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Introduction

Having a good command of English has long been acknowledged to be a sin que non in
EFL countries. As far as the case in Turkey is concerned, it appears that there exists a lack
of quality in terms of the use of English by the tertiary level EFL learners for various
reasons such as lack of proficiency, anxiety, lack of practice and training, etc. (Alshahrani,
2016; Atay & Kurt, 2006; Aydm, 1999; Ballester, 2015; Cam & Karatepe, 2020;
Ekmekei, 2018; Kara, 2013; Kirmizi & Kirmizi, 2015; Yalgin, 2010). The studies
regarding the tertiary level EFL learners suggest that the learners make frequent word-
choice errors in their linguistic production and the learners in the higher levels of their
English instruction do not conform to the prescribed CEFR guidelines (Kirmiz1 & Karci,
2017; Ozen et al., 2013). Even though grammar and vocabulary have been considered to
be the culprit of the learners’ lack of quality in their language production, the picture may
be much more complicated in this case. The study, therefore, is concerned with unnatural
and non-native-like language use by the tertiary level Turkish EFL learners. In this study,
it is assumed that the learners ignore the naturalness in their target language since they do
not process L2 collocations in their mental lexicons as native speakers do. To be more
precise, L2 collocations may not be represented as a single unit in the mental lexicon of
tertiary level Turkish EFL learners. According to Hoey’s (2005, p. 1) influential lexical
priming theory, which he claims to be “a new theory of language”, priming phenomenon is
the reason why collocations exist in the first place. He argues that every time native
speakers encounter a word in language, they acquire its accompanying context including
words and grammar structures. As a result, they come to be conditioned to recognize
specific words occurring together, which is spelled out as collocational priming. For
instance, a language user would be likely to recognize the word commit more quickly if
they have already seen that it occurs together with crime. Even though the language user
can offer several alternatives occurring together with commit, his/her linguistic experience
may prime the word crime in his/her mental representation in an endeavour to sound rather
natural compared to other alternative ways to express the same concept. In this sense,
commit can be said to prime crime, and such priming effect would be found in language
user’s mental representation. Similarly, Durrant (2008, pp. 105-106) puts forward that
priming exists when a language user recognises a semantically related word faster as
opposed to a semantically unrelated word; “the word girl is recognised more quickly when
it comes soon after the word boy than it does when it follows a semantically unrelated
word.” The authors assume that naturalness in language is achieved through priming of
collocation pairs, and embark on seeking whether such relationship is found in the mental
lexicon of tertiary level Turkish EFL learners. The study investigates collocational
knowledge of the learners through the medium of a psycholinguistic construct,
collocational priming. As far as psycholinguistic nature of collocations is concerned,
Hoey’s (2005) definition could manifest that they are indeed psycholinguistic constructs.
He suggests:

It is a psychological association between words (rather than lemmas) up to four words apart
and is evidenced by their occurrence together in corpora more often than is explicable in

terms of random distribution. This definition is intended to pick up on the fact that collocation

is a psycholinguistic phenomenon. (ibid., p. 5)

It has been long assumed that the proficiency levels of learners do not improve even
after years of instruction where grammar is in the center of attention (Lu, 2016). Based on
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our EFL experience, we have come to observe that grammar is prioritized over vocabulary
in EFL classrooms. Turkish EFL students learn English in teacher-centered classrooms
where grammar is taught traditionally (Uysal & Bardakei, 2014) and grammar instruction
is prioritized (Siizer, 2007) before learners enter ELT and ELL departments of universities.
Even if those learners are able to produce grammatically correct and perfect sentences, the
naturalness in language is still a matter of question. Wolter and Gyllstad (2011) suggest
that competent use of English depends on organized and relevant intra-lexical connections
between words in the mental representations of those learning a second language. The
intra-lexical links between words are collocations. In this sense, the study investigates
whether collocations are mentally represented as a single unit in Turkish EFL learners’
mental lexicon. The reason why Turkish EFL learners tend to produce ill-formed and non-
nativelike language could be their lack of collocational knowledge, and the study seeks
such knowledge in the first place; namely, learners’ mental lexicon. Durrant (2008, p. 2)
suggests that if collocations are mentally represented in native speakers, they are then
sound targets to be taught, and they are really “known” by language users. Such equation
underpins the goal of the study in that Turkish EFL learners’ mental lexicon is investigated
through the lens of priming phenomenon to find out about their collocational knowledge.
Much research has been done with a focus on Turkish EFL learners by investigating their
collocational knowledge. However, none of those studies except two (Cangir et al., 2017;
Cangir, 2018) approach the issue from a psycholinguistic perspective. More specifically,
there is not a single study investigating L2 collocations in L1 mental lexicon in Turkish
context. The two psycholinguistic studies mentioned above were not concerned
investigating English collocational knowledge in Turkish mental lexicon. Therefore, taking
the paucity of psycholinguistic research regarding English collocational knowledge of
Turkish EFL learners into consideration, it is worth investigating whether collocations
hold psychological reality for Turkish learners of English, and the influence of Turkish as
L1 on L2 English mental lexicon. Therefore, discovering whether collocations are
mentally represented in Turkish EFL learners may hold evidence manifesting learners’
collocational knowledge.

According to Fernandez and Schmitt (2015, p. 96), “if EFL learners aspire to use
language in an accurate and fluent fashion, they must have collocational knowledge”.
Rather than doing the third conditional again, EFL learners must add to their existing
collocation repertoire as it is “the only achievable way to reach advanced levels” (Lewis,
2000, as cited in Ying & O’Neill, 2009, p. 182). However, setting goals for EFL learners
to reach native-like language standards has long been a hotly debated issue in literature
(Jaworska et al., 2015). Comparing EFL learners with native speaker norms in a fashion
where they are supposed to use language like native speakers do has been a controversial
theme among scholars. Although it may be argued that it is not equitable to expect learners
to reach native-like standards in terms of their language production, EFL learners should
be aware of the fact that erroneous collocational use in their language production may
result in dire consequences. Gass and Selinker (1994) state that collocational errors in
language production lead to communication breakdowns. More precisely, wrong word
choice in collocation sets is likely to change the meaning that is attempted to be conveyed
through spoken or written medium. With that in mind, the study utilizes the terms
natural/unnatural and native-like/non-native-like language production as two ends of a
continuum rather than a goal that EFL learners must achieve. Therefore, the study attempts
to unearth the psycholinguistic reason behind EFL learners’ unnatural and non-native-like
language use by investigating priming effect in their mental lexicon rather than setting an
unrealistic goal for the learners. The authors argue that the aim is not to find out whether
EFL learners are doing better in terms of linguistic output in the study. Considering the
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fact that corpus is mainly concerned with descriptive picture and organic development of
language, it would be reasonable to claim that what counts in corpus linguistics is not a
“standard” language according to which we can judge the linguistic performance of a non-
native speaker against a native one. On the contrary, by doing so we have tried to provide
the readers with a reasonable interval of acceptable collocations and their priming
sequences with considerable frequency. This should not be considered as an imposition of
a norm or standard language or a priming sequence but equipping the learners with reliable
data so that they can be more confident in language use and better at making language
related decisions. The use of contrastive analysis is due to the fact that it is “the most
frequently used method of investigating formulaic language in a learner corpus that
compares the results of a learner corpus analysis with those obtained from the analysis of a
comparable native corpus and identifies errors and patterns of learner over- and underuse
of formulaic sequences” (Paquot & Granger, 2012, p.132).

Literature review

Much research has been done in terms collocations and collocational knowledge.
However, various definitions of collocations have been put forward by linguists depending
on their study. As a result, there seems to be much confusion as to how collocations are
approached. Durrant and Mathews—Aydinli (2011) gave a description of three main
approaches to collocations named phraseological, frequency-based, and psychological
approaches.

From the perspective of phraseological approach, one of the constituents of the
collocations does not have a literal sense (e.g. meet deadlines, go green) or in which the
constituents of the collocations are so restricted that they cannot be easily replaced by
another constituent (e.g. flunk cannot be easily followed by any noun other than an
examination, test, or a course of study). More specifically, phraseological approach which
is also called “Russian school of phraseology” (Durrant & Schmitt, 2009) is inclined to
define collocations as frequent word combinations containing transparent meaning and
restricted elements. According to phraseological approach, at least one of the words in
collocations needs to be transparent or compositional; otherwise they are considered free
combinations (Gyllstad, 2009). For example, in phraseological approach, comb hair is
considered to be a free combination because both of its elements are transparent or
compositional in meaning and the interpretation of the pair can be extracted from its
elements. If, on the other hand, both of the elements are non-transparent or opaque, that
would be an idiom in accordance with the guidelines of phraseological approach (e.g. hit
the sack is and idiom rather than a collocation as the meaning is not possible to be
understood from the constituent words.)

It must be noted that the boundaries between those types of word clusters described
above are not clear-cut. It is not possible to clearly set the limits and they should be seen as
a continuum rather than as explicit types. In this sense, Cangir et al. (2017) also assert that
the fundamental problem with the classification described by phraseological approach is
that it is not easy to set limits between the classifications suggested by phraseological
approach. In a similar vein, another disadvantage of phraseological approach is that telling
free combinations from restricted ones can only be made qualitatively. Quantitative criteria
cannot be applied to distinguish free combinations from restricted collocations in
phraseological approach. Even though statistical association measures such as t-score are
possible to be used to determine how salient and significant a collocation is in a corpus,
thresholds and values of those measures are determined subjectively (Lu, 2016). In the
present study, phraseological approach is not taken into consideration.
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The second approach is “frequency-based approach” (Sinclair, 1991) in which
collocations are viewed as word combinations statistically tending to co-occur in spoken or
written discourse. Collocations are approached the same way as in the phraseological
approach and they may not necessarily have a restriction. For example, the word pair make
a cake may be considered as a free combination in phraseological approach, whereas it
may be a collocation in accordance with the guidelines described by the frequency-based
approach.

Frequency based approach posits that the more frequently word combinations occur
together in language, the more probable they are to be established in the mental lexicon
and are possible to be considered as collocations (Cangir, et al., 2017). The advantage of
frequency-based approach compared to phraseological approach seems to be quantitative
criteria such as frequency measurement rather than intuitions with which phraseologists
decide what is considered as a collocation and what is not. However, a major disadvantage
of frequency-based approach is that it takes performance into account while ignoring
competence (Howarth, 1998). Focusing on observable frequency data in a corpus without
taking notice of semantics may unearth word pairs not considered as collocations by native
speakers.

Taking only observable frequency data into consideration without noticing semantic
aspects could mislead researchers if they aim to investigate why collocations exist in the
first place. Frequency based approach is helpful in spotting collocations in language rather
than explaining why there are collocations in language (Hoey, 2005). The existence of
collocations according to Hoey is that statistical measures are not sufficient in explaining
why there are collocations in language. Discontent with frequency-based definitions of
collocations, he addresses psycholinguistic definitions (Vural, 2010). In a similar vein,
Cangir, et al. (2017) say that collocations described by frequency-based approach have a
tendency to be insufficient in terms of psycholinguistic explanation. The problem with the
phraseological and frequency-based approaches is that neither of those gives an account of
why collocations exist in spoken or written discourse. As Hoey (2005, p. 4) puts forward,
the reason “why collocations should exist in the first place” is not adequately explained
with frequent co-occurrence phenomenon. According to him, collocations should be
acknowledged not only as textual but also a psycholinguistic phenomenon. The author
suggests that the decision of which word to use following a certain word is determined by
our experiences with those words. Thus, all our knowledge regarding a word including
collocational knowledge is a product formed as a result of our encounters with that word.
Since every human being has a unique experience with the language, it is quite inevitable
that the language use of EFL learners sound non-native-like and unnatural to their readers
or listeners. In other words, the priming of a particular word for an EFL learner may not be
in harmony with that of a native speaker. This may indicate that much as EFL learners are
able to produce grammatically perfect sentences, their performance is likely to be odd
compared to native speaker standards.

Past research on psycholinguistic framework shows that there are a few studies looking
into collocations and collocational competence by making use of priming theories
(Durrant, 2008; Frenck-Mestre & Prince, 1997; Hodgson, 1991; McKoon & Ratcliff, 1992;
Williams, 1996; Wolter & Gyllstad, 2011; Wolter & Yamashita, 2014).

Hodgson (1991) made use of a lexical decision task (LDT) in which subjects are
displayed a word or non-word for them to make a decision in between, the methodology of
which was described by Jiang (2012), to investigate priming in antonyms (e.g. hatred-
love), synonyms (e.g. company-business), conceptual associates (e.g. dove-peace), phrasal
associates (e.g. foul-ball), co-ordinates (e.g. mist-rain), and superordinates-subordanites
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(e.g. symbol-letter). Unfortunately, the author does not provide any information as to how
those prime-target pairs were constructed for his study, but he states that the pairs
employed in the study were supposed to be unequivocal examples of the categories they
belonged to. Regarding the participants, they were all native speakers of English. The
results were that priming could be found in all types of prime-target pairs mentioned
above.

Another early study in which LDT was employed to investigate priming between
semantically related pairs was conducted by McKoon and Ratcliff (1992). The study aimed
to find grounds for collocational priming. To this end, the authors made use of a small-
scale corpus, compiled from the news items, and chose 40 target words from it. For each
target word, there was a highly related free-association prime, a prime with a high t-score,
and another prime with a low t-score (e.g. baby: child, hospital, room). There were also
309 filler words and 600 non-words in the study. The study included 52 participants
responding to both the target and prime words in the LDT. The study revealed that the
fastest response times were found within the highly related free-association prime, while
the slowest response times occurred with the unrelated prime. Although the corpus used
was questionable in terms of representativeness, it was tentatively suggested that statistical
measures such as t-score calculated from larger corpora could predict priming effects.

Williams (1996) employed an LDT and pronunciation tasks in a series of experiments
to measure priming within prime-target pairs composed of semantically similar sets (e.g.
suitcase-bag), coordinates (e.g. chair-stool), collocates (e.g. salt-pepper), and associates
(e.g. hammer-nail). The participants in the experiments were university learners. The
findings revealed that the collocates rated to be highly familiar by the participants retained
significant priming (Experiment I). Unfortunately, Williams does not provide sufficient
corpus and frequency data to draw conclusions as to the effects of co-occurrence on
priming. In addition, the language backgrounds of the participants were not clearly
provided by the author.

Another study carried out by Frenck-Mestre and Prince (1997 dealt with priming taking
the second language acquisition into account. The authors employed a LDT to deal with
the question how mental lexicon is constructed in the target language (Experiment I). To
serve the purposes of the study, antonyms (e.g. dead-alive), synonyms (e.g. wide-broad),
and collocations (e.g. cook-meal) in particular were investigated as those pairs were
considered to form the word meaning for a native speaker. The number of the participants
taking part in the study was 60, and they were distributed into three different groups. Each
group consisted of 20 participants who were native speakers of English, proficient non-
native speakers, and non-proficient non-native speakers. The word pairs used were all
frequently occurring ones, and they were presented in English in the LDT. There were 60
prime-target pairs evenly distributed into the groups of antonyms, synonyms, and
collocations. The collocations employed in the study consisted of verb and noun pairs, and
they were highly frequent in COBUILD Direct. The findings demonstrated that there was a
restricted amount of collocational priming in non-native speakers

Another study handling collocational knowledge was conducted by Wolter and Gyllstad
(2011) in which the authors investigated the effect of native language on second language.
The aimed was to find out whether congruent verb+noun collocations enabled faster
recognition compared to incongruent verb+noun collocations. 33 of the collocations used
were congruent, meaning that they had direct equivalents in the native language of the
participants (e.g. give an answer — ge ett svar). There were also 33 incongruent
collocations in the study. Finally, 33 unrelated verb+noun collocations were used to
compare priming effect for the congruent and incongruent collocations. The participants
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were native speakers of English. In addition, there were non-native speakers whose native
language was Swedish. The results of the study demonstrated that not only the congruent
but also the incongruent collocations were facilitated faster for the native speakers. There
was a significant priming effect in the mental lexicon of the native speakers. As regards
the non-native speakers, there was a significant priming effect for only the congruent
verb+noun collocations. The conclusion drawn by the authors was that congruent
collocations had processing advantages over incongruent ones.

Wolter and Yamashita (2014) investigated the potential influence of collocations found
in Japanese on the representation of English collocations. The authors used an LDT to
measure such effect and the items were formed taking the native language of the
participants into consideration. It was found out that the native speakers processed both
types of collocations faster than the non-native speakers. That is, Japanese EFL learners
were not found to be processing collocations faster than native speakers, implying that
collocations are not mentally represented in non-native speakers. Therefore, the conclusion
drawn by the authors was that the lexicon in non-native speakers is not activated when
incongruent collocations are being processed.

The description of studies above suggests that there is little research measuring to what
extent verb+noun collocations are facilitated and represented in the mental representations
of non-native speakers. Although Frenck-Mestre and Prince (1997) suggest that there is
limited amount of priming in terms of verb+noun collocations among non-native speakers
whose first language is French, it may be instrumental to see whether and to what extent
verb+noun collocations are processed for Turkish learners. It is because Turkish
verb+noun collocations are constituted differently from English and French. For instance,
a verb+noun collocation like make a call is translated into French as lancer un appel,
indicating that the word order is the same in both languages. However, the same
collocation in Turkish is goriisme yapmak, in which the word order is in the opposite
direction. Therefore, the study is instrumental in reinforcing what Frenck-Meste and
Prince’s study manifested by bringing another first language under the spotlight. Likewise,
two similar studies conducted by Wolter and Gyllstad (2011) and Wolter and Yamashita
(2014) can be theoretically interesting when the potential yield of this study is taken into
consideration. As far as those two studies suggested, incongruent verb+noun collocations,
which are not found in the first language of the participants, appear to be partly primed in
Swedish learners of English while incongruent verb+noun and adjective+noun collocations
do not show such effect in Japanese learners of English. From this point of view, this study
could contribute to the abovementioned studies with similar methodology and participants
from a different L1 background.

In Turkish context, much research has been done with a focus on Turkish EFL learners
by investigating their collocational knowledge. However, with the exception of Cangir et
al. (2017) and Cangir (2018), none of those studies approach the issue from a
psycholinguistic perspective. More specifically, there is not a single study investigating L.2
collocations in L1 mental lexicon in the Turkish context. Regarding that, the two
psycholinguistic studies mentioned above were not concerned with Turkish EFL learners.
Therefore, taking the paucity of psycholinguistic research regarding English collocational
knowledge of Turkish EFL learners into consideration, it is worth investigating whether
collocations hold psychological reality for Turkish learners of English, and the influence of
Turkish as L1 on L2 English mental lexicon.

The present study particularly addresses the questions listed below to investigate
collocational knowledge of tertiary level Turkish EFL learners by examining their mental
lexicon within a psycholinguistic framework.
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1- Does collocational priming exist for academic verb-noun collocations in Turkish
EFL learners?

2- To what extent does collocational (and word level) frequency play a role in
collocational priming process, if any?

Methodology

In this study, a lexical decision task (LDT) was used to measure collocational priming.
The task was employed in an experimental design to investigate whether verb-noun
collocations are processed as single units in the mental representations of Turkish EFL
learners. An LDT is a typical task where participants are required to categorize visual
stimuli as words or non-words (Jiang, 2012). In LDTs, participants are shown a single
word, which is the prime word (the first collocate in a collocation), via a computer screen
(See Figure 1). At this stage, they are not required to show any overt reaction. Following
the prime word, participants are shown an item which may be a real word or a non-word.
The second item is called the target word (the second collocate in a collocation). Here,
participants are required to classify the target as a word or a non-word. Eventually, if the
target words belonging to the target words of collocations are reacted in significantly
shorter time compared to the target words of non-collocations, it is concluded that priming
exists between the word pairs. Collocations are primed for those who take part in the LDT
when the reaction times in response to the target words of collocations are significantly
faster than reaction times belonging to the target words of non-collocations. To illustrate,
the first collocation in the study was draw attention. During the LDT, the participants were
first shown the prime word draw for a very brief amount of time. Then, they were shown
the target word attention, which they were supposed to classify as a word or a non-word in
English by pressing the right and left control buttons on the keyboard. The right control
button meant it was a word, whereas left control button meant it was a non-word. The
same process took place for the non-collocation, which was cause attention. The
participants were required to classify the target as a word or a non-word after having been
shown the prime. In this fashion, the participants reacted to all the target words belonging
to the collocations, non-collocations, fillers, and non-words by opting whether they are
words or non-words in English. The software DMDX (Forster & Forster, 2003) used for
the LDT recorded all the data regarding the reaction times given to the target words in
each pair.

Table 1. A Sample of Prime and Target Words and Their Reaction Times

Prime Word Target Word Reaction Time
Shown for 67 milliseconds showr} for 83 milliseconds | how l.o.ng it takes to make
. participants react as word or | a decision
participants do not show
. non-word
any overt reaction
draw ATTENTION (collocation) X milliseconds
cause ATTENTION (non-collocation) | Y milliseconds
knit EMPHASIS (filler) Z milliseconds
obey STROUCHE (non-word) T milliseconds

If there is a significant difference between X and Y, collocations are acknowledged to be primed for the
participants.

To investigate collocational priming in terms of academic verb-noun collocations, the
LDT in the study included collocations, non-collocations, fillers, and non-words. More
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precisely, each verb-noun collocation in the study (e.g. draw attention) was accompanied
with a non-collocation (e.g. cause attention), a filler (e.g. knit emphasis), and a non-word
(e.g. obey strouche) (see Table 1). There were significant differences in terms of reaction
times between the collocates and non-collocates, while reaction times in response to the
fillers and non-words were ignored. The software DMDX was put into service to carry out
the LDT. Before starting the LDT, the participants were thoroughly informed in
preparation for the task, however, they were not briefed regarding the relationship between
the word pairs to prevent them from using strategies. It has been asserted that automatic
priming is more satisfactory in terms of reflecting mental lexicon compared to strategic
priming (Frenck-Mestre & Prince, 1997; Lucas, 2000). Therefore, the participants were not
aware of what relationship the word pairs exactly entertained during the task.

A set of software codes used in the present study aimed to trigger DMDX to run and
present stimuli for the participants. During the task, the participants were required to
classify the target words in the collocations (N=34), non-collocations (N=34), fillers
(N=34), and non-words (N=34) as words or non-words via DMDX. In other words, the
participants decided whether the target word in each pair was a word or non-word in
milliseconds. Two breaks were available for the participants to ease their concentration on
the task and prevent them getting tired. All the items were presented in a random order for
each participant to avoid repetition effects which may have a negative influence on the
priming process (Wolter & Yamashita, 2014). As can be seen in Table 1, after entering
their name and completing the practice session, the participants were first shown an
asterisk (*) for 250 milliseconds. After that, they were shown a mask (#H###H##HH) for
500 milliseconds. Finally, they were shown the prime and target words of all the items in a
randomized fashion for 67 and 83 milliseconds, respectively. The asterisk and mask were
utilized to get the participants to focus on the task. The fact that the fixations points were
shown for 250 milliseconds in this study was built on the study conducted by Wolter and
Gyllstad (2011). The fixation points in their priming experiments were shown for 250
milliseconds with non-native speakers. Thus, it was considered that such duration could
also work well with the non-native participants in this study. As to the length of masks, it
1s widely accepted that the number of hash marks should be equal to the longest word in
LDT experiments. For instance, the longest word used in the present study included 10
letters, so the same quantity of hash marks was employed in the task. Regarding the use of
masks, Forster and Davis (1984) assert that masks used in priming experiments prevent
participants from using strategies. In other words, masks ensure that participants process
prime words in LDTs in a subconscious fashion. As stated above, automatic priming has
been acknowledged to be more satisfactory in terms of measuring priming. Therefore, it
was vital in the study that the participants would not develop strategies while processing
the prime words. As far as the duration of the masks in the study is concerned, 500
milliseconds were considered to be appropriate as masks are suggested to be shown much
longer than prime words. In addition, Frenck-Mestre and Prince (1997) who also
conducted priming experiments with non-native speakers opted to use masks shown for
500 milliseconds in their study. The stimulus onset asynchrony (SOA) was the main
consideration in deciding on the duration of the prime words. SOA has been described as
the duration “between the initial presentation of prime words and the presentation of target
words” (Wolter & Gyllstad, 2011, p. 433). In this sense, Frenck-Mestre and Prince (1997)
suggest that SOA must be as many as 150 milliseconds to accurately measure priming.
Bearing this consideration in mind, the prime words in the study were opted to be
presented for 67 milliseconds. It is because a long display such as 100 milliseconds risks
making the prime words apparent for the participants, in such a way that they would
develop strategies. A shorter display such as 25 milliseconds, however, prevent the
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participants to process the prime words (Jiang, 2012). Therefore, in the light of the
suggestions by Jiang as well as Frenck-Mestre and Prince, who presented the prime words
for 67 milliseconds in their study, this study allowed the prime words to be shown for 67
milliseconds. Finally, since SOA, which is the duration between the onset of primes and
onset of targets, was opted to be shown for 150 milliseconds to obtain a priming effect, the
target words were displayed for 83 milliseconds in this study. As a result, the duration of
the prime words (67 milliseconds) and the target words (83 milliseconds) constituted a
150-millisecond of SOA.

Table 2. A Sample of the DMDX Screen Displayed for Each Participant

Masking
"l:khe Fixation Point Prime Words | Target Words
(R HHHIHH) . 03 Type of Items
250 milliseconds 500 milliseconds milliseconds
milliseconds
* HHHHHHHHH draw ATTENTION | Collocation
Non-
* HHHHHHHHH cause ATTENTION Collocation
* HHBHHAHHHH knit EMPHASIS Filler
* HHHHHHHHHH obey STROUCHE Non-word

Participant Characteristics

The participants were 71 Turkish learners of English who study English Language and
Literature (ELL) in a mid-size university in the eastern part of Turkey. All the participants
took a placement test designed by Cambridge University Press (2010). Only those learners
who were at Bl and B2 language proficiency levels as outlined Common European
Framework of Reference for Languages (CEFR) took part in the study (Council of Europe,
2001). None of the participants had been to an English- speaking country before. All the
participants took an end of experiment questionnaire after the LDT, which included items
addressing their physical states (e.g. vision, dexterity, short term memory) as well as the
experiment itself. Those who were eligible to take part in the study took a consent form
indicating that they were volunteers to contribute to the study.

Item Development

The collocations employed in the LDT were above 2.0 t-score and 3.0 MI score to
ensure that the items have been encountered by the participants before. With respect to
that, Fernandez and Schmitt (2015) assert that t-score and MI score are among the widely
used frequency measurements to identify collocations. From this point of view, t-score
reveals frequently used collocations. MI score, on the other hand, does not necessarily
identify highly frequent collocations, but it brings out strongly linked collocations.
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To find out whether collocations are primed in Turkish EFL learners, the verb-noun
collocations in Pearson International Corpus of Academic English (PICAE) described by
Ackermann and Chen (2013) were utilized. Regarding that, verb-noun collocations were
under the scope as they are the most frequent and important type of collocations and pose
great difficulty for learners (Nesselhauf, 2005). They are also problematic considering
Turkish EFL learners (Bicki, 2012).

To determine the items to be used in the LDT, only those collocations which enjoy a
minimum 2.0 t-score and 3.0 MI score were chosen. Then, cognates (e.g. role, goal,
method), also found in the native language of the participants, were eliminated from the
list. The assumption behind the redundancy of the cognates was that they are considered to
attain a stronger priming effect than non-cognates (De Groot & Nas, 1991). Since it was
not the aim of the present study to investigate priming effect in cognates, they were not
exploited in the study. Afterwards, recurrent elements in either of the collocates were also
left out. For example, elements such as “achieve, become”, and “consider” take place more
than once in the list, so only one sample from those recurrent elements were included in
the LDT. Then, taking the English proficiency levels of the participants into consideration,
collocations under B1 and above B2 levels were also excluded from the list. The decision
regarding the level of the collocations was made in accordance with the English
Vocabulary Profile (2012) which frames the words learners know at each level of CEFR.
Finally, there were 34 collocations to be used in the LDT. Each collocation was assigned
with a non-collocation, a filler, and a non-word for the experiment (see Table 1).

Data Analysis
The questionnaire

The end of experiment questionnaire dealing with the vision, dexterity, and short-term
memory of the participants revealed that all of the participants except two of them had not
experienced any problems regarding their short-term memory in their lives. Regarding
that, holding a sound short term memory is crucial in priming experiments as prime words
are shown for a very brief amount of time for participants, and problematic short-term
memory may have a negative impact on the priming process (Cangir, 2018). The two
participants who stated that they had experienced short term memory problems were asked
to complete a simple digit span test on a separate session. Mathy and Feldman (2012),
working short term memory is acknowledged to be capable of recalling between four and
seven items. During the digit span test, therefore, the two participants were asked if they
could recall six digits they were shown. Ensuring that the participants were able to retain
the six digits from their short- term memory on the test, it was concluded that their
performance on the LDT was worth analysing.

As far as the vision of the participants is concerned, none of the participants except four
of them stated problems regarding their eyesight. Among those four participants, only the
performance of one participant was not taken into account during the analysis as she had
stated that she was not able to see the prime and target words during the LDT. Table 3
shows all the relevant information regarding the participants’ biographical information.
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Table 3. The Participants’ Biographical Information

Participants Gender Dexterity Vision Short-term Memory
. 63 Right-
Eg;llf[llsé};SEFL 58 Female handed 1 had problems | None had problems
4 Left-handed | With their with their short-term
(N=71) 13 Male eyesight memory
4 Both-handed

The LDT

The number of the participants who were involved in the LDT was 71, but one of the
participants with eyesight problems who claimed that he/she had not detected the target
words was considered to be ineligible for the analysis. Therefore, the performance of 70
participants in the LDT was scrutinized for the analysis of the study. Furthermore, only the
reaction times between 200 and 2500 milliseconds were taken into account for the
analysis, and the erroneous reactions were ignored. That is to say, the reaction times
slower than 2500 milliseconds and faster than 200 milliseconds were not found worthy of
analysis in accordance with the guidelines of priming research suggested by Jiang (2012).

Results

Table 3 shows the results of the LDT in which mean reaction times in response to the
target words of the collocations and non-collocations are presented. In addition, Table 4
displays how long it took the participants to react to the target words in collocations and
non-collocations in each academic verb-noun collocation pair in terms of mean reaction
times.

Table 4. Descriptive Findings of the LDT

Descriptives Col. Status | Reaction Times
.. Non-coll. 0
Missing Coll. 0
M Non-coll. 674
can Coll. 671
.. Non-coll. 275
Standard Deviation Coll. 277
Minimum Non-coll. 223
Coll. 203
) Non-coll. 1991
Maximum Coll. 2142

Based on the mean reaction times shown in Table 4, it is evident that the reaction times
in terms of the collocates and non-collocates are at close quarters. In fact, as can be seen in
Table 5 below, the independent sample t-test revealed that there was no significant
difference between the reaction times of the collocates and non-collocates in this study
(p=0.744>0.05). In other words, the prime words did not facilitate a priming effect for the
targets in both collocations and non-collocations, indicating that academic verb-noun
collocations were not mentally represented in the learners’ mental lexicon. Such finding
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conforms to the researchers’ assumption at the outset, in which it is postulated that
academic verb-noun collocations may not be primed in tertiary level Turkish EFL learners.

Table 5. Independent Samples T-Test Results

Independent Samples T-Test

statistic | df p Mean difference | SE difference | Cohen's d

RT | Student'st | 0.326 | 4584 | 0.744 | 2.66 8.15 0.00964

Mixed Effects Modelling Analysis Regarding Frequency and Proficiency

Having established that academic verb-noun collocations do not constitute a priming
effect in Turkish EFL learners’ mental lexicon (see Table 4), a mixed effects modelling
analysis was implemented to answer the second research question. Mixed effects
modelling analysis, providing robust analysis results in connection with second language
acquisition data (Cunnings, 2012), was employed to determine what role the frequency of
the academic verb-noun collocations play in the process.

The results of the mixed effects modelling demonstrated that proficiency
(p=0.646>0.05), t-score (p=0.212>0.05), MI score (p=0.347>0.05), and target word
frequency (p=0.416>0.05) did not exhibit a significant effect on the dependent variable.
However, the results showed that prime word frequency (p<0.001) had a significant effect.
Among the independent variables shown in Table 6 only the prime word frequency
appeared to have a significant effect on the reaction times to the collocates and non-
collocates.

Table 6. Fixed Effects Parameters Estimates

95% Confidence Interval

Effect Estimate | SE Lower Upper |df |t p

(Intercept) 671.3367 | 19.7013 | 632.7228 | 709.951 | 86.4 | 34.076 | <.001
B2 - Bl -16.9488 | 36.7361 | -88.9502 | 55.053 | 67.8 | -0.461 | 0.646
t-score 0.0828 0.0656 | -0.0459 |0.211 62.6 | 1.261 | 0.212
MI score -1.0819 | 1.1409 | -3.3180 | 1.154 62.9 | -0.948 | 0.347
Prime Word Freq. | 0.7263 0.2022 | 0.3299 1.123 62.9 | 3.591 | <.001
Target Word Freq. | -0.6214 | 0.7590 | -2.1089 | 0.866 62.7 | -0.819 | 0.416
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Discussion

The results of the LDT demonstrated that Turkish EFL learners did not react to the
target words in the collocations significantly faster than the target words in the non-
collocations. It was revealed that academic verb-noun collocations do not hold a
significant priming effect for tertiary level Turkish EFL learners. To the researchers’
knowledge, no research has been done to suggest how and to what extent collocations are
primed for Turkish EFL learners. More precisely, the studies investigating English
collocational knowledge of Turkish learners have failed to take the psychological reality of
collocations into account. However, Cangir et al. (2017) and Cangir (2018), who
approached the issue from a slightly different angle, focused on how Turkish collocations
are mentally represented for Turkish speakers and Turkish-English bilinguals. The former
study investigated collocational priming in Turkish speakers suggesting that Turkish
adjective-noun and verb-noun collocations are primed in the mental lexicon of Turkish
speakers. Similarly, the latter study demonstrated that collocational priming occurs in the
mental lexicon of bilinguals. Such findings when compared to the findings of the study
suggest that the learners fail to process academic verb-noun collocations in their mental
lexicon. Therefore, it may be argued that they have not acquired formulaic language and
collocational knowledge to conform to the native-like standards in their language use and
meet the expectations of the academic world. The researchers’ hypothesis at the outset of
the present study claiming that the reasons behind ill-formed and non-native-like language
use of the tertiary level Turkish EFL learners could be attributed to the fact that academic
verb-noun collocations are not mentally represented and primed as a single unit in their
mental lexicon.

Given that the present study uncovered the psychological reason behind unnatural
language use of Turkish EFL learners, lack of priming in their mental lexicon may be the
outcome of their prior English instruction. The participants who took part in the study may
not have been introduced to the formulaic nature of language which has been long pointed
out by eminent scholars (Ellis, 2003; Kjellmer, 1991; Pawley & Syder, 1983; Wray, 2002).
Accordingly, in a study carried out by Durrant and Schmitt (2009), where native speakers
were compared to non-native speakers in terms of their use of collocations, the authors
reported that non-native speakers’ lack of collocational knowledge could be pinned down
to the suggestion implying that learners may be insufficiently exposed to the English
language. In a similar vein, Wolter and Gyllstad (2013) also state that second language
learners may not be as capable as native speakers in terms of processing frequently
occurring collocations in language. This suggests that much as learners frequently seem to
use formulaic language and collocations in their language production, and notwithstanding
being grammatically acceptable, they do not conform to the native-like standards. As such,
taking the findings of the study and relevant literature into account, it can be asserted that
EFL learners fail to acquire language input they are exposed to in their classes, and as a
result, they produce language in an unnatural and non-native-like fashion.

The mother tongue of the learners may have had an impact on the priming process.
Regarding the influence of the first language on collocational priming, the study conducted
by Wolter and Yamashita (2014), in which an LDT was conducted with a group of native
speakers and two groups of non-native speakers, revealed that incongruent collocations not
found in the mother tongue of the learners did not yield significant priming effects in both
groups of non-native speakers. In a similar vein with the study, the collocations in their
study did not have a significant priming effect in the mental lexicon of the learners.
Conversely, in another study conducted by Wolter and Gyllstad (2011), the findings from
the LDT demonstrated collocational priming exists in Swedish learners of English. That is,
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the collocations in the study had a significant priming effect in the mental lexicon of the
Swedish learners. Taking those inconsistent results of two studies into account, it appears
the first language may have an influential role in the process. Specifically, the lack of
priming effects in the study conducted by Wolter and Yamashita and in the study could be
stemming from the first languages of the participants in both studies. Both mother tongues,
Japanese and Turkish, are obviously different languages from English in terms of
vocabulary, grammar, and word order, while Swedish, which was the mother tongue of the
participants in Wolter and Gyllstad’s study, belongs to the same language family as
English. Moreover, Swedish learners and native speakers of English geographically and
historically are related to one another, whereas Turkish and Japanese learners do not have
as many opportunities as Swedish learners to be exposed to the English language. As a
result, there appears strong reason to suggest that the influence of mother tongue of the
learners in the present study resulted in lack of collocational priming.

The potential effects of the first language as described above can be approached from a
different angle as well. It may be argued that the lack of priming effects in the learners’
mental lexicon as well as the significant single word frequency in the process could also be
attributed to the fact that the word order of the participants’ first language and that of
English are different. In other words, verb-noun collocations are constituted in a distinct
manner in Turkish and English. For instance, the verb-noun collocation goriisme yapmak
in Turkish is directly translated into English as call make, which is unacceptable in the
English language. Namely, verb-noun collocations are echoed as noun-verb collocations in
Turkish, in a fashion where nouns are followed by verbs. Based on such discrepancy
between the two languages, the learners in the study may unsurprisingly have focused on
the single elements of the collocations used in the study rather than processing them as a
whole unit in their mental lexicon. As a result, the reason why a significant effect of
collocational frequency was not observed could be the result of such different word orders
in both languages.

The Role of Frequency

The fact that collocational frequency did not have a significant priming effect for the
participants in the study could be attributed to Sinclair’s (1991) distinction as to how
language works, termed as the idiom principle and the open-choice principle. He suggests
that language is predominantly composed of multi-word units rather than individual items
claiming that “a language user has available to him or her a large number of semi-
preconstructed phrases that constitute single choices.” (ibid., p. 110). What he refers to is
the idiom principle is that language users enjoy readily accessible elements at their
disposal and retrieve them from their memory when the need arises. In fact, the idiom
principle restrains free choice of linguistic items which is what makes language use
natural. On the other hand, according to the author, the open-choice principle “is a way of
seeing language text as the result of a very large number of complex choices.” (ibid., p.
109). Bearing this in mind, the author suggests that language is composed of slots to be
filled with any grammatically acceptable linguistic item. While any grammatically
acceptable linguistic item to be used for a concept or idea can be applied in the open-
choice principle, naturalness appears to be ignored. Therefore, the open-choice principle
enables language users to make an infinite number of choices during language processing,
resulting in unnatural language use even though it is accurate as far as language grammar
is concerned. As a result, based on Sinclair’s language framework and the findings of the
present study, it can be suggested that tertiary level Turkish EFL learners do not apply the
idiom principle in their language processing. More precisely, the learners appear to process
language relying on the open-choice principle.
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Such influence of single word frequency indicates that tertiary level Turkish EFL
learners may ignore the holistic nature of academic verb-noun collocations. Bearing this in
mind, the results of the study are also in line with Wray’s (2002) postulations in that non-
native speakers rely on individual elements in collocations contrary to native speakers who
focus on collocations as single units. The possible implication behind such consistency
between the study and Wray’s arguments can be addressed to the suggestion that native
speakers and non-native speakers differ in processing collocations. As Kjellmer (1991) and
Wray (2002) report, learners do not recognize the most natural selection of collocations
compared to native speakers in a given situation. Non-native speakers focus on individual
words while processing the language every time they attempt to express their ideas. On the
contrary, native speakers naturally retrieve the most formulaic expression in similar
situations. As a result, linguistic production of learners turns out to be unnatural and non-
native-like since “the classroom learner homes in on the individual words, and throws
away all the really important information, namely, what they occurred with” (Wray, 2002,
p. 206). From this point of view, since the learners in this study are solely influenced by
single word frequency rather than collocational frequency, it can be argued that EFL
learners may be less capable of processing frequently occurring collocations than native
speakers. As mentioned earlier, since they appear to be less holistic compared to native
speakers, they attempt to generate linguistic items from scratch rather than retrieving them
from their mental lexicon as a whole unit. Correspondingly, their language production
turns out to be non-standard in terms of native speaker norms due to the reliance on
individual words.

Suggestions for Practice

The initial implication drawn from the present study is that tertiary level Turkish EFL
learners may not have been introduced to the formulaic and holistic nature of collocations.
As a result, their language production becomes unnatural and non-native-like. Therefore, it
may be argued that they should be taught academic verb-noun collocations explicitly in
EFL classrooms. As far as unnatural language use is concerned, Hoey (2005) states that
when priming of language users do not match their potential readers and listeners, the
outcome will be definitely unnatural. The author also claims that textbooks could yield
unnatural priming in the mental lexicon. Linguistic experience encountered in textbooks or
language input from the outside world can impair, or improve for that matter, priming
phenomenon. Taking this into account, teaching academic verb-noun collocations
explicitly could improve learners’ priming in such a way that native speakers would find
natural, which could hamper the non-native-like language use of the learners.

The study also demonstrated that the learners apply the open-choice principle when
they process the language. Considering the distinction in-between, Turkish EFL learners
could be argued to ignore the idiom principle model in their language use. Therefore, the
findings of this study suggest that learners should be conditioned to take note of the idiom
principle in their approach to how language works in mind. Being aware of the holistic
nature of the language and the idiom principle, learners can be rather meticulous in their
attempts to speak or write, the outcome of which may be natural and native-like language
use. As far as raising learners’ awareness in terms of collocations and how they are primed
in native speakers is concerned, Yamashita and Jiang (2010) report that when non-native
EFL teachers who have the same first language as their learners foresee challenging nature
of collocations, they can accordingly tune in their instruction, and help learners pay
attention to collocational differences between L1 and L2.

Having established that Turkish EFL learners should be introduced to the holistic nature
of the language and how language works in mind as the idiom principle postulates, it can
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also be argued that teaching collocations with a large amount of exposure may not suffice
to make learners acquire them unlike what Schmitt (2008) argues. This study demonstrated
that the learners were not significantly affected by the frequency of collocations. Rather,
the frequency of the prime word had a significant influence on them. Such significant
effect of single word frequency implies that Turkish EFL learners remain analytic towards
collocations when they encounter them. Therefore, they break up collocations rather than
retrieving them as a whole from their memory. In this sense, since the learners appear to be
analytic rather than holistic in their approach to the language, they may not cognitively and
innately differentiate which words go together in their linguistic production. As a result,
teaching collocations implicitly with extensive exposure may not be enough for the
learners. Rather, teaching them explicitly and making learners gain awareness as regards
the formulaic nature of collocations may yield native-like language since such knowledge
was not readily found in their mental lexicon as far as the study attempted to put forward.

Conclusion

The study bringing the potential role of frequency under the spotlight investigated
whether academic verb-noun collocations are primed in tertiary level Turkish EFL
learners. As far as priming of collocations is concerned, it is defined as a psycholinguistic
association between constituent parts of collocations rather than a manifestation of mere
textual co-occurrence of words (Hoey, 2005). Based on this description of collocations,
Hoey suggests that they should be defined in psycholinguistic terms since words do not
haphazardly occur together in texts. That is, each word in language is primed to be used
with certain other words depending on the context, which is spelled out as collocational
priming. From this point of view, the choice of a word following another word is in the
mental lexicon of native speakers as they happen to be loaded with such knowledge
through linguistic encounters in their unique language experiences. In this sense,
collocational priming ensures natural language use (ibid). Taking collocational priming
into consideration, it was demonstrated in the study that Turkish EFL learners sound
unnatural and non-native-like in their language production as academic verb-noun
collocations were not found to be primed as a single unit in their mental lexicon.

Given the fact that priming experiments, namely LDTs are time-consuming and
expensive to conduct, the study is limited to the findings of a single lexical decision task.
Therefore, the findings of the study are not generalizable to all EFL learners, and the
findings of this study are advised to be approached tentatively. As stated at the outset, this
study was solely concerned with academic verb-noun collocations as they have been
argued to be problematic and challenging for EFL learners in the relevant literature (Bigka,
2012; Nesselhauf, 2005), which was assumed to be the reason behind the learner’s
unnatural and non-native-like language use.

It is worth underlining the following points for further studies to conscientiously
approach the matter at hand here. First of all, the role of the first language stood out as one
of the key findings of the study. Specifically, contrary to the study carried out by Wolter
and Gyllstad (2011), it was unearthed that verb-noun collocations did not hold a significant
priming effect in the mental lexicon of the EFL learners in this study. In this sense, further
research should be done including learners from varying first language backgrounds to
reach sound conclusions. It has been discussed above that while the collocations in Wolter
and Gyllstad’s study had a significant effect on Swedish learners of English, they did not
exhibit such effect in Japanese learners of English in Wolter and Yamashita (2014). This
may stem from the fact that English and Swedish belong to the same language family
while Japanese is both geographically and orthographically distant to English. Likewise,
Turkish is different from English in terms of word order, vocabulary, grammar, etc.,

© 2022 JLERE, Journal of Language Education and Research, 8(1), 1-21

17



18 Ahmet Aktiir, Ali Stikrii Ozbay, & Hakan Cangir

implying that the first language of the learners may have played a crucial role in the
absence of priming in their mental representations. Therefore, future studies could include
learners not only with syntactically and semantically similar first languages but also those
speakers whose languages are geographically distant from English speaking countries to
make further arguments on the issue. Furthermore, other collocation alternatives than verb-
noun pairs such as adjective-noun and noun-verb pairs as categorized by Benson et al.
(2009) can be taken into account.
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Is there a Recognition of World Englishes

Introduction

Nowadays, the dispersion of English and its global impacts are exceptional and there
has been a remarkable shift in the roles of English from one kind of English to different
Englishes (Brutt-Griffler 2002). The ever-growing diversity of English and speakers of
English have recently led many language researchers to consider the implications of such a
wide diffusion for language teaching pedagogy (Jenkins 2007, 2009; Leung 2005; McKay
2003). More specifically, as English has begun to be used by ethnolinguistically different
people in multilingual and multicultural contexts, the question is about whether the
international tests of English have adjusted their assessment methods and criteria in ways
that reflect the diverse uses of English in the contemporary situation.

Recently, the number of those taking international English tests has increased
dramatically. The majority of the test-takers are known to be non-native English speakers
(NNESs) largely located in non-English dominant contexts. Due to the pressing and ever-
increasing necessity of English proficiency for survival in the global environments of
various domains, including primarily education, business, and service, thousands of people
sit for standardized international tests of English administered by the international
examination boards, such as TOEFL, IELTS, TOEIC and PTE. The number of NNES
students has one of the highest rates among the test takers as they are obliged to prove their
English proficiency for admission to institutions not only in Anglophone countries but also
in non-Anglophone countries, with scores taken from the recognized examination boards.
This sociolinguistic position of English as the dominant language of the globe and the
current profile of English users, the majority of whom are NNESs from the non-Anglophone
countries (Kachru, 1986), is rather important to bear in mind while teaching English as well
as assessing students’ English proficiency.

As stated by Arik and Arik (2014), “[t]he legitimacy of using standardized tests,
which take Inner Circle varieties of English as the norm for local institutions, has been highly
criticized in recent years” (p. 8). Some scholars, such as Lowenberg (1993), raised their
concerns with respect to the assumption “that the criteria for measuring proficiency in
English round the world should be candidates’ use of particular features of English which
are used and accepted as norms by highly educated native speakers of English” (1993, p.
95). Opposing this assumption, Jenkins (2014) further argued that the standardized
international tests of English assess students’ English “proficiency in native British or
American English” which is at odds with institutions’ bold claim to being international with
an alleged welcoming attitude towards the diversity of incoming students whose uses of
English is rather different (p. 12). Another point of criticism centres on the argument that
“the scores of large-scale standardized language tests such as IELTS and TOEFL are not
necessarily reliable and sensitive predictors of future academic performance” (Leung,
Lewkowicz & Jenkins, 2016, p. 57).

From a fairness and justice perspective, some researchers, such as Davies, Hamp-
Lyons and Kemp (2003), perceive such tests to be ‘discriminatory’ as students are forced
into using English in conformity with particular native English norms to avoid being
penalized for likely divergent uses. That is, the state of whether these tests are good enough
to measure language proficiency in accordance with real-world English use in diverse
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contexts for various purposes has hotly been debated in scholarly circles. For that particular
reason, this paper analyses various sources of the most popular standardized international
English tests (e.g. the websites and language documents) regarding the Englishes overtly or
covertly imposed on test-takers in the evaluation process.

Literature review

Global Englishes: World Englishes and ELF

Global Englishes has created a response to its previous points of reference, i.e.
conventional SLA and EFL in conjunction with their inalienably tricky and obsolete ideas
relating to language, e.g. native speaker, fossilization, interlanguage and language learners,
who are, for example, labelled as eternal learners and failed native speakers (e.g., Jenkins,
2006; Mauranen, 2006). The approach to NNESs from a deficit perspective and the outdated
understanding of English have severely been problematized by the Global Englishes
scholars, who have not remained unresponsive to the English language's evolution through
time and the pedagogical and theoretical ramifications of this evolution for classroom
practices. In a broad sense, the Global Englishes paradigm sets out to address “linguistic and
sociocultural dimensions of global uses and users of English (Global Englishes)” (Centre
for Global Englishes, 2018, para. 1), challenging “the notions of geographic linguistic
boundaries and distinct language varieties, and instead emphasizes the pluricentricity and
fluidity of English” (Galloway & Rose, 2015, p. xiv).

The notion of Global Englishes is intended as a superordinate concept, including the
concepts of World Englishes (WE) and ELF. Researchers seem to have agreement on this
conceptualization, for they see WE and ELF as an integral part of it (e.g., Jenkins, 2011;
Jenkins et al., 2011; Galloway & Rose, 2015; Widdowson, 2015). The former is concerned
with “the identification and codification of national varieties of English” whereas the latter
one, i.e. ELF, “examines English use within and across such borders, as well as focusing on
the global consequences of English’s use as a world language” (Galloway & Rose, 2015, p.
xii). Widdowson (2015) describes these two research fields as follows:

WE clearly follows the sociolinguistic tradition of variety description with a primary concern for
the relationship between language and community, the study of ELF is essentially an enquiry into
the relationship between language and communication, how linguistic resources are variably used
to achieve meaning (p. 363, italics in original).

Although these two research fields seem to be competing with one another at a first
glance, they are not, because they deal with different aspects of the pluricentricity in English.
As is also evident from the above quote and prior descriptions, they do have similarities and
differences. To start with similarities, Galloway and Rose (2015) elucidated that both WE
and ELF

* take a plurithic view of English, taking into account its wide spread across the
world;

* primarily deal with non-native ways of doing English, with a special interest in the
impact of language contact;
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* liberate English from the ownership of NESs and their corresponding norms,
supporting the global ownership of it by its all users;

» offer pedagogical and ideological implications for English language teaching.

The paradigm of WE is primarily concerned with the codification of national
varieties that particularly fall into the Outer circle in Kachru’s (1986, 1992) concentric
circles of dispersal of the English language, a framework consisting of three-layer circles
(1.e. the Inner, the Outer and the Expanding Circles). In this division, those countries, such
as the UK, the USA, Canada, where English is spoken as a mother tongue constitute the
Inner circle; the ones (e.g. India) where English serves as an L2 (second language) for
intranational communication objectives constitute the Outer Circle countries. The
Expanding circle countries are the ones, such as Thailand and Turkey, where English has no
official status apart from being taught and learned as a school subject and used for
international communication.

In contrast to WE, ELF addresses the use of English across these three circles with a
special interest in English use/users in the Expanding Circle but does not make any attempts
for codification, as its main emphasis is on “linguistic accommodation where language is
appropriated by speakers in response to situational demands” (Galloway & Rose, 2015, p.
xii). That is, as Ishikawa (2016) aptly put, “ELF theories do not and cannot link legitimacy
to geography”, because “by definition, ELF transcends geographical boundaries” (p. 7). In
brief, ELF deals with language use in situ where users can negotiate and change linguistic
norms in response to changing circumstances and communicative needs of the speakers from
different circles of English.

As WE deals with codification, it determines its own criteria for correctness by trying
to determine stable forms and codes of any given WE variety, which will accordingly replace
the forms and codes assumed to be ‘correct’ in standard native English. However, the notion
of correctness is not a paramount concern in ELF communication in which language use is
dynamic and fluid. This is why, as suggested by Jenkins et al. (2011), ELF “prioritizes
successful communication over narrow notions of ‘correctness’ ” (p. 284). For successful
communication, ELF endorses the use of various intercultural communication strategies like
accommodation by changing “their speech patterns to make themselves more
understandable to their interlocutors” (Cogo, 2012, p. 99).

Following the discussion of the similarities and differences between the research
fields of WE and ELF, one can infer that the following characteristics outline the Global
Englishes paradigm:

* Most speakers of English are NNESs and they are not seen as ‘eternal learners’ or
‘failed native speakers’, but, rather, as ‘successful communicators/users’ in their own
rights;

* Linguistic diversity and divergent language use are not considered a problem-
causing element in communication;

* No particular emphasis is put on NESs as the target model for language use; the
main emphasis is placed on gaining the skills of successful intercultural
communicators;
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» A global ownership of English is favoured over the NES ownership of English
(Jenkins, 2011; Jenkins et al., 2011Galloway, 2013; Galloway & Czarnecki, 2014;
Galloway & Rose, 2015).

These features of the Global Englishes necessitate instructional changes in ELT
pedagogy since the current pedagogy is far from teaching and assessing English in line with
these features. ELF users should be evaluated using tests with ELF awareness. With regards
to assessment, it is assumed that typical standardized tests usually base their measurement
criteria on monolingual English features, including phonological and syntactic forms. In the
words of Davies et al. (2003), such standard tests adopt “[a]n International English (IE) view
[which] insists that the only acceptable norms are those of native English speakers (NES)”

(p. 571).

Taking issue with the notion of competence in assessment, Ma (2009) and Hymes
(1972) point out that linguistic competence covers not only the knowledge of lexicogrammar
and language awareness but also social uses. Therefore, English proficiency tests for ELF
users should measure how communication in English is carried out in different
communication situations. Basically, many scholars coherently agree that English learning
evaluation for ELF users should measure strategic competence, i.e., the use of ELF in
international settings and the accommodation skills (Galloway & Rose, 2015). Similarly,
Kenkel and Tucker (1989) touched on the issue of ‘errors’ and suggested that what is
regarded as “errors’ in their [test-takers’] work should more accurately be called deviations
from the native speaker norm[s]”, especially if such deviations are habitually observed in
their linguistic acts (as cited in Davies et al., 2003, p. 574).

Many ideas and reconceptualized measurement solutions have been proposed in
response to the addressed problems. For example, Hu’s (2012) input is to decide what
linguistic norms are to be tested. The intended application and social preferences should
guide the choice of an English variety. This input seems valid. While NESs could be the
intended audience in some cases, there are also occasions where language users are engaged
in conversations with interlocutors using other Anglophone and non-Anglophone English
varieties. Therefore, a test recognizing both ELF and WE should comprise indicators for
intercultural strategic competence.

Likewise, Canagarajah (2007) suggests that a test should measure one’s ability to
interpret the behaviours and expectations of other English users with diverse backgrounds
and heterogeneous linguistic norms. Formal grammatical competence should no longer be
the priority of tests. Instead, they should measure a language user through their “strategies
of negotiation, situated performance, communicative repertoire and language awareness” (p.
936). A major ELF scholar, Jenkins’ (2007) test priority is laid on accommodation skills.
Test takers should not be penalized for their perceived mistakes that are proven common
and intelligible among speakers using English as an additional language. Following Jenkins’
(2007) argument, Khan (2009, p. 203) supports the idea that an English language evaluation
should be customized to harmonize with international communication environments, global
communities and people of diverse linguistic backgrounds.

Questioning the traditional view of communicative competence, Widdowson (2012)
suggests that it should preferably be about language learning strategies than the quantity of
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knowledge. He further adds that language learners tend to formulate personal language
versions out of their classrooms and, later, become ELF users who use these new adaptations
in real-life situations (Widdowson, 2012). Widdowson (2012) further stresses the
importance of ELF studies as they help demonstrate how the language is employed in
practices. Similarly, McNamara (2012) urges educators to redefine learning achievements
and questions whether native English-speaker norms are still valid and relevant in ELF
practices in respect of assessment.

Lastly, Harding (2012) proposes some measurement alternatives for English learning
to replace the indicators for English language competence. Instead of determining how close
one can demonstrate native-like English performance, the following competencies should
be the focus of attention: (1) tolerance and awareness of various Englishes: discourse styles,
syntactic forms and, accents; (2) negotiation of meaning; (3) use of phonology to achieve
mutual understanding in intercultural communications; (4) awareness of pragmatics for
intercultural suitability, e.g., politeness; (5) awareness of target listeners/hearers and
prioritizing effective communication and; (6) strategic competence, i.e., awareness and
approaches to overcome communication breakdowns.

Realistically, the process of change could be time-consuming before the paradigm
shift becomes feasible since the current WE- and ELF-based English learning measurements
are still insufficient. According to Matsuda (2012), most teachers are not prepared to deal
with any existing Englishes in the world. Therefore, many students depend on limited
resources to learn about English diversity. The problem is that most of the resources
supposedly used worldwide are manufactured by only some American and British
publishing businesses (Dewey, 2015; Jenkins, 2007; McKay, 2002; Methitham, 2009). As
seen in several English learning measurements, the situation forces a false value and
assumption upon WE and ELF users and educators. The assumption implicates that for one
to be proficient in English, one must try hard to imitate native speakers and those who are
incapable of performing such imitation are viewed as incompetent (Jindapitak & Teo, 2012).

Methodology

Research Design

For the analysis of the websites and the documentary papers of the popular
international English tests, a qualitative study design was embraced in this study in order to
gather a mixture of documents, i.e. publicly available materials, such as competency
assessment sheets, sample test materials, and manuals for candidates’ images as well as
audio texts from their websites. In the approach adopted for the analysis, it had “a policy
focus, examining materials relevant to a particular set of decisions” about English, its use
and assessment (Blaxter, Hughes, & Tight, p. 186).

Materials and Data Collection

To collect such documentary data, firstly, the websites of the following international
exam boards were visited by turns: TOEFL, IELTS, TOEIC and PTE. For visual materials,
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several screenshots were taken from the home pages and relevant pages of the websites
where the testing companies display photos of potential test takers. If available, we also
decided to include the video content in the data set featuring those who already took the tests
for promotional purposes and auditory materials in which one can listen to sample listening
files. In collecting data on visual materials, the objective is to determine whether and to what
extent such visual materials give coverage to the linguistic diversity of English speakers who
are likely to take one of those tests. As for the video and auditory content, the attention was
given to the speaker profiles, i.e. speakers’ ethnolinguistic background and whether they
feature a particular kind of (native) English in their speech or maintain their own first
language traits when speaking.

Moreover, to determine if the international testing companies orient to a particular
kind of English in assessment and enforce a particular target speaker on the test takers for
language use, various sections of the websites were inspected and the files on various
assessment issues were downloaded, including test formats, score calculators, the guide for
teachers, practice and sample test materials, score descriptors, and assessment rubrics. These
documents were saved as portable document files (pdf) for further analysis.

Data Analysis

To analyse the visual materials, particularly how they are positioned on the websites,
Knox’s (2007) website analysis model consisting of three dimensions was used. This model
helps researchers determine the level of prominence ascribed to the display of visual
materials on web pages. To illustrate, on web pages, focal attention is given “to the left-top
corner of the screen immediately below the browser window” since it is “the guaranteed
viewing area on any computer screen and is, therefore, a strategic location” for viewers
(Johnson, Milani & Upton, 2010, p. 231). This location is what Macro Theme-Rheme is
concerned with. As for the head-tail dimension, it includes the process of navigating through
an online page on a specific website via moving higher or lower across visuals or texts on
the web pages. The reason for this is that “the hierarchy of information is typically indexed
according to a continuum of ‘diminishing salience’” (p. 230). Namely, one can simply view
vital material in a comparatively short period since they are presented in easily accessible
sections whereas secondary level material is scattered towards the underside of the web
page, thereby accessible to viewers in a long time. The Primary-Secondary dimension deals
with if material is situated in the middle of the page or the right- or left-hand margins of it.
Important information is mostly given in the middle column whereas secondary information
tends to be offered in the left- and right columns.

