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Ata Atak ~

OZET

Ogrenicilerin ~ dili nasil  islemledikleri, onu nasil alindiya
doniistiirdiikleri, yeni bir dil dizgesinin nasil gelistigi ve iletigim
kurmak i¢in bilgiye nasil eristikleri gibi sorularla dil 6gretiminin
temelini olusturan ikinci dil edinimine higbir 6greticiler i¢in yabanci dil
olarak Tiirkge sertifika programi iceriginde yer verilmemektedir.
Oysaki ikinci dil edinimi aragtirmalari, greticilerin kendileri ve
Ogrencileri i¢in uygun beklentileri belirlemelerine yardimci olacak
onemli bir bilgi kaynagidir (Lightbown, 2000). Bu gergevede bu
aragtirmanin amact, Ogreticiler igin yabancilara Tirkge sertifika
programina katilmig olan Ogretici adaylarinin ikinci dil edinimine
iligkin farkindaliklarinin test edilmesidir. Bu ama¢ dogrultusunda
Lightbown & Spada (2006; 2021) tarafindan hazirlanmig dil 6grenimi
ve Ogretimi hakkindaki popiiler goriislerden olusan etkinlikten
uyarlanan sormaca goniillillik esasina dayali olarak c¢evrimigi
uygulanmustir. Calismanin ~ bulgulart  bir  biitin ~ olarak
degerlendirildiginde katilimcilarmn ikinci dil edinimiyle ilgili birgok
konuda bilgi sahibi olmadiklari tespit edilmistir. Sonug olarak sertifika
programlarinin dgreticilerin alan bilgisi, pedagoji bilgisi, pedagojik
alan bilgisini gelistirmeye yonelik olarak tekrar diizenlenmesi gerektigi
ve alan bilgisi i¢eriginde ikinci dil edinimi dersinin bulunmasi gerektigi
Onerilmektedir.

Bilgilendirme ve tesekkiir yazilar1 bu boliime yazilmalidir.

Bu ¢alisma i¢in Etik Kurul onay1 alinmigtir:

Kurul ad1: Dokuz Eyliil Universitesi Sosyal ve Beseri Bilimler Bilimsel
Aragtirma ve Yayin Etik Kurulu

Karar tarihi: 20.06.2023

Belge say1 numarasi: E-87347630-659-665342

Birden ¢ok yazar varsa liitfen yazarlarin katki oranlarini belirtiniz.

Bu ¢alismada bir ¢ikar ¢atigmasi olup olmadigini belirtiniz.

Atak, A. (2024). Yabanci dil olarak Tiirkge 6gretimi sertifika programi
katilimcilarinin ikinci dil edinimine iliskin farkindaliklar1. Journal of Language
Education and Research, 10(1), 1-28.

: Ogr. Gor. Dr., ORCID ID: https://orcid.org/0000-0002-0897-8287, Dokuz Eyliil Universitesi, Dil Egitimi Uygulama
ve Arastirma Merkezi, ata.atak@deu.edu.tr
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Giris

Anadili konusucularinin Kkendi dillerini ikinci dil ya da yabanci dil olarak
ogretirken anadillerinin 6zellikleri konusunda bilgileri yeterli olsa da ikinci/yabanci dil
ogretimi hakkinda yeterli bilgiye sahip olmamalar1 smifta karsilarina farkli 6zelliklere
sahip 6greniciler ¢iktiginda 6gretim siirecinde zorluk yasamalarina sebep olabilmektedir.
Ozellikle smifta neyi, ne kadar ve nasil 6gretecekleri konusunda kafalarinda soru isaretleri
olusmaya basladiginda, Ogreniciler Ogrettiklerini Ogrenmede basarisiz olduklarinda
ogrenme ve 6gretme arasindaki farki deneyimlemeye baslarlar. Bu noktada anadili edinimi
ile ikinci dil edinimi arasindaki farki bilmek, dil 6gretiminde kullanilacak yontemlere karar
vermede, kime, neyin, nasil Ogretilecegi ya da kime, neyin, nasil 6gretilmeyecegini
belirleme agsamalarinda yararli olacaktir.

Insan gelisiminin en temel 6zelliklerinden biri olan ve herhangi bir bilingli ¢aba
sarf etmeden erken c¢ocukluk déneminde genelde her saglikli cocuk tarafindan basariyla
tamamlanan anadili edinimi, Ortega’ya (2009) gore Ongoriilebilir bir Oriintii iginde
gerceklesmektedir. Ikinci dil edinimi ise anadili edinimi gibi her asamasinda 6ngériilebilir
bir oriintii i¢inde ger¢eklesmemektedir. Ciinkii ikinci dil 0grenicisi, anadilini edinen bir
cocuktan ¢ok farklidir. Anadilini edinen ¢ocuk eger saglikliysa dil edinim siirecinde her
cocugun gectigi asamalardan asag1 yukar1 benzer ozelliklerle gegmektedir. Bunun yaninda
ikinci dil Ogrenicisi ise hem karakteristik Ozellikleri agisindan hem de maruz kaldigi
cevresel etkenler agisindan ikinci dil edinimi siirecinde farklilasmakta, dogal olarak ikinci

dil edinim siireci de her 6grenici acisindan farkli bir goriiniim kazanmaktadir.

Erken ¢ocuklukta edinilen anadilinden sonra edinilen ikinci, tigilincii, dordiincii ya
da onuncu dili edinme stiregleri ikinci dil edinimi olarak adlandirilmaktadir. Burada kisaca
ikinci dil edinimiyle siklikla karistirilan ikidillilik (bilingualism) ya da c¢okdillilik
(multilingualism) kavramlarindan s6z etmek yerinde olacaktir. Ortega’ya (2009) gére dort
yasindan once yani erken cocukluk donemi boyunca iki ya da daha fazla dili eszamanh
Anadil edinimindeki dogal ve genel olarak ¢aba gostermeden devam eden dgrenme siireci
erken ¢ocukluk doneminde birden fazla dile yeterli derecede maruz kalindiginda da ikidilli
ya ¢okdilli edinim olarak kendini gosterirken ikinci dil edinimi, tekdilli gocuklarda birinci
dil; ikidilli ya da ¢okdilli ¢ocuklarda birinci diller edinildikten sonra bu dillere ek baska bir
dili 6grenme siirecidir. VanPatten & Benati (2015) ikinci dil edinimini, 6gretici ve

ogretmeden ¢ok Ogrenici ve Ogrenmeye odaklanan bir aragtirma alami olarak ele

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 1-28
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almaktadir. ikinci dil edinimi, dillerin nasil &grenildigini, dgrenicilerin yeni bir dil
dizgesini nasil olusturdugunu kapsayan stirecler ve {iriinlerdir.

Alanyazinda siklikla birbirinin yerine kullanilan ikinci dil (second language) ve
yabanci dil (foreign language) kavramlar1 arasindaki farki Saville-Troike (2012) soyle
tanimlamaktadir. ikinci dil, resmi ya da toplumsal olarak baskin olan ve egitim, is ya da
diger temel amaglar icin ihtiya¢ duyulan dildir. Genellikle anadilleri farkli olan azinlik
gruplar1 ya da gé¢menler tarafindan edinilmektedir. Yabanci dil ise, 6grenicilerin o anki
sosyal baglamlarinda ¢ok sik kullanilmayan, gelecek bir yolculuk i¢in ya da diger kiiltiirler
arasi iletisim durumlarinda kullanilabilecek, okulda zorunlu ya da se¢meli ders olarak yer

alan ama higbir acil ya da gerekli pratik uygulamasi olmayan dildir.

Bunun yaninda edinim ve Ogrenim agisindan degerlendirdigimizde ikinci dil
edinimi (second language acquisition) ve yabanci dil 6grenimi (foreign language learning)
arasindaki fark Gass & Selinker (2008) tarafindan sdyle betimlenmektedir. Ikinci dil
edinimi, anadili edindikten sonra anadili olmayan baska bir dili 6grenme siirecidir. ikinci
dil edinimi, bir 6grenicinin anadili olmayan dili o dilin konusuldugu iilkede 6grenmesidir.
Ornegin anadili Tiirkce olan kisilerin Almanya’da Almanca 6grenmesi ya da anadili
Arapga olan kisilerin Tiirkiye’de Tiirkce dgrenmesi gibi. Ikinci dil ediniminde 6grenme,
ogrenilen dilin konusuculartyla yogun bir temasin oldugu ikinci dil ortaminda
gergeklesirken smif ortaminda ya da simif disinda olabilir. Yabanci dil 6grenimi ise,
Ogrenicinin anadili olmayan dili, kendi anadilinin konusuldugu iilkede Ogrenmesidir.
Ornegin anadili Tiirkge olan kisilerin Tiirkiye’de Ingilizce 6grenmesi ya da anadili Japonca
olan kisilerin Japonya’da Tiirk¢e 6grenmesi gibi. Yabanci dil 6greniminde 6grenilen dilin

konusuculariyla temas s6z konusu degilken genellikle sinif ortaminda gergeklesmektedir.

Ogrenicileri ikinci dil edinimi ve yabanci dil &grenimi baglaminda farkli
karakteristik ozellikler ve farkli gevresel etkenler acgisindan su sekilde siniflandirabiliriz

(Lightbown & Spada (2006; 2021):

Okul cag1 oncesinde ikinci dil edinen bir ¢ocuk

Okul ¢aginda kendi iilkesinde yabanci dil 6grenen bir ¢ocuk
Okul ¢aginda yasadig: iilkede ikinci dil edinen bir ¢ocuk
Kendi iilkesinde yabanci dil 6grenen bir yetiskin

Farkl1 bir lilkede yabanci dil 6grenen bir yetiskin

2 e o

Farkl1 bir {ilkede ikinci dil edinen bir yetiskin

© 2024 JLERE, Journal of Language Education and Research, 10(1), 1-28
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7. Ikinci dil ortaminda ¢alisan ve genellikle dil kursuna gitme olanag:

olmayan egitimsiz/egitimi yarim kalmis bir gogmen/siginmaci.

Bu cercevede yabanci dil olarak Tiirk¢e Ogretimini ele aldigimizda Tiirkiye’de
egitim alan Ogrenicileri ikinci dil edinimi baglaminda, yurtdisinda Tiirk¢e Ogrenen
ogrenicileri ise yabanci dil 6grenimi baglaminda degerlendirmemiz gerekmektedir. Dil
ogrenicilerinin farkli karakteristik 6zellikleri ve farkli ¢evresel etkenlerin dil 6gretimi ve
O0grenimini nasil etkiledigi konusundaki pedagojik bilginin temellerini ise ikinci dil
edinimini bilmeden kurmamiz ¢ok zordur. Ellis (1997) ikinci dil arastirmalarinin
amaclarindan birinin dil pedagojisini gelistirmek oldugunu ifade etmektedir. ikinci dil
edinimi arastirmalari, o6greticilerin kendileri ve Ogrencileri i¢in uygun beklentileri
belirlemelerine yardimci olacak Onemli bir bilgi kaynagidir (Lightbown, 2000).
Lightbown’a (2003) gore ise ikinci dil edinimi aragtirmalari, ikinci ve yabanci dil
ogreticilerinin pedagojik uygulamalariyla ilgili kararlar verirken yararlanabilecekleri

birgok kaynaktan biridir.

Tiirkiye’de ikinci/yabanci dil olarak Tirkce Ogretimi alaninda uzmanlagsmak
isteyen ogreticiler i¢in bir lisans programi bulunmamakla birlikte Tiirkce Ogretmenligi,
Tiirk Dili ve Edebiyati, Dilbilim ya da ¢esitli yabanci dil boliimlerinden mezun dgreticiler
bu alanda yiiksek lisans ve doktora programlarina basvurmaktadirlar. Bunun yani sira
iiniversitelerin Tiirkge Ogretimi Uygulama ve Arastirma Merkezlerinde, Dil Egitimi
Uygulama ve Arastirma Merkezlerinde ya da Siirekli Egitim Merkezlerinde kisa stireli
sertifika programlar1 da hizmet 6ncesi egitim cergevesinde bu alanda uzmanlasmak isteyen
ogreticiler icin bir alternatif olarak sunulmaktadir. Bu sertifika programlar1 arasinda is
birliginin olmamasi, standart bir ders izlencelerinin olmamasi, kuramsal ve uygulamali
dersler arasinda dengeli bir dagilimin olmamasi, tamamlanma stirelerinin farkli olmasi gibi
nedenler ¢esitli sorunlara yol agmaktadir. Hatta Demir’e (2023) goére bu sertifikayi
alabilmek i¢in uzun siireli bir egitime ve bazi kurumlarda smavlara bile ihtiyag
duyulmamasi, sertifikanin lisansiistii programlarin kazandiracagi mezuniyet belgesine gore

daha c¢ok talep gormesini saglamaktadir.

Ikinci/yabancit dil olarak Tiirkge ogreticileri igin hazirlanan bu sertifika
programlarinda yukarida s6z ettigimiz agilardan farkliliklar olsa da ders igerikleri,
programlarda ders veren Ogretim {yelerinin uzmanhk alanlart da g6z Oniinde

bulundurularak dort temel dil becerisi, dilbilgisi, materyal hazirlama, Olgme ve

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 1-28
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degerlendirme ¢ergevesinde yapilandirilmaktadir. Cizelge 1’de ornek bir program

sunulmaktadir:

Cizelge 1. Dokuz Eyliil Universitesi Dil Egitimi Uygulama ve Arastirma Merkezi

Ogreticiler icin Yabancilara Tiirkce Ogretimi Sertifika Program Icerigi

Teorik Ders Saati: 36

Uygulamah Ders Saati: 14

1 Yabanci dil olarak Tiirk¢e 6gretiminde Avrupa Dilleri Ortak Cergeve Programi
2 Yabanci dil olarak Tiirk¢e 6gretiminde okuma becerisi

3 Yabanci dil olarak Tiirk¢e 6gretiminde yazma becerisi

4 Yabanci dil olarak Tiirk¢e 6gretiminde konusma becerisi

5 Yabanci dil olarak Tiirk¢e 6gretiminde dinleme becerisi

6 Yabanci dil olarak Tiirk¢e 6gretiminde sozciik 6gretimi

7 Yabanci dil olarak Tiirk¢e 6gretiminde dilbilgisi 6gretimi

8 Yabanci dil olarak Tiirk¢e 6gretiminde materyal tasarimi

9 Yabanci dil olarak Tiirk¢e 6gretiminde ¢agdas yontemler ve ¢cevrimigi araglar
10 Yabanci dil olarak akademik Tiirk¢e 6gretimi

11 Yabanci dil olarak Tiirkge 6gretimi ve ikidillilik

12 Yabanci dil olarak Tiirk¢e 6gretiminde dlgme ve degerlendirme

Durmus’un (2019) dil 6gretiminde 6greticilerin sahip olmasi1 gereken yeterlilikler
kapsaminda ele aldig1 alan bilgisindeki yeterlilik, 6greticilerin neyi ogrettikleri ile ilgili
bilmesi gerekenler olarak tanimlanmaktadir. Alan bilgisindeki yeterlilik, 6greticilerin
ogrettikleri sey hakkinda bilmeleri gerekenleri ifade ederken diger alanlardaki 6greticilerle
ortak olmayan bilgileri icermektedir ve dil ogretiminde temelini geleneksel olarak
uygulamali dilbilimden almaktadir (Richards, 2011). Durmus’a (2019) gore dil 6gretimi
alanmin igerigine dair iki tiir bilgiden s6z edilebilir: biri, sinirlar: belirli bir disiplin alani
olarak dil dgretimi alaminin igerigine dair bilgi, digeri pedagojik icerikli bilgi. Ilki;
dilbilim, dil 6gretim yaklasim ve yontemleri, ikinci dil edinimi, toplumdilbilim, sesbilgisi
ve sozdizim, sOylem analizi, dil kuramlari, uygulamali dilbilim vb. igerikleri kapsarken

ikincisi; Ogretim icin temel olusturan program gelistirme, 6lgme ve degerlendirme,

© 2024 JLERE, Journal of Language Education and Research, 10(1), 1-28
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yansiticl 6gretim, sinif yonetimi, ¢ocuklara dil 6gretimi, dort temel beceriyi gelistirme gibi
icerikleri kapsamaktadir. Cizelge 1’deki sertifika programi igeriginde gordiigiimiiz gibi
program icerikleri c¢ogunlukla dil o6gretimi alan igeriginden ¢ok pedagojik icerige
dayanmaktadir. Dolayistyla da 6gretici adaylar da sertifika programlari araciligiyla ilk kez
tanistiklar1 bir alanin bilgisine tam olarak erisememektedir.

