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Editorial

It is our pleasure to share the seventh volume of Journal of Language Research (JLR) with
the distinguished readers in the field of language learning and teaching. We are also happy to
announce that JLR has been indexed in TUBITAK ULAKBIM TR DIZIN as of 2022. The
seventh volume of JLR features eight articles, each of which adds a different viewpoint to
the changing field of language education and two book reviews on different aspects of
language education. From the autonomy levels of English language textbooks to the nuances
of Arabic language rhetoric, these studies examine the complexity that educators and
language learners must navigate in order to accomplish effective language learning and
teaching.

The first two articles examine the current issues in language teaching: "Turkish EFL
Learners’ Perceptions and Preferences of Written Corrective Feedback" and "Examination of
Cambridge Primary Path 3 and Oxford Discover 3 by Reinders' Levels of Autonomy." In the
former, the autonomy structures of popular English textbooks are examined, and it is found
that they are consistent with Reinders' autonomy model. The latter, which is a quantitative
study, highlights the significance of matching feedback practices with learner expectations
and provides insight into the preferences of Turkish EFL learners for written corrective
feedback.

Further exploring the multi-perspective evaluation issues encountered during teaching
practicum, "The Practicum Evaluation Conundrum: Perceptions of Preservice English
Language Teachers and Their Mentors" digs further into the field of teacher education. This
study provides insights that can guide policy and practice in language teacher education by
highlighting the need for customized tactics and focused training to improve mentorship and
training programs.

A further examination of the metacognitive components of EFL writing is provided in the
fourth article, "An Investigation into the Relationship Between Metacognitive Knowledge
and Writing Achievement of Turkish EFL Learners.” The study provides important insights
into the complex structure of metacognitive knowledge in writing by demonstrating a weakly
positive link between students' writing skill and their understanding of person- and strategy-
related metacognitive features.

The emphasis of "What is up with English: A Needs Analysis for Music Students" is shifted
to the particular requirements of Turkish music students acquiring this language. The results
highlight how keen learners are to study English for academic and communication goals, and
they advocate for pedagogical changes to better support language learners in specialized
fields.



The sixth article "A Discourse-Oriented Approach to Interpreter’s Non-Rendition Behavior:
A Case Study of An Interpreted Parent-Teacher Talk™ examines interpreters' non-rendition
conduct in mediated communicative environments. The study gains important insights on the
kinds and purposes of interpreter-generated utterances by taking a discourse-oriented
approach.

"An Evaluation of Reading Text Questions Based on Bloom’s Revised Taxonomy in the 7th
Grade English Coursebook by Turkish Ministry of National Education™ evaluates reading
activities' critical thinking skills in the context of reading comprehension. The findings
highlight the necessity of modifying instructional strategies and coursebook design in order to
guarantee fair coverage of cognitive levels.

The last article, "The Art of Tawjih in Arabic Language Rhetoric," explores the rhetorical
skill of tawjih while delving into the rich literary tradition of Arabic language literature. This
linguistic investigation provides a deep comprehension of the Arabic language's innate
flexibility and complexity.

Together, these publications add to the current research about language education by advising
academics, practitioners, and decision-makers to embrace diversity and creativity in their
methods. These findings motivate us to keep looking for new opportunities and honing our
techniques as we negotiate the ever-changing field of language learning in order to satisfy the
various requirements of language learners everywhere.

We are grateful to all the contributors for this seventh volume of JLR and we appreciate their
time and effort.

Editors-in Chief
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Oz: Kiiresellesen diinyada 6grenme aginda kalabilmek, 21. Yiizy1l becerilerini gelistirebilmek igin ikinci hatta
tiglincii bir dil bilmek daha da 6nemli hale gelmistir. Bu nedenle yabanci dil 6grenme ve 6gretiminde, bireyin
smif i¢inde ve disinda kendi kendine bagimsiz bir sekilde 6grenmesini destekleyen yeni stratejiler, yontemler
ve teknikler geligtirilmektedir. Egitim siirecine iliskin yaklasimimn degismesi, siiregte kullanilan
materyallerinde degigmesini zorunlu kilmaktadir. Materyalin hedef kitleye uygunlugu, ilgi ¢ekici olmasi,
kalic1 bir dil edinimi saglayabilecek nitelige sahip olmasi gibi unsurlar 6n plana ¢ikmaktadir. Bu dogrultuda
calismada, Ingilizce 6gretiminde kullamlan ders kitaplarinin etkili 6grenmenin 6n kosulu olan dzerk bir
yapida olup olmadigi aragtirilmistir. Nitel arastirma yontemlerinden Durum c¢alismasi deseninde yapilan
aragtirmada Cambridge Primary Path 3 ve Oxford Discover 3 ders kitaplart 6rneklem olarak alinmuistir.
Dokiiman incelemesinin kullanildig1 arastirmada kitaplar Reinders’in dokuz 6zerklik basamagma gore
incelenmistir. Arastirma sonucunda her iki kitapta da farkliliklar g6zlemlenmekle birlikte, Reinders’in
6zerklik modeline uygun olarak tasarlandig1 gérillmistiir.

Anahtar kelimeler: Ingilizce ders kitaplar, Ingilizce ders materyalleri, Ogrenen ézerkligi, Reinders’in
ozerklik basamaklart.

Examination of Cambridge Primary Path 3 and Oxford Discover 3 by Reinders'
Levels of Autonomy

Abstract: In the globalizing world, knowing a second or even a third language has become even more
important in order to stay in the learning network and develop 21st century skills. For this reason, in foreign
language learning and teaching, new strategies, methods and techniques are developed that support the
individual's independent learning inside and outside the classroom. The change in the approach to the
education process necessitates a change in the materials used in the process. Elements such as the suitability
of the material for the target audience, its attractiveness, and the ability to acquire a permanent language come
to the fore. For this reason, in the study, it was investigated whether the textbooks used in English teaching
have an autonomous structure, which is a prerequisite for effective learning. Cambridge Primary Path 3 and
Oxford Discover 3 textbooks were taken as samples in the research conducted in the case study design, which
is one of the qualitative research methods. In the research, in which document analysis was used, the books
were examined according to Reinders' nine levels of autonomy. As a result of the research, although
differences were observed in both books, it was seen that they were designed in accordance with the
autonomy model of Reinders.

Keywords: English textbooks, English course materials, Learner autonomy, Reinders's autonomy steps.
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Cambridge Primary Path 3 ve Oxford Discover 3 Kitaplariin Reinders’in Ozerklik Basamaklaria Gore Incelenmesi

GIRIS

Teknolojideki gelismeler, egitimden sagliga, ekonomiden sosyal hayata birgok seyi degistirmistir.
Bu degisimde bazi meslekler, beceriler 6nemini kaybederken bazilar1 da daha 6nemli hale gelmistir.
Sekli, yontemi, kullanilan araglar1 degisse de dnemi her gecen giin artan becerilerden biri olan iletisim
ve iletisimde de yabanci dil bilmek ayr1 bir 6neme sahip olmustur. Kiiresel diinyada var olabilmek,
ogrenme aginda kalabilmek igin &zelikle yabanci dil olarak Ingilizce bilmek, liks olmaktan ziyade
ihtiyac haline gelmistir.

Diinya genelinde yillardir yabanci dil &gretiminde farkli kaynaklarla, materyallerle, farkli
yaklagimlarla dil 6gretimi gerceklestirilmeye calisilmaktadir. Dinleme, konusma, okuma ve yazma
becerileri temelinde gergeklesen bu siiregte, ders kitaplari hem 6gretim programini uygulamada hem
de dil becerilerinin dgretiminde asil kaynak olarak konumunu korumaktadir (Maden ve Onal, 2020).
Her ne kadar egitim dijital bir hal alsa da gelisen yaklagim ve metotlarin 1s181inda bu kitaplar gerek
iinitelerin igerigi, gerek temalar ve gerekse sozciikler gibi pek cok konuda sistemlerini gelistirmekte ve
belli bashlar1 diinya ¢apinda tercih edilmektedir. Yaygin olarak konusulan Ingilizcenin 6gretimi bu
kitaplar sayesinde belirli bir standarda ve giivenirlige ulasmustir (Giines, 2019). Fakat bu standartlar
siire¢ boyunca siirekli olarak sorgulanmig ve gelisen diinyanin gereklilikleri ile yeni neslin 6grenme
yaklagimlar1 ve ihtiyaclar1 etrafinda sekillenmistir. Zira okul uygulamalarinda basarili olabilecek
yaklagimlar olsa dahi, bilginin hizla arttigt ve yayildigi giiniimiizde &6grenenlerin profesyonel
yagamlarini  basarili  bir sekilde siirdiirebilmelerine yeterli olmamakla birlikte, hayat boyu
gereksinimlerini karsilayamamaktadir. Bunun yani sira glinlimiiz insanindan yasam boyu 0grenen
bireyler olmasi beklenmektedir (Tarhan ve Sarag, 2006). Yasam boyu 6grenmenin 6grencisi olmak
icin de bireyin “ 6z yonetimli 6grenme (self-directed learning), “6zdiizenlemeli 6grenme (self-
regulated learning)”, “bagimsiz 6grenme (independent learning)” ve “Ogrenen Ozerkligi (learner
autonomy)” gibi becerilerden bazilarina sahip olmasi gerekmektedir (Tarhan ve Sarag,2006).

Bu becerilerden biri olan “Ogrenen Ozerkligi” giiniimiizde pek ¢ok Ingilizce dil sinifinda énemli
faktorlerden biri haline gelmistir. Sinif igerisinde basarili olan 6grencilerin, ayn1 zamanda sinif disinda
da bir 6gretmen olmaksizin bagimsiz bir sekilde 6grenmek i¢in kendi 6grenmelerini kontrol edebilme
yolunda ilerlemeleri fikri, dil 6gretiminde yaygin olarak kabul gdrmiistiir.

Ozerk Ogrenme Nedir?

Giliniimiiz ylizyillmin dil 6gretiminin teori ve pratiginde, 6grencilerin 6grenmelerinde daha 6zerk
olmalarima yardime1 olmanin 6nemi, ¢ok daha 6ne ¢ikan temalardan bir haline gelmistir. Ortak Avrupa
Dil Cercevesi (CEFR) odakli miifredat uygulamalar1 ve daha bir ¢ok dikkate alinan konular icerisinde
ogrenen dzerkligi de bulunmaktadir (Yaman, Ekmekgi ve Senel, 2019) . Ozerklik fikri genellikle gucli
tepkilere yol acar diyen Benson’a (2001) gore elestirenler igin 6zerklik, idealist bir hedeftir ve tegvik
edilmesi gercek dil 6gretme ve Ogrenme isinden ali koymaktadir. Savunucularma gore ise etkili
O0grenme i¢in bir 6n kosuldur; Ogrenenler ozerklik gelistirmeyi basardiklarinda, sadece iyi dil
Ogrenicileri olmakla kalmaz ayn1 zamanda yasadiklar1 toplulugun daha sorumlu ve elestirel bireyleri
haline gelirler.

Bununla birlikte, 06zerklik konusundaki tartigmalar, genellikle kavramin dogast ve
uygulanmas1 hakkindaki yanlis anlamalarla iliskilendirilir. Ornegin, &zerkligin genellikle izole
Ogrenme, Ogretmensiz Ogrenme veya sinif disinda 6grenme anlamina geldigi varsayilir, dyle ki
kavramin dil d6gretimi ile ilgisi belirsizdir. Benzer sekilde, 6zerklik genellikle zorunlu olarak belirli
becerileri ve davranislar1 ve dgretme ve 6grenme siirecini organize etmenin belirli yontemlerini ifade
ediyor gibi goriiliir. Bu kavram yanilgilari, en azindan kismen, alanin kendi i¢indeki terminolojik ve
kavramsal karigikligin bir sonucudur. Aslinda 6zerklik, belirli bir 6gretme veya 6grenme modundan
ziyade, 0grencinin 6grenme siirecine genis yaklagimini ifade eder (Benson, 2001). Yani gunimizde
bu, 6gretmen ve 6grenci arasindaki rol degisikligini; 6gretmenin bilgi aktarici bir kaynak konumundan
¢ikarak, 6grenciyi yonlendiren bir rehber roliine girmesi ve 6grencinin de bilgiyi alan degil, olusturan
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olmasini saglayan bir yaklasim olarak da ifade edilebilir. Ogretmen merkezli geleneksel dgrenme
yaklagiminin yerini artik 6grenci merkezli yaklagima birakmasi olarak goriilebilir (Akkus,2019).

Akpmar ve Aydin’a (2007) gbre Ogrenen Ozerkligi,

stirecte  Ogrencinin  dgrenme

Ayni1 zamanda Avrupa Konseyi tarafindan da yabanci dil egitimindeki surecin belirli bir gergeve
icerisinde yiiriitiilmesi igin hazirlanan Avrupa Dil Portfolyosu (ADP) kapsaminda 6grenci 6zerkligi,
yabanci dil 6gretimi icerisinde kullanilmak amaciyla gelistirilmis bir 6grenme- 6gretme yaklagimidir
(Cakildere, 2016). Ayrica Avrupa Dil Gelisim dosyast (ELP) ‘nin de ozellikle {izerinde durdugu en
onemli kavramlardan biri de 6grenen Ozerkligidir (Giineyli, ve Demirel 2006). Her diizeyde dil
becerisi ve 6grenme cabasini desteklemek ve 6grenenleri gilidillemeyi 6n planda tutan bu calisma,
bunu yaparken 6grenene hedef belirleme, 6grenmeyi planlama ve 6zerk 6grenme icin cesaret vermeye
ve yardimci olmaya ¢aligmaktadir (Bayat, 2007).

Holec (1981)’e gore ise oOgrenci oOzerkligi, Ogrencinin 6grenme sorumlulugunu alma
becerisidir. Buradan hareketle 6grenciden: hedeflerin, igerigin belirlenmesi ile baslayarak, kullanilacak
yontemin secilmesi, 6grenilenlerin degerlendirilmesi gibi pek ¢ok 0grenme asamalarindan sorumlu
olmasi anlamina geldigi sonucuna varabiliriz. Fakat Dam’e (1995) gore bu siirecin basarilabilmesi igin
ogrenciye ilk olarak nasil 6grenilecegini 6gretmek gerekmektedir.

Kisinin kendi 6grenmesinden sorumlu olmasi olarak tanimlanan 6grenme 6zerkliginin giderek
daha popiiler hale gelmesi, ders kitaplarinda da gerekli kalitenin bulunmasi, 6grenen kisiyi kendi
bagina yeni bilgiyi aramaya tesvik edebilecektir (Holec,1981).

Balgikanli ve Reinders’e (2011) gore, 6zerkligin ders kitaplarindaki yerine yonelik calismalar
pek fazla bulunmamaktadir. Reinders (2010), ders kitaplarinin egitim alaninda bilgi ve uygulama
saglayip saglamadigina ve eger sagliyorsa bunu nasil uyguladigina yonelik bir ¢ergeve gelistirmistir.
Ders kitab1 6grencilere nasil 6grenecekleri, kendi se¢imlerini yapma firsat1 verip vermedigi, 6grenme
stillerine ve stratejilerine odaklanilip odaklanmadigi ve farkindalik olusturma igin bir firsat sunup
sunmadigina yonelik kendi kendine 6grenme siirecindeki sekiz asamay1 gosteren bir ¢erceve ortaya
koymaktadir. Asamalar kendini tekrar eden ve kendi lizerine ingsa eden bir dongli olusturur ve
yinelemelidir. Reinders’in Ogrenci 6zerkligi gelisim agamalar1 Tablo 1°de verilmistir:

Tablo1: Ogrenci Ozerkliginin gelisim asamalar:

OGRENME ASAMASI OGRETMEN YONETIMIi OGRENEN YONETIMi

Yerlestirme testler, 6gretmen
geribildirimleri

Dil kullaniminda 6grenen
deneyimleri/zorluklari

Ogrenme Thtiyaclarimn
Belirlenmesi

Hedeflerin Belirlenmesi Ders igerisinde belirlenir,sabittir. ~ Baglamsal olarak belirlenir, nispeten

esnektir.

Ogrenmenin Planlanmasi

Ogretmen tarafindan belirlenir,
biraz esnektir.

Baglamsal olarak belirlenir, cok
esnektir.

Kaynaklarin Secilmesi

Ogretmen tarafindan belirlenir.

Ogrenciler tarafindan kendi kendine
secilir.

Ogrenme stratejilerinin
secimi

Ogretmen modeller ve
yOnergeleri verir.

Ogreneneler tarafindan secilir.

Uygulama

Ogretmen tarafindan destekli
uygulama ve aktiviteler

Uygulama( dil kullanimi) ve
deneyimleme

Ilerlemeyi izleme

Diizenli sinif geri bildirimi ve
odevler ile gorevler hakkinda
yorumlar

Kendi kendini izleme,
Akran geri bildirimi

Degerlendirme ve Gézden
Gegirme

Testler, miifredat degisiklikleri

Oz degerlendirme yansitma
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Ogrenme Ihtiyaclarimin Belirlenmesi

Barcelos’e (2008) gore oOgrenenlerin Ogrenme ihtiyaglarina iligkin ¢ok fazla fikri
bulunmamaktadir. Hatta pek ¢ogu bu hususta higbir sey bilmemektedir. Reinders (2010), 6grencilere
smif icerisinde sadece genel seviyelerinin gosterildigi puanlar verildigini fakat gilicli ve zayif
yonlerinin dikkate alinarak Ogrenme ihtiyaglarinin, eksiklerinin verilmedigini ifade ederek simif
atmosferini elestirmektedir.

Hedeflerin Belirlenmesi

Ogrencilerin 6zerk olmalarina yardimer olmak igin hedef belirlemenin ihtiyaglarn analizi
kadar oOnemli oldugunu belirtmek gerekmektedir. Nunan’a (1999) goOre, kendi hedeflerini
tanimlayabildikleri ve kendi 6grenme firsatlarini yaratabilecekleri bir noktaya ulasan 6grenenler, tanim
geregi hali hazirda 6zerk hale gelirler. Ayrica Reinders’a gore 6grenenin merkezine dogru ilerlemenin
tek yolunun, o6grencilerin kendilerine oOgretilenler iizerinde sdz sahibi olmalaridir. Ozerklik
cercevesinin bu basamagi ile ders kitaplariin 6grenenin hedeflerini belirlemesine izin verip vermedigi
belli olmaktadir.

Ogrenmeyi Planlama

Reinders (2010), hedef belirleme ve 6grenmeyi planlamanin ayni madalyonun farkli yiizleri
oldugunu 6ne stirmekte ve kisinin hedeflerinin planlama i¢in en iyi yol oldugunu ifade etmektedir. Bu
asama secilen ders kitabinin Ogrencileri O6grenmelerini planlamaya tesvik edip etmedigini
belirlemektedir.

Kaynaklarin Secilmesi

Bu asama genellikle 6gretmenler tarafindan yapilmaktadir. Fakat pek ¢ok 6gretmen bu se¢im
asamasina dzerklik kazanimlar1 adina 6grencileri de dahil etmeyi denemistir (Aston, 1993; Benson,
1994). Ornegin Dam (1995), dgrencilerden simifta ve kendi kendine erisim merkezinde kullanilmak
iizere okul disindan otantik materyaller bulmalarini istedi. Bu asamada gorev olarak
siniflandirilabilecek etkinliklerin ¢ogu, materyallerin Ogrenciler tarafindan iiretilmesini veya
paylagilmasini i¢erebilmektedir.

Ogrenim Stratejilerinin Secilmesi

Reinders (2010), pek ¢ok dgrencinin etkinliklerin nasil tamamlanacagina Ggretmenin karar
vermesinden memnun oldugunu, ancak 6grenmenin gelismesi i¢in yine de ¢ok cesitli stratejiler
kullanma ve tam sorumluluk alacaklarsa gdreve uygun stratejiler se¢cme becerilerini gelistirmeleri
gerektigini 6nermektedir. Bu asama, segilen ders kitaplarinin 6grencilere 6grenme stratejilerini segme
sans1 verip vermedigini belirlemektedir.

Uygulama

Genellikle ogretmenlerden oOgrenilenlerle ilgili Ogrenenlerden uygulama yapmalan
beklenmektedir. Bu baglamda simiflarda kullanilan materyaller de Ogrenenlere sans vermelidir.
Reinders (2010), bu materyallerin bircogunun &grencilere 0grendikleri yeni bilginin hangi yoniinii
uygulayacaklari ve yeni bilgilerini nasil kullanacaklar1 konusunda onlara herhangi bir se¢enek de
sunmadigimi sdylemektedir. Ogrenenlerin pratik yapmasi énemli oldugundan bu basamakta ders
kitaplarmin 6grencilere bu konuda firsat verip vermedigi degerlendirilmektedir.
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Ilerlemeyi Izleme

Reinders (2010), 6zerkligin gelisimi i¢in 6grencinin kendi ilerlemesini izleme ve buna gore
O0grenme planlarim1 gézden gegirme becerisini gelistirmesi gerektigini 6ne siirmektedir. Ayrica bu
siiregte faydali olabilecek 6grenme giinliiklerine bir 6rnek sunmaktadir. Bu basamakta derslerde
kullanilan ders kitaplari, 6grencileri basarilarin1 kaydetmeye ve basarilariin nedenlerini belirlemeye
tesvik etmelidirler. Bu agsamada ders kitaplarinda bu 6zelligin olup olmadig1 aranmaktadir.

Degerlendirme ve Gézden Gegirme

Bu basamak, portfolyo gibi bazi alternatif degerlendirmeler kullanarak 6grencilerin kendi
ogrenmelerini degerlendirmelerine izin vermekle ilgili olmaktadir. Reinders (2010), tarafindan
gelistirilen bu ¢ergeve son olarak kitaplari, 6grenenlerin 6grendiklerini degerlendirmelerini ve gézden
gecirmelerini saglamak agisindan degerlendirmektedir.

ARASTIRMANIN ONEMI

Dogru ya da yanlig, yogun bir bilgi paylasiminin olusturdugu bir ¢agda yasiyor oldugumuzu
da g6z Oniinde bulunduracak olursak, bireylere her tiirli bilgiyi aktarmak yerine onlarin 6grenmeyi
O0grenmesini saglamak ¢ok daha fazla kazanim saglayacaktir. Bu agidan bakildiginda da G6grenci
ozerkligi bunu hedefleyen bir yaklagimdir (Siiglimli, 2017).

Nasil 6grenecegini 6grenen bireyler gereksiz bilgi yigininin igerisinden styrilarak dogru ve
tam bilgiye ne sekilde ulasacagini bilir ve istedigi hedefe rahatlikla yonelebilir. Bu yaklasim
dogrultusunda yabanci dil 6gretiminde de Ogrencinin Ozerk olma siirecinde, kisisel gelisimini
saglamasinda yardime1 olabilecek materyallerin gerekliligi 6nemli bir husus olmaktadir. Ders kitaplari
g0z oniine alindiginda, 6grencilerin ihtiyaclar ile ilgili olarak 6nceden belirlenmis amag¢ ve hedeflere
ulasmada en iyi kaynaklar olarak goriilmektedir (Cunningsworth, 1995). Ciinkii ders kitaplarn
ogrencilere kendi kendilerine ¢alisma sansi veren materyallerdir. Bu acgidan bakildiginda 6grenci
Ozerkligi ile ders kitaplar1 arasinda bir baglant1 kurulabilecegi sonucuna varilabilmektedir.

Fenner’a (2000) gore oOgrenen oOzerkliginin belirli yonleri yararli araglar olarak ders
kitaplartyla desteklenebilir. Yani bu kitap icerisindeki metin ve yonergelerle 6grenci 6zerkligini
gelistirebilecegimiz anlamina gelir. Fakat asil sorun bu derece 6nem arz eden ders kitaplarinin
yazarlart i¢in bu konularin goz ardi edilebilmesidir.Bir diger sorun ise ders kitaplarinin
degerlendirilmesi siirecinde kitaplarin farkli yonlerine odaklanilmasi ve genel anlamda yetiskin
Ogrenen materyallerine yonelik incelemeler yapilmasidir. Halbuki teknolojinin hizla gelismesi ile
Ozerkligin erken yasta kazanilmasi gerceginin goz ardi edilmesi sebebiyle yetiskin 6grencilerden
ziyade daha kiiglik yas gruplarinin 6grenen &zerkligi de s6z konusu olmaya baglamaktadir. Bu
asamada Ogreten ve Ogrenen kadar yabanci dil materyallerini dretenlerin de &zerklik kavramini
bilmeleri ve ders materyallerini 6zerkligi g6z Onilinde bulundurarak hazirlamalar1 gerekmektedir
(Aydogdu, 2009).

Diinya genelinde Ingilizce dil 6gretiminde ¢cogunlukla Cambridge ve Oxford (iniversitelerinin
yayinlar1 kullanilmaktadir. Ancak bu yaymlarm giinlimiizdeki 6grenen O6zerkligini destekleyip
desteklemedigine iliskin bir ¢aligma bulunmamaktadir. Bu dogrultuda arastirmada Cabridge Primary
Path 3 ile Oxford Discover 3 kitaplari, Reinders’in &zerklik basamaklarina uygun mudur? sorusuna
cevap aranmistir.
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YONTEM

Calismada nitel arastirma yontemlerinden durum g¢aligmasi tercih edilmisgtir. Durum g¢aligmasi,
belli bir sinir1 olan sistemin siirecinin nasil ilerledigi ve nasil ¢alistigr ile ilgili bilgi toplamak adina
coklu veri toplama kullanilarak, sistemin derinlemesine incelenmesini iceren metodolojik bir
yaklagimdir (Chmiliar, 2010).

Arastirmanin 6rneklemi, amagli 6rnekleme olarak belirlenmistir. Amach 6rnekleme, amaca
bagl olarak bilgi bakimindan zengin durumlarin segilerek detaylica arastirma yapilmasina olanak
taniyan ornekleme ¢esididir (Biiylikoztiirk vd. 2012).

Aragtirmada 6rneklem olarak diinya ¢apinda yillardir yabanci dil egitimi alanlarinda kullanilan
Oxford ve Cambrigde yayinlarindan 3. Sinif diizeyinde;

- Oxford Discover 3 - Yazarlar: Kathleen Kampa , Charles Vilina
Sayfa sayisi: 192
Basim yili: 2019
Yaymevi: Oxford University Press, Ingiltere
- Cambridge Primary Path 3 - Yazarlar: Emily Hird
Sayfa Sayisi: 208
Basim Yili: 2019,
Yaymevi: Cambridge University Press, Ingiltere

kitaplarinin 6grenci kitaplar incelenmistir. Bu kitaplarin se¢ilmesinin nedeni, Cambridge
Universitesi Yaymevi’nin Primary Path 3 kitabinin ve Oxford Universitesi Yaymevi’nin Oxford
Discover 3 kitabinin seg¢ilmis olmasi her ikisinin de hem basili hem de ¢evrimici olarak egitim
materyalleri, kaynaklar ve hizmetlerin saglayiciligi agisindan yaygin bir aga sahip olmasidir.
Cambridge Universitesi Yayinevi’nin (2022) yillik raporuna gére, 5 ila 19 yas aras1 dgrenciler igin
uluslararasi egitim programlar1 ve yeterliliklerin diinya genelindeki en biiyilik saglayicisi konumunda
olmast; Oxford Universitesi Yayinevi’nin (2019) yillik raporuna gore 53 milyon 6grenciyi destekleyen
71 dilde egitim kaynaklar1 gelistirmek i¢in 159 tlkedeki egitimciler, okullar ve ortaklarla birlikte
caligtyor olmasi nedeniyle, Primary Path 3 ve Oxford Discover 3 kitaplari tercih edilmistir (Oxford
Impact Study, 2019; Cambridge University, 2022).

Her iki kitap iki set halinde olup, her sette bir 6grenci kitabi, bir ¢aligma kitabir bulunmakla birlikte
Cambridge Primary Path’ de My Creative Journal (yaraticilik giinliigiim) ad1 altinda bir aktivite kitabi
daha bulunmaktadir. Her iki yaymn evi de 21. Yy becerilerinden 6zellikle 4C (Communication,
Collaboration, Critical thinking, Creativity) iletisim, takim ¢aligmasi, elestirel diisiinme ve yaraticilik
becerilerini ¢alismalarinin odaginda tutarak genel anlamda bu gerceve etrafinda gitmeye Ozen
gostermislerdir.

Tablo 2 : Cambridge Primary Path 3 ve Oxford Discover 3

Cambridge Primary Path 3 Oxford Discover 3
1) Big Question 1) Big Question - How do people have fun?
What makes your community special? Unit 1
Unit 2
2) Big Question 2)  Big Question -Why do people move to new
What is food for? places?
Unit 3
Unit 4
3) Big Question 3) Big Question - Why do people write poems?
Why do we need to take care of nature? Unit 5
Unit 6
4) Big Question 4) Big Question - How do we measure time?
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What is art? Unit 7
Unit 8
5) Big Question 5) Big Question - Where does energy come from?
Why do we travel? Unit 9
Unit 10
6) Big Question 6) Big Question - How do people make music?
Why do we play sports? Unit 11
Unit 12
7) Big Question 7) Big Question - How do inventions change our
How can we explore the past? lifes?
Unit 13
Unit 14
8) Big Question 8) Big Question - Why do we need plants?
How important is electricity? Unit 15
Unit 16
9) Big Question 9) Big Question - Why do we explore?
Why do we have music? Unit 17
Unit 18

Tablo 2’ de de goriildiigii iizere Cambridge Primary Path 3 kitab1 9 iiniteden olusmaktadir ve her iinite
“Big Question” baslig: altinda {initenin temasini olusturmaktadir. Oxford Discover 3 kitabinda da 9
Big Question temasi bulunmakta fakat her tema altinda kendisi ile iliskili iki tiniteye ayrilmakta ve
toplamda 18 Uiniteden olusmaktadir.

Verilerin analizinde betimsel analiz kullamilmistir. Betimsel analiz, 6nceden belirlenmis
temalar dogrultusunda cesitli veri toplama teknikleri kullanilarak elde edilen verilerin 6zetlendigi ve
yorumlandigi nitel veri analizi yontemidir. Bu yoOntemin temel hedefi, elde edilen bulgularin
Ozetlenmis ve yorumlanmis bir sekilde okuyucuya sunulmasidir. Verilerin analizinde Reinders
tarafindan gelistirilen sekiz basamakli 6zerk Ogrenme c¢ercevesi kategoriler olarak alinmistir.
Belirlenen kategorilere gore degerlendirme islemi aragtirmacilar tarafindan ayri ayri yapilmigtir. Bu
dogrultuda; O6grenme ihtiyaglarinin belirlenmesi, hedeflerin belirlenmesi, 6grenmenin planlanmasi,
kaynaklarin secilmesi, 6grenme stratejilerinin se¢imi, uygulama, ilerlemeyi izleme, degerlendirme ve
gbzden gecirme basamaklarina gore betimsel analizler gerceklestirilmis ve her iki aragtirmacinin
degerlendirmesi karsilagtirilmigtir. Veri analizi giivenirligi i¢in Miles ve Huberman’in (1994) 6nerdigi
[Goriis birligi / (Goris birligi + Gortis ayriligl) x 100] goris birligi formalu kullanilmastir.

BULGULAR

Oxford ve Cambrigde yayin evlerine ait 3. Simif diizeyinde Oxford Discover 3 ve Cambridge
Primary Path 3 kitaplari, 6zerk 6grenme asamalarindaki adimlara gore (Ogrencilerin ihtiyaglarim
belirleme, hedeflerini belirleme, 6grenmeyi planlama, kaynaklari ve &grenme stratejilerini se¢me,
uygulama yapma, 6grenme siirecini izleme ve degerlendirme ve yeniden diizenleme) degerlendirilmis
ve ulasilan bulgular asagida basamaklar halinde sunulmustur.

Inhtiyaclarin Belirlenmesi

Reinder’in  Ozerk Ogrenme Basamaklari’nin ilk asamasi ogrencilerin ihtiyaglarinmn
belirlenmesi Uzerinedir (Reinders,2010). Bu basamakta bu kitaplarin 6grencilerin ihtiyaglarini
belirlemesine izin verip vermedikleri incelenmistir. Reinders (2010) ‘a gore 6grenciler dil ihtiyaclart
ile ilgili net bir fikre sahip degillerdir. Ihtiyaglar1 oldugunu diisiindiikleri ile gercekte ihtiyag
duyduklari arasinda bir uyusmazlik vardir.
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Bu baglamda kitaplari inceledigimizde, her iki kitapta da “Big Question adli sorularin 6nemli
bir yeri bulunmaktadir. Unitelerin, baglamlarini belirleyen, iist diizey diisiinme becerilerini gelistiren
ve temanin daha derinden kesfedilmesi destekleyen 1 soru (Big Question) sorarak baglamasi dikkat
¢cekmektedir. Bu sorular iinitede islenecek olan konular i¢in Ogrencileri hazirlamakla birlikte
ogrencilerin konu hakkinda ne kadar bilgiye sahip olduklarini diigiindiirmektedir. Ayrica 6grencilerin
on bilgilerini harekete gecirmekte ve konu hakkinda diisiinmelerini saglamaktadir. Her soru ayrica
tema ile ilgili resimlerle ¢evrilmistir. Bu resimler soru ile iliski kurulmasini saglayarak iinitenin
tamamina atiflarda bulunmakla birlikte 6grencilerde merak ve ilgi uyandirmaktadir.

What makes your
community special?
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Cambridge Primary Path 3, {inite girisi ve Big Oxford Discover 3, Uinite girisi ve Big Question
Question

Sekil 1: Ihtiyaclara iliskin gorseller

Her iki kitabinda Unite sorusunun altinda bu iinite dahilinde neler yapilacagi kademelere
ayrilarak verilmistir. Ve konuyla ilgili daha detayli sorularla 6grenciler daha detayli diisiinmeye tesvik
edilmistir.

Cambridge Primary Path 3 kitabinda ise bunlarin pesine bdliim dahilinde dgrenilecek anahtar
kelimeler listelenmistir. Bu da 6grenme hedeflerinin se¢imi konusunda &grenciye 6zerklik tanimasi
acisindan bir drnek olarak goriilebilir. Ogrenciler bu verilen kelimeleri bilip bilmediklerini kontrol
ederek 6grenme ihtiyaci duyduklari sdzciikleri listeleyebilirler.

Her iki kitapta da konuyu tanitan ve 6grencileri konunun farkli agilarindan diisiinmeye tesvik
eden bir iinite acilis videosu bulunmaktadir. Ogretmen tarafindan siif ortaminda kitaplarin dijital
kaynaklarindan gosterilen bu videolar, 6grencileri gorsel ve isitsel olarak iinitenin temasi ile ilgili
bagta sorulan tiim sorular1 tekrar sormakta, ders i¢i motivasyon ve meraki arttirmaktadir.

Bunlara ek olarak, Oxford Discover kitabinda ise ,*‘Big Question Chart* adi altinda bir ek
bulunmakta ve her {inite sorusu altindan 3 kisma ayrilmaktadir. Bu da o soru ile ilgili Ne Biliyordum?,
Ne Bilmek Istiyorum? Ve Ne grendim? kisimlarindan olusmaktadir. (Bu pek ¢ok dil sinifinda da
kullanilmakta ve KWL Chart olarak bilinmektedir.) Ilk sorunun yanitlarim basta alarak aslinda
Ozerklik basamaklarindan ihtiyaglarin belirlenmesi ile ilisgkin adimin tamamlanmasina hizmet ettigi
gorilmektedir.

Hedeflerin Belirlenmesi

Ozerklik basamaklarindan hedef belirleme basamagi, &grencilere siireg igerisinde varmak
istedikleri noktay1 ve elde etmeyi umduklarini segme sans1 vermektedir.

Her iki kitabin {inite sorusunun altinda bu iinite ilgili varilmasi beklenen hedefler siralanmigtir:
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Tablo 3: Uniteler ile ilgili varilmasi beklenen hedefler

Cambridge Primary Path 3

Oxford Discover 3

Konusulacak konu

Izlenecek video

Ogrenilecek kazanim

Ogrenilecek kazanim

Yazilacak metin

Okunacak metin

Yapilacak aktivite ( degisken)

Yapilacak aktivite ( degisken)

Yapilacak etkinlik (degisken)

Yapilacak etkinlik ( degisken)

Ornek uinite: Cambridge Primary Path 3
( Umt 1- What makes your community special?)

Ornek Unite: Oxford Discover 3
(Umt 1-2 — How people have fun?)

Konusulacak konu
(About different types of community)

Izlenecek video
( About people having fun)

Ogrenilecek kazanim
( Discuss the oracy grand rules)

Ogrenilecek kazanim
( How people have fun)

Yazilacak metin
(A letter to nominate a classmate for a prize)

Okunacak metin
( About festivals and games)

Yapilacak aktivite Yapilacak aktivite
( Give a presentation on making your school better) ('write a play about a fun day)
Yapilacak etkinlik Yapilacak etkinlik

(Ask for directions in a town)

(‘Actin a play)

Bu hedeflerin biiyiik bir kisminin uygulanigi tamamen 6grencilerin konuyla ilgili varmak
istedikleri kendi hedefleri dogrultusunda sekil alabilecekleri yonergelerle sunulmaktadir. Yapilan
incelemede Cambridge Primary Path 3 kitabimin bu basamaklarda 6grenciyi konu ile ilgili kendi
hedeflerini belirlemeye iligkin daha ¢ok alan sagladig1 gbzlemlenmistir. Yani daha esnektir.

Fakat, ayrica Oxford Discover 3 kitabinda ,‘‘Big Question Chart*‘ adli tablonun ikinci kismi
bu {inite ile ilgili 6grencinin konu ile ilgili neyi bilmek istedigini sordugu kisimdir. Bu da hedeflerin
belirlenmesi ile ilgili basamagin tamamlanmasi ile ilgili bu kitapta {inite basinda ayrica olarak teskil
edilmektedir.

Ogrenmenin Planlanmasi

Reinder’a (2010) gore hedeflerin belirlenmesi ve Ogrenmenin planlanmasi birbirleri ile
baglantilidir. Hali hazirda hedefini belirlemis olan bir 6grenci aslinda 6grenmenin planlamasindaki ilk
admu atmig bulunmaktadir. Hedeflerin  dnceden belirlenmis olmasi 6grenmeyi planlama agisindan
ogrencilere firsat sunmuyor gibi disiiniilse de kitaplarin tiim {initelerinin plan siralamalart
incelediginde;

Cambridge Primary Path 3 kitabinda, tinite planlamasi; okuma, kelime 6gretimi, dil bilgisi
konugsma becerileri (ORACY), fonetik ve sesletim, yazma, dinleme, {inite sonu proje ¢aligmasi ve
konusma c¢aligmalari ana bagliklar1 altinda siralanmaktadir. Fakat bu bagliklar {initeden {initeye
temalar1 farklh sekillerde ele almakta ve her seferinde 6grenciye farkli bir bakis agis1 ve diisiinme
sekline yonlendirmektedir.

Oxford Discover 3 kitabinda, linite planlamasi: okuma, kelime 6grenimi, dil bilgisi, dinleme,
konusma, yazma ve linite sonu proje ¢alismasi ana bagliklar1 altinda siralanmaktadir. Her iki kaynakta
da {inite etkinliklerinin birbirleriyle baglantili olmasi nedeniyle 6grenmenin kitabin planlamasina
uygun olarak ilerlemesini zorunlu kilmaktadir. Bu da kitaplarin 6grencilere 6grenmeyi planlama firsati
sunmadiklarin1 gostermektedir. Yani Ogrenmenin planlanmasi konusunda &grenciye Ozerklik
tanimamaktadirlar.
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Kaynaklarin Secilmesi

Kendi 6grenmelerini saglayacak kaynaklarin 6grencilerin kendileri tarafindan secilmesine
iligkin 6rnekler ve bagarili sonuglar mevcuttur (Aston, 1993; Benson,1994). Fakat genellikle
kaynaklarin se¢iminin 6gretmenlerin gorevi oldugu diistiniilmektedir.

Cambridge Primary Path 3 kitabim kaynak se¢gmede Ozerk olmaya tesvik edip etmedigi
dogrultusunda incelendiginde, tnitenin i¢inde bes ayri1 yerde ‘‘Big Question Links* adi altinda
konuyla alakali bagimsiz tek sorular bulundugu gértilmektedir. Bu sorulari amaci, 6grencinin konu ile
ilgili kitabin disina yonelerek baska kaynaklardan cevap arayisina girmesini saglamaktadir. Ornegin,
iiclincii iinitede, deniz kaplumbagalar1 ile ilgili metnin islendigi sayfanin sonu, Deniz hayvanlarinin
korunmast icin neler yapilmalidir? diye bir soru ile sonlandirilarak 6grencileri bu konuyu isledikten
sonra bu soru ile ilgili bir arastirma yapmalarina tesvik etmektedir. Ayrica iinite sonlarinda bulunan
projelerde de farkli kaynaklara yonlendirmeye ve arastirmaya dayali caligmalar gézlemlenmektedir.

Oxford Discover kitabi incelediginde islenen konu ile alakali 6grencinin ne diisiindiigiine
iligkin sorular sorulmakta, bu ise kaynak aragtirmasina yonlendirmekten ziyade ne diisiindiiglinii ifade
etmesini tesvik etmektedir. Fakat Unitelerin “Big Question* olarak baslamasi yani her iki kitapta da
iinitelerin temel bir soru altinda olmasi aslinda en basta bu konunun aragtirilmasina iligkin kaynak
aramaya tesvik edici ilk adim olarak kabul edilebilir. Ornegin Cambridge Primary Path 3 Why do we
play sports? Sorusu ile ilk tinitesine giris yaparken, Oxford Discover ise How do people have fun?
sorusu ile ilk {initesine baslar. ilk olarak bu sorularin yanitini bulmak kaynak aramasina tesvik eden ilk
adim ve {inite temasina giizel bir hazirlik olarak kabul edilebilir.

Stratejilerin Secilmesi

Ogrenmenin merkezinde 6gretmenin oldugu ortamlarda, 6grenme stratejileri gretmen
tarafindan secilmektedir. Secilen stratejilerin 6grencilere yonelik, onlara hitap eden stratejiler olmasi
her zaman miimkiin olamamaktadir. Bu sebeple &grencilerin kendi 6grenmelerini iyi bilip kendi
stratejilerini gelistirmeleri ya da uygun stratejiyi bulmalar1 gerekmektedir.

O’Malley ve Chamot‘in (1990) gelistirdigi, 6grenci Ozerkliginin de iginde bulundugu
simiflandirmaya gore 6grenme stratejileri {ice ayrilmaktadir: iistbiligsel stratejiler, biligsel stratejiler,
sosyo-duyussal stratejiler. Ogrencinin dil 6grenmesinde daha dzerk olabilmesi igin ders kitabimin tiim
bu stratejileri icermesi ve Ogrencilere kendilerine uygun olan stratejiyi segebilme sansi vermesi
gerekmektedir.

Ogrenme stratejilerinin seciminde Oxford Discover ve Cambridge Primary Path 3 kitaplarinin
etkili olup olmadig incelendiginde:

Oxford Discover 3 kitabinda her iinitede belli basli okuma stratejileri bulundugu
gorilmektedir. Bu stratejiler 6grencilerin bir metne nasil bir yaklagimda bulunacaklarini, metni nasil
kavrayacaklarini, 6nemli ve detayli bilgileri nasil okuyacaklarim dgrenmelerine yardimer olmktadir.
Ongoriide bulunma, karsilastirma ve analiz etme gibi stratejiler, zetleme ve karakterlere odaklanma
gibi 6grencilere sadece yabanci kavramlarin anlamini 6grenmede degil, kendi sozciik dagarciklarini da
genisletmeleri i¢in ilham verebilmektedir. Bu okuma stratejileri 6grencileri okuduklar1 seyleri
diisiinmeye tesvik ederek elestirel diisiinmeye de katki saglamaktadir. Ogrenciler cesitli okuma
stratejilerini kullanarak daha rahat gelistik¢e kendi 6grenme siireci hakkinda bilingli kararlar almayi
da dgrenebilmektedirler. Ayrica her linitede bulunan yazma g¢alismasi boliimleri de, 6grencilerin
yazma becerisinde daha basarili olmalar1 igin gerekli stratejileri ve hedefleri de sunmaktadir. Bu
stratejiler, beyin firtasi, fikirleri organize etme, yazma ve diizenleme gibi dort asamali siirecleri
icermektedir.