As for the analysis of the textual data garnered from various documents, two data
analysis tools, namely content analysis (Schreier, 2012) and negative analysis (Pauwels,
2012) were used in combination. The analytic procedure was shaped by a four-stage course:
“finding, selecting, appraising (making sense of), and synthesising data contained in
documents” (Bowen, 2009, p. 28). During the process, the focus was on “the deep structural
meaning conveyed by the message” instead of the literal implication of the content (Berg,
2001, p. 242). Considering the latent content of the documentary data, we attempted to
supplement our content analysis via “negative analysis” with special attention on
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“meaningfully absent” references to several matters relating to the use of language and its
assessment (Pauwels, 2012, p. 253). These items, as Pauwels (2012) notes, “exactly by their
absence seem to become significant” (p. 256). Paying attention to such absent items is of
particular importance in the documentary analysis as their absence may be due to ideological
assumptions regarding language, its use, its users and assessment. Additionally, such
assumptions may be not in keeping with the information or message the visual and auditory
data convey to the viewers of the websites. Additionally, the analysis of the sample listening
files was based on the descriptive study (e.g. frequency) of the existence of the speakers
from diverse cultural and national backgrounds in the audio files. However, it should be
noted that the websites and their content are prone to immediate changes and updates. Thus,
what has been presented in the analysis only applies to the websites and their content at the
time they were visited, yet to safeguard validity, visuals from web pages and detailed
excerpts from connected policy declarations and papers are offered in the findings to
demonstrate that the inquiry is “solid,” “comprehensive” and “presented in a transparent
way, allowing the reader, as far as possible, to test the claims [and conclusions] made”
(Jorgensen & Phillips, 2002, p. 173; italics in original).

Results and Discussion

Multimodal Website Analysis

In the website analysis, the first thing that was investigated is the visual data (mostly
photographs of people) available on the home page of each international exam boards’
website. In doing so, the objective was to specify which group or groups of speakers from
Kachru’s (1986) concentric circles are displayed on the home pages. The examination of the
home pages indicated that the photographs of the speakers from the Outer and Expanding
Circle countries were positioned on the strategic location, i.e. the area immediately below
the browser, on each home page, thereby each being part of a Macro Theme-Rheme. That
is, these photographs are the first items visitors see on the home pages without scrolling
downward or sideways. None of the photographs included any speakers from the Inner
Circle. The photographs mostly featured East Asian and South Asian people, probably with
an eye to representing the largest body of their test-takers across the world.

The inclusion of NNESs on the photographs implies that the exam boards are aware
of the current sociolinguistic profile of English speakers, the majority of whom are from the
Outer and Expanding circle countries. In other respects, from a negative analysis point of
view, the absence of any Inner Circle speakers can be indicative of the idea that such
international tests are addressed to NNESs who are supposed to prove their English
competence for whatever reason (e.g. academic studies, work, and migration) they are sitting
any of these tests, yet once it comes to Inner Circle speakers (i.e., NESs), they do not have
to sit such exams even if they are intent upon applications for similar purposes. Below are
screenshots taken from the home pages of each international exam board, illustrating the
exam boards’ depiction of their future test takers:
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Figure 1. A screenshot from the IELTS home Figure 3. A screenshot from the TOEIC home

P51

page

&

Figure 4. A screenshot from the PTE home
page

Then, the analysis moved on to a closer inspection of visual and textual items located
in the areas of Head-Tail dimension and MacroTheme-Rheme dimension by scrolling down,
left and right on each exam board’s home page. When one scrolled down on the home page
of IELTS, one can see immediately below the web banner photographs in Figure 1 that
IELTS makes following description regarding itself: “IELTS is the high-stakes English test
for study, migration or work” (What is IELTS, 2019, para. 1). This is followed by a
promotional video, entitled ‘Filip’s IELTS story’ on the left-hand column. It seems obvious
from the MacroTheme-Rheme perspective that easy access to that promotional video is
particularly prioritised. The video lasts 91 seconds, showing various sights from London and
the UCL since Filip has been placed at university as a result of certifying his English
proficiency through IELTS. What is remarkable in the video is that Filip retains his first
language (Bulgarian) traits while speaking, disclosing his non-native speaker identity. That
is, he speaks English in his own way without adjusting his pronunciation and accent to any
conventions of standard (native) English.

Finally, towards the bottom of the home page, IELTS displays six photographs, of
which five feature scenes from the Inner Circles countries (i.e., the UK, the USA, Canada)
and one features a spotted world map to prove its worldwide acceptance by universities,
governments and non-governmental organizations in response to a query shared on the left-
hand side under the promotional video “Where can IELTS take you?” (see Figure 5 below).
The photographs illustrating the Inner Circle countries are positioned on the right-, left-hand
side and middle column while the photograph titled in bold red lettering ‘Travel the world
with IELTS’ is positioned at the bottom right-hand-side column of the home page. More
precisely, relative to the content of the other areas, the photograph of the world map located
at the far right-hand column seems to be attached less importance since according to the
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Primary-Secondary dimension, items of subordinate value tend to be located in the left- or
right-hand columns and from a Head-Tail perceptive towards the bottom of the page far
from the first screen.

The assumption of the testing company appears to be that test takers of IELTS will
mainly choose an Inner Circle destination after taking the exam; however, recent research
into the language entry requirements of higher education institutions provides proof that
most people taking IELTS for academic purposes by and large use the scores to be able to
enter an EMI university in their own country or in a European country where English is not
spoken as an L1. The testing company seems to overlook this reality, deliberately promoting
the company as a passport to Anglophone countries as the first consideration.

Figure 5. A screenshot of the IELTS home page
IELTS

What is IELTS? IELTS is the high-stakes English test for study, migration or work.

Find out who accepts IELTS:  Search (=}

Why choose IELTS?

Where can IELTS take you?

Australia Canada

Achigve your dream to go to Australia with ©Open doars dawith IELTS
LTS

—
b P

Live, wark and study in the LI with IFLTS

[ - N £

As for the TOEFL’s home page, it was identified on the MacroTheme-Rheme
dimension that TOEFL spared the left-hand side column to present information on itself
employing some statistics about the number of institutions recognizing TOEFL scores. It
follows a similar strategy to that of IELTS, mentioning the number of countries where the
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test results are recognized, yet first explicitly stating the names of the Anglophone countries
and then Asia and mainland Europe. In their promotional description on the left-hand
column, it makes the following remark:

“TOEFL scores are accepted by more than 10,000 universities and other institutions in over
150 countries, including Australia, Canada, New Zealand, the U.K., the United States, and all
across Europe and Asia” (The TOEFL Test, 2019, para. 1).

The above statement makes clear that there is an acknowledgement of the fact that
the majority of the test takers make use of IELTS scores in non-Anglophone contexts,
particularly European and Asian countries. However, out of the countries where the IELTS
scores are accepted, the IELTS home page only refers to Inner Circle countries by their
names while others are constrained to continent names. This strategy may be due to the
desire of depicting TOEFL to the viewers of the website as an entryway to native-English-
speaking countries. On the middle column stand some links that give access to some
practical information about the test, e.g. how to register for it, test centres and alike. It also
presents some information on a newly introduced test type.

When viewing the left-hand side column, one can see that the column is divided into
three rows positioned on each other from top to bottom. At the top column is a photograph
of a student named Samir with a hyperlink to his TOEFL story. When clicked, the hyperlink
takes the viewer to a promotional video on the centre of the new page, showing some scenes
and parts from Samir’s childhood and adulthood, with a TOEFL preparation book in his
hand when he was a teenager and then saying ‘Thank You’ while graduating from an
Anglophone university. Although he did not speak much in the video, when he did, he
sounded like an Indian speaker of English.

Beneath ‘Samir’s story’, viewers see the ‘TOEFL MOOC”’ section that presents a
hyper video that can be viewed upon clicking. The video introduces ‘The Insider’s Guide to
the TOEFL Test course’, first featuring some photographs of NNESs, followed by a briefing
on the course given by a native English speaker, also one of the members of having created
the exam.

Figure 6. A screenshot of the TOEFL home page
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Be anything and study anywhere
with the TOEFL ® test.
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= About the Test

noticed with the TOEFL

The underlying idea behind such showcasing of the profile of test-takers and test
makers may be the assumption that speakers from Outer and Expanding Circles, i.e.
language learners, need to be tested by language ‘experts’, i.e. authentic users of the
language, from the Inner Circle countries. This conclusion also finds support from the
TOEFL test preparation webpage, at the bottom of which viewers can see the course
instructors, all but one are NESs. Only the listening instructor is a non-native speaker
(Chinese) as is understood from the profile of the instructor at the bottom of the TOEFL test
preparation page. Further to this, the sample listening files accessible to the visitors of the
website are also voiced by NESs.

Similar to the home pages of IELTS and TOEFL, the TOEIC home page provides
information about its administration across the world and the number of organizations that
accept the TOEIC tests while making decisions on people’s language proficiency under its
home page header image. In the middle of the page, there are three columns positioned from
the left-hand side to the right-hand side column. The ones on the right-hand-side column
and middle column provide links to further information on testing the passive skills, i.e.
listening and reading and productive skills, i.e. speaking and writing, in TOEIC via ‘LEARN
MORE’ buttons, while the column at the far left-hand side takes viewers to a page where a
different type of TOEIC (i.e. TOEIC Bridge Test) test is introduced to visitors. Under this
area is a promotional blurb about TOEIC program teaching and preparation resources, which
facilitates navigation to different pages for Test Takers and Organizations. When the ‘For
Test Takers’ button is clicked, a new page featuring an Asian female opens whereas if one
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clicks on the ‘For Organizations’ button, a white European man is displayed as the header
image. To warrant that organizations can trust their tests, TOEIC makes the following
account:

The TOEIC tests offer you a complete, accurate picture of proficiency in all four language
skills. And with scores mapped to Common European Framework of Reference (CEFR) for
languages, the comprehensive and comparable data you receive helps you make better informed
decisions within your organization (Organizations, 2019, para. 3).
At the centre of the home page is a written promotional testimonial in which a
statement by a former test taker, a Brazilian, extolling the TOEIC test for the “trust and

transparency in its results” (TOEIC Success Story, 2019, para. 5).

Figure 7. A screenshot of the TOEIC home page
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Finally, the far left-hand side column of the page features a graphic video to inform
the test takers about the key features of the TOEIC, lasting exactly 10 minutes.
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Unsurprisingly, the informative graphic video is delivered in two (male and female) native
English speaker voiceovers. As with the other home pages of major exam boards, the TOEIC
makes use of NNESs in header images, and testimonials but when it comes to introductory
videos and course introductions, the voiceover immediately turns out to be that of a native
English speaker.

Similar to the home page of the IELTS, the PTE home page (see Figure 8 below)
includes less textual materials but the text-based information is located at the bottom of the
page. It can be inferred thus that particular attention is given to the visuals in areas where
they will see earlier than the textual materials. Under the header image, there is a section
called “Why PTE Academic?’ in which PTE portrays itself as a key to moving and studying
abroad, again ignoring the fact that most test-takers now sit this exam for international
purposes, such as academic studies, employee promotion, and financial incentives in the
workplace.

In the middle column, there are links to the steps of the test process accompanied
with photographs of NNESs studying in the study areas of most likely an Anglophone
university. Under these photographs, there is another photograph of an Asian female student
studying on her laptop and taking notes on the left-hand side column. What is notable is the
statement on the left-hand side column beside the Asian student’s photograph, which writes
‘Helping You Succeed’, getting over an underlying message to the test takers. This message
is that if they also take the PTE test, they will be also successful and have the opportunity to
be placed in a program at an Anglophone university. Beneath that photograph are written
testimonials by several former test takers, exalting the test for its various aspects, including
the kindness of the staff in the test centre, fast administration, quick release of the results,
and objective scoring. All testimonials belong to NNESs based in not only Outer (e.g.
Philippines, India, Singapore and Nigeria) and Expanding Circles (e.g. Brazil, Saudi Arabia,
China) but also in the Inner Circle countries (e.g. New Zealand, Canada).

It is obvious that such testimonials by different speakers of English are part of
promotional strategies pursued by the testing company. What is striking in the testimonials
is that some test takers praise the test for its emphasis on improving their standard English
use. For example, two of the test takers made the following remarks in their testimonials:

PTE Academic accurately reflects an individual’s ability to communicate in standard English.
I would prefer this exam to other available tests as it removes the elements of human bias in
scoring. Unlike other proficiency exams, PTE Academic is less time consuming when it comes
to exam preparation and scorecard report fulfilment (Selva Mariappan; our italics).

PTE Academic oriented me to write correct English every day. I loved the test and even more
after achieving my desired score (Shallu; our italics).

Figure 8. A screenshot of the PTE home page
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We can conclude from the above remarks that the PTE is standard (native) English
oriented, paying attention to its takers’ adjustment to the conventions of standard English in
written and verbal communication. We also understand that the scores are produced through
automated scoring via specialized computer programs. This might well serve the purpose of
testing standard English norms, yet non-native ways of doing English, in other words,
creative and deviant language use, may be penalized. Additionally, the first quote by Shallu
does not specify whose English should be taken as correct and whose as incorrect. Evidently,
such remarks are rooted in the belief that correct English is used by NESs and incorrect
English by NNESs. That is, there is a covert reference to NESs as norm providers. We will
inspect this issue in more detail in the following documentary analysis section.

Documentary Data Analysis

In the document analysis, the primary purpose was to identify the exam boards’
orientation towards a particular variety of English as the benchmark against which test
takers’ English proficiency is judged. Secondly, part of the attempt was to find out whether
there is any consideration of the implications of the well-attested findings of WE and ELF
research as discussed above (see, for example, Jenkins, 2007; Harding, 2012; Hu, 2012;
McNamara, 2012; Widdowson, 2012) in relation to assessment in their scoring rubrics.
Thirdly, the acknowledgement of the speakers of WE and ELF along with their diverse and
non-standard ways of English use has made way into these international tests. To this end,
we especially paid our attention to the documents on listening, writing and speaking.

The first thing that is investigated in the analysis is the documentary data on
speaking, more specifically how the exam boards mark and assess speaking, and if there is
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an implicit or explicit expectation of a certain kind of English from the test-takers. To find
answers to these questions, content analysis has been conducted on such documents as
speaking rubrics, sample speaking test format, the content of the speaking test, and examinee
handbooks. It has been noticed that overall, exam boards base their assessment on some
components of speaking, such as lexical resource, pronunciation, fluency and coherence and
grammatical range and accuracy.

Marking and Assessing Speaking

As a beginning, it is seen in the ‘IELTS Speaking — How it’s marked’ section that it
expects the candidates “to talk with normal levels of continuity, rate and effort and to link
ideas and language together to form coherent, connected speech”, specifying “[t]he key
indicators of fluency” as “speech rate and speech continuity” (“IELTS test format”, 2019,
para. 3). In respect of grammatical range and accuracy, it seems that IELTS covets the test
takers’ range of grammar to consist of “the length and complexity of the spoken sentences,
the appropriate use of subordinate clauses, and the range of sentence structures, especially
to move elements around for information focus” and further adds that “[t]he key indicators
of grammatical accuracy are the number of grammatical errors in a given amount of speech
and the communicative effect of error” (“IELTS test format”, 2019, para. 5). Lastly, with
respect to pronunciation, the test takers’ speaking will be judged in terms of “the amount of
strain caused to the listener, the amount of the speech which is unintelligible and the
noticeability of L1 influence” (“IELTS test format”, 2019, para. 6). It is obvious that there
are several absent references in the speaking assessment criteria as to who ‘talks with normal
levels of continuity and whose English should be branded as correct, and why L1 influence
in speech is a sign of deficiency.

Turning to the TOEFL ‘Independent Speaking Rubrics’, it emerged that speaking is
assessed in terms of topic development, delivery, general description and language use. For
the test takers to get the highest score (i.e. 4) from the speaking part, their English should
meet the following criteria:

Language use: The response demonstrates effective use of grammar and vocabulary. It exhibits
a fairly high degree of automaticity with good control of basic and complex structures (as
appropriate). Some minor (or systematic) errors are noticeable but do not obscure meaning.

Delivery: Generally well-paced flow (fluid expression). Speech is clear. It may include minor
lapses, or minor difficulties with pronunciation or intonation patterns, which do not affect overall
intelligibility.

On one hand, the TOEFL seems to give much weight to the issue of intelligibility
and to be not much concerned with minor errors provided that they do not hinder the
communication of meaning; however, one the other hand, it expects the test takers to display
‘a fairly high degree of automaticity’ and ‘effective use of grammar’. Additionally, some
subjective descriptors stand out in the descriptions. For example, TOEFL requires clear
speech from the test takers but the notion of clear speech might be interpreted differently
depending on who the listeners are. That is, a non-native speech may be clear to another
NNES while a NES can find it unclear. This shows that there is a lack of consideration of
the role of the previous familiarity for effective communication and the linguistic repertoire
of speakers. Moreover, only minor lapses are not penalized, yet in real-life English use, ELF
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speakers often resort to not only short but also long pauses as a communication strategy, not
because of a deficit in their English.

It appears that the burden is placed on speakers solely in the TOEFL speaking exam.
Some evidence for this conclusion exists in the descriptions of the delivery aspect of
speakers getting 1. A speaker who gets 1 out of 4 in the speaking section is required not to
demonstrate “[c]onsistent pronunciation stress and intonation difficulties” and ‘“cause
considerable listener effort” (TOEFL Speaking Rubrics, 2014, p. 1). What is implied here 1s
that the speaker deviating from the standard ways of applying stress and intonation drives
listeners to put more effort into communication. In fact, since communication is a mutual
act, listeners also are as responsible as speakers for effective communication. From an ELF
perspective, there should be an equal share of the communicative burden between speakers
and listeners.

To determine the expectations of TOEIC from its test-takers about speaking, we
analysed its ‘Examinee Handbook: Speaking & Writing’. While fulfilling the tasks included
in the speaking exam, the test takers are expected to fulfil some criteria to be regarded as a
very high-level speaker. The first criterion is as follows:

“1. The test taker can generate language intelligible to native and proficient nonnative English
speakers” (Examinee Handbook, 2019, p. 2).

It is obvious from the above accounts that the test takers are assumed to use English
in an ENL (English as a native language) context, thereby being held responsible to make
their speaking comprehensible to NESs. However, there is no information as to who can be
counted as proficient NNESs. Probably, what is meant by ‘proficient’ speakers here is near-
native like speakers. When this expectation is linked to the description of the TOEIC
speaking test, which goes as follows

“The TOEIC Speaking Test is designed to measure a person’s ability to communicate in spoken
English in the context of daily life and the global workplace” (Examinee Handbook, 2019, p. 2).

It becomes clear that moving from an EFL approach to English use, TOEIC takes it
for granted that much of daily life and workplace English use will occur between NESs and
NNESs. Nevertheless, this is not exactly the current linguistic scenario anymore as much
communication now occurs among NNESs and outside the Inner Circle countries. As
TOEIC is also administered by ETS, it adopts the same assessment criteria as to the
assessment of language use and delivery, with a particular emphasis on clear speech, well-
paced flow, good control of language forms, and suprasegmental features (e.g.
pronunciation, intonation and stress being intelligible all the time to the listener) as well as
good use of basic and complex grammar. The idea seems that if the test takers can fulfil
these criteria, only then can they make themselves intelligible to the listeners in the exam.

Looking at the Score Guide of PTE, it becomes clear that PTE also attaches special
importance to test takers’ oral fluency and pronunciation. Test takers’ oral fluency and
pronunciation are graded with six descriptors, which are, (0) Disfluent, (1) Limited, (2)
Intermediate, (3) Good, (4) Advanced and (5) Native-like in the order of scores attached to
each descriptor from the lowest to the highest (PTE Score Guide, 2018). According to the
scoring criteria, a test taker needs to fulfil the following scoring criteria to be in the ‘Native-
like’ category:
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All vowels and consonants are produced in a manner that is easily understood by regular speakers
of the language. The speaker uses assimilation and deletions appropriate to continuous speech.
Stress is placed correctly in all words and sentence-level stress is fully appropriate (PTE Score
Guide, 2018, p. 24).

It does not take much to infer that the target model is set as NESs for test-takers to
hit the highest score. Therefore, PTE implicitly sends out the message that the more test
takers can imitate the ways NESs use English, the higher scores they will get, covertly
obliging them to adopt certain ways of speaking and to discredit their own divergent speech.
Another point of interest is the lack of description about ‘regular speakers of the language’.
On one hand, test takers are advised to sound intelligible to the regular speakers; on the other
hand, the exam board does not give any account about the characteristics of those speakers.
To the researcher, by saying regular speakers of the language, they allude to NESs. This
conclusion was reached drawing on their scoring criteria where native-like English is of the
highest importance.

Marking and Assessing Writing

Scrutinizing the ‘IELTS test format’ page in order to discover marking and
assessment criteria for test takers’ writing performance, it was found that test-takers’
responses to the tasks on a short descriptive essay of a chart/ graph and an extended essay
on a predetermined subject of academic or semi-formal style are judged against the
succeeding criteria: grammatical range and accuracy, task response/achievement, lexical
resource and coherence and cohesion. The performance descriptors on lexical scores relate
to “the range of vocabulary used and its accuracy and appropriacy in terms of the specific
task” (“IELTS test format”, 2019, para. 3) and the descriptors on the range of grammar and
accuracy is concerned with “the range and accurate use of grammar as manifested in their
sentence writing” (para. 4). It is somewhat surprising that while the test pays attention to
“the overall clarity and fluency of the message” in terms of coherence and cohesion” (para.
6), it requires the test takers to meet this criterion by conforming to the norms of standard
English, with an emphasis on grammatical correctness and accuracy. That is, following the
writing conventions of standard English in academic writing is set as a priori to get high
scores for coherence and cohesion as well as lexical resources. For this, evidence is also
available in the IELTS guide for teachers where the description of a test taker in Band 9
(Expert User) is made as follows: “Uses a wide range of structures with full flexibility and
accuracy; rare minor errors occur only as ‘slips’” (IELTS guide for teachers, 2017, p. 23). It
is evident that errors happening as blunders only are tolerated and the non-standard uses of
English in writing by WE and ELF speakers are less likely to be welcomed when marking.

Regarding the TOEFL writing test, the document we first analysed was the
‘Independent Writing Rubrics’ where one can see the scores for each task description
according to the bands (0 to 5) test-takers can be placed. The marking criteria in the task
descriptions provide sufficient evidence that grammatical correctness and accuracy, as well
as native-like lexical usage have a significant role in determining whether test takers get a
high or low score. For instance, for a test taker to get the highest score (5) from the writing
test, s/he is required to display “consistent facility in the use of language, demonstrating
syntactic variety, appropriate word choice and idiomaticity, though it may have minor lexical
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or grammatical errors” (TOEFL Writing Rubrics, 2014, p. 1; our italics). This criterion is
revealing in that the test not only requires the test takers to use standard English but also
hints that the standard should be that of NESs. This is because idiomaticity is something
acquired by NESs while it is unpredictable for NNESs to get idiomatic usage right and often
they use it creatively by innovating the existing idioms, which, however, is labelled as
incorrect usage.

On the assessment of writing, the TOEIC Examinee Handbook sets the following
evaluation criteria according to the tasks the test takers have to fulfil: relevance of the
sentences to the pictures, grammar, vocabulary and organization and quality and variety of
sentences. More specifically, a test taker whose score falls into the range of 4, the highest
score, in response to questions 6-7 is described as follows in terms of his/her response to the
tasks:

» The writer uses organizational logic or appropriate connecting words or both to create coherence
among sentences.

* The tone and register of the response is appropriate for the intended audience.
» A few isolated errors in grammar or usage may be present, but they do not obscure the writer’s
meaning (Examinee Handbook, 2019, p. 21).

Similar to the TOEFL marking criteria, in response to question 8 on the test, TOEIC
wishes that the test taker’s writing “displays consistent facility in the use of language,
demonstrating syntactic variety, appropriate word choice, idiomaticity, though it may have
minor lexical or grammatical errors” (Examinee Handbook, 2019, p. 23). It is evident that
test takers are guided in implicit manners towards using standard (native) English to be able
to get high scores from the written exam, with a minimized number of grammar mistakes,
and inclusion of native-like usages, such as idiomatic phrases in their writing. And the
considerable overlap between the assessment criteria of TOEFL and TOEIC may be
explained by the fact that they are both administered by the same testing company, ETS
(English Testing Service).

Finally, as to the PTE writing exam, it becomes clear from the Score Guide that the
main concern is with test takers’ grammar, spelling and written discourse. These are
considered as part of ‘enabling skills’ and described as is seen below:

Spelling: Writing of words according to the spelling rules of the language. All national variations
are considered correct, but one spelling convention should be used consistently in a given
response.

Grammar: Correct use of language with respect to word form and word order at the sentence
level.

Written discourse: Correct and communicatively efficient production of written language at the
textual level. Written discourse skills are represented in the structure of a written text, its internal
coherence, logical development and the range of linguistic resources used to express meaning
precisely (PTE Score Guide, 2018, p. 6; our italics).

The kind of English PTE expects from the test-takers in their written exam seems to
be that standard English as could be inferred from the italicized parts in the above
descriptions. The principal focus of attention is placed on ‘correctness’ and ‘communicative
efficiency’ yet without any explicit mention of the yardstick for correct use and efficient
communication. However, we can infer from the descriptions of spelling that the yardstick
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is taken as national varieties of English, i.e. the Inner Circle countries. Again, they do not
name any of these national varieties explicitly, leaving it to the reader to infer the acceptable
kind of academic English. It may be also attributed to the exam board’s assumption that the
kind of English test takers should follow is either British English or American English,
thereby seeing no need to explicitly state these varieties as they are already beyond question.

Speaker Profiles in Listening Exams

While analysing the documents on listening, our primary concern was with the
profile of speakers the test takers are required to listen to. The assessment criteria for
listening were thus subordinate in our analysis. To that end, we particularly attempted to
find any relevant piece of information as regards whose voiceovers will be in the listening
tracks. We first examined the relevant pages where vital information is shared with the
candidates. Drawing on the inspection, the following remarks on the TOEFL iBT Test
Content Page were reached regarding the speaking and listening sections:

Native-speaker English Accents

The Listening and Speaking sections of the TOEFL iBT test include other native-speaker English
accents in addition to accents from North America. You may hear accents from the U.K., New
Zealand or Australia. ETS added these accents to better reflect the variety of native English
accents you may encounter while studying abroad (“TOEFL iBt: Test Content”, 2019, para: 6-
7).

The above descriptions reinforce the conclusion that TOEFL’s understanding of
varieties of English is limited to the Inner Circle Englishes, overlooking the speakers of
Outer Circle and Expanding Circle. One can also speculate that test takers are deemed to
speak English with NESs in ENL countries, which is at odds with the existing sociolinguistic
truth of English largely shaped by NNESs in non-Anglophone contexts.

Likewise, IELTS states on its ‘Test Format-Listening’ section that test-takers “will
listen to four recordings of NESs” (“IELTS Test format”, 2019, para. 5). It further adds in
the ‘Paper format’ section that “[t]he recordings are heard only once. They include a range
of accents, including British, Australian, New Zealand, American and Canadian” (para. 3).
These descriptions demonstrate the lack of ELF awareness in the exam in two respects. First,
the test-takers listen to the recordings only once, yet in real-life English communication,
speakers apply various communication strategies such as repetition, self-repair and other-
initiated repair. Therefore, the criterion does not represent the actual nature of listening in
real-world English use. Second, although each recording represents different contexts of
language use, such as monologic and dialogic everyday social contexts, group discussions
in an educational context or “a monologue on an academic subject, e.g. a university lecture”
(“Test Format”, 2019, para. 2), it is reckoned that the target speakers will be NESs in each
communication context.

As for the TOEIC listening exam, we closely analysed its can-do statements as
regards what a test taker needs to do to get a score between 51-70. One of the criteria that
immediately catches the reader’s eyes is that someone whose score is between the range of
51-70 “understands the main points of standard speech on familiar matters when people
speak slowly and clearly” (TOEIC Can-Do Guide, 2013, p. 12; bold in original). Regarding
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the listening skills in TOEIC, over a decade ago, Trew (2007) made the following
observation as to the listening section:

Familiarity with the different native speaking accents — The Listening Section of the TOEIC
test includes US, Canadian, British, and Australian speakers. Many students develop a bias for a
given variety of English and have difficulty understanding speakers with other accents. To
overcome this it is important that students be exposed to a variety of English accents (p. 7; the
writer’s own italics).

Confirming Trew’s (2007) observation, Case (201 1) discussed the widely mentioned
True-False statements about the TOEIC listening and in relation to the assumption that
“[s]tudents mainly need American English for the exam”, he gave the following response:
“This 1s mostly true. Although the new TOEIC has some British and Australian accents,
most of the voices are still American and Canadian”. Additionally, relating to the “students
who have mainly studied American English usually” he argues that they may

lose confidence in the exam the first time they can't understand people with other ways of
speaking, so people taking the new exam should spend some time listening to other accents, for
example by watching Australian films or British comedy programmes (para. 2).

The above remarks make it clear that TOEIC is orientated towards a particular kind
of native English, i.e. American English, as the kind of expected academic English from the
test takers. Besides, the understanding of other accents in the descriptions is limited to the
accents of Inner Circle speakers merely, probably due to the assumption that the test takers
take the test to use English with NESs in ENL contexts, disregarding the fact that much
English use occurs in the Outer and Expanding Circle Countries in which the presence of
NESs is almost none or very restricted.

Finally, with regards to the PTE listening exam, it emerged from our analysis of the
Score Guide that the subskills test includes “comprehending variations in tone, speed and
accent” (PTE Score Guide, 2018, p. 13). It is also stated on the ‘About the Test’ page that

PTE Academic assesses real-life, academic English, so you will hear excerpts from lectures and
view graphs and charts. You will hear a range of accents in the test, from British and American
to non-native speakers, so you will be exposed to the type of accents you will encounter in
everyday life (“PTE Academic Test Format”, 2019, para. 3; our italics).

It is clearly inferred from the above statements that, unlike other exam boards, PTE
seems to have at least some awareness of the current linguistic reality of English, such as
who speaks it, where it is spoken and with whom it is mostly spoken. There is also a
recognition that test-takers may encounter not only NESs but also NNESs depending on the
purposes people take the test, e.g. for academic studies in a non-Anglophone country, for
immigration in an ENL country. However, considering the PTE’s marking and assessment
criteria in relation to speaking and writing, the inclusion of NNESs in listening recordings
does not mean that it considers non-native ways of doing English that do not follow the
standards of native English legitimate and acceptable. Evidence for this comes from their
orientation to the CEFR (Common European Framework of Reference for Languages). Not
only PTE but also other international tests rely on CEFR band descriptors and can-do
statements with respect to each major skill. However, Jenkins and Leung (2013, p. 1608)
claim that the CEFR “corresponds to native-like proficiency in the respective language”
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(Jenkins & Leung, 2013, p. 1608). Therefore, the CEFR is in no way appropriate in the
assessment of speakers’ proficiency from WE and ELF perspectives.

Conclusion

The use of English is now inevitably widespread and its diffusion as a global lingua
franca has given rise to new English varieties under the WE research field. During the past
decades, NNESs have constituted the majority of candidates in language proficiency
examinations, e.g., IELTS, TOEFL, TOEIC, and PTE due to the growing needs to meet
requisites in education, business, and service. As time progresses, a controversy over the
legitimacy of the tests has become more intense whether it is discriminatory to test NNESs,
who are now speaking various types of Englishes, against the norms of NESs. To mirror the
representativeness of how widely English is used today, a proficiency test of English should
take into account more pluricentric approaches, performance-based measurements and
diversity awareness.

As discovered in this study, international test takers are treated with a favourable
approach in the marketing strategies of the testing boards; however, the ground reality
showcases that this is not the case when it comes to the expectations regarding test takers’
language use because much of the exam content is built on NES conventions or, in other
words, ‘standard English’. Evidently, their homepages aim to communicate with the Outer
and Expanding Circle audience since most of the images utilize non-native models as if the
tests are designed to measure the performances of non-native speakers. The phenomenon
indicates that these tests are aware of the non-Anglophone linguistic and cultural
backgrounds of the candidates. Nonetheless, the tests’ elements and measurement criteria
tell otherwise. Their foci are on NES grammatical rules, vocabulary items, and idioms,
disregarding intercultural communication performances. Similarly, many advertised
testimonials and success stories are made by NNESs whereas the introductory videos and
audios are formed by NES-made contents: British and American. Such visual portrayals
indicate the recognition of English diversity with the intention of embracing multi-ethnic
candidates. Nevertheless, practise-wise, such principles do not seem to translate into their
testing practices in that the tests and measurement criteria are still based on NES norms.

From the visuals displayed on the websites of testing companies, it is evident that
they desire to appeal to NNES candidates on their websites with the hidden message that
they are the target group who are expected to sit for these tests. Likewise, NES voiceovers
are largely preferred n speaking exercises and sound files. Albeit their allegation that the
voices in the audio files represent diverse accents, they mostly include NES accents,
particularly those of Americans and the British by failing to miss the point that the varieties
spoken in the Outer and Expanding settings are far richer than those in the Inner Circle
settings. As a result, these standardized tests make wrongful claims to cover wider English
varieties while deliberately limit their test contents only to the Inner-Circle Englishes.

In conclusion, based on the findings, it may be suggested that the international tests
partly recognize WE and ELF at a theoretical level, yet at the level of practice, they lag
behind the current pedagogy suggested by ELF and WE scholars as their benchmark in
assessment is skewed towards native competence and their standard norms. It seems like
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these tests do a rough job in trying to impress non-native speakers and showing that they
value English varieties. Realistically, scoring matrixes of the tests are still determining how
close a non-native speaker can perform to imitate a native one. Last but not least, as aptly
argued long time ago, “[t]he question of which English(es) should be privileged on tests is
particularly problematic and interesting in academic contexts where traditionally “standard'
forms of English are the only ones accepted” (Lyons & Zhang, 2001, as quoted in Davies et
al., 2013, p. 524). Furthermore, it seems evident that this question will continue to be
problematic in the upcoming decades, too.
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Introduction

It has long been recognized that the mother tongue (L1) has tremendous effects on
learning another language. These effects were initially named language transfer and started to
be studied in the late 40s. This long-studied notion is defined as the interference of the past
knowledge with the new learning (Gass & Selinker, 1992; Odlin, 1989). Therefore, interference
in language is the impact of a previously learned language on any target language. Kellerman
(1979, 1983) suggests two ways that actively take part in language transfer; the influence of the
learner's perception of the target language and the markedness of L1 on the learner. Thus, a
term named psychotypology emerges from his works, which he defines as the proximity
between the mother tongue and target language sensed by the L2 learners. According to Gass
and Selinker (1992), this proximity or distance can exhibit differences from one individual to
another. They report that this distance can shrink as the learner becomes more aware of L2.
According to Smith and Kellerman (1986), additional languages in multilingual learners can
also affect the target language, which is still in the learning process, and this notion can be
described as cross-linguistic influence. Furthermore, this notion of cross-linguistic influence
encompasses such terms as; transfer, borrowing, avoidance, and interference related to the
influence of L1 or additional languages on the target language (Odlin, 1989; Gutierrez-
Mangado et al., 2019).

According to Odlin (1989), language transfer is the impact caused by the similarities
and differences between the target language and any language that has been acquired
beforehand. In this vein, language transfer has always been a hot topic for linguists and
language teachers. He then adds the questionability of the Contrastive Analysis Hypothesis and
suggests that a careful look must be given during the analysis of an error that might result from
different notions such as overgeneralization. In addition, Lado (1957) states that language
learners are inclined to transfer not only their native language but also their culture to the target
language while learning or communicating in that language.

Consequently, the importance of cross-linguistic influence has been well accepted
among scholars and teachers; therefore, if probable misunderstandings and possible problems
related to cross-linguistic influence between two languages are realized by the teacher, a more
efficient and easier learning environment may be created. For instance, a teacher aware of
Turkish-based transfer errors might easily solve the problems occurring due to language
transfer. This study aims to specify the adjective preposition collocations that are inclined to be
transferred from L1 to L2. Doing this will provide a solution to the English language teaching
field in Turkey. In the following sections of the study, cross-linguistic influence, its types and
causes, and previous research on the subject, methodology adopted within the study; finally,
the study's findings will be discussed.

Literature Review
Types of Cross-Linguistic Influence

The most well-known classification of cross-linguistic influence was made by Odlin
(1989); thus, in this part, the taxonomy related to language transfer presented by him will be
presented. Odlin (1989) suggests that this influence can either be facilitating or inhibiting and
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classifies cross-linguistic influence into two main categories, namely, (a) positive transfer and
(b) negative transfer. He then divides negative transfer into four main transfer types (1)
underproduction, (2) overproduction, (3) production errors, and (4) misinterpretation (see
Table 1).

Table 1. Types of Cross-Linguistic Influence (Odlin, 1989)

1. Positive Transfer 2. Negative Transfer
1. Underproduction
2. Overproduction
3. Production Errors
4. Misinterpretation

1. Positive Transfer

As stated above, Odlin (1989) refers to the influence occurring in two ways, facilitating
or inhibiting. Positive transfer, therefore, can be seen as the facilitating influence, which might
be interpreted as enhancing and assisting the process of language learning. However, this notion
can only be plausible if two languages have common structures (Odlin, 1989, Jichoshvili &
Gutierrez-Mangado, 2019). As stated by Odlin (1989), positive transfer can take place in four
distinct ways: a) vocabulary similarities between native and target languages can shrink the
time needed to learn certain vocabulary items and enhance reading comprehension; b) vowel
system similarities or phonetic resemblances can help to enhance the detection of vowel sounds;
c) similarities in writing or ordering systems can pave the way for learners to improve
themselves in terms of reading and writing; d) the resemblances between grammar structures
of two languages, such as relative clauses, prepositions, word order can enable learners to grasp
target language structures easily and in a more efficient way.

Even though these similarities can be seen as helpful and supportive in language
learning, the situation might not be as it seems and can yield opposite results. The similarities
can lead learners to make errors, and often these errors can result in fossilization (Selinker &
Lakshmanan, 1992). There has been quite a debate on fossilization and its causes; however, it
is well acknowledged that transfer may lead to fossilization. To sum up, cross-linguistic
influence can affect the learning in two ways facilitating, as stated and described above, and
inhibiting, which will be discussed in the next chapter.

2. Negative Transfer

As opposed to positive transfer, negative transfer can inhibit the influence of similarities
between native and target languages. Odlin (1989) suggests that negative transfer causes
divergences from the rules and norms of the target language; therefore, it should be recognized
and prevented beforehand. He classifies negative transfer in 4 main subsections, namely, (a)
underproduction, (b) overproduction, (c) production errors, and (d) misinterpretation.

a. Underproduction

Known as an omission in the field, this type of negative transfer is described by Odlin
(1989) with the help of a notion named avoidance. According to him, learners might avoid
using specific terms or structures or tend to use them less if their native language does not
possess similar structures. An example given in Odlin's (1989) study is that Japanese and
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Chinese ESL students tend to use fewer relative clause structures than students whose native
language possesses relative clauses or similar structures. In the study analyzing the avoidance
in Turkish EFL learners by Akbulut (2018), it is pointed out that Turkish learners tend to use
one-word verbs instead of multiple-word verbs even though the case expects them to choose
the multiple-word verb. It is also highlighted in the research that as the proficiency levels of the
speakers decrease, the usage frequency of one-word verbs increases, leading to the conclusion
that language awareness and better vocabulary knowledge result in less frequent avoidance. A
possible example can be given as an ESL student who has Turkish as his/her mother tongue,
uttering | studying instead of I am studying since the Turkish language does not possess such
auxiliary verbs to produce that particular grammar type.

b. Overproduction

This notion can be defined as the redundant use of words or structures that results from
the influence of the native language. According to Odlin (1989), this notion can sometimes be
the result of underproduction, and an example given by him is that while students try to avoid
certain grammar types, they might overuse other structures to convey their ideas better. This
notion can be seen especially in prepositions in that students tend to add unnecessary
prepositions to verbs. A study conducted by Gvarishvili (2012) demonstrates the incorrect use
of prepositions by Turkish students in which approximately 12% of students' errors result from
additive usage of prepositions such as "he plays on the piano; he is going to home; he entered
in the room" (p. 1567). In the same vein, since the Turkish language does not use articles as
independent words, it is possible to see students using them even when it is not needed.

c. Production Errors

Odlin (1989) describes production errors as the transfers that are made during the
production process and divides them into three types (1) substitutions, (2) calques, and (3)
alterations. Substitutions are defined as the usage of the native language during the target
language production. Odlin (1989) gives an example by Ringbom (1986), namely, the use of
the Swedish word 'bort' (away) in an English sentence: "Now | live home with my parents. But
sometimes | must go bort™" (p. 37). Therefore, careful observations should be made during the
identification of this error type. Calques, on the other hand, are defined by Odlin (1989) as “the
errors reflecting a very close native language structure” (p. 37). In the study by Mede et al.
(2014), Turkish EFL students tend to misplace action verbs such as lie tell and slowly speak
due to verb positioning rules in Turkish. Lastly, Odlin (1989) defines hypercorrections as
changing the correct use of a structure with an incorrect one out of a desire to be correct. He
gives an example from the study made by Ibrahim (1978) in which Arabic students trying to
correct their inappropriate b/p substitutions (playing) tended to make hypercorrections and
made these corrections in places that were not needed, such as hapit. In this regard, Odlin (1989)
states that not all errors are caused by L1 rules but also overgeneralizations of L2 rules by
criticizing Krashen’s statement that transfer is a falling back on some L1 rules (Krashen &
Terrell, 1983).

d. Misinterpretation
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Native language structures can strongly influence students’ ability to interpret target
language messages. According to Odlin (1989), this influence can sometimes affect the
inferences that learners get from messages, thus, leading to a complete misunderstanding.
Differences between the native and target languages' phonology, syntax, and even word order
can affect this notion. In the same vein, cultural and sociological assumptions also play a role
in the interpretation process of messages.

All'in all, the influence of languages on one another is present in the language learning
process, and this influence can both help and aggravate the process of language learning. As
can be inferred from the cross-linguistic influence types by Odlin (1989) and the examples
provided, these influences can occur at any language property level, such as phonetic,
morphologic, and syntactic levels. Resulting from perceived similarities between native and
target languages, this influence would inhibit the learning process, resulting in fossilization.
Therefore, the importance of this notion should be recognized in the second language
acquisition/learning process. Furthermore, it can be argued that recognition of this notion in
language testing will also increase the validity and reliability of assessment.

The concept of validity in language testing can be defined as “the extent to which
inferences made from assessment results are appropriate, meaningful, and useful in terms of
purpose of the assessment” (Gronlund, 1998, p. 226). Brown and Abeywickrama (2010) suggest
that one of the most important elements of an effective test is its validity. They maintain that a
valid test: (1) measures what it proposes to measure, (2) does not measure irrelevant or
‘contaminating’ variables, (3) relies as much as possible on empirical evidence (performance),
(4) involves performance that samples the test’s criterion (objective), (5) offers useful,
meaningful information about a test-taker’s ability, (6) is supported by a theoretical rationale
or argument (p. 32). Consequently, if a test contains items or questions that might result in
interference, the validity of the test might be harmed because it fails to assess what is intended
to be assessed. In order to minimize this condition, the general interference causing notions
should be specified by the researchers and language teachers.

At this point, the importance of error analysis should be pointed out. Error analysis is
described as “the study and analysis of the errors made by second language learners” (Richards
& Schmidt, 2010, p. 201). Solely knowing students' errors is not enough for teaching to be more
effective; instead, errors should be analyzed and handled. According to Erdogan (2005), error
analysis identifies the strategies that language learners use, seeks the answer to the question
'why do learners make errors?' and determines the common difficulties in learning by helping
teachers to develop materials for remedial teaching. Therefore, it has been argued that error
analysis is crucial in enhancing language learning classes and feedback. Lastly, teachers need
to be aware of the possible errors that may result from the impact of L1 on the language learning
process (Paradowski, 2008). As a result, with the help of error analysis, it would be easier to
specify the concepts or structures that can cause interference in second/foreign language
learning. In the next section, previous studies regarding the concept of interference will be dealt
with.
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Previous Studies

As mentioned above, interference is important in language learning and teaching.
Moreover, researchers and language teachers should be aware of interference and specify the
concepts and structures prone to interference. However, the analysis of previous studies
conducted demonstrates that the number of studies regarding the influence of the Turkish
language on English learning is far from satisfactory compared to other problems in the Turkish
context. Studies conducted so far, both in Turkey and abroad, related to the concept of
interference have been presented in this section.

When the studies in the Turkish context are considered, it might be seen that, instead of
directly focusing on interference, nearly all of the studies emerge as an error analysis at first
which consequently evolves into a study that points out the importance of interference in
language learning. One example of the type mentioned above is Erkaya's (2012) study, which
examines the errors of 17 Turkish EFL learners’ essays. The study points out that participants'
lack of awareness of the difference between English and Turkish grammar and possible
interference of Turkish in participants’ English learning led to incomprehensible outputs.
Furthermore, it is concluded in the study that participants tended to make mistakes on
singular/plural noun agreement, such as omitting the plural marker in their essays which might
be a result of the influence of Turkish on their learning. In a similar error analysis study, Elkilic
(2012) examines more than a thousand English composition papers written by 68 intermediate
and upper-intermediate Turkish tertiary level students. According to the findings of the study,
participants omitted the articles in their composition papers which might be correlated with the
interference of Turkish. In line with Erkaya (2012), Elkilic (2012) also points out the errors
emerging in structures such as subject-verb and quantifier-noun agreement. Lastly, another
interesting conclusion made in the study is that upper-intermediate students tended to make
fewer mistakes resulting from interference which can be described with the help of Kellerman’s
(1979, 1983) definition of proximity; as the student got more aware of the target language, the
influence of native language decreased.

In addition to the examples mentioned above of interference that happen at the
morphologic level, interference of syntactic structures is also apparent. For example, a research
conducted by Mede et al. (2014) investigated the effects of native language transfer in
comparing Turkish-English word order (verb placement) among 19 EFL adult learners. Since
these two languages have different syntactic structures, it was claimed that Turkish learners
might have difficulties in verb placement, and consequently, they may end up transferring from
L1 and making errors. It was found out that the errors mostly stemmed from negative transfer
and it was especially encountered in the use of action verbs such as "lie tell”, "slowly speak™.
Nevertheless, it should not be overlooked that the study participants were at only beginner
levels. As mentioned above, as the learners' competencies increase, the possibility of
interference will shrink.

When the subject in question is the use of prepositions and collocations, it is possible to
see the influence of L1. For instance, the study conducted by Tas¢1 and Atag (2018) revealed
that in a written context, most of the Turkish adult learners' errors were classified as preposition
errors (30.8 %). This problematic error type resulted from overusing, misusing, and omitting
prepositions in their essays. As concluded in the study, negative transfer of students' native
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language was one of the main reasons for their errors. Another example from the Turkish
context can be given with the help of the study by Erarslan and Hol (2014), in which they
examined Turkish EFL learners' English production to reveal the effects of their native
language. The language areas that the researchers focused on while investigating the L1 transfer
were vocabulary, prepositions, and the use of Simple Present Tense. Based on their findings, it
was concluded that in the process of English learning, preposition use is identified as the area
which is the most problematic. The study also revealed that elementary level students performed
more language transfer in preposition use than pre-intermediate and intermediate students.

Out of the Turkish context, several studies deal with the use of prepositions and
collocations. One example study is by Bilal et al. (2013), in which they focused on finding out
the prepositional errors of Pakistani secondary school students learning English as a second
language. In the analysis part of the study, students' written compositions were examined by
conducting error analysis, and it was concluded that % 89 of the written compositions included
prepositional errors. When it comes to the description of errors, it was found that substitution
had the highest percentage (% 61). Thus, it was concluded that students had difficulties and got
confused while choosing the proper preposition due to the differences between their native
language (Urdu) and the target language. In another study focusing on prepositions by
Gvarishvili (2013), L1 interference over the target language (English) in the use of prepositions
was investigated. In order to do that, types of errors based on Georgian ESL learners' writings
were analyzed by conducting an error analysis. Similar to the studies mentioned above, the
highest percentage of error type was substitution error (% 69) owing to L1 negative interference
such as “I am interested with it”, “It is typical for him” or “He is good/ bad in English”. It was
also concluded that the difference between L1 and L2 causes mismatching prepositions of both
languages, and therefore, learners end up misusing these prepositions.

When it comes to the use of collocations, in the study analyzing the effect of L1 on
collocation comprehensions of German and Polish EFL students carried out by Biskup (1992),
it was stated that the impact of L1 is evident in the collocation learning processes of students
and should be taken into account. The study also provides remarks on possible causes of cross-
linguistic transfer; for instance, it was stated that the wider an item’s semantic field, the more
likely L1 transfers occur. Moreover, if a word has fewer synonyms or synonym-like structures,
students are more likely to use L1 equivalents of the words to be used. Furthermore, Fan (2009)
analyzed the collocation uses of both non-native and native students. In the study, 60 Hong
Kong and 60 British students' essays were analyzed in terms of collocation use, and the
researcher concluded that some of the errors could be interpreted as the evidence of students'
L1 on the product.

An example of this was given in the study as Chinese students' usage of 'left/right face'
instead of using the word 'cheek’. In a similar vein, Phoocharoensil (2013) conducted a study at
Bangkok Thammasat University and investigated the role of L1 on students' collocation
learning. It was stated that L1 transfer was common among English Thai learners; furthermore,
high-proficiency students were found to be using much of their L1 knowledge when they could
not find the English equivalents of the words they intended to use in the production of English
language collocations.
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To summarize, language transfer has been a rather hot topic over the years; however,
even though some major studies regarding word order, sentence structure, and vocabulary have
been conducted, not much has been done in Turkey to detect specific linguistic structures,
concepts or areas in English that are likely to induce language transfer in Turkish EFL learners.
Considering the studies conducted in the Turkish context, it is possible to maintain that some
mistakes of Turkish EFL learners are generated as a result of language transfer. This study,
therefore, has attempted to reveal the adjective-preposition collocations that are likely to be
transferred by Turkish EFL learners. Even though every individual shows different learning
behaviors (Selinker, 1972), preparing a list that contains the aforementioned structures,
concepts or areas would pave the way for teachers, researchers, and stakeholders (coursebook
designers, test makers, high-stake test designers, curriculum designers, etc.) to be more efficient
and aware in testing processes. Consequently, this study aims to provide answers to the
questions below:

1- Is there a statistically significant difference between the general mean scores of
Neutral Test Takers (NTT) and Transfer Test Takers (TTT)?

2- How often have the interference inducing distractors been chosen by the
participants?

3- Which adjective-preposition collocations cause interference among Turkish
learners of English?

Methodology

The study aims to investigate if there is an effect of Turkish students’ L1 on their
recognition of English adjective-preposition collocations. Since the study attempts to describe
a phenomenon by using statistics and tendency measures, it can be stated that the study has a
quantitative nature. Furthermore, since the study explains the possible reasons lying behind this
phenomenon, it can be put in the explanatory research category. It should also be noted that
research ethics have been considered during all stages of the study. Furthermore, before
conducting the study, necessary ethics approval was taken from the Siileyman Demirel
University Ethics Committee, dated 23.07.2020, numbered E-87432956-99-93152.

Participants

In order to conduct the study, a total of 291 students enrolled in the study. Participants
of the study were EFL teacher candidates from the English Language Departments of 2 state
universities in Turkey. With a number of 183, the majority of participants consisted of females.
Lastly, the participants were randomly divided into two as Neutral Test Takers (NTT) and
Transfer Test Takers (TTT).

Table 2. Demographic data of the participants

NTT TTT University A University B Total
Female 88 (60%) 96 (66%) 151 (62%) 33 (66%) 184 (63%)
Male 58 (40%) 49 (34%) 90 (38%) 17 (34%) 107 (37%)
Total 146 145 241 50 291

As can be seen in Table 2, females outnumber males in both groups. In fact, in TTT,
females are approximately twice the number of males. In addition, the number of participants
in University B is one in a fifth of the number seen in University A. Ultimately, the study adopts
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convenience sampling (Dornyei, 2007) since there has not been any randomness included in
the selection of the participants.

Instruments

In order to test participants’ general knowledge of English adjective-preposition
collocations, a test containing 50 multiple-choice questions, each of which has five options,
was prepared. During the preparation process of the test questions and items, in order not to be
mistaken about the correct adjective-preposition collocations, the researchers made use of the
BBI dictionary of English word combinations (Benson et al., 2010), Oxford Collocations
Dictionary for students of English (MclIntosh et al., 2009), Turkish National Corpus (TNC) and
Corpus of Contemporary American English (COCA). All in all, an adjective-preposition
collocation test with 50 multiple-choice questions was prepared, and a distractor from each
question of this test was altered with a distractor that may induce interference from Turkish;
thus, two separate tests containing the same questions but differing in only one distractor were
created. These tests were named Neutral Test (NT), which does not include any distractors in
the questions that may induce interference, and Transfer Test (TT), which contains a distractor
in each question that may induce interference. Although the first versions of the two tests
included 50 questions, after the pilot study with ELT students who would not then be involved
in the actual study, 20 questions were eliminated because of not causing enough impact on
interference. Therefore, the final versions of both NT (see Appendix A) and TT (see Appendix
B) include 30 questions. The aforementioned impact of the questions was calculated in terms
of question difficulty and item discrimination through the use of a test analysis programme
(TAP) designed by Ohio State University. Additionally, the reliability levels of both tests were
calculated and found to be more than .8, which is widely accepted to be appropriate to be used
(Bland & Altman, 1997; Tavakol & Dennick, 2011).

Data collection procedures

Because of Covid-19, which forced schools to stop face-to-face education and adopt
distance education, the study had to be conducted online. Therefore, initially, tests were
uploaded to Google Docs. The links to the tests were shared with the participants by their
instructors, and only those who volunteered took part in the study. A form asked participants to
give information about their demographic data. Then, they were asked to answer 30 questions
that tried to assess students' general knowledge of adjective-preposition collocations in English.

Data Analysis

Firstly, in order to assess the initial test with 50 multiple-choice questions in terms of
question difficulty and item discrimination, a test analysis programme was utilized.
Furthermore, in an attempt to compare the mean scores of the participants gathered through
NTT and TTT, independent samples t-test was applied, and the effect size of this result was
calculated via Cohen's d.
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Findings and Discussion
In this section of the study, the results have been presented and discussed.

15t Research Question: Is there a statistically significant difference between the two test
taker groups’ general mean scores?

The tests utilized in the study aimed to test participants’ recognition of adjective-
preposition collocations. As has been stated above, in order to understand the difference
between two tests, the scores participants obtained in the tests were analysed. In order to render
the assessment process more manageable, each question was scored as 5. Therefore, if a student
gets all the right answers, his/her mean score will be 5. Nonetheless, the scores based on a 100-
point scale are given in Table 3 below.

Table 3. Total Means of Participants

Neutral-Test Takers Transfer-Test Takers

Number of Items 30 30

Mean 3,6347 3,1103

Mean (out of 100) 72,6 62,2

Median 3,8333 3,1667

Std. Deviation ,85396 ,83547

Minimum ,83 ,50

Maximum 5,00 4,67

As can be seen in Table 3, NTT’s general mean score has been revealed to be higher
with a score of 3,63 and TTT’s general mean score is 3,11. Additionally, when the mean scores
are examined out of 100 points, it can be stated that there emerges a difference of more than 10
points between two means. In this sense, it can be clearly stated that students achieved better
scores in the test not involving interference-inducing distractors. As has been explained above,
there is statistical difference between two mean scores; however, in order to prove if this
difference is statistically significant, independent samples t-test was implemented and the
results of the t-test have been given in Table 4 below.

Table 4. t-Test results of general mean scores of both groups
NTT’s mean score TTT’s mean score p score Mean Difference

72,6 62,2 ,000 10,3872

It can be seen in Table 4 that there is a statistically meaningful difference between the
two mean scores (p<,001). Even though the mean scores tell us that the neutral test scores are
higher than interference test, this might result from other causes such as the groups involving
different members. In order to avoid this problem, we should also look at how often students
chose interference inducing distractors. In the next section, findings for the second research
question have been presented and discussed.

2nd Research Question: How often have the interference inducing distractors been chosen
by the participants?

In order provide an answer for this research question and explain the phenomenon
discovered in first research question, the frequencies of interference inducing distractors in the
results of the TTT have been analysed. As mentioned before, there were 145 participants in
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TTT. Since every participant was expected to answer 30 questions, it can be stated that there
were 4350 answers at the end of the test. So as to assess the frequencies, these answers were
categorized into three as correct answer, transfer inducing distractor and other distractors. The
categories regarding the frequencies of answers can be seen in Table 5 below.

Table 5. Frequencies of answers of TTT

Total answers Correct answers Selection of transfer Selection of other three
inducing distractor distractors
4350 2697 (62%) 914 (21%) 739 (17%)

According to Table 5, 62% of 4350 answers are correct. When the other frequencies are
analysed, it can be seen that the selection of the transfer inducing distractor makes up more than
one in fifth of the total answers. Thus, it would not be unjustified to state that transfer inducing
distractors have managed to get selected more frequently than the other three distractors
combined. This result, then, can be interpreted as there are some adjective-collocation
combinations which have led students to give incorrect answers to the questions. Now that the
second research question has been explained, in the final part of findings and discussion section,
the third and last research question has been discussed and analysed. Additionally, a more
detailed explanation and analysis onto which collocations caused interference has been
presented and discussed.

3rd Research Question: Which adjective-preposition collocations cause interference?

In the light of the data given above, it can be stated that the interference inducing
distractors of TT did have an impact on students and they tended to select those options. In this
part of the findings and discussion section, answers have been sought as to which collocations
cause more interference and which produced less effect on students’ results. In order to
understand the possible reasons for interference, approximate explanations and descriptions of
prepositions in Turkish will be given. The table from the study done by Ozisik (2014) well
explains the prepositions’ meanings and usage in Turkish as well as their equivalents in English.

Table 6. Turkish and English cases (Ozisik, 2014, p. 62)

Cases Turkish English
Genitive (n)in, (n)in, (n)un, (n)iin duvar-in

of the wall
Accusative 1, (DI, (Y)u, () duvar-1

the wall (as an object)
Dative (Y)e, (y)a duvar-a

to the wall
Locative de, da duvar-da

on the wall
Ablative den, dan duvar-dan

from the wall
Instrumental \)le, (W)la, ile duvar-la/ ile

with the wall
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Now that the definitions and usages of Turkish prepositions are given, interference
inducing distractors and neutral options and how many students tended to pick those will be
given and results will be analysed. As can be seen in Table 7, 10 questions which created nearly
or more than 25% difference in the frequencies are given. The reason why the remaining 20
questions are not given is that, when analysed through a test analysis programme, they were not
proved to possess sufficient question difficulty and item discrimination. Further explanations
and comparisons of the results can be seen below.

Table 7. Questions, correct answers, interference inducing distractors and frequencies

Expected Interference Correct  Interference Percentage
correct Inducing Answers Inducing of
Question answer Distractor of TT Distractor Interference

Frequency Inducing
Distractors

1. We didn’t think she was married To With 82 63 43,4%
......... him, it turned out she was.
8- Cecilia started bungee jumping last With From 78 50 34,5%

summer because she was bored .........
her other hobbies.

12- After a two-year trial period, the jury Of From 75 37 25,6
found the criminal guilty ......... the
murder.

14- Last summer, Caner was happy ......... About From 65 50 44,8%
saving the right amount of money for his
vacation.

16- As the secretary has been working in ~ For To 89 35 24,1%
this company for only one month, she is
not eligible ......... maternity leave.

21- The revolutions weren’t only limited To With 64 38 26,2%
............ the diplomacy, they were also

present in art, science and social life.

22- You should be patient ............ With To 81 54 37,4%
Carl, because he is trying to make an

improvement.

25- Experts were suspicious ............ Of From 78 46 31,7%
the authenticity of the vases found in the

catacombs.

28- Since his mother's funeral, he has With To 77 49 33,7%
been obsessed ......... death.

