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stiredir devam eden bu iki tir ingilizce programlar hakkindaki tutumlarini tanimlamayi
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Ogrenci tavri.

Introduction

This research paper is based on the reviewing of ongoing ESP programs developed for the Faculty of
Fine Arts of Yeditepe University. Originally, the development of the programs emerged from the need
caused by lack of adequate English language teaching in the faculty’s undergraduate programs. The
students undertake the faculty programs upon complying with the English Preparatory Courses
requirements by either sufficient Proficiency exam scores or undertaking the Preparatory School’s
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courses. As requested by the Faculty’s dean and the Rector’s office, in the new system the candidates
were required to comply with only the B level intermediate level preparatory course requirements to be

qualified to pursue their undergraduate programs at the faculty rather than those of the previous
higher A level course, which, in the new system was offered as two-term compulsory 3-credit courses of
6 hours per week as part of their first year studies. Students with adequate proficiency scores were
exempted from these programs. All the students were required to take 4 3-credit English language
courses of 3 hours per week as semester long studies. The students who had already met the previous
Preparatory School requirements and who attended the undergraduate programs were integrated into
the new programs. They were required to take some of the new courses - depending on the number of
the previous English language courses they had taken - as compulsory non-credit courses.

Along with intending to identify the attitude the undergraduate students of the Faculty of Fine
Arts had towards the two kinds of ongoing programs which had been implemented for six months since
their establishment, this paper also seeks to come up with some hints to provide guidance for the
development of ESP programs at tertiary education level in our country as well as intending to fill some
of the gaps the current literature lacks in the area.

Background and Review of the Literature

Apart from all other relevant elements that are direct entities of English language teaching, such as
the instructor and his/her teaching skills, methods, pedagogical awareness in language instruction,
teaching materials and sources, and the learner’s background, attitude, participation and behaviour in
the learning environment, there are other factors that determine how the direct entities function and
benefit the learner, such as the institution’s policy on language teaching, assessment criteria,
recruitment and training policy, standards and criteria in language training, attitude to L1 and L2, etc.
Each of these entities has their own detailed dimensions, and they reflect the dynamism of teaching and
learning.

Thus, this paper intends to identify the attitudes of the learners towards the new programs in terms
of its practical purpose and theoretical framework, which | chose to follow in the course of designing the
programs’ syllabi. In terms of the practical purpose, | intend to find out whether the programs present
sufficient results that are consistent with the learner’s purpose and needs, which is suggested as the
most important principle for ESP syllabus design by Richards (2001, p. 32). He suggests:

“An ESP approach starts with an analysis of the learner’s needs instead of developing a
course around an analysis of the language: In ESP learners are often described in terms
of performance, that is, what the learner will be able to do with the language at the end
of a course of study. Whereas in a general English course the goal is usually an overall
mastery of the language that can be tested on a global language test, the goal of an ESP
course is to prepare the learners to carry out a specific task or set of tasks.”

Stressing the significance of needs analysis as the cornerstone of ESP course design, Dudley Evans &
St John (1998) indicate that needs analysis is the process of gathering necessary data for an effective ESP
course that satisfies learners’ needs and establishing the what and the how of the course.

To obtain data that can be a solid base for course design, various methods could be used
simultaneously. Jordan (1997) suggests advanced documentation, tests, self-assessment, observation
and monitoring, structured interview, diaries evaluation, and questionnaires etc. Hutchinson & Waters
(1987) prefer multi data collection methods to identify differences between learners in an ESP class.

In terms of the theoretical framework to achieve the learner’s purpose and needs, the paper seeks
to find out to what extent social-constructivist reflective teaching based on the functionalist linguistic
approach to syllabus design has been useful in classroom teaching. Although all the linguistic theories
essential to language teaching for a variety of utilities and reasons, one of the closest linguistic
approaches to the reflective teaching methodology is based on a functional approach to linguistic
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theory, which views language as a basis of social construct accomplished by communication, which
consists of three social functions: ideation (information exchange), interpersonal (socializing), and
representation (of the process experienced) (Halliday, 1985). These three components are inseparable
in a sense that they all function together at the same time fulfilling every dimension of what is meant by
communication in all respects. Thus, the recent tendencies towards the adoption of communicative
language teaching as theoretical guidance for ELT could be interpreted as the necessity felt for the
consideration of all these three components as a whole to satisfy every dimension of communication.
Is it possible to use grammar, for instance, without exchanging information, socialising and representing
(i.e. expressing) the process involved?

This linguistic outlook considers language inexhaustible in the way the reflective teaching
methodology treats knowledge to be a social product, the meaning of which is relative to everybody
and inexhaustible in a sense that there is no absolutism about it:

“In fact there can be no such thing as ‘complete’ account of the grammar of a language,
because language is inexhaustible. Although there can only be a finite body of text,
written or spoken, in any language, the language itself - the system lies behind the text -
is of indefinite extent, so that however many distinctions we introduced into our
account, up to whatever degree of finiteness or ‘delicacy’, we would always be able to
recognize some more.” (Halliday, 1985, p. xiii)

This position is the closest to Vygotsky’s social constructivism on which the reflective teaching
methodology is developed and which treats human thought and language as a social asset and product.
His focus on the function of language in conceptual development underlines the significance of
language for learning:

“..it is the functional use of the word, or any other sign as means of focusing one’s
attention, selecting distinctive features and analyzing and synthesizing them, that plays
a central role in concept formation.” (Vygotsky, 1986, p.106)

He also questions why individuals move from one stage of thought to another stage of thought.
What is the motivation force? He believes that it is social interaction. This is the point where Vgotsky
establishes an important connection between language, thought and social interaction, which are
essential to, and set up the basis of, reflective teaching.

Related to the significance of the learner-cantered learning process Hutchinson & Waters (1987, p.
74) state that ESP course design should consider the learner at every stage of the design process
referring to implications primarily in two implications: course design is a negotiated process and course
design is a dynamic process. They suggest that the course design needs to have built-in feedback
channels to be responsive to development. They also suggest that the materials should be creative.
They need to provide stimulus to learning, help to organise the teaching-learning process, embody a
view of the nature of language learning, reflect the nature of the learning task, introducing teachers to
new techniques, and provide models of correct and appropriate language use (Hutchinson & Waters,
1987, pp. 106-108).

Referring to the material content, Lowe (2009) identifies three principles for ESP course design
suggesting that content difficulty should approximate the level in learners’ normal courses; content
should lead language; and the exercises on the material should be authentic.

The Learners’ Needs and the Development of the ESP Programs

Along with the administrative and teaching staff of the faculty, the university sources, such as
booklets and the Internet were also consulted to determine the subjects taught in the undergraduate
major and minor areas. Based on the current literature and parallel with the views expressed by
Strevens (1977) that the content of ESP courses should be determined by including: skills necessary such
as understanding, speech, reading, writing, etc. which are essential for the learner’s purposes;
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vocabulary, patterns of grammar, and functions of language items which are relevant to the learner’s
purposes; themes, topics and situations needed for the learner’s purposes; and communication needs
relevant to the learner’s purposes. The members of the 9 departments of the Faculty of Fine Arts, the
dean of the faculty herself, the ESP teaching staff were consulted prior to and during the development
of the programs to obtain detailed information concerning the contents of the commonly used
textbooks and their expectations from the prep school’s ESP programs. The ESP teaching staff also
involved in the development of the syllabi. Although not stated overtly and, perhaps, not contradicting
with the University’s overall English language teaching policies as well, according to these, upon
completion of the 4 semester-programs the students were expected to:

1. understand authentic academic materials and oral discourse in English in their major areas;

2. develop comprehensive knowledge in their own major areas and sufficient knowledge in
English in all areas of Fine Arts;

3. develop reasonable oral and writing skills to undertake academic and professional work in their
major areas;

4. make written and oral summaries in English upon reading complex materials and listening
lectures in their major areas; and

5. develop adequate communication skills in English necessary for their social needs.

Reflecting the expectations of the stakeholders and the educational and social objectives on the part
of the learner, these needs were considered and stated as the ultimate common goals and objectives of
all the programs in question. The programs were designed in consistent with these criteria targeting the
goals and objectives stated above. The programs’ syllabi reflected these criteria in the course
description, assessment and instruction content components.

Although the course instructors had been instructed to make every effort to adhere to the published
course syllabus information content, they were allowed to have the flexibility of using their own
teaching routines and strategies to engage students in communication tasks by focusing on each area of
the three communicative functions that Halliday stresses above, which are inseparable elements of the
social constructivist reflective teaching model to be used in classroom instruction. Teachers could
choose their own social construction means and methods to engage activities with and within their
students, instead of being cursed to undertake merely text-bound activities guided by superfluous
exercises that could create socially isolated classrooms and teaching contexts. The exercises and
activities in the texts were based on the knowledge content presented in the text by drawing the
instructor’s attention on certain points expressed in the text to be used as part of the tasks to be
undertaken to generate reflective teaching/learning through communication.

The assessment criteria of the programs were also based on the same approach; the instructors
were provided with a general guidance to choose their own way of assessing their students based on
the activities they undertake primarily in and outside the class, such as participation, presentations,
reports, etc.

The Instruction Contents and Structures of the Programs

Out of the two types of the programs | have stated above, the first type was more oriented to
‘teaching the language’ (i.e. teaching English) as the proficiency level of the students at this level
required stronger bottom-up attention with more focus on competence at lower levels. Consisting of
two consecutive programs, the first type was offered as common courses for all the departments (See
Table 1) designed for those who had performed A Level in the placement exam or who had finished the
B Level program at the preparatory school.
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Table 1.
English Programs developed for Fine Arts students with low proficiency skills
Year 1
Departments
1%t Term 2" Term
All the departments take the
common program Instruction content General General
Trend General General
Weekly hours 6 6
Credit 3 3
Table 2.
English Programs developed according to department-specific instruction content
Instruction content: Specific Year 2 Year 3
Weekly h :3 Credits: 3
eekly hours redits 1%t Term 2" Term 1%t Term 2" Term
Departments Trend Trend Trend Trend
Plastic Arts
Interior Architecture
. Commercial Social
Landscape Architecture
History Contemporary Administrative Legal
Industrial Design
Business Political

Fashion and Textile Design

Theatre

Gastronomy

Graphic Arts/Arts Management

The texts used in these programs included general concepts about all the major areas of the Faculty,
starting with short and simple texts and gradually becoming longer and more complex to introduce
students to the follow-up second type of programs (See Table 2), which primarily reflected the idea of
‘teaching in the language’ (i.e. teaching in English) as a successful method of acquisition planning:

“Schools are more likely to succeed in this goal if they use the target language as a
medium of instruction than if they merely teach the language as a target of instruction.
Not only exposure to the language but also incentive to learn it is greater when it serves
as medium than when it serves merely as subject of instruction.” (Cooper 1989, p. 161)

32 different syllabi were developed for the second type of the programs with 4 syllabi for each
department. Based on the department-specific instruction content, these courses were organised
according to four academic trends and perspectives with a focus on one of them in each term: historical,
contemporary, commercial/administrative/business; and social/political/legal. The same programs were
used for the Graphic Arts and Arts Management Departments as there was a big overlap in the major
areas between these departments.
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The Study
The Purpose and Design

The purpose of the study is to find out whether the perceptions of the students about the programs
are consistent with the ultimate goals and objectives stated under the five categories above set prior to
the development stage of the syllabi as agreed upon by the Faculty members; whether the students
benefit from the program along the lines these goals and objectives; and whether there are any
problems emerge during the running of the programs, and if any, what kind of measures need to be
taken for improvement.

