirlii bir yapiya sahip oldugundan Avrupada yasamak ve bu yapimin
gerektirdigi iletisimsel taleplerle basa ¢ikmak iizere, ¢okdilli ve gokkiiltiirlii bir yetiye sahip olmak bir
ihtiyactir (s. VI).

Avrupa vatandaslarinin aktif vatandas, sosyal aktor olmasi hedeflenmektedir. Bu hedef
dogrultusunda dil egitiminin temel amaci, dil ve kiiltir farklilikiart konusundaki deneyimlerin
zenginlestirilmesi sonucunda 6grenenin tiim kisiliginin gelisimini ve kimlik bilincini artirmaktir (s. 1).

130



Avrupa tlkeleri arasinda biiyiik birlik saglamak genel amagtir ve bu amag¢ dogrultusunda Avrupa
tilkeleri arasinda kiiltiirel anlamda isbirligi, ortak etkinlikler yapilarak biiyiik Avrupa birliginin saglanmasi
hedef olarak belirlenmistir(s. 1).

Avrupa’da ortak kaynak ve zengin bir miras olan dil ve kiiltiir gesitliliginin varligina vurgu yapilarak
bunun biiyiik Avrupa birligi i¢in bir engel degil bir firsat olarak degerlendirilmesi adina egitime diigen role
dikkat ¢ekilmistir (s. 2).

Avrupa toplumu arasinda, farkli ana dile sahip olsalar da iletisim ve etkilesimi arttirmanin 6nemine
dikkat ¢ekilmis, bu yaklagimin 6nyargilar1 kirmak ve ayrimciligin iistersinde gelmek adina tagidigi degere
vurgu yapilmustir (s. 2).

Yogunlasan uluslararasi hareketliligin birtakim olumsuzluklar dogurmasi muhtemeldir. Avrupa’y1
bu olumsuzluklara kars1 korumak da politik hedef olarak ortaya konulmustur.

Avrupa’nin kiiltiirel zenginligi ulusal ve yoresel dillerde saklidir. Bu dillerin 6grenilmesini tesvik
etmek bu zenginliklerin giin yliziine ¢ikmasina, gelisip zenginlesmesine hizmet edecektir.

[letisim kurma yeteneklerden yoksun oldugundan marjinallesenlerden kaynaklanabilecek muhtemel
tehlikelerin iistesinden gelebilmek (s.3).

Biitiin bu ihtiyag-amag birlikteliginin ger¢eklesmesinin de ancak modern Avrupa dillerinin daha iyi
bilinmesiyle miimkiin olacag1 vurgulanmastir.

Olusturulmak istenen genel cerceve bakimindan TYDOP analiz edildiginde ise su bulgulara
ulasilabilir:

TYDOP, giris metninde vurgulandif1 iizere daha ok i¢ degil dis tesirlerin (Tiirkceye ve Tiirk
kiiltiiriine yonelik yogunlasan ilgi, Tiirkiye’ye yonelik yogun gdg, uluslararasi 6grenci hareketliligindeki
artig, sosyal ve ekonomik gelismeler) ortaya ¢ikardigi ihtiyaglara cevap vermek iizere olusturulmustur.

Iletisimsel ve kiiltiirel yeterlikler programin hazirlanmasinda géz oniinde bulundurulan bes &lgiitten
ikisini teskil etmektedir (s. 12).

Program, yeterlilikler c¢ergevesinde DAOBM ile benzer vurgular (kiiltiirlerarast iletisimsel
yeterlikler, hayat boyu 6grenme ilkelerine bagli olarak égrenen, ozerk, evrensel ve kendi kiiltiiriine ozgii
degerlere duyarh, kiiltiirlerarast bilince sahip, uluslararast hareketlilik icin gerekli olan bireysel
ozelliklere sahip) yapmakla beraber bunlar1 6ncekinden farkli olarak bir iist kiiltiir toplulugu (ortak Avrupa
kltiiri) i¢in degil; Tiirkge/Tiirk kiiltiiri 6rgetimi vesilesiyle uluslararasi 6lgekte degerlendirmistir (s. 13).

TYDOP, DAOBM’nin aksine bir dilin (Tiirkce) Ogretilmesine ydnelik olarak hazirlanmis bir
programdir. Dolayisiyla bu programda ilgili kazanimlarin Tiirkge ile iligkili olarak ifade edildigi (Ziirkge
anlama ve anlatma becerilerini kullanarak sosyal hayatin her alaminda iletisim kurma becerisine sahip
olan) goze ¢arpmaktadir.

TYDOP, hem evrenselligi hem yerelligi biinyesinde barindiran bir programdir; zira programin
hazirlanmasinda yukarida bahsedildigi tlizere hem evrensel hem de yerel referanslar (kok degerler)
kullanilmagtr.

DAOBM’de oldugu gibi TYDOP’de de “eylem odakli yaklasim” programin temel yaklasimi olarak
benimsenmis ve ayni sekilde her iki programda da dil 6grenenlerin “sosyal aktorler” olarak goriildiigii
vurgulanmistir. Bu baglamda TYDOP’nin sekiz yerinde eylem odakli yaklasim vurgusu yapilirken; iic
yerinde ise “sosyal aktdr” ifadesi yer almustir.