30- The jeweller's wife was surprised At To 89 35 24,1
......... his calm reaction to the recent
increase in the price of diamonds

As can be seen in Table 7, questions, their interference inducing distractors and
percentages of frequencies of interference inducing distractors have been given. Before moving
on to analysis section, it should be stated that the errors that are not classified as interference
errors can be named intralingual errors and do not pose a threat to the validity of the questions.
In the following part of this section, correct answers belonging to each question will be
described and preposition which caused interference on students and possible causes will be
given and analysed.
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The correct answer to the 1%t question should be ‘to’ which is a dative preposition.
Interference inducing distractors in the two tests were namely; ‘under’ in the NT and ‘with’ in
the TT. Moreover, as can be seen in Table 7, the number of participants who gave correct
answers to 1%t question in TT is 82. Lastly the number of students who chose interference
inducing distractors is 63. This result can be assumed as a great impact because nearly the half
of the participants chose the preposition ‘with’ to be used with the adjective ‘married’. This
situation might result from the fact that the Turkish equivalent of the sentence ‘being married
to someone’ is ‘being married with someone’ (-ile evli), and when the ‘with’ instrumental
preposition is given as an alternative option in the question, participants tended to choose it
more frequently, thus leading us to the belief that ‘married with’ adjective-preposition
collocation is a direct translation from Turkish and L1 is of great influence in this specific
adjective-preposition collocation. This result coincides with the results in the study of Ozisik
(2009) in which Turkish students tended to use the preposition ‘with’ the word ‘marry’.

The correct answer for the 8" question is ‘with’, because of the common preposition
usage with the adjective ‘bored’. However, Turkish collocation describing the same situation is
‘bored from’ (-den sikilmak). Looking at Table 7, it can be seen that 78 participants chose the
correct option. With a critical number of 50, participants in TT chose the altered option. This
result might be an indicator of the possible existence of interference in the collocation of ‘bored
with’ since more than a third of participants chose ablative preposition ‘from’; yet, when the
interference inducing distractor is eliminated from options, students tended to choose correct
option more frequently which may result in a more effective question in terms of validity.

When the 12th question’s results were analysed, it can be seen in Table 7 that 75
participants gave correct answers. Furthermore, 37 participants chose interference inducing
distractor. The correct answer for the 121 question is ‘of” and the altered option is ‘from’. Since
the Turkish equivalent usage of the collocation ‘guilty of’ is ‘guilty from’ (-den suglu),
participants were apt to use ‘from’ dative preposition with the adjective ‘guilty’.

The correct answer for the 14th question should be ‘about’. And according to Table 7,
it can be inferred that 65 participants chose the correct option. Furthermore, 63 participants
chose the interference-inducing distractor. Since the Turkish equivalent of ‘happy about’
collocation is ‘happy from’ (-den mutlu), nearly half of the learners chose the option which may
be interpreted as causing interference.

When it comes to the 16™ question, it can be said that the correct answer is ‘for’ to be
used with the adjective ‘eligible’. And when Table 7 is analyzed, it is seen that 89 participants
gave correct answers to the question, and the number of participants who chose interference-
inducing distractors is 35. This reason may be caused by the fact that the Turkish equivalent of
the collocation is ‘eligible to” (-e uygun). Because when the interference-inducing distractor
‘to” was not given as an option to the question, participants tended to choose the altered option
less.

The correct collocation of the adjective ‘limited” should be ‘to’ in the 215t question, and
the number of participants who gave correct answers to the question is 88. Turkish equivalent
of the collocation is ‘limited with’ (-ile sinirl1). For this reason, when the interference-inducing
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distractor is placed, 38 participants chose it. This result might be interpreted as it causes
interference in this context, and in order to enhance the question's validity it should be avoided.

The correct answer to the 22" question should be ‘with’, and 81 participants chose the
correct option. Turkish equivalent of the collocation ‘patient with’ is ‘patient to’ (-e sabirli),
therefore, when ‘to’ is given as an option to the question learners might tend to choose it. As
can be seen in Table 7, 38 participants chose the interference inducing distractor.

When 25™ question is analysed, it can be inferred that the correct collation to be used
with the adjective ‘suspicious’ is ‘of”; nevertheless, the Turkish equivalent of the collocation is
‘suspicious from’ (-den siipheli), which then caused interference in the answers of students
reached a number of 46 which is nearly the 1/3 of the number of participants in TT.

Correct answer to the 28" and question to be analysed is 'with', and 77 participants gave
correct answers to the question. Additionally, when how frequently interference inducing
distractor are chosen is analysed, it can be seen in Table 7 that 49 participants selected
interference inducing distractor. The reason laying behind this fact might be that Turkish
equivalent of ‘obsessed with’ collocation is ‘obsessed to’ (-e takintili).

Last but not least, the correct answer of the 30" question should be ‘at” which is the
common collocation used; yet, when the preposition ‘to’ is given as a distractor in the options,
students tended to choose it more frequently, which might be resulted from the fact that Turkish
equivalent of the collocation ‘surprised at’ is ‘surprised to” (-e sasirmak). All in all, it would be
justified to state that the placement of ‘to’ caused interference in the results. Under the light of
the results, Table 8 presents the adjective-preposition collocations that cause interference.

Table 8. Adjective-preposition collocations that cause interference

Adjective Commonly used Interference inducing Type of the interference
preposition preposition inducing preposition

Married to with Instrumental
Bored of from Ablative

Guilty of from Ablative

Happy about from Ablative

Eligible for to Dative

Limited to with Instrumental
Patient with to Dative
Suspicious of from Ablative
Obsessed with to Dative

Surprised at to Dative

As can be seen in Table 8, there are various types of collocations that cause interference.
However, it would not be incorrect to state that some cases are more frequent than the others.
The most frequent case is dative (5), followed by ablative (4). Lastly instrumental (2) cases are
also present in the interference inducing prepositions. However, due to the scarcity of more
collocation samples, it would not be valid to classify dative cases as the one that is generally
more prone to interference.

As mentioned, there are not many studies which focus on the interference of Turkish in
English learning. Furthermore, this study can be seen as a pioneer that handles the subject
influence of Turkish as L1 on English adjective-preposition collocations. However, some
studies attempt to specify certain other concepts and structures that are prone to be transferred
from Turkish to English and these can be presented to support the founding of the study. For
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instance, a study conducted by Tasc1 and Atag (2018), revealed that most of the Turkish adult
learners’ errors were preposition errors (30.8 %). In addition, it is stated in the same study that
these errors are the result of interference of learners’ L1. Therefore, it can be said that this study
poses a parallel stance with the one in question. Similarly, the study by Yuvayapan and Yiikselir
(2021) in which it is argued that learners believed their collocation errors resulted from L1
interference also supports the importance of L1 in the learning of adjective-preposition
collocations.

One of the studies dealing with other languages is by Anjayani and Suprapto, in which
they found out that nearly 12% of participants’ errors result from prepositions and more than
65% of these are caused by the interference of Persian in English learning. Similarly, Bloom
(2007) concludes the fact that Swedish learners tend to use incorrect form of prepositions and
forms a list of prepositions that are frequently observed as to, in, at, of, for, about, on, by.
Comparing the findings of two studies, it can be inferred that some errors that Swedish EFL
students make are also apparent in Turkish EFL learners. The research also shares some
similarities with the study by Tahaineh (2010) in which he thoroughly defines the differences
between English and Arabic by providing examples from both languages at once. He states that
in cases where the preposition by is not needed Arabic learners tend to use it; he then develops
over his statement by giving the example of learners using by with the adjective famous. He
explains the reason behind the statements as interference because of the usage of the preposition
by with the adjective famous in Arabic. The same example was in the test implemented to
conduct this study and learners did choose the preposition with in combination with the
adjective famous. However, since it did not prove any statistically significant differences it was
not included in the study.

Conclusion

As it was mentioned before, it is important to specify notions and structures that may
induce interference between two languages for the sake of a more effective teaching and valid
assessment to take place. Therefore, the study has attempted to reveal the effect of Turkish
students’ mother tongue on their recognition of English language adjective-preposition
collocations. Consequently, it was found that the impact of Turkish on English adjective-
preposition collocation learning exists. In addition, the study tried to create a list that included
the collocations that might induce interference. As a result, a list that contains certain
collocations that induce interference of Turkish on English has been prepared. This list may
have some pedagogical implementations. For instance, it can be referred to while teaching
adjective-preposition collocations to Turkish learners with a specific focus on interference
inducing ones. In addition, this list might prove useful while designing adjective-preposition
collocations test. It should also be noted that in order for a test to be more valid, the test has to
assess what it attempts to assess; thus, interference of L1 might damage the validity of an
aforementioned type of test. As well as its pros, the study has several limitations. One of these
limitations that worth to mention is the sampling, the study expands with a limited number of
participants. The list provided in the findings section; therefore, might change and more
adjective-preposition collocations might be added.
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All in all, it can be concluded that teachers, instructors, stakeholders and researchers
should be aware of interference of L1 in foreign language learning and find ways to overcome
problems resulting from it. There are several ways to specify the concepts or structures that may
induce interference. However, the most important and prominent of these is corpora. With the
help of corpora, studies that analyse and pinpoint interference causing structures, concepts or
areas might be conducted more frequently, which might, in turn, enhance foreign language
learning and assessment. Furthermore, as mentioned before, there is a gap in the subject of
Turkish interference in the field. In that, nearly all research on interference stem from error
analysis which is too broad to deal with. Consequently, further studies can be done within the
scope of other structures, concepts or areas that might induce interference.
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Appendix
Appendix A — Neutral Test
1- We all didn’t think she was married ......... him, it turned out 9- Although he knows that it irritates me, my father is really fond
shewas. correcting my grammar mistakes when | am speaking
English.
A. from
B. in A. for
C. under B. on
D. on C. of
E. to D. from
E. with
2- He had been prepared ......... many scenarios, but this was
beyond anything imagined. 10- Sinop is famous ......... its sandy beaches and crystal-clear
waters.
A. for
B. of A. of
C. in B. in
D. about C. over
E. on D. for
E. on
3- He seemed careless ......... his own safety.
11- The Prime Minister of Taiwan has declared that they are
A.  of really grateful ......... the Turkish government for its immediate
B. with offer of help.
C. on
D. from A. with
E. for B. on
C. at
4- He was wholeheartedly pleased ........ his results. D. in
E. for
A. on
B. to 12- After a two-year trial period, the jury found the criminal
C. with guilty ......... murder.
D. for
E. in A. to
B. on
5- | have already admitted being wrong ......... the accident. C. with
D. of
A. of E. over
B. to
C. in 13- The country hasn't been succesful ......... importing goods
D. about over the last decade.
E. through

6- | must admit to you that yesterday | got extremely angry .........
you.

A. for
B. at
C. of
D. from
E. on

7- 1 really wonder when you will understand that owning an old
car is nothing to be ashamed ..........

A. for

B. on

C. with

D. of

E. towards

8- Cecilia started bungee jumping last summer because she was
bored ......... her other hobbies.

A. at
B. in
C. with
D. on
E. to

A. over
B. in
C. to
D. under
E.  through
14- Last summer, Caner was happy ......... saving the right

amount of money for his vacation.

in

for

to
about
over

moow>

15- My best friend's parents were totally disappointed ......... him
when he showed them his test results.

with
on
to
of
over

moowp
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16- As the secretary has been working in this company for only

one month, she is not eligible ......... maternity leave.
A. from
B. in
C. on
D. for
E. of

17- 1 think you should stop being envious ... him and start
working on improvements.

A. in

B. on

C. of

D. for

E. to
18- This article can be said to be full ......... various important
distinctions.

A. of

B. to

C. under

D. from

E. for
19- The Turkish workers in Germany felt inferior ......... the

others until their team's international success gave them some
pride.

A. of
B. in
C. for
D. over
E. to

20- | thought | was going to be late ... the meeting. Therefore, |
took a taxi.

A. at

B. in

C. from
D. with
E. for

21- The revolutions weren’t only limited .... the diplomacy, they
were also present in art, science and social life.

on
of
for
to
from

moow>

22- You should be patient ......... Carl, because he is trying to
make an improvement.

with
over
on
in
from

moow»
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23- Jolene was so pessimistic ............ her exam score that she
didn't even apply for the job.

A. under
B. in

C. from
D. about
E. with

24- Experts were suspicious ..... the authenticity of the vases
found in the catacombs.

A in
B. on
C. of
D. along
E.  within
25- If you are serious ......... winning the race, you have to

practice at all times.

to
with
into
about
of

moow>

26- He was so upset ......... the incident that he called the police
immediately.

from
with
in
about
for

moow>

27- Since his mother's funeral, he has been obsessed ......... death.

over
in
about
with
for

moowy

28- Nathan wasn't aware of how his coach was impressed ..........
his performance in the last match.

A.  for
B. at
C. of
D. in
E.  with
29- The jeweller’s wife was surprised ...... his calm reaction to

the recent increase in the price of the diamonds.

A. at

B. of

C. under
D. in

E. from

30- Vincent sat next to Maria in silence, as he was terrified ......
saying something stupid to her.

A. for
B. to
C. of
D. in
E. with
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Appendix B — Transfer Test

1- We all didn’t think she was married ......... him, it
turned out she was.

A. from

B. in

C. with

D. on

E. to
2- He had been prepared ......... many scenarios, but this

was beyond anything imagined.

A. for
B. to
C. in
D. about
E. on
3- He seemed careless ......... his own safety.
A. of
B. to
C. on
D. from
E. for
4- He was wholeheartedly pleased ........ his results.
A. from
B. to
C. with
D. for
E. in
5- 1 have already admitted being wrong ......... the
accident.
A at
B. to
C. in
D. about
E. through

6- | must admit to you that yesterday | got extremely

A. with
B. at
C. to
D. from
E. on

7- 1 really wonder when you will understand that owning
an old car is nothing to be ashamed ..........

A. for

B. from

C. with

D. of

E. towards

67

8- Cecilia started bungee jumping last summer because

she was bored ......... her other hobbies.
A. from
B. in
C. with
D. on
E. to

9- Although he knows that it irritates me, my father is
really fond ......... correcting my grammar mistakes when
| am speaking English.

A. for
B. on
C. of
D. from
E. to
10- Sinop is famous ......... its sandy beaches and crystal-
clear waters.
A. with
B. in
C. over
D. for
E. on

11- The Prime Minister of Taiwan has declared that they
are really grateful ......... the Turkish government for its
immediate offer of help.

A. from

B. on

C. to

D. in

E. for
12- After a two-year trial period, the jury found the
criminal guilty ......... murder.

A. to

B. for

C. with

D. of

E. from
13- The country hasn't been succesful ......... importing

goods over the last decade.

A. over
B. in
C. to
D. for
E. through
14- Last summer, Caner was happy ......... saving the right

amount of money for his vacation.

A. in

B. for

C. to

D. about
E. over
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15- My best friend's parents were totally disappointed
......... him when he showed them his test results.

with
on
to
from
over

moow>

16- As the secretary has been working in this company
for only one month, she is not eligible ......... maternity
leave.

from
in
on
for
to

moow»

17- 1 think you should stop being envious ... him and start
working on improvements.

A. in
B. on
C. of
D. for
E. to
18- This article can be said to be full ......... various

important distinctions.

A. of
B. to

C. with
D. from
E. for

19- The Turkish workers in Germany felt inferior .........
the others until their team's international success gave
them some pride.

A. of
B. in

C. for
D. from
E. to

20- | thought I was going to be late ... the meeting.
Therefore, | took a taxi.

A. to

B. in

C. from
D. with
E. for

21- The revolutions weren’t only limited .... the
diplomacy, they were also present in art, science and
social life.

A. on
B. of
C. for
D. to
E. with
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22- You should be patient ......... Carl, because he is
trying to make an improvement.

A. with

B. to

C. on

D. in

E. from
23- Jolene was so pessimistic ............ her exam score

that she didn't even apply for the job.

A. in

B. for

C. from
D. about
E. with

24- Experts were suspicious ..... the authenticity of the
vases found in the catacombs.

A. from
B. for
C. of
D. along
E. within
25- If you are serious ......... winning the race, you have

to practice at all times.

A. to

B. with

C. into

D. about

E. at
26- He was so upset ......... the incident that he called the
police immediately.

A to

B. with

C. in

D. about

E. for
27- Since his mother's funeral, he has been obsessed
......... death.

A. to

B. in

C. about

D. with

E. for

28- Nathan wasn't aware of how his coach was impressed
.......... his performance in the last match.

A. for
B. at

C. from
D. in

E. with
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29- The jeweller’s wife was surprised ...... his calm 30- Vincent sat next to Maria in silence, as he was
reaction to the recent increase in the price of the terrified ...... saying something stupid to her.
diamonds.
F. for

A. from G. from

B. of H. of

C. under . in

D. in J. with

E. from
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The Interlanguage Speech Intelligibility

Introduction

Nonnative speakers (NNSs) speak in a second language (L2) with non-standard speech
features that are generally associated with a foreign accent. According to Major (2013), “a
foreign accent is a pronunciation deviating from what a native speaker (NS) expects
another NS to sound like” (p. 1). Nonnative linguistic forms, in this regard, highlight the
existence of an in-between system known as interlanguage that contains aspects from the
speakers’ Lls and L2s (Yule, 2010). These nonnative speech features are due to the
transfer of L1 elements to L2, which is also known as negative transfer or interference
(Major, 2001). Gass and Selinker (2008) underline that this very own structure of L2
learners is not a deficit system, yet a language filled with random errors composed of
various elements of the native language and the target language. Therefore, an
interlanguage is made up of phonetic and phonological features that come out as the
product of the interaction between a talker’s L1 and L2. As Munro (2008) also indicates,
one can easily recognize someone from a different speech community with the help of the
speech of the talkers even without any phonetic training.

NSs and NNSs interact with one another in various communicative settings.
Therefore, NNSs’ success in oral communication can be measured by their intelligibility in
L2. In terms of research endeavors regarding intelligibility, most of the studies concern
nonnative and native interactions where NNSs take on the role of the talkers and NSs the
listeners (Levis, 2018). However, the intelligibility of speech between NNSs (nonnative
talkers, NNTs!, from here onwards) and nonnative listeners (NNLs) is still open for further
investigations. Such enquiries are generally handled within the more specific area of
investigations referred to as the interlanguage speech intelligibility benefit (ISIB).

Despite an increasing interest in ISIB research, there is still a clear research gap in
the field and additional studies are needed to provide further insights into the nature of the
ISIB. There is also a critical scarcity regarding the ISIB research with L2 talkers and
listeners with a Turkish L1 background. Aimed at contributing to filling this gap, this
study explored the intelligibility of Turkish talkers for native English listeners and listeners
with a shared Turkish L1 background. To this end, the research design was built around
the small-scale speech database, the data collection instrument, and partly the research data
of the larger doctoral research of Uzun (2019) which originally investigated the salient
pronunciation errors of Turkish talkers in English depending on expert listeners’
judgments, and the relative importance of these errors on the talkers’ intelligibility. This
study was later published as a research article (Uzun, 2022).

Literature review

Intelligibility, a common goal for most L2 learners today, was defined by Munro and
Derwing (1995) as “the extent to which an utterance is actually understood” (p. 291). A
foreign accent is a factor whose potential influence over intelligibility was studied via

! Participants who provide speech samples in ISIB research are generally named as talkers so that they are
not confused with more general speaker profiles (i.e., native and nonnative speakers). To this end, the term
talker was preferred over speaker in this study as well to keep the discussions in line with the existing ISIB
literature while the word speaker was used in the initial discussions regarding foreign accent.
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empirical studies which generally found that foreign accent was not necessarily an
impediment for intelligibility (e.g., Munro & Derwing, 1995; Derwing & Munro, 1997,
1999). The question of whether having a shared L1 brings an advantage for intelligibility
in nonnative interactions attracted researchers’ interests. Bent and Bradlow (2003)
proposed ISIB to describe this advantage and defined it as “the benefit afforded by a
shared interlanguage between a nonnative talker and listener” (p. 1600). The researchers
also proposed matched and mismatched ISIB, which differ in terms of NNLs’ L1
backgrounds. Matched ISIB refers to the equal or greater intelligibility of an NNL for
another NNL from the same L1 background while mismatched ISIB involves the equal or
greater intelligibility of NNLs from different L1 backgrounds (Bent & Bradlow, 2003).
Stibbard and Lee (2006) held a different view from Bent and Bradlow (2003) concerning
what benefit entails as they only considered instances of higher intelligibility an advantage,
excluding equal intelligibility. Adopting this perspective in their study, Hayes-Harb et al.
(2008) proposed two other types of ISIB, ISIB for listeners (ISIB-L) and ISIB for talkers
(ISIB-T). They defined ISIB-L as the cases where nonnative speech is more intelligible to
NNLs than to NLs while ISIB-T occurs when nonnative speech is more intelligible to
NNLs than a speech by native talkers (NTs).

Numerous studies have found evidence in favor of the ISIB for talkers and listeners
for different L1 backgrounds. For instance, Xie and Fowler (2013) investigated the
intelligibility of native and Mandarin-accented speech in English for native Mandarin and
native English listeners and found evidence for ISIB-L for Mandarin listeners. The study
provided limited support for ISIB-T as it was only Mandarin-speaking Chinese listeners
who identified Mandarin accented Chinese speech more accurately. In Bent and Bradlow’s
(2003) study, high proficiency (HP) nonnative talkers' (NNT) speech was equally
intelligible to listeners from the same L1 background compared to a native English talker’s
speech. As also discussed above, Bent and Bradlow (2003) considered this sort of an equal
intelligibility situation as a benefit while several other researchers did not follow this
perspective, but instead looked for a considerable difference between NNLs and NLs
(Algethami et al., 2011; Hayes-Harb et al., 2008; Stibbard & Lee, 2006).

Several other studies analyzed specific phonological phenomena in terms of ISIB.
For example, Hayes-Harb et al. (2008) examined the intelligibility of native and Mandarin-
accented English speech for native English and native Mandarin listeners with a particular
focus on word-final voicing contrasts. The study found evidence for ISIB-L where the low
proficiency (LP) Mandarin listeners identified LP Mandarin talkers’ words more
accurately. In another study, Song (2011) investigated the intelligibility of Korean talkers’
English lexical stress for Korean and native English listeners. According to the results of
the study, there was evidence for ISIB for HP Korean listeners as they were highly
accurate in judging stress patterns. In an attempt to examine Chinese-accented English
liquids for Chinese, Korean, Japanese, and native English listeners, Lee and Xue (2013)
found evidence for matched ISIB-L for final /1/, initial /r/, and final /r/. The results of the
study also supported mismatched ISIB-L for LP talkers. Along with these studies, some
others also provided empirical evidence in favor of NNLs’ advantage over NLs’ in
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understanding other NNTs’ speech (Chu & Taft, 2010; Hansen Edwards et al., 2019; Li &
Mok, 2015; Podlipsky et al., 2016; Shu et al., 2016; van Wijngaarden, 2002).

On the other hand, various studies found either limited support or no support at all
for ISIB. Stibbard and Lee (2006) reported evidence against mismatched ISIB indicating
that NNLs with a different L1 background than the talkers found it difficult to understand
LP NNLs. The researchers found limited support for matched ISIB between NNLs and
NNTs with the same L1 background. Similarly, Munro et al. (2006) reported weak
evidence in favor of a speech intelligibility benefit in that familiarity or speaking with a
particular accent did not result in significantly improved intelligibility. In this study, only
Japanese listeners had a slight advantage when they heard Japanese-accented English
while Cantonese listeners did not appear to have such an advantage. In another study,
Algethami et al., 2011 examined the ISIB with Saudi talkers and native Australian English
and native Saudi listeners. According to the findings, NNLs received higher intelligibility
scores than NLs; however, the differences were rather small without statistical
significance. Similarly, in several other studies, NNTs were found to be more intelligible
to NNLs with a shared L1, yet the NNLs did not outperform NLs (Han et al., 2011;
Hansen Edwards et al., 2018; Jutkowska & Cebrian, 2015; Lee et al., 2005). Despite these
research efforts in various contexts, there is a clear research gap in terms of ISIB studies
conducted with Turkish talkers and listeners.

Based on the above-mentioned discussions, this study aimed to answer the
following research questions:

1. Do the Turkish talkers’ pronunciation errors influence their intelligibility to Turkish
and native English listeners differently? Is there an ISIB for matched L1 Turkish listeners?

2.  What linguistic features do Turkish listeners rely on in understanding the talkers of
English with a Turkish L1 background?

Methodology

Research design and publication ethics

The data collection procedures were carried out in Turkey and the United States.
English speech samples collected from Turkish talkers in Turkey were presented to
different listener groups at different times. In the first step, expert listeners (N=3) listened
to the recordings and detected pronunciation errors in them via think aloud. This step was
followed by the native listener sessions in which native English listeners in the United
States completed an intelligibility task comprised of items with salient pronunciation errors
as detected by expert listeners. These three phases were conducted as part of Uzun (2019).

In this follow up study, the same intelligibility task was presented to a group of
listeners with a Turkish L1 background. The intelligibility scores of each target word were
compared between native and nonnative listener groups with an aim to explore whether
either listener group outperformed the other in understanding Turkish talkers’ erroneous
words. Table 1 presents an overview of the research procedures and tasks utilized in the
collection of speech samples and the listening sessions. This study draws on the findings of
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native and nonnative listener sessions, which are highlighted on the table below. It is
important to underline at this point that the analyses are handled comparatively in this
particular study different from Uzun (2019). Participant profiles, tasks, and other details
about data collection procedures will be presented in greater detail in the following
subsections.

Table 1. An Overview of the Research Procedures

Research Phase Participant Profiles N Tasks Source
. Turkish talk =16); .
Collecting Speech Hriish taers (N=16) Read aloud and picture Uzun
Samples English native talkers as 20 descrintion (2019)
P distractors (N=4) P
Expert Listener Expert listeners 3 Error detection via read Uzun
Sessions P aloud (2019)
Native Listener American English native . Uzun
. . 33 Transcription
Sessions listeners (2019)
Nonnat1V§ Listener Turkish listeners 33 Transcription The ISIB
Sessions Research

The author does not report any competing interests for this study. Listening
procedures and the instrument were ethically approved by lowa State University
Institutional Review Board (IRB) with the ID 17-558. All participants attended the study
on a voluntary basis and gave their informed consents.

Context

This study was conducted in the United States and Turkey with different talker and
listener groups. The following sections provide related contextual details.

Participants
Talkers

Talkers were Turkish students (N=16) (see Tables 1 and 2) enrolled in the English
Language Teaching (ELT) programs of two state universities in Turkey. They had an
average age of 21 (SD= .63). 13 talkers (81.25%) were female and three were male
(18.75%). The talkers did not have any previous experience of living abroad. They did not
report any speech disorders. All the talkers were native speakers of Turkish and learned
English as a foreign language in Turkey. ELT students in Turkey have a long history with
English as they receive extensive English classes starting from their high school years.
Upon graduation, they are officially certified as English teachers who are eligible to apply
for teaching positions at state and private schools. They also receive 100% English-
medium instruction in their programs. In addition to Turkish talkers of English, two
American and two British English NTs were also recruited as distractors to provide speech
samples representing the two most common native speech models of English. Three NTs
were female and one of them was male. Their average age was 32 (SD= 2.16). American
talkers were Fulbright English teaching assistants when they participated in the study, and
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British talkers were government officers in Turkey. Demographics of the talkers are
presented in Table 2:

Table 2. Talkers
Talkers N Gender Average Age
Turkish Talkers 16 13 Female, 3 Male 21
Distractors (Native Talkers*) 4 3 Female, 1 Male 32

* Two talkers with American English and the other two with British English L1 background

Talkers were asked to respond to read aloud and picture description tasks. The
read-aloud tasks were paragraph-length, 45-50-word short passages selected from
Language Leader B2-C1 coursebook (Cotton, Falvey, & Kent, 2008). The coursebook was
selected randomly and B2-C1 level was considered suitable for preservice English teachers
enrolled in ELT programs. The passages were on different topics such as immigration, the
internet, and globalization which were considered potentially interesting for talkers. Read
aloud as a task type was used to control the length of speech samples produced by each
talker. Picture description tasks, on the other hand, allowed for a less-controlled speech on
a variety of topics like shopping, travel, and volunteering. The pictures used were collected
through Google search and printed in color on thick paper before the piloting phase. The
task cards were piloted with three native English teachers and a group of 10 university
students in a teacher training program. Minor revisions were made on some tasks and
application procedures based on pilot phase participants’ feedback.

Talker sessions were conducted in quiet rooms in related universities and each
session was conducted one-on-one. Talkers were asked to fill out consent and demographic
forms first and they were screened in terms of eligibility to participate before the session
was initiated. If found eligible, they were given the necessary instructions both orally and
using the instruction cards. Once the procedures were over, talkers were asked to pick a
topic for each task type, prepare, and respond to it when ready. Their responses were
recorded with a Sony IC Recorder ICD-SX850. This procedure was repeated with
distractors as well. As a result, a small database comprised of a total of 40 recordings was
brought together.

Listeners

In this study, data were collected from two listener groups, American English NLs
(N=33) and nonnative Turkish listeners (N=33) (see Table 3). American English NLs were
all naive listeners. In other words, none of them had received phonetics, phonology,
pronunciation, or linguistics classes, or had any language teaching experience at the time
of data collection. 20 listeners (60.6%) were female and 13 of them (39.4 %) were male,
and the average age was 21 (SD=2.51). These listeners had varying degrees of educational
backgrounds as 26 of them (78.7%) were undergraduate students, one was a Ph.D. student,
and another was holding a Ph.D. They had no previous experience of living or studying in
Turkey or learning Turkish.

Turkish listeners were first-year students at the English language and literature, and
American culture and literature programs of a state university in Turkey. They were all
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proficient English users as students enrolled in language-related programs at higher
education have a relatively longer background in English language studies than most
learners of English. They get accepted to these programs based on their scores in a nation-
wide language examination and receive a 100% English-medium instruction in their
programs. As for additional demographics, 23 Turkish listeners were female, and 10 were
male with an average age of 18.3 (SD= .97). They did not have any professional teaching
experience. They never lived or studied abroad. None of the listeners, Turkish or native
English, reported any hearing impairment. A brief overview of the two listener groups is

provided in Table 3:

Table 3. Listeners
Listeners N Gender Average Age
American Native Listeners 33 20 Female, 13 Male 21
Nonnative Turkish Listeners 33 23 Female, 10 Male 18.3

Data collection and analysis
Data collection

The intelligibility task

The intelligibility task is a 71-item instrument (See Appendix) comprised of a total
of 87 erroneous target words that belonged to Turkish talkers and six others (two in the
words section and four in longer utterances) sampled from the speech samples of native
British and American talkers who were recruited as distractors. This instrument was
developed as part of Uzun’s (2019) larger doctoral research in which target erroneous
words were detected by at least two expert listeners out of three via think-aloud. All the
items that belonged to Turkish talkers contained at least one target word with an agreed
pronunciation error.

The items in the instrument were fill-in-the-blanks type and the erroneous words
were left blank for listeners to transcribe on paper. In the selection process of erroneous
words to be placed into the instrument, representativeness of detected error types as well as
the overall size of the instrument, were taken into consideration for a reliable
implementation. The instrument was piloted with a native English listener and three upper-
intermediate level Turkish listeners. Their task completion times were recorded, and their
feedback was requested. No matter what their L1 backgrounds were, the participants
completed the task in 30-35 minutes and found the level of the recordings suitable for them
without reporting any issues in understanding or completing the tasks.

Listening Sessions

Slightly different procedures were followed in listening sessions. Sessions with
native English listeners were conducted face to face at a state university in the United
States. They were held in quiet rooms on a personal computer using Sony MDR-P180
model headsets. All the sessions were done on paper and monitored by the researcher.
Turkish listeners did their session all at once at a computer lab located in the listeners’
university campus in Turkey. They accessed the audio recordings on personal computers
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using Creative HS-350 headsets and completed the task on paper. All the computers,
headsets, and recordings were checked by the researcher before the session in case of
technical issues. This listening session in the computer lab was also monitored by the
researcher.

Listeners in all sessions were reached via personal contacts and their eligibility was
screened via the items placed in the demographic forms. They were first requested to fill
out consent and demographic forms and additional instructions were given orally to avoid
possible confusions. They were then asked to start listening with two training items to
practice the activity and check the equipment. Listeners were allowed to listen to each
recording up to two times. No technical issues occurred, and all the listeners in both
sessions completed the task in 30 to 40 minutes.

Data Analysis

Data were analyzed in three subsequent steps which involved the comparisons of
Turkish and native English listeners’ intelligibility scores, analyses into the error types in
the target words and the analyses of no-match transcriptions of the two listener groups (see
Figure 1):

Figure 1. Data Analysis Procedure

Intelligibility scores

Analyses of errors
in target words

A
=
<
<
8
A

Analyses of no-match
transcriptions

The first analysis was conducted via descriptive (percentages) and inferential
statistics (chi-square tests). Intelligibility scores, in other words, the rates of listeners’
‘match’ transcriptions with the talkers’ intended words, were calculated via percentages
for each target word. Then, chi-square tests were employed to explore the statistical
significance of the differences in the intelligibility scores between the two listener groups.

Secondly, target words that were significantly more intelligible to Turkish and
native English listeners were listed separately and possible linguistic factors contributing
to the intelligibility of Turkish talkers were explored. To this end, expert listeners’ error
descriptions (i.e., vowel, consonant, and word stress errors) reported in Uzun’s (2019)
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work were utilized to reach certain patterns. This analysis also revealed what specific
linguistic features Turkish listeners relied on in understanding Turkish talkers’ speech.

Finally, no-match transcriptions of the two listener groups were analyzed
comparatively to gain a deeper understanding into the nature of differences in how NNLs
and NLs perceive Turkish talkers’ erroneous target words comparatively. Such
transcriptions were first listed for each target word separately, and the numbers of no-
match alternatives proposed were counted and compared between the listener groups.
Then, the alternatives produced for each word were examined in further detail to
investigate if there is further evidence for an ISIB for Turkish listeners.

Results

Overall, the results indicated that Turkish talkers’ erroneous words influenced their
intelligibility to native English and Turkish listeners differently. Also, Turkish talkers were
generally more intelligible to Turkish talkers, which demonstrated evidence for a matched
ISIB-L.

Comparisons of the Intelligibility Scores

Turkish listeners were able to figure out Turkish talkers’ words more successfully
despite their pronunciation errors. This result provided supporting evidence for a matched
ISIB-L for Turkish listeners. It was found that Turkish listeners’ intelligibility scores were
higher in 44 target words (50.6%) out of a total of 87 that belonged to Turkish talkers. On
the other hand, native English listeners’ intelligibility scores were higher in 18 target
words only (20.7%). The two listener groups received equal intelligibility scores in 25
target words (28.7) (see Table 4):

Table 4. Distribution of Higher Intelligibility Target Words across Listener Groups

Listener Group Number of Words %

Turkish 44 50.6
Native English 18 20.7
Equally Intelligible 25 28.7
Total 87 100

Despite this initial finding, further analyses were needed to investigate whether
differences were statistically significant. According to the results of the chi-square tests
conducted on each target word, differences in intelligibility scores were found statistically
significant in favor of either listener group in a total of 34 target words. 25 words (%73.5)
were significantly more intelligible to Turkish listeners while only 9 (%26.5) were
significantly more intelligible to native English listeners (p<0.05) including one word that
belonged to a NT distractor (see Table 5).

Table 5. Distribution of Higher Intelligibility Target Words with a Significant Difference

Listener Group Number of Words %

Turkish 25 73.5
Native English 9 26.5
Total 34 100

This result demonstrates that Turkish listeners were considerably more intelligible
to Turkish listeners despite their pronunciation errors.
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Pronunciation errors in target words significantly more intelligible to Turkish listeners

The results indicate that target words that were significantly more intelligible to
Turkish listeners mostly contained segmental errors. Out of 25 target words, 12 of them
had been labelled erroneous due to mispronounced vowels which were followed by six
words with consonant errors, three words with word stress errors, and four multiple-error
words (three words being in vowel + vowel and one consonant + vowel pattern). Target
words with segmental errors were mainly motivated by different sources of L1 influence
which were orthographic interference, mispronunciations of English sounds that do not
exist in Turkish, and loanwords. It can be assumed that Turkish listeners intuitively used
these cues in making sense of Turkish talkers’ speech.

The role of orthographic interference

Orthography was one of the leading factors in Turkish talkers’ pronunciation
errors. Out of a total of 25 target words that were significantly more intelligible to Turkish
listeners, at least nine of them were erroneous due to orthographic interference. Naturally,
this influence was clear in words with segmental errors, particularly vowel errors. Vowel
errors in the words ‘war’ (/wor/ - [war]) and ‘focus’ (/' foukas/ - /'fokas/) are examples of
orthographic interference and Turkish listeners outperformed native English listeners in
these mispronounced words. The only consonant error of this sort was seen in the word
‘laughing’ where the talker pronounced the /f/ sound in the second syllable as [k]. It can be
assumed that the talker was under the influence of the <g> grapheme which would be
pronounced in Standard Turkish as [g] and it is a close alternative to [k] in terms of both
manner and place of articulation. Also, missing consonants in words like ‘persuading’ (/w/
not pronounced in the second syllable) and ‘queue’ (/j/ not pronounced) were likely due to
orthography as well and Turkish listeners compensated for these sounds more successfully.
As an example for multiple error target words, a talker pronounced the word ‘download’ as
/danlod/ instead of /'davn loud/ with two diphthong errors. However, Turkish listeners did
better in figuring out the word possibly making use of the first vowels in diphthongs as
clues.

Mispronunciations of English sounds that do not exist in Turkish

Target words with mispronounced English sounds which do not exist in Turkish
were better understood by Turkish listeners in general. Two of the Turkish talkers’
pronunciation errors in the words section stemmed from /w/ which is a non-existent sound
in Turkish. In one of these target words, Turkish listeners seemed to decode the word more
successfully than native English listeners despite the mispronounced [w] in the initial
syllable of the word ‘woman’. In the longer utterances section, Turkish talkers tended to
approximate sounds in the words ‘sheeps’, 'achievements’, ‘hat’, ‘caps’, and ‘this is’ to
different consonant and vowels that are used in standard Turkish. The tense vowel /i/ was
pronounced lax as [1] in ‘sheeps’ and the second syllable of ‘achievements’. Similarly, for
‘hat’ and ‘caps’, the non-existent vowel /&/ in standard Turkish was pronounced as an [¢]
by Turkish talkers. The consonant /d/ is also non-existent in Turkish and it was
approximated to [z]. Yet, all these erroneous target words were more intelligible to Turkish
listeners with a statistically significant difference.
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Loanwords

The third evidence of L1 influence comes from loanwords that are used in similar
forms in the two languages. The word ‘balance’ is a loanword in Turkish which is spelled
as ‘balans’ and pronounced as [balans]. The English word ‘balance’ was pronounced by a
Turkish talker the same way as its Turkish equivalent, which facilitated the understanding
for Turkish listeners. This example relates to orthography as well because <a> grapheme is
pronounced as [a] in standard Turkish. A similar example is ‘contrast’ which contained
two vowel errors, yet more Turkish listeners transcribed it correctly with a statistically
significant difference. This word is spelled as ‘kontrast’ and pronounced as [k"ontrast] by
the Turkish talker, the same way as its Turkish equivalent. ‘cinema’ was a multiple error
word with a vowel and a word stress error. Beyond that, the word is spelled as ‘sinema’
and pronounced as [s1 nema] in Turkish as a loanword. This word was unintelligible to all
the native English listeners while 24 Turkish listeners transcribed it correctly.

Suprasegmental errors and intelligibility

The findings indicate that Turkish listeners make up for the segmental errors of
Turkish talkers more effectively than native English listeners. In terms of suprasegmentals,
three target words with word stress errors were more intelligible to Turkish listeners with
statistically significant differences. In all these words, stress was incorrectly shifted to a
syllable on the right. It is also worth noting that no word with a word stress error was more
intelligible to native English listeners.

Errors in target words significantly more intelligible to native English listeners

Even though the findings provided evidence for a matched ISIB-L for Turkish
listeners, a total of eight words were more intelligible to native English listeners with
statistically significant differences. One of these words was found in the words section,
and the remaining seven were identified in longer utterances. The target words that were
significantly more intelligible to native English listeners did not reveal a clear pattern
making it hard to offer sound explanations. All the target words in this category contained
segmental errors only, and more specifically, there were slightly more consonant errors.
Besides this, the target word ‘doctorates’ that belonged to an American native distractor
was significantly more intelligible to native English listeners.

Interpreting no-match transcriptions

The third analysis was into the no-match transcriptions which demonstrated that
native English listeners offered a considerably higher number of options when they could
not find the talkers’ intended words. Native English talkers proposed more options in 47
target words (75.8%) out of a total of 62 in which the intelligibility scores were not equal
between the listener groups. Turkish listeners offered more words in only 15 target words
(24.2%) in their no-match transcriptions. To illustrate, the word ‘support’ in the words
section was transcribed as ‘sport’ (19 times), ‘part’ and ‘sparked’ (three times each),
‘porch’ (twice), ‘parked’, ‘sprout’, ‘spared’ and °‘start’ (once each) by native English
listeners. Turkish listeners, on the other hand, transcribed the word only as ‘sport’ as a no-
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match transcription alternative. Two examples from item 29 lend additional evidence for
the same argument:

Item 29. It also leads to the destruction of natural resources

Target words in this utterance were ‘destruction’ and ‘resources’, and the italicized
parts were left blank for listeners to transcribe (the word ‘natural’ was not a target word
but still included in the blank in order not to give the listeners an additional clue). The
word ‘destruction’ was pronounced as [d1 strekfon], which led to transcriptions by native
English listeners as ‘distraction’ (17 times), ‘deflection’, ‘extraction’, and ‘fraction’ (once
each). The only alternative for Turkish listeners, on the other hand, was ‘distraction’ (18
times). ‘Resources’ was pronounced as [r1'sord3oz] instead of /r1'sorsiz/ and this error
resulted in no-match transcriptions for native English listeners as follows: ‘soldiers’ and
‘surges’ (3 times each), ‘charges’ (twice), ‘orders’, ‘searches’, and ‘research’ (once each).
Again, the no-match word alternatives were far more varied compared to Turkish listeners
who only transcribed the word as ‘sources’ (9 times) and ‘researches’ (once). This word
also underlines the role of a shared L1 orthography between Turkish talkers and listeners
because the <c> grapheme is pronounced as [d3] in Turkish. It appears that Turkish
listeners did not consider words that specifically contained a [d3] sound in their
transcriptions while native English listeners did.

A final example of this could be the word ‘migrate’ which was pronounced as
[ 'migrert] by a Turkish talker instead of /'maigreit/. This word was transcribed correctly by
11 native English and 22 Turkish listeners. Despite this difference, an interesting finding
was the variety of alternatives in native English listeners’ no-match transcriptions. The
alternative words provided were ‘integrate’ (5 times), ‘negate’, ‘negrate’ (three times
each), ‘emigrate’, ‘degrade’, immigrate’, ‘neglect’ and ‘make great’ (twice each) most of
which contained an [1] sound in the initial syllable. It might be assumed that more Turkish
listeners were able to figure that out this word probably because they were not confused
upon hearing an [1] sound corresponding to the <i> grapheme.

Discussion

This study investigated matched ISIB-L by drawing on the intelligibility scores of
Turkish talkers’ erroneous target words to native English listeners and Turkish listeners
comparatively. The most important result was that Turkish listeners seemed to benefit
from a shared L1 in understanding other Turkish talkers’ spoken productions despite the
pronunciation errors involved, which was consistent with studies that found evidence in
favor of an ISIB-L for HP listeners (Li & Mok, 2015; Song, 2011; Xie & Fowler, 2013). It
should also be underlined that this result was not in line with several other studies that
related such an advantage to other factors like speech properties (Jutkowska & Cebrian,
2015; Munro et al., 2006), exposure to accented speech (Li & Mok, 2015), or others which
indicated that such an advantage has limited significance (Algethami et al., 2011; Bent &
Bradlow, 2003; Stibbard & Lee, 2006). In this study, target words which were more
intelligible to Turkish listeners with a statistical significance pointed to L1-related factors
which were orthographic interference, mispronunciations of English sounds that do not
exist in Turkish, and loanwords pronounced in similar ways as their Turkish equivalents.
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Turkish talkers tended to make several pronunciation errors due to differences in
orthography between English and Turkish (Uzun, 2019). Due to its highly transparent
orthography, Turkish employs a high degree of sound-letter correspondence which
interferes with English pronunciation (Bayraktaroglu, 2008). Turkish talkers seemed to
have difficulty with English vowels, which possibly relates to the more indirect nature of
sound-spelling correspondence and orthography in English, in Levis and Barriuso’s (2012)
terms. Yet, this turned into an advantage when the listeners and talkers shared the same L1
as seen in this study. The findings also suggested that target words with word stress errors
were significantly more intelligible to Turkish listeners. According to Field (2005) and
Richards (2016), stress errors shifted incorrectly to a syllable on the right in a word have a
more detrimental effect on intelligibility; however, Turkish listeners were not affected by
the misplacement of word stress by Turkish talkers, which could likely be due to the
syllable-timed nature of Turkish.

The analyses into the no-match transcriptions of Turkish and native English
listeners showed that native English listeners offered considerably higher numbers of
words in their no-match transcriptions, and many of them were higher-level lexical items.
The alternatives seen in Turkish listeners’ no-match transcriptions were rather limited, but
their intelligibility scores were higher in more cases. Native English listeners’ more
comprehensive L1 lexical knowledge might likely have played a role in approximating
mispronounced words to different possible alternatives; however, not surprisingly, native
English listeners did not make use of such large vocabulary knowledge. Some of the words
proposed by native English listeners might have even been unknown to some Turkish
listeners. This finding provides a more indirect support for the ISIB. Due to the shared L1
phonological background with the talkers, Turkish listeners might have intuitively
narrowed down the possibilities that could be an option for a target word more easily. This
was much harder for native English listeners since they could not limit the possible options
based on possible phonological clues like a shared L1 or familiarity with the accent. This
finding also highlights the complex nature of intelligibility which, as Levis (2020) also put,
cannot simply be restricted to pronunciation, but also relates to the lexicon, grammar, and
other linguistic and non-linguistic aspects of language.

Conclusion

The present study investigated the matched ISIB-L for Turkish listeners in
experimental settings. The results showed that a shared L1 might facilitate communication
between L2 speakers despite talkers’ pronunciation errors. However, NNTs’ pronunciation
errors might naturally impair their intelligibility in their interactions with NTs or NNTs
with different L1 backgrounds to varying degrees as well. An implication of this study is
the necessity for an increased focus on intelligibility in language teaching settings. One
way of achieving this could be to pay attention to the common pronunciation errors of L2
talkers or learners stemming from L1 interference. Errors that commonly lead to
unintelligibility issues might be handled in classes more carefully. As Levis (2018) also
puts, an intelligibility-based instruction should recognize learners as individuals or
members of a group with certain difficulties in common that need to be addressed. To this
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end, further empirical studies are of critical importance with understudied groups with
certain L1 backgrounds, such as Turkish, to have a better understanding of learners’
difficulties and needs.

As for limitations, Turkish talkers and listeners were all considered HP based on
the programs they were enrolled in, and LP talkers or listeners were not included in the
research. Besides this, no specific linguistic feature was analyzed in terms of its possible
role for the ISIB. Further studies could reexamine the roles of vowels, consonants, word
stress, or other phonological aspects to provide insights into the ISIB with more controlled
stimulus and experimental research designs. Another limitation was related to the type of
the ISIB that was explored in this study which was matched ISIB-L. With experimental
research designs and the participation of Turkish talkers and listeners, further studies can
analyze other proposed versions of the ISIB as well.
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Appendix

THE INTELLIGIBILITY TEST
WITH ANSWERS

In this test, you will be presented a total of 71 recordings. Listen to the recordings in the
given order and fill in the blanks with one or more words. You can listen to each recording
twice.

The task has two sections: “Words’ and ‘Longer Utterances’. Read the instructions
carefully and ask the researcher if you have any questions. Do the examples at the
beginning of each part before moving on to the actual test. Please write your name and
surname before starting the session. Your identifying information will be kept secret and
not shared with third parties.

Name and SUrname: ..........ouoiiit it

SECTION A: WORDS

Write the words you hear in each item. Start with the examples first.

Example 1: ....teenagers....
Example 2: ...... Street......

You may start if you are ready.
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1. produced

. three

. support

. opportunities (NS)
. evolution

. woman

are

. conditions

9. cinema

10. traditional
11. bazaar (NS)
12. persuading

I T NV NI )

SECTION B: LONGER UTTERANCES
Fill in the blanks with the word(s) you hear (one or more words for each blank). Start with
the examples first.

Example 3: They are ....professional.... people at the top of their chosen career.
Example 4: The e-book has many other ....advantages. ...

You may start if you are ready.

13. Between individuals in the same sports

14. The magic ingredient was electronic paper

15. After using them for any length of time

16. There is a lot of inequality involved in globalization

17. And we see some sheeps walking alongside the people

18. There is so much poverty in the world

19. Peer pressure can lead people to do things

20. Polar ice has been shrinking

21. The man and woman are having dinner in a restaurant (NS)
22. Sports stars are worth the money they earn

23. The other is a white hat and a black bag

24. Like any well-known actor or pop star

25. Display technology used for computer screens

26. 1 think they are refugees

27. And there are some passengers in queue, in line

28. Sports stars do not save lives

29. It also leads to the destruction of natural resources

30. People who are low on confidence and unsure of themselves
31. download everything they need to their e-book

32. Volunteers pick up the garbage and this is the charity organization
33. It has become very common, especially in America (NS)
34. This couple focus on just one ... one kind of a television
35. The child achieves above-average results at school

36. There is a girl who is talking on the phone

37. Amount of money earned by top sportsmen and women

38. The most common form of social influence

39. Or really contribute much to the society

40. It means a faster rate of development
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41.
42.
43.
44
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.

On balance, it can be said that
And students cheating with his friend
And which will change lives the most

. They have to migrate their countries

Electronics companies had been working on the e-book

And also their caps and uniforms are purple

Environmentalists have not achieved any significant results

And there are check-in tables

Globalisation also connects people by means of communication. (NS)
In contrast, some people argue

There is a classroom atmosphere

And maybe they have a war in their country

She is talking and laughing ... in the mobile phone

It is obvious that there are differences

As well as text, the e-book can display pictures and diagrams.
Probably getting their masters, maybe their doctorates (NS)
Globalization benefits the rich nations, who control prices
Companies that will be supplying medical and scientific e-book files
A US invention that is completely different

More likely to seek their peers’ approval

They go to somewhere, maybe Europe or somewhere else
Nearly 75 thousand square kilometers

Teacher deals with another things

It is wrong to pay sports stars

They found the perfect combination of materials and technology
Many people with poor eyesight will be able to read

In recent years

To enhance people’s lives by their achievements

Usually defined as the tendency to think

Often feature in lists of world’s richest people

The professor gives the diploma to the student
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Academic Turkish is Like

Introduction

The metaphor is one of the linguistic elements individuals use in their daily
language. The word comes from the Greek metapherein: ‘meta’ ‘beyond’ and ‘phrein’ ‘to
bring’ (Koro-Ljungberg, 2001; Levine, 2005). Metaphors have a long history going back
to Plato and Aristotle. In ancient Greece, metaphors were seen as an element of discourse,
part of rhetoric. The metaphor, which is limited to discourse in an oral culture, became a
subject discussion in many areas such as linguistics, cognitive linguistics, psychology, and
education in the 20th century. Thus, metaphor is no longer just a part of rhetoric; it is
considered a representation of perception and thought. Jensen (2006) states that metaphor
is a common way of expressing complex concepts in this direction. For this reason, people
have frequently benefited from metaphors in both making senses of and transferring their
experiences in their daily lives (Punch, 2005).

Metaphor transforms meaning from a symbol into another symbol with equivalence
(Imer, Kocaman, & Ozsoy, 2011; Morey, 2011). In other words, metaphors become
meaningful when a symbol is associated with another symbol (Koro-Ljungberg, 2001). As
Lakoff and Johnson (2015, p. 30) stated, “the essence of metaphor is to understand and
experience one kind of thing according to another kind of thing”. Low (1988) points out
that metaphor is a reclassification; According to him, the metaphor is “to treat X as if it
were Y in some way” (p. 126). For example, considering the words “language” and
“world.” Language is like the world: various world features are transferred to language in
its expression. In this way, language is explained with multiple features of the world.
Creating a new mental scheme by establishing a relationship between two different
phenomena makes the metaphor powerful (Saban, 2008).

Metaphors are among the elements that enrich the use of language. However,
metaphors cannot be limited to embellishing the language in daily life (Saban, 2008).
Therefore, it is insufficient to evaluate the importance of metaphors only in language.
Metaphors are also remarkable in that they reflect the unique thinking models of
individuals that form the background of linguistic appearance. Metaphors are evaluated as
"way of thinking" and "way of seeing" (Yazar, Ozekinci, & Lala, 2017). The matching of
the two concepts "highlights a common quality and thus a perceptual abstraction occurs
without giving up the contexts in which the highlighted quality comes to life" (Arnheim,
2007, p. 79). Metaphors can shape both our thoughts and actions (Saban, 2010; Sfard,
2009; Lakoff & Johnson, 2015). For this reason, it is stated that metaphor is a powerful
mental tool that helps an individual understand and explain a high-level abstract, complex,
or theoretical phenomenon (Glines & Tezcan, 2017).

Metaphors are not limited to daily life, language and literature, but are discussed in
different fields, and interdisciplinary studies have become widespread. The Conceptual
Metaphor Theory, which is based on the studies of cognitive linguists such as Lakoff and
Johnson (2015) and Kovecses (2011), has become so widespread because metaphor is not
only seen as an essential element of literature and oratory (Gomez, 2015). Besides, unlike
traditional metaphor studies, this theory considers the mapping process between the source
domain and the target domain, the cognitive abilities, background information, and cultural
differences of the producer and the receiver (Deignan, 2003). On the other hand,
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metaphors as means of investigation act as a bridge for examining personal experiences,
habits, and perceptions in education. As mentioned above, it is stated that although the
place of metaphors in daily life draws attention from many aspects, they also play an
essentail role in the field of education (Botha, 2009). Therefore, metaphors have been
studied in different contexts as the subject of many scientific studies on education. In this
direction, the effects of learning metaphors on cognitive abilities such as memory,
attention, and remembering were discussed in education (Whitney, Budd, & Mio, 1996;
Cameron, 2003). Metaphors in linguistics are generally the subject of semantics, pragmatic
and discourse studies. For some time, metaphor has been used both as a data collection
tool and as a method in educational research (Cameron & Maslen, 2010). This study
discussed metaphorical perceptions in Academic Turkish in teaching Turkish as a second
language. As stated by Akkaya (2013), individuals' perceptions of language in the learning
process are essential; as a matter of fact, “positive metaphorical perceptions affect foreign
language learning positively, while negative metaphorical perceptions can also give the
opposite result” (Gomleksiz, 2013, p.652).

Literature review

Studies on metaphors in teaching Turkish as a second language are limited. The
studies on this subject were carried out by Akkaya (2013), Ariogul and Uzun (2011),
Boylu and Isik (2017), Gogen (2019) and Kalenderoglu and Armut (2019). In the study
conducted by Ariogul and Uzun (2011), metaphors reflected the positive aspects of Arabic
students' Turkish learning experiences. Akkaya (2013), in his research examining the
perceptions of Syrian refugees towards Turkish, states that the most of the participants
have developed positive metaphors and have positive perceptions. Boylu and Isik (2017)
determined the perceptions of 81 students who learn Turkish as a foreign language towards
Turkish through metaphor; 31 students see Turkish as a need, 21 students find it difficult,
and 9 of them associate it with their own language or another language they know. Finally,
30 students have a positive feeling for Turkish. Similarly, Kalenderoglu and Armut (2019)
also researched the metaphor of Turkish learners in Turkey about Turkish Teachers,
Turkish, TOMER, and Turkey; They found that participants primarily compared Turkish
to their mother tongue or other languages. Gégen (2019), uses metaphors to determine the
grammatical perceptions of Turkish learners as a foreign language. As can be seen, studies
in the literature focus on metaphorical perceptions of Turkish; studies on Academic
Turkish are minimal.

Academic Turkish education is a new phenomenon for international students due to
its unique characteristics. Academic Turkish education focuses on developing
communicative skills necessary for academic studies in the target language. As a sub-
branch of special-purpose language teaching, foreign language teaching for academic
purposes is about teaching and developing communicative and academic skills that will
help in the academic context. (Kocaman, Gilirata & Durmus, 2020). In this respect, the
Academic Turkish course is not limited to academic writing. It includes making
presentations, using note-taking techniques for listening skills, preparing handouts, and
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topics such as official e-mail, abstract, and essay writing. In short, Academic Turkish
education aims to gain academic discourse's grammar and word structure features along
with reading, listening, speaking, and writing language skills. When students who are used
to general Turkish education systematics from A1l to Cl encounter Academic Turkish, a
new dimension related to Turkish is formed in their minds. Each individual attributes
meanings to this dimension. As a result of their experience, a unique academic Turkish
scheme is formed in their mental world. Describing perceptions by revealing these
schemas is a prerequisite for answering how Academic Turkish is interpreted. However,
no study examines the Academic Turkish perceptions of international students in teaching
Turkish as a second language. The study aims to reveal and interpret international students'
perceptions of Academic Turkish through metaphors. For this purpose, answers to the
following questions were sought:

1. With which metaphors do international students reveal their perceptions of
academic Turkish?

2. Under which conceptual categories are the created metaphors gathered in terms
of their common features?

Methodology
Research design and publication ethics

This research is a phenomenological study conducted within the framework of the
qualitative research approach. The main reason for choosing this model is that perceptions
are also considered as a phenomenon (Yildirim & Simsek, 2013). Although international
students take the same Academic Turkish course and have common experiences, they
attribute their own meanings to the concept of academic Turkish in line with variables
such as needs, interests, goals, etc. Each has a different academic Turkish perception. In
this context, the phenomenon examined within the scope of the research is how the
academic Turkish perceptions of international students in the world of thought are
transformed into a concept through metaphors. Because, examining metaphors in
qualitative research allows the phenomenon to be reflected in an original way (Carpenter,
2008). The ethical approval for the study was obtained from the Erciyes University Social
and Human Sciences Research and Publication Ethics Board, in its document numbered
124 and dated March 30, 2021.

Participants

The study participants consisted of 70 international students studying
Academic Turkish at a state university. Forty-three of the students were men and 27 of
them were women. The students came to Turkey from different countries to get
undergraduate, and graduate degrees, complete C1 Turkish language education, take
compulsory Turkish academic education, and obtain a “Turkish Scholarship”. The present
researcher was one of the teachers who taught this group. The fact that the participants
consisted of students in science and social groups reflects the maximum diversity of the
research. For this reason, the participants were determined according to the easy-reachable
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and maximum diversity sampling methods (Yildirinm & Simsek, 2013). The purpose of
choosing the easy-reachable sampling method is that the researcher can directly reach the
participants, take their lessons and be effective in process management.

Data collection and analysis

To determine international students’perceptions of academic Turkish
concept, students were asked to fill in the form containing personal information and
expression "In my opinion, academic Turkish is like... Because...". In metaphor studies,
the expression "like" is used to reflect the connection between the subject of the metaphor
and its source, and the conjunction "because" is used to justify the created metaphor
(Saban, 2009). This written expression pattern is preferred because it is used very often in
the literature and is suitable for the nature of the research. The form is in Turkish, and
students were asked to fill it in Turkish. Since this article is written in English, the authors
have translated the collected data into English.

Research forms were handed out to the participants by the researcher. The
participants were informed verbally that the research form was divided into three parts.
The first part is the instruction part that includes introductory information about the
research. In this section, besides some information introducing the research, there are
ethical explanations that the personal information of the participants will not be shared.
This section ends with the participants’ options to declare whether they voluntarily
participated in the study or not. In the second part, personal information includes variables
such as country, faculty, and department to be studied, education level, and gender. In the
last part, an expression pattern will form the metaphor. Besides, a metaphor example has
been added to this section despite the possibility that students will do a metaphor study for
the first time. In this way, the students can understand what to do more quickly.

Procedure

The data were analyzed using the content analysis technique. Content analysis was
carried out by following the (1) labeling and sorting stage, (2) sample metaphor image
compilation stage, (3) categorization stage, (4) inter-rater reliability rate that Saban,
Kogbeker & Saban (2006) included and implemented in their study.

1. Labeling and sorting stage: This first stage examined whether international
students could convey their Academic Turkish perceptions by forming a metaphor. First,
all forms available are numbered by gender and department EKF1, EKF2; EKS1, EKS2...
for men; KKF1, KKF2; KKS1; KKS2... for women. Then, the metaphors in the forms and
the reasons were examined. If the metaphor was not specified or if the justification for the
metaphor was not presented despite the specified metaphor, or if only an explanation were
made instead of the metaphor, such forms were excluded from the research. Forms
belonging to five participants (four men and one woman) were sorted out within the scope
of the research for the reasons stated.