Ogrenicilerin dili nasil islemledikleri, onu nasil alindiya (intake) déniistiirdiikleri,
yeni bir dil dizgesinin nasil gelistigi ve iletisim kurmak igin bilgiye nasil eristikleri gibi
sorularla dil 6gretiminin temelini olusturan ikinci dil edinimine ise hicbir 6greticiler i¢in
yabanci dil olarak Tiirkce sertifika programi igeriginde yer verilmemektedir.

Bu ¢ercevede bu arastirmanin amaci, dgreticiler i¢in yabancilara Tiirkge sertifika
programina katilmis olan 6gretici adaylarinin ikinci dil edinimine iliskin farkindaliklarinin
test edilmesidir. Bu ama¢ dogrultusunda Lightbown & Spada (2006; 2021) tarafindan
hazirlanmis dil 6grenimi ve 6gretimi hakkindaki popiiler goriislerden olusan etkinlikten

uyarlanan sormaca goniilliiliik esasina dayali olarak ¢evrimici uygulanmistir.

Yontem
Yayin Etigi
Etik Kurul izni:

Kurul ad1: Dokuz Eyliil Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma

ve Yayin Etik Kurulu
Karar tarihi: 20.06.2023
Belge say1 numarasi: E-87347630-659-665342

Katilimcilar

Calismanin katilimc1 grubunu Dokuz Eyliil Universitesi Dil Egitimi Uygulama ve
Arastirma Merkezi’nde Ogreticiler igin Yabancilara Tiirkge Ogretimi Sertifika Programina
katilmis 35 goniillii katilimer olusturmaktadir. Katilimeilarin demografik 6zellikleri ise

sOyledir.

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 1-28
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Cizim 1. Katilimcilarin Cinsiyetleri

Kadin 27 (%77,1)

Erkek 8 (%22,9)

35 katilimcr arasindan 23 katilimer son sinif 6grencisiyken 12 katilimci da en az 1
yil en ¢ok 19 yil dnce olmak iizere farkli yillarda c¢esitli lisans programlarindan mezun

durumundadir.

Cizim 2. Katilimcilarm Ogrenim Durumlari

Ogrenci 23 (%65,7)

Mezun 12 (%34,3)

Cizim 3. Katilimcilarin Okuduklar1 ya da Mezun Olduklar1 Boliimler

italyan Dili ve Edebivat 1l 1
ingiliz Dili ve Edebiyat 1l 1
Dilbilim N 2
ingilizce Ogretmenligi I 4
Tlrk Dilive Edebiyati NN
Tlrkce Ogretmenligi  IIIIEEGEGGGG 20
0 5 10 15 20 25

m Katilimecilar
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8 Ata ATAK

Okuduklar1 ya da mezun olduklar1 béliimler agisindan siniflandirildiginda 20
katilime1 Tiirkge Ogretmenligi, 7 katilimer Tiirk Dili ve Edebiyati, 4 katilimer ingilizee
Ogretmenligi, 2 katilimer Dilbilim, 1 katilimer Ingiliz Dili ve Edebiyati, bir katilimer ise
Italyan Dili ve Edebiyat1 béliimlerinde son sinif grencisidir ya da bu béliimlerden mezun

olmustur.

Cizim 4. Katilimcilarin Bildigi Yabanci Diller:

@ Yabanci bir dil bilmiyorum.
@ ingilizce

@ Fransizca

® Almanca

@ Baska bir yabanci dil

Bildikleri yabanci diller acgisindan katilimecilar simiflandirildiginda 18 katilimet
Ingilizce, 2 katilimc1 Almanca, 2 katilimer baska bir yabanci dil bildigini, 13 katilimer ise

yabanci bir dil bilmedigini belirtmistir.

Cizim 5. Katilmcilarm Yabanci Dil Ogretimi Deneyimleri

@ Yabanc dil olarak Tirkge 6grettim.
@ Yabanci bir dil &grettim.
@ Herhangi bir yabanci dil 6gretmedim.

Yabanct dil ogretimi deneyimleri agisindan siniflandirildiginda 25 katilimer
herhangi bir yabanc1 dil 6gretmedigini, 6 katilimci yabanci bir dil 6grettigini, 4 katilimci

ise yabanci dil olarak Tiirkge 6grettigini ifade etmistir.
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Cizim 6. Daha Once Ikinci Dil Edinimi Dersi Alip Almadiklarina Iliskin Dagilim

@ Evet
® Hayir

Katilimcilar daha oOnce ikinci dil edinimi dersi alip almadiklarima gore
siiflandirildiginda 28 katilimcr bu dersi aldigii, 7 katilimci ise daha 6nce bu dersi
almadigini belirtmistir. Ancak katilimcilarin okuduklar1 ya da mezun olduklar1 bdliimlerin
programlar1 incelendiginde Ingilizce Ogretmenligi ve Dilbilim boliimleri disinda dogrudan
ikinci dil edinimine yonelik bir ders tespit edilememistir. Tiirkce Ogretmenligi boliimiinde

ise se¢meli ders olarak Dil Edinimi dersi verilmektedir.

Veri Toplama ve Verilerin Coziimlenmesi

Bu calismada veri toplama araci olarak likert tipi sormaca kullanilmistir. Sormaca
maddeleri Lightbown & Spada (2006; 2021: xvii-xviii) tarafindan hazirlanmis ikinci dil
edinimi hakkinda okumadan 6nce aklinizda bulundurmaniz ve iizerinde diisiinmeniz
gereken dil 6grenimi ve Ogretimi hakkindaki popiiler goriislerden olusan etkinlikten
uyarlanmistir. Sormaca katilimcilara Google Formlar araciligiyla cevrimici olarak

uygulanmistir.

Sormacada yer alan her madde i¢in katilimcilarin olumlu (kesinlikle katiliyorum,
katiliyorum, kararsizim) ve olumsuz (katilmiyorum, kesinlikle katilmiyorum) goriisleri tek
tek ele alinmig dil 6grenimi ve Ogretimi hakkindaki bu popiiler goriisleri alanyazinda

destekleyen ya da desteklemeyen orneklerle agiklanmistir.

Bulgular

Bu boliimde oncelikle ¢alismanin bulgularma iligkin genel bir goriiniim (bknz.
Cizelge 2) sunulmaktadir. Daha sonra ise dil 6grenimi ve dgretimi i¢in her popiiler goriis

bulgularla birlikte detayl1 olarak agiklanmaktadir.
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Cizelge 2. Calismanin Bulgularinin Genel Goriinimii

Kesinlikle Katihyoru Kararsiz Katilmiyoru Kesinlikle
katihyorum m m m katilmiyoru
m

1. Diller cogunlukla taklit yoluyla 4 20 7 3 1
ogrenilmektedir.

2. Ebeveynler genellikle Kiiciikk - 14 4 17 -
cocuklar1  dilbilgisi  hatalan
yaptiklarinda diizeltmektedirler.

3. Cok zeki insanlar, iyi dil 2 8 13 10 2
ogrenicisidirler.

4. ikinci dil ediniminde basarmmn 16 17 2 - -
en onemli belirleyicisi
motivasyondur.

5. Okul programlarinda ikinci bir 19 13 2 1 -
dil ne Kkadar erken tamitilirsa,

ogrenmede basar1 olasihg1 o

kadar artmaktadir.

6. ikinci dili 6grenenlerin yaptigi 4 14 10 7 -
hatalarin ¢ogu, anadillerinden
kaynaklanmaktadir.

7. Yeni sozciikleri 6grenmenin en 3 14 12 5 1
iyi yolu okumaktir.

8. Ogrenicilerin ikinci dildeki - 15 6 9 5
tiim sesleri tek tek telaffuz
edebilmeleri 6nemlidir.

9. Ogreniciler ortalama 1000 3 21 7 4 -
sozciigii ve bir dilin temel yapisin

ogrendikten sonra, anadili

konusuculariyla kolayca

sohbetlere katilabilirler.

10. Ogreticiler dilbilgisi 7 18 5 3 2
Kkurallarim birer birer sunmal ve

ogreniciler digerine ge¢cmeden

once her birinin o6rneklerini

uygulamahdir.

11. Ogreticiler karmagik 20 13 1 - 1
yapilardan  once Dbasit  dil
yapilarim 6gretmelidir.

12. Kahci hatalarmm olusmasim 7 15 6 7 -
onlemek icin ogrenicilerin

hatalar1 yapilir yapilmaz aninda

diizeltilmelidir.

13.  Ogreticiler,  ogrenicilere 2 10 7 14 2
yalmzca halihazirda o6g8retilmis

olan dil yapilarnm iceren

materyaller kullanmahdir.

14. Ogrenicilerin serbestce 1 12 18 4 -
etkilesime girmelerine izin

verildiginde (6rnegin grup ya da

esli etkinliklerde) birbirlerinin

hatalarim1 kopyalamaktadirlar.

15.  Ogreniciler  kendilerine 4 20 6 5 -
ogretilenleri 6grenmektedirler.

16.  Ogreticiler, o6grenicilerin 8 18 5 2 2
hatalarina, hatay1 acik¢a

belirtmek yerine soylediklerini
dogru bir sekilde yeniden ifade
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11

ederek yanit vermelidir.

17. Ogreniciler, konunun ikinci 5 17 4 8 1
dillerinde o6gretildigi smiflarda

hem dili hem de akademik icerigi

(6rnegin bilim ve tarih) aym anda

ogrenebilirler.

18. Siiflar, dilin nasil 5 6 13 9 2
kullanilacagim1  6grenmek icin
degil de dil hakkinda bilgi
edinmek icin uygun ortamlardir.

1. Diller cogunlukla taklit yoluyla 6grenilmektedir.

Dillerin ¢ogunlukla taklit yoluyla 6grenildigine dair birinci goriis i¢in 35 katilimci
arasindan 20 katilimcr katildigini, 7 katilimci kararsiz oldugunu, 4 katilimer kesinlikle
katildigini, 3 katilimci katilmadigini ve 1 katilimer ise kesinlikle katilmadigini ifade

etmistir.

Lightbown & Spada’ya (2006; 2021) gore dillerin esas olarak taklit yoluyla
ogrenildigi iddiasina destek bulmak zordur ¢iinkii anadili ve ikinci dil edinenler/6grenenler
daha 6nce duymadiklar1 bir¢ok yeni tiimce tiretmektedirler. Bu timceler, dil sisteminin
nasil calistigina dair gelisen anlayislarina dayanmaktadir. Anadili edinen bir g¢ocugun
“Baba koltuktan kalkir misin?” ya da “Yatagimi giizeltiyorum, anne.” drneklerinin yaninda
ikinci dil 6grenicilerinin “Ben ona yardim veriyorum.” ya da “Yemek yememi seviyorum.”
orneklerinde oldugu gibi dil 6grenenler, taklit ya da ezber tiimcelerden olusan bir listeyi

igsellestirmekten daha Gtesini yapmaktadirlar.

Lightbown & Spada’ya (2006; 2021) gore bazi ¢ocuklarin anadillerini edinirken
biiyiik 6l¢iide taklit ettikleri goriilmektedir. Ancak bu g¢ocuklar bile duyduklari her seyi
taklit etmek yerine 6grenme siirecinde olduklart belirli sozciikleri ya da yapilari segici
olarak taklit etmektedirler. Ayrica, ¢cok az agik taklit yapan ¢ocuklar, dili daha fazla taklit
edenler kadar cabuk ogrenmektedirler. Dolayisiyla bu tiir taklit bireysel bir 6grenme
stratejisi olabilir ancak dil 6grenenlerin evrensel bir 6zelligi degildir.

Bunun yaninda yeni baslayan ikinci dil dgrenicileri igin, dil 6gretiminde isitsel-
dilsel yaklagimlar cercevesinde taklit ve ezberleme, eger Ogreniciler pratik yaptiklart
tiimceleri ve ifadeleri anlamli bir etkilesim iginde kullanmazlarsa etkili degildir. Taklit ve

ezberleme, yalnizca sesletimlerini gelistirme agisindan yararli olacaktir.

2. Ebeveynler genellikle kiiciik cocuklar1 dilbilgisi hatalarn1 yaptiklarinda

diizeltmektedirler.
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Ebeveynlerin genellikle kiiclik ¢ocuklart dilbilgisi hatalar1  yaptiklarinda
diizelttiklerine dair ikinci goriis i¢cin 35 katilimci arasindan 17 katilimer katilmadigini, 14

katilimcr katildigini, 4 katilimei ise kararsiz oldugunu ifade etmistir.

Anadilini edinimi agisindan baktigimizda ¢ocuklarin konusmalarinin diizeltilme
diizeyleri hem c¢ocuklarin yasina hem de ebeveynlerin sosyal, dilsel ve egitim gecmislerine
baglt olarak degismektedir. Lightbown & Spada’ya (2006; 2021) goére ebeveynler,
cocuklariin konusmalarini diizeltirken bi¢imden 6te anlama odaklanma egilimindedirler.
Ozellikle gocuklar c¢ok kiigiikken dilbilgisi hatalar1 yerine yanlis bir sdzciik segimini,
anlamin yanlig bir bicimde ifade edilmesini ya da kaba bir ifadeyi diizeltmektedirler,
bunun yaninda iletisimi engellemeyen hatalara genellikle tepki gostermemektedirler.
Anadilini edinen bir cocuk, kendi dilinin temel yapisim1 6grenmek igin diizeltici geri

bildirimlere ihtiya¢c duymamaktadir.