TYDOP’nin DAOBM’den referansla kullandig1 baska bir kavram da 6zellikle yabanci dil dgretiminde
ve c¢ok dilli, ¢ok kiiltiirlii 6grenme ortamlarinda 6grenme-ogretme siirecinin bir parcasi olarak kiiltiirel
aktarim ve etkilesim baglaminda kullanilan aracilik kavramidir. Aracilik, iletisim ve/veya ogrenme icin
ortam ve kosullar yaratma, yeni anlam olusturmak i¢in is birligi yapma, baskalarini yeni anlam inga etmeye
veya anlamaya tesvik etme ve yeni bilgileri uygun bir bicimde aktarma gibi siiregler de dil égretiminin bir
roliidiir. Bu roliin gerceklestirilmesi amaciyla dgrenicilere aracuik becerisi  kazandirilmasi
hedeflenmektedir. Aym zamanda agirlikii olarak égretmen, egitici ve/veya tecriibeli dgreniciler ogretim
siirecinde aracilik rolii tistlenebilirler. (s. 20)

Toplumdilbilimsel kavrami ve toplumdilbilimsel yetiyi destekleyen kiiltiirel unsurlar ve sosyo-
kiiltiirel bilgiler (giinliik yasam, yasam kosullar1, kisiler arast iliskiler, degerler, inanglar ve tutumlar, beden
dili, sosyal gelenekler, ritiieller/geleneksel davranislar) de ayni sekilde her iki programda da yer almaktadir.

Kiiltiirel etkilesim yoluyla kazandirilmasi beklenen kiiltiirel farkindalik ve kiiltiirler arasi biling
programin 10 madde halinde verilen genel amaglarindan birisidir.

131



Ortadgretimin ikinci kademesi i¢in belirlenen temalar igerisinde dogrudan konuyla ilgili “kiiltiir
atlas1” ve “kiiltiirler arasinda” temalarina yer verilmistir (s. 32).

Programin Uygulanmasina Dair Oneriler baghgi altinda verilen maddelerden 16.’s1 Tiirkgenin
Ogretilme siirecinde ise kosulacak kiiltiirlerarasi iletisim stratejisinin 6nemine vurgu yapmis, uygulama ve
etkinliklerin planlanmasinda taraflarin Grtiisen kiiltiir 6gelerinin 6n plana ¢ikarilmasi, bu yapilirken yerel
kiiltiirel degerlerin de bu uygulama materyallerinde yer bulmasi hususuna dikkat ¢cekmistir (s. 36).

Tiirk dili ve kiiltiiri ile ilgili farkindalik olusturmak ve ¢ocuklarin farkl dil kiiltiirii temsil edenlerle
iletisim kurmaya goniillii olmalarini saglamak, okul 6ncesi egitimin genel amaglar1 arasinda sayilmistir (s.
90).

Egitim siireci icerisinde dil 6grenenlere hem kendi kiiltiirleri hem de Tiirk kiiltiiriine ait deger ve
ozellikleri gostermek Tiirkge Ogretimi Uygulama Ilkeleri’nden sayilmistir (s. 91).

Buraya kadar ihtiyag-amag baglaminda her iki programda ortaya konulan genel ¢ergeve yansitilmaya
calisilmistir. Bundan sonraki kisimda ihtiyag-amag baglaminin igerige yansimasi olarak kabul edilebilecek
yonler bakimindan programlarin analizinden elde edilen bulgulara yer verilecektir.

Yukarida siralanan ihtiyag-amag baglamimin detay: olarak denilebilir ki DAOBM 'de asagidaki iki
sorunun cevabi olacak sekilde bir igerik olusturulmustur. Bu sorular sunlardir:

Dil 6gretiminin neticesinde yaratilmak istenen insan/toplum tipinin 6zelligi nasil olmalidir?

Bu insan/toplum tipinin olusturulmasina hizmet etmek iizere dil 6gretimi hangi alanlar1 agar, nasil
kullanilabilir?