2. Sample metaphor image compilation stage: In this step, the metaphor
expressions and explanations in the remaining valid forms are numbered alphabetically by
gender-based ordering. In this way, a list indicating valid metaphors of 65 participants and
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their justifications was obtained. This list makes it easy to reach categories from metaphors
and positively affects the data analysis process (Saban, 2008; 2009). The list consists of
three columns. The first column contains numbers based on gender, the second column
contains metaphors, and the third column contains the reasons for creating metaphors. The
participants’ reasons were reflected no expression was shortened. The researcher corrected
the language errors in the written expressions of the participants

3. The categorization stage: At this stage, as Saban, Kog¢beker and Saban (2006)
also applied, firstly, metaphors are categorized to reflect positive and negative perceptions.
Later, it was classified under various conceptual categories in common features. The
positive category includes four sub-categories: background, guidance, need, improvement;
the negative category includes two sub-categories as a waste of time and useless. The
subjects, sources, and relationships between the metaphors whose reasons were specified
in the part "because ..." were considered (Saban, 2008).

4. Establishing the inter-rater reliability rate: This stage includes the control-coding
applied to ensure reliability. Control coding refers to the consensus of coders on the size of
the data block, code generation, and use for definitional clarity and reliability control
(Miles & Huberman, 2019). The list formed by the coders includes five conceptual
categories under two upper categories, positive and negative. Then, the list was presented
to an expert who has previously conducted metaphorical perception research. The coding
agreement between the coding made by the expert and the researchers’ coding was
calculated using the reliability=agreement/(agreement+disagreement) formula of Miles
and Huberman (2019). As a result, it was found that the coding agreement between experts
and researchers was 91%.

Results

The findings obtained within the scope of this research are presented below under
various headings.

Findings Regarding Conceptual Categories

International students who participated in the study were able to create various
metaphors regarding the concept of Academic Turkish. These metaphors revealed both
positive and negative perceptions of students about the concept of Academic Turkish.
Descriptive information about these metaphors and the categories derived from them are
presented in the table below.

Table 1. Distribution of Participants' Metaphors Regarding the Concept of Academic Turkish by

93

Categories
Categories Conceptual Metaphors [Participant Code] n
Category f
Encyclopedia (ansiklopedi) [KKS10], key (anahtar)
[EKF3, EKF15, EKS1, EKS11, EKS17], tool (arac)
[EKF10], research article (aragtirma makalesi) [KKSI1],
positive background 18 sea (deniz) [EKS10, KKS12], introduction of the truth of 26

the world (diinyanin gergeginin tanitimi) [KKF9], benefit
(fayda) [EKF16], long-term school (genis donemli okul)
[KKF6], life (hayat) [EKF18, KKS2, KKS3], eye (g6z)
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[EKF14], clue (ipucu) [EKS3], reference (kaynak)
[EKF6], fruit (meyve) [EKS4], music (miizik) [EKS2]
guide (rehber) [EKS9], basic (temel) [EKF12, EKF20],
database (very Tabani) [EKF1], writing course (yazma
kursu) [EKF17]

Family support (aile destegi) [KKS5], key (anahtar)
[KKS12], tool (arag) [KKSS8], father's advice (baba
tavsiyesi) [KKS6], light (151k) [EKF2, EKF7, KKF10],
future (gelecek) [EKF13], ship (gemi) [KKS13], sun
(glines) [KKF1], navigation (navigasyon) [EKF22], guide
(rehber) [EKS8, EKS16, KKF13], dictionary (sozliik)
[KKF2], way (yol) [KKF3], manager (yonetici) [EKF11],
summary (6zet) [KKS9]

guidance 14 18

Flag (bayrak) [EKS14], paper (kagit) [KKS7], breathing
need 5 (nefes almak) [EKS13], salt (tuz) [KKF4], water (su) 6
[EKF9, KKF11]

doctor (doctor) [EKS12], light (151k) [EKSS5], medicine

improvement 3 (ilag) [EKF19, KKS4, KKF12]

Punishment (ceza) [EKS6, EKS7], social media(sosyal
medya) [EKF4], temporal time (gegici zaman)[KKF§],
heaven (cennet) [KKF7], trouble (dert) [EKF21], extra

negative A waste of time 9 clothes (fazla kiyafetler) [KKFS5], burnt out lamp (yanmis 10
lamba) [EKF8], Jordan's parliament (Urdiin’iin
parlamentosu) [EKFS5], documentary movies (belgesel
filmler) [EKS11]

Sixty-five international students participating in the study produced 49 valid
metaphors. Forty of these metaphors are under the positive category, and nine are under
the negative category. Considered as a percentage, 81.6% of the data is positive, and
18.4% 1is negative. Considering the categories in terms of students, 84.4% of 65 students
produced positive metaphors, while 15.4% formed negative metaphors. Positive metaphors
are more numerous than negative ones; this reveals that international students have
positive perceptions of Academic Turkish.

Academic Turkish in Terms of Background

International students stated that they have the perception that Academic Turkish
provides a background by using these metaphors; encyclopedia [KKS10], key [EKF3,
EKF15, EKS1, EKS11, EKS17], tool [EKF10], research article [KKS1], sea [EKSI10,
KKS12], introduction of the truth of the world [KKF9], benefit [EKF16], long-term school
[KKF6], life [EKF18, KKS2, KKS3], eye [EKF14], clue [EKS3], reference [EKF6], fruit
[EKS4], music [EKS2] guide [EKS9], basic [EKF12, EKF20 ], database [EKF1], writing
course [EKF17]. To objectify this perception, some of the participants' reasons were
presented as an example: EKF1 “... is very important for graduate students. There is a lot
of information in the Academic Turkish course to do research, to write an abstract and
handout. Students can understand quickly and in a short time”, EKF20 ... exposes me to
some of the words used in my course and also teaches me how to present and write
academic articles in Turkish”, KKF6 “... I learned fundamental academic concepts during
this semester, I am sure it will be useful for me in my department.” In this conceptual
category, key (n =5), life (n = 3), sea (n = 2) and basic (n = 2) metaphors draw attention as
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the same metaphors created by different students. In addition, the conceptual background
category stands out with the highest frequency among other categories in terms of the
number of students. Most of the participants stated that they gained various prior
knowledge by gaining various knowledge and skills in Academic Turkish. They stated that
thanks to this knowledge and skills, they formed a background for their department and
had various advantages when they started in their departments. Besides, metaphors created
by the participants such as basic, reference, key, database, and writing course are
considered strong metaphors in terms of their potential to highlight mental associations
regarding creating a background.

Academic Turkish in Terms of Guidance

International students stated that they have the perception of guiding Academic
Turkish by using these metaphors; family support [KKS5], key [KKS12], tool [KKSS],
father's advice [KKS6], light [EKF2, EKF7, KKF10], future [EKF13], ship [KKS13], sun
[KKF1], navigation [EKF22], guide [EKS8, EKS16, KKF13], dictionary [KKF2], way
[KKF3], manager [EKF11], summary [KKS9]. To reflect this perception, some of the
participants' reasons were presented as an example: EKS8 "...gives clues about the
research and investigations I will do in my department and describes the way I will go",
EKF22 ... provides a guide, information and leads the way on how to conduct research
for graduate and doctoral students Guide (n = 3) and light (n = 3) metaphors were
identified as the same metaphors created by different students in this conceptual category.
Besides, metaphors created by the participants such as guide, light, and way came to the
fore as powerful metaphors in terms of their potential to highlight mental associations
regarding guidance. When the created metaphors and their reasons were examined, 27.7%
of the participants stated that Academic Turkish shed light on their own departments.
Academic Turkish provided students with pre-experiences about what situations they will
encounter in their departments by creating awareness about their departments and
predictions about what they should do in the future due to these experiences. Academic
Turkish, with its guidance function, also enabled students to learn how to follow a path.

Academic Turkish in terms of Needs

International students highlighted the need dimension of Academic Turkish by
using the metaphors of flag [EKS14], paper [KKS7], breathing [EKS13], salt [KKF4] and
water [EKF9, KKF11]. When the metaphors and their reasons are examined, 9.2% of the
participants perceive that Academic Turkish is an indispensable need for their education at
the university. For example, to reflect this perception, some of the participants' reasons
were presented as follows: EKF9 “... water is necessary and beneficial for us, we will not
live without water. At the same time, Academic Turkish is a science that we need ...”,
EKS13 “... just as breathing is indispensable in my life, academic Turkish is indispensable
for being successful in university” and EKS14 ... just as a flag is indispensable for a
state, academic Turkish is so for a university”. In this conceptual category, it was seen that
the metaphors of water (n = 2) and light (n = 3) were preferred by different students. At the
same time, when the reasons for the metaphors of salt, water, flag, paper, and breathing as
an action were examined, it was determined that they were stated as essential needs in the
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context of their use. Among these metaphors, especially the water and breathing metaphors
attract attention as powerful metaphors in terms of their potential to highlight mental
associations of need.

Academic Turkish in Terms of Improvement

International students drew attention to the improvement dimension of Academic
Turkish by using the metaphors of doctor [EKS12], light [EKS5] and medicine [EKF19,
KKS4, KKF12]. To reflect this perception, some of the participants' reasons were

(13

presented as an example: “... as medicine heals patients, it corrects my mistakes and
enables me to write my articles in a better way” [KKS4], “... Academic Turkish education
improves the deficiencies in our lives” [EKS12] “... becomes very useful as time goes on”
[EKF19] and “T understand better in Turkish lessons, when reading texts in the classroom.”
[KKF12]. 7.7% of the participants produced metaphors in this conceptual category; It was
determined that different students created and repeated the medicine metaphor (n = 3). In
addition, the doctor and medicine metaphors created by the participants came to the fore as
powerful metaphors in terms of their potential to highlight mental associations for
improvement. When the created metaphors and their reasons were examined, it was found
that students corrected their mistakes and made up for their deficiencies thanks to
academic Turkish. Students highlighted the healing aspect of Academic Turkish in terms

of current problems such as writing and reading.

Academic Turkish as a Waste of Time

15.4% of international students expressed their negative perceptions of Academic
Turkish using these metaphors; punishment [EKS6, EKS7], social media [EKF4],
temporary time [KKF8], heaven [KKF7], trouble [EKF21], extra clothes [KKF5], burned
out lamp [EKF8], Jordan's Parliament [EKF5] and documentary movies [EKS11]. These
metaphors have been determined that Academic Turkish is perceived as a waste of time. In
order to reflect this perception, some of the participants' reasons were presented as an
example: “... It was unnecessary. Academic Turkish lessons take long...” [EKS6], “... We
have to do dozens of homework but we don't understand at all. It takes our time like social
media on the phone.” [EKF4] and “... it's really hard to come every day. They seem
useless when you've been doing the same things for a long time. When you finally arrive,
you will be as happy as in heaven.” [KKF7]. In this conceptual category, the metaphor of
punishment (n = 2) was identified as a repetitive metaphor created by different students.
The metaphors of punishment, temporary time, and trouble created by the participants
came to the fore as powerful metaphors in terms of their potential to highlight mental
associations about wasting time. Also, the word heaven, which has a positive connotation,
has been used to reflect a negative perception. When the created metaphors and their
reasons were examined, it was found that Academic Turkish did not benefit students even
though it took their time.

Discussion

In this study, international students' perceptions of the concept of Academic
Turkish were determined through metaphors. Sixty-five of the participants were able to
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produce valid metaphors for the concept of Academic Turkish, while five of the
participants failed to express this concept with metaphor. It was observed that almost all
the participants reflected their perceptions of Academic Turkish through valid metaphors.
This finding is considered to be meaningful because it is thought that students who receive
Academic Turkish education should be qualified to form a metaphor. Studies in the
literature show similar results that support this finding. In studies conducted by Ariogul
and Uzun (2011), Akkaya (2013), Boylu and Isik (2017), most of the participants who
learned Turkish as a foreign language produced valid metaphors for Turkish. However, in
Gogen's (2019) study, it was also determined that one-fourth of the participants could not
produce valid metaphors.

A total of 49 valid and different metaphors were identified in the study. The high
number of metaphors is thought to be beacuse each participant uploads his own meaning to
the metaphor. As Akkaya (2011) stated, metaphors are an individual phenomenon, and
there can be many metaphors and explanations as to the number of participants. Therefore,
it seems meaningful and normal that the number of metaphors is high and the creation is
different. The data obtained in this study were collected from 65 different participants.
However, 49 of them are different from each other.

This study, it was concluded that most of the participants had positive perceptions
about the studied concept. Fifty-five participants had positive perceptions, and 10
participants had negative perceptions about Academic Turkish. Some results from the
studies in the literature have been shared to support this finding. Boylu and Isik (2017)
stated that the perceptions of those who learn Turkish as a foreign language are generally
positive toward Turkish. Ugak (2017) revealed that students who learn Turkish as a foreign
language in Iraq also create positive perceptions of Turkish. Aylin (2018), in her study
with international students at the Turkish Teaching Research and Application Center,
concluded that students' perceptions of Turkish are generally positive. Akkaya (2013) also
found that most Syrian refugees express their perceptions of Turkish with positive
metaphors. Studies in the literature show that students or foreign nationals positively
perceive Turkish during their general Turkish learning. According to the results obtained
in this study, it is possible to say that this positive perception continues at the Turkish
academic level.

It was determined that Academic Turkish predominantly formed a background for
students. The metaphors show that Academic Turkish provides students preliminary
information about their departments. In this way, the students have gained outcomes in
various technical subjects such as term knowledge of their departments, writing reports,
making presentations, and taking notes. This basic structure provided to students allows
them to have some advantages in their department courses. The study conducted by Demir
(2017) revealed that international students consider academic reading, taking notes during
the lesson, asking questions about the lesson, and listening to the lesson as the most critical
activities. However, Yahsi Cevher and Giingdr (2015) revealed that international students
have difficulty understanding basic concepts and terms in their department courses and
their background is inadequate because they did not take an Academic Turkish course.
Dilek (2016), beacuse of his interviews with international students, stated that the general
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Turkish given in preparatory courses was insufficient in taking the notes required by
academic education, reading, and understanding the textbook, giving written answers in
exams, listening, and understanding the course.

In the justification of the metaphors we have obtained, students "write a handout"
[EKF1], "write academically"” [EKF10], "I learned how to write an academic writing"
[EKF17], "teaches me how to present and write academic articles" [EKF20], “I know how
to start writing my thesis” [KKF9]," I learned the aspects of Turkish academic writing
"[EKS3]," It is helpful for me to write academic texts "[EKS4]," writing a reference,
"[EKS9]," T can write both theses, article, and summary well ”[KKS10] confirms that
Academic Turkish contributes to writing skills. Demir (2017) states in his study that
international students have the most difficulty in writing, therefore, they mostly need
Academic Turkish in this field. The metaphors and reasons stated by the students show
that they perceive the contribution of Academic Turkish to writing skills positively. On the
other hand, in the literature (Yahsi Cevher & Giingor, 2015; Dilek, 2016; Demir, 2017;
Hasirc1 Aksoy, 2021), it is known that students have difficulties in listening and
understanding during reading due to a lack of basic concepts and terms in their department
courses. The following explanations about metaphors: “I understand my department and
also know the basic terms” [EKS15], “Academic terms are scarce in general Turkish
lessons. Therefore, as academic Turkish is a ship, it will take from basic Turkish to
university Turkish” [KKS13], “we learned new concepts” [EKF16], I learned academic
concepts ’[KKF6] and*“ we learn the concepts in our department "[EKS17], that Academic
Turkish provides background in acquiring terms; Therefore, it reveals that it creates a
positive perception. In addition, participants with codes EKS9, KKF12, EKS17 and KKS1
show that Academic Turkish contributes positively to reading articles, books, and notes.

This study, it was revealed that students perceive Academic Turkish as a
requirement in the conceptual category of need. Studies in the literature support the
findings of this study. For example, Boylu and Isik (2017) determined that those who learn
Turkish as a foreign language need academic Turkish especially for university education;
Demir (2017) revealed the Academic Turkish needs of international students in his thesis.
According to this study, reading and writing skills should be concentrated, and teaching
academic terms and department-specific vocabulary should be emphasized (Demir, 2017).
Bicer and Alan (2017) also found a similar result in their needs analysis study and stated
that Syrian students need Turkish to receive an education. Another study conducted by
Calisgkan and Cangal (2013), it was stated that foreign nationals need Turkish to receive an
education.

In this study, the reasons for the negative perceptions of 10 participants were that
the academic Turkish lessons were too long (EKS11, EKS6), their motivation was low
(EKS7, EKS6), they were not graduate students (KKF8, EKF21), the lessons were difficult
(KKF7), Academic Turkish lessons are not related to the courses of their departments
(KKF5) and it does not contribute them (EKF4, EKF5, EKFS). Demir (2017) suggests that
students who complete the Turkish preparatory classes should be given an Academic
Turkish course. Hasirci Aksoy (2021) also states that the problems experienced by
international students in Academic Turkish negatively affect their academic self-efficacy
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perceptions. Therefore, although some participants have a negative perception because
they are not graduate students, the importance of Academic Turkish lessons is emphasized
in the literature. Accordingly, it is recommended that academic Turkish lessons be divided
into classes according to the students' educational status. As stated by Demir (2017), the
scientific studies in the textbooks to be taught and the materials to be used in the academic
Turkish course should be prepared by considering the student profile, needs, and
perceptions specified in this context. Associatively, two participants referred to the book
taught in the academic Turkish course as follows: “Our faculty should make a more
original book instead of academic Turkish” [EKS15], “I got bored sometimes because the
book is a bit difficult” [KKS1]. Although the student group for which the data is collected
is divided into science and social departments, it is seen that the students need a textbook
for their level and department courses.

Conclusion

Metaphors are a tool that can be used in academic life and wherever there is
discourse to draw attention to the current situation and its reasons. However, this tool can
be effective if the person has language skills and knowledge about the research subject. In
this study, it is foreseen that the participants would not have problems in creating
metaphors because they had completed the C1 level and had taken an Academic Turkish
course. The extraction of five of the 70 data was done for procedural reasons, not related to
the students' language level. This increases the acceptability of the metaphors obtained. The
metaphors and explanations signified above helped them reflect on how Academic Turkish
constructs the academic life of international students. This direction, it enabled them to
reveal their positive and negative perceptions. The participants' metaphors are classified as
background, guidance, need, improvement in the positive category, and a waste of time
under the negative category. It is seen that metaphors are mainly clustered in the
background sub-category of positive metaphors. In other words, it is revealed that the
students perceived the Academic Turkish course as a background for the department
courses. This situation shows that students distinguish academic Turkish from general
Turkish and perceive it as a language preparation for department courses. On the other
hand, this course is considered a waste of time because it is unrelated to the educational
background, difficulty, and department courses.

In previous studies, it was observed that international students' perceptions of
Turkish were revealed with positive metaphors. Since their perceptions of Academic
Turkish have not been examined in the literature, this study deals with international
students' perceptions of Academic Turkish. It was expected that the results obtained in this
direction overlap with the results in the literature and positive metaphors are formed
predominantly. As mentioned in the findings section, 55 out of 65 valid metaphors meet
expectations positively. Since the academic Turkish course is the primary purpose of
providing the basis for the academic education of undergraduate and graduate students
who will receive Turkish education, metaphors were expected to gain frequency over this
purpose; it has been revealed that the metaphors obtained gain weight in the conceptual
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background. Although positive metaphors are expected to be high in terms of frequency,
negative metaphors are significant as they shed light on the indirect purpose of this study.

Negative metaphors reveal undesirable situations in practice and students'
perceptions and the reasons for these situations. Therefore, it provides vital evidence to
increase the quality of the education provided. When we look at the metaphors in the waste
of time category, it is seen that low motivation, not being a graduate student, the difficulty
of the courses, the subjects are not related to the department. One of the reasons for the
loss of motivation experienced is that the general Turkish course is more related to daily
life than the Academic Turkish course, and therefore, it is fun. However, the loss of
motivation may be that the students are forced, and the subjects are not directly related to
their fields.

Recommendations for further research and practice

This study is one of the first studies examining international students’ perceptions
towards Academic Turkish through metaphors. For this reason, it is recommended to fill
the gap in the field by increasing the number of studies that reveal these students’
perceptions towards Academic Turkish. These studies can obtain new findings by
comparing the international students’ perceptions of Academic Turkish according to the
undergraduate and graduate levels. Since the undergraduate and graduate students’
Academic Turkish needs are different, their perceptions of Academic Turkish also differ. It
is also recommended to conduct quantitative studies using questionnaires to broadly
describe international students’ Academic Turkish perceptions. Thus, it is possible to
examine Academic Turkish perceptions of different variables.

In further studies, it is recommended to conduct focus group discussions to
investigate the causes of the negative perceptions mentioned in this study. Thus, students'
negative perceptions towards Academic Turkish can be better understood. Also, it is
recommended to organize a mentoring service to eliminate the negative perceptions about
the reasons for low motivation, the difficulty of the courses, the fact that the subjects are
not suitable for the department. With mentoring, education institutions can follow the
students, and the students can develop academically and personally to a more experienced
student. In addition, cooperative learning can be developed by giving assignments that the
mentor and mentee will do together with the mentoring service.

Academic Turkish courses are generally divided into science and social sciences in
practice. Although it is not possible to open Academic Turkish courses directly for the sub-
disciplines of these sciences, diversity can be increased in the course books and materials
to be used in line with the student profile and needs. In addition, if the mentors can be
selected from the student's department, it can be ensured that the topics, readings, and
vocabulary learning are directly related to the student's department. In short, it is seen that
Academic Turkish mainly creates positive perceptions. Still, this course should be further
enriched in terms of the course book, the level of education, and the department of
students.
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Introduction

The status and significance of a child in society have evolved throughout time.
Child began to gain prominence in society in the 17" century. As Postman puts it, “the
idea of childhood is one of the greatest inventions of the Renaissance, perhaps the most
humane” (1995, p. 8). Following the publication of Rousseau's Emile, the notion of family,
founded on love, began to emerge, and the importance and value of the child in the family
began to increase (Sever et al., 2007, p. 69; Neydim, 2000, p. 12). Rousseau thinks that
human flaws can be corrected through education. In Emile (1762), he stated that “reading
is the whip of childhood because books teach us to talk about things we know nothing
about” (Postman, 1995, p. 25). However, Rousseau finds it objectionable to teach
children's works of imagination. According to him, dreams are the genesis of all evil.
That's why he opposes fairy tales. He calls for the inclusion of instructive works in
children's education. He desires values such as honesty, virtue and self-sacrifice to be
prioritized in works written for children (Sinar Cilgin, 2007, p. 42).

For centuries, the child has been considered as a diminutive human, miniature
human, less talented creature, less developed than adults, and s/he has been raised with
these thoughts (Jacquin, 1969, p. 17). Children cannot produce logical and objective
thoughts like adults; they learn everything new. In other words, there are always situations
that are experienced and learned 'for the first time' in their lives (Dilidiizgilin, 2003, p. 41).
Those that create books for them should also unveil their goods while keeping these
parameters in mind. This process begins with the identification and development of
children's literature. Children's literature is not a child's work, it is a feast of authors and
illustrators who can keep the child in them alive. Its purpose is to share the common
feelings, curiosity and interests of the children of the world through writing and drawing.
Children's literature was not born out of belittlement of children, as is believed (Sirin,
1994, p. 12). Children's literature has started to form and develop by deserving its own
space in literature, with the recognition of the child in the historical process and starting to
value them. With the adoption of 1979 as the World Year of the Child, the works written
for children in our country began to be published much more than before. As the number
of authors of children's literature and the quantity of their works expanded, an issue with
quality began to emerge. The problems that may prevent the development of children's
literature from author, reader, publisher, work and other variables have been handled by
researchers in many aspects. Again, what needs to be done to solve these problems was
discussed on the same scientific level. Attempts have been made in this research to give a
fresh viewpoint on children's literature by looking at the challenges of children's literature
and solutions to these difficulties through the eyes of today’s poets and authors.

Literature Review

Development of Children's Literature from the Beginning to the Present

It is known that the first book for children was written in India in the 6th century
BC. The story of a prince trainer Brahma is told in this book (Simsek, 2007, p. 30). The
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idea of "childhood" and organizing some literary works for children's reading emerged in
the 16" century. In the 17™ century, stories from the Middle Ages, fairy tales and legends
from the old period were used in children's literature (Sirin, 1994, p. 59). John Locke's
thoughts on child education in his work "Some Reflections on Education" (1693) had a
great impact all over the world. Locke suggested using the sense of curiosity in children as
a stimulant (Sirin, 1987, p. 15). Even after centuries, this element emerges as one of the
basic principles of today's children's literature.

Modern children's literature began in the West in the 18" century and in our
country in the 19™. The development of the printing press, the Industrial Revolution, the
increase in the rate of urbanization, the enlightenment, and the emergence of nation states
have changed the social structure and the society's view of "children", and this change has
made a child-specific literature necessary (Sever et al. 2007, p. 67). In the works written
for children at the beginning of the 19th century, purposes such as introducing the
phenomenon of religion, adopting moral rules and providing a character formation in the
child were pursued (Sirin, 1987, p. 18). Due to the misunderstanding of Rousseau's
understanding of education, the works written in the late 18" and 19™ centuries were
mostly created with instructive and moral content (Demirel et al., 2010, p. 72). Jules Verne
won the love of children with his science fiction novels and brought a new breath to
children's literature. With his works, he succeeded in moving children's literature away
from its educational and moral purpose. Alice in Wonderland, written by Charles
Lutwidge Dodgson and published under the pseudonym Lewis Carroll, was the first work
that completely destroyed the idea that "works written for children should carry instructive
and moral messages" (Smar Cilgin, 2007, p. 47). In the middle of the 20" century, with the
effect of the Second World War, children's literature works began to be published in an
extremely instructive manner, with the aim of creating a uniform human being by
fictionalizing rigid idealized male and female heroes. This mistake was reversed after the
end of the Second World War, and the number of works prioritizing an understanding that
is suitable for the reality of children and emphasizing the equality of men and women
increased, and children's literature began to be restructured with this understanding (Sever
et al. 2007, p. 67; Nedim, 2000, p. pp. 8-9,26). In the 20th century, children started to
become more interested in fantastic works. Astrid Anna Emilia Lindgren's Pippi Long
Stockings series had a great impact at the time of its publication. A girl named Pippi is
against the usual child type. The author criticizes the strict rules of society through the
character of Pippi. She draws the character of an independent and loving child who can
solve problems. Antoine de Saint Exupery's The Little Prince has become a work that
adults read fondly, with its philosophical dimension as well as its fantastic fiction. Another
important author of this century is Christine Nostlinger. The Cucumber King, with his
opposition to and criticism of authority, her fiction that prioritizes democratic solutions
and lifestyle, makes important contributions to the formation of democratic cultural
awareness in children.

In the historical development of children's literature in our country, we come across
Dede Korkut Stories first. Children play an important role in these stories. It is noteworthy
that the child is not named immediately and is expected to act as a hero, those who do not
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have children are hosted in the black tent and served with black sheep stew, those with a
daughter are hosted in a red tent, and those with a son in a white tent. These stories are
important in that they show that adults are divided into classes based on the presence and
gender of their children, and that children have to gain a place in society according to their
actions (Sinar Cilgin, 2007). In the 17" and 18™ centuries, we see that two works on the
child were written. These are the moral-educational mathnawi named “Hayriyye” (1701),
which Nabi wrote for his son Ebu'l-hayr Mehmed Celebi in the 17th century, and
Stinbiilzade Vehbi's “Lutfiyye” (1791) written as a nazire to this work in the 18th century.
Due to the advice they contain, these predominate in terms of instructional and moral
characteristics (Uludag, 2009, p. 779). Miinif Pasha, the Abdiilhamid period's Minister of
Education, authored an essay titled "Ehemmiyet-i Terbiye-i Sibyan (The Importance of
Educating Children)" (1862) in the Mecmua-1 Fiiniin. He contrasted European child
education with Ottoman schooling in the essay, which provides significant insights on
child education. He was opposed to teaching children via corporal punishment and asserted
categorically that youngsters should be put to school. Miinif Pasha's approach to the issue
and his concepts ignited a new and transformative wind in education (Sinar Cilgin, 2007).
In his work "Aile (Family)" Namik Kemal underlined the significance of teaching the child
inside the family (1872). The family/home is the first location where the child will get
education, followed by school. He added that he desired for the boy to develop into a
strong-willed adult as a result of the schooling he would get (Smar Cilgin, 2007). These
studies in education and the translation of some works that were among the world
children's classics in the Tanzimat period into our language are important studies that serve
children's literature. This enlightenment in the Tanzimat period was continued by turning it
into a state policy in the Republican period (Nedim, 2000, pp. 22-25). Again in this period,
children's and youth literature gained a very important momentum in our country. The
desired change has begun to occur in children's literature with the works of authors such as
Tevfik Fikret, Naki Tezel, Eflatun Cem Giiney, Tahir Alangu, Oguz Tansel, Mustafa Ruhi
Sirin, Ziya Gokalp, Fazil Hiisnii Daglarca, Mehmet Necati Ongay, Cahit Uguk, Nazim
Hikmet, Aziz Nesin, Rifat Ilgaz, Yalva¢ Ural, Muzaffer izgii, Mehmet Seyda, Cahit
Zarifoglu, Ayla Cinaroglu, Ayla Kutlu, Aytiil Akal, Mavisel Yener. Today, Giilten
Dayioglu is a well-known author of children's tales and books. Fadis, which she authored
in 1971, is the first step toward whatever is intended to be developed in the world of
children via a work of high-quality today’s children's literature.

There are several studies in the literature that identify the difficulties with children's
books and the remedies to these problems (Sirin, 1994; Nedim, 2000; Sever, 2003;
Dilidiizgiin, 2004; Sever, 2006; Erkul, Basonciil & Sezer, 2007; Siier Sezgin, 2007;
Soysal, 2007; Ipsiroglu, 2007; Bozdag, 2007; ilkhan & Akyiiz, 2007; Ceylan, 2007; Sarar
Kuzu, 2007; Sever, 2008; Maltepe, 2009; Daglioglu & Camlibel Cakmak, 2009;
Biiytikkavas Kuran & Ersozli, 2009; Ugurlu, 2010; Oguzkan, 2010; Giiltekin, 2011;
Ciftei, 2011; Cintas Yildiz, 2011; Cengiz, 2012; Atman, Cat, Gokbulut & Mudu, 2012;
Ince Samur, 2012; Gékge, 2012; Kartal & Caglar Ozteke, 2012; Ulutas & Kiymaz, 2012;
Tifek¢i Can, 2013; Arnisoy, 2014; Turkish Language of Children and Early Youth
Literature Special Issue, 2014; Firat & Ipek Egilmez, 2014; Ozdzen, 2014; Er Yesilhan,
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2015; Gedikoglu Ozilhan, 2015; Akgiil Baris & Ece, 2015; Firat & Ceker, 2016; Sen,
2016; Otmar, 2017; Ipek, 2017; Aktan & Aydin, 2018; ince Samur, 2018; Bulut, 2018;
Kuru, 2018; Barutcu & Agik, 2018; Kiigiikler Kuscu, 2018; Cer, 2019; Cevik & Miildiir,
2019; Yavuz, 2019; Good Book Children and Youth Books Magazine, 2020; Kavan &
Akin, 2020; Aydogdu & Alkan, 2020; Dedeoglu and Erbasan, 2021).

Aim and Significance of the Study

Although the opinions of the authors on the problems and solution suggestions of
children's literature are frequently consulted in the literature, no study has been found that
refers to the opinions of today's poets and authors. However, since we cannot think of
children's literature in a disconnected way from literature, it is thought that today's poets
and authors, with their artistic sensitivities, will contribute to the field with their views on
the problems of children's literature and the solutions they produce for these problems.
There is no study in the literature that deals with the problems and solution proposals of
children's literature from the point of view of today's poets and authors. Again, the absence
of any study examining these problems and solutions in terms of the age and gender
variables of the authors makes this study important and unique.

Answers to the following questions were sought within the framework of the views
of today's poets and authors on the current problems of children's literature and the
solution to these problems:

1. What are the views of today's female poets and authors on the current problems
of children's literature?

2. What are the views of today's male poets and authors on the current problems of
children's literature?

3. What are the views of all of the today’s poets and authors on the current
problems of children's literature?

4. What are the suggestions of today's female poets and authors to solve these
problems?

5. What are the suggestions of today's male poets and authors to solve these
problems?

6. What are the suggestions of all of the today's poets and authors for the solution
to these problems?

7. What are the views of today's poets and authors between the ages of 18-30 on the
current problems of children's literature?

8. What are the views of today's poets and authors between the ages of 31-60 on the
current problems of children's literature?

9. What are the views of today's poets and authors aged 61 and over on the current
problems of children's literature?

10. What are the suggestions of today's poets and authors between the ages of 18-
30 for the solution to these problems?
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11. What are the suggestions of today's poets and authors between the ages of 31-
60 for the solution to these problems?

12. What are the suggestions of today’s poets and authors aged 61 and over to solve
these problems?

Method

Research Design and Publication Ethics

Before commencing the research, it was unanimously decided that this study is in
line with ethical standards, with the decision numbered GO 2021/216 taken at the meeting
of the Non-Interventional Clinical Research Ethics Committee of Burdur Mehmet Akif
Ersoy University, dated 02.06.2021. The poets and authors in the research group were
informed and their consents were obtained.

The study, which was conducted to determine the views of today's poets and
authors on children's literature problems and their solutions to these problems, was
designed within the framework of case study. Case studies are seen as a distinctive
approach used in seeking answers to scientific questions (Bliyiikoztiirk et al., 2020, p. 23).
A case study is a method that examines a single situation or event in depth longitudinally,
requires the systematic collection of data, and examines events that occur in the real
environment. The case study reveals why the event occurred the way it did and what
should be focused on in future studies.” (Subasi and Okumus, 2017, p. 420). This study
followed a systematic way in accordance with the case study, including the stages of
collecting data about a situation, analyzing and interpreting these data. Thus, it was aimed
to report the data obtained during the research process in a clear and understandable way.

Participants

The study group was determined according to the criterion sampling method
among one of the purposeful sampling types. In the formation of the study group, it was
determined that the participants were poets, authors, poets/authors. Participants consisted
of 70 poets and authors who were contacted via email, Facebook and WhatsApp in July
2021. As indicated in Table 1 below, a total of seventy poets and authors, including 6
female and 22 male poets, 4 female and 9 male authors, and 8 female and 21 male
poets/authors participated in the research. Although these poets and authors have poems
and other works written in the field of children's literature, they can be defined as artists
who write for adults.

Table 1. Distribution of Today’s Poets and Authors by Gender

Poet Author Poet /Author Total
Gender f % f % f % f %
Female 6 8,5 4 5,7 8 11,4 18 25,7
Male 22 31,4 9 12,8 21 30 52 74,2
Total 28 39,9 13 18,5 29 41,4 70 100
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Data Collection

During the research procedure, the poets and authors in the study group were asked
by the researchers via email, Facebook and WhatsApp, the problems of children's literature
and solutions for these problems. Feedback was received from 70 poets and authors. The
problems of children's literature and the suggestions produced to these problems were also
discussed according to the gender and age variable. The opinions of today's poets and
authors were itemized with the method of content analysis, the same itemization in the
context of gender variable according to whether today's poets and authors are male or
female. They were interpreted in the context of age variable according to whether they
were 18-30 years old, 31-60 years old, 61 years old or more. Data were collected through
document review. Document review "involves the examination of written documents
conveying information regarding the case or cases under investigation" (Aypay, A. et al.
2011, p. 239).

Data Analysis

The data were subjected to content analysis and descriptive analysis. Content
analysis approach is widely employed in studies where data are gathered through open-
ended questions. Content analysis is a method for identifying the presence of specific
words, facts or concepts in a collection. In this technique, inferences are produced by
identifying the meanings and relationships of words, facts or concepts (Bliylikoztiirk et al.,
2020). Categorical analysis, which was used in the research, is generally dividing a
particular message into units and then grouping these units into categories according to
predetermined criteria (Yaman, Cetinkaya Mermer, Mutlugil, 2009). On the other hand,
descriptive analysis is a sort of analysis that entails summarizing and interpreting data
according to predetermined themes or categories. The purpose of this sort of analysis is to
summarize and explain the results for the reader. Descriptive analysis takes place in four
stages. In the first stage, a framework is created based on the conceptual framework of the
research, the literature review and the dimensions obtained from the research questions.
Thus, it is determined under which themes or categories the data will be organized and
presented (Dawson, 2009). After this stage, the researcher defines the data he has arranged.
Then, the researcher explains, relates and makes sense of the findings he has defined
(Yildirnm & Simsek, 2013).

By examining the data using the descriptive analysis approach, codes were
established, these codes were then classified into sub-categories, and these sub-categories
were further sorted into meaningful groupings and categories. Thus, codes at the level of
words and phrases were identified in the data collected from all poets and authors, these
codes were categorized. Then subcategories were generated at the phrase and sentence
levels, and categories were established by patterning the subcategories in a coherent
fashion. The results section includes an example of the code that is believed to be the most
precise for each sub-category among the codes that enable sub-category determination.
Thus, the 'validity' of the research was ensured.
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'Reliability’ in the transformation of raw data into codes and categories was ensured
by the joint contributions of both authors, a children's literature expert, and an expert in
educational measurement to the process. Calculation was made with the Krippendorff
Alpha coefficient (o) to determine the coefficient of agreement among the raters. This
coefficient is used to determine the agreement between raters (Krippendorft, 1995). It was
observed that the value of agreement between the raters, namely the Krippendorff Alpha
coefficient (o), varied between .75 and .90.

Findings
The data on the current problems of children's literature and the solution proposals

created by today's poets and authors were coded. Below are examples of sentences that are
thought to explain that item for each item.

The findings for the first three research questions are given in Table 2.

Table 2. Current Problems of Children's Literature According to Today's Female and Male Poets
and Authors and According to All Today's Poets and Authors

§ § Female Male Total
i
& Problems f % f % f %
1. Ignoring the development level of the child 4 5.7 18 258 22  31.6
2. Style-related problems in children's literature 4 57 15 213 19 271
authors
% 3. Written children’s books by authors who do not
= . , 3 4.2 3 4.2 6 8.5
- know about children’s world
2 4. Assummg children's literature as a simple 5 23 5 28 4 57
literature
5. ThF: fact that children's literature works are 1 14 | 14 ) )3
written by adults
1. Commercialization of children's literature 6 8.6 16 229 22 31.6
2. The problem of supervision in children's 5 71 14 199 19 271
o literature works
LE 3. Problems of economic origin 1 1.4 5 7.0 6 8.5
% 4. Ignoring author-illustrator harmony in children's 1 14 s 70 6 35
E books
E 5. Inadequate delivery of children's books to ) 28 1 14 3 42
children
6. Censorship problem 2 2.8 1 1.4 3 4.2
7. Problems caused by translation - - 2 2.8 2 2.8
m 1. Failure of families to set an example for children 3 4.2 7 9.9 10 14.2
% ~ 2. Teachers' failure to set an example for children 2 2.8 4 5.6 6 8.5
~ 3. Failure to create love for books in preschool 1 1.4 2 2.8 3 4.2
v 1. Negative examples in children's books 5 7.1 4 5.6 9 12.8
~ 2. Ideological thoughts in children's books 4 5.7 4 5.6 8 114
= . The problem of innovation 1n children's literature . . .
o 3. Th bl fi ion in children's li 2 2.8 4 5.6 6 8.5
F
2:4 4. The fact that children’s books offer advice 2 2.8 3 4.2 5 7.1
E 1. No idea 2 2.8 13 185 15 214
=
g 2. Insufficient culture of criticism - - 1 1.4 1 1.4
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Based on the opinions of today's poets and authors, the sub-categories related to the
problems and suggestion for solution were classified as Author, Publisher, Reader,
Artwork and Other. As can be seen in Table 2, the problems determined by using the
views of today's poets and authors are as follows: Author-oriented problems; Ignoring the
developmental level of the child, Style-related problems in children's literature authors,
Written children’s books by authors who do not know about children’s world, Assuming
children's literature as a simple literature, and The fact that children's literature works are
written by adults; Publisher-oriented problems: Commercialization of children's literature,
Supervision problem in children's literature, Problems of economic origin, Failure to pay
attention to author-illustrator harmony in children's books, Inadequate delivery of
children's books to children, The problem of censorship, and The problems resulting from
translation; Reader-oriented problems: Failure of families to set an example for children,
Teachers' failure to set an example for children, and Failure to create love for books in
preschool. Artwork-oriented problems: Negative examples in children's books, Ideological
thoughts in children's books, The problem of innovation in children's literature, and The
fact that children’s books offer advice. Other problems: Those who have no idea and
Insufficient Culture of Criticism.

The current problems of children's literature determined by today's female and male
poets and authors are as in Table 2. The findings with the highest rate among the views of
today's them are “Commercialization of children's literature” with 8.6%; “Supervision
problem in children's literature works” and “Negative examples in children's books” with a
rate of 7.1%; the findings with the lowest rate were “Problems of economic origin” with
1.4%; “Ignoring author-illustrator harmony in children's books”; the findings of "Failure to
create love for books in preschool ", and "Children's literature works are written by
adults". The findings of "Problems caused by translation" and "Insufficient culture of
criticism" were not stated as a problem by female poets and authors.

Based on the views of today's male poets and authors, while “Ignoring the
developmental level of the child” with 25.8%, “Commercialization of children's literature”
with 22.9%, and “Style-related problems in children's literature authors” with 21.3% is at
the top of the table, "Censorship problem", "The inadequate delivery of children's books to
children", The fact that children's literature works are written by adults" and "Insufficient
culture of criticism" had the lowest ranks with a rate of 1.4%.

The prominent current problems of children's literature are "Ignoring the
developmental level of the child" with 31.6%, and "Commercialization of children's
literature" with 27.1%, "Style-related problems in children's literature authors" and
"Supervision problem in children's literature works", and " Failure of families to set an
example for children" with 14.2%.

Examples of Codes Constituting the Sub-Categories of Current Issues in Children's
Literature According to Today's Poets and Authors

Ignoring the Developmental Level of the Child

(P,14): “Children's books are authored without considering child development and
psychology.”

© 2022 Journal of Language Education and Research, 8(1), 104-135



Current Problems of Children's Literature. . . 113

Commercialization of Children's Literature
(P,17): “Those who write for adults write for children because of financial concerns.”
Style-Related Problems in Children's Literature Authors

(P,40): “The author needs to have a grasp of Turkish language and know what kind of

language should be established for a child at what age.”

The Problem of Supervision in Children's Literature Works

(P,18): “The main problem is that the works are presented without the editor’s filter.”
Failure of Families to Set an Example for Children
(P,22): “Children cannot be forced to read books. Parents should set an example.”
Negative Examples in Children's Books

(P,4): “It is very sad that there are books that support pedophilia among the works
published recently.”

Ideological Thoughts in Children's Books

(P,31): “Adults want to think for children, write for them and shape them. Children are
not dough. Everyone approaches according to their own ideological structure, but the

2

result does not change.
The Problem of Innovation in Children's Literature

(P,59): “Children's literature works should be on the side of the current, new and
original a little more.”

Problems of Economic Origin

(P,66): “People with a developed sense of aesthetic pleasure are not interested in the
price of the book.”

Written children’s books by authors who do not know about children’s world

(P,55): “For one thing, everyone should not attempt to write in the field of children's
literature.”

Teachers' Failure to Set an Example for Children

(P,2): “Unfortunately, most of the teachers cannot provide good guidance on what to
read in children's literature.”

Ignoring Author-Illustrator Harmony in Children's Books

(P,23): “Visuals and illustrations in books should be beautiful. Book cover design
should be good.”

The fact that children’s books offer advice

(P,60): “There is an invasion of books that constantly give advice to children but
cannot contribute to the development of their literary tastes.”

Assuming Children's Literature as a Simple Literature

(P,62): “Writing for children is regarded as simple and easy to, resulting in shallow,
childlike texts.”

Inadequate Delivery of Children's Books to Children
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(P,66): “... because one of the primary problems of children's literature is the difficulty

>

of bringing the author's work (no matter how well s/he writes) to the reader.’
Censorship Problem
(P,53): “One of the most important problems is censor.”
Failure to create love for books in preschool

(P,12): “The biggest problem of children's literature is the mentality that adopts buying
a tablet instead of a book..”

Problems Caused by Translation
(P,61): “The low quality of translation in translated works...”
The Fact That Children's Literature Works Written by Adults

(P,56): “Unfortunately, children's literature writing is in the hands and responsibility of
adults.”

Insufficient Culture of Criticism

(P,61): “Another important problem of children's literature is the inadequacy of the

’

culture of criticism.’

The findings for the fourth, fifth and sixth research questions are given in Table 3.

Table 3. Suggestions for Solving Current Problems of Children's Literature According to Today's
Female and Male Poets and Authors and According to All Today's Poets and Authors

S 3 Female Male Total
S = §
S 9 Suggestions f % f % f %
1. Chll(jren s development levels should be 3 14 12 171 20 ogs
considered :
2. Attention should be paid to the language used 2 2.8 7 9.9 9 12.8
% 3. Children’s litergture autho.rs should be provided 3 42 6 8.5 9
E with a pedagogical education 12,8
3 4. Children's literature authors should be innovative 4 5.6 1 1.4 5 71
5. Children's literature should not be considered as a
. . 1 1.4 1 1.4 2
simple literature 1.4
6. Children should make children's literature - - 2 2.8 2 14
1. Children's literature books should be inspected 5 7.1 9 128 14 20
27
% 2. Editorial and translation budgets of publishing
0 . 1 1.4 2 2.8 3
2 houses should be increased 40
— .
g 3. Attention should be paid to author-illustrator ) 23 ’
m - - .
harmony 2.8
1. Teachers shoulfi educate themselves and set an 5 71 ) 23 7 10
example for children
a4
A 2. Children should be gained the habit of reading ) 28 5 71 7
< books 10
~
3. Parents should educate themselves and set an
. 3 4.2 3 4.2 6
example for children 8.5
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4. Books should be introduced as an object into
children's lives in preschool - - 1 1.4 1 1.4

1. Children's literature works should contribute to the
development of the child

2. Children’s books should be away from the
elements such as violence, sexuality, abuse, etc. ’ ) 10

3. Children should gain universal values 2 2.8 4 5.6 6 8,5

It should arouse a feeling of hope and love in the

child 2 2.8 2 2.8 4 57

ARTWORK
N

5. Books written must conform to our core values and

culture 2 2.8 2 2.8 4 5.7

6. Ideological thoughts should not be subject to

children's literature 1 14 2 2.8 3 42

1. A culture of criticism should be developed - - 2 2.8 2 2.8
5 2. The state should allocate a budget for children's 1 14 | 1.4 5
an literature 28
F b)
© 3. Children's literature course should become 1 1.4 1
mandatory in universities ) ) 1.4

In Table 3, solutions for the problems of children's literature by today's poets and
authors are given. Author-based solution suggestions have been determined as Children's
development levels should be considered, Attention should be paid to the language used,
Children's literature authors should be provided with a pedagogical education, Children's
literature authors should be innovative, It should be understood that it is not a simple
literature, and Children's literature should be made by children. Suggestions for solutions
originating from publishers: Children's literature books should be inspected, Editorial and
translation budgets of publishing houses should be increased, and Author-illustrator
harmony should be considered. Reader-based solution suggestions: Teachers should
educate themselves and set an example for children, children should be given the habit of
reading books, parents should educate themselves and be an example for children, and
books should be introduced into children's lives as an object before school. Artifact-based
solution suggestions: Children's literature works should contribute to the development of
the child, Children's literature should be free from elements such as violence, sexuality and
abuse, Children's literature should give children universal values, Children's literature
should evoke a sense of hope and love in children, The books written should conform to
our core values and our culture, and Ideological thoughts should not be the subject of
children's literature. Solution suggestions from other sources: A culture of criticism should
be developed, The state should allocate a budget for children's literature and Children's
literature courses should become mandatory in universities.

The solutions determined by today's male and female poets and authors to the
current problems of children's literature are as in Table 3. In the light of the data obtained
from today's women poets and authors, the findings of "Children's development levels
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should be considered" and "Children's literature works should contribute to the
development of the child" ranked at the top with 11.4%. “Children’s books should be away
from violence, sexuality, abuse etc.", "Ideological thoughts should not be subject to
children's literature", "Editorial and translation budgets of publishing houses should be
increased", "The state should allocate a budget for children's literature", and "Children's
literature should not be considered as a simple literature" were the lowest with 1.4%.
Findings such as "A culture of criticism should be developed", "Children should make
children's literature", "Author-illustrated harmony should be considered", "Books should
be introduced as an object into children's lives in preschool"” and "Children's literature
lessons should become mandatory in universities" has not been specified by female poets
and authors as a solution to the current problems of children's literature.

Among the opinions of today's male poets and authors, "Children's development
levels should be considered" with 17.1% and "Children's literature books should be
inspected" with 12.8% were at the top. Findings such as "Children's literature authors
should be innovative", "Children's literature should not be considered as a simple
literature", "The state should allocate a budget for children's literature", "Books should be
included in children's lives as an object in preschool" and "Children's literature course
should become mandatory in universities" with a rate of 1.4% ranked at the bottom.

Among the prominent suggestions offered by all poets and authors who took part in
the study to address the issues facing children's literature are "The developmental levels of
children should be considered" with 28.5%, "Children's literature works should contribute
to the development of the child" and "Children's literature books should be inspected" with
%20, and "Attention should be paid to the language used", "Children should make
children's literature", and “Children’s literature authors should be provided with a
pedagogical education” with 12.8%.

Examples of Codes Forming the Sub-categories of Today’s Poets and Authors'
Suggestions for the Solution to Current Problems in Children's Literature;

Children's Development Levels Should Be Taken Into Consideration

(P,1): “Writing story and fairy tale books by considering the age ranges and
development levels of children...”
Children's Literature Works Should Contribute to the Development of the Child

(P,50): “They should be encouraging. They should be such works that encourage

’

children to constantly develop, renew and research themselves.’
Children's Literature Books Should Be Inspected

(P,1): “An independent committee should be established to monitor and inspect
children's books”

Attention Should Be Paid to The Language Used

(P,62): “The solution is for those who write for children to work harder, to rewrite a
piece in a manner that achieves profundity via simplicity.”

Pedagogy Education Should Be Obligatory to Children's Literature Authors
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(P,67): “So, first of all, it is necessary to separate the thing called writing for children

>

from writing anything else. Only the people who have been trained should write.’
Teachers Should Educate Themselves and Set an Example for Children

(P,52): “Teachers have a critical role and are accountable for exposing students to
high-quality literature, but there are issues with both the general and specialized
characteristics of teacher education.”

Children Should Be Supported to Develop an Interest in Reading

(P,69): “Undoubtedly, the child should be given the habit of reading books, however, it
is useful to do this step by step.”

Children's Books Should Be Free from Violence, Sexuality, Abuse Elements etc.

(P,49): “Among My Author friends having an educational background, no one has
never included a theme in children's fiction that is detrimental to children's worlds.”

Children's Books Should Bring Universal Values to Children
(P,70): “They should be a tool for the child to reach the universal.”
Parents Should Educate Themselves and Set an Example for Their Children

(P,67): “Families should not just hand the youngster the book and go. Parents should
act as a 'companion' to them in reading books..”

Children's Literature Authors Should Be Innovative

(P,56): “While conveying some things about life children's books should make children
think, ask questions, arouse curiosity and open new horizons for them.”

It Should Arouse a Feeling of Hope and Love in the Child

(P,54): “Love and unlovedness are the child's boundary and nerve ends. That is the
proper way to see the child.”

Books Must Conform to Our Core Values and Culture

(P,23): “Tales can be written in accordance with our own values and culture.”

Ideologies Should Not be The Subject of Children's Literature

(P,69): “The ideas that we can call ideological extremes should not enter children's
books...”

Editorial and Translation Budgets of Publishers Should Be Increased
(P,61): “Publishers should increase their editorial and translation budgets.”
A Culture of Criticism Should Be Developed

(P,70): “Authors and poets should act with a constructive and impartial critical
attitude.”

It should be understood that children's literature is not a simple literature.

(P,69): “"Children's literature is easier than adult literature"” should not be acted
upon.”

Children Should Make Children's Literature

(P,31): “We can help children write. Let children childishly shape life and the earth,
because the world of grown-ups is not tolerated.”
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The State Should Allocate a Budget for Children's Literature

(P,69): “Relevant authorities should set aside their best investment in a corner for
children to strengthen children's literature.”

Attention should be paid to the Author-Illustrator Harmony

(P,70): “The text and related images in the book must be in harmony in the necessary

’

sense.’
The Book Should Be Introduced as an Object into Children's Lives in Preschool

(P,61): “In order to instill a love of books in children, books should be introduced into
children's lives as an object before school.”

Children's Literature Course Should Become Mandatory in Universities

(P,54): “Children's literature classes should be taught by expert lecturers at
universities.”

The findings for the seventh, eighth and ninth research questions are given in Table 4.

Table 4. Current Issues in Children's Literature According to Today’s Poets and Authors Between
18-30 Years Old, 31-60 Years Old, and Over 61 Years Old

g o 18-30 31-60 Over 61
§ § Years Old  Years Old  Years Old Total
S
Sl Problems f % f % f % f %
1. Igpormg the development level of the 6 3.6 7 10 9 12. 2 31,
child 9 5
2. Style-related problems in children's 4 56 3 11. 7 10 19 27
o literature authors 4
% 3. Written children’s books by authors who i i P 71 | 14 6
S do not know about children’s world ’ ’ 8.4
<

4. Assuming children's literature as simple i i 3 42 | 14 4 56

literature
5. Children's literature works are written by
- - 2 2.8 - - 2
adults 2.8
1. Commercialization of children's literature 5 28 13 168. 7 10 2 351,
2. The problem of supervision in children's 6 2.6 9 12. 4 57 19
literature works 8 27
[
LJ__:J Problems of economic origin 1 1.4 4 5.6 1 1.4 6 8.4
m . . .
= 4. Ignoring author-illustrator harmony in
é children's books ! 1.4 3 4.2 2 2.8 6 8.4
= . . .
5. Inade.quate delivery of children's books i i 3 42 i i 3 42
to children
6. The censorship issue - - 2 2.8 1 1.4 3 4.2
7. Problems caused by translation - - 1 1.4 1 1.4 2 2.8
Fa.llure of families to set an example for 4 56 3 49 3 47 10 14
children

2. Te?lchers failure to set an example for | 14 4 56 | 14 6
children 8.4

READER

3. 1nab1hty to build enough love for books | 14 | 14 | 14 3
in preschool 4.2
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1. Negative examples in children’s books 3 49 6 25 i i 9 172.
% 2. Ideological thoughts in children's books | 14 5 71 ) )3 2 131.
= . TR .
E 3 The problem of innovation in children's | L4 4 56 | L4 6 Q.4
< literature works

4. The fact that children’s books offer

advice
o 1. Those who have no idea 6 R6 7 10 > 28 15 21.
an
S 2. Insufficient culture of criticism . - 1 1.4 - R 1 1.4

Current problems of children's literature stated by poets and authors aged 18-30,
31-60, and 61 and over are given in Table 4. 8.6% and 8.6% of today's poets and authors
between the ages of 18-30; 10% and 12.8% of today's poets and authors between the ages
of 31-60; 12.9% and 5.7% of today's poets and authors aged 61 and over, respectively,
listed the findings of "Ignoring the developmental level of the child" and "Supervision
problem in children's literature works" as the current problems of children's literature at the
highest rate. 1.4% and 1.4% of today's poets and authors between the ages of 18-30; 1.4%
and 5.6% of today's poets and authors between the ages of 31-60; 1.4% and 1.4% of
today's poets and authors aged 61 and over stated the findings of "Failure to create a love
for books in preschool enough" and "Teachers’ failure to set an example for children",
respectively, as the current problems of children's literature.

The findings for the Ten, Eleven, and Twelfth research questions are given in Table 5.

Table 5. Suggestions of Today’s Poets and Authors for the Ages 18-30, Ages 31-60 and Ages 61
and Over for the Solution to Current Problems in Children's Literature

18-30 31-60 Over 61
Years Old  Years Old  Years Old Total

Solution
Resource

Suggestions f % f % f % f %
I. Ch11dren s development levels should be 12, 20 8.
considered 6 8.5 9 3 5 7.1 4
2. Attention should be paid to the language 9 12
used 1 1.4 4 5.6 4 5.7 '
7
e~
O 3. Pedagogy education requirement should 12.
E be brought to children's literature authors 3 4.2 S 7.1 1 1.4 ) 7
< 4. Chlldrep s literature authors should be i i ’ 23 3 49 5 7
mnovative
5. It should be understood that it is not a
. . - - 2 2.8 - - 2
simple literature. 2.8
6. Children should make children's literature
- - 2 2.8 - - 2 28
e 1. Children's Literature Books Should Be 5 71 5 71 4 57 14 19.
Ei o Inspected 8
% M 2. Editorial and translation budgets of 1 L4 ) )3 i i 3
A publishers should be increased ’ ’ 4.2
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3. Attention should be paid to the author-
illustrator harmony ' 2.8

1. Teachers should educate themselves and 7 9.9
set an example for children ) ) ’ '

2. Children should be gained the habit of

=4 7
Lé-] reading books ! L4 2 2.8 4 37 9.9
< 3. Parents should educate themselves and
&) 6
R set an example for their children 3 4.2 ! 1.4 2 2.8 8.4
4. The book should be included in children's 1 1.4
. o - - 1 1.4 - - .
lives as an object in preschool
1. Children's literature works should 14 19
contribute to the development of the child 3 42 5 71 6 85 g
2. Children's literature should be free from 7
elements such as violence, sexuality and 3 4.2 4 5.6 - -
v abuse 9.9
Q.; 3. Children should gain universal values 1 14 2 28 3 42 6 8.4
F
e 4. It should arouse a feeling of hope and 4 56
< love in the child S
5. Books written must conform to our core i i 3 49 | 14 4
values and culture 5.6

6. Ideological thoughts should not be

- - - - 3 4.2
subject to children's literature 3 4.2
1. A culture of criticism should be 1 14 | 14 i i b 28
developed
5 2. The state should allocate a budget for 1 L4 | L4 b
E children's literature ’ ’ i i 2.8
©)
3. Children's literature course should
. . - - 1 1.4 - - 1
become mandatory in universities 1.4

The solutions determined by today's poets and authors aged 18-30, aged 31-60,
aged 61 and above to the current problems of children's literature are presented in Table 5.
8.5% and 7.1% of today's poets and authors between the ages of 18-30; 12.8% and 7.1% of
today's poets and authors between the ages of 31-60; 7.1% and 5.7% of today's poets and
authors aged 61 and over presented the findings of "Children's development levels should
be considered" and "Children's literature books should be inspected", respectively, as the
most important solution suggestions produced for the current problems of children's
literature. 1.4% and 1.4% of today's poets and authors between the ages of 18-30; 2.8%
and 2.8% of today's poets and authors between the ages of 31-60, 5.7% and 4.2% of
today's poets and authors aged 61 and over, respectively, "Children should be gained the
habit of reading books" and "Children should gain universal values". They presented their
suggestions as relatively less effective solutions to the current problems of children's
literature.

Discussion

Since the problems of children's literature and the solutions produced to these
problems are interconnected, the tables are interpreted and discussed together. It is
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observed that the answers given by the participants for the problems and solutions are
close to each other. Today's female and male poets and authors have identified the
following as the most important problems of children's literature: Ignoring the
development level of the child, Commercialization of children's literature, Style-related
problems in children's literature authors, Supervision problem in children's literature
works. Apart from these items, female poets and authors prioritized the items that Negative
examples in children’s books and Ideological thoughts in children's books, while males
prioritized the items that Failure of families to set an example for children, Problems of
economic origin, and Ignoring author-illustrator harmony in children's books. It is also
striking that 21.4% of all poets and authors (Women 2.8%, Men 18.5%) do not express any
thoughts about the problems of children's literature. Looking at the percentages, it is seen
that a larger proportion of men do not contribute. In the light of these results, no big
difference was observed between the identified problems of children's literature in the
context of gender. Both male and female poets and authors met on the plane of common
problems.

The participants identified the following as their suggestions for the solution to
current problems in children's literature: Children's development levels should be
considered, Children's literature works should contribute to the development of the child,
Children's literature books should be inspected, and Attention should be paid to the
language used. While women poets and authors prioritize the items "Teachers should
educate themselves" and "Children's literature authors should be innovative", male poets
and authors prioritize the items "Pedagogy education should be obligatory to children's
literature authors" and "Children's Literature Should Be Free from Elements such as
Violence, Sexuality and Abuse". There were no poets and authors who did not express
their opinions in the section of suggestions for the solution to current problems of
children's literature. In the light of these results, no great difference was observed between
the suggestions for the solution to the current problems of children's literature in the
context of gender. Both male and female poets and authors have come together on the
plane of common solutions.

