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Dear Readers,

We are delighted to present you the July 2021 issue of the Journal of Limitless
Education and Research.

Our journal has been published continually by the Limitless Education and Research
Association (SEAD) since 2016. The aim of our journal is to publish theoretical and applied
studies in the field of education and research, to share scientific information at national
and international level, create an environment for the production of new information,
announce innovations and thereby contribute to scientific production in our country. For
this purpose, priority is given to qualified research and review publications in our Journal.

In our journal, the Editorial Board, the Scientific Committee, and the Referee Board
members, who meticulously evaluate the manuscripts, are formed by academics that are
prestigious experts in their field. Our journal that is strengthened much more with the
priceless contributions of the scientists who serve on the boards, authors and you readers,
continues to be published without compromising its academic quality.

The Journal of Limitless Education and Research is published three times a year,
scanned in various national and international indexes, and it receives numerous citations.
Our journal, which had a SOBIAD impact factor of 0.3 in 2019, will be published both in
Turkish and English languages as of this issue. Thus, it is aimed at reaching wider audience.

We wish our journal to contribute to the scientific field, and acknowledge all
editors, authors and referees who contributed to its preparation. With our best regards.

LIMITLESS EDUCATION AND RESEARCH ASSOCIATION
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Sevgili Okurlar,

Sizlere Sinmirsiz Egitim ve Arastirma Dergisinin Temmuz 2021 sayisini sunmaktan
buyuk mutluluk duyuyoruz.

Dergimiz, Sinirsiz Egitim ve Arastirma Dernegi tarafindan 2016 yilindan bu yana
kesintisiz olarak yayinlanmaktadir. Amacimiz, egitim ve arastirma alanindaki kuramsal ve
uygulamali calismalan yayinlamak, bilimsel bilgileri ulusal ve uluslararasi duzeyde
paylasmak, yeni bilgiler uretilmesine ortam hazirlamak, yenilikleri duyurmak ve boylece
ulkemizdeki bilimsel Uiretime katki saglamaktir. Bu amacla Dergimizde nitelikli arastirma
ve derleme yayinlarina oncelik verilmektedir.

Dergimizin Editor Kurulu, Bilim Kurulu ve yayinlan titizlikle degerlendiren Hakem
Kurulu uyeleri alanminda uzman akademisyenlerden olusmaktadir. Kurullarda gorev yapan
bilim insanlan, yazarlar ve siz okurlarin degerli katkilariyla her sayida biraz daha gliclenen
Dergimiz, akademik kalitesinden odun vermeden yayin hayatini sirdirmektedir.

Sinirsiz Egitim ve Arastirma Dergisi yilda iic say1 olarak yayinlanmakta, cesitli ulusal
ve uluslararas1 duzeydeki indekslerde taranmakta, cok sayida atif almaktadir. 2019 yili
SOBIAD etki faktorii 0,3 olan Dergimiz, artik hem Tiirkce hem de ingilizce
yayinlanmaktadir. Boylece daha genis bir okur kitlesine ulasilmaya calisilmaktadir.

Dergimizin bilimsel alana katkilar getirmesini diliyor, hazirlanmasinda emegi gecen
butun editor, yazar ve hakemlere tesekkir ediyoruz. Saygilarimizla.

SINIRSIZ EGITIM VE ARASTIRMA DERNEGI
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Sound Methods in Primary Reading and Writing Teaching

Prof. Dr. Firdevs GUNES, Ankara University, firdevs.gunes@gmail.com

Abstract: Many primary reading and writing teaching methods have been applied in our world
since the 1900s. These are listed as letter, sound, syllable word and sentence method. At first, methods
such as sounds, letters, syllables were used, then word-sentence methods with rich resources were
applied, which were shelved after the 2000s, and today, sound-based methods have been used. Research
shows that sound and sound-based methods are highly effective. For this reason, voice methods have
been emphasized in most countries in recent years. In this research, it is aimed to determine the basic
features of the sound methods applied in alphabetic languages in our world. For this purpose, 20 sound
methods that have been applied since the 1900s have been identified. Of these, 14 methods were
selected, their characteristics, scientific foundations, teaching processes and activities were determined,
and they were compared with others in similar and different aspects. At the end of the research, it was
revealed that sound methods have been continuously developed and renewed since the past and are
widely used today. In these methods, which started with sound teaching, various activities such as letters,
signs, mouth and facial movements, gestures, music, pictures, visuals, rhythm, games, geometric shapes,
phonetic alphabet, story, and frequently used sounds were used to teach sounds. In order to attract the
attention of the students and to ensure their active learning, interesting and active activities were given,
and the primary reading and writing teaching process was tried to be facilitated. It is recommended that
these applications be used in our country as well.

Keywords: Sound methods, primary reading and writing teaching, sound activities

Cited in: Giines, F. (2021). Sound methods in primary reading and writing teaching. ilkokuma yazma dgretiminde ses
yoéntemleri. The Journal of Limitless Education and Research, Sinirsiz Egitim ve Arastirma Dergisi, 6(2), 179-220. DOI:
10.29250/sead.959124.
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Firdevs GUNES
1. Introduction

Today, literacy is compulsory to recognize the past and write the future. In our age,
where communication is increasingly carried out with signs, illiteracy means non-living in the
world and appears to be disappearing. For this reason, pre-reading and writing teaching is
emphasized and seen as the key to the future. As known, primary literacy is the basis of
language, mental and social development. People learn and improve themselves by reading and
writing. This process requires long and arduous efforts. Pre-reading and writing education
improves not only language skills, but also mental skills such as thinking, understanding,
researching, questioning, and evaluation. High innate intelligence does not mean that mental
skills will be high. Without any qualified education, it is difficult to develop language and mental
skills. Therefore, it is aimed at teaching children to read and write from early ages, to develop

basic skills, to continue learning throughout their lives, and to shape their future.

Many pre-reading and writing teaching methods have been applied in our world since
the 1900s. These have changed according to educational approaches, language structure and
period. Initially, methods such as letters, sounds, and syllables were used, then word and
sentence methods, which have a rich history and shelved after the 2000s, were applied. Today,
the focus is on sound-based methods. The primary literacy methods applied during this period
were constantly discussed, and their positive and negative aspects were determined by
research. As known, the primary literacy teaching method is consciously chosen and followed in
order to teach students language units such as sounds, letters and syllables, to improve their
literacy skills, and to manage assessment processes well. Thus, while choosing the teaching
method, it is necessary to pay attention to the dimensions such as the language structure,

student, teacher, school, equipment, program, and duration.

The oldest literacy teaching methods applied in the field are the methods that go from
the part to the whole, such as sound, letter, and syllable. These methods are scientifically based
on Decryption Theory wherein it is necessary to learn small language units such as sounds,
letters and syllables in the word so as to read the word. Based on this understanding, sounds
and letters are taught first, followed by open syllables such as "ba, be, bi, bu" in pre-reading and
writing education. Then the sentence and the text are passed. Some authors defend these
methods, while others argue that reading and writing is taught in a mechanical, boring and
passive manner. In addition, there is not much research on understanding. Despite various

criticisms, it appears to be applied in the field for many years.
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Various researches were carried out in the field of reading during the 1900s. In these
studies, the movements of the eye during reading were examined and suggested that the word
was recognized as a whole, not as letters. Based on these results, teaching methods from the
whole to the parts came to the fore in pre-reading and writing teaching. The basis of these
methods, which includes the completely opposite stages of the old methods, is based on the
Theory of Recognition of the Word Whole. Among the methods in this group, the sentence and
word method is the most widespread in the field. It has been implemented in most countries. It
has been suggested that appropriate and interesting texts are given in the teaching process with
the sentence method, and that students learn faster and more effectively. It is claimed that the
meaningful sentences given in this method improve learners’ reading and comprehension skills.

Hence, the sentence method has been tremendously advocated by some educators.

The sentence method was applied in the United States in the 1950s. With this method,
it was thought that good results would be obtained in pre-reading and writing teaching.
However, it was observed that the results achieved in the evaluations were insufficient and the
reading skills of the students could not be developed at the desired level. On this subject, in
1954, “Why Doesn't Johnny Know How to Read?” A report with the title was prepared and a
number of negativities regarding the sentence method were expressed in the report. These
criticisms gradually increased in the 1960s-1970s. Sentence method was harshly criticized in a
special file titled "Language Educators Emphasize Failure in Reading with Sentence Method" in
a magazine published in Canada in the 1980s. In France, Fijalkow, criticized the sentence method
in his book “Why Do Bad Readers Raise?” (Fijalkow, 2000). These criticisms came as far as the
2000s and researches were made on the subject in some countries, the sentence method was

abandoned and the sound methods were utilized.

Similar developments also bring up questions in our country. In the 1924 and 1926
Primary School Curriculum of the Atatlirk period, the letter method was envisaged to teach pre-
reading and writing. In the teaching process, first letters were included, and then syllables,
words and sentences were used. 1930 New Turkish letters are given in the curriculum for the
primary school. In the 1936 Elementary School Curriculum, the statement of "switch to words
and phrases after the first letters are given, and then to form slip sentences" is required. The
text was created from these plug sentences, and then the analysis was launched. In the 1948
Primary School Program: “First reading and writing will begin with simple sentences and words.

Over time, these sentences will be divided into words, words into syllables, and syllables into
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letters; New sentences and words will be formed with the words, syllables and letters obtained
as a result of these analyzes.” and sentence method is given. The sentence method, which was
put into practice with this program, continued until 2004. With the 2004 Primary Education (1-

5th Grades) Turkish Lesson Curriculum, Sound Based Sentence Method was adopted.

A number of studies are conducted on the success of pre-reading and writing teaching
with sound methods. The most comprehensive research on this subject was conducted in the
USA. More than 100,000 studies and 38 experimental studies have been conducted examining
the effects of different teaching methods used in schools. As a result of these studies, it has been
revealed that the primary reading and writing teaching methods that start with the sound and
give systematic sound education give good results at a high level. Thereupon, the "sound
combining method" has been used in pre-reading and writing education since 2002. The success
of this method was re-evaluated in 2006 and it was observed that the level of success achieved
exceeded the level reached for the last 40 years. (Armbruster & Osborn, 2001; Bétrix Kéhler ve
Martin 2002; National Reading Panel, 2000). Similar studies were conducted in countries such
as England, France, Germany, Australia, Finland, Sweden, and Norway. Because of the successful

results in all of them, sound methods have gradually spread.

It is very important for teachers to know the primary literacy teaching methods well in
order to carry out their studies consciously at school. However, today, sound and letter methods
are mixed or used interchangeably in most researches, studies and writings. These methods are
different from one another. Most people do not even know the details well. In some sources,
non-scientific criticisms are made and negative aspects are expressed. These cause problems in
terms of both theory and practice and negatively affect the success of education. The principles,
techniques and applications of each method are different. This situation should be paid
attention to in teacher training, methods, techniques, application process, measurement and
evaluation should be taught well while gaining professional skills. Based on this understanding,
a need arose to conduct a research to determine the sound methods applied in pre-reading and

writing education.

In this research, it is aimed to determine the sound methods used in alphabetic
languages, their basic features, teaching process and application status, and to contribute to
primary reading and writing education. For this purpose, domestic and foreign sources in the
field were examined, and sound methods in various languages and countries were determined.

Then, the scientific foundations of the methods and their teaching practices were emphasized
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and their stages were examined. These were compared with the sound method applied in

Turkish teaching. In the research, answers to the following questions were sought.
1. What are the sound methods used in pre-reading and writing education?
2. What are the main features, similarities and differences of sound methods?
3. What are the teaching process and materials used?
4. How is the sound method applied in Turkish pre-reading and writing education?
2. Method and Material

The document analysis method, one of the qualitative research methods, was utilized.
For this purpose, printed and electronically published books, articles, brochures, student and
teacher books on pre-reading and writing education have been discussed. The methods in these
sources were examined in terms of compatibility with the sound method and the appropriate
ones were included in the research. The research is limited to primary literacy teaching methods
applied in alphabetic languages. The characteristics of the sound methods, educational and
scientific foundations, how they were developed, the starting point, the first elements taught,
the teaching process, the common and different aspects with other methods, the years in which
the method was used, the countries, etc. information about it were collected. In addition, visual

examples representing the method are included.
3. Findings and Comments

The findings obtained in the research are given regarding the research questions
respectively. The findings were gathered and interpreted under the headings of "Sound

Methods and Basic Features, Sound Method in Turkish Teaching".

There are nearly 100 teaching methods applied in primary reading and writing teaching
in alphabetic languages. These are classified under various headings. In some sources, it is
considered as part-to-whole (synthesis), whole-to-part (analysis), and mixed methods according
to the process. In some studies, primary literacy is named according to the language unit taken
as the basis in teaching, namely, letter method, sound method, syllable method, word method,
and sentence method. In some sources, it is listed as meaning-weighted methods, interactive
methods, natural methods, awareness-raising methods, and special methods. The methods
developed by the experts are called special methods and are used with the name of the expert

who developed them. Nevertheless, in this study, merely sound methods were discussed.
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3.1. Sound Methods and Basic Features

In the research, 20 different sound methods-applied in pre-reading and writing
education in our world since 1900-have been identified. These were examined in terms of
educational and scientific foundations, how it was developed, the starting point, the first taught
elements, the teaching process, common and different aspects with other methods, the years
in which the method was used, and countries wherein applied. As a result of the examination,
six methods were excluded in the research as they appear closer to the syllable method instead
of sound. These are the Taoki Method, the Sami and Julie Method, the Leo and Lea Method, the
Apili Method, the Boscher Method and the Ratus Method. The remaining 14 sound methods are

given below.
3.1.1. Traditional Sound Method

Itis the oldest sound method known and applied in the field. In this method, pre-reading
and writing education is started with sounds and followed in alphabetical order. In other words,
the sound of each letter is taught in order from the first letter in the alphabet to the last. After
the sounds are taught, syllables and words are underlined. In some applications, vowels such as
a, e, i, u, 6 are primarily given, and then consonants. Since vowels have the same name and
sound, they are easy to teach. However, consonants have a different name and sound. For
example, the name of the letter "b" is (be) and the sound is [bbb]. Therefore, the sound of the
letter is taught. In non-transparent opaque languages, since the sounds are written with
different letters, other units that give the same sound are also taught. For example, in French,
the sound [o] is given as “0, au, eau and eaux,” and the sound [i] is given with “i and y”. In French,
36 voices are written in 130 different ways. After all the sounds in the language are taught,
syllables are given. Sound teaching is easier in transparent languages such as Turkish in which
29 sounds are taught with 29 letters. However, in opaque languages, the students get confused.
In the syllable stage, open syllables are taught first and a syllable table is given. Then words and
sentences are given. In the first literacy teaching process, they are repeated and practiced
several times. These repetitions cause boredom for students (Gray,1975; Glines, 1997, 2019;
Hamadache & Martin,1988; Neijs,1961). Three examples of sound from the different alphabet

books are given below.
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Leccion |

Lamina 4

e laaaaaaa

aoaaaaaa
Jueiaoau Ouwutaecao

- A\Rdl\&ﬂa

5Ai oa ia ao oi Oa ai io ai oa
a  sfiao o ottaJo aito aoio
7aiou aouQMIAOQI

In this method, sounds are given together with facial movements during mouth, lips,
palate, teeth and larynx, as in the example below (Hamadache and Martin, 1988; Neijs, 1961).

The student tries to learn the sounds by applying the same mouth movements.

ananas o domino

3.1.2. The Frank Laubach Method

Different methods have been developed to reduce the criticism of the traditional sound
method and to facilitate the teaching process. One of them is the sound method developed by
Frank Laubach. In this method, pre-reading and writing was taught by establishing a "sound,
letter and picture" relationship. In this application, namely "Laubach Technique" in some
sources, the sound, the shape of the letter and the picture of an object resembling the shape of
the letter and the first sound of the word are associated (Gray,1975; Glines, 1997, 2019;
Hamadache & Martin,1988; Macero,2011). For example, the French [0] sound is given with the
picture “orange”, drawing attention to the shape of the orange, the first sound of the word
orange and the shape of the letter by drawing the circle around the orange. Thus, a connection

was established between sound, word starting with sound, letter and picture. Two examples of
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this method are given below. In the first example, the letter “a” establishes a relationship
between mouth and shape. In the second example, the bird is drawn as "b", a relationship is

established between the sound b, the letter b and the word "bird" (Macero, 2011).

,. S | b [bird
7&7 - | \ .b .b b
' bapa ba A cup
‘5 ba ba ' “‘ C | € |¢ ¢
= ) dish
;@ dada da : d d d d
3 da da '* F fish
|V |V [¢ [
J_ faridah fa j 9 girl
| | ff |9 Jd e |9 9
- hand |
(j\,_ v gajah ga ~ h h k' & i
o Bl | —

There are some examples of this method in Turkish pre-reading and writing books; yet,
they are given incorrectly. For instance, in Turkish pre-reading and writing teaching books, when
the sound [o] is taught, the picture of the bagel is given as merely the letter and the shape of

the bagel are related.
3.1.3. Phonomic Methods

As a concept, the word "phonomy" is considered as "a teaching process in which sounds
are represented by mimics and gestures". In these methods, sounds are given with movements
such as mouth, lip, face, hand, arm. Therefore, they are called phonomimic methods (methode
phonomimique). The phonomimic method was developed to make the traditional sound
method, which relies entirely on sound, more interesting and useful. The first phonomimic
literacy teaching method was developed by Augustin Grosselin, who put this method into
practice through the phonomimic alphabet in 1800-1870. With this method, he first taught his
own children to read and write, and then it started to be used in kindergartens and primary

schools.

In 1871, Louis Auguste Bourguin prepared the handbook of the Phonomic Method with

the name "Manuel Complet de la Phonomimie" (Bourguin, 1871). In this book, a detailed
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explanation of the method is given with examples. In this method, which means "mimics of
sound", both sound and symbols/signs are used. Via this method, as students, deaf and mute
students actively participate in classroom activities and learn to read and write easily. Instead of
passively repeating sounds in the classroom, students are expected to use their eyes and ears
to make signs corresponding to each sound and actively participate in the learning process.
Voices, words and gestures are combined and the student's attention is drawn. This method was
applied in kindergartens by Marie Pape-Carpentier in the following years and successful results
were obtained (Bourguin, 1871). Two examples from Augustin Grossel's Phonomic method

alphabet are given below.

ALPHABET PHONOMIMIQUE.

SONS SIMPLES.

e eu ceu éédéaiayecieyem
u
Poses la main sur Ia poltrine, Faites le geste d'appeler quel-
Imitez lo 'Y A Représentes lo cocher 1
o M.q: --»'Nh P . .:nb-qd fait comme une personne casoul- qu'un de lolo.

3.1.4. The Jean Qui Rit Method

This method developed by Marie-Brigitte Lemaire is a primary literacy teaching method
that has been used for many years in France and many countries. It was inspired by the work of
Augustin Grosselin, the inventor of the phonomimic method. In the teaching process, activities
such as acting in accordance with the needs of children, laughing, singing and expressing
themselves were given priority. It is a method that aims at solid and permanent learning by
stimulating both hemispheres of the human brain. In general, it is similar to the phonomimic
method. The teaching process is based on a sound, an image, a story and a gesture quartet.
Gestures, rhythm, songs, fun activities, effective, remarkable and interesting stories are given in
primary reading and writing teaching. These contribute to directing the child's energy and

maintaining attention.

The first literacy teaching begins with a picture of a child making a movement. It is
explained why the child in the picture does this movement, and the sound to be taught is

introduced by telling a short story. Sound is learned from a story. In other words, this method is
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started with a picture of a child, attention is drawn to the movement illustrated in the picture,
after the story about the picture is told, the sound is introduced and the writing is emphasized
with the movements related to the sound. In order to improve the rhythm and movement skills
of the students, 15 minutes of “song and movement” work is carried out every day. The
movement attracts the attention of the student, and then the writing activities are started. Then
sticks, lines, and slashes are made and the child's writing skills are tried to be developed. In this
process, songs and movements are included. Thus, in an active, cheerful and lively environment,
the child is tried to learn new sounds with visuals, sounds, songs and movements. The
development of the child is balanced with movement, rhythm and song. This method
contributes to the child's letting him discover sounds with special techniques (Pédagogie Jean

Qui Rit, 2021). Below are examples of pictures of children making gestures.

The Jean Qui Rit method has been applied in many schools in France and has achieved
significant success in normal and mainstream students. Then it was applied in Belgium, Canada,
Antilles, Portugal, and some African countries. It has been translated into various languages such
as Portuguese, Italian and English since 1968 and is still applied in most schools (Pédagogie Jean

Qui Rit, 2021).
3.1.5. Voice and Gesture Method

Another sound method used in the field is the Voice and Gesture Method (méthode
phonétique et gestuelle). This method was developed by Suzanne Borel-Maisonny. It is based
on three basic processes of sound (heard), letter (seen), and speech (spoken). Each sound is
associated with a movement, independent of the letters. For example, there is a movement for
the sound [0]. The same gesture is used for the different spellings of [0], such as au, eau, os, 6,
ault. These movements, which are associated with sound, give the opportunity to place the

letters in the mind, fix them, visualize and concretize the abstract sounds while learning to read.
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In this method, sound is not only an abstract element, but also has a visual and bodily

movement.

In the first literacy teaching, first of all, a study is carried out to realize what a sound is
and where it comes from. At this stage, a child learns to breathe and pronounce different
sounds. He is asked to become aware of what is going on physically in his body such as the
position of the tongue, the vibrations of the mouth or nose and so on. To Suzanne Borel-
Maisonny, this step is absolutely necessary. Next, the gesture associated with the sound, then
the written letter and the movement necessary to produce this sound are established. It helps
to recognize sounds, especially in children with learning or attention disorders. Movement also
indicates the intensity and duration of the sound. Thus, other stages are passed (Avanzini, 1996;

Delangle, 1995; Kremer & Lederlé, 2007).

There is gradual learning to read. In each lesson, the child learns all the spellings of the
same sound and the movements associated with it. Each movement is associated with the sound
corresponding to the letter written. With this application, learning sounds is easier, children
make movements together with sounds. Elementary reading and writing is taught with active,
active and lively practices. In the following years, Suzanne Borel-Maisonny used this method to
heal the deaf and those with hearing problems, as well as children with language disorders. Not
long after, Roger-Henri Bordesoules developed the Bordesoules Method to combat dyslexia in
1961. Bordesoules Method benefited from the features of this method (Kremer & Lederlé,

2007).

In the voice and gesture method, sounds are taught to students with hand, arm and

“,

body movements. In the picture below, various movements are displayed and the letter “v” is

drawn with the arms (Hamadache & Martin, 1988; Kremer & Lederlé, 2007).
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3.1.6. Fono Script Method

Phono Script Method, one of the sound methods, was developed by Hayes. In this
method, Hayes, based on the shapes of the letters in the alphabet, circle, triangle, square,
rectangle, chain, etc., to describe their various sounds. It connects shapes and teaches sounds
through this way (Hamadache and Martin, 1988). Even if it is not very common, it is applied in

some schools.
3.1.7. Phonetic Alphabet Method

In the phonetic alphabet method, students are taught to read and write initially by using
40 symbols of the international phonetic alphabet. Another sound method, the psycho-phonetic
method, is a method used to draw the student's attention to the text (Hamadache ve

Martin,1988; Neijs,1961). Below are the symbols of the international phonetic alphabet.

a *aBEdS:J }\u‘c
U 28 g y B &
Eazranz’w

R

?& AU - - d
a =

o g
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3.1.8. Sound-Syllable Method

The syllabic method is considered as a part of the sound methods and is also called the
"synthetic method". It supports starting reading with written (letter) and spoken (sound) signs
since ancient Greece. It is primarily the student's job to establish a relationship between the
sound and its graphic representation of the letter. Once letters are identified, they are
associated with each other to form syllables and then words. This is the famous “BA, BA”
method. This method had its heyday in the 19th century. In this method, children are first taught
the sound of letters. Then, they combine a consonant with a vowel. For example, the letters a
and b give the sound "ba". It is very important for children to succeed in combining two voices.
After a child understands the sound combination, he continues to practice these letters to make
simple words such as father, baby. It reaches increasingly complex syllables or a sound consisting
of several letters. With this method, a child can easily read a word he has never seen because
he knows the sound of each letter. In the reading teaching process, many books are used and

positive results are obtained (Stercq, 2006).
3.1.9. Mixed Voice Methods

In mixed sound methods, a word whose meaning is known is given orally. This word is
divided into syllables and sounds and the sound to be taught is introduced, and a connection is
established between sounds and letters. These methods are known in the field as word (semi-
globales), mixed (mixte) and integrative methods (Glines, 2019). It is called ‘analytic phonics’ in
English and ‘méthode mixte’ in French. The starting point is taught together with an oral word

’

meaning, then analyzed and separated into their sounds as in “el” = ‘e’ - ‘I'.

In this method, children are given picture words in order to progress quickly at the
beginning. The pictures of the given words are examined first, and then their sounds are
emphasized. At the beginning of the teaching process, the child is presented with a set of words
that he has learned by heart. This phase takes part a period from two weeks to three months.
This stage is followed by the synthesis stage, in which letters and sounds are traditionally taught.
At this stage, sounds and letters are combined and syllables and words are reached. This method
is used to discover the words, syllables and sounds learned in the first literacy teaching. Thus, it
is easy to recognize and read new words. As you can see, the mixed method is not a synthetic
method. It is an analytical method as it goes from word to letter and gets closer to reading
sounds that match different letters. This method was the only method used in France for 30

years until 2006 (Nathan, 1990).
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Two examples of this method are given below. In French, sounds are first given in words

known to the student with the mixed method. The word “a” is given with the word cat (chat),
and the “I” sound is given with the word rabbit (lapin). The teaching of sounds is continued in

this way (Nathan, 1990).

. ) e - '
{ll o I'dl ® aA o Lﬁ) ‘ ¢ l]l | L R S‘{%
" hat - i
un cha A”\ un lapin
J = |l X @ une balle

Mixed sound methods were used in conjunction with other methods (syllable-word

methods) in England, Ireland, India, Finland, Lebanon, and Switzerland. It was applied as
phonetic in Portugal and Iran, phonomimic in Luxembourg, phonetic alphabet in Italy. It was
used in Vietnam between 1945-1977, in Jamaica and Peru in the 1960s and in China between
1950-1980. Turkish is a transparent language in which there is a one-to-one relationship
between sound and letters. Each sound is read and written with a letter, and each letter with a
sound. Therefore, the stages of the sound method and the letter method in Turkish are similar

to each other and are often confused.
3.1.10. Piano Method

The Piano Method (lecture piano) was developed by Professor Sandrine Monnier-
Murariu in 1990 and was recommended to be applied in schools by French experts. In this
method, pre-reading and writing education begins with music. According to Professor Sandrine
Monnier-Murariu, “reading also means making music. Playing a note on the piano, playing a
series of notes, harmonizing between notes and creating a melody...”, sounds are like notes.
They are given to students like notes. They are sung alone or in groups as if singing notes. Then
they are combined and syllables are used as the next stage. The starting point of the method is
to give sounds with the piano and to teach the sounds like notes. Children love to touch the keys
of the piano, make sounds and sing. Thus, sounds are learned more concretely and easily, and
they are combined into syllables. Each letter is presented with a color to facilitate sound letter
combination. Vowels are given in black, others in colour. Colors attract students' attention and
make reading easier. In addition, pictures are used to make sense of sound letter combinations

(Monnier-Murariu, 2017).
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In sound teaching, easy vowels are primarily given and then consonants. Sound

combination operations are taught with keys on the piano. A student is asked to press one black
and one colored key to combine the sounds. In this process, the letters are written on the piano
keys, which facilitate sound-letter matching. In the method prepared with this understanding,

many activities are given. Children both sing songs and learn sounds with piano accompaniment.
3.2.11. Alpha Method

One of the sound methods applied in the first literacy teaching is the Alpha (Les Alphas)
method. This method is handled in a fun way for children and three basic skills are tried to be

developed throughout the school year. The followings happen;
1. Developing a sound awareness of sound (phonological awareness),
2. Discovering alphabetic principles,
3. Gaining sound-letter relations.

The alpha method is based on the child's prior knowledge, namely verbal language, so
as to gain these skills. The child must first understand the structure of spoken words and discover
the phonology of the word. As soon as the child can verbally identify sounds and understand the

alphabetic principles, sound-letter matching teaching begins.

Current research has shown that sound awareness is important in learning to read and
requires a systematic learning. It turns out that the development of sound consciousness is
directly related to the learning of alphabetic signs. Among the skills examined, the ability to
analyze words into phonemes is strongly associated with reading skill. Thus, before starting to
read, the students are trained to feel the sound in the spoken words, find the place of the sound

(at the beginning, middle or end of the word), and also separate and combine the sound.

In the alpha method, separating spoken words into their sounds and recognizing the

sounds are carried out with the Planet of the Alphas (la planete des Alphas), whose protagonists
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are in the form of letters and 'sounds', and the stories they tell. Planet of the Alphas includes a
series of educational tools based on story and card games, where each character sounds or
"sings" a different sound, similar to the corresponding letter. Both the shape and the sound of
the language, the sounds/letters that take on the appearance of funny little beings represent
the embodiment of alphabetic principles. The teacher enables the child to recognize and name
all the Alphas, vowels and long consonants he encounters in the story according to their
characteristics. After the children learn to associate the sounds, names and visuals of each

character in the story, the next step, namely letter-sound association, is targeted.

RECRE Lins
el s

Although the alpha method is a sound method, it has similar aspects to the syllabic
method. There are two types of audio methods. The first is the synthetic phonic method, that
is, the sound combination method, and the second is the analytical phonic method, that is, the
sound analysis method. The synthetic phonic method involves converting sounds into letters,
then combining sounds to form syllables and words. However, the Alpha method is an analytical
phonic method, that is, a sound analysis method. The starting point is to consider the sounds of
the language, the phonemes, which ones to associate with the written units, the different ways
of writing that sound, then the sounds in words and sentences. Therefore, the Alpha method
deals with reading according to the sound it matches with the letters and focuses on the sound
consciousness that should be gained, namely phonological awareness. In this respect, the alpha
method is based on the scientific findings of the last twenty years, which indicate that sound

awareness is a compulsory basic skill in reading (Alphas,2018; Glines, 2019).
3.1.12. Frequent Sounds Method

Today, in order to improve students' reading skills, the sounds that are used frequently

in the language are emphasized. Based on language and brain research, this approach is
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implemented in most countries. With the studies of language and brain researchers such as
Stanislas Dehaene, Caroline Huron, J. Morais, Liliane Sprenger-Charolles, J.C. Ziegler and U.
Goswami, “teaching principles to be applied in primary literacy teaching” were determined. The
purpose of these principles is for children to rapidly recognize sounds and letters, match them,
understand the written symbols correctly, improve their reading skills, use their mental
resources effectively and improve themselves. These principles are listed as “teaching
alphabetic signs, logical and systematic progress, developing literacy skills, preparing quality
activities, adapting texts to the child level”. It was emphasized that the sounds, letters, syllables,
words and sentences to be given to the students should be carefully selected and frequently
repeated language units should be given priority in order to improve their literacy skills
(Dehaene, 2011). Thus, the understanding of giving priority to frequently used elements in the
language in pre-reading and writing education has come to the fore. Through this, lists of
sounds, letters, syllables and words that are frequently used in languages such as English,
Spanish, German, and French are created. In Turkish, which is an alphabetic language, frequently

used lists of sounds, letters, syllables and words are needed.

In Turkish teaching programs, since 2005, the order of sounds and letters has been given
for the first time to teach reading and writing. This order is also followed in the teaching of
syllables and words. It is seen that this order is changed in each program and it is different in
2005, 2015 and 2017 Turkish teaching programs. This situation reveals that the frequency of use
of sounds, letters and syllables and the ease of teaching are not taken into account in Turkish
teaching programs. In addition, it is seen that this ranking is not made in accordance with
scientific studies. However, extensive research is carried out to determine the frequency of use
in most languages, and linguistic units such as sounds, letters, syllables, and words are ordered
from the most used to the least used, from easy to difficult. There are very few such studies in
Turkey. Existing studies in the field are generally observed to aim at determining word

frequency.

A study was conducted by Gilines and Isik (2018) to determine the frequent use of the
sounds used in Turkish and to rank the letters to be given in primary literacy teaching. In this
study, supported by the Limitless Education and Research Association, 788,316 letters in a total
of 120,151 words were analyzed, including 110,452 words in the Turkish Dictionary (2011) and

9699 words in the Names Dictionary. At the end of the research, all the letters in Turkish were
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ordered from the most frequently used to the least used, and the order of “aekil mrnti suydo

blsz gcph cvgofj” emerged (Glines and Isik, 2018).
3.2.13. Audio Joining Methods

Current research and scientific studies reveal that the sound combining method is
important in pre-reading and writing education. Researchers explain that “it is essential to make
connections between sounds and letters in order to understand written language in the reading
process”. For this reason, experts focus on the understanding of primary reading and writing

teaching that gives a regular voice.

Sound combining methods are applied in some countries under the name of "phono-
synthétique, synthetic phonics". The Sound Based Sentence Method applied in Turkey is close
to these methods. Audio joining methods are different from the old audio methods. With this
method, the basic structure of the language is emphasized in the first literacy teaching. In the
first literacy teaching, priority is given to the frequently used elements in the language such as
sounds, letters, syllables and words. The teaching process is started with the most frequently
used vowel followed by a consonant letter. Continuous consonants are given priority in teaching
consonants. In this method, vowels and consonants are sorted according to their frequency, and
then sounds and letters are matched. Syllables are formed by combining the sounds taught, and
words are reached from syllables. In syllable teaching, priority is given to simple and clear
syllables, which are frequently used in the language, and then complex and difficult syllables are
passed. In the teaching process, attention is paid to the frequent use of words, to have busy
syllables, to be short, single and concretely meaningful. Each element learned in the lessons is
combined with the other and syllables and words are reached. It is supported by various and
rich examples for the active and meaningful learning for students in the teaching process. With
these applications, it is tried to improve not only the language skills of students, but also their

mental and social skills (Glines, 2019).
3.2.14. Sound Based Sentence Method

In Turkey, Sound Based Sentence Method was started to be implemented in 2004 with
the Turkish Curriculum (1st to 5th Grades). This method has been developed regarding
approaches and models such as multiple intelligences, constructivist approach, brain-based
learning, student-centered learning, teaching sensitive to individual differences, and thematic

approach. In the development process, theories, approaches and researches that have come to
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the fore in the field of primary literacy teaching in recent years have been taken as basis. In
addition, learning areas such as sound awareness, discovering alphabetic relationships,
structuring alphabetic principles, word recognition, mental dictionary development, fluent
reading, writing and comprehension were taken into account. The sounds used frequently in
Turkish were taken into consideration and sound groups were made according to the frequency

of use of sounds.

After the Sound-Based Sentence Method was developed by the Special Commission for
the Development of the Turkish Curriculum by the Ministry of National Education Board of
Education, of which the author is the Chairman of the Commission for the 1st to 5th Grade, it
was tested in 120 pilot schools in nine provinces during the 2004-2005 Academic Year. After
gathering successful results within the application, the Sound Based Sentence Method started
to be applied throughout the country as of the 2005-2006 Academic Year. As the Sound Based

Sentence Method has scientifically important features, this method is still on use today.

The pre-reading and writing education with the Sound Based Sentence Method is carried
out together with the five learning areas of Turkish teaching such as listening, speaking, reading
& writing, and visual reading. The pre-reading and writing education begin with sounds, and by
combining the sounds, meaningful syllables, words and sentences are reached. Individual items
are given first, and then the combined larger items are gradually introduced. In other words, it
goes from simple to complex, from easy to difficult. Each item taught forms the infrastructure
of the next item (Glines, 2007). This method allows learning to read and write with many and
various syllables, words and sentences instead of pre-reading and writing education with a single
type, compressed into certain patterns and with a certain number of sentences. The rich content
offered to students contributes to development of their basic thinking skills, creativity and
intelligence. Since students participate in the process of creating syllables, words, sentences and
texts, this method enables them to learn actively and develops creativity. Since each letter
corresponds to a sound in Turkish, this method is suitable for the sound structure of Turkish. It
is ensured that students become conscious of the sounds they hear. It contributes language
development for students (correct pronunciation, fluency, distinguishing sounds, etc.) within

their language, mental and social development (MEB, 2005).

Sound/letter groups are made in order to teach letters to students easily and to improve
sound and writing awareness. While forming the sound/letter groups, the sounds/letters in the

alphabet are ordered from the most used to the least used, the writing and teaching ease of the
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letters is given priority, all the sounds/letters in the alphabet are listed as a vowel and a
consonant, and continuous and discontinuous consonants are paid attention to in the
presentation of consonants. Turkish is a transparent language and there is a one-to-one
relationship between sounds and letters. Turkish syllable structure is easy and simple. These
features of Turkish were taken into consideration in the Sound Based Sentence Method and the
frequently used items in Turkish were given priority. Thus, it is aimed that students learn to read

and write effectively at an early age and develop their mental skills along with language.
4. Conclusion, Discussion and Suggestions

In this research based on the sound methods applied in the first literacy teaching, the
basic features and usage status of the sound methods were initially determined. Then, attention
was drawn to the similarities and differences between the methods. Then, Turkish teaching
programs were examined, and sound methods applied in Turkish primary reading and writing
teaching were emphasized. At the end of the research, it was revealed that sound methods are
very old methods, they are constantly being improved and are still widely used today. In other
words, sound methods emerge as a method that maintains its importance in alphabetic

languages.

When the development of sound methods is examined, only the sound of letters is
taught in the traditional sound method, while the "sound, letter and picture" relationship to be
taught in the Frank Laubach Method has been established. In the Phonomic Method, sounds are
taught with mouth, lip, face, hand & arm movements. In the Jean Qui Rit Method, a sound, an
image, a story and a gesture quartet were based, and pre-reading and writing education was
taught with sounds, gestures, rhythm, song, fun activities and interesting stories. In the Sound
and Gesture Method, each sound is associated with a movement independent of the letters,
and the sound is not only an abstract element, but also associated with visual and bodily
movement. The Phono Script method was based on the shapes of the letters in the alphabet,
and these were taught by making connections with shapes such as circle, triangle, square,
rectangle, chain to describe various sounds. 40 symbols of the international phonetic alphabet
are used in the Phonetic Alphabet Method. In the Piano Method, pre-reading and writing
education begins with music, and sounds are taught with the piano. In the Alpha method,
separating spoken words into their sounds and recognizing sounds are done with the Planet of
Alphas. Planet of the Alphas is a series of educational tools based on story and card games,

where each character has a different voice or "singing", similar to the corresponding letter. In
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recent years, since the understanding of primary reading and writing teaching based on
frequently used elements in the language has come to the fore, priority is given to frequently
used sounds in pre-reading and writing education. In combining sounds, developing sound

awareness, and mixed sound methods, literacy teaching begins with sounds.