1. Cokdillilik/Cokkiiltiirliiliik

Birinci sorunun cevabi olarak programda vurgulanan kavramlar ¢okdillilik ve ¢okkiiltiirliiliiktiir. Cok
kultirliligi esas alan anlayista farkli kiiltiirlere bir deger g6ziiyle bakilir ve ona gore saygi gosterilir (Kara
Ozkan, 2022, s. 258). Cokdillilik ve ¢ok kiiltiirliiliigiin olusmasinda tarihi sartlar siiphesiz 6nemli bir yer
tutmaktadir. Cokdilli ve g¢okkiiltiirlii egitim modelleri, modern tarihte bazi kaynaklara gore (Ulukaya
Oteles, 2020, s. 501) 1960’11 yillardan itibaren Amerika’da baz1 kaynaklara gore (Ozkan, 2017, s. 268) yine
ayni tarihlerde Hollanda’da ortaya ¢ikmigtir. Her iki lilkede de bugiinkii programlarin olusmasinda oldugu
gibi tarihi sart ortaktir: miilteci meselesi. Ulkeler go¢ dalgalartyla cok kiiltiirlii bir topluma doniismiislerdir.
Cokdilli/cokkiiltiirlii yapiya sahip toplumlar iki yoldan birini segmek durumunda kalacaklardir. Birinci yolu
secenler, farkli kiiltiirel yapilart memnuniyetle karsilamakta ve saygi duymakta, bu yol ¢cokkiiltiirlii anlayist
yansitmaktadir. Ikinci yolu secenler, farkli kiiltiirlerin varligimi kabul etmemekte ve onlar1 devlet igin tehdit
olarak algilamaktadir (Ulukaya Oteles, 2020, s. 501). Bu tercihler dogal olarak ¢okdilli/cokkiiltiirlii tolum
veya kiiltlirler arasi ¢atigma kavramlarini ortaya ¢ikaracaktir,

Cokdillilik, s6z konusu programda ¢ogunlukla cokkiiltiirliiliikle birlikte kullanilmistir. Dil-kiiltiir
birlikteligi ve bu konuda yapilan vurgular géz Oniinde bulunduruldugunda birbirini tamamlayan bu
kavramlarin birlikte kullanilmasi gayet dogaldir. Bu karvamlarin bireysel ve toplumsal olmak tizere de iki
boyutu vardir. Cokdilli/gokkiiltiirli bireylerle kurulu bir toplum dogal olarak ¢okdilli/cokkiiltiirlii
olacagindan bu kullanislar dil egitmi neticesinde meydana gelen degisimin bireysel ve toplumsal
yansimasina dikkat cekmek iizere kullanildig1 sdylenebilir.

Cokdillilik kavrami, yukarida bahsedilen ilgili kavramlarla birlikte programda sik sik kullanilmistir.
Burada dikkat ¢ekilmesi gereken husus kavramin iki katmanli boyutudur. Cok dilli olmak, birinci katman
cercevesinde diislintildiigiinde bir kisinin/toplumun birden fazla dili basit anlamda biliyor olmasidir; ikinci
katman cergevesinde ise bir kisinin birden fazla dil bilmesi onu ¢okdilli yapmaya yetmez; 6grendigi dille
beraber gerek bilgi gerek beceri gerek tutum ve davranig ¢ergevesinde olsun iletisim becerilerine yeni
pengeler agmasi gerekir. Bu iki boyutlu yapiya Basbay ve Bektas da calismalarinda dikkat ¢ekmislerdir
(2009). Boylece cok dilliligi/kiiltiirliliigi hedeflemis olan DAOBM, hem basit anlamda yeni dil ve
kiiltiirleri 6gretmeye odaklanmis hem de bunlarin bireyde meydana getirecegi zenginlesmenin gz oniinde
bulundurulmasina dikkat gekmistir:

Cokdillilik ve ¢okkiiltiirliiliik baglaminda dil 6grenmek bilinen bir dile ikinci bir dil eklemek, bilinen
dillere gore ayri ayr1 yetenekler elde etmek degildir, tiim dilleri kapsayan, kisiye uygun bir ¢okdillilik ve
cokkiiltiirliiliik yetenegine sahip olmaktir. (S. 156-157)

Kisi tekdilli ise baska bir dili ogrendiginde de tek dilliligi basit bir eklemeyle zenginlesecektir;
cokdilli ise dil ogrenim siireci daha girift bir gelisim anlamina gelecektir (S. 126).
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Cokdilli/gokkiiltiirlii olma siirecinde birey baska dildeki ifade becerilerini veya kiiltiirel dgeleri
ogrendikge kendi dili ve kiiltiiriiyle ilgili farkindaligi da artacagindan dil 6grenme siireci kisiyi hem kendi
dilinde hem basgka dillerde cokdilli/cokkiiltiirlii yapacaktir. Bu baglamda kisi, kendi dili ve kiiltiirii
cercevesinde bir farkindaliga ve yetkinlige sahipse ikinci dil 6grenme siirecinde bu durum onda olumlu bir
durum olusturacaktir.

Cokdillilik ile ¢ok kiiltiirliiliik iligkili ancak bagl kavramlar degildir. Cok kiiltiirlii olmak ¢ok dilli
olmayr da beraberinde getirmez. Bir toplumun kiiltiiriinii iyi bilmek ama dilini bilmemek veya tersi
miimkiindiir (5.126).

Cokdilli ve cokkiiltiirlii yeterlige sahip olmak kisiye hem genel beceriler hem de dil becerilerini farkli
bigimlerde kullanma imkan1 sunar. Bu yeterligi sayesinde kisi, bir alanda yetersiz kaldiginda ¢okdilli ve
kiiltiirlii olmasiin avantaji olarak eksikligini basla bir alanla (bilgi, beceri, tutum vb.) kapatabilir. Bu
yonden zayif olan kisi bir dilin kurallarimi ¢ok iyi bilse bile tutukluk yasayabilir (. 126).