Today's poets and authors aged 18-30, aged 31-60, 61 and over have identified the
following as the most important problems of children's literature: Ignoring the
developmental level of the child and The problem of supervision in children's literature
works. Those between the ages of 18-30; those aged 31-60, and those aged 61 and over
prioritized the items of Style-related problems in children's literature authors and
Commercialization of children's literature. 8.6% of today's poets and authors between the
ages of 18-30, 10% of today's poets and authors between the ages of 31-60, and 2.8% of
today's poets and authors aged 61 and over did not express any thoughts about the
problems of children's literature. Looking at the percentages, it is seen that poets and
authors aged 61 and above contribute more. This can be attributed to the accumulation of
experience and age, or to the fact that those at this age are more interested in children's
literature. In the light of these results, no big difference was observed between the
identified problems of children's literature in the context of age. Today's poets and authors
of all age groups have met on the plane of common problems.
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The most important suggestions offered by today's poets and authors for the
solution to current problems of children's literature are as follows: Children's development
levels should be considered, Children's literature works should contribute to the
development of the child, Children's literature books should be supervised. While today's
poets and authors between the ages of 18-30 prioritize the items such as; Today's poets and
authors aged 31-60 prioritized the items: Teachers should educate themselves and set an
example for children, and pedagogical education should be a condition for children's
literature authors. Today’s poets and authors aged 61 and over prioritized the items "Pay
attention to the language used" and "Children should be made into the habit of reading
books". In the light of these results, no great difference was observed between the
suggestions for the solution to the current problems of children's literature in the context of
age. Today's poets and authors in all age groups have come together on the plane of
common solutions.

Since there is no research in the literature that evaluates the problems and solution
suggestions of children's literature according to gender and age, whether the results
coincide or not has been discussed over the problems and solutions defined by all current
poets and authors.

The findings of the "Supervision problem in children's literature works",
"Commercialization of children's literature" and "Problems of economic origin" in Table 2
overlap with the findings of the study of Erkul, Basonciil and Sezer (2007). This study
discusses the problems of children's books in three parts. One of them is the problems of
publishers. Siier Sezgin (2007) talked about problems such as the low number of
publishing houses that recognize the reality of children and work with a team with
sufficient knowledge and equipment, giving priority to publications that worry about
money, bringing children together with sloppy translations, pirate publishing, and
inconsistent price policies. Soysal (2007) touched upon the importance of publishing
houses grouping books according to age groups, and drew attention to the problem of
accepting every book in which concepts thought to be of interest to children and children is
accepted as a work of children's literature and published for this reason. Ipsiroglu (2007)
stated that under the influence of the consumption world we live in, publishing houses
publish books that are superficial, oriented to quick consumption and create instant effects,
with the idea of "sell more and make money". Bozdag (2007) focused on the field of
children's and youth literature in Turkey and stated that the number of systematic
publications should increase. The investigation in the Tiirk Dili Dergisi Cocuk ve ilk
Genglik Edebiyat1 Ozel Sayis1 (2014) focused on publishing and editing children's and
youth literature. The thought that it would be too early to talk about the type of children's
publications editorial in our country was expressed by Fatih Erdogan, and it was stated that
the editors should have pedagogical and literary knowledge and follow the developments
in the field. The relevant issue emphasized that popular culture also has an impact on
children's publishing and editing. It is also stated that it is difficult for children's publishing
and editing to develop without changing the idea that "cheap book" is the only criterion for
the reader. It is seen that the findings of these studies overlap with the findings of
"Supervision problem in children's literature works", "Commercialization of children's
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literature" and " Problems of economic origin". In addition, the findings of "Children's
literature works should be inspected", "The editorial and translation budgets of publishing
houses should be increased" and "The state should allocate a budget for children's
literature" in Table 3 are also found as solutions for these studies, and they seem to overlap
with the findings of these studies.

The problems of "Ideological thoughts in children's books", "Negative Examples in
Children's Books" and "The fact that children’s books offer advice" in Table 2 and
"Ideological thoughts should not be subjected to children's literature" in Table 3 overlaps
with the problem that the works of children's literature the content is generally dominated
by a political or religious ideology, primarily preferred by publishing houses in the study
of Ilkhan and Akyiiz (2007). Sirin (1994, p. 194) emphasized that children's literature
works should be fictionalized away from ideological thoughts, saying that children who
read books containing ideological discourses can easily accept the practices of these
thoughts in daily life and turn them into habits. Sever (2006)'s work in determining the
criteria that should be found in children's literature works is also very striking in this
context. The messages in the works of children's literature should not aim to make the
child adopt the author's own thought or ideology by turning them into a judgment. These
works should be written with an approach that is far from controlling and oppressive
understandings; It should not approve of pretentiousness and superstitions, and should not
make political or religious suggestions. Again Sever (2008, p. 30) emphasized that the
author of a children's book is not a speaker who pursues an idea or belief and tries to
convince children that it is true. Ipsiroglu (2007) finds it quite dangerous that children's
literature is under the influence of ideological motivation. Among the features that
children's books in Cer's (2019) study should have in educational terms, those that overlap
with the findings of the researchers are as follows: Children's emotions and thoughts
should not be suppressed and advice and orders should not be given to them. In children's
books, irrational entities should not be used as a frightening element to make the child
believe a belief or thought. Children's literature works should not be shaped by adults'
value judgments, moral approaches, or ideological discourses. It is seen that the findings of
these studies coincide with the findings of "Ideological thoughts in children's books" and
"Children's books contain negative examples", "The fact that children’s books offer
advice” and "Ideological thoughts should not be subjected to children's literature" in Table
2. In the study of Tiifek¢i Can (2013), the existence of ideology in children's literature was
addressed from a different perspective, and the findings of this study do not directly
overlap with the findings of our study. Tiifek¢i Can (2013) emphasized that the ideological
views reflecting the relationship between the individual and society are in children's
literature due to the nature of literature. In addition, he advocates the idea that the child
reader's knowing that ideology actually exists in the world he lives in will make him more
competent in making sense of what is happening in the real world.

The finding of "Children's literature should be free from elements such as violence,
sexuality and abuse" in Table 3 is in line with the study of Cengiz (2012). In his study,
Cengiz states that many of Omer Seyfettin's works, which are also included in Turkish
textbooks, contain elements of violence. It has been concluded that the affirmation of
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violence and discriminatory thoughts in children's books will negatively affect the mental
health and identity development of the growing child. According to Sever (2003), life
situations fictionalized in children's books should also provide examples and clues from
real life. Based on this idea, the phenomenon of violence can be included in children's
books to a certain extent by controlling its suitability for age and level. However, the fact
that the heroes in children's books achieve their goals by using violence, the affirmation of
violence in the messages, and the depiction of violence as a way to solve problems may
cause the child reader to take the hero in the book as a role model and include violence in
his life. The study of Gedikoglu Ozilhan (2015) also contains results parallel to this idea.
In this study, the elements of violence in the tales of Ibrahim Zeki Burdurlu were
evaluated. The characters in the fairy tales usually perform acts of violence and fear.
Considering that there is violence and evil in life, the presence of these elements in fairy
tale fiction should be considered natural. However, the way the elements of violence take
place affect the quality of a fairy tale. Fictions, in which violent elements are present, not
only negatively affect the child's personality development, but also disrupt the process of
acquiring a reading culture. In this sense, it is very important to introduce children to the
right examples of fairy tales. This important task falls first to the parents and then to the
teachers at school. Cer (2019) mentioned in her study that emotional, psychological and
physical violence can take place in works of children's literature. However, the child
should feel how to deal with violence through these books. In children's books, when the
character encounters physical violence, he should not make himself successful by using
violence to solve this problem. In the study of Aktan and Aydin (2018), the language of
violence contained in the works specified in the "100 Basic Works" list of the Ministry of
National Education was examined. According to the results of the research, the language
of violence was classified as verbal violence, physical violence, sexual violence and
emotional violence, from most to least. In general, it has been seen that the expressions
containing the language of violence are more common in the works with foreign authors.
Daglioglu and Camlibel Cakmak (2009) examined the violence and fear elements in the
texts and pictures of 174 story books with an evaluation form created by the researchers. In
the study of Firat and Ceker (2016), children's novels belonging to Kemalettin Tugcu,
stories by Omer Seyfettin and Pinocchio, which are included in 100 Basic Works, were
examined. Verbal and symbolic violence examples were determined in the study. verbal
and symbolic violence The main reasons and methods of application are given. It is
noteworthy that the findings of these studies coincide with the finding of "Children's
literature should be away from elements such as violence, sexuality, and abuse" in Table 3.

The finding of the "Censorship problem" in Table 2 and the findings of Ipsiroglu
(2007)'s study, in which he emphasized that self-censorship continues in children's
literature, overlaps. Dedeolu and Erbasan's research (2021) emphasizes that when the
choice about which books children should or should not read is left to a committee or a
group, children are doomed to think and believe the same way as those who imposed the
prohibition. The inquiry and interviews with authors of children's literature published in
the Iyi Kitap Cocuk ve Genglik Kitaplar1 Dergisi (2020) use the following similar
language: "No literary work should be prohibited; no political authority should impose

© 2022 Journal of Language Education and Research, 8(1), 104-135



Current Problems of Children's Literature. . . 125

legal sanctions on books." A book's only selection committee is its reader. It is vital to
have faith in the reader's thoughts". As can be seen, the conclusions of these investigations
corroborate those of the "Censorship problem."

The finding of "Ignoring the author-illustrator harmony in children's books" in
Table 2 and the "Author-illustrator harmony should be considered" in Table 3 overlap with
the findings of Ceylan's (2007) study. Ceylan stated that the author and the illustrator have
joint contributions in children's literature, but publishing houses sometimes ignore this
partnership by not even putting the names of the illustrators on the cover of the book.
Sever (2008, p. 176) stated in his study that the weight of the author and the illustrator in
the children's book is equal. As a result of such partnerships, quality works that are
suitable for children emerge. In the investigation included in Tiirk Dili Cocuk ve Ilk
Genglik Edebiyati Ozel Sayis1 (2014), the problems of children's book illustrator in Turkey
were discussed. The idea that the illustrator should be given freedom not to illustrate a
book he does not want and that drawing has not yet been considered as a profession has
come to the fore. The findings of these studies coincide with the findings of "Ignoring
author-illustrator harmony in children's books" in Table 2 and "Paying attention to author-
illustrator harmony" in Table 3.

The finding of "The love of books cannot be created enough in preschoolers" in
Table 2 and the finding of "Books should be inserted into children's life as an object in
preschool" in Table 3 overlap with the findings of the study of Atman, Cat, Gokbulut, and
Mudu (2012). he study aimed to create a reading culture. To this end, 25 children aged 5-6
years attending school and their parents were included in the study group. Activities
related to the project “I'm Reading, I'm getting satisfaction” were held. As a result of the
study, it was seen that parents and staff gained awareness about reading habits. In her
study, Ince Samur (2012) claims that a child who is introduced to books in early
childhood, becomes friends with them and develops a love of books will display conscious
efforts towards reading habits when he enters the primary school period and learns to read
and write. Then, he emphasized that the process of acquiring a reading culture will begin
for the child who gains critical literacy skills. Sever (2008:24-25) emphasized that the
child's acquisition of reading culture is a sequential process. This process starts with the
acquisition of a “listening habit” and continues with “reading-writing skill” and “reading
habit skill”. In order to talk about the acquisition of reading as a culture, the reader must
have acquired "critical reading skills" and "universal literacy skills". Narratives such as
fairy tales and stories read to children by parents and family elders, especially in the pre-
school period, are the first important steps taken in the name of child-book interaction. In
this period, quality picture books for children constitute the first step of acquiring a reading
culture by arousing interest and love for the book in children. It has been determined that
the findings of these studies overlap with the finding of "The love of books cannot be
created enough in preschoolers" in Table 2 and the finding of "Books should be introduced
into children's lives as an object in preschool" in Table 3.

The finding "Children should be made to acquire the habit of reading books" in
Table 3 overlaps with the findings of Ince Samur (2018)'s study. In her study, Ince Samur
revealed the importance of meeting children's readers effectively with qualified products
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of children's literature in the process of acquiring a reading culture. In his study, Bulut
(2018) summarized the obstacles to acquiring a reading culture. According to Bulut, the
biggest obstacle for preschool children to meet quality books in the context of reading
culture is the lack of financial resources. Apart from this, the lack of any control process
regarding the selection of books and the purchase of books to schools were identified as
other important obstacles. Sarar Kuzu (2007) listed the factors and obstacles in being
literate as follows: The general situation and education level in Turkey, the political
system and social mentality, the effect of role models - the family and environment factor,
globalization, popular culture and media, the attractiveness of technology and education
system. Giiltekin (2011) identified the obstacles and problems related to reading culture as
follows: television, which is one of the mass media, mother and father figures who are not
good role models, forgetting the fact that children and young people have different reading
and reception styles, not researching the author and publishing house well when choosing
a book, the books being produced haphazardly, the books being free of literary and
aesthetic concerns, the public libraries and children's and youth libraries are not in a
structure that invites child readers with their interior and exterior equipment, not giving up
on the imposition of 100 basic works, and giving lectures to today’s authors. not included
in books and school libraries. Cift¢i (2011) also mentioned similar problems with Giiltekin
(2011) in his study and emphasized the necessity of preparing a reading culture program
by making use of children's and youth literature in order to gain reading habits in Turkey.
In the study of Gokge (2012), it was stated that in order to develop reading habits
according to students, reading should be done during reading hours at schools, reading
books at home with the family at certain times, there should be qualified and rich books
suitable for age and level in the school/class library, and the use of the library should be
widespread. . The research results of Kartal and Caglar Ozteke (2012) show that children
want to read the books they are interested in, and their thoughts are taken in the selection
of books instead of reading the forcedly chosen books. It is noteworthy that the findings of
these studies coincide with the finding of "Children should be given the habit of reading
books" in Table 3.

The finding of "Problems caused by translation" in Table 2 overlaps with the
findings of the investigation in the Tiirk Dili Dergisi Cocuk ve ilk Genglik Edebiyat: Ozel
Sayist (2014). The inquiry focuses on the difficulties inherent in translating children's
literature. The translation issues, which the investigation's participants attempted to
categorize under three headings, can be summarized as the translator's lack of competence,
the publishers' failure to pay attention to this point and prioritizing commercial concerns,
and the lack of necessary editorial control. The findings of these studies coincide with the
findings of "Problems caused by translation".

The findings of "Teachers’ failure to set an example for children" in Table 2 and
"Teachers should educate themselves and Teachers should set an example for children" in
Table 3 overlap with the findings of Maltepe (2009). Maltepe concluded that Turkish
teacher candidates do not attach enough importance to providing children with a culture of
reading, expanding their emotional and thought universe, and creating native language
sensitivity and aesthetic awareness in them. According to the results of the study of
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Biiyiikkavas Kuran and Ersozlii (2009), it has been observed that although the classroom
teachers know what needs to be done regarding children's literature practices, they do not
follow new authors and works and do not introduce children to different and new works. In
the study of Cevik and Miildiir (2019), it was determined that teacher candidates prioritize
stories and fairy tales more than children's literature products, and they do not have
awareness of other literary genres. In addition, it has been revealed that they mostly know
the translation works called children's literature classics and they do not have awareness of
new authors and products. It is seen that the findings of these studies overlap with the
findings of "Teachers' failure to set an example for children" in Table 2 and "Teachers
should educate themselves and Teachers should set an example for children" in Table 3.

The findings of "Insufficient culture of criticism" in Table 2 and "Culture of
criticism should be developed" in Table 3 overlap with the general results of the
investigation carried out in the Tiirk Dili Dergisi Cocuk ve ilk Genglik Edebiyati Ozel
Sayisi (2014). Researchers and children's literature authors stated in the study that the
importance of criticism is known in our country, but there is no culture of criticism.
Academics and authors, who think that people should think freely, question and oppose in
order to criticize, emphasized that the person who will criticize should be competent in that
field. In addition, they brought forward the necessity of the disappearance of the culture of
praise and allegiance in order for criticism to exist and develop as a genre in our country.
Ugurlu (2010) stated that the field of children's literature is not taken seriously enough and
the condescending attitude towards this literature continues. He stated that in the critical
evaluation of children's literature works, ideological perspectives should be replaced by
theoretical approaches. However, he added that a theoretical point of view has not yet been
established in our country and revealed the problems in this field. It has been determined
that the findings of these studies overlap with the findings of "Inadequate culture of
criticism" in Table 2 and "The culture of criticism should be developed" in Table 3.

The findings of "Children's literature assuming a simple literature", " Failure of
families to set an example for children", "Ignoring the developmental level of children"
and "Style-related problems in children's literature authors" in Table 2 and the findings of
"Children's literature should be understood not to be a simple literature", "Parents should
educate themselves and set an example for children", "Children's development levels
should be considered", "Language used should be considered" and "Children's literature
works should contribute to the development of the child" in Table 3 overlaps with the
views expressed by Sever (2008), Nedim (2000), Oguzkan (2010), Dilidiizgiin (2004) and
Sirin (1994). Regarding the finding of "Children's Literature is Assumed to be a Simple
Literature", researchers state that children's literature should be written with an approach
that is far from a childish understanding. They emphasize that children should be kept
away from books in which language is used inexperienced, a primitive narrative is chosen,
and an artificial and childish style is used. Regarding "Family's failure to set an example
for children", a physical and emotional intimacy is formed between parents and children
through books, especially in the pre-school period. The child is happy to be with his
parents. This creates respect and love for the book that mediates happiness. After the
preschool period, where the parents are directly influential in the choice of books, this role
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turns into guidance as the child gets older. However, parents should continue to listen to
their children with interest and love, help them choose quality books, and continue reading
activities. The realization of all these processes is possible with parents who study and can
be role models for their children. Regarding the findings of "Ignoring the developmental
level of the child", "Paying attention to the language used" and " Style-related problems in
children's literature authors", in order for a work to be accepted as a children's literature
product, it must have the principles of relevance to the child. Children's book authors
should make children think about what they should or should not do. He should write
works that allow the child to produce feelings and thoughts, presenting life situations that
they can make sense of with a cause-effect relationship, without setting rules or rules,
making sanctioning judgments and calling out with imperative sentences. Children's
literature is a tool that introduces the vocabulary of the language. The responsibility of
sensing the expressive power of the language and the richness of Turkish also falls on the
artists who write works for children. In this context, it should not be forgotten that
children's literature products are the most important source of mother tongue teaching and
reading culture. It is seen that the findings in these studies overlap with the findings
mentioned in Table 2 and Table 3.

The findings of "Children should gain universal values" and "Books written should
conform to our core values and our culture" in Table 3 overlap with the findings of Ergil
(2015)'s master's thesis. The thesis examines the works of Fazil Hiisnii Daglarca in the
context of values of love, respect, hard work, friendship, benevolence, education and
responsibility. In addition to these values, it was also determined that the values of
equality, unity and solidarity, freedom, civilization and peace were discussed. In the
master's thesis prepared by Arisoy (2014) on Ayla Cinaroglu, examples of the universal
values mentioned in the programs of the Ministry of National Education and in other
studies in the field are shared. These values are justice, family, friendship, hard work,
courage, solidarity, sensitivity, honesty, education, labor, struggle with life, good-
naturedness, frugality, reasoning, compassion, hospitality, freedom, longing, health and
cleanliness, respect, love, hope, loneliness, benevolence. In Otmar's (2017) master's thesis
about Yalva¢ Ural, it was determined that universal values are indirectly conveyed in
Yalvag Ural's works so that children can become sensitive adults. It has been determined
that there is a wide range of universal values in his works. Kuru (2018) identified universal
values such as friendship, cooperation, sharing, self-confidence, importance of family,
work, joy of life, love and tolerance in Hamdullah K&seoglu's children's book "Little Fish".
The data source of Ipek (2017)'s master's thesis is the best-selling children's literary books
in Turkey in 2014. In the study, the main category is "universal values", and the
subcategories are "peace, freedom/independence, justice/equality, love/compassion (love
of people, love of family, love of animals, love of nature), respect (self-respect, respect for
others, respect for differences)". , confidence / self-confidence, courage, perseverance,
responsibility (responsibility to oneself, responsibility to others), benevolence /
benevolence, enjoying life / happiness / commitment to life, honesty, friendship /
friendship, tolerant / compassionate / understanding, humility, kindness /kindness, success
/ diligence / willingness to learn, cooperation". In the study of Kavan and Akin (2020), the
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cultural elements in Bilgin Adali's novels named Bicycle of Time 1, Bicycle of Time 2 -
Guests from the Past and Bicycle of Time 3- Accident in Time were analyzed and it was
concluded that the author used cultural elements frequently. In the sample sentences given,
it has been seen that the work includes the characteristic features of the society such as gift
giving, warmth, hospitality, cooperation, keeping kinship ties alive, and love of animals.
Barutgu and Acik (2018) examined a total of nineteen works, consisting of stories and
novels of four children's literature authors, in terms of the idioms they contain. The idioms
found were evaluated according to their inclusion of national and cultural elements and the
MEB publications were compared with the idioms in the 5th, 6th, 7th and 8th grade
Turkish textbooks. Thus, it has been stated that besides the Turkish textbook, novels,
stories and poetry books can contribute to the linguistic and cultural development of
children. In the study of Akgiil Baris and Ece (2015), children were asked whether they
knew 36 rhymes in the TRT repertoire and they were asked to complete these rhymes. It
was determined that only 3 of 36 nursery rhymes were mostly known by children. In this
study, it was concluded that nursery rhymes play an important role in the linguistic
development of children and in the transfer of cultural values. In Yavuz (2019)'s work,
literary products that are a part of Turkish folk literature and also included in children's
literature are explained with examples, and it is expressed how Turkish folk literature
supports the development of children through children's literature. It is seen that the
findings of these studies overlap with the findings of "Children should gain universal
values" and "Books written should conform to our core values and our culture" in Table 3.

The finding of “Children's literature should arouse a feeling of hope and love in
children” in Table 3 overlaps with the findings of Cintas Yildiz (2011). In this research,
the value of love, which Ibrahim Zeki Burdurlu attaches great importance, is emphasized.
According to him, it is possible for children to be happy in life if they gain the value of
love. In his works, he included the value of love as the love of parents, love of homeland,
love of siblings, love of animals, love of nature, love of land, love of children and love of
life. In the study of Aydogdu and Alkan (2020), the value of love was investigated under
the sub-titles of love of nature, love of animals, love of family, teacher-student love and
love of friends in Behi¢ Ak's “Tavsan Disli Bir Gozlemcinin Notlar1”. In this work, Behig
Ak puts love at the center and makes the child reader feel many values such as humanity,
compassion, friendship, sensitivity, patience, beauty and respect. Sen (2016) examined
four children's literature works from different languages and cultures in terms of the
relationship between "hope" and "happy ending". According to the researcher, literary
works addressing children should create a field of experience in order to keep their hope
for life, humanity and the future alive. In his study, Kiiciikler Kuscu (2018) investigated
the phenomenon of war and how hope was handled in relation to this phenomenon, based
on the children's novel Balik. According to the researcher, books that deal effectively and
effectively with difficult social phenomena, among which the Balik can be cited as an
example, without going beyond the reality of children, assume an important function in
introducing children to some truths that require sensitivity in a literary way. It is seen that
the findings in these studies overlap with the finding of "Hope and love should be instilled
in the child" in Table 3.
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The problems identified as "Children's literature works are written by adults" in
Table 2 and the solution suggestion determined as "Children's literature should be done by
children" in Table 3 coincide with the view quoted by Dilidiizgiin (2004) that some
theorists regard youth literature as literature “produced by young people for young
people". However, the generally accepted view is that "literary texts that deal with the
subjects that attract the attention and attention of young people, express their problems and
are prepared specifically for them" (Dilidiizgiin, 2004).

The findings of "Those who have no idea", "Innovation problem in children's
literature works", "Written children’s books by authors who do not know about children’s
world", “Inadequate delivery of children's books to children" in Table 2 and The findings
of " Pedagogy education should be obligatory to children's literature authors", "Children's
literature authors should be innovative" and "Children's literature courses should become
mandatory in universities" in Table 3 were not reflected in other studies.

Conclusion

The results of the research revealed that ignoring the development level of the
child, the commercialization of children's literature, the problems of style in children's
literature Authors and the problem of control in children's literature works are the
problems that today's poets and authors focus on the most. 21.4% of the poets and authors
to whom we asked this question said that they did not have any idea about the problems of
children's literature. This is also an important finding. Although families' inability to set an
example for children, teachers' inability to set an example for children, and being low-
income are all cited as problems, it can be said that they are the source of other problems.
In addition, the negative examples of children's books, the ideological deviations in
children's books, the advice of children's books, and the censorship problem have emerged
as other important problems of children's literature. When it is considered in the context of
its negative impact on reading culture, the fact that the love of books is not sufficiently
instilled in preschool and the problems arising from translation are also noteworthy as
other important problems of children's literature.

The solution suggestions that today's poets and authors mostly focus on are that
children's development levels should be taken into account, children's literature works
should contribute to the development of children, children's literature books should be
controlled, the language used should be paid attention to, and children's literature authors
should be given pedagogy training. In addition to these, teachers should educate
themselves and set an example for children, children should be given the habit of reading
books, books should be away from elements such as violence, sexuality and abuse,
universal values should be taught to children, books should conform to our core values and
culture. There have been other solution proposals that should be included in the lives of
children as an object before school and that children's literature course should be made
compulsory in universities.

It 1s seen that the findings about the problems and solutions of children's literature,
which emerged in this study with today’s poets and authors, generally overlap with the
results of other studies in the literature. The most important result of this study is that
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today's poets and authors agree on the idea that the books to be written for children should
be appropriate for their age and level of development. This brings us to the concept of
child relativity. The concept of child relativity also includes most of the findings
determined by the study group. Works that allow the child to dream, are suitable for the
age and level of the child in terms of language and expression, make the child feel the
possibilities and richness of Turkish language, and contain the subjects that the child may
be interested in and the fictions that will stimulate the curiosity instinct are works in
accordance with the principle of being suitable for the child. In addition, a work that is
knitted with conflicts suitable for the level of interpretation of the child, has features that
allow the child reader to form thoughts with implicit messages and identify with the
heroes, contributes to the child reader's creation of universal values in terms of basic
educational principles, and introduces his own culture, carries the principles of relevance
to the child. The measure of relativity to the child is determined by the child's gaze.

Suggestions

In light of the study findings, the following items might be suggested to address
current issues in children's literature:

Authors and illustrators who create works for children should always keep the child
in mind while crafting their works.

While developing a reading culture, it is critical to remember the duties and
obligations of certified children's literature and to enable child-book interaction beginning
in the preschool years.

Numerous scientific activities should be conducted to better understand the value
of children's books, but the evaluation process of these studies should be done not only at
the academic level, but also with parents and teachers.

Publishing houses that produce children's books should be controlled in the context
of negative aspects like as violence, sexuality, abuse, political ideology, and
predestination, but these controls should be done in the child's best interests, not for
censorship. As a consequence of these inspections, different legal punishments against the
author should be imposed, taking into consideration the content of the unsuitable works.

The publishers that conduct this audit should be experts in children's literature who
understand children's psychology and development.

Publishers of children's books should prioritize publications that are concerned with
money, bring children together with sloppy translations, pirate publishing, inconsistent
price policies, etc. should be supervised by the state in the context of attitudes.

To ensure the continued development of children's literature's sensitivity, children's
literature courses should be made mandatory in all university departments. Additionally,
the course hours for children's literature courses in education faculties should be increased.

To ascertain the challenges and solutions associated with children's literature and to
create different perspectives, similar studies research should be conducted with various
study groups regarded to contribute to the development of children's literature.
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Numerous research should be undertaken to ascertain if the issues and solutions
addressed in children's literature vary by age and gender.
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Introduction

Turkish courses consist of listening, speaking, reading, and writing which are four
basic learning areas. Of these four basic language skills, listening and speaking are learned
before starting school whereas reading and writing are learned after starting school within

a specified program. This study examines reading which is one of these basic language
skills.

Akyol (2005, 1) defines reading as “process of constructing meaning” and many
other researchers viewed reading as a process: “process of perceiving and comprehending”
(Oguzkan, 1987: 37); “process of interpreting” (Girses, 1996: 101); “process of
communicating, perceiving, learning, and progressing” (Sever, 2004: 13); “process of
perceiving” (Balci, 2013: 4). Based on these definitions, it must be kept in mind that
reading 1s essentially a process. Knowledge of letters and symbols is not enough to carry
out reading process. It is also necessary to cognitively structure these letters and symbols
based on prior knowledge in order to successfully carry out this process.

Reading is one of the most frequently used methods during the process of learning
and acquiring knowledge (Sever, 2004: 15). Reading activities in school is not sufficient
for individuals to improve themselves and keep up with modern age in which information
is constantly renewed. Additionally, it is necessary for individuals to acknowledge reading
as a need and turn it into a habit that continues out of the school. To successfully make
reading a habit, students need to have a positive attitude towards reading. Students should
prefer reading not only when it is an obligation but also when they are traveling or on
holiday. Expectations from students about reading are as follows: obtaining information
about authors of the books they read, recommending the books they read to their friends
and other individuals around them, sharing the information they acquired from the books
they read, exchanging books, going to libraries, being able to choose books suitable to
their levels, etc. Also, students are expected to be aware of positive effects of books such
as improving vocabulary, expressing themselves, improving creativity, developing
empathy, having different perspectives to solve problems more efficiently (Yurdakal ve
Kirmizi, 2019). Having awareness of these effects increase students' attitudes towards
reading.

As students' attitudes towards reading increase, their willingness to read and the
time they devote to reading will also increase, and their reading comprehension skills will
improve depending on this situation. For a student, just reading quickly and accurately is
not enough. At the same time, he must be able to understand and interpret what he reads
correctly. According to the results of the Progress in International Reading Literacy Study
-PIRLS 2001, Turkey ranked 28th among 35 participating countries (Ogretmen, 2006).
This degree shows that the students in our country are not at the desired level in their
reading comprehension skills. Similarly, Turkey ranked 40th among 77 countries in the
field of reading skills in Programme for International Student Assessment-PISA 2018
(MEB, 2019). This result shows that there is still a need to work in the field of reading
skills in our country.
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Reading, which is a common basic element of all lessons, can only become a
regular habit when it is perceived as a need by students. Improving their reading skills also
improves their personal development. It can be expected that students with a positive
attitude towards reading have higher achievement than students with a negative attitude.
There are various ways to assess reading comprehension and one of them is achievement
tests. It can also be expected that students with a positive attitude towards reading have
higher achievement test scores than students with a negative attitude towards reading.

This study aims to determine the relation between primary school fourth grade
students' reading comprehension achievements and attitudes towards reading and compare
them in accordance with a variety of variables. For this reason, it is believed to be
important to shed light on the topic for further future studies.

The main research question in the study is “What is the relationship between primary
school fourth grade students' attitudes towards reading and reading comprehension
achievement levels?”

Sub-questions of the study are as follows:

1- What is reading comprehension achievement level of primary school fourth
grade students?

2- What is primary school fourth grade students' level of attitudes towards reading?

3- Is there a significant relationship between primary school fourth grade students'

attitudes towards reading and achievements in reading?

4- Do primary school fourth grade students' attitudes towards reading differ in
accordance with number of books they read in a month?

5- Do primary school fourth grade students' attitudes towards sub-groups of reading
differ in accordance with number of books they read monthly? Sub-groups examined in the
study are benefits of reading, meaning of reading, reading activities, and reading process.

6- Do primary school fourth grade students reading achievement levels differ in
accordance with number of books they read in a month?

7- Do primary school fourth grade students' attitudes towards reading differ in
accordance with regular reading habit?

8- Do primary school fourth grade students reading achievement levels differ in
accordance with regular reading habit?

9- Do primary school fourth grade students' attitudes towards reading differ in
accordance with time allocated to reading?

10- Do primary school fourth grade students' attitudes towards reading differ in
accordance with sub-groups (benefits of reading, meaning of reading, reading activities,
and reading process) of reading?

11- Do primary school fourth grade students reading achievement levels differ in
accordance with time allocated to reading?
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Methodology

In this descriptive study, relational screening model is used to determine the relation
between students’ attitudes towards reading and reading achievement levels.

Research design and publication ethics

The ethical approval for the study was obtained from the [zmir governorship with the
document dated 26/01/2020, numbered 12018877-604.01.02-E.1831805 and Ege
University Social and Humanities Scientific Research and Publication Ethics Board
numbered 85553214-050.06.04 and dated December 25, 2019.

Context

The population of the study is primary school fourth grade students studying in izmir
Bornova district in 2019-2020 educational year. As it is expected that the attitude towards
reading will develop until they reach the fourth grade, which is the last step of primary
school, fourth grade students were preferred. Cemiloglu (2001) supports our view by
stating that reading and writing skills are acquired at a basic level in the first three grades
of primary school, and that these skills are developed in the following years.

Participants

Random selection method was used to select schools among primary schools in
Bornova district. The data of the study was collected from volunteer students from
selected.

Data collection and analysis
Following data collection tools are used in the study:

1- “Reading Attitude Scale”: This scale developed by Yurdakul and Kirmizi (2019)
consists of 4 dimensions and 28 items. KMO value of the scale is 0,817, Cronbach Alpha
value is 0,853.

2- “Reading Comprehension Achievement Test”: This test developed by Ergen and
Batmaz (2019) consists of 25 multiple choice questions. KR-20 value of the test is 0,82. A
story (two mice) and a narrative informative text (Bread), taken from primary school
fourth grade Turkish course book approved by National Ministry of Education Board of
Education, is used in the test. Achievement test includes questions prepared in accordance
with objectives of Turkish Courses Curriculum.

The answers given by students to “Reading Attitude Scale” and “Reading
Comprehension Achievement Test” were converted into quantitative data by using
following procedure:
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“Reading Attitude Scale”: Each item in the scale was given a certain value and
marked as Agree (3), Partly Agree (2), and Disagree (1). “Reading Comprehension
Achievement Test”: The scale consists of 25 items and each item was valued as 4 points
which makes 100 points in total. Students’ achievement levels were specified in
accordance with National Ministry of Education’s scoring scale in which points from 85-
100 are marked ‘very good’, 70-84 are marked ‘good’, 55-69 are marked ‘medium’, 45-54
are marked ‘passing grade’, and 0-44 are marked ‘fail’.

SPSS statistical program was used in the analysis of the collected data and also
appropriate analysis with descriptive analysis were used.

Procedure

At the outset of data collection process, headmasters and fourth grade teachers of the
schools chosen for application were visited and informed about the process. Permission
forms for students’ participation in the study were taken from parents. Volunteer students
who were permitted to participate in the study by their parents were informed that they do
not need to feel any pressure and choose any option suitable to themselves. At first,
“Reading Comprehension Achievement Test” was taken by students and secondly, they
were asked to fill in “Reading Attitude Scale”. It was made sure that at least one researcher
was present in classrooms during the application process.

Findings
Before starting analysis of the data, normality assumption for the collected data
was tested. Skewness and Kurtosis values for all data were found between -2 and +2.
Parametric analyses were selected after determining that all normality assumptions were
met. Cronbach’s Alpha coefficient of the scale for this study was calculated as 85.

Table 1. Primary school fourth grade students’ achievement levels for reading comprehension

N Min Max X sd

300 12 100 64.69 21.67

As seen in Table 1, the average point for students’ reading comprehension is 64.69.
The lowest point taken from achievement test is 12, and the highest point is 100.

Table 2. Primary school fourth grade students’ attitude levels for reading

N Min Max X sd

300 32 80 67.52 8.70
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As seen in Table 2, the average point for students’ attitudes towards reading is
67.52. The lowest score taken from reading attitudes scale is 32 and the highest score is 80.

Table 3. Relation between primary school fourth grade students’ attitude levels for reading and
reading achievement levels.

N r p

300 .20 .00

As seen in Table 3, there is a weak relation between students’ reading achievement
levels and their attitude towards reading (r=.20; p=.00<.05).

Table 4. ANOVA test results for primary school fourth grade students’ attitudes towards reading
as per number of books they read in a month.

Groups Sum of sd Mean F P Between

Squares Squares Groups

Variance
Intergroups 3132.98 3 1044.32 15.83 .00 2>1
Intragroups 19519.79 296 65.94 3>1
Total 22652.78 299 4>1

Table 4 shows that students’ attitudes towards reading differentiates significantly in
accordance with number of books they read (F=15.83, P=.00). The Turkey test, carried out
to specify the reason for this difference, revealed that students who don’t read any books
have significantly more negative attitudes towards reading than students who read 1 book,
2-5 books, and 6-10 books.

Table 5. ANOVA test results for primary school fourth grade students’ attitudes towards benefits
of reading sub-group in accordance with number of books they read in a month.

Groups Sum of sd Mean F P Between

Squares Squares Groups

Variance
Intergroups 336.29 3 112.09 8.94 .00 2>1
Intragroups 3710.70 296 12.536 3>1
Total 4046.99 299 4>1

Table 5 shows that students’ attitudes towards benefits of reading subgroup differentiates
significantly in accordance with number of books they read in a month (F=8.94, P=.00).
The Turkey test results, carried out to specify reasons for this difference, revealed that
attitudes of students who read 1 book have significantly more negative attitudes towards
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reading than students who read 2-5 books and students who read 2 books have
significantly more negative attitudes towards reading than students who read 6-10 books.

Table 6. ANOVA test results for primary school fourth grade students’ attitudes towards meaning
of reading sub-group in accordance with number of books they read in a month.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 75.36 3 25.12 7.55 .00 2>1
Intragroups 984.67 296 3.32 3>1
Total 1060.03 299 4>1
4>3

Table 6 shows that students’ attitudes towards meaning of reading subgroup differentiates
significantly in accordance with number of books they read in a month (F=7.55, P=.00). ).
The Turkey test results, carried out to specify reasons for this difference, revealed that
attitudes of students who don’t read any books have significantly more negative attitudes
towards reading than students who read 1 book, 2-5 books, and 6-10 books. Also, students
who read 2-5 books have significantly more negative attitudes towards reading than
students who read 6-10 books.

Table 7. ANOVA test results for primary school fourth grade students’ attitudes towards reading
activities sub-group in accordance with number of books they read in a month.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 316.86 3 105.62 12.49 .00 3>1
Intragroups 2502.50 296 8.45 4>1
Total 2819.37 299 4>2

Table 7 shows that students’ attitudes towards reading activities subgroup differentiates
significantly in accordance with number of books they read in a month (F=12.49, P=.00).
The Turkey test results, carried out to specify reasons for this difference, revealed that
attitudes of students who don’t read any books have significantly more negative attitudes
towards reading than students who read 1 book, 2-5 books, and 6-10 books. Also, students
who read 1 book have significantly more negative attitudes towards reading than students
who read 6-10 books.
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Table 8. ANOVA test results for primary school fourth grade students’ attitudes towards reading
process sub-group in accordance with number of books they read in a month.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 148.56 3 49.52 10.74 .00 2>1
Intragroups 1364.26 296 4.60 3>1
Total 1512.83 299 4>1
4>2
4>3

Table 8 shows that students’ attitudes towards process of reading subgroup differentiates
significantly in accordance with number of books they read in a month (F=10.74, P=.00).
The Turkey test results, carried out to specify reasons for this difference revealed that
students who don’t read any books have significantly more negative attitudes towards
reading than students who read 1 book, 2-5 books, and 6-10 books. Also, students who
read 1 book and 2-5 books have significantly more negative attitudes towards reading than
students who read 6-10 books.

Table 9. ANOVA test results for primary school fourth grade students’ reading achievements in
accordance with number of books they read in a month.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 3594.47 3 1198.15 2.60 .05 3>1
Intragroups 136133.31 296 45991 4>1
Total 139727.78 299

Table 9 shows that students’ reading achievement test results differentiate significantly in
accordance with number of books they read in a month. The Turkey test, carried out to
specify the reason for this difference, revealed that students who don’t read any books
have significantly lower levels of reading achievement than students who read 1 book, 2-5
books, and 6-10 books.

Table 10. T-test results for primary school fourth grade students’ attitudes towards reading in
accordance with regular reading habits.

Groups

N X sd t P
Yes 218 69.50 7.74
6.90 0.73
No 82 62.26 8.96

Table 10 shows that students’ attitudes towards reading do not differentiate significantly in
accordance with their regular reading habits (t=6.90; p>.05).
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Table 11. T-test results for primary school fourth grade students’ reading achievement levels in
accordance with regular reading habits.

Groups

N X sd t p
Yes 218 64.84 21.46
19 46
No 82 64.29 22.14

Table 11 shows that students’ reading achievement levels do not differentiate significantly
in accordance with their regular reading habits (t=.19; p>.05).

Table 12. ANOVA test results for primary school fourth grade students’ attitudes towards reading
in accordance with time spent for reading.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 2523,53 4 630.88 9.24 .00 3>1
Intragroups 20129,248 295 68.23 4>1
Total 22652,787 299 5>1
3>2
4>2
5>2

Table 12 shows that students’ attitudes towards reading differentiate significantly in
accordance with time allocated to reading (F=9.24, P=.00). The Turkey test, carried out to
specify the reason for this difference, revealed that students who don’t spent any time and
who spend 1-15 minutes for reading have significantly more negative attitudes towards
reading than students who spend more than 15 minutes for reading.

Table 13. ANOVA test results for primary school fourth grade students’ attitudes towards benefits
of reading subgroup in accordance with time spent for reading.

Groups Sum of sd Mean F P Between
Squares Squares Groups

Variance
Intergroups 273.49 4 68.37 5.34 .00 2>1
Intragroups 3773.50 295 12.79 3>1
Total 4046.99 299 4>1
5>1
3>2
4>2
5>2

Table 13 shows that students’ attitudes towards benefits of reading subgroup differentiate
significantly in accordance with time allocated to reading (F=5.34, P=.00). The Turkey
test, carried out to specify the reason for this difference, revealed that students who don’t
spent any time for reading have significantly more negative attitudes for benefits of
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reading than students who spend 1-15 minutes for reading. Also, students who spend 1-15
minutes for reading have significantly more negative attitudes for benefits of reading than
students who spend more than 15 minutes for reading.

Table 14. ANOVA test results for primary school fourth grade students’ attitudes towards meaning
of reading subgroup in accordance with time spent for reading.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 64.72 4 16.18 4.79 .00 450
Intragroups 995.31 295 3.37 559
Total 1060.03 299

Table 14 shows that students’ attitudes towards meaning of reading subgroup differentiate
significantly in accordance with time allocated to reading (F=4.79, P=.00). The Turkey
test, carried out to specify the reason for this difference, revealed that students who spend
1-15 minutes for reading have significantly more negative attitudes for meaning of reading
than students who spend more than 30 minutes for reading.

Table 15. ANOVA test results for primary school fourth grade students’ attitudes towards meaning
of reading subgroup in accordance with time spent for reading.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 243.35 4 60.83 6.96 .00 3>1
Intragroups 2576.01 295 8.73 4>1
Total 2819.37 299 5>1
5>2

Table 15 shows that students’ attitudes towards meaning of reading subgroup differentiate
significantly in accordance with time allocated to reading (F=6.96, P=.00). The Turkey
test, carried out to specify the reason for this difference, revealed that students who don’t
spend any time for reading have significantly more negative attitudes towards reading
activities than students who spend 1-15 minutes for reading. Also, students who spend 1-
15 minutes for reading have significantly more negative attitudes towards reading
activities than students who spend more than 60 minutes for reading.

Table 16. ANOVA test results for primary school fourth grade students’ attitudes towards reading
process subgroup in accordance with time spent for reading.

Groups Sum of sd Mean F P Between
Squares Squares Groups
Variance
Intergroups 123.97 4 30.99 6.58 .00 3>1
Intragroups 1388.85 295 4.70 4>1
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Total 1512.83 299 5>1
4>2
5>2

Table 16 shows that students’ attitudes towards reading process subgroup differentiate
significantly in accordance with time allocated to reading (F=6.58, P=.00). The Turkey
test, carried out to specify the reason for this difference, revealed that students who don’t
spend any time for reading have significantly more negative attitudes towards reading
process than students who spend 1-15 minutes for reading. Also, students who spend 1-15
minutes for reading have significantly more negative attitudes towards reading process
than students who spend more than 30 minutes for reading.

Table 17. ANOVA test results for primary school fourth grade students’ reading achievement
levels in accordance with time spent for reading.

Groups Sum of sd Mean F P Between

Squares Squares Groups

Variance
Intergroups 12304.40 4 3076.10 7.12 .00 4>1
Intragroups 127423.38 295 431.94 3>2
Total 139727.78 299 4>2

Table 17 shows that students’ reading achievement levels differentiate significantly in
accordance with time allocated to reading (F=7.12, P=.00). The Turkey test, carried out to
specify the reason for this difference, revealed that students who don’t spend any time for
reading have significantly lower reading achievement levels than students who spend more
than 30 minutes for reading. Also, students who spend 1-15 minutes for reading have
lower reading achievement levels than students who spend more than 15 minutes for
reading.

Discussion and Conclusion

Results of tests and scales revealed that students' reading achievement levels are
“medium” (X=64.69); however, their attitudes towards reading are “high” (X=67.52), and
there is a weak positive relation (r=.20) between their attitudes towards reading and
achievement levels. Students' total reading attitude scores for subcategories of reading;
benefits of reading, meaning of reading, reading activities, and reading process,
differentiate positively in favor of students who read more books. Students' reading
achievement levels differentiate positively in favor of students who read more books and
allocate more time for reading; however, there isn't a statistically significant difference in
favor of regular reading habits. Additionally, findings revealed that there is a significant
difference in favor of total scores of fourth grade students who read more books in
attitudes towards reading and all subgroups of reading (benefits of reading, meaning of
reading, reading activities, reading process) analyzed throughout the study.

The findings of other studies in related literature also express that students' reading
achievements are at “medium” (X=64.69) level. This result corresponds to findings of
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Ergen and Batmaz (2019), Kiran (2019), Sert (2010), Tiirkben and Giindeger (2021), and
Unal (2006). However, Altunkaya and Siiliik¢ii (2018) found students' reading
achievements at low level. Examining PISA (2018) scores shows that Turkey is at 40th
place among 77 countries and at 31st place among OECD countries. Mean score of
Turkish students from this test is 466. Considering minimum limits for competency levels
for PISA 2018 reading skills, it can be seen that Turkish students are at second level in this
field. The levels for this test are specified as lc, 1b, la, 2, 3, 4, 5, 6. Although, Turkish
students' reading achievement level is higher than some other countries, it is obviously not
at sufficient or desired level and there are possible practices that can be beneficial to
develop higher reading skills. There are various studies in related literature testing
efficiency of methods, approaches, techniques and trainings which can improve reading
skills. Some studies expressing beneficial practices and methods are Asuluk (2020):
intelligence games, Ozaslan (2006): word games, Tok (2008): cooperative learning
method, Kog¢ (2007): active learning, Belet and Yasar (2007): learning strategies, Kaya
Tosun (2018): learning circle technique, Kanmaz (2012),Sidekli and Cetin (2017), Ergen
and Batmaz (2019): reading comprehension strategies. It is believed to be necessary to
further analyze studies carried out on this topic qualitatively and quantitatively.

Another finding of the study revealed that there is a positive but statistically weak
relation between students’ attitudes towards reading and their reading achievement levels
(r=.20). This result corresponds to results of Karabay and Kusdemir Kayiran (2010) and
Sallabas (2008). On the other hand, Seflek Kovacioglu (2006) found a medium level
relation between reading achievement levels and attitudes towards reading. Karabay and
Kusdemir Kayiran (2010)’s study revealed that students with a positive attitude towards
reading have higher levels of achievement. In all studies mentioned above, there is a
relation between attitudes towards reading and achievement levels despite being weak.
This weak relation is understandable as achievement involves many other variables. For
instance, concentration, motivation, and environment can have different effects on
individuals’ reading comprehension levels.

Additionally, the results of the study revealed that increasing time allocated for
reading and having regular reading habits increased reading achievement levels. Similarly,
studies of Durualp, Ci¢cekoglu and Durualp (2013) found that increase in number books
read also increases positive attitude towards reading. Kutlu, Yildirim, Bilican, Kumandas
(2011) expressed that increase in access to books increases reading comprehension levels.
Sert (2010)’s study revealed that an increase in regular reading habits also increases
reading comprehension level. For this reason, it is recommended introduce students to
books at an early age, encourage them to have regular reading habits, make their access to
books easier, have certain time allocated to reading, and be a role model to them.
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Dil Egitimi ve Arastirmalari Dergisi

Arastirma Makalesi

Ilkokul Dérdiincii Simf Ogrencilerinin Okumaya Yénelik Tutumlar ile
Okudugunu Anlama Basarilanr1 Arasindaki iliski

Goksu CICEKLI KOC*  Gizem ENGIN™  Tugce YARDIM™™*

MAKALE BILGISI OZET

Gelis 08.02.2022 Bu aragtirmada ilkokul dordiincii sinif 6grencilerinin okumaya yonelik
Kabul 26.04.2022 tutumlari ile okudugunu anlama basarilar arasindaki iliskiyi belirlemek
Doi:10.31464/jlere.1070053 ve bu degiskenleri bir ayda okunan kitap sayisi, kitap okuma siklig1 ve

diizenli kitap okuma durumu degiskenleri acisindan karsilagtirmali
olarak incelemek amaglanmistir. Arastirmanin ¢alisma grubunu devlet

Anahtar kelimeler: okullarinda &grenim goéren ilkokul dordiincii simf Ogrencileri
okuma olusturmaktadir. Arastirmada Yurdakal ve Kirmizi (2019) tarafindan
okumaya yonelik tutum gelistirilen “Okumaya Yonelik Tutum Olgegi” ile Ergen ve Batmaz
okudugunu anlama basan diizeyi (2019) tarafindan gelistirilen “Okudugunu Anlama Basari Testi”

kullanilmistir. Olgekler 2019-2020 bahar yariyilinda 300 6grenciye
uygulanmistir. Arastirma sonucunda O6grencilerin okumaya ydnelik
tutumlarinin yiiksek diizeyde oldugu, okudugunu anlama basarilarinin
ise orta diizeyde oldugu bulunmustur. Okumaya yonelik tutum ile
okudugunu anlama basar1 diizeyinde pozitif yonde zayif bir iligki
oldugu belirlenmistir. Ogrencilerin okuduklar1 kitap sayisi, kitap
okuma siireleri ve diizenli kitap okuma durumu arttikca okumaya
yonelik tutumlart ve okudugunu anlama basarilarinin da arttig1

goriilmistiir.
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Giris
Tiirkge dersi dinleme, konusma, okuma ve yazma olmak tizere dort temel 6grenme
alanindan olusmaktadir. Dort temel dil becerisinden dinleme ve konusma okul ¢agindan
once edinilirken, okuma ve yazma genellikle okul basladiktan sonra ve belirli bir program
dahilinde 6grenilmektedir. Bu arastirmada temel dil becerilerinden okuma ele alinacaktir.

Akyol (2005, 1) tarafindan “anlam kurma siireci” olarak nitelendirilen okuma, pek
cok arastirmaci tarafindan da silire¢ olarak degerlendirilmistir: “algilama ve kavrama
siireci” (Oguzkan, 1987: 37); “yorumlama siireci” (Giirses, 1996: 101); “iletisim, algilama,
ogrenme ve gelisim stireci” (Sever, 2004: 13); “algilama siireci” (Balci, 2013: 4).
Tanimlardan da yola ¢ikarak okumanin Oncelikle bir siire¢ oldugu unutulmamalidir.
Okuma stirecinin gerceklesebilmesi igin yalnizca harflerin ya da sembollerin taninmast
yeterli degildir. Ayrica bunlarin 6n bilgilere dayanilarak zihinde yapilandirilmasi ve
anlamlandirilmas1 gerekmektedir.

Okuma, 6grenme ve bilgi edinme siirecinde en sik bagvurulan yontemlerden biridir
(Sever, 2004: 15). Bireyin kendini gelistirebilmesi ve bilginin siirekli yenilendigi c¢aga
ayak uydurabilmesi i¢in yalnizca okulda yapilan okuma caligmalar1 yeterli olmayacaktir.
Ayrica Ogrencilerin  okumay1 ihtiyag olarak algillaylpp bunu okul disinda da
gergeklestirmeyi aliskanlik haline getirmeleri gerekir. Okumanin aligkanlik haline gelmesi
noktasinda oncelikle 6grencinin okumaya yonelik tutumunun yiliksek olmasi beklenir.
Ogrenci yalnizca zorunlu oldugu zamanlarda degil yolculukta ya da tatilde de okumay1
tercih etmelidir. Okuma ile ilgili 6grencilerden beklenenler su sekilde siralanabilir:
okudugu kitaplarin yazarlar1 hakkinda bilgi edinme, kitaplar1 arkadaslarina ya da yakin
cevresindeki bireylere Onerme, kitaptan edindigi bilgileri paylasma, kitap alisveriginde
bulunma, kiitiiphaneye gitme, seviyesine uygun kitap secebilme vb. Ayni zamanda
ogrencinin okumanin kelime dagarcigmin gelismesine, kendini daha rahat ifade
edebilmesine, yaraticiligi gelistirmesine, empati kurma siireclerine, farkli bakis agilari
kazanarak sorunlara ¢ozliim Onerileri gelistirebilmesine katki sagladiginin farkinda olmasi
beklenir (Yurdakal ve Kirmizi, 2019). Ogrenci bu farkindalig1 kazandig1 zaman okumaya
yonelik tutumu da daha yiiksek diizeye ¢ikacaktir.

Ogrencilerin okumaya yonelik tutumlari arttikga okuma istekleri ve okumaya
aywrdiklart siire de artacak, bu duruma bagl olarak okudugunu anlama becerileri de
gelisecektir. Bir 6grenci ic¢in yalnizca hizli ve dogru okumak yeterli degildir. Ayni
zamanda okudugunu dogru anlamasi ve yorumlayabilmesi gereklidir. Uluslararas1 Okuma
Becerilerinde Gelisim Projesi-PIRLS 2001 sonuglarina gore Tiirkiye 35 katilimer {ilke
arasinda 28. siray1 almistir (Ogretmen, 2006). Alman bu derece iilkemizdeki dgrencilerin
okudugunu anlama becerilerinde istenen diizeyde olmadiklarini gdsterir niteliktedir.
Benzer sekilde Uluslararast Ogrenci Degerlendirme Programi-PISA 2018 okuma becerisi
alaninda Tiirkiye 77 iilke arasinda 40. sirada yer almistir (MEB, 2019). Bu sonug¢ da
ilkemizde hala okuma becerisi alaninda c¢alisilmasi gerektigini gdstermektedir.

Tiim derslerin temel bileseni olan okuma, Ogrenciler tarafindan ihtiya¢ olarak
algilandiginda  ahskanlik  haline  getirilebilir.  Ogrenciler okuma  becerilerini
gelistirdiklerinde kisisel gelisimlerine de katki saglayacaklardir. Okumaya yonelik tutumu
yliksek diizeyde olan 6grencilerin basari testinden alacaklari puanin da tutumu diistik olan
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Ogrencilere nazaran daha yiliksek olmasi beklenir. Okudugunu anlama becerisini
degerlendirmenin pek ¢ok yolu vardir. Bunlardan biri de basan testidir. Okumaya yonelik
tutumu yiiksek diizeyde olan 6grencilerin basari testinden alacaklari puanin da tutumu
diisiik olan 6grencilere nazaran daha yiiksek olmasi beklenir.

Bu arastirmada, ilkokul dordiincii smif 6grencilerinin okumaya yonelik tutumlari
ile okudugunu anlama basarilar1 arasindaki iligki belirlenecegi ve c¢esitli degiskenler
acisindan karsilastirmali olarak incelenecegi i¢in bundan sonra yapilacak arastirmalara yol
gostermesi bakimindan 6nem arz etmektedir.

Problem Durumu

Arastirmanin problem ciimlesi “Ilkokul dordiincii siif 6grencilerinin okumaya
yoOnelik tutumlari ile okudugunu anlama basarilar1 arasindaki iliski nasildir?” seklindedir.

Aragtirmanin alt problemleri soyledir:
1. Ilkokul dérdiincii sinif 6grencilerinin okudugunu anlama basar diizeyi nedir?
2. Ilkokul dérdiincii sinif 6grencilerinin okumaya yonelik tutum diizeyi nedir?

3. Ilkokul dérdiincii smif grencilerinin okumaya ydnelik tutumlar ile okudugunu
anlama basar1 diizeyleri arasinda anlamli bir iligki var midir?
4. flkokul dérdiincii smif ogrencilerinin okumaya yénelik tutumlari aylik

okuduklar kitap sayisia gore degismekte midir?

5. Ilkokul dérdiincii siif dgrencilerinin okumanin katkilari, okumanin anlami,
okuma etkinlikleri ve okuma siireci alt boyutlarina iliskin tutumlari aylik okuduklar: kitap
sayisina gore degismekte midir?

6. Ilkokul dérdiincii smif ogrencilerinin okudugunu anlama basarilar aylik
okuduklari kitap sayisina gore degigsmekte midir?

7. Tlkokul dérdiincii smif 6grencilerinin okumaya yonelik tutumlari diizenli kitap
okuma durumuna gore degismekte midir?

8. Ilkokul dérdiincii sinif 6grencilerinin okudugunu anlama basarilar1 diizenli kitap
okuma durumuna gore degismekte midir?

9. ilkokul dérdiincii smif dgrencilerinin okumaya yonelik tutumlar1 kitap okuma
stiresine gore degismekte midir?

10. Ilkokul dordiincii smif dgrencilerinin okumanin katkilari, okumanin anlama,
okuma etkinlikleri ve okuma siireci alt boyutlarina iligkin tutumlar kitap okuma stiresine
gore degismekte midir?

11. flkokul dordiincii sinif grencilerinin okudugunu anlama basarilar1 kitap okuma
siiresine gore degismekte midir?
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Yontem

Betimsel bir ¢alisma olan bu arastirmada ilkokul doérdiincii sinif Ogrencilerinin
okumaya yoOnelik tutumlar1 ile okudugunu anlama basari diizeyleri arasindaki iliskiyi
belirlemek amacglandigi i¢in iliskisel tarama modeli kullanilmistir.

Arastirma deseni ve yayin etigi

Calisma igin etik onay Izmir Valiliginden 26/01/2020 tarih ve 12018877-
604.01.02-E.1831805 sayil1 belge ve Ege Universitesi Sosyal ve Beseri Bilimler Bilimsel
Aragtirma ve Yayin Etik Kurulundan 25.12.2019 tarih ve 85553214-050.06.04 say1l1 belge
ile alinmastir.

Evren

Arastirmanin  evrenini 2019-2020 egitim-6gretim yilinda Izmir ili Bornova
ilgesinde Ogrenim gormekte olan ilkokul dordiincii simif Ogrencileri olusturmaktadir.
Okumaya yonelik tutumun ilkokulun son basamagi olan ddrdiincii sinifa gelinceye kadar
gelismis olacagi beklendigi i¢in dordiincii sinif 6grencileri tercih edilmistir. Cemiloglu
(2001) ilkokulun ilk ii¢ smifinda okuma ve yazma becerilerinin temel diizeyde
kazanildigini, sonraki yillarda ise bu becerilerin gelistirildigini ifade ederek goriisiimiizii
desteklemektedir.

Katihmcilar

Arastirmada veri toplanacak okullar secilitrken Bornova ilgesindeki ilkokullar
arasindan random atama yapilmistir. Belirlenen ilkokullardan katilima goniillii dordiincii
sinif 6grencilerinden veriler toplanmastir.

Verilerin toplanmasi ve analizi
Aragtirmada kullanilan veri toplama araglar1 sunlardir:

1. “Okumaya Yonelik Tutum Olgegi”: Yurdakal ve Kirmizi (2019) tarafindan
gelistirilen 6lgek 4 boyut ve 28 maddeden olusmaktadir. Olgegin KMO degeri 0.817,
Cronbach Alpha degeri 0.853 tiir.