Ikinci dil edinimi acisindan bakarsak durum daha karmasiktir. Hem cocuklar hem
de yetiskinler herhangi bir 6gretim ortami ya da diizeltici geri bildirim olmadan ikinci bir
dilin biiyiik bir kismini edinebilmektedirler (Lightbown & Spada, 2006; 2021). Bunun
yaninda 6zellikle gogmen, miilteci ya da sigimmacilarda siklikla goriildiigii gibi herhangi
bir Ogretim ya da diizeltici geri bildirim olmadan edinilen belirli dilbilgisi dis1
kullanimlarin yillarca kullanilmaya devam ettigi goriilmektedir.

3. Cok zeki insanlar, iyi dil 6grenicisidirler.

Cok zeki insanlarin 1yi dil 68rencileri olduguna dair tiglincii goriis i¢in 35 katilimct
arasindan 13 katilimci kararsiz oldugunu, 10 katilimci katilmadigini, 8 katilimer
katildigini, 2 katilimer katildigini, 2 katilimei ise kesinlikle katilmadigini ifade etmistir.

Lightbown & Spada (2006; 2021) dogal dil 6grenme ortamlarinda ve etkilesimli dil
kullaniminin vurgulandig1 siniflarda arastirmalarin, ¢ok cesitli entelektiiel yeteneklere
sahip Ogrenicilerin basarili dil 6grenicileri olabilecegini gosterdigini belirtmektedir. 1Q
testleriyle Olciilen zeka tiirii, belirli bir basar1 ortalamasi1 gosterse de dil 6greniminin 1Q
testleriyle ol¢iilemeyen pek ¢ok farkli beceri ve yetenegi igerdigi unutulmamalidir.

4. Ikinci dil ediniminde basarinin en 6nemli belirleyicisi motivasyondur.

Ikinci dil ediniminde basarinin en dnemli belirleyicisinin motivasyon olduguna dair
dordiincti goriis icin 35 katilimci arasindan 17 katilimer katildigini, 16 katilimer kesinlikle

katildigini, 2 katilimer ise kararsiz oldugunu belirtmistir.
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S6z konusu motivasyon oldugunda Ogrenmek isteyen Ogrenicilerin 0grenmek
istemeyenlere oranla daha basarili olduklar1 kaginilmaz bir gercektir. Ancak bazen yliksek
motivasyona sahip 6greniciler bile dil 6greniminde zorluklar yasamaktadir. Lightbown &
Spada’ya (2006; 2021) gore yetiskin olarak ikinci bir dili 6grenmeye baslayan
Ogrenicilerin, ¢cocuklarin anadillerini edinirken elde ettigi akicilifa ve dogruluga nadiren
erisebilmeleri, 6grenmeye motive olmadiklarmin gostergesi olamaz. Bu, yasla birlikte
gelen degisikliklerin yaninda dil 6grenme yetenegi, Ogretimin Ogrenicilerin §grenme
hangi firsatlara sahip oldugu, Ogrenicinin yeni dili Ogrenmeye ne kadar zaman

ayirabilecegi gibi diger bireysel farkliliklarin bir yansimasi olabilir.

5. Okul programlarinda ikinci bir dil ne kadar erken tamitilirsa, 6grenmede

basari olasihig1 o kadar artmaktadar.

Okul programlarinda ikinci bir dil ne kadar erken tanitilirsa, 6grenmede basari
olasilig1 o kadar artmakta olduguna dair besinci goriis i¢in 35 katilimer arasindan 19
katilimcr kesinlikle katildigini, 13 katilimer katildigini, 2 katilimer kararsiz oldugunu, 1

katilimei ise katilmadigini belirtmistir.

Arastirmalar, erken yasta ikinci dil 6grenmeye baslayanlarin hedef dili, anadili
diizeyinde akici ve dogru kullandiklarini gostermektedir (Lightbown & Spada, 2006;
2021). Ancak okul programlar1 c¢ercevesinde diisiindiigiimiizde ikinci ya da yabanci dil
Ogretiminin ne zaman baglatilacagi ya da ne kadar erken baglatilacagi okulun dil
programinin hedeflerine baghdir. Ciinkii, hedef dilin anadili diizeyinde gelismesi i¢in
ogrenicilerin ikinci dile biiylik 6l¢lide maruz kalmasi ve cesitli baglamlarda ikinci dili

kullanma firsatlarinin bulunmasi gerekmektedir.

Lightbown & Spada’ya (2006; 2021) gore okuryazarligin gelisimi de dahil olmak
iizere anadilinde iyi bir temel olusturmak, ikinci dili bu saglam temeller iizerine insa etmek
de 6nemlidir. Okula bildikleri bir dilde baslayabilen ¢ocuklar, daha fazla 6zgiliven sahibi
olacak, ilkokul yillarinda daha etkili 6grenebilecek ve sinifta neler oldugunu anlamakta

zorlandiklar1 bu dénemde degerli zamanlarini kaybetmeyeceklerdir.

Yabanci dil 6gretiminde ya da hedeflenen yeterlik diizeyinin tiim 6grenciler igin
anadili diizeyinde performansa sahip olmak olmadigi ikinci dil 6gretiminde ise durum
oldukga farklidir. Lightbown & Spada’ya (2006; 2021) gore egitim programinin amaci tiim
ogrenciler icin temel iletisim becerisi oldugunda, ikinci dil Ogretimine daha sonra

baslamak daha verimli olabilir. Daha biiylik ¢cocuklar (6rnegin 10 yasindakiler), haftada
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yalnizca birkag¢ saat egitim sunan programlara daha 6nce (6rnegin 6-7 yasinda) baslayan

cocuklara hizla yetisebilmektedirler.

6. ldkinci dili o6grenenlerin yaptigi hatalarin ¢ogu, anadillerinden

kaynaklanmaktadir.

Ikinci dili dgrenenlerin yaptig1 hatalarin ¢ogunun, anadillerinden kaynaklanmakta
olduguna dair altinci1 goris i¢in 35 katilimei arasindan 14 katilimer katildigini, 10 katilimer
kararsiz oldugunu, 7 katilimci katilmadigini, 4 katilimer ise kesinlikle katildigini ifade
etmistir.

Bir ya da daha fazla dil bilmenin ikinci ya da yabanci dil 6grenimine bir¢ok yonden
olumlu katkida bulunabilecegi kabul géren goriislerden biridir. Ozellikle ayni dil
ailesinden gelen, alfabe, sozvarligi ve temel dilbilgisi ilkeleri birbirine yakin dilleri
ogrenenlerin zaten bildigi pek ¢ok sey séz konusudur. Ornegin anadili Fransizca olan
birinin ispanyolca, italyanca 6grenmesi gibi.

Bunun yaninda anadildeki kalip sozlerin aktarimi, 6grenici dilindeki hatalarin
baslica kaynaklarindan biridir (Lightbown & Spada, 2006; 2021). Hatalar, dgrenicilerin
anadili ve ikinci dil arasindaki kismi benzerlik algisindan kaynaklandiginda, 6zellikle de
Ogreniciler ayni hatalar1 yapan diger 6grenicilerle sik sik iletisim halinde oldugunda, bu

hatalarin iistesinden gelmek zor olabilmektedir.
7. Yeni sozciikleri 6grenmenin en iyi yolu okumaktr.

Yeni sozciikleri 6grenmenin en iyi yolunun okumak olduguna dair yedinci goriis
icin 35 katilimci arasindan 14 katilimer katildigini, 12 katilmer kararsiz oldugunu, 5
katimcr katilmadigini, 3 katilimcr kesinlikle katildigimi, 1 katilmer ise kesinlikle

katilmadigini ifade etmistir.

Okumak, cocuklarin sdzciik dagarciklarinin 6nemli dlclide genislemesini saglayan
temel etkenlerden biridir. Lightbown & Spada’ya (2006; 2021) gore ikinci dil 6grenicileri
de okuma yoluyla sozciik bilgilerini arttirabilirler ama ikinci dil 6grenicilerinin ¢ok azi
hedef dili anadili olarak konusan bir ¢cocugun on yili askin bir egitim siireci boyunca

okudugu metin miktarin1 okuyabilirler.

8. Ogrenicilerin ikinci dildeki tiim sesleri tek tek telaffuz edebilmeleri

onemlidir.

Ogrenicilerin ikinci dildeki tiim sesleri tek tek telaffuz edebilmelerinin énemli

olduguna dair sekizinci goriis i¢in 35 katilimer arasindan 15 katilimer katildigini, 9

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 1-28



Yabanci Dil Olarak Tiirk¢e Ogretimi Sertifika Programi Katiimcilarinin Farkindaliklart ...

katilimer katilmadigimi, 6 katilimer kararsiz oldugunu, 5 katilimci ise kesinlikle

katilmadigini belirtmistir.

Telaffuz tizerine yapilan arastirmalar, ikinci dili konusanlarin kendilerini
anlatabilme becerilerinin, her bir sesi ifade etme yeteneklerinden 6te dilin 'melodisi’ olan
ifadeleri ve vurgu kaliplarin1 yeniden liretme yeteneklerine bagli oldugunu gdstermistir
(Lightoown & Spada, 2006; 2021). Onemli olan, o6grenicilerin karsilasacaklari
muhataplarla iletisimsel etkilesime girmelerine olanak saglayacak dil ¢esitlerini anlamalari

ve lretmeyi 6grenmeleridir.

9. Ogreniciler ortalama 1000 sozciigii ve bir dilin temel yapisim 6grendikten

sonra, anadili konusuculariyla kolayca sohbetlere katilabilirler.

Ogrenicilerin ortalama 1000 sdzciigii ve bir dilin temel yapisim dgrendikten sonra,
anadili konusuculariyla kolayca sohbetlere katilabileceklerine dair dokuzuncu goriis igin
35 katilimer arasindan 21 katilimer katildigini, 7 katilimer kararsiz oldugunu, 4 katilimet
katilmadigini, 3 katilimei ise kesinlikle katildigini ifade etmistir.

Lightbown & Spada’ya (2006; 2021) gore 6greniciler yeni 6grendikleri ikinci dilin
bazi edimbilimsel o6zelliklerini anladiklar1 takdirde, anlamalar1 ve kendilerini
anlatabilmeleri daha kolay olacaktir. Ornegin anadili konusucularmin nasil saygi
gosterdigi, nasil oOzir diledigi, nasil ricada bulundugu gibi konulara dikkatlerini
yogunlastirmalar1 yararli olacaktir. Bu tiir etkilesimlerdeki kiiltiirel farkliliklar bazen
sozctikler ve tiimce yapilart dogru olsa bile iletisimin kopmasina ya da yanlis anlasilmalara

yol acabilmektedir.

10. Ogreticiler dilbilgisi kurallarim birer birer sunmali ve égreniciler digerine

ge¢cmeden once her birinin 6rneklerini uygulamahdir.

Ogreticilerin dilbilgisi kurallarmi birer birer sunmasi ve &greniciler digerine
gecmeden once her birinin 6rneklerini uygulamasi gerektigine dair onuncu goriis i¢in 35
katilimcr arasindan 18 katilimer katildigini, 7 katilimer kesinlikle katildigini, 5 katilimer
kararsiz oldugunu, 3 katilimcr katilmadigini, 2 katilimer ise kesinlikle katilmadigini ifade
etmistir.

Ikinci dil dgrenimi dogrusal degildir. Ogreniciler 6grendikleri bir yapiy1 drnegin
A1l diizeyinde dogru olarak kullanabilir, bu onlarin yapiy1 6grendiklerini gosterir. Ama
ayn1 yapiy1 A2 diizeyinde kullanmada basarisiz olabilir ya da kullanirken hata yapabilir.
B1 diizeyinde ayn1 yapiy1 tekrar dogru bir bicimde iiretebilirler. Lightbown & Spada’ya
(2006; 2021) gore dil gelisimi, yalnizca kurallarin ardi ardina eklenmesi degildir. Dil
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gelisimi, yeni yapilarin ve kaliplarin aradile entegre edilmesi, tiim parcalar yerine
oturuncaya kadar yeniden ayarlama ve yeniden yapilandirma stirecleridir.

Ikinci dil gelisiminin bir kurallar birikimi oldugu yoniindeki yanlis varsayim, ilk
iinitede belirli bir dil 6zelligini tanitan, onu takip eden birkag {linitede giiclendiren ve daha
sonra bir sonraki 6zellige gecen, 6grencilere daha dnce dgretilenleri kullanmalari i¢in ¢ok
az imkan saglayan ders kitaplarinin diizenlenmesinde gériilebilir. Ogrenicilerin tek seferde
sunulan bu yapilar1 duymaya, gérmeye ve kullanmaya devam etme firsatlar1 olmazsa, ilk

iinitede 6grenilen dil 6zelliklerinin son iiniteden ¢ok dnce unutulmasi da olasidir.
11. Ogreticiler karmasik yapilardan énce basit dil yapilarini 6gretmelidir.

Ogreticilerin karmasik yapilardan énce basit dil yapilarmi 6gretmesi gerektigine
dair on birinci goriis ig¢in 35 katilimcr arasindan 20 katilimci kesinlikle katildigini, 13
katilime katildigini, 1 katilimer kararsiz oldugunu, 1 katilimer ise kesinlikle katilmadigini

ifade etmistir.

Yapilarin 6gretiminde basitten karmasiga dogru bir yol izlenmesi gerekse de asil
onemli olan yapilarin anadili konusucular tarafindan kullamm sikligidir. Ornegin eger
Ogretici bazi yapilar1 sinifta 6gretmezse Ogrenicilerin duyma, 6grenme ve kullanma
sanslar1 yoktur. Bu yapilar mutlaka zor ya da karmasik yapilar olmak zorunda degildir,
ayn1 zamanda anadili konusucular tarafindan kullanim sikli1 ¢ok diisiik olan basit yapilar

da olabilir (Lightbown & Spada, 2006; 2021).

12. Kalicr hatalarin olugsmasimi onlemek i¢in ogrenicilerin hatalar1 yapilir

yapilmaz aninda diizeltilmelidir.

Kalic1 hatalarin olusmasini 6nlemek igin 6grenicilerin hatalarinin yapilir yapilmaz
aninda diizeltilmesi gerektigine dair on ikinci goriis i¢in 35 katilimer arasindan 15
katilimei katildigini, 7 katilimei kesinlikle katildigini, 7 katilimer katilmadigini, 6 katilimel

ise kararsiz oldugunu ifade etmistir.