As a result, all sound methods begin with sounds in pre-reading and writing education.
However, in these methods, various activities such as letters, signs, mouth and facial
movements, gestures, music, pictures, visuals, rhythm, games, geometric shapes, phonetic
alphabet, story, and frequently used sounds are utilized to teach sounds. the sounds are given
with interesting and active activities so as to attract the attention of students and ensure their
active learning. Thus, pre-reading and writing education process is facilitated. Here, it is tried to
improve the basic skills of the students to learn to read and write effectively, quickly and fondly.
It is recommended that these practices be used in our country as well, and that the primary

literacy teaching process should be supported by effective, interesting, and active activities.
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Ozet: Dinyamizda 1900’lu yillardan giiniimiize kadar cok sayida ilkokuma yazma ogretim
ydntemi uygulanmistir. Bunlar harf, ses, hece kelime ve ciimle yéntemi gibi siralanmaktadir. Onceleri ses,
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1. Girig

GUnUmuzde ge¢misi okumak ve gelecegi yazmak icin okuma yazma zorunlu olmaktadir.
Giderek isaretlerle iletisimin gerceklestirildigi cagimizda okuma yazmayi bilmemek, diinyada
yasamamak, yok olmak demektir. Bu nedenle ilkokuma yazma 6gretimi (izerinde 6nemle
durulmakta ve gelecegin anahtari olarak gérilmektedir. Bilindigi gibi ilkokuma yazma dil, zihinsel
ve sosyal gelisiminin temeli olmaktadir. insanlar okuma yazma ile 6grenmekte ve kendilerini
gelistirmektedir. Bu siire¢ uzun ve zorlu ¢abalari gerektirmektedir. ilkokuma yazma &gretimi
sadece dil becerilerini degil, diisiinme, anlama, arastirma, sorgulama, degerlendirme gibi
zihinsel becerileri de gelistirmektedir. Dogustan zekanin yiliksek olmasi zihinsel becerilerin
ylksek olacagi anlamina gelmemektedir. Nitelikli bir egitim olmadan dil ve zihinsel becerileri
gelistirmek glic olmaktadir. Bu nedenle kiiclk yaslardan itibaren cocuklara ilkokuma yazmayi
ogretmek, temel becerileri gelistirmek, 6grenmeyi yasam boyu sirdiirmek ve geleceklerine yon

vermek amaclanmaktadir.

Diinyamizda 1900°li yillardan glinimiize kadar cok sayida ilkokuma yazma 6gretim
yontemi uygulanmistir. Bunlar egitim yaklasimlarina, dilin yapisina ve doneme goére degismistir.
Onceleri harf, ses, hece gibi ydntemler kullanilmis, daha sonra zengin bir tarihgesi olan ve 2000’li
yillardan sonra rafa kaldirilan kelime ve cimle yontemleri uygulanmistir. Glnidmizde ise sese
dayali yéntemlere odaklaniimistir. Bu sire icinde uygulanan ilkokuma yazma yéntemleri sirekli
tartisiimis, olumlu ve olumsuz yonleri arastirmalarla belirlenmistir. Bilindigi gibi ilkokuma yazma
O0gretim yontemi, ogrencilere ses, harf, hece gibi dil birimlerini 6gretmek, okuma yazma
becerilerini gelistirmek, degerlendirme siiregleri iyi yonetmek amaciyla bilingli olarak secilmekte
ve izlenmektedir. Bu nedenle 6gretim yontemini segerken dilin yapisina uygun olmasi, 6grenci,

o0gretmen, okul, arag-gereg, program, siire gibi boyutlara dikkat edilmesi gerekmektedir.

Alanda uygulanan en eski okuma yazma 6gretim yontemleri ses, harf, hece gibi par¢adan
bitine giden yontemler olmaktadir. Bu ydontemler bilimsel ydnden Sifreyi C6zme Teorisini temel
almaktadir. Anilan teoriye gore kelimeyi okumak icin kelimedeki ses, harf, hece gibi kiigiik dil
birimlerini 6grenmek zorunlu olmaktadir. Bu anlayistan hareketle ilkokuma yazma 6gretiminde
once sesler ve harfler 6gretilmekte, ardindan “ba, be,bi,bu” gibi acik heceler verilmektedir. Daha
sonra cimle ve metne gecilmektedir. Bazi yazarlar bu yontemleri savunmakta bazilari da
mekanik, sikici ve pasif bir sekilde okuma yazma 6gretimi yapildigini 6ne siirmektedir. Ayrica
anlamaya yonelik fazla arastirmaya rastlanmamaktadir. Cesitli elestirilere ragmen alanda uzun

yillar uygulandigi gérilmektedir.
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Okuma alaninda 1900’li yillara dogru cesitli arastirmalar yapilmistir. Bu arastirmalarda

okuma sirasinda goziin hareketleri incelenmis ve kelimenin harfler olarak degil bitiin olarak
tanindigl 6ne siirilmastiir. Bu sonuglar izerine ilkokuma yazma 6gretiminde bitiinden pargaya
giden 6gretim yontemleri glindeme gelmistir. Eski yontemlerin tamamen tersi asamalari iceren
bu yontemlerin temeli Kelimeyi Biitiin Tanima teorisine dayanmaktadir. Bu gruba giren
yontemler icinden en ¢ok climle ve kelime yontemi alanda yayillmistir. Cogu Ulkede
uygulanmistir. Climle yontemiyle Ogretim slrecinde uygun ve ilging metinler verildigi,
ogrencilerin daha hizli ve etkili 6grendikleri 6ne sirilmistir. Bu yontemde verilen anlamli
climlelerin 6grencilerin okuma ve anlama becerilerini gelistirildigi iddia edilmistir. Bu nedenlerle

climle yontemi bazi egitimciler tarafindan siddetle savunulmustur.

Climle yontemi Amerika Birlesik Devletlerinde1950 ‘li yillarda uygulanmistir. Bu
yontemle ilkokuma yazma Ogretiminde iyi sonuclar alinacagi disinilerek onceleri ¢ok
cahsilmistir. Ancak degerlendirmelerde ulasilan sonuglarin yeterli olmadigi, 6grencilerin okuma
becerilerinin istenilen diizeyde gelistirilemedigi gorilmuistir. Bu konuda 1954 yilinda “Johnny
Nicin Okumay! Bilmiyor?” baslikli bir rapor hazirlanmis ve raporda climle yontemi ile ilgili bir dizi
olumsuzluk dile getirilmistir. Bu elestiriler 1960-1970’ li yillarda giderek artmistir. 1980’li yillarda
Kanada’da yayinlanan bir dergide “Dil Egitimcileri Cimle Yontemiyle Okumadaki Basarisizlik
Uzerinde Duruyorlar” bashkli 6zel dosyada, ciimle ydntemi sert bir dille elestirilmistir. Fransa’da
Fijalkow, “Nigin Koti Okuyucular Yetisiyor?” kitabinda cimle yodntemini elestirmistir
(Fijalkow,2000). Bu elestiriler 2000’li yillara kadar gelmis ve bazi Ulkelerde konuyla ilgili

arastirmalar yapilmis, cimle yontemi terkedilerek ses yontemlerine gegilmistir.

Benzer gelismeler lilkemizde de s6z konusudur. Atatiirk ddnemi 1924 ve 1926 ilkmektep
Mifredatinda ilkokuma yazma égretmek icin harf yontemi éngoériilmustir. Ogretim siirecinde
once harflere yer verilmis ardindan hece, kelime ve ciimlelere gecilmistir. 1930 ilkmektep
Miifredatinda yeni Tiirk harfleri verilmistir.1936 ilkmektep Mifredatinda “ilk harfler verildikten
sonra kelime ve ciimleciklere gegilmesi, daha sonra fis ciimleleri olusturulmasi”, istenmistir. Bu
fis ciimlelerinden metin olusturulmus, daha sonra da ¢éziimlemeye gecilmistir. 1948 ilkokul
Programinda: “flk okuma yazmaya, basit ciimleler ve kelimelerle baslanacaktir. Zamanla bu
ciimleler kelimelere, kelimeler hecelere, heceler ise harflere béliinecek; bu ¢éziimlemeler
sonucunda elde edilen kelime, hece ve harflerle yeni ciimleler ve kelimeler olusturulacaktir.”

denilerek, climle yontemi verilmistir. Bu programla uygulamaya konulan ciimle yéntemi, 2004
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yilina kadar siirmistiir.2004 ilkdgretim (1-5.Siniflar) Tirkce Dersi Ogretim Programi ile Ses

Temelli Ciimle Yontemine gegilmistir.

Ses yontemleri ile ilkokuma yazma Ogretiminin basarisina iliskin bir dizi arastirma
yapillmaktadir. Bu konuda en kapsamli arastirma ABD’de yapilmistir. Okullarda kullanilan farkli
o0gretim yontemlerinin etkilerini inceleyen 100.000’ den fazla arastirma ile 38 deneysel calisma
yapilmistir. Bu ¢calismalar sonunda “sesle baslayan ve sistemli ses egitimi” veren ilkokuma yazma
o0gretim yontemlerinin st dizeyde iyi sonug verdigi ortaya ¢cikmistir. Bunun tzerine 2002’den
itibaren “ses birlestirme yontemi” ilkokuma yazma 6gretiminde kullanilmaya baslanmistir. Bu
yontemin basari durumu 2006 yilinda tekrar degerlendirilmis ve ulasilan basari diizeyinin, son
40 yildan bu yana ulasilan dizeyin Ustline c¢iktigi goriilmustir (Armbruster & Osborn, 2001;
Bétrix Kdhler ve Martin 2002; National Reading Panel, 2000). Benzer arastirmalar ingiltere,
Fransa, Almanya, Avustralya, Finlandiya, isvec, Norvec gibi llkelerde de yapilmistir. Hepsinde

basarili sonuglar alinmasi nedeniyle ses yontemleri giderek yayilmistir.

Ogretmenlerin ilkokuma yazma dgretim yéntemlerini iyi bilmeleri okuldaki calismalari
bilingli yiritmeleri acgisindan ¢ok 6nemlidir. Oysa glinlimizde ¢ogu arastirma, inceleme ve
yazida ses ve harf yontemleri karistirilmakta ya da birbirinin yerine kullanilmaktadir. Bu
yontemler birbirinden farkhdir. Ancak ¢ogu kisi ayrintilarini iyi bilmemektedir. Bazi kaynaklarda
ise bilimsel olmayan elestiriler yapiimakta ve olumsuzluklar dile getirilmektedir. Bunlar hem
kuramsal hem de uygulama acisindan sorunlara neden olmakta ve egitimin basarisini olumsuz
etkilemektedir. Her yontemin ilke, teknik ve uygulamalari farkhidir. Ogretmen yetistirmede bu
duruma dikkat edilmeli, mesleki beceriler kazandirirken yontemler, teknikler, uygulama siireci,
6lgme ve degerlendirme iyi 6gretilmelidir. Bu anlayistan hareketle ilkokuma yazma 6gretiminde

uygulanan ses yontemlerini belirlemeye yonelik bir arastirma yapma ihtiyaci dogmustur.

Bu arastirmada alfabetik dillerde kullanilan ses yontemleri, temel 6zellikleri, 6gretim
sireci ve uygulanma durumunu saptamak, ilkokuma yazma O6gretimine katki getirmek
amaclanmistir. Bu amagla alandaki yerli ve yabanci kaynaklar incelenmis, gesitli dillerde ve
Ulkelerdeki ses yontemleri belirlenmistir. Ardindan yontemlerin bilimsel temelleri ve 6gretim
uygulamalari Gizerinde durulmus, asamalari incelenmistir. Bunlar Tiirkce 6gretiminde uygulanan

ses yontemiyle karsilastirilmistir. Arastirmada asagidaki sorulara cevap aranmistir.
1. ilkokuma yazma 6gretiminde uygulanan ses yéntemleri nelerdir?

2. Ses yontemlerinin temel 6zellikleri, benzer ve farkl yonleri nelerdir?
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3. Ogretim siireci ve kullanilan materyaller nelerdir?
4. Turkge ilkokuma yazma 6gretiminde ses yontemi nasil uygulanmaktadir?
2. Yontem ve Materyal

Arastirmada nitel arastirma yontemlerinden dokiiman incelemesi yontemi kullaniimistir.
Bu amacla ilkokuma yazma 6gretimiyle ilgili basili ve elektronik olarak yayinlanan kitap, makale,
brostir, 6grenci ve 6gretmen kitabi ele alinmistir. Bu kaynaklardaki yontemler ses yontemine
uygunluk yéniyle incelenmis ve uygun olanlar arastirmaya dahil edilmistir. Arastirma alfabetik
dillerde uygulanan ilkokuma yazma 0Ogretim yontemleriyle sinirhdir. Arastirma verilerini
toplamak icin ulasilan kaynaklardaki ses yontemlerinin 6zellikleri, egitsel ve bilimsel temelleri,
nasil gelistirildigi, hareket noktasi, ilk 6gretilen 6geler, 6gretim sireci, diger yontemlerle ortak
ve farkl yonleri, yontemin kullanildigi yillar, Glkeler vb. hakkinda bilgiler toplanmistir. Ayrica

yontemi temsil eden gorsel 6rneklere yer verilmistir.
3. Bulgular ve Yorumlar

Arastirma sonunda elde edilen bilgi ve bulgular kolay izlenmesi acisindan arastirma soru
sirasina gore verilmistir. Bdylece ulasilan bulgular “Ses Yéntemleri ve Temel Ozellikleri, Tiirkce

Ogretiminde Ses Yéntemi” basliklari altinda toplanmis ve yorumlanmustir.

Alfabetik dillerde ilkokuma yazma 6gretiminde uygulanan 100 ‘e yakin 6gretim yontemi
bulunmaktadir. Bunlar cesitli baslklar altinda siniflandirilmaktadir. Bazi kaynaklarda islem
slrecine gore parcadan biitline (sentez), biitiinden parcaya (analiz) ve karma yéntemler olarak
ele alinmaktadir. Bazi ¢alismalarda ilkokuma yazma 6gretimde temel alinan dil birimine gore
adlandiriimaktadir. Ornegin harf yéntemi, ses ydntemi, hece ydntemi, kelime ydntemi, ciimle
yontemi gibi. Bazi kaynaklarda ise anlam agirlikh yontemler, etkilesimli yontemler, dogal
yontemler, bilinglendirici yontemler, 6zel yontemler gibi siralanmaktadir. Uzmanlar tarafindan
gelistirilen yontemlere 6zel ydontemler denilmekte ve gelistiren uzmanin adiyla kullanilmaktadir.

Bu arastirmada sadece ses yontemleri ele alinmistir.
3.1. Ses Yontemleri ve Temel Ozellikleri

Arastirmada diinyamizda 1900 yilindan giinimiize kadar ilkokuma yazma 6gretiminde
uygulanan 20 farkh ses yontemi saptanmistir. Bunlar egitsel ve bilimsel temeller, nasil
gelistirildigi, hareket noktasi, ilk 6gretilen 6geler, 6gretim siireci, diger yontemlerle ortak ve
farkh yonleri, yéntemin kullanildigi yillar, ilkeler gibi yonlerden incelenmistir. inceleme

sonucunda 6 yontem, ses yerine hece yontemine daha yakin olmasi nedeniyle arastirmaya dahil
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edilmemistir. Bunlar Taoki Yontemi, Sami ve Julie Yontemi, Leo ve Lea Yontemi, Apili Yontemi,

Boscher Yontemi ve Ratus Yontemidir. Geriye kalan 14 ses yontemi asagida verilmistir.
3.1.1. Geleneksel Ses Yontemi

Alanda bilinen ve uygulanan en eski ses yontemidir. Bu yontemde ilkokuma yazma
O0gretimine seslerle baslanmakta ve alfabetik sira izlenmektedir. Yani alfabedeki ilk harften
baslanarak son harfe kadar sirayla her harfin sesi 6gretilmektedir. Sesler 6gretildikten sonra hece
ve kelimelere gecilmektedir. Bazi uygulamalarda once a,e,i,u,6 gibi sesli harfler verilmekte
ardindan sessiz harflere gecilmektedir. Sesli harflerin adi ile sesi ayni oldugundan 6gretilmesi
kolay olmaktadir. Ancak sessiz harflerin adi ile sesi farklidir. Ornegin “b” harfinin adi (be) sesi ise
[bbb] dir. Bu nedenle harfin sesi 6gretilmektedir. Saydam olmayan opak dillerde sesler farkli
harflerle yazildigindan ayni sesi veren diger birimler de 6gretilmektedir. Ornegin Fransizca’da [0]
sesi “0, au, eau ve eaux,”, [i] sesi “i ve y” ile verilmektedir. Fransizcada 36 ses 130 farkl sekilde
yazilmaktadir. Dildeki butln sesler 6gretildikten sonra hecelere gecilmektedir. Tirkce gibi
saydam dillerde ses 6gretimi daha kolay olmakta, 29 ses 29 harfle 6gretilmektedir. Ancak opak
dillerde 6grencinin zihni karismaktadir. Hece asamasinda ise dnce acgik heceler 6gretilmekte ve
hece tablosu verilmektedir. Ardindan kelime ve ciimlelere gecilmektedir. ilkokuma yazma
ogretim sirecinde defalarca tekrar ve alistirma yapilmaktadir. Bu tekrarlar 6grencilerde bikkinlik
yaratmaktadir (Gray, 1975; Glines, 1997, 2019; Hamadache & Martin, 1988; Neijs, 1961). Ses

ogretimiyle ilgili asagida farkh alfabe kitaplarindan alinan g 6rnek verilmektedir.

Leccion |

Lamina 4

ueiaoau

’ A»ﬂ’4Aap(0.

5 Al oa ia ao oi Oa al 1o al oa
a || eMiao oa ottaJo aito aoio
7aiou A0ULCM IAOﬂI

205 Sinirsiz Egitim ve Arastirma Dergisi, 6 (2), 179 - 220



(\Szz7 Ilkokuma Yazma Ogretiminde Ses Yontemleri

Firdevs GUNES
Bu yontemde sesler, asagidaki 6rnekte oldugu gibi agiz, dudak, damak, dis ve girtlaktan
cikis sirasindaki yiz hareketleriyle birlikte verilmektedir (Hamadache ve Martin, 1988; Neijs,

1961). Ogrenci ayni agiz hareketlerini uygulayarak sesleri 6grenmeye ¢alismaktadir.

/:.: ..o\’

ananas domino

3.1.2. Frank Laubach Yontemi

Geleneksel ses yontemine iliskin elestirileri azaltmak ve 6gretim sirecini kolaylastirmak
icin farkl yontemler gelistirilmistir. Bunlardan biri de Frank Laubach tarafindan gelistirilen ses
yontemidir. Buyontemde “ses, harf ve resim” iliskisi kurularak ilkokuma yazma 6gretilmistir. Bazi
kaynaklarda” Laubach Teknigi” de denilen bu uygulamada ses, harfin sekli ve harfin sekline
benzeyen bir nesnenin resmi ve kelimenin ilk sesi iliskilendirilmistir (Gray, 1975; Glines, 1997,
2019; Hamadache & Martin, 1988; Macero, 2011). Ornegin Fransizca [0] sesi,” orange”
(portakal) resmi ile verilmekte, portakalin cevresi cizilerek hem portakalin sekli hem portakal
(orange) kelimesinin ilk sesi, hem de harfin sekline dikkat ¢ekilmistir. Bdylece ses, sesle baslayan
kelime, harf ve resim arasinda bag kurulmustur. Bu yontemle ilgili asagida iki 6rnek
verilmektedir. ilk drnekte “a” harfi ile agiz ve sekil iliskisi kurulmaktadir. ikinci 6rnekte kus “b”

seklinde cizilmis, b sesi, b harfi ve “bird” kelimesi arasinda iliski kurulmaktadir (Macero,2011).

5 - bapa ba

b b b b
3 cup
ehve = ba ba @ C ¢ ¢ ¢
: - Y dish
2 w | = || €] d]"
g = da ,’i"— f fish
\ | f ff
El 1 faridah fa g g girl
| fa fa o | 9 |9 9

* : ;‘
) B gioh | @ h  |h b
ga ga o v

206 Sinirsiz Egitim ve Arastirma Dergisi, 6 (2), 179 - 220




(\Pzz7 Ilkokuma Yazma Ogretiminde Ses Yontemleri

Firdevs GUNES
Bu yontemle ilgili Tlrkce ilkokuma yazma kitaplarinda bazi 6rnekler gorilmekte ancak
bunlar yanlis verilmektedir. Ornegin Tiirkce ilkokuma yazma 6gretim kitaplarinda [o] sesi

ogretilirken simit resmi verilmekte, sadece harf ile simit sekli arasinda iliski kurulmaktadir.
3.1.3. Fonomimik Yontemler

Kavram olarak “fonomi” kelimesi “seslerinin mimik ve jestlerle temsil edildigi bir 6gretim
siireci" olarak ele alinmaktadir. Bu yontemlerde sesler, agiz, dudak, yiiz, el kol gibi hareketlerle
verilmektedir. Bu nedenle bunlara fonomimik yontem (methode phonomimique)
denilmektedir. Fonomimik yontem tamamen sese dayanan geleneksel ses yontemini daha ilging
ve yararli hale getirmek icin gelistirilmistir. ilk fonomimik okuma yazma 6gretim yéntemi
Augustin Grosselin tarafindan gelistirilmistir. Augustin Grosselin 1800-1870 yillarinda fonomimik
alfabesini gelistirmis ve bu yontemi uygulamaya koymustur. Bu yontemle énce kendi ¢cocuklarina

ilkokuma yazma 6gretmis, daha sonra anaokullari ve ilkokullarda kullanilmaya baslanmistir.

Louis Auguste Bourguin, 1871 yilinda “Manuel Complet de la Phonomimie” adiyla
Fonomimik Yéntemin el kitabini hazirlamistir (Bourguin,1871).Bu kitapta yéntemin ayrintili
aciklamasi érneklerle verilmistir. “Sesin mimikleri” anlamina gelen bu yéntemde hem ses hem
isaretler kullanilmaktadir. Bu yéntemle normal 6grencilerin yani sira sagir ve dilsiz 6grenciler de
sinif etkinliklerine aktif katilmakta ve kolayca ilkokuma yazma o6grenmektedir. Sinifta
ogrencilerin sesleri pasif tekrarlamak yerine géz ve kulaklarini kullanarak, her sesin karsiligi olan
isaretleri yapmasi ve 6grenme sirecine aktif katilmasi 6ngorilmektedir. Ses, s6z ve jestler
birlesmekte ve 6grencinin dikkati cekilmektedir. Bu yontem daha sonraki yillarda Marie Pape-
Carpentier tarafindan anaokullarinda uygulanmis ve basarili sonuglar alinmistir (Bourguin,

1871). Asagida Augustin Grosselin Fonomimik yontem alfabesinden iki 6rnek verilmektedir.

ALPHABET PHONOMIMIQUE.

SONS SIMPLES.

6edéaiayeieye

Poses la main sur la poitrine, Faites le geste d'a el-
Imitez le loup quis’appréte A Représentesz le cocher qui fait comme une penonno’:‘uw!- qi'nn de m" qn
mordre, en hurlant. claquer son fouet.

3.1.4. Jean Qui Rit Yontemi
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Bu yontem Marie-Brigitte Lemaire tarafindan gelistirilmistir. Fransa'da ve birgok
Ulkede wuzun vyillardir uygulanan bir ilkokuma yazma 06gretim yodntemidir. Fonomimik
yénteminin mucidi Augustin Grosselin'in ¢alismalarindan esinlenmistir. Ogretim siirecinde
cocuklarin ihtiyaclarina uygun hareket etme, glilme, sarki séyleme, kendini ifade etme gibi
etkinliklere &ncelik verilmistir. insan beyninin her iki yarim kiiresini uyararak saglam ve kalici
ogrenmeyi amaclayan bir yontemdir. Genel olarak fonomimik yonteme benzemektedir.
Ogretim siireci bir ses, bir gériinti, bir hikye ve bir jest dortliisiine dayanmaktadir. ilkokuma
yazma Ogretiminde jestler, ritim, sarki, eglenceli etkinlikler, etkili, dikkat g¢ekici ve ilging
hikayeler verilmektedir. Bunlar cocugun enerjisini yonlendirmeye ve dikkatini stirdiirmeye

katki saglamaktadir.

ilkokuma yazma Ogretimine bir hareket yapan cocuk resmiyle
baslanmaktadir. Resimdeki cocugun bu hareketi neden yaptigi aciklanmakta ve kisa bir hikaye
anlatilarak oOgretilecek ses tanitilmaktadir. Ses bir hikdyeden o6grenilmektedir. Bir baska
ifadeyle bu yonteme bir ¢cocuk resmiyle baslanmakta, resimde goriilen harekete dikkat
cekilmekte, resimle ilgili hikdye anlatildiktan sonra ses tanitiimakta ve sesle ilgili hareketlerle
yazi Uizerinde durulmaktadir. Ogrencilerin ritim ve hareket becerilerini gelistirmek icin her giin
15 dakika “sarki ve hareket” calismasi yapilmaktadir. Hareket 6grencinin ilgisini ¢cekmekte
ardindan yazma ¢alismalarina gecilmektedir. Daha sonra gubuk, cizgi, egik cizgiler yapilmakta,
cocugun yazma becerileri gelistiriimeye calisiimaktadir. Bu slirecte sarkilara ve hareketlere yer
verilmektedir. Boylece aktif, neseli ve canli bir ortamda, gorseller, sesler, sarkilar ve
hareketlerle ¢ocugun yeni sesleri 6grenmesine c¢alisiimaktadir. Hareket, ritim, sarki ile
gocugun gelisimi dengelenmektedir. Bu yontem 6zel tekniklerle ¢ocugun sesleri kesfederek
6grenmesine katki saglamaktadir (Pédagogie Jean Qui Rit, 2021). Asagida jest yapan ¢ocuklarin

resimlerinde 6rnekler verilmektedir.
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Jean Qui Rit yontemi Fransa’da ¢ok sayida okulda uygulanmis, normal ve kaynastirma
ogrencilerinde 6nemli basarilar saglamistir. Ardindan Belcika, Kanada, Antiller, Portekiz ve bazi
Afrika tilkelerinde uygulanmistir. 1968 yilindan bu yana Portekizce, italyanca, ingilizce gibi gesitli

dillere ¢evrilmis ve halen ¢cogu okulda uygulanmaktadir (Pédagogie Jean Qui Rit, 2021).
3.1.5. Ses ve Jest Yontemi

Alanda kullanilan bir baska ses yontemi olan Ses ve Jest Yontemi (méthode
phonétique et gestuelle) olmaktadir. Bu yontem Suzanne Borel-Maisonny tarafindan
gelistirilmistir. Uc temel isleme dayanmaktadir. Bunlar ses (duyulan), harf (gériilen) ve sdz
(soylenen) olmaktadir. Her ses, harflerden bagimsiz olarak bir hareketle
iliskilendirilmektedir. Ornegin [o] sesi icin bir hareket vardir. Ayni hareket, [0] sesinin au, eau,
os, 0, ault gibi farkli yazilislariicin de kullanilmaktadir. Sesle iliskilendirilen bu hareketler, harfleri
zihne vyerlestirme, sabitleme, okumayi 6grenirken soyut olan sesleri gorsellestirme ve
somutlastirma firsati vermektedir. Bu yontemde ses sadece soyut bir 6ge degil, ayni zamanda

gorsel ve bedensel bir harekete sahiptir.

ilkokuma yazma 6gretiminde énce bir sesin ne oldugu ve nereden geldiginin farkina
varma calismasi yapilmaktadir. Bu asamada ¢ocuk nefes almayi ve farkli sesleri telaffuz etmeyi
ogrenmektedir. Bedeninde fiziksel olarak neler olup bittiginin farkina varmasi istenmektedir.
Ornegin dilin konumu, agiz veya burun titresimleri gibi. Suzanne Borel-Maisonny'ye gore bu
adim kesinlikle gereklidir. Ardindan sesle iliskilendirilen jest, daha sonra yazili harfi ve bu sesi
tiretmek icin gerekli olan hareket iliskisi kurulmaktadir. Ozellikle 5grenme veya dikkat bozuklugu
olan gocuklarda sesleri tanimaya yardimci olmaktadir. Hareket ayni zamanda sesin yogunlugunu
ve siresini de belirtmektedir. Béylece diger asamalara gegilmektedir (Avanzini, 1996; Delangle,

1995; Kremer & Lederlé, 2007).

Okumayi asamali 6grenme s6z konusudur. Her derste ¢cocuk ayni sesin tim yazimlarini
ve onunla iliskili hareketleri 6grenmektedir. Her hareket, yazilan harfe karsilik gelen sesle
iliskilendirilmektedir. Bu uygulama ile sesleri 6grenme daha kolay olmakta, ¢ocuklar seslerle
hareketleri birlikte yapmaktadir. Hareketli, aktif ve canli uygulamalarla ilkokuma yazma
ogretilmektedir. Suzanne Borel-Maisonny, sonraki yillarda sagir ve isitme engellilerin yani sira
dil bozuklugu olan ¢ocuklari iyilestirmek icin bu yontemden yararlanmistir. Cok gegmeden 1961
yilinda Roger-Henri Bordesoules disleksi sorunu ile savasmak icin Bordesoules Yontemini
gelistirmistir. Bordesoules Yonteminde bu yontemin Ozelliklerinden yararlanmistir (Kremer &

Lederlé, 2007).
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Ses ve jest yonteminde sesler 6grencilere el, kol ve viicut hareketleriyle 6gretilmektedir.
Asagidaki resimde cesitli hareketler gosterilmekte ve kollarla “v” harfi ¢izilmektedir (Hamadache

ve Martin,1988; Kremer & Lederlé, 2007).
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3.1.6. Fono Script Yontem

Ses yontemlerinden biri olan Fono Script Yontem, Hayes tarafindan gelistirilmistir. Bu
yontemde Hayes, alfabedeki harflerin sekillerini esas alarak, onlarin gesitli sesleri anlatacak
sekilde daire, liggen, kare, dikdortgen, zincir vb. sekillerle baglantisini kurmakta ve sesleri bu
sekilde 6gretmektedir (Hamadache ve Martin, 1988). Cok yaygin olmamakla bazi okullarda

uygulanmistir.
3.1.7. Fonetik Alfabe Yontemi

Fonetik alfabe yonteminde uluslararasi fonetik alfabenin 40 sembolil kullanilarak
ogrencilere ilkokuma yazma 6gretilmektedir. Bir baska ses yontemi olan Psiko-fonetik yontem
ise 6grencinin dikkatini metin Gzerine ¢ekmek igin kullanilan bir yéntemdir (Hamadache ve

Martin, 1988; Neijs, 1961). Asagida uluslararasi fonetik alfabenin sembolleri verilmektedir.
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3.1.8. Ses-Hece Yontemi

Hece yontemi, ses yontemlerinin bir parcasi olarak ele alinmakta ve "sentetik yontem"
olarak da adlandiriimaktadir. Antik Yunan'dan bu yana yazili (harf) ve sozlii (ses) isaretlerle
okumaya baslamayi destekler. Ses ile onun grafik temsili harf arasinda bir iliski kurmak ilk 6nce
ogrencinin isidir. Harfler tanimlandiktan sonra, heceleri ve ardindan kelimeleri olusturmak igin
birbirleriyle iliskilendirilir. Bu Unli “BA, BA” ydntemidir. Bu yontem 19. yizyilda en parlak
doénemini yasamistir. Bu yontemde o6nce g¢ocuklara harflerin sesi 6gretilir. Ardindan ¢ocuk bir
instizii bir sesli harfle birlestirir. Ornegin a ile b harfi, “ba” sesini verir. Cocuklar agisindan iki sesi
birlestirmeyi basarmak ¢ok dnemlidir. Cocuk ses birlestirmeyi anladiktan sonra, baba, bebe gibi
basit kelimeler yapmak icin bu harfleri uygulamaya devam etmektedir. Giderek daha karmasik
hecelere veya birkag harften olusan bir sese ulasmaktadir. Bu yontemle ¢ocuk hi¢ gormedigi bir
kelimeyi rahatlikla okuyabilir, cinki her harfin sesini bilmektedir. Okuma 6gretim siirecinde ¢ok

sayida kitaptan yararlaniimakta ve olumlu sonuglar alinmaktadir (Stercq,2006).
3.1.9. Karma Ses Yontemleri

Karma ses yontemlerinde 6nce anlami bilinen bir kelime s6zIi olarak verilmekte, bu
kelime hece ve seslerine ayrilarak 6gretilecek ses tanitilmakta, seslerle harfler arasinda bag
kurulmaktadir. Bu yéntemler alanda kelime (semi-globales), karma (mixte) ve bitinlestirici
(intégratives) ydntem olarak bilinmektedir (Giines,2019). ingilizce analytic phonics, Fransizca
méthode mixte denilmektedir. Hareket noktasi s6zli bir kelime anlamiyla birlikte 6gretilmekte,

daha sonra ¢6ziimlenerek seslerine ayrilmaktadir. Ornegin “el” = e — | gibi.

Bu yontemde baslangicta hizli ilerlemek i¢in ¢ocuklara resimli kelimeler verilmektedir.
Verilen kelimelerin dnce resimleri incelenmekte ardindan sesleri Uzerinde durulmaktadir.
Ogretim siirecinin basinda cocuga ezbere 6grendigi bir dizi kelime sunulmaktadir. Bu asama iki

haftadan (¢ aya kadar sirmektedir. Bu asamayi harf ve sesin geleneksel olarak 6gretildigi sentez
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asamasi takip etmektedir. Bu asamada sesler ve harfler birlestiriimekte, hece ve kelimelere
ulasiimaktadir. Bu yontem ilkokuma yazma 6gretiminde 6grenilen kelimeler, heceler ve sesleri
kesfetmek icin kullaniimaktadir. Boylece yeni kelimeleri tanimak ve okumak kolay olmaktadir.
Goruldigu gibi karma yontem sentetik bir yontem degildir. Kelimeden harfe gittigi ve farkli
harflerle eslesen sesleri okumaya yaklastigi icin analitik bir yontemdir. Bu yontem Fransa'da

2006 yilina kadar 30 yil kullanilan tek yontem olmustur (Nathan,1990).

Asagida bu yontemle ilgili iki drnek verilmektedir. Fransizca’da karma (mixtes) yontemle

“u_n

sesler dnce 6grencinin bildigi kelimeler iginde verilmektedir. Kedi (chat) kelimesi ile “a” sesi,

Mlll

tavsan (lapin) kelimesiyle sesi verilmektedir. Seslerin 6gretimi bu sekilde slrdirtilmektedir

(Nathan,1990).
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Karma ses yontemleri ingiltere, irlanda, Hindistan, Finlandiya, Liibnan ve isvicre’de diger

yontemlerle (hece-kelime ydntemleriyle) birlikte kullanilmistir. Portekiz ve iran’da fonetik,
Liksemburg’da fonomimik, italya’da fonetik alfabe seklinde uygulanmistir. Vietnam’da 1945-
1977, Jamaika ile Peru’da 1960l yillarda Cin’de ise 1950-1980 yillari arasinda kullaniimigtir.
Tirkge seffaf bir dildir. Ses ve harfler arasinda birebir iliski vardir. Her ses bir harfle, her harf bir
sesle okunmakta ve yazilmaktadir. Bu nedenle Tiirkcede ses yontemiyle harf yonteminin

asamalari birbirine benzemekte ve ¢ogu zaman karistirlmaktadir.
3.1.10. Piyano Yontemi

Piyano Yontemi (lecture piano), Profesér Sandrine Monnier-Murariu tarafindan 1990
yilinda gelistirilmis ve Fransiz uzmanlarinca okullarda uygulanmasi dnerilmistir. Bu yontemde
ilkokuma yazma 6gretimine miuzikle baslanmaktadir. Profesér Sandrine Monnier-Murariu’ya
gore “okumak ayni zamanda miizik yapmak demektir. Piyano (izerinde bir nota ¢almak bir dizi
nota ¢almak, notalar arasinda uyum saglamak ve bir melodi olusturmak...” Sesler de notalar
gibidir. Ogrencilere sesler notalar gibi verilmektedir. Sesler nota soyler gibi tek basina ya da

grupla soylenmektedir. Daha sonra bunlar birlestirilmekte ve hecelere gegilmekledir. Yontemin
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hareket noktasi piyano ile sesleri vermek ve sesleri notalar gibi 6gretmektir. Cocuklar piyanonun
tuslarina dokunmayi, sesleri ¢cikarmayi ve sarki sdylemeyi ¢cok sevmektedir. Boylece sesler daha
somut ve kolay 6grenilmekte, birlestirilerek hecelere gecilmektedir. Ses harf birlestirmeyi
kolaylastirmak icin her harf bir renk ile sunulmaktadir. Sesli harfler siyah, digerleri renkli
verilmektedir. Renkler 6grencilerin dikkatini cekmekte ve okumayi kolaylastirici olmaktadir.
Ayrica ses harf birlestirmelerini anlamlandirmak icin resimler kullaniimaktadir (Monnier-

Murariu, 2017).

{QwiLdar2¥ 304K
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Ses Ogretiminde 6nce kolay Unliler verilmekte ardindan Unslizlere gecilmektedir. Ses

birlestirme islemleri piyano tizerinde tuslarla égretilmektedir. Ogrencinin sesleri birlestirmek icin
bir siyah ve bir renkli tusa basmasi istenmektedir. Bu sliregte piyano tuslari Gizerinde harflerin
yazili olmasi ses- harf eslestirmeyi kolaylastirmaktadir. Bu anlayisla hazirlanan yontemde ¢ok
sayida etkinlik verilmektedir. Cocuklar piyano esliginde hem sarkilar sdylemekte hem de sesleri

O0grenmektedir.
3.2.11. Alfa Yontemi

ilkokuma yazma 6gretiminde uygulanan ses ydntemlerinden biri de Alfa (Les Alphas)
yontemidir. Bu yontem cocuklar icin eglenceli bir sekilde ele alinmakta ve 6gretim yili boyunca

Uc temel beceri gelistirilimeye calisiimaktadir. Bunlar;
1. Saglam bir ses bilinci (fonolojik farkindalik) gelistirme,
2. Alfabetik ilkeleri kesfetme,
3. Ses-harf iliskilerini kazandirma, olmaktadir.

Alfa yéntemi bu becerileri kazandirmak icin ¢ocugun sahip oldugu 6n bilgilere yani s6zIi
dile dayanmaktadir. Cocugun dnce sozli kelimelerin yapisini anlamasi, kelimenin ses bilgisini
kesfetmesi gerekmektedir. Cocuk sozlii olarak sesleri tanimlayabildigi ve alfabetik ilkeleri

anladigi andan itibaren ses-harf eslestirme 6gretimine baslanmaktadir.
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Gulnlmiuz arastirmalari, ses bilincinin okumayi1 6grenmede 6nemli oldugunu, sistemli bir
ogrenmeyi gerektirdigini gostermistir. Ses bilinci gelisiminin dogrudan alfabetik isaretlerin
dgrenilmesiyle baglantili oldugu ortaya c¢ikmistir. incelenen beceriler arasinda, sozleri
sesbirimler halinde analiz etme becerisi, okuma becerisiyle glgli sekilde iliskili olmaktadir. Bu
nedenle okumaya baslamadan 6nce 6grencinin bildigi s6zIli kelimelerde sesi hissetme, sesin
yerini bulma (kelimenin basinda, ortasinda ya da sonunda), sesi ayirma ve birlestirme ¢alismalari

yapiimaktadir.