2. “Okudugunu Anlama Basar1 Testi”: Ergen ve Batmaz (2019) tarafindan
gelistirilmigtir. 25 adet ¢oktan se¢meli sorudan olusmaktadir. KR-20 degeri 0,82’dir.
Testte, Milli Egitim Bakanlig1 Talim ve Terbiye Kurulu tarafindan Tiirk¢e ders kitabi
(ilkokul dordiincii sinif) olarak kabul edilmis bir kitaptan alinan bir adet hikaye edici metin
(Iki Fare) ve bir adet bilgi verici metin (Ekmek) kullanilmistir. Basar1 testinde ise
[Ikdgretim Tiirkge Dersi Ogretim Programi’nda yer alan kazanmmlar dogrultusunda
hazirlanan sorular kullanilmistir.
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Ogrencilerin “Okudugunu Anlama Basar1 Testi”ne verdikleri cevaplar ve “Okumaya
Yonelik Tutum Olgeginde isaretledikleri secenekler asagidaki sekilde sayisal verilere
doniistiirilmiistiir:

“Okumaya Yoénelik Tutum Olgegi”: Olgekteki her bir madde Katiliyorum (3),
Kismen Katiliyorum (2) ve Katilmiyorum (1) degerleri ile ifade edilmistir.

“Okudugunu Anlama Basar1 Testi”: 25 adet coktan se¢meli sorudan olusmaktadir.
Basan testinde sorularin her birine dorder puan verilmis boylece dlgek 100 toplam puan
iizerinden degerlendirilmistir.

Arastirmada 6grencilerin basari testi sonucunda belirlenen okudugunu anlama basari
diizeyleri MEB tarafindan belirlenen puanlama derecesine gore yapilmistir. Bu puanlama
derecesi su sekildedir: 85 - 100 araligi “Pekiyi”, 70 — 84 aralig1 “Iyi”, 55 — 69 aralif1
“Orta”, 45 — 54 aralig1 “Geger” ve 0 - 44 aralig1 “Basarisiz”.

Arastirmadaki verilerin analizinde SPSS istatistik programi kullanilmis ve betimsel
istatistiklerle birlikte uygun analizlerden yararlanilmistir.

Verilerin Toplanmasi

Veri toplama siirecinde oncelikle uygulama yapilacak okullarin miidiirleri ve o
okullarda gorev yapan dordiincii smif Ogretmenleri ile gorisiilmiis ve oOgretmenler
uygulama hakkinda bilgilendirilmistir. Ogrenci velilerinden 6grencilerin aragtirmaya
katilmalarin1 izin verdiklerini gosteren onam formlar1 toplanmistir. Arastirmaya
katilmasina izin verilen ve goniilliiliik gosteren 6grencilere dnce “Okudugunu Anlama
Basar1 Testi’ni cevaplamalari, ardindan “Okumaya Yénelik Tutum Olgegi’nde igtenlikle
ve baski altinda hissetmeden kendilerine uygun olan secenegi isaretlemeleri istenmistir.
Uygulama siirecinde arastirmacilardan en az biri uygulama alaninda bulunmustur.

Bulgular

Veri analizine baslamadan oOnce verilerin normallik varsayimlarint kargilama
durumlan test edilmistir. Tiim veriler i¢cin Skewness ve Kurtosis degerlerinin -2 ve +2
araliginda oldugu gorilmistiir. Diger normallik varsayimlarinin da karsilandigi
goriildiikten sonra parametrik analizler tercih edilmistir. Olgegin bu calisma icin giivenirlik
katsatis1t Cronbach’s Alpha degeri .85 olarak hesaplanmistir.

Tablo 1. ilkokul dérdiincii smif 6grencilerinin okudugunu anlama basari diizeyi

N Min Max X sd

300 12 100 64.69 21.67

Tablo 1’de goriildiigli lizere 6grencilerin okudugunu anlama basar1 ortalamalari
64.69’dur. Basari testinden alinan en diisiik puan 12, en yiiksek puan ise 100°diir.
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Tablo 2. ilkokul dérdiincii smif grencilerinin okumaya yénelik tutum diizeyi

N Min Max X sd

300 32 80 67.52 8.70

Tablo 2’de goriildigii iizere Ogrencilerin okumaya yonelik tutum ortalamalari
67.52°dir. Tutum 6l¢eginden alinan en diisiik puan 32, en yliksek puan ise 80’dir.

Tablo 3. Ilkokul dérdiincii sinif égrencilerinin okumaya ydnelik tutumlan ile okudugunu anlama
basar diizeyleri arasindaki iligki

300 .20 .00

Tablo 3’te gorildiigii iizere okumaya yonelik tutumlari ile okudugunu anlama
basar1 diizeyleri arasinda istatistiksel agidan pozitif yonde zayif bir iligki bulunmustur
(r=.20; p=.00<.05).

Tablo 4. ilkokul dordiincii smif 6grencilerinin okumaya yonelik tutumlarmnim aylik okuduklari
kitap sayisina géore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamasi farklilik
Gruplar arasi 3132.98 3 1044.32 15.83 .00 2>1
Gruplar ici 19519.79 296 65.94 3>1
Toplam 22652.78 299 4>1

Tablo 4’te O6grencilerin okumaya yonelik tutumlarinin aylik okuduklan kitap
sayisina gore anlamli farklhilastigi goriilmiistir (F=15.83, P=.00). Bu farklilagmanin
kaynagini gormek i¢in yapilan Tukey testi sonucuna gore kitap okumayan 6grencilerin
okumaya iliskin tutumlarmin 1 kitap okuyan, 2-5 aras1 kitap okuyan ve 6-10 arasi kitap
okuyan 6grencilere gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 5. Ilkokul dordiincii siif 6grencilerinin okumanin katkilari alt boyutuna iligkin tutumlarinin
aylik okuduklar1 kitap sayisina gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplam1 ortalamasi farklilik
Gruplar arasi 336.29 3 112.09 8.94 .00 2>1
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Gruplar igi 3710.70 296 12.536 3>1
Toplam 4046.99 299 4>1

Tablo 5’te 6grencilerin okumanin katkilar1 alt boyutuna iligkin tutumlarinin aylk
okuduklar1 kitap sayismma gore anlamli farklhilastigir gorilmiistir (F=8.94, P=.00). Bu
farklilagsmanin kaynagii gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan
ogrencilerin okumaya iliskin tutumlarmin 1 kitap okuyan, 2-5 arasi kitap okuyan ve 6-10
aras1 kitap okuyan 0grencilere gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 6. Ilkokul dordiincii smif 6grencilerinin okumanin anlamu alt boyutuna iliskin tutumlarmin
aylik okuduklar kitap sayisina gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplam1 ortalamasi farklilik
Gruplar arast 75.36 3 25.12 7.55 .00 2>1
Gruplar ici 984.67 296 3.32 3>1
Toplam 1060.03 299 4>1
4>3

Tablo 6’da ogrencilerin okumanin anlami alt boyutuna iliskin tutumlariin ayhk
okuduklar1 kitap sayismma gore anlamli farklhilastigi gorilmiistiir (F=7.55, P=.00). Bu
farklilagsmanin kaynagini gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan
ogrencilerin okumaya iliskin tutumlarmin 1 kitap okuyan, 2-5 aras1 kitap okuyan ve 6-10
aras1 kitap okuyan Ogrencilere gore ve 2-5 arasi kitap okuyan 6grencilerin tutumlarinin 6-
10 aras1 kitap okuyan 6grencilere gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 7. Ilkokul dérdiincii sinif dgrencilerinin okuma etkinlikleri alt boyutuna iliskin tutumlarmin
aylik okuduklar kitap sayisina gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamas1 farklilik
Gruplar arast 316.86 3 105.62 12.49 .00 3>1
Gruplar i¢i 2502.50 296 8.45 4>1
Toplam 2819.37 299 4>2

Tablo 7°’de 6grencilerin okuma etkinlikleri alt boyutuna iliskin tutumlarinin aylik
okuduklar1 kitap sayisina gore anlamli farklhilastigi goriilmistir (F=12.49, P=.00). Bu
farklilagsmanin kaynagii gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan
ogrencilerin okumaya iligkin tutumlarmin 2-5 arasi kitap okuyan ve 6-10 arasi kitap
okuyan Ogrencilere gore ve 1 kitap okuyan ogrencilerin tutumlarinin 6-10 arasi kitap
okuyan 6grencilere gore anlamli derecede diisiik oldugu bulunmustur.
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Tablo 8. Ilkokul dordiincii sinif 6grencilerinin okuma siireci alt boyutuna iligkin tutumlarimin ayhk
okuduklan kitap sayisina gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamasi farklilik
Gruplar arasi 148.56 3 49.52 10.74 .00 2>1
Gruplar igi 1364.26 296 4.60 3>1
Toplam 1512.83 299 4>1
4>2
4>3

Tablo 8’de ogrencilerin okuma siireci alt boyutuna iliskin tutumlarimin ayhk
okuduklar1 kitap sayisina gore anlamli farklhilastigi goriilmistir (F=10.74, P=.00). Bu
farklilagsmanin kaynagini gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan
ogrencilerin okumaya iliskin tutumlariin 1 kitap okuyan, 2-5 arasi kitap okuyan ve 6-10
arast kitap okuyan Ogrencilere gore ve 1 kitap okuyan ve 2-5 arasi kitap okuyan
ogrencilerin tutumlarinin 6-10 arasi kitap okuyan 6grencilere gore anlamli derecede diigiik
oldugu bulunmustur.

Tablo 9. Ilkokul dordiincii smif dgrencilerinin okudugunu anlama basarilarinin aylik okuduklar:
kitap sayisina gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi

toplami ortalamasi farklilik
Gruplar arasi 3594.47 3 1198.15 2.60 .05 3>1
Gruplar igi 136133.31 296 459.91 4>1
Toplam 139727.78 299

Tablo 9°da ogrencilerin okudugunu anlama basarilarinin aylik okuduklar1 kitap
sayisina gore anlamhi farkhilastigi goriilmiistir (F=2.60, P=.05). Bu farklilagmanin
kaynagmi gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan &grencilerin
okudugunu anlama basarilarinin kitap okumayan, 2-5 arasi kitap okuyan ve 6-10 arasi
kitap okuyan 6grencilere gére anlamli derecede diisiik oldugu bulunmustur.

Tablo 10. ilkokul dérdiincii sinif dgrencilerinin okumaya yonelik tutumlarmin diizenli kitap okuma
durumuna gore t-testi sonuglart

Gruplar

N X sd t p
Evet 218 69.50 7.74
6.90 0.73
Hay1r 82 62.26 8.96

Tablo 10°da o6grencilerin okumaya yonelik tutumlarinin diizenli kitap okuma
durumuna gore anlamh farklilasmadigi goriilmiistiir (t=6.90; p>.05).
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Tablo 11. ilkokul dérdiincii smif dgrencilerinin okudugunu anlama basarilarimn diizenli kitap
okuma durumuna gore t-testi sonuglari

Gruplar N X o ¢ b
Evet 218 64.84 21.46

19 46
Hayir 82 64.29 22.14

Tablo 11°de 6grencilerin okudugunu anlama basarilarinin diizenli kitap okuma
durumuna gore anlamh farklilagmadig1 gortilmiistiir (t=.19; p>.05).

Tablo 12. ilkokul dérdiincii simf &grencilerinin okumaya yoénelik tutumlarinm kitap okuma
stiresine gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamasi farklilik

Gruplar arasi 2523,53 4 630.88 9.24 .00 3>1
Gruplar igi 20129,248 295 68.23 4>1
Toplam 22652,787 299 5>1

3>2

4>2

5>2

Tablo 12°de 6grencilerin okumaya yonelik tutumlarinin kitap okuma siiresine gore
anlamli farklilagtigi gorilmiistiir (F=9.24, P=.00). Bu farklilagmanin kaynagmi gérmek
icin yapilan Tukey testi sonucuna goére kitap okumayan ve 1-15 dk kitap okuyan
ogrencilerin okumaya iliskin tutumlarinin 15 dakikadan fazla kitap okuyan &grencilere
gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 13. Ilkokul dordiincii smif 6grencilerinin okumanmn katkilari alt boyutuna iliskin
tutumlarinim kitap okuma siiresine gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplam1 ortalamasi farklilik

Gruplar arasi 273.49 4 68.37 5.34 .00 2>1
Gruplar igi 3773.50 295 12.79 3>1
Toplam 4046.99 299 4>1

5>1

3>2

4>2

5>2

Tablo 13’te 6grencilerin okumanin katkilar alt boyutuna iliskin tutumlarinin kitap
okuma stiresine gore anlamli farklilastigi goriilmiistiir (F=5.34, P=.00). Bu farklilagmanin
kaynagini gormek ic¢in yapilan Tukey testi sonucuna gore kitap okumayan 6grencilerin
okumanin katkilar1 alt boyutuna iligkin tutumlarinin diger tiim ogrencilere gore; 1-15
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dakika kitap okuyan 6grencilerin tutumlarinin ise 15 dakikadan fazla kitap okuyan diger
ogrencilere gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 14. Ilkokul dérdiincii stif grencilerinin okumanin anlan alt boyutuna iliskin tutumlarinm
kitap okuma siiresine géore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi

toplam1 ortalamas1 farklilik
Gruplar arasi 64.72 4 16.18 4.79 .00 452
Gruplar igi 995.31 295 3.37 559
Toplam 1060.03 299

Tablo 14’te 6grencilerin okumanin anlami alt boyutuna iliskin tutumlarmin kitap
okuma stiresine gore anlamli farklilastigi goriilmiistiir (F=4.79, P=.00). Bu farklilagmanin
kaynagin1 gormek icin yapilan Tukey testi sonucuna gore 1-15 dakika kitap okuyan
ogrencilerin okumanin anlami alt boyutuna iliskin tutumlarimin 30 dakikadan fazla kitap
okuyan 6grencilere gore anlamli derecede diisiik oldugu bulunmustur.

Tablo 15. ilkokul dordiincii siif grencilerinin okuma etkinlikleri alt boyutuna iliskin tutumlarinin
kitap okuma siiresine gére ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamasi farklilik
Gruplar arasi 243.35 4 60.83 6.96 .00 3>1
Gruplar igi 2576.01 295 8.73 4>1
Toplam 2819.37 299 5>1
5>2

Tablo 15°te 6grencilerin okuma etkinlikleri alt boyutuna iliskin tutumlarinin kitap
okuma stiresine gore anlamli farklhilastigi goriilmiistir (F=6.96, P=.00). Bu farklilagmanin
kaynagmi gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan 6grencilerin
okuma etkinlikleri alt boyutuna iliskin tutumlarinin kitap okumayan o6grencilerin 15
dakikadan fazla kitap okuyan diger O6grencilere gore ve 1-15 dakika kitap okuyan
ogrencilerin tutumlarimin ise 60 dakikadan fazla kitap okuyan diger Ogrencilere gore
anlaml derecede diisiik oldugu bulunmustur.

Tablo 16. ilkokul dordiincii siuf dgrencilerinin okuma siireci alt boyutuna iliskin tutumlarinmn
aylik kitap okuma siiresine gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplam1 ortalamas1 farklilik
Gruplar arast 123.97 4 30.99 6.58 .00 3>1
Gruplar igi 1388.85 295 4.70 4>1
Toplam 1512.83 299 5>1
4>2

© 2022 Journal of Language Education and Research, 8(1), 136-165



The Relation between Primary School... 161

5>2

Tablo 16’da 6grencilerin okuma siireci alt boyutuna iligkin tutumlarinin kitap okuma
siresine gore anlamli farkhilastigi gorilmistir (F=6.58, P=.00). Bu farklilagmanin
kaynagmi gérmek i¢in yapilan Tukey testi sonucuna gore kitap okumayan 6grencilerin
okuma etkinlikleri alt boyutuna iliskin tutumlarinin kitap okumayan o6grencilerin 15
dakikadan fazla kitap okuyan diger O6grencilere gore ve 1-15 dakika kitap okuyan
ogrencilerin tutumlarmin ise 30 dakikadan fazla kitap okuyan diger Ogrencilere gore
anlaml derecede diisiik oldugu bulunmustur.

Tablo 17. Ilkokul dérdiincii smif 6grencilerinin okudugunu anlama basarilarinin kitap okuma
siiresine gore ANOVA testi

Gruplar Kareler sd Kareler F P Gruplar arasi
toplami ortalamasi farklilik
Gruplar arast 12304.40 4 3076.10 7.12 .00 4>1
Gruplar ici 127423.38 295 431.94 3>2
Toplam 139727.78 299 4>2

Tablo 17°de 6grencilerin okudugunu anlama basarilariin kitap okuma siiresine
gore anlamli farkhilastigir goriilmistir (F=7.12, P=.00). Bu farklilasmanin kaynagini
gormek i¢in yapilan Tukey testi sonucuna gore kitap okumayan 6grencilerin okudugunu
anlama basarilarinin 30 dakikadan fazla kitap okuyan diger 6grencilere gore ve 1-15
dakika kitap okuyan 6grencilerin tutumlarinin ise 15 dakikadan fazla kitap okuyan diger
ogrencilere gore anlamli derecede diisiik oldugu bulunmustur.

Sonug¢ ve Tartisma

Arastirma sonucunda 6grencilerin okudugunu anlama basar1 diizeylerinin “orta”
(X=64.69) oldugu, okumaya yonelik tutum diizeylerinin ise “yiiksek” (X=67.52) oldugu
goriilmiistiir. Ogrencilerin okumaya yonelik tutumlari ile okudugunu anlama basar
diizeyleri arasinda zayif ve pozitif yonlii (r=.20) anlamli bir iligski vardir. Ogrencilerin
okumaya yonelik toplam tutum puanlar1 ve okumanin katkilari, okumanin anlami, okuma
etkinlikleri ve okuma siireci alt boyutlarina iliskin tutumlar1 aylik okuduklan kitap sayisina
gore daha fazla kitap okuyan ogrenciler lehine anlamli farklilasmaktadir. Ogrencilerin
okudugunu anlama basarilar1 aylik okuduklar kitap sayisina ve kitap okuma siiresine gore
daha fazla kitap okuyan 6grenciler lehine anlamli farklilik gosterirken, diizenli kitap
okuma durumuna gore ise anlamli bir farklihk géstermemektedir. Ogrencilerin okumaya
yonelik tutumlari diizenli kitap okuma durumuna gore farklilasmamaktadir. Ilkokul
dordiincii siif 6grencilerinin okumaya yonelik toplam tutum puanlari ve okumanin
katkilari, okumanin anlami, okuma etkinlikleri ve okuma siireci alt boyutlarma iliskin
tutumlari kitap okuma siiresine gore daha fazla kitap okuyan 6grenciler lehine farklilagtig
gorilmistiir.
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Bu calismada oldugu gibi alan yazindaki bazi calismalarda da ogrencilerin
okudugunu anlama basar1 diizeylerinin “orta” (X=64.69) oldugu bulunmustur. Bu sonug
Ergen ve Batmaz (2019), Kiran (2019), Sert (2010); Tiirkben ve Giindeger (2021) ve
Unal’mn (2006) arastirma sonuglariyla ortiismektedir. Altunkaya ve Siiliik¢ii (2018) ise
okudugunu anlama basar1 diizeyini diisiik olarak bulmustur. PISA 2018 okuma becerisi
alan1 performanslarma bakildiginda Tirkiye’nin 77 iilke arasinda 40. sirada ve OECD
iilkeleri arasinda ise 31. sirada oldugu gériilmektedir. Ogrencilerin bu sinavdan aldiklari
ortalama puan 466°dir. PISA 2018’de okuma becerileri yeterlik diizeyleri alt puan limitleri
gdz Onlinde bulunduruldugunda Tiirkiye’deki Ogrencilerin bu alandaki ortalama
puanlarinin 2. diizeyde kaldig1 anlasilmaktadir. Diizeylerin Ic, 1b, 1a, 2, 3, 4, 5, 6 olmak
tizere belirlendigi disiiniildiigiinde 2. diizeyin yeterli olmadigi goriilmektedir ancak
Tiirkiye’nin okuma becerileri alanindaki ortalama puani katilimer iilkelerin ortalama
puanindan daha yiiksektir. Orta diizeyde okudugunu anlama becerileri sergilemeleri yeterli
olmayip Ogrencilerin daha iist diizey beceriler sergilemeleri i¢in bazi c¢aligma ve
uygulamalarin yapilmasi faydali olacaktir. Alan yazinda bu becerilerin gelistirilmesi adina
farkli yontem, yaklasim, teknik ve egitimlerin etkililigini deneyen caligmalar oldugu
goriilmektedir. Ornegin Asuluk (2020) zekd oyunlarinin, Ozaslan (2006) kelime
oyunlarmin, Tok (2008) is birlikli 6grenme yonteminin, Ko¢ (2007) aktif 6grenmenin,
Belet ve Yasar (2007) Ogrenme stratejilerinin, Kaya Tosun (2018) okuma g¢emberi
tekniginin, Kanmaz (2012), Sidekli ve Cetin (2017) ve Ergen ve Batmaz (2019) ise
okudugunu anlama stratejilerinin  okudugunu anlama iizerinde etkili oldugunu
belirtmislerdir. Bu konuda yapilan ¢alismalarin nicelik ve nitelik olarak artirilmasimin
gerekli oldugu diistintilmektedir.

Arastirmada 6grencilerin okumaya yonelik tutum diizeylerinin yiiksek (X=67.52)
oldugu gorilmistiir. Bu arastirmanin sonucunu destekleyen c¢alismalar oldugu gibi
(Akkaya ve Ozdemir, 2013; Balci, 2009; Giir Erdogan ve Demir, 2016; Sallabas, 2008),
farkli sonuglara ulasan ¢alismalar da (Unal, 2006) vardir. Ogrencilerin okumaya yénelik
olumlu egilim sergilemeleri gerek hayat basarilar1 gerekse akademik basarilar1 adina
onemlidir. Okuma aligkanliginin kazandirilmasi, okuma sevgisinin asilanmasi i¢in diger
egitim paydaslari birlikte hareket etmelidir.

Arastirmada Ogrencilerin okumaya yonelik tutumlari ile okudugunu anlama basari
diizeyleri arasinda istatistiksel agidan pozitif yonde zayif bir iliski bulunmustur (r=.20). Bu
sonu¢ Karabay ve Kusdemir Kayiran (2010) ve Sallabas’in (2008) arastirma sonuglariyla
ortiismektedir. Seflek Kovacioglu (2006) ise 6grencilerin okudugunu anlama becerileri ve
okumaya yonelik tutumlar1 arasinda orta diizeyde iliski bulmustur. Karabay ve Kusdemir
Kayiran’in (2010) ¢alismasinda okumaya yonelik tutum diizeyi yiiksek olanlarin daha
basarili okuyucular olduklar1 ve basarili okuyucularin okumaya yonelik tutumlarinin daha
yiiksek oldugu sonucuna ulasilmistir. S6zii edilen caligmalarda okumaya yonelik tutum ile
okudugunu anlama basar1 diizeyi arasinda zayif da olsa bir iliski oldugu goriilmektedir.
Basar1 tek bir degiskene baglanamayacagi icin bu disiik iliskinin anlasilabilir oldugu
diisiiniilmektedir. Ornegin bir bireyin okudugunu anlamasi iizerinde konsantrasyon,
motivasyon, ortam kosullar1 vb. degiskenler de etki edebilmektedir.
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Arastirmada okunan kitap sayisi, kitap okumaya ayrilan siire arttik¢ca ve diizenlilik
kazandik¢a okumaya yonelik tutumun ve okudugunu anlama basarisinin arttig1 sonucuna
ulagilmistir. Benzer sekilde Durualp, Cigekoglu ve Durualp (2013) okunan kitap sayisi
arttikca okumaya yonelik tutumun arttigini, Kutlu, Yildirim, Bilican ve Kumandas (2011)
ogrencilerin kitaba erisimi arttikca okudugunu anlama basarisinin arttigini, Sert (2010)
kitap okuma aligkanlig1 arttikca okudugunu anlama basarisinin arttigini ifade etmislerdir.
Bu nedenle oOgrencilerin erken yaslardan itibaren kitapla tanistirilmasi, kitap okuma
aligkanliginin kazandirilmasi, kitaba erisimin kolaylastirilmasi, belirli zaman araliklarinda
okuma saatlerinin diizenlenmesi ve 6grencilere rol model olunmasi dnerilmektedir.
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Introduction

What grammar is and with what content and how it should be taught has long been
a matter of discussion both in linguistics and in the field of educational science. Many
linguistic and educational theories have been put forward about the philosophy on which
grammar teaching is based, the definition, scope, teaching approach, and methods of
grammar. In the literature today, while there remains no consensus on the necessity of
grammar teaching, the content, and the linguistics and teaching approach that should be
applied, there has been a shift in the perceptions of grammar as a goal in itself to being seen
as a tool for language use.

There are a variety of discussions on grammar in schools, but the general emphasis
is that grammar teaching should improve native language skills, contribute to critical
thinking processes, and support foreign language learning (Gelderen, 2010: 111). However,
there is a common understanding that grammar teaching should also not ignore social and
regional variations, and that rather than presenting the whole description of a language, it
should include studies that contribute to the development of students’ reading, listening,
speaking, and writing skills and their thinking processes. The onging discussions on
grammar teaching in the 21st century focus on:

a) The differences in policies or beliefs on which grammar teaching is based
b) The theory on which grammar is based and its definition, content, and scope
c) Learning approaches

d) The structure and implementation of the curriculum

These discussion topics are multifaceted and vary according to the understanding
taken as the basis in teaching. Gelderen (2006) states that discussions on grammar teaching
should be addressed from multiple perspectives and summarizes the views and contrasts in
the field as follows:

1. Inherent validity versus instrumental validity

2. explicit knowledge versus implicit knowledge

3. Product-oriented reflection versus process-oriented reflection

4. Prescriptive-deductive pedagogy versus descriptive/inductive pedagogy

5. Systematic curriculum versus incidental curriculum

Other contrasts include cultural values in mother tongue, sentence analysis, cross-
cultural comparisons, linguistic idioms (dialects, subdialects and written language),
sociolinguistics, comparison between native and foreigners, strategies for comperehension
and use of language, attitudes toward speakers of other languages and language other
variations, pragmatic aspects of everyday language use.

Given the range of discussion topics in grammar teaching, it is not easy to
scientifically reveal the place of grammar in mother tongue teaching. Leaving this aside,
grammar has historically been used in teaching to improve students’ language ability —
although this aim is wider in scope today — and to solve language problems, after reviewing

the practices and models related to grammar teaching, Fontich & Camps (2014) argue that
grammar teaching needs to do the following:
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a) Provide analytical tools to improve students' verbal use and analysis
b) Create a simple framework to ensure both functional and universal knowledge

This may not seem very easy because the various linguistic and educational theories
on the teaching of grammar evaluate these issues from different perspectives, offering a
variety of solutions and influencing global policies in different ways. Given this complexity,
this study will contribute to mother tongue education in schools today by revealing the
perspectives on which it is based in order to forward our understanding of current grammar
teaching around the world. The aim of this study is to present the controversial issues in
mother tongue grammar teaching and the lingusitic and educational theories on which they
are based. It is believed that such an analysis of the literature will provide policymakers,
academics, and educators with a perspective from which to devise the frameworks and tools
with which to address current issues in mother tongue grammar teaching in Turkey.

Beliefs and Policies Regarding Grammar Teaching

An historical examination of grammar teaching shows that different practices
emerged in line with policies developed on the basis of certain philosophical perspectives.
For example, during the Renaissance, learning grammar was seen as a condition for learning
the mother tongue and for understanding and interpreting high-level religious texts. This
was the same in the Ottoman Empire. Grammar teaching dominanted mother tongue
teaching, making the learning of grammar a goal in itself rather than a tool. Later, new
theories and approaches emerged and these were reflected in school grammar policies.
According to Hudson and Walmsley (2005), grammar teaching today is shaped by the
relationship between linguistic practice and politics, what society accepts, and external
social factors such as institutional trends. This has led today to two extreme perspectives on
grammar teaching:

a) Grammar does not contribute to learning the mother tongue and teaching it is
unnecessary.

b) Grammar learning has an important place in mother tongue teaching due to the
functions mentioned above.

Historically, there has been very little academic discussion in Turkey about whether
grammar is unnecessary. However, the issue of whether grammar teaching contributes to the
development of language skills has been a key discussion in academia around the world in
certain periods (Wyse, 2001: 422; Andrews et al. 2004; Negro & Chanquoy, 2005). For
example, in the USA in the 1960s, it was argued that teaching grammar was unnecessary
and, in particular, that it did not improve writing skills. It was even claimed that grammar
had a detrimental effect (Kolln & Hancock, 2005). Similar discussions were had in England,
and in the 1970s, grammar was replaced by literature in English language
curriculacurriculum (Hudson & Walmsley, 2005). Gelderen (2006) points to similar
ideological discussions in grammar teaching in the Netherlands and Finland. Perspectives
changed, however, these policies were replaced by the belief that grammar teaching is
important, particularly generative transformational grammar, and later new approaches
based on the functions of language began to be incorporated.

© 2022 Journal of Language Education and Research, 8(1), 166-206



169 Discussions about grammar teaching today

It should be said that the issue remains unresolved and there are as many who believe
that grammar has an important place in mother tongue learning as there are those who do
not (Jones, Myhill & Bailey, 2013). Tordior and Wesdrop (1979) examined 53 studies to
determine the contribution of grammar in the development of writing skills and found that
grammar teaching was particularly effective (cited by Gelderen, 2006: 49). Hudson and
Walmsley (2005: 594-595), who believe that grammar has an important place in mother
tongue learning and should be taught explicitly, list the reasons why students should learmn
grammar as:

1. Expanding the grammatical competencies that children will need in adulthood
2. Supporting students' speaking, writing, listening, and reading competencies

3. Supporting foreign language teaching

4. Developing students' thinking skills

5. Helping students to enhance their research skills

6. Enabling students to enjoy their own ideas

7. Making students aware of the languages spoken in their environment

Point 2 above includes two views related to grammar policy that grammar has a plae
in mother tongue education: a) form and accuracy in language, and b) usefulness in
language. Policy focused on language accuracy involves an approach in which the standard
language is correct and superior, while other language types are ignored. According to such
policies, the correct speech, writing, etc. are directly related to the correct use of the standard
language. In such an approach, the content is organized according to a single language type,
and lesson content focuses on form and accuracy. Based on prescriptive grammar, this view
holds that one language variation is superior to another and use of it can be either right or
wrong (McDonagh & Wilkinson, 2007). Any features that students have acquired that differ
from the standard are perceived as mistakes and teaching is based on revealing those
mistakes. In addition, written language is the main focus.

In descriptive grammar, on the other hand, language and the grammar in which its
rules are described are seen as a social phenomenon and the value of different language types
and language usage is accepted. This perspective brings the convenience and intelligibility
of a language to the fore and includes the social and historical status of language types. The
concept of right and wrong emerges in the use of language (McDonagh & Wilkinson, 2007).
It is an approach that highlights the use of language and therefore focuses on both written
and spoken language.

It is commonly accepted that policies affect beliefs and beliefs affect policies. Studies
in the literature show that the beliefs of policy makers, experts, teachers, students, the
general public, and even parents play an important role in grammar teaching. Worldwide,
politicians, experts, and the general public influence and direct the practice of grammar
teaching (Gordon, 2005). Examination of these studies shows that political beliefs affect
practices related to grammar teaching particularly in regard to the necessity or redundancy
of grammar, and the focus on form and accuracy of language or on its usefulness. One
example of this comes from New Zealand in the 1980s. The education committee put
forward a model based on a formal approach to grammar teaching that the public, politicians,
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academics, and teachers objected to and the policy was reversed. In the UK until 1960s,
school grammar policy was to teach correct sentence structures in written English (Myhill
& Jones, 2011). In the 1960s, this approach was replaced with creative writing and literature
and grammar teaching fell out of favor Hudson & Walmsley,2005). Later, grammar was
reintroduced by politicians who supported the teaching of correct English, citing failures in
mother tongue education (Paterson, 2010; Hudson & Walmsley, 2005). Bralich (2006) states
that parents and politicians believe that traditional grammar teaching is important because it
affects students’ success in central exams. Paterson (2010) argues that curriculum change is
sensitive to external influences and the political climate of the time is very important. Myhill
(2011) states that the general public and politicians tend to believe that grammar teaching
should be based on prescriptive grammar and the focus on accuracy (Jones, Myhill & Bailey,
2013). The reason why traditional grammar dominates education programs in the
Netherlands is argued to be the result of teachers, families, and authors adopting the
traditional grammar teaching approach (Myhill, 2010: 110). In the Australian example
above, even the press participated in the discussion. Accordingly, conservative views argued
that teachers could not teach the newly applied grammar correctly, while the politicians took
the opposite view in support of teachers in order to reassure the public (Horarik-Macken,
2012).

Hancock cites the US folk logic that grammar is about mistakes in language and
mistakes in language are related to grammar (Jones, Myhill & Bailey, 2013). In his study
examining the social and political context of grammar teaching practices in New Zealand,
Gordon (2005), argues that grammar was reintroduced to the schools curriculum in the 1980s
as a result of the failure of prior policies. This led to big discussions between the general
public, politicians, and educators on what this would mean: which grammar and how much
would be taught? (Gordon, 2005).

Kolln & Hancock’s article (2005) is a striking example of how grammar in the United
States has been shaped by various linguistic theories and politics over the past century.
Crystal (2017) argues similarly for the UK, describing the left and right wing political
debates on grammar teaching that occurred in the 1990s. While those on the right focused
on correct English, those on the left argued that correctness in language politics is a tool for
the establishment that enables them to socially enslave children. Cosson (2007) relates the
situation in Brazil which turned into an ideological war, involving official policy makers,
media, families, educators, between those who defended the traditional approach and those
who defended the socio-interactive paradigm. Discussions on this issue have been so heated
in the literature that books have been published titled Grammer Wars (Mitchell, 2001),
Beyond the Grammar Wars (Locke, 2010), and 200 Years of Grammar (Walker, 2011).
These books describe how in various countries grammar is shaped by educators, the general
public, academics, and politics.

It is clear that the different values and beliefs about the meaning attributed to the
concept of grammar are the main source of discussions on grammar teaching. In fact, the
basis of political debates about grammar is about value judgments much higher than itself.
In other words, in a political sense, grammar teaching represents the beliefs and perceptions
of the political groups. That is, groups that are more traditionalist or policy-makers of the
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upper strata of society evaluate grammar in terms of accuracy. Socialist or left-wing groups
have an understanding that includes usage and language variations. For example, according
to the Queen’s English Society, which is responsible for preserving English in the UK,
grammar plays an important role in detecting errors (Jones, Myhill & Bailey, 2013). Myhill
(2000) says that the subject of grammar teaching often tends toward polarities based on
political or ideological views. She argues that grammar teaching has lost its rationality due
to the decrease in moral standards, the need for order, and political authority.

The word grammar evokes concepts such as correct, good, and bad. It indicates
standards for judging a language or its users (Horarik-Macken, 2012). Looking at the history
of grammar teaching in the United States in the 1960s, this tradition was perceived as an
elite policy, promoting a single "correct" way for each rule or utterance, as traditional school
grammar was historically based on normative rules and regulated English standards. The
understanding based on the grammar of the standard language has been seen as a judgment
tool for students in the use of dialect, and teachers have been encouraged to understand the
legitimacy of the home language (Kolln &Hancock 2005).

However, the political understanding of and discussions about grammar are not
carried out in the same way in different countries. For example, in Germany and the
Netherlands, teaching grammar in the traditional sense is not seen as much of a
contradiction; it is perceived as part of the curriculum (Gelderen, 2006, 2010; Myhill &
Watson, 2014). There is a similar situation in Turkey. When we look at the history of Turkish
teaching, there was no discussion about grammar in terms of politics until 2005 (in terms of
content, approach, model, etc.). The understanding of grammar teaching was rearranged and
changed in the programs in 2005, and the understanding of teaching rules in primary
education was restricted, but it is controversial how much this understanding is reflected in
practice (Anilan, 2014).

Experts play an important role in grammar-related policies. Myhill and Watson
(2014) state that discussions about grammar turned into grammar wars regarding curricula
in English-speaking countries, a debate arising from the struggle between politicians and
professionals, and among professionals themselves (Myhill & Watson, 2014). One study
determined that despite the many studies and researches on grammar, grammar programs
serve the opinion of the policy-making experts of the period (Clark, 2010). The same is true
in Turkey. When examining the academic studies on grammar teaching since the 2000s and
the restructuring of education programs in Turkey, it is clear that these studies are mostly
shaped according to expert opinion, which is dominated by the constructivist approach,
which constitutes the official view. However, the results of research reveal that the
traditional method of grammar teaching is still carried out in schools and other approaches
to grammar teaching are little discussed, and grammar teaching by intuition is the solution
(Glines, 2013-a; Giines, 2013-b ; Anilan, 2014).

In addition to the political views of politicians, experts, and the general public, the
beliefs and perceptions of teachers and students have an impact on grammar learning and
in-class practices. In his study investigating secondary school teachers' beliefs on grammar
teaching in England, Watson (2015) found that teachers' beliefs about grammar affect their
classroom behaviors and practices. In a study looking at primary school teachers' practices
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in grammar teaching, Anilan (2014) found that perceptions, beliefs, and attitudes are related
to classroom practices. Yarrow (2007) states that when asked to prospective teachers, they
see grammar as confusing and difficult to understand. Giines (2013-b) states that studies on
grammar teaching in Turkey show that memorizing rules predominates and little attention
is paid to student psychology, causing anxiety in students toward grammar. Looking at
students’ views, Harris (1962: 51-52) found that grammar is demotivating and ranks last in
popularity of subjects taught in the mother tongue. Akay and Toraman (2015) say that
students' attitudes toward grammar in foreign language learning have an important place in
their classroom activities, motivations, and concerns about using their learning experiences.

Grammar Content and What It Is

One of the discussions about grammar teaching in the literature is about what
grammar is and what its content should be. Indeed, the definition of grammar and what and
how much to teach is an important issue as grammar is not just related to school. Different
perspectives in the field of linguistics play a role in understanding its scope and definition.
For example, structural linguistics sees grammar differently as do the generative and
functional currents in linguistics. Some models cover all areas of the language, some focus
on syntax or morphology, some deal with the rules of the language, while others emphasize
usage. While some prioritize written language, others may emphasize spoken language or
abstract grammar in the brain.

In addition to the theoretical dimension, what grammar is and its scope differs in
terms of the purpose for which it is used. That is, in instructional grammar, for instance,
does the description of a language or the scientific field reveals its rules or its use? Hartwell
(1985) says that grammar has five different meanings:

1. The set of patterns that a language's words form to construct and interpret larger
meanings.

2. The field of linguistics that attempts to describe, study, and formulate formal language.
3. Etiquette that dictates how to use language.
4. School grammar.
5. Stylistic grammar (the terms and concepts used to teach prose style).
Giines (2013-b) refers to Cuq’s (2003) categorization of grammar into four groups:
1. A set of regulatory principles and rules created to speak a language correctly
2. Educational activities examining the principles of a language, the art of speaking, and
writing correctly
3. A theory developed on the internal functions of language as well as a tool for observation
4. Descriptive, procedural, and conditional information about the language to be taught
The concept of instructional grammar considers why and for what purpose grammar
is taught. At first glance, the subject of why grammar will be taught contributes to listening,
reading, speaking, and writing skills, and grammar itself contributes to the development of
students' high-level thinking skills (Giines, 2013-a; Gilines 2013-b). However, although this
understanding is accepted, a complete unity has not been achieved in theory and practice.
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For example, from what perspective are these mother tongue skills developed? Secondly,
which grammar should be used and how much? The answer to the first question elicits the
prescriptive and descriptive grammar discussion about form and accuracy. As explained
above, prescriptive grammar gives importance to teaching the fixed, correct rules of a higher
language. Rules for how to use the language are determined and grammar usage is seen as
"right" or "wrong". The important thing here is to correct students’ mistakes according to
the upper language form. In this approach, analysis and decomposition exercises and
activities are important as a teaching method.

Descriptive grammar aims to describe how language is used as accurately and
comprehensively as possible. In this approach, any language form is likely to acquire
superior status, and non-linguistic social and historical factors play an important role in
obtaining this status. Language can be studied from both written and oral or even combined
perspectives (McDonagh & Wilkinson, 2007). In addition, it takes into account that a
language may have different variants (social and regional dialects, for example).

The answer to the second question, that is, how much grammar should be taught,
also differs according to the theoretical approach. Traditional grammar, new grammar,
language awareness, and generative transformational grammar all approach these issues
differently. So the underlying understanding of grammar affects the content and scope.
However, the general view of the experts in grammar teaching today is that rather than a
grammar which only includes the descriptions of rules and exercises and activities related
to them, grammar should be taught from literary works as well as functionally from the
reflection of cultural and social differences in the language and language variations besides
sentence and word analysis (Hudson & Walmsley, 2005; Gelderen, 2006; McDonagh &
Wilkinson, 2007; Yarrow, 2007; Cosson, 2007; Paterson, 2010; Giines, 2013-b; Fontich &
Camps, 2014).

Gelderen (2010: 112) states that three perspectives are dominant: 1) the formal
perspective for teaching the direct word and sentence rules of the language, 2) the semantic
perspective in which the meaning of the words and sentences of the language is taught by
taking into account the context and out of context, and 3) communicative context, the
pragmatic perspective for the functions of language use. He adds that they can be classified
in two ways as declarative knowledge and predictive knowledge.

Another problem with content in grammar teaching is related to terms and
definitions. These problems can be summarized as follows:

1. Definition and term differences
2. Which and the number of terms and definitions
3. How to teach terms and definitions

Definition and term differences are also related to grammatical description and
model. The terms and definitions of a language approach based on grammar teaching are
also reflected in education. For example, programs based on traditionalist, structuralist, or
generative transformative grammar define it according to their own foundations and
understandings. In Turkey, unity in understanding of terms and definitions in traditional
Turkish grammar has not been achieved and differences remain even in traditional grammar
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teaching. This is also refelcted in education. Although differences in definitions and terms
are related to a particular grammar description and model, even in traditional teaching, for
example, what one expert calls an adjective phrase another calls a noun phrase without a
suffix, and this can be reflected in the curricula in different ways in different periods
(Pehlivan, 2003). In fact, in teacher training programs, the description of grammar and the
Ministry of National Education (MoNE) description of grammar may not match (Pehlivan,
2003; Bulut, 2014).

A separate problem that has emerged through all these discussions is how many
definitions and terms should be included in grammar teaching, particularly in primary
education. Those who teach implicit grammar tend to favor keeping the number of
definitions and terms to a minimum. Those who supportt explicit instruction, on the other
hand, tend to give a greater number of terms and definitions. While how to teach terms and
definitions is related to grammar teaching approaches, the following can be said: In current
grammar teaching in schools, the understanding is dominated by teaching the functions of
grammar rules together with context, rather than giving comprehensive definitions of
grammar terms.

Grammar Teaching Approach

Over time, various opinions in linguistic and educational sciences have been put
forward about the teaching approach of grammar. Since there are different ways of learning
about grammar teaching, the grammar teaching approach, like the concept of grammar itself,
has not been clearly defined. There are many approaches in the literature to grammar
teaching which can be categorized under two general headings. The first of these is teaching
grammar with an explicit understanding (explicit learning), and the second is teaching
grammar in an implicit way (implicit learning). Another related issue is whether the teaching
of grammar should be inductive or deductive. In fact, it is necessary to evaluate the theories
related to mother tongue and foreign language acquisition to determine an approach to teach
grammar. While someargue that the rules should be given with a clear understanding, others
propose applying the process of mother tongue acquisition to teaching language
(Krashen,1981; Ellis; 2006; Ellis, 2015; Rebuschat, 2015).

Explicit learning or explicit grammar teaching is based on the direct teaching of the
rules of the language. The most familiar explicit learning method is the traditional grammar
approach. However, today, explicit grammar teaching cannot be explained only with the
traditional approach. Rather, explicit knowledge is a concept other than traditional grammar
learning. In traditional grammar teaching, explicit teaching is also essential. It is based on
the direct teaching of the rules of the language, but when the literature is examined, it can
be said that the traditional approach is not accepted by many academics today (Hudson &
Walmsley, 2005; Gelderen, 2006; Fontich & Camps, 2014). The language rules taught in
traditional grammar teaching remain abstract and are not functional (McDonagh &
Wilkinson, 2007) and therefore they do not reflect on language use, they ignore the cultural
elements of the language, have little contribution to foreign language teaching, offer learning
away from the language need and use of the student, and negatively affect students' attitudes.
Therefore, it differs from modern metacognitive explicit grammar teaching (Gelderen,
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Couzijn & Hendrix, 2000). Also, traditional grammar teaching does not look at language
from a system point of view; it does not analyze language in a holistic system. Carter (1990:
104-107) summarizes the deficiencies of traditional grammar teaching as follows:

° Defining and classifying grammatical forms without real, efficient use, often as
discrete elements

° The process of teaching and memorizing grammatical facts, including meta-
grammar, through numerous exercises and transference

° Cognitively demanding methods, suitable for academically successful students that
do not develop cognitive writing ability (Allford, 2003)

What is meant by explicit teaching today is the explicit teaching of the structural,
semantic, and usage-related components of a language and the role that language plays in
human life. Explicit knowledge is declarative knowledge about language and its use. Explicit
grammar teaching refers to learning grammar rules in accordance with the purpose in order
to use the language components efficiently and correctly (Ling, 2015). In explicit grammar
teaching, it is assumed that students need metacognitive language and clear rules that explain
how to apply the learned concepts (Gelderen, 2010: 111). With metacognitive grammar,
student needs and what is important in using the language have gained importance. Explicit
knowledge refers to explicit knowledge of the phonetic, lexical, morphological, syntactic
usage, and socio-critical features of language.

Metacognitive grammar is based on a clear demonstration of the rules and functions
of the language. It emphasizes that knowledge about language (meta-linguistic knowledge)
should be handled in the same way as the human conceptualization process. Through
language, people develop the ability to perceive the world, to conceptualize language
consisting of language. According to N. Ellis (2015: 14), this explicit memory also guides
the conscious construction of new linguistic expressions through analogy processes. The
teaching of formulas, patterns, exercises, and pedagogical grammar rules all contribute to
the formation of implicit learning later on. In this understanding:

1. The use of language in speaking and writing should be emphasized.
2. All kinds of texts should be considered in teaching, not just literary texts.
3. Descriptive rather than prescriptive grammar should be taught.

4. Rules should be taught explicitly rather than implicitly (Hudson & Walmsley, 2004;
Gelderen, 2006).

Today, the concept of metacognitive grammar is known by different names in the
field of psycholinguistics and education. In the literature, the concepts of explicit grammar,
knowledge about language, language awareness, and focus on form terms are mostly used
in relation to metacognitive grammar. This study will try to reveal and explain language
awareness for explicit grammar teaching in the modern sense as this is not currently accepted
in practice in mother tongue education in Turkey. Language awareness is defined as clear
knowledge about language, language learning, language teaching, conscious perception, and
sensitivity in language use (Association for Language Awareness). Language awareness
based on Halliday's theory is based on systematic and functional linguistics. According to
Halliday, there is a need for functions rather than structures, meaning rather than syntax,
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language as a flexible structure rather than specific rules, and text-oriented grammar rather
than sentences. This approach differs from grammar in the traditional sense by presenting a
functional-purpose meta-language, talking and discussing on meaning from the word level
to the text level (Jones & Chen, 2016).

Today, although a contentious issue, many authors in the literature argue that
traditional grammar does not meet the language needs of learners, so an approach based on
language awareness should be applied as an alternative. In fact, it is the failures in mother
tongue and foreign language teaching that have led to the emergence language awareness
(Hudson & Walmsley, 2005). James and Garrett (1992) mention five main areas that justify
the application of knowledge of language:

(1) Affective domain: attitude formation and motivation and curiosity development
(1)  Social space: promoting social cohesion in multilingual/multicultural contexts

(iii)  Power: the liberation of the individual from the pressures and manipulations of
language use

(iv)  Cognitive domain: development of linguistic and general skills, particularly in
relation to language learning and use

(v) Performance: developing an effective language proficiency
In language awareness:
1. Language is a system of interrelated components.
2. Language is not a static but a changing phenomenon.
3. Language is a signification process.
4. Language should be explained not only in terms of structure but also in terms of usage.

5. The student should be aware of the social and cultural context and language diversity in
which the language is located.

Language awareness is primarily viewed as an interrelated system. In this system,
the structure, meaning, and use of language are intertwined. It views language as a system
in which meanings are created. In this approach, language is not a static phenomenon but a
changing system and this change should be shown to the student because the interpretation
becomes concrete when this change is recognized. In addition, it should be clearly shown to
the student how signification is carried out in language analysis. Therefore, descriptive
activities and out-of-context teaching should be avoided in grammar teaching and language
should be approached as an intertwined and interrelated system (White, 2000).

The purpose of language awareness is to be consciously aware of the working order
of the language. In order to be an effective language user, the student should be able to
analyze and describe the language correctly. Language awareness is based on a clear
demonstration of the rules and functions of the language that enable students to use the
language. According to Hicks-Donmall (1985), language awareness is based on a conscious
awareness of the nature of language and its role in human life. Language awareness includes
taking into account the relations between languages, children’s language development, the
nature of social relations, personality and language preference, individual and social
bilingual or multilingualism, language variations, language use in social control, and the
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contribution to mother tongue and foreign language teaching. (Tulasiewicz, 2000; Hudson
& Walmsley, 2005). Language awareness should include:

1. Being aware of the features of the language,

2. Being aware of the place of language in culture,

3. Being conscious about the language forms used,

4. Awareness of the relationships between ideology and language (Carter,1990; 1997).

These explanations suggest that, through language awareness, the student first
becomes aware of the function and use of language. Therefore, unlike traditional grammar
teaching, they learn the functions of the language consciously and in connection with real
life. This is done by talking about and discussing language. Discussion about language also
contributes to the student's ability to think critically. In addition, with language awareness,
the student internalizes the cultural and related usage dimension of the language. The student
is able to develop a positive attitude toward cultural differences by learning that there are
different languages and language variations (dialects, multiculturalism, etc.) and their usage
areas by drawing attention to and discussing different cultural and social uses. Awareness
of the rules and operation of their own language and the different working order of different
languages also contributes to foreign language teaching. In practice, students who are
consciously aware of the functioning of language without memorizing the spelling, word
pronunciation, semantic appearance, and usage situation becomes aware of the same or
similar processes while learning another language, so that they can operate the language
learning mechanism consciously (Gelderen, Couzijn & Hendrix, 2000).

The content of grammar teaching based on language awareness sees language as a
changing phenomenon, as a systematic structure consisting of the sound, structure, meaning,
and usage of the language, including its social and cultural elements. In this structure, visuals
such as writing, pictures, and photographs are also meaning carriers. In the analysis,
sentences and texts showing the personal, social, and cultural context are used. Stagnant,
boring, and meaningless analyzes of grammar detached from these contexts make no sense.
White (2000) argues that a grammar teaching based on language awareness should consist
of six interrelated parts: graphology, phonology, morphology, syntax, semantics,
pragmatics. In such a model, the personal, social, and cultural dimensions of the language
are included.

The teacher and student, classroom practices, and assessment and evaluation system
(eg central exams) are effective in grammar teaching, but the most important factor is the
curricula and the philosophy underlying it (Anilan, 2014). While different countries apply
different curricula and practices related to language awareness, the scope generally focuses
on the above-mentioned topics. To give an example, in the Netherlands in 1993, language
awareness according to the language awareness approach is presented in 5 categories in the
primary education mother tongue education program: 1. Sounds and structure of language,
2. Various texts and use of language, 3. Language variations, 4. Vocabulary and 5. Word
classifications and sentence analysis (Gelderen, Couzijn & Hendrix, 2000). The primary
education program in England was also created to support similar content (Paterson, 2010;
Clark, 2010).
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The primary education mother tongue curriculum in Australia is divided into three:
literature, literacy, and language awareness. In the language awareness section, the structure
of the language and the meaning-making process are examined from a social and cultural
point of view (Horarik-Macken, Love & Horarik, 2018). Hawkins (1984), in hir book
Awareness of Language, lists the benefits of the language awareness-based program as
follows:

(1) Encouraging students to discuss and ask questions about language,

(i)  Language origin, language change, dialects, borrowing etc. to provide answers to
questions,

(iii))  Building a bridge in terms of language teaching in primary and secondary education,

(iv)  Bridging the gap between different aspects of language education (between
English/foreign languages and minority languages).

(v)  Promoting respect for linguistic diversity and reduce language biases,

(vi)  Developing foreign language learning skills by giving students the ability to analyze
and compare language patterns,

(vii) Providing an understanding of spelling and the distinction between written and
spoken language by comparing orthographic traditions.

Today, there is another rather controversial understanding apart from explicit
learning. This understanding is based on the implicit teaching of grammar. The starting point
is that individuals acquire their mother tongue as a basis. N. Ellis (2015) emphasizes that
mother tongue acquisition occurs implicitly without a specific learning goal. During the
acquisition of the mother tongue, a child first learns the rules unconsciously and after making
it conscious, applies it to different situations. However, it should be noted here that Ellis
argues that language acquisition can be accelerated by explicit learning. Richards and
Schmid (2010: 274) define implicit knowledge as unspoken, intuitive knowledge,
knowledge that people (behaviors, judgments about grammar, etc.) have intuitively but
cannot express. In this sense, implicit knowledge contrasts with explicit knowledge, which
can be verbalized. Gelderen (2006) argues that explicit grammar teaching — whether
traditional or rule-awareness — doesn't work when looking at students' language use. Instead,
implicit grammar teaching is advocated. The author points out that there are five different
forms of diminutive in the Dutch language, and although they are not taught in school, they
are used properly by children. Implicit grammar is unconscious and procedural and can only
be expressed verbally if made explicit. It is thought that implicit learning provides fast and
easily accessible, fluent communication (Ellis, 2006). Here, procedural knowledge is
consciously used to mean unknown knowledge (Richards & Schmid, 2010: 156). In her
experimental study, Wong (2004) investigated whether structured input and explicit
information were effective during learning sentence.. Her study revealed that there was no
difference between the control group and the experimental group in terms of explicit
instruction. Experimental groups that receive explicit information alone have less success in
interpretation and production tests. According to Krashen (1981), an advocate of implicit
learning over explicit learning, believes explicit grammar teaching is not sufficient in using
language structures. Language cannot be developed by giving structural information about
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it. Knowledge and acquisition exist as different systems in the brain and there is no
connection between them. Language learning is an acquisition process and requires time and
readiness (Krashen, 1981).

R. Ellis (1994: 355-356) mentions that there are two types of implicit knowledge, the
first being consist of ready-made chuncks of language, which he calls formulaic knowledge,
and the other is rule-based implicit knowledge that consists of internalized, generalized, and
abstract structures. A further distinction in relation to implicit learning and explicit learning
is the induction and deduction method. In the inductive method, the student is first exposed
to examples about the grammar rule and is then expected to make their own metacognitive
generalization about the rule. In the end, the rule may or may not be made explicit.

Learning is unconscious. In teaching, it focuses on understanding and fluency rather
than form, and attaches importance to the functions of language in communication. The main
purpose here is to understand what the grammar rules of the students are and the role of
language elements in realizing functional and communicative purposes. Context is important
when learning grammar and is based on a text-based approach (Pongpairoj, 2004; Uyumaz
& Bayat, 2020: 259-280). According to the understanding of grammar teaching in Turkey,
teaching grammar by intuition, especially with reference to texts, in other words, induction
of the rule based on texts and examples. Of course, although the practice in Turkey is based
on induction, it doesn’t completely reject deduction. Giines (2013-a), while explaining the
intuition method, says, “Information about the structure of language, operations and rules
cannot be conveyed to students like verbal information. Students explore them through
activities of various experimental types, just like scientific knowledge. In this process, they
try to understand the functions and general rules of the language. These operations are
combined with the inductive model, but deductive thinking is also felt.”

In the deductive method, as opposed to induction, information about language
structure is clearly presented to the student and teaching is conscious and systematic. After
the grammatical structure is clearly presented, the situation or examples are given (Giines,
2013-b). However, it is not clear whether the inductive or deductive approach should be
used in grammar teaching today. While some researchers talk of the success of the inductive
method, others argue for the usefulness of the deductive method (Ellis, 2006).

As a result, different arguments about both implicit and explicit teaching are still
being discussed today, and studies on the nature of language learning continue. Some
researchers make arguments in favor of implicit teaching, while others argue in favor of
explicit teaching. However, questions remain that need to be answered by both positions.
Hulstijn (2015: 25-46) states that there are inadequacies in the evidence of the arguments
put forward to explain the nature of grammar teaching today. The complexity of the
language, the fact that children cannot learn some language forms at school, individual
differences in acquiring language, the complexity of the brain, theories about learning see
reality differently, etc. indicates that it is effective. In addition, there is an approach that
states that it can be used implicitly and explicitly according to its place. Derewianka (2012),
for example, says that it would be more appropriate to use an approach in which the two
methods are used together, depending on the place. Perhaps the answer to the question about
whether explicit knowledge or implicit teaching are more beneficial when used together
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should be sought in the interface hypothesis. According to this hypothesis, there are three
situations. In the claim that there is no interface, explicit and tacit knowledge are different,
and there is no conversion of explicit knowledge into implicit knowledge. There is an
interface, on the other hand, that argues that explicit knowledge becomes implicit knowledge
if students have ample opportunities for communicative practice. Another argument is the
weak interface possition. The weak interface possition claims that explicit knowledge can
turn into implicit knowledge if the student is ready to acquire the targeted feature and realizes
a set of basic acquisition processes (Ellis, 2006). Pongpairoj (2004) emphasizes that when
the two approaches are used together, the explicit teaching approach raises the student's
awareness of a particular grammatical structure, while the implicit approach can encourage
the student to understand how to use form in communicative texts.

Structure of Curricula and Grammar

Curricula, methods, and techniques used in teaching, tools, and materials, teacher's
plans, applications, and evaluation strategies also play an important role in effective
grammar teaching (Anilan, 2014). The philosophy the curriculum is based on and the
learning, teaching, and assessment approaches it depends on play an important role in
grammar teaching. Another important point is the program design model. That is, the
perspectives of the programs that are the basis of one of the educational philosophies of
perennialism, essentialism, reconstructionism, and progressivism differ. For example, in the
program based on the philosophy of perennialism, a structure based on accuracy, a single
and unchangeable standard written language is dominant in grammar teaching. In a program
based on the philosophy of progressivism, grammar teaching should offer a structure that is
related to life, bringing the functional aspects of language to the fore. In addition, curricula
design models also affect grammar teaching. In a subject-centered, goal-centered, or
competency-based program, the content of grammar, teaching, and assessment approaches
and the possibilities offered in practice differ. When this issue is evaluated in relation to
Turkey, for example, the understanding of constructivism, which has been applied since the
2000s, is also reflected in the grammar teaching in the programs. The understanding of
grammar teaching with the aim of developing language problems and thinking is the
reflection of the approach that suggests following an inductive path based on intuition and
less on content.

Gelderen (2006) mentions two types of programs in grammar teaching. Incidental
program and systematic program. In the systematic program, the grammatical content is
given with a certain systematic. How the content will be delivered is also predetermined
cyclical or linear. Grammar teaching is viewed more as explicit instruction. In the incidental
curriculum, the systematic about grammar teaching is looser. Topics take place according to
context. In teaching, a cyclical content and inductive method come to the fore. Grammar
teaching should be aimed at solving language problems.

The current situation in the world today is that there are differences between the
official programs and the curricula implemented in many countries. There are two main
reasons for this. The first is that the theoretical understanding underlying the program is not
well understood in practice or the theory is not valid in practice (Mulder, 2011; Fontich,
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2014; Milian, 2015; Rijt &Coppen, 2017; Myhill, 2018; Rijt, Swart & Coppen, 2019;
Benzer, 2019;). The other reason is that this theoretical understanding is due to differences
in belief between politics, academics, teachers, the press, and families (Borg, 2003; Devos
& Vooren, 2014; Crystal, 2017; Boivin, 2018; Horarik-Macken, Love & Horarik, 2018).
The official curriculum remains on paper. As a result, compliance with the program cannot
be achieved either in practice or in teaching materials, and, in practice, the traditional
understanding still maintains its place in grammar teaching and cannot be changed (Couzijn
& Hendrix, 2000; Fontich & Camps, 2014; Gelderen, Hlebec, 2017; Rijt, Swart & Coppen,
2019).

Conclusion

Grammar teaching, which is one of the oldest issues of language teaching, is still
controversial today. Discussions focus on what grammar is and its content, and what kind
of learning path should be followed in its teaching. However, the inconsistency of grammar
teaching policy and practice, curriculum approach, practice and evaluation approaches are
still the focus of discussions in grammar teaching (Crystal, 2017). Teachers' knowledge of
current practice can also be added to these discussions (Borg, 2003). However, it should be
noted here that in the historical process, there has been an evolution from teaching grammar
as the purpose of language learning to contribute to the child's thinking skills with reading,
writing, listening and speaking skills by focusing on the functions of language. Today, no
one equates learning grammar with learning a language anymore. However, although
everyone talks about a functional grammar, there are opinions that it is not clear what this
type of teaching is (Crystal, 2017).