Hem anadili ediniminin hem de ikinci dil ediniminin dogal bilesenlerinden biri
hatalardir. Lightbown & Spada’ya (2006; 2021) gore hatalar, 6grenicilerin gelisen aradil
dizgelerindeki kaliplar1 yansitmakta, bilgilerindeki bosluklari, ikinci dil kuralinin asir
genellendigini ya da birinci dildeki yapilarin ikinci dile uygunsuz bir bigimde aktarildigin

gostermektedir.

Bu hatalar siirekli yapildiginda, 6zellikle de siniftaki hemen hemen tiim 6grenciler

tarafindan tekrarlandiginda 6gretici tarafindan dikkatlice ele alinip 6grenicilerin dikkatine
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sunulmasi, geri bildirim verilmesi gerekmektedir. Bu, 6grenicilerin dogru bi¢imi ya da
kullannm1 hemen, tutarli bir bigimde Ogrenmelerinin beklenmesi gerektigi anlamina
gelmez. Hata, gelisimsel bir siirecte ise 6gretim ve geri bildirim yalnizca 6grenici buna

hazir oldugunda faydali olabilmektedir (Lightbown & Spada, 2006; 2021).

Bunun yaninda 6greticilerin, 6grenicilerin hatalarin diizeltilmesine iliskin verdikleri
tepkilere duyarli olmalart gerekmektedir. Ciinki asir1 geri bildirim §grenicinin
motivasyonunu olumsuz yonde etkileyebilmektedir. Lightbown & Spada’ya (2006; 2021)
gore yapilan dilizeltmenin miktar1 ve tlirii, Ogrenicilerin ozelliklerine, Ogreticiyle ve
birbirleriyle olan iliskilerine gére de degisebilmektedir. Ozellikle sozlii iletisim ortaminda
hatalara aninda tepki vermek, bazi Ogrenicileri utandirabilir ve onlar1 konusmaktan
caydirabilir; baz1 6greniciler ise kalici bir hatay1 aninda fark etmelerine yardimeci olmak

icin gerekli olan bu tiir bir diizeltmeyi memnuniyetle karsilayabilir.

13. Ogreticiler, dgrenicilere yalmzca halihazirda 6gretilmis olan dil yapilarim

iceren materyaller kullanmahdir.

Ogreticilerin, dgrenicilere yalnizca halihazirda 6gretilmis olan dil yapilarini igeren
materyaller kullanmasi gerektigine iliskin on tiglincii goriis igin 35 katilimer arasindan 14
katilimcr katilmadigini, 10 katilimer katildigini, 7 katilimer kararsiz oldugunu, 2 katilimer

kesinlikle katildigini, 2 katilimci ise kesinlikle katilmadigini belirtmistir.

Belirli bir yap1 ilk kez tanitildiginda ya da dgretici kalici bir sorunun diizeltilmesi
gerektigini hissettiginde 6grenicilerin daha dnce 6grenmis olduklart dil yapilarini igeren
ders materyalleri anlasilir girdi saglayabilir ama 6grenicileri ¢ok az yeni bilgi i¢eren ya da
hi¢ yeni bilgi icermeyen materyallere sinirlandirmak birgok olumsuz sonuca yol agabilir.
Ogreniciler yeterince zorlanmadiklar1 takdirde motivasyon kaybi yasayabilirler.
Ogrenicilerin ayrica, eger sonunda sinif disinda dil kullanimina hazirlanacaklarsa, otantik
materyallerle bas etmek igin stratejiler gelistirmeleri gerekmektedir. Bunu dnce 6greticinin
rehberliginde, sonra bagimsiz olarak yaparlar. Ogrencilerin dile adim adim maruz
kalmalarini kisitlamak bagimliliklarini artiracaktir (Lightbown & Spada, 2006; 2021).

14. Ogrenicilerin serbestce etkilesime girmelerine izin verildiginde (6rnegin
grup ya da esli etkinliklerde) birbirlerinin hatalarin1 kopyalamaktadirlar.

Ogrenicilerin serbestce etkilesime girmelerine izin verildiginde (6rnegin grup ya da
esli etkinliklerde) birbirlerinin hatalarin1 kopyalamakta olduklarina iliskin on dérdiincii
goriis icin 18 katilimc1 kararsiz oldugunu, 12 katilimer katildigmmi, 4 katilimel

katilmadigini, 1 katilimei ise kesinlikle katildigini ifade etmistir.
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Grup ve ikili caligma, ikinci dil gelisimini tesvik eden ve destekleyen cesitli
etkinliklere 6nemli bir katki saglamaktadir. Bireysel calisma ve Ogretici merkezli
etkinliklerle birlikte kullanildiginda dil 6gretimi ve oOgreniminde oOnemli bir rol
oynamaktadir. Etkinlikler iyi tasarlanmigsa ve 6greniciler uygun sekilde eslestirilirse, ikili
ve grup calismasi, 6gretici merkezli bir sinifin yapabileceginden ¢ok daha fazla konusma
ve konugmalara katilma pratigi saglamaktadir. Lightbown & Spada’ya (2006; 2021) gore
arastirmalar, ogrenicilerin benzer dil diizeyindeki 6grencilerle konusurken, daha ileri
diizeydeki ogrenicilerle ya da anadili konusuculariyla konusurken yaptiklarindan daha
fazla konusma hatast yapmadiklarin1 gostermistir. Ancak arastirmalar ayni zamanda
benzer seviyelerdeki Ogrencilerin birbirlerine bu hatalar1 diizeltmeye yardimci olacak
bilgileri saglayamadiklarim1 da gostermektedir. Bunun yaninda ogreniciler birbirleriyle
etkilesime girdiklerinde birbirlerine bazi yanlis girdiler saglayabilirler. Dahas1, 6greniciler
ayni anadili konusuyorlarsa muhtemelen birbirlerini ¢ok iyi anlayacaklardir ama
birbirleriyle etkilesimi kendi anadilleri iizerinden kurma yoluna gitmelerine sebep

olacaktir.
15. Ogreniciler kendilerine 6gretilenleri 6grenmektedirler.

Ogrenicilerin kendilerine 6gretilenleri dgrenmekte olduklarina dair on besinci
goriis icin 35 katilimer arasindan 20 katilimer katildigini, 6 katilimei kararsiz oldugunu, 5

katilime1 katilmadigini, 4 katilimer ise kesinlikle katildigini ifade etmistir.

Ogreniciler siifta kendilerine dgretilen her seyi 6grenmezler ama ayni zamanda
smif disinda kimsenin onlara Ogretmedigi birgok seyi de Ogrenirler. Bu anlamda
ogreniciler kendilerine agikca Ogretilenden ¢ok daha fazlasini Ogrenirler. Dil 6gretim
yontemi ¢ok daha zengin bir dil girdisi saglasa bile, bir seyin 6gretilmesi ya da girdide
kullanima sunulmasi, dgrenicilerin onu hemen edinecegi anlamina gelmez. Ornegin, ikinci
dilin baz1 yonleri gelisimsel siraya gore ortaya ¢ikmakta ve gelismektedir. Bu gibi
durumlarda ogreniciler gelisimsel olarak hazir olduklarinda belirli dil 6zelliklerini
ogrenme olasiliklar: daha yiiksek olabilmektedir (Lightbown & Spada, 2006; 2021).

16. Ogreticiler, ogrenicilerin hatalarina, hatayr acikca belirtmek yerine
soylediklerini dogru bir sekilde yeniden ifade ederek yanit vermelidir.

Ogreticilerin, dgrenicilerin hatalarina, hatay1 agik¢a belirtmek yerine sdylediklerini
dogru bir sekilde yeniden ifade ederek yanit vermesi gerektigine iligkin on altinci goriis

icin 35 katilimci arasindan 18 katilimer katildigini, 8 katilimer kesinlikle katildigini, 5
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katilime1r kararsiz oldugunu, 2 katilimer katilmadigimi, 2 katilimci da kesinlikle

katilmadigini belirtmistir.

Lightbown & Spada’ya (2006; 2021) gore yeniden bi¢cimlendirme (recasts), farkli
yas gruplar1t ve farkli 6gretim ortamlar1 da dahil olmak fiizere ikinci dil siniflarinda en
yaygin olarak kullanilan geri bildirim tiirlerinden biridir. Ciinkii yeniden bi¢cimlendirme,
etkilesim akisini kesintiye ugratmadan, Ogrenicilere ihtiyag duyduklari bilgiyi onlar
utandirmadan vermenin dolayli ve kibar bir yolu olarak gériilmektedir. Ogreticinin
Ogreniciye ses tonu, jest ve mimiklerle “Sanirim ne dedigini anliyorum ve sana bunu nasil
daha 1iyi sdyleyebilecegini gosteriyorum” mesajin1  verdigi durumlarda yeniden

bicimlendirmenin daha etkili oldugu tespit edilmistir.

17. Ogreniciler, konunun ikinci dillerinde 6gretildigi simiflarda hem dili hem

de akademik icerigi (6rnegin bilim ve tarih) ayn1 anda 6grenebilirler.

Ogrenicilerin, konunun ikinci dillerinde &gretildigi smiflarda hem dili hem de
akademik icerigi (6rnegin bilim ve tarih) ayn1 anda 6grenebileceklerine iliskin on yedinci
goriis icin 35 katilimer arasindan 17 katihmer katildigini, 8 katilimer katilmadigini, 5
katilimcr kesinlikle katildigini, 4 katilimer kararsiz oldugunu, 1 katilimer ise kesinlikle
katilmadigini belirtmistir.

Matematik, fen bilgisi, hayat bilgisi gibi derslerin ikinci dil ogretimiyle
birlestirilerek oOgretildigi icerik temelli dil 6gretiminin bir¢ok avantaji bulunmaktadir.
Lightbown & Spada’ya (2006; 2021) gore igerik temelli Ogretim icin kullanilan
materyaller 6greniciler i¢in dogal bir degere sahip oldugundan &grenicilerin motivasyonu
artmakta, dil 6grenmek icin gercek ve acil bir ihtiya¢ yaratmaktadir. Ayrica 6grenicilerin
akademik konular1 6grenirken karsilastiklart soézvarligi ve dilsel 6zellikler, genellikle
ikinci ve yabanci dil siniflarinda karsilastiklarindan daha cesitlidir. Ancak 6grenicilerin
hem igerige hem de dilsel 6zelliklere ayn1 anda odaklanmasi zamanla dilsel 6zelliklerin

kullanimindaki gelisimlerini sekteye ugratabilmektedir.

18. Siniflar, dilin nasil kullanilacagimi 6grenmek icin degil de dil hakkinda

bilgi edinmek i¢in uygun ortamlardir.

Siniflarin, dilin nasil kullanilacagini 6grenmek i¢in degil de dil hakkinda bilgi
edinmek icin uygun ortamlar olduguna iliskin on sekizinci goriis i¢cin 35 katilimci
arasindan 13 katilimer kararsiz oldugunu, 9 katilimcer katilmadigini, 6 katilimer katildigina,

5 katilimer kesinlikle katildigini, 2 katilimci ise kesinlikle katilmadigini ifade etmistir.
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Iletisimsel dil dgretimi, icerik temelli ve gdreve dayali 6gretim gibi yaklasimlar,
dili bir hedefe ulasmak i¢in kullanarak (6rnegin bir hikayeyi anlamak, hastaneden randevu
almak, marketten aligveris yapmak, bilim raporu yazmak, vb.) Ogrendigimiz ilkesine
dayanmaktadir. Smif etkinlikleri de Ogrenicilere simif disinda karsilasacaklart dil
kullanimlarina benzer deneyimler kazandirarak, 6grencileri siif diginda 6grenmeye devam
etmeye hazirlamak icin tasarlanmaktadir (Lightbown & Spada, 2006; 2021). Ikinci dil
ogretimine yonelik ¢agdas yaklasimlar, 6grenicilerin dili sinif i¢inde anlamli bir etkilesim
icinde kullanmalarin1 ve firsat bulduklarinda dili sinif disinda kullanmak i¢in etkili
stratejiler 6grenmelerini saglayarak dile iliskin hem agik bilginin (dil hakkinda bilgi) hem
de ortiik bilginin (dili iletisimsel baglamlarda kendiliginden ve akici bir bicimde kullanma

bilgisi) gelistirilmesini hedeflemektedir.

Sonug¢ ve Tartisma

Bu caligmada Ggreticiler icin yabancilara Tiirkce Ogretimi sertifika programina
katilan katilimcilariin ikinci dil edinimine iliskin farkindaliklari, dil 6grenimi ve 6gretimi
hakkindaki goriisler araciligiyla test edilmistir. Daha sonra elde edilen bulgular
alanyazindaki goriisler ¢ercevesinde detayl bir bigimde ele alinmustir.

Dillerin ¢ogunlukla taklit yoluyla 6grenildigine iliskin birinci goriis icin 20
katilimcr katildigini ifade etse de bu goriis alanyazinda destek gérmemektedir. Anadili ve
ikinci dil edinenler/6grenenler daha 6nce hi¢ duymadiklar tiimceler iiretmekte, taklit ya da

ezber tiimcelerden olusan bir listeyi i¢sellestirmekten ¢cok daha fazlasin1 yapmaktadirlar.

Ebeveynlerin genellikle kiigiik c¢ocuklar1 dilbilgisi hatalar1  yaptiklarinda
diizelttiklerine dair ikinci goriis i¢in 17 katilimcr katilmadigini, 14 katilimer ise katildigin
belirtmistir. Bu konuda katilimcilar iki karsit goriise sahiptirler. Anadili edinen bir ¢ocuk,
kendi dilinin temel yapisin1 6grenmek i¢in diizeltici geri bildirimlere ihtiya¢ duymazken
ebeveynler, cocuklarinin  konusmalarint  diizeltirken  bigimden ¢ok anlama

odaklanmaktadirlar.

Cok zeki insanlarin 1yi dil 68rencileri olduguna dair tiglincii goriis i¢in 13 katilimci
kararsiz oldugunu, 10 katilimci katilmadigini, 8 katilimer katildigini ifade etmistir. Bu
goriis katilimeilarin kendi aralarinda kararsiz kaldigi bir goriistiir. 1Q testleriyle 6lgiilen
zeka tiirli, belirli bir basar1 ortalamasi1 gosterse de alanyazindaki genel kabul, dil
ogreniminin 1Q testleriyle oOlglilemeyen pek ¢ok farkli beceri ve yetenegi igermekte

oldugudur.
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Ikinci dil ediniminde basarmimn en &nemli belirleyicisinin motivasyon olduguna
iliskin dordiincii goriis i¢in 17 katilimer katildiginmi, 16 katilimer kesinlikle katildigim
belirtmistir. Motivasyonu yiiksek 6grenicilerin, motivasyonu diisiik 6grenicilere gore daha
basarili olduklar1 kaginilmaz bir gergek olsa da bazen bireysel farkliliklara dayali zorluklar

s0z konusu oldugunda yiiksek motivasyon da yeterli olamamaktadir.