Cokdilli bir bireyden bildigi dilleri zihinsel olarak farkli yerlerde tutsa da uygulamada (iletisim
kurarken) bunlar1 bir zenginlik olarak kullanmasi beklenir. Cokdilli olmayan bir birey biitiin dilsel ve dil
Otesi (mimik, jest, yliz ifadesi) ozelliklerini ortaya koysa da ifade zenginligi yeterli olmadig1 (¢okdilli
olmadigi) i¢in ¢gogu zaman dil kullanimini basite indirgeme yoluna gidecektir. Cokdillilikte amag bir, iki
hatta ii¢ dili birbirinden bagimsiz bigimde, bir anadil konusucusunu model alarak 6grenmek yerine, biitiin
dilsel yetenekleri kapsayan bir dilsel birikim gelistirmektir (s. 4).

Cokdillilik ve ¢okkiiltiirliiliik iletisimsel ve dilbilimsel farkindalig1 arttiran, bilisiistii stratejileri 6n
plana ¢ikaran bir yeterliktir. Boylece toplumdilbilimsel kullamimlar daha rahat sezilir, kazanilmig dilsel
yeterliklerden yararlanilw, dilbilimsel yapilarda nelerin genel nelerin o dile has oldugunun farkedilmesini
saglar, yeni kigi ve durumlara uyum saglamayr miikemmel hale getirir. Farkindaligin saglikli olmayisi ¢ok
dil ogrenildigi halde kendi dili ve kiiltiiriiniin en iistiin olmasi yanilgisimi arttrabilir. Farkindalik gerek
dilbilimsel gerekse kiiltiirel alandaki ogrenmeyi az da olsa hizlandiracaktir. Bu fakindalik dilbilimsel ve
kiiltiirel kimligin “baska olmanin cesitliligi ve zenginligi ’yle beraber olusmasint ve 6grencilerin ogrenme
veteneklerinin gelismesini beraberinde getirecektir (s. 126-127)

Bu ifadelerde de anlasilacagi tizere dilsel ve kiiltiirel farkindaliktaki bu incelme dogal olarak kiiltiirel
etkilesimi de arttiracaktir; cilinkii kiiltiirel etkilesim Oniindeki engellerden birisi bilgisizlikse oteki de
yukarida “sagliksiz farkindalik™ ifade edilen 6nyargilardir.

Programda verilen ve dil Ggrenenler igin sorulmasi beklenen asagidaki sorular ¢okdilliligin
cercevesini ¢izmek acisindan 6nemlidir: Dil ve kiiltiirel zenginlikleri deneyimlemis mi?

Farkli dil ve kiiltiirel ortamlarda islevsel olarak bulunacak m1 ve bulunacaksa bu daha ¢ok ne cesit
aktiriteler seklinde olacak?

Dil 6gretim siirecinde kurum veya kurum diginda dil ve kiiltiirelel cesitlilik deneyimleri ne
durumdadir ve bu siireg icerisinde bu nasil gelisim gostermistir?

Cok dillilik ve gokkiiltiirliiliikk yetenegi goz oniinde bulunduruldugunda hangi tiir hedefler daha
uygun goriilmektedir?

Cok dillilik ve cokkiiltiirliiliikk yetilerinin farkli 6geleri arasindaki etkili iligkinin kurulmasi ve
boliinmemesi nasil tesvik edilecektir?

Hangi kismi yetiler, varolan yetileri zenginlestirebilir, karmasiklastirabilir ve bu yetilerden farklilik
gosterebilir?

Belirli bir dil ve kiiltiirle ilgili 6grenmeler, bir¢ok dil ve kiiltiir deneyiminin gelistirildigi genel
Ogretim programina tutarli sekilde nasil yerlestirilebilir?

Olgme ve degerlendirmede hangi yaklasim kismi yeteneklerin uygun tanmmasini saglar ve dil

Ogrenen bireylerde gesitlilik gosteren ¢ok dillilik ve ¢okkiiltiirliiliikk yetenegini dikkate almayr miimkiin
kilar? (s. 163)

2. Sosyokiiltiirel Bilgi/Beceri/Tutum ve Sosyodilbilimsel Yetenek

Bu baghk altindaki kavramlardan ikinci sorunun cevabi baglaminda DAOBM incelendiginde
birbiriyle baglantili iki basligin 6ne ¢iktig1 goriilmektedir. Bunlardan birincisi, adindan da anlagilacagi
tizere bir ag seklinde dil 6gretim becerilerinin tamamini kapsayan dort genel yeterlik (bildirimsel bilgi,
beceriler ve uzmanlik alan bilgisi, varolugsal yetenek, 6grenme becerisi) icerisinde ortaya konulmaktadir.
Bunlardan ilki ve en Onemlisi bildirimsel bilginin ikinci bashgi olarak islenen sosyokiiltiirel bilgi
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(sociocultural knowledge) kavramidir. Bir kiiltiiriin dil araciligiyla “bilinmesi” beklenen yedi temel alanini
(giinliik yasam, yasam sartlari, kisiler arasi iliskiler, deger, inanis ve tutumlar, beden dili, sosyal adetler,
torensel davranislar) kapsayan bu kavram bu haliyle kiiltlir 6gretiminin dolayisiyla kiiltiirel farkindalik ve
etkilesimin temeli sayilabilecek unsurlara dikkat ¢cekmektedir.