For the purpose of triangulation, both, quantitative and qualitative data collection methods were
used in the study. The data were obtained by a survey questionnaire from 150 students chosen via
convenience sampling who undertook the programs at the Faculty of Fine Arts.

The quantitative data is presented with the collected data and their respective research scopes in
Tables 3, 5, 6 and 7. The qualitative data came from an open ended question section that allowed
students to write down their comments and opinions on the program which were used for and analysed
quantitatively and presented according to the scopes of their responses together with the quantitative
data analyses results.

The Survey Questionnaire

The content of the questionnaire was organised by considering the ultimate goals and objectives
stated above to find out how they matched the participants’ needs. Each part of the data obtained with
the questionnaire was considered separately by calculating the numbers of the levels of each choice
made in each item to identify the specific area of needs expressed by the participants. The
questionnaire intended to get the participants’ opinions on whether they:

» they considered the information contents of the texts used in the lessons responsive to their
personal and academic needs;

» they felt that the proficiency level of the texts they used in the lessons was consistent with
their proficiency level at the sentence/clause and discourse levels;

» they thought they participated effectively in oral and written tasks when required during the
lessons;

» they felt that their participation in lessons contributed to their oral and writing skills in English;
» their assessment reflected what they had performed and learned in the lessons;

» they believed that in the long run the programs would equip them with adequate
communication skills in English necessary for their social needs;

» they felt that the programs would gradually contribute to their oral and writing skills to
undertake academic and professional work.

The questionnaire was designed in Turkish as the participants’ proficiency levels in English might not
be sufficient enough to understand the question content, which requires attention on complex and
related points distinguished according to scrupulous criteria that require precision of high level
comprehension to make appropriate choices in the responses. The designing criteria suggested in
Richard (2001, p.72) were used in the preparation process of the questionnaire. Having been revised
upon proofread by two English language teachers to achieve the best possible intelligibility, it was
piloted in a class of twenty students. The questionnaire data were obtained in 42 questions to be
answered by using a 5-point Likert scale in three parts: Parts A, B, and C.
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Table 3.
Participants’ perception of the program and the texts used in the lessons

1=I strongly agree

2= generally agree 3=1am not sure

1 2 3 4 5

4= do not really agree 5= | strongly disagree

Al  The texts’ sizes are appropriate to my level. 42 66 20 18 4

A2 The texts’ difficulty levels are appropriate to my level. 35 66 30 12 7

A3 The topics of the texts are relevant to the topics studied in my 67 48 23 8 6
department.

A4 The topics of texts are related to topics studied my faculty’s other 24 35 63 19 9
department.

A5  The texts contain topics related to my professional area. 65 42 19 12 12

A6  The texts contain topics relevant to my general life. 30 43 40 27 10

A7  The texts studied in the Iesso.ns help me to understand other English 35 59 35 14 7
texts that have the same topics.

A8 The texts sthjled in the lessons help me to understand topics studied 29 43 45 23 17
in other English courses offered in the faculty.

A9 I ca.nnot un.der.stand conversations outside the class which includes 10 21 30 48 41
topics studied in the texts.

A10 | cannot understand the topics studied in the texts when | read them 8 18 41 40 43
newspapers.

A1l This cogrse is unnecassary and not helpful in terms of my university 16 14 39 29 52
education.

A12 This course is not relevant and useful in terms of my social life. 10 25 27 21 67

A13 This course is not relevant and useful in terms of my profession and 11 15 30 21 73
career.

A14  This course |s. not useful for my communication with people from 15 17 33 17 68
other countries.

A15 The testing system does not reflect the texts’ contents. 5 18 39 23 65

A16 |think these English programs will enable me to understand
everything | will read in my academic scope in English after my 17 35 40 22 36
graduation.

Al17 |think these English programs will enable me to express sufficiently 21 35 35 29 30

everything in my academic scope in English after my graduation.
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A18 | think these English programs will enable me to undertake oral
communication in English easily in my professional life in English after 14 37 50 26 23
my graduation.

A19 | think these English programs will enable me to pursue graduate

programs abroad in English easily after my graduation. 1326 52 25 34

A20 | think these English programs will enhance the level of my English that
will satisfy my social communication needs English effectively aftermy 23 42 43 27 15
graduation.

Part A includes 20 multiple choice items to be answered by choosing from 1= I strongly agree; 2= |
generally agree; 3= 1 am not sure; 4= | do not really agree; 5= | strongly disagree. These items consist
of statements asking their opinions about the English program they currently attend and the texts used
in the lessons by focusing on the appropriateness of the difficulty level and relevance of the text
content, and the degree of the benefit they expect to have from the program. The first 8 and the last 5
questions in this section (i.e. Qs A1-A8 and Qs A16-A20 respectively) are structured in a positive way and
the 7 in between these questions (i.e. Qs A9-A15) in a negative way to avoid possible subconscious
conditioning that could result from a unidirectional response mode.

Part B includes 12 multiple choice items (i.e. Qs B1-B15) about the level of difficulties experienced in
the performance of the activities and skills practiced during the lessons to be answered by choosing
from 1= always; 2= often; 3=sometimes; 4= rarely; 5= never.

Part C includes 10 multiple choice items (Qs C1-C10) about the degree of contribution felt in the
development of their linguistic skills from the tasks/activities undertaken during the lessons to be
answered by choosing from 1= not at all; 2= very little; 3= a bit; 4= reasonably high,; 5= very high.

The questionnaire finishes with an open ended question that allows students to write down their
comments and opinions on the program.

Results and discussions

The quantitative data analysis was done through SPSS 15.0. The normality and homogeneity of
variance of the data were checked for all the four sets of the questionnaire data. The test results
indicated that distributions of the all the four data sets were normal with high coefficient alpha scores
(See Table 4), and parametric tests were used for the descriptive and correlation analyses.

-;-':le)lgrlc‘)-nbach’s Alpha results of the four data sets used in the study
Number of Items Variables Cronbach’s Alpha
13 Al A2 A3 A4 A5 A6 A7 A8 A16 A17 A18 A19 A20 .81
7 A9 A10 A11 A12 A13 A14 A15 .81
12 B1 B2 B3 B4 B5B6 B7 B8 B9 B10 B11 B12 91
10 ClCc2C3C4C5C6C7C8CI9C10 .86
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Opinions about the Programs and the Texts Used In the Lessons

As to the issues pertaining to the texts used in the lessons, the candidates’ responses show that their
lengths, difficulty levels, exercises, and contents are appropriate and sufficient for their proficiency
levels, and learning and social needs (Table 4: Qs A1-A6). The degree of certainty as to the relevance of
the content of the text to the academic and professional life is particularly high with the 67 and 65 of
the students’ choices, respectively, stressing strong agreement exceeding the general agreement
choices only in these two statements within these 6 items. The appropriateness of the proficiency
levels and the relevance of the text’s to the study and professional scopes are approved by the
candidates’ strongly and generally agreement choices in the four items (Qs Al, A2, A3, A5) in these
areas (ranging from 101 to 115 with 67-77 percent) overweighing the negative choices of not really
agreeing or strongly disagreeing (ranging from 14 to 24 with 9-16 percent). However, the level of
support as to the relevance of the contents of the text to the faculty’s other study scope and their
general life is lower in their responses Qs A4 and A5 (59 and 73 positive choices of 1 and 2 with 39 and
49 percent), where uncertainty is also higher (63 and 40 choices of 3 with 42 and 27 percent
respectively). This finding posits the view of Hutchinson & Waters (1987) stressing the desirability of
multi data collection methods to identify differences between learners in an ESP class.

Although the degree of uncertainty as to the contribution of the programs in question to the
improvement of their comprehension skills in reading other English texts confronted or studied in the
faculty (Qs A7, A8) is high (35 and 45 with 25 and 30 percent respectively), the positive responses, still,
overweigh the negative ones in these areas. 84 (56 percent) of them believe that the texts studied in
the program improve their comprehension of other English materials read outside the lesson while 67
(45 percent) think that they contribute their comprehension of other English materials studied in other
subjects studied in the faculty. The negative opinions expressed concerning these areas are 21 (14
percent) and 40 (27 percent) respectively.

Their responses to the items pertaining to the contribution and relevance of the program to their
linguistic and communication skills when phrased in a negative way (Qs A9- A16) indicate clear benefit
felt by the candidates in these areas as they strongly or generally reject (ranging from 81 to 94 with 54-
63 percent) that they did not feel any contribution in these areas, which also stresses that the
assessment system reflects the instruction content of the program.

As to the benefits expected after the graduation (Qs A16-A20), the candidates express a considerably
high degree of uncertainty in their responses in this area (ranging from 35 to 52 with 23-35 percent)
while positive responses (ranging from 39 to 67 with 26-45 percent) and negative responses (ranging
from 42 to 59 with 28-39 percent) to these questions are almost the same varying within the same
ranges. Considering the fact that there are many extralinguist, social, economic, personal and other
matters that could interact and influence the degree of benefit to be gained from these programs for
the candidates’ future deeds, all in all it is possible to discern from the responses of the candidates that
the picture the data present in this regard is fairly optimistic — at least not pessimistic in the most
conservative estimation.

The Difficulties Experienced In Classroom Learning

The participants’ responses demonstrate that they experience a significant degree of difficulties in
their top-down reading comprehension and performance skills in English (Table 5: Qs B1-B7). 67 (45
percent) of the candidates state that they always or often have difficulties in guessing the meaning of
the words from the topic while 51 (34 percent) of them say they sometimes have difficulties in this area.
The results are similar in other high level comprehension skills, such as guessing the subtopics and their
orders; detecting the main ideas, and explicit and implicit messages in the texts; and identifying
differences between closely related concepts. The numbers of candidates who state that they always or
often find difficulties range from 59 to 80 (39-53 percent) while the numbers of those who sometimes
experience difficulties in these top-down reading skills areas vary within a broader range (from 32 to 62
with 21-41 percent). The numbers of those who state that they rarely or never have difficulties in these
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skills are particularly satisfactory in terms of quantity and homogeneity (from 27 to 42 with 18-28
percent), especially when we consider that the data also include those with relatively low proficiency
levels who take the 6-hour-a week program.

Table 5.
Participants’ opinions of the difficulties experienced in top-down reading and in-class performance skills
in English

1=always 2=often 3=sometimes 4=rarely 5=never 1 2 3 4 5
B1 Guessing the meaning of words from the topic content. 24 43 51 27 5
B2 Comprehending the subtopics of the topic studied. 27 54 42 20 7
B3 Comprehending the sequential order of the topics presented. 23 45 50 21 11
B4 Comprehending the key points presented in the topics. 31 45 32 30 12
B5 Comprehending explicit knowledge presented in the topics. 33 47 35 21 14

B6 Comprehending the implicit knowledge presented in the topics. 21 38 62 22 7

B7 Comprehending the differences between similar concepts. 17 48 50 27 8
B8 Performing oral summaries from the texts. 25 24 55 29 17
B9 Performing written summaries from the texts. 22 28 51 33 16
B10 Performing oral presentations by using the texts’ contents. 19 24 51 32 24
B11 Performing written presentation by using the texts’ contents. 16 29 53 34 18
B12 Asking question about the texts’ contents. 21 16 52 33 18

The figures are even further pleasing in the participants’ responses to the questions that refer to
their performance oral and written skills as part of their in-class activities (Qs B8-B12). The numbers of
candidates who think that they always or often have difficulties performing these tasks are lower
(ranging from 37 to 50 with 25-33 percent) than the always and often responses for the top-down
reading skills stated in Qs B1-B7. The numbers of the candidates who sometimes have difficulties in
performing the oral and writing skills stated in Qs B8-B12 are fairly homogeneous but higher, ranging
from 51 to 55 with 34-37 percent. These figures also constitute the same degree of homogeneity as a
large proportion for the candidates who state that they rarely of never have difficulties in performing
these skills range from 49 to 59 with 33-39 percent.