A further point regarding grammar teaching is the inconsistency of theory and
practice. Data revealed by theorists does not always come to life in practice because theorists
and practitioners' expectations and beliefs and student needs are not always in line.
Therefore, the views put forward by theory either remain abstract in practice or remain on
paper because it is not thoroughly understood or even properly known. Some studies support
this idea (Anilan, 2014; Crystal, 2017; Coppen & Rijt, 2017; Rijt, Swart & Coppen, 2019;).
Rijt, Swart and Coppen (2019) say that grammar teaching today is problematic because the
data of theoretical linguistics does not match policy and classroom practice. The fact that
theory often does not find a place in practice causes both functionality not to be adopted in
the classroom and the continuation of traditional grammar. What needs to be done in this
regard is to offer a solution by bringing together educational science, linguists, and
practitioners.

In parallel with the ongoing developments in mother tongue education in Turkey, it
would be beneficial to synthesize the practices around the world and to organize it with an
approach that takes into account the 2 1st century human competencies. There also needs to
be consideration of a teaching based on the beliefs of the policy, teachers, students, and even
parents on this issue. In short, there is a need for a contemporary grammar teaching that does
not exclude tradition. The total exclusion of the traditional approach would mean pursuing
policy that will not be implemented, and teaching based on the opposite tradition will not be
an effective tool in raising individuals equipped with today's language competencies.

© 2022 JLERE, Journal of Language Education and Research, 8(1), 166-206



182 Ahmet PEHLIVAN & Ibrahim Seckin AYDIN

References

Akay, E. & Toraman, C. (2015). Students’ attitudes towards leaming english grammar: A study of
scale development. Journal of Language and Linguistic Studies, 11(2), 67-82.

Allford, D. (2003) ‘Grasping the nettle’: Aspects of grammar in the mother tongue and foreign
languages, The  Language  Learning  Journal,  27(1),  24-32, DOLI:
10.1080/09571730385200051

Andrews, R., Beverton, S., Locke, T., Low, G., Robinson, A.,Torgerson, C. & Zhu, D. (2004). The
effect of grammar teaching (syntax) in English on 5 to 16 year olds’ accuracy and quality in
written composition. London: EPPI-Centre.

Anilan, H. (2014). Evaluation of Turkish grammar instruction based on primary school teachers’
opinions. Educational Sciences: Theory & Practice, 14(5), 1914-1924.

Association for Language Awareness, https://www.languageawareness.org/?page_id=48

Benzer, A. (2019). Dil bilgisi 6gretiminde 6gretim programu, ders kitab1 ve merkezi sinav ¢ikmazi.
Jass Studies-The Journal of Academic Social Science Studies, 76,291-323.

Boivin, M.-C. (2018). A review of the current empirical research on grammar instruction in the
francophone regions. Contribution to A Special Issue Working on Grammar at School in L1
Education: Empirical Research Across Linguistic Regions. L/-Educational Studies in
Language and Literature, 17( 1)-48. https://doi.org/10.17239/L1ESLL.-2018.18.04.03

Borg, S. (2003). Teacher cognition in grammar teaching: A literature review. Language Awareness,
12(2),96-108. DOI: 10.1080/09658410308667069

Bralich, A. P. (2006). The new SAT and fundamental misunderstandings about grammar teaching.
English Today, 61-64, do0i:10.1017/S0266078406003105

Bulut, M. (2014). Dil bilgisi 6gretiminde yasanan kavram kargasasinin Tiirtk¢e 0gretimine etkisi.
Electronic Turkish Studies, 9(12), 43-55.

Carter, R. (1990). The new grammar teaching. In Carter, R. (Ed.), Knowledge About Language and
the Curriculum: The LINC reader (pp. 69-103). London: Hodder & Stoughton.

Carter, R. (1997). Investigating English discourse: language, literacy, literature. Routledge: New
York.

Clark, U. (2010). Grammar in the curriculum for english: What next?. Changing English, 17(2), 189-
200, DOI: 10.1080/13586841003787332

Cosson, R. (2007). Mother tongue education in brazil: A battle of two worlds. LI — Educational
Studies in Language and Literature, 7(1), 37-52.

Crystal, D. (2017). English grammar in the UK: A political history. Supplementary Material to
Making Sense: the Glamorous Story of Engish Grammar,
http://davidcrystal.com/GBR/Books-and-Articles

Cugq, J.-P. (2003). le dictionnaire de didactique du francais langue étrangere et seconde. Paris: CLE
International.

Derewianka, B. M. (2012). Knowledge about language in the Australian curriculum: English.
Australian Journal of Language and Literacy, 35,2, 127-146.

Devos, F. & Vooren Van V (2014). Teachers’ attitudes towards (the alignment between) grammar
in the LI language curricula of primary and secondary education. Proceedings of
ICERI2014 Conference (5642- 5651), 17th-19th November 2014, Seville: Spain.

Ellis, N. (2015). Implicit and explicit language learning: Their dynamic interface and complexity. In
Patrick Rebuschat (Ed.) Implicit and Explicit Learning of Languages (pp. 3-25).
Amsterdam: John Benjamins.

© 2022 Journal of Language Education and Research, 8(1), 166-206


https://www.languageawareness.org/?page_id=48
https://doi.org/10.17239/L1ESLL-2018.18.04.03
http://davidcrystal.com/GBR/Books-and-Articles

183 Discussions about grammar teaching today

Ellis, R. (1994). The study of second language acquisition. Oxford: Oxford University Press.

Ellis, R. (2006). Current issues in the teaching of grammar: An SLA perspective. TESOL Quarterly,
40 (1), 83-107.

Fontich, X. (2014). Grammar and language reflection at school: Checking out the whats and the hows
of grammar instruction. In T. Ribas, X. Fontich & O. Guasch (coords) Grammar at School:
Research on Metalinguistic Activity in Language Education (pp.255-284). Brussels: Peter
Lang.

Fontich, X. & Camps, A. (2014). Towards a rationale for research into grammar teaching in schools.
Research Papers in Education, 29(5), 598-625, DOI: 10.1080/02671522.2013.813579

Gelderen Van, A. (2006). What we know without knowing it: Sense and nonsense in respect of
linguistic reflection for students in elementary and secondary education. English Teaching:
Practice and Critique, 5(1), 44-54.

Gelderen Van, A. (2010). Does explicit teaching of grammar help students to become better writers?
Insights from empirical research. In Locke, T. (ed.), Beyond the Grammar Wars: A Resouce
for Teachers and Students on Developing Language Knowledge in English/Literacy
Classrooms (pp. 109-128). Newyork and London: Routledge.

Gelderen Van A., Couzijn, M. & Hendrix, T. (2000). Language awarenes in the Dutch mother-tongue
curriculum. In Lana White, J. Bruce Maylath, Anthony Adams & Michael Couzin (Eds.),
Language Awareness: A History and Implementations (Studies in Language & Literature)
(pp 57-88). Amsterdam: Amsterdam University Press.

Gordon, E (2005). Grammar in New Zealand schools: Two case studies. English Teaching: Practice
and Critique, 4(3), 48-68.

Giines, F. (2013-a). Yapilandirmact yaklasimla dil bilgisi 6gretimi. Egitimde Kuram ve Uygulama,
9(3), 171-187.

Giines, F. (2013-b). Dil bilgisi 6gretiminde yeni yaklasimlar. Dil ve Edebiyat Egitimi Dergisi, 2 (7),
71-92.

Harris, J. R. (1962). An experimental enquiry into the functions and value of formal grammar in the
teaching of English, with special reference to the teaching of correct written English to
children aged twelve to fourteen. PhD. Thesis. University of London.

Hartwell, P. (1985). Grammar, grammars, and the teaching of grammar. College English, 47(2) (Feb.
1985), 105-127

Hawkins, E. (1984). Awareness of language: An introduction. Cambridge: Cambridge University
Press.

Hicks-Donmall, G. B. (1985). Language awareness. National Congress on Languages in Education
(Great Britain). Assembly; Centre for Information on Language Teaching and Research.:
London.

Hlebec, H. (2017). Grammar instruction in Germany, https://dickhudson.com/wp-
content/uploads/2019/08/Grammar-Instruction-in-Germany 062717.pdf

Horarik-Macken, M. (2012). Why school English needs a ‘good enough’ grammatics (and not more
grammar). Changing English, 19 (2), 179-194, DOI: 10.1080/1358684X.2012.680760

Horarik-Macken, M., Love, K. & Horarik, S. (2018). Rethinking grammar in language arts: Insights
from an Australian survey of teachers’ subject knowledge. Research in the Teaching of
English, 52(3), 288-316.

Hudson, R. & Walmsley, J. (2005). The English patient: English grammar and teaching in the
twentieth century. Journal of Linguistics, 41, 593-622. doi:10.1017/50022226705003464

© 2022 JLERE, Journal of Language Education and Research, 8(1), 166-206


https://www.worldcat.org/search?q=au%3ANational+Congress+on+Languages+in+Education+%28Great+Britain%29.+Assembly&qt=hot_author
https://www.worldcat.org/search?q=au%3ANational+Congress+on+Languages+in+Education+%28Great+Britain%29.+Assembly&qt=hot_author
https://dickhudson.com/wp-content/uploads/2019/08/Grammar-Instruction-in-Germany_062717.pdf
https://dickhudson.com/wp-content/uploads/2019/08/Grammar-Instruction-in-Germany_062717.pdf

184 Ahmet PEHLIVAN & Ibrahim Seckin AYDIN

Hulstijn, H., J. (2015). Explaining phenomena of first and second language acquisition with the
constructs of implicit and explicit leaming: The virtues and pitfalls of a two-system view. In
Rebuschat, P (Ed.) Implicit and Explicit Learning of Languages (pp. 25-46). Amsterdam:
John Benjamins.

James, C. & Garrett, P. (1992). The scope of language awareness. In James, C. & Garrett, P. (Eds.)
Language Awareness In The Classroom (pp. 3-21). New York: Routledge.

Jones, P. & Chen, H. (2016). The role of dialogic pedagogy in teaching grammar. Research Papers
in Education, 31(1), 45-69, DOI: 10.1080/02671522.2016.1106695

Jones, S., Myhill, D. & Bailey, T. (2013). Grammar for writing? an investigation of the effects of
contextualised grammar teaching on students’ writing. Reading and Writing, 26,1241-1263,
doi: 10.1007/s11145-012-9416-1.

Kolln, M. & Hancock, C. (2005). The story of English grammar in United States schools, English
Teaching: Practice and Critique, 4(3), 11-31.

Krashen, S. (1981). Second language acquisition and second language learning. Oxford, England:
Pergamon.

Ling, Z. (2015). Explicit grammar and implicit grammar teaching for English major students in
university.  Sino-US  English  Teaching, 12(8), 556-560, doi:10.17265/1539-
8072/2015.08.002

Locke, T. (2010). Introduction: “grammar wars” and beyond. In Locke, T. (ed.), Beyond the
Grammar Wars: A Resouce for Teachers and Students on Developing Language Knowledge
in English/Literacy Classrooms (pp. 109-128). Newyork and London: Routledge.

McDonagh, J. & Wilkinson, J (2007). Grammar grief: A discussion of the study of language. ITE

English: Readings for Discussion,
http://www.ite.org.uk/ite_readings/grammar_grief 20071130.pdf

Milian, M. (2015). Working on grammar at school. In T. Ribas, X. Fontich & O. Guasch (eds.),
Research on Metalinguistic Activity in Language Education (pp. 43-73). Brussels: Peter
Lang.

Mitchell, C. L. (2001). Grammar Wars: Language as Cultural Battlefield in 17th And 18th century
England. London and New York: Routledge.

Mulder, J. (2011). Grammar in English curricula: Why should linguists care? Language and
Linguistics Compass, 5(12), 835-847, doi. 10.1111/5.1749-818x.2011.00316

Myhill, D. (2000). Misconceptions and difficulties in the acquisition of metalinguistic knowledge.
Language and Education, 14(3), 151-63.

Myhill, D. (2010). Ways of knowing: Grammar as a tool for developing writing. In Locke, T. (ed.),
Beyond the Grammar Wars: A Resouce for Teachers and Students on Developing Language
Knowledge in English/Literacy Classrooms (pp. 129-148). Newyork and London:
Routledge.

Myhill, D. & Jones, S. (2011). Policing grammar: the place of grammar in literacy policy. In
Goodwyn, A. & fuller, C. (Eds.), The Great Literacy Debate (pp. 45-63). New York:
Routledge

Myhill, D. (2018). Grammar as a meaning-making resource for improving writing. Contribution to
a Special Issue Working on Grammar at School in L1-Education: Empirical Research Across
Linguistic Regions. LI-Educational Studies in Language and Literature, 18, 1-21.
https://doi.org/10.17239/L1ESLL-2018.18.04.04

Myhill, D. & Watson, A. (2014). The role of grammar in the writing curriculum: A review of the
literature.  Child Language Teaching and  Therapy, 30(1), 41-62, DOL
10.1177/0265659013514070.

© 2022 Journal of Language Education and Research, 8(1), 166-206


http://www.ite.org.uk/ite_readings/grammar_grief_20071130.pdf
https://doi.org/10.17239/L1ESLL-2018.18.04.04

185 Discussions about grammar teaching today

Negro, I. & Chanquoy, L. (2005). Explicit and implicit training of subject-verb agreement processing
in 3rd and 5th grades. L1-Educational Studies in Language and Literature, 5, 193-214.
https://doi.org/10.1007/s10674-005-0331-0

Paterson, L. P. (2010). Grammar and the English national curriculum. Language and Education,
24(6), 473-484, DOL: 10.1080/09500782.2010.495782.

Pehlivan, A. (2003). Tiirkge ders kitabi segme ve degerlendirme. Ankara: Turhan kitabevi.

Pongpairoj, N. (2004). Integrating implicit and expilicit grammatical perspectives on the acquisition
of the English articles: An action research. MANUSYA: Journal of Humanities, DOL:
10.1163/26659077-00701002

Rebuschat, P. (2015). Implicit and explicit language learning: Their dynamic interface and
complexity. In Patrick Rebuschat (Ed.) Implicit and Explicit Learning of Languages (pp. 1x-
x11). Amsterdam: John Benjamins.

Rijt, van J., Swart de P & Coppen, P-A. (2019). Linguistic concepts in L1 grammar education: A
systematic literature review, Research Papers in Education, 34(5), 621-648, DOL
10.1080/02671522.2018.1493742

Rijt, van J. & Coppen, A-P (2017). Bridging the gap between linguistic theory and L1 grammar
education: Experts’ views on essential linguistic concepts, Language Awareness, 26(4), 360-
380, DOI: 10.1080/09658416.2017.1410552

Tordoir, A., & Wesdorp, H. (1979). Het grammatica-onderwijs in Nederland: een researchoverzicht
betreffende de effecten van grammatica-onderwijs en een verslag van een onderzoek naar de
praktijk van dit onderwijs in Nederland [Grammar education in the Netherlands; an overview
of research into the effects of grammar education and a report of a study into the practice of
this education in the Netherlands]. Den Haag: SVO, Staatsuitgeverij.

Uyumaz, G. & Bayat, N. (2020). Dilbilgisi 6gretiminde 6l¢gme ve degerlendirme, Ahmet Pehlivan &
I. Seckin Aydin (Ed.) Dil Bilgisi Ogretimi (ss. 259-280). Ankara: PegemA.

Walker, L. (2011). 200 Years of Grammar: A History of Grammar Teaching in Canada, New
Zealand and Australia, 1800-2000. Bloomington: [Universe.

Watson, M., A. (2015). Conceptualisations of ‘grammar teaching’: L1 English teachers’ beliefs
about teaching grammar for writing. Language Awareness, 24(1), 1-14. doi:
10.1080/09658416.2013.828736.

White, L. (2000). A pradigm change for the teaching of the mother tongues. In Lana White, J. Bruce
Maylath, Anthony Adams & Michael Couzin (Eds.), Language Awareness: A History and
Implementations (Studies in Language & Literature) (pp 41-56). Amsterdam: Amsterdam
University Press.

Wong, W. (2004). Processing instruction in French: The roles of explicit information and structured
input. In B. VanPatten (Ed.), From Input to Output: A Teacher’s Guide to Second Language
Acquisition (pp. 187-205). New York: McGraw-Hill.

Wyse, D. (2001). Grammar. For writing? A critical review of empirical evidence. British Journal of
Education Studies, 49 (4), 411-427.

Yarrow, R. (2007). How do students feel about grammar?: The framework and its implications for

© 2022 JLERE, Journal of Language Education and Research, 8(1), 166-206



186 Ahmet PEHLIVAN & Ibrahim Seckin AYDIN

I”‘F’*"}“} Journal of '

e fa@u@ﬂ FEducation and Research
8(1),2022
Dil Egitimi ve Arastirmalar1 Dergisi
Arastirma Makalesi
Giiniimiizde Dilbilgisi Ogretimi ile Ilgili Tartismalar
Ahmet Pehlivan * Ibrahim Seckin Aydin™

MAKALE BILGISI OZET

Gelis 29.12.2021 Dil dgretimi ile ilgili ¢alisma alanlarindan birini de dilbilgisi 6gretimi
Kabul 26.04.2022 olusturmaktadir. Antik dénemden itibaren dilbilgisi 6gretiminin nasil ve
Doi:10.31464/jlere.1050268 hangi yontemle yapilmasi gerektigi konusunda birgok goriis ileri
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ortaya koymaktadir. Alanda kimi giincel yaklasimlarin ileri siiriilmesine
karsin dil 6gretmenlerinin geleneksel uygulamalardan farkli nedenlerden
dolay1 kopamadigi goriilmektedir. Dilbilgisi 6gretimi {izerine ileri
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gosterilmesi bir gereksinim olarak ortaya ¢ikmaktadir.
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Giris

Dilbilgisinin ne oldugu, hangi icerikle ve nasil 6gretilmesi gerektigi 6teden beri hem
dilbilimde hem de egitim bilimi alaninda tartisma konusudur. Bu tartigsmalar 1s181nda tarih
boyunca dilbilgisi 6gretiminin dayandig1 felsefe, dilbilgisinin tanimi, kapsami, 6gretim
yaklagimi, yontemleri ile ilgili birgok goriis ortaya atilmis, birgok dilbilim ve egitim kuram1
bunlar1 ortaya koymaya calismistir. Gilinimiizde de durum farkli degildir. Dilbilgisi
ogretiminin gerekliligi, neyi igermesi, dilbilgisi 6gretiminde hangi dilbilim ve 6gretim
yaklasiminin uygulanmasi gerektigiyle ilgili bir uzlag1 olmamakla birlikte, tarihsel stiregte
alanyazinda dilbilgisinin amag olarak algilanmasindan bir arag olarak goriilmesine dogru bir
seyir aldig1 sdylenebilir.

Glintimiizde okullardaki dilbilgisi ile ilgili ¢esitli goriis ve tartismalar olsa da
okullardaki dilbilgisi 6gretiminin anadili becerilerini gelistirmesi, elestirel diistinme
stireclerine katki saglamasi, yabanci dil 6grenimini desteklemesi gerekliligi iizerinde
durulmaktadir (Gelderen, 2010: 111). Bununla birlikte dilbilgisinin sosyal ve bolgesel
degiskeleri de goz ard1 etmemesi gerektigi, bir dilin tiim betimlemesinin yerine 6grencinin
okuma, dinleme, konusma ve yazma becerilerinin gelistirilmesi, 0grencinin diisiinme
siireclerine katki saglayacak ¢alismalara yer verilmesi seklinde ortak bir anlayis vardir. 21.
ylizyildaki dilbilgisi 6gretimi ile ilgili tartigmalar heniiz son bulmamistir. Bu konudaki
siiregelen tartigmalar,

a) Dilbilgisi 6gretiminin dayandigi politika veya inanc¢lardaki farklilik,

b) Dilbilgisinin dayandigi kuram ve buna bagli olarak tanimy, icerigi veya kapsami,
¢) Ogrenme yaklasimi,

d) Ogretim programlarinin yapisi ve uygulama iizerinde yogunlagsmaktadir.

Bu tartisma konular1 ¢ok yonlii olup ogretimde temel alinan anlayisa gore
degismektedir. Gelderen (2006) de dilbilgisi 6gretimi ile ilgili tartismalarin ¢ok yonlii ele
alimmas1 gerektigini belirtmis, alandaki goriis ve karsitliklari su sekilde 6zetlemistir:

1. Dogal gegerlilik (inherent validity), ara¢sal gegerlilik (instrumental validity) karsithgi.

2. Agik veya belirtik bilgi (explicit knowledge), ortiik bilgi (implicit knowledge) karsithg.
3. Uriin odakli dilbilgisi (product-oriented reflection), siire¢ odakli dilbilgisi (process-
oriented reflection) karsitligi.

4.Y dnlendirilmis/tiimdengelimci pedagoji (prescriptive-deductive pedagogy),
betimleyici/tiimevarimci pedagoji (descriptive/inductive pedagogy) karsitligi.

5. Sistematik miifredat (systematic curriculum), rastlantisal miifredat (incidental

curriculum) karsithigi.

6. Diger karsitliklar: Ornegin; anadilinde kiiltiirel degerler, ciimle analizi, kiiltiirler arasi
karsilagtirmalar, dilbilimsel deyisler (Iehgeler, agizlar ve yazi dili), toplum dilbilim, anadili
ve yabanci arasinda karsilastirma, dili kavrama ve kullanma stratejileri, diger dil/(diger
degiske) konusmacilarina yonelik tutumlar, giinliik dil kullaniminin pragmatik yonleri.
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Dilbilgisi 6gretiminde yukarida siralanan tartigma konularina bakildiginda anadili
ogretiminde dilbilgisinin yerini bilimsel olarak ortaya koymak ¢ok kolay degildir.

Dilbilgisinin anadili egitiminde etkisinin olup olmadig1 bir yana birakilirsa tarih
boyunca dilbilgisi, 6gretimdeki yerini temelde O6grencinin dil yetenegini gelistirmek—
giinlimiizde bu ama¢ daha genis kapsamda olsa da- ve dil sorunlarin1 ¢6zmek amaciyla
almistir, (Fontich & Camps, 2014) dilbilgisi 6gretimi ile ilgili uygulama ve modelleri gézden
gecirdikten sonra giinlimiizde dilbilgisi gretiminin su sorunlara ¢6ziim bulmasi gerektigini
sOylemektedir:

a) Ogrencilerin sézel kullanimlarin1 ve inceleme yapmalarmi gelistirecek analitik
araclar saglama,

b) Edinilen bilginin hem islevsel hem de evrensel olmasini saglamak i¢in basit bir
cerceve olusturma.

Fontich & Camps'm (2014) bahsettigi sorunlara ¢6ziim yolu bulmak ¢ok da kolay
degildir, ¢iinkii diinyada dilbilgisi 6gretimine degisik politikalar, anlayislar etki etmekte,
konuya dilbilim ve egitimbilimi kuramlar: farkli agilardan bakmakta, farkli ¢6ztimler ortaya
koymaktadir. Bu bakis acisiyla giinlimiizde diinyada dilbilgisi 6gretiminin hangi anlayisla
uygulandiginin, hangi bakis agilarini yansittiginin goriilmesi okullardaki anadili egitimine
katki saglayacaktir. Bu calismanin amaci, gliniimiizde; alanyazinda gelinen asamada anadili
ogretiminde dilbilgisi 6gretimi ile ilgili tartigmali konular1 ve bunlarin dayandigi temelleri
sunmaktir. Alanyazindaki tartigmalarin ortaya konmasinm, Tiirkiye’de anadili egitiminde
dilbilgisi 6gretimi ile ilgili sorunlarin ¢6ziimiinde politika {iretenlere, akademisyenlere ve
egitimcilere katki saglayacagina inanilmaktadir.

Dilbilgisi Ogretimi ile ilgili inang ve Politikalar

Tarih boyunca dilbilgisi 6gretimi incelendiginde birtakim inanglara bagli olarak
gelistirilen politikalar dogrultusunda farkli uygulamalarin ortaya ¢iktig1 goriilmektedir.
Ornegin, Ronesans’ta dilbilgisi 6grenme, anadili 6grenmenin kosulu olarak goriilmektedir.
Yiiksek seviyedeki dini metinleri anlama ve yorumlama dilbilgisi ile iligkilidir. Osmanli’da
da durum bdyledir. Dilbilgisi 6gretimi anadili 6gretiminde basat konumdadir. Bu anlayista
dilbilgisi 6grenmenin bir ara¢ degil amag¢ olduguna inanilmaktadir. Daha sonralar1 degisik
kuram ve yaklasimlar ortaya c¢ikmis ve bunlar da okullardaki dilbilgisi politikalarina
yansimistir. Hudson & Walsley'ye (2005) gore gilinlimiizde dilbilgisi 6gretimi, dilbilimsel
uygulamayla politika, toplumun kabulleri ve kurumsal egilimler gibi digsal sosyal faktorler
arasindaki iligkilerin etrafinda sekillenmektedir. Bu agidan bakildiginda dilbilgisi 6gretimi
ile ilgili iki farkli u¢ politikanin oldugu sdylenebilir:

a) Dilbilgisinin anadili 6grenmede katkis1 yoktur ve bunu 6gretmek gereksizdir,
b) Dilbilgisi 6grenmenin yukarida belirtilen islevlerinden dolay1 anadili 6gretiminde 6nemli
bir yeri vardir.

Tiirkiye’de tarihsel siiregte dilbilgisi 6gretiminin gereksiz oldugu ile ilgili -bu
calisma yapilirken- akademik anlamda pek bir tartisma bulunmasa da diinyada bu durum
cok tartisilmis, bazi donemlerde de dilbilgisinin dil becerilerini gelistirmede katkis1 olmadigi
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goriisleri ortaya atilmistir (Wyse 2001: 422; Andrews vd. 2004, Negro & Chanquoy, 2005,).
Omegin, ABD’de 1960’larda dilbilgisinin dgretiminin gereksiz oldugu &zellikle yazma
becerisini gelistirmedigi yoniinde goriisler ortaya atilmis hatta dilbilgisinin zararh etkisi
oldugu iddia edilmistir (Kolln & Hancock, 2005). Ingiltere’de de benzer tartismalar
yasanmis, 1970’11 yillardaki programlarda dilbilgisinin yerini edebiyat almistir (Hudson ve
Walmsley, 2005). Gelderen (2006), Hollanda’da ve Finlandiya’da da ingiltere’deki gibi
dilbilgisi 6gretiminde ideolojiyle ilgili karsit ve yandas tartismalarin varligindan soz
etmektedir. Daha sonra bu politikalar yerini dilbilgisi 6gretiminin énemli oldugu inancina
birakmis, tiretken doniisimli dilbilgisi, sonralar1 da dilin islevlerine yonelen yaklagimlar
ogretimde yerini almigtir.

Burada su sdylenebilir, dilbilgisinin anadili 6greniminde yerinin énemli olduguna
inananlar da inanmayanlar kadar ¢coktur (Jones, Myhill & Bailey, 2013). Tordior ve Wesdrop
(1979), dilbilgisinin yazma becerisinin gelistirilmesine yonelik katkisini belirlemek i¢in 53
caligmay1 incelemis, dilbilgisi 6gretiminin 6zellikle yazma 6gretiminde etkili oldugunu
bulmustur (Akt. Gelderen, 2006: 49). Dilbilgisinin anadili 6greniminde yerinin 6énemli
olduguna ve belirtik olarak 6gretilmesi gerektigine inanan Hudson & Walmsley (2005: 594-
595), 6grencilerin neden dilbilgisi 6grenmesi gerektigini su sekilde siralar:

1. Cocuklarin yetiskinlikte lazim olacak dilbilgisel yetkinliklerini genisletmek,
2. Ogrencilerin konusma, yazma, dinleme ve okuma yetkinliklerini desteklemek,
3. Yabanci dil 6gretimini desteklemek,

4. Ogrencilerin diisiinme becerilerini gelistirmek,

5. Ogrencilerin arastirma becerilerini kazanmasina yardime1 olmak,

6. Ogrencilerin kendi fikirlerinden zevk almasini saglamak,

7. Ogrencilerin ¢evrelerinde konusulan dillerin farkina varmasini saglamak.

Yukaridaki ikinci goriisle yani dilbilgisinin anadili egitiminde yeri oldugu bakis
acisiyla degerlendirildiginde dilbilgisi politikasiyla iliskili iki goriis ortaya ¢ikar: a) dilde
bi¢im ve dogruluk, b) dilde kullanighlik. Dilde dogruluk politikasi bir dilin 6l¢iinlii tiirtiniin
dogru ve {iistiin oldugu, diger dil tiirlerinin gérmezden gelindigi yaklagimdir. Bu politikaya
gore dogru konusma, yazma vb. 6lgiinlii dilin dogru kullanimiyla dogrudan iligkilidir. Boyle
bir yaklasimda igerik tek bir dil tiirline gore diizenlenmekte, icerik agisindan bigim ve
dogruluk 6n plana ¢ikmaktadir. Kuralci dilbilgisi esas alinmaktadir. Bu bakis agis1 bir dilin
digerinden tistiin olduguna ve dogru veya yanlisa dayanir (McDonagh & Wilkinson, 2007).
Ogrencilerin edindigi dil agisindan ortaya koydugu ozellikler yanhslik olarak algilanir ve
okullarda birtakim yanlislarin dogrularin1 6gretmek temel alinir. Betimlemede yazi dili 6n
plandadir. Bunun karsit1 goriiste ise dile, dolayisiyla onun kurallarinin betimlendigi
dilbilgisine sosyal bir olgu olarak bakilmakta, dil tiirlerine ve dilin kullanim alanlarinin
ogretimine yer verilmektedir. Bu bakis agisinda bir dilin kullanim uygunlugu ve anlasilirlig:
on plana ¢ikmakta, dil tiirlerinin sosyal ve tarihsel statiistine yer verilmektedir. Bu anlayista
dogruluk ve yanlishk kavrami dilin kullaniminda ortaya ¢ikmaktadir (McDonagh &
Wilkinson, 2007). Dilde kullanimin 6n plana alindig1 yaklasimda dile hem yazili hem de
sozli dil perspektifinden bakilmaktadir.
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Bilindigi gibi politikalar inanglari, inanglar da politikalar1 etkilemektedir.
Dilbilgisinin 6gretimiyle ilgili alanyazindaki ¢caligmalar politika olusturanlarin, uzmanlarin,
ogretmenlerin, 0grencilerin halkin hatta velilerin inanglarinin uygulamalarda 6énemli rol
oynadigin1 gostermektedir. Dilbilgisi O0gretiminin diinyadaki seyrine bakildiginda
politikacilarin, halkin ve uzmanlarin uygulamay1 etkiledikleri, uygulamaya yon verdikleri
goriiliir (Gordon, 2005). Bu dogrultuda yapilan ¢alismalar incelendiginde politik inanglara
gore dilbilgisi 6gretimiyle ilgili uygulamalarin,

1. Dilbilgisine gereklilik veya gereksizlik,
2. Bigim ve dogruluk veya kullaniglilik agisindan degisebildigi goriilmektedir.

Yeni Zelanda’da 1980’lerdeki uygulama buna oOrnek gosterilebilir. Halkin,
politikacilarin, akademisyenlerin ve 6gretmenlerin dilbilgisi 6gretiminde temel alinan resmi
yaklasimi benimsememesi sonucunda egitim komitesinin 6ne siirdiigli model
uygulanmaktan vazgegilmis, geriye doniis yapilmistir. Bununla birlikte Ingiltere’de II.
Diinya Savasti’ndan 1960°lara kadar okullarda izlenen politikadan dolayi dilbilgisinin amaci,
yazili ingilizcedeki dogru ciimle yapilarini gretmekken (Myhill, 2011), 1980°lerden sonra
bunun yerini yaratic1 yazarlik ve edebiyat 6gretimi almis, dilbilgisi 6gretimi ortadan
kaldirilmistir. Daha sonra (Hudson & Walmsley, 2005), okullardaki anadili egitimindeki
basarisizliklar gerekce gosterilerek politikacilarn da dogru Ingilizce politikalarini
desteklemesiyle dilbilgisi okullara yeniden girmistir (Paterson, 2010; Paterson, 2010;
Hudson & Walmsley, 2005;). Bralich (2006), merkezi sinavlarda basariy1 etkiledigi
gerekgesi ile ebeveynler ve politikacilarin geleneksel dilbilgisi 6gretiminin okullarda 6nem
arz etmesini gerektigine inandiklarini belirtmektedir. Paterson (2010), miifredat degisiminin
dis etkilere duyarli oldugunu ve zamanin politik ikliminin olduk¢a O6nemli oldugunu
sOylemektedir. Myhill (2011) halkin ve politikacilarin genelde dilbilgisi 6gretimi ile ilgili
egiliminin kuralcit gramer dogrultusunda oldugunu, yani dilde dogrulugun temel alinarak
uygulama yapmasi gerektigine inandiklarini soylemektedir. Hollanda’da geleneksel
dilbilgisinin egitim programlarina egemen olmasmin nedeni Ogretmen, aile ve Kkitap
yazarlarinin geleneksel dilbilgisi 6gretimi yaklasimini benimsemesi olarak goriilmektedir
(Myhill, 2010: 110). Avusturalya’da yeni dilbilgisi programina karsit ve destekleyici
politikalar tretildigi hatta bunlara basinin da katildigr belirtilmektedir. Buna gore
muhafazakar  goriistekiler  6gretmenlerin = yeni  uygulanan  dilbilgisini  dogru
ogretemeyeceklerine inanmis, iscileri temsil eden politikacilar ise bunun tam tersi goriisi
benimseyerek bu konuda halka giivence vermeye ¢alismislardir (Horarik, 2012). Handcok,
ABD’de halk mantiginda dilbilgisinin dilde yanlis ile, dilde yanlisin da dilbilgisi ile iliskili
oldugu goriisiindedir (Jones, Myhill & Bailey, 2013). Gordon (2005) Yeni Zelanda’da
dilbilgisi 6gretimindeki uygulamalar1 politik ve sosyal baglamda incelemeyi amaglayan
caligmasinda, 1980’lerden Onceki modelin islemedigi gerekgesi ile dilbilgisinin okullara
kondugunu, bunun da ne anlama geldigi; hangi dilbilgisinin ne kadar Ogretilecegi
konularinda halk, politikacilar ve egitimciler arasinda genis tartismalara yol acgtigini
belirtmektedir (Gordon, 2005). Kolln & Hancock’un (2005) makalesi Amerika Birlesik
Devletleri’nde dilbilgisinin gecen ylizyilda ¢esitli dilbilim teorileri ve politika etrafinda nasil
sekillendigini anlatan garpic1 bir 6rnektir. Bir diger drnek de Ingiltere’den verilebilir.
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Crystal, (2017), 1990’larda Ingiltere’de dilbilgisi 6gretimi ile ilgili sol ve sag politik goriise
ait tartismalar1 ortaya koyar. Sag goriistekiler dogru Ingilizceye odaklanirken, sol
goriistekiler dilde dogrulugun politikanin {ist sinifi temsil eden ve g¢ocuklar1 sosyal
kolelestirmeye hizmet eden bir ara¢ oldugunu sdyler. Cosson (2007), Brezilya’da anadili
olarak dilbilgisi 6gretiminin gelenekseli savunanlar ile sosyo-etkilesimci paradigmayi
savunanlar arasinda bir savasa dondiigiinii belirttikten sonra; akademisyenlerin, resmi
politika yapicilarin, basinin, ailelerin, egitimcilerin bu kavgaya miidahil oldugunu
belirtmektedir. Alanyazinda bu konudaki tartismalar o kadar ateslenmistir ki Dilbilgisi
Savaslar1 “Grammer Wars” (Mitchell, 2001), Dilbilgisi Savaslarmin Otesi “Beyond The
Grammar Wars” (Locke, 2010), 200 Yillik Dilbilgisi “200 Years of Grammar” (Walker,
2011), ad1 altinda bu konuyu dogrudan isleyen kitaplar yazilmistir. Bu kitaplarda ¢esitli
iilkelerdeki egitimciler, halk, akademisyenler ve politikacilar arasindaki tartigmalar
yliziinden dilbilgisi 6gretiminin nasil sekillendigi anlatilmaktadir.

Dilbilgisi 6gretimine yonelik tartigmalarin ana kaynaginda dilbilgisi kavramina
yiiklenen anlam konusundaki farkli degerlerle inaniglarin etkisinin oldugu agiktir. Dilbilgisi
ile ilgili politik tartismalarin temeli kendisinden ¢ok daha iist diizeydeki deger yargilar ile
ilgilidir. Baska bir sdyleyisle politik anlamda dilbilgisi 6gretimi politikanin temsil ettigi
gruplarin inang ve algilarim1 temsil eder. Soyle ki daha gelenekselci veya toplumun {ist
katmanma yonelik politika lireten gruplar dilbilgisine dogruluk agisindan bakmaktadir.
Toplumsalc1 veya sol goriisteki gruplar ise dilbilgisi 6gretiminde kullanim veya dil
degiskelerini igerecek bir igerigin olmasi anlayisma sahiptir. Ornegin, Ingiltere’de
Ingilizceyi korumakla sorumlu Kralige Ingilizce Topluluguna (Queen English Society) gére
dilbilgisi, hatalarin belirlenmesinde 6nemli rol oynar (Jones, Myhill & Bailey, 2013). Myhill
(2000), dilbilgisi 6gretimi konusunun genellikle politik veya ideolojik goriislere dayanan
kutuplara yoneldigini sdylemektedir. Ahlaki standartlarin azalmasi, diizen ve siyasi
otoritelere duyulan ihtiya¢c nedeniyle dilbilgisi 6gretiminin rasyonelligini kaybettigini
savunmaktadir.

Dilbilgisi sozciigli; dogru, iyi, koti gibi kavramlart ¢agrigtirir. Bir dilin veya
kullanicisinin yargilanmasina iliskin standartlar1 gosterir (Horarik, 2012). ABD’deki
dilbilgisi O0gretiminin tarihine bakildiginda, 1960’11 yillarda geleneksel okul dilbilgisi
tarihsel olarak diizgiisel kurallara ve diizenlenmis ingilizce standartlara dayandigindan her
kural veya sdyleyis i¢in tek bir “dogru” yolu tesvik eden bu gelenek elit bir politika olarak
algilanmistir. Olgiinlii dilin dilbilgisini temel alan anlay1s, ag1z kullanan 6grencilere yonelik
bir yargilama araci olarak goriilmiis, 6gretmenlerin ev dilinin mesrulugunu anlamasi
saglanmaya ¢alisilmistir (Kolln & Hancock, 2005).

Bununla birlikte dilbilgisi ile ilgili politik anlayis ve tartigmalarin farkh iilkelerde
ayni sekilde siirdiigii soylenemez. Ornegin; Almanya ve Hollanda’da dilbilgisinin
geleneksel anlamda ogretilmesi biiyiik bir ¢eliski olarak goriilmez, programlarin bir pargasi
olarak algilanir (Gelderen, 2006; Gelderen, 2010; Myhill & Watson, 2014;). Tiirkiye’de de
benzer bir durum s6z konusudur. Tiirkge 6gretiminin tarihine bakildiginda politik agidan
dilbilgisi ile ilgili 2005°e kadar u¢ noktalarda (igerik, yaklasim, model vb. agidan) pek bir
tartisma oldugu sdylenemez. 2005 teki programlarda dilbilgisi 6gretimi anlayis1 yeniden
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diizenlenmis, degistirilmis, ilkogretimde kural 6gretme anlayisinda kisitlama yoluna
gidilmistir fakat bu anlayigin uygulamaya ne kadar yansidigi tartismalidir (Anilan, 2014).

Dilbilgisi ile 1lgili politikalardaki aktdrlerden biri de uzmanlardir. Myhill ve Watson
(2014), ingilizce konusan iilkelerde ders programlarinda dilbilgisinin gramer savaslarina
dondiigiinii, bu tartigmanin politikacilarla profesyoneller ve profesyonellerin kendi
aralarindaki miicadeleden kaynaklandigini belirtmektedir. Bir bagska caligmada dilbilgisi
programlarinin tarihsel siirecte -dilbilgisi ile ilgili bir¢ok ¢aligma ve ¢aba olmasina ragmen-
dénemin politikasini olusturan uzmanlarinin goriisiine hizmet ettigi belirlenmistir (Clark,
2010). Tirkiye i¢in de aynt durum s6z konusudur, denilebilir. Tiirkiye’de egitim
programlarinin yeniden yapilanmasindan sonra 2000’li yillarin basindan beri dilbilgisi
ogretimi ile ilgili yapilan akademik c¢alismalar incelendiginde, bunlarin biiylik bir
cogunlukla resmi goriis olan yapilandirmaci anlayisin egemenligindeki uzmanlarin
goriisiine gore sekillendigi —arastirma sonuglarinda dilbilgisi 6gretiminin okullarda hala
geleneksel yontemle yiiriitiildiigiinin  belirlenmesine ragmen- sdylenebilir. Diinyada
dilbilgisi 6gretiminde uygulanan diger yaklagimlarin pek fazla tartisilmadigi, sezdirme
yoluyla dilbilgisi 6gretiminin sorunlara tek ¢6ziim olarak sunuldugu goriilmektedir (Gtines,
2013-a; Gilines, 2013-b; Anilan, 2014).

Politikacilar, uzmanlar ve halkin goriisii yaninda 6zellikle 6gretmen ve dgrencilerin
inan¢ ve algilarinin dilbilgisi 6grenmede ve smif i¢i uygulamalarda etkisinin oldugunu
gostermektedir. Watson (2015), Ingiltere’deki ortaokul 6gretmenlerinin dilbilgisi 6gretimi
lizerine inanc¢larini arastirdigi ¢alismasinda, 6gretmenlerin dilbilgisine yonelik inang¢larinin
smif i¢i davraniglarina ve uygulamalarina etki ettigini sdylemektedir. Giines (2013-b),
Tirkiye’de dilbilgisi 6gretimi ile ilgili aragtirmalarin bulgularinin kurallar1 ezberlemeye
yonelik oldugu, 6grenci psikolojisine dikkat edilmedigi ve bunun da ogrencilerin
dilbilgisinden korkmaya neden oldugunu sdylemektedir. Harris (1962: 51-52), 6grencilere
gore, dilbilgisinin demotive edici oldugunu ve anadili 6gretimindeki konular arasinda
popiilerlik siralamasinda en son sirada yer aldigini belirlemistir (Watson, (2015); dilbilgisi
O0gretiminde 6gretmenlerin inanglarinin sinif i¢i uygulamalar1 yonlendirmede 6nemli bir rol
oynadigini belirlemistir. Anilan’in (2014) ilkokul 6gretmenlerinin dilbilgisi 6gretimine
iliskin uygulamalarini belirlemeye ¢alisan arastirmasinin bulgulari; algi, inang ve tutumlarin
smif i¢i uygulamalarla iliskili oldugunu gostermektedir. Yarrow (2007), 6gretmen
adaylarinin  dilbilgisini kafa karistirict ve anlasilmasi zor olarak algiladiklarini
soylemektedir. Hanger ve Dilidiizgiin, (2022) de yaptiklar1 calismada 6gretmenlerin biiyiik
bir kisminin dilbilgisi 6gretimini 6nemli bulduklarini belirledikten sonra, 6gretmenlere gore
ogrencilerin dilbilgisi 6§renmeye yonelik olumsuz algilarinin bulundugunu sdylemektedir.
Akay ve Toraman (2015), ogrencilerin yabanci dil 6greniminde de dilbilgisine yonelik
tutumlarinin  stmif i¢i  etkinliklerinde, motivasyonlarinda, endiselerinde Ogrenme
deneyimlerini kullanmalarinda 6nemli yeri oldugunu belirtmektedir.

Dilbilgisinin I¢erigi ve Ne Oldugu

Alanyazinda dilbilgisi 6gretimi ile ilgili tartismalardan biri de dilbilgisinin ne oldugu
ve igerigiyle ilgilidir. Gergekten de neyin, ne kadar dgretilecegi ve taniminin ne olacagi

© 2022 Journal of Language Education and Research, 8(1), 166-206



193 Discussions about grammar teaching today

onemli bir konudur. Dilbilgisinin ne oldugu yalniz okulla baglantili degildir. Kapsam ve
tanimlamada dilbilim alaninda farkli bakis acilarinin rol oynadigi agikg¢a goriilmektedir. Bu
baglamda degerlendirildiginde yapisalc1 dilbilim, dilbilgisine farkli bir yonden bakarken
iiretici ve iglevsel dilbilim akimlarinda dilbilgisinin kapsami1 ve ne oldugu baska bir konudur.
Bazi1 modeller dilin tiim alanlarin1 kapsama alirken bazilar1 s6zdizimi veya bi¢imbilimini;
bazilan dilin kurallariyla ilgilenirken digerleri kullanim1 6n plana ¢ikarabilmektedir. Bir
kismi1 yazi dilini 6ncelikli kilarken bir digeri konusma dilini veya beyindeki soyut dilbilgisini
on plana ¢ikarabilmektedir.

Kuramsal boyutun yaninda dilbilgisinin ne oldugu ve kapsami farkli amaglar
acisindan da degiskenlik gosterir. SOyle ki okulda 6gretim amach dilbilgisinden mi, bir dilin
betimlenmesi veya kurallarini ortaya koyan bilimsel alanda mi1, yoksa kullanimdan m1 s6z
edilmektedir. Hartwell (1985), dilbilgisinin bes farkli anlama geldigini belirtmektedir:

1. Bir dilin sozciiklerinin daha biiylik anlamlar insa etmek ve yorumlamak igin
olusturduklar: oriintiiler kiimesi.

2. Resmi dili betimlemeye, incelemeye ve formiile etmeye ¢alisan dilbilimi alani.

3. Dilin nasil kullanilacagin1 belirten gorgii kurallar.

4. Okul dilbilgisi.

5. Stilistik dilbilgisi (diizyazi stilini 6gretmek i¢in kullanilan terimler ve kavramlar).

Giines (2013-b) de Cuq (2003)’un dilbilgisini dort grupta topladigini belirtmektedir:

1. Bir dili dogru konusmak i¢in olusturulan diizenleyici ilke ve kurallar biitiinii,

2. Bir dilin ilkelerini inceleyen egitsel etkinlikler, dogru konusma ve yazma sanatt,
3. Dilin ig islevleri {izerine gelistirilen bir teori ve ayni zamanda gdzlem araci,

4. Dile iliskin 6gretilecek aciklayici, stiregsel ve kosul bilgileri.

Ogretim amach dilbilgisi kavraminin altinda dilbilgisinin nigin, ne amagcla
ogretilecegi yatar. Giiniimiizde dilbilgisinin neden 6gretilecegi ile ilgili konu, dilbilgisinin
ogrencilerin dinleme, okuma, konusma ve yazma becerilerinin ve iist diizey diisiinme
becerilerinin gelistirmesinde katki koymasi beklentisi ile alakalidir (Giines, 2013-a; 2013-
b). Ancak bu anlayis kabul gorse de teoride ve uygulamada tam bir birliktelik saglanmis
degildir. Soyle ki, birincisi anadili becerileri gelistirilirken hangi bakis agisiyla bakilacak?
Ikincisi bu gerceklestirilirken hangi dilbilgisinden nasil, ne kadar yararlanilacak? Birinci
sorunun cevabi Bicim ve dogruluk ile ilgili kuralci dilbilgisi ve betimleyici dilbilgisi
tartismasini ortaya ¢ikarmaktadir. Oncesinde de belirtildigi gibi kuralc1 dilbilgisi bir iist dilin
degismez, dogru kurallarinin 6gretimine 6nem verir. Dilin nasil kullanilacagma dair kurallar
belirlenir ve dilbilgisine "dogru" ve "yanlis" kullanim penceresinden bakilir. Burada 6nemli
olan Ogrencinin yaptig1 hatalarin iist dil formuna gore diizeltilmesidir. Bu yaklasimda
O0gretim yontemi olarak ¢éziimleme ve ayristirma alistirmalari ve etkinliklerine 6nem verilir.

Betimleyici bir dilbilgisi, herhangi bir dilin miimkiin oldugunca dogru ve kapsamli
bir sekilde nasil kullanildigin1 anlatmay1 amacglamaktadir. Bu yaklasimda, herhangi bir dil
formunun iistiin statiisiinii almasi olasidir ve bu statiiyli almasinda dil dis1 sosyal ve tarihsel
faktorler onemli rol oynar. Dil hem yazili hem so6zli hatta kombine perspektiften
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incelenebilir (McDonagh & Wilkinson, 2007). Dilin degisik degiskelerinin (sosyal ve
bolgesel diyalektler) olabilecegi goz oniine alinir.

Ikinci sorunun yaniti, hangi dilbilgisinin ne kadar dgretilecegi ise farkli teorik
yaklagimlara gore de farklilik gostermektedir. Ornegin; geleneksel dilbilgisi, yeni dilbilgisi,
dil farkindalig1 (language awareness), liretken doniistimlii dilbilgisi bu konulara farkli
yaklagsmaktadir. Dolayisiyla dilbilgisi altinda yatan anlayis, igerigi ve kapsami
etkileyecektir. Ancak giiniimiizde dilbilgisi 6gretiminde igerikle ilgili uzmanlarin genel
goriisii sadece kurallarin betimlendigi, bunlarla ilgili alistirma ve etkinliklerin yapildig: bir
dilbilgisi yerine, dilbilgisinin sadece edebi eserlerden degil, islevsel olarak yasamdaki dilin
dilbilgisinin 6gretilmesi, climle, sdzciik analizi vb. yaninda kiiltiirel ve sosyal farkliliklarin
dile yansimasi, dil tiirleri, yabanct dil 6gretimi ile karsilastirmay1, dil kullanimini igine
almas1 gerektigi seklindedir (Hudson & Walmsley, 2005; Gelderen, 2006; McDonagh &
Wilkinson, 2007; Paterson, 2010; Yarrow, 2007; Cosson, 2007; Giines, 2013-b; Fontich &
Camps, 2014).

Gelderen (2010: 112), dilbilgisi 6gretiminde icerik ile ilgili olarak genelde birinci
olarak dilin direkt sézciikk ve climle kurallarinin 6gretimine yonelik formal perspektif
(formal perspective), ikinci olarak baglami ve baglam digin1 da dikkate alarak dilin sozciik
ve climlelerinin anlaminin 6gretildigi semantik perspektif (semantic perspective) ve li¢lincii
olarak iletisimsel baglamda dilin kullanim islevlerine yonelik pragmatik perspektif
(pragmatic perspective) olmak tizere {i¢ tiir perspektifin egemen oldugunu belirttikten sonra,
bunlarin dil hakkinda bildirimsel bilgi (declarative knowledge) ve yordama bilgisine dayali
olmak tizere iki sekilde siniflanabilecegini sdylemektedir.

Dilbilgisi 6gretiminde igerik ile ilgili bir diger sorun terimler ve tanimlamalarla
ilgilidir. Bu sorunlar su sekilde 6zetlenebilir:

1. Tanim ve terim farkliliklari,
2. Terim ve tanimlarin ne olacagi ve sayisi,
3. Terim ve tanimlarin nasil 6gretilecegi.

Tanilama ve terim farkliliklar1 dilbilgisi betimlemesiyle ve modeli ile de ilgilidir.
Dilbilgisi 6gretiminde temel almman dil yaklagimmin terim ve tanimlar1 egitime de
yansimaktadir. Ornegin gelenekselci, yapisalci, iiretken doniisiimlii dilbilgisini temel alan
programlar kendi temel ve anlayislarina gore tanimlamaya gider. Tiirkiye’de ise geleneksel
Tirk dilbilgisi alaninda bile terim ve tanim birlikteligine varilamadigindan geleneksel
dilbilgisi 6gretiminde bile birtakim ayrigsmalar ortaya g¢ikmaktadir. Bunun yansimalari
egitimde de goriilmektedir. Tanimlama ve terim farkliliklar1 dilbilgisi betimlemesiyle ve
modeliyle ilgili olmasina ragmen geleneksel anlamdaki 6gretimde bile bir uzmanin sifat
tamlamasi1 dedigine bir digeri takisiz ad tamlamasi diyebilmekte ve bu degisik donemlerde
programlara farkli bigimlerde yansiyabilmektedir (Pehlivan, 2003). Hatta okullardaki
dilbilgisi dersini verecek Ogretmeni yetistiren programlarda dilbilgisi betimlemesi ile
MEB’in dilbilgisi betimlemesi birbiriyle uyusmayabilmektedir (Pehlivan, 2003; Bulut,
2014).
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Bunun yaninda 6zellikle ilkdgretimde kag¢ tanim ve terimin yer almasi gerekliligi de
ayri1 bir sorun olarak ortaya ¢ikmaktadir. Sezdirme yoluyla dilbilgisini 6gretenler tanim ve
terim sayisinin minimum tutulmasindan yanadir. Belirtik yolla 6gretimi savunanlar daha ¢ok
terim ve tanimlarin verilmesini savunurlar. Terim ve tanimlarin nasil 6gretilecegi konusu ise
dilbilgisi 6gretme yaklasimlar: ile ilgilidir. Ancak burada su sdylenebilir: Giliniimiizde
dilbilgisi 6gretiminin geldigi asamada, okullardaki dilbilgisi 6gretiminde dilbilgisi
terimlerinin kapsamli tanimlarinin verilmesinin degil, dilbilgisi kurallarinin islevlerinin
baglamla birlikte 6gretilmesinin egemen oldugu bir anlayis s6z konusudur.

Dilbilgisi Ogretme Yaklasimi

Tarihsel siirecte dilbilim ve egitimbiliminde dilbilgisinin 6gretme yaklasimu ile ilgili
de cesitli goriigler ortaya atilmigtir. Dilbilgisi 6gretimiyle ilgili farkli 6grenme yollarinin
olmast nedeniyle dilbilgisi kavrami gibi dilbilgisi 6gretimi yaklasimi da net olarak
belirlenememistir. Dilbilgisi 6gretimiyle ilgili alanyazinda birgok yaklasim olsa da bunlar1
genel olarak iki baslk altinda toplamak miimkiindiir. Bunlardan birincisi dilbilgisinin
belirtik bir anlayisla 6gretilmesi (explicit learning), ikincisi ortiik yolla dilbilgisi 6gretimidir
(implicit learning). Bununla baglantili diger konu ise dilbilgisinin 6gretiminin tiimevarimla
mi1, yoksa timden gelimli bir anlayisla mi, yapilacagidir. Aslinda dilbilgisinin hangi
yaklagsimla 6gretilecegini belirlemek i¢in anadili ve yabanci dil edinimi ile ilgili kuramlara
bakmak gerekir. Bazi yazarlar dil 6grenmek i¢in kurallarin belirtik bir anlayisla yani acikca
verilmesi gerektigini savunurken digerleri 6gretimde bireyin anadili edinim siirecini
izlemeyi onermektedir (Krashan, 1981; Ellis, 2006; Ellis, 2015:; Rebuschat, 2015).

Belirtik 6grenme ya da agik yolla dilbilgisi 6gretimi dilin kuralarmin dogrudan
ogretimine dayanir. En bilindik belirtik 6grenme yontemi geleneksel dilbilgisi yaklasimidir.
Ancak gilinlimiizde belirtik gramer 6gretimi sadece geleneksel yaklasimla agiklanamaz.
Bugiin belirtik bilgiden kastedilen geleneksel dilbilgisi 6grenmenin disinda bir seydir.
Geleneksel dilbilgisi 6gretiminde de belirtik yolla 6gretim esastir, dilin kurallarinin
dogrudan ogretimine dayanir. Ancak alanyazin tartismalari incelendiginde giiniimiizde
geleneksel yaklagimin akademik kesimler tarafindan kabul gérmedigi sdylenebilir (Hudson
& Walmsley, 2005; Gelderen, 2006; Fontich & Camps, 2014). Geleneksel dilbilgisi
ogretimi; Ogretilen dil kurallarinin soyut kalmasi, islevsel olmamasi (McDonagh &
Wilkinson, 2007) ve dolayisiyla dil kullanimina yansimamasi, dilin kiiltiirel 6gelerini
gormezden gelmesi, yabanci dil 6gretimine katkisinin az olmasi, 6grencinin dil gereksinimi
ve kullanimindan uzak 6grenme sunmasi, 6grencinin tutumlarini olumsuz yonde etkilemesi
nedeni ile modern bilisiistii belirtik dilbilgisi 6gretiminden farklilasir (Gelderen, Couzijn &
Hendrix, 2000). Ayrica geleneksel dilbilgisi 6gretimi dile bir sistem agisindan bakmaz. Dili
biitiinciil bir sistem iginde analiz etmez. Carter (1990: 104-107) geleneksel dilbilgisi
ogretiminin eksiliklerini su sekilde 6zetlemektedir:

1. Dilbilgisel formlar1 genellikle ayrik ogeler olarak gercgek, verimli kullanimi olmadan
tanimlama ve siniflandirma,

2. Meta dilbilgisi de dahil olmak tizere dilbilgisel olgular1 sayisiz alistirmalar ve aktarim
yoluyla 6gretim ve ¢éziimlemeye dayali siireg,
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3. Akademik olarak basarili 6grencilere uygun, bilissel olarak yazma yetenegini
gelistirmeyen zor yontemler (Allford, 2003).

Gilintimiizde belirtik 6gretimle kastedilen; bir dilin yapisal, anlamsal ve kullanimi ile
ilgili bilesenlerinin ve insan yagaminda dilin oynadig1 roliin 6grenciye agik¢a 6gretilmesidir.
Belirtik bilgi, dil ve dilin kullanimi hakkindaki bildirimsel bilgidir. Belirtik dilbilgisi
ogretimi, dil bilesenini verimli ve dogru bir sekilde kullanabilmek i¢in dilbilgisi kurallarimi
amaca uygun olarak 6grenmeyi isaret eder (Ling, 2015). Belirtik dilbilgisi dgretiminde,
ogrencilerin Ogrenilen kavramlarin nasil uygulanacagini agiklayan bilisiistii dil ve agik
kurallara ihtiya¢c duyduklar1 varsayimindan hareket edilmektedir (Gelderen, 2010: 111).
Bilisiistli dilbilgisi araciligtyla 6grencinin gereksinimi ve dili kullanmada neyin 6nemli
oldugu 6nem kazanmistir. Belirtik veya agik bilgi dilin sessel, sozciiksel, bicimsel, soz
dizimsel kullanim ve sosyo-elestirel 6zellikleri hakkindaki agik bilgiyi ifade eder.

Bilisiistii dilbilgisi 6grencilerin dili kullanmasi i¢in dilin kurallarinin ve islevlerinin
acik bir sekilde Ogrencilere gdsterilmesi esasina dayanir. Dil hakkindaki bilginin (meta
dilbilimsel bilginin) insanin kavramlastirma siireci ile ayni sekilde ele almmas1 gerektigi
vurgulanmaktadir. Dil araciligi ile insanlar diinyayr algilamayi, dilden olusan
kavramsallastirma yetenegini gelistirler (Fontich & Camps, 2014: 605). N. Ellis’e (2015:
14) gore bu acik bellek benzesim siirecleri araciligiyla yeni dilsel ifadelerin bilingli
yapilandirilmasinda da kilavuzluk eder. Formiiller, kaliplar, alistirmalar ve pedagojik
dilbilgisi kurallarinin 6gretiminin tiimii, daha sonra ortiikk 6grenmenin olusturulmasina
katkida bulunur. Bu anlayista;

1. Dilin konusma ve yazmadaki kullanim1 6n plana ¢ikarilmali,

2. Sadece edebi metinlerle yetinilmeyip her tiirlii metin 6gretimde ele alinmall,

3. Kuralc1 degil, tanimlayici dilbilgisi 6gretilmeli,

4. Kurallar sezdirme yoluyla degil, belirtik (acik) olarak ogretilmelidir (Hudson &
Walmsley, 2004; Gelderen, 2006).

Gliniimiizde biligtistii dilbilgisi kavrami psikodilbilim ve egitim alaninda farkli
adlarla anilmaktadir. Alanyazinda bilisiistii dilbilgisi ile ilgili olarak daha cok belirtik
dilbilgisi (expilicite grammar), dil hakkinda bilgi (knowledge about language), dil
farkindalig1 (language awareness), bicim odakli dilbilgisi (focus on form) terimleri
kullanilmaktadir. Bu c¢alismada modern anlamda belirtik dilbilgisi 6gretimi i¢in dil
farkindalig1 ortaya konmaya ve Tiirkiye’de anadil egitiminde uygulamada pek bilinmedigi
icin agiklanmaya calisilacaktir. Dil farkindaligi en basit sekilde dil hakkinda agik bilgi, dil
ogrenimi, dil 6gretimi, dil kullaniminda bilingli alg1 ve duyarlilik olarak tanimlanmaktadir
(Association for Language Awareness). Halliday’in kuramina dayanan dil farkindalig:
sistematik ve islevsel dilbilimi temel almaktadir. Halliday’e gore 6gretimde yapilardan ¢ok
islevlere, s6zdiziminden ¢ok anlama, belirli kurallardan ¢ok esnek bir yap1 olarak dile ve
climleden ¢ok metin odakli dilbilgisine gereksinim vardir. Bu yaklagim; islevsel amacli meta
dil sunmasi, 6grencinin sozciik seviyesinden metin seviyesine kadar anlam tiizerinde
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konugmasi, tartismasi ile geleneksel anlamdaki dilbilgisinden farklilasir (Jones & Chen,
2016).