Cambridge Primary Path 3 kitabim incelendiginde: her Unitede yine ozellikle metinlerin
oncesinde okuma stratejilerinin bulundugu gortlmektedir. Ogrencileri metni okumadan 6nce bir

okuma stratejisiyle tanistirmakta, her metin, karsilagtirma yapmaktan, yazarin amacini belirlemeye ve
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tahminde bulunmaya kadar farkli bir stratejiye odaklanmakta ve 6grencilere daha iyi okuyucu olmalari
icin ¢esitli teknikler saglamaktadir. Yine her iinitede bulunan yazma sayfalarinda ise ¢esitli yazi tiirleri
ve bunlara yonelik izlenecek gesitli stratejik yaklagimlar ve uygulamalar mevcuttur.

Uygulama

Secilen kitaplarda Ogrencilerin 6zerk olmalarina yardimeir olan uygulamalar bulunup
bulunmadigi incelediginde:

Cambridge Primary Path 3 kitabinin pek ¢ok adiminda 6grenileni uygulamaya dokmeye
yonelik calismalar bulundugu gozlemlenmistir. Bunlara 6rnek olarak: her {initede okutulan metnin
ardindan Explore The Text adli bir sayfa gelmekte ve bu sayfada Ogrenilen okudugunu anlama
stratejilerini kullanarak metnin 6grenci tarafindan detayli bir sekilde incelemesi yaptirilmaktadir.
ORACY (Konusma Sanaty) sayfalarinin sonunda verilen konusma becerisine yonelik kazanimlarin sinif
ortaminda &grenci tarafindan arkadaslari ile kullanmasi dogrultusunda uygulamalar bulunmaktadir.
Writing sayfasinda ise o iinitede verilmek istenen metin tiiriiniin (mektup, e-posta, brosiir, gazete,
rapor vs.) yazilmasina yonelik uygulama basamaklar1 bulunmaktadir. Ve bunlarla birlikte her Gnitenin
sonunda genel anlamda tiim beceri basamaklarini icermeye yonelik tema dahilinde projeler
bulunmaktadir.

Oxfor Discover 3 kitabini uygulama O6zerkligi bakimindan incelediginde ise: her Unitede
bulunan Communicate baslikli sayfalara dinleme, konusma ve yazma basliklar1 altinda bir takim kisa
uygulamalar bulunmaktadir. Bu kisimlardan Speaking (konusma) basamagi dgrenilen bilginin hangi
yoniiyle alakali uygulamalar yapacaklart ile ilgili 6grencilere bir takim segenekler sunmaktadir.
Ardindan yine her Unitede bulunan Wrap up kisimlari uygulamaya yonelik 6grencilere daha fazla
secenekler sunmakta ve tema dahilinde bir proje yapilmasina yonlendirmektedir.

Siirecin Izlenmesi

Ogretmen merkezli ilerleyen egitim anlayisinda siire¢ dgretmen tarafindan degerlendirilir.
Bunlar ise 6dev ve sinavlardan sonra Ogrencilere geri bildirilir. Fakat 6grenci merkezli egitim
anlayisinda 6grencilerin kendi ilerlemelerini izleme yetenegine sahip olmalar1 6grencileri 6zerk hale
getirmektedir. Her iki kitap da 6grencilerin kendi 6grenme siireglerini izlemelerini saglayacak 6rnekler
olup olmadig1 ile ilgili incelendiginde, Ogrencilerin kendi gelisimlerini fark edebilecekleri
uygulamalarin bulundugu tespit edilmistir.

Degerlendirme ve Gozden Gegirme

Ogrencilerin 6zerk olmalarini saglama da son basamak degerlendirme ve gdzden gegirmedir.
Knowles (1975) ’in de dedigi gibi, kendi kendisine degerlendirmesini yapabilen &grenciler sadece
Ogretmenleri tarafindan degerlendirilen Ogrencilerden ¢ok daha iyi ve ¢ok daha fazla sey
ogrenmektedirler. Bu asamada siirecin izlenmesi s6z konusudur. Ogrencilerden ne &grendiklerini
diistinmeleri beklenmekle birlikte, 6grendiklerini gozden gegirip degerlendirmesi gerekmektedir.
Buradaki amag da gozden gecirmeye tesvik etmek ve eksiklerin farkina varilmasidir.

Cambridge Primary Path3 kitabim1 degerlendirme ve gozden gecgirme agisindan
inceledigimizde Oracy (konusma sanati) sayfalarinin her iinitede degerlendirme ve gézden gegirme
basamaklarina sahip oldugu gozlemlenmektedir. Fakat bu iinitenin genelini kapsamadigindan ve
sadece konugma becerisine odaklandigindan kendini degerlendirme agisindan uygun olmadigi
goriilmiistiir.

Oxford Discovery 3 kitabimi inceledigimizde KWL Chart adli kisminin son siitunu “Ne
ogrendim?”  her lnite i¢in 6grenci tarafindan kelimeler ve ya kelime gruplar ile doldurularak bir
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gbzden gecirme, 6z degerlendirme yapmasi beklenmektedir. Bu da daha ¢ok Ogrenilen kelimeleri
kapsadigindan kendini degerlendirme ile ilgili yeterli olmadig: gortilmiistiir.

SONUC VE ONERILER

Yasadigimiz yiizyilin getirileri ve gereklilikleri, hizla degisen sektorler, ihtiyaglar, anlayis,
yaklagim ve yontemler ve hatta bilginin hizla nitelik degistirmesiyle kurumlarin gorevlerinde de
degisikler gozlemlenmektedir. Klasik egitim bakis agisinda egitimin amact bilgiyi direk yiiklemek
iken giiniimiizde bireyleri yasam boyu 6grenenler haline getirmek egitimin amaci haline gelmektedir.

Bunu sonucunda yasam boyu 6grenme ifadesiyle biitiin halde bir yol izleyen 6grenen 6zerkligi
ve 0z yonetimli dgrenme kavramlari giindeme gelmektedir. Ozellikle iilkemizde de yasam boyu
O0grenme, 0z yonetimli 0grenme ve Ogrenen Ozerkligi gibi kavramlar dikkat ¢ekmeye baglamustir.
Avrupa dil konseyinin yaymladigi Avrupa Dil Gelisim Dosyasinin uygulamalarinin baslamasiyla
yabanci dil 6gretimi alaninda da 6grenen 6zerkligine iliskin ¢alismalar hiz kazanmistir (Tarhan ve
Sarag, 2006).

Bu calismada da 6zel okullarda yaygin olarak okutulan 3. Sinif seviyesindeki iki ders kitabinin
ogrenci Ozerkligine katki saglayip saglamadigini belirlemek amaciyla inceleme yapilmistir. Bu ders
kitaplarmin 6grencilerin; ihtiyaglarin1 belirlemelerine imkan saglamalari, hedeflerini belirlemeleri,
ogrenmelerini planlamalari, kitap harici kullanacaklar1 kaynaklar1 belirlemeleri, 6grenme stratejilerini
belirlemelerine imkan saglamalari, 6grendiklerini uygulamalarma olanak saglamalari, Ogrenme
stireclerini izlemelerine firsat vermeleri ve Ogrendiklerini gézden gecirmeleri, degerlendirmeleri
bakimindan bunlar1 saglayip saglamadiklart tespit edilmeye c¢alisilmistir. Bu amag¢ dogrultusunda
calisma Reinders (2010) tarafindan tasarlanan O&zerklik basamaklar1 cergevesi dogrultusunda
stirdiiriilerek belirtilen 6zerk 6grenme basamaklarini icerip i¢ermedikleri bakimindan incelenmistir.

Yabanci dil dgretiminde diinya ¢apinda tercih edilen bu iki biiyiik yaym, 21. yy’in yeni
yaklagim ve yontemlerini ¢okc¢a yakindan takip eden ve hatta pek ¢ok alanda onciiliik eden 6nemli
yaymlar oldugu da goz oniinde bulunduruldugunda, 6grenen 6zerkligi bakimindan her iki yayininda
bunu g6z ardi etmedigi incelenmistir. Genel anlamda bu kitaplar tek bir kitap olmaktan ziyade pek ¢ok
destek materyali (alistirma kitab1 (activity book), kelime kartlar1 (flash cards), dijital kaynak ve
materyaller vs.) ile biitiinlesik olarak uygulanmalar1 sebebiyle bu ¢alismada incelenen temel beceri
kitaplarmdaki 6zerklik basamaklarindan eksik olan kisimlarin1 tamamlamaktadirlar. Fakat Cambridge
Primary Path 3 kitabinda gelistirilen iceriklerin gerek tematik gerekse 4 temel beceriye dayanan
gecislerin verilimi, 6zellikle konusma becerisi agisindan incelendiginde 6grenen 6zerkligi bakimindan
oldukga destekleyici ve siireci tam da bu basamaklarin gerektirdigi sekilde tamamlamasi sebebiyle
daha verimli oldugu kanisina varilmstir.
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Abstract: Written corrective feedback (WCF) has gained significant attention from both scholars and teachers
in English language teaching (ELT). Although a large bulk of research on WCF has focused on the link
between different feedback types and language development, more research is needed to understand how
language learners perceive written corrective feedback and what practices they favor when it comes to
receiving it. Therefore, this quantitative study aims to investigate Turkish EFL learners’ perceptions and
preferences of written corrective feedback in terms of the feedback strategies employed in their classrooms as
well as their revision practices upon getting feedback. 90 Turkish Intermediate EFL undergraduates from a
public university in Turkiye completed a 21-item Likert-scale questionnaire online. Using descriptive
statistics, the questionnaire data were analyzed. The findings showed that the learners’ perceptions and their
teachers’ feedback practices mostly aligned, and most learners preferred to receive comprehensive and
indirect feedback that focuses on grammatical, mechanical, and lexical errors rather than organization and
content. These findings highlighted the importance of learner expectations in relation to the perceived efficacy
of feedback practices.

Keywords: L2 writing, written corrective feedback, error correction, learner perceptions, learner
preferences

INTRODUCTION

For students of higher education, writing ability is one of the most essential skills as they are
often required to search for and present information. This ability is also crucial because it enables
college students to improve their self-expression and academic achievement (Graham, 2006; Liao &
Wong, 2010). However, most learners of English as a foreign language (EFL) struggle with writing in
a second language (L2) because it requires a process of transferring ideas into the written mode in a
completely different language and ensuring that readers can make sense without any misinterpretation.
That is why the writing process should be facilitated to help EFL learners to master this challenging
skill. One way to achieve this is to provide learners with written corrective feedback (WCF) so that
they can easily revise and edit their pieces of writing.

In the L2 writing literature, extensive research has been done on the efficacy of WCF, also
called error correction, in increasing L2 learners’ grammatical accuracy (Ashwell, 2000; Bitchener &
Knoch, 2008; Chandler, 2003; Ellis et al., 2008; Van Beuningen et al., 2012). However, the majority
of L2 researchers who investigated the effectiveness of feedback versus no feedback reached mixed
results. For example, Truscott (1996, 1999) claimed that WCF is useless in L2 writing practices and so
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should be neglected, while other scholars, who challenged this idea, suggested that correcting errors is
helpful (Bitchener & Knoch, 2008; Chandler, 2003; Ferris, 1997; Lyster et al., 1999). Following this
debate, a considerable bulk of research has been carried out to understand whether and to what degree
WCF fosters L2 writing, and many earliest studies reported positive effects of WCF on L2 writing
accuracy (Ashwell, 2000; Chandler, 2003; Ferris & Roberts, 2001). However, these studies were later
criticized for their limitations such as lacking a control group and focusing only on immediate revision
but not delayed accuracy.

To overcome prior design flaws, more recent WCF studies have investigated both the efficacy
of getting feedback and the effect of receiving different kinds of feedback by involving a control group
and/or measuring the accuracy of revised papers as well as new pieces of writing. These studies have
often focused on what types of WCF are more effective than others (Ekanayaka & Ellis, 2020; Ellis et
al., 2008; Karim & Nassaji, 2020; Kim & Bowles, 2020; Sinha & Nassaji, 2021; Zhang & Cheng,
2021). The two most common feedback types mostly explored were direct feedback (i.e., supplying
the target form for an error) and indirect feedback (i.e., pointing out the error but not offering the
correct form).

Although there seems to be a consensus on the benefits of WCF, the comparison of direct vs.
indirect feedback still leads to inconsistent findings. Some studies, for instance, have concluded that
direct feedback is more productive as it offers sufficient information to figure out grammatical errors,
especially complicated ones, and helps L2 learners deal with any confusion in processing the feedback
(Benson & DeKeyser, 2019; Bitchener & Knoch, 2010; Ellis et al., 2008; Kim & Bowles, 2020; Lim
& Renandya, 2020; Sheen, 2007; Shintani & Ellis, 2013; Van Beuningen et al., 2012). However, other
studies have pointed out to an advantage for indirect feedback as it involves students in discovery
learning and thus promotes learner autonomy (Ferris 2003, 2006; Sheppard, 1992).

However, most studies that have found an effect for WCF (direct or indirect) have only
tackled a limited number of linguistic errors (i.e., focused/selective feedback) rather than providing
feedback on a wide range of errors (i.e., unfocused/comprehensive feedback). Although focused
feedback has yielded better accuracy gains in many studies (Bitchener & Knoch, 2009; Sheen, 2007,
Shintani et al., 2014; Suzuki et al., 2019), such a practice has been found to have little pedagogical
value in the classroom context since L2 writing teachers do not generally correct only one type of
error. Because students often produce various errors in their writing, teachers are more inclined to use
an approach that thoroughly responds to this problem. That is why providing comprehensive WCF
might be a better practice because it reflects the nature of most L2 writing classrooms. Still, it is not
possible to make a valid conclusion about the positive effect of comprehensive WCF as the number of
studies comparing it to focused feedback is relatively scarce (Frear & Chiu, 2015; Sheen et al., 2009;
Storch & Wigglesworth, 2010; Truscott & Hsu, 2008; Van Beuningen et al., 2008, 2012).

Despite a large bulk of research on different variables affecting the efficacy of WCF (e.g., the
scope of feedback, its explicitness, its short-term/long-term effects), one factor still seems to be
underexplored: EFL learners’ perceptions and preferences of WCF. As Lee (2008) suggested,
“feedback is a social act” (p. 146). It is a reciprocal activity in which feedback is not only about the
product but also about the interaction between the teacher and the student. Ferris (2011) also stressed
that learner preferences should not be underestimated as the goal of giving feedback is to encourage
learners to benefit from it. Otherwise, feedback might be perceived useless and thus ignored (Armhein
& Nassaji, 2010). However, only a handful of studies have looked at L2 learners’ perceptions and/or
preferences of the WCF they receive from their teachers (Kim et al., 2020; Nguyen et al., 2021;
Saragih et al., 2021; Sinha & Nassaji, 2022). To fill this gap, the present study aims to explore Turkish
EFL learners’ perceptions and preferences of their teachers’ written feedback practices in a public
university in Tuarkiye. The findings will help EFL teachers to gain a deeper understanding of their
feedback practices and to accommodate them to meet the unique needs of their classrooms.
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LITERATURE REVIEW
Written Corrective Feedback

Written corrective feedback refers to the corrections L2 teachers provide for their learners’
linguistic errors in writing. It is a crucial aspect of L2 writing (Ferris, 2014). Although some scholars
(e.g., Hedgcock, 2005; Liu & Brown, 2015) were in doubt about whether learners notice and attend to
the feedback if they just read through their corrected papers without any revision, WCF is still a
commonly used approach to increase L2 writing accuracy (Han & Hyland, 2019; Lee, 2020).

Although there was an ongoing discussion in the 1990s and early 2000s about the impact of
WCF, which was initiated by Truscott’s (1996, 1999) claim that WCF is not only unproductive but
also detrimental to L2 writing, there is now a consensus that WCF is beneficial (Bitchener, 2008;
Chandler, 2003; Ellis et al., 2008; Ferris, 2006; Sheen, 2007). However, due to this initial debate, a
considerable amount of preliminary research merely explored the part WCF plays in increasing L2
accuracy. Many of the earliest studies mostly compared the effects of feedback vs. no feedback and
concluded that WCF significantly improved L2 grammatical accuracy regarding errors in first drafts
(e.g., Ashwell, 2000; Ferris & Roberts, 2001; Kepner, 1991; Polio et al., 1998; Semke, 1984).
However, these studies were criticized because revising a first draft does not guarantee the correct
usage of target forms in a new written text (Truscott, 1999). Therefore, more recent studies have
started to investigate the efficacy of WCF not only on revised drafts but also on new texts and reported
that WCF can be productive depending on the feedback type (Ekanayaka & Ellis; 2020; Karim &
Nassaji, 2020; Kim & Bowles, 2019; Kim et al., 2020; Sinha & Nassaji, 2022; Suzuki et al., 2019;
Van Beuningen et al., 2012).

Effects of Direct and Indirect WCF

Since the value of feedback provision was acknowledged, studies have begun to look at
different types of WCF. This line of research has addressed whether some types of WCF have greater
benefits for L2 learners than others. Depending on the feedback explicitness, two commonly
investigated types of feedback are direct WCF and indirect WCF.

Direct feedback enables learners to explicitly see their error corrections as the teacher points
out the error and then supplies the correct form (by presenting it directly after crossing out the wrong
form, deleting the redundant form, or adding a missing form). It is advantageous as there is no need
for learner training, and it does not lead to any confusion, which might facilitate the internalization of
the correct forms (Chandler, 2003). However, it might trigger only shallow processing (i.e., just
transferring the corrections to another draft) and learners may not grasp the rules in the end. On the
other hand, indirect feedback involves highlighting the error (e.g., underlining, using correction
codes/symbols, or giving a metalinguistic clue/explanation) and leaving it to the learner to think about
how to fix it. Therefore, it requires deeper processing, which might contribute to long-term
development (Ferris & Roberts, 2001), but learners may not possess the grammatical competence
necessary for making the corrections on their own.

The research findings that have compared direct WCF to indirect WCF are mixed. Some
studies have found greater effects in favor of direct feedback (Benson & DeKeyser, 2018; Bitchener,
2008; Bitchener & Knoch, 2010; Ellis et al., 2008; Sheen, 2007; Shintani et al., 2014; Suzuki et al.,
2019). For instance, Bitchener and Knoch (2010) examined three kinds of WCF: direct metalinguistic
explanation, circled errors (indirect), and direct metalinguistic feedback with oral form-focused
instruction. The results suggested that direct WCF was more effective than indirect feedback. Shintani
et al. (2014) also looked at the effects of direct WCF and indirect metalinguistic explanation on the use
of two linguistic forms: indefinite article and the hypothetical conditional. It was revealed that direct
feedback accompanied by revision was most productive. In a more recent study, Suzuki et al. (2019)
investigated four kinds of WCF: direct metalinguistic explanation, direct WCF only, indirect
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metalinguistic explanation, and indirect WCF only. The findings indicated that both kinds of direct
WCEF resulted in greater short-term effects than indirect WCF.

Other studies have reported an advantage for indirect feedback (Lalande, 1982; Shintani &
Ellis, 2013). For example, Shintani and Ellis (2013) compared direct feedback to indirect
metalinguistic explanation (ME). In their study, ME was provided via a handout about how to use
definite and indefinite articles in English. The comparison of the two feedback types showed that the
ME group improved from their initial to revised drafts but not to their new writings, while the direct
WCF group did not progress over time. Their findings suggested that indirect feedback enhanced the
learning of the article rules.

Although studies comparing direct vs. indirect feedback have yielded contradicting results, a
meta-analysis performed by Kang and Han (2015) concluded that direct WCF (g = 0.60) has a larger
effect size than indirect WCF (g = 0.33) with respect to increasing L2 accuracy writing.

Effects of Comprehensive and Focused WCF

Although many studies have focused on the effects of the feedback that only corrects specific
errors (i.e., focused/selective), very few ones have targeted a wide variety of linguistic forms (i.e.,
comprehensive/unfocused). Focused feedback has been assumably more productive because it draws
learner attention specifically to a pre-selected item (Nassaji, 2015). However, its pedagogical value
has been open to discussion as teachers are often expected to give feedback extensively on almost all
kinds of errors in real classrooms (Karim & Nassaji, 2020).

As comprehensive WCF might better portray the reality of L2 classrooms, many studies have
tried to compare its impact to that of focused WCF (Frear & Chiu, 2015; Hartshorn et al., 2010; Liu,
2008; Sheen et al., 2009; Storch & Wigglesworth, 2010; Truscott & Hsu, 2008; Van Beuningen et al.,
2012). However, their findings are contradictory. For example, Sheen et al. (2009) examined the
effects of comprehensive vs. focused feedback on the learning of some linguistic structures. Target
forms consisted of definite and indefinite articles for the focused WCF group, and copula ‘be’, regular
and irregular past tense, and prepositions for the comprehensive WCF group. The results showed no
difference between the two conditions. Similarly, Frear and Chiu (2015) compared the effect of WCF
provided on the use of ‘weak verbs’ to that of WCF provided on all error types. It was found that both
focused and comprehensive feedback resulted in accuracy gains.

The number of studies on the differential effects of comprehensive and focused feedback is
still rather limited to make a valid assumption since various factors might lead to the inconsistent
findings. Kang and Han (2015) have put forward such factors as the setting, linguistic competence, the
type of the target form, and the operational definition of feedback to further explain the complexity of
WCEF and why these studies have yielded mixed results.

Learner Perceptions and Preferences of WCF

Although research on the focus and explicitness of WCF is abundant, a few studies have
looked at EFL learners’ perceptions and preferences of WCF at the tertiary level (Chen et al., 2016;
Nguyen et al., 2021; Saragih et al., 2021; Trabelsi, 2019; Uzun & Koksal, 2020). For example, in a
study with EFL undergraduates from Oman, Trabelsi (2019) found that WCF was preferred to be
comprehensive, indirect, and teacher-initiated. In another study, Saragih et al. (2021) investigated
Indonesian EFL college students’ perceptions and preferences of the WCF strategies employed in their
writing classrooms and found that most of the learners preferred to receive direct WCF because they
felt encouraged to see what they did wrong. Metalinguistic, reformulation, and indirect strategies were
favored too. The learners also wanted to receive WCF that focuses on specific but major errors (i.e.,
focused feedback). The correction of all errors was found to be messy and discouraging. On the other
hand, Nguyen et al. (2021) found that Vietnamese EFL college students preferred to receive
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comprehensive and indirect feedback that focuses on higher order skills such as organization and
content.

Within the Turkish undergraduate context, a few studies have also been conducted to find out
EFL tertiary-level students’ perceptions and preferences of WCF (Atmaca, 2016; Ustiinbas & Cimen,
2016). For instance, Atmaca (2016) conducted a study with 34 EFL teachers and 34 EFL students to
find out the similarities and differences between their perceptions about WCF. She concluded that
while some students expected all their errors to be marked and corrected, others expressed a need for
more autonomous learning with teacher guidance. With low level preparatory school students,
Ustiinbas and Cimen (2016) also investigated EFL learners’ preferences for the most effective
feedback type and found out that the majority of the learners preferred to receive WCF with teacher
comments for all errors, especially in grammar and vocabulary. All these results suggest that cultural
and contextual factors might affect EFL learners’ perceptions and preferences of WCF.

METHODOLOGY
Research Design

The present study adopted a quantitative survey design. The reason for choosing this design
was that it “provides a quantitative or numeric description of trends, attitudes, or opinions of a
population by studying a sample of that population” (Creswell, 2014, p. 203). It helps researchers to
gain a greater understanding about the perspectives related to a particular topic of interest. As this
study also intended to explore Turkish EFL learners’ perceptions and preferences of their teachers’
written feedback practices, the survey design suited for this aim. As a result, the following research
questions were addressed in this study:

1. What are Turkish EFL learners’ perceptions of the scope of WCF they receive and their
preferences about the scope of WCF?

2. What are Turkish EFL learners’ perceptions of the focus and explicitness of WCF they
receive and their preferences about the focus and explicitness of WCF?

3. What revision practices do they employ upon receiving WCF?

Participants and Setting

Participants consisted of 90 (41 male and 49 female) Turkish undergraduate EFL learners
enrolled in an English program at a preparatory school of a public university in Tirkiye. They were
young adults ranging from 18 to 22 in age. Only one participant was 27 years old. At the time of the
study, they had been attending general English classes for about three months for either mandatory or
voluntary purposes. Their level of language proficiency was Intermediate based on the placement test
initially administered at the beginning of the academic year and the subsequent institutional
examinations. In the following year, the participants were going to be Engineering, Business
Administration, International Relations, Translation and Interpreting Studies, or Architecture students.
Convenience sampling was used for participant selection. As the researcher was not teaching any EFL
writing lessons at the time of the study, she asked her colleagues at the same institution to invite their
students to participate in the study. Prior to data collection, consent was taken from the participants,
and ethical approval was granted by the Research Ethics Committee of the university.

Data Collection and Analysis

Data were collected in three months via an online questionnaire with four parts that was
adapted from Leki (1991), Lee (2004), and Diab (2005). The items which were appropriate for the
context of the study and likely to be an effective tool to gather the data were selected from these
previous studies. The first part asked the participants to indicate their sex, age, language proficiency,
and major. The second part consisted of eleven 5-point Likert-scale items that ranged from (1) never to
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(5) always and addressed the participants’ perceptions of the scope, focus, and explicitness of the
feedback they receive from their teachers. The third part involved eight 5-point Likert-scale items that
ranged from (1) strongly disagree to (5) strongly agree and explored the participants’ preferences for
the scope and focus of feedback. With two multiple-choice items, the last part asked the participants to
indicate their preferences for the explicitness of feedback and their revision practices (i.e., what they
do when they do not know how to correct an error). Considering that the participants might not be
proficient enough to answer the questionnaire items in English, the items were presented only in
Turkish.

Data analysis was performed through the quantitative analysis of the items in the
guestionnaire. Google Forms was used to send the link to the questionnaire. It automatically collected,
calculated, and provided frequencies and percentages as well as visual representations (bars and
graphs) for the data.

FINDINGS
Turkish EFL Learners’ Perceptions and Preferences of the Scope of WCF

The first research question of this study investigated Turkish EFL learners’ perceptions and
preferences of the scope of the WCF they receive from their teachers. Based on the questionnaire data,
the following figure summarizes the responses of the learners’ perceptions of the scope of the WCF
their teachers provide for them.

Figure 1. Learners’ perceptions of the scope of WCF

Grammatical errors
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Errors in punctuation
Vocabulary choice
Organization of the paper
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As shown in Figure 1, the WCF the learners received from their teachers focused more on
grammatical (81,1%), mechanical (76,7% for spelling and 68,9% for punctuation), and lexical (65,6%
for vocabulary choice) errors than the errors in the organization of the paper (42,2%) and the ideas
expressed in the writing piece (27,8%).

Figure 2. Learners’ preferences of the scope of WCF
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Based on the questionnaire data, Figure 2 above shows the Turkish EFL learners’ preferences
of the scope of the WCF they receive from their teachers. Most of the learners preferred to get
feedback on their errors in grammar (61,1%), spelling (56,7%), and vocabulary choice (51,1%). In
addition, they reported that they wanted to receive feedback on their errors in punctuation (47,8%),
organization (42,2%), and the ideas they expressed in their writing (33,3%). It should be noted here
that some learners were unsure about whether they would want to obtain feedback on their
organizational (17,8%) and content-wise (26,7%) errors.

Overall, the findings revealed that the learners’ perceptions of the scope of the WCF they
receive from their teachers mostly aligned with their preferences for the scope of WCF. Both learners
and their teachers gave more importance to the correction of linguistic, mechanical, and lexical errors
than the errors regarding organization and content.

Turkish EFL Learners’ Perceptions and Preferences of the Focus and Explicitness of WCF

The second research question of this study investigated Turkish EFL learners’ perceptions and
preferences of the focus and explicitness of the WCF they receive from their teachers. Based on the
guestionnaire data, it was found that 81,1% of the learners reported that their teachers always or
usually mark all their errors (major and minor) in their first drafts. When asked whether their teachers
mark some major errors but not the minor ones in their papers, 83,4% of the learners disagreed,
indicating that their teachers always or usually mark not only the major errors but also the minor ones.
These findings showed that most of the learners always or usually received comprehensive
(unfocused) WCEF targeted at various errors they make in their written texts.

When asked about their preferences of the focus of the WCF they receive from their teachers,
88,9% of the learners reported that they always or usually want to receive feedback on all their errors
(major and minor). Similarly, 78,8% of the learners disagreed that their teachers should always or
usually mark their major errors but not the minor ones. These findings showed that most of the
learners favored comprehensive WCF, which focuses on a wide range of errors, over focused WCF,
which corrects only specific errors.

In terms of the explicitness of the WCF they receive from their teachers, the findings showed
that 28,9% of the learners stated that their teachers always correct all their errors for them, while
54,4% of them reported that their teachers always point out their errors and give a clue about how to
correct them, such as using correction symbols. However, 16,7% of the learners stated that their
teachers only point out the errors without providing any clues about how to correct them and leave the
corrections to the students.

When asked about their preferences of the explicitness of the WCF they receive from their
teachers, 27,8% of the learners preferred all their errors to be corrected by their teachers, whereas
63,3% of them wanted their teachers to point out their errors and give them clues about how to correct
the errors. Interestingly, 8,9% of them preferred to see their errors highlighted but wanted to receive
no clues about how to correct them.

Overall, the findings revealed that the learners’ perceptions of the focus and explicitness of the
WCF they receive from their teachers were mostly in line with their preferences for the focus and
explicitness of WCF. Both learners and their teachers favored comprehensive and indirect feedback.

Turkish EFL Learners’ Revision Practices upon Receiving WCF
The third research question of this study investigated what revision practices Turkish EFL
learners employ upon receiving WCF from their EFL instructors. The findings showed that 41,1% of

the learners usually go to their teachers to ask for help if they do not know how to correct an error,
while 27,8% of them use the Internet to learn how to correct that specific error. Asking a classmate to
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help with the error is also preferred by 18,9% of the learners. Very few learners stated that they
consult a native speaker friend (only 8 people) or a grammar handbook (only 3 people) to figure out
what the error is about.

DISCUSSION

The present study aimed to explore how Turkish EFL learners perceive the WCF they receive,
what kind of WCF they prefer to receive, and what revision practices they employ after receiving
feedback. In terms of the scope of feedback, it was found that these learners’ teachers tended to
provide feedback more on linguistic, mechanical, and lexical errors than errors in organization and
idea development. This finding is in line with the findings of the study conducted by Nguyen et al.
(2021). In their study, teacher feedback also focused more on the linguistic end of the form-meaning
continuum than the organizational component of the language. In the present study, the heavy reliance
of the WCF on grammatical, mechanical, and lexical forms might be because it is relatively easier for
teachers to give feedback on such forms than attending to the flow of ideas in a piece of writing (Leki,
1991). When teachers additionally focus on the coherence and cohesion of the ideas expressed in a
paper, they might have to spend more time on error correction. Considering that teachers often need to
mark many first drafts in a limited time before returning them to the learners, checking the
organization and content of the paper is not very practical compared to correcting the errors in
grammar, mechanics, or vocabulary choice only.

The findings also revealed that the learners’ preferences for WCF also focused more on
grammatical, mechanical, and lexical aspects of the language than the organization and idea structure
of their written texts. This finding contrasts with Nguyen et al.’s (2021) study because the learners in
their study favored teacher feedback directed at both form and overall problems related to content/idea
development and writing style, the latter being preferred more than the former.

However, the fact that the learners in this study wanted to receive feedback more on linguistic
aspects of the language than organization or content is in line with the findings of several other studies
(Amrhein & Nassaji, 2010; Halimi, 2008; Hammouda, 2011; Schulz, 1996; Ustiinbas & Cimen, 2016;
Zacharias, 2007). In these studies, learners tended to value their teachers’ comments and corrections
on grammatical, lexical, and mechanical features more than those on content and genre. This might be
attributed to learners’ desire to obtain concrete and observable results when it comes to learning a
foreign language. Learners often associate higher linguistic competence with full mastery of the
language, so when they expect to make immediate progress in language learning, they value
grammatical accuracy over content and organization in their writing. That might be the reason why the
learners in this study favored the feedback that points out their linguistic errors more than the feedback
that focuses on their idea development.

As for the focus of WCF, the learners in this study reported that they almost always receive
comprehensive (unfocused) WCF targeted at a wide range of errors they make in their pieces of
writing, and they preferred to continue receiving their corrective feedback in this manner. This finding
is in line with the findings of earlier research (Amrhein & Nassaji, 2010; Atmaca, 2016; Diab, 2005;
Lee, 2004; Trabelsi, 2019; Ustiinbas & Cimen, 2016; Zhu, 2010). In several other studies, learners
also thought that the larger the quantity of WCF is, the more helpful it will be. There might be a few
reasons why learners want their teachers to mark all the errors (major and minor) in their written texts.
First, when learners see all their errors identified on the paper, they might feel quite satisfied to see the
areas that they need to work on. Second, because comprehensive feedback has a greater potential to
reflect the real classroom practices (Karim & Nassaji, 2020), learners might value it over focused
feedback. Also, as focused feedback involves correcting only a pre-selected set of errors, learners must
write as many papers as possible to receive enough feedback on all their errors, which does not seem
very plausible considering the limited time for classroom instruction. For all these reasons,
comprehensive feedback might seem a better choice for the learners in this study.
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It was also found that the teachers in this study preferred to give their students comprehensive
(i.e., unfocused) feedback that focuses on a wide array of errors rather than selective (i.e., focused)
feedback that targets only a set of predetermined errors, which tends to be less time-consuming
compared to the former. There might be a few reasons for their choice of comprehensive feedback.
They might favor this feedback type over focused one because teachers usually expect their students to
learn from their mistakes too. Therefore, if they only mark specific errors, they might think that their
students do not get enough opportunities to work on the linguistic forms that are not marked. Also,
comprehensive feedback enables learners to see all the grammatical forms that are still problematic for
them. If these forms go unmarked, learners might not be able to notice them and may mistakenly
assume that they have mastered these structures, which leads to their fossilization. Without noticing, it
gets more difficult to acquire these forms accurately (Schmidt, 1990). With their errors highlighted or
corrected, learners will notice the gaps in their interlanguage, make cognitive comparisons between
what they already know and what they need to learn, and use their linguistic resources to write more
accurately. The knowledge they acquire from comprehensive feedback might remain dormant for
some time but will probably be activated later (a phase which Gass (2003) defined as the incubation
period). Moreover, teachers might prefer to give comprehensive feedback because feedback in this
form is not subjected to the limited attentional span of the learners as opposed to oral feedback since
learners can take time to study their errors whenever they like (Williams, 2012). All these reasons
might persuade teachers to continue their practice of giving comprehensive feedback.

In terms of the explicitness of WCF, most of the learners mentioned that their teachers almost
always highlight their errors by giving a clue about how to correct them without any explicit
corrections. More than half of the learners also preferred to receive their written corrective feedback in
this way. This finding is in line with the findings of several previous studies (Nguyen et al., 2021,
Trabelsi, 2019), but it also contradicts the findings of a few others (Chen et al., 2016; Saragih et al.,
2021). In those studies, learners preferred different techniques of error correction. While some of them
stated that explicit (direct) types of WCF allowed them to understand their errors and later remember
to fix them in a new piece of writing, others reported that as they themselves had to figure out how to
correct their errors, indirect WCF enabled them to process these errors more deeply, thus leading to
greater language gains. This might be the reason why the learners in this study also wanted to receive
indirect WCF from their teachers. They probably preferred indirect feedback because they believed
that it results in greater language development in the long term if they themselves work on their errors
instead of asking their teachers to correct them. Also, learner autonomy might be another factor for
choosing indirect feedback. As the participants of this study are university students, they are probably
mature enough to understand that they should take responsibility for their own learning. Through
discovery learning and hypothesis testing, they can find out how to correct their own errors. These
factors might motivate them to ask for mere guidance from their teachers (i.e., giving a clue about the
errors) instead of explicit error correction.

Finally, when asked about their revision practices, most of the learners reported that they ask
their teachers for help when they cannot correct an error by themselves. The other remaining majority
stated that they use the Internet or ask a classmate to fix their challenging errors. Very few learners
mentioned getting advice from a native speaker friend or looking through a grammar handbook. These
findings implied that learners value their teachers’ guidance more than other sources of information.
Therefore, teacher feedback is appreciated more than peer feedback for these learners. Trabelsi (2019)
also reached the same conclusion with Omani learners who favored teacher-initiated feedback over
peer feedback. This might be attributable to Asian cultures in which the teacher is often perceived as
the ultimate source of knowledge in the classroom. That might be the main reason why the learners in
this study first thought about seeking advice from their teachers.

CONCLUSION AND SUGGESTIONS
The findings of the present study showed that Turkish EFL learners prefer to receive
comprehensible and indirect feedback that focuses primarily on the linguistic aspects of the language,

and these learners’ preferences for WCF mostly align with the feedback practices their writing
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teachers employ in the classroom. This congruency is essential for the perceived efficacy of the
feedback practices because giving feedback is social in nature (Lee, 2008). It is an interpersonal
activity since teachers interact with their students through their comments (written or oral) to foster
language development. If learner expectations are ignored during this process, feedback might be
regarded as an ineffective practice. Understanding learner preferences is also crucial because there
might be individual differences regarding the type of feedback EFL learners desire to obtain. As the
primary goal of WCF is to assist learners to enhance their L2 accuracy (Ferris, 2011), their preferences
should be prioritized too while choosing specific feedback strategies. In this way, learners can
perceive feedback as useful because it will answer to their unique needs and expectations in that
classroom context.

Several implications can be made from this study. First, although the heavy focus of the WCF
on the grammatical, mechanical, and lexical elements of the language is favorable by EFL learners, the
findings imply that L2 writing teachers might need to reconsider their feedback practices in order to
highlight other important components of the writing skill. To do that, they can sometimes shift their
feedback scope from linguistic aspects of the language to content-related and organizational features
of writing. Receiving training on form-focused and content-oriented feedback strategies might be
helpful in raising awareness among L2 writing instructors. Thus, they can learn how to balance the
scope of the feedback they provide in their writing classes. Otherwise, giving feedback merely on
grammar, mechanics, or vocabulary might lead learners to think that good writing equals higher
accuracy. In that case, learners may disregard the importance of writing coherent and cohesive papers
with well-chosen ideas.

In addition to written corrective feedback, L2 writing teachers might try to employ different
feedback practices in their classrooms to increase learner engagement. Solely depending on the same
type of written corrective feedback might ultimately lead to boredom among learners, thus resulting in
learner indifference to that feedback type. However, if teachers make use of various feedback
strategies (e.g., oral feedback, audio and video feedback, technology-enhanced feedback, peer
feedback, etc.), it will help maintain learner attention. As learners will be involved in more engaging
error correction practices, they will feel more motivated to learn too. Such deeper cognitive
involvement will also enhance the efficacy of the feedback they receive.

Furthermore, the findings of this study suggest that L2 learners need guidance with respect to
their revision practices. It is obvious that revision is an indispensable component of L2 writing.
Without revising a first draft, it is not very logical to expect learners to acquire the target forms.
However, this study reveals that learners do not entirely know what to do when they cannot figure out
how to correct an error other than asking their teachers’ help. This implies that learners should be
taught what revision practices they can employ upon receiving feedback because it would not be very
practical for teachers to frequently deal with such situations in which learners always go to their
teachers for all their challenging errors.

The present study has some limitations. Due to the nature of convenience sampling used in
selecting the participants of the study, the sample group was limited to a single university in Tirkiye.
Therefore, the findings might not be generalizable to other settings. Future research might include a
broader range of teaching contexts by investigating different variables that affect the efficacy of WCF.
In addition, although the sample size was kept large, additional methods of data collection could have
been used to increase the reliability of the study. Qualitative data could have been obtained if semi-
structured interviews had been conducted with volunteer students, and the students’ written works had
been collected from the teaching staff with their corrections made using various WCF techniques.
Future studies might employ these methods for data triangulation. Finally, the present study has
examined the concept of written corrective feedback entirely from the learners’ perspective. Further
research can be conducted to compare the learners’ perceptions and preferences of WCF practices to
those of many other active members of the learning process such as teachers, curriculum developers,
and school administrators.
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Abstract: The evaluation conundrum during teaching practicum concerning the criteria used and perception
of them by faculty mentors, school mentors, and preservice teachers remains a critical concern in language
teacher education. This multi-perspective research quantitatively investigates the viewpoints of preservice
English teachers and their school and faculty mentors regarding the significance of the evaluation criteria set
by the Turkish Ministry of National Education for the evaluation of preservice teachers’ teaching practices
and performance in teaching practicum. While all three groups considered the evaluation criteria significant—
although at varying degrees—the faculty mentors ascribed greater importance to the evaluation criteria,
compared to school mentors and preservice teachers, for both the evaluation criteria used by faculty mentors
and school mentors. The study highlights the key role of evaluations and feedback provided by school and
faculty mentors during teaching practicum despite higher degrees of significance attached to the evaluation
criteria used by school mentors. Specifically, our research reveals nuanced perspectives on evaluation criteria,
shedding light on potential areas for refinement in mentorship and training programs. Tailored strategies are
crucial to address varying stakeholder views and targeted training for faculty and school mentors can enhance
preservice teacher support during practicum. The implications can inform policy and practice in language
teacher education, promoting better outcomes for the preparation of future English language teachers in
Tirkiye.

Keywords: mentors, preservice teachers, teaching practicum, teaching practicum evaluation criteria

INTRODUCTION

The teaching practicum and supervision experience are critically important for the
professional maturation of preservice English language teachers (Bailey, 2016; Bulut, 2016; Cakmak
& Gunduz, 2019; Circoki et al., 2019; Cohen et al., 2010; Crookes, 2003; Farr & Farrell, 2023; Pu &
Wright, 2022; Richards & Farrell, 2011). Throughout their initial years in a teacher education
program, preservice English language teachers (hereafter PSTs) engage in a variety of coursework
where they learn various educational theories, pedagogical approaches, and teaching methods and
strategies. Teaching practicum, commonly referred to as field experience, provides them with a unique
opportunity to apply theoretical knowledge acquired through coursework in genuine classroom
settings. This bridges the gap between the academic foundations of teaching and the actual
implementation in authentic contexts and highlights the significance of this practical component in
their training on their path to becoming teachers.
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During teaching practicum, PSTs gain firsthand experience in diverse classroom settings
which enables them to further explore effective instructional strategies, learner characteristics, and
instructional challenges enabling them to develop classroom management skills and modify their
teaching strategies and resources to suit the requirements of a multifarious student population. The
practicum phase, thus, offers PSTs an opportunity to engage in critical reflection and self-evaluation
by analyzing their teaching practices, identifying potential areas for improvement, and devising
strategies to enhance their instruction, thereby contributing to a deeper understanding of how they
perceive their teaching abilities and the extent to which they invest in ongoing professional learning
and growth. Consequently, this stage serves as a decisive juncture in the development of PSTs'
professional identities, as they encounter the real challenges, rewards, and complexities of being a
language teacher for the first time and begin to question, negotiate, and shape their beliefs, attitudes,
and teaching philosophies.

Therefore, language teacher education programs and faculty should carefully consider how to
effectively support and nurture the teaching practicum and supervision process to facilitate the
preparation of future language teachers. One crucial aspect that needs dedicated attention in this
complex, challenging, and often highly emotional process (Caires et al., 2010, 2012) of learning to
teach is professional (mentor) feedback (e.g., Akcan & Tatar, 2010; Altinmakas, 2012; Anderson &
Radencich, 2001; Bhatti et al., 2020; Le, 2007; Le & Vasquez, 2011; Martinez Agudo, 2016; Nguyen,
2022). During the teaching practicum, PSTs greatly benefit from receiving mentor feedback on their
performance, as it serves as a valuable tool for their development and evolution as professionals.
Through regular and systematic mentor feedback sessions, they gain insights into their teaching
practices, allowing them to reflect on and identify their capabilities, strengths, and areas needing
additional focus. This feedback also helps them establish benchmarks for self-improvement and
pursue customized professional development activities as needed to enhance their instruction,
ultimately preparing them for successful careers in teaching (e.g., Aydin, 2016; Aydin & Ok, 2020;
Celik & Zehir Topkaya, 2023; Farr & Farrell, 2023; Keiler et al., 2020).