The spread of the difficulty levels felt during the accomplishment of the activities that are essential
for the development of the performance skills (e.g. oral and writing skills) specified in the syllabi as the
goals and objectives of the programs are parallel with the candidates’ varying competence levels,
especially when we consider the varying levels of their passive acquisition skills (i.e. top-town reading
and comprehension) that make up the fundamental basis for the enhancement of the oral and writing
skills. This is the stage, though not immune from the stress associated with it, where the hardest
teaching and learning effort is to be made; and perhaps, where the instructor’s teaching skills are
challenged. This is the stage where the instructor has to be the most attentive to provide the
appropriate scaffolding support that the learner needs, and to avoid any possible short-circuit that could
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emerge any time, not only from the learner’s lack of competence, but also from the complex nature of
the classroom context where the learner’s behaviour could be influenced by being predisposed to the
complexity of the factors and forces operate in this context.

The Degree of Contribution Felt In the Development of the Linguistic Skills from the Tasks/Activities
Undertaken During the Lessons

Listening to the instructor’s explanation was stated as the area where the participants feel the
highest contribution to their linguistic skills with 71 responses (47 percent) which amounts to 108 (72
percent) responses put together with the reasonably high responses (Table 6: Q C1). Though, the
contributions felt by the other stated in-class activities are also remarkable as the reasonably high and
very high responses in the rest of the items in this section range from 75 to 98 (50-65 percent) with skills
practiced from the texts (C2, C3, C5) being on the lower side and expressing views about daily issues and
social matter being on the higher side of the scale (C8, C9). The numbers of the negative responses in
this section remain relatively low ranging from 4 to 14 (2-9 percent) in the not at all to 10-25 (7-17
percent) in the very little responses.

Table 6.
Participants’ opinions of the degree of contribution felt in the development of their linguistic skills
from the tasks/activities undertaken during the lessons

1=not at all 2=very little 3=a bit

1 2 3 4 5
4= reasonably high 5= very high
C1 Listening to the intstructors’ explanation. 9 10 23 37 71
Cc2 Performing oral summaries from the texts’ paragraphs. 12 18 45 45 30
c3 Performing written summaries from the texts’ paragraphs. 14 15 44 45 32
c4 Expressing oral views on the texts’ contents. 4 13 46 50 37
c5 Expressing written views on the texts’ contents. 8 12 55 47 28
Cc6 Listening to classmates’ views on the texts. 6 25 43 46 30
Cc7 Participating in group work during the classes. 11 15 36 57 31
Cc8 Participating in discussions on social issues during the classes. 7 19 28 60 36
c9 Participating in conversations on current issues in daily life. 7 14 31 51 47
C10 Reflecting my in-class activities on my overall success grade. 8 19 31 49 43

It is also clear from the figures in this section that participating in group work brings positive results
for skill development. Furthermore, being assessed for the activities in the classroom context
encourages the learner to participate in the communication process more, and it stimulates more
interaction with other candidates and the teacher by contributing to the development of the learner’s
communicative intent and enthusiasm for self-representation.
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The Correlation between the Difficulty Experienced In Practice and Its Contribution to Skill
Development

A Pearson Correlation test was conducted to establish whether any the correlations exist between
the 4 questionnaire data referring to the difficulty levels felt in the performance of oral and written
tasks undertaken as part of the in-class activities based on the texts (Qs: B8-B11l) and the 4
questionnaire data referring to the contribution felt by undertaking these activities in the improvement
of the linguistic skills respectively (Qs: C2-C5). The test results demonstrated some meaningful
correlations between the variables. The correlation matrix between the variables is presented in Table 7
below.

Table 7.

Correlations between the participants’ opinions of the difficulties experienced in in-class performance
of writing and oral skills in English and their opinions of the degree of contribution felt in the
development of these skills

Variables B8 B9 B10 B11 Cc2 c3 ca c5
B8 Pearson
. 1 580*%*  499*%*  505%*  _162* -.056 -.148 -123
. Correlation
Performing
oral . .
. Sig. (2-tailed) .000 .000 .000 .048 497 071 133
summaries
from the N
texts. 150 150 150 150 150 150 150 150
B9 Pearson
. .580(**) 1 565%*  581%*  _101 .000 -.072 -.072
. Correlation
Performing
written
. Sig. (2-tailed) .000 .000 .000 219 .996 .379 .382
summaries
from the N
texts. 150 150 150 150 150 150 150 150
B10 Pearson
. A99%*  5E5** 1 713**  -086 -.045 -.076 -.088
. Correlation
Performing
oral . .
. Sig. (2-tailed) .000 .000 .000 .293 .584 .353 .285
presentation
s by using
the texts’ N
€ iexts 150 150 150 150 150 150 150 150
contents.
B11 Pearson
. 505%*%  581**  713** 1 -.078 -.063 -.149 -141
. Correlation
Performing
written . .
. Sig. (2-tailed) .000 .000 .000 341 446 .069 .086
presentation
by using the N
texts’
contents. 150 150 150 150 150 150 150 150
Cc2 Pearson -.162* -.101 -.086 -.078 1 .640** .563** AB5**
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Performing Correlation
oral
summaries Sig. (2-tailed) .048 219 293 341 .000 .000 .000
from the
texts’ N
150 150 150 150 150 150 150 150
paragraphs.
C3 Pearson
. -.056 .000 -.045 -063  .640%* 1 A13*%*  620**
. Correlation
Performing
written
. Sig. (2-tailed) 497 .996 .584 446 .000 .000 .000
summaries
from the N
texts 150 150 150 150 150 150 150 150
paragraphs.
ca Pearson
. -.148 -072 -.076 -149  .563**  413** 1 .488**
. Correlation
Expressing
oral views Sig. (2-tailed) 071 379 353 069 000 000 000
on the texts’ & ' ' ' ' ' ' '
contents.
N 150 150 150 150 150 150 150 150
C5 Pearson
. -123 -072 -.088 -141  465%*  620**  .488** 1
. Correlation
Expressing
written . .
. Sig. (2-tailed) 133 382 .285 .086 .000 .000 .000
views on the
texts’
contents. N 150 150 150 150 150 150 150 150

** Correlation is significant at the 0.01 level (2-tailed).

* Correlation is significant at the 0.05 level (2-tailed)

The results demonstrate that there are positive and substantial/perfect correlations between B8, B9,
B10, B11 (p<0.001), which refer the participants’ opinions on the difficulty level they felt in the
performance of oral and writing tasks. Likewise, there are also positive and strong/substantial
correlations between C2, C3, C4, C5 (p<0.001), which refer to the participants’ opinions on the
contribution level felt by performing these tasks.

Another important point that is worth considering concerning the outcome of the test is the fact that
there is always negative and low correlation between the variable that refers to the difficulty level felt
for the specified skill and the variable that refers to the contribution level felt by the performance of
that skill, which means that the learner benefits most from the skills which they find most difficult to
perform. Although the significance level is slightly low (i.e. p>0.05 slightly) for some of the
corresponding correlations, it is much more apparent for the other ones (e.g. between B8 and C2; B8
and C4; B11 and C5).

Responses to the Open-Ended Question

114 (76 percent) of the candidates did not respond to the open ended question with the remaining
36 (24 percent) stated views, which differ significantly with emphases on different aspects of the
programs. A third of these candidates (12) express their dissatisfaction about the class hours being too
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lengthy, English programs being irrelevant for Fine Arts undergraduate studies, and inflexibility about
the attendance requirements for those who take the programs without credit. 6 of the comments
were complaints about the class hours being placed later in the day after long study hours of their own
major subjects. 8 of the comments express appreciation about the programs, 2 of which stress the
necessity of more English instruction and 2 indicate that the texts should be longer and more difficult.
Out of the remaining 10 comments, 2 express dissatisfaction associated with the difficulty of
understanding the native English-speaking instructor’ accent, 2 complain about the survey not referring
to the individual instructor, 3 stress dissatisfaction about being forced to undertake the program
without credit, and 3 complain about the classes being held by being too loyal to the program layout
and not having enough opportunity for social interaction during the lessons.

The remarks of the student constitute common difficulties result from the problematic nature of
trying to teach English as a second language in a context where its status is not really a second language,
but is a foreign language. Nevertheless, there is no doubt that these issues require closer attention
from pedagogical points of view.

Conclusions

The data based on the questionnaire used to gather information on the participants’ opinion about
the programs developed for the Faculty of Fine Arts demonstrate that the programs are responsive to
the participants’ needs; and, the implementation of the programs produce positive results that are
parallel with the goals and objectives set out in the syllabi as expected by the faculty administration and
the rector’s office, thus reflecting the expectations of the stakeholders and the educational objectives
on the part of the learner. The results clearly indicate that the information contents of the texts used in
classroom teaching are responsive to the candidates’ personal and academic needs; and the difficulty
levels of the texts compiled and adapted for in-class instructions are consistent with the participants’
proficiency levels. Although the participants’ opinions as to the future benefits of the programs do lack
certainty in some respects, the positive hopes and expectations are not at all low.

The results suggest that the social constructivist approach used in the syllabus design and the
classroom teaching model has produced good results in that the participants are generally satisfied with
their participation in the tasks assigned to them as part of their in-class activities; but naturally, they
experience some difficulties in doing so. The areas where the task accomplishment is felt to be the most
difficult are also the areas where the learning gains are the highest, which is no surprise and, perhaps,
consistent with the natural consequences of communicative L2 teaching practice. The significantly
varying degree of the differences in the participants’ proficiency levels, which is peculiar to all ESL
instruction contexts where English does not have the second language status, poses different degrees of
learning difficulties for the learner and presents serious challenges for the instructor. Thus, in this
sense, the open-ended responses of the participants offer a good deal of hints as to what kind of
pedagogical efforts can be made to attain the best possible results in the given circumstances.

The findings of the study indicate that the course design process successful in establishing built-in
feedback channels to be responsive to development, its materials being creative, providing stimulus to
learning, helping to organise the teaching-learning process, embodying a view of the nature of
language learning, reflecting the nature of the learning task, introducing teachers to new techniques,
and providing models of correct and appropriate language use as suggested in the literature
(Hutchinson & Waters, 1987, p. 106-108).

It is clear from the responses that there are some attitudinal differences between the participants
who take the programs with credit and those who take them without it. The data pertaining to the
assessment criteria being based on activities provides clear support that the ‘reward for effort’ method
serves the best for the program objectives and purposes. This also shows that the institution’s
instruction policy and the values it emphasizes play a significant role in the perception of the target
audience, functioning as an important factor in the shape of their opinions.