Okul programlarinda ikinci bir dil ne kadar erken tanitilirsa, 6grenmede basari
olasiligli o kadar artmakta olduguna dair besinci goriis i¢cin 19 katilimer kesinlikle
katildigimi, 13 katilimci katildigimi belirtmistir. Arastirmalar, erken yasta ikinci dil
O0grenmeye baglayanlarin hedef dile anadili diizeyinde akici ve dogru kullandiklarini
gosterirken hedef dilin anadili diizeyinde gelismesi i¢in dgrenicilerin ikinci dile biiyiik
Olciide maruz kalmasi ve ¢esitli baglamlarda ikinci dili kullanma firsatlarinin bulunmasi

gerekmektedir.

Ikinci dili 6grenenlerin yaptig1 hatalarm ¢ogunun, anadillerinden kaynaklanmakta
olduguna iligkin altinct goriis i¢in 14 katilimcr katildigini, 10 katilimer kararsiz oldugunu
ifade etmistir. Alfabe, sozvarligi ve temel dilbilgisi ilkeleri birbirlerine yakin dilleri
ogrenenler dil 6grenimi agisindan bazi avantajlara sahip olsa da hatalar, 6grenicilerin
anadili ve ikinci dili arasindaki kismi benzerlik algisindan kaynaklandiginda bu hatalarin

iistesinden gelmek zor olabilmektedir.

Yeni sozciikleri 6grenmenin en iyi yolunun okumak olduguna dair yedinci goriis
igin 14 katihmer katildigimi, 12 katilimer kararsiz oldugunu ifade etmistir. ikinci dil
ogrenicileri okuma yoluyla sozciik bilgilerini arttirabilirler ama bu 6grenicilerinin ¢ok azi
hedef dili anadili olarak konusan bir ¢ocugun on yili askin bir egitim siireci boyunca

okudugu metin miktarin1 okuyabilirler.

Ogrenicilerin ikinci dildeki tiim sesleri tek tek telaffuz edebilmelerinin 6nemli
olduguna dair sekizinci goriis i¢in 15 katilimct katildigini belirtmis olsa da 6nemli olan
Ogrenicilerin karsilasacaklar1 muhataplarla iletisimsel etkilesime girmelerine olanak

saglayacak dil ¢esitlerini anlamalar1 ve liretmeyi 6grenmeleridir.

Ogrenicilerin ortalama 1000 sdzciigii ve bir dilin temel yapisim dgrendikten sonra,
anadili konusuculariyla kolayca sohbetlere katilabileceklerine iliskin dokuzuncu goriis igin
21 katilimer katildigini ifade etmis olsa da 6grenicilerin yeni 6grendikleri ikinci dilin bazi
edimbilimsel oOzelliklerini anladiklar1 takdirde, anadili konusucularini anlamalar1 ve

kendilerini anlatabilmeleri daha kolay olacag: alanyazinda daha ¢ok kabul gérmektedir.
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Ogreticilerin dilbilgisi kurallarin1 birer birer sunmasi ve &greniciler digerine
gecmeden Once her birinin 6rneklerini uygulamasi gerektigine dair onuncu goriis i¢in 18
katilimer katildigini, 7 katilimer kesinlikle katildigini ifade etmistir. Ama ikinci dil
ogrenimi dogrusal degildir. Ogreniciler 6grendikleri bir yapiyr érnegin Al diizeyinde
dogru olarak kullanabilir, bu onlarin yapiy1 6grendiklerini gosterir. Ama ayni yapiyr A2
diizeyinde kullanmada basarisiz olabilir ya da kullanirken hata yapabilir. B1 diizeyinde

ayni yapty1 tekrar dogru bir bi¢cimde iiretebilirler.

Ogreticilerin karmasik yapilardan 6nce basit dil yapilarin1 6gretmesi gerektigine
dair on birinci goriis icin 20 katilimcr kesinlikle katildigini, 13 katilimer katildigini
belirtmistir. Ama yapilarin 6gretiminde basitten karmasiga dogru bir yol izlenmesi gerekse

de asil 6nemli olan yapilarin anadili konusuculari tarafindan kullanim sikligidir.

Kalic1 hatalarin olugmasini 6nlemek i¢in 6grenicilerin hatalarinin yapilir yapilmaz
aninda diizeltilmesi gerektigine dair on ikinci goriis i¢in 15 katihme1r katildigimi, 7
katilime1 kesinlikle katildigini ifade etmistir. Hem anadili ediniminin hem de ikinci dil
ediniminin dogal bilesenlerinden biri hatalar, siirekli yapildiginda, 6zellikle de siniftaki
hemen hemen tiim 6grenciler tarafindan tekrarlandiginda 6gretici tarafindan dikkatlice ele
alimip 6grenicilerin dikkatine sunulmasi, geri bildirim verilmesi gerekmektedir. Bunun
yaninda &greticilerin, 6grenicilerin hatalarin diizeltilmesine iliskin verdikleri tepkilere
duyarli olmalar1 gerekmektedir. Ciinkii asir1 geri bildirim 6grenicinin motivasyonunu

olumsuz yonde etkileyebilmektedir.

Ogreticilerin, 6grenicilere yalnizca halihazirda 6gretilmis olan dil yapilarmi igeren
materyaller kullanmasi gerektigine iliskin on {igiincii goriis i¢in 14 katilimci katilmadigina,
10 katilimer katildigini, 7 katilimer kararsiz oldugunu belirtmistir. Belirli bir yapr ilk kez
tanmitildiginda ya da Ogretici kalici bir sorunun diizeltilmesi gerektigini hissettiginde
Ogrenicilerin daha 6nce 6grenmis olduklart dil yapilarini iceren ders materyalleri anlasilir
girdi saglayabilir ama 6grenicileri ¢cok az yeni bilgi iceren ya da hi¢ yeni bilgi igermeyen
materyallere sinirlandirmak birgok olumsuz sonuca yol acabilmektedir.

Ogrenicilerin serbestce etkilesime girmelerine izin verildiginde (6rnegin grup ya da
esli etkinliklerde) birbirlerinin hatalarmi kopyalamakta olduklarma iliskin on dérdiincii
goriis icin 18 katilimer kararsiz oldugunu, 12 katilimer katildigini ifade etmistir. Grup ve
ikili calisma, bireysel galisma ve 6gretici merkezli etkinliklerle birlikte kullanildiginda dil
Ogretimi ve 0greniminde 6nemli bir rol oynamasinin yaninda etkinlikler iy1i tasarlanmigsa

ve Ogreniciler uygun sekilde eslestirilirse, ikili ve grup calismasi, 6gretici merkezli bir
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smifin yapabileceginden ¢ok daha fazla konusma ve konugmalara katilma pratigi
saglamaktadir. Bunun yaninda 6greniciler birbirleriyle etkilesime girdiklerinde birbirlerine

bazi yanlis girdiler de saglayabilmektedirler.

Ogrenicilerin kendilerine dgretilenleri dgrenmekte olduklarina dair on besinci
goriis icin 20 katilmer katildigini ifade etmis olsa da Ggreniciler siifta kendilerine
Ogretilen her seyi Ogrenmezler ama ayni zamanda smif disinda kimsenin onlara
ogretmedigi bir¢ok seyi de Ogrenirler. Bu anlamda Ogreniciler kendilerine agikga

ogretilenden ¢ok daha fazlasini 6grenirler.

Ogreticilerin, dgrenicilerin hatalarina, hatay1 agik¢a belirtmek yerine sdylediklerini
dogru bir sekilde yeniden ifade ederek yanit vermesi gerektigine iliskin on altinci goriis
icin 18 katilmer katildigmi, 8 katilimeir kesinlikle katildigmi belirtmistir. Ikinci dil
siniflarinda en yaygin olarak kullanilan geri bildirim tiirlerinden biri olan yeniden
bicimlendirme, etkilesim akisini kesintiye ugratmadan, &grenicilere ihtiya¢ duyduklari

bilgiyi onlar1 utandirmadan vermenin dolayli1 ve kibar bir yolu olarak goriilmektedir.

Ogrenicilerin, konunun ikinci dillerinde o6gretildigi smiflarda hem dili hem de
akademik icerigi (6rnegin bilim ve tarih) ayn1 anda 6grenebileceklerine iliskin on yedinci
goriis icin 17 katilimer katildigimi belirtmistir. Matematik, fen bilgisi, hayat bilgisi gibi
derslerin ikinci dil 6gretimiyle birlestirilerek 6gretildigi igerik temelli dil 6gretim i¢in
kullanilan materyaller 6greniciler i¢in dogal bir degere sahip oldugundan &grenicilerin
motivasyonu artmakta, dil 6grenmek igin gergek ve acil bir ihtiyag yaratmaktadir. Ancak
ogrenicilerin hem igerige hem de dilsel 6zelliklere ayn1 anda odaklanmasi zamanla dilsel

ozelliklerin kullanimindaki gelisimlerini sekteye ugratabilmektedir.

Smiflarin, dilin nasil kullanilacagini 6grenmek i¢in degil de dil hakkinda bilgi
edinmek i¢in uygun ortamlar olduguna iliskin on sekizinci goriis i¢in 13 katilimer kararsiz
oldugunu, 9 katilime1 katilmadigm ifade etmistir. ikinci dil 6gretimine yonelik cagdas
yaklagimlar, 6grenicilerin dili sinif i¢cinde anlamli bir etkilesim i¢inde kullanmalarini ve
firsat bulduklarinda dili simif disinda kullanmak i¢in etkili stratejiler 6grenmelerini
saglayarak dile iliskin hem agik bilginin hem de ortiik bilginin gelistirilmesini
hedeflemektedir.

Calismanin bulgular1 bir biitiin olarak degerlendirildiginde katilimcilarin ikinci dil
edinimiyle ilgili birgok konuda bilgi sahibi olmadiklarin1 gostermektedir. Lightbown &
Spada’nin (2006; 2021) ifade ettigi gibi ikinci dil edinimi arastirmalart hakkinda bilgi

sahibi olmak 6greticilere yarin sabah siniflarinda ne yapacaklarini séylemeyecektir. Ancak
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ogreticilerin yaptiklari, bildikleri ve inandiklar1 seylerin bir yansimasidir ve dgretici bilgisi
ile 6gretici diisiincesi, dgreticinin smiftaki eylemlerine rehberlik eden temel gergeveyi ve
semay1 saglamaktadir (Richards & Lockhart, 1994). Gorildigi gibi dil &grenimi,
Ogrenicinin kisisel 6zellikleri ve deneyimleri, sinif i¢i ve simif disindaki sosyal ve kiiltiirel
ortam, anadilin ve hedef dilin yapisi, hedef dili konusanlarla etkilesim firsatlar1 ve
diizeltici geri bildirim gibi birgok faktérden etkilenmektedir. Krashen’a (1983) gore
ogreticilere kuramsal bilgiyi sagladigimizda genel olarak metodolojinin altinda yatan
mantig1 da veririz. Bu, kuramsal bilgiyi farkli durumlara uyarlamaya, yeni tekniklerin
degerlendirilmesine ve kuramsal bilginin degerlendirilmesine olanak saglar. Kuramsal
bilgi olmadan, etkili 6gretim yontemlerini siradan olanlardan ayirmanin, bir yontemin
hangi yonlerinin yararli, hangilerinin yararli olmadigini belirlemenin higbir yolu yoktur
(Krashen, 1983). ikinci dil edinimini bilmek, bunlarin daha iyi anlasilmasini, dolayisiyla
da ogreticilerin ve Ogrenicilerin ikinci dil 6gretme ve Ogrenme siireglerinde birlikte

gecirdikleri zamandan en iyi sekilde yararlanmalarina olanak saglayacaktir.

MacDonald, Badger & White (2001) yabanc dil olarak Ingilizce 6gretmeni olmak
icin lisans ve lisansiistii diizeyde egitim goren iki grup Ogretmen adayinin ikinci dil
edinimi konusunda aldig1 derslerin, dgrencilerin egitim siireleri boyunca dil 6grenimiyle
ilgili sahip olduklar1 temel inanglar1 ne 6l¢iide etkiledigini dersler 6ncesinde ve sonrasinda
yaptiklart sormacalarla ve goriismelerle incelemistir. Ogretmen adaylarmin ikinci dil
edinimi arastirmalarina karsi agikga isteksiz olmalarina ragmen, ikinci dil edinimi
derslerinin dil 6grenimine yonelik tutum ve inanglarinda bazi degisiklikler meydana
getirdigini gdzlemlemislerdir.

Peacock (2001) ¢ yillik bir programda 6grenim goren 145 yabanci dil olarak
Ingilizce 6gretmen adayini arastirmis ve onlarin ikinci dil edinimi arastirmalarina yonelik
inanglarinda bazi degisiklikler kesfetmistir. Ancak 6gretmen adaylarinin ¢ogunlugu hala
dil Ogrenmenin sozvarligt ve dilbilgisi kurallarina hakim olmak anlamina geldigi
goriisiinden vazgegcmemistir.

Mercan & Goktag’in (2023) Tiirkgenin yabanci dil olarak ogretimi sertifika
program Onerisi ders izlencesinde oldugu gibi sertifika programlarinin 6greticilerin alan
bilgisi, pedagoji bilgisi, pedagojik alan bilgisini gelistirmeye yonelik olarak tekrar
diizenlenmesi gerekmektedir. Bu cergevede ikinci dil olarak Tiirkge 6greticisi adaylarinin

dil 6gretiminin alan bilgisi iceriginde 6nemli bir yere sahip olan ikinci dil edinimini
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bilmeleri, O6zellikle anadili konusucusu olarak anadillerini ikinci dil olarak 6gretme

yolunda farkindaliga sahip olmalar1 agisindan 6nemlidir.

Ikinci dil edinimi ders igerigi dnerisi:

(MacDonald, Badger & White’dan (2001) uyarlanmigtir)
e Anadili edinimi (davranisgilik, etkilesimcilik)
e Ogrenici dili (hata analizi, dogal siralama)
e Aradilin sosyal yonleri (kiiltiirlesme ve sosyal kimlik)
e Aradilin sdylem 6zellikleri (girdi, ¢ikt1 ve etkilesim)
e Aradilin psikodilbilimsel yonleri (aktarim, biling, iletisim stratejileri)
e Aradilin dilsel 6zellikleri

e Ikinci dil ediniminde bireysel farkliliklar (yetenek, motivasyon, 6grenme

stratejileri)
e Dil 6greniminde etkilesim (grup ¢alismasi ve geri bildirim)

e Ogretim ve ikinci dil edinimi (bicim odakli yaklasim ve dogal yaklasim)
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EXTENDED ABSTRACT

Awareness of Second Language Acquisition of Certificate Program Participants in
Teaching Turkish as a Foreign Language

Second language acquisition, which forms the basis of language teaching with questions
such as how learners process language, how they transform it into intake, how a new language
system is developed and how they access information to communicate, is not included in any
Turkish as a foreign language certificate program for instructors. However, second language
acquisition research is an important source of information that will help instructors determine
appropriate expectations for themselves and their students (Lightbown, 2000).