Alfa yonteminde sozlii kelimeleri seslerine ayirma ve sesleri tanima, kahramanlari harf
seklinde olan ve 'sesler g¢ikaran' Alfalarin Gezegeni (la planete des Alphas) ve anlattiklari
hikayelerle gergeklestirilmektedir. Alfalarin Gezegeni her karakterin farkh bir ses ya da "sarki
soyledigi", ilgili harfe benzedigi, hikaye ve kart oyunlarina dayali bir dizi egitim aracini
icermektedir. Dilin hem sekli hem de sesi, komik kiigik varliklar goriiniimiine birinen
sesler/harfler, alfabetik ilkelerin somutlagsmis 6rnegini temsil etmektedirler. Ogretmen ¢ocugun
hikayede karsilastigi tim Alfalari, Gnli ve uzun Unstzleri 6zelliklerine gore tanimasini ve
isimlendirmesini saglamaktadir. Cocuklar hikdyedeki her karakterin seslerini, isimlerini ve
gorsellerini iliskilendirmeyi 6grendikten sonra bir sonraki asamaya yani harf-ses iliskilendirmeye

gecilmektedir.

HECRE LiMmp
edarsnen
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Alfa yéntemi ses ydntemi olmakla birlikte hece yéntemine benzer yénlere sahiptir. iki

tlr ses yontemi vardir. Birincisi sentetik fonik yontem yani ses birlestirme yontemi, ikincisi ise
analitik fonik yontem, yani ses ¢d6zlimleme yontemidir. Sentetik fonik yontem seslerin harflere
donistirilmesi, ardindan hece ve kelimeler olusturmak icin sesleri birlestirmeyi icermektedir.
Oysa Alfa yontemi analitik fonik yontem yani ses ¢oziimleme ydntemidir. Hareket noktasi dilin
seslerini, ses birimlerini, hangilerinin yazi birimlerle iliskilendirme, bu sesi yazmanin farkli yollari,
sonra kelime ve climlelerdeki sesleri ele almaktadir. Bu nedenle Alfa yontemi, harflerle eslestigi
sese gore okumayi ele almakta ve kazanilmasi gereken ses bilinci yani fonolojik farkindalik
Uzerinde durmaktadir. Bu yoniiyle alfa yontemi okumada ses bilincinin zorunlu temel bir beceri
oldugunu goésteren son yirmi yilin bilimsel bulgularina dayanmaktadir (Alphas,2018; Glines,

2019).
3.1.12. Sik Kullanilan Sesler Yontemi

GUnimuzde 6grencilerin okuma becerilerini gelistirmek amaciyla dilde sik kullanilan
seslere agirlik verilmektedir. Dil ve beyin arastirmalarini temel alan bu yaklasim cogu ilkede
uygulanmaktadir. Stanislas Dehaene, Caroline Huron, J.Morais,Liliane Sprenger-Charolles, J.C.
Ziegler, U. Goswami gibi dil ve beyin arastirmacilarinin ¢alismalariyla “ilkokuma yazma
6dgretiminde uygulanacak 6gretim ilkeleri” belirlenmistir. Bu ilkelerin amaci ¢ocuklarin ses ve
harfleri hizh bir sekilde tanimasi, eslestirmesi, yazilari dogru anlamasi, okuma becerilerini
gelistirmesi, zihinsel kaynaklarini etkili kullanmasi ve kendisini gelistirmesidir. Bu ilkeler
“alfabetik isaretleri 6gretme, mantikli ve sistemli ilerleme, okuma yazma becerilerini gelistirme,
nitelikli etkinlikler hazirlama, metinleri ¢cocuk diizeyine uyarlama" olarak siralanmigtir. Okuma
yazma becerilerini gelistirmek icin 6grencilere verilecek ses, harf, hece, kelime ve climlelerin
dikkatle segilmesi ve sik tekrarlanan dil birimlerine 6ncelik verilmesi gerektigi vurgulanmistir
(Dehaene, 2011). Boylece ilkokuma yazma 6gretiminde dilde sik kullanilan 6gelere 6ncelik verme
anlayisi 6n plana ¢cikmistir. Bu anlayisla ingilizce, ispanyolca, Almanca, Fransizca gibi dillerde sik
kullanilan ses, harf, hece ve kelime listeleri olusturulmaktadir. Alfabetik bir dil olan Tiirk¢ede de

stk kullanilan ses, harf, hece ve kelime listelerine ihtiya¢ duyulmaktadir.

Turkge 6gretim programlarinda 2005 yilindan bu yana ilkokuma yazma 6gretmek icin ses
ve harflerin sirasi verilmektedir. Hece ve kelimelerin 6gretiminde de bu siralama izlenmektedir.
Bu siralamanin her programda degistirildigi, 2005, 2015 ve 2017 Tirkce 6gretim programlarinda
farkl oldugu goérilmektedir. Bu durum Tirkce 0gretim programlarinda ses, harf ve hecelerin

kullanim sikhgr ve 6gretim kolaylginin dikkate alinmadigini ortaya koymaktadir. Ayrica bu
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siralamanin bilimsel ¢alismalara uygun yapilmadigi gorilmektedir. Oysa ¢ogu dilde kullanim
sikhgini belirlemek icin kapsamli arastirmalar yapilmakta, ses, harf, hece, kelime gibi dil birimleri
cok kullanilandan aza, kolaydan zora dogru siralanmaktadir. Ulkemizde bu tiir arastirmalar yok
denecek kadar az sayida olmaktadir. Alandaki mevcut ¢alismalar da genellikle kelime sikhigini

belirlemeye yoneliktir.

Turkcede kullanilan seslerin sik kullanim durumunu belirlemek, ilkokuma yazma
ogretiminde verilecek harflerin siralamasini yapmak icin Glines ve Isik (2018) tarafindan bir
arastirma yapilmistir. Sinirsiz Egitim ve Arastirma Dernegi tarafindan desteklenmis bu calismada
Tlrk Dil Kurumu Turkce Sozlukteki (2011) 110.452 kelime ile Kisi Adlari S6zIugiindeki 9699 kelime
olmak Uzere toplam 120.151 kelimedeki 788.316 harf incelenmistir. Arastirma sonunda
Tirkcedeki bitiin harfler en sik kullanilandan en az kullanilana dogru siralanmis ve “aekil mrnti

suydo bisz gcph cvgofj” siralamasi ortaya cikmistir (Gines ve Isik,2018).
3.2.13.Ses Birlestirme Yontemleri

Gulnlmiuzde yapilan arastirmalar ve bilimsel incelemeler, ilkokuma yazma 6gretiminde
ses birlestirme yonteminin 6nemli oldugunu gostermektedir. Arastirmacilar “okuma stirecinde
yazih dili anlamak i¢in seslerle harfler arasinda bag kurmanin zorunlu oldugunu” agiklamaktadir.

Bu nedenle uzmanlar diizenli ses veren ilkokuma yazma 6gretimi anlayisina odaklanmaktadir.

Ses birlestirme yontemleri bazi tilkelerde “phono-synthétique, synthetic phonics” adiyla
uygulanmaktadir. Ulkemizde uygulanan Ses Temelli Ciimle Yéntemi bu yéntemlere yakindir. Ses
birlestirme yontemleri eski ses yontemlerinden farklidir. Bu yontemle ilkokuma yazma
dgretiminde énce dilin temel yapisi (izerinde durulmaktadir. ilkokuma yazma 6gretiminde ses,
harf, hece, kelime gibi dilde sik kullanilan égelere éncelik verilmektedir. Ogretim siirecine en sik
kullanilan bir sesli harfle baslanmakta ardindan sessiz harf verilmektedir. Sessiz harflerin
Ogretilmesinde siirekli sessizlere 6ncelik verilmektedir. Bu yontemde sesli ve sessiz harflerin
sikhk durumuna gore siralamasi yapilmakta, ardindan seslerle harfler arasinda eslestirme
yapiimaktadir. Ogretilen sesler birlestirilerek heceler olusturulmakta, hecelerden kelimelere
ulasiimaktadir. Hece 6gretiminde dilde sik kullanilan basit ve acgik hecelere 6ncelik verilmekte
ardindan karmasik ve zor hecelere gecilmektedir. Ogretim siirecinde verilecek kelimelerin sik
kullanilmasi, islek hecelere sahip olmasi, kisa, tek ve somut anlamli olmasina dikkat edilmektedir.
Derslerde 6grenilen her oge digeriyle birlestiriimekte ve hece ve kelimelere ulasiimaktadir.

Ogretim siirecinde 6grencinin aktif ve anlamli 6grenmesi icin cesitli ve zengin drneklerle
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desteklenmektedir. Bu uygulamalarla 6grencinin sadece dil becerilerini degil zihinsel ve sosyal

becerilerini de gelistirmeye c¢alisiimaktadir (Glnes, 2019).
3.2.14. Ses Temelli Ciimle Yontemi

Ulkemizde 2004 yilinda Tirkge (1-5.Siniflar) Ogretim Programi ile birlikte Ses Temelli
Ciimle Yontemi uygulanmaya baslanmistir. Bu yontem coklu zeka, yapilandirici yaklasim, beyin
temelli 6grenme, O6grenci merkezli 6grenme, bireysel farkhliklara duyarh 6gretim, tematik
yaklasim, gibi yaklasim ve modellere dayali olarak gelistirilmistir. Gelistirme strecinde ilkokuma
yazma 6gretimi alaninda son yillarda 6n plana ¢ikan teori, yaklasim ve arastirmalar temel
alinmistir. Ayrica ses bilinci, alfabetik iliskileri kesfetme, alfabetik ilkeleri yapilandirma, kelime
tanima, zihinsel sozlik gelistirme, akici okuma, yazma ve anlama gibi 6grenme alanlari dikkate
alinmistir. Tirkcede sik kullanilan seslerden hareket edilmis ve ses gruplari seslerin kullanim

sikhgina gore yapilmistir.

Yazarin Komisyon Baskanhgini yaptigi MEB Talim ve Terbiye Kurulu Baskanligi, 1-5.
Siniflar Tirkce Ogretim Programini Gelistirme Ozel ihtisas Komisyonunca, Ses Temelli Ciimle
Yontemi gelistirildikten sonra 9 ilde 120 Pilot okulda 2004-2005 6gretim yili boyunca
denenmistir. Uygulamanin basarili sonuglar vermesi (izerine Ses Temelli Climle Yéntemi 2005-
2006 ogretim yilindan itibaren llke genelinde uygulanmaya baslanmistir. Boylece Ses Temelli
Cimle Yontemi, bilimsel yonden onemli Ozeliklere sahiptir. Bu yontem ginimiizde de

uygulanmaktadir.

Ses Temelli Climle Yontemiyle ilkokuma yazma 6gretimi, dinleme, konusma, okuma
yazma, gorsel okuma gibi Tlrk¢e 6gretiminin bes 6grenme alani ile birlikte ylritilmektedir.
ilkokuma yazma 6gretimine seslerle baglanmakta, sesler birlestirilerek anlamli hece, kelime ve
ciimlelere ulagilmaktadir. Once kiiciik 6geler verilmekte giderek biiyiik 6gelere gecilmektedir.
Yani basitten karmasiga, kolaydan zora dogru gidilmektedir. Ogretilen her 6ge bir sonraki 6genin
alt yapisini olusturmaktadir (Glines, 2007). Bu yontem tek tip, belirli kaliplara sikistiriimis ve
belirli sayidaki climlelerle ilkokuma yazma 6gretimi yerine ¢ok sayida ve gesitli hece, kelime,
ciimlelerle, okuma yazma 6grenmeye izin vermektedir. Ogrencilere sunulan zengin igerik,
onlarin temel dislinme becerilerini, yaraticiliklarini ve zekd alanlarinin gelisimine katki
saglamaktadir. Ogrenciler hece, kelime, ciimle ve metin olusturma siirecine bizzat
katildiklarindan bu yéntem 6grencilerin aktif 6grenmelerini saglamakta ve yaraticiligi gelistirici
olmaktadir. Tirkcede her harf bir sesi karsiladigindan bu yontem Tirkgenin ses yapisina

uygundur. Ogrencilerin duydugu ve cikardigi seslerin bilincine varmasi saglanmakta; 6grencilerin
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dil gelisimine (dogru telaffuz, akicilik, sesleri ayirt etme vb.) katkida bulunulmaktadir.

Ogrencilerin dil, zihinsel ve sosyal gelisimine katki saglamaktir (MEB, 2005).

Ogrencilere harfleri kolay 6gretmek, ses ve yazi bilincini gelistirmek icin ses/harf gruplari
yapilmaktadir. Ses/harf gruplarini olusturmada alfabedeki ses/harfler, ¢ok kullanilandan az
kullanilana dogru siralanmakta, harflerin yazim ve o6gretim kolayligi 6n plana alinmakta,
alfabedeki biitlin ses/harfler bir sesli, bir sessiz olarak siralanmakta, sessiz harflerin verilmesinde
surekli ve slireksiz sessizlere dikkat edilmektedir. Tlirkcemiz seffaf bir dildir. Seslerle harfler
arasinda birebir iliski vardir. Tlirkce hece yapisi kolay ve basittir. Tlrkcenin bu ozellikleri Ses
Temelli Climle Yonteminde dikkate alinmis ve Tiirkgede sik kullanilan 6gelere 6ncelik verilmistir.
Boylece 6grencilerin erken yaslardan itibaren okuma yazmayi etkili 6grenmeleri, dille birlikte

zihinsel becerilerini de gelistirmeleri amaglanmistir.
4. Sonug, Tartisma ve Oneriler

ilkokuma yazma 6gretiminde uygulanan ses ydontemlerine yonelik bu arastirmada énce
ses yontemlerinin temel oOzellikleri ve kullanilma durumu saptanmistir. Ardindan yéntemler
arasinda benzerlik ve farkliliklara dikkat ¢ekilmistir. Daha sonra Tirkce 6gretim programlari
incelenmis, Turkce ilkokuma yazma 06gretiminde uygulanan ses yontemleri UGzerinde
durulmustur. Arastirma sonunda ses yontemlerinin cok eski yontemler oldugu, siirekli yenilerek
gelistirildigi ve glinimizde hala yaygin kullanildigi ortaya ¢cikmistir. Bir baska ifadeyle alfabetik

dillerde ses yoéntemleri Gnemini koruyan bir yéntem olarak karsimiza ¢ikmaktadir.

Ses yontemlerin gelisimi incelendiginde geleneksel ses yonteminde sadece harflerin sesi
ogretilirken, Frank Laubach Yonteminde Ogretilecek “ses, harf ve resim” iliskisi kurulmustur.
Fonomimik Yontemde sesler agiz, dudak, ylz, el kol, hareketleriyle 6gretilmistir. Jean Qui Rit
Yonteminde bir ses, bir goriintd, bir hikaye ve bir jest dortliisi temel alinmis, ilkokuma yazma
ogretimi sesler, jestler, ritim, sarki, eglenceli etkinlikler ve ilging hikayelerle 6gretilmistir. Ses
ve Jest Yonteminde her ses, harflerden bagimsiz olarak bir hareketle iliskilendirilmis, ses sadece
soyut bir 6ge degil, gorsel ve bedensel hareketle iliskilendirilmistir. Fono Script Yontemde
alfabedeki harflerin sekilleri esas alinmis, bunlar cesitli sesleri anlatacak sekilde daire, Uggen,
kare, dikdortgen, zincir gibi sekillerle baglanti kurularak 6gretilmistir. Fonetik Alfabe Yonteminde
uluslararasi fonetik alfabenin kirk (40) semboll kullanilmistir. Piyano Yonteminde ilkokuma
yazma Ogretimine miuzikle baslanmakta, sesler piyano ile 6gretilmektedir. Alfa yonteminde
szl kelimeleri seslerine ayirma ve sesleri tanima Alfalarin Gezegeni ile yapilmaktadir. Alfalarin

Gezegeni her karakterin farkli bir ses ya da "sarki séyledigi", ilgili harfe benzedigi, hikdye ve kart
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oyunlarina dayalh bir dizi egitim araci olmaktadir. Son vyillarda ise dilde sik kullanilan 6gelere
dayali ilkokuma yazma o6gretim anlayisi 6ne ciktigindan ilkokuma yazma 6gretiminde sik
kullanilan seslere oncelik verilmektedir. Sesleri birlestirme, ses bilinci gelistirme, karma ses

yontemlerinde ise okuma yazma 6gretimine seslerle baslanmaktadir.

Sonu¢ olarak ses yontemlerinin hepsi ilkokuma yazma Ogretimine seslerle
baslamaktadir. Ancak bu yontemlerde sesleri 6gretmek icin harf, isaret, agiz ve yiiz hareketleri,
jestler, muzik, resim, gorseller, ritim, oyun, geometrik sekiller, fonetik alfabe, hikaye, sik
kullanilan sesler gibi cesitli etkinlikden yararlanilmaktadir. Ogrencilerin dikkatini cekmek ve aktif
ogrenmelerini saglamak icin sesler ilging ve hareketli etkinliklerle verilmekte, ilkokuma yazma
ogretim siireci kolaylastiriimaktadir. Boylece 6grencilerin etkili, hizli ve severek okuma yazma
ogrenmelerine, temel becerilerini gelistirmeye calisiimaktadir. Bu uygulamalardan tilkemizde de
yararlanilmasi, ilkokuma yazma 06gretim siirecinin etkili, ilging ve hareketli etkinliklerle

desteklenmesi 6nerilmektedir.

CIKAR GCATISMASI BEYANI
Yazar bu ¢alismasinda herhangi bir sekilde ¢ikar ¢catismasi olmadigini beyan eder.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazar bu ¢alismasinda arastirma ve yayin etigine uyuldugunu beyan eder.
YAZAR SORUMLULUK BEYANI

Yazar bu ¢alismanin her asamasini kendisinin yaptigini beyan eder.
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1. Introduction

Globalization has made it necessary for people to maintain their short and long term
relations through the most appropriate and practical tools. Transportation and communication
have the biggest share of all in the increasingly globalized world. The reason why we emphasize
communication is because political and economic interactions throughout the world are
performed on an unstoppable basis whereby English imposes itself as the most demanded
language for this task. As such, the countries where English is not native language have felt the
need to educate their own citizens to have maintainable relations with the rest of world. When
it comes to Turkey’s case, the state has recruited thousands of English teachers during the last
two decades to better educate its citizens in terms of language. Moreover, English language
teaching was leveled down to second graders in 2013-2014 Turkish educational year to serve
the fact that earlier starters, as Larson-Hall (2008) suggests, are better at least at the phonemic
awareness when compared to junior high graders. To what extent English language teachers in
Turkey’s both state and private schools are equipped for the likely education challenges such as
maintaining classroom management, using educational materials, and satisfying the demand for

academic achievement affects the new teachers in their professional lives.

Although they are given the necessary and mandatory pre-service education to be
English teachers, the novice teachers find themselves in a paradoxical atmosphere when they
take their first steps into the institutions they will work in as there is a conflict between novice
teachers’ expectations and the nature of teaching (La Maistre & Norris, 2008: cited in Rees,
2015). Notwithstanding the fact that there have been many studies on the first year(s) of the
novices both in Turkey and worldwide (Senom, Zakaria, Sharatol, Shah, 2013; Franco, 2015;
Cakmak, 2013; Rees, 2015, Kozikoglu, 2016; Basar & Dogan, 2015; Raman, 2015) almost no
studies exist comparing experiences of novice teachers working in public schools to private
schools or vice versa. This study sets out to contribute to the literature in that it aims to fill the
gaps in the field by focusing on comparative study of novice teachers in public and private
schools. The study, including different and similar aspects of the experiences of the teachers
from the first days to the last days in an educational year, sets out to find answers to the

following questions:
1. What are the first year experiences of novice EFL teachers?

2. What challenges, if any, do novice EFL teachers encounter in their first year of

profession?
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3. What coping strategies do they employ in dealing with any challenges?

4. What is the extent of relevance of the university education to novice EFL teachers’

profession?

5. What are the commonalities and differences between the experiences of novice EFL

teachers working in public and private schools?
2. Method

This study included four novice EFL teachers with two of them being from state schools,
the others being from private schools. In order for this study to be completed, the case study
research design was applied throughout the process. The study made use of qualitative research
in that it was an inquiry that gave emphasis to the meanings, experiences and views of
participants. The study set out to understand the “world of human experience” on a longitudinal
basis (Krauss, 2005, p. 764). A longitudinal study is one that investigates the experiences of the
subjects or the occurrences of any subject in question on repeated basis. Cook and Ware (1983)
point out that one of the motivations of longitudinal designs is to examine the individual's
changing response over time, which means this type of design has natural appeal for the study

of changes associated with development.
2.1. Sampling

The participants in this study were four novice teachers, two of whom were in public
and two of whom were in private schools. The participants were chosen through convenience
sampling. These novice teachers shared their experiences throughout an educational year. The
participants were selected in accordance with convenience sampling, a procedure in which the
members of the target population are selected for the purpose of the study when they meet
certain practical criteria such as geographical proximity, availability at a certain time, and easy
accessibility (Dornyei, 2007: cited in Farrokhi, 2012). Although there are specific potential
limitations of convenience sampling, it is often used to recruit participants to a study as it is easy
to do (Sedgwick, 2013: 2). The participants of the current study were not selected at random

from the population as they were easily accessible to the researcher.
2.2. Analysis of Data

As this study is a case study, but more specifically a multiple case one, qualitative data
analysis methods were used. Qualitative analysis methods focus on meanings and experiences

of participants. Unlike quantitative analyses, they are theoretical. Analyzing and investigating
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data from reflective journals and carrying out interviews require qualitative analysis methods.
The data analysis of this study was carried out by coding the excerpts of the written responses
of the participants. The interviews with the participants were recorded, transcribed and
interpreted. Data analysis from the interviews was shared with each participant to eliminate any
potential mistake and increase credibility level of the study. On the ground that novice teachers
were in different cities of Turkey, the participants were video called and their responses were
recorded accordingly after their consents were taken. All the necessary data was acquired and
everything (choosing participants, determining data collection tools etc.) needed for the current
research was completed. The next step to be taken is to analyze the data through qualitative
techniques. Qualitative analysis describes, classifies, and connects qualitative data through what
is acquired from the sources such as participants, events. Qualitative analysis is often used to
gain insight into the process and experiences of what is to be studied. In the current study, we
focus on the first year experiences of the novices, to which we apply qualitative analysis
methods. The researcher made use of novice teachers’ experiences to dive into their inner

worlds in a scientific and objective way.
3. Results

The novice teachers in this study had a range of experiences revolving around their
students, colleagues, parents, and administration. Adaptation to a new atmosphere, socio-
economic level of parents, difference between expectations and realities were among these
certain experiences. Those that worked in state schools expressed that the number of the
students was high. On the other hand, this kind of problem was not stated by the novice teachers
in private school. Some students were assigned to the chores, which caused them not to attend
their schools regularly. Socio-economic level of the people living in the village was probably the
reason for this situation. The novice teachers in state schools complained about parents’
indifference to their children, a situation that both novice teachers in state schools suffered

from.

All the four novice teachers experienced both different and similar challenges
throughout an educational year. Among some challenges of them are the ones that are related
to the novices’ students. Especially, the academic level of the students the novices in state
schools were responsible for was a highly emphasized challenge. Parents in state schools were
stated to be indifferent to their children. The novice teachers in state schools put this situation

down to the solid fact that the families had disadvantages related to social and economic terms.
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Moreover, the families with disadvantages in socio-economic terms caused their children to be
absent in schools from time to time. It should be noted that this situation was reported to be
seen in pastoral areas of Southeastern Anatolia Region. On the other hand, the parents of the
students in private schools were demanding, according to what the novices in private schools
expressed. One more challenge that the novice teachers in state schools shared with us is the

number of the students in classes.

The participants tried to solve student-related problems within the domains of
methodological solutions. Not only did they criticize their own methods but also, they improved
themselves. This can be explained with the fact that the teachers were face to face with real-life
educational situations. The course books provided by the ministry were stated to be lacking in
offering enough exercises to satisfy the students’ needs thus making the teachers in state
schools use different materials. The participants tried to apply different methods to solve the

problems they had with their colleagues through healthy communication.

Parents’ indifference to their children’s education obliged state school teachers and

school administration to take action about the problem. They visited the parents in person.

Being a new teacher in the school, a novice teacher in private school stated that the
parents were prejudiced towards her as she was 4" English teacher in the school. The parents
of this private school were more demanding when compared to those in state schools. When it
comes to the relevance of the university education to novice teachers’ profession, the novice
teachers appreciated the university education they had. However, they added that there was a
gap between pre-service education and real-life situations. One of the participants explained
insufficiency of theory in the state schools. When we consider the similarities between state and
private schools, the problems and challenges of the novice teachers in state schools revolve
more around students and parents. llliteracy and lack of cooperation were emphasized by those
teachers in state schools. Cooperation among colleagues was made use of to solve some
problems about the students. Workload and high expectations of the parents of private schools
were expressed by the participants. Both novice teachers in private schools pointed out that
learning styles of the students were ignored for the sake of sticking to the program of the

schools.

Novice teachers frequently expressed “difficult interactions with colleagues” (Taulton,
2014, 64) which can be counted as the ones from undesired ‘benign neglect’ of administrators

(Fry, 2007: 229) to lack of cooperation or even hostility from veteran teachers” (Taulton, 2014:
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64). Apart from lack of cooperation among colleagues, lack of school and parents partnership
was a problem that was pointed out as well especially by the novice teachers in state schools.
Caliskan and Ayik (2015) emphasize that the importance of parent-teacher-student cooperation
is crucial in order for students to be successful and that a well-organized communication should
be maintained among them. However, when it comes to practice, it seems impossible to say
that this type of organization was available in the schools where the novice teachers in state

schools worked.
4. Conclusion, Discussion and Suggestions
4. 1. The First Year Experiences of Novice Teachers

The first research question is what the first year experiences of novice teachers are.
Thus, we analyzed the first year experiences of novice teachers. The novice teachers expressed
their experiences about their students, colleagues, parents, and administration. The number of
the students was stated to be high by the novice teachers in state school. The same problem
was not stated in private school. Some students’ not attending school regularly resulted from
the fact that they were assigned to domestic chores at homes or on farms. The novice teachers
in private schools pointed out that they had problems about workload matter. Students are
probably the most important part of education. Hence, when we asked the first research
question to the participants, it was the students that we had the most significant data about.
Especially the novice teachers in state school expressed their concerns over students and
classroom management accordingly. Below are the codes that we had on the first year of the

novice teachers:

¢ Adaptation to a new atmosphere: After graduating from the university, the novice

teachers express their efforts to adapt to their schools.

¢ Socio-economic level of parents: The novice teachers in state schools reveal their

concerns over the effects of socio-economic level of parents on their children.

¢ Coping with parental problems: The novice teachers in state schools focus on parents’
indifference, whereas those in private schools focus on parents’ demanding and challenging

behaviors.

¢ Confusion on expectations and realities of life: The novice teachers’ training program

in universities do not seem to help solve educational problems.
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¢ Classroom management: It is the most important and emphasized topic of all by the

novice teachers.
4.2. The Challenges That Novice Teachers Encounter in Their First Year of Profession

The second research question is what challenges novice teachers encounter in their first
year of profession. This question has the longest share among the other questions as the
challenges of the novice teachers are in a large scale. The academic level of students was both
an experience and a challenge that the novice teachers in state schools had. One of the novice
teachers in state school stated that teaching English to some barely literate students was a
problematic situation. We mentioned that some families had disadvantages that caused the
students not to attend the courses regularly. Some parents did not send their children to schools
because there were chores that needed special attention such as feeding cows and sheep.
Another topic is collaboration. Among colleagues, colloboration is a must as the experienced
colleagues will help the novices to adopt the new atmosphere. Goodwin (2008) points out that
novice teachers face the difficulty to make sense of and fit into the culture of the new school
that they are assigned to. Parents in state and private schools created different problems to the
novice teachers. Monks and Schmidt (2010) make it clear that “both class size and student load”
affect “student assessments of courses and instructors” in a negative way. The novice teachers
in this study emphasized their determination in the reflective journals. For example, when a
teacher in state school thought that she had to do her best no matter how low the academic
level of her students was, she prepared herself for future actions. Bandura (1994, p. 2) defines
this situation as “perceived self-efficacy”, a term related to “people’s beliefs about their
capabilities to produce designated levels of performance that exercise influence over events
that affect their lives”. From time to time, we see that novice teachers come to lose their
motivation and the conditions get worse from the perspectives of their students, administration,
parents, and colleagues. For example, deterioration in the students made one of the novice
teachers exhausted. Conformity is another topic one novice teacher came across. She started to
believe that no matter what she did, she would not be able to make a difference in her
profession. There are several explanations for the term conformity. One of them is ‘tension

systems’ (Festinger, 1954: cited in Berheim & Exley, 2015) explained as below:

According to this view, people inherently dislike being in a state of disagreement with

other members of their social group and respond to the resulting tension in one of three ways:
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either they modify their own attitudes, attempt to alter others’ attitudes, or change the group’s

composition (p. 2).

Although one of the novice teachers felt that she could not do more than what she had
already done, it would be too critical to state that she was in a total conformity. Experienced
and senior teachers are some of the factors to affect the novice teachers assigned to schools.
Cooperation among teachers leads to a dynamic and an enduring atmosphere where each
member of the group tries to do their best to satisfy what is expected from them. The novice
teachers in private schools negatively mentioned cooperation with their colleagues, in addition,
they could not have made use of cooperation with their colleagues since they had little time

allocated for it.
4. 3. The Coping Strategies of Novice Teachers

The third research question is what coping strategies novice teachers employ in dealing
with any challenges. Admittedly, the novice teachers of this study encountered the problems
ranging from students to colleagues. The problem that the parents of state schools were not
much interested in their own children was handled with care by the novice teachers in the field.
One of the novice teachers visited the parents in person. Setting up essential and mutual
relationships with parents helped teachers have a better grasp of classroom management and
student-teacher relationships. For example, a participant in private school arranged meetings to
inform the parents about process in the school. She expressed her expectations from the
parents. This kind of behaviors probably made parents think that they were taken seriously.
Similarly, another participant in private school sent reports to parents to inform them about
their children, which helped her free from a burden. While the students’ parents of state schools
were not demanding, the students’ parents of private schools were demanding. This was one of
the differences between both parties. Likewise, student profile of state and private schools had
differences, too. These situations were the main reasons that make the novice teachers have
different attitudes towards the problems that they were supposed to solve. In state schools, the
number of the students was stated to be high. We pointed out that “the student load” affects
teaching environment (Monks & Schmidt, 2010). Hence, a classroom with a high number of
students is difficult to handle. However, the novice teachers in private schools did not give much

room for classroom management matter in their reflective journals.

Another problem that made one of the novice teachers uncomfortable was the

coursebooks. She complained that they lacked in offering enough exercises to satisfy her
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students’ needs. The study that supports the results of this study on novice teacher’s opinions
related to coursebooks belongs to Kazazoglu (2010). Another problem we mentioned was
collaboration among colleagues as a must. Sergiovanni and Starratt (1998, cited in Kutsyuruba,
2009) suggest that supervision should be separated from “hierarchical roles” and that it should
be considered something “more democratic and professional process”, which is supposed to
“involve multiple skills.” Kutsyuruba (2009) adds that this new supervision adopts “different
configurations” of teachers because “colleagues work together to increase the understanding
of their practice”. In a similar way, Kutsyuruba (2009) expresses that Glickman et al. (2004)
suggested a ‘paradigm shift’ for supervision. “A ‘paradigm shift’ towards the collegial model, if
it is to succeed, must include a shift away from conventional or congenial supervision toward
collegial supervision” (p. 7). Hence, Glickman et al. (2004) suggested the term ‘SuperVision’ (p.
8), “a common vision of what teaching and learning can and should be, developed
collaboratively by formally designated supervisors, teachers, and other members of the school
community” (Kutsyuruba, 2009, p. 258). When we analyzed the journals of the novice teachers,

we could not find any comments and memories that supported this kind of collaboration.
4. 4. The Relevance of The University Education to Novice Teachers’ Profession

The fourth research question is what extent the university education of the novice
teachers is relevant to the novice teachers’ profession. A novice teacher in state school
expressed that he made use of the education he had during the university years, adding that
teaching English to the young learners, methods/techniques, classroom management and
educational sciences courses were of vital importance for his profession. He suggested that one
should always improve oneself. Regarding the journal that new teacher supplied for us, we did
not encounter a statement revealing that he had problems on classroom management and other
pedagogical topics. However, he stressed that most of the students were not motivated to grasp
the importance of the courses, and that there was a gap between what was taught through
teacher training and the reality. He stated that education was based on some assumptions in
universities. He supported this idea by asserting that he did not have any education in university
when it came to how to teach literate and illiterate students in the same class, going on to
criticize those people in charge of curriculum makers for not taking the different aspects of
students into consideration as all the regions in Turkey differ from each other. Another novice
teacher in state school was, too, aware of the courses that she took in her university years.
However, she uttered her worry over theory and practice problem saying that “theory seems

like a dead end with no practical application” in her own words. A novice teacher in private
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school seemed to have something different to say about the relevance of the university
education to her profession when compared to two teachers in state schools. She stated that
she found herself in a very challenging atmosphere where she had to “improve” herself by
consulting what she got from her university education. She worked in a private school with
primary school students. She seemed to have made use of the course “Teaching English to Young
Learners”. Another novice teacher in private school was the one that benefited from the
education in university the most. For example, she expressed that she was able to prepare an
exam based on CEFR (Common European Framework of Reference). Testing and assessment
education contributed a lot to her professional identity. She taught grammar implicitly. As such,
she found her university education valuable and useful. The novice teachers in state schools
stated that they were not be able to associate theory with practice. When we consider what
problems the novice teachers had in their schools especially those problems with students, it is
highly likely for us to arrive at the conclusion that if the context where education is delivered is
appropriate and ready enough, then teachers dedicate their energy only to pedagogical

elements as the novice teachers in private schools did.

4.5. The Commonalities and Differences Between the Experiences of Novice Teachers

Working in Public and Private Schools

When we discussed the first four questions, we touched on the differences and
similarities of the novice teachers in public and private schools. As we often stressed, the
problem related to the parents of state schools was more dramatic than that of private schools.
The parental profile of state and private schools differed from each other as regard to their
points of view to education. While the novice teachers in state school expressed that parents
were not active in education, the novice teachers in private school uttered that parents were in
collaboration with them. A novice teacher in state school mentioned that parents assigned their
children to some specific domestic tasks. It was difficult to expect high performance from those
children. In the study by Simsek & Simsek (2013), it was also found that children with high grades
had a higher family integration. It is likely that it was those students that the novice teachers in
state schools found more successful when compared to others. The situation manifested itself
from a reverse angle when it came to the parents in private schools. They were challenging and
demanding with a certain and an obvious emphasis on improvement of their children as can be
seen in private school teachers’ analyses. The fact that makes us utter these sentences about
the parents in private schools will be better understood when we understand what kind of

expectations these parents have. Parents affect schools especially private ones as they want to
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send their children to the schools with better teaching opportunities, organizational dynamics,
and a public opinion (Nartglin & Kaya, 2016). As a matter of these facts, high expectations,
challenging, and demanding expectations of private school parents can be understood. In the
light of what Korkmaz (2005, cited in Nartglin & Kaya, 2016) states, the parents with a high socio-
economic level send their children to favorite schools regardless of where they live. The parents
with low socioeconomic levels contribute less to the schools on the social and economic
problems (Nartglin & Kaya, 2016). Under these circumstances, there seems to be a direct
correlation between socio-economic levels and parental expectations. The higher these level
are, the more contribution parents provide, which makes it plausible to think these parents are

challenging and demanding.

We stated that the administrative domains of private schools interfered with the post-
school lives of the novices. This problem was obvious in private schools. The novice teachers in
state schools did not share any information about the existence of this problem. Some of the
students whom the novice teachers in public schools were responsible for were reported to be
illiterate because of their irregular attendance performance. However, those students in private
schools did not develop such negative behaviors. We pointed out that some children were
assigned to domestic chores. To a great extent, it is this situation that caused these children to
be illiterate. How economic level of people creates a lot of problems should not be ignored. Even
if definitions of being wealthy has gone through different stages throughout history, well-off
people provide more opportunities than others. However, the context of these opportunities

varies from person to person.

To summarize, the study was carried out with four participants throughout 2017-2018
educational year and we arrived at a number of notable conclusions through the findings of the
data. From the starting point of this study, it is clear that the experiences of the novice teachers
in public and private school varied from problem to problem. The parents profile differentiated
in public and private schools. This situation also affected students’ attendance and their success
levels as Simsek and Simsek (2013) state in their study. Upon taking the challenges of the novice
teachers in their first year into consideration, we understand that their challenges were shaped
in parallel with the social dynamics where the schools were. While the challenges of the novice
teachers in public schools revolved more around instant problems to be solved, the challenges
of the novice teachers in private schools revolved around the problems related more to the
pedagogical ones such as how to better educate students. Colleague related problems of the

novice teachers depended on whether or not it was a private or public school where novice
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teachers worked. Considering what the novice teachers provided us about their colleague
relationships, we come to understand that the novices in private schools had more problems
than those in public schools. Of all the conclusions that we have in this study, the most notable
is the one that is about the relevance of university education to the novice teachers’ profession.
Even though they found university education useful and vital, the novice teachers in state
schools added that they were unable to apply this education to their profession. It should be
noted that this situation was pointed out by the novice teachers in public schools. The teachers
in private schools uttered otherwise, thus making us rethink that the challenges of the novice
teachers were shaped in parallel with the social dynamics where the schools were. They pointed
out that theory alone did not help. Nevertheless, it is highly likely that they will develop their
own specific coping strategies over time. The internship schools should be interchangeably used
among candidate teachers; the teachers should be exposed to different school atmospheres. If
appropriate, candidate teachers should be sent to the rural schools, which will enable them to

experience more different and challenging situations.