It should be noted, however, that the feedback offered to PSTs during their practicum cannot
be random. This has been the basis for the faculty-school cooperation model, which places strong
emphasis on the roles and responsibilities of the parties involved in PSTs’ education in teaching
practicum, as well as the evaluation criteria to be used in their assessment (see CoHE, 1998). In this
regard, based on our experiences in teacher education and teaching practicum, we believe that having
well-defined evaluation criteria in place is essential for providing effective feedback, as this ensures a
clear framework for assessment, ultimately fostering consistency and accountability across various
programs and practicum placements. Such standards and expectations for PSTs’ performance and
progress during their practicum pave the way not only for meaningful feedback to prompt their self-
awareness and growth as reflective practitioners but also serve as a means of ensuring accountability
and uniformity across diverse programs and teaching practicum placements (see Asregid et al., 2023;
Martinez Agudo, 2016). Evaluating PSTs against predetermined indicators aligned with the specific
program goals, objectives, and learning outcomes helps monitor and ensure the caliber of language
teacher preparation programs, fulfilling educational and institutional requirements while safeguarding
credibility. Therefore, facilitating a coherent and integrated approach to PSTs’ education, including the
delivery of productive and insightful feedback based on predetermined evaluation criteria, becomes
possible only when the teaching practicum experience is directly linked to the teaching skills acquired
during the program.

While the evaluation criteria used in teaching practicum and supervision have a vital role in
forming the experiences and professional judgments of PSTs, it is similarly important to explore the
knowledge and perceptions of both PSTs and their mentors regarding these evaluation criteria,
particularly within the context of English language (EFL interchangeably) teacher education in
Tiirkiye, where the teaching practicum course and the accompanying evaluation methods and criteria
have undergone multiple and major changes in the last decade. Furthermore, lack of understanding due
to lack of research in this specific area poses a potential challenge in ensuring the effectiveness and
quality of the practicum experience, making it a must to investigate the perceptions of all stakeholders
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involved to identify any discrepancies, challenges, and potential areas for improvement in the
evaluation criteria. Accordingly, we examine the perceptions of preservice English language teachers
and mentors from their school and faculty with regard to the significance of evaluation criteria used in
teaching practicum within the Turkish EFL teacher education context.

By exploring these perceptions, we seek to acquire some insight into the experiences and
expectations of various stakeholders, including PSTs, and school and faculty mentors regarding the
evaluation criteria used in teaching practicum in the EFL language teacher education in Tiirkiye. The
findings may offer valuable practical implications for teacher education programs, mentoring
practices, and evaluation processes within the Turkish EFL context by enabling different parties to
assess the extent to which the evaluation criteria successfully measure the desired learning outcomes
(i.e., alignment between the evaluation criteria and the overall program objectives). Moreover, given
that the existing evaluation criteria are rooted in the teacher competency framework (see CoHE, 1998;
TED, 2009), this study may offer insights into which specific competency area(s) hold greater weight,
particularly as perceived by mentors in the realization of the teaching profession within authentic
classroom settings. Furthermore, the findings of this study will inform recommendations for
improving evaluation criteria, thereby enriching the scholarly discourse on leveraging them for a
comprehensive assessment of preservice language teachers.

LITERATURE REVIEW

As mentioned earlier, the teaching practicum, referred to as field experience (Crandall, 2000)
or school teaching (Farrell, 2008), is a crucial component of teacher education programs. Successful
teaching practicum experiences and professional development of PSTs rely heavily on two key
factors: strong collaboration and communication between school mentors and faculty mentors (SMs
and FMs, hereafter) and the establishment of a shared understanding of evaluation (Bullock, 2017;
Castaneda & Montenegro, 2015; Celen & Akcan, 2017; Karaman et al., 2019; Merg, 2015). In this
regard, it is important to delve into the unique context of Tiirkiye and examine if and to what extent
school and faculty mentors value the evaluation criteria used in PSTs’ teaching practicum.

Teaching Practicum in Preservice English Teacher Education in Tiirkiye

In Tirkiye, a practicum course entitled Instructional Practices was first incorporated into
teacher education programs in 1982 when teacher training institutions were unified under universities
(CoHE, 2007). The name was later changed to Teaching Practice in the 1997-1998 academic year
within the framework of the World Bank-supported National Education Development Project aimed
at, alongside other goals, enhancing the quality of teacher education (Kog et al., 1998). This change
was brought about by the Faculty of Education-School Collaboration implemented by the Ministry of
National Education (MoNE) and the Council of Higher Education (CoHE) through a protocol signed
on July 28, 1998 (CoHE, 2007). The order underwent an update in 2018 (MoNE, 2018) to require a
minimum of 72 teaching hours (six hours per week over 12 weeks) for PSTs in one semester.
Furthermore, changes were made to the implementation of the course, limiting the number of PSTs to
a maximum of 6 per SM and 8 per FM (MoNE, 2018). Despite the changes, the teaching practicum
course ultimately aims to provide preservice teachers with the skills, expertise, perspectives, and
extensive capabilities required for the teaching profession. In addition, as MoNE (2021) reported, the
teaching practicum aims to ensure that the “PSTs are better prepared for the teaching profession and
gain the competence to utilize the knowledge, skills, attitudes, and behaviors related to general culture,
pedagogical content, and the teaching profession acquired during their education” (p. 1). PSTs stand to
benefit greatly from teaching practicum, as it allows them to receive feedback from their SMs and gain
insight and understanding of the authentic classroom setting, ultimately helping them refine their skills
and develop a professional identity (Celen & Akcan, 2017; Karaman et al., 2019; Merg, 2015; Serdar
Tiiliice & Cecen, 2016).
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Furthermore, acquiring professional knowledge requires understanding the criteria that define
what is allowed, correct or incorrect, true or false, fitting or unfitting, and what is better and why
(Richards, 2008). In other words, it requires knowing what is important in practice, which necessitates
the identification of teacher competencies that will serve, in turn, as a guide to evaluating teacher
performance during the practicum (Shalem & Slonimsky, 2010). By engaging in real classroom
teaching and receiving constructive feedback from mentors, PSTs have the opportunity to apply and
refine the competencies they have acquired through their faculty education. Although teacher
competencies may vary across countries and institutions, they set the standards of teacher education
and aim to ensure that PSTs are well-equipped to educate students effectively. They also establish the
standards of PSTs’ performance throughout the teaching practice process (Elliott, 2015).

In the teacher education context in Tiirkiye, as part of the negotiations for integration into the
EU, the general competencies of teachers were defined (see Tiirk Egitim Dernegi (TED), 2009).
Additionally, domain-specific competencies for English language teachers were specified in 2008 by
the MoNE’s Directorate of Teacher Training and Development (MoNE, 2008). They serve as a
comprehensive set of skills that outline the foundational knowledge, pedagogical skills, and
professional dispositions that English teachers are required to possess. The competencies also guide
standards for teacher education in higher education and define performance criteria in the teaching
practice. In this regard, they provide a benchmark for evaluating and fostering teaching performance
(Aguinis, 2009; Elliot, 2015).

Therefore, evaluation criteria informed by teacher competencies provide a structured
framework to SMs and FMs in their evaluations of the PSTs’ teaching performance during their
teaching practicum. Using these criteria ensures standardization in all teacher education programs
(Elliot, 2015; Merg, 2015) and identification of PSTs’ strengths and areas of improvement becomes
easier (Castaneda & Montenegro, 2015). Therefore, feedback based on evaluation criteria enables
PSTs to reflect on their practice and develop action plans for further development (Merg, 2015; Serdar
Tiiliice & Cecen, 2016).

Research on Mentors’ Evaluations of PSTs’ Performance in Teaching Practicum

Research shows that SMs and FMs have different approaches and opinions regarding
providing feedback to PSTs in their teaching practicum (Aydin, 2016; ilya, 2022; Orsdemir &
Yildirim, 2020; Tiifekei Can & Bastiirk, 2018). A study by Aydin (2016) indicated that SMs often lack
confidence in their ability to provide constructive feedback and identify weaknesses in PSTs.
Therefore, they depend too much on numerical evaluations and positive feedback rather than
providing detailed comments and explanations. Besides, PSTs felt that they were not receiving
sufficient feedback from their SMs during teaching practice (see Tifek¢i Can & Bastiirk, 2018).
Examining PSTs' views on the accomplishment of mentoring roles and responsibilities, Aydin and Ok
(2020) probed into SMs’ mentoring practices. Data revealed that PSTs only tended to agree on the
execution of observer-feedback provider and assessor-evaluator. Yayli (2018) examined SMs’ support
for PSTs and the theory-practice gap in Tiirkiye and found that SMs in Tiirkiye were reluctant to
mentor PSTs and considered it a secondary task. The research indicates that mentor roles should be
clearly outlined and preservice teacher education in Tiirkiye should be rearranged to reinforce
vulnerable links between faculties and schools. In line with this, Rakicioglu-Soylemez and Eroz-Tuga
(2014) proposed that SMs should be made aware of how to properly carry out mentoring procedures to
effectively meet PSTs’ needs. Similarly, Orsdemir and Yildirim (2020) found that PSTs identified
feedback provision as the least observed behavior among mentors and considered it the most critical
area for SMs to improve.

On the one hand, despite the scarcity of research, Mer¢ (2015) reported that PSTs expressed
greater confidence in their FMs’ evaluation of their practicum performance compared to their SMs’,
albeit acknowledging a divergence between the theoretical evaluation criteria used by each supervisor.
On the other hand, Ilya (2022) highlighted the need for a standard protocol. However, knowing that
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such protocols are already available and standards of PSTs’ evaluation are already defined by the
MoNE and CoHE, we, as the authors, want to underline the need for a closer examination of SMs’ and
FMs’ evaluations of PSTs’ teaching performance in their teaching practicum. For instance, Karaman
et al. (2019), SMs often view filling out the required evaluation criteria as burdensome paperwork.
Consequently, they tend to prioritize other aspects of PST evaluation and may inadvertently overlook
or ignore the importance of those performance criteria. Regarding the evaluation forms, Ak Basogul et
al. (2023) found that those evaluation forms were inadequate and lacking in meeting the demands of
21st century teacher competencies. The study reveals that the existing evaluation forms did not
adequately capture the diverse skills and dispositions required for effective teaching in the modern
educational landscape. Kablan et al. (2015) analyzed the opinions of SMs, FMs, and PSTs about the
practicum using the evaluation form. The findings revealed that the PSTs exhibited a higher level of
agreement with the SMs, particularly in the aspect of the teaching process as a sub-domain of the
whole teaching and learning process which begins with lesson planning and covers two other key
skills as classroom management and communication. Additionally, significant correlations were
observed between the FMs and the SMs in all three areas, namely content knowledge, teaching
process, and classroom management.

Consequently, as research indicates, there is a need for improvement in several areas to
enhance the development of PSTs, including the provision of quality feedback, the utilization of
objective evaluation criteria by both SMs and FMs, and improved coordination between these two
groups. Addressing these factors is crucial in ensuring the optimal growth and development of PSTs
during their teaching practicum experiences (Celen & Akcan, 2017). However, given the discrepancies
between mentors’ understanding and utilization of the evaluation criteria in PSTs’ teaching practicum,
examining the degree of importance that PSTs, and their FMs and SMs attach to the evaluation criteria
becomes even more critical to promote a more consistent and effective evaluation process. To the best
of our knowledge, the current study is a pioneering attempt in this area.

METHODOLOGY

In this study, we carried out multi-perspective research (Paltridge, 2020) and elicited the
perceptions held by multiple parties regarding the significance of the evaluation criteria set by the
MoNE for the evaluation of preservice English teachers’ teaching practice and performance at
teaching practicum schools. With this in mind, we explored the perceptions of preservice teachers
enrolled in an English language teaching (ELT) program at a state university in northeastern Tiirkiye,
as well as the school and faculty mentors who supervised them during their teaching practicum at
practicum schools. Approval from Trabzon University's Board of Research and Publication Ethics
(Report no: 2022-3/1.10) was secured before commencing data collection.

We sought answers to the following main and sub-research questions:

1. What are the perceptions of preservice English language teachers, school mentors, and
faculty mentors regarding the significance of evaluation criteria used in teaching practicum?

a. Do the degrees of significance attributed to the evaluation criteria align or differ
among the preservice English language teachers, school mentors, and faculty
mentors?

Data Collection and Instrumentation
To answer the questions above, we used the evaluation criteria that the MoNE officially

requires faculty and school mentors to use in their evaluations of preservice teachers after each of their
teaching practices. The evaluation criteria can be accessed by faculty and school mentors at
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https://uod.meb.gov.tr/. The guidelines for PSTs’ evaluation were published by the MoNE in 2021
(see Table 1).

Table 1. Evaluation criteria used by school mentors and faculty mentors

Evaluation criteria Party of evaluation Sub-criteria Number of items
Content and pedagogical School and Faculty Content knowledge 4
content knowledge mentors .
Pedagogical content 5
knowledge
Teaching and learning School mentors Teaching process 11
process
Classroom management At the start of the lesson:
2 items
Throughout the lesson: 4
items
At the end of the lesson:
3 items
Communication 6
Faculty mentors Planning 6

There are 35 evaluation items under two main domains and five sub-evaluation domains to be
used by SMs. The items are put on a 3-point rubric as not adequately developed, acceptable, and well-
developed. The FMs are given 15 items under three sub-evaluation criteria. To gather the perceptions
of all parties involved, namely PSTs, SMs, and FMs, regarding the importance attributed to each
evaluation criterion, a 5-point Likert scale was utilized. The scale ranged from "very insignificant” (1)
to "very significant" (5). The intermediate options were defined as follows: "insignificant" (2),
"neither significant nor insignificant" (3), and "significant™ (4).

We also developed a demographic information form for each party. The demographic
questions for the PSTs included age, gender, perceived language competence, perceived level of
preparedness to teach, whether they received feedback from their school mentors and faculty mentors,
and the frequency and means of receiving such feedback. As for the mentors, in addition to basic
demographic information such as age and gender, we included additional items to elicit more detailed
information about their professional profiles. The questions included the length of their teaching
experience, education, whether they had master’s and/or doctoral degrees, and their majors for all the
degrees held. The length of experience in supervising PSTs was another question. Some other
questions directly addressing their feedback practices included whether they provided the PSTs with
any feedback, as well as the frequency and means of delivering feedback.

Before collecting data, we conducted a pre-piloting of the questionnaire for PSTs with five
PSTs in their 3 year of studies. We asked them to read each item carefully and evaluate their
comprehensibility. As for the questionnaire form targeting mentors, we sought feedback on its
comprehensibility from two departmental members who were not involved in the data collection
process since they did not hold any mentoring roles or responsibilities. For the piloting, we contacted
the PSTs (N=62) studying at a nearby university. During the pilot analysis, we tested the reliability of
items that were turned into a scale format. The Cronbach’s Alpha internal consistency score for the 15
items used by FMs’ was found to be .94, while it was .98 for the 35 items used by SMs, both
indicating excellent reliability.

The data collection took place in the fall semester of 2022 from the PSTs enrolled in an
English language teacher education program and from their FMs and SMs mentoring and supervising
them during their practicum. This study attempts to offer a unique perspective on evaluation and
feedback practices during the teaching practicum within an ELT program in Tiirkiye, making it a

Journal of Language Research, Vol 7, Issue 1


https://uod.meb.gov.tr/

35
Servet Celik, Handan Celik, Bilal Karaca

noteworthy case. Ethical consent for conducting the study was obtained from the authors' university's
Ethics Committee under reference number E-81614018-000-2200011460, granted on 14th March
2022.

Participants

The participants included the senior PSTs (N=25) studying at the ELT program at a state
university in northeastern Tiirkiye and the SMs (N=11) and FMs (N=7) supervising the PSTs as they
were doing their teaching practicum at schools in center city schools.

The great majority of the PSTs were females (n=20), while the rest were males (n=5). Their
ages ranged from 21 to 25 with an average of 22. They perceived their language competences as
competent and themselves as almost prepared to teach (M=3.92). The great majority (n=23) reported
that they received feedback from their SMs, while two said they did not receive feedback or any
regular evaluation. Some of those (n=13) who said they received feedback reported receiving it after
each teaching practice, while some others (n=10) reported receiving occasional feedback. As for how
they received the feedback, some reported that their SMs used the checklist (n=6) while a great
majority (n=27) reported that their SMs provided written and spoken feedback without a checklist.
Regarding if, how, and how often they received feedback from their SMs, 12 PSTs who reported that
they received feedback from their mentors reported receiving feedback after each of their teaching
practices (n=12), while the other 12 received feedback occasionally either through a checklist (n=7) or
written and spoken feedback without the checklist (n=17). One PST reported never receiving
feedback, a circumstance that deviated from the established roles and responsibilities expected of both
parties of mentors.

Four FMs were females, while the rest were males. The ages of the participants ranged
between 32 and 43, with a mean of 37. Their teaching experience ranged from 10 to 22 with an
average of 14. On average, they have been supervising PSTs for a period ranging between two to
seven years, with an average of four years. Out of the seven, five had earned doctoral degrees in ELT,
one had a master’s in applied linguistics and one was in the process of obtaining her doctoral in a non-
language related field. All reported providing the PSTs with feedback after each of their teaching
practices using the checklist (n=2), written notes without the checklist (n=3), and verbal feedback
without notes and the checklist (n=1).

Similar to the FMS, the great majority of the SMs were females (n=9), while the rest (n=2)
were males. The participants varied in age from 33 to 54, with an average of 41. They have been
teaching for 14 years on average and have been supervising PSTs for six years on average with the
most experienced one having 20 and the least experienced one with one year experience. The majority
(n=9) were graduates of English language teaching programs and two were graduates of English
Language and Literature. Very few of them (n=3) had MA degrees in education-related programs
other than English language teaching. All reported giving feedback to PSTs after each of their teaching
practices using the checklist (n=5), or written notes without the checklist (n=6).

Data analysis

The data were initially analyzed through descriptive statistics. To find the significance
attached to each evaluation criterion by each party, we first ran an item-based analysis and then
analyzed each subdomain and the overall domain. To further examine the likely differences between
the levels of significance they attached to the evaluation criteria, we also ran inferential statistics.
Before this, we ran a normality test for each of the subdomains and the overall evaluation domains.
The results showed that the data were non-normally distributed in all sets (p<.05). Therefore, we
employed the Kruskal-Wallis test, the non-parametric version of the ANOVA test (see Lalanne &
Mesbah, 2016) to compare the independent scores (Field, 2018). For the evaluation subdomains in
which the Kruskal-Wallis test indicated statistically significant differences, we carried out the Mann-
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Whitney U test which is a non-parametric test to compare unrelated samples to find out which one of
the parties differ statistically significantly from each other in their perceptions of the evaluation

criteria.

FINDINGS

In the table below, we provide a comprehensive overview of PSTs’, SMs’, and FMs’
perceptions regarding the significance of evaluation criteria, encompassing a total of 35 items utilized
by SMs. We bring all parties to the same table (Table 2) for an easier interpretation of the findings and
the likely comparisons that the readers will make.

Table 2. Parties’ perceptions of the significance of the evaluation criteria used by SMs

Domains &  Subdomains of No Item PSTs SMs FMs
Evaluation M SD M SD M SD
Content and  Content 1 Knowing  the 4.40 58 464 .67 4.86 .38
pedagogical knowledge basic principles
content and  concepts
knowledge related to the
subject
2 Being able to 424 60 436 .67 500 .00
relate the basic
principles and
concepts in the
subject with a
logical
consistency
3 Being able to 444 51 445 69 500 .00
use verbal and
visual language
(figures,
diagrams,
graphics,
formulas, etc.)
appropriately
4 Being able to 420 58 445 .69 457 53
associate the
subject with
other subjects in
the field
Pedagogical 5 Knowing 412 73 436 .67 486 .38
content special teaching
knowledge approaches,
methods, and
techniques
6 Being able to 460 .58 473 .47 486 .38

utilize
instructional
technologies
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7 Being able to 424 88 464 50 486 .38
identify
incorrectly-
developed
concepts in
students
8 Being able to 468 48 473 .47 500 .00
give appropriate
and  adequate
responses to

student
questions
9 Being able to 424 8 464 .50 5.00 .00
ensure the
safety of the
learning
environment
Teaching Teaching 10 Being able to 4.24 66 473 47 4386 .38
and process relate the
learning subject to
process previous  and
subsequent
lessons
11 Being able to 4.44 71 464 50 486 .38
determine
methods and
techniques

appropriate for
achieving  the
learning
outcomes

12 Being able to 452 59 473 .47 5.00 .00
use time
effectively

13 Being able to 4.48 .71 473 .65 5.00 .00
design activities
for students'
active
participation

14 Being able to 432 8 445 .69 486 .38
continue
teaching
according to
individual
differences

15 Being able to 448 .71 445 52 486 .38

select and
prepare
appropriate
tools and
materials

16 Being able to 4.56 58 455 52 5.00 .00
use teaching
tools and
materials in
accordance with
the class level
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17 Being able to 368 .85 436 .67 429 .95
summarize
during the
lesson
18 Being able to 456 .58 473 .47 486 .38
give feedback
according to
students' level
of
understanding
19 Being able to 440 87 436 .50 471 .76
relate the
subject to life

20 Being able to 4.32 85 455 52 471 76
use evaluation
techniques in
accordance with

the learning

outcomes
Classroom 21 Being able to 4.48 g1 445 52 4386 .38
management make an

appropriate
introduction to
the lesson

22 Being able to 452 .71 464 .67 5.00 .00
attract  student

interest and
attention to the
lesson

23 Being able to 4.52 59 445 69 471 .76
provide a
democratic
learning
environment

24 Being able to 456 .77 436 .67 486 .38

ensure the
continuity of
interest and
motivation in
the lesson

25 Being able to 428 .79 445 69 486 .38
take appropriate
precautions
against
interruptions
and blockages

26 Being able to 4.08 81 427 79 4386 .38
benefit from
praise and
sanctions

27 Being able to 4.44 51 436 .67 5.00 .00
summarize the
lesson
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28 Being able to 416 .75 409 .30 457 .53
give
information
about
assignments for
the next lesson
29 Being able to 380 .76 4.00 .45 429 111
prepare the
students to leave
the classroom

Communication 30 Being able to 4.72 54 482 .40 5.00 .00
communicate
effectively with
students

31 Being able to 480 41 482 .40 500 .00
give clear
explanations
and instructions

32 Being able to 444 58 464 .50 486 .38
ask thought-

provoking
questions in
accordance with
the topic

33 Being able to 4.60 71 464 .67 5.00 .00
use the voice
effectively

34 Being able to 4.68 48 445 69 457 .79
listen to the
students  with
care

35 Being able to 4.64 70 482 .40 4.86 .38
use verbal and
non-verbal
language
effectively

A closer look at the PSTs’ evaluation of each evaluation criterion shows that except for item
17 (Being able to summarize during the lesson) and item 29 (Being able to prepare the students to
leave the class) that they perceived neither significant nor insignificant (M=3.68), they considered all
other items significant with varying degrees. Being able to give clear explanations and instructions
was the item to which they attached the highest degree of significance (M=4.80). They also attached a
similar degree of significance to being able to communicate effectively with students (M=4.72), which
was followed by being able to give appropriate and adequate responses to student questions and
being able to listen to the students with care.

The SMs perceived the entire evaluation criteria as significant with varying degrees. Some of
the items were attached with greater significance, but three of the six communication items were given
the greatest importance. They perceived being able to communicate effectively with students, being
able to give clear explanations and instruction, and being able to use verbal and non-verbal language
effectively as the most significant teacher skills and competencies to be performed by PSTs. Similar to
the PSTs, the SMs perceived being able to prepare students to leave the class as the relatively least
significant skill. There are some items (#19, 21, 23, 24, 27, 28, and 34) that the SMs attached
relatively lower levels of significance compared to the PSTs. SMs and PSTs seemed to almost agree
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on the significance of being able to use teaching tools and materials in accordance with the class
level. For the rest of the items, the SMs attached higher degrees of significance.

The FMs, compared to the PSTs and SMs, attached higher degrees of significance to all
evaluation criteria, except for item 17 where they were found to perceive being able to summarize the
lesson as less important compared to the SMs, but not the PSTs. There are some items (#2, 3, 8, 9, 12,
13, 16, 22, 27, 30, 31, and 33) that they perceived as very significant, although such a degree of
significance was not observed in the PSTs’ and SMs’ responses.

We also examined how each of these parties perceived the overall significance of each of the
subdomains of evaluation criteria besides the whole set of evaluation criteria (see Table 3).

Table 3. Parties’ perceptions of the significance of subdomains of the evaluation criteria used by SMs

Subdomain PSTs SMs FMs

M SD M SD M SD
Content knowledge 4.32 42 4.50 .62 4.86 .20
Pedagogical content knowledge 4.38 .55 4.62 .34 491 A1
Teaching process 4.36 51 4,57 42 4.82 37
Classroom management 4,32 .53 4,34 A7 4,78 .29
Communication 4.65 44 4.67 43 4.88 .25
Overall 4.40 43 453 42 4.84 25

As seen, all perceived the whole set of evaluation criteria used by the SMs as significant. FMs
reported an evidently higher level of significance for all the subdomains of evaluation. The overall
level of significance that they attached to the evaluation criteria was higher compared to PSTs and
who were found to attach higher levels of significance to both sub and overall criteria compared to
PSTs. The PSTs evaluated communication as the most significant domain, while the other domains
revealed almost equal degrees of significance. The SMs also perceived communication as the most
significant domain of the evaluation, while classroom management revealed the lowest level of
significance. The FMs, on the other hand, were found to perceive pedagogical content knowledge as
the most significant domain, followed by communication and content knowledge.

We ran the Kruskal-Wallis test to examine any likely statistically significant differences
between their evaluations of the overall evaluation criteria and subdomains. Based on the differences
between the rank totals of the PSTs (17.84), SMs (24.82), and FMs (32.43), there was a statistically
significant difference H(2, n=43)=8.52, p= .014 between their perceptions of the significance of
content knowledge. Therefore, we conducted post hoc comparisons using the Mann-Whitney U test
which showed that the difference between PSTs and FMs was statistically significant (p=.000).
Besides, the differences between the rank totals of the PSTs (18.24), SMs (23.09), and FMs (33.71)
revealed that the level of significance that they attached to the evaluation of PSTs’ pedagogical
content knowledge was statistically significant H(2, n=43)=8.71, p= .013. The Mann-Whitney U post
hoc comparison revealed that the SMs and FMs (p=.019) and PSTs and FMs hold statistically
significant levels of perceptions (p=.000). Additionally, their (PSTs=18.40, SMs=24.18, FMs=31.43)
perceived level of significance regarding the evaluation of teaching process was also found as
statistically significant H(2, n=43)=6.47, p=.039. The post hoc comparisons showed that the PSTs and
FMs hold statistically significant levels of perceptions (p=.020). Moreover, the differences between
the total ranks of PSTs (19.80), SMs (20.27), and FMs (32.57) also revealed statistically significant
differences in their evaluations of classroom management H(2, n=43)=6.02, p= .049. The post hoc
comparisons showed that the SMs and FMs statistically significantly differed (p=.027). The difference
between PSTs and the FMs was also statistically significant (p=.007).
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On the other hand, the PSTs (19.70), SMs (22.91), and FMs (28.79) did not differ significantly
in the level of significance that they attached to communication H(2, n=43)=3.21, p= .201. However,
the PSTs (18.38), SMs (23.18), and FMs (33.07) were found to differ statistically significantly from
each other in their overall evaluations of the whole set of evaluation criteria used by the SMs H(2,
n=43)=7.64, p= 022. The post hoc comparison also confirmed that the overall level of significance that
the FMs attached to the evaluation criteria used by the SMs was higher than those of the PSTs.

Table 4. Parties’ perceptions of the significance of the evaluation criteria used by FMs

Domains & Subdomains of No Item PSTs SMs FMs
Evaluation M SD M SD M SD
Content and  Content 1 Knowing the basic 456 .58 4.45 93 471 .49
pedagogical knowledge principles and concepts

content related to the subject

knowledge

2 Being able to relate the 4.28 .74 436 .92 486 .38
basic  principles and
concepts in the subject
with a logical
consistency

3 Being able to use verbal 4.40 .58 4.63 .67 4.86 .38
and visual language
(figures, diagrams,
graphics, formulas, etc.)
appropriately

4 Being able to associate 4.24 .88 454 .69 458 .53
the subject with other
subjects in the field

Pedagogical 5 Knowing special 420 .87 464 .67 471 .76
content teaching approaches,
knowledge methods, and techniques

6 Being able to utilize 4.68 .69 4.64 .67 500 .00
instructional
technologies

7 Being able to identify 4.32 .95 4.64 .67 471 .49
incorrectly-developed
concepts in students

8 Being able to give 460 .71 455 .93 486 .38
appropriate and adequate
responses to  student
questions

9 Being able to ensure the 432 1.0 445 193 486 .38
safety of the learning
environment

Teaching Planning 10 Being able to devise 436 .91 445 .93 471 .76
and clear, comprehensible,

learning and well-organized

process lesson plans
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11  Being able to write clear 4.36 .70 455 .69 5.00 .00
aims  and learning
outcomes

12 Being able to determine 4.44 71 464 .67 486 .38
methods and techniques
appropriate for achieving
the learning outcomes

13  Being able to select and 4.68 .56 455 .69 5.00 .00
prepare appropriate tools
and materials

14  Being able to determine 4.40 .76 455 .69 471 .76

evaluation methods
appropriate for learning
outcomes

15 Being able to relate the 456 .71 455 .69 486 .38
topic to preceding and
proceeding ones

Compared to the PSTs and SMs, the FMs have reported a clearly higher level of significance
of the evaluation criteria in their own evaluations of the PSTs at teaching practicum schools. All
parties were found to perceive the evaluation criteria as significant (item means are over 4.00 for
each).

A closer look into each party’s perceived significance of the evaluation criteria reveals the
details and differences. For instance, the PSTs attached the highest degree of significance to being
evaluated on their being able to select and prepare appropriate tools and materials and being able to
utilize instructional technologies (M=4.68 for both). Being able to give appropriate and adequate
responses to student questions was perceived as almost equally significant (M=4.60). Knowing the
basic principles and concepts related to the subject, and being able to relate the topic to preceding
and proceeding topics (M= 4.56 for both) were also perceived among other significant evaluation
criteria. Knowing special teaching approaches, methods, and techniques, which was considered the
least important evaluation criterion for the PSTs (M=4.20), was, in fact, perceived as more important
by the SMs and FMs. Some other items such as being able to associate the subject with other subjects
in the field (M=4.24) and being able to relate the basic principles and concepts in the subject with a
logical consistency (M=4.28) were also perceived as relatively less significant by the PSTs. Similar to
the PSTs, the SMs attached higher levels of significance to the utilization of instructional technologies
(M=4.64) but with slightly less significance. Being able to identify incorrectly developed concepts in
students and being able to determine methods and techniques appropriate for achieving the learning
outcomes (M=4.64 for both) were also perceived as significant by the SMs. However, compared to the
PSTs, the SMs were found to hold lower levels of significance attached to some other items (#1, 6, 8,
13, and 15). As for the FMs, some items (#6, 11, and 13) were revealed to be perceived as very
significant, while the rest were also perceived to be significant with relatively lower levels of
significance.

To make a clearer interpretation of the levels of significance that the PSTs, SMs, and FMs
attached to the sub-evaluation criteria besides the whole set of criteria used by the SMs, we calculated
the means and standard deviations (see Table 5).

Table 5. Parties’ perceptions of the significance of subdomains of the evaluation criteria used by FMs

Subdomain PSTs SMs FMs
M SD M SD M SD
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Content knowledge 4.37 42 4.50 a7 4.75 .38
Pedagogical content 4.42 .55 4.58 73 4.83 .29
knowledge

Planning 4.47 51 4.55 .68 4.86 .38
Overall 443 .62 4.55 71 4.82 .34

As seen, the SMs attach a distinctively higher level of significance to all the sub-evaluation
criteria; thus the whole set of criteria. Planning was the most significantly perceived evaluation
criterion by the PSTs and FMs which was pedagogical content knowledge for the SMs. Content
knowledge was the least significant evaluation criterion for all parties. To determine the extent of the
differences in the levels of significance attached by all parties, a Kruskal-Wallis test was conducted.
The results did not indicate any statistically significant differences in the overall evaluation of the
entire set of criteria, as well as in any of the sub-evaluation criteria (p > .05).

DISCUSSION

As per our information, this study is the first to examine the degree of significance attributed
to the evaluation criteria established by the MoNE for assessing PSTs’ teaching practice and
performance during their practicum by their school and faculty mentors in the Turkish context. This
study has revealed several key issues. First and foremost, despite the scarcity of research examining
the evaluation criteria used in the teaching practicum, the findings confirm the critical role that
mentors and their feedback play in PSTs’ education as depicted by many other studies focusing on
mentors’ evaluation in the teaching practicum (see Aydin, 2016; Ilya, 2022; Kablan et al., 2015;
Karaman et al., 2019; Orsdemir & Yildirim, 2020; Rakicioglu-Soylemez & Eroz-Tuga, 2014; Tifekei
Can & Bastiirk, 2018).

The findings highlight the importance attributed to the different evaluation criteria,
subdomains, and overall assessments by each group. All parties acknowledged the value of the
evaluation criteria, yet their views on the significance of each criterion varied. For instance, while the
PSTs and SMs attached greater importance to more practical skills of teaching such as communication
in the teaching and learning process as the sub-evaluation domain used by the SMs, the FMs regarded
pedagogical content knowledge as the most significant skill which they expect PSTs to perform and
SMs to evaluate. As for the evaluation criteria used by FMs, PSTs and FMs attributed greater
significance to planning, while SMs valued the evaluation of PSTs’ pedagogical content knowledge by
their FMs. Such disparities between PSTs and mentors regarding EFL teaching have been reported in
the international context (Li et al., 2023).

These findings demonstrate that all parties have distinct perceptions, priorities, and ideas
regarding the value of diverse evaluation criteria which may lead to greater attention to the different
dimensions of the implementation while neglecting others, and, in such a context, there may be
deficiencies in the advancement of teachers’ skills and competencies and the development of their
professional identities. The result of the study aligns closely with the findings of Merg¢’s (2015)
research which also concluded that variations in the significance attached to different dimensions of
assessment by assessors lead to diverse outcomes in grading. This suggests that there exists a disparity
in the evaluation of PSTs indicating a lack of understanding in well-prepared teachers.

Moreover, considering the sub-categories of the assessment criteria, each party recognized
their importance. Significant differences were observed in their approach to subject matter knowledge,
teaching process, and classroom management. This underscores the necessity for tailored evaluation
criteria that align with the desires and expectations of all stakeholders. It further emphasizes the
importance of involving all parties in the development of these criteria to ensure they accurately reflect
the needs and perspectives of everyone involved. This finding supports the results of Ak Basogul's
(2023) study that teacher training and evaluation procedures must be enhanced in faculty-school
cooperation, and the evaluation forms should be adjusted accordingly.
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Lastly, one of the most important findings of the study is the statistical significance in PSTs’,
SMs’, and FMs’ perceptions regarding the importance of the criteria used by SMs. Such sub-
evaluation domains as content knowledge, pedagogical content knowledge, teaching process, and
classroom management were attached to greater degrees of importance. This suggests the key role that
all parties attributed to SMs’ role in teaching practicum as such a statistical significance was not found
in the evaluation criteria used by FMs. A recent study in the same context also revealed that PSTs put
more emphasis on SMs and their mentoring for their preparedness to teach compared to FMs (Celik &
Zehir Topkaya, 2023).

CONCLUSION

Consequently, this study provides valuable insights into how PSTs, SMs, and FMS, as key
parties in PSTs’ teaching practicum, perceive the significance of the evaluation criteria used by SMs
and FMs to evaluate PSTs’ teaching performance in teaching practicum. First and foremost, the
findings highlight the complexity and intricacy of PSTs’ evaluation when they are closest to the
profession and where the feedback and evaluation they receive from their mentors play an important
role in their preparedness for the profession.

As we delve deeper into the findings, it becomes evident that the perspectives of PSTs, FMs,
and SMs offer a unique lens into the complexities of practicum evaluation. Despite the availability of
standardized sets of criteria for FMs and SMs, the findings highlight the disparities in evaluation
criteria between them and emphasize the need for alignment, as effective dissemination of
standardized criteria is seen as key to establishing a common ground. This not only fosters consistency
and fairness in evaluations but also ensures the readiness of PSTs as they near the completion of their
preservice education. Moreover, while cooperation between faculty and school is frequently cited, the
practicum phase—where the two parties come together and work closely the most—necessitates
specific initiatives to enhance collaboration between FMs and SMs in understanding and applying
these evaluation criteria.

Accordingly, conducting research in various English language teaching program contexts in
Tiirkiye would help mitigate the potential limitations associated with examining a single case as a
sample. Exploring additional factors such as feedback provision, mentoring approaches, and the role
of self-assessment can significantly enrich our understanding of the evaluation process in teaching
practicum. This study makes a substantial contribution to the ongoing discourse on practicum
evaluation practices in preservice English language teacher education, offering valuable insights to
enhance the quality of teaching practicum experiences for PSTs. It is worth noting, however, that
given the exclusive use of quantitative data in this study, research employing qualitative and/or mixed
methods designs could provide further nuanced insights.
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Abstract: Writing poses a substantial yet demanding challenge for individuals learning English as a foreign
language (EFL). In contemporary frameworks, this skill is characterized as a complex, recursive, strategic,
and multifaceted process that engages both cognitive and metacognitive faculties. Consequently, recent
decades have witnessed a burgeoning body of research spotlighting the pivotal role of metacognition in EFL
writing. This study, employing an explanatory sequential mixed methods approach, set out to delve into the
depth of metacognitive awareness among Turkish EFL students concerning English writing. The study
encompassed a cohort of 120 Turkish EFL students at the B2 level. To gauge the participants’ metacognitive
understanding concerning the variables of person, task, and strategy, a questionnaire was administered.
Additionally, interviews were conducted with 35 participants to augment and elucidate the quantitative
findings. Analyzing the data disclosed that participants exhibited an average level of knowledge with respect
to person and strategy dimensions, but they demonstrated a robust understanding of the task dimension.
Further scrutiny through correlation analysis, which explored the link between students' writing achievement
and their metacognitive awareness, revealed a weak positive relationship between students' writing
proficiency and their comprehension of both person-related and strategy-related aspects. In contrast, there was
no statistically significant correlation between task-related knowledge and writing achievement. Content
analysis of the findings shed light on noteworthy disparities among high-achieving, average-achieving, and
low-achieving EFL writers concerning their grasp of metacognitive knowledge. In alignment with their
writing performance, high-achieving writers outperformed their counterparts in all the metacognitive
subcategories.

Keywords: Metacognition, metacognitive knowledge, EFL writing, person knowledge, task knowledge,
strategy knowledge

INTRODUCTION

Writing stands as a vital skill in the realm of EFL education, offering an array of advantages
for individuals both in their academic pursuits and professional endeavors. Nonetheless, it is a
cognitively intricate undertaking that demands specialized skills (Flower & Hayes, 1980; Nunan,
1989). Consequently, writing remains one of the most formidable challenges for educators to impart
and for learners to master (Richards & Renandya, 2003).

In the shift from a product-oriented to a process-oriented approach to writing instruction,
scholars have highlighted the pivotal role of higher-order cognitive processes in guiding and
regulating the writing process. Many have emphasized the crucial influence of metacognition in
shaping the writing process. Previous research has unveiled that proficient writers engage in processes
characterized by substantial self-regulation and metacognitive awareness (Bereiter & Scardamalia,
1987; Flower, 1990; Flower & Hayes, 1980; Harris, Santangelo, & Graham, 2010; Ruan, 2005). In

! ORCID: 0000-0002-7598-2606
Submitted:11.10.2023
Accepted: 02.11.2023

Journal of Language Research, Vol 7, Issue 1


https://doi.org/10.51726/jlr.1374408
https://orcid.org/0000-0002-7598-2606
https://orcid.org/0000-0002-7598-2606

50
An investigation into the relationship between metacognitive knowledge and writing achievement of Turkish EFL learners

fact, some scholars have gone as far as defining writing as a manifestation of applied metacognition
(Hacker, Keener & Kircher, 2009). Kasper (1997) posits that a majority of second language (L2)
learners struggle with writing because they lack awareness of their own writing processes, the specific
activities they engage in, and the means they employ to regulate these processes, primarily due to their
lack of metacognitive writing skills.

However, investigations into metacognition within the domain of language learning and
teaching have primarily centered on receptive skills, such as reading and listening, highlighting its
substantial benefits (Devine, 1993; Vandergrift, 2002; Vandergrift & Goh, 2011). In contrast, the
impact of metacognition on productive language skills, namely speaking and writing, has received
relatively scant attention from scholars. Therefore, more comprehensive research is needed to address
this gap.

This study gives its focus to writing for two main reasons. First, there is a growing interest
among tertiary-level Turkish EFL students in enhancing their writing skill. However, many of them
feel inadequately prepared for academic writing and perceive it as a formidable challenge to
overcome. Their motivation for engaging in writing tasks often stems from a desire to evade potential
failure or to increase their prospects of success in English exams. Second, while prior research points
to the manifold benefits of metacognitive knowledge and strategies in relation to EFL writing
achievement, there is a paucity of research exploring metacognition in the context of EFL writing in
Tlrkiye. In this regard, the present study endeavors to bridge this gap and contribute to the existing
body of literature on EFL writing and metacognition within the Turkish context.

THEORETICAL FRAMEWORK

Metacognition

The term "metacognition™ was initially coined by American developmental psychologist John
Flavell, who used it to describe an individual's "knowledge and cognition about cognitive phenomena”
(Flavell, 1979, p. 906). Various scholars in the field of cognitive psychology have proposed slightly
different definitions of metacognition, focusing on its various aspects. Flavell (1976) provided a
straightforward definition, stating that metacognition encompasses "one's knowledge concerning one's
own cognitive processes and products or anything related to them" (p. 232). He further explained that
metacognition involves actively monitoring, regulating, and coordinating these processes in relation to
the cognitive information they pertain to, typically in pursuit of specific goals or objectives.

Flavell (1979) was the first to establish a connection between metacognition and the learning
process. Over the past nearly four decades, extensive research has been conducted across various
contexts and subject areas to investigate Flavell's proposition. The exploration of metacognition holds
great significance in the field of educational psychology because it offers valuable insights into the
intricate cognitive processes that individuals engage in during the learning process (Devine, 1993).
Metacognition has been recognized for its multifaceted benefits in facilitating individual learning. As
Oz (2014) notes, metacognition stands out as one of the most reliable predictors of learning,
promoting successful learning outcomes, improved academic performance, and enhanced problem-
solving abilities in individuals ((")z, 2014; Schraw & Dennison, 1994; Vandergrift, 2002).

Metacognitive skills also have the potential to bolster an individual's thinking capacity
(Anderson, 2002), enhance achievement in novel learning tasks (Vann & Abraham, 1990), improve
overall learning outcomes (Anderson, 2002; Zimmerman & Bandura, 1994), and compensate for
certain cognitive limitations or deficits in general intelligence and prior knowledge on a subject
(Veenman, Wilhelm, & Beishuizen, 2004).

Wenden (1987) can be credited with introducing the concept of metacognition to the realm of
language learning. She argued that metacognition played a pivotal role in language learning by
fostering learner autonomy and distinguishing cognitive processes among language learners.
Following her pioneering work, the role of metacognition in the development of language skills has
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been extensively examined by other researchers and scholars. Furthermore, Anderson (2002) proposed
that "strong metacognitive skills empower second language learners," suggesting that through
metacognitive instruction, L2 learners can reflect on their learning processes, cultivate autonomy, and
thus develop more robust learning skills.