Bildirimsel bilginin ikinci baghig1 kiiltiirler arasi farkindalik (intercultural awareness) kavramidir. Bu
kavram, yukarida verilen esaslarin farkindaliga doniistiiriilmesi adina onceki kavrami tamamlayan bir
ozellige sahiptir. Burada vurgulandigina gore “kaynak toplumun diinyas:” ile “hedef toplumun diinyasi”
arasindaki iliskinin (benzerlik ve ayirici farkhiliklar) farkinda olma ve anlama kiiltiirler aras: farkindalig
dogurur (s. 99). Kiiltiirler aras1 farkindalik, elbette kiiltiirel farkindaligin hem bir par¢ast hem de devami
durumundadir. Dolayisiyla kiiltiirler aras1 farkindalik i¢in 6ncelikle kiside kendi kiiltiirine dair, yukarida
verilen esaslar ¢ercevesinde, bir farkindaliginin gelismis olmasi gerekir.

Genel yeterliklerin bilgi boyutunu temsil eden boliimde ortaya konulan esaslarin uygulama ve deger
verme boyutlarina, genel yeterliklerin beceri ve tutumu temsil eden basliklar1 altinda temas edilmistir.

Bunlardan ilki genel yeterliklerin ikinci ana baslig1 olan beceriler ve uzmanlik alan bilgisinin altinda
verilen kiiltiirlerarasi beceriler (intercultural skills) adli kavram dolayistyladir. Bu kavram, 6nceki kavram
alaninda elde edilmesi beklenen bilgilerin uygulama basamagini vurgulayan bir kavramdir. Burada dil
ogrenenlerden kendi kiiltlirlinde farkina vardigi ve oteki kiiltiirde de 6grenip farkina vardigi unsurlar
iligkilendirme, baska kiiltiirlerdeki insanlarla iligki kurma, kiiltiirel ¢atisma ve yanlis anlagilmalarla bag
edebilme becerileri sergilemeleri beklenmektedir.

Ikincisi ise genel yeterliklerin ii¢iincii baslig1 olan varolussal yetenek kavramiyla ele alinmistir. Bu
baslik altinda, birinci basamakta 6grenip fark edileni; ikinci basamakta beceriye doniistiiriilmesi bekleneni
destekleyen veya engelleyen tutum boyutuna vurgu yapilmistir. Dil 6grenenler; baska kiiltiirleri tanima,
onlarla iligski kurma, ¢atigsmalari ¢6zme, kiiltiirel etkilesim kurma vb. konularda nasil bir tutum icerisindeler,
giidiilenmiglikleri ne durumdadir ve hangi deger ve inaniglarla meselelere yaklagmaktadirlar, biligsel ve
kisisel yapilar1 bu siirecte nasil rol oynayacaktir gibi sorular bu baslik altinda ele alinmaktadir.

Genel dil yeterliklerinin dordiinciisii olan 6grenme becerisi kavrami, 6grenme siirecindeki kendi
kendine 6grenme, 6grenmeyi 6grenme alanina vurgu yapmaktadir. Bu kavram, dnceki ii¢ yeterligin birlesip
otomatiklesmesi, dil 6grenende kisilik haline doniismesi agisindan 6nemlidir.

Yukarida verilen ikinci problem ciimlesinin, birincisini destekleyen ikinci 6nemli kavrami ise
sosyodilbilimsel yetenek (sosyokiiltiirel farkindalik) denilen kavramdir. Bu karvam programda ortaya
konulan iletisimsel dil yeteneginin {i¢ temel esasindan (dilsel, sosyodilbilimsel ve pragmatik) biridir.
Sosyodilbilimsel yetenekler, dil kullaniminin sosyokiiltiirel sartlari anlamina gelir. Katiimcilar ¢ogu
zaman onun etkisinin farkinda olmasa da sosyodilbilimsel bilesen, sosyal geleneklere (nezaket kurallari;
kusaklar, cinsler, siniflar ve sosyal gruplar arasindaki iligkileri yoneten normlar; bir toplumun isleyisindeki
bazi temel ritiiellerin dilsel kodifikasyonuna) olan duyarliligy ile farkl kiiltiirlerin temsilcilerinin arasindaki
her dil iletigimini derinden etkiler (s. 10). Bir dili 6grenme ayni zamanda o toplumun sosyodilbilimsel
normlarini (hitap sekilleri, Gigtinci bir Kisiden ricada bulunma, nezaket gosterme, giiliimseme, sabirl olma
gibi toplum iginde nasil davranilacagina iligkin degerler, mutfak ve yeme aligkanliklar1 gibi) da 6grenmek
oldugundan ve yukarida sosyokiiltiirel bilgi ¢cercevesinde ortaya konulan esaslar dil 6greniminde ekseriyetle
iletisimsel boyut baglaminda ortaya ciktigindan séz konusu kavramlar birbirlerinden bagimsiz olarak
diisiiniilemez.