In the light of the conclusions of this study, there are some implications. Firstly, novice
teachers in public and private schools have different challenges and experiences shaped with
the social and economic conditions around. These conditions also affect the pedagogical
processes in schools. We endeavored to explain the possible reasons for this phenomenon. Even
if it is a long term goal to be reached, social policies of the state for and in the Southeastern
region of Turkey will contribute positively to educational practices of the region. What is more
realistic than waiting for the development of the region is to educate pre-service teachers for
economically and socially disadvantageous environments. Then, novice teachers should be
donated with a set of experience that they can make use of when they are face to face with the
problems accordingly. Finally, pre-service education of candidate teachers should focus more
on the shareholders’ (parents and students) possible humanistic and psychological

characteristics. This will help the novice teachers.
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1. Giris

Kiresellesme, insanlarin kisa ve uzun vadeli iliskilerini en uygun ve pratik araclarla
slirdirmelerini zorunlu hale getirmistir. Bu araglardan bazilarini sayacak olursak ulasim, 6zellikle
de iletisim gittikce kiiresellesen diinyada en biiyiik paya sahiptir. iletisimi vurgulamamizin
nedeni, dinya c¢apinda siyasi ve ekonomik etkilesimlerin durdurulamaz bir temelde
gerceklesmesi ve ingilizcenin kendisinin bu islev icin en cok talep edilen dil olarak ortaya
cikmasidir. Bu nedenle anadili ingilizce olmayan iilkeler, kendi vatandaslarini diinyanin geri
kalaniyla stirdirulebilir iliskiler kurmalari icin egitme ihtiyaci hissetmektedirler. Turkiye 6rnegine
gelince devlet, vatandaslarini dil konusunda daha iyi egitmek icin son yirmi yilda binlerce ingilizce
O0gretmeni istihdam etmistir. Dahasi, Larson-Hall'un (2008) soyledigi gibi, daha erken
baslayanlarin ortaokul siniflarina gére en azindan sesletim farkindaliginda daha iyi oldugu
gercegine hizmet etmek icin ingilizce egitimi, 2013-2014 Tiirk egitim-6gretim yilinda ilkokul ikinci
siniftan itibaren verilmeye baslanmistir. Tlrkiye'deki hem devlet okullarindaki hem de 6zel
okullardaki ingilizce 6gretmenlerinin sinif ydnetimini siirdiirme, egitim materyallerini kullanma
ve akademik basari talebini karsilama gibi olasi egitim zorluklari igin ne Olglide donanimli
olduklari gibi durumlar yeni 6gretmenleri mesleki yasamlarinda etkilemektedir. ingilizce
ogretmeni olmak icin gerekli ve zorunlu hizmet 6ncesi egitimi almalarina ragmen, meslekte yeni
olan 6gretmenlerin beklentileri ve egitimin dogasi arasinda bir ¢catisma oldugu icin, 6gretmen
adaylari galisacaklari kurumlara ilk adimlarini atarken kendilerini paradoksal bir atmosferde
bulmaktadirlar (La Maistre ve Norris, 2008: aktaran Rees, 2015). Hem Tirkiye'de hem diinyada
meslekte yeni olan 6gretmenlerin ilk yilina/yillarina iliskin ¢ok sayida ¢alisma olmasina ragmen
(Senom, Zakaria, Sharatol, Shah, 2013; Franco, 2015; Cakmak, 2013; Rees, 2015, Kozikoglu,
2016; Basar & Dogan, 2015; Raman, 2015 vb.) devlet okullarinda calisan yeni 6gretmenlerin
deneyimlerini 6zel egitimle karsilastiran hemen hemen hicbir ¢alisma yoktur. Bu ¢alisma, devlet
okullarinda ve 6zel okullarda meslekte yeni olan 6gretmenlerin karsilastirmali bir sekilde ele
alinmasina odaklanarak alandaki bosluklari doldurmayi amaclayip alan yazina katki saglamayi
ongoérmektedir. Bu ¢alisma, bir 6gretim yilinin ilk glinlerinden son giinlerine kadar 6gretmenlerin
deneyimlerinin farkli ve benzer yonlerini ortaya koymak icin asagidaki sorulara yanit bulmayi

amaglamaktadir:
1. Meslekte géreve baslayan yeni ingilizce 6gretmenlerinin ilk yil deneyimleri nelerdir?

2. Géreve yeni baslayan ingilizce 6gretmenleri mesleklerinin ilk yilinda, eger varsa, hangi

zorluklarla karsilasirlar?
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3. Herhangi bir zorlukla basa ¢ikmak igin hangi basa ¢cikma stratejilerini kullanirlar?

4. Universite egitiminin géreve yeni baslayan ingilizce égretmenlerinin meslegi ile ne

olclde ilgisi vardir?

5. Devlet okullarinda ve 6zel okullarda géreve yeni baslayan ingilizce 6gretmenlerinin

deneyimleri arasindaki ortak yonler ve farkliliklar nelerdir?
2. Yontem

Bu calisma, ikisi devlet okullarindan, diger ikisi ise 6zel okullardan olmak Uzere dort yeni
ingilizce 6gretmeni ile yapilmistir. Calisma; katilimcilarin anlamlandirmalarina, deneyimlerine ve
gorislerine vurgu yapan bir arastirma oldugu icin nitel arastirmanin durum c¢alismasini
kapsamaktadir. Calisma, “insan deneyiminin diinyasini” boylamsal bir temelde analiz etmeyi
amagclamaktadir (Krauss, 2005: 764). Boylamsal ¢alisma, katilimcilarin deneyimlerini veya séz
konusu herhangi bir olgunun olusum sikligini tekrar tekrar arastiran bir calismadir. Cook ve Ware
(1983), boylamsal tasarimlarin motivasyonlarindan birinin, bireyin zaman icinde degisen
tepkisini incelemek olduguna dikkat ceker, gelisim ile iliskili degisikliklerin incelenmesi igin dogal

bir cekiciligi oldugu anlamina geldigini belirtir.
2.1. Orneklem

Bu arastirmanin katilimcilari, ikisi devlet okulunda, ikisi 6zel okullarda olmak lizere dort
yeni 6gretmenden olusmaktadir. Bu yeni goreve baslayan 6gretmenler, bir egitim-6gretim yili
boyunca deneyimlerini paylasmistir. Katilimcilar; cografi yakinhk, belirli bir zamanda
bulunabilirlik, kolay erisilebilirlik gibi bazi pratik kriterleri karsiladiklarindan kolaylikla
bulunabilen érneklemeye gore secilmistir (Dornyei, 2007: aktaran Farrokhi, 2012). Kolaylikla
bulunabilen 6rneklemenin birtakim potansiyel sinirlamalari olmasina ragmen, ¢ogu zaman
katilimcilari bir calismaya dahil etmek agisindan yapilmasi pratik oldugu icin kullanilir (Sedgwick,
2013: 2). Mevcut galismanin katilimcilarinin, arastirma evreninden rastgele segilmemelerinin

nedeni de budur.
2.2. Verilerin Analizi

Bu ¢alisma, ¢ok durumlu bir galisma olup c¢alismada nitel veri analizi yontemleri
kullanilmistir. Nitel analiz yontemleri, katihmcilarin anlam diinyalarina ve deneyimlerine
odaklanir. istatistiksel olan nicel analizlerin aksine nitel calismalar, teori agirlikhdir. Yansitici
glnliklerden elde edilen verileri analiz etmek ve arastirmak, gériismeler yapmak, nitel analiz

yontemleri olarak ele alinir. Bu arastirmanin veri analizi, katilimcilarin yazili yanitlarindan alintilar
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kodlanarak gergeklestirilmistir. Katihmcilarla yapilan gériismeler, kaydedilip yaziya aktarildiktan
sonra yorumlanmistir. Goriismelerden elde edilen verilerin analizi, arastirmanin glvenilirlik
diizeyini arttirmak amaciyla olasi hatalari ortadan kaldirmak icin her katilimci ile paylasiimistir.
Yeni ingilizce 6gretmenlerin Tiirkiye'nin farkli illerinde oldugu gerekgesiyle, katilimcilarla videolu
gorisme yapilmistir ve rizalari alinarak yanitlari buna gore kayit altina alinmistir. Gerekli tim
veriler elde edildikten ve arastirmamiz igin ihtiya¢ duyulan her sey (katihmcilarin secilmesi, veri
toplama araclarinin belirlenmesi vb.) tamamlandiktan sonra analiz yapilmistir. Nitel analiz;
katilimcilar, olgular gibi kaynaklardan elde edilenleri betimler, siniflandirir ve iliskilendirir. Bu
calisma, nitel analiz yontemlerinin uygulandigl yeni 6gretmenlerin ilk yil deneyimlerine
odaklanmistir. Arastirmaci, yeni 6gretmenlerin ic diinyalarini bilimsel ve nesnel bir sekilde ele

almak i¢in yeni 6gretmenlerin deneyimlerinden yararlanmistir.
3. Bulgular

Bu arastirmadaki yeni goreve baslayan o©gretmenler; 06grencileri, meslektaslari,
ebeveynleri ve idaresi ile ilgili bir dizi deneyim yasamistir. Yeni bir ortama uyum saglama,
ebeveynlerin sosyo-ekonomik diizeyi, beklentilerle gercekler arasindaki fark, bu belirli
deneyimler arasinda sayilabilir. Devlet okullarinda galisanlar, 6grenci sayisinin fazla oldugunu
ifade etmistir. Ote yandan bu tiir bir sorun, 6zel okuldaki yeni 6gretmenler tarafindan dile
getirilmemistir. Bazi 6grencilere ev isleri yaptirildigi icin bu 6grencilerin, okullarina diizenli olarak
devam etmedigi gorilmustir. Koyde yasayanlarin sosyo-ekonomik diizeyi muhtemelen bu
durumun nedenidir. Devlet okullarindaki iki 6gretmen de velilerin ¢ocuklarina ilgisizliginden

sikayet etmektedir.

Dort yeni 6gretmen de egitim-6gretim yili boyunca hem farkli hem de benzer zorluklarla
karsilagmistir. Bunlarin bazilari égrencilerle ilgilidir. Ozellikle devlet okullarinda géreve yeni
baslayan 6gretmenlerin sorumlu oldugu 6grencilerin akademik diizeyi, lizerinde ¢ok durulan bir
zorluktur. Devlet okullarindaki velilerin ¢ocuklarina kayitsiz kaldiklari da belirtilmistir. Devlet
okullarindaki yeni 6gretmenler, bu durumu, ailelerin sosyal ve ekonomik agidan dezavantajlara
sahip oldugu gercegine baglamistir. Ustelik sosyo-ekonomik acidan dezavantajl aileler, zaman
zaman gocuklarinin okullara gelmemesine neden olmaktadir. Elbette, bu durumun Giineydogu
Anadolu Bolgesi'nin kirsal kesimlerinde gériildiigii belirtiimelidir. Ote yandan, 6zel okullarda yeni
goreve baslayan o6gretmenler 6zel okullarda okuyan 6grencilerin velileri talepkar olarak
degerlendirmektedir. Devlet okullarindaki yeni 6gretmenlerin karsilastigi bir diger zorluk da

siniftaki 6grenci sayisidir. Katiimcilar, 6grenci ile ilgili problemleri metodolojik ¢6ziimler
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kapsaminda c¢co6zmeye calismislardir. Sadece kendi yontemlerini elestirmekle kalmayip ayni
zamanda kendilerini de gelistirmektedirler. Bu, 6gretmenlerin gercek hayattaki egitim kosullari
ile karsi karsiya kalmalari ile agiklanabilir. MEB tarafindan saglanan ders kitaplarinin 6grencilerin
ihtiyacglarini karsilamaya yetecek kadar alistirma sunmada yetersiz kaldigi ve bunun devlet
okullarindaki 6gretmenlerin farkli egitim materyalleri kullanmasina neden oldugu belirtilmistir.
Buna ilaveten, katihmcilar, meslektaslari ile yasadiklari sorunlari ¢cézmek icin farkli yontemler
uyguladiklarini belirtmektedir. Bu ¢alismada meslektaslarla ilgili cok fazla sorun olmadigi icin

geriye kalan ¢ok az sorun da saglikh iletisim ile ¢6zilmus goriinmektedir.

Ebeveynlerin ¢ocuklarinin egitimine kayitsiz kalmasi, devlet okulu 6gretmenlerini ve okul
idaresini sorunla ilgili harekete gecmeye zorlamistir. Ebeveynler, bireysel olarak ziyaret
edilmistir. Ozel okulda géreve yeni baslayan bir 6gretmen, okulda dért ingilizce dgretmeni
oldugu icin velilerin kendisine 6nyargili ve devlet okullarina kiyasla daha talepkar oldugunu

belirtmistir.

Universite egitiminin goéreve yeni baslayan 6gretmenlerin meslegiyle olan ilgisi
konusunda, Gniversitelerde alinan egitim degerli bulunmaktadir. Ancak, hizmet 6ncesi egitim ile
gercek yasam durumlari arasinda bir bosluk oldugu da belirtilmektedir. Katilimcilardan biri,

teorinin devlet okullarinda gecerli olmadigini agiklamistir.

Devlet okullari ve 6zel okullar arasindaki benzerlikler géz 6niine alindiginda, devlet
okullarindaki yeni 6gretmenlerin sorun ve zorluklarinin daha ¢ok 6grenciler ve ebeveynler
konusunda odaklandigi goérilmektedir. Okuma-yazma ve isbirligi eksikligi, devlet okullarindaki
ogretmenler tarafindan vurgulanmistir. Ogrencilerle ilgili bazi sorunlari g6zmek icin meslektaslar
arasl ishirliginden de yararlaniimistir. Ozel okullarin velilerinin neden oldugu fazladan yiik ve
ylksek beklentiler, katiimcilar tarafindan dile getirilmistir. Ozel okullardaki yeni 6gretmenlerin
ikisi de okullarin programina bagh kalmak adina 6grencilerin 6grenme stillerinin g6z ardi

edildigine dikkat ¢gekmistir.
4. Sonug, Tartisma ve Oneriler
4. 1. Yeni Goreve Baslayan Ogretmenlerin ilk Yil Deneyimleri

Birinci arastirma sorusu yeni géreve baslayan ingilizce 6gretmenlerin ilk yil deneyimlerini
incelemektedir. Yeni 6gretmenler; 6grencileri, meslektaslari, ebeveynler ve okul yonetimi ile
ilgili deneyimlerini belirtmislerdir. Devlet okullarindaki yeni 6gretmenler, 6grenci sayisinin fazla

oldugunu vurgularken ayni sorun 0zel okullardaki yeni 06gretmenler tarafindan dile
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getirilmemistir. Sonuglar, bazi 6grencilerin dizenli olarak okula gitmedikleri, kendilerine ev ya
da tarlada verilen islerle ugrastiklari gercegini ortaya koymaktadir. Ozel okullardaki yeni
dgretmenler, is yiikii konusunda sorun yasadiklarini belirtmislerdir. Ogrenciler, egitim agisindan
egitimin en 6nemli parcasi oldugundan ilk arastirma sorusu 6grenciler bazinda énemli sonuglar
gostermektedir. Ozellikle devlet okullarindaki yeni 6gretmenler, égrenciler ve sinif yénetimi
etrafinda yogunlasan endiselerini ifade etmislerdir. Goreve yeni baslayan 6gretmenlerin ilk yilina

ait verilerde elde edilen kodlar asagidaki gibidir:

. Yeni bir atmosfere uyum: Universiteden mezun olduktan sonra vyeni

o0gretmenlerin is yerlerine uyum saglama g¢abalarini ifade etmektedir.

° Ebeveynlerin sosyo-ekonomik diizeyi: Devlet okullarindaki yeni 6gretmenler,
ebeveynlerin sosyo-ekonomik diizeylerinin ¢ocuklari (izerindeki etkisine iliskin endiselerini dile

getirmektedir.

. Ebeveyn sorunlariyla basa cikmak: Devlet okullarindaki yeni 6gretmenler,
ebeveynlerin ilgisizligine; 0zel okullardaki yeni 6gretmenler ise ebeveynlerin talepkar

davranislarina dikkat cekmektedir.

. Hayatin beklentileri ve gercekleriyle ilgili kafa karisikligi: Yeni 6gretmenlerin

Universitelerde aldigi egitimler, problem ¢6zicil gérinmemektedir.
. Sinif Yonetimi: En 6nemli ve lzerinde en ¢ok durulan konudur.

. Metodoloji: Yeni &gretmenler, ingilizce 6gretmek icin farkli yéntemler

uygulamaktadirlar.

4.2. Goéreve Yeni Baglayan Ogretmenlerin Mesleklerinin ilk Yilinda Karsilagtiklan

Zorluklar

Goreve yeni baslayan 6gretmenlerin yasadigi zorluklari hedefleyen bu arastirma sorusu,
diger sorular arasinda en biiyiik paya sahiptir. Ogrencilerin akademik diizeyi, devlet okullarindaki
yeni 6gretmenlerin karsilastigl hem bir deneyim hem bir zorluktur. Devlet okullarindaki yeni
dgretmenlerden biri, okuma yazma konusunda zorluk ¢eken dgrencilere ingilizce 6gretmenin
sorunlu bir durum oldugunu belirtmistir. Bazi ailelerin, 6grencilerin derslere dizenli
gelmemesine neden oldugu birtakim dezavantajlar burada da goriilmektedir. Bazi anne-babalar,
inek ve koyunlara bakmak gibi 6zel ilgi gerektiren isler icin cocuklarini okula gondermemektedir.
Bir baska durum, isbirligi hakkindadir. Meslektaslar arasinda isbirligi bir zorunluluktur; ¢linki

yeni 6gretmenler okullarina gelmeden 6nce o kurumlarda daha 6nceden bulunan deneyimli
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meslektaslar, meslekte yeni olan 6gretmenlerin bu yeni atmosferi benimsemelerine yardimci
olacak kisilerdir. Goodwin (2008), yeni 0gretmenlerin atandiklari okullarin kaltGrind
anlamlandirma ve bu kiltiriine uyum saglama glgliglyle karsilastiklarina isaret etmektedir.
Devlet okullarindaki ve ozel okullardaki veliler, yeni 6gretmenler icin farkh sorunlar
yaratmaktadir. Monks ve Schmidt (2010), “hem sinif mevcudunun hem 6grenci yikinin” ve
“6grencinin ders ve Ogretmenleri degerlendirmesi” algisini olumsuz yénde etkiledigini
aciklamistir.  Bu arastirmadaki yeni Ogretmenler, yansitici gunliklerde kararliliklarini
vurgulamislardir. Ornegin devlet okulundaki bir 6gretmen, 6grencilerinin akademik diizeyi ne
kadar distik olursa olsun onlar icin elinden gelenin en iyisini yapmasi gerektigini diisindiglinde
kendisini gelecekteki eylemlere de hazirlamaktadir. Bandura (1994, s. 2) bu durumu, "algilanan
oz-yeterlik" olarak tanimlamaktadir, ki bu da "insanlarin, yasamlarini etkileyen olaylar lizerinde
etkili olan tasarlanmis davranis diizeyleri liretme yetenekleri hakkindaki inanglan” ile ilgili bir
terimdir. Yapilan analizlerde zaman zaman yeni 6gretmenlerin motivasyonlarini yitirdiklerini ve
kosullarin 6grenciler, idare, veliler ve meslektaslar acisindan daha da kotliye gittigi
gorilmektedir. Ornegin, 6grencilerin durumlarinin kotilesmesi, yeni égretmenlerden birini
yormaktadir. Calismamizin en dikkat ¢ekici analizlerinden biri de onaylanmadir. Bu baglamda
devlet okullarindaki yeni Ogretmenlerden biri, ne yaparsa yapsin mesleginde bir fark
yaratamayacagina inanmaya baslamistir. Onaylama/tasdikleme kavramini bir tir "gerilim
sistemleri" olarak ele alanlar vardir (Festinger, 1954: aktaran Berheim & Exley, 2015). Berheim

ve Exley bu gorisi asagidaki gibi agciklamaktadir (2015):

Bu gorise gore insanlar, dogalari geregi icinde bulunduklari sosyal gruplarin diger
Uyeleriyle anlasmazlik icinde olmaktan hoslanmazlar ve ortaya ¢ikan gerilime su ¢ yoldan biriyle
yanit verirler: ya kendi tutumlarini degistirirler ya baskalarinin tutumlarini degistirmeye ¢ahsirlar

ya da grubun yapisini degistirirler (s. 2).

Yeni 6gretmenlerden biri, daha fazlasini yapamayacagini diisiinse de kendisinin tam bir
onaylanma iginde oldugunu belirtmek yanls olacaktir. Ogretmenlerin yasadigi baska sorunlar da
vardir. Bu agidan meslektaslar arasi ishirligine deginmek gerekmektedir. Okullara atanan yeni
ogretmenleri etkileyen faktorler arasinda tecribeli ve kidemli 6gretmenler bulunmaktadir.
Ogretmenler arasindaki isbirligi, grubun her bir tiyesinin kendisinden bekleneni en iyi sekilde
yapmaya calistigl dinamik ve kalici bir atmosfer olusturur. Buna ragmen 6zel okullardaki yeni
ogretmenler, meslektaslari ile olan isbirliginden olumsuz olarak bahsetmisler. Bunun yani sira
deneyimli 6gretmenler, ishirligi icin cok az zaman ayirdiklari icin yeni 6gretmenler isbirliginden

yararlanamamislardir. Yeni 6gretmenler siklikla “meslektaslari ile zor etkilesimler” (Taulton,
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2014: 64) yasadiklarini ifade etmektedir. Bu yoneticilerin arzulamadigi, “iyi huylu ihmalinden”
(Fry, 2007: 229) isbirligi eksikligine ve hatta tecriibeli 6gretmenlerden gelecek diismanliga kadar
gidebilir” (Taulton, 2014: 64). Meslektaslar arasindaki ishirligi eksikliginin yani sira okul ve veli
ishirliginin olmamasi, 6zellikle devlet okullarindaki yeni 6gretmenlerin isaret ettigi bir sorundur.
Bu calismanin sonuglari Caliskan ve Ayik’in (2015) 6grencilerin basarili olabilmeleri icin veli-
o0gretmen-6grenciisbirliginin cok dnemli oldugunu ve aralarinda iyi organize edilmis bir iletisimin
sirdarialmesi gerektigini bulmalariyla benzerlik géstermektedir. Ancak uygulamada, katilimcilar

devlet okullarinda bu tiir bir organizasyonun mevcut olmadigini ifade etmektedir.
4. 3. Yeni Goreve Baslayan Ogretmenlerin Basa Cikma Stratejileri

Goreve yeni baslayan ingilizce &gretmenleri, herhangi bir zorlukla basa c¢ikmak
konusunda 6grencilerden meslektaslarina kadar degisen sorunlarla karsilasmislardir. Devlet
okullarinin velilerinin kendi ¢ocuklari ile pek ilgilenmemesi sorunu, alandaki yeni 6gretmenler
tarafindan ozellikle vurgulanmistir. Yeni 6gretmenlerden biri, velileri bizzat ziyaret etmistir.
Velilerle temel ve karsilikh iliskiler kurmak, 6gretmenlerin sinif yonetimi ve 6grenci-6gretmen
iliskilerini daha iyi kavramalarina yardimci olmaktadir. Ornegin, 6zel okuldaki katilimcimiz,
velileri okuldaki siire¢ hakkinda bilgilendirmek icin toplantilar dizenleyerek onlardan
beklentilerini dile getirmistir. Boyle bir davranis, ebeveynlerin ciddiye alindiklarini disinmelerini
saglayacaktir. Benzer bir sekilde, 6zel okuldaki diger 6gretmen, velilere cocuklari hakkinda bilgi
vermek icin raporlar géndermistir ve bu da 6gretmeni bazi yiklerden kurtarmistir. Devlet
okullarinin velileri fazla bir talepte bulunmazken 6zel okul velilerinin talepkar oldugu gercegi bu
konuda da ortaya ¢ikmistir. Bu, her iki okul tira arasindaki farklardan biridir. Ayni sekilde devlet
okullarinin ve 06zel okullarin 6grenci profillerinde de farkhliklar vardir. Bu durumlar, yeni
o0gretmenlerin ¢cozmeleri gereken sorunlara karsi farkl tutumlara sahip olmalarini saglayan ana
nedenlerdir. Devlet okullarinda 6grenci sayisinin fazla oldugu ve “6grenci ylkinin” 6gretim
ortamini etkiledigi (Monks ve Schmidt, 2010) bilinmektedir. Bu nedenle yiiksek sayida 6grencisi
olan bir sinifin Ustesinden gelmek zordur. Ancak, 6zel okullardaki yeni 6gretmenler, yansitici

ginliklerinde sinif yonetimi konusuna fazla yer vermemislerdir.

Yeni 6gretmenlerden birini rahatsiz eden bir diger sorun da ders kitabidir. Ders
kitaplarinin 6grencilerinin ihtiyaclarini karsilamaya yetecek kadar alistirma sunmadigi bilgisine
ulasiimistir. Bu sonuclar, Kazazoglu’nun (2010) calismasiyla benzerlik gostermektedir. Yeni
dgretmenlerden biri, 6grencilerinin ingilizceye yonelik tutumlarina boyun egmis ve égrenciler,

ingilizceye dnem vermedikleri icin siniflarda ingilizce kullanimini azaltmistir. Yeni 6gretmenlerin

241 Sinirsiz Egitim ve Arastirma Dergisi, 6 (2), 221 - 247



(\%zz7 Devlet Okullarinda ve Ozel Okullarda Calisan Meslege Yeni Baslayan...
Faris HOCAOGLU, Yasemin KIRKGOZ

meslektaslari ile 6nemli sorunlari olmadigi gorilmektedir. Devlet okullarindaki iki katihmcidan
biri meslektaslar ile ilgili fikirlerini paylasarak herkesin 6gretmen olmayi hak etmedigini, bir
o0gretmenin 6rnek ve diirlst olmasi, umut ve ilhamin semboli olmasi gerektigini belirtmistir.
Cevresindeki meslektaslarinin -okulundakilerin- bu 6zelliklerden yoksun oldugu ifadelerinden
anlasiilmaktadir. Meslektaslariyla sorunlari olan baska bir 6gretmen, o6zel bir okulda
calismaktadir. Katilimci, diger alan dersi 6gretmenleri (Tlirkge) ile istenilen iletisimi kuramadigini
belirtmekte ve yabanci 6gretmenlerle bdyle bir sorun yasamadigini dile getirmektedir. Ancak bir
sire sonra Ozel okuldaki bu katilimcinin, meslektaslariyla yasadigi sorunlar ¢6zdigi
gbzlenmistir. Daha 6nce de bahsedildigi gibi, meslektaslar arasinda isbirligi sarttir. Sergiovanni
ve Starratt (1998: aktaran Kutsyuruba, 2009), denetimin "hiyerarsik rollerden" ayrilmasi
gerektigini ve "cok yonliu becerileri icermesi" gereken "daha demokratik ve profesyonel bir
sirec¢" olarak gorilmesi gerektigini 6ne sirmektedir. Kutsyuruba (2009), bu yeni denetimin
ogretmenlerin “farkl diizenlemelerini” ilke edindigini; ¢clinkli “meslektaslarin, kendi eylemlerini
daha fazla anlamlandirmak igin birlikte ¢alistiklarini” vurgulamaktadir. Benzer sekilde
Kutsyuruba (2009), Glickman ve ark. (2004), denetim igin bir "paradigma degisimi"
onermektedir. “Meslektasa dayali bir modele yonelik 'paradigma kaymasi', sayet basaril
olacaksa, geleneksel veya duygusal bir denetimden meslektasa dayali denetime dogru bir gecis
icermelidir” (s. 7). Bu nedenle Glickman ve ark. (2004), “resmi olarak belirlenmis denetgiler,
ogretmenler ve okul cemiyetinin diger Uyeleri tarafindan ortaklasa gelistirilen, 6gretme ve
o6grenmenin neler olabilecegi ve olmasi gerektigine dair ortak bir vizyon” (Kutsyuruba, 2009, s.
258) olan 'SuperVision' (s. 8) terimini (supervision, denetim anlamina gelirken superVision ise
Ustlin goris anlamini vermektedir) 6nermistir. Yeni 6gretmenlerin glinlikleri incelendiginde bu

tir bir isbirligini destekleyen herhangi bir yorum ve deneyime rastlanmamistir.
4. 4. Universite Egitiminin Yeni Goreve Baslayan Ogretmenlerin Meslegiyle iligkisi

Goreve yeni baslayan 6gretmenlerin Universitede aldigi egitimlerin, meslekleri ile ne
Olcide baglantih oldugunu devlet okulu ve 06zel okul kiyaslamasi yaparak agiklamak
gerekmektedir. Devlet okulundaki bir 6gretmen, Universite yillarinda aldigi egitimden
faydalandigini ifade ederek geng &grencilere ingilizce 6gretmede ydntem/teknikler, sinif
yonetimi ve egitim bilimleri derslerinin meslegi icin hayati énem tasidigini belirtmistir. Bu
konuda kisinin, kendini daima gelistirmesi gerektigini de ifade etmistir. Ayni katilimcinin
paylastigi bilgilerde sinif yonetimi ve diger pedagojik konularda sorun yasadigini ortaya koyan
bir ifadeye rastlanmamistir. Ancak, 6grencilerin cogunun derslerin 6nemini kavramada basarisiz

oldugu ve Universitede O6gretilenlerle gercek hayat arasinda bir uyusmazligin oldugu
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vurgulanarak Universitelerde egitimin, bazi varsayimlara dayandigi belirtilmistir. Ayni sinifta hem
okuma yazma bilen hem bilmeyen 6grencilere nasil egitim verilecegi konusunda Universitede
herhangi bir egitim almadigini 6ne slrerek teori ve pratik arasindaki farki desteklemistir. Ayrica
egitim mifredatlarindan sorumlu kisileri, Turkiye'deki tiim bdlgeler birbirinden farkl olmasina
ragmen bireysel farkliliklarin dikkate alinmadigini dile getirmis ve elestirmistir. Devlet okulundaki
ikinci katilimci da Gniversite yillarinda aldigi derslerle ilgili endisesini dile getirerek teori ve pratik
arasindaki farkhhgi vurgulayip kendi sozleriyle “teori, pratikte yansimasi olmayan ¢ikmaz bir yol

gibi goriinliyor” demistir.

Calismanin bulgulari konusunda devlet okullarindaki yeni 6gretmenlere kiyasla
Universite egitiminin meslegi ile ilgisi hakkinda 6zel okuldan bir katiimci daha farkli
disinmektedir. Universite egitiminden aldigi deneyimlerden vyararlanarak c¢ok zorlu bir
atmosferde kendisini “gelistirmek” zorunda kaldigini ifade etmistir. Bu katilimci, 6zel bir okulda
ilkokul 8grencileriyle cahismistir. Ozel okulda ¢alisan bir diger katiimci, Giniversite egitiminden en
cok yararlanan kisi olarak karsimiza ¢ikmaktadir. Ornegin, kendisi CEFR'ye (Diller icin Avrupa
Ortak Oneriler Cercevesi) dayali bir sinav hazirlayabildigini ve (niversitedeki 6lgme ve
degerlendirme dersinin de profesyonel kimligine ¢ok sey kattigini ifade etmistir. Bu nedenle,
katilimci Gniversite egitimini degerli ve yararl bulmustur. Devlet okullarindaki yeni 6gretmenler,
teoriyi uygulama ile iliskilendiremediklerini belirtmislerdir. Yeni 6gretmenlerin okullarinda
ozellikle de 6grencilerle olan sorunlar distintldigiinde, “egitimin verildigi kurum uygun sartlara
sahipse 06gretmenler enerjilerini sadece pedagojik wunsurlara harcarlar” sonucuna

varilabilmektedir.

4.5. Devlet Okullarinda ve Ozel Okullarda Calisan Yeni Ogretmenlerin Deneyimleri

Arasindaki Benzerlikler ve Farkliliklar

Devlet okullarinda ve 6zel okullarda goérev yapan yeni 6gretmenlerin deneyimleri
arasindaki ortak yonler ve farkhliklar ele alindiginda devlet okullarinin velilerle ilgili sorunlari,
Ozel okullarinkinden daha dramatiktir. Devlet okullarinin ve 6zel okullarin veli profilleri, egitime
bakis acilari bakimindan birbirinden farklidir. Devlet okulundaki yeni 6gretmenler, velilerin
egitim eksikligi oldugunu ifade ederken 6zel okuldaki yeni 6gretmenler aksini sdyleyerek velilerin
kendileriyle isbirligi icinde oldugunu belirtmislerdir. Bu farklihgi aciklayabilmemiz icin ne tir
faktorlerin dikkate alinmasi gerekliligi ortadadir. Devlet okulundaki bir katihmci; velilerin,
cocuklarina ev ve tarlaislerinin sorumlulugunu verdiginden bahsetmistir. Bu cocuklardan ytiksek

performans beklemek zordur. Simsek ve Simsek (2013), Glineydogu Anadolu Bolgesi'ndeki lise
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ogrencilerinin sosyal bitlinlesme dizeylerini belirlemek amaciyla yaptiklari calismada,
derslerden vyiksek puan alan c¢ocuklarin aile bitlinlesmelerinin daha yiksek oldugunu
belirtmislerdir. Devlet okullarindaki yeni 6gretmenlerin digerlerine gére daha basarili bulduklari
ogrenciler de bunlardir. Ozel okullardaki veliler séz konusu oldugunda durum tersine
donmektedir. Bu okullarin 6gretmenlerine dair yapilan analizlerde gorilebilecegi gibi veliler,
cocuklarinin gelisim ve egitimleri icin beklentilerini agikca ifade etmislerdir. Veliler; cocuklarinin
daha iyi 6gretim olanaklari, kurum dinamikleri ve prestijli olan okullara gondermek istedikleri
icin okullari 6zellikle 6zel okullari etkilemektedir (Nartgiin ve Kaya, 2016). Bu veriler 1siginda, 6zel
okul velilerinin ylksek beklentileri anlasilabilmektedir. Korkmaz'in (2005, akt. Nartglin ve Kaya,
2016) calismasinda, sosyo-ekonomik diizeyi ylksek veliler, nerede vyasarlarsa yasasinlar
cocuklarini prestijli okullara gondermektedirler. Dislik sosyoekonomik diizeye sahip veliler,
sosyo-ekonomik sorunlarda okullara daha az katkida bulunmaktadirlar (Nartglin ve Kaya, 2016).
Bu kosullar altinda sosyo-ekonomik diizeyler ile veli beklentileri arasinda dogrudan bir iliski
oldugu goriinmektedir. Bu diizey ne kadar yliksekse veliler o derecede katki saglar ve bu, velilerin

zorlu ve talepkar olmasina neden olur.

Ozel okullarda ydnetimin goreve yeni baslayan 6gretmenlerin okul sonrasi yasamlarina
miidahale ettigini belirlenmistir. Devlet okullarindaki yeni 6gretmenlerin, bu sorunun varligina
dair herhangi bir bilgisine ulasilamamistir. Devlet okullarinda bazi 6grencilerin diizensiz devam
durumlarindan dolayr okuma yazma bilmedikleri ifade edilmistir. Ancak, 6zel okullarda
ogrencilerin bu tir istenmeyen davranislar sergilemedikleri sonucuna ulasiimistir. Baz
cocuklarin ev ve tarla isleri icin okuldan uzaklastirildiklari g6z 6niine alindiginda insanlarin
ekonomik diizeyinin ne kadar ¢ok sorun yarattigi géz ardi edilmemelidir. Zengin olmanin tanimi,
tarih boyunca farkhhk gecirmis olsa da varlikh insanlarin digerlerinden daha fazla firsat
sunduklari gézlenmistir. "Daha fazla firsat” ifadesinden kastedilen aragsal firsatlardir. Zira maddi

durumu iyi olmayan ailelerin de gocuklari igin essiz firsatlar yaratabildigi sonucuna ulasiimistir.

Karsilastirmali ve ¢ok durumlu olan bu arastirmanin sonuglarina bakildiginda goreve yeni
baslayan ingilizce 6gretmenlerinin devlet ve 6zel okullardaki problemlerinin degisiklik gdsterdigi
saptanmistir. Bulgulardan, veli profilinin devlet okullarinda ve 6zel okullarda belirgin farkhiklar
oldugu ve Simsek ve Simsek (2013) calismasiyla benzerlik gosterdigi sonucuna ulasiimistir. Yeni
ogretmenlerin ilk yillarinda yasadiklari zorluklar dikkate alindiginda zorluklarin, okullarin
bulundugu sosyal dinamiklere paralel olarak sekillendigini anlasilmaktadir. Devlet okullarindaki
yeni Ogretmenlerin zorluklari daha c¢ok, c¢oziilmesi gereken anlik problemler etrafinda

yogunlasirken 6zel okullardaki yeni 6gretmenlerin zorluklari, 6grencileri nasil daha iyi
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egitecekleri gibi pedagojik problemler olarak gozlenmistir. Yeni 6gretmenlerin meslektaslariyla
ilgili sorunlar gahstiklari 6zel okul veya devlet okulu olmasina gore degismektedir. Yeni
ogretmenlerin meslektaslari ile iliskileri konusu gozden gecirildiginde 6zel okullardaki yeni

ogretmenlerin devlet okullarindakine gére daha fazla sorun yasadigi sonucuna ulasiimistir.

Bu calismada elde edilen tiim sonuglar arasinda en dikkate deger olani, Universite
egitiminin yeni 6gretmenlerin meslegiyle ilgili olanidir. Devlet okullarindaki yeni 6gretmenler,
Universite egitimini faydali ve hayati bulsalar da mesleklerine uygulayamadiklarini
aciklamislardir. Bu duruma sadece devlet okullarindaki yeni 6gretmenler isaret etmislerdir. Ozel
okullardaki 6gretmenler bu durumu bir sorun olarak gérmemislerdir. Bu nedenle yeni
ogretmenlerin yasadigi zorluklarin, okullarin bulundugu sosyal dinamiklere paralel olarak
sekillendigi séylenebilir. Ogretmenler, teorinin tek basina yardimci olmadigini ifade etmislerdir.
Buna ragmen zaman icinde kendi 6zel basa cikma stratejilerini gelistirmeleri oldukca
muhtemeldir. Ogretmen adaylarinin staj okullari, sistematik sekilde degistirilmeli; 6gretmenler
farkl okul atmosferlerine maruz birakilmahdir. Uygun imkanlar varsa 6gretmen adaylarinin kirsal

okullara gonderilmesi, onlarin daha farkli ve zorlayici durumlari deneyimlemelerini saglayacaktir.

Bu calismayla varilan diger sonuglardan biri, devlet okullari ve 6zel okullardaki yeni
ogretmenlerin, ¢evrenin sosyal ve ekonomik kosullarla sekillenen farkli zorluklari ve deneyimleri
yasamalaridir. Bu kosullar ayni zamanda okullardaki pedagojik siirecleri de etkilemistir. Uzun
vadeli bir hedef olsa da devletin Tirkiye'nin Glineydogu Bolgesindeki sosyal politikalari, bolgenin
egitim uygulamalarina olumlu katki saglayacaktir. Bolgenin gelismesini beklemekten daha
gercekei olan, 6gretmen adaylarini ekonomik ve sosyal acidan dezavantajli egitim ortamlari icin
egitmektir. Yeni O0gretmenlere, problemlerle yiiz yiize kaldiklarinda yararlanabilecekleri bir
deneyimler dizisi yasatiimalidir. Ogretmen adaylarinin hizmet &ncesi egitimi paydaglarin
(ebeveynler ve 6grenciler) olasi insani ve psikolojik 6zelliklerine de odaklanmalidir. Hizmet
Oncesi egitimde pedagojik dersler, 6gretmen adaylarini insan dogasinin ozellikleri ile

donatmalidir.

CIKAR CATISMASI BEYANI
Yazarlar bu calismalarinda herhangi bir sekilde ¢ikar ¢catismasi olmadigini beyan ederler.
ARASTIRMA VE YAYIN ETiGi BEYANI

Yazarlar bu calismalarinda arastirma ve yayin etigine uyuldugunu beyan ederler.
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YAZAR SORUMLULUK BEYANI

Yazarlar bu ¢alismanin “Kavramsal Cerceve, inceleme ve Diizenleme” kisminin Prof. Dr.
Yasemin KIRKGOZ, “Yéntem tasarimi, Arastirma, Veri Analizi ve Yazilim Kaynaklari Toplama,

Yazi taslag), Gorsellestirme” kisminin Faris HOCAOGLU tarafindan yapildigini beyan ederler.

REFERENCES/KAYNAKLAR

Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.), Encyclopedia of human behavior.
4, (pp. 71-81). New York: Academic Press.

Basar, M. & Dogan, Z. G. (2015). Géreve Yeni Baslayan Ogretmenlerin Yasadig Sosyal- Kiiltiirel
Mesleki Sorunlar. Route Educational and Social Science Journal, 2(4), 375-398.