288



Faruk KURAL — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 48(1), 2019, 275-304

As the primary objective of this study was to account for the overall progress of the programs, its
focus scope, perhaps inevitably, has been too general to account for specific needs of each group,
though the results provide us a general picture of the progress made since their implementation and the
remedies to be used as solutions to the difficulties experienced by the participants. Nevertheless, it is
clear from the results that, apart from the proficiency level of the learner, the knowledge content (the
background knowledge of the learner in L1 and L2 for that matter) serves as the fundamental basis for
L2 syllabus design. Difficulties that emerge from the proficiency level during the activation of top-down
reading and comprehension skills at the discourse level should be followed with attention and care by
the instructor, and conscientious scaffolding support should be rendered immediately to avoid short
circuits as the enhancement of these skills are indispensible for the activation and enhancement of
performance skills.

Limitations of the Study

The results of the study have indicated the lack of use of sufficient multi data collection methods and
instruments in the design process particularly in the area of the consideration of the existence of
differences in learner groups in ESP classes as indicated by Hutchinson & Waters (1987, p. 74).

The participants’ responses have also indicated the necessity of including and integrating more
points in open-ended questions our further research by focusing on issues such as content and genre in
material development, adaptation and replacement; class management problems emerge from native
and non-native English speaking teachers; instruction hours and study schedule; and outside class
assistance and consultation for those in need.
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Tiirkge Siirimui

Giris

Arastirma, Yeditepe Universitesinin Giizel Sanatlar Fakiiltesi (GSF) icin olusturulan ve devam etmekte
olan Ozel Amacl ingilizce (OAI) programlarinin yeniden gézden gegirilmesine dayanmaktadir. S6z konusu
programlar, Guzel Sanatlar Fakiltesi yoneticilerinin, 6grencilerin fakllte programlarinin blnyesinde
gordiikleri ingilizce 6greniminin yetersiz olarak degerlendirmeleri sonucu daha etkili hale getirilmesi
dogrultusundaki talepleri sonucu olusturulmustur. Ogrenciler fakiilte programlarina kayrt olmalari igin
yeterlilik sinavina tabi tutulmakta ve basarili olmayanlarin ise ingilizce hazirlik programini basari ile
tamamlamalari gerekmekteydi. GSF dekaninin ve Rektorligiin talepleri dogrultusunda olusturulan yeni
sisteme gore, dgrencilerin sadece hazirlik okulundaki ingilizce programini evvelce gerekli olan A
seviyesinin (ileri) yerine B seviyesinde (orta) tamamlamak fakllte programlar igin yeterli olacagi
degerlendirilerek, A seviyesi programini haftalik 6 saat olmak lizere 3 kredilik bir program olarak
bolimlerinde tamamlamalari istendi. Yeterlilik sinavinda basarili olan 6grenciler bu programlardan muaf
tutuldu. Bunun yani sira tiim 6grencilerin 4 adet 3 kredilik OAi programi almalari istendi. $S6z konusu
programlarin uygulamaya konmasindan 6nce ingilizce hazirlik okulunu tamamlayan ve béliimlerinde
o6grenim gormekte olan 6grencilerin de yeni sisteme katilimi saglandi. Bu siregte, s6z konusu
dgrencilerin evvelce almis olduklari OAI derslerinin sayisi gdz 6niinde bulundurularak eksik olan
derslerini yeni programlardaki dersler ile tamamlamalari kararlastirildi. Ancak bu 6grencilerin
tamamlamak zorunda olduklari yeni programdaki dersleri eski sistemde oldugu gibi kredisiz-zorunlu
dersler olarak almalari 6ngorilda.

Bu calisma, yeni olusturulan ve alti aylik bir siiredir uygulanan GSF OAi programlari hakkindaki
ogrencilerin goruslerini degerlendirerek, hem mevcut alanyazinin bu alandaki eksikligini gidermeyi hem
de ilkemizdeki lisans diizeyinde GSF alan ingilizcesi hakkinda érnek bir model olusturmaya katkida
bulunmayi amaglamaktadir.

Alanyazin

ingilizce dil dgretiminin, bu alan ile direk ilgisi olan 6gretmen, dgretmen yetenek ve becerileri,
yontem, dil 6gretimi icin gerekli pedagoji bilgisi, kullanilan materyal ve malzeme, 6grencilerin dil
6grenimi deneyimleri, tavirlari, derse katilim ve davranislari gibi unsurlarinin yani sira baska unsurlari da
vardir. Bunlarin arasinda, kurumun ingilizce 6gretiminin 6lcme-degerlendirme kriterleri, istihdam ve
hizmet ici egitim, dil 6grenimine iliskin belirlenen standartlar, birinci ve ikinci dile karsi yaklasimi, v.b. yer
alir. Bu unsurlarin her birisinin kendine iliskin farkli boyutlari vardir ve bunlar 6grenimin dinamizmini
yansitir.

Dolayisi ile bu g¢alisma, GSF 0&grencilerinin yeni programlarin pratik hedeflerine ve ders
programlarinin hazirlanmasinda ve uygulamasindaki izlenilen kuramsal ¢ercevesine iliskin tavirlarini
belirlemeyi hedeflemektedir. Calismada, pratik hedefler acgisindan, s6z konusu programlarin
6grencilerin amag ve ihtiyaclarini karsilayacak sonuclar verip vermedigini arastirmak hedeflendi. Bu
dogrultudaki sonuclari Richards (2001, 32) OAi programi olusturmanin en énemli unsuru olarak
degerlendirilmektedir:

“OAi yaklasimi, ders programini dile yénelik analizinin cercevesine oturtmakla dedil,
dgrencilerin ihtiya¢ analizini yapmakla baslar. OAI égrencileri, genel olarak programin
basinda ve sonunda dili kullanimindaki performanslari agisindan tanimlanir. Genel
ingilizce programlarindaki hedef édrencilerin yeteneklerini global testler araciligi ile
dederlendirmeye yénelik iken, OAI'nin amaci ise édrencileri belirli gérev veya bir dizi
gorevi yerine getirebilecek yetenege kavusturmaya yéneliktir.”
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Dudley Evans & St John (1998) ihtiya¢ analizinin OAI programi olusturmanin temel unsuru olacak bir
oneme sahip oldugunu vurgularken, ihtiya¢ analizinin &grencilerin gereksinimlerini etkin bir bigimde
karsilayacak bir ders programinin olusturulmasi igin gerekli verileri toplamayi igeren bir siire¢ oldugunu
belirtmistir.

Bir ders programinin olusturulmasi igin gereken veriler degisik kaynaklardan ayni anda da
toplanabilir. Jordan (1997) bu konuda ileri diizeyde dokiimantasyon, test, kisisel degerlendirme, gézlem
ve izleme, yapilandinimis yiz yize gorlisme, glinlik not degerlendirilmesi, anketler, v.b. gibi yontemleri
dnermektedir. Hutchinson & Waters (1987) OAIi sinifindaki 6grenciler arasindaki farkliliklari belirlemek
icin coklu veri toplama yéntemlerini tercih etmektedir.

Arastirma, kuramsal gergevenin 6grencilerin amaglarini ve ihtiyaglarini karsilamak agisindan, islevsel
dilbilim temeline dayanan sosyal insaci yansitici 6gretim yontemin sinif ici 6grenmeye hangi oranda
yararh oldugunu arastirmayi hedeflemektedir. Tum dilbilim kuramlarinin dil 6grenimi acgisindan énemli
olmasi ile birlikte, yansitici 6gretim yontemine en uygun olani islevsel gramer yaklasimidir. Bu yaklasim
dili Gg¢ sosyal iletisim islevinden olusan bir sosyal insacilik siireci ile olusan bir sosyal 6ge olarak
degerlendirir. Bu islevler bilgi alisverisi, sosyallesme ve siireglerin ifade edilmesinden olusur. Bu (g islev
birbirinden ayrilmayan ve birlikte iletisim islevinin her boyutu ile yerine getirilmesini saglayan
unsurlardir.  Bu nedenle, ingilizce dil 6greniminde son zamanlarda yaygin bir bicimde iletisimsel dil
Ogretiminin tercih edilmesi yonindeki egilimleri, bu lic unsurun bir butiin olarak iletisim islevini her
boyutu ile karsilamasina duyulan gereksinim olarak da yorumlayabiliriz. Ornegin, gramer kullanimi bilgi
alisverisi olmaksizin, sosyallesme gerceklesmeksizin ve yasanan siireci ifade etmeksizin mimkin madir?

Bu dilbilim yaklasimi, yansitici 6gretim metodunun bilgiyi sosyal yapici temele dayanan sinirsiz bir
unsur olarak degerlendirdigi gibi, dili de sosyal olarak uretilen, sinirsiz ve mutlak olmayan sosyal yapici
6ge olarak degerlendirir:

“Ashinda dilin gramerinin ‘tam’ bir tanimlamasi miimkiin degildir ¢iinkii dil sinirsizlik
icerir. Sadece sinirlari belli olabilen sadece sézlii ya da yazili metindir. Ancak metinin
olusmasini temel teskil eden sistem, hangi dil olursa olsun her boyutu itibari ile sinirsizdir.
Degerlendirmemizi hangi diizeyde 6zgiin tutarsak tutallm, ne kadar sinirsiz veya
‘incelikle’ yaklasirsak yaklasalim, her haliikarda daha fazla 6grenecegimiz seyler séz
konusu olacaktir.” (Halliday, 1985, p. xiii)

Bu goris, yansitici 6gretimin dayandigi Vygotsky’nin insan distincesini ve dili sosyal bir 6ge olarak
degerlendiren sosyal yapilandiricilik yaklagimina oldukga yakindir. Vygostky’nin dilin zihinsel gelisimdeki
islevi hakkindaki gorusi dilin 6§renmede ne denli 6nemli oldugunu ortaya koymaktadir:

“..kavram olusumundaki merkezi islev géren sey, lzerine dikkat ¢ekilen bir unsur,
belirtiimek istenen ézgiin bir nitelik, bunlarin arasindaki analiz veya sentez iceren bir
anlatimi ifade eden kelimenin veya herhangi sinyal sisteminin islevidir. (Vygotsky 1986,
p.106)”

Vgotsky insanlarin neden bir diislince asamasindan bir digerine gectigini de sorgular. Burada motive
edici gli¢ nedir? Bunun sosyal etkilesim oldugunu savunur. Yansitici 6gretim agisindan biylk bir 6neme
sahip olan ve onun temelini olusturan dil, diislince ve sosyal etkilesim arasindaki iliskiyi Vygotsky iste bu
noktada kurar.

Ogrenci odakli 6grenim siirecine iliskin olarak, Hutchinson & Waters (1987, p. 74) OAI programi
olustururken 6grenci grubunun her asamada goz o6ninde bulundurulmasi gerektigini belirtir ve iki
onemli etkeni vurgular. Bunlardan birisi program olusturmanin surekli istisare gerektirdigi, digeri ise
program olusturmanin dinamik bir stire¢ olmasidir. Program olustururken olasi gelismeleri ve ihtiyaglari
karsilayabilmek amaci ile bildirim kanallarinin olusturulmasinin gerekli oldugunu o6nerir.  Ayrica
kullanilacak materyallerin de yaraticilik igermesinin gerekli oldugunu belirtirler. Bunlarin, 6grenmeyi
tesvik edici, 6grenme siireglerinin dizenlenmesine katki saglayici, 6grenmenin dogasina uygun bir
goriuse gore olusturulmasi, 6gretmenlere yeni teknikler sunmasi, dilin dogru ve uygun bir sekilde
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uygulanabilecegi modelleri sunabilir niteliklerde olmasi gerekir (Hutchinson & Waters, 1987, pp. 106-
108).