Bu kavram; sosyal iliskilerde dilsel belirleyicileri (6rnegin selamlama, hitap, s6z alma veya sz
doldurma ifadeleri), nezaket kurallarin1 (6rnegin statii veya yakinligi, samimiyet veya mesafeyi gosteren
ifadeler), halk bilgeligini (6rnegin deyim ve atasozlerini kullanma), sdyleyis ve bicem farkliliklarini
(6rnegin resmi veya gayriresmi ifadeler, lehge ve agizlara ait sozler) kapsayacak sekilde yapilandiriimistir.
Programin 6ngoriisiine iletisimsel dil becerilerinin bu boyutu tamamlandik¢a B2 diizeyinden itibaren, dil
ogrenenler, dili sosyodilsel ac¢idan; durumlara ve kisilere gére anlayacak, degerlendirecek ve

kullanacaklardir (s. 115).

S6z konusu problem ciimleleri baglaminda TYDOP incelendiginde asagidaki bulgulara
ulagtlmaktadir:

1. Cokdillilik/CokKkiiltiirliiliik

TYDOP’de cokdillilik/cokkiiltiirliiliik zel olarak ele alinip agiklanmamis DAOBM’de oldugu gibi
kavrama iki katmanli bir anlam yiliklenmemistir. Kavramlar, programda sadece ii¢ yerde, o da DAOBM’den
yapilan alintilar baglaminda kullanmlmistir.
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2. Sosyokiiltiirel Bilgi/Beceri/Tutum ve Sosyodilbilimsel Yetenek

Bu baslik altindaki kavramlardan sadece sosyokiiltiirel bilgi programda yer almaktadir. Giris
mahiyetinde sunulan basliklardan (temel dayanaklar, temel yaklasim) sonra yer alan “Dil Kullanim Alanlart
ve Sosyokiiltiirel Baglamlar” bagligi altinda ele alinan kavramla ilgili ayrintili bir aciklamaya yer
verilmemis DAOBM’ye yapilan kisa atiflarla yetinilmistir. TYDOP’nin yapilandirilmasinda DAOBM’de
ortaya konulan toplumdilbilimsel unsurlarin dikkata alindig1 agikg¢a ifade edilmektedir (s. 18). Boliimde
DAOBM’belirlenen esaslar (giinliik yasam, yasam sartlari, kisiler arasi iligkiler, deger, inanig ve tutumlar,
beden dili, sosyal adetler, tdrensel davranislar) tablolastirilarak ayni sekilde aktarilmis, tabloda yer alan
unsurlara programin ileriki bdliimlerinde verilen izlence tablolarinda, temalarla uyumlu olarak ayrintili bir
sekilde yer verildigine vurgu yapilmistir. Sosyokiiltiirel bilgilere DAOBM’den referansla ve orada sorulan
sorunun cevabina gore programda yer verildigi vurgulanmis, yine DAOBM’den referansla 6grencilerin
edinmesi beklenen kiiltiirlerarasi beceriler su sekilde siralanmustir:

Hedef kiiltiir ile kendi kiiltiirlerini iligkilendirebilme,

Kiiltiirel anlamda duyarlilik kazanarak baska kiiltiirleri temsil edenlerle iliski kurmak icin farkli
grekli stratejileri bilme ve kullanma,

Kitiirler arasinda iliski kurarak muhtemel anlasmazlik veya ¢atisma durumlariyla basa ¢ikma,
Kiiltirel ¢esitliligin fazla oldugu ortamlarda kiiltiirel 6n yargilari kirma ve asma (s. 19).

Burada DAOBM’de oldugu gibi s6z konusu unsurlarin bilgi, beceri ve tutum baglaminda ayr1 ayri
ele alimmamasi dikkat ¢ekicidir. DAOBM’de yer alan sosyodilbilimsel yetenek kavramina yer verilmemis
olmasi da ayrica bir eksiklik olarak degerlendirilmelidir. Yukarida bahsedildigi gibi programda bu
kavramin da dikkate alindigi vurgulanmistir ancak DAOBM’de oldugu gibi teorik bir arka plan
olusturulmamig, DAOBM’de olusturulan arka plan Tiirk¢eye uyarlanmamaistir. Bununla birlikte izlenceler
tablosunda yer alan kazanimlardan (Yardim talebi/izin/ rica/6ziir igeren ifadeleri tanir. Nezaket ifadelerini
belirler. Ulkelere gore yemek kKiiltiirleri ve sofra adabi.) bu bashigin da dikkate alindigina dair isaretler yer
almaktadir.