Flavell’s Model of Cognitive Monitoring

Flavell's Model of Cognitive Monitoring holds a pivotal place in the development of the
metacognition theory, as it lays the groundwork for understanding the components and interactions
within metacognition. In his model, Flavell (1979) was among the first to delineate these components
and elucidate their interplay. He proposed that the monitoring of cognitive processes arises from
"actions or interactions" among four key elements: (1) metacognitive knowledge, (2) metacognitive
experiences, (3) goals (or tasks), and (4) actions (or strategies) (p. 906).

Metacognitive knowledge, as defined by Flavell (1979, p. 906), constitutes "that segment of
your (a child's, an adult's) stored world knowledge that has to do with people as cognitive creatures
and with their diverse cognitive tasks, goals, actions, and experiences". Flavell considered
metacognitive knowledge to be akin to other forms of knowledge stored in long-term memory in terms
of its structure and quality. Therefore, it can be learned, enriched, revised, or discarded. He further
divided metacognitive knowledge into three distinct yet highly interconnected variables: person
knowledge, task knowledge, and strategy knowledge. Successful learning requires individuals to
possess profound insights into themselves as learners, the nature of the task at hand, and effective
strategies to achieve predetermined cognitive objectives (Devine, 1993; Flavell, 1979; Kasper,
1997).The person variable pertains to individuals' self-awareness and beliefs concerning their abilities,
strengths, and weaknesses in accomplishing a particular task, as well as their general understanding of
human learning and information processing (Flavell, 1979; Wenden, 1998). In contrast, the task
variable encompasses knowledge about the characteristics, complexity, and requirements of a given
task (Flavell, 1979; Wenden, 1998). Learners equipped with task knowledge can more effectively
engage with the mental, emotional, and social aspects of a task and analyze factors that impact their
task performance. They can approach the task with precision, often excelling in defining their
objectives and allocating the appropriate cognitive effort to fulfill those goals. Lastly, the strategy
variable involves knowledge of cognitive, metacognitive, and socio-affective strategies that can be
employed to efficiently complete a specific type of task. Individuals possessing strategy knowledge
are adept at identifying strategies that are suitable or unsuitable for particular tasks and employing
them accordingly (Flavell, 1979).

Another fundamental component in Flavell's metacognitive framework is metacognitive
experiences. Flavell (1979, p. 906) characterized metacognitive experiences as "any conscious
cognitive or affective experiences that accompany and pertain to any intellectual enterprise. These
experiences encompass the actions individuals undertake to regulate and control their cognitive
processes during learning. Metacognitive experiences provide learners with insights into their progress
within a task, their current position, and potential future developments. They guide individuals in
setting new goals or adjusting existing ones. In Flavell's model (1979), goals or tasks represent the
actual objectives of a cognitive endeavor that may trigger the application of metacognitive knowledge
and lead to metacognitive experiences. Finally, actions or strategies are specific steps or behaviors
employed to achieve these goals.

Metacognitive Knowledge About Writing

Advancements in cognitive psychology have paved the way for exploring the valuable and
pivotal role of metacognition in writing performance (Harris et al., 2010). These developments have
also offered scholars and writing instructors a fresh perspective on writing instruction, offering
innovative ways to address the challenges of composing.

As previously discussed, metacognitive knowledge encompasses three fundamental
components: person knowledge, task knowledge, and strategy knowledge (Flavell, 1979). In the
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context of writing, an understanding of the person relates to the various thoughts and emotions
individuals harbor about themselves as writers throughout the cognitive writing process. It also
encompasses perceptions of the writing environment, one's self-efficacy in writing, and motivation
(Ruan, 2005, p. 182). This self-awareness plays a crucial role in enabling EFL writers to monitor their
writing process effectively and develop compensatory skills when necessary (You & Joe, 2001).

Regarding writing, task knowledge pertains to one's understanding of the writing topic,
familiarity with common writing conventions and rhetorical structures, coherence, awareness of the
target audience, and comprehension of the purpose of the writing task. A heightened awareness of task
requirements and various factors related to task knowledge significantly influences the quality and
content of written work by EFL learners.

In the realm of writing, strategy knowledge involves metacognitive awareness of effective
writing strategies that can be employed to achieve predetermined writing goals. Proficiency in
knowing when and how to use certain writing strategies (e.g., planning, pre-writing, error monitoring,
post-writing, or rereading) empowers EFL writers to enhance their skills and manage writing tasks
more efficiently.

An Overview of Studies on Metacognition and ESL/EFL Writing

Metacognition has garnered significant attention from scholars in the field of L2 due to its
recognized role in the learning process (Anderson, 2012; Devine, 1993). Wenden (1987) was a pioneer
in highlighting the potential of metacognition in understanding the EFL learning process, setting the
stage for further research. Over recent decades, research on metacognition has revealed its positive
impact on language use and acquisition.

Devine, Railey, and Boshoff's (1993) study holds particular significance as one of the early
attempts to delve into the cognitive models of L2 writers and assess the influence of these models on
their writing achievement. Their research involved 20 first-year college students from diverse
language backgrounds, with 10 students being native (L1) English speakers and the other 10 being
English as a second language (ESL) writers. The study aimed to gather insights into the subjects’
conceptions regarding the person, task, and strategy variables in writing. The findings indicated that
L1 and L2 writers possessed different cognitive models, suggesting a potential link between these
models and the actual writing performance of ESL learners.

To further clarify the relationship between metacognition and ESL writing performance,
Kasper (1997) conducted a survey involving 120 ESL students from various ethnic, cultural, and
linguistic backgrounds. Students were divided into two groups based on their proficiency levels, with
53 in the advanced group and 67 in the intermediate group, as determined by their TOEFL scores.
Over six consecutive semesters, both quantitative and qualitative data were collected. Kasper's study
not only confirmed a significant positive correlation between metacognitive variables (i.e., person,
task, and strategy) and the actual writing performance of ESL students but also illuminated the varying
effects of these variables at different levels of linguistic proficiency. In both groups, students who
performed better in the final assessment also received higher ratings in the person, task, and strategy
variables. Kasper also noted that while students' knowledge of the person and task variables did not
undergo fundamental changes as they became more proficient in the language, their strategy
knowledge exhibited significant growth as they progressed from the intermediate to the advanced
level.

Ruan (2005) emphasized the strong connection between EFL writers' metacognitive
knowledge and their writing behaviors and performance. His study examined the role of an
empirically based instructional approach in developing metacognitive knowledge and skills among
Chinese students for English writing. The approach incorporated self-regulatory mechanisms into the
course framework, allowing students to apply goal-setting, planning, self-monitoring, self-evaluation,
and revising to their writing process. Ruan's findings demonstrated that engaging EFL writers in self-
regulated writing practices facilitated the development of metacognitive knowledge and skills. For
instance, students' person knowledge progressed positively, leading to improved self-efficacy beliefs
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and confidence as EFL writers. Task knowledge led to a better understanding of the target audience,
task purposes, and cross-language differences between their L1 and L2 writing. Strategic knowledge,
while not drastically altering students’ planning habits, significantly improved their skills in evaluating
and revising their work.

Additionally, some studies have explored the relationship between L2 writers' writing
performance and the metacognitive strategies they employ in their writing processes, focusing on the
regulation of cognition. For example, Panahandeh and Esfandiari Asl (2014) investigated the effects of
monitoring and planning skills as metacognitive strategies on argumentative writing performance
among lIranian intermediate EFL learners. Their findings demonstrated that instruction on
metacognitive strategies substantially benefited these learners in their argumentative writing skills.

In an action research project, GOy (2017) examined the effectiveness of strategy instruction on
EFL learners' writing achievement and self-regulation. While students were taught specific strategies,
the findings revealed that they employed only a limited number of strategies and demonstrated only
modest improvement in their writing.

In summary, an overview of research on metacognition in writing highlights a positive
correlation between ESL/EFL learners' writing performance and their knowledge about cognition and
regulation of cognition. However, there is a relatively small body of research on metacognition within
the context of writing instruction, indicating a need for further investigation into the extent to which
metacognition contributes to success in ESL/EFL writing.

METHODOLOGY

The present study adopted an explanatory sequential mixed methods design, following the
guidelines recommended by Creswell (2014). Initially, quantitative data were collected using an
inventory and subsequently subjected to analysis using the Statistical Package for Social Sciences
software (SPSS). Qualitative data, on the other hand, were obtained through semi-structured
interviews and underwent thematic content analysis, allowing for a deeper comprehension and
interpretation of the quantitative findings.

The primary aim of this research was to investigate the extent of metacognitive knowledge
regarding writing among Turkish EFL students and to explore its relationship with their writing
achievement. To accomplish this objective, the study aimed to ascertain whether metacognitive
knowledge played a role in influencing writing achievement.

To address these objectives, the study posed three specific research questions:

1. What is the breadth and depth of metacognitive knowledge about writing among Turkish
EFL learners, with a particular focus on the person, task, and strategy variables?

2. Is there a statistically significant correlation between the writing achievements of EFL
learners and their metacognitive knowledge about writing?

3. What are the specific constituents that make up the understanding of Turkish EFL writers
concerning the person, task, and strategy variables in the context of writing?

Participants and Setting

The study involved a participant group consisting of 120 university students at the B2 level
who were enrolled in the Intensive English Preparatory Program at a state university in Turkiye.
Among these students, 69 (57.5%) were female, while 51 (42.5%) were male students, with ages
spanning from 18 to 24 years old. To further delve into the research, 35 volunteers, constituting nearly
30% of the total survey respondents, were chosen to participate in interviews among the participants.

Table 1. Frequency distribution for the ages and departments of students

Frequency %
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Gender

Male 51 42.5
Female 69 57.5
Department

Computer Engineering 27 22,5
Industrial Engineering 23 19.2
Energy Systems Engineering 11 9.2
Chemical and Process Engineering 5 4.2
Polymer Engineering 3 25
Transportation Engineering 26 21.6
Economics 8 6.7
Business Administration 15 12.5
Others 2 1.7

Instruments and Data Collection Procedure

Before the implementation of the study, ethics approval was obtained from the Ethics
Committee of Bursa Uludag University on 27" April 2018 (Number of the session: 2018-4). The
current study employed an explanatory sequential mixed methods design, incorporating both
guantitative and qualitative approaches for data collection. The data were sourced from three primary
channels: an argumentative essay writing task, the Metacognitive Knowledge about Writing Survey
(MKWS), and retrospective interviews. The MKWS and interview questions were adapted from the
instruments developed by Xiao (2016) and underwent refinement through a pilot testing phase.

To gauge the participants' writing prowess, the study assessed their performance in
argumentative essays. To delve into the metacognitive knowledge possessed by the participants
regarding writing, the researchers used the MKWS. This survey utilized a 6-point Likert scale and
comprised 50 items organized into three sections: person knowledge, task knowledge, and strategy
knowledge. A reliability analysis conducted for each of these three sections revealed a Cronbach's
alpha coefficient of .767 for person knowledge, .354 for task knowledge, and .756 for strategy
knowledge. While person and strategy variables demonstrated relatively high internal reliability, the
task variable exhibited lower reliability. To enhance the reliability of the task knowledge section, two
items were removed, resulting in a revised questionnaire with a Cronbach's alpha coefficient of .575
for task knowledge. Although the alpha value in this case may not be considered highly satisfactory, it
was deemed acceptable and sufficient, as for Taber (2018).

Furthermore, retrospective interviews were carried out to glean additional insights from the
respondents regarding their perceptions of their EFL writing processes. These interviews were
conducted in the native language (Turkish) of the participants to mitigate the potential confounding
influence of their English proficiency on the interview results. The interview sessions consisted of
nine questions categorized into three subgroups: Self-Knowledge as a Writer, Metacognitive
Awareness of Writing Tasks, and Metacognitive Awareness of Strategies.

Data Analysis

To address the first research question, which sought to determine the extent of metacognitive
knowledge about writing among Turkish EFL learners concerning the person, task, and strategy
variables, the study employed descriptive analyses. Mean scores for the three subscales of the MKWS
- specifically, the person, task, and strategy variables - were calculated and reported for all participants
collectively.
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Furthermore, the students were categorized into three performance groups: high-performing
(HP), average-performing (AP), and low-performing (LP) writers based on their scores in the
argumentative writing task. Specifically, students who scored 18 or higher were classified as
belonging to the HP group (n=36), those scoring between 14 and 17.5 were assigned to the AP group
(n=44), and students with scores of 13.5 or lower were designated as part of the LP group (n=40). This
categorization allowed for a more detailed examination of metacognitive knowledge within different
performance levels.

Table 2. Grading criteria of EFL learners’ writing proficiency

Level Mean
High 18-25
Average 14-17.5
Low 0-13.5

Additionally, mean scores for the three subscales of the Metacognitive Knowledge about
Writing Survey (MKWS) were analyzed separately for each performance group to assess whether the
extent of students' metacognitive knowledge differed among the high-performing (HP), average-
performing (AP), and low-performing (LP) groups. The study utilized specific criteria, as presented in
Table 3, to determine the level of participants' metacognitive knowledge.

Table 3. Grading criteria of metacognitive knowledge

Level Mean Options

High 4.40-6 Always true of me

Usually true of me

Average 2.70 - 4.39 Somewhat true of me

Somewhat not true of me

Low 1-2.69 Usually not true of me

Never true of me

Research question 2 aimed to investigate whether there was a significant correlation between
Turkish EFL learners' writing achievement and their metacognitive knowledge about writing. To
address this question, the study conducted correlation analyses.

To assess students' writing tasks, the study developed an analytic scoring rubric, which was
created by the researchers. The rubric allowed for a maximum score of 25 and a minimum score of 0
for the argumentative essay tasks. Two experienced English instructors independently evaluated the
participants' essays based on this rubric. Before commencing the rating process, the instructors
conducted a rater norming session to establish a consensus on the use of the rubric and to ensure inter-
rater reliability. The final grade for each essay was determined as the mean of the two scores assigned
by the instructors and was utilized in the subsequent analyses. In cases where the two raters disagreed
by three points or more on a given essay, they collaboratively re-evaluated the paper and reached a
final consensus. The inter-rater reliability between the two raters was assessed using the Intraclass
Correlation Coefficient, yielding a strong positive relationship between the two raters, as evidenced by
the Intraclass Correlation Coefficient of .967 (see Table 4).

Participants' performances on the argumentative writing task and their responses to each item
in the MKWS were scored and entered into the IBM SPSS 25.0 software package for conducting the
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correlation analyses. This statistical analysis aimed to determine whether a significant relationship
existed between writing achievement and metacognitive knowledge about writing.

Table 4. Inter-rater reliability

Correlation Coefficient %095 Confidence interval p
Raters 0.967 0.953-0.977 <0.001**

**Correlation is significant at 0.001.

The third and final research question sought to explore the components of Turkish EFL
writers' knowledge regarding the three facets of metacognitive knowledge. To gain deeper insights
into students' metacognition related to writing, qualitative data were collected through retrospective
interviews. A content analysis approach was employed to elucidate and interpret the qualitative data.

In the content analysis process, data from each interview were meticulously examined using a
bottom-up approach. Transcriptions of the interviews were initially coded, and these codes were
linked to predetermined categories, primarily based on the metacognitive framework proposed by
previous researchers (including Flavell, 1985; Brown, 1987; Schraw & Moshman, 1995). The central
category, metacognitive knowledge, encompassed references to the subcategories of person
knowledge, task knowledge, and strategy knowledge.

Table 5. The relations between research questions and data collection instruments

Research Questions Data Collection Instruments Data Analyses

RQ1. What is the breadth and depth of Metacognitive Knowledge A descriptive analysis of each

- . about Writing Survey (MKWS)  of the variables concerning
metacognitive knowledge about writing metacognitive knowledge

among Turkish EFL learners, with a about writing
particular focus on the person, task, and
strategy variables?

RQ2. Is there a statistically significant Argumentative essay writing A correlation analysis

. . tasks
correlation between the writing

achievements of EFL learners and their Metacognitive Know|edge
metacognitive knowledge about writing? ~ about Writing Survey (MKWS)

RQ3. What are the specific constituents ~ Retrospective interviews A content analysis
that make up the understanding of

Turkish EFL writers concerning the

person, task, and strategy variables in the

context of writing?

Subsequently, a comprehensive list comprising all coded data was compiled, and codes with
similar characteristics were grouped into broader units, forming the main themes. To assess the
reliability of the content analysis process in consistently placing codes into themes and categories,
another experienced EFL instructor from the same institution analyzed the codes within four randomly
selected student transcriptions. The inter-rater agreement on the classification of references for the
categories of metacognitive knowledge was determined to be 94%. Any disparities in the classification
were reviewed, and the two raters reached a final consensus.

This rigorous content analysis approach allowed for a systematic examination of the
qualitative data, ensuring that the themes and categories accurately represented the participants'
metacognitive knowledge about writing.
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FINDINGS

The study's findings are presented in alignment with the specific research questions that were
posed in the study. This organized approach allows for a clear and systematic presentation of the
research outcomes.

Quantitative Results
Research question 1

Table 6 provides an overview of the participants’ metacognitive knowledge across three
dimensions: person knowledge, task knowledge, and strategy knowledge. The analysis begins with an
examination of the mean scores for all participants collectively.

The average level of metacognitive knowledge for the person variables subscale was found to
be 3.8501, with a standard deviation of 0.68750. Similarly, the participants exhibited an average level
of metacognitive knowledge for the strategy variables subscale, with a mean score of 3.8376 and a
standard deviation of 0.51088. In contrast, the participants demonstrated a high level of metacognitive
knowledge for the task variables subscale, with a mean score of 4.4506 and a standard deviation of
0.5304.

Table 6. Descriptive statistics of mean scores of MKWS subscales

MKWS Subscales
N Mean Std. Media Minimum Maximum Grouped

Deviation n Median
High-performing group
Person Knowledge 36 41667 .53080 42083 2.58 5.33 4.1944
Task Knowledge 36  4.6068 .4589 4.6000 3.70 5.40 4.600
Strategy Knowledge 36  4.0866 .46010 4.0192 2.96 5.27 4.0192
Average-Performing
Group
Person Knowledge 44 37361 77190 3.8333  1.67 5.42 3.8333
Task Knowledge 44 43576  .4956 4.3667  3.40 5.20 4.3667
Strategy Knowledge 44 3.8471  .48900 3.8189 2.68 4.88 3.8098
Low-Performing
Group
Person Knowledge 40 3.6905 .63176 3.7083  2.33 5.00 3.7083
Task Knowledge 40 44123 .6041 44500 3.00 6.00 4.4667
Strategy Knowledge 40 3.6031 .47858 3.5769 2.62 4.65 3.5769
Total
Person Knowledge 120 3.8501  .68750 3.9167 1.67 5.42 3.9524
Task Knowledge 120 4.4506 .5304 45000 3.00 6.00 4.5056
Strategy Knowledge 120 3.8376  .51088 3.8462  2.62 5.27 3.8654

These findings offer a comprehensive picture of the participants' metacognitive knowledge
across the three dimensions, highlighting their relative strengths and weaknesses in each area.

The study's findings provide support for the notion that instruction in any aspect of
metacognitive knowledge can have a positive impact on the writing performance of L2 learners, as
suggested by Kasper (1997). It is worth noting that the participants in this study did not receive
explicit instruction on self-knowledge as writers or knowledge about appropriate writing strategies.
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However, they did receive instruction on the conventions and organizational rules of English written
discourse and were guided on what they should do when writing in specific genres, which implies that
they received instruction on certain dimensions of task knowledge. Based on these findings, it can be
argued that while the participants' writing practices and experiences as EFL writers contributed to their
moderate level of self-awareness as writers and their familiarity with self-regulatory strategies, the
instruction on task knowledge may have heightened their awareness of this particular aspect of
metacognition.

To explore whether the extent of participants' metacognitive knowledge varied across writing
proficiency groups, the mean scores of the three MKWS subscales were analyzed for high-performing,
average-performing, and low-performing writers individually. The results revealed slight differences
among these groups in terms of their metacognitive knowledge, supporting the claims made by Harris
et al. (2010) and Kasper (1997) that students with higher proficiency in writing tend to possess a
greater level of metacognitive awareness about writing.

Specifically, high-performing writers exhibited higher mean scores across all three subscales,
with a mean score of 4.1667 for person variables (SD = 0.53080), 4.6068 for task variables (SD =
0.4589), and 4.0866 for strategy variables (SD = 0.46010). This indicates that they were more aware
of the person, task, and strategy aspects of their writing compared to their AP and LP peers. Average-
performing writers displayed mean scores of 3.7361 (SD = 0.77190) for person variables, 4.3576 (SD
= 0.4956) for task variables, and 3.8471 (SD = 0.48900) for strategy variables. Their metacognitive
knowledge fell in between that of high-performing and low-performing writers, demonstrating a
moderate level of awareness within the three subscales.

Low-performing writers had mean scores of 3.6905 (SD = 0.63176) for person variables,
4.4123 (SD = 0.6041) for task variables, and 3.6031 (SD = 0.47858) for strategy variables. Their
metacognitive knowledge was generally similar to that of average-performing writers, indicating a
comparable level of awareness across the three subscales.

These findings provide valuable insights into how writing proficiency levels relate to
metacognitive knowledge, suggesting that higher proficiency in writing is associated with greater
metacognitive awareness across multiple dimensions of writing.

Research question 2

To address the second research question regarding the relationship between Turkish EFL
learners' writing achievement and their metacognitive knowledge about writing, a correlation analysis
was conducted. This analysis aimed to determine the strength of the relationship between students'
performance in argumentative writing tasks and their responses on the MKWS. The participants'
writing achievement was assessed by averaging the scores provided by two independent raters. Table
7 presents an overview of the participants' overall writing achievement.

Table 7. Participants’ English writing achievement

N Mean Std. Deviation Median Minimum Maximum Grouped Median
120 15.1479 4.04199 15.0000 5.00 23.50 15.0385

The results of the correlation analysis, as shown in Table 8, revealed several key findings
regarding the relationship between students' writing achievement (average scores on argumentative
writing tasks) and their metacognitive knowledge about writing as measured by the MKWS. The
analysis aimed to determine whether there were statistically significant correlations between these
variables and to what extent they were related.

There was a weak positive correlation (r = 0.307) between students' writing achievement and
their person knowledge. However, this correlation was not statistically significant (p > 0.05),
indicating that there was no conclusive evidence of a relationship between person knowledge and
writing achievement. The Pearson correlation coefficient for task knowledge was 0.157, suggesting a
very weak positive correlation. Similar to person knowledge, this correlation was not statistically
significant (p > 0.05), indicating that task knowledge did not show a significant relationship with
writing achievement. There was a weak positive correlation (r = 0.373) between students' writing
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achievement and their strategy knowledge. However, like the other dimensions, this correlation was
not statistically significant (p > 0.05), suggesting that strategy knowledge did not have a significant
relationship with writing achievement.

Table 8. Correlations between writing achievement and MKWS subscales

Writing Achievement

r p N
Person Variables 0.307 >0.05* 120
Task Variables 0.157 >0.05* 120
Strategy Variables 0.373 >0.05* 120

*Correlation is significant at the 0.05 level.

In summary, the correlation analysis indicated that there were weak positive correlations
between students' writing achievement and their person knowledge and strategy knowledge, but
these correlations were not statistically significant. Additionally, there was no statistically
significant relationship between task knowledge and writing achievement. These findings suggest
that, in this study, metacognitive knowledge about writing (in terms of person, task, and strategy
knowledge) did not significantly impact students' writing achievement.

In summary, these findings suggest a positive but relatively modest relationship between
the writing achievement of EFL students and their awareness of both the person and strategy
variables. However, this relationship did not demonstrate the strength typically found in prior
research, which often indicated a robust connection between students' writing performance and
their metacognitive knowledge, including its various components (Devine et al., 1993; Kasper,
1997; Zimmerman & Bandura, 1994). It is worth noting that assessing participants' writing
achievement solely through their argumentative essays, within a limited timeframe, may have
introduced unexpected variables into the research results. Previous studies have revealed that
writing skills can vary significantly depending on the genre, and a single form of writing may not
adequately represent a writer's overall proficiency. In other words, participants' performance in
argumentative essays might not accurately reflect their true writing abilities, potentially leading to
misconceptions about their writing skills and, consequently, the strength of the relationship
between metacognitive knowledge and writing achievement.

Qualitative Results
Research question 3

An in-depth analysis of students' perceptions regarding their identity as writers, the writing
tasks they engaged in, and the strategies they were familiar with provided valuable insights into
potential improvements in their writing processes and addressing their needs as EFL writers. Table 9
offers an overview of the themes that emerged within each category for high-performing, average-
performing, and low-performing writers.

Upon a detailed examination of the interview data from high-performing and average-
performing writers, seven themes emerged under the category of person knowledge, four themes under
the category of task knowledge, and six themes under the category of strategy knowledge (see Table
9). The themes derived from the low-performing group's data were consistent with those of the high-
performing and average-performing groups concerning the task and strategy variables. Regarding the
person variable, six themes were common to all groups, but the theme related to person-related factors
positively affecting writing performance did not appear in the data from low-performing writers.

These themes identified from the interview discussions for each component of metacognitive
knowledge align with descriptions provided by previous scholars and researchers (Ruan, 2005; You &
Joe, 2001). In essence, interviewees' person knowledge encompassed their awareness of factors, both
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positive and negative, related to themselves that influenced their writing performance, their self-
efficacy beliefs and self-concepts, as well as their goals and efforts aimed at enhancing their English
writing skills. Their task knowledge included their awareness of factors tied to the writing task that
impacted their performance, the challenges they encountered during writing, and the criteria and
attributes of well-crafted texts. Lastly, their strategy knowledge involved their awareness of their goal
objectives, their planning, monitoring, revising, and editing strategies, as well as the criteria they used
for self-evaluation.

Table 9. Themes for the core category of metacognitive knowledge about writing

Categories  Themes for HP writers Themes for AP writers Themes for LP writers
(n=11) (n=15) (n=9)
Person 1.Person-related factors 1. Person-related factors 1.Person-related factors
Knowledge affecting writing affecting writing performance  affecting writing
performance negatively negatively performance negatively
2.Person-related factors 2. Person-related factors
affecting writing affecting writing performance -
performance positively positively
3.Self-efficacy beliefs 3. Self-efficacy beliefs 2.Self-efficacy beliefs
regarding writing regarding writing performance  regarding writing
performance performance
4. Awareness of strengths 4. Awareness of strengths 3. Awareness of strengths
5. Awareness of 5. Awareness of weaknesses 4. Awareness of
weaknesses weaknesses
6. Endeavours to improve 6. Endeavours to improve 5. Endeavours to improve
English writing English writing English writing
7. Goals to learn English 7. Goals to learn English 6. Goals to learn English
writing writing writing
Task 1.Task-related factors 1. Task-related factors 1. Task-related factors
Knowledge affecting writing affecting writing performance  affecting writing
performance performance
2. Challenges in 2. Challenges in completinga 2. Challenges in
completing a writing task writing task completing a writing task
3.Awareness of task 3. Awareness of task 3. Awareness of task
requirements requirements requirements
4. Features of a good piece 4. Features of a good piece of 4. Features of a good piece
of writing writing of writing
Strategy 1. Objectives of writing 1. Obijectives of writing goals 1. Objectives of writing
Knowledge goals goals
2. Planning ahead of 2. Planning ahead of writing 2. Planning ahead of
writing writing
3. Monitoring while writing 3. Monitoring while writing 3. Monitoring while
writing
4. Revising 4. Revising 4. Revising
5. Editing 5. Editing 5. Editing

6. Criteria for self-
evaluation

6. Criteria for self-evaluation

6. Criteria for self-
evaluation

The findings from the content analyses align with the results of the descriptive analysis,
highlighting differences in the extent of participants' person and strategy knowledge, while indicating
similarities in the extent of their task knowledge.
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To provide more specific insights, triihe codes that emerged from the data of the high-
performing and average-performing groups related to person knowledge were more numerous
compared to those that emerged from the data of the low-performing group. This finding confirms a
reciprocal relationship between students' writing achievement and their level of person knowledge. In
other words, higher-achieving writers demonstrated a more comprehensive understanding of person-
related factors influencing their writing performance.

Although the emerging codes related to strategy knowledge were relatively similar among all
three groups of writers, there were notable differences in the frequency of occurrence. This
discrepancy suggests distinct tendencies among writers with varying levels of writing competency
when it comes to their awareness of writing strategies. However, it is important to note that regardless
of their writing achievement scores, participants in all groups mentioned very similar aspects of task
knowledge. This indicates that their understanding of task-related factors affecting writing
performance was consistent across different proficiency levels.

In summary, these findings underline the significance of person knowledge and strategy
knowledge in influencing writing achievement, with higher-achieving writers demonstrating a more
developed understanding of these aspects. However, all participants, regardless of their proficiency,
exhibited a similar level of awareness when it came to task knowledge.

CONCLUSION AND SUGGESTIONS

Concluding Remarks and Pedagogical Implications

The present study utilized an explanatory sequential mixed methods methodology to explore
the extent of metacognitive awareness among Turkish students learning English as a foreign language,
particularly in the context of English writing. The study involved 120 Turkish EFL students at the B2
proficiency level. To assess the participants' metacognitive comprehension regarding aspects such as
individual attributes, task characteristics, and strategic approaches, a questionnaire was distributed.
Furthermore, in-depth interviews were carried out with 35 participants to enhance and provide deeper
insights into the quantitative results. The instruments employed in this study provided valuable
insights and significantly contributed to our understanding of the EFL writing process among Turkish
tertiary-level students. The quantitative findings demonstrated that proficient writers possessed higher
levels of person, task, and strategy knowledge compared to their average or lower-performing
counterparts. The qualitative content analysis, predominantly favoring the high-performing group,
further substantiated these results. Consequently, it can be concluded that there exists a significant
relationship between students' writing performance and their metacognitive knowledge, particularly in
terms of person and strategy knowledge.

One of the study's most noteworthy findings was that Turkish EFL students exhibited an
average level of person and strategy knowledge even in the absence of explicit metacognitive
instruction. The content analysis results aligned with these findings, highlighting differences in the
extent of person and strategy knowledge among high-performing, average-performing, and low-
performing writers, while showing similarities in their task knowledge. This suggests that the content
covered in their writing classes primarily contributed to their strong task knowledge. These findings
imply that when students are exposed to direct or indirect metacognitive instruction, their person and
strategy knowledge may also improve.

Considering the study's outcomes, several pedagogical implications for EFL writing
instruction can be drawn, along with suggestions for integrating metacognition into EFL writing
courses. Metacognition can be imparted to students through various techniques and activities,
including teacher modeling, thinking aloud, maintaining reflective journals, planning and self-
regulation, debriefing the thinking process, self-evaluation, self-questioning, and self-reflection
(Blakey & Spence, 1990; Hartman, 2001b; Oz, 2005; Schraw, 1998; Wong & Storey, 2006).
Cooperative learning opportunities, such as peer interaction, peer consultation, group work, and
discussions, play an essential role in cultivating metacognition (Schraw, 1998).
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In conclusion, a versatile approach that encompasses a range of activities is recommended to
cater to diverse writer needs and learning styles in different educational contexts. To promote self-
regulation and autonomy among EFL writers, instructors should assist them in acquiring new
metacognitive skills and engage them in a wide array of metacognitive activities.
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Abstract: The use of English throughout the world as an international language and English as a lingua franca
(ELF) make it necessary to learn English at a level competent enough to build effective and appropriate
communication. In this respect, this research aims to investigate the needs of Turkish music students in
English courses at a state university in Turkiye. The study was designed as a descriptive study, and the
participants were chosen by using convenience sampling. The needs analysis questionnaire was administered
to the students, and focus group interviews were conducted with the students and the instructor. The
qualitative data from the questionnaire and interview were analyzed by using a constant-comparative method
derived from grounded theory with coding procedures. The quantitative data in the questionnaires were
presented with the frequencies. The findings indicate that the learners seem eager to learn English and need
English for communication and academic purposes. Nevertheless, they may not have the necessary
qualifications and strategies as a language learner. Some pedagogical suggestions will be presented for
language instructors and policymakers.

Keywords: Needs analysis, EFL learners, Music students, Language learning, ELF

INTRODUCTION

The rising importance of English as a foreign language all around the world seems very
obvious. Harmer (2007, p. 13) clarifies that at the conclusion of the twentieth century “English was
already well on its way to becoming a genuine lingua franca, that is a language used widely for
communication between people who do not share the same first (or even second) language”. The
education field has its share of this trend and it will not come as a surprise for both learners and
educators to have a desire for proficiency in English language. The situation is the same in our country
and the Turkish educators and learners need to communicate appropriately and effectively on an
international level in order to keep up with today’s world. In the classrooms, there are many students
with a variety of expectations for learning English. It should not be neglected that these students have
different backgrounds related to learning English in addition to learning styles and motivation.
Therefore, it is essential to look into the needs of the learners in order to provide a rich learning
environment for them.

THEORETICAL FRAMEWORK
English as a foreign language (EFL) and English as a lingua franca (ELF)
Second language acquisition (SLA) process has undergone many changes since the 1980s.

Previously, the focus was put on accuracy and language usage to a great extent. However, with the
development of communicative language teaching, a moment of perspective shift towards language,
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activities, teacher and learner roles was experienced. Unlike grammatical competence which
emphasizes “the knowledge we have of a language that accounts for our ability to produce sentences
in a language”, communicative competence is composed of such language knowledge (Richards,
2006, p. 3):

- Knowing how to use language for a range of different purposes and functions

- Knowing how to vary our use of language according to the setting and the participants (e.qg.,
knowing when to use formal and informal speech or when to use language appropriately for written as
opposed to spoken communication)

- Knowing how to produce and understand different types of texts (e.g., narratives, reports,
interviews, conversations)

- Knowing how to maintain communication despite having limitations in one’s language
knowledge (e.g., through using different kinds of communication strategies)

With respect to different aspects of language knowledge, communicative language teaching
(CLT) focuses on the use of language for communication and interaction in alliance with
communicative competence. Dérnyei (2009, p. 276) highlights with a regard to CLT that “the central
theme of the approach is to underscore the importance of meaningful communication and usable
communicative skills in L2 instruction”. Therefore, we as educators need to “explore pedagogical
means for “real-life” communication in the classroom” (Brown, 2001, p. 42). Common European
Framework of References (CEFR) sheds light on an important need for students to turn their learning
into real-life practice to become fluent and proficient language users (CoE, 2001).But how? Harris
(1969, p. 9) indicates “language includes four skills, or complexes of skills: listening, speaking,
reading, and writing. It is perhaps in this order that we originally learned our native language, and it is
in that order that foreign languages are now frequently taught”. According to Dérnyei (2009, p. 20),
“paturalistic SLA is embedded in authentic, real-life situations, whose language-specific
characteristics have been described in the past by theories of acculturation and intergroup contact”.

On the other hand, the situation gets complicated when it comes to education in schools since
many variables occur during language learning. Dornyei (2009, p. 20) emphasizes that “the
educational setting of instructed SLA has been described by means of a completely different set of
factors such as teacher and student roles, classroom management, inter-student relations and
interaction patterns, group norms, classroom goal structures, and group cohesiveness ...”. From
another point of view, it may not be always feasible to have experience to use language outside the
classroom due to English as a second language (ESL) and EFL issues. Regarding this, according to
Kachru (1985), there are three concentric circles of World Englishes: the inner circle, the outer circle,
and the expanding circle. Kachru (2008, p. 522) reveals that the characterization of world Englishes is
primarily based on the following factors:

. the history of the types of spread and motivation for the location of the language

. patterns of acquisition

. societal depth of the language in terms of its users, and the range of functions that are
assigned to the English medium at various levels in the language policies of a nation (e.g., in
administration, education, and literacy)

He adds that “the three circles are not static, but dynamic and changing” (Kachru, 2008, p.
522). The inner circle involves mainly but not merely “the L1 speakers of varieties of English: Britain,
United States, Canada, Australia, and New Zealand” (Kachru, 2008, p. 522). The outer circle
comprises “the major Anglophone countries of Africa and Asia, including India, Nigeria, the
Philippines, Singapore, and South Africa” (Kachru, 2008, p. 522). Lastly, the expanding circle
contains “China, Taiwan, Korea, and Saudi Arabia” (Kachru, 2008, p. 522). Kachru (1985) comments
that the inner, outer, and expanding circles represent English as the primary language, an official or
widely-used second language, and a foreign language. In respect to this situation, Turkiye can be listed
under the expanding circle because English is taught in Tilrkiye as an EFL. Nevertheless, the
distinction between English “as a second language or foreign language may not be so easy to define
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because many communities are multilingual and English is a language of communication” (Harmer,
2007, p. 19).

Moving on to consider motivation, it has been found to affect the rate and success of language
learning and is considered the main incentive to start language learning and maintain the language
learning process (Dornyei, 1998). According to Doérnyei (1998, p. 131), “motivation is indeed a
multifaceted rather than a uniform factor”. As was pointed out above, Dornyei and Ushioda (2011, p.
4) indicate that motivation is a complex term to define, nonetheless, “the only thing about motivation
most researchers would agree on is that it, by definition, concerns the direction and magnitude of
human behavior”. In addition, they add that “motivation is responsible for why people decide to do
something, how long they are willing to sustain the activity, and how hard they are going to pursue it”
(2011, p. 4). What is more, it should be noted that some differences in people’s inclinations may
occur in terms of attributing their success outcomes to ability and/ or effort (Weiner, 1972).
Considering the fact that the attribution process emerges to be a prominent stimulant of learning and
performance in the classes, there should be attempts to create appropriate (achievement-enhancing)
attributions for students (Weiner, 1972). Furthermore, it is highly important to create a pleasant and
supportive class environment because language learning is quite a challenging process and might
cause anxiety among learners (Dornyei, 2001).

Needs Analysis of Music Students in English Courses

In such a multivariable and delicate process as language learning, conducting a needs analysis
becomes necessary for teachers and learners. According to Nunan (1988, p. 75), needs analysis is
composed of “a family of procedures for gathering information about learners and about
communication tasks for use in syllabus design”. West (1997, p. 68) brings our attention to the fact
that the concept of ‘analysis of needs’ emerged while Michael West was* trying to establish why
learners should learn English (answer: in order to read) and how they should learn English (answer:
through reading)”.According to West (1997), a good needs analysis procedure should involve such
requirements as transparency (thoroughness, accuracy, involvement, and transparency), being
repeatable during the course (regular revision of the analysis to take account of evolving needs), being
learner-centered (learners’ stated preferences in terms of both language and learning styles), taking
account of both target situation needs and learners’ present deficiencies (present language proficiency
and target needs), establishing a syllabus by indicating learning/teaching priorities (an indication of
syllabus content giving an estimate of learning/teaching priorities), being related to the target
situation/real world rather than linguistic categories, and being credible to learners and sponsors
(transparency and common language).

Up to now, there have been some investigations into the needs of music students in English
courses. Dai, Wu, and Dai (2015) investigate the relationship among motivation, learning styles, and
English proficiency by collecting data from three hundred and eight students studying English as EFL
at Xinghai Conservatory of Music in China. The results indicate that music students do not differ
statistically in motivation to learn English, unlike learning styles and English proficiency. The
researchers advise to reform College English courses in Chinese conservatories with regard to
grouping methods and course content, which is, a shift towards English for specific purposes from
general purposes.

Dewi (2017) designs a qualitative study to investigate students’ needs and develop ESP
learning materials for students of music department and found out that general English material is less
specific for music students. Hence, the researcher develops an ESP learning material as a
supplementary material so that music students can experience a more effective language learning
process by taking into account task based language instruction approach.

Hapsari (2015) conducts a needs analysis for music students and decides to carry out a project-
based approach which is to write English song lyrics. The researcher chooses this project due to being
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more learner-centered and promoting active learning. Hapsari (2015, p. 140) adds that proficiency in
English for music students is highly important because music students “need English as their active
support to communicate with overseas partners and to get the International links as musicians”. The
study uses a qualitative method, and the data are collected from thirty students via observation,
guestionnaires, video recording, and student writing. Music students think that English is important
for them because it is an international language used worldwide. Additionally, they state that they can
transmit and distribute their activities with others and create more opportunities for improving their
abilities and expertise thanks to English since it is one of the most prominent communication methods.
Furthermore, they think that it is a need for musicians to have English proficiency so that they can
enhance and reinforce their knowledge and understanding related to music. They also express that they
need English in order to be able to get knowledgeable about music literatures, and its development. As
a result, the project can be found beneficial in improving music students’ free writing and
brainstorming; supporting students to be actively involved in language use; becoming active learners;
practicing such language skills and areas as reading, writing, listening, speaking, grammar,
vocabulary; promoting cooperative learning.

Wakeland (2013) demonstrates the development of English for specific academic purposes
with a needs analysis comprised of consultations with subject specialists from the Department of
Music, research into writing about music, a collaborative teaching project and analysis of seventeen
music students’ writing. Wakeland (2013) mentions the difficulty of designing this course due to the
fact that there is a scarcity of research for English language needs of music students. As a result of the
needs analysis, there are such key observations from the needs analysis as (Wakeland, 2013, pp. 55-56):

“a lack of transfer of academic writing concepts taught in a first-year general academic writing
course” and “the highly technical and abstract nature of writing about music and the careful
balancing of technicality and figurative language in a good piece of writing about music”.

After examining the results of this needs analysis, the researcher develops a course of which
center is “the English registers and genres used in the field of music and the language that students
will need as music majors” by contributing to students’ communication efficiently about music via
various written and spoken formats (Wakeland, 2013, p. 56).

Wolfe (2006) mentions the difficulties for international students coming to Australia to study
music from the perspective of proficiency in English language. The students must pass audition either
live or via recording to get access to a music program. Following this, the students have to get English
language proficiency made a requirement by the university, which comprises General English, English
for Academic Purposes courses.

Taking all these into consideration, it can be easily recognized that English has become the
lingua franca for travel, tourism, international communication, academic discourse, conferences,
journal articles (Harmer, 2007). Nonetheless, it is not clear whether the learners’ and the faculty
members’ opinions are taken into consideration during language learning and teaching process, which
should be seen crucial since there may be individual differences and different objective for language
learning among students. There is a paucity of research investigating the needs of music students in
English language (Wakeland, 2013). In regard to this, the aim of this study is to find out the needs of
Turkish music students in English courses. The research question is as below:

- What are the needs of Turkish music students in English courses at a state university in
Turkiye?
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METHODOLOGY
Research Design

This study aims to determine Turkish music students' needs in English courses. The study was
designed as a cross-sectional survey because the purpose of the study is “to collect information from a
sample that has been drawn from a predetermined population” (Fraenkel, Wallen, & Hyun, 2011, p.
394). The pre-determined population is the instructor and freshman students of a state university in
Turkiye.

Context and Participants

The present study was conducted at a state university in Tirkiye in 2019. It is mandatory to
take Foreign Language | and Il during the first year of the bachelor education according to Council of
Higher Education (CoHE) in its Higher Education Law published in 1991. In Foreign Language |
course, the students are expected to gain knowledge towards such skills of language as talking about
general events, repeated actions and what people do regularly and are doing right now (to introduce
themselves, to give the directions of a place, to ask and answer personal guestions, etc.) in addition to
reading (to read timetables, shopping labels, etc.), writing (to write a short message, to design a poster,
to fill a form, etc.), and listening (to give directions, to introduce a person/a place, etc). In the second
term, the students are to take Foreign Language Course Il. During this course, the students should
practice speaking (to ask and answer questions at the restaurants, to order food, to make predictions, to
express abilities and necessities, to make requests, etc.), writing (to write a short message, to describe
a location in a written form, to write e-mail/invitation letter, etc.), reading (Internet weather forecasts,
recipe, poster information), and listening (weather forecast, recipe, etc.) about past and future events.

The study participants are composed of one instructor and five freshman students studying at a
state university in TUlrkiye using convenience sampling. “A convenience sample is a group of
individuals who (conveniently) are available for study” (Fraenkel et al. 2011, p. 99). The participants
were chosen based on the willingness principles. The researcher gave detailed information about the
scope of the study and asked the participants to sign a consent form prior to the study. The participants
were assured that they can withdraw from the study any time they want and their names will be kept
anonymous. The researcher adhered to the Scientific Research and Publication Ethics Statements for
Higher Education Institutions, and none of the actions listed under the section titled "Actions Contrary
to Scientific Research and Publication Ethics™ were carried out during the research.