Bernheim, B. D. & Exley, C. L. (2015). Understanding Conformity: An Experimental Investigation.
Harvard Business School.

Cakmak, M. (2013). Learning from Teaching Experiences: Novice teachers’ thoughts. Hacettepe
Universitesi E§itim Fakiiltesi Dergisi H. U. Journal of Education, 1, 55-67

Caliskan, N., & Ayik, A. (2015). Parent-Teacher Association (PTA) and Communication with
Parents, Ahi Evran University Journal of Institute Of Social Sciences, 1(2), 69-82.

Cook, N. R & Ware, J. H. (1983). Design and analysis methods for longitudinal research. Public
Health. 4, 1-23: Annual Reviews Inc.

Farrokhi, F. (2012). Rethinking convenience sampling: Defining Quality Criteria. Theory and
Practice in Language Studies, 2(4), 784-792

Franco, Y. (2015). Novice teachers' stories of solving problems of practice. Graduate Theses and
Dissertations: University of South Florida. From
https://scholarcommons.usf.edu/etd/5948/

Fry, S. W. (2007). First-Year Teachers and Induction Support: Ups, Downs, and In- Betweens. The
Qualitative Report, 12(2), 216-237.

Glickman, C. D., Gordon, S. P., & Ross-Gordon, J. M. (2004). SuperVision and instructional
leadership: A developmental approach (6th ed.). Boston: Allyn and Bacon.

Goodwin, M.A. (2008). The micro-political boundary: Navigating political cultures during the first
three years of teaching. Available from Pro Quest Dissertation and Theses database.

Hall, J. L. (2008). Weighing the benefits of studying a foreign language at a younger Starting Age
in a Minimal Input Situation. Second Language Research, SAGE Publications, 24 (1), 35-
63.

Kazazoglu, S. (2010). ingiliz Dili Egitimi Bélimlerinde Gérev Yapan ingilizce Ogretmenlerinin Ders
Kitabi Kullanimina iliskin Tercihleri. Dil Dergisi, 148.

Kozikoglu, 1. (2016). Ogretimin ilk Yil: Meslegin ilk Yilindaki Ogretmenlerin Karsilastiklari
Gulukler, Hizmet Oncesi Egitim Yeterlikleri ve Meslege Adanmishklari. Unpublished
Doctoral Thesis.

Krauss, S. E. (2005). Research Paradigms and Meaning Making: A Primer. The Qualitative Report,
10 (4), 758-770.

246 Sinirsiz Egitim ve Arastirma Dergisi, 6 (2), 221 - 247


https://scholarcommons.usf.edu/etd/5948/

(\%zz7 Devlet Okullarinda ve Ozel Okullarda Calisan Meslege Yeni Baslayan...
Faris HOCAOGLU, Yasemin KIRKGOZ

Kutsyuruba, B. (2009). Getting off on the right foot: Guiding beginning teachers with supervision
and professional development. International Journal of Learning, 16, 257-277.

Monks, J. & Schmidt, R. (2010). The impact of class size and number of students on outcomes in
higher education [Electronic version]. Cornell University, School of Industrial and Labor
Relations.

Nartgiin, S. & Kaya, A. (2016). Ozel Okul Velilerinin Beklentileri Dogrultusunda Okul imaji
Olusturma. Egitim ve Ogretim Arastirmalari Dergisi Journal of Research in Education and
Teaching, 2016, 5 (2).

Raman, Y. (2015). The Origami of Identities: Novice Teachers’ Negotiation of Identities Through
Code Switching. MA Thesis, Middle East Technical University, Northern Cyprus Campus.

Rees, R. B. (2015). Beginning Teachers' Perceptions of Their Novice Year of Teaching. All
Graduate Theses and Dissertations. Utah State University.

Sedgwick, P. (2013). Convenience sampling. Centre for Medical and Healthcare Education, St.
George’s, University of London, London, UK.

Senom, F. & Zakaria, A. R. & Sharatol, S. & Shah, A. (2013). Novice Teachers’ Challenges and
Survival: Where do Malaysian ESL Teachers Stand? American Journal of Educational
Research, 1(4), 119-125.

Simsek, H. & Simsek, A. (2013). Giineydogu Anadolu Bélgesindeki Lise Ogrencilerinde Sosyal
BltlUnlesme Duizeyi. Millf Egitim, 198.

Taulton, B. T. (2014). Retaining High Quality Teachers Through Mentorship And Support: The
Principal’s Role. A Doctoral Thesis Presented to the Faculty of the College of Education
University of Houston.

247 Sinirsiz Egitim ve Arastirma Dergisi, 6 (2), 221 - 247



The Journal of Limitless Education and Research
Volume 6, Issue 2, 248 - 262

DOI: 10.29250/sead.958194
Received: 27.06.2021 Article Type: Research Accepted: 15.07.2021

Sound Properties and Training of Turkish
Prof. Dr. Firdevs GUNES, Ankara University, firdevs.gunes@gmail.com
Assoc. Prof. Dr. Ayse Derya ISIK, Bartin University, aysederyaisik@gmail.com

Abstract: Nowadays, the order of sounds to be taught for effective language teaching is done,
priority is given to frequently used sounds in the language. In this study, the characteristics of the sounds
in Turkish are tried to be determined for effective teaching reading and writing. For this purpose, a total
of 120,151 words and 788,316 letters from the Turkish Language Association Turkish Dictionary was
investigated. At the end of the research, it was found out that the vowels commonly used in Turkish were
“a” and “e” whereas the consonant was “k”. It was sorted out that “a, e, k, i, |, m, r, n, t, 1" were used as
the top 10 commonly sounds and more than half of the texts were written utilizing these letters. It was
found that the vowels made up a rate of 41.22%, and consonants a rate of 58.78%, which most of the
vowels are back vowel while consonants are continuous and voiced consonant. This makes it easier to
create melodies with sounds, to prolong and upgrade sounds, to compose rhythm, to emphasize
intonation, to play with sounds; therefore, it promotes the learning process more enjoyable.

Keywords: Turkish, sound, letter, frequency of use, literacy training.

Cited in: Glines, F. & Isik, A. D. (2021). Sound properties and training of Turkish. The Journal of Limitless Education
and Research, Sinirsiz Egitim ve Arastirma Dergisi, 6(2), 248-262. DOI: 10.29250/sead.958194.

First Author ORCID: 0000-0002-9449-8617

Second Author ORCID: 0000-0002-9867-0904


mailto:aysederyaisik@gmail.com

(\9az7  Sound Properties and Training of Turkish

£t
b

Firdevs GUNES, Ayse Derya ISIK

1. Introduction

People produce various sounds with their sound organs and communicates through
these sounds since they are the most important components of language and the smallest part
of the language. Speech sounds and language are combined with each other to form syllables
and words and determine the characteristics and structure of the language. The sounds are
distinguished into various genres such as vowel and consonant, back and front. To scientific
studies, order of sounds is alphabetically constituted. Yet, the alphabetical order and the sound

system of each language have distinctive features.

Learning sounds begins in mother's womb. Accordingly, babies produce some sounds
from the first months after birth, and it continues within the period of pre-school education.
Recognizing all sounds in language, distinguishing each one, improving reading and writing skills
are aimed in the period of primary school. The recognition of sounds is the beginning of these
studies because it is impossible to learn literacy without learning the sounds and sounds of the
letters. Research concerning this topic emphasize that some basic skills need to be developed
to be good readers. These skills are ranged such as distinguishing between sounds in languages,
linking between sounds and letters, recognizing letters, syllables, and words easily, reading
fluently, learning the meaning of new words, and understanding what they read. In order to gain
these skills at an early age, periodic studies are planned in five areas. These are sound
awareness, exploring alphabetical relations (matching letters and sounds), recognizing the word,
creating a mental dictionary, reading fluently and understanding texts (Armbruster & Osborn,

2001; Bétrix Kéhler & Martin, 2002; National Reading Panel, 2000).

The beginning of literacy training is sound awareness,which is to gain skills such as being
sensitive to sounds, recognition and distinguishing of sounds of words, merging, and changing
sounds and syllables. According to Gombert (1992), sound awareness is the skill of identifying
and changing the elements of language. It also requires mental processes such as thinking,
recognizing, distinguishing, paying attention, discovering, realizing the sounds of language in
order to raise children’ awareness about the elements of the word. Owing to this skill, a child
not only focuses his/her attention on words, recognizes any word, learns that the word is
composed of sounds and syllables but also he separates syllables, combines them, produces new
words by using sound units. This awareness brings the child to relate and to match sounds to
letters, to recognize, to read and to write the letters, and to learn written syllables and words in

the literacy training process. Sound awareness training is mandatory as all voices are written in
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alphabetical languages. Ziegler and Goswami (2005) argue that the study of sound awareness
and alphabetical principles instruction for reading in alphabetical languages is a compulsory

priority, even the heart of learning.

Practice to explore the relationships between the sounds and letters is the most
important aspect of learning process in recognizing written words. This sort of practice is easier
especially in the languages in which the sound-writing relationship is regular. Experts such as
Ball (1997), Hurford, (1994), Lacert and Colé, (2000), Sprenger- Charolles (2003) highlights that
the sound consciousness facilitates the learning process of word recognition and reading.
According to Morais (2002), various problems arise in the teaching of literacy training when the
sound and the letter relation are unestablished. Children who cannot distinguish the sounds and
learn the relationship between the sounds and the letters have difficulty in literacy training.
Research indicate that there is a direct relationship between the development of sound
awareness and literacy training, and sound awareness studies should be suggested at initial

stages or at an early age (Stanké, 2001).

According to the principles of sound awareness, sounds have some features. These
features are effective for children to learn sounds; hence, these features are taken into

consideration during the training process. According to the principles of sound awareness;

e Vowels such as “a, e, i, 0, u” are easier to learn than the other vowels.

e Introducing and teaching vowels is easier than consonants.

e Teaching the continuous (prolonged) consonants are easier than for discontinuous
consonants. For example, continuous consonants such as “ffff” and “ssss” are taught
more easily than discontinuous consonants such as “k” and “p”.

e In the process of word recognition, children first recognize consonants at the
beginning of the word, then the consonants at the end and later in the middle

(Gunes, 2007).

The importance of sounds and giving priority in the language teaching process is also
revealed in brain research. According to Sprenger-Charolles (2003), in the language learning
process, neurons first process verbal language and children learn written language by using this
information. In other words, verbal language-based encodings are used in the process of literacy
training. For this reason, giving priority to sounds and establishing regular links between sounds

and letters make it very useful to develop reading and writing skills.
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In recent years, researchers such as Stanislas Dehaene, Caroline Huron, J. Morais, Liliane
Sprenger-Charolles, J.C. Ziegler, U. Goswami have identified some principles- namely “the
principles of literacy training”- to be considered in the first literacy teaching. The purposes of
these are that children should know the written words fast, understand what they read, read to
learn, enjoy reading, become independent readers and use mental resources effectively. These
principles are to teach alphabetic codes, to advance logically and systematically, to improve
reading and writing skills, to prepare qualified activities, to adapt the text to the child level. What
is emphasized is that sounds, letters, syllables, words, and texts to be taught should be chosen
carefully, and frequently used items be given priority to improve students' reading and writing
skills (Dehaene, 2011). Thus, literacy training approach based on frequently used elements in

language has come to the fore.

With this understanding, frequently used sounds, letters, syllables, and words lists have
been prepared in languages such as German, French, English, and Spanish. This is also important
and necessary for the Turkish language, which is an alphabetical language. Turkish is an end-to-
end language with various richness in terms of sound, vocabulary and language structure. It is
known that the properties of Turkish language such as sound richness, sound-letter relation,
syllable and word frequency, concrete-abstract provide various benefits in the teaching process.
However, the order of teaching of sounds, letters, syllables and words in Turkish was not based

on scientific studies.
2. Objectives

In this study, it is aimed to determine the sound properties of Turkish, the relationship
between sound and letter, the frequency of use of sounds, and the usage status of vowels and
consonants in Turkish. In the second stage, the attention of the sound and letter rankings were
drawn to make it easy teaching of Turkish. With the purpose in mind, the following answer to

questions was investigated.

1. What are the sound properties of Turkish?
a. Whatis the relation between sound and letters?
b. What is the frequency of sounds?
c. What is the case of using vowels?
d. What is the case of using consonants?

2. How should be the sound ranking for teaching Turkish easily?
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3. Methods

In this research, the properties of Turkish sounds and letters were examined through a
document review method which is qualitative research method. For this purpose, words in
Turkish Dictionary and Dictionary of Person Names published by Turkish Language Association

was investigated.
3.1. Wordpool

For the purposes of the research, a wordpool was created to collect data. Words given
at the beginning of 77.005 item in the 11th edition of Turkish Dictionary published in 2011 by
Turkish Language Society (TDK, 2011) and words in the Person Names Dictionary are taken into

the wordpool. These are the principles for creating a word pool.

Words given at the beginning of 77.005 item in the 11th edition of Turkish Dictionary
published in 2011 by Turkish Language Society was examined, as compared to 2017 Current
Turkish Dictionary, and missing words, idioms, compound words, and proverbs have been

added.

1. Chemistry formulas and abbreviations have been omitted.

2. The items contained derivational morpheme and inflectional morpheme was
removed.

3. The explanations given against the items were removed.

4. The items containing noun-morpheme were taken as is.

5. The items containing currency names, horoscope names and chemistry terms
were taken as is.

6. At the end of this process, the remaining 74,914 words were transferred to the
wordpool.

7. The items containing compound were taken as is. However, each independent
unit in the compound, idioms, and proverbs written separately is counted as an
independent word.

8. 110,452 words in the wordpool after the evaluation are listed in alphabetical
order.

9. Then the names in the Person Names Dictionary are added to the wordpool.

9,699 names in this dictionary are taken as is.
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10. Thus, the word pool is composed of a total of 120,151 words and 788,316 letters
with the words of 110,452 words in Turkish Dictionary and 9,699 words in the

Dictionary of Person Names.
3.2. Data Analysis

Words are in the wordpool was analyzed through Ms. Word, Ms. Excel, Simple
Concordance Program and SPSS. MS Word was used preparate the data for analysis, Ms. Excel
was used merge and separation data, Simple Concordance Program and SPSS programs were
used calculate frequencies and percentages. The results of the analysis were interpreted by

using frequency and percentage of descriptive statistical methods.
4. Results

The findings obtained in the research are to be given regarding the order of research
guestions within five headings: The Relationship Between Sound and Letter, The Use of Sounds,

The Use of Vowels, The Use of Consonants, and The Sound Ranking for Teaching.
4.1. The Relationship Between Sound and Letter

The number, type and properties of sounds/letters in an alphabet is important for the
literacy training. The low number of sounds and letters facilitates literacy training, the excessive
number of sounds and letters prolongs this process. In this respect, it is seen that there are
around 6000 languages in the world, each of which has its own sound system. The sound system
is one of the most important features that distinguish a language from other languages. The
sound system contains all the sounds, types and properties of sounds in the language. Each of
these isimportant and requires good learning to speak a language. In addition, the sound system
is used to distinguish between the sounds of words during speaking, listening, reading and
writing. In short, the sound system is an important source for the production and perception of

words, and it allows the sound to be easily perceived, heard and distinguished. (Demolin, 2010).

According to research, there are more than 1 billion sounds in the languages in the
world. Researchers such as Maddieson (1984), Maddieson and Precoda (1990) studied the
sound system of 451 languages of various continents, regions, and languages. At the end of their
study, they found a total of 920 sounds. On the other hand, the type and number of sounds vary
according to language. Research indicate that there is a minimum of 12 sounds, a maximum of
141 sounds in the world languages. However, it is seen that the average number is around 30,

and this is considered a common number (Demolin, 2010).
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The vowel and consonant distribution of the sound in the language is also important.

The number of vowels and consonants in each language is different. In most languages, the
number of consonants is more than the number of vowels. However, there are languages that
do not comply with this rule. The number of consonants in languages varies between 6 and 95,
but there are 22 consonants on average. When the European languages are considered, it is
seen that the number of sounds is at average levels. For example, there are 40 sounds in
German, 36 sounds in French, 49 sounds in English, 25 sounds in Italian. (Jaffré & Fayol, 1997).
When letters, sounds, and writing units are examined in European languages: There are 40
sounds in German, these are written with 26 letters and 85 formats; there are 36 sounds, written
with 26 letters and 130 formats in French; there are 49 sounds, written with 26 letters and 1140
formats in English; and there are 25 sounds, written with 21 letters and 33 formats in Italian

(Gunes & Isik, 2018a).

In our country, in 1928, the letter revolution was made under the leadership of Atatiirk.
The new Turkish letters were adopted by the Law on Acceptance and Application of Turkish
Letters dated on the 01.11.1928 and numbered 1353. According to this law, there are 29 letters
in the Turkish alphabet, 8 of which are vowels and 21 are consonants. Despite the use of Latin
letters in the Turkish alphabet, there are no letters like x, q, w. Besides, in Turkish, there are
letters such as ¢, g, 1, 6, s, U which are not used in western languages. These letters are written
in the same format as ¢, g, i, 0, s, u except dots. The use of similar letter shapes in alphabet
facilitates literacy training and increases writing speed. In other words, 12 letters such as ¢, ¢.g,
g,1,i,0,0,s,s, U, Uare similar to each other in Turkish, so the teaching of writing is easier and
the number of letters to be taught falls from 29 to 23. This facilitates the learning process and

reduces the mental load.

In Turkish, each sound is indicated by a letter and each letter is vocalized by one sound.
So there is a one-to-one relationship between the letter and the sound in the Turkish alphabet.
Turkish alphabet is arranged as the most ideal sound and letter relation. This situation is superior
in fields such as literacy training, developing language and mental skills, and using a keyboard.
In some languages, the same sounds are written in different letters or groups of letters. For
example, while the sound “0” is written with the letter “0” in Turkish, it is written in four
different formats: “o, au, eau, eaux” in French. The “f” sound is written with “f, ff, ph” and the

“u_n

s” sound is written “ch” in French (Gunes, 2016). In some cases, one letter is used for different

“u_ n

sounds. For example, the letter “c” corresponds to sometimes “s” sound sometimes “k” sound.
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These spelling differences in languages such as English and French bring loads to students,
negatively affecting the process and skills of the literacy training. However, in languages such as
Finnish, Turkish, Italian, Spanish, the letters of the alphabet become systematic; most of the

sounds are written as they are read and are read as they are written (Québec, 2011).

The compatibility rate between sound and letters is also important. This compatibility is
100% in Turkish and in some languages, it is different half-and-half. In English and French, there
is no regular relationship between sounds and letters and 50% of the words are not written as
they are read and they are not read as written. For example, in French, letter “s” is unreadable
in the word “Palais” (pale). During reading, the vocalization of the letters is 48% in English and
94% in French. Writing a sound in various letters, reading a letter in various sounds increases
the student's mental load and in the process of reading the student is devoted the majority of
the mental energy to establishing the relationship between the sound and the letter. In short,
German, French, and English are not among the easily learned languages (Jaffré & Fayol, 1997).
In Turkish, however, there is a regular relationship between sounds and letters, each sound is
written in a letter, each letter is read in a sound. This issue is also noted in the CERI research
conducted by the OECD. In the OECD reports, it is said that it is faster to write the words heard
in languages such as Turkish and Finnish, where each sound is written with a letter (OCDE, CERlI,
Ontario, 2007). This structure provides the Turkish language to be superior to most languages in

terms of teaching and learning in an easy way.
4.2. The Use of Sounds

In order to determine the properties of the sounds used in Turkish, a total of 788,316
letters in 120,151 words were examined. Then, the alphabetical distribution of 788,316 letters

was made as given in Table 1.

Table 1.
Distribution of Turkish Sounds
Sound Number (N) Percent (%) Sound Number (N) Percent (%)

A 104,545 13.26 M 47,769 6.06
B 16,576 2.10 N 38,751 4.92
C 9,128 1.16 (0] 17,115 2.17
¢ 10,896 1.38 0 6,567 0.83
D 19,357 2.46 P 9,659 1.23
E 70,655 8.96 R 43,473 5.51
F 6,394 0.81 S 26,565 3.37
G 11,529 1.46 S 15,122 1.92
G 7,055 0.89 T 35,438 4.50
H 9,532 1.21 U 22,983 2.92
| 35,160 4.46 U 15,992 2.03
i 51,957 6.59 \ 7,783 0.99
J 728 0.09 Y 19,872 2.52
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62,102 7.88 z 14,305 1.81
L 51,308 6.51 Total 788,316 100.00

As seen in Table 1, “a” sound is used at a rate of 13.26% in Turkish. This is followed by
the “e” sound with a rate of 8.96%. They are followed by the “k” sound with a rate of 7.88%. In
other words, the widest vowels used in Turkish are “a” and “e” whereas the consonant is “k”.
The total usage rate of these three sounds is 30.10%. This indicates that one third (30%) of the

Turkish texts are written with “a”, “e” and “k”.

When the sounds in Turkish are listed according to their usage rate, it appears “aekil
mrnti suydo biisz geph cvgofj”. In the first five, there are 3 vowels and 2 consonants and there
are 4 vowels and 6 consonants in the first ten. The least used sounds are “v, g, 6, f and j”. This
situation suggests that “a, e, k, i, |, m, r, n, t, I” sounds should be taught at the first, and “v, g, 0,

f, j” sounds should be taught at the last.

There are 8 vowels (a, &, i, 1, 0, 6, u, U) and 21 consonants (b, ¢, ¢, d, f, g, & h,j, k, |, m, n,
p,1,s, 5t v, Y, z) in Turkish. Based on the data in Table 1, it is observed that vowels are used at
a rate of 41.22%, and consonants are used at a rate of 58.78% in Turkish. The comparison of
vowel and consonant letters with other languages was examined in the research conducted by
Gunes and Isik (2018b). At the end of the research, it was determined that vowels are used at a
rate of 37.98% in English and at a rate of 38.36% in German, the use of vowels in English and
German is 3% lower than in Turkish, the use of vowels and consonants in French and Turkish is
close, but the rates of Spanish and Italian pass through all languages. The rate of consonants use
was examined in research and it was found that the consonant was used in English with 62.02%
and in German with 61.64%. This situation makes literacy training difficult. A large number of
sounds and frequent use in a language facilitates the literacy training. When this situation is
compared with other languages, it is understood that Turkish is in very good condition. As a
result, the Turkish seems to be superior to English and German, close to French in terms of using

vowels.
4.3. The Use of Vowels

When Table 1 is examined regarding the use of vowels in Turkish, it is observed that the

o n aw:n

most “a” and “e” sound is used. They are followed by “i” and

o.on
|

sounds. The total usage rate of
these vowels is 33.27%. In other words, one-third of the sounds commonly used in Turkish

appear “a, e, i, and 1”. These are followed by “u, o, U, and 6” and the total usage rate is 7.95%.
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The case to be back or front of vowels used in Turkish was also examined and the results are

given in Table 2.

Table 2.
Frequency of Use of Back and Front Vowels in Turkish
Vowels Number (N) Percent (%) Group Percent (%)
Back vowels (a,1,u,0) 179,803 55.32 22.81
Front vowels (e,i,0,0) 145,171 44.68 18.41
Total 324,974 100.00 41.22

As seen in Table 2, more than half of the vowels in Turkish are back vowels. The back
vowels come out of the mouth and are easy to produce; therefore, it facilitates to teach Turkish

speaking, reading, and writing.
4.4. The Use of Consonant

According to Table 1, it is seen that “k, |, m, and r” consonants are mostly used in Turkish.
The total usage rate of these consonants is 25.96%. In other words, one-fourth of the sounds
commonly used in Turkish is “k, I, m, and r” consonants. These are followed by the consonants
“n, t, s, y, and d” and their total use is 17.77%. Then the “b, s, z, g, ¢, p, h, and ¢” consonants
follow. Their total use is 12.27%. The least used in Turkish are “v, g, f and j” at a rate of 2.78%.
In terms of literacy training, it is important that there are few consonants in a language and most
of these consist of continuous consonants. With this understanding, the state of consonants in

Turkish is examined. The results are given in Table 3.

Table 3.

The Use of Consonant in Turkish

Voiced Consonants Unvoiced Consonants Total
Number (N)  Percent (%) Number (N) Percent (%) Number (N) Percent (%)

Continuous 231,044 29.3 57,613 7.31 288,657 36.61
Consonants
Discontinuous 56,590 7.18 118,095 14.99 174,685 22.17
Consonants
Total 287,634 36.48 175,708 22.3 463,342 58.78

As indicated in Table 3, consonants in Turkish are used at a rate of 58.78%. 36.62% of
this consists of continuous consonants. The rate of continuous consonants in consonants is
62.30%. In other words, two-thirds of consonants in Turkish are continuous consonant. This

situation facilitates the teaching of Turkish.

As seen in the table, more than half of the consonants in Turkish are voiced consonants.
This makes the sounds in the language a melodic structure. With continuous and voiced

consonants, processes such as to create melodies, to prolong and upgrade sounds, to be rhythm,
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emphasize and toning, and to play making the learning process enjoyable and increases

permanence (Bina,2011).

The status of consonants in Turkish and some European languages is examined by Gunes
and Isik (2018b), it is determined that the language in which the continuous consonants are the
most commonly used language in German, followed by English, Turkish, French, Spanish and
Italian, the language in which the discontinuous consonants are the most commonly used
language in English, followed by Turkish, German, Spanish, French and Italian. These results

indicate that Turkish is superior to English and close to French and German.
4.5. The Sound Ranking for Teaching

In order to teach an effective literacy, first of all, the vowels and consonants should be
listed according to the sound and letter properties of Turkish. In this process, the properties of
the literacy training method are important. Since 2005, literacy has been taught by Voice-Based
Sentence Method, that starts initially with sounds, and goes through the process of sounds to
be combined to form syllables, words, and sentences. Hence, progress in the teaching process
is from small items to large items. Each item learned (sound, syllable, and word) constitutes the
infrastructure of the next item. Thus, students can easily integrate what they learn. It also
focuses on developing students' skills in sentence and text formation. This is a requirement of

the constructivist approach.

In the literacy process, sound groups are made to teach students the sounds and letters
easily, to improve the sound and writing awareness. In the formation of sound groups, the
sounds in the alphabet are sorted from the most used sounds to the less used ones, the letters
are highlighted for ease of writing and teaching, the letters are listed as a vowel, a consonant
for easy learning of all the sounds in the alphabet, and in process of teaching the consonant,
continuous and discontinuous consonants are taken into account (Gunes & Isik, 2018a). What

should be the sound ranking for teaching according to these principles?

According to the results of the research, the sounds in the Turkish alphabet are sorted

from frequently used to less used;
o Generally: aekil mrnti suydo biisz g¢ph cvgof],
e Vowels:a,e,i, 1,u,o0,0U,?0,

e Consonants:k,I,m,r,n,t,s,y,d,b,5,2,8,¢,p,h,¢,v,§fj
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e Continuous consonants: |, m,r,n,s,y,s,z, h,v, g f, ],

e Discontinuous consonants: k, t,d, b, g, ¢, p, c.

Sound groups can be done by considering this sorting and the ease of writing the letters

(Gunes & Isik, 2018b);

1t Group: e, |, 3, k,

2" Group:i, m, 1, t,n,

39 Group: u, s, d, 0, y,

4™ Group: U, b, s, 6, z,

5% Group: g, ¢, p, h,

6" Group: ¢, v, &, f, j.

5. Discussion and Conclusions

This study aimed to determine the properties of the sounds used frequently in Turkish

in terms of the literacy training, firstly, the properties and the frequency of use of the sounds

and letters in Turkish, the rate of vowels and consonants, the rate of continuous and

discontinuous consonant. Then, the sounds to be given in the teaching of literacy are made in a

rank so that students could learn Turkish easily. At the end of the study;

1.
2.

It was determined that the sounds in Turkish were easy to learn.

It was determined that there is a regular relationship between the sounds and
letters in Turkish; therefore, Turkish is superior to most languages.

In the distribution of 788.316 letters in the 120.151 words, it was determined
that the most frequently used sound “a”, the “e” and “k”, other sounds follow
these three.

It was determined that the ranking of sounds frequently used in Turkish is “aekil
mrnti suydo blsz g¢ph cvgofj”, in the top five, there are three vowels and a
consonant, in the top ten, there are 4 vowels and 6 consonants, the least used
sounds are “v, g, 6, fand j”.

It was determined that 30% of the texts are written with “a, e, k” sounds placed
in the first three in Turkish, 43% of the texts are written with “a, e, k, i, I” sounds

placed in the first five in Turkish, 69% of the texts are written with “a, e, k, i, |,
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m, r, n, t, 1” sounds placed in the first ten in Turkish, in this respect, Turkish is
superior to most languages.
It was determined that the vowels have used a rate of 41.22% and consonants
have used a rate of 58.78% in Turkish. Most of the vowels are back vowel. Much
use of vowels in a language facilitates literacy training.
The rate of continuous and discontinuous, voiced and unvoiced consonants is
also important in literacy training. It was determined that the rate of continuous
consonants in consonants in Turkish is 62.30%. In other words, two-thirds of
consonants in Turkish are continuous consonant. More than half is voiced
consonant. This situation facilitates the teaching of Turkish.
At the end of the research, it was determined that the most commonly used
sound ranking in Turkish is “aekil mrnti suydo bisz gcph cvgofj”. This rank should

be considered in Turkish teaching.

As a result, it is seen that Turkish is superior to most of the European language with the

properties of sound and this structure increases the teaching superiority of Turkish. According

to these results, in terms of effective literacy training in our country what is recommended is as

follows;

1. Making up a sound ranking according to the structure of our language in Turkish
Curriculum,

2. Paying attention to the ranking of frequency of the vowels and consonants to
be taught,

3. Updating course books and materials,

4. Conducting new research on the teaching superiority of Turkish.
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Abstract: In the processes of mothertongue education of Modern Turkey Turkish (MTT) and
teaching MTT as a foreign/ second language, while teaching grammar, the sentential element that is called
the element which is out of sentence makes problems and causes confusion and mental unclarity. The
study’s purpose is to offer various proposals and to recommend solutions for this subject, by handling and
showing these problems, confusion and mental unclarity, obviously. The sentential elements and
classifications of them in MTT were handled with some terminological differences, some different
categorizations, and more or less different mentalities, generally, in the grammatical and syntactic
studies. Some researchers who have handled the sentential elements in MTT, have given place to some
elements that they called the elements which are out of sentence and have defined as the elements that
do not join into the constructing of the sentence directly like parenthetical clauses, conjunctions,
addressings, inter-jections, interjection phrases in their clasifications. The study is an analysis and survey
of written documents and sources. The datas are used in the study are taken from the grammatical,
syntactic works (books, articles) which were written on MTT. The examples that are given places in the
study generally are selected from the literary artworks of MTT. Sometimes and in some places, some
examples are also used which the author of the article who is native speaker of MTT has produced. The
study offers respond to traditional grammar’s mentality, approaches and methodological paradigma with
the findings, datas of modern linguistics as much as possible and the study tries to neutralize those
mentality, approaches and methodological paradigma of traditional grammar, and gives effort to solve
the problematic which this article handles. This study cares not to split off the scientific, objective and
realistic manner, while trying to do all these things as well. In the study, a new proposal is offered instead
of the term of the element which is out of sentence: Conjunctor(s) [Baglayici(lar)] and Contributor(s) [Katki
Verici(ler)]. By using this term which is offered here, the studies of descripting MTT’s grammatical and
syntactic mechanism and structure will be able to be done in healthier, more consistent way, and with
less problem. On the other hand, MTT mothertongue education-teaching and teaching MTT as a
foreign/second language will be able to realise with these clearer terms/concepts, in healthier way, too.
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1. Introduction

Itis a fact that in teaching grammar in the mother tongue education process of Modern
Turkish, serious problems are experienced in general as the teaching of sentential elements, and
the sentence element called non-sentential element in particular. Accordingly, it is a fact that
the minds are confused due to the term and concept in question. In this study, problems that
this sentential element, which is called the non-sentential element, as a term and concept,
especially in the teaching grammar in the mother tongue education process of Modern Turkish
are taken into account. In addition, the unclarity, ambiguity and the confusion caused by this
element are discussed (henceforth non-sentential element). Various suggestions are offered on

these problems and solutions are suggested.

2. An Overview of the Handling of Sentential Elements in Modern Turkish Syntax

Studies

Sentential elements and classifications in Modern Turkish grammatical and syntactic
description works have been handled with some terminology, some different categorizations,

and more or less different concepts, generally.

In some works, for example, a number of different terms appear: “Yiklet (Le Sujet) [The
meaning is 'subject'-R.U.], Arizi (Incident) [meaning 'later, temporary, provisional'-R.U.] or
Belirtken Hadler: A) Vasif (Na'at) (Epithéte) [The meaning is 'adjective, qualifier'-R.U.], B)
Indicative (Indicating) Complement (Complément Déterminative)” (Deny, 1941: 774); “Soylem
(Prédicat) [The meaning is 'predicate for verb sentences'-R.U.], Predicate (Attribut) [The
meaning is 'predicate for noun sentences'-R.U.], Object Complement [The meaning is 'object'-
R.U.] Dolay Tiimleci [The meaning is 'indirect object'-R.U.], Ulag [The meaning is 'adverb'-R.U.],
Ulak [meaning 'adjective'-R.U0.], Déndiirmec¢ [The meaning could not be understood-R .0.]”
(Emre, 1945: 272-406); “Kimse (Yiikalan: Getting Loaded) [The meaning is 'subject'-R.U.],
isimleme: Nominalization (Déterminant Nominal, Complément Indirect) [The both are in the
meaning of 'indirect complement' / 'place complement' and ‘'adverb complement,
postpositional complement', 'adverb' -R.U.], Zarflama: Adverbialization: Adverbial Complement
(Déterminant Adverbial, Complément Circonstanciel) [Although it is not entirely, 'adverbial
complement, postpositional complement’, it is quite close to the meaning of 'adverb' and
'postpositional complement’-R.U.]” (Banguoglu, 1986: 524-531); “Yiikleyen (Yiiklem): Loading
(Predicate), Yiiklenen (Ozne): Loaded (Subject), Direct Complement / Object, Indirect

Complements (Place Complement, Adverbial Complement)” (Glines, 1997: 368-375); “Auxiliary
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Elements: Place Complement, Time Complement, Cause Complement, State Complement,
Means Complement, Measure Complement; Dolayli Tamlayicilar: Indirect Complements [Last;
in exchange for Non-Sentential Elements in some works]” (Ustiiner, 1998: 29-30); “Belirten”
(‘adjective, qualifier'-R.U.), Adverbial [‘adverbial complement'; for 'adverb' and complement
types like 'indirect complement / place complement, except for direct complement'- RU.] ,
Direct Object [The meaning is 'object, direct complement'- R.U.], Indirect Object [The meaning
is 'indirect complement, place complement'- R.U.]” (Mehmedoglu, 2006: 7-100); “Explanatory
Complement, Reinforcement Complement, Exclamation Complement, Conjunctive Complement
[Each in exchange is for Non-sentential Elements in some works-R.U.]” (Delice, 2007: 159-162);
Adverbial (Complement) [for 'indirect complement / place complement, adverbial complement,

postpositional complement' etc.'-R.U.]” (Unal, 2010a: 23-24, 26-29).

Researchers seem to classify sentence elements in Modern Turkish by clustering with
different perspectives. For instance, there are not few who classify them as "Verb (Predicate),
Subject (Person), Object, Place Complement (Indirect Object), Adverb, Non-Sentential
Elements". (Ergin, 1984: 398-401; Karahan, 2018: 13-38; Goker, 2001: 64-81; Ozkan, 2004: 119-
208; Erkul, 2004: 24-42; Giilensoy, 2005: 429-434; Keskin, 2007: 199-216; Ozkan-Sevingli, 2008:
95-126; Kiiltiiral, 2009: 35-43; Karaagag, 2012: 501-512). For example, “Yiiklem (Yiikleyen), Ozne
(Kimse / Yiikalan, Yiiklenen), Nesne, Dolayli Tiimleg (isimleme, Yer Tamlayicisi, Yer Tiimleci), Zarf
/ Belirte¢ Tumleci (Zarflama, Zarf Tamlayicisi, Zarf)” there are also partitioning (Demiray, 1980:
201-202; Banguoglu, 1986: 524-531; Simsek, 1987: 45-164; Beserek, 1991: 45-47; Glines, 1997:
368-375; Demir-Yilmaz, 2006: 208-212; Sarica, 2015: 25-84; Balyemez, 2016: 177-195). In
addition, for instance, there are many researchers who classify them as "Postposition, Subject,
Object, Indirect Complement, Postpositional Complement (Postposition Phrases / Phrases with
Postpositions), Adverb Complement" and their comprehension is quite common. (Burdurlu,
1974: 13-42; Dizdaroglu, 1976: 13-163; Saglam, 1977: 30-121; Atabay-Ozel-Cam, 1981: 20-64;
Ediskun, 1988: 328-364; Kog, 1990: 358-401; Bozkurt, 1991: 79-88; Gencan, 2001: 101-136; Ulas,
2003: 1-21; Bozkurt, 2004: 209-235; Bilgin, 2006: 446-500; Eker, 2009: 392-397). Another one
can join these researchers with a small distinction: "Predicate, Subject, Object (Definite Object,

Indefinite Object, Direct Object, Indirect Object)” (Hatiboglu, 1982a: 100-142).

The classifications of some researchers other than these are quite original: “Soylem
(Prédicat) [‘predicate in verb sentences’-R.U.] / Yiiklem (Attribut) [‘attribute; predicate in noun

sentences’-R.U.], Subject, Object/Complement, Object Complement, Indirect Complement, Ulag
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[‘adverb’-R.U.], Ulak [‘adjective’-R.U.], Déndiirme¢ [?-R.U.]” (Emre, 1945: 272-406); “Main

Elements: Subject, Verb, Object, Complement and Adverb; Auxiliary Elements: Interjection and
Conjunction” (Korkmaz, 1992: 33); “Main Elements: Predicate, Subject, Object; Auxiliary
Elements: Place Complement, Time Complement, Cause Complement, State Complement,
Means Complement, Measure Complement; Dolayli Tamlayicilar [The last one corresponds to
the term of The Non-sentential Element in some works-R.U.]” (Ustiiner, 1998: 29-30);
“Predicate, Subject, Object, Belirten: Indicating Element [in the meaning of ‘adjective, qualifier’-
R.0.], Adverbial” (Mehmedoglu, 2006: 7-100); Predicate, Subject, Object, Indirect Complement,
Adverbial Complement, Explanatory Complement, Reinforcement Complement, Exclamation
Complement, Conjunctive Complement” (Delice, 2007: 150-162); Predicate, Subject, Object,
Adverbial [This last one; includes the meaning of ‘indirect complement’/’place complement’ and
‘adverbial complement, postpositonal complement’ or ‘adverb’-R.U.]” (Unal, 2010a: 23-24, 26-

29).