TYDOP, kiiltiir dgretimi/aktarm, kiiltiirel farkindalik ve kiiltiirel etkilesim konulariyla ilgili teorik
arka plan olusturma konusunda daha ¢ok referanslara atifta bulunmayi tercih ederken uygulamaya yonelik
somut igerikler olusturmaya yoneldigi sdylenebilir. Olusturulan igerikler incelendiginde oOncelikle

diizeylere gore kazamim listelerine, daha sonra izlence tablolarna yer verildigi goriilmektedir. Izlence
tablolari; tema, kazanimlar, iletisimsel islevler, dil yapilari, dil ifadeleri, s6z varlig1 ve 6rnek konular
boyutlarindan meydana gelecek sekilde hazirlanmistir.

Diizeylere Gore Kazanim Listeleri’nde yer alan konuyla ilgili kazanimlar (Parantez iginde, s6z
konusu kazanimin hangi seviye ve hangi dil becerisi i¢in seviye planlandig1 goriilmektedir.) su sekilde
siralanmustir:

Tiirk kiiltiiriindeki temel beden dili unsurlarin1 ve bunlara eslik eden ifade kaliplarini tanir A1.D.43.,
A2.D.18.,B1.D.11,, B1.SE.16.).

Kiiltiirel baglamlara (gelenekler, kutlama, davet, tebrik, tesekkiir, temenni, bayram, taziye, anma vb.)
uygun kalip ifadeleri kullanarak diyaloglara katilir (A2.SE.19., B1.SE.18., B2.SE.13., C1.SE.13.).

Kiiltiirel bir 6ge/gelenek veya mekan hakkinda konusmalar yapar (A2.SU.31.).

Kiiltiirel baglamlara (gelenekler, kutlama, davet, tebrik, tesekkiir, temenni, taziye, bayram, anma vb.)
uygun kalip ifadeleri ve anlamlarini belirler (A2.0.30., B1.0.61.)

Metinde gegen kiiltiirel 6zelliklere iligkin bilgileri belirler (A2.0.31., B1.0.42., B2.0.36., C1.0.32.).
Dinlediklerinde/izlediklerinde kiiltiirel 6zellikleri belirler (B1.D.53., B2.D.36., C1.D.35.).

Kiiltiirel 6zelliklerin konusuldugu diyaloglara katilir (B1.SE.19.).

Kiiltiirel bir 6ge/gelenek veya mekana iliskin konusmalara katilir (B1.SE.20., B2.SE.15., C1.SE.15.).

Kiiltiirel bir Oge/gelenek veya mekan hakkinda konusmalar yapar (B1.SU.36., B2.SU.35.,
C1.SU.24.).

Kiiltiirel farkliliklar ve benzerlikler iizerine konusmalar yapar. (B1.SU.37.)

Ilgi alanina giren kiiltiirel bir konuda (gelenek, iilke, aliskanlik, adet vb.) gorsellerle desteklenmis
sunum yapar (B2.SU.13.).

135



Kiiltirel baglamlara (gelenekler, kutlama, davet, tebrik, bayram, taziye, anma vb.) uygun kalip
ifadeleri anlamlandirir (B2.0.44.).

Kiiltiirel baglama uygun kutlama ve tebrik mesajlari/metinleri yazar (B2.Y.3.)

Izlence tablolarr incelendiginde ise bu kazamimlarm en erken Al diizeyinin 4. temasindan itibaren
basladig1 ve diizeylere gore sayilarinin soyle bir goriiniim arz ettigi goriilmektedir: Al diizeyinde 1; A2
diizeyinde, 5; B1 diizeyinde, 10; B2 diizeyinde 8; C1 diizeyinde 5 kazanima yer verilmistir.

Izlence tablolarinda yer alan s6z konusu kazamimlarim dil becerilerine gore dagilimi incelendiginde
dinleme/izleme alaninda 23, konusma yani sozlii etkilesim/sozlii tiretim alaninda 55, okuma alaninda 31,
yazma alaninda ise sadece 1 kazanimin oldugu goriilmektedir.

Izlence tablolarinda, dil becerilerine gére ayrilmis kazanim listelerinden sonra yer alan iletisimsel
islevler, dil yapilari, dil ifadeleri, soz varlig1 ve 6rnek konular listelerinde de kiiltiirel farkindalik, kiiltiir
Ogretimi ve kiiltiirel etkilesim hususunda planlamalara yer verilmistir.

Tletisimsel Islevler bashigi altinda 17 yerde “kiiltiirler hakkinda bilgi isteme, bilgi verme” ifadesi yer
almaktadir. Bu ifadenin yer aldig1 temalarda genel itibariyle 6teki unsurlar (dil yapilari, dil ifadeleri, s6z
varlig1 ve drnek konular) da uyumlu olacak sekilde yapilandirilmistir. Ornek konular incelendiginde kiiltiir
Ogretimi/aktarimi, kiiltiirel farkindalik ve kiiltiirel etkilesimle ilgili olarak genis bir yelpaze sunuldugu
gorlilmektedir. S6z konusu temalarda yer alan 6rnek konular incelendiginde; kutlamalardan ¢ocuk dogum
ritiiellerine, misafir agirlamakta miizik kiiltiirine kadar ellinin {izerinde ©6rmek konunun oldugu
gorlilmektedir.