Data Collection Tools

Data were collected via a questionnaire and interview questions. The questionnaire was
adapted from Nunan (1988). The questionnaire is composed of questions requiring objective and
subjective data towards the learner along with questions of tasks. Objective and subjective data are
utilized in order to recognize the learner, also called learner analysis. Objective data is about “factual
information which does not require the attitudes and views of the learners to be taken into account”
while subjective data involves “the perceptions, goals, and priorities of the learners” (Nunan, 1988, p.
18). Task analysis on the other hand is carried out to “specify and categorize the language skills
required to carry out real-world communicative tasks” (Nunan, 1988, p. 18). Interview questions were
designed by taking into consideration the points in Nunan (1988) in order to obtain more in depth data
from the participants. The interview is composed of two parts: needs analysis towards the learner and
the task. Both the interview and the questionnaire were presented to the experts and expert opinions
were taken. After this process, the researcher collected data from the participants.
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Data Analysis

The qualitative data collected in the questionnaires and interviews were analyzed by using
content analysis. Fraenkel et al. (2011, p. 436) clarify content analysis as “extremely useful as a means
of analysing interview and observational data”. The procedure followed in analyzing the data was to
use coding procedures. Some pre-determined themes were used to categorize the learners’ needs based
on Nunan’s (1988) schema for needs analysis as towards the learner and the task. For the learner, (1)
learner profile and (2) learner goals were used. For the task, (1) views toward (SLA), (2) learning
environment, (3) teaching program, and (4) measurement and evaluation were applied. For the
guantitative data in the questionnaires, the answers were categorized based on their frequency.

In the analysis of the interviews, some pre-determined themes were utilized in order to
categorize music students’ needs in their English courses. These themes were (1) learner profile, (2)
learner goals, (3) SLA, (4) learning environment, (5) out of class activities, (6) teaching program, and
(7) measurement and evaluation.

According to Fraenkel et al. (2011) credibility is often used in qualitative studies to explain
both instrument validity and reliability and internal validity. Two different data collection instruments
were applied in order to triangulate the data. The researcher asked one of the participants to review the
accuracy of the research report in order to enhance the validity and reliability of the data.

FINDINGS
Findings from the Questionnaire

The questionnaire starts with the personal information towards the learner (department, age,
gender, native language, proficiency in English, year of experience and institution in learning
English). It is clear from the answers that three students are studying in the Music Theory department
and two in the Musicology department. Their age ranges from eighteen to twenty-two: two is eighteen,
one is nineteen, one is twenty-one, and one is twenty-two. While three of the learners are male, two
are female. Everybody’s native language is Turkish. They see their proficiency in English as A1 (two
of them), A2 (two of them), and B1 (one of them). The learner with B1 clarifies that it is the learner’s
second university and the participant had preparatory class at the first university. They have
experienced learning English for quite a long time. One of them tells that it has been ten years while
the other two explains that it has been twelve years. Two of the participants clarify that they have been
learning English since secondary school. Lastly, they all agree that they have been learning English in
the school.

The following part is about their preferences in learning English via reading, writing,
listening, and speaking and the reasons for their favorite choices. All four participants prefer reading,
writing, listening, and speaking practice in learning English. When it comes to choosing their
favorites, one of them clarifies that “all of them. Because they are all useful”. Three participants
prefer listening and speaking “because this is the most useful and easiest way to communicate with
other people using this language” and “because I think that is more practical and useful”. One
learner prefers writing “because I think that writing makes my learning more long-lasting ”.

Commenting on whether the learners like studying grammar, learning new words, and
practicing sounds and pronunciation and again their favorite ones with the reasons in the second part,
three participants like studying grammar and learning new words as their favorite “because this is the
easiest way to describe an object or event that I want” and “because I believe that it increases
curiosity”. One participant chooses learning new words and practicing sounds and pronunciation as a
favorite activity “because I believe that they teach me by having me love English”. Another learner
likes all of them equally “because I think that they are all necessary for learning a language”.
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Another question is whether they like learning English through cassettes, games, talking to
English speakers, studying English books, and watching TV and to talk about which is the most
important for them. Two of them circle cassettes and games. Three of them prefer speaking to English
speakers and watching TV. One of them chooses studying English books. For the most important ones,
three of them agree upon talking to English speakers because “I think it is easier and faster” and “I
think that this is the most useful and fun way to learn English”. One of the participants chooses
watching TV because “it is more memorable” and one of them thinks that studying English books and
watching TV are the favorites because “we can turn learning into a pleasure”.

Following this, the participants’ opinions towards four skills in English language learning are
gathered. For reading skill, they are asked whether they can use a dictionary. Two of them answer as a
little while one of them answers as neither a little nor very well but something like average. The
researcher wants them to answer what the participants can read in English like simple stories,
newspapers, forms (bank, post office, and consumer electronics show), advertisements (shopping,
housing, employment), bus timetables, maps/directories, and school notes. Additionally, they are
asked which ones are the most important to learn at the moment. One of them answers newspaper
while another says it is articles, which is not on the list. One clarifies all are important. Another
chooses newspaper as the most important because “I think that the newspaper has both daily and
academic language and concepts”. One participant mentions the materials used during the course
which is not on the list, either.

For writing skills, the participants are asked whether they ever write letters, notes to teachers
and fill in forms and which one is the most important to learn now. One of them answers that it is
writing notes to teachers while another says filling in forms. Again, one of them says that it is articles
which are not on the list. Another’s answer is letters and filling in forms. One of the participants
prefers none as the most important.

In the next part, the participants are asked with whom they speak English such as shop
assistants, neighbors and friends, bus drivers, medical people, teachers, employers, and others along
with the reasons indicating which one is the most important for the participants at the moment.
Furthermore, the participants talk about the percentage with a regard to how much English they
understand. Three participants comment that they talk to neighbors and friends. Four of them talk to
teachers in English and two of them indicate their choice as others. Three of them clarify that they
understand a little while two of them understand a lot during their English speaking. Two of the
participants prefer teachers to talk English because “we may not have the chance to learn in a
principled way from other people” and “this will be much easier if the teachers are open to chat and
affectionate. True and false answers can be detected and it becomes a fast process”. One of the
participants’ choice is “fo make a dialogue with people speaking a foreign language or to learn
grammar from a book”. Another participant highlights that “/ would like to learn from someone whose
native language is English. I think that it is going to be more superficial and understandable” and
another comments that “maybe, I can do a presentation abroad”. Commenting on whether they watch
TV, four say “yes” and one of them adds “with subtitles”. When it comes to listening to radio, two
say “yes” whereas one says “no”. In their accounts of the percentage with a regard to how much they
understand, three participants’ answer is “a little”, one participant gives a percentage of 65, 75%.
Another emphasizes that it may “a little” or “a lot” because “it depends on the simplicity of the
dialogue”.

In the following part, the question is about how they learn best, namely, alone, pairs, small
group, class, and outside the class with a range of answers varying never, a little, good and best. For
learning alone, two answers are never and best for each of them while one answer is a little. When it
comes to pairs, four answers are good and one answer is best. For small group preference, one answer
is a little and good for each of them and two answers are best. With a regard to learning as a class, one
answer is never, three answers are a little. Lastly, for outside the class preference, one answer is a little
and best for each of them and two answers are good.

Journal of Language Research, Vol 7, Issue 1



72
What is up with English: A Needs Analysis for Music Students

In the final part of the questionnaire, the participants are asked about the most important
things for them to learn in the short term and long term. They do not want to write by one by here and
prefer talking about this topic in the interview. Following is about the time they spend for studying
English with an answer range from per day to per week. One answers per day while another spends
three days in a week. Three participants clarify that they spend per week. The final part pertains to
where they would like to study: independent learning centers and homes. Three participants for each
would like to study English at independent learning centers and homes.

Findings from the Interview
Learner profile

All five participants acknowledge that they have had English courses in their formal education
for years ranging from secondary school to university: “l have been having English courses since
secondary school but never took it seriously. Maybe, the education system was wrong. Except that |
know a few things, it is not well (Parl)”; “I started taking English courses in the fourth grade and it
continued during high school. Also, | was at a different university beforehand and had a preparatory
class there and was successful at finishing the program (Par3)”; “I have been taking English courses
since secondary school. The courses were not generally taken seriously so they were mostly scarcely
taught and studied. We did not take the course seriously because our high school was a fine arts
school. Hence, I can say that it is bad (Par2)”. It can be clearly seen from the remarks that except a
student with an English preparatory class experience, their history with learning English and the
ability to use English is not satisfying for the students. Additionally, the instructor clarifies that the
learners are not very aware of language learning process and their level is not high: “Their motivation
was satisfying. They think that they need to learn English, they have this awareness. On the other
hand, what they are not aware of is what needs to be done to learn. They do not have that much
conscious to take steps for language learning process. They have the motivation nevertheless they do
not know how to study and succeed. Their level is mostly elementary except one or two students with a
preparatory class experience”.

Learner goals

When the students are asked about their goals for language learning, they emphasize that they
need English for academic purposes, communication, and international exchange programs like
Erasmus mostly: “It is very important academically because department of musicology is connected to
abroad not Turkiye. And we have to be certainly in communication with people. We need to be able to
write articles like essays (Par5)”; “I would like to analyze a sentence and understand what the
teacher says. We do not know what is going to happen in the future maybe an opportunity for abroad.
After all, this is what we do. Maybe, we will never go abroad but if we do, it can be necessary
everywhere because ours is a social job (Par5)”; “I want to learn English for Erasmus the most. | can
never find any book sources in Turkish. All of them are in English and | encounter them at various
occasions. Actually, I think that I will need English when I go to any place (Parl)”. The instructor
explains clearly that though the students are very aware of ELF, there are some departmental
differences in their perspective: “Not only our students but also everyone knows that learning English
is a global need. Some are aware of the fact that their needs related to education are based on the
foreign sources at some point. We have students of music technologies and there are few books in
Turkish about music technologies. They are the studies of particular teachers and mostly translations
from English. As a result, the resources are abroad and to great extent in English. Students of music
technologies are highly aware of that. We have two musicology students at present and they certainly
know that they are going to need something like discourse analysis from foreign sources. Students of
music theory are a bit behind this awareness because there are some core performers in this
department and they give their full concentration on that instrument, which puts foreign language
behind. The awareness occurs among technology students the most, musicology the second, and theory
the third (Ins)”. The instructor adds that the students are going to need English for international
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exchange programs and academical life though they may not have that awareness right now: “When
we come to talk about graduate programs, the need urges more and more. For now, due to the fact
that they are freshman, they do not hold the capability what kind of texts they are going to have to
decipher and write. There is going to be that kind of necessity and we have a course for this,
Vocational English. Besides this, they may have opportunities for Erasmus. Our university does not
have international students right now. However, in the following years | think that students from
different nationalities are going to come. | believe that this is going to be a tremendous source of
motivation since somehow they are going to be friends and share things, which, I believe, is going to
be motivating a lot. For Erasmus, they are also going to need English because there are some
interviews conducted for the application and there are some authorities coming directly from Turkish
National Agency”.

Second Language Acquisition

The students are knowledgeable and aware enough about SLA concept and think that learning
a language is not only about the language and is like a new world: “I think that learning a language is
a very nice and useful thing. According to me, learning a language is not just fixed to the language.
When you master a language, we can learn everything about the society in connection with that
language like culture, songs, history, stories, everything. The language is not a concept that can be
oversimplified (Par3)”; “Actually, I see learning a language as a new world (Parl)”; “Language
learning is like something towards more understanding and speaking (Par2)”. The instructor thinks
that SLA is not entirely covered in language classes for the time being: “SLA is a concept coming from
the childhood. It is not something we can bring up for the education system at the university right now.
We are performing teaching based education here”.

Learning environment

All the participants mention the importance of a class division based on the language levels:
“We must select our sections based on our levels (All)”. The participants emphasize developing
positive attitudes towards the course during learning process: “Both the student and the learner are
responsible for language learning. A teacher who endeared himself/herself very much to his/her
students. For example, | used to hate my university but | was going to prep school because I liked my
teacher. We had a really good communication because the teaching methods were not just ‘okay
friends, we are now opening that book and you are going to make these exercises’. It was more social,
namely, ‘game-based like a child’ and it was very beneficial (Par3)”; “While teaching, the teacher
needs us to love English and the courses should flow. I have to take pleasure (Par4)”. The participants
desire to have productive and receptive skills focused course with a perspective towards different
contents: “I would like to have different contents from different cultures, music histories or famous
artists (Par3)”; “I would rather learn by speaking and listening than phrases or structures (Parl)”,
“My biggest fear is pronunciation so we should learn by speaking, listening, and seeing (Par2)”.
Learners neither prefer individual work nor crowded class activities: “I would prefer pairs or small
groups (Par3)”; “We should work with small groups (Parl&2)”. The instructor emphasizes that there
should be class divisions based on the language levels: “Division based on students’ language levels
and a class of fifteen students would be better”. In addition to this, the instructor explains that they
may not be so voluntary to attend the course: “They are not very voluntary to attend the course. They
underestimate foreign language and Turkish course when compared to main courses in their
department. That is the truth. I mean some are indifferent to the course due to the fact that some have
upper language levels compared to what we present. Some remain disconnected because their levels
are lower than what we present. Those at the level we present make little of the course. | could not
achieve to do interactive activities like speaking, listening to a dialogue, writing a dialogue or a
paragraph, etc. they are not very participatory at that point”.
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Out-of-class activities

Learners think that out of class activities are beneficial: “I think that out of class activities may
be effective (Parl&2)”. Participants would like to have listening and speaking activities out of the
class: “You can give us listening activities out of the class, I mean online. We can write down what we
hear and send it to you (Par2)”; “We would like to watch movie (Parl &2&4&5)”; “I think that
language develops as long as you speak and make listening activities for sure. Reading and writing
are fine but | think that speaking is at most importance. We must gather together and practice
speaking because the people have the fear of talking. Even if they know, they can express what they
would like to convey and have the language experience, they have fear in their hearts. According to
me, we must first overcome this. We must absolutely perform speaking activities all the time (Par3)”;
“We can participate in chat hours for practicing speaking (Parl&2&3)”. The instructor thinks that
there can be some progress in students if the teacher checks out of class activities: “If you check out of
class activities, there can be these kinds of activities for them. My expectations are not that high but |
think that it can get better. It is common knowledge that every course has ECTS and it is a must that
there be out of class activities for this course though it is not the same as the others”.

Teaching program

The participants give credit to language for communication principle and would like to focus
on daily life English and speaking followed by reading and writing: “We have grammar in our courses
now but it does not get our attention a lot. If we can have more topics about daily life, we like more
and the more we like, the more we would like to learn grammar (Parl)”;“I need writing. I have
difficulty in writing because it is very different from speaking. | would like to think about it the most
(Par2)”; “I want both articles and speaking (Par5)”; “There have to be speaking activities in every
course because the language improves as long as you speak and listen. Reading and writing are fine
but speaking comes at first according to me (Par3)”. The instructor thinks that the syllabus in parallel
with the real life and music-related topics would get the attention of the learners: “The course time is
restraining me with a regard to choosing content for this course because it is very short time. There
are situations in parallel with the life, simulations and models in those books I gave to you. | assume
that it is logical. On the other hand, | feel that creating music related context may trigger their
attention towards the course”.

Measurement and evaluation

When the learners are asked whether they would like weekly homework like gathering
portfolio, the learners seem voluntary to do homework weekly or twice a week but some mention their
busy schedule: “We would like these kinds of homework every week (Par3&5)”; “We have a lot of
homework from other courses but we would like to do as long as we can. Even if it is not for every
week, we would love to do it often(Par4)”; “I think that twice a week is much better (Par3)”; “You
can give us homework every week in order to be active (Parl)”; “If there is homework on the same
day with the course, we can both practice the topic and get more active and it will be good (Par2)”.
They prefer homework that gets their attention and allies with their learning goals: “The homework
must be interesting not an ordinary one like going to British culture museum and tell what they wear.
The homework should be both informing and contributing to our language along with getting our
attention (Par5)”; “We can write texts (Parl)”; “The homework certainly must be in accord with our
goals. It would be logical for us to write an essay due to the fact that we want academic career, these
kinds of things, namely, in alliance with everyone’s goals (Par5)”. Some learners would like to have
their homework marked and multidimensional exam: “I think that the homework can be graded
(Pari&2)”; “If you grade the homework, everyone will pay more attention. They do not tire you. The
exam maybe a normal written exam, listening or talking to you about something, I mean,
multidimensional (Parl)”; “There should be speaking, listening, and normal grammar but please do
not give us a single grammar exam and tell us to solve them. | want it to be multidimensional (Par5) .
The instructor is not in favor of giving classical homework and prefers using technology at this point:
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“Giving classical homework to the students can limitedly contribute to students’ progress. When you
ask them to write something and bring it, five from thirty students write it down. On the other hand, if
there can be a follow up for this by using technology and by creating an online classroom, | assume
that the laziness can be avoided. They can do it with their phones, tablets, and computers. There has to
be such a shadow apart from the course. For me, two hours is nothing”. The instructor clarifies that
the students study their course exam-focused and they are not focusing on the process: “They are
studying exam-based. Even if they do not care a lot about midterm, they study really hard for the final
exam. They are not focusing on the process but the product. The product for them is whether to pass
or fail the exam. However, when asked, they talk like ‘we want very much, we need English very
much’. This is a skill like playing violin. I would like to play violin a lot but I sleep and in the morning,
1 will be playing violin. They are similar. You have to give time”.

DISCUSSION

This study sets out with the aim of finding out the needs of music students in English courses.
It is very promising to see that music students in this study are highly aware of EFL and its importance
(Brown, 2001; Dai et al., 2015; Dewi, 2017; Hapsari, 2015; Harmer, 2007, Wakeland, 2013, Wolfe,
2006). In addition, music students are going to have Vocational English course, which promotes many
benefits as suggested in other studies (Dewi, 2017; Wakeland, 2013) for English for specific purposes
course. The findings reveal that music students in this study value all skills, pronunciation, vocabulary,
and grammar due to being very beneficial and useful in language learning (Brown, 2001; Harmer,
2007; Harris, 1969; Richards, 2006). They favor using games, English songs, and speaking to English
speakers, which presents many benefits in language learning (Cakir, 1999; Kara, 2009; Salcedo,
2010). The participants seem to keep in touch with the authentic materials of the language like
newspaper, stories, music and it can be said that they value authenticity, real-life communication, and
meaningful materials (Brown, 2001; Harmer, 2007). Additionally, music students would like to have
different contents for language learning (Hapsari, 2015; Wakeland, 2013). It can be understood from
their comments that they would like to do meaningful activities with the language instead of focusing
on just the forms and usage of the language. Harmer (2007) highlights the importance of creating a
context for adolescents so that they can actively participate in the courses with their own thoughts and
experiences instead of simple ask and answer questions and abstract learning activities. According to
Long (1991), there is a distinction between focus on form and focus on formS. Focus on formS is
about discrete language units. It takes the language items separately and the accumulation of those
discrete units forms the language. On the other hand, focus on form is about the use of the language in
a meaningful and contextualized way. It is not about not giving the language forms but giving them in
a meaningful way so that the focus can be on the meaning. In this meaning-making process, it can be
said that the learners would like to have interaction and collaboration with their friends. With a regard
to this, Interaction Hypothesis (Long, 1996) is that through focused negotiation of meaning and
negative feedback obtained through negotiation may be facilitative of L2 development. Through
interaction, the learner can notice what is missing in her/his language faculty (noticing the gap) and
correct herself/himself. Through this way, learners are somehow pushed to produce output, which
leads to Output Hypothesis (Swain, 1985). People have both competence and performance. Output is a
process from semantic to syntactic processing. Swain (1985) also labels this output comprehensible or
pushed output in that learners are pushed in their production to make themselves understood: they
either modify a previous utterance or try out forms that they had not used before. The learners can
notice the gap with the help of negotiation of meaning and test their hypotheses. Additionally, social
constructivism developed by Vygotsky (1962) sees language as a tool for meaning-making and this
should be done through collaboration and interaction. Therefore, the language classes should
encourage opportunities for interaction and collaboration among the students.

In the current study, the students do not seem to take English courses seriously and it can be
said that they are not aware enough to take responsibility for their language learning process.
Therefore, language teachers should take into consideration Harmer’s (2007, p. 33) expression that
“perhaps our greatest responsibility, therefore, is to help students develop their language awareness,
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that is their ability to spot grammatical patterns and behaviour for themselves”. On the other hand, the
students’ motivation based on their statements is very encouraging, which is a prominent factor in
language learning process (Dai et al. 2015; Dornyei, 2009; Dornyei & Ushioda, 2011). They motivate
themselves for learning English so that they can accomplish academic purposes, communicate with the
globe, reach different sources, and take part in international exchange programs as in the studies of
Hapsari (2015),Wakeland (2013), and Wolfe (2006). Surprisingly, it can be observed from the
statements of the music students in this study that they would like to extend their study from in-class
activities by showing interest for out of class activities unlike in class activities based on the
expressions in the findings. It is highly important to see students volunteer to take responsibility for
their own learning, which will promote their learner autonomy in language learning process. Holec
(1981, p. 3) defines autonomy as “the ability to take charge of one’s own learning”. According to
Benson (2013, p. 840), “autonomy is manifested in the form of autonomous language learning, which
here refers to learning practices involving learners’ control over aspects of their learning or, more
broadly, learning that takes place outside the context of formal instruction”. Therefore, opportunities
for out of class activities should be provided for music students.

Though the students do not seem to be aware enough for language learning process, they value
language learning and see it like a new world. This finding is really meaningful since “one powerful
reason for encouraging language students to discover things for themselves is the complex nature of
language itself” (Harmer, 2007, p. 57). Hence, it is highly important to offer opportunities to the
learners to explore the language through the appropriate contexts created by the human in such a
formal curricula (Dornyei, 2009). Furthermore, it can be understood from the remarks that they would
like to hold positive attitudes towards the course. This kind of affective status is also important for
motivation because Dornyei (2009, p. 182) sees motivation as “the affective characteristics of the
learner, referring to the direction and magnitude of learning behaviour in terms of the learner’s choice,
intensity, and duration of learning”. In accordance with this, affective filter hypothesis developed by
Krashen (1982), is about the relationship between affective factors and SLA. The more anxious a
learner feels during language learning process, the higher the filter is. Therefore, language teachers
need to come up with ideas to lower the learners’ affective filter while providing comprehensible input
(Krashen, 1982). Similarly, Rogers (1983) values human emotion and sees language class as a
dynamic group interacting through threat-free and caring manners. Furthermore, music students would
like to have pairs or small groups. According to Harmer (2007), pair work presents some advantages
like promoting learner independence, sharing responsibility by providing them a friendly and relaxed
environment.  Similarly, group work is good for learners from such aspects as rising talking
opportunities, broader cooperation and negotiation skills (Harmer, 2007).

As mentioned above, the students would like to have out of class activities and value portfolio.
Brown (2001) explains that with the new developments in testing, formative assessment highlights to
observe the process of learning in contrast to product. “Most informal assessment is what testing
experts call formative evaluation: assessing students in the process of ‘forming’ their competencies
and skills in order to help them continue that growth process” (Brown, 2001, p. 402). Portfolio is one
of the alternative assessment ways in CLT (Brown, 2001). Though it was previously regarded as only
for younger children’s art and written work, learners of various ages and disciplines make use of the
portfolios (Brown,2001). Nevertheless, it is explained in the comments that the students may put
behind progress and focus on passing the exam.

It can be understood from the comments of the music students that they wish the teacher to
check the homework preferably with a grade and to prepare an exam not focusing on a single
dimension. It is really promising to see that music students expect instructor feedback. Previous
studies have explored the benefits of corrective feedback (Bitchener & Knoch, 2010; Chen, Nassaji, &
Liu, 2016; Lyster & Saito, 2010; Russell & Spada, 2006, Schulz, 2001). It should be paid attention to
give feedback to the learners’ studies. From another perspective, participants may prefer the use of
technology for their homework and may not favor the classic pen and pencil homework. Considering
the fact that these students are digital natives and born into this technological world (Prensky, 2001),
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this finding is not very surprising. Additionally, 21% century learning demands from the students such
skills as collaboration, communication, creativity, and critical thinking skills. Integration of
technology into the 21% century classrooms is very important (Darling-Hammond et al. 2005; Ward &
Overall, 2013).

CONCLUSION AND SUGGESTIONS

This study aims to explore the needs of Turkish music students in English courses. The
researcher used questionnaire and interviews to collect data from five music students and one
instructor at a state university in Tlrkiye. The findings indicate that music students in this study seem
motivated to learn English and find it crucial to learn English in today’s world with the increasing
demand for English as a global language. Nevertheless, they seem to have trouble figuring out how to
study a language and do not take English courses seriously. Additionally, they would like to have
varying English course contents and real-life, authentic, and meaningful activities in the course. Music
students seem to favor the use of technology for their homework and demand feedback from the
instructor. They suggest a class division based on language levels and practice all language skills and
areas in the class. In light of these, there will be some recommendations for for language instructors
and policy makers:

- The students should be conscious that though valuing English learning is a big idea, turning English
learning into action by actively participating and taking it seriously in the courses is another prominent
issue.

- There should be class divisions based on students’ English language levels.

- The course materials should cover all language skills and areas in varying contents designed as pairs
or small groups.

- The teachers should create a stress-free learning environment so that the learners can feel positive
towards language learning process.

- The students should be given aid to develop their awareness towards how to study a language.

- The course should meet the demands of 21* century education.

- Information and communication technology integration should be practiced in language classes.

- The material developers and instructors should integrate technological outcomes and activities into
the language learning process.

As in every study, this research has some limitations. The number of the participants may be increased
because it is small scale research and lacks generalizable data as the nature of the qualitative study.
What is more, classroom observation and document analysis (student & teacher book) can be added to
the study in order to delve into a broader perspective towards language learner needs.

REFERENCES

Benson, P. (2013). Learner autonomy. TESOL Quarterly, 47(4), 839-843.

Bitchener, J., & Knoch, U. (2010). Raising the linguistic accuracy level ofadvanced L2 writers with
written corrective feedback. Journal of Second LanguageWriting, 19(4), 207-217.

Brown, H. D. (2001). Teaching by principles: An interactive approach to language pedagogy. New
York: Longman.

Cakir, A. (1999). Musical activities for young learners of EFL. The Internet TESL Journal, 5(11).
Retrieved July 14, 2019 from http://iteslj.org/Lessons/Cakir-Musical Activities.html.

Chen, S., Nassaji, H., & Liu, Q. (2016). EFL learners’ perceptions and preferences of written
corrective feedback: A case study of university students from MainlandChina. Asian-Pacific
Journal of Second and Foreign Language Education, 1(1), 1-5.

Council of Europe (CoE). (2001). Common European framework of reference for languages:
Learning, teaching, assessment. Cambridge, England: Cambridge University.

Council of Higher Education (CoHE). (1991). Higher education law. Retrieved August 28, 2019 from

www.mevzuat.gov.tr » MevzuatMetin » 1.5.2547.doc.

Journal of Language Research, Vol 7, Issue 1


http://iteslj.org/Lessons/Cakir-MusicalActivities.html

78
What is up with English: A Needs Analysis for Music Students

Dai, Y., Wu, Z., & Dai, L. (2015). The relationships among motivation, learning styles and English
proficiency in EFL music students. International Journal of English Linguistics, 5(6), 75-83.

Darling-Hammond, L., Banks, J., Zumwalt, K., Gomez, L., Sherin, M. G., Griesdorn, J., & Finn, L.
(2005). Educational goals and purposes: Developing a curricular vision for teaching. In L.
Darling-Hammond, & J. Bransford, (Eds.), Preparing teachers for a changing world (pp. 169-
200). San Francisco, CA: Jossey-Bass.

Dewi, R. R. (2017). Developing a task-based ESP learning materials for music department of SMM
Yogyakarta (a research and development at the eleventh grade students of SMK N2 Kasihan
Bantul in the academic year of 2016/2017) (Unpublished doctoral dissertation). Universitas
Sebelas Maret, Indonesia.

Dornyei, Z. (1998). Motivation in second and foreign language learning. Language Teaching, 31(3),
117-135.

Dornyei, Z. (2008). Motivational strategies in the language classroom. USA: Cambridge.

Ddrnyei, Z. (2009). The psychology of second language acquisition. Oxford: Oxford University.

Dérnyei, Z., & Ushioda, E. (2011). Teaching and researching: Motivation. Great Britain: Pearson.

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2011). How to design and evaluate research in
education. New York: McGraw-Hill.

Glaser, B. G., & Strauss, A. L. (1967). The discovery of grounded theory. New York: Aldine.

Hapsari, P. D. (2015). The need analysis of music department students to learn English by using the
project-based approach with song lyrics writing as supporting technique. Promusika, 3(2), 137-
148.

Harmer, J. (2007). The practice of English language teaching. United Kingdom: Pearson Longman.

Harris, D. P. (1969). Testing English as a second language. New York: McGraw Hill Book Company.

Holec, H. (1979). Autonomy and foreign language learning. England: Pergamon.

Kachru, B. (1985). Standards, codification and sociolinguistic realism: The English language in the
outer World Englishes circle. In R. Quirk & H. G. Widdowson (Eds.), English in the world:
teaching and learning the language and literatures (pp. 11-30). Cambridge: Cambridge
University.

Kachru, B. (2008). World Englishes. In M. Berns (Ed.), Concise encyclopaedia of applied linguistics
(pp. 521-528). United Kingdom: Elsevier.

Kara, M. (2009). Games in the teaching of foreign languages. Retrieved July 14, 2019 from
https://pdfs.semanticscholar.org/be06/e74eb4810112789c27d2b8ba0f75cedd21a6.pdf.

Krashen, S. (1982). Principles and practice in second language acquisition. UK: Pergamon.

Long, M. (1991). Focus on form: A design feature in language teaching methodology. In K. De Bot,
R. Ginsberg, & C. Kramsch (Eds.), Foreign language research in cross-cultural perspectives
(pp. 39-52). Amsterdam: John Benjamins.

Long, M. (1996). The role of the linguistic environment in second language acquisition. In W. C.
Ritchie& T. K. Bhatia (Eds.), Handbook of second language acquisition (pp. 413-468). San
Diego,CA: Academic.

Lyster, R., & Saito, K. (2010). Oral feedback in classroom SLA: A meta-analysis, Studies in Second
Language Acquisition, 32(2), 265-302.

Nunan, D. (1988). Syllabus design. Oxford: Oxford University.

Prensky, M. (2001). Digital natives, digital immigrants part 1. On the Horizon, 9(5), 1-6.

Richards, J. C. (2006). Communicative language teaching today. USA: Cambridge University.

Rogers, C. (1983). Freedom to learn for the eighties. Colombus: Charles E. Merrill.

Salcedo, C. S. (2010). The effects of songs in the foreign language classroom on text recall, delayed
text recall and involuntary mental rehearsal. Journal of College Teaching & Learning
(TLC), 7(6), 19-30.

Swain, M. (1985). Communicative competence: Some roles of comprehensible input and
comprehensive output in its development. In S. Gass & C. Madden (Eds.), Input in second
language acquisition (pp. 235-253). Rowley, MA: Newbury House.

Russell, J., & Spada, N. (2006). Corrective feedback makes a difference: A metaanalysisof the
research. In J. Norris & L. Ortega (Eds.), Synthesizing research onlanguage learning and
teaching (pp. 133-164). Amsterdam: John Benjamins.

Journal of Language Research, Vol 7, Issue 1

Vs
f

-\.,__\1’

-~ T\II

/


https://pdfs.semanticscholar.org/be06/e74eb4810112789c27d2b8ba0f75cedd21a6.pdf

79

Esra Harmandaoglu Baz

Schulz, R. A. (2001). Cultural differences in student and teacher perceptionsconcerning the role of
grammar instruction and corrective feedback:US“-Colombia. The Modern Language Journal,
85(2), 244-258.

Vygotsky, L. S. (1962). Thought and language. Cambridge, MA: MIT.

Wakeland, L. (2013). Development of an English-for-specific-academic-purposes course for music
students. Hong Kong Journal of Applied Linguistics, 14(2), 45-59.

Ward, G., & Overall, T. (2013, March). Technology Integration for Preservice Mathematics Teacher:
A Time-Series Study. Society for Information Technology & Teacher Education International
Conference. Retrieved November 18, 2019 from https://goo.gl/pBS2Uqg.

Weiner, B. (1972). Attribution theory, achievement motivation, and the educational process. Review of
Educational Research, 42(2), 203-215.

West, R. (1997). Needs analysis: State of the art. In R. Howard & G. Brown (Eds.), Teacher education
for LSP (pp. 68-79). Great Britain: WBC Book Manufacturers.

Wolfe, J. (2006). A musician's English: The challenge awaiting international students in tertiary music
programs in Australia. TESOL in Context, 16(1), 1-16.

Journal of Language Research, Vol 7, Issue 1


https://goo.gl/pBS2Ug

LI IR

Journal of Language Research

ISSN: 2602-4578

Research Article

A Discourse-Oriented Approach to Interpreter’s Non-Rendition Behaviour:
A Case Study of An Interpreted Parent-Teacher Talk

Burak 0ZSOZz'’, Marmara University, Department of English Language and Literature,
burak.ozsoz@marmara.edu.tr

Recommended citation: Ozsoz, B. (2023). A Discourse-Oriented Approach to Interpreter’s Non-Rendition
Behaviour: A Case Study of An Interpreted Parent-Teacher Talk. Journal of Language Research (JLR), 7(1),
80-94.

DOI: https://doi.org/10.51726/jIr.1370174

Abstract: This article explores the types and functions of dialogue interpreter’s non-rendition behaviour in a
corpus of transcriptions of a recorded parent-teacher meeting. Following the distinction between justified and
unjustified renditions, it seeks to contribute to the discussion of the interpreter’s use of non-renditions in a
relatively under-searched mediated communicative environment. Non-renditions, interpreter-generated original
utterances that do not have corresponding counterparts in the preceding source utterance, are considered a part of
“talk as activity”. Thus, as a theoretical framework, the study adopts a dialogic view to discuss interactional non-
renditions as a discourse practice. The analysis of extracts drawn from a naturally occurring parent-teacher
encounter revealed that the interpreter’s non-renditions are substantially self-prompted when they ask for
clarification or confirmation. There are instances of talk that lead to the exclusion of the interpreter from the
ongoing dialogue in monolingual sequences. The study also provides significant data on the use of reactive
tokens as a listener’s response.
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INTRODUCTION

This study aims to contribute to the discussion of dialogue interpreter’s non-rendition
behaviour as a discourse practice in interpreter-mediated parent-teacher talk. Non-rendition, an
analytical concept first suggested by Wadensjo (1998), can be defined as interpreters’ responses that
have no corresponding counterpart as translation in the original utterance. Despite several previous
studies on non-renditions in various interpreter-mediated interactions, such as medical, courtroom, and
sign language interpreting settings (Cirillo, 2012; Cheung, 2017; Metzger, 1999), the interpreters’ use
of non-renditions in parent-teacher talk is not well-researched.

Previously labeled as interpreters’ “interventions” (Todorova, 2014, p. 229) and
“interruptions” (Hale, 2004, p. 201), non-renditions have been evaluated as interpreter-induced
utterances against an idealized practice. Wadensjo’s (1998) term “nonrendition”, however, tries to
understand the interpreters’ work “as they do their job” (Roy, 2001, p. 31), with a focus on the
dynamics of interaction as it unfolds. What is problematic with this neutral term is that it is referred to
as “interpreters initiative” (Wadensjo, 1998, p. 108), implying that the production of non-renditions is
only at the interpreters’ discretion. You will find in this study that there can be rare cases in which
non-renditions are initiated in monolingual sequences by one of the primary participants other than the
interpreter. In such sequences of talk, the interpreter can entirely be excluded from the participatory
framework.
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In multilingual encounters, the interpreters’ task is not to be reduced to simply rendering the
original utterances produced by one of the parties to the interaction. As ratified participants,
interpreters perform a range of other actions to manage the discourse flow of the exchange. To
comprehend all aspects of interaction and the interactional constraints on interpreters’ actions, the
study adopts Wadensjo’s (1998) “dialogic view”, in which all interlocutors are actively involved in the
co-construction of meaning. The interpreters’ non-rendition behaviour can be adequately examined in
this joint activity, through the dialogue of the participants.

In observing how interpreters’ and other interlocutors’ non-renditions actively contribute to
the dialogue, analysts resort to the recordings of naturally occurring interpreter-mediated settings.
Designed as a case study, the exchanges discussed in this paper are excerpts from a parent-teacher
meeting, recorded in a private middle school in Istanbul, Tiirkiye. To fully grasp the complex nature of
an interpreter-mediated setting in parent-teacher talk, a detailed description of the key structural
features of similar monolingual events can be useful. The following section is devoted to this purpose.

MONOLINGUAL PARENT-TEACHER TALK

The encounter analyzed in this study represents instances of a semi-formal educational
institution, which takes place between two interlocutors who come from different cultural and
linguistic backgrounds. The fact that the interaction occurs in the presence of an interpreter adds an
extra layer of complexity. Discourse and conversation analysts who adopt a micro-analytical approach
to the study of authentic data obtained from interpreter-mediated settings can facilitate their work by
examining first the structural complexity of unmediated communication in similar environments. An
overview of the defining features of monolingual parent-teacher interviews can support us in this
regard.

Despite the parties having different expectations about the meeting, the overall purpose is
generally to inform the parents of the student’s academic performance as well as the problems they
face in school. Hanhan (1998, p. 116) suggests that a parent-teacher meeting is the only occasion
where parents and teachers can engage in face-to-face interaction in an institutionalized manner. Pillet-
Shore (2001, p.15) asserts that the meeting is an intersection point of two social institutions- the school
and the family. Therefore, the talk being inherently institutional, the interlocutors can be expected to
play certain roles in the coordination and the structural organization of the interaction. However
sequentially organized, it is also worth noting that the contribution of each party is not pre-negotiated
and the talk is dynamically shaped and reshaped between the teacher and the parent.

In the absence of the individual who is assessed, teachers mostly report on the student’s
progress, share opinions and concerns, and offer solutions on their part to guide parents about how
they can help their children. Parents bring the interview their knowledge about the child to show their
willingness to establish a close relationship with the institutional party. That is not to say that
interviews are not sensitive in nature. For instance, while addressing a problematic behaviour of the
child at school, the shared goal between the teacher and the parent may disappear, although both
parties tend to avoid directly confronting each other (Davitti, 2012, p. 46). When such instances of talk
occur, the parent may initiate independent sequences to question the teacher’s competence and the
effectiveness of the school system to deal with problematic situations. Frustrating exchanges that
result in disagreements do not generally last for too long, though. Parents refrain from contradicting
teachers for fear that the bond between the teacher and the child might be damaged.

These issues provide an opportunity to recognize problems for which interpreters need to be
prepared. The following part deals with how the flow of discourse and the interactional organization of
talk is managed by the interpreter.
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DISCOURSE MANAGEMENT IN DIALOGUE INTERPRETING

“Discourse management” in interpreting studies is an overarching term coined to define the
activities taken by the interpreter in the organization of multi-party and multi-lingual encounters. The
definition indicates that it is not used only to refer to the interpreters’ actions to render the original
utterances of one of the primary participants but to refer to the interpreters’ responsibility for
managing the discourse flow of the interaction.

Wadensjo (1998) is the first to model discourse management in interpreting, in which he
offers a twofold typology in terms of interpreters’ involvement- “renditions” and “coordinating
moves”. While the former is related to the production of a target text, the latter is viewed as the
interpreters’ explicit and implicit actions to coordinate the encounter. Explicit coordinating moves are
of particular importance for this study and are either text-oriented or interaction-oriented. The
interpreter’s utterances that do not directly relate to other participants’ immediately preceding
utterances -non-renditions- are designed to coordinate the interaction and are regarded as the
interpreter’s explicit coordinating moves. Roy (2000) and Davidson (2000) are two other researchers
who sought to describe the term discourse management in terms of the interpreter’s role performance
and responsibility in interaction. Dimitrova’s (1997) study differs from others in that it addresses how
the involvement of other participants influences the translator's actions. Davitti (2013), who studied
the video recordings of parent-teacher encounters from a multimodal perspective, demonstrated how
interpreters perform coordinating moves not just verbally but also via nonverbal resources, such as
gaze behaviour.

It can thus be suggested that explicit coordination does not necessarily address only the
interpreter’s renditions and may include non-renditions, such as “requests for clarification, requests for
time to translate, comments on translations, requests to observe the turn-taking order, and invitations
to start or continue talking” (Wadensj6, 1998, pp. 108-110). In the next section, non-renditions will be
discussed in detail.

NON-RENDITIONS AS A DISCOURSE PRACTICE IN MEDIATED ENCOUNTERS

In an interpreting activity, there are two main types of utterances generated by the interpreters
-renditions and non-renditions. Unlike renditions of the other participants’ original utterances, non-
renditions are interpreter-generated original utterances. In other words, non-renditions are the
autonomous utterances of the interpreters. They are the interpreters’ interactional moves to coordinate
the ongoing interaction. Non-renditions, according to Wadensjo’s (1998) distinction, are a part of “talk
as activity” rather than “talk as text”. Vargas-Urpi (2019) offers a different classification of non-
renditions as “justified” and “unjustified”, and “reactive tokens”. Justified non-renditions, for the most
part, are the interpreter’s coordination strategies and are defined in four types: pauses, clarification,
confirmation, and retrieval (Vargas-Urpi, 2019, p. 478). Temporary interruptions may occur during the
conversation when the interpreter asks for a pause as a non-rendition behaviour before beginning to
render the talk. The interpreter may also ask for clarification when comprehension is not achieved or
may produce a non-rendition when seeking to check whether the information is heard. When the
interpreter realises that there is an information gap, he/she may ask to retrieve it from the source
utterance producer. Unjustified non-renditions, however, are classified into three categories:
instructions, advice, or warnings, interpreter-generated responses like answers, and extra information.
The interpreter may warn the primary parties or give instructions and advice about how they should
verbally and nonverbally behave during the conversation. The interpreter may tend to provide an
answer on behalf of any of the participants or may supply information not found in the original
utterance. Reactive tokens, as Varga-Urpi suggests (2019, p. 486), refer to interactional non-renditions
where the interpreter acknowledges that the information in the original utterance is received before
providing the rendition. However, he does not focus in this study on reactive tokens and only provides
a short definition in a footnote.
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Cheung (2017) addresses the non-renditions with a different typological analysis. He
categorizes non-renditions as either self-initiated or other-prompted. “When non-renditions are self-
initiated, the interpreter may become an active conversation initiator, but when non-renditions are
other-prompted, the interpreter may be a passive conversation respondent” (Cheung, 2017, p. 179).
This means that not all non-renditions are initiated by the interpreter but prompted by some other
participants other than the interpreter.

This study seeks to examine the types of interpreter-generated and, if any, other-prompted
non-renditions in a mediated parent-teacher interview to question what purposes they may serve in
interpreted discourse. Before the analysis of non-renditions used by the participants in a mediated
dialogue, the analytical perspective and corpus of the study will be elaborated on below.

METHOD

Laypeople, even interpreters may tend to think that the interpreter’s task is to repeat in concise
form the source utterances and thus perform a verbatim rendition of the original utterances voiced by
primary parties to the interaction. This “conduit model of communication” (Reddy, 1979) has been
abandoned in today’s interpreting studies because the interpreter’s renditions, despite relating in some
way to the original utterance, are considered as the new versions of the original. That is to say,
“interpreters do not function as mere transporters of other people’s words” (Jacobsen, 2008, p. 239). In
mediated encounters, interpreters are both hearers and speakers. As hearers, interpreters enter into a
negotiation of meaning with other participants to clarify meaning or check comprehension. As
speakers, they not only produce reformulations of prior original utterances but perform other
coordinating functions. They play an active role in the communication process, which will be
discussed in this study in terms of the interpreter’s non-rendition behaviour within the framework of
the “dialogic discourse-based interactionist paradigm”, an analytical approach to interpreting supplied
by Wadens;jo (1998). What is particularly emphasized in this paradigm is the interdependence of each
party in a three-way exchange, where the contributions of the interpreter, whether translational or
conversational, are shaped by other agents in the co-construction of meaning. To refer to Mason’s
(2015) words on Wadensjo’s interactional approach to mediated encounters, “each participant’s moves
affect the others’, in a constant process of negotiation of meaning” (p. 113).