Most of the researchers examining the sentence elements of Modern Turkish call the
object element as Object Complement, Direct Complement as a sub-element of the element
called “Complement” (Deny, 1941: 774; Emre, 1945: 288, 290 v.d.; Dizdaroglu, 1976: 77; Saglam,
1977: 31, 73; Atabay-Ozel-Cam, 1981: 47, 49, 51; Hatiboglu, 1982a: 100, 128-136; Simsek, 1987:
45-46; Ediskun, 1988: 348-352; Bozkurt, 1991: 80, 85-86; Beserek, 1991: 45; Giines, 1997: 373-
374; Gencan, 2001: 121-125; Goker, 2001: 75; Ulas, 2003: 12-14; Bozkurt, 2004: 219-227; Bilgin,
2006: 469; Ozkan-Sevingli, 2008: 95; Kiiltiiral, 2009: 38). There are those who avoid explicitly
treating the object as an integral type, and those who do not. (Burdurlu 1974: 26-30; Demiray,
1980: 201-202; Ergin, 1984: 399-401; Karahan, 2018: 25-28; Ozkan, 2004: 205-206; Erkul, 2004:
37-39; Demir-Yilmaz, 2006: 208, 210-211; Keskin, 2007: 208-210; Delice, 2007: 157; Karaagag,
2012: 508-509; Eker, 2009: 392-393, 396-397). The attitude of some researchers on this issue is
unclear and sometimes contradictory (Banguoglu, 1986: 527-530; Gilensoy, 2005: 429-430,
433-434).

Two researchers have suggested object (complement) types as Direct Object, Indirect
Object by using the object sentence element in the sense of complement (Mehmedoglu, 2006:
27-40; Sebzecioglu, 2016: 192-198). This naming (object naming rather than complement) and
classification is in a position to turn everything upside down. Moreover, this is a step that can
make the problems even more intractable, and such steps should be avoided as much as

possible.
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Researchers dealing with sentence elements in Modern Turkish also have some common
understandings while examining these elements. For example, almost all the aforementioned
researchers consider the Predicate and Subject as Main and Necessary, and the other elements
as Auxiliary and Optional. Only Ustiiner counts the Object as the Main Element in addition to
the Subject with the Predicate (1998: 29), whereas Demir-Yilmaz lists the Predicate, Subject,

Object and Complement as the Four Main Elements (2006: 208).

In addition, all the afore-mentioned researchers consider the predicate as the manager,
assignor and main element of the sentence (Unal, 2010b: 451). While most of them express this

clearly, some of them do so (the same work, the same page).

After all these explanations, of this study, the author’s own evaluations on sentence
elements in Modern Turkish should now be mentioned. Accordingly, sentence elements in
Modern Turkish are as follows: Main and Mandatory Elements: Predicate, Subject (whether
specified as a word or not), Object (in case the predicate contains a transitive verb or if the
successor of the object-function element carrying another noun successor after the predicate is
mandatory due to the action request); Auxiliary and Optional Elements: Adverbial (‘indirect
complement' / 'place complement' and 'adverbial complement, postposition complement,

postpositional complement' or 'adverb'), Connector, and Contributor.

2.1. The Term and Concept of Non-sentential Element in Modern Turkish Syntax

Studies

It currently appears to be necessary to mention about the non-sentential element,
which is the main subject of this study. There are some researchers dealing with sentence
elementsin Modern Turkish. These researchers included an element in their classification, which
they named as non-sentential element and which they generally did not directly participate in
the construction of the sentence, defined as parenthetical clauses / parenthetic words,
conjunctions, calls / addresses, exclamations, exclamatory items, exclamation groups (Ergin,
1984: 401; Karahan, 2018: 36-38; Goker, 2001: 80-81; Ozkan, 2004: 208; Erkul, 2004: 42-43;
Giilensoy, 2005: 433; Keskin, 2007: 215-216; Ozkan-Sevingli, 2008: 124-126; Kiiltiral, 2009: 42-
43; Karaagac, 2012: 512; Sarica, 2015: 81-84; Balyemez, 2016: 191-195).

Ergin (1984), one of these researchers, deduces that “There can be conjunctions and
exclamatory particules or exclamation groups in addition to these elements in the sentence.

However, these are the elements non-related to the main action, the verb and are only added
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to the sentence. They are usually found at the beginning, end, and even between sentences. It
can also be seen that they are inserted in the sentence as the form of parenthesis. These are

called non-sentential elements” (p. 401).

It is remarkable that another researcher (Kiltiral, 2009) was able to define the same
non-sentential element with this explanation almost word by word despite the past 35 years.
Moreover, this situation is surprising as follows: “In addition to these elements, there may be
conjunctions and exclamatory particules or exclamation groups in the sentence. These are the
elements that are not related to the main action, the verb and are merely added to the sentence.
They are usually found at the beginning of the sentence, at the end, and sometimes between
sentences. These elements are non-sentential elements” (p. 42). Another definition that is
astonishing with its almost identical narration is as follows: “The elements in the sentence that
are not related to the actual action and the verb are the non-sentential elements. These may
consist of conjunctions, exclamatory particules and exclamation groups. These elements, which
are usually found at the beginning, end and between sentences, have nothing to do with the

predicate of the sentence.

The words ah, da, ya in the sentences of Ah, bu da mi is? Ya, éyle mi olmus are some of

the examples” (Yavuz-Yetis-Birinci, 1999: 153).

Another similar definition for the non-sentential element is as follows: “Conjunctions,
exclamations, exclamation groups, addresses are non-sentential elements that do not
participate in the construction of the sentence and indirectly help the meaning of the sentence.

These elements can be found at the beginning, end, or inside the sentence.
Ama tabancasinin namlusu artik gevsek ve kararsizdi (Bugra 1997: 346)
Vah hocanim vah, neler gelmis ki senin basina! (Giintekin 1962: 122)
Ooo, severim ben tiyatrolari (llgaz 1992: 164)” (Sagol Yiiksekkaya, 2006: 143).

A very different evaluation on the non-sentential element is given by the Role and Pivot
(Reference) Linguistic Approach: “The structure of a sentence is simply set up as follows:
[(predicate + elements) + predicate unbound elements]. In this notation, the predicate of the
sentence is called the core (nucleus). The name of the section containing the core and its related
elements is the core. Elements that do not depend on the predicate are also called periphery. In

this way, the general representation of the sentence is as follows.
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CORE NON-SENTENTIAL ELEMENT MAIN ELEMENT

Ali yemegini Mutfakta Yedi

(Erdem, 292-295)” (Oymak, 2012: 70-71).

Frankly, this last evaluation seems exaggerated of the concept of non-sentential
element and included a sentence element such as mutfakta, which should be counted as an
adverbial (indirect object / place complement, adverb, adverb / adverbial complement, etc.)
according to its syntactic function in the sentence, and consequently went to a more complex
classification. Naturally, the only different interpretation in this evaluation is not related to the
scope of the non-sentential element. A completely different approach is also seen in terms of
conceptualization and naming. The element used to be seen with the name of the predicate in
the sentence ('yedi' element in the sample sentence) is called the essence. Actually, this is not
so strange, because the predicate element is already the leading, assigning, leading element of
the sentence. It is the most important element of the sentence. However, the elements of Ali
yemedini (subject + specific object) in the sample sentence are considered together and
conceptualized with a single term: core. This interpretation, namely this conceptualization is
very strange, surprising and completely baseless. However, in this text, this interpretation,
conceptualization and naming will not be discussed since the subject is an element outside the

sentence.

Sarica (2015) elucidated the title of Elements Not Directly Participating in the Formation
of the Sentence while dealing with the so-called non-sentential elements in his work, yet, he still
evaluated the mentioned elements in the 'non-sentential element' category under this title (pp.

81-84).

As one of the researchers who approached the subject in an original way, Dasdemir
(2015) uses a slightly different and acceptable term: Supra-Sentential Elements. He also states
the definition of the term. Its scope: “Although he participates in the sentence, not with the
'jludgement' stated in the sentence; The elements that are related to the 'speaker' who produced
the word are called supra-sentential elements. These elements do not change the judgment
expressed by the sentence. They only show the speaker's attitudes and thoughts about
judgement. They are Sentence Connectors (SC) indicating how the sentence is connected with

one another (text). Address Blocks (AB) indicates who is addressed. It is the end-of-sentence

269 The Journal of Limitless Education and Research, 6 (2), 263 - 290



(\%zz# A Confusing Term / Concept In Modern Turkey Turkish (MTT)...
Recai UNAL

postpositions (/+c/, /+so/, /+k/, E) and Parenthetical Clauses (PC) that reveal how the

judgement stated in the sentence is met/interpreted by the speaker (s.141).

Karaagacg (2012) states the following items that he calls non-sentential elements: “Do
not participate in the establishment of the sentence; however, the elements that provide the
formation of the text by establishing a connection between sentential elements and sentences
are non-sententential elements, which are inter-sentential text elements. Therefore, they
cannot be associated with any predicate in the text. Interjections and exclamation phrases and
all kinds of conjunctions are such elements. : Hey!; Baksana!; Ordular, ilk hedefiniz Akdeniz’dir
ileril; Ey Tiirk gengligi!; Evet! Simdi dedigimize geldiniz mi?; Bu gérevi Ayse yahut Ali yerine
getirsin.; Varsin istedidini yapsin, bizi hi¢ ilgilendirmez.; ilahi kardesim! Bakiyorum, sen de

olmadik seylere aklini takiyorsun vb.
Use of non-sentential elements:

a. Connectors: All connectors are non-sentential elements. Sentences, ordering,
balancing, comparison, explanation, cause, effect, approval, rejection, etc. are linked by
relationships. The prepositions that make up the text by providing this connection are the
elements between sentences. In other words, they are non-sentence because they are text

elements: | failed, because | didn't work.

b. Exclamation phrases: All interjections and exclamation phrases are non-
sentential elements. The exclamation phrase can be found in the sentence, at the end, before
it. But the exclamation phrase has nothing to do with the sentence if it is in, before or after. An
exclamation phrase that cannot form a sentence on its own is not a sentence. It is between
sentences that express the opinion or feeling of the language user about the event in question.
Therefore, any predicate in the text is a non-sentential element that cannot be connected”
(p.512). As deduced from these statements, it means as if Karaagag (2012) thinks that the term
non-sentential element is insubstantial, unmeaning and meaningless in terms of linguistics and
is, therefore, on the defensive against criticism. However, this grammar researcher makes
explanations on the so-called non-sentential elements by talking about the tasks of providing
inter-sentential elements and inter-sentential relations, connecting sentences within the text,

and this is completely appropriate.
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Goker (2001), in his expressions on sentence elements, calls non-sentential elements
and states that in the sentence, apart from the items that are related to the predicate in terms
of grammar, there may also be items that are not related to the predicate. According to him,
these are not found in every sentence. He mentions that the elements not related to the
predicate in terms of grammar are called non-sentential elements in grammar studies. He states
that these are connecting and exclamatory particules and exclamatory and vocational groups.
The researcher explains that connecting particules (conjunctions) sometimes also connect the
elements of the sentence in the sentence. In this case, he states that these connecting elements
are not related to the predicate in terms of the grammar; hence, they do not directly affect the
meaning of the predicate. The researcher adds that such situations are usually encountered in
sentences formed by the presence of the same element more than once in a sentence. As an

example, he gives the usage in the sentence Cagdas ve Abdullah okula gitti.

The same author exemplifies conjunctive particules, in other words conjunctions, which
can be non-sentential elements as ve, ile, ild, ya, veya, yahut, veyahut, fakat, meder, eger, gergi,

her ne kadar, ¢linkii, mademki, sanki, yeter ki, and meger ki,... and so on.

In addition, Goker (2001) states that in some cases, interjections are linguistic units that
may not be related to the predicate in terms of grammar in the sentence. He mentions that
there are also phrases and sentences that can be used as exclamation point. Devletimizin banisi,
milletimizin sadik ve vefékér hddimi essiz kahraman ATATURK! Vatan sana minnettérdir (ismet
INONU) states that the underlined part in the example sentence is a phrase and wants to explain

that it is used as an exclamation.

The exclamation particules that can take place as non-sentential elements in the afore-
mentioned researcher sentence are ah, vah, eyvah, ay, vay, ey, of, éf, tiih, pat, a, hey, yahu,
bire, ulan, han [‘hah’ [must be 'hah'-R .U.] and denotes iste, aha, nah, evet, hayir. He adds that

some of them can represent a sentence on their own, depending on their place.

According to Goker (2001), exclamation phrases may not be related to the predicate
sometimes. For example; Ey Tiirk gencligi! Birinci vazifen Tiirk istikldl ve cumhuriyetini ilelebet

muhafaza ve miidafaa etmektir (Gazi Mustafa Kemal).

The same author highlights that the structures or forms of vocation, which are very
common in speeches, are also considered as non-sentential elements. He gives additional

examples by explaining that the structure of the sentences:
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Sana ey canimin cani efendim // Kirildim, kiistiim, incindim, giicendim. In these
sentences, ‘ey canimin cani efendim’ is a calling vocation phrase and there is not grammatical
relation between the element that comes after it in the sentence. And he gives supplementary

examples like these:

ilaht Sinan! Ey susan ve konusan hacimlerin sairi; ey maddenin uykusuna kendi nabzinin

ahengini hepimizin imaniyla beraber gegiren! (Ahmet Hamdi TANPINAR)

Vicdan; onu herkes yliredinde tasimaz; dilinde, midesinde, hatta ciizdaninda tasiyanlar

vardir.

He also gives the calling phrases and topic-starting words in the sentences above, like as
ilahi Sinan, Ey susan ve konusan hacimlerin sairi, ey maddenin uykusuna kendi nabzinin ahengini

hepimizin imaniyla beraber gegiren and vicdan.

The aforementioned, author states that as additional information and opinion, the
exclamation and exclamation phrases should be considered as non-sentential elements. He also
states that calling these constructions with the term of exclamatory sentence without judgement

contradicts the definition of the sentence from logical point of view (pp. 80-81).

Balyemez (2016) defines sentence elements so-called non-sentential elements. To him,
they cannot be directly connected with the predicate in the sentence, they do not answer the
questions asked, but they are indirectly related to the meaning in the sentence. Digressions,
parenthetical clauses, exclamations, exclamation groups, addresses and conjunctions serve as
non-sentential elements. However, it is not correct to consider every conjunction in a sentence
as a non-sentential element. For example, the conjunction ve in the sentence Ali ve Mehmet
okula gitti is not an element of the sentence; it is in the subject, and it has established the
context group. Conjunctions, which are non-sentential elements, usually make explanations and
evaluations as sentence connectors that establish a meaning relationship between two
sentences (p.192). Balyemez determines the sentence elements so-called non-sentential
element in the form of not being able to connect directly in the sentence, not responding to the
questions asked. These features are the common features that all Turkish grammar researchers,
who see and evaluate non-sentential elements in sentence analysis, have determined with

almost identical expressions.

Apart from all these, one speaks of the term eklenti (adjunct) (Fr. adjoint) in modern

linguistics, which by some illusion seems to be identical with the so-called non-sentential
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element, but which in reality is something quite different. The following definitions of this term

are encountered in literature:

"eklenti (adjunct) (Alm. Adjunkt, Fr. adjoint, ing. adjunct). Any constituent element that

is not structurally necessary in a sentence” (Vardar, 2007: 91).

“eklenti (adjunct) syntax 1-In Generative Grammar, it is an optional secondary element
that is not structurally obligatory in a sentence. eg. In the sentence Ben diin okula gittim, the
word diin is an adjunct to the verb phrase. 2- In the Generative Grammar, the item that is not
selected by any lexical head and is in the position of qualifier according to the Progressive-X
Chart. Adjuncts are lexical or sentential [see eklenti tiimcecigi (adjunct phrase)] items that
indicate 'time', 'style' and 'place’ within the verb phrase: In the sentence Ali diin burada ansizin
hastalandi, ‘diin’, ‘burada’, ‘ansizin’ are the adjuncts that indicate time, place and style,
respectively. 3- Some linguists (Quirk) use this term to describe a subset of markers” (imer-

Kocaman-Ozsoy, 2011: 114).

As deduced from these definitions and explanations, the term extra-sentential element
and the term add-on do not overlap in content and scope. Here, it is necessary to return to the
main topic and state that: The term non-sentential element is very contradictory. It is not a term
that a linguist who aims to study language coherently will ever accept. How can an element be

considered excluded of the sentence even if it is actually included in?

There are also researchers who criticize this issue [Ustiiner, 1998: 28 (Suggested Indirect
Complements); Ozmen, 1995 (Suggested Independent Complement); Demir-Yilmaz, 2006: 208
(Prefers not to use the term); Mehmedoglu, 2006: 141-143 (Auxiliary Words Which Are Not
Sentence Elements)]. Kerimoglu (2019) mentions about the Independent Complement, the
Direct Complement and the Element Out of Analysis, as different suggestions for the sentence
elements in question. However, he does not specify who proposed neither the last proposal nor
the other two (Kerimoglu, 2019: 179). In fact, considering the scope of such sentence elements,

these elements may be called Connectors and Contributors instead of non-sentential elements.

2.1.1. The Term and Concept of Non-Sentential Element in Terms of Education of

Modern Turkish

Undoubtedly, the term and concept of non-sentential element is really confusing both
in the mother tongue education of Modern Turkish and in teaching it as a foreign / second

language. The difficulty experienced by the teacher while trying to teach the term/concept in
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guestion is very serious. At the same time, the difficulty experienced by learners while trying to
learn and understand this term/concept is also very large. From the point of all these processes’
view, the following appears: In the integrity of the sentence, some elements that are actually in
the sentence are considered out of sentence in many works that examine the Modern Turkish
grammar and syntax. These works are the theoretical database for the fields of education of
Modern Turkish as mother tongue and foreign/second language. Moreover, since some of these
works provide application support, the importance and impact of the problematic increases
exponentially. Therefore, the problem is ultimately serious. In this respect, the problem caused
by the term/concept in question should be solved immediately. For this reason, like many other
issues in Modern Turkish grammar, this issue should also be handled specifically. In addition,
this subject should be re-examined with new, scientifically correct and appropriate approaches,
and the term/concept should be evaluated, interpreted and named in a way that can be adopted

linguistically.
3. Conclusion, Discussion and Recommendations

Consequently, based on the observations elucidated on Modern Turkish grammatical
and syntactic description works related to the problematic issues, the estimated determination

and suggestions could be expressed as follows:

1-The term-concept Non-Sentential Element is extremely common in many works that
deal with and analyze the grammar and syntax of Modern Turkish. However, the use of the term

seems to be not scientifically, not linguistically correct and not appropriate.

a- Using this term-concept is not correct and appropriate in terms of pure theoretical

approach.

b- Using this term-concept is not correct in terms of application, in teaching of Modern
Turkish as mother tongue and foreign/second language, that is regarded as the applied

approach.

2-The term-concept should be reconsidered and analyzed with modern linguistic
criteria, should be evaluated and renamed. The author of the study, highlights this section of the
process, the term-concept naming proposal is Connector(s) and Contributor(s), given its

relevance to the concept's scope.

3- Like this term-concept, many problems in Modern Turkish need to be unearthed and

resolved by being re-examined and analyzed. Modern Turkish grammatical and syntactic
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description works are a very important basis for the education of Modern Turkish as a mother
tongue and also as a foreign/second language. In other words, it is a theoretical database and
an application support. In this respect, the preparation, arrangement and designing of Modern
Turkish grammatical and syntactic description works are also very important. These works

should be carried out with these evaluation processes and solution studies.
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Ozet: Calismanin amaci ciimle disi unsur/6ge denen ciimle dgesinin terim ve kavram olarak
Cagdas Turkiye Tirkcesinin (CTT) ana dili egitimi ile yabanci/ikinci dil olarak 6gretimi surecinde dil
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ogeleri ve siniflanmalari genellikle dil betimi, dizim betimi ¢alismalarinda kimi terim ayrimlariyla, kimi
degisik bolutlestirmelerle (kategorilestirmelerle), birbirinden az ¢ok ayrimli anlayislarla ele alinmistir.
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(sentaks, s6zdizimi) yapitlarindan (kitap, makale) alinmak-tadir. Calismada yer verilen érnekler genellikle
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sunup onlari etkisiz kilmaya ugrasmakta, ele aldigi sorunsali ¢ozmeye ¢aba goster-mektedir. S6zkonusu
calisma bunlari yapmaya ugrasirken de bilimsel, nesnel ve gercek¢i tutumdan kopmamaya 6zen
gostermektedir. Calismada ciimle disi unsur/Gge terimi yerine yeni bir 6neride bulunulmaktadir:
Baglayici(lar) ve Katki Verici(ler). Onerilen bu terim kullanilmakla; CTT’nin dil diizenegi ve dizim diizenegi
betimleme calismalari daha saglikli, daha tutarl, daha az sorunlu olarak yapilabilecegi gibi ana dili egitimi-
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gerceklestirilebilecektir.
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1. Girig

Cagdas Tirkiye Turkgesinin ana dili egitimi stirecinde dil diizenegi (dilin bir isleyis diizeni,
mekanizmasi olarak gramer, dil bilgisi) 6gretiminde genel olarak ciimle 6gelerinin, 6zel olarak da
ciimle disi unsur ya da 6ge adi verilen climle 6gesinin 6gretiminde ciddi sorunlar yasandigi bir
gercektir. Buna bagl olarak s6z konusu terimden ve kavramdan otirl kafalarin karistigl,
zihinlerin bulandig da bir gercektir. Calismada ciimle disi unsur / 6ge denen bu cliimle 6gesinin
terim ve kavram olarak ozellikle Cagdas Turkiye Tirkcesinin ana dili egitimi sirecinde dil
diizenegi 6gretiminde ortaya cikardigi sorunlar, yol actigi kafa karisikligi, zihin bulanikligi ele

alinmaktadir. Bu sorunlar konusunda gesitli dneriler sunulmakta, ¢dziim yollari dnerilmektedir.

2. Cagdas Tiirkiye Tiirkcesi Dizim Betimi Calismalarinda Ciimle Ogelerinin Ele Alinisina

Genel Bir Bakig

Cagdas Turkiye Turkcesindeki climle 6geleri ve siniflanmalari genellikle dil betimi (dilin
isleyis diizenini, mekanizmasini, dil diizenegini ele alip ¢c6ziimleme-betimleme-aciklama siireci
olarak gramer, dil bilgisi), dizim betimi (dilin dizim dlizenegini ele alip ¢6zliimleme-betimleme-
aciklama stireci olarak sentaks, s6z dizimi) calismalarinda kimi terim ayrimlariyla, kimi degisik

bolitlestirmelerle (kategorilestirmelerle), birbirinden az ¢cok ayrimli anlayislarla ele alinmustir.

Sozgelimi kimi yapitlarda birtakim degisik terimler gorullr: “Yiiklet (Le Sujet) [‘0zne’
anlaminda-R.U.], Arizi (Incident) [‘sonradan olan, gegici, egreti’ anlaminda-R.U.] veya Belirtken
Hadler: A) Vésif (Na’at) (Epithéte) [‘sifat, niteleyici’ anlaminda-R.U.], B) Belirtici (Tayin Edici)
Tiimle¢c (Complément Déterminatif)” (Deny, 1941: 774); “S6ylem (Prédicat) [‘eylem ciimleleriigin
yiiklem’ anlaminda-R.U.], Yiiklem (Attribut) [‘ad ciimleleri igin yiiklem’ anlaminda-R.U.], Nesne
Tiimleci [‘nesne’ anlaminda-R.U.], Dolay Tiimleci [‘dolayli timle¢’ anlaminda-R.U.], Ula¢
[‘belirteg (zarf)’ anlaminda-R.U.], Ulak [‘sifat’ anlaminda-R.U.], Déndiirme¢ [Anlami anlasilamadi-
R.0.)” (Emre, 1945: 272-406); “Kimse (Yiikalan) [‘6zne’ anlaminda-R.U.], isimleme (Déterminant
Nominal, Complément Indirect) [hem ‘dolayh timle¢’ / ‘yer tamlayicisi’, hem de ‘belirtec (zarf)
timleci / tamlayicisi, ilgec (edat) tiimleci, ilgecli (edath) tiimle¢’ ile ‘zarf anlaminda-R.U.],
Zarflama (Déterminant Adverbial, Complément Circonstanciel) [biitlinlyle olmasa da, ‘belirteg
(zarf) timleci / tamlayicisy, ilgeg (edat) timleci, ilgecli (edath) timle¢’ ile ‘zarf’ anlamina oldukca
yakin-R.U.]” (Banguoglu, 1986: 524-531); “Yiikleyen (Yiiklem), Yiiklenen (Ozne), Dodrudan
Tamlayici / Nesne, Dolayli Tamlayicilar (Yer Tamlayicisi, Zarf Tamlayicisi)” (Glanes, 1997: 368-
375); “Yardimci Unsurlar : Yer Tiimleci, Zaman Tiimleci, Sebep Tiimleci, Durum Tiimleci, Vasita

Tiimleci, Ol¢ii Tiimleci; Dolayli Tamlayicilar [Sonuncusu; kimi yapitlardaki Ciimle Disi Unsurlar /
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Ogeler karsiliginda]” (Ustiiner, 1998: 29-30); “Belirten (‘sifat, niteleyici’ anlaminda-R.U.), Zarflik

[‘belirteg (zarf) tumleci / tamlayicis’ gibi; ‘dolayli timle¢ / yer tamlayicisi ve diiz / dogrudan
tiimleg / tamlayic’’ disindaki timleg / tamlayici tiirleri ile ‘zarf’ icin-R.U.], Dolaysiz Nesne (‘nesne,
diiz / dogrudan tiimle¢’ anlaminda-R.U.), Dolayli Nesne (‘dolayli tiimleg, yer tamlayicisi’ anlamin-
da-R.U.)” (Mehmedoglu, 2006: 7-100); “Aciklama Tiimleci, Pekistirme Tiimleci, Unlem Tiimleci,
Baglama Tiimleci (Her biri kimi yapitlardaki Ciimle Disi Ogeler / Unsurlar karsiliginda-R.U.)”
(Delice, 2007: 159-162); “Belirteclik (Ttiimleg) [‘dolayli timleg / yer tamlayicisi, belirteg (zarf)
timleci / tamlayicisy, ilgec (edat) timleci, ilgecli (edatl) timle¢’ gibi ‘diiz / dogrudan tumlec /

tamlayic’’ disindaki tiimleg / tamlayici tiirleri ile ‘zarf’ icin-R.0.]” (Unal, 2010a: 23-24, 26-29).

Arastirmacilar Cagdas Turkiye Tirkgesindeki ciimle ogelerini degisik bakis acilariyla
dbekleserek siniflamis goériinmektedirler. Ornegin “Yiiklem (Fiil), Ozne (Fail), Nesne, Yer
Tamlayicisi (Dolayli Tiimleg), Zarf, Ciimle Disi Unsurlar (Ogeler, Ogeler)” biciminde siniflayanlar
az degildir (Ergin, 1984: 398-401; Karahan, 2018: 13-38; Goker, 2001: 64-81; Ozkan, 2004: 119-
208; Erkul, 2004: 24-42; Giilensoy, 2005: 429-434; Keskin, 2007: 199-216; Ozkan-Seving-li, 2008:
95-126; Kiiltiiral, 2009: 35-43; Karaagag, 2012: 501-512). Mesela “Yiiklem (Yiikleyen), Ozne
(Kimse / Yiikalan, Yiiklenen), Nesne, Dolayli Tiimleg (isimleme, Yer Tamlayicisi, Yer Tiimleci), Zarf
/ Belirteg Tiimleci (Zarflama, Zarf Tamlayicisi, Zarf)” biciminde bélimleyenler de vardir (Demiray,
1980: 201-202; Banguoglu, 1986: 524-531; Simsek, 1987: 45-164; Beserek, 1991: 45-47; Glines,
1997: 368-375; Demir-Yilmaz, 2006: 208-212; Sarica, 2015: 25-84; Balyemez, 2016: 177-195).
Ayrica 6rnegin “Yiiklem, Ozne, Nesne, Dolayl Tiimleg, llgegli / Edatl Tiimle¢ (ilge¢ / Edat
Tiimleci)(Obekte llge¢ Bulunan Tiimlegler / ilgecli Obekler), Belirte¢ / Zarf Tiimleci” seklinde
siniflayan arastirmacilar pek ¢oktur ve anlayislari olduk¢a yaygindir (Burdurlu, 1974: 13-42;
Dizdaroglu, 1976: 13-163; Saglam, 1977: 30-121; Atabay-Ozel-Gam, 1981: 20-64; Ediskun, 1988:
328-364; Kog, 1990: 358-401; Bozkurt, 1991: 79-88; Gencan, 2001: 101-136; Ulas, 2003: 1-21;
Bozkurt, 2004: 209-235; Bilgin, 2006: 446-500; Eker, 2009: 392-397). Bu arastirmacilar arasina
kiigiik bir ayrimla biri daha katilabilir: “Yiiklem, Ozne, Tiimle¢ (Belirtili Nesne, Belirtisiz Nesne, Diiz

Tiimleg, Dolayl Tiimleg)” (Hatiboglu, 1982a: 100-142).

Bunlarin disindaki kimi arastirmacilarin siniflamalari ise oldukgca 6zglindir: “Séylem
(Prédicat) [‘eylem ciimleleri icin yiiklem’-R.U.] / Yiiklem (Attribut) [‘ad climleleri i¢in yiiklem’-
R.U.], Ozne, Nesne / Nesne Tiimleci, Dolay Tiimleci, Ula¢ [‘belirte¢’-R.U.], Ulak [‘sifat’-R.0.),
Déndiirmeg [?-R.U.]” (Emre, 1945: 272-406); “Temel Ogeler : Ozne, Fiil, Nesne, Tamlayici ve Zarf;

Yardimci Ogeler : Unlem ve Baglag” (Korkmaz, 1992: 33); “Temel Unsurlar : Yiiklem, Ozne, Nesne;
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Yardimci Unsurlar : Yer Tiimleci, Zaman Tiimleci, Sebep Tiimleci, Durum Tiimleci, Vasita Tiimleci,
Olgii Tiimleci; Dolayli Tamlayicilar [Sonuncusu; kimi yapitlardaki Ciimle Disi Unsurlar / Ogeler
karsiliginda-R.U.]” (Ustiiner, 1998: 29-30); “Yiiklem, Ozne, Nesne, Belirten [‘sifat, niteleyici’
anlaminda-R.U.], Zarflik” (Mehmedoglu, 2006: 7-100); “Yiiklem, Ozne, Nesne, Dolayli Tiimleg,
Zarf Tiimleci, Agiklama Tiimleci, Pekistirme Tiimleci, Unlem Tiimleci, Baglama Tiimleci” (Delice,
2007: 150-162); “Yiiklem, Ozne, Nesne, Belirte¢lik [Bu sonuncusu; ‘dolayli tiimleg’/ ‘yer
tamlayicisi’ ve ‘belirteg (zarf) timleci / tamlayicisi, ilge¢ (edat) timleci, ilgecli (edath) timleg¢’ ya

da ‘belirteg (zarf)’ anlamin-da-R.U.]” (Unal, 2010a: 23-24, 26-29).

Cagdas Tirkiye Tirkgesinin ciimle o6gelerini inceleyen arastirmacilarin ¢cogu nesne
ogesini tiimle¢ / tamlayici denen dgenin bir alt 6gesi olarak Nesne Tiimleci, Diiz / Dolaysiz Tiimle¢
ya da Dogrudan Tiimle¢ / Tamlayici biciminde adlandirir (Deny, 1941: 774; Emre, 1945: 288, 290
v.d.; Dizdaroglu, 1976: 77; Saglam, 1977: 31, 73; Atabay-Ozel-Cam, 1981: 47, 49, 51; Ha-tiboglu,
1982a: 100, 128-136; Simsek, 1987: 45-46; Ediskun, 1988: 348-352; Bozkurt, 1991: 80, 85-86;
Beserek, 1991: 45; Glines, 1997: 373-374; Gencan, 2001: 121-125; Goker, 2001: 75; Ulas, 2003:
12-14; Bozkurt, 2004: 219-227; Bilgin, 2006: 469; Ozkan-Sevingli, 2008: 95; Kiiltiiral, 2009: 38).
Nesneyi acikca bir timlec tlrl olarak ele almaktan kaginanlar ve o sekilde ele almayanlar da
vardir (Burdurlu 1974: 26-30; Demiray, 1980: 201-202; Ergin, 1984: 399-401; Karahan, 2018: 25-
28; Ozkan, 2004: 205-206; Erkul, 2004: 37-39; Demir-Yilmaz, 2006: 208, 210-211; Keskin, 2007:
208-210; Delice, 2007: 157; Karaagag, 2012: 508-509; Eker, 2009: 392-393, 396-397). Bazi
arastirmacilarin bu konudaki tutumu acik degildir ve yer yer celiskilidir (Banguoglu, 1986: 527-
530; Gulensoy, 2005: 429-430, 433-434).

iki aragtirmaci nesne ciimle égesini tiimle¢ anlaminda kullanarak Dolaysiz Nesne, Dolayli
Nesne seklinde nesne (tiimleg) tirleri 6nermistir (Mehmedoglu, 2006: 27-40; Sebzecioglu, 2016:
192-198). Bu adlandirma (tiimleg yerine nesne adlandirmasi) ve siniflama her seyi alt Ust edecek,
Ustelik sorunlari daha da iginden ¢ikilamaz duruma getirebilecek bir adimdir; bu gibi adimlardan

olabildigince uzak durmak gerekir.

Cagdas Turkiye Tiirkcesinde cimle ogelerini ele alan arastirmacilarin bu ogeleri
incelerken kimi ortak anlayislari da vardir. Ornegin hemen hemen sozii edilen biitiin
arastirmacilar Yiiklem ve Ozneyi Ana ve Zorunlu, 6teki 6geleri Yardimci ve Se¢imlik Ogeler olarak
gorir. Yalnizca Ustiiner Yiiklem ile Ozneye ek olarak Nesneyi de Temel Unsur sayar (1998: 29),

Demir-Yilmaz ise D6rt Temel Oge olarak Yiiklem, Ozne, Nesne ve Tiimleci siralar (2006: 208).
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Ayrica s6zU edilen bitin arastirmacilar Yiklemi ciimlenin yonetici, gorevlendirici, bas
ogesi olarak disindrler (Unal, 2010b: 451). Bunu c¢ogu agikca dile getirirken bazilari da
dolayisiyla belirtir (a.g.y., a.s.).

Bu anlatilanlardan sonra, simdi Cagdas Tiirkiye Tirkcesindeki ciimle dgeleri izerine bu
c¢alismanin yazarinin kendi degerlendirmeleri belirtilmelidir. Buna gbre Cagdas Tirkiye
Tiirkgesinde ciimle égeleri sunlardir: Ana ve Zorunlu Ogeler : Yiiklem, Ozne (Sézciik olarak ayrica
belirtilse de, belirtilmese de), Nesne (Yiiklemde gecisli eylem bulunmasi durumunda ya da
ylikleme durumu ardilindan bagka bir ad durumu ardili tasiyan nesne islevli 6genin ardili eylem
istemi kaynakli olarak zorunluysa); Yardimci ve Secimlik Ogeler : Belirteclik [‘dolayli timleg’ / ‘yer
tamlayicisi’ ve ‘belirtecg (zarf) timleci / tamlayicisi, ilgec (edat) timleci, ilgecli (edath) timle¢’ ya

da ‘belirtec (zarf)’ anlaminda], Baglayici, Katki Verici.

2.1. Gagdas Tiirkiye Tiirkgesi Dizim Betimi Calismalarinda Ciimle Disi Unsur / Oge

Terimi ve Kavrami

Simdi bu calismanin asal konusu olan Ciimle Disi Unsur / Oge konusundan sdz etmek
gerekiyor. Cagdas Turkiye Turkcesindeki climle ogelerini ele alan bazi arastirmacilar
siniflamalarinda ctimle disi unsur / 6ge adini verdikleri ve genellikle ciimlenin kurulusuna
dogrudan dodgruya katilmayan, ara climleler / ara sézler, baglama edatlari / badglaclar,
seslenmeler / hitaplar, inlemler, inlem edatlari, tnlem gruplari gibi unsurlar biciminde
tanimladiklari bir unsura yer vermislerdir (Ergin, 1984: 401; Karahan, 2018: 36-38; Goker, 2001:
80-81; Ozkan, 2004: 208; Erkul, 2004: 42-43; Giilensoy, 2005: 433; Keskin, 2007: 215-216; Ozkan-
Sevingli, 2008: 124-126; Kiltural, 2009: 42-43; Karaagag, 2012: 512; Sarica, 2015: 81-84;
Balyemez, 2016: 191-195).

Bu arastirmacilardan Ergin (1984) ciimle disi unsurlan “Ciimlede bu unsurlardan baska
bir de baglama ve (inlem edatlari veya Ginlem guruplari bulunabilir. Fakat bunlar esas hareketle,
fiille ilgili olmayan ve climleye sadece ilave edilmis bir durumda bulunan unsurlardir.
Umumiyetle climlelerin baslarinda, sonlarinda ve climleler arasinda bulunurlar. Parantez
seklinde ctimle igine girdikleri de gorilebilir. Bunlara climle disi unsurlar adini veriyoruz”

biciminde tanimlamakta, agiklamaktadir (401. s.).

Bir baska arastirmacinin (Kultiral, 2009) aradan gecen 35 yila karsin bu tanimla /
aciklamayla neredeyse sozcUgl sozcUgiine ayni ciimle disi unsur tanimini / acgiklamasini

yapabilmesi ise ¢ok dikkat cekici, dahasi; sasirticidir: “Climlede bu unsurlardan baska bir de
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baglama ve linlem edatlari veya linlem gruplari bulunabilir. Bunlar esas hareketle, fiille ilgili
olmayan ve climleye sadece ilave edilmis bir durumda bulunan unsurlardir. Genellikle ciimlenin
basinda, sonunda bazen de climleler arasinda bulunurlar. Bu unsurlar cimle disi unsurlardir”
(42. s.). Hemen hemen 6zdes anlatma bigimiyle sasirtici olan baska bir tanim / aciklama da
soyledir: “Climlede bulunan fakat asil hareket ve fiille ilgili olmayan unsurlar ciimle disi
unsurlardir. Bunlar, baglama, (inlem edatlari ile (inlem gruplarindan meydana gelebilir.
Genellikle ctimlelerin baslarinda, sonlarinda ve aralarinda bulunan bu unsurlarin, cimlenin
ylklemi ile bir ilgisi yoktur. Ah, bu da miis? Ya, 6yle mi olmus cimlelerindeki ah, da, ya kelimeleri

buna 6rnektir” (Yavuz-Yetis-Birinci, 1999: 153).

Ciimle disi unsur icin benzer bir baska tanim / acgiklama da soyledir: “Climlenin
kurulusuna katilmayan, dolayl olarak ciimlenin anlamina yardimci olan baglaclar, tGnlemler,
Unlem gruplari, hitaplar ciimle disi unsurlardir. Bu unsurlar cimlenin basinda, sonunda veya

icinde bulunabilirler.
Ama tabancasinin namlusu artik gevsek ve kararsizdi (Bugra 1997: 346)
Vah hocanim vah, neler gelmis ki senin basina! (Glintekin 1962: 122)
Ooo, severim ben tiyatrolari (llgaz 1992: 164)” (Sagol Yiksekkaya, 2006: 143).