TARTISMA, SONUC VE ONERILER

Yabancr dil 6gretimi gergevesinde ve kiiltiir dgretimi/aktarimi, kiiltiirel farkindahk ve kiiltiirel
etkilesim boyutuyla birer yabanci dil 6gretim programi olan DAOBM ve TYDOP 'nin nasil bir yaklagim ve
igerige sahip oldugunun karsilagtirmali olarak incelendigi bu ¢alismada asagidaki sonuglara ulagilmistir.

DAOBM, bu kavramlara daha ¢ok Avrupa ¢ercevesinde yaklasirken ve herhangi bir Avrupa dilini
merkeze almayip biitiin Avrupa dillerinin dgretilmesi iizerinden konuya yaklasirken; TYDOP nin Tiirkce
Ogretimi  baglaminda ve uluslararasi bir cergevede konuya yaklastigi goriilmektedir. Bu durum
programlarin hazirlanis ihtiyaglariyla ilgilidir. DAOBM, biiyiik Avrupa kiiltiiriiniin canlandirilmasina atif
yaparken TYDOP, diinyada Tiirk¢eye ve Tiirk kiiltiiriine duyulan ilgiye cevap vermeye atif yapmaktadir.

DAOBM, Kkiiltiirel ¢atigmanin Oniine gegecek, bilgi beceri ve tutum yoniinden kiiltiirel etkilesime
acik, aktif ve sosyal aktdr roliinde bir birey/vatandas hedefi olusturmus ve bu birey/toplum tipini
betimleyecek sekilde c¢okdillilik ve cokkiltiirliilik kavramlarini insa etmistir. Bir bakima yukarida
bahsedilen oOzellikler bir kavram etrafinda birlestirilerek yetistirilmek istenen birey/vatandas tipi
somutlastirilmistir. TYDOP’de ise bu kavram/lar iizerinde fazla durulmanmus yer yer bunlara DAOBM
dolayisiyla atifta bulunulmustur. Yetistirilmek istenen insan tipine dair ayrintilarin verilmemesi verilenlerin
de bagka bir kaynaga referansla verilmesi, TYDOP nin miistakil bir program olma y&niinii zayiflatan bir
unsur olarak degerlendirilebilir.

DAOBM, yetistirilmesi gereken birey/vatandas tipini somutlastirdiktan sonra bunun araci olan dil
Ogretiminin boyutlarini analiz ederek kiiltiir 6gretimi/aktarimi, kiiltiirel farkindalik ve kiiltiirel etkilesim
baglaminda kullanilabilecek dgeleri belirlemis ve bunlari belli kavramlar ¢ergevesinde yapilandirmistir. Bu
ogelere dilden (ingilizce) drnekler sunarak olusturulacak dil 6gretim programma ayrmtili denebilecek bir
cerceve hazirlamistir. TYDOP’de bu hususda da teorik arka plan bakimindan DAOBM’ye (veya &teki
referanslarina) bagl kalmakla yetinmis bunu ve bunu agikca ifade de etmistir. Genel yeterliklerde kiiltiirel
etkilesimin bilgi boyutuna dair DAOBM’den aktarim yapilmis olsa da beceri ve tutum alanlarinin eksik
birakilmas1 ve sosyodilbilimsel yetenek kavramina miistakil olarak yer verilmemesi bu baslik altinda
DAOBM’de Avrupa dillerinden verilen 6rnekleri Tiirkgeye uyarlayacak sekilde gelistirilmemis olunmasi
bir eksikliktir. Bununla birlikte TYDOP’de s6z konusu kavramlara hazirlanan izlence tablolarinda ayrintil:
ve zengin orneklerin verilmis olmasi gayet olumludur.

Bu durumun programlarin amaciyla iligkili olsa gerektir. Birincisinde uygulamadan ¢ok teorik arka
plan insa edilmis ve somut uygulama 6rneklerinden ¢ok teklifler sunulmustur. Amag hazirlanacak 6gretim
programlarina bir gergeve sunmaktir. Ikincisi ise dogrudan uygulamaya ydnelinmis; teorik arka plan bilerek
bos birakilmistir. Halbuki ideal bir dil dgretim programinin miistakil bir igerikte hazirlanmis olmasi
onemlidir. Caligmalarinda TYDOP’nin karakteristik dzelliklerini derleyen Balci ve Melanlioglu’nun da
ifade ettigi gibi bu alanda biitiinciil bir materyale ulasilamak bir anda gerg¢eklesmeyecektik; ancak bugiin
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gelinen noktada yabancilara Tiirk¢e 6gretimi alaninda genel kabul goren ve gerek kiiltiir 6gretimi, gerekse
kiiltiirel farkindalik ve etkilesime kapi aralayan bir 6gretim programinin varligindan bahsetmek artik
miimkiindiir (2020, s. 195).
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