Materyallerin icerikleri agisindan Lowe (2009) OAIi icin su (g ilkeye uyulmasini énermistir:
Materyallerin igerikleri 6grencilerin bu dildeki normal programlarinin dil seviyesine yakin olmalidir;
icerikler dil 6grenimine yon vermelidir; ve icerdikleri alistirmalar otantik olmaldir.

Ogrencilerin ihtiyaglar Ve OAi Programlarinin Olusturulmasi

Fakiltenin idari ve Ogretim kadrolarinin yani sira fakiltenin ders tanitimi iceren brosiirlerine,
internetteki bilgilere ve Universitedeki mevcut kaynaklara basvurularak hedef kitlenin ana dal ve yan
dallarina iliskin gérisleri belirlendi. OAI programlarinin icerikleri mevcut alanyazinda ve Strevens
(1977)'de belirtildigi gibi, 6grencilerin anlama, konusma, okuma, yazma, v.b. gibi yeteneklerinin
gelistirecek nitelikte olmasi, 6grencilerin dil gelisimi agisindan olduk¢a 6nemli olan kelime hazinesi,
gramer vyapisi ve dilin unsurlarinin islevlerini icerecek nitelikte olmasi, 6grencilerin bilgi edinimi
acisindan o6nemli olan konulari, kavramlari ve iletisim ortamlar géz o6ninde bulunduracak ve
ogrencilerin  iletisim  gereksinimlerini  karsilayacak nitelikte olmasi saglandi. Programlarin
olusturulmasindan &nce ve olusturulma siirecinde, fakiildeki 9 6gretim elemani, dekan, OAI programini
yiiriitecek olan ingilizce dgretmenleri ile gériismeler yapilarak ortak olarak kullanilacak materyallerin
icerikleri ve kendilerinin OAI hazirlik programlar hakkindaki beklentilerinin neler oldugu belirlendi.
Ders programlarinin olusturulma siirecine programi uygulayacak ingilizce égretmenlerinin de katilimi
saglandi. Bunlardan edinilen bilgiler ve veriler dogrultusunda, acik¢a ifade edilmemis olsa da ve
tiniversitenin ingilizce 6grenimi hakkindaki genel ilkeleri ile celismeyecek bir sekilde, dgrencilere 4
dénemde alacaklari OAi dersleri sonunda su becerilerin kazandirilmasi hedeflendi:

1. Kendi ana dal alanlarindaki otantik ingilizce akademik materyalleri ve sézIi anlatimlari anlamak;

2. Kendi ana dallarinda derin bir bilgiye ve glizel sanatlarin tiim alanlarina iliskin genel bir bilgiye
kavusmak;

3. Kendi alanlarinda akademik ve profesyonel ¢alismalar gergeklestirebilecek yeterli sdzel ve yazin
becerilerine kavusmak;

4. Kendi ana dallarina ait karmasik materyalleri okuduktan ve dersleri dinledikten sonra yazili ve
50zl 6zetler yapabilmek;

5. Sosyal gereksinimlerini karsilamada yeterli olabilecek ingilizce iletisim becerilerini olusturmak.

Paydaslarinin ve 06grencilerin egitsel ve sosyal hedeflerini iliskin beklentilerini yansitan bu
gereksinimler s6z konusu programlarin nihai hedeflerini olusturdu. Programin taniminda yer alan
olgme-degerlendirme ve uygulama igeriklerine iliskin unsurlar bu kriterlere gére olusturuldu.

Programi uygulayacak 6gretim kadrosundan programda yazili olan bu kriterleri gerceklestirmek igin
tam bir ¢aba gostermeleri ve kendi 6gretim tarzlarini arzu ettikleri bir esneklikle kullanarak, 6grencileri
Halliday’in vurguladigi yukarida belirtti§imiz ve yansitici 6gretimin ayrilmaz unsurlari olan g alandaki
iletisim islevine odaklanarak iletisim siireclerine katmalari istendi. Ogretim elemanlarinin, metinlere
kati bir bicimde sadik kalarak sikici ve yogun egzersizlerle yormak yerine kendi sosyal yapici yontemleri
aracihgi ile 6grencilerini sinif ortaminda iletisime katmalari olanagi saglandi. Metinlerdeki alistirmalar
ve aktiviteler, metinlerin icindeki bilgileri icerecek sekilde, 6gretim elemaninin belli 6nemli noktalar
izerinde yogunlasmalarini dngdren ve Ogrencileri iletisim yolu ile yansitici 6gretim sireglerine
katilimlarini saglayacak sekilde diizenlendi.

Programlarin élcme-degerlendirme kriterleri ayni yaklasimla olusturuldu; Ogretim elemanlarindan
o6grencilerinin basarilarini degerlendirirken derse gelme, sunu yapma, rapor yazma, v.b. gibi sinif igcinde
ve disindaki 6grenim stlirecine katilimlarini géz 6niinde bulundurulmalari igin genel bir cergeve cizildi.
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Programin Ogretim igerikleri Ve Yapilari

Yukarda belirttigim iki tirden programlardan birincisi daha cok ‘dili 6gretmeye’ (yani ingilizce
O0gretmeye) yonelikti zira 6grencilerin bu diizeydeki yeterlilik seviyesi gligli bir asagidan yukariya
yaklasimi ve alt seviyede yeterlilik olusturmaya odaklanmay! gerektirir. iki ardil programdan olusan
birinci tir programlar GSF'nin tim bolumleri icin ortak dersler olarak yeterlilik sinavinda A seviyesinde
basari gdsteren ya da hazirlik programinin B seviyesini basari ile tamamlayan 6grenciler igin olusturuldu
(Bkz. Tablo 1).

Tablo 1.
Yeterlilik seviyesi diisiik olan GSF é§rencileri icin olusturulan ingilizce programlari
i1
Boliim
1. Donem 2. Doénem

Tim bolumler ortak ders
olarak aliyor. icerik Genel Genel

Alan Genel Genel

Haftalik ders saati 6 6

Kredi 3 3
Tablo 2.
Béliimlerin ana dal alanina gére olusturulan ingilizce programlari
icerik: Anadal alani Yil 2 Yil3
Haftalik der saati: 3 Kredi: 3 1. Dénem 2. Dénem 1. Dénem 2. Dénem

Bolim Alan Alan Alan Alan

Plastik Sanatlar
ic Mimarlik Ticaret Sosyal
Peyzaj Mimarisi
Endistri Tasarimi Tarih Cagdas Yénetim Hukuk
Moda ve Tekstil Tasarimi
Tiyatro s Siyaset
Gastronomi
Grafik Tasarimi/Sanat
YOnetimi

Bu programlarda kullanilan metinler GSF’'deki tim bolimlerin ana dal alanlarina yénelik genel
konular igeriklerden olustu. Metinler program ilerledik¢ce kisa ve kolaydan baslayarak sona dogru
giderek uzun ve zorlasan bir sekilde diizenlenerek, 6grencilerin devamindaki ‘dilde 6grenim’ (yani
ingilizce dilinde 6grenim) disiincesini yansitan ve dil edinim planlamasi gériisiine dayanan 2. Tir
programlara (Bkz. Tablo 2) hazirlanmasinin saglanmasi hedeflendi:

“Okullar bu amaca hedef dili 6gretmenin yerine hedef dili 6grenim araci olarak kullanarak
daha basarili bir sekilde ulasabilirler. Dili é§retmenin yerine dili 6grenim araci olarak
kullanmak sadece dile maruz kalma bakimindan degil ayni zamanda égrenme egiliminin
artmasi bakimindan da ¢ok daha fazla etkilidir.” (Cooper 1989, p. 161)

ikinci tir programlardan her bélim igin 4 program olmak Uzere toplam 32 farkli program
olusturuldu. icerikler her bélim icin kendi konularini temel alarak ve her alan icin her birisi bir dénemin
ana akademik temasi olarak uygulanmak lizere dort kategoride diizenlendi. Bu kategoriler donemlere
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gore sirasiyla tarih, ¢agdas, ticaret/yénetim/is ve hukuk odakh olarak uygulanmak Uzere olusturuldu.
Ana dallarindaki derslerinin biyik oranda benzerlik icerdigi icin Grafik Tasarimi ve Sanat Yonetimi
bolimleri igin ayni programlar diizenlendi.

Aragtirma
Amag Ve Tasarim

Calismanin amaci sunlardan olusmaktadir: Ogrencilerin program hakkindaki gorislerinin ders
programlarini olusturmadan 6nce yukaridaki bes kategoride belirtilen ve fakilte Uyeleri tarafindan da
onaylanan amag ve hedeflere uygun olup olmadigini 6grenmek; Ogrencilerin belirlenen bu amag ve
hedeflerin igerdigi kazanimlari programlardan elde edip etmedigini anlamak; Programlarin uygulama
surecinde ortaya ¢ikan sorunlarin olup olmadigini saptamak; Eger sorun varsa programlarin
iyilestirilmesini saglayacak ¢éziimler Gretmek.

Arastirma Uglemesi icin hem nicel hem de nitel veri toplama yontemleri ile GSF’ deki programa katilan
150 6grenciye anket uygulanarak veri toplandi.

Nicel veriler icerik alanlarina gére Tablo 3, 5, 6 ve 7'de sunulmustur. Nitel veriler ise anketteki ucu
actk sorularin bulundugu bir bolim ile 6grencilerin programlar hakkindaki dislince ve gorusleri alinarak
toplandi. Toplanan veriler, sonuglardan kesin ve net bir kani olugmasi igin nicel ve nitel analiz yontemleri
ile incelenip sunuldu.

Anket

Anketteki soru igerikleri, katihmcilarin ihtiyaglarina ne oranda uygun olup olmadigi belirlemek Uzere
yukarda belirtilen nihai amaclar ve hedefler dogrultusunda dizenlendi. Verilerin her bolima ayri
oOlgllerek katimcilarin her ihtiyag alani icin tercihlerinin sayisal olarak diizeyi belirlendi. Anket
katilimcilarin gérislerini su alanlar icerdi:

> Derslerde kullanilan metinlerdeki bilgi igeriklerinin kendi kisisel ve akademik ihtiyaclarina uygun
olup olmadigy;

> Derslerde kullanilan metinlerin kendi dil vyeterlilik seviyelerine ciimle/timce ve metin
boyutlarinda uygun olup olmadigi;

> Dersler islenirken kendilerinden istenen sézel ve yazinsal calismalara etkin bir bicimde katilip
katilmadiklari;

> Derslere katiimlarinin ingilizcelerine sbzel ve yazin becerilerinin acisindan katki saglayip
saglamadigi;

»  Olcme-degerlendirmelerin derslerde yapilan uygulamalari yansitip yansitmadig;;

> Uzun vadede programin sosyal yasamlari acisindan gerekli olacak ingilizce iletisim becerilerini
yeterli diizeyde karsilayip karsilamayacag;

> Programin akademik ve mesleki acidan gérevlerini yerine getirmek icin ihtiyagc duyduklari
ingilizce sdzel ve yazinsal becerilerini asama asama karsilayacagina inanip inanmadiklarini.