Research that adopts the interactionist approach mostly relies on data gathered from
naturalistic interpreting situations. The corpus of the study is based on a 15-minute video recording of
a mediated parent-teacher encounter at a private school in Istanbul. Ethics being a crucial part of
responsible research, an ethical clearance was obtained from the ethics committee at an institute within
a public university. The procedure began after a comprehensive report providing a detailed
explanation of the data and methodology was submitted to the committee for evaluation. The
researcher’s commitment to present the results obtained truthfully and accurately was clearly indicated
in the report. Before the interview, each participant was asked to sign a typical consent form to give
their permission to be part of the study, which was also submitted to the committee along with the
video recording of the interaction to ensure transparency and integrity. Providing brief information
about the participants, the institutional party is an English teacher of African origin, who studied
Business Administration in his home country Nigeria, and has been teaching young learners in
Tiirkiye for nearly 5 years. The other primary party, the mother of a 4™-grade primary school student,
has a limited command of English at an elementary level. The interpreter who also teaches English at
the same school for a year is an in-house interpreter and a translation and interpreting department
graduate. The seating arrangement was not pre-negotiated.

The recording was converted into a text document using a word processor and basic
transcription conventions developed for the written representations of Turkish spoken discourse (see
Appendix). The selected conventions account for the interactional aspects of oral communication, such
as non-verbal vocalizations and prosodic features that may affect the quality of the verbal component.
Only the initials of the participants’ names were used in the transcription to protect their privacy. The
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extracts chosen involve sequences of talk where a non-rendition was used by one of the participants.
The utterances in Turkish were translated back into English through faithful rendition.

FINDINGS
Interpreter’s Non-rendition Behaviour

The following extracts, drawing on Varga-Urpi’s taxonomy (2019), present instances of the
interpreter’s non-rendition behaviour, without disregarding other participants’ use of non-renditions.
Some extracts analysed will also look at instances of non-renditions that cannot be studied in this
triadic classification. Not all reactive tokens will be examined in separate sequences of talk because
they do not in themselves claim the floor in conversational use to disrupt the primary speaker’s turn
and are mostly embedded in instances of talk where justified and unjustified non-renditions are used.

Justified Non-renditions

Justified non-renditions are mostly related to the interpreters’ conversation management
problems to ensure the accuracy of the output when they want to confirm or clarify information in the
original utterance.

Abbreviations: GY- The Parent / SO- The English Teacher / DE- The Interpreter
Extract 1.

GY13- ayakta geziyor {falan} %demek ki% acaba Ingilizce dersinde mi geziyor {sadece}(?)

he stands around and stuff | mean | wonder if in English lessons he walks around only

# yoksa acaba ## kontrol mii kuramiyor {sinif tizerinde} (?) hakimiyet eksikligi mi var (?)

or is it that he fails to control the class is there a lack of control

diger 6gretmenlerinden boyle bi(r) sey almadik biraz dnce de goriistim {sinif 6gretmeniyle}

we did not hear such a thing from other teachers a little while ago | talked to the class teacher
evde de ¢ok sz dinlemeyen bir cocuk d(eg)iil (!) # derste mi ee dgretmenine mi <yapiyo(r)
when at home he is not a disobedient child is it in the class uhh he does that to his teacher

DE14- <S...>teacherda m1
# bir eksiklik gdriiyorsunuz (?)

with the teacher do you see something wrong
GY14- %yani% belki sinif yonetimi ile ilgili bir sikintis1 olabilir

well may be he may have a problem with classroom management

By successively asking 3 rhetorical questions that do not expect an answer from the interpreter
(GY13), the parent implies that the problem may not be with the child but with the institution or the
institutional party, as she does not want to make a direct statement that accuses the teacher of the
child’s negative behaviour in the class. The interpreter interferes to clarify the parent’s utterances to
ensure whether it is the teacher’s teaching skills that are being questioned (DE14). This request for
clarification is the interpreter’s using her voice (Metzger, 1999) as an active co-participant.
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Extract 2.

GY15- bilmiyorum # biz de bi(r) sekilde uyaririz {evet ama} # tek su an sizden duyuyorum
I do not know we also in a way warn him yes but I only hear this from you

sinif 6gretmeni Oyle bi(r)sey sdylemedi

class teacher did not mention such a thing

DE15- yes uhhhm so S... [looking down at the notebook] ## she says that uhhm she met with the
classroom teacher annnd she never heard that %there is a problem% # annnd she kind of questions
your control your classroom management skills #

SO6- ohh (1)

The interpreter initiates a sequence that does not involve translation of the previous talk
uttered by the parent (DE15). The word “yes”, often used in talk-in-interaction as a token of
acknowledgment when it is someone else’s turn to speak, iS used by the interpreter to signify that
comprehension has been successfully achieved and that she is ready to render the preceding original
utterance. She then uses a gap filler that signals a pause in the speech. The gap filler is followed by a
transition word. Mentioning the teacher’s name, the interpreter seeks to attract the teacher’s attention
with his name mentioned. That the interpreter averts her gaze from the institutional party supports the
fact that these interpreter-generated non-renditions are visibly designed to ask for a pause to interpret.

Extract 3.

DE27- uhhh so S... # she says that may %be% you can change M... A...’s %seating position% # that
would help

SO13- yeah # | do <that

DE28- <she> (.) yeah (?) ohh (!) you already <did that (?)
S014- <yea yea> yea
DE29- okay # it did not <help (?)

S0O15- <yeah> yeah it did not help

DE30- okay (!) [disappointed]

The monolingual sequences above specify two different types of justified non-renditions-
confirmation and retrieval. The interpreter renders the parent’s utterances suggesting that the teacher
might change the student seating arrangement to maximize their engagement (DE27). A dyadic
sequence is initiated when the teacher interferes without hesitation to state that he tried that already
(SO13). The interpreter repeats the teacher’s utterance to confirm understanding (DE28). The
interpreter then poses a question to retrieve some part of the information that he believes to be missing
(DE29). The teacher’s quick response causes an overlapping talk (SO15). This dyadic interaction leads
to the temporary exclusion of the parent from the engagement framework.

Extract 4.

SO16- I think uhm first (...) uhm you uhm | am thinking should be the solution to the problem is # |
think 1 will need %her% help to talk to the child and this uhm

DE31- you want her to warn M... (?)
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SO17- # %yes% like to talk to uhm the child since she is the mother she knows how to get across to
the child # that is one # and two uhhhm | am also looking at the fact that if we can get this child in a
one on one uhm state of teaching like have him in a private class

DE32- you want to teach %private% to M... (?)
S018- %yeah% (1) if # we can get a private uhm (.)

DE33- private lessons (?)

The teacher expresses opinions on how to solve the child’s inappropriate behaviour in the
classroom (SO16). The interpreter, due to a lack of clarity in the source utterance, interferes to request
clarification (DE31). In Tebble’s terms (2012), this is a ‘side clarification sequence’. Another
interpreter-prompted side sequence occurs (DE32) to clarify the teacher’s contribution to the child’s
progress out of the classroom. A momentary pause by the teacher causes the interpreter to initiate
another side sequence to repair the teacher’s speech (DE33).

Unjustified Non-renditions

Unjustified non-renditions include moments of interaction where the interpreter often violates
the principle of neutrality, though it is unlikely that there is a golden standard. In such instances of
talk, the interpreter cannot afford to abstain from interfering interactional orientation of the
conversation.

Extract 5.
GY3- ya aslinda biliyorum {birazcik} lisede biz ee ingilizceyi gordiik ## bdyle ¢at pat
well in fact I know a little  back in high school uhm we learnt English very little
biliyorum belki bi(r) ee A1 mi oluyo(r) (?)
I know may be like it is Al level
DE4- <hihi
GY4- <dyle> olabilir {ama} ¢ok eee anliyorum %ama% pek konugamiyorum(!)
it may be so but | understand much but cannot really speak it
DE5- hihi
GY5- arada siz boyle yardime1 olursaniz
from time to time if you could help
DE6- isminiz neydi (?)
your name again
GY6-¢G ...
DEG- G ... # okay sooo ahhh miss G... can speak some English # she learned in high school
SO3- okay

The parent expresses that she has a basic knowledge of English and utters in a questioning
manner that she may have achieved an elementary level of English which she believes to correspond
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to Al level (GY3). The interpreter uses a ‘minimal response’ (Gavioli, 2012) which only signifies her
active attention to what is being uttered, without confirming it (DE4). This minimal response can be
considered a non-rendition, which does not disrupt the parent’s turn to speak. The interpreter addresses
the parent directly and asks her name (DEG6), which the parent had already mentioned when the parties
engaged in small talk at the beginning of the speech event. The additional information requested on
this question is the interpreter’s initiative that does not correspond to a preceding utterance produced
by one of the primary participants.

Extract 6.
GY7- biz simdi okul baslayali {benim gozlemledigim} bilmiyorum hani %tabiyki ben%
we now since the beginning of school as | see it I do not know of course | am
# Ingilizce 6gretmeni degilim e bu konuda uzman degilim %ama% biraz az ¢ok tabi bagka
not an English teacher I am not an experton this but  of course in other
okullara giden ee arkadaslar1 var # biraz bakiyoruz birbirimize de # konusuyoruz # yani okul
schools he has friends we look at each other  talk to each other I mean school
acilali bi(r) ay oldu ama hi¢ konusmuyo(r) (!) # [clears throat] evde bi(r)sey soylemiyo(r)
opened a month ago but he does not speak when at home he says nothing
# hic Ingilizce gelmiyo(r) eve # eee biz bdyle iste Ingilizce ¢izgi filmler agryoruz sarkilar
he brings home no English uhm we are like  English cartoons we watch songs
acgtyoruz #
we play
DE7- hihu
GY8- %babas1% biliyo(r) {ingilizce} on(un)la falan da bdyle pratik sans1 var ama # hig

his father knows English with him also he has a chance of practice but does not
konusmuyo(r) baska arkadaslar1 var {baska okullarda} bayaa [nods head from side to side]
speak at all  other friends he has in other schools quite a lot of
## sohbet falan %ediyo(r)larmis # Gyle diyo(r)lar # acaba ders saati %mi % yeterli d(eg)iil
words they exchange or so they say | wonder if the course hours are not enough
ee okulun Ingilizce sisteminde mi sikint1 var # biz biraz acikcasi endiseliyiz
or the school’s English system is problematic we are obviously a little concerned
DES8- ah miss G ... is actually worried # because ah [turns to the mother] what is (.) um
oglunuzun ismi neydi acaba (?)
what was your son’s name

GY9-M... A...
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DE9- %M...A...% [gazing at the teacher] ahh M... A... does not speak English at home and she is
really worried about this # ahhh %because% they have some other friends who goes to other schools
and *they can speak English* (!) and she says it has been a month # and she wants to see some
progress # %she wants% # her son to speak English aaand she says that may be there is a problem
with the lessons # the hours of the lessons # %may be% there is some %problems% with the system #
we have in our school # what do you want to say (?)

SO4- ummm it is okay | # | really liked the uh %t0% (...) uh decided to uh (...) the approach uh the
school umm you should uhh know that the school has um curriculum which the teachers umm had to
follow and uuuh to (.) concerning the uuh *child* he is uuh a little of uuuh %naughty% in the class #
o<key (?)

DE10- <hih1

SO5- heee (...) he really sits to take the lessons # hee goes about uhh playing in the class {during the
lesson} # and uh this is actually uhh problem # so uhh the first thing we have to do is to find a way to
(.) like control him ensure that he %takes% his lesson which is uhh very uh important to me *and uh*
(...) to take a step {by informing the psychology teacher} *I mean there is* <uh problem that (.)

GY10- <bayaa bi(r)sey soy>ledi # <ne dedi {acaba }(?) [laighter]
a lot of things he said I wonder what he said
DE11- <merak etmeyin

no worries

The parent expresses concern that the child has not yet made sufficient progress in English,
even though the school has been open for quite a long period (GY7-8). After a long stretch of talk by
the parent, the interpreter begins to render her utterances (DE8). When the interpreter pauses to ask the
parent the child’s name, she fails to alternate between two languages, which ends in a ‘self-initiated
self-repair’ (Schegloff et al., 1977). Because of the length of the teacher’s response (SO4-5), the
parent requests a translation to find out what was said (GY10). Unlike those generated by the
interpreter, this is a parent-generated non-rendition that interferes with the orientation of the
conversational interaction. The parent’s non-rendition behaviour causes the interpreter to generate
another unjustified non-rendition, where the interpreter in a sense warns the parent how to act (DE11).

Extract 7.

DE16- she *says that* maybe there is problem with the way you teach # because %the other
teachers% (.) they say that everything is great # and there is no problem # but when you say your child
is naughty [gazing at the mother] she is really concerned (!) and she is concerned about your teaching
skills # your teaching ways so what do you want me to say (?)

SO7- uhhm soo uhm the child is not (...) in the class there are other students in the same class and
other students (.) %they% appropriately (.) when they (.) | have full reports for them %but% for her
child # uhm she uhm (.) he does not really sit to take his <lessons

DE17- <isitonly>M... A... # {who is
naughty in the class} (?)

SO8- yeah # and a couple of his friends # the boy has some friends and uhm when there is uhm
disturbance during the lesson he is usually among <those who (.)
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DE18- <but there is> a group <and M... A...
S09- <there is a group
DE19- is in this <group

SO10- <yes there is a group <and>

DE20- <okay

SO11- when you have uhm disturbance (...) during the lesson you always find him there # so uhhm
that is a problem %to me% # probably uhhm uhm other teachers (.) they # they speak Turkish <and
they are> able to uhm control uhm the child using the language %but% | am not

DE21- <%aa% okay> so you say the problem *is the language barrier* because you do not speak
<Turkish

S012- <may be> may be # may be

Rather than acting as the voice of the other interlocutors, the interpreter enters the
conversation with her own voice and asks the teacher how she should respond (DE16). In interpreting
activities, there may be situations in which the interpreters need to refer to themselves in the third
person in an attempt to make sure that their interpretation is correct and understood by all parties to the
interaction. However, this interpreter-initiated unjustified rendition cannot be considered one of the
interpreter’s tools to ensure that the intended message is understood.

The teacher says that she keeps reports on the classroom behaviour and progress of other
children in the class (SO7). The interpreter interferes to request additional information not provided in
the teacher’s original utterance (DE17). This unjustified rendition is followed by a justified rendition
(DE21) when the interpreter needs clarification on the subject.

Extract 8.
DE34- bireysel bi(r) sekilde ¢alisirlarsa ee daha iyi gelisecegini *ve sizin* evde daha hizli
if they work individually uhm he would better develop and at home you could much faster
sonug alabileceginizi sdyliiyo
get results he says
GY21- 0 zaman ee # bi(r) siireci beklemek gereki(e)cek her(h)alde # bi(r) de 6yle deneyelim #
well then for a period we will have to wait | suppose let us try it then this way
%biz de% bi(r) goriiselim #
let us also discuss it
DE35- hih1 # sormak istediginiz bi(r) soru var mi (?) bagka bi(r) problem (?)
uh-uhh do you have other questions you want to ask  another problem
GY22- ee su an yok ee ama siire¢ i¢inde baktigimizda hani %bu ders%de de sey olursa sikinti
at the moment none but in the process you know should a problem in this lesson

olursa (.) oldugu zaman onun lizerinden konusuruz diye diisiniiyorum
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arises when it arises  we can talk over it | believe

The interpreter’s decision not to render the parent’s response (GY21) may indicate that she
tends not to pursue the talk. Instead, she interjects into the conversation (DE35) to find out if there are
any other questions the parent would like to ask. The interpreter’s non-rendition behaviour is intended
to manipulate the parent’s verbal behaviour and thus can be regarded as an unjustified rendition.

Reactive Tokens

Reactive tokens refer to non-renditions where the interpreter acknowledges that the
information contained in the original statement is received. They can be used to evaluate the
contributions of non-primary speakers when another party in interaction holds the floor.

Extract 9.
GY16- bizim koleje gonder#{me} sebebimiz yabanc1 dil *yabanci dile cok 6nem veriyoruz* #

our purpose to send him to college is foreign language  we care about it a lot
dil 6grensin istiyoruz # bir d(eg)iil iki dil 6grensin istiyoruz # ona gore zaten buraya geldik
we want him to learn language not one but two languages it is why we have come here
DE22- hihi
GY17- ## o yiizden yabanci dilden beklentimiz ¢ok # en ¢ok %bu %f# yabanci dili
for that reason we expect much from the foreign language the most this foreign language
sorguluyoruz {bu durumda}
we question in that case
DE23- hihi
GY18- eee benim icin diger dersleri baska bir okulda da alabilir # ana dilini de 6grenebilir
uhhm for me he can learn other lessons in other schools  he can also learn his mother tongue
%ama% ## dedigim gibi koleje gdbnderme sebebimiz tamamen yabanci dil
but as | said our purpose for sending him to college is completely foreign language
DE24- anliyorum

| see
GY19- bi(r) de bize hani hep sdylendi %gok% # yogun yabanci dil (.) Ingilizce var

also we were always told  very much there is intensive foreign language English

su var bu var # (...) etkilerini de gdrmek istiyoruz {tabi} evdeki yansimalarini (...) istiyoruz
there is this and that its effects we want to see  of course its reflections at home we want
DE25- anliyo<rum [nodding the head]

| see
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GY20- <hig¢> anlatmiyo(r)
he is not talking at all
DE26- anladim

I got it

During the parent’s extended turn as the primary speaker (GY16-20), the interpreter produces
two consecutive non-lexical vocal behaviour (DE22-23). They are ‘listener responses’ Orestrom
(1983) indicating that the message has been successfully received and understood. The interpreter’s
short lexical phrases (DE24-25) “anliyorum” (I see) are reactive expressions typically produced in one
or two words. Widely known as backchannels (Tolins & Fox Tree, 2014) in communication, such
utterances inform the speaker of the listener’s comprehension. The interpreter’s final reactive token

(DE26), however, differs from the previous ones in that it signals the listener’s readiness to move out
of the topic being talked about.

Extract 10.
GY1- mer(h)aba hocam

hello teacher
DE1- mer(h)abaaa

hello
GY2- hello
SO1- yeah # hi ## you (a)re welcome
GY3-me (.) my nameis G ...
DE2- <benim adim G ...

my name is

SO2- okay # <and # my name> is S ...
DE3-bendesS ...

andlamS...
GY3- ah # tamam

okay

The sequence begins with the parent greeting both the interpreter and the teacher separately in
their own language (GY1- SO1). In both exchanges, a greeting-greeting sequence occurs and neither
subconversation is rendered into the target language. However, the interpreter translates the parent’s
following utterance in which she continues to introduce herself (DE2), despite the recipiency being
displayed by the teacher through the articulation of a reactive token- “okay” (SO2). The parent’s
reactive expression (GY3) “tamam” (okay) indicates that she shows a neutral stance, rather than active
involvement.
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DISCUSSION AND CONCLUSION

Through the analysis of 10 individual extracts drawn from the video recordings of a mediated
parent-teacher encounter in Turkish and English, the paper mainly focuses on occasions which do not
involve translations of the previous talk. The study follows Vargas-Urpi’s (2019) triadic classification
of non-renditions, where the interpreter does not provide a rendition of the original utterance. While
justified non-renditions cover the interpreter’s challenges in conversation management and
coordinating strategies, unjustified non-renditions cover the interpreter’s interventions in interactional
orientation. Reactive tokens, however, are interactional non-renditions that refer to the listener’s
responses signifying that the speaker’s message has been received and understood. In another study by
Cheung (2017), non-renditions were categorized as either self-initiated or other-prompted to
distinguish non-renditions initiated by the interpreter from those prompted by other participants.

In this study, the conveyed utterance is not originally voiced by the other primary participants
when the interpreter generates a non-rendition. She uses her own voice and acts as a co-conversant to
initiate a conversation. The interpreter-initiated non-renditions, the most frequently encountered type
in the study, has led to dyadic exchanges in which one of the interlocutors is temporarily excluded
from the exchange. In such instances of talk, the interpreter’s impartiality can be undermined, which is
compatible with Cheung’s (2017) findings. The study, unlike previous ones, also revealed that the
interpreter’s perceived role can be questioned in other-prompted non-renditions. During the teacher’s
extended turn, for instance, the parent’s request for translation manipulates interpreter’s verbal
behaviour. Unlike Vargas-Urpi’s (2019) evaluations of unjustified non-renditions, it is not the
interpreter warning the other conversants but one of the parties to the interaction giving a warning to
the interpreter on how to behave on the verbal dimension.

As a rare and unexpected result, situations where the interpreter is completely left out of the
exchange are also encountered in the study. These are monolingual exchanges that lead to the
exclusion of the interpreter from the participation framework but not from the engagement framework.
The parent greeting the teacher in the target language may illustrate such instances of talk, where the
interpreter is not involved. One other rare exchange is when the interpreter asks the parent to wait for
her rendition, which indicates her will to be recognized as a ratified participant who also coordinates
the interaction. In this exchange, unlike other intentional interferences by the interpreter, she enters the
conversation with her own voice. It is also revealed that reactive tokens, which were only treated
superficially in Vargas-Urpi’s (2019) study, reflect the active involvement of all parties in the
interaction and that they can be embedded in speech exchange situations where either justified or
unjustified non-renditions occur. Future studies on non-renditions that adopt a dialogic discourse-
based analytic approach should focus more on the behaviour of other primary parties and their
interactional consequences rather than those of the interpreter.
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APPENDIX

Transcription Conventions.

“aaa/000” vowel length indicating exclamative construction
“-” indicating the speaker’s turn

“#” pauses

“(.)” unfulfilled sentences

“(...)” incomprehensible sentence fragments

“eee” hesitation

“{.....}” post-rhematic structures

“[.....]” extra-linguistic features

“<.....>" overlapping talk

“% ..... % stressed syllables or words

«“  »pronounced with emphasis on underlined words or parts of words

e * pronounced more quickly
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Abstract: The goal of the current research is to reflect critical thinking levels of reading activities in the 7th
grade English coursebook. Moreover, it also aims to propose extra activities to complete the missing cognitive
levels of the reading passages. Within this perspective, a couple of questions are forwarded. Firstly, the extent
of the reading activities was evaluated, so each level was described with an example from the coursebook.
What is more, the homogeneity of the total activities was elaborated. Second question deals with the
significance between the lower and higher levels of Bloom’s taxonomy. To answer these questions, content
analysis was applied as a part of qualitative analysis. Also, Bloom's revised taxonomy was utilized in the
coding process as a criterion to match the activities with the right cognitive level. The results showed that a
very high percentage of the activities (95%) support lower levels with the predominance of the remembering
level. Thus, it was not a homogeneous distribution. Also, a significant difference was found between lower
and higher levels as a result of SPSS. Therefore, teachers need to make some adaptations in their lessons.
They need to prepare extra materials to cover the missing levels. On the other side, coursebook developers
need to make regular adaptations to keep up with the current needs.

Keywords: Bloom’s Revised Taxonomy, critical thinking, coursebook evaluation, critical reading, 21
century skills

INTRODUCTION

The new era of the 21st century is named as the digital age in which people do not spend a
huge amount of time searching for information. Rather, every bit of information is there so that people
can get any data with a click. However, it is not certain whether the data found in one second is valid
and trustworthy. At this point, being capable of differentiating right from wrong, valid from invalid,
true from fake is highly significant in modern times. In another wording, having critical thinking (CT)
skills enables people to have key possessions in today's world. These CT skills are the ones that should
be practiced and developed systematically till they are transferred to real life situations. Human beings
are not born fully equipped with CT skills (Synder & Synder, 2018), but they can be proficient in time
with practice. At this juncture, schools step forward with their planned and systematic nature, so they
can equip people to advance in CT skills. Care, Kim, Vista, and Anderson (2018) assert that the
necessities of the societies are required to be corresponded with educational objectives. Today's
modern world demands people to criticize, to chase after valid information, to evaluate and judge the
phenomenon effectively because of the information pollution which is beyond measure.
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When these problems are considered, there are precautions that need to be taken in English language
education like any other field because CT comprises not only one discipline but also all the fields.
Brown (2004) clarifies that linguistics factors are not enough by themselves; critical thinking should
also be included in English language teaching courses. From the perspectives of English language
education, the Ministry of National Education in Turkiye (2018) updated the English curriculum
considering the latest trends. Even though the components of the educational systems are expected to
be complementary to each other, there are some problems that prevent the successful application of
CT. Curriculum, as one of the broadest elements of education, lacks in providing an effective source.
OECD (2018) report shows that seventeen member countries do not carry out critical thinking skills
efficiently in their curriculum and educational programs. As these countries are one of the most
developed ones in the world, the findings are disappointing for the evolution of critical thinking
because these countries are to be the pioneers of the implementation of CT. However, there is a gap
between the expectation and the reality. On the other hand, teachers are not diligent enough in
preparing extra materials as the active participants of educational systems and they are mostly too
dependent on ready-made materials such as coursebooks. When the fallacies of coursebooks are
considered, this situation is highly underwhelming because it is time consuming and burdensome to
make adaptations on the printed sources like coursebooks. Therefore, it is often neglected to consider
the coursebooks’ usefulness or efficiency by teachers during the delivery of the courses. Thus,
coursebook evaluation needs to be conducted primarily in order to raise the validity and success of the
coursebooks in CT development. The necessary steps and considerations need to be taken into account
as a result of these studies. However, there are very few studies on the English coursebooks’
evaluation considering CT when compared to other studies in Tirkiye (Savas, 2014; Ulum, 2016).
Among many studies conducted in English language teaching in Trkiye, the rarity of coursebook
evaluation studies in terms of CT stands out because there are many coursebooks from 2™ to 12
grade and there are countless subcategories of CT. On the contrary, the number of studies within this
perspective is insufficient. Since the significance of CT is emphasized in the new era, the evaluation of
coursebooks considering CT skills should be far more than the present situation. Therefore, the current
study aims to evaluate the activities related to reading skill in accordance with Bloom's taxonomy and
to uncover whether the critical thinking levels are implemented in the activities homogeneously by
equally considering the lower (remembering, understanding, applying) and higher (analyzing,
evaluating, creating) cognitive levels.

LITERATURE REVIEW
Critical Thinking (CT)

Critical thinking is a long-standing idea even though it may be thought of as a modern term.
Its root goes back to Socratic thinking, and it has been developed and elaborated by numerous scholars
since then. Therefore, it is not easy to give a certain and single definition comprising all the sub-skills
of critical thinking. However, the definition of CT introduced by Facoine (1990) in the Delphi Project
has a comprehensive description of the term. According to Facoine (1990, p. 3), CT is a “purposeful,
self-regulatory judgment which results in interpretation, analysis, evaluation, and inference, as well as
explanation of the evidential, conceptual, methodological, criteriological, or contextual considerations
upon which that judgment is based”. Whereas numerous features of critical thinking are gathered to
reflect on the term as extensively as possible in this definition, there are many other characteristics of
critical thinkers such as (Sternberg, 1986; Douglas, 2000; Ruggerio, 2011):

Reasoning ideas on a well-grounded support
Being honest and tolerant

Feeling thrilled in case of a problem

Being incredulous

Being curious in the learning process

Being aware of learning processes

Being more concentrated and focused.
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Significance of Critical Thinking

As mentioned above, the history of CT was rooted in the times of Socrates. Since then,
countless scholars have thought over this idea and they contributed to the literature. Therefore, there is
no doubt that critical thinking plays a significant role in human life, especially in the field of education
where future citizens are raised by deliberate curriculum. Education plays a crucial role in the
development of critical thinkers because it enables people to receive pre-planned training. By
implementing CT skills in schools, people can develop themselves as active users of those skills in
their daily lives, as well. Since CT is a collection of various core skills, human beings could take
advantage of them not only in their education but also in their daily lives. For instance, CT enables
people to raise their attention (Cotrell, 2005). This sub-skill is incredibly useful both in education and
in life. Concentration in education helps learners grasp ideas easier and faster without being distracted
and disengaged. On the other hand, paying high attention in life may prevent people from many
fallacious or misleading ways such as entering a wrong way or distinguishing biased and nonobjective
information. Therefore, it is highly crucial to develop CT skills to take advantage of high quality of
life.

Teaching Critical Thinking

Critical thinking comprises a set of skills that can be developed through systematic and
dedicated training. Therefore, school environments are the best places to meet these demands with
their pre-planned programming. CT is a skill which needs to be integrated not only in language
learning but also in any other branch. What is more, the literature affirms that the current debate is not
about whether to teach CT or not. It is about how to teach and which methods to use while developing
CT in the classrooms. This indicates the absolute necessity of including CT skills into school subjects.
To achieve the best practice of CT skills, some scholars proposed certain methods and techniques.

Ennis (1989) contributed four approaches to teach CT skills. The first one is teaching CT as a
separate subject. Here, CT is regarded as an independent school subject such as English, math, or
science. The skills and sub-skills of CT are needed to be taught one by one. The infusion approach, as
the second one, enables learners to attain CT skills within the existing subjects in an explicit way. The
immersion approach is similar to the second one apart from the way of presenting it. This time, these
skills are implemented in the subjects implicitly and learners will not be aware of practicing CT. The
last one as a mixed approach is the combination of one of the two approaches above along with
teaching CT as a separate subject. At this point, learners will have a new school subject only for CT
and they will be trained either implicitly or explicitly within their existing curriculum. Lipman (1994)
offers two terms named skill-oriented and content oriented. These terms are respectively related to
Ennis's infusion and immersion approaches. From a different point of view, Beyer (2008) signifies the
importance of continuum in CT training till transferring it to their daily lives and the teachers' aid as
scaffolding. Teachers are the main sources for learners in terms of helping and encouraging them.
Lastly, Carr (1990) indicates the effect of critical reading on the achievement of critical thinking.
Learners are not passive in the phase of reading. On the contrary, they apply numerous techniques
such as guessing the meaning, making predictions, questioning etc. In this point of view, they
communicate with the text rather than being a simple reader. Therefore, critical reading is highly
crucial for CT development, especially for foreign language learners. Besides, writing to learn is also a
beneficial technique for language learners. Here, learners write in two phases and check themselves to
improve both their structures and their reasoning skills. With classification games, they differentiate
the similarities and differences among objects, terms, ideas etc. These techniques and approaches can
be referred considering the content and objectives of the subjects. However, the point that is common
for all is the significance of teachers and the necessity of implementing CT skill. Therefore, teachers
need to have the competence and determination to maintain a continuum and to scaffold learners
successfully.
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Critical Reading

Since CT has complex processes, readers go through some strategies to develop their skills, to
ease their reading activity and to conduct effective reading. One of these key strategies is schema
theory (Norris & Philips, 1987). It triggers the foreknowledge before reading to facilitate their
understanding. Making connections with prior knowledge especially helps learners in the lower order
thinking levels. As one of the most known strategies, skimming is also useful for critical reading (CR)
because learners apprise whether to proceed to reading or not thanks to this strategy (Sutherland &
Incera, 2001). Questioning has another significance for the development of CR since asking
sophisticated and complicated questions leads to higher-level thinking (Sutherland & Incera, 2001).
By previewing (Kurland, 2000) the text, learners get general information about it before reading.
Similar to skimming, learners may judge the worthiness of it. Annotating (Varaprasant, 2000) is
another core strategy for CR because learners have an active role in the reading phase as they take
notes of significant points. Summarizing (Varaprasant, 2000), on the other hand, promotes CR because
learners discern the main ideas of the text and restate these points with their own words. Making
predictions and inferences (Duke & Pearson, 2008) is another active reading phase because learners
try to guess and speculate what will happen next. In this way they can discover the implied meaning of
the text, as well. Learners may also find some similarities in the text such as similar characteristics or
events (McWhorter, 2012; as cited in Harida, 2016). Realizing these similarities is related to making
generalizations as another strategy of CR. Besides, learners may find similar experiences in their lives.
Making these kinds of connections are also highly beneficial for promoting CR and CT. Critical
thinkers recognize what is a fact and what is an opinion (McWhorter, 2012). Differentiating these two
terms while reading eases their comprehension and helps them in the higher order thinking levels.

Bloom’s Revised Taxonomy

Bloom’s revised taxonomy (Anderson & Krathwohl, 2001) is an edited version of the original
one by Bloom’s scholars as a result of the current demands and necessities. Even though both
taxonomies resemble each other in main perspectives, there are some adaptations and differences. First
of all, the taxonomy has been converted into two-dimensions as cognitive and knowledge dimensions
whereas the original one only had cognitive aspects. This resulted in more flexibility in theory and
practice. Besides, the levels in the cognitive processes were detailed with sub-levels and their format
has changed from word to verb. In this way, the levels known as knowledge, comprehension,
application, analysis, synthesis and evaluation turned to remembering, understanding, applying,
analyzing, evaluating and creating. Here, it is also obvious that the last two levels had the biggest
change because the highest level in the original taxonomy was replaced to the fifth order in the revised
one, and the highest level was determined as the creation of original and new ideas or products. These
levels are also categorized as lower and higher-order thinking levels. The remembering,
understanding, and applying levels constitute the lower levels while the analyzing, evaluating, and
creating levels belong to the higher order thinking levels in Bloom’s taxonomy. These levels starting
from remembering as the lowest one goes up to creating which is considered as the highest level is
demonstrated below.
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E Lower Over Thinking Higher Over Thinking
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Remembering Understanding Applying Analyzing Evaluating Creating

Recall the facts and Understand the factual Apply the rules, facts. Breakthe infon
nformation meaning deas and concepls to components

Analyze the value of  Combine the partsto
informatior create new concept

Figure 1. Bloom's Revised Taxonomy: The Cognitive Levels from LOTs to HOTs Retrieved
from: https://www.slideteam.net/blooms-taxonomy-model-for-task-execution.html.

Coursebook Evaluation

Coursebooks are one of the language learning tools that are consulted nearly in each
classroom. They are the incarnational versions of the curriculum objectives. There are many reasons
for the high percentage of their usage as well as their disadvantages, so coursebook evaluation studies
play a significant role in reflecting on these drawbacks and to increase the coursebooks' actuality and
validity. It is necessary to be knowledgeable about the advantages of these commonly used
coursebooks. Firstly, they provide suitable content (Demir & Ertas, 2014) to reflect on the curriculum
in the best way. Along with the coursebook itself, the CD, flashcards, activity books and posters are
included as a pack of sources (Sucipto & Cahyo, 2019). Therefore, learners get exposed to various
kinds of activities. Thanks to the richness of activities and sources, teachers do not need to spend too
much time preparing materials, so this reduces their burden (Tsiplakides, 2011). Both teachers and
learners get a chance to follow their progress (Tomlinson, 2003). By consulting the content page, they
can look over how far they have advanced throughout the curriculum. Benefiting the same coursebook
also enables the students to have equal content and material in education (Abdelwahab, 2013).
Therefore, a student in a village will get the same material as a student in a city.

As well as the significantly beneficial sides of the coursebook, they contain substantial
drawbacks. First of all, there is no human-made product without a flaw, so the mistakes are expected
parts of the coursebooks. Since the coursebooks are pre-printed materials, it is not simple to make an
adaptation and to print it again (Tsiplakides, 2011). Thus, making changes is a highly time-consuming
process. When natural language acquisition is considered, coursebooks do not provide this kind of
environment (Tsiplakides, 2011). On the contrary, coursebooks present an arbitrary way to learn a
language. When it comes to the current educational notions such as individualized learning (O'Neill,
1982), coursebooks do not meet these demands. What is more, teachers who depend too much on the
coursebooks tend not to prepare extra materials and so their creativity diminishes in time (O'Neill,
1982). For the reasons elaborated above, coursebook evaluation studies gain significance. Besides, the
current demands of educational systems as a result of the technological age necessitate the coursebook
evaluation studies and consider their results to keep up with those changes. In this way, the
coursebooks suitable for the new generation will increase the quality of education.

Coursebook Evaluation Models

Coursebook evaluation is not a new term. Since the coursebooks are in use, their evaluation in
different perspectives is regarded as a significant part of the educational studies and scholars proposed
some models to carry out a successful evaluation.

Cunningsworth (1995) suggested two different models for coursebook (CB) evaluation. The most
common one is the pre-use, in-use, and post-use of coursebook evaluation. This type of evaluation is
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highly important especially for the teachers who will benefit from the coursebook throughout the
school year. Therefore, teachers can evaluate the coursebook before using it whether the targeted CB
is suitable for the target students or not. After selecting the CB, they can make in-use evaluation which
is related to evaluation while actively using it. Thus, teachers can add some extra materials or skip
some parts of the CB. When the CB is completed, teachers can analyze which worked well with their
students. They can decide whether to use it for the next semester with some adaptations or to move on
with another coursebook. The other model Cunningsworth (1995) described is the impressionist
overview and in-depth evaluation. Thanks to the former, teachers can have a general idea of the
coursebooks in a very short time by skimming through the content page, the images, and the design of
the coursebook. However, the second one is related to analyzing every detail in depth as its name
implies.

Ellis (1997) also signified predicted and retrospective evaluation. The first one demands
making predictions about the coursebook without elaborating on it. On the contrary, the second is
related to making decisions about its worthiness and usage of the CB in the future.

Similar to Cunningsworth (1995), Harmer (2001) proposed pre-use assessment and post-use
evaluation. Therefore, teachers can appraise the coursebook before and after using it.

Lastly, McDonough and Shaw (2013) developed external, internal, and overall coursebook evaluation.
The external evaluation demands a short check of the coursebooks by taking a glance at the
coursebooks. Internal evaluation is related to considering the detailed review of the coursebook such
as language use, gender issues, linguistic sides etc. Overall evaluation is about making a decision after
examining the CB both externally and internally.

Research Questions

In accordance with the aim of the study, the following research questions were proposed.

1. What is the extent of the cognitive levels of the reading activities in the 7th grade English
coursebook published by Ministry of National Education in Tlrkiye?

2. Is there a significant difference between the lower (remembering, understanding, applying)
and higher (analyzing, evaluating, creating) thinking levels in the overall findings of the
reading activities?

METHODOLOGY
Research Design

The present study which evaluates the reading activities within the perspectives of critical
thinking in the 7th grade English coursebook is an example of a qualitative method due to the
evaluation of a written document. Seale (1999) describes qualitative methods as perceiving the
problems which have not been realized and discussing them in a realistic and reliable way. Therefore,
the critical thinking levels of the reading activities were aimed to be revealed by implementing a deep
analysis throughout the coursebook.

The Material

The material of the current study has a significance as it is the main source of the analysis.
Thus, the optimal coursebook was selected to represent the critical thinking levels in the reading
activities. Covering reading skills twice in each unit repeatedly and containing various activities for
the development of critical thinking skill were the main reasons for choosing the current coursebook.
Besides, the length of the reading texts was long enough to enable the researcher to create
supplementary materials since there were enough main and supporting ideas covered in the target
texts. In this way, twenty reading texts were collected within ten units. Among these twenty texts, 91
activities were extracted to be evaluated. The target coursebook was one of the limitations of the
current study because only 7" grade and its English coursebook were taken into account for the
reasons elaborated above. Besides, the choice of reading texts among other skills was another
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limitation due to their systematic occurrence in the coursebook when compared to other skills. Within
these perspectives, Bloom’s revised taxonomy was adopted as the measurement tool for evaluating the
reading text questions because it provides a deep and structured background in critical thinking.

Data Collection and Analysis

Document analysis which is one of the techniques of qualitative methodology was adopted
since the study comprises a coursebook as a target material which needs to be appreciated and
comprehended in depth in terms of its critical thinking application (Bowen, 2009). Wach (2013) points
out that document analysis helps researchers evaluate the documents meticulously and systematically.
Some steps were taken to conduct the document analysis. After choosing the document and checking
its originality, it was elaborated on the selected skill. Then, the selected data is analyzed with
deductive content analysis because it enables researchers to construct the meaning of the documents in
accordance with the cognitive skills in Bloom’s taxonomy instead of counting the elements
quantitatively (Seif, 2012). At this point, Bloom’s revised taxonomy was used to achieve a systematic
analysis from the beginning to the end and to harmonize the theoretical and practical points by
referring to this comprehensive tool. The cognitive dimension in Bloom’s revised taxonomy was
selected as a coding unit, so the data collection and analysis processes were mainly based on the sub-
categories of Bloom’s revised taxonomy. The results were also interpreted considering the same
categorization.

Validity and Reliability

Achieving validity and reliability in qualitative studies has a significant value because these
studies are mainly under the influence of researchers. However, this does not mean that they have
totally subjective results. Yildirim and Simsek (2018) state that qualitative studies rise in value when
validity and reliability are attained. For validity, the data collection and analysis steps were elaborated,
and the coding of each reading activity was clearly represented and explained. When it comes to
reliability, two independent experienced English teachers were included in the coding process and the
reliability formula of Miles and Huberman’s (1994) (humber of agreements/ number of agreements +
disagreements) was implemented. With 83.5%, the reliability was gained.

RESULTS

The first research question is highly extensive and comprehensive since it aims to reflect the
coding of the study as well as displaying the overall results. Therefore, the finding of each cognitive
level is interpreted with the illustration from the coursebook in the beginning. Later, the overall
findings are presented and clarified.

O ‘ ) Read the texts again and choose the correct answer.

1. Mete Gazoz .......... 3. Cagla Bﬁyﬁkgkgay ..........
a. is a European Champion. a. won acup in Istanbul.
b. is a World Champion. b. trains only at weekends,
2,  Oznur Yimazer .......... 4.  Yasemin Adar ..........
a. is an archer. a. always eats junk food.
b. is a sprinter. b. is both European and World Champion.

Figure 2. An Example for the Remembering Level

The activity above is an example of the remembering level in Bloom’s revised taxonomy because
learners are not required to comprehend the meaning of the text. Instead, they could simply detect the
names from the text and select the option that is written both in the intended paragraph and in the
answers.
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o @ O Find the numbers in the texts. What do they refer to?

Mete GAZOZ Cagla BUYUKAKCAY
@9 17: the age of him in Rio 2016 Olympics.  100:

2017: 2016:

Oznur YILMAZER Yasemin ADAR

13: 1991:

3: 75:

Figure 3. An Example for the Understanding Level

This activity provides some numbers for each sportsperson and learners are aimed to find out what
they stand for. Conducting this activity requires making sense of the numbers found in the text, so it
promotes the understanding level.

‘ Look at the poster of sports camp. Do you want to join this sports
O camp? If yes, which sports activities do you want to join? Why?

I want to play football in this
camp because | think it is more
exciting than the other sports.

SdnlaVilaVileclarn
Sports Camp

Jogging
Climbing
Volleyball
Tennis
Hiking

| usually go climbing and I'm good
at it. | want to be a professional
climber.

Football
Basketball
Cycling

Figure 4. An Example of the Applying Level

The third activity demands learners to make connections between what they have read with their
personal lives. While learners are staying connected to the text in terms of the target vocabulary,
sentence structures, and similar sentences, they are asked to express their choices. Therefore, this
activity is a sample of the applying level.

In the fourth sample, the learners are asked the following question:

Think about what makes someone successful in her/his life and talk about it.

First of all, this is not a kind of question that could be found in the text explicitly. However, the
learners are intended to grasp the sense of the text as a first step. Later, they are expected to give
meaningful reasons for the question by summarizing their thoughts and the knowledge they gained
thanks to the text. These exercises result in the analyzing level.

B @ @ Read again and answer the questions.

...will definitely happen?

)
a0
& o &
é‘\\o“‘
\t@e&“
T
3

%

...will be the greatest improvement on life in the future?

’6,

...won’t happen?

Figure 5. An Example of the Evaluating Level
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The activity above demands learners to guess about future events. While predicting these events, they
need to attribute sensible explanations and justifications by referring to the text. This kind of activity
triggers higher thinking since it enables making connections with the unknown by grounding them for
strong reasons. Thus, it is considered as the evaluating level.