Ciimle disi unsur Uzerine cok degisik bir degerlendirme de Rol ve Dayanak (Referans)
Dildiizenegi Yaklasimi kaynakli olarak verilir: “Bir cimlenin yapisi basitce su sekilde kurulur: [
(yuklem + unsurlari) + yikleme bagh olmayan unsurlar]. Bu goésterimde ciimlenin yliklemi 6z
(nucleus) olarak isimlendirilir. Oz ve buna bagl unsurlari iceren b&limiin adi ¢ekirdektir (core).
Yikleme bagl olmayan unsurlar da ciimle disi unsurlar (periphery) diye isimlendirilir. Bu sekliyle

de climlenin genel gosterimi asagidaki gibidir.
CEKIRDEK CUMLE DISI UNSUR 0z
Ali yemegini Mutfakta Yedi

(Erdem, 292-295)” (Oymak, 2012: 70-71).

Acikcasi; bu son degerlendirmenin ciimle disi unsur / 6ge kavramini abartarak ciimledeki
dizimsel gorevine gore belirteclik (dolayli timle¢ / yer tamlayicisi, zarf, belirte¢ / zarf
timleci,...v.b.) sayilmasi gereken mutfakta gibi bir ciimle 6gesini de ciimle disi unsur / ége

kapsamina almakla sonucta daha karisik bir siniflamaya gittigi goriliyor. Dogallikla bu
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degerlendirmede tek degisik yorum ciimle disi unsurun kapsamiyla ilgili degildir. Kavramlastirma
ve adlandirma bakimindan da bittintyle degisik bir yaklasim gorulir: Cimlede genellikle yiiklem
adiyla gérilmeye alisilan 6ge (6rnek ciimlede yedi 6gesi) 6z olarak adlandiriimistir. Gergekte bu
pek de garip degildir, ¢cinkl yiiklem denen 6ge zaten climlenin ydnetici, goérevlendirici, bas
ogesidir; cimlenin en 6nemli, 6z ogesidir. Ancak ornek cimledeki Ali yemegini oOgeleri
(6zne+belirli nesne) birlikte ele alinarak tek terimle adlandirilmakta, kavramlastiriimaktadir:
cekirdek. iste bu yorum, bu adlandirma, bu kavramlastirma ¢ok garip, cok sasirtici ve biitiiniiyle
dayanaksizdir. Ancak bu metinde konu ciimle disi unsur / 6ge oldugundan bu yorum,

kavramlastirma ve adlandirmalar lizerinde durulmayacaktir.

Sarica (2015); ciimle disi unsurlar / 6geler denen 6geleri eserinde ele alirken Ciimlenin
Olusumuna Dogrudan Katiimayan Ogeler bashgini agmis, ancak bu bashk altinda s6z konusu

ogeleri yine de ciimle disi unsur / 6ge bolitinde (kategorisinde) degerlendirmistir (81-84. s.).

Konuya goreli olarak 6zglin bicimde yaklasan arastirmacilardan Muharrem Dasdemir
(2015) biraz daha degisik ve kabul edilebilir bir terim kullanir: Ciimle Ustii Ogeler. Terimin
tanimini, dolayisiyla kapsamini da soyle belirtir: “Climleye istirak etmesine ragmen, cliimlede
belirtilen ‘yargi’yla degil; szl treten ‘konusmaci’yla ilgili olan dgelere ciimle (istii 6ge denir. Bu
ogeler cimlenin ifade ettigi yargida degisiklik yapmaz; sadece konusucunun yargi hakkindaki
tutum ve disincelerini gosterir. Cimlenin diger climlelerle (metinle) nasil irtibatlandirildigini
gosteren climle baglaglari (CB), kimin muhatap alindigini gésteren hitap bloklari (HB), cimlede
belirtilen yarginin konusmaci tarafindan nasil karsilandigini / yorumlandigini gésteren ciimle

sonu edatlari (/+c/, /+so/, /+k/, E) ve ara climleler (AC) bunlari teskil eder” (141.s.).

Karaagac (2012); ciimle disi 6geler olarak adlandirdigi 6gelere iliskin olarak sunlari dile

getirir:

“Clmlenin kurulusuna katilmayan; fakat ciimle ogeleri ve ciimleler arasinda baglanti
kurarak metnin olusmasini saglayan égeler, cimle disi 6gelerdir. Cimle disi 6geler, cimleler
arasi metin Ogeleridir; bu ylzden, metindeki herhangi bir yiklemle iliskilendirilemezler:
Unlemler ve Ginlem &bekleri ile her tiirden baglama edatlar boyle égelerdir: Hey!; Baksana!;
Ordular, ilk hedefiniz Akdeniz’dir ileri!l; Ey Tiirk gencligi!; Evet! Simdi dedigimize geldiniz mi?; Bu
gérevi Ayse yahut Ali yerine getirsin.; Varsin istedidini yapsin, bizi hic ilgilendirmez.; ilahi

kardesim! Bakiyorum, sen de olmadik seylere aklini takiyorsun vb.

Ciamle disi 6gelerin kullanimi:
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a. Baglayicilar: Bitlin baglayicilar, cimle disi 6gelerdir. Climleler, aralarindaki siralama,
denklestirme, karsilastirma, agiklama, neden, sonug, onama, ret vb. iliskilerle birbirine
baghdirlar. Bu baglantiyi saglayarak metni olusturan edatlar, cimleler arasi 6geler, yani

metin ogeleri olduklari icin ciimle disi 6gedirler: Basarisiz oldum; ¢linkii calismamistim.

b. Unlem ébekleri: Bitiin Ginlemler ve (inlem dbekleri, ciimle disi dgelerdir. Unlem &begi,
climle icinde, sonunda, 6niinde bulunabilir; fakat linlem 6beginin, icinde, 6niinde veya
sonunda bulundugu climle ile bir ilgisi yoktur. Kendi basina bir ciimle olusturamayan
Gnlem o6begi, cimle degil, dil kullanicisinin cimlede s6z konusu olan olay hakkindaki
gorislini ya da duygusunu bildiren ciimleler arasi ve bu ylizden, metindeki hicbir
yikleme baglanamayan bir cimle disi 6gedir” (512. s.). Bu aciklamalarindan
anlasildiginca; Karaagac (2012) sanki ciimle disi ége / unsur teriminin dil bilimi
bakimindan 6ziilstiz (temelsiz), bos ve anlamsiz olusundan o6tlirl elestiriimesine karsi
savunmaya ge¢mis gibidir. Ancak yine de bu dil betimi arastirmacisinin ciimle disi unsur
/ 6ge denen Ogeler Gizerine climle 6geleri arasi, ciimleler arasi iliskileri saglama, metin
icinde climleleri baglama gorevlerinden s6z ederek yaptigl aciklamalar butiintyle

yerindedir.

Goker (2001) ciimle disi 6geler dedigi climle 6geleri Gzerine olan anlatimlarinda;
cimlede yiklemle dil diizenegi agisindan ilgisi olan 6gelerin disinda yiklemle boyle bir ilgisi
olmayan ogeler de bulunabilecegini, bunlara her ciimlede denk gelinmedigini de belirtir. Dil
diizenegi bakimindan yiklemle ilgisi olmayan ogelere dil betimi calismalarinda ciimle disi
ogeler/Ggeler adi verildiginden s6z eder. Bunlarin baglama ve tnlem edatlar ile Gnlem ve
seslenme gruplari oldugunu dile getirir. Arastirmaci baglama edatlarinin (baglaglarin) kimileyin
ciimlede ciimlenin ogelerini de birbirine bagladigini agiklar. Bu durumda bu baglayici 6gelerin
yuklemle dil diizenegi agisindan ilgileri olmadigini, dolayisiyla yiiklemin anlamini dogrudan
dogruya etkilemediklerini dillendirir. Arastirmaci yazar bu gibi durumlarla genellikle ayni 6genin
bir climlede birden ¢ok bulunmasiyla olusturulan ciimlelerde karsilagildigini da ekler. Ornek

olarak Cagdas ile Abdullah okula gitti cimlesindeki kullanimi verir.

Ayni yazar ciimle disi 6ge olabilen baglama edatlarini, baska deyisle baglaclari ve, ile, il3,
ya, veya, yahut, veyahut, fakat, meger, eger, gerci, her ne kadar, ¢linkli, mademki, sanki, yeter

ki, megerki ...bg olmak lizere drnekler.

Ayrica Goker (2001) linlemlerin de kimi durumlarda ciimlede dil diizenegi agisindan

yiiklemle bag olmayabilen dil birimleri oldugunu belirtir. Unlem gibi kullanilabilen sézciik
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obekleri ve ciimleler de bulunabileceginden s6z agar. Devletimizin banisi, milletimizin sadik ve

vefakar hadimi essiz_kahraman ATATURK! Vatan sana minnettardir (ismet INONU) 6rnek

cimlesinde alti ¢izili b6limin sozcik 6begi oldugunu dile getirir ve Ginlem olarak kullanildigini

anlatmak ister.

Adi gecen arastirmaci ciimlede ciimle disi 6ge olarak yer alabilen tGnlemleri ah, vah,
eyvah, ay, vay, ey, of, &f, tiih, pat, a, hey, yahu, bire, ulan, han [‘hah’ olsa gerek-R.U.], iste, aha,
nah, evet, hayir,..vb olmak lzere gosterir. Bunlardan kimilerinin yerine gore bir cimleyi tek

basina temsil edebilecegini de ekler.

Goker’e gére (2001) iinlem &bekleri de kimileyin yiiklemle iliskili olmayabilir. Ornegin;

Ey Tirk gencligi! Birinci vazifen Tirk istiklal ve cumhuriyetini ilelebet muhafaza ve mii-dafaa

etmektir (Gazi Mustafa Kemal).

Ayni yazar konusmalarda ¢ok denk gelinen seslenme yapi ya da bigimlerinin de ciimle

disi 6ge sayildigini belirterek Sana ey canimin cani_efendim // Kirildim, kistiim, incindim,

glicendim ciimlelerinde ey canimin cani efendim yapisinin seslenme 6begi oldugunu, cimlede
kendisinden sonra yer alan sozciik 6begiyle dil dliizenegi acgisindan ilgisi olmadigini aciklayip ek

ornekler olarak da;

ilaht Sinan! Ey susan ve konusan hacimlerin sairi; ey maddenin uykusuna kendi nabzi-nin

ahengini hepimizin imaniyla beraber geciren! (Ahmet Hamdi TANPINAR)

Vicdan; onu herkes yireginde tasimaz; dilinde, midesinde, hatta clizdaninda tasiyanlar

vardir ciimlelerindeki seslenme 6beklerini ve konu baslatici sozcikleri verir.

Adi gecen yazar ek bilgi ve goris olarak seslenme ve linlem dbeklerinin ciimle disi 6geler
olarak degerlendirilmesi gerektigini dile getirir. Ayrica bu yapilarin hiikiimsiiz iinlem ciimlesi
terimiyle adlandiriimasinin mantik bakimindan cimlenin tanimina ters distiginid belirtir (80-

81.s.).

Balyemez (2016); ciimle disi unsur / 6ge denen climle 6geleri igin ...climle icinde yiikleme
dogrudan baglanamayan, yiikleme sorulan sorulara cevap vermeyen ancak climledeki anlamla
dolayli yollardan iliskili olan unsurlara ciimle disi unsur adi verilir. Ara sézler, ara ciimleler,
tinlemler, iinlem gruplari, hitaplar ve baglama edatlari (baglaclar) ciimle disi unsur olarak gérev
yapar. Ancak ctimle icindeki her baglaci ‘ciimle disi unsur’ olarak dederlendirmek dodru degildir.
Mesela ‘Ali ve Mehmet, okula gitti’ ciimlesindeki ve baglaci, ciimle [disi-R.U.] unsur degildir;

6znenin igcindedir, baglama grubu kurmustur. Ciimle disi unsur olan baglaglar, genellikle iki ciimle
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arasinda anlam iliskisi kuran ciimle baglayicilaridir biciminde agiklamalar ve degerlendirmeler
yapar (192. s.). BalyemeZz'in ciimle disi unsur / 6ge denen climle 6geleri icin belirttigi ve ciimle
icinde ylikleme dogrudan baglanamama, yiikleme sorulan sorulara cevap vermeme biciminde
saptadigi 6zellikler; cimle ¢bzimlemelerinde ciimle disi unsur / 6ge goriip degerlendiren bitin
Tlrkiye Tlrkcesi dil bilgisi arastirmacilarinin da asagi yukari 6zdes anlatimlarla saptadigi ortak

ozelliklerdir.

Bltuin bunlarin disinda; bir yanilsamayla ciimle disi unsur / 6ge denen terim-kavramla
dzdes gibi goriilen, ancak gercekte bambaska bir sey olan, cagcil dil bilimindeki eklenti (ing.
adjunct, Fr. adjoint) terimi-kavramindan séz edildigine denk gelinir. Bu terim-kavramin soyle

tanimlariyla karsilasihr:

“eklenti (Alm. Adjunkt, Fr. adjoint, ing. adjunct). Bir timcede yapisal bakimdan zorunlu

olmayan her tir kurucu 6ge” (Vardar, 2007: 91).

“eklenti (adjunct) s6zdizim 1- Uretici Dilbilgisinde, bir tiimcede yapi bakimindan zorunlu
olmayan, se¢cmeli ikincil 8ge; drn. Ben diin okula gittim tiimcesinin [timcesinde-R.U.] diin eylem
dbeginin eklentisidir. 2- Uretici Dilbilgisinde, herhangi bir sozliiksel bas tarafindan secilmemis,
Asamali-X Cizelgesine gore niteleyen konumundaki 6ge. Eklentiler, eylem 6begi icinde ‘zaman’,
‘tarz’ ve ‘yer’ gosteren sozliiksel ya da timcesel (bkz. eklenti timcecigi) 6gelerdir: Ali diin burada
ansizin hastalandi timcesinde diin, burada, ansizin sirasiyla zaman, yer ve tarz belirten
eklentilerdir. 3- Kimi dilbilimciler (Quirk) bu terimi belirteclerin bir altkimesini anlatmak icin

kullanirlar” (imer-Kocaman-Ozsoy, 2011: 114).

Bu tanimlardan, acgiklamalardan goérilebilecegi, anlasilabilecegi gibi ciimle disi unsur /

6ge terimi-kavrami ile eklenti terimi-kavrami igerik ve kapsamca higbir bigimde 6rtiismez.

Burada yeniden ana konuya donilmesi gerekiyor ve simdi su belirtilmeli: Ciimle disi
unsur / ége terimi ¢ok celiskilidir. Dili tutarli bir bicimde inceleme-arastirma amaci olan bir dil
bilimcinin asla kabul edebilecegi bir terim degildir; gercekte climlenin iginde yer almasina karsin

disinda degerlendirilen bir 6ge nasil distndlebilir?

Bu konuda elestiride bulunan arastirmacilar da vardir [Ustiiner, 1998: 28 (Onerisi Dolayli
Tamlayicilar); Ozmen, 1995 (Onerisi Bagimsiz Tiimle¢); Demir-Yilmaz, 2006: 208 (Terimi
kullanmamayi yegliyorlar); Mehmedoglu, 2006: 141-143 (Onerisi Ciimle Ogesi Olmayan Yardimci
Kelimeler)]. Kerimoglu (2019) s6z konusu climle dgeleri icin degisik 6neri olmak lizere Bagimsiz

Tiimleg, Dolaysiz Tamlayici ile birlikte Céziim Disi Ogeden sdz eder, ancak bu son éneriyi de, dbiir
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ikisini de 6nerenlerin kimler oldugunu belirtmez (Kerimoglu, 2019: 179). Gergekte bu tir ciimle
ogelerinin kapsamina bakildiginda bu 6gelere ctimle disi unsurlar / 6geler yerine Baglayicilar ve

Katki Vericiler denebilir.

2.1.1. Cagdas Tiirkiye Tiirkgesinin Egitimi-Ogretimi Agisindan Ciimle Disi Unsur / Oge

Terimi ve Kavrami

Ciimle disi unsur / ége terimi ve kavrami gerek Cagdas Turkiye Turkgesinin ana dili
egitiminde, gerekse yabanci / ikinci dil olarak ogretiminde kuskusuz, gercekten cok kafa
kanstiricidir. Ogreticinin s6z konusu terim-kavrami 6gretmeye calisirken, aciklarken cektigi
cetinlik de, 6grenenlerin yine bu terim-kavrami 6grenmeye, anlamaya ugrasirken yasadigi glicliik
de cok buyilk boyutludur. Bitlin bu sirecler agisindan bakildiginda ortada soyle bir gérinim
vardir: Cimlenin bitlnltugil icinde, gercekte ciimle icinde yer alan kimi dgeler Cagdas Tirkiye
Tirkgesi dil dlizenegini ve dizim diizenegini inceleyen birgok yapitta climle disi sayilmaktadir. Bu
yapitlar Cagdas Turkiye Tirkcesinin ana dili ve yabanci/ikinci dil olarak egitimi-6gretimi
alanlarina kuramsal veri tabani, dahasi bu yapitlar arasinda kimileri uygulama destegi
sagladigindan sorunsalin 6nemi ve etkisi katlanarak artmaktadir. Dolayisiyla; sorun son kertede
ciddi boyuttadir. Bu bakimdan s6z konusu terim-kavramin yol actigi sorun ivedilikle ¢ozil-
melidir. Bunun icin de Cagdas Turkiye Tirkcesi dil diizenegindeki bircok baska konu gibi bu konu
da 6zel olarak ele alinmahidir. Ayrica bu konu yeni, bilimsel acidan dogru ve yerinde yaklasimlarla
yeniden incelenmeli, s6z konusu terim-kavram dil bilimsel olarak benimsenebilir bicimde

degerlendirilip yorumlanmali, adlandiriimalidir.
3. Sonug, Tartisma ve Oneriler

Calismanin sonuna gelindigi bu anda sorunsal tizerine Cagdas Tirkiye Turkgesi dil betimi
ile dizim betimi yapitlari Gzerinden yapilan gozlemlerden yola gikilarak durum saptamasi ve

¢6zim onerileri soyle dile getirilebilir:

1. Cagdas Turkiye Tiirkgesi dil diizenegini ve dizim dlizenegini ele alip inceleyen birgok
eserde Ciimle Disi Oge / Unsur terimi-kavrami son kertede yaygindir. Ancak s6z konu-su

terim-kavramin kullanimi bilimsel, dil bilimsel agidan dogru ve yerinde degildir.

a- Salt arastirma-inceleme yaklasimi, salt kuramsal yaklasim agisindan dogru ve yerin-de
degildir.

b- Cagdas Turkiye Tlrkgesinin ana dili ve yabanci / ikinci dil olarak egitimi-6gretimi, yani

uygulamali yaklasim, kilgi agisindan dogru, yerinde degildir.
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2- Sozkonusu terim-kavram gagcil dil bilimsel dlgutlerle yeniden ele alinip incelenmeli,
degerlendirilmeli, adlandiriimalidir. Bu satirlarin yazarinin; sirecin bu kesitinde
terim-kavrami adlandirma o©nerisi kavramin kapsamina uygunlugu gbéz Online

alindiginda Baglayici(lar) ve Katki Verici(ler)dir.

3- Bu terim-kavram gibi; Cagdas Tirkiye Tiirkcesindeki bircok sorunsal da yeniden ele
alinip incelenerek degerlendiriimeyi ve ¢oziilmeyi beklemektedir. Cagdas Tirkiye
Turkgesi dil betimi, dizim betimi yapitlari Cagdas Tirkiye Tiirkcesinin ana dili ve
yabanci / ikinci dil olarak egitimi-6gretimi agisindan ¢ok énemli bir dayanak ya da
yaslanilan kuramsal veri tabani, bir uygulama destegidir. Bu bakimdan Cagdas
Turkiye Tirkgesi dil betimi, dizim betimi yapitlarinin hazirlanmasi, diizenlenmesi,
yazilmasi da ¢ok onemlidir. Bu isler de bu degerlendirme siirecleriyle ve ¢6ziim

calismalariyla gerceklestirilmelidir.
CIKAR CATISMASI BEYANI
Yazar bu calismasinda herhangi bir sekilde cikar ¢catismasi olmadigini beyan eder.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazar bu galismasinda arastirma ve yayin etigine uyuldugunu beyan eder.
YAZAR SORUMLULUK BEYANI

Yazar bu ¢alismanin her asamasini kendisinin yaptigini beyan eder.
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1. Introduction

Language is a system that brings societies together on a common ground, ensures the
formation of certain accumulations and transfers them to future generations, develops and
changes over time within the framework of the rules, has the rule known by the society in which
it is spoken, and provides communication within the framework of these rules. The absolute tool
for people to express themselves in various ways is language. Language both expresses mental
accumulation and enables us to transfer this accumulation to other people, that is, to
communicate. In order for this communication to take place in an efficient way, it is necessary

to give the same reactions to the same signs, that is, to speak the same language.

With the technological developments in recent years, in the changing world order,
countries have become globalized in terms of economy, trade, technology, education. The
importance of communication has gradually increased, and the interaction of the societies living
in the world and the individuals who have shaped themselves in the culture of the societies has
become easier. With this interaction, the necessity of learning a language has emerged so that
individuals from different societies could communicate with each other. There are many reasons
for people to learn a language other than the language they were born in (Durmus, 2013). In
addition to the compulsory situations caused by forced migration, war, education, religious and
commercial relations, cultural agreements between countries, the curiosity to know and
understand a new culture, and the interest in the prominent people in that society push
individuals to learn a new language. Because people have started to learn languages even for
reasons such as getting to know the country where a TV series was filmed or better

understanding for the well-known people they see on social media.

Turkish language, which has a deep history, has been used actively with different
branches for years. Turkish has a very old history and therefore has a great richness when
compared with other languages (Korkmaz, 2010). Turkish, whose importance has increased
considerably today, is enriching in terms of learning demand with Turkey's social, political and
economic relations (Sahin, 2013). The Turkish language has been taught not only as a mother
tongue but also as a foreign language in the historical process since its existence. Although the
teaching of a language spoken in such a deep-rooted and wide area as a foreign language is
considered normal, it is stated that it lags behind other languages with a high spoken rate in
terms of teaching foreigners and studies on this subject have been emphasized in the last twenty

years (iscan, 2015).
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Individuals in different age groups apply to courses in Turkey or abroad to learn Turkish

as a foreign language for various purposes. Especially, it is known that a large part of those who
attend courses in Turkey are foreign students who want to complete their higher education in
Turkey. The reason for this is that foreign students at the higher education level are seen as an
economic gain by the countries and the institutions where the education will be held, and
therefore, various opportunities are offered that attract the attention of students at the higher
education level (Yardimcioglu, Besel, & Savasan, 2017). While Turkey was a country that sent
students abroad for higher education purposes until the 1990s, it came to the fore in this student
mobility in line with the opportunities it provided to foreign students, and the relations
established with relatives’ communities, cultural agreements with various countries and events
such as the dissolution of the Soviet Union and the establishment of the Turkic Republicsin 1989.

As a result, intensive admission of foreign students started (Ozgetin, 2013).

Individuals from various nationalities apply to Turkish language teaching centers
(TOMERs) at universities after they are accepted to the higher education process in Turkey.
Turkish teaching centers, which were first opened in 1984 at Ankara University to teach Turkish
and Turkish culture, serve in most of the universities in our country (Gedik, 2017). In the study
conducted by Ozdemir (2020), it was stated that the number of Turkish teaching centers is
increasing gradually and there are 120 Turkish teaching centers providing effective service. As
of today, there are 135 centers teaching Turkish within universities in our country and it is clearly

seen that the denoted increase still continues.

It is expected that various activities of these centers, which are quite large in number
and serve for a common purpose under the roof of YOK (Higher Education Council), will also be
common. Because these centers certify that foreign students have successfully completed their
Turkish learning process with certificates, and state that they can continue their education at
other universities in Turkey. However, when the application is examined, it is seen that there is
no common understanding in student admission, the way the courses are conducted, the
textbooks used, the methods and techniques, assessment and evaluation processes. In this
study, it is aimed to describe how the assessment and evaluation step, which is as important as
the learning step, is carried out by Turkish teaching centers. In this direction, the base score
criteria of the Turkish teaching centers, which have increased in number with the increase in
private universities in recent years, according to the skills they have determined for the language

exams and the language levels in which they evaluate the students have been examined. When
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the literature is scanned, it has been seen that assessment and evaluation studies in the field of

teaching Turkish to foreigners are limited. In the study conducted by Durmus (2013), it was
stated that there is a gap in the standardization of Turkish proficiency and placement tests. In
the study conducted by Gedik (2017), it was stated that the assessment tools in private schools,
courses and universities in Turkey that teach Turkish as a foreign language do not fully meet the
needs of teaching Turkish to foreigners. It is thought that this study will lead to assessment and

evaluation studies in the field of teaching Turkish to foreigners.

In this study, it is aimed to determine the base scores of the Turkish language teaching
centers within the state and private universities in Turkey in the assessment and evaluation
process, and the score ranges they use to determine the level of students in terms of institution
type and experience. The problem of the research has been determined as "How are the level
determination criteria and course exam criteria of Turkish teaching centers in Turkey in terms
of institution type and experience?". In line with this problem, answers are sought for the

following sub-problems:

1. What are the base scores of Turkish language teaching centers (TOMER) within the

body of state and private universities according to language skills?
2. How is the base score of language skills regarding experience at TOMERs?
3. How is the success rate of levels at TOMERSs in state or private universities?
4. What is the success rate of levels in high- or low-experienced TOMERs?
2. Method
2.1. The Research Design

In this study, the websites and exam guidelines of the institutions were examined in
order to describe the assessment and evaluation process of Turkish language teaching centers
(TOMER) in private and state universities in Turkey. Therefore, the study was realized through
the document analysis method, one of the qualitative research methods. “Document analysis
includes the analysis of materials containing information about the facts or events that are

intended to be investigated.” (Yildirim ve Simsek, 2016:217).
2.2. Data Tools

In line with the purpose of the research, universities in Turkey were identified in the

database of the official website of the National Presidency of the Council of Higher Education
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(YOK) and Turkish teaching centers or language centers (TOMER) of the universities were

reached by their websites. 135 Turkish teaching centers have been determined to be currently
on service. When the websites and exam guidelines of these centers are examined, the
maximum variety was selected from the sample types for the centers, which include both the
level completion exam base scores and the language proficiency levels. Maximum diversity
sampling is “the determination of homogeneous and different situations related to the problem
examined in the universe and the study on these situations” (Buyukdztirk et al., 2020: 93). In
line with the examinations made on these documents, the data of 27 centers were discussed as
the focus of the study. These centers were examined in terms of serving within state and private
universities and having low experience (1 year and below) and high experience (10 years and

above) as displayed in Table 1 below.

Table 1
Sample of the Research
State Universities Private Universities Total
N % N % N %
1 year and below 1 3.7 2 7.4 3 11.1
2-5 years 7 25.9 2 7.4 9 33.3
6-9 years 11 40.7 0 0.0 11 40.7
10 years and above 3 11.1 1 3.7 4 14.8
Total 22 81.5 5 18.5 27 100.0

When the data in Table 1 are examined, it can be seen that 22 (81.5%) of the Turkish
teaching centersincluded in the sample serve within the body of state universities, and 5 (18.5%)
within the structure of private universities. It has been determined that there are 1 (3.7%)
TOMER in state universities and 2 (7.4%) in private universities, with a total of 3 (11.1) TOMERs
with 1 year or less experience. It has been observed that there are 9 (33.3%) TOMERs, 7 (25.9%)
in state universities and 2 (7.4%) in private universities, with 2-5 years of experience. It has been
observed that there are 11 (40.7%) TOMERSs in state universities with 6-9 years of experience,
and there are no TOMERSs in this range within private universities. It has been determined that
there are 3 (11.1%) TOMERs in state universities and 1 (3.7%) in private universities, a total of 4

14.8%) with 10 years or more of experience.
( ) y p
2.3. Data Collection

Information from 27 Turkish teaching centers, websites and exam guidelines were
collected. In line with this information, the base scores of the courses and the score ranges

determined by the students were examined in detail in terms of institution type and experience.
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2.4. Data Analysis

The data obtained in the research were analyzed by descriptive analysis method. In the
descriptive analysis, “the data obtained are summarized and interpreted according to the
previously determined themes” (Yildirim and Simsek, 2016:239). The data were analyzed by the
researcher. The findings were coded, grouped and presented in tables as frequency (f) and

percentage (%).
3. Findings

The findings related to the frequency distributions of the assessment and evaluation
process of Turkish teaching centers in Turkey include four sub-problems. The first sub-problem
is about the base scores on language skills at the Turkish teaching centers. In this direction,
"What are the base scores of Turkish teaching centers (TOMER) within the body of state and

private universities according to language skills?". Findings for the sub-problem are displayed in

Table 2.
Table 2.
Distribution Table for Language Skills Base Scores of TOMERs in Private and State Universities
Listening Reading Speaking Writing Grammar
Base Scores N % N % N % N % N %

9 Points 2 7.4 0 0.0 1 3.7 0 0.0 1 3.7

10 Points 3 11.1 2 7.4 2 7.4 3 11.1 3 11.1

i 12 Points 1 3.7 2 7.4 1 3.7 2 7.4 0 0.0

:‘é 12,5 Points 1 3.7 1 3.7 1 3.7 1 3.7 0 0.0

_E’ 13 Points 1 3.7 1 3.7 1 3.7 1 3.7 0 0.0

§ 15 Points 10 37.0 12 444 13 48.1 12 44.4 1 3.7

% 20 Points 1 3.7 1 3.7 0 0.0 0 0.0 0 0.0

& *50 Points 2 7.4 2 7.4 2 7.4 2 7.4 0 0.0

*60 Points 1 3.7 1 3.7 1 3.7 1 3.7 0 0.0

Total 22 81.4 22 814 22 81.4 22 81.4 5 18.5

° g 12 Points 1 3.7 1 3.7 1 3.7 1 3.7 1 3.4

};u' @ 15 Points 3 11.1 3 11.1 3 111 3 111 0 0.0

£ 3 *70 Points 1 37 1 37 1 3.7 1 37 0 00

5 Total 5 18.5 5 18.5 5 18.5 5 18.5 1 3.4

*50, 60 and 70 points are evaluated out of 100. For the success of the course, evaluation is made on the
average of the sum of the scores obtained from the skill exams.

When Table 2 is examined, TOMER's course completion exam base points are examined
under two headings, state and private universities, according to the type of institution. When
22 (81.5%) TOMERs in state universities are examined in terms of base points for listening skills,
it can be seen that required point are for 2 (7.4%) 9 points, for 3 (11.1%) 10 points, for 1 (3.7%)
12 points, for 1 (3.7%) 12.5 points, for 1 (3.7%) 13 points, for 10 (37.0%) 15 points, for 1 (3.7%)
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20 points, for 2 (7.4%) 50 points, for 1 (3.7%) 60 points to accept. Upon consideration of reading

skills, two of them (7.4%) accepted 10 points, the other two (7.4%) accepted 12 points, 1 (3.7%)
12,5 points, 12 (44.4%) 15 points, 1 (3.7%), 20 points, 2 (7.4%) 50 points, 1 (3.7%) 60 points,
whereas 9 points were observed not to be taken as base score in reading skills. For speaking
skills, it was found that one (3.7%) used 9 points, 2 (7.4%) 10 points, 1’inin (3.7%) 12 points, 1
(3.7%) 12,5 points, 1 (3.7%) 13 points, 13 (48.1%) 15 points, 2 (7.4%) 50 points, 1 (3.7%), 60
points whereas 20 points were not utilized as base score in speaking skills. For writing skills, it
was observed that 3 (11.1%) 10 points, 2 (7.4%) 12 points, 1 (3.7%) 12,5 points, 1 (3.7%) 13
points, 12 (44.4%) 15 points, 2 (7.4%) 50 points, 1 (3.7%) 60 points, while 9 points and 20 points
were not used for base scores. It was also revealed that 17 centers did not set criteria for
grammar, merely 5 centers determined base score and one center (3.7%) adopted 9 points, 3

(11.1%) 10 points, 1 (3.7%) were seen to be adopted 15 points.

When 5 (18.5%) TOMERs in private universities are examined, the base points for
listening, reading and speaking skills are 12 points of 1 (3.7%), 3 (11.1%), 15 points, 1 (% 3.7) was
observed to use 70 points. It was observed that only 1 center (3.7%) accepted 12 points for

grammar skills and the other 4 centers did not set criteria for grammar skills.

The second sub-problem of the research is about the base scores of those with low and
high experience in Turkish teaching centers (TOMER) regarding the language skills. Findings for
the sub-problem of “What are the base scores of TOMERs with high and low experience

according to their language skills?” are displayed in Table 3.

Table 3
Distribution Table for Language Skills Base Scores of TOMERs with High and Low Experience
Listening Reading Speaking Writing Grammar
B
ase Scores N % N % N % N % N %
Highly 15 Points 2 50.0 2 50.0 2 50.0 2 50.0 0 0.0
" .
Experienced __50Points 2 500 2 500 2 500 2 500 0 00
Total 4 100.0 4 100.0 4 100.0 4 100.0 0 0.0
12 Points 1 33.3 1 33.3 1 33.3 1 33.3 1 33.3
Low 15Points 1 333 1 333 1 333 1 333 0 00
Experience
*70 Points 1 33.3 1 33.3 1 33.3 1 33.3 0 0.0
Total 3 100.0 3 100.0 3 100.0 3 100.0 1 33,3

*50, 60 and 70 points are evaluated out of 100. For the success of the course, evaluation is made on the average of

the sum of the scores obtained from the skill exams.

When Table 3 is examined, the scores accepted by TOMERs are, 2 (50.0%) of

experienced TOMERs have a base score of 15 for listening, reading, speaking and writing skills,
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and 2 (50.0%) have a base score of 50 for listening, reading, speaking and writing skills. No base

score was specified for grammar skills in the centers experienced within 10 years or more. It has
been found that for listening, reading, speaking and writing skills of TOMERs with low
experience, 1 (33.3%) had 12 points, 1 (33.3%) had 15 points, 1 (33.3%) had 70 points to accept.
It was observed that only 1 (33.3%) TOMER accepted 12 points for grammar skills and the other

two TOMER did not determine a base point for grammar skills.

The third sub-problem of the research is related to the exchange rate success score
ranges of TOMERs serving in public and private universities. In this direction, the findings related
to the sub-problem of "How are the exchange rate success points ranges in TOMERs within state

and private universities?" are given in Table 4.

Table 4
Scoring Ranges Determined by TOMERs in State and Private Universities for Levels
State Private
Al A2 B1 B2 C1 Cc2 N % N %

0-19 20-39 40-54 55-69 70-100 - 1 3.7 0 0.0
0-24 25-39 40-49 50-59 60-69  70-100 1 3.7 0 0.0
0-25 26-40 41-55 56-70 71-100 - 1 3.7 0 0.0
0-29 30-39 40-49 50-49 60-69 - 1 3.7 0 0.0
0-29 30-59 60-74 75-84 85-94  95-100 0 0.0 1 3.7
0-30 31-45 46-60 61-70 71-80  81-100 1 3.7 0 0.0
0-30 31-45 46-60 61-75 76-90 91-100 1 3.7 0 0.0
0-30 31-59 60-69 70-79 80-99 100 1 3.7 0 0.0
0-35.99 36-49.99 50-69.99 70-84.99 85-100 - 1 3.7 0 0.0
0-39 40-49 50-59 60-69 70-100 - 1 3.7 0 0.0
0-39 40-49 50-59 60-70 71-88  89-100 2 7.4 0 0.0
0-49 50-59 60-69 70-84 85-100 - 3 111 0 0.0
0-49 50-59 60-65 66-70 71-100 - 1 3.7 0 0.0
1-24 25-49 50-64 65-74 75-100 - 1 3.7 0 0.0
1-39 40-49 50-59 60-69 70-100 - 1 3.7 0 0.0
20-49 50-59 60-69 70-79 80-89  90-100 1 3.7 3 11.1
25-39 40-49 50-59 60-69 70-100 - 1 3.7 0 0.0
25-39 40-49 50-59 60-69 70-95  96-100 1 3.7 0 0.0
30-39 40-49 50-59 60-69 70-79 80-89 0 0.0 1 3.7
Total 22 81.5 5 18.5

When Table 4 is examined, it has been determined that the score range of “0-49, 50-59,
60-69, 70-84, 85-100” is preferred by 3 (11.1%) TOMERs in state universities, while the other
score ranges are used by only one TOMER. It has been determined that there are 17 different
score ranges in TOMERSs in state universities. It has been found that 3 (11.1%) of TOMERs in
private universities used the “20-49, 50-59, 60-69, 70-79, 80-89, 90-100” score range, and this
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score range was also used by 1 (3.7%) the state university. It has been determined that 3

different score ranges were used in the other 3 TOMERs within private universities. Apart from
the partnerships determined, it has been found that the exchange rate success score ranges
determined by the TOMERs within the state universities and private universities are different
from each other. In addition, for the C2 level, 8 (29.6%) of 22 TOMERSs in state universities and

all 5 (18.5%) TOMERSs in private universities determined the score range.

The fourth sub-problem of the study is related to the exchange rate success score ranges
of TOMERs with high and low experience. The findings for the sub-problem of "In which score
ranges do the Turkish teaching centers (TOMER) with high and low experience evaluate the

language levels of the students?" are shown in Table 5.

Table 5
Scoring Ranges Determined by TOMERs with High and Low Experience for Exchange Rates
Al A2 Bl B2 C1 C2 N %

- 0-39 40-49 50-59 60-69 70-79 70-100 1 25.0
> § 20-49 50-59 60-69 70-79 80-89 90-100 1 25.0
'go 2 0-30 31-45 46-60 61-70 71-80 81-100 1 25.0
- § 0-35,99 36-49,99 50-69,99 70-84,99 85-100 - 1 25.0
“ Total 4 100.0
g 0-29 30-59 60-74 75-84 85-94 95-100 1 33.3
2 _§ 0-39 40-49 50-59 60-70 71-88 89-100 1 33.3
3 E’_ 30-39 40-49 50-59 60-69 70-79 80-89 1 33.3
i Total 3 100.0

When Table 5 is examined, the exchange rate level score intervals is determined for A1,
A2, B1, B2, C1 and C2 levels in 4 TOMER with high experience and different from one another.
When 3 TOMERs with low experience are examined, it is seen that 2 (66.6%) TOMERs for A2
level use the “40-49” range, and the same 2 (66.6%) TOMERs for B1 level use the “50-59” score
range. It was found that the score ranges determined for A1, B2, C1 and C2 levels were different
from one another. When the high and low experienced TOMERs are compared, it was found
that one low and one high experienced TOMER at A1 level adopted “0-39” score range; one high
and two low experienced TOMER adopted “40-49” score range at A2 level. It was determined
that 1 high and 2 low experienced TOMERs used the “50-59” range at B1 level, and 1 low and 1
high experienced TOMER used the “60-69” range for B2 level. It is also among the findings that
1 TOMER with high and low experience for the C1 level uses the "70-79" score range and there

is no common score range for the C2 level.
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3. Conclusion, Discussion and Recommendations

When the websites and exam guidelines of Turkish language teaching centers (TOMERs)
were examined, it was found that 27 centers that had information on both the baseline scores
and the ranges of students' language levels were reached. While 22 of these centers (81.5%)

continue their schedules within state universities, 5 (18.5%) continue in private universities.