Anketteki sorularin karmasik kavramlar icermesi, yanitlarinin ayrinti iceren hassasiyeti icermesi,
katiimcilarin ingilizce diizeyleri yeterli olmamasi ve katilimcilarin sorulari iyice anlamalarinin saglanmasi
icin anket Turkce olarak hazirlandi. Anketin diizenlenme sirecinde Richard (2001, p.72) tarafindan
dnerilen diizenleme kriterleri kullanildi. Anket pilot calismasi iki ingilizce 6gretmeni tarafindan okunarak
revize edildikten sonra 20 6grenciden olusan bir sinifa uygulanarak gercgeklestirildi. Anket verileri A, B ve
C olmak Uizere 3 bolimden 42 soru araciligi ile 5’li Likert olgegi ile toplandi.

A BOlimU 20 adet ¢oktan se¢meli ve 1= tamamen katiliyorum,2= genellikle katiliyorum,3= emin
degilim, 4= pek katilmiyorum, 5= kesiklikle katilmiyorum olarak yanitlanan sorulardan olusturuldu. Bu
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sorular oOgrencilerin devam etmekte olduklari derslerde kullanilan metinlerin zorluk dizeyinin ve
iceriklerinin uygun olup olmadigl ve programlardan edinecekleri kazanimlar hakkindaki goérislerinin
alinmasini igerdi. Tek yonli yapilandirmanin bilingalti sartlanma olasihigini engellemek igin, bu
bolimdeki ilk 8 soru ve son 5 soru (sirasiyla A1-A8 ve A16-A20 sorular) olumlu sekilde ve aradaki 7 soru
(A9-A16) ise olumsuz sekilde yapilandirildi.

B Bolimu o6grencilerin sinif igindeki aktivite ve dil becerilerinin kullanimina yonelik uygulamalara
katimlarinda karsilastiklari zorluklari iceren ve 12 adet ¢oktan se¢meli (B1-B15) ve yanitlarini 1= her
zaman, 2= siklikla, 3= bazen, 4= nadiren, 5= hi¢cbir zaman tercihleri ile ifade ettikleri sorulardan olustu.

C Bolimu ogrencilerin katildiklari sinif i¢i ¢calisma ve aktivitelerin dil becerilerinde hissettikleri
katkinin seviyesini 6lgen ve 10 adet ¢oktan se¢meli (C1-C10) ve yanitlarini 1= asla olmadi, 2= pek az, 3=
biraz, 4= yeterince fazla, 5= ¢ok fazla tercihleri ile ifade ettikleri sorulardan olustu.

Anketin sonunda Ogrencilerin programlar hakkindaki dusince ve gorislerinin yazarak ifade
etmelerini isteyen acik uglu bir soru yer aldi.

Bulgular ve tartigsma

Nicel veri analizi SPSS 15.0 programi kullanilarak gercgeklestirildi. Verilerin normallik ve varyansin
homojenligi dort anketteki dort bolimin her birisindeki soru gruplari igin ayri ayri kontrol edildi.
Sonuglar dort boélimun her birisindeki veri dagiliminin normal oldugu yuksek katsayi alfa skorlari ile
belirlendi (Bkz. Tablo 3) ve tanimlayici testler ve korelasyon analizi igin parametrik testler uygulandi.

Tablo 3.
Arastirmadaki dért veri grubu icin Cronbach Alfa sonuglari
Soru sayisl Degiskenler Cronbach’s Alpha
13 A1 A2 A3 A4 A5 A6 A7 A8 Al6 A17 A18 A19 A20 .81
7 A9 A10 A11 A12 A13 A14 A15 .81
12 B1 B2 B3 B4 B5B6 B7 B8 B9 B10 B11 B12 91
10 C1C2C3C4C5C6C7C8CIOC10 .86

Programlar Ve Derslerde islenen Metinler Hakkindaki Goriisler

Derslerde kullanilan metinlere iliskin konular hakkinda katilimcilarin yanitlari metinlerin uzunlugu,
zorluk duzeyi, alistirmalari ve igeriklerinin dil yeterlilik seviyelerine ve 6grenim ve sosyal ihtiyaglarina
uygun oldugunu gosterdi (Tablo 4: A1-A6). Metin igeriklerinin akademik ve mesleki yasamlari ile ilgili
olmasi konusundaki kesinlik diizeyi sirasi ile 67 ve 65 6grenci tercihi ile bu boliimdeki toplam alti beyanin
ikisinde genellikle katiliyorum olarak ve kalan dérdiinde tamamen katiliyorum olarak 6zellikle yiksek
oldu. Metinlerin dil yeterlilik dizeyine ve 0Ogrenim alanlari ile mesleki alanlarina uygun olmasi
konusunda katilimcilar dort beyanda (A1, A2, A3, A5) tamamen katiliyorum ve genellikle katiliyorum
tercihlerinde bulunarak (101-115 6grenci diizeyinde ylizde 67-77 olmak (izere) olumsuz yondeki pek
katilmiyorum veya kesinlikle katilmiyorum beyanlarini (14-24 6grenci diizeyinde yiizde 9-16 olmak lizere)
ezici bir ¢ogunlukla geride birakmislardir. Ancak katilimcilarin, metin iceriklerinin fakdltenin diger
o6grenim alanlar ve genel yasamlari ile iligkili olmasi konusundaki gorisleri A4 ve A5 beyanlarindaki
tercihleri ile o kadar gicli olmadigini (59 ve 73 6grencinin tercihlerinin olumlu tercihleri 1 ve 2
diizeyinde ylzde 39 ve 49 seviyesinde olmak (izere) ortaya koydu. Bu iki beyandaki belirsizlik diizeyi de
daha yiksek oldu (sirasiyla 63 ve 40 6grenci tercihi 3 diizeyinde yiizde 42 ve 37 gergeklesti). Bu sonuglar
OAI siniflarindaki &grencilerin arasindaki farkliliklarin arastirilmasinda g¢oklu veri toplama y&nteminin
tercih edilmesinin gerekli oldugunu gorisiini (Hutchinson & Waters, 1987) dogrular nitelikteydi.
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Tablo 4.
Katilimcilarin program ve derslerde kullanilan metinler hakkindaki gériisleri

1=tamamen katiiyorum 2= genellikle katiiyorum 3= emin degilim

1 2 3 4 5
4= pek katilmiyorum 5= kesiklikle katilmiyorum
Al Metinlerin uzunluklari seviyeme uygundur. 42 66 20 18 4
A2 Metinlerin zorluk derecesi uygundur. 35 66 30 12 7
A3 Metinlerin konulari bélimiimdeki konulara uygundur. 67 48 23 8 6
A4 Metinlerin konulari fakiltenin diger bolimleri igin de uygundur. 24 35 63 19 9
A5 Metinler meslegimle ilgili konulari icermektedir. 65 42 19 12 12
A6  Metinler genel yasamimla ilgili konulari igermektedir. 30 43 40 27 10
A7 Derstte |§.Ienen metinler, ayni konulari iceren baska Ingilizce 35 59 35 14 7
metinleri anlamama yarari oluyor.
A8 Derste islenen metinler, fakiltede islenen diger Ingilizce derslerdeki 22 43 45 23 17
konulari anlamama yarari oluyor.
A9 Metinlerinde islenen konulari iceren sinif disinda yapilan Ingilizce 10 21 30 48 41
konusmalari anlayamiyorum.
A10 Metinlerinde islenen konulari igeren gazete haberlerini okuyunca 8 18 41 40 43
anlayamiyorum.
All Budersin liniversitedeki 6§renim agisindan yararsiz ve gereksizdir. 16 14 39 29 52
Al2 Buders sosyal yasamim agisindan yararsiz ve gereksizdir. 10 25 27 21 67
Al13 Buders meslek ve kariyerim agisindan yararsiz ve gereksizdir. 11 15 30 21 73
Al4 Budersin bagka ulkelerden insanlarla iletisim kurmam agisindan bir 15 17 33 17 68
yarari yoktur.
A15 Metinlerin igerikleri sinav sistemine yansimiyor. 5 18 39 23 65
A16 Bu ingilizce programlarin sayesinde, mezun olduktan sonra
akademik alanimda ingilizce okudugum her konuyu anlayabilecegimi 17 35 40 22 36
dislintGyorum.
A17 Buingilizce programlarin sayesinde, mezun olduktan sonra
akademik alanimda ingilizcede kendimi yeterli diizeyde ifade 21 35 35 29 30
edebilecegimi dlistinliyorum.
A18 Bu ingilizce programlarin sayesinde, mezun olduktan sonra kendi 14 37 50 26 23

kariyerimde rahatlikla ingilizcede sdzIii iletisim kurabilecegimi
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distiniyorum.

A19 Bu ingilizce programlarin sayesinde yurt disinda ingilizce lisansiistii

A, 13 26 52 25 34
0grenim gorebilecegimi diislinliyorum.

A20 Bu ingilizce programlarin sayesinde, ingilizce seviyemin mezun
olduktan sonraki asamadaki sosyal gereksinimlerimi karsilayabilecek 23 42 43 27 15
bir diizeye ulasacagini disiiniyorum.

S6z konusu programlarin, katihmcilarin karsilastiklari veya fakiltedeki diger derslerde okuduklari
ingilizce metinleri anlama agisindan sagladigi katkinin (A7, A8)belirsizlik diizeyi yiiksek olmasina karsin
(sirastyla 35 ve 45 ile ylizde 25 ve 30 olmak tizere), bu konudaki olumlu beyanlardaki tercih olumsuzlarin
oldukga Uzerindeydi. 84 katiimci (ylzce 56) programda islenen metinlerin programin haricinde
okuduklari ingilizce metinleri anlamalarina katkida bulunduguna inandiklarini belirtirken 67 katilimci
(ylizde 45) programda islenen metinlerin fakiiltede okuduklari diger derslerdeki ingilizce metinleri
anlamalarina katkida bulundugunu belirtti. Bu konuda olumsuz goriis belirten katihmcilarin sayisi
sirasiyla 21 (ylizde 14) ve 40 (ytzde 27) oldu.

Katilimcilarin, programin dil ve iletisim becerilerine sagladigi katkinin ve bunlarla olan iliskisinin, ters
yonde yazilan, katkinin ve iliskinin olmadigi seklinde ifade edilen (A9-A16) beyanlarda bulunduklari
kesinlikle veya genellikle reddediyorum tercihleri ile olduk¢a yilksek oldugu (81-90 arasinda degisen
tercihle ylizde 54-63 olmak Uzere) anlasildi. Bu ayni zamanda 6lgme-degerlendirme sisteminin de
programin icerigini yansittigini da gicli bir sekilde ortaya koymustur.

Katilimcilarin programin mezuniyet sonrasi beklentileri karsilamasina iliskin goéruslerini ortaya koyan
tercihleri (A16-A20) yuksek derecede belirsizlik (35-52 arasinda farklilik gosteren tercih ile yizde 23-35
olmak Uzere) olarak ifade edilirken bu beyanlardaki olumlu tercihler (39-69 arasinda farkllik gosteren
tercih ile ylizde 26-45) ile olumsuz tercihler (42-59 arasinda farklilik gésteren tercih ile yizde 28-39) ayni
oranda farkhhklar gostererek nerede ise ayni oldu. Katilimcilarin gelecege yonelik durumlarinin
sekillenmesinde sosyal, ekonomik kisisel ve birbiri ile yakindan ilgili ve etkilesim halinde sonuglar veren
diger bircok dil disi etkenler olmasi gercegi géz 6ninde bulundurulursa, en karamsar tahminle dahi
katilimcilardan elde edilen bu veriler umut vericidir, en azindan karamsarlik icermemektedir.