What do you know about the topics below? Choose two of them and

/ make predictions. Will they make our lives better or worse? Why?
car alds
st _dﬁ\l\‘\g 'ouo\ o fOod Pills
ins
Underwate, city chips in our bra

Figure 6. An Example of the Creating Level

The last sample puts forward some original ideas such as underwater cities or chips in human beings’
brains and learners are aimed to express their ideas on these unique themes. They need to pass through
some stages to be able to conduct this activity such as being knowledgeable in the target topics, being
aware of their outcomes etc. As the last step, they could be ready to give reasons to their thoughts in a
meaningful and original way. Each answer will differ from each other, and they will base their ideas
on strong evidence. Since this activity enables learners to produce original answers, it results in the
creating level.

® Remember Understand Apply = Analyze mEvaluate Create

49

27

11

N — —
OVERALL EXERCISES

Figure 7. The Overall Findings of the Coding

Apart from reflecting on the activities one by one, reviewing the overall findings provides the answer
to the first research question in a more evident way. The figure above displays the results of the coding
according to the six cognitive levels. In the data collection process, 91 activities were gathered in
twenty reading texts. Among these, 49 activities resulted in remembering which is the first cognitive
level of the lower levels. Besides, it is obvious that more than half of the activities belong to this level.
It can be stated that the remembering level had the biggest proportion in the reading activities of the
coursebook. The understanding level followed it with a frequency of 27. Even though this is less
frequent than the remembering level, the understanding level is relatively high. With 11 activities, the
applying level was closer to the homogeneous result. However, the disproportion of the other levels
suppressed its significance. When it comes to the higher-order thinking levels, there is a tremendous
difference with the lower levels even at the first glance of Figure 8. The analyzing level had only two
activities in the reading text while the evaluating and creating levels were presented in only one
activity. Since these proportions are incomparably low, the practice of higher levels does not provide
an intended result. Therefore, it can also be said that there is not a homogeneous distribution among
the thinking levels, especially in the categories of higher and lower levels.

The second research question is related to the differentiation of two main categories as higher
and lower order thinking levels in the cognitive development of Bloom’s revised taxonomy. Thus, it
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was considered whether a significant difference was encountered between higher and lower levels. To
do so, the Chi-Square test was applied using SPSS Version 22. The results are displayed below.

LOTS.HOTS Total
LOTs HOTs
activities ~ Remember Count 49 0 49
Expected 46,8 2,2 49,0
Count
Understand  Count 27 0 27
Expected 25,8 1,2 27,0
Count
Apply Count 11 0 11
Expected 10,5 9 11,0
Count
Analyze Count 0 2
Expected 19 1 2,0
Count
Evaluate Count 0 1
Expected 1,0 0 1,0
Count
Create Count 0 1
Expected 1,0 0 1,0
Count
Total Count 87 4 91
Expected 87,0 4,0 91,0
Count

Table 1. The Results of SPSS Data for the General Findings

The table 1 introduces the content of the higher and lower-level categories as well as the frequencies
of their occurrences in the activities. The first three levels as remember, understand, and apply
constitute the lower levels while the last three levels as analyze, evaluate, and create form the higher
levels.

Value df Asymp. Sig. (2-
sided)
Pearson Chi-Square 91,000 5 ,000
a
Likelihood Ratio 32,818 5 ,000
Linear-by-Linear Association 41,127 1 ,000
N of Valid Cases 91
a. 9 cells (75,0%) have expected count less than 5. The minimum expected

count is ,04.
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Table 2. The Results of SPSS Data for Significance

The answer to the second research question is uncovered with the table 2. According to the results, it
could be asserted that there is a significant difference between the lower and higher levels since the
value is below .05. Therefore, it could be understood that the results of the remembering,
understanding, and applying levels highly differ from the analyzing, evaluating, and creating levels.
After finding the answers to the research questions, extra activities for the missing levels especially the
analyzing, evaluating, and creating ones are needed to be practiced more. Therefore, a sample
supplementary material as an adapted version of the reading activities is depicted below. In this way,
the teachers also can take advantage of such materials to develop critical thinking skills of the learners.
It is obvious that the coursebook is lacking in providing higher levels effectively, especially in terms
of achieving homogeneity among levels. Therefore, it is inevitable to prepare supplementary materials
for learners' development of CT skills. At this point, teachers play a significant role because they are
expected to cover up the deficiencies of the coursebook. Below, a sample of supplementary activities
for teachers is depicted. According to this sample, the lower levels in the coursebook are considered to
be given. Thus, the higher levels are covered as an example.
@ You see Nina’s brother, Billy in this picture. Why does Billy watch too much ﬁ
TV? What could be the reason for that? Write your opinions in the box.

— —_

In my opinion,

Figure 8. A Sample Activity for the Analysis Level

The reading text and its activities of the coursebook provided the remembering, understanding, and
applying levels, so this sample activity above is an example of the analyzing level. Here, learners are
asked to estimate the reason for the character's TV addiction by correlating the text. While doing this,
they will give reasonable ideas to the current situation.

How would you feel if you had a brother like Bill? Color your feeling about G
i; Billy. Write why would you feel like that.

L happy | sad angry scared shy ] confident
).: LA ol ‘L. ’Q")‘ .’l_‘

surprised | ashomed | disgusled exhausted | confused | bored |
Iwouldfeel ............... because

Figure 9. A Sample Activity for the Evaluation Level .

The next activity supports the evaluating level. In this activity, learners are aimed to express their
feelings towards a certain situation and to verbalize the reasons behind those feelings. Thus, they will
justify their feelings by giving sensible reasons.
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Design a ‘4 weeks recovery plan’ to stop TV addiction like Billy's. @

Woeek 1 Week 3 Week » Week «

Figure 10. A sample Activity for the Creation Level

The last activity develops the highest level of Bloom's revised taxonomy, creating, because learners
are expected to make their original plans to stop the TV addiction. Each child will come up with a
unique design by considering the situation of the character and taking advantage of his/her real-life
experiences.

DISCUSSION

The current study resulted in the high dominance of the lower levels in the reading activities
of the English coursebook. The higher levels were too rare, and it was not enough for critical thinking
development of the learners, so it can be said that the coursebook was not successful in terms of
achieving CT. There is a lot more significant steps to be taken to achieve a successful coursebook to
improve critical thinking skills because the percentages between the lower and higher cognitive levels
in Bloom’s taxonomy were extremely far from each other. Therefore, the coursebook cannot be taken
as granted for CT. Thus, several implications may be provided for teachers and coursebook
developers. As the inseparable parts of every educational context, teachers have direct access to each
learner. Thus, they may use this advantage by asking intriguing questions in the classroom even
though the coursebooks do not provide them. This could be an effective way to cover the deficiencies
in terms of critical thinking development. In a more planned way, teachers could also conduct
coursebook evaluation considering their students’ levels and backgrounds. Then, they can prepare
supplementary materials according to the students’ needs and interests. Besides, coursebook
developers need to consider the results of these studies and make immediate adaptations considering
the new necessities of the world, especially critical thinking.

The situation of coursebooks in terms of reflecting critical thinking skills differ from
coursebook to coursebook. While some provide a homogeneous distribution, other may be too focused
on the lower levels like the current study. Since English is one of the most common foreign languages
around the world, there are numerous research results.

Firstly and most surprisingly, the study conducted by Zaitturrahmi, Kasim and Ziilfikar (2017) ended
in the lack of higher levels in the activities. The coursebook published in Indonesia revealed the high
dominance of the lower levels. These results are well behind the current study even if it does not have
an expected outcome. It is clear that the higher levels are totally neglected. This means that critical
thinking has no significance in the coursebook utilized in Indonesia.

Just like the current study asserting the dominance of the lower levels, many other
coursebooks gathered similar findings. For example, Es-Salhi and ElFatihi (2019) assessed the
Gateway English 2 coursebook by utilizing Bloom's taxonomy. They found a high percentage of the
lower levels. The higher levels were not enough in number to promote CT. Sadighi, Yamini, Bagheri,
and Zamanian (2018) conducted similar research by using a different coursebook in a university
context. The high percentage (73%) of the lower levels stood out in the results. San (2018) analyzed
Global English A2+ considering CT skills for university degree learners. Similarly, Raggad and Ismail
(2018) examined an English coursebook named Action Pack 12 in Jordan. The reading questions of
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the coursebook were coded according to Bloom's taxonomy and the lower levels doubled the higher
ones. Thus, the questions were not equally distributed among levels, and it did not promote critical
thinking. Quite recently, Ariwan, Kholidi and Putro (2023) evaluated the reading comprehension
questions of a national coursebook in India for the 10th graders. As a result of the coding with the help
of Bloom's taxonomy, the knowledge and comprehension levels were the most frequent ones.
Therefore, it was not a successful result for critical thinking development. Just like the current study,
the lower levels showed in more activities and the higher levels were too little to be effective. Even
though the coursebooks described above belong to different countries, the results are gathered in the
same category that they represent the lower levels mostly and that they should provide more activities
in higher levels to achieve homogeneity. This result is a very disappointing one because it is clearly
understood that the problem is not just in some limited books or in some specific context. Rather, it is
a universal problem. Even though critical thinking needs to be possessed universally, the most
consulted materials in education are lack of providing a successful and effective practice of CT skills.
Since the current study can be described in this category, there are many lessons to be drawn. First of
all, the reading activities should include a variety of activities in terms of CT. They should include
higher levels as well as providing lower levels. Even though the lower levels are the first steps of
successful CT skills, their ever-repeating status is a failure for the CT development. Therefore,
learners need more chances to practice at higher levels, so the coursebooks need to provide this chance
by having more balance between higher and lower levels.

There are some other studies whose results were more successful and balanced when critical
thinking is considered. For instance, the coursebook named Think English was evaluated by Wu and
Pei (2018) and it was one of the representatives of a balanced coursebook. The coursebook reached
47% of the higher levels in the reading activities while 53% of them belonged to the lower levels. This
result means that the activities could be planned considering the critical thinking development of the
learners. However, the other two coursebooks examined in the same study did not attain the similar
successful results and they highly supported the lower levels. Even though the study of San (2019) did
not result in a perfect balance in the reading activities, the findings of the higher levels were promising
and encouraging for the coursebook developers. According to his study, the higher levels were
practiced in 32.06% of the reading exercises in the Global A2+ coursebook. Therefore, it can be more
balanced with some slight adaptations by the teachers. Quite similar to this study, Febrina, Usman and
Muslem (2019) examined a regional coursebook named Bahasa Inggriss. The reading activities of this
coursebook resulted in 33.4% of HOTs and 66.6% of LOTs. A current study conducted by Stevani and
Tarigan (2022) found similar findings with the previous ones. After examining three English
coursebooks named Active Reading, English in Mind and Advanced Reading Power, they discovered
close results among levels except the creating. It can be stated that these coursebooks could promote
thinking skills evenly when the creating level is supplemented with adaptations. When compared with
the previous study, they have a very close finding, so it can also be said that these results are highly
inspiring for future coursebooks. What is more surprising was the result of Sucipto and Cahyo's (2019)
evaluation in terms of balance because they found that the coursebook Bright 2 was a perfect example
of this. By having 51% of lower levels and 49% of the higher levels, this coursebook could promote
learners' critical thinking development from the lower to higher levels successfully. Therefore, it can
be one of the ideal coursebooks to improve learners' CT skills. Similarly, the study conducted by
Nainggolan and Wirza (2021) evaluated the coursebook English in Mind. As a result of the content
analysis and an interview with a teacher who uses the target coursebook, it was found that 102 of the
168 questions belong to the higher levels. Thus, it is clear that the higher levels were repeated and
practiced more than the lower levels. As a result of the last two studies, it can be inferred that the
coursebooks have the power to prove a perfect example to develop critical thinking. The homogeneity
could be achieved among cognitive levels and learners could be provided rich materials in terms of CT
skills. This could also be beneficial for teachers who are not aware enough in the implementation of
these skills. It can be referred that there is a hope to achieve the target of developing more structured
English coursebooks. Therefore, it is highly significant to consider the result of the coursebook
evaluation studies and to make adaptations in the coursebooks from time to time considering these
results. Besides, the studies may even be elaborated. For example, more than one coursebook may be
included in the evaluation to conduct a comparative study. In this way, the relations among
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coursebooks may be discovered rather than focusing deeply on one coursebook. Although the current
study only focused on the reading text questions, the evaluation of four-skills can be considered to
reflect on the differences among skills and to analyze the coursebook in unity. In this way, the
coursebook could be understood more comprehensively with its each component and skill.

CONCLUSION

The current study aimed to evaluate the reading texts of the 7th grade English coursebook
within the perspective of critical thinking. More specifically, the cognitive levels of each reading
activity were intended to be revealed by coding them according to Bloom’s revised taxonomy.
Considering these aims, two research questions were answered. The findings of the first question had a
highly comprehensive answer. The cognitive levels were elaborated as samples from the activities
extracted from the coursebook. Each level was found at least once in the coursebook, so they all could
be described. When it comes to the overall findings of the coding, the results were surprising. The
findings revealed that high proportion of the activities support the first cognitive level. The
understanding and applying levels took up the rest of the activities which was slightly described.
These findings indicated that the homogeneity is not achieved in terms of critical thinking in the
reading activities.

The findings of the second question presented the significance between the lower and higher
levels. At this point, the levels stood out as two groups (lower and higher levels) and a significant
difference was observed between the higher and lower levels. Therefore, it is stated that the results of
lower-level activities substantially differ from the findings of the higher levels.

Since critical thinking is one of the trendiest issues in today’s world, its application and improvement
play a significant role in education. The evaluation of MoNE publications in accordance with critical
thinking is rare even though thousands of students in Turkey utilize these sources as the main material
in language learning. Therefore, this study provides a valuable contribution to the literature in terms of
coursebook evaluation within critical thinking perspectives because there is a lack of coursebook
evaluation studies considering the critical thinking applications.

Last but not least, the further studies may touch to coursebook evaluation from wider perspectives by
combining four skills in CT teaching. They may also involve various coursebooks in the secondary
education to make generalizations based on the grades and learner levels.
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Oz: Arapca dil edebiyatinin zenginlikleri, belagat alaninda cesitli sanatlarin gelistirilmesine olanak tanimustir.
Bu sanatlardan biri olan “tevcih” (4as) belagat literatiriinde 6nemli bir konuma sahiptir. Bu kavram,
muhataplarina cesitli anlam ihtimalleri sunarak iletisimi zenginlestirme amacini giitmektedir. Islam &ncesi
donemde Arapga siir ve nesirde sik¢a kullanilan tevcih, Kur’an-1 Kerim'de de 6nemli bir rol oynamaktadir.
Kur’an-1 Kerim'in nazil oldugu doénemde, o6zellikle retorik agidan giiglii olan elit bir topluluga hitap
edilmekteydi. Muhatap kisinin, s6zii sOyleyenin hangi anlami kastettigini net bir sekilde anlamasi
gerekmekteydi. Tevcih sanati sayesinde dilin ifade giiciinii artirarak anlami muhataba kolaylikla birakiyordu.
Bu sanat, Arapcada Onemli bir yer tutmasina karsin, diger bir belagat sanati olan “tevriye” ile
karigtirtlmaktadir. Tevriye, yalnizca bir lafizla yapilabiliyorken, tevcih daha uzun ciimleler ya da birkag
kelime ile ¢ift anlama gelme olasiligi gerceklestirilir. Ancak uzak anlamin yani sira hem olumlu hem de
olumsuz ihtimaller bulunabilmektedir. Tevcih ve diger belagat sanatlari, Arap dilinin zenginligi ve esnekligini
yansitan énemli &rneklerdir. /hdm, tahyil, mugalata-i ma neviyye, ibhdm gibi diger sanatlar da, bazen tevcih
ile karigtirilabilmekte, temelde her biri kendi 6zgiin yapilarina sahiptirler. Ozellikle tevcih ve ibham gibi
sanatlar, metinlerin anlamini ¢esitlendirerek, muhataplari diisiindiirmek amacint hedeflemektedir. Bu nedenle,
bu sanatlarin anlasilmasi, Arap¢a metinlerin dogru bir sekilde ¢evrilmesi adina hayati 6neme sahiptir. Bu
makale, tevcih ve diger belagat sanatlarmmin anlamimi ve isleyisini daha da derinlemesine incelemeyi
amaglamaktadir. Bu sayede, Arap dilinin belagat agisindan zenginligi ve etkisini daha iyi anlama firsati
sunacaktir.

Anahtar Kelimeler: Arap Dili, Tevcih, Belagat, Sanat, Kur’dn-1 Kerim.

The Art of Tawjih in Arabic Language Rhetoric

Abstract: The richness of Arabic language literature has enabled the development of various arts in the field
of eloquence. One of these arts, “tawjih” (4s4), has an important position in rhetorical literature. This
literary concept aims to enrich communication by offering its interlocutors various possibilities of meaning.
Tawjih, which was frequently used in Arabic poetry and prose in the pre-Islamic period, also plays an
important role in the Holy Qur'an. At the time of the Qur'an's revelation, it was addressed to an elite
community that was particularly rhetorically strong. It was necessary for the addressee to clearly understand
what the speaker meant. Thanks to the art of tawjih, it increased the expressive power of the language and left
the meaning to the addressee easily. Although this art has an important place in Arabic rhetoric, it is often
confused with another rhetorical art, “tawriya”. While tawriya can be performed with only one word, tawjih
is performed with longer sentences or a few words with the possibility of double meaning. In tawjih, however,
there can be both positive and negative possibilities in addition to the distant meaning. Tawjih and other
rhetorical arts are important examples that reflect the richness and flexibility of the Arabic language. Other
arts such as iham, tahyil, mugalata-i ma'neviyya, and ibham are sometimes confused with tawjih, and each of
them has its own unique structure. Especially arts such as tawjih and ibham are used to diversify the meaning
of texts and to make the interlocutors think. Therefore, understanding these arts is of vital importance for the
correct interpretation and translation of Arabic texts. This article aims to delve deeper into the meaning and
functioning of tawjih and other rhetorical arts. In this way, it will provide an opportunity to better understand
the richness and impact of the Arabic language in terms of eloquence.

Keywords: Arabic Language, Tawjih, Rhetoric, Art, Qur'an.
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1. TEVCIH SANATI
1.1. Tevcih/ Ezdad/ Muhtemilii’z-ziddeyn/ Zii’l-Vecheyn

Tevcih, “4as”, tef’il vezninde tiiretilmis(ibn Faris, 1389/1969, s. 6/89) olup Gogul sekli « 4>l
o s> 5" seklindedir(Eb( Zeyd, 1433/2012) . “Yiiz/yiizler, donmek, yildizlarin yond, izlenilen yol, karsila-
nan her yon, yollamak, gondermek, nisan almak, yonlendirmek, rehberlik etmek” gibi anlamlara gel-
mektedir. “a3&l) 43 5” (kelamin yiizii) ifadesindeki “435” kelimesinden kasit soziin anlatilmak istendigi
sey demektir. “ds dgay Hasll 435" (Tag uygun tarafina yonlendirdi.) ifadesi ile isi olmas1 gerektigi
gibi yonetemeyen birine soylenen sozdir.Asss :is > (Ylzl olan/ylzlu elbise) ‘den kasit, iki tarafi
olan ve iki tarafi da giyilen kiyafettir (Ibn Manzir, 1414/1994, s. 4/4775). Hz. Peygamber (S a.s.),
Ebii’d-Derda’dan rivayet edilen bir hadiste soyle buyurmaktadir: “lssi; u‘)ﬂﬂ cF S A Y,
“Kur'anin bir¢ok anlamini (ara yiiziinii) gormeden onu anlamayacaksin”(Medini, 1406/1986, s. 3/390)
ifadesindeki “ss25” kelimesi, farkli ve gesitli anlamlarinda kullamlmistir (ibn Manzir, 1414/1994, s.
4/4775). Ehl-i Beyt’le ilgili soyle bir sézde bulunmaktadir: “43 30l S0 Wil ¥ “Jki kamburu olan bizi
sevmez” climlesinden (43340 iki tarafli anlaminda kullanilmustir (ez-Zemahseri, 1364/1945, s. 4/64) .
“oioil) 337 “Bir seyi, bir yone dogru gevirdim, yonlendirdim”, “anlamma gelmektedir (ibn Faris,
1389/1969, s. 6/89) . “42 3 kelimesi, cesit ve kisim anlami da gelmektedir. Bu konuda konusmanin
“Birkag yonii veya kismi vardir”, denilir (ez-Zebidi, 1385/1965, s. 36/543). Ebii Hureyre'den gelen bir
hadisi serifte ise” ks & die &S Y eaill s “(Ayni, 1390/1970, s. 22/131), “Tki yiizlii olamin Allah ka-
tinda yeri yoktur "buyrulmustur.

Sair Bessar b. Biird (61.167/784), Zeyd isimli (tek gozlii) bir terziye elbise diktirmek istemis,
bunun iizerine terzi ona saka olsun diye sunu soylemis: “Ben bunu dikecegim ama diktigim bir
ctibbemi yoksa baska bir elbise mi oldugunu anlamayacaksin!” deyince, Bessar’da ona: “Eger
yaparsan hakkinda oyle bir siir soylerim ki, bunu duyan hi¢ kimse senin igin dua ya da beddua edip
etmedigimi anlamayacak” demis. Terzi dedigini yapinca ve Bessar’da sdyle bir siir sdylemis: (Abbast,
1367/1947, s. 3/138; Bird, 1393/1973, s. 4/9)

H A e G | 2l RO 15 IPAl i1

2l UHFN I N \CF S SRy S )
1. Zeyd bana bir ciibbe dikti, keske gézleri bir olsayd:
2. Bunu duyanlara sor, bu 6vgl ma, hiciv mi?

Bu siirde tevcih, tam olarak gorebilmek i¢in kor goziiniin iyilesmesi i¢in dua mi, yoksa diger gdziiniin
de kor olmast icin beddua mi ettigi anlasilmamaktadir. Sair Ebu’t-Tayyib el-Mutenebbi (6.354/965),
Kafr el-ihsidi? (6. 357/968) hakkinda sdyle bir siir sdylemistir:(Miitenebbi, 1380/1961, s. 1/672)

gl (e &y g2l 23S Lai)saddl & 8% wdlg

Yiiksek mertebeye varmamizda, Allah’in bir sirri  (hikmeti) vardir,
diismanlarmizin s6zleri hezeyandan/sagmaliktan nmi? ibarettir.

Miitenebbi bu siirinde, yiice Allah'in sana verdigi yiicelik ve sadelikte bir sir var. Diismanlarin bu sirr1
bilmeyip Kaflr hakkinda konustuklar1 hezeyanlardir, ifadesinde tevcih sanati (hem 6vgii hem de hiciv)
anlam1 tagimaktadir. Hiciv yonl, diismanlarin bu yiice makama gelmenizi talihsiz bir kadere
baglanuslardir. Ovgii anlam ise, “Ey Ka&flr; yapugin biiyiik bir hayirli amel yiiziinden Allah sana bu
yiice makami bahsetmis ve diismanlarin séyledikleri, yaptigin ve Allah in sana verdigi seylerin éniinde

2 Miidebbirii’d-devle Kafr b. Abdillah el-ihsidi (6. 357/968), Misir'in ihsidiler Devleti'nin kurucusu ve 6nemli
bir lideridir. Sudan'dan kole olarak getirilen Kafir, efendisi Muhammed b. Tugg'un giivenini kazanarak siyasi ve
askeri gorevlere atanmistir. Seyfiiddevle ile olan miicadelesinde etkili bir rol oynayan Kafir, h.333 yilinda Suri-
ye seferine kumandan olarak tayin edilmis ve basarilar elde etmistir. Muhammed b. Tugg¢'un vefatindan sonra
Ihsidi Devleti'ni yoneten Kafiir, etkili yonetimi ve basarilartyla tanman bir lider olmustur. (Agirakga, 2004)
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hi¢hir seydir”bigimindedir.

Ibn ‘Uneyn (61. 630/1233), Emevi Camii’nde yiiriirken Ibnii’l-Mi’eyyed adinda yiiksek bir
memurun gorevinden azledildigini, bundan sebep ¢ok {izgiin oldugunu duyar ve ona sdyle bir siir
soyler: (Muahmmed, 1413/1993, s. 80)

% 2 s A 5 G 3 a3 e e el G 5]
b i)l 4 A5 alla i G S S W VU PN )
4 i oY dl 4 (A = 3 & > ial 213 G i Y3

1. Ibnii’l-Mu’eyyed, gorevden alinmasindan sikayetci oldu ve zamam kinayarak aptalligini
ortava cikardi.

2. Ben de ona: Zamani kinama, onun adil davrandig giinlere zulmetmis olursun.

3. Isten atildiginada kizma, zira zaman sana adaletli ve nezaketli davranmams.

Ibn ‘Uneyn’in, ibn’ul-Mii’eyyede zamana kizmamasini istemesinin sebebi; zamanm kendisine
vaktinde adaletli ve nezaketli davrandigini, halbuki ayni zaman/vakit adaleti geregince onu
konumundan ederek aptallastirdigindan bahsederek, ona siirinde tevcih sanatinin iki yoniiyle hitap
etmistir.

Sair Zeyniiddin Ibnii'l-Verdi (61.749/1349), bedevi bir kadma olan askini su beyitlerle ifade
eder:(Hamevi, 1425/2004, s. 1/309)

gi_g\\ AC‘._“.\ e\ g;ﬁb ‘}C‘.\i\ c \ 3'}5sz :.\\‘);;i & RV 1

3

'l <\ e JIA 2l 5 &)\ i G S N | V. 3 EEPTO N PR

1. Tiikiiriigii bana tath gelen Bedevi bir kadini sevdim, askindan atesle erimis bir acim
vardir.

2. Bu ask beni oyle dagimk hale getirdi ki, basimi Seybdn’dan®, bakislarin da
Nebhan 'dan” almig, ama sevdam: kinayanlar ise Kilab® tandir.

Bu siirdeki tevcih sanati ikinci beyitte bulunmaktadir. Siirin birinci boliimiinde (%) kelimesi “sagin
agarmasini” ifade eden kinayeli bir kullanimi1 Seyban kabilesine; («x) kelimesini de “uyanik olmak”
anlaminda kinayeli bir anlatimla Nebhan kabilesine, kendisini kinayanlar1 da Kildb kabilesine
benzetmistir. Meramini ii¢ kabile iizerinde anlatirken, ikinci beyitte tevcih anlami tasiyan Kiléb
kabilesinin kok anlami (&IS) “kdpek™ anlaminda kullanarak kendisini elestirenlere hakaret etmistir.
Belagat’te tevcihin; “iki zit anlama gelen bir soziin hal ve makam hangisine miisait ise o anlasilir”
seklinde tanimlamasina(Manastirli, 1308/1891, s. 377; Teftazani, 1307/1890, s. 421) ilave olarak Sekkaki
(61.626/1229) “iki z1t yone ihtimal veren sozil s0ylemek” anlaminda kelimeyi terimlestirerek(Sekkaki,
1407/1987, s. 427), kendisinden sonra gelen alimlercede bu tanimin benimsenmesini saglamistir. Tevcih
sanat1, kullanilan s6ztin olumlu/olumsuz, 6vgl/yergi anlamlarinin da bir arada bulundugu bir ifade
tarzint icerirken, anlamm idraki muhataba birakilmaktadir. Muhatap kisi, tevcihli kelimenin igerdigi
ifadeleri ya da anlamin yoniinii net bir sekilde anlayamamakta olup bu kavrama ayni zamanda
Muhtemil’z-ziddeyn de denmistir (Bilgegil, 109/1989, s. 191; Cevdet Pasa, 1438/2017, s. 127).

Ornegin, “Keske iki gozii de bir olsaydi”(Bulut, 1437/2016, s. 217) ifadesi, tek gozlii bir kisi igin
hem dua hem de beddua anlamini igerirken, tevcih sanati 6zellikleri itibariyla soziin ¢esitli katmanlara
sahip oldugunu gosteren ve dinleyiciyi diisiinmeye sevk eden en dnemli etmendir (Gliceytiz, 1444/2023,
s. 315). Bu baglamda, tevcih sanatinin belagat literatlriindeki 6nem ve etkisi, yiizeysel anlaminin

¥ Beni Seybén, Adnaniler’e mensup bir Arap kabilesi (Demircan, 2004).
* Beni Nebhan, bir Arap kabilesi (Ozervarl, 2004).
® Beni Kilab, Kilab b. Rebia’ya mensup bir Arap kabilesi (Kiigiikasc1, 2004).
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Otesine gegerek, derinlemesine diisiinmeyi ve cesitli duygusal yanitlari tetikleyerek potansiyelini
ortaya ¢ikarmaktadir. Temel amaci ise s6ze agiklik kazandirmak olduguna gore, tevcih sanati da bu
baglamda 6ne ¢ikmaktadir.

Tevcih sanatinin diger adlarindan biride Ezdad’dir. “Zid/Ezdad” bir seyin aksi, tersi
anlamindadir. ki seyin bir anda toplamlmas1 miimkiin olmayan sey, gece/giindiiz 6rnegi gibidir (ibn
Faris, 1389/1969, s. 6/88). Siyah/beyaz gibi iki zitlar anlaminda da kullanilmistir (Askerf, 1412/1992, s.
326; Kefevi, 1413/1993, s. 574). Karsitlik, Mukéabele anlami da bulunmaktadir (Cevheri, 1407/1987, s.
6/88). Bir seyin zidd1 ya da tersinin kargiligidir(ibn Manzir, 1414/1994, s. 3/263), ¢linkii iki zit birbirine
mubhaliftir. Kutrub: “Biri digerine gore zit anlamli olan lafza denir”, demistir (Kutrub, 1405/1984, s. 70).
Bir diger tanimda Ebl Tayyib el-Halebi’nin (6l. 351/962) her muhalif olan zit anlamli olur goriisii,
Araplarin kelimelere yiikledigi zit anlamlar teorisinden farklidir (Enbari, 1407/1987, s. 1). EbQ Tayyib
el-Halebi; “Kuvvet ve cehalet iki farkli sey olmakla beraber zit iki sey degildir. Zira Kuvvetin ziddi
zayiflik olup, cehaletin zidd1 ilimdir. Farklilik zitliktan daha kapsamlidir. ki zit, farkli anlamda
olmakla beraber, iki farkli sey zit anlamli degildir” Goriistini ileri stirmistiir (EI-Lugavi, 1382/1963, s.
1/1). Bu farklilik; karanlik ve eksilik gibi biri digerinin niteligi ile ilgili degildir. Halbuki zitlik,
nitelikte ters iliskide, siyah beyaz gibidir. Zira zit anlamlilar farkli olmakla beraber, her farkli zit
degildir (Askert, 1412/1992, s. 488).

Tevcih’in diger adlarindan biri de Muhtemil’z-Ziddeyn’dir. Bu sanata daha sonra da “tevcih”
denmistir. Residiiddin Vatvat® (6l. 573/1177) da bu sanata bu ismi vermekle beraber ona “Zi’l-
vecheyn”(Razi, 1443/2022, s. 179) demistir. Zii’l-vecheyn yada Muhtemil’z-ziddeyn; ciimlenin évgl ve
yergi seklindeki iki zit anlama esit 6lglide muhtemel olmasi demektir. Mesela ismi Amr olan sas1 biri
hakkinda sdylenen su beyit buna bir misaldir: “s 5w 456 il 318 5%ee J LA “Amr benim icin bir elbise
dikti. Keske iki gozii de esit olsaydi!”(Razi, 1443/2022, s. 179) tevcihli ifade, belagat literatlrinde de
onemli bir yere sahip olan diger bir kavram olan tevriye’ ile karistirilmaktadir. Her ne kadar Uslup
benzerlikleri bulunsada, tevcih ve tevriye, farkli sanatlar olarak ele alinmustir. Tevriye sadece bir
lafizla yapilirken, tevcih ciimle ya da birka¢ kelime ile gerceklestirilebilmektedir. Tevriye sadece uzak
anlam kapsarken, tevcih ise hem olumlu hem de olumsuz iki anlamin ayni zitlikta ifade edilmesidir.

1.1.2. Tevcih, istihdam ve Tevriye Arasindaki Fark

Bu sanatlarin her biri bir lafiz ve iki anlam tagirken birbirlerinden su agilardan ayrilmaktadir:

a. Tevriye ve istihdam miifred/tekil lafiz ile gelirken, tevcih terkiple meydana gelir.

b. Tevriye ve istihdamda lafiz iki yada daha fazla sozliik, genel anlam ya da hakiki/mecazi
anlamda kullanilirken, tevcihte lafiz siyak/oncesi yada hal karinesi seklinde gelir.

C. Tevriyede yakin anlam birakilip uzak anlam kastedilerek anlama gizli bir karineyle intikal
edilirken(Bolelli, 1436/2015, s. 459), istihdamda ayni anda iki anlam kastedilir. Tevcihte ise lafiz iki
anlama ayni1 uzakliktadir. Konusan kisi istedigi anlami ele alabilir (Karamollaoglu, 1444/2023, s. 71).
Ayrica, tevcih sanati ile ilgili olarak, Tham®, tahyil’, mugalata-i ma neviyye'®, ibham gibi belagat
Sanatlar1 arasindaki benzerlik ve farkliliklar incelenmistir. Bu sanatlar arasindaki ayrimlarin

belirlenmesi, her birinin 6zgiin niteliklerini anlamak acisindan 6nemlidir. fhdm “siiphelendirme™;

® Residiiddin Muhammed b. Muhammed b. Abdilcelil el-Omeri el-Faraki (6. 573/1177) (Ors, 2004).

" Tevriye: Belagatin bedi‘ kismindaki méanay: giizellestiren dnemli bir soz sanatidir. Bir kelime, herkesce anlasi-
lir bir anlam tasirken, digeri sadece uzmanlar tarafindan bilinen iki anlamli kelime arasinda gizli bir karineye
dayanarak kullanilimaktadir (Durmusg, 2004a).

® jham, belagat alaninda “vehme dusiirme, yan:ltma, hayale kapt:rma” anlamlarina gelir. ihdm, muhatap veya
dinleyicinin baska bir kelime hakkinda yanilmasina sebep olan ifadeleri icerir (Durmus, 2004b).

® Tahyil, sairin beyan sanatlarina bagvurarak muhatabin zihninde hayaller ve imajlar yaratmasi, dinleyiciye akta-
rilanin gergek oldugu hissini vererek, psikolojik bir etki (haz ve hayret) birakma amacin tasiyan bir sanat bigi-
midir (el-Cevz(, 1408/1988, s. 117).

1% Mugalata-yr maneviyye: igerisinde tevriye bulundugu icin kelamin en tath ve hos tiriidiir. Bu tiriin esasi,
benzeri veya zitt1 olan manalardan birini kullanmaktir (ibnii’1-Esir, 1378/1959, s. 3/76).

' fham, “as” kelimesinden tiiremis ve bir sey var olup olmamasina bakilmaksizin zihinde canlandirma, hayal
etme ve sliphelenmek anlamina gelmektedir. Residuddin el-Vatvat (6l. 573/1177), Had& iku ’s-sihr fi dek@ ‘iki’s-
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tahyil “cagrisgm yaratma”; mugalata-i ma’neviyye “anlam karmasasi olusturma”; /bhdm “anlami
kapali hale getirme”*? anlamlarma gelmektedir.

Cinas®ya da ¢ok anlamli kelimelerin kullanimiyla ortaya cikan tevcih, muhatabin siipheye
diismesine, ciimlenin anlaminin karmasik hale gelmesine neden olabilmektedir. Tevcih ve ibham gibi
sanatlarin tevriye ile sinirlanmasi, bu sanatlarin ne denli karmasik olabilecegini, etki gliciniin ise
anlama eksik bir yonde isaret edebilecegini gostermektedir. Bu nedenle, bu sanatlarin farkli bagliklar
altinda ele alinmasi, belagat literatirtinin derinligi ve cesitliligi bakimindan daha iyi anlagilmasina
olanak saglayacaktir (Coskun, 2007, ss. 248-261; Efendi, 1289/1872, s. 2/166-167).

1.1.3. Tevcih Sanatinin Belagat Eserlerindeki Yeri

Belagat literattiruinde 6nemli bir konuma sahip olan tevcih sanati, genellikle manevi sanatlar
kategorisinde yer almakta, ilk belagat kitaplarindan itibaren bu sanat, ¢esitli belagat alimleri tarafindan
detayl bir sekilde incelenerek tarif edilegelmistir. Bu sanatin Bati1 edebiyati retoriginde etkisinin ¢ok
az bulundugunu soyleyebiliriz.

Tevcih, muhassinat-: ma neviye™ grubu iginde telvinat”® bashgi altinda ele alinmuis olmasi
nedeniyle, sozl; anlam farkli bir yone ¢ekerek maksadi daha etkili bir sekilde ifade etmeye yonelik
bir sanat olarak degerlendirilmistir (Bolelli, 1436/2015, s. 459).

Genel anlamiyla s6z ve mana yoniinden farkli bir anlami igeren ifadelerle gergeklestirilen bu
sanat,  Sekk&ki'nin Miftahu’l- ‘Uliim(Sekkaki, 1407/1987, s. 839) adli kitabindaki tasnife gore
tevcih(Sekkaki, 1407/1987, s. 427), mugélata-i ma neviyye(Akgindiiz, 1443/2022, s. 341), tevriye,
istihdam®®, ¢a riz(Akgundiiz, 1443/2022, s. 341), telvih, remz!’ gibi belagat sanatlari arasinda yer
almaktadir (Rif’at, 1308/1890, s. 377).

Islam diinyasinda belagat ilmi, biytk 6lgtide Sekkaki'nin Miftdhu’I-‘Uliim kitabindaki tasnife
dayanmaktadir. Bu tasnif, daha sonraki belagat &limleri tarafindan da kabul gorerek, literatiirde
referans olarak kullanilmistir. Kazvini'nin (0. 739/1338) Telhisi’I-Miftah(Kazvini, t.y.) adli eseri, bu
alanda bize daha detayl bir inceleme sunarken tevcih sanati igin taradigimiz belagat kitaplart arasinda
Ismail Rus(hi'nin(Durmus, 2004c) (61.1041/1631) Miftihu’'l-Belaga(Durmus, 2004c),
Mistakimzade'nin(Yilmaz, 2004) (61.1202/1788) Istildhdt-1 Si’riyye(Yilmaz, 2004), Mahmud Ekrem
Recéizade'nin(Ugman, 2004) (61.1332/1914) Ta’lim-i Edebiyat(Ugman, 2004), Muallim Naci'nin(Ugman,
2004) (6l. 1310/1893) Istilihdt-1 Edebiyye(Ugman, 2004), Ahmed Resid'in (61.1249/ 1834) Nazariyyat-:
Edebiyye(Yetis, 2004a) adl1 eserlerinde bu kavram daha az yer bulmustur.

Tevcih sanatina dair agiklamalar, genellikle Sekkéki veya Kazvini’den aktarilarak bu sanatin
ornekleri, ilgili kitaplardaki misallere gore biraz degistirilerek sunulmustur. Bu Ornekler aslinda

si‘r adl eserinde tham', hayal etme ve siiphelenmek anlaminda kullamilan bir terim olarak tanimlanmaktadir
(Akkavi, 1417/1996, s. 251).

12 {bham, “ae” kokiinden tiiretilmis bir terimdir ve bir isin belirsizlik arz etmesi veya yiiziiniin bilinmemesi du-
rumunu ifade eder. Ozellikle belirsizlikle karsilasildiginda kullanihir; 6rnegin, bir durumun nasil gerceklesecegi
konusunda bilgi eksikligi durumunda <Y} agde 4331 ifadesi kullamlir. Aym zamanda, “a5V ifadesi birilere
bir sey gizlenmis veya kapanmis anlamina gelmektedeir (Akkavi, 1417/1996, ss. 21-22; Asikkutlu, 2004).

13 Cinas, kelime anlamiyla “iki geyin birbirine benzemesi” edebiyatta ise anlamlar1 farkli olmasina ragmen ben-
zer sdylenis veya yaziliga sahip kelimelerin nazim ve nesirde bir arada kullaniimasidir (Kilig ve Yetis, 2004).

Y Muhassinat-i Lafziyye (S6zii Giizellestiren Sanatlar): Nazim veya nesirde bulunan sézciiklerle ilgili olan mu-
hassinat-i lafziyye olarak adlandirihr (et-Teftdzani, 1308/1891, s. 417).

15 Telvih: Kinayenin iki unsuru arasindaki alaka vasitalarinin sayisina gore siniflandirilan bir belagat terimidir.
Vasita ¢coksa “telvih” vasitasizsa “ta riz” az ve zor anlagiliyorsa “remz” az ve agiksa “iméa/isaret” olarak adlandi-
rilir (Durmus, 2004c¢).

1 istindam: Bir kelimenin s6z icinde iki anlamyla birlikte kullanmak demektir (Durmus, 2004d).

" Remz: Belaga ve edebiyatta kinaye ile birlikte kullanilan, edebi eserlerde ima, telmih ve muamma tiirlerini
iceren dolayli anlatim ve iletisim bigimlerini ifade eden kapsamli bir terimdir (Durmus, 2004¢).
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okuyucuya tevcih sanatinin karmagsikligi ve etki glclinun ne kadar saglam bir temel olusturmay1
hedefledigini gostermektedir (Eliagik, 1435/2014). Bu eserlerde sunulan misallere dayanarak, sanatin
cesitli yon ve ozellikleri ele alinmistir. Bu baglamda, konuyu daha ayrintili bir sekilde incelemek adina
belirli 6rnekler sunulmustur:

a. Miftahu’I-Ul0m adl eserinde Sekkaki (61. 626/1229), “tevcih” igin “Iki zit yone anlam tasiyan
kelime” olarak bahsederken, “Karsit iki durumu da miimkiin kilacak sekilde secilmesini de ifade
etmektedir ”, der. Ornegin, tek gozlii bir kisi igin, “Keske iki gozii de bir olsaydi” seklinde dile getirilen
ifade, tevcihe kavramina ait 6rneklerdendir (Sekkaki, 1407/1987, s. 427).

Sekkaki, eserinde tevcih kavrami baglaminda dilbilim ve retorik alaninda 6nemli bir 6rneklik
saglarken, bu terimi ele alig bi¢imi, dilin kullanimindaki incelik ve ifade cesitliligini anlamak ve
dilbilim alaninda yapilan galigmalara katki saglamak bakimindan 6nemlidir.

b. Kazvint (6l. 626/1229)(Durmus, 2004f), Telhisii’l-Miftdh adli eserinde “tevcih” ile ilgili
Sekkaki'nin Mifiih inda var olan, “Keske iki gozii de bir olsaydi” 6rnegini oldugu gibi almustir, ayrica
dilbilim ve belagat alaninda kavramsal bir cerceve de sunmaktadir (Kazvini, ty., s. 29b; Kazvini,
1372/1953, s. 2/365-386).