In this context, the purpose of this research is to test the awareness of teacher candidates
regarding second language acquisition who have participated in the Turkish language certification
program for foreigners. For this purpose, a Likert-type questionnaire adapted from the activity
consisting of popular views on language learning and teaching prepared by Lightbown & Spada
(2006; 2021) was applied online via Google Forms. The participant group of the study consists of
35 volunteer participants who participated in the Certificate Program on Teaching Turkish to
Foreigners for Instructors at Dokuz Eyliil University Language Teaching and Research Center.

20 participants stated that they agreed with the first opinion that languages are mostly
learned by imitation. For the second opinion that parents usually correct young children when they
make grammatical errors, 17 participants stated that they did not agree, while 14 participants stated
that they agreed. For the third opinion, that very intelligent people are good language students, 13
participants stated that they were undecided, 10 participants disagreed, and 8 participants agreed.
This is an opinion that the participants are undecided about among themselves.
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For the fourth opinion, that motivation is the most important determinant of success in
second language acquisition, 17 participants stated that they agreed, and 16 participants stated that
they strongly agreed. For the fifth opinion, that the earlier a second language is introduced in
school programs, the greater the likelihood of success in learning, 19 participants stated that they
strongly agreed, and 13 participants stated that they agreed. For the sixth opinion, that most of the
mistakes made by second language learners originate from their native language, 14 participants
stated that they agreed, and 10 participants were undecided.

For the seventh opinion, that the best way to learn new words is reading, 14 participants
stated that they agreed, and 12 participants were undecided. Although 15 participants stated that
they agreed with the eighth opinion that it is important for learners to be able to pronounce all the
sounds in the second language one by one, what is important is that learners understand and learn
to produce the language varieties that will allow them to engage in communicative interaction with
the interlocutors they will encounter.

Although 21 participants stated that they agreed with the ninth opinion that learners can
easily participate in conversations with native speakers after learning an average of 1000 words
and the basic structure of a language, it is easier for learners to understand native speakers and
explain themselves if they understand some of the pragmatic features of the second language they
have newly learned.

For the tenth opinion that instructors should present grammar rules one by one and learners
should practice examples of each before moving on to the next, 18 participants stated that they
agreed, and 7 participants stated that they strongly agreed. For the eleventh opinion that instructors
should teach simple language structures before complex structures, 20 participants stated that they
strongly agreed, and 13 participants stated that they agreed.

For the twelfth opinion that learners' mistakes should be corrected immediately as soon as
they are made in order to prevent permanent errors from occurring, 15 participants stated that they
agreed, and 7 participants stated that they strongly agreed. For the thirteenth opinion, that
instructors should only use materials that include language structures that have already been taught
to learners, 14 participants stated that they did not agree, 10 participants agreed, and 7 participants
were undecided.

For the fourteenth opinion, that when learners are allowed to interact freely (for example,
in group or paired activities), they copy each other's mistakes, 18 participants stated that they were
undecided, and 12 participants stated that they agreed. Although 20 participants expressed
agreement for the fifteenth view that learners learn what they are taught, learners do not learn
everything they are taught in the classroom, but they also learn many things that no one teaches
them outside the classroom. In this sense, learners learn much more than what they are explicitly
taught.

For the sixteenth opinion that instructors should respond to learners' mistakes by accurately
restating what they said rather than explicitly pointing out the mistake, 18 participants agreed, and
8 participants strongly agreed. 17 participants agreed for the seventeenth opinion that learners can
learn both language and academic content (e.g., science and history) simultaneously in classrooms
where the subject is taught in their second language. For the eighteenth opinion that classrooms are
suitable environments for learning about language, not for learning how to use the language, 13
participants stated that they were undecided, and 9 participants stated that they did not agree.
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When the findings of the study were evaluated as a whole, it was determined that the
participants were not knowledgeable about many issues related to second language acquisition. As
a result, it is suggested that certificate programs should be reorganized to improve the instructors'
disciplinary knowledge, pedagogical knowledge, and pedagogical content knowledge, and that a
second language acquisition course should be included in the content of the disciplinary
knowledge.
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Arasgtirmanin amaci, argiimantasyon temelli 6grenme modelinin 7. sinif
ogrencilerinin yazili argliman kullanma seviyelerine, ikna edici yazma
basarilarina ve yazma motivasyonlarina etkisini belirlemektir.
Arastirma, nicel arastirma yoOntemlerinden deneysel desenle
gerceklestirilmistir. Arastirmanin ¢alisma grubunu, 42 yedinci sinif
Ogrencisi olusturmaktadir. Calisma grubunda bulunan 21 6grenci deney
ve 21 dgrenci de kontrol grubunda yer almaktadir. Arastirmanin veri
toplama araglarini; Ikna Edici Yazilar1 Olgme Araci, Yazma
Motivasyonu Olgegi ve Argiimantasyon Degerlendirme Cercevesi
olusturmaktadir. Arastirmanin uygulama siireci 8 hafta silirmiistiir.
Uygulamalarda, Toulmin’in Argiimantasyon modelinin alti unsuru
tizerinde durulmustur. Uygulamalarda bu modelin unsurlarinin 6gretimi
yapilarak ikna edici yazma g¢aligmalarinda kullanimi ve &grencilerin
Ozgiin sekilde yazili argiiman kullanma becerilerinin gelistirilmesine
calistlmigtir. Arastirma verileri, SPSS 24 paket programi ile analiz
edilmis ve ulagilan bulgular, tablo ve sekillerle sunulmustur.
Arastirmadan elde edilen bulgular sonucunda; &grencilerin yazili
argliman kullanma seviyelerinin yiikseldigi, ikna edici yazma
basarilarinin arttigt ve yazma motivasyonlarinda olumlu yonde artis
oldugu belirlenmistir. Arastirmanin sonuglarindan hareketle ¢esitli
Oneriler gelistirilmistir.
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Giris
21. yiizyilda bireyler, bilim ve teknolojiyle birlikte bircok bilgi kaynagiyla karsi
karstya kalmaktadir. Bu durumda gelisen ve degisen diinyada bireylerin kaynaklari elestirel
bir bigimde ele almalar1 gerekmektedir. Ayrica edinilen bilgilerin dogru ve etkili bir sekilde
ifade edilmesi 6nemlidir. Bu noktada ise 6grencinin anlatmaya dayali dil becerilerini etkin
kullanabilme/kullanamama durumu ortaya ¢ikmaktadir.

Tiirkge Dersi Ogretim Programui ile dgrencilerin; his ve fikirleri ile bir konudaki
diisiincelerini veya savini sozlii ve yazili olarak etkili ve acik¢a anlasilacak sekilde
anlatabilme, basili materyaller ile ¢oklu medya kaynaklarindan bilgiye ulagsma, bilgiyi
diizenleme, elestirme, islevine uygun olarak iiretip kullanabilme becerilerinin gelistirilmesi
amaclanmistir (Milli Egitim Bakanligi [MEB], 2019). Anlatmaya dayali dil becerisi olan
yazma ise bu noktada 6ne ¢ikmaktadir. Yazma siirecinde alinan verinin dogru ve etkili ifade
edilmesi 6nemlidir. Buna ek olarak yazma becerisi, tiretmeyi ve sentezlemeyi gerektirdigi
icin 0grenciden yazma siirecinde 6zgiin bir {irlin ortaya koymasi beklenmektedir. Yazma
becerisi siirecinde alinan bilginin karsi tarafa dogru aktarilmasi i¢in 6grencinin elestirel
diisinme ve ikna etme becerisini One c¢ikarmaktadir. Arastirmalarda ikna edici yazma
becerisinin yeterli gériilmedigine iliskin sonuclar bulunmaktadir. Ikna edici yazma ile ilgili
alanyazina bakildiginda; besinci sinif 6grencilerinin ikna edici yazmada yetersiz seviyede
olduklari (Kan ve Erbas, 2017), besinci sinif 6grencilerinin yeterli seviyede ikna edici metin
yazamadiklar1 (Kaptan, 2015), altinct simif dgrencilerinin ikna edici yazma becerilerini
gelistirmek i¢in yapilan caligmanin On test sonuclarinda 6grencilerin yetersiz seviyede
kaldiklart (Beyreli ve Konuk, 2018), lisans birinci sinifta 6grenim goren Tiirkge 6gretmeni
adaylarinin olusturduklari ikna edici yazma triinlerinin yeterli olmadig1 (Kurudayioglu ve
Yilmaz (2014), ikna edici yazma konusunda sinif 6gretmenlerinin bu becerinin 6gretimi
konusunda kismen bilgilerinin oldugu, tereddiit yasadiklari ve egitim ihtiyaclarinin
bulundugu (Zelzele ve Ates, 2022) belirtmektedir. Buradan hareketle yazma becerisinin
etkin bir sekilde gelistirilmesinde farkli 6gretim yaklasimlarindan ve uygulamalarindan
yararlanilmas1 gerektigi ifade edilebilir. kna edici yazma becerisinin gelisimi igin egitim
ogretimde yeni bir yaklagim olan arglimantasyon temelli 6grenme modelinin etkili olacagi
diistiniilmektedir.

Ekonomik Is Birligi ve Kalkinma Orgiitii [OECD] (2003); bireylerin kendilerine
verilen arglimanlardan uygun ve dogru sonuglar ¢ikarma, diger kisiler tarafindan One
cikarilan iddialari, kanitlara dayanarak degerlendirme ve diisiinceleri kanita dayali
sOylemlerden ayirt etmenin 6nemli bir iletisimsel (s. 132) beceri oldugunu belirtmektedir.
Argiimantasyon temelli 6grenme modeli siirecinde bireyin argiiman kullanma ve bunlari
islevine uygun bicimde diizenlemesi goz Oniinde bulunduruldugunda, bu modelin
iletisimsel/dilsel beceriye katki saglayacagi sOylenebilir. Argiimantasyon temelli 6grenme
modeli siirecini 6grenciler konu hakkinda soru sorarak, bu sorulara iddialar gelistirerek, bu
iddialar1 gerekgelendirerek ve karsit iddialar1 elestirerek gerceklestirirler. Yazma
caligmalarinin farkli bigcimlerini de barindiran argiimantasyon temelli 6grenme modelinde
ogrenciler; veri, kanit ve iddialar arasinda baglanti kurma ve iddialar1 formiillestirme,

gerekcelendirme gibi siiregleri yazma becerisi igerisinde gerceklestirirler (Kabatas Memis,
2014, s. 403).
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Arglimantasyon temelli 6grenme modeli; 6grencilerde elestirel diisiinme, problem
¢Oozme, derse ve alana yonelik duyussal becerilerin gelisimi lizerinde olumlu etkiye sahiptir
(Fettahlioglu, 2020, s. 166). Duyussal becerilerin gelisiminde ve yazma basarisi agisindan
motivasyon Onemli bir yere sahiptir. Alanyazinda bu eksiklige deginen ¢aligmalar
bulunmaktadir. Canitezer (2014), yazmaya baslamakta motivasyon unsurunun gerekli
oldugunu ve yeterli bir motivasyonla olusturulmus metinlerin daha basarili oldugunu
belirtmektedir. Buna karsin 6grencilerin yazmaya karsi motivasyonlarinin bir¢ok nedene
bagli olarak yeterli olmadig1 sdylenebilir. Ogretim siirecinde yazma becerisini gelistirici
etkinliklere yonelik zamanin yetersizligi, yazma konularimin 6grencinin sevecegi, ilgi
duyacagi tiirden olmamasi, yazma becerisini kavrama silirecinde o6grencinin olumsuz
durumlarla kars1 karsiya kalmasi, 6grencilerin yazmaya kars1 isteksiz olmalari, 6grencinin
yazma motivasyonunun diismesine neden olmaktadir (Altunkaya, 2021; Sever, 2019;
Stigtimlii ve Bakdemir, 2023). De Caso ve Garcia (2006), yazma becerisinin éneminin
kavrandigint ancak gerceklestirilen uygulamalarin motivasyon unsurundan yoksun
oldugunu, ayrica motivasyon unsurunu arttirma noktasinda egitim eksikliginin bulundugunu
belirtmektedir. Ogrencilerin yazma motivasyonlarini ve buna bagl olarak ikna edici yazma
basarilarini artirmak i¢in argiimantasyon temelli 6grenme modelinin kullanilmasi énemli
goriilmektedir. Yapilan arastirmalarda argiimantasyona dayali calismalarin G6grenci
motivasyonunu olumlu yonde etkiledigi belirtilmektedir (De Bernardi ve Antolini, 2007;
Haryanti ve Samosir, 2024; Muhyidin vd., 2018; Maliha, 2015; Wolfe, Britt ve Butler,
2009).

Alanyazina bakildiginda argiimantasyon temelli 6grenme modelinin dil, fen ve
kimya alanlarinda yapilan ¢alismalarda akademik basariy1 artirdigi (Aguirre Mendez vd.,
2020; Aslan, 2018; Cheong, Zhu ve Xu, 2021; ilk, 2019; U¢ ve Benzer, 2021; Preiss vd.,
2013; Yasuda, 2023) ve bu alanlara kars1 6grencinin motivasyon 6zelliklerini olumlu yonde
etkiledigi goriilmektedir (Aydogdu, 2017; Cicek Sentiirk, 2020; Demirel, 2017; Lee ve Lin,
2005; Guo vd., 2023). Bu arastirmalarin yani sira argiimanlarla destekli yazma
caligmalarinin ikna edicilige olumlu etkisinin oldugunu belirten bircok arastirma
bulunmaktadir (Lam, Hew ve Chiu, 2018; Newell vd., 2011; Stapleton ve Wu, 2015; Wolfe,
Britt ve Butler, 2009). Tiirkge egitimi alanina bakildiginda, argiimantasyon temelli 6grenme
modeliyle yapilan ilk ¢alismanin Kana (2014) tarafindan yapildigi goriilmektedir.
Sonrasinda arglimantasyon temelli O0grenmeye yonelik ¢aligmalarin artis gosterdigi
sOylenebilir. Aydin (2022), ortaokul yedinci siniflarin ikna edici konusmalarini gelistirmek
icin argiimantasyon temelli Ogrenme modelini kullanmig; Giizelkiicik (2022),
argiimantasyon temelli 6grenmeyi ikna edici konugma becerisinin gelisiminde uygulamistir.