Sinif i¢i Ogrenimde Karsilagilan Zorluklar

Katiimcilarin yanitlari sinif igi grenim siirecinde ingilizce yukaridan asagl okumada anlama ve
performans becerilerini uygulamada 6nemli 6lgiide zorlandiklarini gosterdi (Bkz. Tablo 5: B1-B7). 67
(ybzde 45) katihmci konudan kelime anlami g¢ikarma bakimindan her zaman veya siklikla zorluk
cektiklerini belirtirken 51 katilimci (ylzde 34) bu konuda bazen zorluk cektikleri beyaninda bulundu.
Sonuglar, konunun alt basliklarini ve sirasini tahmin etme, ana fikirleri anlama, metinlerde acik¢a ve
gizlice ifade edilen mesajlari anlama ve g¢ok yakin iliskili kavramlar arasindaki farkhliklari anlama gibi Gst
diizeyde anlama becerileri agisindan da benzerlik gosterdi. Yukardan asagi okuma becerilerine iliskin bu
alanda her zaman veya siklikla zorluk ¢ektiklerini ifade eden katilimci sayisi 59 ile 80 arasinda (ytizde 39-
53) degisirken bazen zorluk gektiklerini belirten katilimcilari daha genis bir yelpazede (32 ile 62 arasinda
ve ylizde 21-42 olmak lizere) farklilik gosterdi. Nadiren veya hicbir zaman zorluk cekmeyen katilimcilarin
sayisi (27 ile 42 arasinda farklilk gostererek ve yizde 18-28 olmak (izere) ve bu beceriler alaninda elde
edilen sonug - 6zellikle verilerin ayni zamanda dil yeterlilik seviyesi géreceli olarak diistik olan ve haftalik
6 saatlik programa devam eden katilimcilari da icerdigi gz 6niinde bulundurulursa - sayisal ve homojen
olma agisindan 6zellikle memnuniyet verici oldu.
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Tablo 5.
Katimcilarin yukardan asagi okuma ve sinif i¢i performans becerilerine iliskin karsilastiklari zorluklar
hakkindaki gériisleri

1=her zaman 2=siklikla 3=bazen 4=nadiren 5= higbir zaman 1 2 3 4 5
B1 Kelimelerin anlamlarini konunun igeriginden tahmin etmek. 24 43 51 27 5
B2 islenen konunun alt baglklarini anlayabilmek. 27 54 42 20 7
B3 Konularin ele alinig sirasini kavramak. 23 45 50 21 11
B4 Konularda ele alinan temel bilgileri kavramak. 31 45 32 30 12
B5 Konuda agikga ifade edilen bilgileri anlamak. 33 47 35 21 14
B6  Konularda dolayli olarak ifade edilen bilgileri anlamak. 21 38 62 22 7
B7 Benzer anlamlari igeren kavramlarin arasindaki farki anlamak. 17 48 50 27 8
B8 Metinlerden sozli 6zet yapmak. 25 24 55 29 17
B9 Metinlerden yazili 6zet yapmak. 22 28 51 33 16
B10 Metinlerin igeriklerini kullanarak s6zli sunum yapmak. 19 24 51 32 24
B11l Metinlerin igeriklerini kullanarak yazili sunum yapmak. 16 29 53 34 18
B12 Metinler hakkinda ingilizce soru sormak. 21 16 52 33 18

Katihmcilarin sinif icindeki s6zel ve yazili performanslarini iceren yanitlarina (B8-B12) iliskin sonuglar
daha da memnuniyet verici oldu. Bu becerilerin uygulanmasini iceren galismalarda her zaman veya
siklikla zorluk ¢eken katilimcilarin sayisi (37-50 katihmci ve ylzde 25-33 olmak Uzere) yukardan asagi
okuma becerilerine iliskin B1-B7 beyanlarinda her zaman veya siklikla zorluk gektiklerini belirtenlerin
sayisindan daha az oldu. B8-B12 beyanlarinda ifade edilen sozel ve yazin becerilerini uygulamada bazen
zorluk geken katimcilarin sayisi 51 ile 55 arasinda farklilik gostererek ve ylzde 34-37 olmak Uzere
homojen bir durum ortaya koymus ancak daha yiiksek olmustur. Bu rakamlar, sayilari 49 ile 59 arasinda
olmak (izere ylizde 33-39 olan ve bu becerileri uygulamadaki beyanlarinda bazen veya higcbir zaman
tercihinde bulunan yliksek sayidaki katilimcilarla ayni diizeyde bir homojen durum ortaya koydu.

Ders programinda amaglar ve hedefler arasinda belirtilen performans becerilerinin (6rnegin sozel ve
yazin beceriler) olusturulmasi icin gereken etkinliklerin yerine getirilmesinde hissedilen zorluklarin
diizeylerinin dagilimi, 6zellikle s6zel ve yazin becerilerinin gelisimine temel olusturan pasif dil edinme
becerilerini (yukardan asagi okuma ve anlama) géz 6niinde bulundurdugumuz zaman, katilimcilarin farkh
yeterlilik dizeylerine uygun oldu. S6z konusu performans becerilerinin gelistirilmesi ve belli bir stres
diizeyinin kaginilmaz oldugu bu siireg, en yogun 6gretme ve 6grenme c¢abasinin gosterilmesinin gerekli
oldugu ve dil 6gretmeninin yeteneklerini test edecegi olduk¢a zorlu olan bir asamadir. Bu asama,
6gretmenin 6grencilere ihtiya¢ duyduklari yonlendirici destegi saglamak ve sadece 6grencinin dusiik
yeterlilik seviyesinden degil ayni zamanda 6grencilerin 6grenme ortaminin icerdigi birbiri ile etkilesim
icerisinde olan bir¢cok etkenin mevcut oldugu ortama maruz kalmasindan kaynaklanabilecek
nedenlerden dolayr da 6grenmenin kesintiye ugramasina engel olmak igin oldukga dikkatli olmasi
gereken bir asamadir.
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Sinif igindeki Gorev/Etkinliklerin Dil Becerilerinin Gelisiminde Hissedilen Katki Diizeyi

Katilimcilarin dil becerilerinin gelisimine yapilan katkinin en fazla hissedilen alan olarak belirttikleri
alan, 71 katiimcinin ¢ok fazla tercihi (yuzde 47) ve 108 (ylizde 72) katiimcinin yeterince fazla tercihi ile
birlikte degerlendirildiginde “Hocanin anlattiklarini dinlemek” oldu (Bkz. Tablo 6: C1-C6). Ancak,
beyanlarin iginde yer alan diger sinif ici etkinliklerden hissedilen katki da katilimcilarin yeterince fazla ve
cok fazla tercihleri ile oldukga yiiksek oldu. Katilimcilarin bu tercihleri 75 ile 98 arasinda (ylizde 50-65)
farkhhk gosterdi. Bu tercihlerden dislik olan alan metin odakh beceri uygulamasi (C2, C3, C4) iken,
tercihlerin yiiksek oldugu alan giinlik ve sosyal konularda goéris ifade etmek (C8, C9) oldu. Bu
bolimdeki olumsuz tercihlerin sayisi 4 ile 14 (ylzde 2-4) arasinda yapilan asla olmadi tercihi ile 10 ile 25
(yuzde 7-17) arasinda yapilan pek az tercihi ile oldukga disik seviyede kaldi.

Tablo 6.
Katihmcilarin derslerin islenici siirecindeki gérev ve katilimlarinin dil yeteneklerinin gelisimine yaptigi
katkinin diizeyi hakkindaki gériisleri

1= asla olmadi2= pek az 3= biraz4= yeterince fazla5= ¢ok fazla 1 2 3 4 5
Cc1 Hocanin anlattiklarini dinlemek. 9 10 23 37 71
Cc2 Metinlerden sozIU paragraf 6zeti yapmak. 12 18 45 45 30
Cc3 Metinlerden yazili paragraf 6zeti yapmak. 14 15 44 45 32
c4 Metinler hakkinda sozll goris belirtmek. 4 13 46 50 37
Cc5 Metinler hakkinda yazili gorus belirtmek. 8 12 55 47 28
cé Arkadaslarin metinler hakkindaki gorislerini dinlemek. 6 25 43 46 30
Cc7 Gurup ¢alismasi yaparak derse katilmak. 11 15 36 57 31
Cc8 Sinif icinde yapilan sosyal icerikli tartismalara katilmak. 7 19 28 60 36
c9 Gunluk yasamdaki giincel konular hakkinda konusmak. 7 14 31 51 47
C10 Sinif ici aktivitelerimi basari notuma yansitmak 8 19 31 49 43

Gurup cahsmalarina katilimin becerilerin gelistiriimesi agisindan olumlu sonuglar verdigini bu
bolimde elde edilen sayilar da net bir bicimde ortaya koymustur. Ayrica, sinif icindeki etkinliklerin
olgme-degerlendirmeye dahil edilmesi, katilimcilarin iletisim siirecine katilimini tesvik ederek
ogrencilerin iletisim kurma ¢abalarinin artmasina ve kendilerini ifade etmeleri igin istekli olmalarina katki
saglamis ve 6grencilerin kendi aralarinda ve 6gretmen ile olan iletisimlerinin gliclenmesine neden
olmustur.

Becerileri Uygulama Siirecindeki Giigliik ile Becerilerin Gelisimine Olan Katkisi Arasindaki Korelasyon

Metinlere dayali s6zel ve yazin uygulamalarini iceren sinif ici calismalarda karsilagilan zorluk dizeyini
iceren anketteki 4 alana (B8-B11) ait veriler ile bu uygulamalara yonelik etkinliklere katilim ile hissedilen
s6z konusu dil becerilerinin gelisimini iceren anketteki 4 alana (C2-C5) ait veriler arasinda herhangi bir
korelasyonun olup olmadigini arastirmak (izere Pearson Korelasyon testi uygulandi.  S6z konusu
degiskenler arasindaki korelasyon matrisi asagidaki Tablo 7’de sunulmustur.
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Tablo 7.