C. Bahru’l-Ma’drif adli eserinde Mustafa Sur(ri(Guleg, 2004) (6. 969/1562), tevcihten
bahsederken, tevcihin diger bir adi olan Muhtemilii 'z-ziddeyn’den de bahsetmektedir. Eserinde
“Muhtemilii’z-ziddeyn: Medhe ve zemme ihtimdli olana derler ” ifadesini kullanmigtir(Surdrf, t.y., s. 5b).

d. Mebdni’l-Insd (S. H. Pasa, 1289/1872, s. 2/19) adl1 eserinde Siileyman Pasa(Bedilli, 2004) (6l.
1309/1892) tevcih sanati ile ilgili yeni bir tanimlamadan bahsetmemektedir. Tevcih kavramini, lehine
ve aleyhine dua ihtimalini i¢eren bir 6rnekle agiklayarak, iki anlamin zithg: yeterli gozikmemektedir,
der. Tevriye ile tevcih arasindaki farka dair yapilan agiklamada tevriyenin ortak lafizlara 6zgi
oldugunu belirterek, tevcihin bunun aksine bir durum oldugu ve yergi lafizlarinin varligina da ihtiyac
duydugunu sdylemektedir. Bu noktada, tevriye tek lafizla gergeklestirilirken, tevcih ise diger bir
yonden yergi lafizlarinin varhigmi da icermektedir.

e. Said Pasa(Kadioglu, 2004) (6l. 1308/1891) Mizdnii’l-Edeb adli eserinde tevcih sanatinin
tanim ve Ornegini Miftahu’I-UlOm eserinden almis olsa da vermis oldugu 6rnek farkli bir baglamda ele
almistir. Bu esere gore tevcih sanatina Thadm ve muhtemilii’z-ziddeyn de denildigini belirterek
tevcihi;”Hem oOvglye hem de yergiye yorumlanmasi miimkiin olan s6zdir” Bigiminde tanimlamigtir.
Ornegin bir kisinin bir is gorlip bu isin niteligi konusunda belirsizlik yasadiginda ona hitaben, “Bir is
gordiin ki bundan ziyade bir sey olamaz” denmesi, hem bir isin daha iyi ya da bir seyin daha kotii
olma ihtimalini ifade etmektedir. Said Pasa'nin verdigi Orneklerde, soziin kapsaminda belirsizlik
yaratmanin, tevcih sanatinin bir 6rnegi olduguna dikkat ¢ekerek, Diger bir 6rnek olan, “Degerine layik
olan giysiyi giydirdi ” misrasindaki “/ayik” kelimesinin igerdigi liyakat, bu giysiyi giydirene mi yoksa
giyene mi ait oldugu belirsizligini anlatan iki farkli ihtimalin miimkiin olabileceginin karsiligidir. Bu
baglamda, Said Pasa'nin eserinde verilen érnekler, tevcih sanatinin anlam katmanlarindaki gesitliligi
anlamamiza yardime1 olurken, “belirsizlik ve “muhtemel” ihtimallerinin kullanimiyla ilgili 6nemli bir
gerceve sunmaktadir (M. S. Pasa, 1305/1888, s. 19).

f. Beldgat-i Osmaniyye(Cevdet Pasa, 1438/2017) adli eserde Ahmed Cevdet Pasa(Aydin ve
Halagoglu, 2004) (6l. 1312/1895) da tevcihin tanimim Mifidhu’I-UlIOm eserine gore yapmis ve bu
sanata Muhtemilii’z-ziddeyn denildigi belirtilerek, konuyla ilgili geleneksellesmis, “Tek gozli terzi
bana bir ciibbe dikmis, keske iki gozii de bir olaydi” 6rnegini kullanmistir. Ahmed Cevdet Pasa'nin
eseri, belagat konusunda Onemli bir eser olup, tevcih sanatinin inceliklerini anlatan degerli bir
kaynaktir (A. C. Pasa, 723/1232, s. 155).

g. Abdurrahman Siireyya'nin (Yetis, 2004b) (61.1322/1904) Mizdnii’l-Beldga adli eserini
Mekteb-i Hukik'taki hocalik doneminde yazmis olmasi, konulari detayci ve agiklayict bir iislupla ele
almis olmasi, tevcihe farkli bir iislup getirmistir. Ornegin, tehdit amaciyla “Dur ben sana ne
vapacagim bilirim” diyen bir kisiye, “Efendim! Daima kulunuz efendimin lutfunu goriyorum, elbette
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beni boyle perisan goriince bana bir kat elbise yapacak, hem ne yapacak ” seklinde bir cevap verirken,
yazar 6rneklerle tevcih sanatin1 daha somut bir sekilde agiklayarak, konusanin soziinii bagka bir yone
yonlendirmenin ¢esitli yollarim detayli bir bigimde ele almigtir. Bu baglamda, tevcih sanatinin dilin
derinliklerinde nasil isledigine dair kapsamli bir inceleme sunmaktadir (Siireyya, 1303/1886, s. 381).

h. Mehmed Rif’at'in(Manastirh, 1308/1891) (61.1325/1907) Mecdmiii’I-Edeb™ adli eserinde
tevcihin tammm Miftahu’[-UIOm’dan alintilanmug, “Tek géoziiyle bunu yazmis hattdt”, “Kdski ikisi bir
olsa idi” beyti 6rnek olarak sunulmustur (Rif’at, 1308/1890, s. 377).

i. Tahirti’l-Mevlevi'nin(Kahraman, 2004) (6l. 1370/1951) Edebiyat Llgati adli eserinde tevcih,
baglaminda sunlar belirtilmistir. S6ziin iki tarafli, yani hem medih (6vgii) hem de zem (kinama)
olabilecek sekilde gelmesine Muhtemilii’z-ziddeyn denmistir. “Ab-1 hayvindwr efendim artigin”
orneginde gecen “@b-i1 hayvdn”, hem “&b-1 haydf” yani yasam suyu anlamina gelebilecegi gibi,
“hayvan suyu” anlamimi da i¢cermektedir. Bu durumda climlenin anlami, “Efendim, senin artigin ya
hayat suyu ya da hayvan suyudur. Yani sen hayvansin, senden artan su da hayvamn ictigi bir sudur”
seklinde de yorumlanabilmektedir. Tahirii’l-Mevlevi'nin eseri tevcih alaninda farkli bir agilim
getirerek, bu sanat1 anlamak isteyenlere 6zgiin bir perspektif sunmaktadir (Olgun, 1355/1936, s. 154).

1.1.4. Tevcih Sanatinin Edebiyat ve Tiirk¢emizdeki Karsihigi

a. Tek g0zIU biri, keske iki gozii de bir olsaydr diyenin(Kazvini, t.y., s. 29b; Sekkaki, 1407/1987, s.
427) benzetmesi, bize belagat agisindan 6nemli bir ifade 6rnegini sunmaktadir. Bu ifade iginde
belirsizligi barindiran, kisinin niyet ve duygularimin anlasilma ¢abasi okuyucuya birakilmistir. Bu
durum iki sekilde yorumlanabilirken, birinci anlamda “dua” manasini tagiyan “tek gozlli kisinin iki
goziinin de gormesi” icin dilekte bulunmaktadir. Ikinci anlamiyla bu ifade “beddua” anlamina
doniismektedir. Bu durumda, kisi tek gozlii olmasinin bir eksiklik olarak kabul edilmesini ifade
etmektedir.

b. Bir is gordiin ki bundan ziyade bir sey olamaz ifadesi, Tirkge'nin belagat alanindaki
zenginligini, ¢oklu anlama tagima kapasitesini yansitan etkili 6rneklerden biridir. Diyarbakirli Said
Pasa, Mizanii’l-Edeb isimli eserinde tevcihin tarifini yaparken bu sanata tham ve muhtemilii z-ziddeyn
adlarmin da verildigini belirterek Bir is gorlip de gordiigii is iyi mi oldu fend mu istibah gosteren bir
sahsa hitdben ‘Bir is gordiin ki bundan ziydde bir sey olamaz.’ denmesi, anlamin iki yone de
olabileceginin 6rneklerindendir (Akdag, 2019, s. 585). Birinci anlam katmaninda, ifade olumlu bir
Ovguyl ifade ederken isin son derece basarili ve kaliteli oldugunu vurgulayarak, “Bu is, bundan daha
iyisi diistiniilemez, fevkalade bir is” anlamim da igermekte, yapilan isin kotii bir sekilde gergeklesmis
olmas1 durumunu da ima edebilmektedir. Yani “Bu is, bundan daha kotiisii olamaz, diisiiniilemezdi,
berbat bir is olmus” anlamini da tagiyabilmektedir.

C. Degerine layik olan giysiyi giydirdi ifadesi, i¢inde tasidig1 belirsizlik sebebiyle, “layik”
kelimesinin liyakatin kime ait oldugu konusunda bir siiphe ortaya koymaktadir. Bu belirsizlik, giysiyi
giydirenin mi yoksa giyenin mi &viildiigii konusunda iki farkli yorumu miimkiin kilmaktadir. Birinci
yorumda, giysiyi giydirenin takdir edildigi bir durum 6ne ¢ikarken, “layik” kelimesi, giyeni degerine
uygun bir sekilde giydirenin estetik anlayisi ve zevkine vurgu yapmaktadir. Bu durumda, kisi giysiyi
secerken duyarlilik ve estetik bir zevk sergileyerek Ovgii almaktadir. Diger bir yorumda ise giyenin
takdir edildigi bir durum 6ne ¢ikar Ki “layik” kelimesi, giyenin sectigi giysinin kisiligine uygunluguna
vurgu yapmaktadir.

d. Sair Nedim (61. 1143/1730)(Miicaht, 2004) dolayl1 ve niikteli bir sekilde kendisine yeterince
litufta bulunulmadigini bahane ederek, asagidaki beyiti sdyler:

8 Mana sanatlarinin dokuzuncu béliimiinde “Telvihat” bashg: altinda: S6z ve mana ydniinden baska manaya
isaret ederek maksad: parlak gostermeye sebep olan (mugélata-i maneviye, tevriye, istihdim, tevcih, ta’riz,
telvih, remz) gibi seyler telvihdtdan olup asagida agiklanmaktadir ifadesinden sonra, tevcih bolima dérdinci
sirada ele ahinmigtir (Rif’at, 1308/1890, s. 377).
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Arz-1 hdliim ¢ok efendiim hak-i pay-1 devlete

Lutfun amma bi-niyaz-i arz-1 hal eyler beni
Anlami: Devletin ayaginin topragina halimi arz etmek icin sebep ¢ok. Ama litfun halini arza ihtiyac
duymuyor.

Yani ey sevgili devlet sahibi; devlet yiicedir, giiclidiir, adil olmak zorundadir. Asiksa kuldur, gektigi
sikintilart ve bunlardan kurtulmak icin ihtiyaglarini devlete hatta onun ayaklarinin topragina kapanmak
suretiyle arz eder ve onun adaletine siginir. Beyitte devletin mutlak sahibi olan sevgilinin ds18a liitfu,
cektigi sikintilara katlanabilme giicii verdiginden, asigin adaletin yerine gelebilmesi i¢in sikdyete ve
hal arz etmeye hacet kalmamugtir, demistir. (Akgay, 2014, s. 141)

e. Sair Nef’i’nin (6l. 1044/1635) Tiirk¢e’de dokundurma ve igneleme isimleri verilen ta‘riz
sanati, bir soziin sdylenip onun tam tersi bir anlamin kastedilmesiyle istli ortiilii bir sekilde itiraz ve
sitem etmek demektir. Kinayeden farki; kinayenin hem miifred lafiz ve hem de climlede olabilmesi
miimkiin iken, ta‘rizin ise yalnizca ctimlede olabilmesi mimkindir. Siyasi ve edebi ta‘rizlerde,
dogrudan séylenmesi uygun olmayan bir mesaj ya da elestiriyi ifade etmek i¢in dilin bu imkanindan
yararlanilir. Meseld asagidaki musralarda Tahir Efendi’ye nazikge ve dolayl olarak kelb (kopek)
denilmek istenmistir. Ancak bu sanat, ta’riz olmasinin yani sira tevcihlede ortiismektedir(Olmez, 2018,
s. 14).

Bana Tahir Efendi kelb dimis
[tifat bu sozde zahirdiir
Maliki mezhebiim beniim zira
[ ‘tikddumca kelb tahirdiir

2. KUR’AN-I KERIM’iIN ANLASILMASINDA BELAGATIN ONEMI

Kur'an-1 Kerim'in indirildigi donemde, Arap toplumu belagat ve edebi sanatlar konusunda en (st
dizeye ulasmisti. Bu donemde toplumun en saygin kisileri genellikle sairlerdi. Araplarin siire olan
biiyiik ilgisi, her y1l diizenlenen kutlamalarla ve bu senliklerde diizenlenen yarismalarda birinci olan
sairlere verilen ddiillerle 6n plana ¢ikiyordu. Siirler, Ka'be duvarlarina asilarak sairlerin yiiceltilmesine
katki sagliyordu. Bu duvarlara asilan siirlere “Mu’allaka” deniliyordu ve en linliileri olan yedi siir,
“Mu’allakat-1 Seb’a” adi1 altinda biiytik bir sohret kazanmisti (Esed, 1420/1999, s. 2/759; Tullict, 2004).

Kur'an-1 Kerim'in bu dénemde nazil olmasi, insanlar1 hayrete diismelerine neden olmustur. O
donemde toplum belagatin zirvesine ulagmig, Kur'an'in edebi niteligi, belagat agisindan parlakligi ve
mucizevi 6zelligini anlamakta zorluk ¢gekmemistir. Ancak onlar1 sasirtan tek sey, kirk yasina kadar siir
ve edebiyatla ugrasmamis, hatta okuma yazma bilmeyen bir {immi sahsin bu tiir s6z sanatlarini nasil
ifade edebildigidir (Bulut, 1431/2010, ss. 67-92).

Siirin, retorik sanatlarin ve yazinin énemli bir yer tuttugu bu ¢agda, toplumun kiilttirel dokusu
biiyiik dl¢iide sair ve hatipler tarafindan sekillendiriliyordu. Kur'an'mm bu etkileyici giicii, sadece Arap
toplumundaki belagat normlarina degil, ayn1 zamanda tiim diinya tizerindeki dilbilimciler ve edebiyat
uzmanlar1 tarafindan da derinlemesine incelenmistir. Kur'an'in nazil oldugu donemdeki edebi ve
belagat altin ¢agi, sadece toplumun o donemdeki kiiltiirel zenginligini degil, ayn1 zamanda Kur'an'in
one ¢ikan ve benzersiz bir ifade giiciinii de vurgular.

Soz sdyleme ve edebi sanatlarin zengin bir sekilde islendigi bir kitabin anlagilmasi, belagat
ilminin 6grenilmesi ve bilinmesini gerektirmektedir. Sekkaki’nin “Belagat, Islami ilimlerin
anahtaridir ve her kim ki bu ilme vakif olmazsa diger ilimlerde de muvafik olamaz”(Sekkaki,
1407/1987, ss. 7-11) sOz(, belagatin Kur’an-1 Kerim’i anlamada 6nemli bir asama oldugu kanaatini bize
vermektedir. ‘Ul0mu’l-Kur’an (Kur’an ilimleri)(Bingik, 2004) ¢atis1 altindaki ilimlerin yani sira, s6z
sanatlarinin anlasilabilmesi adina belagat ilminin bilinmesine biyuk bir ihtiyag vardir. Clnkid bu
sanatlar hakkinda bilgi sahibi olmayan kisinin, ayetlerde gecen kelimeleri dogru anlayip yorumlamasi
mumkin gézikmemektedir. Ornegin, “Allah arsa istiva etti” ( el-A‘raf 7/54) ayetinde gegen “istiva
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etti” ifadesinde tevriye sanati kullanilmigtir. Bu sanat, bir kelimenin hem yakin hem de uzak
anlamlarini igerdigi durumlar ifade etmektedir. Bu kelimenin ilk akla gelen yakin anlami “oturdu,
yerlesti” seklindeyken, ikinci ve sonradan gelen uzak anlami “hikmetti, egemen oldu” seklindedir.
Belagat sanatlarina vakif olmayan bir kiginin bu ayeti dogru bir sekilde yorumlayabilmesi icin, “Allah
arsa (gokyiiziine) yerlesti” seklinde anlam vermesi lazim gelir ki bu da Islam akidesiyle gelisen bir
duruma yol agmaktadir. Ciinkii islam'a gére yiice Allah, mekandan minezzehtir. Ancak belagat
sanatlarinin bilincinde olan bir kisinin yorumunu “Allah hiikiimranligimi kurdu” seklinde dogru ve
akilci bir bicimde bunu ifade etmesi de mimkindur (Bulut, 1437/2016, s. 217).

Bu ve buna benzer o6rnekler, belagat ilminin bilinmemesinin, kelam ilmi agisindan sorunlu
konulara sebep oldugunu acikca gdstermektedir. Ayrica, donemin meshur s6z sanatlarinin ayetlerde
kullanilmasi, Kur'an'm mucizevi yoniine 1s1k tutarak, hitap edilen kisilere, “Bu sozii Allah'tan baska
kimse sOyleyemez”(Bulut, 1437/2016, s. 218, t.y., ss. 67-92) diisiincesini asilamay1 hedeflemektedir.
Goruluyor ki belagat ilmi, Kur'an'in derinliklerine inilmesinde kilit bir rol oynayarak, dogru anlayisin
olugmasina katki saglamaktadir.

Belagat kitaplarinda Orneklerle tevcih sanatini inceledikten sonra, yaptigimiz arastirmalara
dayanarak, Kur'an'da tevcih sanatina ayrilan ayet sayisinin siirli oldugunu tespit ettik. Bu durumun
temel nedenin ise, bu alandaki kitaplarin biiyiik bir kisminin Sekkaki'nin eserinden alintilar igermesi
ve bu alimin tevcih sanati boliimiinde 6zel bir ayet analizi yapmamis olmasindan kaynaklanmakta
oldugunu gordiik. Sekkaki, eserinde bu konuya dair, “Kur’an’daki miitesabih ayetlerin yapisi geregi
bu konuya girmedik "(Sekkaki, 1407/1987, s. 427) seklinde bir ifadeyi kullanarak genel bir cerceve
¢izmistir. Daha sonra yazilan eserlerde de bu konuya dair detayli bir ayet tahlili yapilmamistir. Bu
baglamda ¢ogu alim, bu ayetlerin genellikle ya tevriye ya da ThAm sanatlarini i¢erdigi kanaatindedir.

2.1. Kur’an-1 Kerim’de Tevcih Ornekleri
Tevcih sanatina dair ayet érnekleri:

1. Nisa suresi 46. ayette gegen “dinle, dinlemez olasi” ve “r@in@” ifadelerinde tevcih sanati
bulunmaktadir.
S0 515 ol b T agiially Lells pRih o il 5 Uil 5 L u;bs-u anal 32 (e A (58580 1 53A Gl ¢ O

*(en-Nis& 4/46)28 Y & sia’s Slé aa )& 4 2451 ol a5 Al st ISR 5 gatul 5 Ul 5 Ul 1018

Nisa Suresi'nin 46. ayetinde gegen “dinle, dinlemez olasi” ve “raind” ifadeleri, Kur'an'in dilindeki
derinlik ve =zenginligi anlamak adina Onemli bir Ornekligi teskil etmektedir. Bu ifadelerin,
Zemahseri'nin yorumlarina gore, iki yonli anlamlar igerdigi belirtilmektedir. “Dinle, dinlemez olast”
ifadesi, Zemahseri'ye gore, Yahudilerin kendi diisiincelerini peygambere kabul ettirmek amaciyla
kullandiklar1 bir ifadedir. Ancak Kur'an, bu ifadeyi kullanarak peygamber agisindan hem yergi hem de
ovgu iceren bir anlam tasidigini, beddua yonuyle, “Isitme, duyma! Kulaklarin bir daha duymasin!”
seklinde bir yergi icerirken, dua yoniiyle ise “Sen konumun geregi soyledigimiz kétii seyleri
duymayasin, anlamayasin” seklinde bir 6vgii igermektedir. Bu ¢ift anlamli ifade, belagatin bir 6zelligi
olan tevcih sanatinin derinlik ve etkileyiciligini artirmaktadir (Zemahseri, 1422/2002, s. 1/516-517).

“R&aind” ifadesi Zemahseri'ye gore, Ovgii anlaminda “Bizim hélimizi gozet” seklinde
kullanilmistir. Bu ifade, olumlu bir yonlendirmenin karsiligidir. Ancak ayn1 zamanda yergi anlami da
icermektedir. Ibranice'de benzer seslilik tasiyan argo ve kotii anlam igeren bir kelimeyi ima
edebilecegi ifade edilmistir. Yani “R&in&” ifadesi, kullanildigi baglama bagli olarak, ya olumlu bir
sekilde bir konumu gézetme ya da olumsuz bir anlam igeren bir ifade olarak anlasilabilmektedir.

2 Nisa suresi 127. ayetinde gecen “ergabiine” ifadesinde de tevcih sanati bulunmaktadur.

36 Eu@uﬁuo@)s;w@d\;M\@uguuﬁ\@gcg“u,u@esﬁm\¢¢M\@¢
“LulcA.JULSA\\ULAJAUAljlu.au).h‘.uslbu.nt.uﬂ\y)muljulﬂ)llwuwuwjasu
Ayette, Uzerinde durulan “Tergabiine” fiilin harf-i cer ile kullanilmasina gore iki farkli anlam
tasidigina isaret etmektedir. Eger “fi” harf-i ceriyle kullamilirsa “/stemek”, “an” harf-i ceriyle
kullanilirsa”istememek” anlamina gelmektedir. Ancak, ayette belirli bir harf-i cerin olmamasi, her iki
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mananin da miimkiin olabilecegini gostermektedir. Elmalili Hamdi Yazir, bu baglamda “istememek”
anlamin1 vurgularken(Yazir, 1434/2013, s. 146), diger mealler genellikle “istemek” manasini tercih
etmistir. Bu tercih farkli mealcilerin ¢esitli dil ve tefsir tercihlerinden kaynaklandigini sdyleyebiliriz
(Bayraktar, 1428/2007, s. 587).

3. Kur’an ve Tefsir alimleri tevcihi ortak lafiz kabul ederlerken Zerkesi, farkl ortak lafizlarin
bir kalipta gelebilecegini sdyleyerek “akals &aiiald « (Kalem, 68/20), ayeti celilesinde (~_=l) ifade-
sinin “giindiiz/gece” anlaminda kullanildigini.

4. Yine Zerkesi, “Oae 13 Jill g« (Tekvir, 81/17) ‘da ise ((=se) “gelen ve giden” anlaminda
kullanilmustir, der (Zerkesi, 1373/1957, s. 2/209).

5. G el Ge 08 45 W) A5 sa36 <(Araf, 7/83), ayetinde (L:al) kelimesinin ezdad “kalan
ve giden” anlaminda kullanilddigimi(Mekki, 1429/2008, s. 4/2442) Zemahsari ve Ibn ‘Atryye Pk
442 “(Yunus, 10/54) ayetindeki (1s5%5) ifadesi zit anlaml1 olan “aciga ¢ikmak/gizlemek” anlaminda
oldugunu sdylemektedir(A. b. G. b. A. b. G. el-Endelusi, 1422/2001).

6. Kadi Beydavi « 5 &k 51 “(En’am, 6/165) ayetindeki (&) ifadesinin zit anlamli olan “ara-
Ik, gostermek izah etmek, ayrllmak ulasmak” anlanunda kullanildigimi séyler, < & (338 ¥ @ ¢)
Tsh W s L S & =y “ (Bakara, 2/26) ayetini Zemahsari kontekse baglayarak “kuguk/buyuk”
anlamindadir, der.

7. “agm’) % (ki « (Ibrahim, 14/43) ayeti celilesinde Ebti Su’ad,  bakislarim yukariya
kaldiramayan” anlaminda oldugunu soylemektedir (Ebussutd Efendi, 1431/2010, s. 5/55).

8. il ) sasia) 405 Leh 1 4 B« (Hac, 22/73) ayeti celilesinde Yiice Rabbimiz “sinek, sivrisinek
ve 6rimcek” gibi kii¢iik, basit varliklar1 6rnek vererek muhataplarini asagilamaktadir. Ayet, muhatap-
larinin giicilinlin ne kadar zayif oldugunu, benzeri bir durumda ne kadar aciz olduklarini ifade etmistir
(E.H.M.b.Y.b. A.b. Y. b. H. el-Endelisi, 1420/1999, s. 1/200).

9. « flial s o 43 “(Hud, 11/81) ayeti celilesinde “aaal « fiili ile “gecenler, gidenler” ve
“kalanlar” anlaminda kullanilmuistir (Zemahseri, 1407/1986, s. 2/126).

10. &l 2as) 55 (85 “(Kehf, 18/79) ayetinde <135 « kelimesi hem “6n” ve hem de “arka * an-
laminda kullanlldlglnl(Taberl 1421/2000, s. 18/83; Zeccac, 1408/1987 s. 3/305; Zemahseri, 1422/2002, s.
21740), “wi (e 4 &laid “(Kasas, 28/11) ayeti celilesinde “& « kelimesi “ uzak/yakin” anlaminda
oldugunu(A b. G b. A b. G. el-Endeliisi, 1422/2001, s. 4/278; Sem’ani, 1418/1997, s. 4/125; Taberd,
1421/2000, s. 19/530), <y 2h Y5 2l f e Db 268 4 U &5 “(Yasin, 36/83) ayeti celilesinde “ & o ¢

ifadesi “can kurtaran/ cani kurtarilan” anlaminda kullanilmustir (Zeccic, 1408/1987, s. 4/288).

11, “Gaal Al Ya “(ingikak, 84/16) “a< « kelimesi « kirmizilik/beyazlik” anlaminda kulla-
nilmustir (Cassas, 1405/1985, s. 5/371; Sa‘lebi, 1423/2002, s. 1/160).

12, %A WA 5 el 55 “(lea 4/74) ayetlnde “ Osax ifadesi “satin alirlar/satarlar” anla-
mindadir (ZeccAc, 1408/1987, s. 2/77). <5353 aal 53 (il &k 3555 “(Yusuf, 12/20) ayetinde “2355%5 ke-
limesi * satanlar/satin alanlar” anlamindadir (E-H.M.b.Y.b. A b.Y.b. H. el-Endelisi, 1420/1999, s. 3/71
0).

3. SONUC

Kur'an-1 Kerim'in indirilmesinin ardindan belagat ilmi, dzellikle tefsir caligmalarii biiyiik
oOlgiide etkilemis ve sekillendirmistir. Hz. Peygamber'in vefatindan sonra, Kur'an'm dogru bir sekilde
anlagilmas1 ve yorumlanmasi siirecinde belagat ilminin Kimi zaman, itikadi konularda sikintilara ve
ciddi mezhepsel ayriliklara neden olmustur. Bu durum, Islam diinyasindaki alimleri, 6zellikle tefsir
alaninda belagat ilmini daha yakindan incelemeye ve anlamaya yonlendirmistir. Belagat ilmi olmadan
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yapilan tefsir ¢alismalar1, Islam birligini zedeleme potansiyeli tasimistir. Bu nedenle, Ciircani gibi
alimler, bu alandaki eksikligi gidermek amaciyla basit diizeyde c¢aligmalar yapmuslardir. Ancak,
belagat ilminin daha derinlemesine ele alinmasi ve detayli bir sekilde incelenmesi i¢in 6nemli adimlar
atilmas1 gerekmekteydi. Ciircani'nin mustakil bir ilim olarak belagati ele alan detayl: eseri, bu alandaki
caligmalara yeni bir boyut kazandirmis ve gelecek nesillere kaynak bir eser sunmustur. Ayn1 sekilde,
Zemahseri'nin “Kegssaf” adli eseri, belagatle tefsir arasindaki iligkiyi en iyi sekilde ortaya koymaktadir.
Arap olmayan bir alimin bu alandaki basarisi, Arap diinyasinda belagat ilmine olan ilgiyi artirmis ve
bu alandaki ¢alismalar1 tesvik etmistir. Sekkaki ve Kazvini'nin eserleri, belagat ilminde ikinci bir
doniim noktasini temsil etmistir. Bu eserler, konularin daha sistematik ve detayli bir sekilde
islenmesini saglamis ve belagat ilminin daha kapsamli bir sekilde anlagilmasini kolaylagtirmistir. Bu
eserler, sonraki nesiller i¢in 6nemli basvuru kaynaklart olmustur. Kur'an-1 Kerim'in her ayetinde
bulunan sanat ve incelik, belagat ilminin en saglam temelini olusturmustur. Bu, belagatin sanatlarini
anlatirken ayetlerden 6rnekler vermenin ve tefsir ¢aligmalarini zenginlestirmenin &nemli bir yolu
olmustur. Kur'an'm iislubundaki milkemmeliyet, belagat ilminin vazgecilmez bir referans kaynagi
olarak 6ne ¢ikmaktadir. Bu baglamda, belagat ilminin, tefsir ¢alismalarinda daha etkin ve dogru bir
sekilde kullanilmasi, Islam diinyasindaki diisiinsel birikimi daha da zenginlestirecektir. Bu calisma,
Belagatin Bedi boliimiinde detayli bir sekilde agiklanan tevcih sanatini ele almistir. Tevcih sanatinin
tarif ve orneklerini iceren en eski kaynaklardan biri, Sekkaki'nin Miftahu’l-UlOm ve onun Ozeti olan
Kazvini'nin Telhisu’l-Miftah kitaplaridir. Bu kitaplar, tevcih sanatinin anlagilmasi ve gelistirilmesinde
temel referanslardir. Caligma, Belagatin Kur'an tefsirlerinde tevcih sanatinin 6ne ¢ikan bir rol
oynadigin1 vurgulamustir. Tevcih sanatimin tanimi, “Iki zit manamin anlasiimasina ihtimal veren soz
sOyleme” olarak belirlenmis ve bu sanatin muhatabin diisiince siirecini karmasiklastirarak, onu mana
tizerinde diiginmeye sevk etme amacini tasidigi ortaya konmustur. Belagat kitaplarindaki tarif ve
tasnifin ardindan orneklerle tevcih sanatinin isleyigini gosteren ¢alisma, bu sanatin diger belagat
sanatlartyla karistirilmamasi gerektigini vurgulamistir. Tevcihin, 6zellikle tevriye ve tham sanatlariyla
birlikte an1ldig1 ve bu konuda ilk donemlerden itibaren 6nemli bir yer tuttugu belirtilmistir. Calismanin
elde ettigi sonuglar, tevcih sanatinin belagat literatiiriindeki 6nemini ve Kur'an tefsirlerindeki islevini
anlamak isteyenlere onemli bir kaynak saglamaktadir. Tevcih sanatinin dogru anlasilmasi, belagat
biliminin derinlemesine kavranmasi ve Kur'an'in zengin tislubunun anlagilmasina katkida bulunabilir.
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With globalization, the significant role of communication has increased, and language has gained
an important role in society and the global dimension used by people from different backgrounds as a
lingua franca for international communication. As a result, the global status of English has an essential
role in increasing the use of English as the medium through which several business people get their
work done. Furthermore, the rapid growth of digital tools and technology has resulted in various
emerging communication platforms that have undoubtedly altered workplace communication culture.
Under this framework, “English for Business Communication” constitutes a vital up-to-date
contribution to the realities of communication in business today and related literature. This volume
consists of eleven chapters along with an Index section at the end, and each chapter comprises
reflection questions, post-reading activities, and references.

The first chapter, ‘Written and spoken communication in the workplace’, presents background
information on the recent advancements in written and spoken communication in the workplace, and
the author draws attention to the significance of oral communication skills compared to written
communication skills and briefly puts forward several contexts and descriptive research into the
language competency and needs of working professionals from different professions in various
context. Lastly, an overview of the chapters is presented that the target readership of this
comprehensive book is for researchers, professionals, and learners studying English for business or
workplace communication.

Chapter 2, entitled ‘Features of business communication’, is devoted to the detailed explanations of
features of business English, the improvement and the significant role of plain English. The chapter
also purports the other features of the use of active voice, avoiding nominalization, conciseness, and
simplicity which are all important features for effective communication, and mainly covers the
fundamental features of workplace English and students learning workplace English with a suitable
style for business communication. Furthermore, the author touches on the concept of communicative
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competence, including grammatical competence, sociolinguistic competence, discourse competence
and strategic competence (Hymes, 1996).

Chapter 3, ‘Email and emerging social media for different purposes’, starts with detailed
information about the concept of email. In addition, the author briefly explains the most recent studies
regarding the features and format of email messages and how to write efficient email messages. This
chapter also touches on the common errors in email writing and gives some striking examples of the
wrong use of lexical words commonly found in emails made by second language learners. At the end
of the chapter, the author also highlights the emerging use of social media for different communicative
purposes and represents research findings based on the perceptions of employers and employees
towards the use of social media.

Chapter 4, ‘Conveying negative and goodwill messages’, starts with a detailed explanation of a
framework for analysing negative messages and two different approaches to conveying negative
messages: direct and indirect. This chapter not only touches on detailed information regarding
goodwill messages, including thank you or appreciation messages; congratulations messages; and
sympathy/condolence messages, but also negative messages frequently used and challenging to deal
with. Besides, the author introduces the occasions where negative and goodwill messages are required,
and promotes information concerning what channels to use when conveying negative messages. At the
end of the chapter, the readers are expected to establish efficient negative and goodwill messages.

The author emphasises different persuasive genres in Chapter 5 and Chapter 6. Concentrating on
the vital role of writing persuasively for professionals to communicate effectively in the workplace,
Chapter 5, ‘Persuasive messages: Sales correspondence and job application’, gives indisputable
information regarding persuasive techniques and an overview of the key communication strategies to
influence, engage and empower. The author also covers two different persuasive genres: sales
correspondence and job application. Moreover, this chapter helps readers apply persuasive techniques
in producing sales correspondence/job application letters and teaches them how to protect themselves
from manipulation and use crucial tools to make their personal and professional lives easier. In
Chapter 6, ‘Persuasive messages: Enquiry and invitation messages’, provides detailed explanations of
the concepts of enquiry and invitation messages, their essential roles, and in what way enquiry and
invitation messages are effective.

Focusing on the growth in report writing due to “(1) business expansion — need for reports in large
organisations; (2) globalisation of business — reports written in an increasingly international
environment; (3) government requirements — to comply with the law and regulations” (Chan, 2020:
117), Chapter 7, ‘Formal business reports/proposals’, introduces how to write a formal business
report and the differences between a business report and a proposal. This chapter also aims to help
readers apply the skills required in preparing business reports/proposals and other communicative
activities in the workplace.

Chapter 8, ‘Making oral presentations’, concentrates on the importance of presentation skills and
details of planning, organising and delivering a successful presentation. The author also promotes
authentic examples and study findings based on how effective presentation skills are essential to
business success. Furthermore, tips and suggestions are introduced to help readers give persuasive
speeches and become charismatic speakers.

Indicating that business communication courses and textbooks rarely address informal English and
English for socialisation, Chapter 9, ‘Socialisation’, is devoted to the analyses of small talk based on
Small Talk at Work sub-corpus (STW) and expressions. Besides, it provides some vital and effective
ways for second-language learners of English for business communication to conduct small talk in the
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workplace with colleagues informed by relevant research findings. Additionally, it allows readers to
master the use of slang and informal expressions for conducting small talk in various contexts.

Business meetings and negotiations have been the subject of extensive research, yet they are not
properly used to help inform teaching. In this respect, Chapter 10 mainly outlines the challenges and
difficulties of having meetings and covers what is necessary to be an effective participant and
leader/chair in a meeting using recent research findings. Moreover, suggestions are given to readers
about how to be well-prepared as a participant and effectively negotiate in various situations.

Chapter 11, ‘Employment and appraisal interviews’, primarily focuses on the two basic interview
formats: employment interview and assessment interview. In describing how to conduct successful
employment and evaluation interviews, this chapter also represents a beneficial mix of theory and
practice. Additionally, the author gives a detailed explanation of techniques required in interviews;
hence, the skill acquired in this chapter may be used in different contexts where we, as interviewers,
are to elicit the views and opinions of others.

This volume possesses different strengths in view of its content and organization. It provides
valuable information about detailed business English, why communication in the workplace is vital in
various contexts, and a wide scope of research in business communication and incorporates an
international range of authentic texts. The authors also provide numerous studies based on up-to-date
information regarding written and spoken communication in business and present to-the-point clues
for readers. In addition, this book goes beyond the traditional coverage of business English to offer a
broad and practical textbook for those studying English in a workplace setting.

Overall, this volume contributes a comprehensive and useful framework of key information on
English for business communication with its rich and guiding coverage. This rich and up-to-date
practice-oriented coverage and the reader-friendly language of the contributors surely make the
volume a significant resource on ‘ESP’ in ELT. Regarding all these, it can be stated that this book is
evaluated as a highly valuable resource for researchers and practitioners and thus should be added to
the list of must-have books.
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Teacher wellbeing is gaining prominence in the realm of educational psychology, although it
remains a relatively nascent domain. This trend is propelled by a perceptible shift in research focus,
transitioning from an overwhelming emphasis on student-centred paradigms to a recognition of the
indispensability of catering to teacher-centric considerations. This shift in emphasis underscores the
evolving dynamics. Within this milieu, the domain of language teacher well-being emerges as a
pivotal locus of inquiry within the broader landscape of language teacher psychology.

Although there are certain shared exigencies and stressors that cut across disciplines, language
teachers contend with stressors that are potentially distinctive in nature. These distinct stressors are
notably characterized by heightened degrees of emotional labour and challenges pertaining to identity
negotiation. While extant research has indeed delved into the idiosyncratic dimensions of language
teacher well-being across discrete career phases - specifically, the pre-service and mid-career stages, a
comprehensive exploration that spans the entirety of a language teacher's career trajectory, from its
inception in pre-service training to its denouement in late-career stages, has hitherto been a scholarly
lacuna.

In response to this scholarly gap, a concerted endeavour was undertaken by Giulia Sulis, Sarah
Mercer, Sonja Babic, and Astrid Mairitsch. This three-year undertaking, funded by the Austrian
Science Fund, yielded a seminal monograph entitled "Language Teacher Wellbeing across the Career
Span." The primary objective of this monograph is to cast a spotlight on the salience of well-being
considerations. This is achieved through the astute convergence of challenges that are endemic to the
vocation of teaching at large and the specific challenges that are intrinsic to the realm of language
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pedagogy, prominently encompassing emotional labour and the intricate tapestry of identity
negotiation.

The book consists of 8 Chapters. The first chapter, i.e., introduction, presents the rationale and
organisation of the book which provides concise information of each chapter. This part also shows
three main ways the book contributes to the body of literature within second language acquisition and
general education. Firstly, language teacher wellbeing is examined in terms of the interplay between
challenges and resources. This section demonstrates the dynamic interplay between a challenge and a
resource which is, | think, the most engaging part in which readers can see how a challenge could
transform into a resource or vice versa through different perspectives. Secondly, various “centres of
gravity” (p.3) are presented along teachers’ career trajectories and lives. This also helps the readers to
get a deeper understanding of the interaction between the life phase and professional life demands and
affordances. Thirdly, the ecological perspective is adopted to showcase the dynamic interaction of
multiple factors, which also aligns with the complex nature of the construct and helps the reader to
acknowledge the complexity of the well-being construct. Chapter 1 also presents the context of the
participant teachers who are either secondary school teachers who teach modern languages in the UK
or English as a foreign language in Austria. Moreover, it elucidated how language teacher well-being
transformed in times of crisis since the data was gathered through two different sets of semi-structured
interviews, the first of which was in 2018 and the second in 2020 during the first wave of the COVID-
19 pandemic.

Chapter 2 points to the difficulty in providing a clear-cut definition of well-being as a
construct. To disambiguate the term, the contradiction between the hedonic perspective, i.e., “making
humans slavish followers of desires” (p. 13) and the eudemonic perspective, i.e., “people’s perception
of their ability to lead meaning and authentic lives” (p.13) is provided. By broadening Seligman’s
(2011) framework of well-being PERMA, i.e., positive emotion, engagement, relationships, meaning,
and accomplishment, authors offer a more socially situated and ecologically sensitive understanding of
well-being which accommodates individual diversity and contextual variation. In this respect, authors
emphasize the link between language teacher wellbeing, as a basic human right, and their creativity,
adaptation to change, being more innovative in teaching, and student wellbeing. Societal status,
educational policies, administrational demands, school culture, job (in)security and relationships with
family members, partners and friends, the status of the language being taught, and higher levels of
emotional labour are cited among the factors influencing language teacher wellbeing. This awareness-
raising analysis tends to enable language teachers to identify the challenges in their profession.

Chapter 3 presents three main themes which characterize the pre-service career phase. The
first theme, i.e., managing student life and school life reveals that having a dual role as both students
and teachers could be a challenge or a resource to manage and nurture the well-being. The second
theme, i.e., building knowledge and experiencing the realities of classroom life evinces the gap
between theoretical and practical competencies, which leads to initial insecurity and limited
confidence. The third theme, i.e., scaffolded social support, highlights the need for not only
pedagogical support but also emotional support by university professors, school mentors, and school
colleagues. As a Turkish former practitioner and early-career researcher, | noticed that all these themes
echoed with my early-career phase despite the contextual difference. Thus, language teachers, i.e.,
EFL teachers and other foreign language teachers who would most probably align with modern
language teachers in the UK due to similar challenges from other contexts, find commonalities in
challenges and benefit from different perspectives in resource part to overcome their challenges.

Chapter 4 illustrates the characteristics of the early-career language teacher phase through four
main themes, i.e., learning on the job, developing realism, learning to balance personal and
professional lives and seeking support within the school. The first theme indicates that early career
language teachers find their way into teaching through repeated trial and teaching, which empowers
them with confidence and resilience. The second theme shows that the high sense of idealism and a
strong sense of perfectionism are gradually replaced by increasing realism stemming from the
divergence between theory and hands-on practice. The third theme demonstrates that setting work-life
boundaries is troublesome, while the fourth theme presents a lack of guidance as a challenge and
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support from more experienced colleagues and school administration as a resource to promote these
teachers’ resilience. Just as these themes resonated with my early-career language teacher phase
(Yuzlu, 2023), these themes could also apply to different contexts around the world. These themes
basically highlight the importance of collaboration and collegiality not only for language teachers but
also for policymakers.

Chapter 5 delves into the mid-career language teacher phase. Maturing with experience, taking
on additional responsibilities and shifting centres of attention emerge as main themes. During this
phase, a lack of autonomy, increasing accountability measures and limited support for professional
development might lead to a progressive sense of stagnation, whereas high competence and
confidence in teaching abilities as well as a sense of authenticity are enjoyed. Work-life spillover, i.e.,
difficulty in setting boundaries between personal and professional lives, seems to be among the main
challenges since especially mid-career teachers cannot detach themselves from other facets of their
lives. All these themes imply that this phase is critical and assigning new roles such as mentors or
administrative could overcome inertia and augment dynamism. Most of the mid-career language
teachers would acknowledge these themes.

Chapter 6 presents transitioning to retirement, age awareness, and taking stock as main themes
in the late-career teacher phase. While the transition to retirement could be smooth for some, it might
also become stressful for others. These teachers’ growing awareness of their biological age makes
them pay particular attention to their health by letting go of responsibilities they have accumulated
over their careers. Reflecting on their careers, these teachers resent having devoted most of their time
to their work instead of taking better care of themselves although they are content with supportive
long-lasting social relationships. This part is the most striking in that it clearly shows that teachers
should not get lost while struggling to do their job effectively.

The authors present three macro themes which are relevant across all career phases, i.e.,
knowledge and experience, support and autonomy, and balancing priorities and domains. This displays
a holistic picture of each phase of a language teacher’s career with its distinctive challenges and
resources in Chapter 7. Here, the authors also present their conceptualisation of well-being which
encompasses multiple factors, i.e., psychological characteristics, life cycle, career phases, personal
environment, and professional environment and their dynamic interaction. This part also helps the
readers to envision the life span of a language teacher as a movie and shows what to do and how to do
it irrespective of the career phase.

Chapter 8 presents that well-being across the career span, well-being in context, personalised
continued professional development opportunities, and agency for well-being could be the main areas
of implication. To have a more nuanced understanding of the dynamic interplay between various
factors influencing language teacher well-being, complexity theory and ecological systems theory are
offered as theoretical lenses for future studies. Methodologically, longitudinal studies are indicated to
reveal temporal dynamic fluctuations of teacher language well-being. Contextually, different countries
and different educational levels such as primary school, tertiary education, and private sector are
recommended to be investigated.

As a result, the book presents the criticality and complexity of language teacher well-being by
walking the readers along the whole career trajectory of a language teacher in a way that the readers
are likely to find commonalities in terms of challenges and resources. | think the reader, particularly
practitioners will be encouraged to reflect on their practices, contexts, and overarching system. This
critical reflection might also empower the readers to reconceptualise the life-work balance.
Additionally, policymakers could benefit from the resources of each phase by redesigning teacher
career paths in a dynamic way which allows teachers to collaborate and build on their strengths. It
could hinder not only attrition but also engender dynamism and long-lasting passion. | highly
recommend this book to all stakeholders, including practitioners, pre-service teachers, teacher trainers,
and researchers.

Journal of Language Research, Vol 7, Issue 1



131

REFERENCES

Seligman, M. E. P. (2011). Flourish: A Visionary New Understanding of Happiness and Well-Being.
New York: Free Press.

Yizli, M. Y. (2023). Identity reconstruction of an in-service teacher as a critical bilingual: an
autoethnography. Innovation in Language Learning and Teaching, 17(3), 650-663.

Journal of Language Research, Vol 7, Issue 1