Tiirkiye’deki arastirmalar tarandiginda ikna edici yazma becerisi ve yazma
motivasyonu gelisimi noktasinda argiimantasyon temelli 6grenme modelinin kullanildig1
herhangi bir ¢alismaya rastlanmamistir. MEB (2019); dinleme, konusma, okuma ve yazma
becerilerinin  kisilere etkin ve nitelikli bir sekilde kazandirilmasi gerektigini
vurgulanmaktadir. Bu vurgu, becerilerin gelistirilmesi siirecinde Ogretimdeki yaklasim,
strateji, yontem ve tekniklerde yeni arayislara yol agmaktadir. Arglimantasyon temelli
ogrenmeyle 21. ylizyil becerilerini etkin bir sekilde kullanabilen bireylerin kendini
gerceklestirme ve toplumsal alanda hedeflerine ulasabilme noktasinda sorun yagamayacagi
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sOylenebilir. Programin ana dilde iletisim anahtar yetkinliginde kavram, diisiince, goriis,
duygu ve olgular1 s6zlii ve yazili olarak ifade etme ve yorumlama (MEB, 2019, s. 5)
belirtilmektedir. Buradan hareketle Tiirk¢e derslerinde bireylerin uygun ve yaratici bir dil
kullanabilmesi i¢in argiimantasyon temelli Ogrenmenin ikna edici diislinebilme,
konusabilme, yazabilme ve kanit sunabilme becerilerini gelistirilecegi varsayilabilir. Tiirk¢e
egitimi agisindan yeni 6grenme-6gretme yaklagimi kullaniminin yazma becerisi alanina ve
arastirmacilara yeni bir bakis agisi, 6gretmenlere yazma becerisini ve yazma motivasyonunu
gelistirme noktasinda yeni bir yaklagim, strateji, teknik ve dgrencilere yazma becerilerini
gelistirmeleri noktasinda alternatif bir model olarak katki saglayacag diistiniilmektedir.

Alanyazin

Argiimantasyon Temelli Ogrenme

Argiimantasyonun tartisma bicimi sekliyle egitimde uygulanma siirecini baslatan
kigi, Stephen E. Toulmin’dir. Toulmin (2003) tarafindan yazilmis olan The Uses of
Argument (Argiimanlarin Kullanimi) adli eser yapilandirilmis bir tartisma modeli sunar. Bu
modelde argiimantasyon siireci 6 unsurdan olusmaktadir. Bu unsurlar, ana ve yardimci
unsurlar olmak {izere iki gruba ayrilmigtir. Bu unsurlar; veri, iddia, gerekge, destekleyici,
clriitiicii ve smirlayict unsurlardir. Arastirma kapsaminda temel alinan argiimantasyon
modelinin gorsel bigimi, Fettahlioglu’nun (2020) Toulmin’e dayandirdigi gorsel semadan
uyarlanmistir.

Cizim 1. Toulmin’in Argliimantasyon Modelinin Bi¢imsel GOsterimi

{

Sinirlayic

A4
| Veri I )i iddia I
Vv \L

Gerekce

Cuardtme

Destekleyici

Arglimantasyon modeline gore siire¢ agamalar1 (Erduran, Simon ve Osborne, 2004)
su sekilde ilerler: Ortaya bir iddia atilir ve bu iddiay1, veriler desteklemektedir. Gerekgeler
ise iddia ile veriler arasinda gecis gorevini istlenmektedir. Destekleyiciler, iddiay1
giiclendirmekte ve simirlayicilar ise iddianin smirli oldugu noktalar1 ifade etmektedir.
Cirttiiciiler, iddianin gegerligini yitirecegi durumlart belirtmektedir. Argiimantasyon
modeli ile 6grenciler sorular iiretip sormakta, kanitlari smiflandirip siralamakta ve es
gidiimlii olarak iddialar meydana getirmekte ve iddialarmi var olan bilimsel bilgilerle
karsilagtirirken karar verme siireclerini etkin kullanmaktadir (Yesildag Hasangebi ve Giinel,
2013).
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Ogrenciler argiimantasyon siirecine katildiklar1 ve farkli fikirlerle kars1 karsiya
geldiklerinde, kendi diisiincelerini sunabilir, kavram yanilgilarini ayirt edebilir ve etkin
ogrenmeler saglayabilirler (Cross, Hendricks ve Hickey, 2007). Argiimantasyon temelli
6grenme modeli siirecinde bireyler, iddialarin1 kolaylikla ortaya koyabilirken 6gretmenleri
tarafindan yeterli destegi alamadiklarinda iddialarin1 desteklemekte ve etkin veriler
sunmakta zorluk yasamaktadirlar (Jimenez Aleixandre, Rodriquez ve Duschl, 2000). Ayni
zamanda Ogrencilerin, 6gretmen destegi olmadan bilgiyi ayrintili ¢oziimleyemedikleri,
elestirel sorular soramadiklar1 ve 6nceki bilgileriyle yeni bilgilerini biitiinlestiremedikleri
ifade edilmektedir (Gillies ve Khan, 2009). Bu aciklamalardan hareketle argiimantasyon
temelli 6grenme modeli siirecinde rol model ve yol gosterici konumundaki 6gretmenlerin
Ogrencilere rehberlik yapmasinin O6grencinin argiiman {iretmesinde ve niteligini
arttirmasinda 6nemli oldugu sdylenebilir. Erduran ve Jimenez Aleixandre (2012), etkilesimli
bir siireci barindiran arglimantasyonun bilimsel bilesenlerinde, bilimsel okuryazarligin yer
aldigini; bu ¢ergevede kanit sunma ve ikna etmenin 6n plana ¢iktigini belirtmektedirler. Bu
Ozellikleri ile argiimantasyon modelinin dil becerilerini gelistirmede aktif bir arag
olabilecegi sdylenebilir.

ikna Edici Yazma

fkna edici yazma stratejisi, yazma becerisi agisindan dnemli stratejilerden birisidir.
Ikna edici yazma, Smee’ye (2009, s. 2) gére “bir pozisyon almak ve bir okurun aym fikirde
olmasini saglamaya ¢alismak” seklinde tamimlanmaktadir. Ikna edici yazabilmek icin
istenilen olgunun, durumun veya olaymn diger kisiler tarafindan kabul edilebilir olmasi
gereklidir (Giines, 2021, s. 174). Bu noktada gerekgelerin konuyla dogrudan veya dolayli
olarak ilintili olmas1 énemlidir. Tkna edici metnin amacina ulasabilmesi i¢in ikna edici bir
metnin yazari, kendi kisisel bilgi ve tecriibelerinden, belirli alandaki bir¢ok bilgilerden
faydalanmalidir (Ulusal Okuma Yazma ve Matematik Becerisi Degerlendirme Programi
[NAPLAN], 2013, s. 5). Bu bilgi ve tecriibeleri hedef kitleye dogru ve diizenli bir sekilde
aktarmak uzmanlik gerektirir. Bu da ikna edici yazmanin zorluguna ya da uzmanlik
gerektirdigine isarettir. ikna edici yazma siirecinde islevsel olan bilgi ve deneyimlerden
yararlanmak Onemlidir. Yeterli seviyede analiz edilmeyen destekleyiciler ve islevsel
olmayan bilgiler ikna edici metnin amacina ulagmasini zorlagtiracaktir.

Ikna edici bir iiriinii olusturulmasinda iizerinde durulmas: gereken énemli unsurlar;
plan, okuyucunun durumu, konu hakkinda bilgilerin ve argiimanlarin toplanmasi
(Kurudayioglu ve Yilmaz, 2014) olarak belirtilmektedir. Tkna edici metin yazma 6gretimi
stirecinde 6gretmen; ikna edici metnin unsurlarini tanitmalidir ve bu metin yapisinin bireyin
yasaminda karsisina nasil ve nerede ¢ikabilecegini agiklamalidir. Argiiman, neden, veriler
ve karsit diisiincelerle ilgili bilgi vermelidir. Seckin yazarlardan alinan yetkin metinler
iizerinden ikna edici metin bilesenlerini ve unsurlarmi sunmalidir. Ogrencilerin yazilarinda
ikna edici dili kullanmalar1 i¢in “ilk olarak, fakat, bu diistinceden yola ¢ikarak, benzer
sekilde, 6rnegin, clinkili, bu sebeple” gibi ifade ve baglaclar kullanmalar1 6grencilere
ogretilmelidir (B1yik, 2018, s. 200).

Argilimantasyon temelli 6grenme ve ikna edici yazma, en temelde bir konuda kanit
ve veri sunma noktasinda kesismektedir. Newel vd. (2011), arglimantasyon temelli 6grenme
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siirecinin kanitlarla destekli bir tartisma oldugunu ve iddialarin bircok gerekceyle
temellendirildigi ilkeli bir yaklasimdir. Yapilan arastirmalar, ikna edici yazma ve
arglimantasyon temelli 6grenme arasinda baglantinin oldugunu belirtmektir. Wolfe, Britt ve
Butler (2009), argiiman semalariyla yaptigi 6gretimle Ogrencilerin tartismaci/ikna edici
metin yazma yetkinliklerinin 6nemli dl¢lide arttigini ifade etmektedirler. Lam, Hew ve Chiu
(2018), ¢evrim i¢i Edmodo uygulamalariyla 6grencilerin argiimanlarla yazma becerilerini
gelistirmeyi amacgladig1 calismada, olumlu bir gelisim seviyesi elde etmislerdir. Stapleton
ve Wu (2015), 6grencilere argiimantasyon destekli yazdirilan metinlerin ikna ediciliklerini
incelemisler ve yazilarin igerik olarak yeterli seviyede olmasa da ikna edici olduklarini
belirtmislerdir.

Yazma Motivasyonu

Etkili bir yazma siireci; biligsel, duyussal ve devinissel boyutlarin esgiidiimlii olarak
islemesiyle gerceklesmektedir (Karadag, 2016, s. 37). Yazma motivasyonu; hedef, tutum,
0z yeterlik, 6z diizenleme, yilikleme, caba ve kaygi olmak iizere yedi boyutta
degerlendirilebilir (Erbilen, 2021, s. 51). Killen (2007) bireylerin yazma motivasyonunu
arttirmalari i¢in bazi Onerilerde bulunmustur:

e Bireyleri ilging konularda yazmalari i¢in cesaretlendirilme.
e Bireylere yetkin olduklari konuda yazmalari i¢in olanak tanima.
e Bireylerin sadece basit degil zor konularda da yazmalarin1 saglama.

e Metinleri olugturmanin farkli yollar1 oldugunu ve iyi yazilmig metin 6rneklerini
teknikleriyle birlikte gdsterme.

e Bireylerin yazma siirecinde uzun yaziya ulasana kadar kisa yazilarini da olumlu bir
sekilde karsilama.

e Bireylerin kaliteli bir yazma {irlinliniin sahip oldugu &zellikleri anlamalarinda yol
gosterici olma.

e Bireylere yazdiklariyla ilgili doniit verme.

e Bireylere ortaya koyduklar1 metni gézden gegirmeleri konusunda yardimer olma.

Bu onerilere ek olarak yazma siirecinin etkinlikler dogrultusunda sistemli bir sekilde
planlanmasi, 6grencilere gore eglenceli konular se¢ilmesi, onlarin duyussal 6zelliklerini
olumlu yonde gelistirici etkinliklere yer verilmesi, yazma eylemine giinliik hayatta nerelerde
ihtiyag duydugumuzun agiklanmasi, 6grencilerin yazma i¢in etkin amag¢ olusturmasinin
saglanmasi, is birligine dayali yontem ve tekniklerin kullanilmasi, yazma siirecini kolay ve
stirdiiriilebilir nitelikte olmasini saglayan bilgi verici yonergeler kullanilmasi, yazma
triinlerine iliskin hizli doniit verilmesi vb. durumlarin 6grencilerin yazmaya yonelik
motivasyonlarini arttirdig1 sdylenebilir (Sever, 2019, s. 41).

Arglimantasyon temelli 6grenme ve yazma motivasyonuna yonelik arastirmalar; kanit
ve veriler iiretip bunlar1 yazisinda ortaya koyan 6grencilerin duyussal 6zelliklerinin olumlu
gelisim gosterdigini belirtmektedir. Muhyidin vd. (2018), argiimanlarla destekli yazma ile
yazma motivasyonu arasinda olumlu ve anlamli bir iliskinin oldugunu ifade etmektedirler.
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De Bernardi ve Antolini (2007), argiimanlarla destekli yapilan 6gretim sonucunda
ogrencilerin i¢sel motivasyonlarini arttigini belirtmektedirler. Haryanti ve Samosir (2024),
problem temelli 6grenme siireciyle 6grencilerin argiiman yazma motivasyonlarinin arttigini
vurgulamaktadirlar. Malitha (2015), argiimanlarla destekli yazma siirecinde 6grencilerin
icsel motivasyonlariyla 6grenme basarilar1 arasinda pozitif yonli bir iligkiye isaret
etmektedir. Wolfe, Britt ve Butler (2009), Toulmin’in argiimantasyon modeli semasiyla
yaptig1 6gretimle 6grencilerin yazma motivasyonlarinin arttigini belirtmektedirler.

Arastirmanin Amaclari ve Arastirma Sorulari

Arasgtirmanin amaci argiimantasyon temelli 6grenme modelinin 7. smif
Ogrencilerinin yazili argiiman kullanma seviyelerine, ikna edici yazma basarilarina ve yazma
motivasyonlarina etkisini belirlemektir. Arastirmanin temel amacindan hareketle ii¢
arastirma sorusu belirlenmistir:

e Argiimantasyon temelli 6grenme modeli, yedinci siif 6grencilerinin yazili
argiiman olusturabilme seviyelerinin gelistirilmesinde etkili midir?

e Argiimantasyon temelli 6grenme modeli, yedinci sinif 6grencilerinin ikna edici
yazma basgarilarinin gelistirilmesinde etkili midir?

e Argiimantasyon temelli 6grenme modeli, yedinci simif 6grencilerinin yazma
motivasyonlarinin artirilmasinda etkili midir?

Yontem

Arastirma Tasarimi/Modeli

Arglimantasyon temelli 6grenme modelinin yedinci simif 6grencilerinin yazili
argliman kullanma seviyelerine, ikna edici yazma basarilarina ve yazmaya yonelik
motivasyonlarina etkisini belirlemek i¢in nicel arastirma yontemlerinden deneysel desen
kullanilmistir. Deney ve kontrol gruplar1 yansiz olarak atanmadiklar1 i¢in yar1 deneysel
desenlerden yararlanilmigtir. Deneysel modellerde temel amag¢ degiskenler arasindaki
neden-sonug iligkisini ortaya koymaktir (Biiylikoztiirk vd., 2024). Yar1 deneysel modeller
deneysel yaklasimi barindiran fakat deneysel islem gruplarina ve karsilastirma gruplarina
seckisiz dagitimin yapilmadig1 arastirma desenidir (Robson, 2017, s. 126). Bu arastirma,
yansiz atama ile olusturulmayan deney ve kontrol gruplari {izerinde gerceklestirildigi igin
On test-son test kontrol gruplu yar1 deneysel modelle yiiriitiilmiistiir.