Glinliimiizde alanyazinda birgok yazar geleneksel dilbilgisinin Ogrencinin dil
ihtiyacini karsilamadigi, dolayisiyla buna alternatif olarak dil farkindaligini -bu goriise karsi
olanlar olsa da- temel alan bir yaklagimin uygulanmasi gerektigini ileri siirmektedir. Zaten
dil farkindaliginin ortaya ¢ikis noktasi da anadili ve yabanc1 dil 6gretimindeki basarisizlik
olarak goriilmiistiir (Hudson & Walmsley, 2005). James and Garrett (1992), dil hakkinda
bilginin uygulanmasini hakli kilan bes ana alandan s6z etmektedir:

(1) Duyussal alan: tutum olusturma, motivasyon ve merak gelistirme;

(i1) Sosyal alan: ¢ok dilli/gok kiiltiirlii baglamlarda sosyal uyumu tesvik etmek;

(ii1) Gtig: bireyin dil kullanimiyla ilgili bask1 ve manipiilasyonlardan kurtarilmas;

(iv) Biligsel alan: ozellikle dil 6grenme ve kullanimi ile ilgili olarak dilsel ve genel
becerilerin gelistirilmesi,

(v)Performans: etkili bir dil yeterliligi gelistirme.

Dil farkindaliginda;

1. Dil birbiriyle ilintili bilesenlerden olusan bir sistemdir.

2. Dil duragan degil, degisen bir olgudur.

3. Dil bir anlamlandirma stirecidir.

4. Dil sadece yapisal degil, kullanim agisindan da agiklanmalidir.

5. Ogrenci dilin i¢inde bulundugu toplumsal ve kiiltiirel baglamin ve dil gesitliliginin
farkinda olmalidir.

Dil farkindaliginda oncelikle dile birbiriyle ilintili bir dizge olarak bakilmaktadir.
Bu dizgede dilin yapisi, anlami ve kullanimi i¢ i¢edir. Dil anlamlarin yaratildig: bir sistem
olarak goriilmektedir. Bu yaklasimda dil duragan bir olgu olarak degil, degisen bir sistemdir
ve bu degisim Ogrenciye gosterilmelidir. Ciinkii anlamlandirma da bu degisimin
goriilmesiyle somutlasir. Ayrica dil incelemesinde anlamlandirmanin nasil gergeklestirildigi
ogrenciye acik bir sekilde gosterilmelidir. Dolayisiyla dilbilgisi 6gretiminde tanimlamaya
yonelik etkinlik ve baglam dis1 6gretimden kaginilmali, dile i¢ ige gecen, birbiri ile ilintili
bir sistem olarak yaklasilmalidir (White, 2000).

Dil farkindaliginda amag, 6grencinin dilin isleyis diizeninin bilingli olarak farkinda
olmasidir. Ogrenci etkili bir dil kullanicis1 olabilmek i¢in dili dogru analiz edebilmeli ve
betimleyebilme yetenegine sahip olmalidir. Dil farkindaligi 6grencilerin dili kullanmasi igin
dilin kurallarinin ve islevlerinin acik bir sekilde 6grencilere gosterilmesi esasina dayanir.
Donmall'e (1985) gore, dil farkindaligi dilin dogasinin ve insan yasamindaki roliiniin bilin¢li
olarak farkinda olunmasmma dayanir. Denilebilir ki dil farkindaligi diller arasindaki
iligkilerin, ¢ocuklarin dil gelisiminin, sosyal iligskilerin dogasinin, kisilik ve dil tercihinin,
bireysel ve sosyal iki veya c¢ok dilliligin, dil degiskelerinin, sosyal kontrolde dil
kullaniminin, anadil ve yabanci dil 6gretimine katkinin dikkate alinmasmi igermektedir
(Locke, 2010: 9-11). Carter'a (1994) gore dil farkindaligi,
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1. Dilin 6zelliklerinin farkinda olmayi,

2. Dilin kiiltiir icindeki yerinin farkinda olmayi,

3. Kullanilan dil formlar1 hakkinda bilingli olmayi,

4. Ideoloji ve dil arasindaki iliskilerin farkinda olmay1 igermelidir (Akt. Locke, 2010:
12).

Yukaridaki aciklamalar dikkate alindiginda dil farkindaligi sayesinde &grenci
oncelikle dilin isleyis diizeninin ve kullaniminin farkinda olmaktadir. Dolayisiyla geleneksel
dilbilgisi 6gretiminden farkli olarak dilin islevlerini ger¢cek yasamla baglantili ve bilingli
olarak 6grenmektedir. Bu da dil hakkinda konusarak ve tartisarak yapilmaktadir. Dil
hakkinda tartisma 6grencinin elestirel diisiinme yetenegine de katki saglamaktadir. Bununla
birlikte dil farkindalig1 sayesinde 6grenci dilin kiiltiirel ve buna bagl kullanim boyutunu da
igsellestirmektedir. Ogrencinin kiiltiirel ve sosyal agidan farkli kullanimlara dikkati
cekilerek bunlar tlizerinde tartisma yoluyla farkli dillerin ve dil tiirlerinin (agizlar, ¢ok
kiiltiirliilik vb.) oldugunu, bunlarin kullanim alanlarii 6grenerek kiiltiirel farkliliklara kars:
olumlu tutum gelistirebilecektir. Kendi dil kurallarinin, isleyisinin ve farkli dillerin degisik
isleyis diizeninin oldugunun farkindaligi yabanci dil dgretimine de katki saglamaktadir.
Uygulamada dilin yazimimi1 (imla), sozcilik sesletim diizenini, anlamsal goriiniisiini ve
kullanim durumunu ezberlemeden isleyisinin bilingli olarak farkinda olan 6grenci; baska bir
dil O6grenirken ayni veya benzer siireglerin farkina varmakta, boylece dil 6grenme
mekanizmasmi bilingli ¢alistirabilmektedir (Gelderen, Couzijn & Hendrix, 2000).

Dil farkindaligina dayanan dilbilgisi 6gretiminin igerigi, dili degisen bir olgu olarak
gormekte, dile onun sosyal ve kiiltiirel elementlerini de i¢gine alan ses, yap1, anlam, kullanim
alanlarindan olusan sistematik bir yapi1 olarak bakmaktadir. Bu igerikte yazim, resim,
fotograf vb. gorsellere de anlam tasiyicisi olarak yer verilmektedir. Coziimlemede kisisel,
sosyal ve kiiltiirel baglami gdsteren ciimle ve metinler kullanilmaktadir. Dilbilgisinin bu
baglamlardan kopuk duragan, sikici ve anlamsiz ¢oziimlemelerinin hi¢bir anlam1 yoktur.
White (2000), dil farkindaligini temel alan bir dilbilgisi 6gretiminin birbiriyle ilintili alt1
boliimden olusmast gerektigini ileri siirmektedir: yazi bilmi, sesbilim, bigimbilim,
s0zdizimi, anlambilim, edimbilim. Modelde dilin kisisel, sosyal ve kiiltiirel boyutu bu
gruplamanin i¢ine yedirilmistir.

Dilbilgisi 6gretimi ile ilgili 6gretmen, O6grenci, smif i¢i uygulamalar, dlgme
degerlendirme sistemi (6rnegin merkezi smavlar) etkilidir, ancak bu faktorlerden en
onemlisi programlar ve bunun altinda yatan felsefedir (Anilan, 2014). Dil farkindaligiyla
ilgili ¢esitli lilkelerde farkli 6gretim programlari ve uygulamalar olsa da genelde kapsam
yukarida belirtilen konular iizerine yogunlagmaktadir. Buna ornek vermek gerekirse,
Hollanda’da 1993 te dil farkindalig1 yaklasimina gore gelistirilen ilkogretim anadili egitimi
programinda dil farkindalig1 5 kategoride sunulmustur. 1. Dilin sesleri ve yapisi, 2. Cesitli
metinler ve dilin kullanimi, 3. Dil degiskeleri, 4. S6z varligi ve 5. Sozciik siniflamalart ve
ciimle ¢dziimlemeleri (Gelderen, Couzijn & Hendrix, 2000). Yine ingiltere’deki ilkdgretim
programi da benzer icerigi destekleyecek sekilde olusturulmustur (Paterson, 2010; Clark,
2010).

Avusturalya’daki ilkogretim anadil programi edebiyat, okuma-yazma ve dil
farkindalig1 olarak tice ayrilmis, dil farkindaligi boliimiinde dilin yapis1 ve anlamlandirma
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siirecine kullanim, toplumsal ve kiiltiirel agidan bakilmistir (Horarik, Love & Horarik,
2018). Hawkins (1984), “Dil Farkindalig1i” (Language Awareness) adli kitabinda dil
farkindaligina dayali programin yararlarini sdyle siralamaktadir:

(i) Ogrencileri dil hakkinda tartismaya ve soru sormaya tesvik etmek,

(ii) Ogrencinin merak ettigi dil kokeni, dilde degisme, agizlar, 6diingleme vb. sorulara yanit
bulmasini saglamak,

(iii) Tk gretim ile ortadgretimde dil dgretimi agisindan kdprii olusturmak,

(iv) Dil egitiminin farkli yonleri arasindaki boslugu kapamak (Ingilizce/yabanci diller ve
azinlik dilleri arasinda).

(v) Dilsel gesitlilige saygiy1 gelistirmek ve dile yonelik 6nyargilar1 azaltmak,

(vi) Ogrencilere dil kaliplarini analiz etme ve karsilastirma becerisini kazandirarak yabanci
dil 6grenme yetenegini gelistirmek,

(vii) Yazim geleneklerini karsilastirarak yazimi ve yazili-sozIii dil ayrimini anlamay1
saglamak.

Gilintimiizde belirtik 6grenmenin diginda oldukga tartigilan bir anlayis daha vardir.
Bu anlayis, dilbilgisinin oOrtiik 6gretilmesi esasina dayanir. Bu anlayisin ¢ikis noktasi
bireylerin anadil edinimini temel almasidir. N. Ellis (2015), anadili ediniminin belirli bir
O0grenme amaci olmadan oOrtiilk olarak gergeklestigini vurgulamaktadir. Anadil edinimi
sirasinda ¢ocuk, dil kurallarin1 6nce bilingsiz olarak 6grenir ve bunu bilingli hale getirdikten
sonra farkli durumlara uygular. Ancak Ellis’in dil ediniminin belirtik 6grenme ile daha
hizlandirilabilecegini savundugunu burada belirtmek gerekir. Richards ve Schmid (2010:
274) ortiik bilgiyi agik¢a sOylenmemis, sezgisel bilgi, insanlarin (davraniglari, dilbilgisellik
hakkindaki yargilar1 vb.) sezgisel olarak sahip olduklari, ancak ifade edemedikleri bilgi
olarak tanimlar. Bu anlamda oOrtiik bilgi, sozellestirilebilen agik bilgi ile tezat olusturur.
Gelderen (2006) belirtik dilbilgisi 6gretiminin —ister geleneksel, ister kuralin farkina varma
olsun- ogrencilerin dil kullanimlarina bakildiginda ise yaramadigini, bunun yerine Ortiik
yolla dilbilgisi 6gretimini savunmaktadir. Yazar, Hollanda dilinde kii¢iiltmenin bes ayr
formu bulundugunu ve bunlarin okulda 6gretilmemesine ragmen ¢ocuklar tarafindan diizgiin
kullanildigina dikkat cekmektedir. Ortiik dilbilgisi bilgisi bilingsiz ve islemseldir, yalnizca
acik hale getirilirse sozlii olarak ifade edilebilir. Ortiik 5grenmenin hizli ve kolay erisilebilir,
akici iletisimi sagladig1 diistniiliir (Ellis, 2006). Burada islemsel bilgi bilingli olarak
bilinmeyen bilgi anlaminda kullanilmaktadir (Richards ve Schmid, 2010: 156). Wong
(2004), deneysel calismasinda, belirtik bilginin 6grenciler tarafindan daha hizli islenip
islenmedigini ve bunun onlarin daha hizli yanit vermelerine katkisini aragtirmis, kontrol
grubuyla deney grubu arasinda belirtik 6gretim agisindan fark olmadigini ortaya koymustur.
Tek basina belirtik bilgi alan deney gruplarinin, yorumlama ve iiretim testlerinde bir basarisi
yoktur. Belirtik Ogrenmenin yerine Ortiilk Ogrenmenin temel alinmasi gerektiginin
savunucularindan Krashen’e (1981) gore, belirtik dilbilgisi 6gretimi dil yapilarini
kullanmada yeterli degildir. Dil, hakkinda yap1 bilgisi verilerek gelistirilemez. Bilgi ile
edinim beyinde farkli sistemler olarak var olduklarindan, bu iki bilgi tiirli arasinda higbir
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baglant1 yoktur. Dil 6grenme bir edinim siirecidir, zaman ve hazir oluslulugu gerektirir
(Krashen, 1981).

R. Ellis (1994: 355-356), iki tiir ortiik bilgi oldugundan s6z eder. Bunlardan birincisi
“hazir dil pargalar1” olarak adlandirdigi kaliplasmis bilgi ve kural tabanli bilgi, bir digeri ise
icsellestirilmis, genellestirilmis ve soyut yapilardan olusan bilgidir. Ortiilk dgrenme ve
belirtik 6grenmeye bagli olarak tartisilmasi: gereken bir durum da dilbilgisi 6grenmede
timevarim ve tiimdengelim yontemidir. Tiimevarim ydnteminde 6grenci dnce dilbilgisi
kuralyla ilgili 6rneklere maruz kalmakta, sonrasinda kuralla ilgili kendisinin bilisiistii
genellemeye gitmesi beklenmektedir. Sonugta ise kural agik¢a ortaya konabilir veya
konmaz.

Ogrenme biling disidir.  Ogretimde bigimden ¢ok anlama ve akicihga
odaklanilmakta, dilin iletisimdeki fonksiyonlarma onem verilmektedir. Buradaki temel
amag O0grencilerin dilbilgisi kurallarinin ne oldugunu, dil 6gelerinin islevsel ve iletisimsel
amaglar1 gerceklestirmedeki roliinii anlamaktir. Dilbilgisi 6grenirken baglam 6nemlidir ve
metin temelli yaklagim temel alinir (Pongpairoj, 2004; Uyumaz & Bayat, 2020: 259-280).

Tiirkiye’de de dilbilgisi 6gretimindeki anlayisa gore ozellikle metinlerden hareketle
dil bilgisinin sezdirme yoluyla &gretilmesi, bir baska deyisle dilbilgisi 6gretiminde
metinlerden, Orneklerden hareketle kurala tiimevarimla varilmasi temel almir. Elbette
Tirkiye’deki uygulamada tiimevarim yolu temel alinsa da uygulamada timdengelim
tamamiyla reddedilmemektedir. Giines (2013-a), sezdirme yoOntemini agiklarken, “Dilin
yapistyla ilgili bilgiler, islemler ve kurallar 6grencilere sozel bilgiler gibi aktarilamaz.
Ogrenciler onlar1 tipki bilimsel bilgiler gibi cesitli deneysel tipteki etkinliklerle kesfederler.
Bu siiregte dilin islevlerini ve genel kurallarini anlamaya calisirlar. Bu islemler timevarim
modeliyle birlestirilir ancak tiimdengelimli diisiinme de hissettirilir” demektedir.

Tlimevarimin karsiti timdengelim yonteminde ise 6grenciye dil yapisi hakkinda
bilgi agik¢a sunulur ve 6gretim bilingli ve sistematiktir. Dilbilgisi yapisinin 6grenciye agikca
sunulmasindan sonra olay durum ya da 6rneklere gecilmektedir (Giines, 2013-b). Ancak
gliniimiizde dilbilgisi 6gretiminde tiimevarim mi, timdengelim yaklasimi mi1 kullanilmali
cok net degildir. Baz1 arastirmacilar tiimevarim yontemimin basarisindan so6z ederken,
digerleri tiimdengelim yonteminin yararini savunmaktadir (Ellis, 2006).

Sonug olarak giiniimiizde gerek ortiik gerekse belirtik 6gretim ile ilgili farkli savlar
hala tartisilmakta, dil 6grenmenin dogasina iligkin ¢alismalar devam etmektedir. Kimi
arastirmacilar ortiikk 6gretim, kimi arastirmacilar da belirtik 6gretimin lehine savlar ortaya
koymaktadir. Bununla birlikte her iki savin da yanitlamasi1 gereken sorular hala varligimi
sirdiirmektedir. Hulstijn (2015: 25-46), giiniimiizde dilbilgisi 6gretiminin dogasini
aciklamada ortaya atilan savlarin delillerinde yetersizlikler oldugunu vurgulamaktadir.
Dilbilgisi 6gretimi agisindan dilin karmasikliginin, ¢ocuklarin okulda bazi dil formlarin
ogrenmeden kazanamadiklarinin, dili edinmede bireysel farkliliklarin oldugunun, beynin
karmasikliginin, 6grenme ile ilgili teorilerin gercegi farkli gérmesinin vb. bu konuda etkili
oldugunu belirtmektedir. Tim bunlarin yaninda oOrtiilk ve belirtigin yerine gore
kullanilabilecegini belirten yaklasim da s6z konusudur. Derewianka (2012), iki yontemin
yerine gore birlikte kullanilacagi bir yaklagimi benimsemenin daha uygun olacagini
soylemektedir. Belirtik bilgi ile ortiik 6gretim bir arada kullanildiginda daha mi1 faydali olur,
sorusunun yanitini, belki de arayiiz hipotezinde (interface hypothesis) aramak gerekir. Bu
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hipoteze gore li¢ durum s6z konusudur. Arayiiz yoktur savinda agik ve ortiik bilgi farkhidir,
belirtik bilginin ortiik bilgiye doniistiiriilmesi s6z konusu degildir. Arayiiz vardir savi ise
ogrencilerin ¢ok miktarda iletisimsel uygulama firsat1 varsa agik bilginin Ortiik bilgi haline
geldigini savunmaktadir. Bir diger sav ise zayif arayiiz savidir. Zayif arayiliz savinda
ogrencinin hedeflenen 6zelligi edinmeye hazir olmasi ve bir dizi temel edinimsel siireci fark
etmesi durumunda acgik bilginin Ortiik bilgiye doniisebilecegi iddia edilmektedir (Ellis,
2006). Pongpairoj (2004), iki yaklasim ortak kullanildiginda, belirtik 6gretme yaklagimi
ogrencinin belirli bir dilbilgisi yapis1 ile ilgili farkindaligin1 artirirken Ortiik yaklagimin
ogrenciyi iletisimsel metinlerde bi¢imin nasil kullanilacagini anlamaya tesvik edebilecegini
vurgulamaktadir.
Ogretim Programlarinin Yapisi ve Dilbilgisi

Ogretim programlari, 6gretimde kullanilan yontem ve teknikler, arag ve geregler,
ogretmenin plan, uygulama ve degerlendirme stratejileri de etkili dilbilgisi dgretiminde
onemli rol oynamaktadir (Anilan, 2014). Programin bagli oldugu felsefe ve bunun bagh
oldugu 6grenme 6gretme ve degerlendirme yaklagimlari dilbilgisi 6gretiminde etkindir. Bir
diger dnemli nokta da program tasarimi modelidir. SOyle ki daimicilik, esasicilik, yeniden
kurmacilik, ilerlemecilik egitim felsefelerinden birine temel olan programlarin dilbilgisi
ogretimine bakis acilar1 degisiktir. Ornegin daimicilik felsefesini temel alan programda
dilbilgisi 6gretiminde dogruluk, tek ve degismez 6l¢iinlii yazi diline dayali bir yap1 egemen
olacaktir. Yine ilerlemecilik felsefesine dayali bir programda dilbilgisi 6gretimi yasamla
baglantili, dilin islevsel yonlerinin 6n plana ¢ikacagi bir yapt sunmalidir. Bununla birlikte
program tasarimi modelleri de dilbilgisi 6gretimine etki edecektir. Konu merkezli bir
programla, hedef merkezli veya yetkinliklere dayali bir programda dilbilgisinin igerigi,
ogretme ve degerlendirme yaklagimlariyla uygulamada sundugu olanaklar farkli olacaktir.
Bu konu 6rnegin Tiirkiye 6l¢eginde degerlendirildiginde 2000’li yillardan beri uygulanan
yapilandirmacilik anlayisi, programlardaki dilbilgisi 6gretimine de yansimistir. Dilbilgisi
ogretiminin dil sorunlar1 ve diisiince gelistirme amach anlayisi, igerikte az, sezdirmeye
dayali, tiimevarimli bir yolun izlenmesi 6nerilen anlayisin yansimasidir.

Gelderen (2006) dilbilgisi 6gretiminde programlara bakildiginda iki tiir programdan
s0z eder: Rastlantisal program ve sistematik program. Sistematik programda dilbilgisi ile
ilgili icerik belirli bir sistematikle verilir. i¢erigin nasil verilecegi de sarmal veya dogrusal
olarak Onceden belirlenmistir. Dilbilgisi 6gretimine daha ¢ok belirtik dgretim goziiyle
bakilir. Rastlantisal programda ise dilbilgisi 6gretimi ile ilgili sistematik daha esnektir.
Konular baglama gore gerceklesir. Ogretimde daha ¢ok sarmal bir icerik ve tiimevarim
yontemi 6n plana ¢ikmaktadir. Dilbilgisi 6gretimi dil sorunlarini ¢6zmeye yonelik olmalidir.

Diinyada gelinen noktada resmi program ile uygulanan program arasinda farklar
oldugu birgok tilkede goriilmektedir. Bu ayrimin iki temel nedeni vardir. Bunlardan birincisi
programin altinda yatan kuramsal anlayisin uygulamada iyi anlagilmamasi veya kuramin
uygulamada gegerli olmamasidir (Mulder, 2011; Fontich, 2014; Milian, 2015; Coppen &
Rijt, 2017; Myhill, 2018; Benzer, 2019; Rijt, Swart & Coppen, 2019). Bir digeri ise bu
kuramsal anlayisin politika, akademisyenler, 6gretmenler, basin ve aileler arasindaki inang
faklari nedeniyle (Borg, 2003; Devos & Vooren, 2014; Crystal, 2017; Boivin, 2018; Horarik,
Love & Horarik, 2018; Benzer, 2019;) resmi programin kagit iistlinde kalmasidir. Bunun
sonucu olarak hem uygulamada hem de Ogretim materyallerinde programa uygunluk
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saglanamamakta, uygulamada geleneksel anlayis hala dilbilgisi 6gretiminde yerini devam
ettirmekte ve degistirilememektedir (Couzijn & Hendrix, 2000; Fontich & Camps 2014;
Gelderen, Hlebec, 2017; Rijt, Swart & Coppen, 2019).

Sonug¢

Dil o6gretiminin en eski tartisma konularindan biri olan dilbilgisi 6gretimi
tartigmalari, giiniimiizde de giincelligini korumaktadir. Tartigmalar dilbilgisinin ne oldugu
ve igerigi, Ogretiminde nasil bir Ogrenme yolunun izlenmesi gerektigi {izerinde
yogunlagsmaktadir. Bununla birlikte dilbilgisi 6gretimi politikasi ile uygulama tutarsizligi,
program yaklasimi, uygulama ve degerlendirme yaklagimlar1 dilbilgisi 6gretiminde hala
tartismanin odagidir (Crystal, 2017). Bu tartigmalara Ogretmenlerin mevcut uygulama
hakkindaki bilgisi de eklenebilir (Borg, 2003). Ancak burada su belirtilmelidir ki tarihsel
stirecte dilbilgisinin dil 6grenmenin amaci olarak Ogretilmesinden dilin islevlerine
odaklanarak okuma, yazma, dinleme ve konusma becerileriyle ¢ocugun diisiinme
becerilerine katki saglamaya yonelik bir evrilme s6z konusudur. Giiniimiizde hi¢ kimse artik
dilbilgisi 6grenme ile dil 6grenmeyi es tutmamaktadir. Bununla birlikte herkes islevsel bir
dilbilgisinden bahsetse de bu tiir 6gretimin ne oldugunun net olmadig1 yoniinde goriisler
vardir (Crystal, 2017).

Dilbilgisi 6gretiminde karsi karsiya kalinan bir nokta da kuramla uygulamanin
tutarsizligidir. Kuramcilarin ortaya koydugu veriler her zaman uygulamada hayat
bulamamaktadir. Cilinkii kuramcilarin  beklentileri ile inancglari, uygulamacinin
beklentileriyle inanglar1 ve 6grenci gereksinimleri ayni dogrultuda degildir. Dolayisiyla
kuramin ortaya koydugu goriisler ya uygulamada soyut kalmakta ya da kuramin
anlagilamamasindan ve bilinmemesinden dolayr kagit lizerinde kalmaktadir. Nitekim
yapilan ¢alismalar da bu diislinceyi desteklemektedir (Anilan, 2014; Crystal, 2017; Rijt,
Swart & Coppen, 2019; Coppen & Rijt, 2017). Rijt, Swart & Coppen (2019), giiniimiizde
dilbilgisi Ogretiminin teorik dilbilimin verilerinin politika ve smif uygulamasiyla
uyusmamasindan dolay1 dilbilgisi 6gretiminin sorunlu oldugunu sdylemektedir. Kuramin
uygulamada yer bulmamasi hem islevselligin sinifa uyarlanamamasina neden olmakta hem
de geleneksel anlayisin slirmesine yol agmaktadir. Bu konuda yapilacak olan, egitim bilimi
ve dilbilimciler ile uygulamacilari bir araya getirerek bir ¢6ziim yolu sunmaktir.

Ulkemizin anadili egitiminde devam eden gelismelere kosut olarak diinyadaki
uygulamalarin sentezlenip 21. yiizyil insan yetkinliklerini dikkate alan bir yaklasimla
diizenlenmesi, bu yapilirken politika, 6gretmen, Ogrenci hatta velinin bu konudaki
inanglarma dayanan bir gretimin dikkate alinmasi en saglikl1 yol olacaktir. Ozetle gelenegi
dislamayan cagdas bir dilbilgisi 6gretimine ihtiya¢ vardir. Gelenegin tiimiiyle dislanmasi
uygulanmayacak bir politikay1 glitmek olacak, tersi gelenege dayali bir 6gretim de giiniimiiz
dil yetkinlikleriyle donanmis bireyleri yetistirmede etkili bir bir ara¢ olmayacaktir.
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Introduction

The developments and changes in foreign language teaching methods and
techniques are shaped by the classroom practices of researchers, as well as theories in two
fields: linguistic theories and learning theories. Linguistics studies led to a shift in the
perspectives on language from prescriptive approaches to descriptive approaches and to
the emergence of research based on such studies as functional grammar and discourse
grammar. The shift in learning theories from behavioral learning theory (behaviorist
approach) to cognitive learning has also been reflected in methods and techniques for
language teaching. In the light of these developments, a large number of studies have
addressed focus on form, focus on forms, and explicit and implicit instructions especially
in grammar teaching while discussing methods and techniques in language teaching and
the superiority of any method, or more accurately, whether there is a method superior to
others (Harley, 1989; Scott, 1989; Carroll & Swain, 1993; Robinson, 1996; de Graaf,
1997; Leow, 1997; Sanz & Morgan Short, 2004; Laufer & Girsai, 2008; Spada & Tomita,
2010; Shintani, 2013; Nassaji, 2015; etc.). These discussions take place largely on the
teaching of English as a foreign language.

When language typologies are considered, languages exhibit differences and
similarities in terms of formal and syntactic features, and distinct categories have been
created within the framework of these features. The features of English, which is an
inflectional language, differ from isolating/analytic, agglutinating, inflectional/fusional,
and polysynthetic/incorporating languages. Although foreign language teaching methods
and techniques share similarities in the teaching of each language in terms of basic
principles, evaluating and discussing the concept of focus on form in terms of
agglutinating languages is thought to be of utility with a view to developing new
perspectives. In this context, this study poses the following questions:

* How can the concept of focus on form be evaluated in teaching Turkish, an
agglutinating language, as a foreign language?

* How can grammar teaching be undertaken within the framework of the
features of Turkish, an agglutinating language?

* How can preliminary studies be conducted in order to carry out focus on
form activities in the field of teaching Turkish, an agglutinating language, as a
foreign language?
Within the framework of these questions, the study aims to evaluate form-focused
grammar instruction in the field of foreign language teaching within the framework of
Turkish, which is an agglutinating language.

In this study, the section Conceptual Framework includes a review of the literature
on form-focused language instruction and the typological features of languages, as well as
some examples from Turkish in order to discuss the implications of typological differences
on language teaching. The section Evaluation of Form-focused Language Instruction in the
Context of Turkish as a Foreign Language discusses the focus on form in terms of teaching
Turkish as a foreign language.
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Literature review

Form-focused Language Instruction

Studies on grammar teaching are linked to studies that reveal how a language is
learned. Evaluating second/foreign language learning, Fotos (2001) states that language
learning basically takes place in three cognitive steps: (1) input, (2) information
processing, and (3) output. Input is necessary to start information processing. For specific
linguistic units that are targeted in teaching, the learner is provided with inputs through
activities related to skills such as listening, watching, and reading. In order for the input to
be processed and transferred to the long-term memory, the learner should carry out
linguistic productions. These productions provide output for the hypothesis-testing process
to run. While inputs approved for accuracy are stored in the course of processing, instances
of incorrect usage allow for the repetition of processing as they are fed back into the
process. In order for this process to work in language teaching, the learner needs to be
provided with inputs and possibilities of production.

When we look at the studies on language teaching in general, they are observed to
discuss subjects such as linguistic skills, individual differences, and language education. In
addition, Ur (2011: 507) states that grammar teaching is at the center of research on
language teaching. There are both theoretical and practical studies on how grammar
teaching should be carried out. The development of linguistic theories and learning
theories has found reflections in grammar teaching, and a new emphasis has been placed
on the importance of designing activities to complete information processing rather than
teaching focused on translation and rote teaching (Fotos, 2001). It is stated to be necessary
to concentrate on function in grammar and to understand the importance of corpus-based
studies that focus on meaning and usage (Widdowson, 1990; Long, 1991; Piber, et al.,
1999; Larsen-Freeman, 2002; Ellis, 2005; Carter & McCarthy, 2006;). Long (1991) argued
that in grammar teaching, an independent focus on forms will not lead to success and the
primary focus should be on meaning; he added the concept of form-focused instruction to
the literature. Within the framework of the concept of focus on forms, addressing forms
independently of meaning and function and aiming only at teaching the target structure
creates challenges for learners in their subsequent use of the language.

Ellis (2001) divides form-focused instruction into two areas, namely, focus on
planned forms and focus on incidental forms. It is possible either to focus on formats in an
enriched and planned manner in the form of an input flood or to focus on formats
randomly emerging during communication activities depending on the needs and questions
of the learners. Ellis et al. (2009: 237) evaluated the studies undertaken by Elis in 1998,
2001, and 2008 and reported that these studies presented four distinct groups under the
concept of focus on form, namely, input-based options, explicit options, production
options, and corrective feedback options. In the input-based options, the inputs are pre-
organized for learners. Enriched input may be applied with different techniques including
enhanced input and structured input and through the organization of both explicit and
implicit learning activities. Explicit options cover both directly explicit instructions and
indirect instructions that offer learners room for self-discovery. Production options are
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employed to generate utterances for target structures. Corrective feedback options, on the
contrary, are shaped around the goal of assessing learners through their own productions.
Feedback may be explicit or implicit, the latter involving metalinguistic instructions (Ellis
et al., 2009: 237). Ellis (2016) compared the concepts of “focus on form” and “focus on
forms” in his article reviewing the available studies on focus on form and emphasized that
experimental studies should be conducted to determine which of the two approaches, i.e.,
focus on form and focus on forms, provides for better teaching.

Nassaji (2015) compiled studies on form-focused instruction (FFI) and discussed
the viewpoints that could be considered as mutual opposites in foreign language teaching,
classifying the studies in the literature under the headings given in Table 1.

Table 1. (Nassaji, 2015) Timeline: Form-focused Instruction and Second Language Acquisition

A. Theoretical and background issues
B. Definition of constructs
C. FFI versus no instruction

1. Explicit versus implicit

2. Isolated versus integrated

3. Deductive versus inductive

4. Input enhancement
D. Types of instruction 5. Processing instruction
6. Interactional or corrective
feedback
7. Consciousness-raising tasks
8. Incidental FonF
1. Learner
characteristics/Individual learner
differences
2. Feedback characteristics
3. Types of tasks
4. Linguistic target
5. Linguistic/Developmental level

E. Factors affecting the use and/or effectiveness
of instructional strategies

F. Learners’ perception/Noticing
G. Learners’ and/or teachers’ belief

H. Context of instruction/interaction L Secqn d language
2. Foreign language
1. Classroom

I. Context of research 2. Laboratory
3. Computer-assisted

J. Narrative reviews and/or meta-analysis of
research

As can be seen in Table 1, the studies in the literature cover FFI versus no
instruction, explicit versus implicit instruction, isolated versus integrated instruction,
deductive versus inductive instruction, input enhancement, processing instruction,
interactional or corrective feedback, consciousness-raising tasks, and focus on incidental
forms (incidental FonF). Studies such as Long (1983), Ellis (1984), Lightbown and Spada
(1990), Day and Shapson (1991), and Spada and Lightbown (1993) are reported to
examine cases of no instruction against FFI. The studies in which the explicit versus
implicit instruction was discussed are in the first category under “D. Types of instruction”
and include studies implemented by such authors as Harley (1989), Scott (1989), Carroll
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and Swain (1993), Robinson, 1996), de Graaf (1997), Leow (1997), Sanz and Morgan
Short (2004), Laufer and Girsai (2008), Spada and Tomita (2010), and Shintani (2013).
The difference between explicit learning and implicit learning is based on cognitive
psychology studies. Implicit learning takes place without the need for attention and does
not require any explicit awareness, while explicit learning occurs consciously and with the
learner being aware of the learning (Ellis, 2009:7). The differences between these types of
learning and instruction have been discussed in numerous studies (Doughty and Williams,
1998; DeKeyser, 2003; Doughty, 2003; Ellis, 2005; Gass and Selinker, 2005; Isemonger,
2007; Ellis and Loewen, 2007). Linguistic awareness is defined by Crystal (1992: 215) as
“an informed, sensitive, and critical response to the use of language by oneself and others”
Schmidt (2001) mentions two types of awareness, namely, perceptual noticing and
metalinguistic awareness, involving analysis. For implicit learning, it is argued that
learning takes place without metalinguistic awareness and the author defines implicit
learning as learning without metalinguistic awareness. Implicit instruction entails
providing instructions to learners in a way that enables them to infer the meaning of the
rules without awareness, and as a result, to internalize them without focusing on a structure
explicitly (Ellis, 2009:15).

Language Typologies and Turkish as an Agglutinating Language

Ozgen and Kosaner (2020) state that there are approximately 6000 languages,
although there is no definitive consensus on the exact number of languages in the world. A
review of morphology and syntax studies shows that languages are classified according to
their common features. Commonalities in languages are called language universals (Uzun,
2006:107). Uzun (2006: 108) addresses languages in the following five basic categories in
terms of their morphological characteristics: Isolating/analytic, agglutinating inflectional,
flectional/fusional, and polysynthetic/incorporating languages. Some languages have been
assessed with all their features and some languages with their dominant features to be
placed under these categories. With respect to the similarities and differences of languages,
The World Atlas of Language Structures Online (WALS) offers frequently updated
findings.

Isolating languages are defined as languages that do not have bound morphemes
and use free morphemes for each function. Languages in this category do not feature
affixes (Uzun, 2006: 110). Crystal (2008:254) explains that all vocabulary items are
immutable in isolating languages, and syntactic relations are determined according to word
order, and exemplifies Vietnamese, Chinese, and many South-East Asian languages as
isolating languages. In this type of language, there are no bound morphemes and there are
versatile rules in syntactic sequence due to the absence of any affix-based signification
(Uzun, 2006: 110).

Inflectional languages are languages in which the distinctions between roots and
affixes and the root cannot be identified distinctively through an examination of formal
changes (Uzun, 2006: 112). Languages such as English are among inflectional languages.

In flectional/fusional languages, it is impossible either to distinguish roots from
affixes or to analyze free morphemes. In languages such as Arabic, which is typical in its
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features, grammatical categories are demonstrated through flection (Uzun, 2006: 113).
Fromkin, Rodman, and Hymas (2009:526) establish the differences among languages with
statements similar to the following for fusional languages: ‘“Many Indo-European
languages are of this type, such as Spanish. In “hablo, hablan, hablé¢”, meaning “I speak,
they speak, I spoke,” the affixes carry a fusion of the meanings “person” and “number,”
and “tense” so that -o means “first person, singular, present,” -an means “third person,
plural, present,” and -e means “first person, past, singular. The affixes themselves cannot
be decomposed into the individual meanings that they bear.”

Polysynthetic/incorporating languages, where Eskimo is cited as an example,
employ obligatory bound morphemes, and here, words are added together in a manner
similar to affixes. Many North American Languages fall into this category, such as
Mohawk, Cherokee, and Menominee. For example, the expression “pachtawagwesew” in
Menominee means “He is heard by higher powers” (Fromkin, Rodman & Hyams, 2009:
526).

Agglutinating languages are languages that feature a large number of bound
morphemes and generally employ one morpheme for each function. Here, many affixes are
used in derivational and inflectional terms and these affixes may overlap (Uzun, 2006:
111). Languages such as Turkish and Japanese are shown as examples for these languages.
When Turkish is evaluated in terms of its most basic features, word order is a subject—
object-verb (SOV) language and is based on an agglutinating and regular case-marking
system (Erguvanli, 1984: 5). In order to establish the features of agglutinating languages
more clearly, it would be appropriate to include some of the descriptive examples specified
for Turkish with significance for language teaching.

Stating that one of the most important features that distinguish a language from
others is vowel and consonant harmony, in other words, its sound system. Ergeng (2002:
18), indicates that assimilation occurs among the phonetic features of Turkish, which is
categorized in the group of agglutinating languages. The vowel in the primary syllable
carries its feature on to the next syllables in terms of the site of the origin and the style of
articulation. This feature is among the subjects of morphophonology for Turkish and is of
great importance in teaching Turkish as a foreign language. A review of phonology studies
focused on all phonological features indicates that they also address prosodic features,
such as intonation and accent, i.e., suprasegmental phonology. In Turkish, the last syllable
carries the accent of the basic or unmarked word. Generally, the accent assumes the
functional role in cases where morphemes with the same phonology, i.e., homonymous
with each other, but with distinct functions are employed (Goksel & Kerslake, 2008: 26).

Example (1)
(1a) Ogretménim — (ben dgretmenim) “I’m a teacher.”
(1b) Ogretmenim — (benim dgretmenim) “My teacher”

In Example (1), “6gretmenim” has different meanings in (1a) and (1b). In fact, -
(y)Im in (1a) is the personal suffix added as a copula, and -(I)m in (1b) is a possessive
suffix. In Turkish, it is possible to drop the pronoun. In other words, personal and
possessive pronouns are not used in cases where there is no change in subject or when
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there is no comparison and special focus (Kornfilt, 1997: 281-285). In this case, the
difference between examples (1a) and (1b) in verbal production emerges only within
context and with accent.

In Turkish, which is an agglutinating language, there are phonetic harmonies for
both vowels and consonants with respect to affixes. Affixes change according to the root to
which they are added (Yavuz, Balc1 & Turan, 2000: 51-55). In Example (2), it is seen that
the verb added by the {-DI} morpheme, which is termed the past tense suffix, has eight
possible appearances depending on the last sound of the verb and the vowel in the last
syllable.

Example (2): {-DI} (past tense suffix)

Verb {-DI} (past)

yaz- (to write) yazdi (He/she wrote...)
gel- (to come) geldi (He/she came...)

gor- (to see) gordii (He/she saw...)

oku- (to read) okudu (He/she rea...)

at- (to throw) atti (He/she threw...)

i¢- (to drink) icti (He/she drank...)

yut- (to swallow) yuttu (He/she swallowed...)
diis- (to fall) duistii (He/she fell...)

In Example 2, the {-DI} past tense suffix is only exemplified for the 3rd person
singular. The suffix is used in the form of {-d1 /-t1} if the vowel in the last syllable is /a/,
N/, {-di/-ti} if the vowel in the last syllable is /e/ /i/, {-du/-tii} if the vowel in the last
syllable is /o/, /u/, and {-dii/-tii} if the vowel in the last syllable is /6/, /ii/. In addition,
when the last sound is /¢/, /f/, /h/, /k/, Ip/, /s/, Is/, /t/, it is suffixed as {-t1/-ti/-tu/-tii}, while it
is used as {-d1/-di /-du/-dii} for vowels or any other consonants in the last sound.

Morphological features are considered independently as the knowledge of
morphemes and the knowledge of the rules in sequencing morphemes (Fromkin, Rodman
& Hyams, 2009: 83). There are varying uses and rules of use for morphemes in languages.
For example, in English, an affix is not used to derive a noun from a verb. As can be seen
in the examples of “I like to dance” and “There’s a dance or two in the old dame yet,”
“dance” can be used in the same form both as a noun and a verb (Fromkin, Rodman &
Hyams, 2009: 84). However, derivations such as noun from verb, verb from noun, verb
from verb, or noun from another noun are possible in Turkish. In Example (3), there are
derivations from verb to noun and from noun to verb.

Example (3)
(3a) dur- (verb)+ak durak (noun)
(3b) kara (noun)+la karala- (verb)

From the point of view of morphological features, in Turkish, a noun may be
combined with several affixes including plural, possessive, and case-marking affixes,
whereas a verb may be affixed with a voice, a negative marker, a tense, an aspect, a
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modality, or a person marker (Goksel & Kerslake, 2000: 41-116). In Turkish, more than
one morpheme may be added to a root and to a stem formed by the addition of a suffix to a
root.

Example (4) (Yavuz, Balci, Turan, 2000:67)

kitap

kitap-lik

kitap-lik-lar

kitap-lik-lar-1-m

kitap-lik-lar-1-m-da

Example (5) provides an example of the reciprocal action voice in Turkish. While

the phrase “each other” is used for reciprocal action in English, this function is provided
with morphemes in Turkish.

Example (5)
(5a) bak- (to look) bakis- (to look each other)
(5b) anla- (understand) anlas- (understand each other)

Just as a morpheme has multiple functions, multiple morphemes are used for a
function. Example (6) provides examples of the different uses of the -Abil morpheme in
Deger, Cetin, Oflaz-Koleci (2021:4).

Example (6) -Abil (Deger, Cetin, Oflaz-Koéleci, 2021:4)

(6a) suggestion Baloda giymek i¢in mor elbise alabilirsin. (You can buy a
purple dress to wear at the ball.)

(6b) ability Matematik sorularimi artik rahat¢a ¢ozebiliyorum. (Now, I
can easily solve mathematics questions.)

(6¢) request Pencereyi acabilir misin? (Can you open the window?)

(6d) probability Dikkat edin, yolda tas diigebilir. (Be careful, stones may fall
on the way.)

(6€) permission Bugiin erken c¢ikabilirsin. (You can leave early today.)
Yeterince ¢aligtin. (You’ve worked hard enough.)

Example (7) shows different morphemes used for a single function.
Example (7) suffixes for future reference

Yarm gelecegim. (I will come tomorrow.)

Yarm geliyorum. (I am coming tomorrow.)

Yarim gelirim. (I come tomorrow.)

Syntax deals with the rules governing the sequencing of phrases and clauses
(Fromkin, Rodman & Hyams 2009:118). Marked and unmarked sequences are seen in the
syntax. An unmarked phase is the syntax most commonly used by native speakers, which
does not have a pragmatic purpose and does not feature special marks (Whaley 1997: 106).
Among the world languages, there are six word orders, namely, SOV, SVO, VSO, VOS,
OVS, and OSV, and Turkish takes its place among the SOV languages (Dryer, 2013).
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Syntax deals with the rules governing the sequencing of not only sentences but also words.
These are addressed in categories such as noun phrases, verb phrases, and preposition
phrases and the sequence changes between languages that have head-initial and head-final
features in phrase structures. In addition, it is normal to see prepositional phrases in a
head-initial language and postpositional phrases in a head-final language (Ozgen &
Kosaner, 2020:15-16). Turkish is a head-final language and employs postpositional
phrases.

Fromkin, Rodman, and Hyams (2009) point out the examples of “The President
nominated a new Supreme Court justice” and “*President the new Supreme justice Court a
nominated” in English, stating that the first sentence is grammatical because the syntax is
correct, but the second sentence is ungrammatical because the syntax is incorrect. They
thus demonstrate the connection between grammar and syntax in subject—verb—object
(SVO) languages such as English. The basic syntax of Turkish is SOV. However, as the
words are marked in terms of their functions through suffixes, there may be variations in
the syntax. The word order in the phrase shows that in languages with more flexibility in
syntax, such as Turkish and Russian, tasks such as subject and object are marked with
inflectional suffixes (Fromkin, Rodman & Hyams, 2009: 348). As seen in Example (8),
words can be marked in terms of their function to be moved to other positions in a
sentence. Erguvanl (1984) exemplified the scrambling in the syntax with the sentences in
Example (8), stating, however, that there are certain preconditions.

Example (8)
(8a) Ahmet yedi yumurtayi. (SVO) (Ahmet ate the egg.)
Ahmet eat-pst egg-acc

(8b) Yumurtay1 Ahmet yedi. (OSV) (Ahmet ate the egg.)
Egg-acc Ahmet eat-pst
(8¢) Yumurtay1 yedi Ahmet. (OVS) (Ahmet ate the egg.)
Egg-acc eat-pst Ahmet
(8d) Ahmet yumurtay1 yedi. (SOV) (Ahmet ate the egg.)

Ahmet egg-acc eat-pst

The direct object does not leave its position in front of the verb. Erguvanli (1984)
illustrates this case in Example (9).

Example (9)

(9a) Murat kitap okuyor. (Murat is reading a book.)
Murat book read-prog

(9b) *Kitap Murat okuyor.

book Murak read-prog

As the object is not marked in Example (9b), the sentence is ungrammatical and is
not acceptable as a sentence.

In subordination, clauses may be formed to assume the functions of a noun, an
adjective, or an adverb, and subordination is also structured through morphemes and the
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transfer of features of harmony. Example (11a) features a noun clause (Goksel & Kerslake,
2005: 423) and (11b) a relative clause (Goksel & Kerslake, 2005: 442), while in (11c),
there is a clause with an adverbial function, stating a cause (Goksel & Kerslake,
2005:472).

Example (11) clauses formed with -DIK and their functions
(11a) [Orhan’n bir sey yap-ma-dig-1] belliydi.

Orhan-GEN anything do-NEG-VN-3SG.POSS
It was obvious [that Orhan was not doing/hadn’t done anything].
(11b) [Fatma-nin doku-dug-u] hali

Fatma-GEN weave-PART-3SG.POSS rug

the rug [that Fatma is/was weaving/wove/has wowen]|
(11c) Sen [cumartesi burada ol-ma-dig-in i¢in] Mehmet’le heniiz tanigmadin.

You Saturday here be-NEG-Cv-2SG.POSS for Mehmet-COM meet-NEG-PSB-PF-
2SG

[As you were not here on Saturday] you were not able to meet Mehmet.

As seen in the examples, especially bound morphemes are of great importance and
affect the meaning in Turkish.

Evaluation of Form-Focused Language Instruction in the Context of Turkish as a
Foreign Language

Answering and deliberating on the following questions is of significance in the
context of teaching Turkish as a foreign language: “Considering the features of Turkish, an
agglutinating language, how can grammar teaching be undertaken? Is it more appropriate
to teach grammar explicitly or implicitly?” or “How can the concept of focus on form be
evaluated in teaching Turkish, an agglutinating language, as a foreign language?” There
are also further questions underlying the questions above such as “Should typological
differences between languages reflected to language teaching materials?”, “Do the
observations and conclusions frequently formed for English teaching in the literature also
apply for Turkish, an agglutinating language?” or “Is it appropriate for the Turkish
language to focus on forms and use explicit grammar teaching practices?”.

In order to be able to discuss the answers to these questions and make an
assessment, it would be useful to present the findings from the error analysis studies
conducted with productions from learners of Turkish as a foreign language. Uzdu-Yildiz
and Cetin (2020) evaluated the error analysis studies undertaken with productions from
learners of Turkish as a foreign language at different levels through a systematic review
and stated that the errors identified in the studies they discussed were related especially to
spelling and punctuation. The spelling mentioned here originates from harmonies, and as
harmonies are processed for each suffix, it was observed that learners made numerous
errors in this regard. Other error analysis studies also found frequent errors among learners
in terms of grammar (see Subasi, 2010; Cetinkaya, 2015; Y1lmaz and Bircan, 2015; Cergi,
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Derman, Bardak¢i, 2016; Onder and Uzdu-Yildiz, 2017; Gezer and Sliver, 2018;
Temizyiirek and Unlii, 2018;). Cetinkaya (2015: 173) conducted an error analysis study,
which offers observations concerning the errors made by learners at the B2 level. It is
stated in the study that 51.93% of the errors identified are morphological. An example of
the uses specified in the study is shown in Example (12).

(12) (...) “Teknolojinin olumsuz yonleri vardir. S6z gelimi zaman kazandik”
“(There are negative sides to technology. For example, we saved time” / should be ‘we are
losing time’ (-DIK was used instead of -mAk)”

In the example, it is seen that -DIK is used instead of the correct nominalizing
structure. There may be two reasons for the use of -DIK here: -DI+k may have been used
as the 1st plural suffix in the past tense or -DIk may have been used as a nominalizing
structure formed with verb+DIK+possessive suffix. As it is not known which of the two
structures the learners chose with the use in Example (12), the reason for the error cannot
be fully interpreted, but it is seen that the learner made an error in their morphological
choice.

Boylu (2014:341) points out to an error of an Al-level learner as in Example (13).

(13) “Ben sirketda ders okuyorum. (sirkette)” (“I am studying at the company” /
misspelled suffix after ‘company’)”

Example (13) is related to the use of a wrong harmony, and it is not an error arising
from use, but from morphology.

Cer¢i, Derman, Bardak¢1 (2016) indicates an error of a Cl-level learner as in
Example 14.

(14) Bu nedenle hayatimiza ¢ok memnunum ve ¢ok tesekkiir ediyorum. (So, I am
very happy to our life and I thank very much.)

In Example (14), the dative case suffix —(y)A is used in the word “...hayatimiz-a...”
(to our life). However, the verb “memnun ol-” (to be happy) needs to be used with the “-
DAn” case (from). It is seen that the learner made an error in choosing the right case
suffix.

Sonkaya (2019) in their study on the errors made by Turkish learners revealed that
learners made the most errors in syntax. They state that syntax errors are especially
common among native speakers of English. An error identified in the study is exemplified
in Example (15).

(15) " O, onun tek sey diinyada” (“It is only thing for him/her in the world”)

The correct use in Example (15) is expected to be “O, onun diinyadaki tek seyi”
(“It 1s the only thing in the world for him/her””). The word “diinya” (“world”) is expected
to be adjectivized as “diinyadaki” (“which is in the world”) with the suffix “-ki” rather
than being used as “diinyada” (“in the world”) and sequenced as “diinyadaki tek seyi”
(“the only thing in the world”). Turkish is a head-final language and the adjective is used
before the noun in a noun phrase.

In Turkish as an agglutinating language, there are also restrictions on the
successive addition of morphemes. In the use of the word “kitap” (“book”) in the forms of
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“kitap, kitap-lik, kitap-lik-lar, kitap-lik-lar-1-m, kitap-lik-lar-1-m-da” (“book, bookcase,
bookcases, my bookcases, in my bookcases”) in Example (4), the word is observed to be
combined with +lik (nominalizing suffix)+lAr (plural suffix) -Im (possessive suffix)+-DA
(locative suffix), respectively, and case, plural, and possessive suffixes are functional
suffixes in Turkish, which learners encounter frequently. Although this syntax is not
demonstrated in the grammatical way, it is useful to consider such formal features in the
learning materials and during the relevant instructions in a course.

In order to evaluate FFI in terms of Turkish as a foreign language, an example can
also be given with respect to the features of subordination in Turkish. In Turkish, noun
clauses, relative clauses and adverbial clauses are commonly used, and suffixes come into
play in all of these clauses.

Goksel & Kerslake (2008: 438) exemplify the suffixes used in relative clauses as in
Example (16).
(16) a. kiictik kiz
“the little girl”
b. oyuncaklar-1-n1 kir-an kiigiik kiz
toy-PL-2SG.POSS-ACC break-PART little girl
“the (little) girl who breaks/has broken her toys”
c. her giin okulda gor-diig-tim kiz
every day school-LOC see-PART-1SG. POSS girl
“the girl whom I see at school every day”
d. annesiyle tanig-acag-im kiz
mother-3SG.POSS-COM meet-PART-1SG.POSS girl
“the girl whose mother I’'m going to meet”
e. baginda sapka ol-an kiz
head-3SG.POSS-LOC hat be-PART-girl
“the girl who has a hat on her head”

As seen in the examples, structures in the forms of verb+An,
verb+DIK+possessive, and verb+AcAk+possessive appear in the use of subject relative
clauses and object relative clauses. Subordination is structured not with an free morpheme,
but through free morphemes.

Considering the error analysis studies conducted on productions from learners of
Turkish as a foreign language and the typological features of Turkish, it is possible to
conclude that FFI will provide a more effective and productive teaching environment.
Although the choice of delivering instructions in an explicit or implicit manner is at the
discretion of the teacher, who will make this decision with consideration for the individual
differences of the learners, it will be useful to offer format-focused sequences with a view
to minimize learner errors.

How can preliminary studies be conducted in order to carry out focus on form
activities?
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The modalities employed for FFI are important. FFI does not represent a teaching
style in which the subjects are presented in a random order and everything is introduced
one by one and clearly. Functional and use-related features should not be dismissed and
form-focused efforts should be arranged in line with the findings arising from discourse
grammar studies. Deger, Cetin, and Oflaz-Kd&leci (2021) state that the aim of grammar
teaching is to transfer grammar rules to real life in communication. A morpheme has more
than one function in Turkish. Although the context is very important in the selection of the
correct morpheme, the primary step should be to address the functions of the morphemes.
Discourse grammar approaches can be considered while determining functions. Discourse
grammar is a field where grammar is addressed within the framework of its uses in
communication (Crystal, 2008:148; Fidan, 2000; Hughes & McCarthy,1998). The findings
from discourse grammar give rise to pedagogical grammar and allow teachers to determine
what to teach learners in which context and to which extent. Uzun (2010) also emphasizes
that grammar is an indispensable element of language teaching. Its sequencing may vary
depending on who is teaching grammar to whom, in which environment, and for what
purpose and that corpus-based studies are important for grammar teaching.

Discourse grammar studies make it possible to formulate curricula by identifying
the correct sequences for commonly used structures, as well as the most commonly used
functions and contexts. Corpus-based studies should be considered to identify the
frequencies of morphemes in use (see Aksan, et al, 2012; Yildiz, Giinay, Uzdu-Yildiz,
2014). According to the data obtained from the corpus, the features of the morphemes can
be positioned in the form-meaning-use (Larsen-Freeman, 2014:259) scheme.

Figure 1. Three-dimensional Grammar Framework (Larsen-Freeman, 2014:259)

Form

Meaning/Semantics

How is it formed? | What does it mean?

Use/Pragmatics
When/Why 1s 1t used?

Cetin (2017, 193) presented the use of the question form of the -Abil morpheme as
a means of asking permission in the three-dimensional grammar framework and indicated
that grammar teaching materials prepared within the framework of the semantic and use-
related features of the “verb+Abil+Ir MI+personal suffix?” form of the structure might
allow learners to learn the target structure effectively and efficiently and contexts and the
same form might also be employed to demonstrate the subjects that need to be addressed
during the description of the structure before the preparation of relevant materials.

© 2022 JLERE, Journal of Language Education and Research, 8(1), 207-226



220 Betiil CETIN

Figure 2. Demonstration of the “verb+Abil+Ir ml+personal suffix?” Structure in Turkish in its
Function of Asking Permission in the Three-dimensional Grammar Framework (Cetin, 2017:193)

Verb+abr'.f+irmi+per50nal5ufﬂ'><?ﬁ_..f--""" . Askforpermission (politely)

e
o

\'\.
| Form Meaning/Semantics,
How s 1t formed? | What does it mean? |

- .x.x_HH.
Y e Use/Pragmatics )
N
"\ When/Why 15 1t used?

» In dialogues between strangers

® In formal and informal settings

» Politely

» Using standard language

* [n dialogues

» Alongside phrases including “Sorrv, thank vou, have a n.icel
day, leave it to me, and good luck!™

*To politelv initiate, maintain, and end conversations with
strangers

After performing an analysis similar to the one in the example, a teacher may
choose a context and move on to an explicit or implicit presentation of the “verb+Abil+Ir
ml+personal suffix?” structure for which an input has been provided in communication.

Undertaking similar exercises with all morphemes makes it possible to design
functional FFIs.

Conclusion

In the field of language teaching, different approaches and methods appear to have
emerged for grammar teaching based on a range of learning theories and linguistic
theories. Considering the typological features of languages, there may be variations in
perspectives of grammar teaching. Uzun (2013) states that the studies in the field of
linguistics should provide sufficient and robust language descriptions for language
teaching and indicates that studies on language typologies are among the primary studies
that should contribute to language teaching. Aslan-Demir (2018:120) emphasizes that
foreign language teachers should also be aware of typological differences.

The present study wishes to emphasize that it is necessary to focus on the forms in
teaching Turkish as a foreign language. An extensive number of suffixes are necessary for
proper uses, and most functions are marked with bound morphemes, i.e., suffixes. It is
appropriate that these suffixes are given to learners in a spiral order and within examples
of natural language use. The elements that matter are the functions of morphemes and it is
necessary to demonstrate the use of structures in context and to undertake function-
oriented studies. Grammar is best taught and practiced in context (Thornbury, 2000: 90).
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Stating that learning a language is, in a way, to understand a language, Carters (1995: 12-
13) specifies that language awareness will accelerate learning.

Grammar teaching is not the main purpose of language teaching. This is
emphasized in numerous studies. However, while considering languages such as Turkish,
an agglutinating language, it is impossible to deny the importance of formal features.
Grammatical accuracy also has a direct impact on appropriateness and fluency. Awareness
of forms is of great importance since being regarded as having learned a foreign language
means having achieved competence in discourse, 1.e., delivering appropriate productions in
appropriate contexts. As stated in Deger, Cetin & Oflaz-Koéleci (2021), providing input in
an explicit or implicit way is not independently sufficient, and it must be complemented
with activities targeting linguistic skills. The “there is no best method” perspective that has
become prominent in foreign language teaching emphasizes the significance of individual
differences and reveals the concept of “teachers’ sense of plausibility” (Prabhu, 1990). It
should be considered that there are differences in terms of languages, as well as in terms of
learners, and it is possible to state “There is no best technique/method for grammar
teaching” in most general terms.

Within the framework of these ideas, the following general conclusions can be put
forward:

e Linguistic awareness is important for proper use.

e The main purpose of language teaching is to develop perceptual and productional
skills.

e Formal features are of great importance in agglutinating languages, such as Turkish,
for the accuracy and appropriateness of perceptual and productive skills.

e What matters is the delivery of forms in real-life contexts rather than the arrangement
of the curriculum with a focus on forms or a focus on meaning.

¢ In the teaching of morphemes, or in other words, affixes, activities should be carried
out to address the functions of forms.

e The form-meaning-use scheme is quite functional for material preparation in teaching
agglutinating languages.
e The findings obtained through discourse grammar studies are important in terms of
their use in foreign language teaching and in the planning of curricula.
For agglutinating languages, such as Turkish, studies should be conducted to
implement explicit and implicit practices and compare their levels of achievement. It is

necessary to carry out similar studies for other languages with distinct typological features
in order to formulate general comments in the field of foreign language teaching.
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