The base score criteria of the Turkish language teaching centers' exams for all language
skills at the end of all courses were examined in terms of whether the centers are located in
state or private universities. When the TOMERs in state universities are examined, it has been
determined that the most preferred score for all of the listening, reading, speaking and writing
skills is 15. However, 9 different base points are used for listening skills, 8 for reading, 8 for
speaking and 7 different base points for writing, and it is seen that there is no standard in the
course base applications of TOMERs in state universities. It has been seen that in TOMERs in
private universities, a maximum of 15 points is determined as the base score for all skills, but
there are 2 different points, therefore, there is no standard in terms of course exams in TOMERs
in private universities. In the study by Ozdemir (2020), the course exam scores of the universities
were examined over 13 TOMER, it was concluded that the course hours, the base scores of the

end-of-course exams and the level score intervals were different from each other.

It was determined that the lowest score was 9 for listening, speaking and grammar skills,
and the lowest score was 10 for reading and writing skills. It can be said that this stems from the
fact that the assessment and evaluation process of listening, speaking and grammar skills is more
difficult than reading and writing skills, and the attitude of the people who make the surveying.
In the study by Boylu (2019), it was found that although the instructors considered themselves
sufficient in measuring their listening and speaking skills, many mistakes were elucidated in the

exams.

When the language skills base scores of Turkish teaching centers with high experience
(10 years and above) and low (1 year and below) were examined, it was observed that TOMERs
with high experience did not set a base score for language skills and they accepted students with
a total score of 50 in all skills, and in half of TOMERSs with high experience, it can be seen that
they accepted 15 points as a base point for each skill. From this point of view, it can be concluded
that experience may have an effect on exchange rate base scores since TOMERs with high
experience reveal similarities in terms of certain scores and TOMERs with low experience use

different scores. In the study conducted by ikiel (2019), it was stated that although there were
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partnerships in terms of regulations in general at TOMERSs, many processes including assessment

and evaluation were not the same, and an accreditation institution was needed for

standardization.

When the score ranges used by TOMERs in public and private universities were
examined, it was seen that 17 different score ranges were used in 22 TOMERs in state
universities, and only 2 score ranges were used in common. When 5 TOMERs in private
universities were examined, it was determined that 3 different score ranges were used, only one
range was used by 3 TOMERs, and this score range was the same as a state university. When 5
TOMERSs in private universities were examined, it was determined that 3 different score ranges
were used, only one range was used by 3 TOMERs, and this score range was the same as a state
university. Similar findings were reached in the study by Basar and Boylu (2016). In order to
eliminate this problem and to evaluate students equally, it has been suggested that each center
can only take exams up to B2 level, and that a central exam can be held at certain times of the

year afterward.

When the score ranges determined by the high-experienced and low-experienced
TOMERs for the student levels are examined, it is seen that 4 TOMERs with high experience use
4 different score ranges, just as 3 TOMERs with low experience use different score ranges, and
it is seen that only two TOMERs which evaluated in the same range used A2 and B1 levels. It has
also been determined that there are common score ranges between TOMERs with high and low
experience. From this point of view, it has been understood that experience is not effective in
determining the course rate levels of TOMERs and there is no standard range in determining the
base score levels. It has been observed that the base scores used in the assessment and
evaluation process of Turkish teaching centers, which are actively continuing their activities
today, and the score ranges used to determine the level of students are largely different. Due to
the lack of certain standards in this process, it was revealed that the language levels of a student
at B1 level in one TOMER and B1 level student in another TOMER could not be the same. Based

on the results obtained from the research, the following suggestions have been developed:

1. A study can be conducted in which the opinions of the experts in teaching Turkish to
foreigners, assessment and evaluation experts and the managers of Turkish teaching centers are

taken and a general framework is drawn for the assessment and evaluation process.

2. In the studies carried out in education and evaluation in Turkish education for

foreigners, an evaluation can be carried out successfully.
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1. Giris

Dil, toplumlari ortak bir paydada bulusturan, belirli birikimlerin olusmasini ve bunun
gelecek nesillere aktarilmasini saglayan, zaman igerisinde kurallar cercevesinde gelisen ve
degisen konusuldugu toplum tarafindan bilinen kuralla sahip ve bu kurallar cercevesinde iletisimi
saglayan bir sistemdir. insanlarin kendilerini gesitli sekillerde ifade edebilmeleri icin mutlak arag
dildir. Dil hem zihinsel birikimi ifade etmekte hem de bu birikimi diger insanlara aktarmamiz
yani iletisim kurmamizi saglamaktadir. Bu iletisimin saglikli bir bicimde gergeklesmesi igin ayni

isaretlere ayni tepkileri vermek, yani ayni dili konusabilmek gereklidir.

Son yillarda yasanan teknolojik gelismelerle birlikte degisen diinya diizeni icerisinde
Ulkeler ekonomi, ticaret, teknoloji, egitim vb. yonlerden kiiresellesmis ve iletisimin 6nemi
giderek artmis, dinya Uzerinde yasayan toplumlar ve toplumlarin kiltiiriinde kendini
sekillendirmis bireylerin etkilesimi kolaylasmistir. Bu etkilesimle birlikte farkh toplumlara ait
bireylerin birbirleriyle iletisim kurabilmesi icin bir dil 6grenme gerekliligi ortaya cikmistir.
insanlarin dogduklari toplumdan edindikleri dilden baska bir dil 6grenmesi icin pek cok sebep
bulunmaktadir (Durmus, 2013). Zorunlu gog, savas, egitim, dini ve ticari iliskilerin dogurdugu
zaruri durumlarin yaninda Ulkeler arasinda yapilan kiltlr anlasmalari, yeni bir kiltird tanima ve
anlama meraki, o toplumda 6ne cikan kisilere duyulan ilgi de bireyleri yeni bir dil 6grenmeye
itmektedir. Clinkl insanlar artik televizyonda gordikleri bir dizinin ¢ekildigi llkeyi yakindan
tanimak ya da sosyal medyada gordiikleri taninmis kisileri daha iyi anlayabilmek gibi sebeplerden

hareketle bile dil 6grenmeye baslamistir.

Derin bir gegmise sahip olan Tirkge yillardir farkli kollari ile aktif olarak kullaniimaktadir.
Tirkce ¢ok eski bir tarihe ve bundan dolayi diger diller ile karsilastirinca biliylk bir zenginlige
sahiptir (Korkmaz, 2010). Glinlim{izde 6nemi oldukg¢a artan Tlrkge, Tirkiye'nin icinde bulundugu
sosyal, siyasi ve ekonomik iliskilerle birlikte 6grenme talebi bakimindan zenginlesmektedir
(Sahin, 2013). Turk dili var oldugu glinden itibaren sadece ana dil olarak degil tarihi sireg
icerisinde yabanci bir dil olarak da 6gretilmistir. Bu kadar kokli ve genis bir sahada konusulan
dilin yabanci bir dil olarak 6gretimi de normal karsilanmakla birlikte konusulma orani yiiksek
diger dillere gore yabancilara 6gretim bakimindan geride kaldigi ve bu konudaki ¢alismalara son

yirmi yillik siirecte agirlik verildigi ifade edilmektedir (iscan, 2015).

Farkli yas gruplarindaki bireyler ¢esitli amaclarla yabanci dil olarak Tiirk¢e 6grenmek igin
Tirkiye sinirlan icindeki veya yurtdisindaki kurslara bagvurmaktadir. Ozellikle yurt icindeki

kurslara devam edenlerin biyiik bir boliminin yliksekdgrenim siirecini Turkiye’de tamamlamak
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isteyen yabanci 6grencilerden olustugu bilinmektedir. Bu duruma sebep olarak yiksekogretim

seviyesindeki yabanci 6grencilerin llkeler ve egitimin yapilacagl kurumlar tarafindan ekonomik
bir kazang olarak goriilmesi ve bundan dolayi 6zellikle yliksekdgretim seviyesindeki 6grencilerin
dikkatini ¢eken cesitli firsatlar sunulmasi gosterilmektedir (Yardimcioglu, Besel ve Savasan,
2017). Tirkiye de 1990°li yillara kadar yiiksek 6gretim amaciyla yurtdisina 6grenci génderen bir
Ulke konumundayken yabanci 6grencilere sagladigl imkanlar dogrultusunda bu 06grenci
hareketliliginde 6ne gikmis, akraba topluluklariyla kurulan iliskiler, gesitli tGlkelerle yapilan kilttr
anlasmalari ve 1989 yilinda Sovyetler Birliginin dagilmasi ve Tirk Cumhuriyetlerinin kurulmasi
gibi olaylarin sonucunda yurt disindan yogun bir bicimde dgrenci kabuliine baslamistir (Ozgetin,

2013).

Cesitli milletlere mensup bireyler Tiirkiye’deki yiiksekdgretim siirecine kabul edildikten
sonra Universitelerin biinyesinde bulunan Tiirkce 6gretim merkezlerine basvurmaktadir. ilk
olarak 1984 yilinda Ankara Universitesi’nde Tiirkgeyi ve Tirk kiiltiiriinii 68retmek amaciyla agilan
Tlrkce 6gretim merkezleri tilkemizdeki Gniversitelerin biliylk bir b6liminde hizmet vermektedir
(Gedik, 2017). Ozdemir (2020) tarafindan yapilan ¢alismada Tiirkge 6gretim merkezleri hakkinda
yapilan arastirmalar kiyaslanarak sayilarin giderek arttigi ve etkin olarak hizmet veren 120 Tirkge
ogretim merkezinin bulundugu ifade edilmistir. Buglin itibariyle Ulkemizde universiteler
blnyesinde Tirkce 6greten 135 merkez bulunmakta ve s6z konusu artisin hala devam ettigi

acikca gorilmektedir.

Sayi olarak oldukca fazla olan ve YOK catisi altinda ortak amagla hizmet eden bu
merkezlerin cesitli faaliyetlerinin de ortak olmasi beklenmektedir. Clinkii bu merkezler
ogrencilerin Tiirkge 6grenim siirecini basariyla tamamladiklarini sertifikalarla belgeleyerek,
Tirkiye’deki diger (niversitelerde de egitim hayatlarina devam edebileceklerini ifade
etmektedir. Ancak uygulamaya bakildiginda 6grenci kabuld, derslerin yiritilme sekli, kullanilan
ders kitabi, yontem ve teknikler, 6lcme ve degerlendirme siireglerinde ortak bir anlayisla hareket
edilmedigi gortlmektedir. Bu calismada ise 6grenme basamagi kadar 6nemli olan 6lgme ve
degerlendirme basamaginin Tirkge Ogretim merkezleri tarafindan nasil gerceklestirildiginin
betimlenmesi amaclanmaktadir. Bu dogrultuda son yillarda 6zel (iniversitelerin de cogalmasiyla
birlikte sayica artan Tiirkce 6gretim merkezlerinin kur sinavlari icin belirledikleri becerilere gére
taban puan kriterleri ve 6grencileri degerlendirdikleri dil dizeyleri incelenmistir. Literatir
tarandiginda yabancilara Tirkge 6gretimi alaninda 6lgme ve degerlendirme galismalarinin sinirli

oldugu gorilmustir. Durmus (2013) tarafindan yapilan galismada Tirkge yeterlilik ve dlzey
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belirleme sinavlarinin standartlasmasi konusunda bir bosluk oldugu ifade edilmistir. Gedik

(2017) tarafindan yapilan calismada ise Tlrkiye’de bulunan ve yabanci dil olarak Tiirkce 6greten
ozel okul, kurs ve Universitelerdeki 6lgme araglarinin yabancilara Tirkce 6gretimi alaninin
ihtiyacini tam olarak karsilamadigi belirtilmistir. Bu ¢alismanin yabancilara Tirkce 6gretimi

alaninda 6lgme ve degerlendirme ¢alismalarina yol gdsterecegi diistintilmektedir.

Bu calismada Tiirkiye’de devlet ve 6zel Gniversiteler biinyesinde bulunan Tirkge 6gretim
merkezlerinin, dlcme ve degerlendirme silirecinde kullandiklari kur sinavi taban puanlarini ve
ogrenci dizeyini belirlemede kullandiklari puan aralklarini kurum tiirii ve deneyim agisindan
belirlemek amaglanmistir. Arastirmanin problemi “Tirkiye’deki Tiirkge 6gretim merkezlerinin
diizey belirleme kriterleri ve kur sinavi kriterleri kurum tirl ve deneyim acisindan nasildir?”

olarak belirlenmistir. Bu problem dogrultusunda, asagidaki alt problemlere cevap aranmaktadir:

1. Devlet ve 6zel Universitelerin bilinyesinde bulunan Tirkge 6gretim merkezlerinin

(TOMER) dil becerilerine gore taban puanlari nasildir?
2. Deneyimi yiiksek ve diisik TOMER’lerin dil becerilerine gére taban puanlari nasildir?

3. Devlet ve 6zel Universiteler biinyesindeki TOMER’lerde kur basari puan araliklari

nasildir?
4. Deneyimi yiiksek ve diisiik TOMER'lerde kur basari puan araliklari nasildir?
2. Yontem

Bu boélimde arastirma deseni, ¢alisma alani, verilerin toplanmasi ve verilerin analizi

aciklanmustir.
2.1. Arastirmanin Deseni

Bu calismada Tirkiye’de 6zel ve devlet Universitelerinde bulunan Tiirk¢e Ogretim
merkezlerinin 6lgme ve degerlendirme siirecini betimleyebilmek igin kurumlarin web siteleri ve
sinav yonergeleri incelenmistir. Bu sebeple g¢alisma nitel arastirma yontemlerinden dokiiman
analizi yontemiyle ylrGtalmastlr. “Dokiiman analizi arastirilmasi hedeflenen olgu veya oldular

hakkinda bilgi iceren materyallerin analizini kapsar.” (Yildirim ve Simsek, 2016:217).
2.2. Evren ve Orneklem

Arastirmanin amaci dogrultusunda Yiksekogretim Kurulu Ulusal Baskanligi resmi
sitesinin veri tabaninda Turkiye’deki tiniversiteler tespit edilmis ve Universitelerin web siteleri

ziyaret edilerek Turkge 6gretim merkezlerine ya da dil merkezlerine ulasilmistir. Glinimuizde 135
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Tirkce 6gretim merkezinin hizmet verdigi tespit edilmistir. 135 merkezin web siteleri ve sinav

yonergeleri incelendiginde hem kur bitirme sinavi taban puanlarinin hem de dil yeterlilik
diizeylerinin yer aldig1 merkezler amagli 6rneklem cesitlerinden maksimum ¢esitlilik rnekleme
yoluyla secilmistir. Maksimum cesitlilik 6rnekleme, “evrende incelenen problemle ilgili olarak
kendi icinde benzesik, farkli durumlarin belirlenerek calismanin bu durumlar {zerinde
yapilmasidir” (Blyukoztirk vd., 2020: 93). Bu dokiimanlar (zerinde yapilan incelemeler
dogrultusunda 27 merkezin verileri ele alinmistir. Arastirmada bu merkezler devlet iniversiteleri
ve 6zel Universiteler blinyesinde hizmet vermesi ve deneyimi disik (1 yil ve alti) ve deneyimi
yiksek (10 yil ve Ustii) olmasi bakimindan incelenmistir. Arastirmanin érneklemiyle ilgili ayrintili

bilgi Tablo 1'de gosterilmektedir.

Tablo 1
Arastirmanin Orneklemi
Devlet Universiteleri Ozel Universiteler Toplam
N % N % N %
1yil ve alti 1 3,7 2 7,4 3 11,1
2-5yil 7 25,9 2 7,4 9 33,3
6-9 yil 11 40,7 0 0,0 11 40,7
10 yil ve listii 3 11,1 1 3,7 4 14,8
Toplam 22 81,5 5 18,5 27 100

Tablo 1’deki veriler incelendiginde 6érnekleme alinan Tirkce 6gretim merkezlerinin 22’si
(%81,5) devlet Universitelerinin blinyesinde 5’i (%18,5) 6zel liniversitelerin blinyesinde hizmet
verdigi gortilmektedir. 1 yil ve alti deneyime sahip, devlet Universiteleri blinyesinde 1 (%3,7),
ozel Universitelerde 2 (%7,4) toplamda 3 (11,1) TOMER’in bulundugu tespit edilmistir. 2-5 yil
deneyime sahip, devlet Universiteleri blinyesinde 7 (%25,9) ve 6zel liniversiteler blinyesinde 2
(%7,4) toplamda 9 (%33,3) TOMER’in varlig gérilmistir. 6-9 yil arasinda deneyime sahip, devlet
tniversiteleri biinyesinde 11 (%40,7) TOMER’in bulundugu, 6zel (iniversiteler biinyesinde bu
aralikta deneyime sahip TOMER’in bulunmadigi gériilmistir. 10 yil ve Ustii deneyime sahip,
devlet Gniversiteleri biinyesinde 3 (%11,1) ve 6zel Gniversiteler binyesinde 1 (%3,7) toplamda 4

(%14,8) TOMER’in oldugu tespit edilmistir.
2.3. Verilerin Toplanmasi

Belirlenen 27 Tirkge 6gretim merkezi, web sitelerinden ve sinav yonergelerinden elde
edilen bilgiler toplanmistir. Bu bilgiler dogrultusunda merkezlerin kur sinavi taban puanlari ve
ogrencilerin dlzeylerini belirledikleri puan araliklari kurum tiirii ve deneyim yoniinden ayrintili

olarak incelenmistir.
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2.4. Verilerin Analizi

Arastirmada elde edilen veriler betimsel analiz yontemiyle analiz edilmistir. Betimsel
analizde “elde edilen veriler daha dnceden belirlenen temalara gére 6zetlenir ve yorumlanir”
(Yildirnm ve Simsek, 2016:239). Veriler arastirmaci tarafindan analiz edilmistir. Elde edilen
bulgular kodlanarak ve gruplandirilarak frekans (f) ve ylzde (%) olarak tablolar halinde

sunulmustur.
3. Bulgular

Bu bolimde Turkiye'deki Tirkce oOgretim merkezlerinin 6lcme ve degerlendirme

slireclerinin dort alt problem dogrultusunda frekans dagilimlarina iliskin bulgular yer almaktadir.

Arastirmanin ilk alt problemi Tirkge 6gretim merkezlerinin dil becerilerine gore taban
puanlari ile ilgilidir. Bu dogrultuda “Devlet ve 6zel Universitelerin bilinyesinde bulunan Tirkce
ogretim merkezlerinin (TOMER) dil becerilerine gére taban puanlari nasildir?” alt problemine

yonelik bulgular Tablo 2’de sunulmustur.

Tablo 2

Ozel ve Devlet Universiteleri Biinyesindeki TOMER’lerin Dil Becerileri Taban Puanlarina Yénelik

Taban Puanlar Dinleme Okuma Konusma Yazma Dil Bilgisi

N % N % N % N % N %

9 Puan 2 7,4 0 0,0 1 3,7 0 0,0 1 3,7

_ 10 Puan 3 11,1 2 74 2 7,4 3 11,1 3 111

% 12 Puan 1 3,7 2 74 1 3,7 2 7,4 0 0,0

= 12,5 Puan 1 3,7 1 37 1 3,7 1 3,7 0 0,0

g 13 Puan 1 37 1 37 1 37 1 37 0 00

S 15 Puan 10 370 12 444 13 481 12 444 1 3,7

E 20 Puan 1 3,7 1 3,7 0 0,0 0 0,0 0 0,0

§ *50 Puan 2 7,4 2 74 2 7,4 2 7,4 0 0,0

*60 Puan 1 3,7 1 3,7 1 3,7 1 3,7 0 0,0
Toplam 22 814 22 81,4 22 81,4 22 81,4 5 185

E 12 Puan 1 3,7 1 37 1 3,7 1 3,7 1 3,4

3 ,-g 15 Puan 3 11,1 3 11,1 3 11,1 3 11,1 0 0,0

S g *70 Puan 1 37 1 37 1 37 1 37 0 00

S Toplam 5 185 5 185 5 185 5 185 1 3,4

Dagilim Tablosu
*50, 60 ve 70 puanlar 100 {izerinden degerlendirilmektedir. Kur basarisi icin beceri sinavlarindan elde
edilen puanlarin toplaminin ortalamasi izerinden degerlendirme yapilmaktadir.

Tablo 2 incelendiginde TOMER’lerin kur bitirme sinavi taban puanlari kurum tiiriine gére
devlet ve 0Ozel universiteler olmak Uzere iki baslhk altindan incelenmistir. Devlet
tniversitelerindeki 22 (%81,5) TOMER incelendiginde dinleme becerisi i¢in taban puan olarak

2’sinin (%7,4) 9 puani, 3’lUniin (%11,1) 10 puani, 1’inin (%3,7) 12 puani, 1’'inin (%3,7) 12,5 puani,
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1’inin (%3,7) 13 puani, 10’unun (%37,0) 15 puani, 1'inin (%3,7) 20 puani, 2’sinin (%7,4) 50 puani,

1’inin (%3,7) 60 puani kabul ettigi gérilmustir. Okuma becerisi i¢in ise 2’sinin (%7,4) 10 puani,
2’sinin (%7,4) 12 puani, 1'inin (%3,7) 12,5 puani, 12’sinin (%44,4) 15 puani, 1’inin (%3,7), 20
puani, 2’sinin (%7,4) 50 puani, 1’inin (%3,7) 60 puani kabul ettigi, 9 puanin okuma becerisinde
taban puan kriteri olarak kullanilmadigi gértlmustir. Konusma becerisi igcin 1’inin (%3,7) 9 puani,
2’sinin (%7,4) 10 puani, 1'inin (%3,7) 12 puani, 1'inin (%3,7) 12,5 puani, 1’inin (%3,7) 13 puani,
13’Unln (%48,1) 15 puani, 2’sinin (%7,4) 50 puani, 1’inin (%3,7), 60 puani kullandigi, konusma
becerisinde 20 puanin taban puan kriteri olarak kullanilmadigi goriilmistir. Yazma becerisi igin
3’niin (%11,1) 10 puani, 2’sinin (%7,4) 12 puani, 1'inin (%3,7) 12,5 puani, 1’inin (%3,7) 13 puani,
12'sinin (%44,4) 15 puani, 2’sinin (%7,4) 50 puani, 1’inin (%3,7) 60 puani kullandigi, yazma
becerisinde 9 puani ve 20 puanin taban puan olarak kullanmadigi gérilmustir. Dil bilgisi becerisi
icin 17 merkezin kriter belirlemedigi, sadece 5 merkezin taban puan belirledigi ve 1’inin (%3,7) 9

puani, 3'nlin (%11,1) 10 puani, 1’inin (%3,7) 15 puani kabul ettigi gorilmustir.

Ozel universitelerdeki 5 (%18,5) TOMER incelendiginde dinleme, okuma konusma
becerileriigin taban puan olarak 1'inin (%3,7) 12 puani, 3'nlin (%11,1), 15 puani, 1’inin (%3,7) 70
puani kullandig1 gérilmustdr. Dil bilgisi becerisi icin sadece 1 merkezin (3,7) 12 puani kabul ettigi

diger 4 merkezin dil bilgisini becerisi igin kriter belirlemedigi gorilmistir.

Arastirmanin ikinci alt problemi Tiirke 6gretim merkezlerinde (TOMER) deneyimi diigiik
ve yiiksek olanlarin dil becerilerine gére taban puanlari ile ilgilidir. “Deneyimi yiksek ve disuk
TOMER’lerin dil becerilerine goére taban puanlari nasildir?” alt problemine yénelik bulgular Tablo

3’te sunulmustur.

Tablo 3
Deneyimi Yiiksek ve Diisiik TOMER’lerin Dil Becerileri Taban Puanlarina Yénelik Dagilim Tablosu
Taban Puanlar Dinleme Okuma Konusma Yazma Dil Bilgisi
N % N % N % N % N %

L. 15 Puan 2 50,0 2 50,0 2 50,0 2 50,0 0 0,0

Deneyimi
Yiiksek *50 Puan 2 50,0 2 50,0 2 50,0 2 50,0 0 0,0
Toplam 4 100,0 4 100,0 4 100,0 4 100,0 0 0,0
12 Puan 1 33,3 1 33,3 1 33,3 1 33,3 1 33,3
Deneyimi 15 Puan 1 33,3 1 33,3 1 33,3 1 33,3 0 0,0
Distik *70Puan 1 333 1 333 1 333 1 333 0 00

Toplam 3 1000 3 1000 3 1000 3 100,0 1 333

*50 ve 70 puanlar 100 Uzerinden degerlendirilmektedir. Kur basarisi igin beceri sinavlarindan elde edilen puanlarin
toplaminin ortalamasi Gizerinden degerlendirme yapilmaktadir.

Tablo 3 incelendiginde deneyimi yiiksek TOMER’lerin 2’sinin (%50,0) dinleme, okuma,

konusma ve yazma becerisi i¢in taban puan olarak 15 puani, 2’sinin (%50,0) dinleme, okuma,
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konusma ve yazma becerisi i¢in taban puan olarak 50 puani kabul etmistir. 10 yil ve Usti

merkezlerde dil bilgisi becerisi icin taban puan belirtiimemistir. Deneyimi diisiik TOMER’lerin
dinleme okuma konusma, yazma becerileri icin taban puan olarak 1’inin (%33,3) 12 puani, 1’inin
sadece 1 (%33,3) TOMER'’in 12 puani kabul ettigi diger iki TOMER’in dil bilgisi becerisi icin taban

puan belirlemedigi gorilmustur.

Arastirmanin lglnci alt problemi devlet ve 6zel iniversiteler biinyesinde hizmet veren
TOMER’lerin kur basari puan araliklariyla ilgilidir. Bu dogrultuda “Devlet ve ézel tiniversiteler
biinyesindeki TOMER’lerde kur basari puan araliklari nasildir?” alt problemine iligskin bulgular

Tablo 4’te gosterilmistir.

Tablo 4
Devlet ve Ozel Universitelerdeki TOMER’lerin Kur Diizeyleri icin Belirledikleri Puan Araliklari
Devlet Ozel
Al A2 B1 B2 C1 C2 N % N %
0-19 20-39 40-54 55-69 70-100 - 1 3,7 0 0,0
0-24 25-39 40-49 50-59 60-69 70-100 1 3,7 0 0,0
0-25 26-40 41-55 56-70 71-100 - 1 3,7 0 0,0
0-29 30-39 40-49 50-49 60-69 - 1 3,7 0 0,0
0-29 30-59 60-74 75-84 85-94 95-100 0 0,0 1 3,7
0-30 31-45 46-60 61-70 71-80 81-100 1 3,7 0 0,0
0-30 31-45 46-60 61-75 76-90 91-100 1 3,7 0 0,0
0-30 31-59 60-69 70-79 80-99 100 1 3,7 0 0,0
0-35,99 36-49,99 50-69,99 70-84,99 85-100 - 1 3,7 0 0,0
0-39 40-49 50-59 60-69 70-100 - 1 3,7 0 0,0
0-39 40-49 50-59 60-70 71-88 89-100 2 7,4 0 0,0
0-49 50-59 60-69 70-84 85-100 - 3 11,1 0 0,0
0-49 50-59 60-65 66-70 71-100 - 1 3,7 0 0,0
1-24 25-49 50-64 65-74 75-100 - 1 3,7 0 0,0
1-39 40-49 50-59 60-69 70-100 - 1 3,7 0 0,0
20-49 50-59 60-69 70-79 80-89 90-100 1 3,7 3 11,1
25-39 40-49 50-59 60-69 70-100 - 1 3,7 0 0,0
25-39 40-49 50-59 60-69 70-95 96-100 1 3,7 0 0,0
30-39 40-49 50-59 60-69 70-79 80-89 0 0,0 1 3,7

Toplam 22 81,5

(5}

18,5

Tablo 4 incelendiginde “0-49, 50-59, 60-69, 70-84, 85-100" puan araliginin devlet
tniversitelerindeki 3 (%11,1) TOMER tarafindan tercih edildigi, diger puan araliklarinin sadece
bir TOMER tarafindan kullanildigi ve devlet {iniversitelerindeki TOMER’lerde 17 farkli puan
araliginin varligi tespit edilmistir. Ozel tGniversitelerdeki TOMER'lerin 3’iiniin (%11,1) “20-49, 50-
59, 60-69, 70-79, 80-89, 90-100” puan arahgini kullandigi ve bu araligin 1 (%3,7) devlet
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tniversitesi tarafindan da kullanildigi bilgisine ulasilmistir. Ozel Universiteler biinyesinde

bulunan diger 3 TOMER’de ise 3 farkli puan araliginin kullanildigi tespit edilmistir. Belirlenen
ortakliklar disinda devlet Gniversiteleri ile 6zel Universiteler biinyesindeki TOMER’lerin
belirledikleri kur basari puan araliklarinin birbirinden farkli oldugu bulgusuna ulasilmistir. Ayrica
C2 seviyesi icin devlet tiniversitelerindeki 22 TOMER’den 8’inin (%29,6) ve dzel tiniversitelerdeki

5 (%18,5) TOMER’in tamaminin puan arahgi belirledigi de ulasilan bulgular arasindadir.

Arastirmanin dérdiincii alt problemi deneyimi yiiksek ve diisiik TOMER’lerin kur basari
puan araliklariyla ilgilidir. Bu dogrultuda “Deneyimi ylksek ve diisik Tiirk¢e 6gretim merkezleri
(TOMER) o6grencilerin dil diizeylerini hangi puan araliklarinda degerlendirmektedir?” alt

problemine yonelik bulgular Tablo 5'te gdsterilmistir.

Tablo 5
Deneyimi Yiiksek ve Deneyimi Diisiik TOMER’lerin Kur Diizeyleri icin Belirledikleri Puan Araliklari
Al A2 Bl B2 C1 C2 N %
0-39 40-49 50-59 60-69 70-79 70-100 1 25,0
€ x 20-49 50-59 60-69 70-79 80-89 90-100 1 25,0
h é 0-30 31-45 46-60 61-70 7180 81-100 1 250
8 > 0-35,99 36-49,99 50-69,99 70-84,99 85-100 - 1 25,0
Toplam 4 100,0
—_ 0-29 30-59 60-74 75-84 85-94 95-100 1 33,3
'q§>). %"» 0-39 40-49 50-59 60-70 71-88 89-100 1 33,3
S 8 30-39 40-49 50-59 60-69 70-79 80-89 1 33,3
e Toplam 3 100,0

Tablo 5 incelendiginde deneyimi yiiksek 4 TOMER’de A1, A2, B1, B2, C1 ve C2 seviyeleri
icin belirlenen kur diizeyi puan araliklarinin birbirinden farkl oldugu goriilmustiir. Deneyimi
diisik 3 TOMER incelendiginde ise A2 seviyesi icin 2 (%66,6) TOMER’in “40-49” araligini
kullandigi, B1 seviyesi icin ayni 2 (%66,6) TOMER’in “50-59” puan araligini kullandig
goralmastir. A1, B2, C1 ve C2 seviyeleri icin belirlenen puan araliklarinda ise birbirinden farkli
oldugu bulgusuna ulasilmistir. Ayni zamanda deneyimi diisik ve yiiksek TOMER’ler
karsilastirildiginda Al seviyesi icin 1 disiik ve 1 yiiksek deneyimli TOMER’in “0-39” araligini
kullandigl, A2 seviyesi icin “40-49 puan araligini 1 yiiksek ve 2 disiik deneyimli TOMER’in
kullandigi tespit edilmistir. B1 seviyesinde “50-59 arahigini 1 yliksek ve 2 disik deneyimli
TOMER’in kullandigl, B2 seviyesi icin “60-69” araligini 1 diisiik ve 1 yiiksek deneyimli TOMER’in
kullandig tespit edilmistir. C1 seviyesi icin deneyimi yiiksek ve diisiik 1 TOMER'in “70-79” puan
araligini kullandigl ve C2 seviyesi icin ortak puan araliginin bulunmadigl da ulasilan bulgular

arasindadir.
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3. Sonug, Tartisma ve Oneriler

Turkce 6gretim merkezlerinin web siteleri ve sinav yonergeleri incelendiginde hem kur
taban puanlarinin hem de 6grenci dil dizeyleri puan aralklar bilgisinin oldugu 27 merkeze
ulasilmistir. Bu merkezlerin 22’si (%81,5) devlet (Universitesi blinyesinde faaliyetlerini

surdariarken, 5’i (%18,5) 6zel Universitelerde faaliyetlerine devam etmektedir.

Turkce 6gretim merkezlerinin tim kurlarin sonunda dil becerilerinin tiimine yonelik
yaptigi sinavlarinin taban puan kriterleri merkezlerin devlet ya da 6zel Giniversitelerde bulunmasi
durumu bakimdan incelenmistir. Devlet {iniversitelerindeki TOMER’lere bakildiginda dinleme,
okuma, konusma ve yazma becerilerinin tim{ icin en fazla tercih edilen puanin 15 oldugu tespit
edilmistir. Ancak dinleme becerisi icin 9, okuma icin 8, konusma icin 8, yazma icin 7 farkl taban
puanin kullanildigi bundan hareketle de devlet (iniversitelerindeki TOMER’lerin kur taban
uygulamalarinda bir standardin olmadigi goriilmistiir. Ozel Giniversitelerdeki TOMER’lerde yine
en ¢ok 15 Puanin tiim beceriler icin taban puan olarak belirlendigi ancak 2 farkli puanin daha var
oldugu bundan hareketle 6zel Universitelerdeki TOMER’lerde de kur sinavlari agisindan bir
standardin olmadigi gorilmistir. Ozdemir'in (2020) liniversitelerin kur sinav puanlarini 13
TOMER iizerinden incelendigi calismada da ders saatlerinin, kur sonu sinavlarinin taban

puanlarinin ve dlizey puan araliklarinin birbirinden farkli oldugu sonucuna ulasilimistir.

Dinleme ve konusma ve dil bilgisi becerisi icin taban puan olarak en dusiik 9 puanin
belirlendigi, okuma ve yazma becerilerinde ise en diisiik puanin 10 oldugu tespit edilmistir. Bu
durumun dinleme ve konusma ve dil bilgisi becerilerinin 6lgme ve degerlendirme siirecinin
okuma ve yazma becerilerine gére daha zor olmasindan, 6lgmeyi yapacak kisilerin tutumundan
kaynakladigi soylenebilir. Boylu'nun (2019) yaptigi calismada ise Ogreticilerin dinleme ve
konusma becerilerinin 6lgmede kendilerini yeterli gdrmelerine karsin sinavlarda pek ¢ok hatayla

karsilasildigi bilgisine ulasilmistir.

Deneyimi yiksek (10 yil ve tizeri) ve disik (1 yil ve alti) Tlrkce 6gretim merkezlerinin dil
becerileri taban puanlari incelendiginde ise deneyimi yiiksek TOMER'lerin dil becerileri icin taban
puan belirlemedigi, biitlin becerilerde toplam puani 50 olan 6grencileri basarili kabul ettikleri,
yarisinin ise her bir beceriicin 15 puani taban puan kabul ettikleri gortilmustiir. Bundan hareketle
deneyimi yiiksek TOMER’lerin belli puanlar yéniinden benzerlik géstermesinden ve deneyimi
diistik TOMER’lerin farkli puanlari kullanmasindan dolayi deneyimin kur taban puanlari iizerinde
etkili olabilecegi soncuna ulasiimistir. ikiel (2019) tarafindan yapilan ¢alismada ise TOMER’lerin

genelinde yonetmelikler agisindan ortakliklar bulunsa da 6l¢me ve degerlendirme dahil pek ¢ok
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slrecin ayni olmadigl, standartlasma icin bir akreditasyon kurumuna ihtiya¢ duyuldugu ifade

edilmistir.

Devlet ve 6zel liniversitelerdeki TOMER’lerin kur diizeylerini belirlemede kullandiklari
puan araliklarina bakildiginda devlet {niversitelerindeki 22 TOMER’de 17 farkh puan araliginin
kullanildigi, sadece 2 puan araliginin ortak kullanildigi gérilmistiir. Ozel tniversitelerdeki 5
TOMER incelendiginde 3 farkli puan araliginin kullanildigi sadece bir araligin 3 TOMER tarafindan
kullanildigi ve bu puan araliginin bir devlet Universitesiyle ayni oldugu tespit edilmistir. Bu
dogrultuda devlet ve 6zel tniversitelerindeki TOMER’lerde diizey belirlemede kullanilan puan
araliklari bakimindan belirlenen ortak araliklar haricinde tamamen farkli oldugu bilgisine
ulasiimistir. Basar ve Boylu (2016) tarafindan yapilan calismada da benzer bulgulara ulasiimistir.
Bu sorunun ortadan kalkmasi ve 6grencileri esit degerlendirebilmek icin her merkezin sadece B2
diizeyine kadar sinav yapabilecegi ve sonrasi icin merkezi bir sinavin yilin belli zamanlarinda

yapilabilecegi 6nerisinde bulunulmustur.

Deneyimi yiiksek ve disik TOMER'lerin 6grenci diizeyleri icin belirledikleri puan
araliklari incelendiginde deneyimi yiiksek 4 TOMER’in birbirinden farkli 4 puan araligi kullandig
ayni sekilde deneyimi diisiik 3 TOMER’in birbirinden farkli puan araliklarini kullandigi, sadece A2
ve B1 diizeyini iki TOMER’in ayni aralikta degerlendirdigi goriilmistiir. Deneyimi yiiksek ve diisiik
TOMER'ler arasinda da ortak puan araliklarinin bulundugu da tespit edilmistir. Buradan
hareketle deneyimin TOMER’lerin kur diizeylerini belirlemede etkili olmadigi ve kur diizeylerini

belirlemede standart bir araligin bulunmadigi anlasiimistir.

GuUnUmuzde faaliyetlerine aktif bir sekilde devam eden Tirkge 6gretim merkezlerinin
6lgme ve degerlendirme sirecinde kullandiklari taban puanlarin ve 6grencilerin dizeylerini
belirlemede kullanilan puan araliklarinin blyiik oranda farkh oldugu gorilmistir. Bu silregte
belli standartlarin olmamasindan dolayi bir TOMER’de B1 diizeyinde olan égrenci ile baska bir
TOMER’de B1 diizeyinde olan 6grencinin dil diizeylerinin ayni olamayacag ortaya ¢cikmistir

Arastirmadan elde edilen sonuclara dayanarak asagida yer alan oneriler gelistirilmistir:

1. Yabancilara Tirkge 6gretimi alan uzmanlarinin, 6lgme ve degerlendirme uzmanlarinin
ve Turkce O6gretim merkezleri yoneticilerinin gorislerinin alindigl ve 6lgme ve degerlendirme

slireci icin genel bir gercevenin cizildigi bir calisma yapilabilir.

2. Yabancilara Tirkce 6gretiminde 6lgme ve degerlendirme c¢alismalarini yiriten ve

merkezi bir sinav diizenleyen bir Ust kurumun kurulmasi saglanabilir.
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CIKAR CATISMASI BEYANI

Yazarlar bu ¢alismalarinda herhangi bir sekilde ¢ikar ¢catismasi olmadigini beyan ederler.
ARASTIRMA VE YAYIN ETiGi BEYANI
Yazarlar bu ¢alismalarinda arastirma ve yayin etigine uyuldugunu beyan ederler.
YAZAR SORUMLULUK BEYANI

Yazarlar bu ¢alismanin “Kavramsal Cerceve, Yontem Tasarimi, Arastirma, Veri Analizi,
Kaynaklari Toplama, Gérsellestirme” kisminin Ramazan Cavusoglu, “Yazi Taslagl, inceleme ve
Dlizenleme, Proje Yonetimi” kisminin Dog. Dr. Ayse Derya ISIK tarafindan yapildigini beyan

ederler.
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