Katihmcilarin sinif icindeki yazin ve konusma becerilerinin uygulanmasi siirecinde karsilastiklari
zorluklar hakkindaki gériisleri ile uygulamalarin bu becerilerin gelisimine sagladigi katki hakkindaki
gortsleri arasindaki korelasyon

Degiskenler B8 B9 B10 B11 Cc2 c3 ca c5
B8 Pearson
c Iati 1 580%*  499%*  505** . 162* -.056 -.148 -123
. orrelation
Metinlerden
s0zll Ozet
Sig. (2-tailed) .000 .000 .000 .048 497 071 133
yapmak.
N 150 150 150 150 150 150 150 150
B9 Pearson o
c Iati '58?( 1 565%*  581%* -.101 .000 -.072 -.072
. orrelation
Metinlerden
azili 6zet
y Sig. (2-tailed) .000 .000 .000 219 .996 379 .382
yapmak.
N 150 150 150 150 150 150 150 150
B10 Pearson
. A99**  5pL¥* 1 713%* -.086 -.045 -.076 -.088
. . Correlation
Metinlerin
iceriklerini . .
¢ Sig. (2-tailed) .000 .000 .000 .293 .584 .353 .285
kullanarak
s0zll sunum N
yapmak. 150 150 150 150 150 150 150 150
B11 Pearson
. 505%*  581%*  713%* 1 -.078 -.063 -.149 -.141
. . Correlation
Metinlerin
iceriklerini
¢ Sig. (2-tailed) .000 .000 .000 341 446 .069 .086
kullanarak
yazili sunum N
yapmak. 150 150 150 150 150 150 150 150
Cc2 Pearson
. -.162* -.101 -.086 -.078 1 640%*  563*%*  465**
. Correlation
Metinlerden
sozlu
Sig. (2-tailed) .048 219 .293 341 .000 .000 .000
paragraf
Ozeti N
yapmak. 150 150 150 150 150 150 150 150
Cc3 Pearson
c lati -.056 .000 -.045 -.063 .640%* 1 A13%*  620%*
. orrelation
Metinlerden
yazili . .
Sig. (2-tailed) 497 .996 .584 446 .000 .000 .000
paragraf
Ozeti N
yapmak. 150 150 150 150 150 150 150 150
Ca Pearson -.148 -.072 -.076 -.149 563%*  413%* 1 A488**
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Metinler Correlation
hakkinda
sozll gorus Sig. (2-tailed) 071 379 353 .069 .000 .000 .000
belirtmek.
N 150 150 150 150 150 150 150 150
C5 Pearson
. -123 -.072 -.088 -141  465%*  620**  .488** 1
. Correlation
Metinler
hakkinda . .
- Sig. (2-tailed) 133 .382 .285 .086 .000 .000 .000
yazil goris
belirtmek.
N 150 150 150 150 150 150 150 150

** Correlation is significant at the 0.01 level (2-tailed).

* Correlation is significant at the 0.05 level (2-tailed)

Testin sonuglari, katilimcilarin sézel ve yazin becerilerinin uygulamada karsilastiklari zorluk diizeyini
iceren goruslerinin belirtildigi B8, B9, B10, B11 (p<0.001) arasinda olumlu ve 6nemli/miikemmel bir
korelasyon oldugunu ortaya koydu. Katihmcilarin ayni becerileri uygulanmasindan edindikleri ve
hissettikleri katki hakkindaki géruslerinin belirtildigi C2, C3, C4, C5 (p<0.001) arasinda da ayni yonde ve
dizeyde olumlu ve 6nemli/miikemmel bir korelasyon oldu.

Testin sonucunun ortaya koydugu onemli bir diger husus da, uygulamasinda zorluk hissedilen bir
beceri ile bu becerinin uygulanmasi sonucu hissedilen katki arasindaki korelasyonun her zaman olumsuz
ve disiik olmasidir. Bu da katilimcilarin en ¢ok katkiyi en ¢ok guglik cektikleri becerilerin
uygulamasindan edinmis olduklari anlamina gelmektedir. Bazi korelasyonlarda énem derecesi disiik
olmasina karsin (¢ok az farkla p>0.05), bazi korelasyonlarda da 6nem derecesi daha belirgin oldu (B8 ile
C2; B8ile C4; B11 ile C5 arasinda oldugu gibi).

Acik Uglu Sorulara Verilen Yanitlar

114 (ylzde 76) katilimci agik uglu sorulara yanit vermezken 36 (ytizde 24) katiimci programin farkl
alanlardaki konularina vurgu yaparak programlar hakkinda birbirinden oldukga farkl gorisler belirttiler.
Bunlarin Gigte biri (12) ders saatlerinin gok uzun oldugunu, ingilizce programlarin GSF lisans programlari
ile iliskili olmadigini ve programlari kredisiz olarak alan 6grenciler agisindan derslere devam etme
sartlarinin yeterince esnek olmadigini belirttiler. Bu yanitlardan 6 tanesi derslerin ge¢ saatlere
konulmasindan memnun olmadigini ifade etti. 8 yanit programlardan duyduklari memnuniyeti ifade
ederken bunlardan 2 tanesi daha fazla ingilizce 6greniminin gerekli oldugunu ve 2 tanesi de derslerde
kullanilan metinlerin daha uzun ve zor olmasi gerektigini vurguladi. Geriye kalan 10 yanittan 2 tanesi
anadili ingilizce olan 6gretmenlerinin aksanini anlayamadiklarina iliskin memnuniyetsizligi, 2 tanesi
anketin her 6gretmeni ayri olarak ele almamasini yadirgadiklarini, 3 tanesi programi kredisiz olarak
almaya zorlanmalarindan dolay sikayetci olduklarini ve 3 tanesi de derslerin islenmesinde programin
icerigine asir 6lglide sadik kalinmasindan ve bu nedenle sinif ortaminda yeterince sosyal iletisim ve
etkilesim olanagi bulamamalarindan dolayi memnun olmadiklarini ifade etti.

Ogrencilerin yanitlari, ingilizcenin statiisiiniin ikinci dil olmadigi ve yabanci dil oldugu bir ortamda
ingilizceyi ikinci dil olarak 6gretme uygulamasindan kaynaklanan ve herkes tarafindan bilinen sorunlari
vurgulamaktadir. Her hallkarda bu konularin pedagojik agidan daha yakindan ele alinip incelenmesi
gerekiyor.

Sonug¢

GSF igin olusturulan programlar hakkinda 6grencilerin gorislerinin alinmasi igin uygulanan anket ile
elde edilen veriler, s6z konusu programlarin 6grencilerin ihtiyaclarini karsilar nitelikte oldugunu ve
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programlarin uygulanmasinin fakilte yonetiminin ve rektorligin beklentilerine uygun olarak
programlarinda belirtilen amaglar ve hedefler dogrultusunda olumlu sonuglar vererek taraflarin
ogrenciler agisindan beklentilerini karsiladigini ortaya koydu. Sonuglar sinif i¢i 6gretim sirecinde
kullanilan metin iceriklerindeki bilgilerin &grencilerin kisisel ve akademik gereksinimlerine uygun
oldugunu ve sinif i¢i 6grenim icin diizenlenen ve uyarlanan metinlerin seviyesinin 6grencilerin dil yeterlik
seviyelerine uygun oldugunu gosterdi. Katilimcilarin gelecege yonelik beklentilerine iliskin gorisleri bazi
konularda kesin ve net olmasa da olumlu sonuglara iliskin beklentilerin diizeyi disiik olmadigi agiktir.

Sonuglar ders programi tasariminda ve sinif igci 6gretimde uygulanan sosyal yapilandirmaci
yaklasimin, katilimcilarin sinif icindeki etkinliklere katiimlari agisindan bazi giigliklerle karsilagsmalari s6z
konusu olsa da genel olarak memnun olduklarini ortaya koyarak olumlu sonuglar verdigini gosterdi.
Etkinliklerin yerine getirilmesi siirecinde zorluklarin en ¢ok hissedildigi alanin 6grenimde en fazla
kazanimin oldugu alan olmasi, iletisime dayali ikinci dil 6gretim yontemine uygun sonuglari olarak
degerlendirilebilir. ingilizcenin ikinci dil statiisiinde olmayan bir ortamda ikinci dil olarak 6gretiminin
uygulandigi yerlere 6zglin bir gercek olarak, katilimcilarin dil yeterlilik seviyelerinde mevcut olan 6nemli
olgldeki farkliliklar, 6grenme sirecinde Ogrenciler agisindan birbirinden farkli nitelikteki guglikleri
icermekte ve 6gretenler agisindan da 6gretim becerilerini ciddi derecede test edecek boyutta ve zorlayici
olmaktadir. Bu nedenle, katihmcilarin agik uglu sorulara verdigi yanitlar, belli kosullar altinda en iyi
sonuglara ulasabilmek igin pedagojik agidan nelerin yapilmasi gerekecegine dair 6nemli ipuglari
sunmaktadir.

Calismadan elde edilen bulgulara gore ders programi tasarim siirecinin basarili olmasi icin olasi
gelisimleri izlemek icin geribildirim kanallarinin agik tutulmasi, kullanilan materyalin yaratici olmasi,
6grenme istegini arttirici nitelik tasimasi, programin 6grenim-6gretim sireglerini yonlendirici olmasi, dil
6greniminin dogasina uygun bir gorise dayanmasi, O0gretmene yeni 6gretim teknikleri sunmasi,
o0grenmeye iliskin etkinliklerin 6grenmenin dogasina uygun olarak hazirlanmasi ve alanyazinda
ongorilen dogru ve uygun dil kullanimina yonelik modelleri icermesi gereklidir (Hutchinson & Waters,
1987, p. 106-108).

Katihmcilarin yanitlarindan programlari kredi olarak alan 6grencilerin tavirlari ile programlari kredisiz
olarak alan &grencilerin tavirlarinin farkh oldugunu net bir bicimde ortaya koydu. Ogrencilerin sinif igi
etkinliklerini temel alan 6lgme-degerlendirmeye iliskin kriterleri iceren veriler ‘katilima dair verilen ¢aba
icin édiillendirme’ yonteminin ders programindaki amacglar ve hedefler agisindan en uygun yontem
oldugunu gosterdi. Bu, kurumun 06gretim ilkelerinin ve igerdigi degerlerin, hedef kitlenin algisini
sekillendirmede oldukga 6nemli bir rol oynadigini géstermektedir.

Bu arastirmanin ana hedefi programin genel isleyisinin degerlendirmek oldugundan dolayi,
arastirmanin odaklandigi alan, belki de kaginilmaz olarak, belirli guruplarin ihtiyaclarini degerlendirmek
acisindan ¢ok genel olmakla birlikte, elde edilen sonuglar programlarin uygulanmaya konmasindan
itibaren olusan siiregte katilimcilari karsilastiklari zorluklar ve bunlari asmak icin gereken ¢ozimleri
Gretmek agisindan genel bir resim sundu.

Sonuglardan da net bir bicimde gorildGgi gibi oOgrencilerin yeterlilik duzeylerinin disinda,
ogrencilerin bilgi temeli (6grencilerin birinci ve ikinci dilde edinmis olduklari bilgi) ikinci dil ders programi
tasariminin 6nemli bir temelini olusturur. Yukardan asagiya okuma ve anlama becerilerinin uygulanmasi
siirecinde 6grencinin yeterlilik dizeyinden kaynaklanan glglikler yakindan ve dikkatle izlenmeli, bu
becerilerin performans becerilerinin aktivasyonu ve gelisimi agisindan son derece énemli oldugundan
dolayr 6grenmenin kesintiye ugramamasi ve bulunulan noktadan itibaren devam etmesi icin 6gretmen
tarafindan 6grenmeye yonelik gerekli destek derhal saglanmalidir.

Calismanin Sinirlamalan

Hutchinson & Waters (1987, p. 74) tarafindan oOnerilen ¢oklu veri yonteminin ve araglarinin
kullanimina bu arastirmada yeterince basvurulmadigi ve eksik kaldigi ¢alismanin sonuglarindan da
anlasiimaktadir.
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Katihmcilarin agik uglu sorulara verdikleri yanitlar da daha fazla agik uglu soru ile materyal olusturma,
uyarlama ve yenileme siireglerinde icerik ve konu tiirii, anadili ingilizce olan/olmayan &gretmen
farkhhklarindan kaynaklanan sinif yénetimine iliskin olasi sorunlar, ders saatleri ve 6grenim programi ve
sinif disi 6grenim destegi ve rehberligi gibi daha fazla konulara yonelik sorular iceren yeni bir
arastirmanin yapilmasinin gerekli oldugunu ortaya koymustur.
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