Yayin Etigi

Arastirma ve Yayin Etigine uygun olarak yiiriitiilen ¢alisma igin Ordu Universitesi
Sosyal ve Beseri Bilimler Arastirmalart Etik Kurulundan 26/01/2023 tarihli 01 oturum sayili
2023-09 karar numarastyla izin alinmistir.

Katilimcilar

Arastirmanin ¢alisma grubunu, 2022-2023 egitim-6gretim yilinda bir ilin devlet
ortaokulunda 6grenim goren 7. simif dgrencileri olusturmaktadir. Ogrencilere ve velilere
calisma kapsamiyla ilgili bilgi verilmis, gonillii bir sekilde arastirmaya katilmalar
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saglanmistir. Calisma grubunda yer alan Ogrencilerin belirlenmesinde uygun 6rnekleme
yolu tercih edilmistir. Uygun 6rnekleme, var olan 6geler igerisinden yeteri sayida 6genin
orneklem olarak belirlenmesi yoluyla gerceklestirilir (Tutar ve Erdem, 2022, s. 260). Deney
ve kontrol gruplarinin eslestirilmesinde gruplara secilen ogrenciler; arastirma sonuglarini
etkilemesi olast birtakim 06zelliklerine gore (cinsiyet, yas vb.) eslestirilmeye calisilir
(Fraenkel vd., 2012). Gruplar eslestirilirken basari ortalamalari ve cinsiyet degiskenleri 6l¢iit
alinmig ve en yakin Tiirkge dersi basarisina sahip iki grup, cinsiyet a¢isindan dengeli olacak
sekilde eslestirilmistir. Arastirma; deney grubunda 21, kontrol grubunda 21 olmak iizere
toplam 42 6grenci ile gerceklestirilmistir. Deney grubunda yer alan 6grencilerin 11°1 kiz,
10’u erkek; kontrol grubunda yer alan 6grencilerin 11°1 kiz, 10’u erkektir. Calisma grubunda
yer alan 6grencilerin velilerinden izin alinmis ve Veli Onam Formu imzalatilmistir.

Veri Toplama ve Verilerin Coziimlenmesi

Arastirmada veri toplama araci olarak Erduran, Simon ve Osborne (2004) tarafindan
gelistirilen Argiimantasyon Degerlendirme Cergevesi; Kaptan (2015) tarafindan gelistirilen
Ikna Edici Yazilart Olgme Araci; Deniz ve Demir (2020) tarafindan gelistirilen Yazma
Motivasyonu Olgegi kullanilmistir.

Argiimantasyon — Degerlendirme — Cercevesi:  Ogrencilerin  yazili  argiiman
seviyelerinin degerlendirilmesinde Erduran, Simon ve Osborne (2004) tarafindan gelistirilen
Argiimantasyon Degerlendirme Cercevesi kullanilmistir. Bu cergeve, argiimantasyonun
degerlendirilmesini bes seviye olarak belirtmektedir. Her seviyede yer alan aciklamalara
argiimanlar, karsilik geldikleri seviye ile belirtilmistir. Bu seviyeler, Cizelge 1’de
gosterilmistir.

Cizelge 1. Argiimantasyon Degerlendirme Cergevesi

Seviye Agiklama

Birinci Seviye Basit bir iddiaya kars1 bir kars1 iddia veya bir iddiaya kars1 bir iddia olan
argiimanlardan olusur.

Ikinci Seviye Bir iddiaya kars1 veri, gerekce veya destek igeren ancak herhangi bir
¢liriitme icermeyen argiimanlardan olusur.

Ugiincii Seviye Bir dizi iddia veya kars1 iddia ile birlikte veri, gerekce veya destek iceren
argiimanlar ve ara sira zayif ¢iiriitmeler yer alir.

Dordiincii Seviye Acikca tanimlanabilen bir ¢iiriitiiciisii olan bir iddiaya sahip argiimanlar1
gosterir. Boyle bir argiimanin ¢esitli iddialar1 ve karsi iddialar1 olabilir.

Besinci Seviye Birden fazla ¢iiriitme igeren genisletilmis bir argliman sergiler.

Cizelge 1°de yer alan cergeveden hareketle aragtirmada Ogrencilerin yazilarinin hangi
seviyelere karsilik geldigine yonelik degerlendirme, iki arastirmaci tarafindan kodlanarak
yaptlmistir. Bu kodlamalar, ilk yazma c¢alismast ile son yazma ¢aligmasinda
gergeklestirilmistir.

Ikna Edici Yazilari Olgme Araci: Ogrencilerin ikna edici yazma iiriinlerinin
degerlendirilmesi, Kaptan (2015) tarafindan gelistirilen ikna Edici Yazilar1 Olgme Araci
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kullanilarak gergeklestirilmistir. Ogrencilerin iirettikleri ikna edici yazma iiriinleri dlcekte
belirtilen 11 bashga gore degerlendirilmistir:

e iddia/Gériig/Taraf Varlig,

o Iddiay1 Destekleyici Nedenler,
e Yazim Kurallari,

e Uslup,

o Kelime Se¢imi,

e Yiizey Ozellikleri/Sunum,

e Ciimle Akiciligi/Ciimle Yapilari,
e Organizasyon Genel,

e Organizasyon Giris,

e Organizasyon Gelisme.

e Organizasyon Sonug.

Bu bagliklardan alacaklar1 puanlar su sekilde derecelendirilmistir: ¢ok iyi (4), iyi (3),
orta (2), yetersiz (1). Bu derecelendirmeye gore alinabilecek en yiiksek puan 44, en diisiik
puan ise 11°dir. Olgegin igerik gegerligi 8 alan uzmam tarafindan puanlanmis ve ortalama
8.54 olarak degerlendirilmistir. Bu puanlama ise Lawse icerik degerlendirme katsayisiyla
ele alinmis ve sonug .78 olarak ¢ikmistir. Madde-toplam korelasyonlarinda elde edilen
korelasyon katsayilari, 0.59 ile 0.90 arasindadir. Olgme aracinin Cronbach Alpha degeri,
0.94 olarak belirtilmistir.

Yazma Motivasyonu Olgegi: Ogrencilerin yazma motivasyonlari, Deniz ve Demir
(2020) tarafindan gelistirilen Yazma Motivasyonu Olgegi ile belirlenmistir. Olgek, 13
maddeden olugsmaktadir ve “her zaman (5)”, “sik sik (4)”, bazen (3)”, “nadiren (2)”, “hicbir
zaman (1)” bi¢iminde derecelendirilmistir. Olgekten alinabilecek en yiiksek puan 56, en
disik ise 13’tiir. Bes Tiirkge Ogretmeninden goriis alinmis ve bu goriislerin
degerlendirilmesinde Lawshe teknigi kullamilmistir. Maddelerin  kapsam gegerlik
oranlarinin 1.00-.80 arasinda oldugu belirtilmistir. Taslak dl¢egin kapsam gegerlik indeksi
.97 olarak hesaplanmustir. Acilimlayic1 Faktdr Analizi yapilarak 13 maddeden olusan tek
faktorlii bir dlgek elde edilmistir. Olgegin i¢ giivenirligi .89 olarak hesaplanmustir. Olgegin
Spearman-Brown giivenirlik katsayisi .86; test-tekrar test analizi sonucunda Ol¢egin
giivenirlik katsayisi .85 bulunmustur.

Arastirmada elde edilen veriler iizerinde hangi analiz tekniklerinin kullanilacagini
belirlemek icin deney ve kontrol gruplarma uygulanan testlerin normallik dagilimlari
incelenmistir. Normallik dagilimlar1 kapsaminda testlerin basiklik ve carpiklik degerleri
dikkate alinmistir. Deney ve kontrol grubuna uygulanan testlerin basiklik ve carpiklik
katsayilar1 Cizelge 2’de gosterilmistir.

Cizelge 2. Normallik Dagilimina Y6nelik Testlerin Basiklik ve Carpiklik Degerleri

Grup/Test Basiklik Carpiklik
Deney Grubu/ikna Edici Yazma Basaris1 On Test -, 787 -,036
Deney Grubu/ikna Edici Yazma Basaris1 Son Test -1,031 AT
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Deney Grubu/Yazma Motivasyonu On Test - 773 ,195
Deney Grubu/Yazma Motivasyonu Son Test -,926 ,402
Kontrol Grubu/Yazma Basaris1 On Test -,695 -,439
Kontrol Grubu / Yazma Basaris1 Son Test -,219 -,860
Kontrol Grubu / Yazma Motivasyonu On Test -,819 -,053
Kontrol Grubu / Yazma Motivasyonu Son Test -1.202 -,316

Cizelge 2 incelendiginde deney ve kontrol gruplarina uygulanan testlerin basiklik ve
carpiklik degerlerinin +1,5 ve -1,5 araliginda oldugu goriilmektedir. Carpiklik ve basiklik
katsayilarini, sirasiyla ¢arpiklik ve basikligin standart hatasina béliindiigiinde ¢ikan degerler,
-1.96 ile +1.96 arasinda kaliyorsa (Can, 2020, s. 87); baska bir deyisle basiklik ve carpiklik
katsayilarinin dagilimi -1.5 ile +1.5 arasinda ise dagilimin normal oldugu kabul edilir
(Tabachnick ve Fidell, 2013). Arastirmada 6n testlerin ve son testlerin basiklik ve garpiklik
degerleri (Cizelge 2) verilerin normal dagilim gosterdigi seklinde yorumlamaktadir. Bu
nedenle veri analizinde parametrik testler kullanilmistir.

Deney ve kontrol gruplarinin ikna edici yazma basarillari ve yazma
motivasyonlarinin 6n testlerinin karsilastirilmasinda parametrik testlerden bagimsiz
orneklemler t-testi, deney grubunun ikna edici yazma basarilari ve yazma motivasyonlarinin
On ve son testlerinin karsilastirilmasinda parametrik testlerden iligkili 6rneklemler t-testi,
kontrol grubunun ikna edici yazma basarilar1 ve yazma motivasyonlariin 6n ve son
testlerinin karsilastirilmasinda parametrik testlerden iliskili 6rneklemler t-testi, deney ve
kontrol gruplarinin ikna edici yazma basarilar1 ve yazma motivasyonlariin son testlerinin
karsilastirilmasinda parametrik testlerden bagimsiz Orneklemler t-testi kullanilmstir.
Testlerde anlamlilik diizeyi .05 olarak kabul edilmistir. Anlamli farkliligin etki biytikliigi
icin Cohen’s d degeri hesaplanmustir. Etki bliyiikligii .20 kiigiik, .50 orta ve .80 biiyiik olarak
degerlendirilmistir (Cohen, 1988).

Deney ve kontrol gruplarinin yazili argiiman kullanma seviyeleri, arastirmacilarin
ogrenci yazma ¢aligmalarindaki argiiman kullanma sayilarina gore seviye kodlamasi icerdigi
icin bu degiskene iliskin verilerin analizinde merkezi yi1gilma o6l¢iileri arasinda yer alan
ortalama degerlerinden yararlanilmistir.

Verilerin analizi, arastirmacilar (2 kisi) tarafindan gergeklestirilmistir. Verilerin
puanlayict giivenirligi bu sekilde saglanmistir. Veriler, SPSS 24 (Sosyal Bilimler igin
Istatistik Programi) programma aktarilmistir. Programdaki veriler iizerinde betimsel ve
cikarimsal istatistikler gergeklestirilmistir.

Islem Siireci

Arasgtirmanin  uygulama siireci ve verilerinin toplanmasi, sekiz haftada
tamamlanmigtir. Uygulamalar, haftalik iki ders saati olarak gerceklestirilmistir.
Arastirmanin uygulama ve veri toplama siireci, Cizelge 3’te gosterilmistir.

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 29-58



Argiimantasyon Temelli Ogrenme Modeli....

Cizelge 3. Arastirmanin Uygulama ve Veri Toplama Siireci

Birinci Hafta
31 Mart 2023
Birinci Uygulama

Yonerge: Sigara icen bir tanidiginizi bu davranigindan
vazgecirmeye ikna ediniz.

Calisma: Ogrencilerin ikna edici metin yazma calismasi
Olgme Araci 1: Argiimantasyon Degerlendirme Cergevesi 6n test
verilerinin toplanmasi

Olgme Araci 2: Ikna Edici Yazilar1 Olgme Araci’nin 6n test
verilerinin toplanmast

Olgme Araci 3: Yazma Motivasyonu Olgegi’nin 6n test
verilerinin toplanmasi

Uygulamanin Anlatimi: Argiimantasyon temelli 6grenme
modelinin tanitimi

Yonerge: Telefon veya bilgisayar kullamiminda ekran siiresi ¢ok

Ikinci Hafta fazla olan arkadasinizi bu davranisini diizenlemesi konusunda
7 Nisan 2023 ikna ediniz.
Ikinci Uygulama Uygulama: Iddia unsurunun tanitimi ve dgrencilerin ikna edici
metin olusturma ¢alismalari.
Usiincii Hafta Yonerg-e:- B1r tanldllgllmz ¢ok savurgan biridir, onu tutumlu biri
. olmasi igin ikna ediniz.
14 Nisan 2023 . .« o .
R Uygulama: Veri unsurunun tanitimi ve 6grencilerin ikna edici
Uglincii Uygulama .
metin olusturma ¢alismalari.
Yonerge: Her giin spor yapan birisiniz ve en yakin arkadasiniz bu
Dordiincii Hafta konuda ¢ok isteksizdir. Arkadasinizi da diizenli spor yapma

28 Nisan 2023
Dordiincti Uygulama

aligkanlhig1 kazanmasi konusunda ikna ediniz.
Uygulama: Gerekce unsurunun tanitimi ve 6grencilerin ikna
edici metin olusturma ¢aligmalari

Yonerge: Bir avciyla kargiya karsiyasiniz ve onu av yapma

Besinci Hafta . . .

5 May1s 2023 davranisindan vazgegirmeye ikna ediniz. N o
Besinci Uygulama Uygulama: Destekleyici unsurunun tanitimi ve dgrencilerin ikna
edici metin olusturma ¢aligmalari

Yonerge: Bir arkadasiniz video uygulamasinda igerik iireticiligi
Altiner Hafta yapllyglﬁkclen siz de bir bagka video qygulamasmda ige_ri!(. .
12 Mayis 2023 iireticiligi yaptyorsunuz. Or}u ‘1‘<end1 V1.d.e(.) 1({‘er1k ﬁr'etl'cﬂlgl
Altinci Uygulama yaptiginiz uygulamada igerik tiretmesi i¢in ikna ediniz.
Uygulama: Ciiriitiicii unsurunun tanitimi ve 6grencilerin ikna
edici metin olusturma ¢alismalari
yedinci Hafta Yonerge: Okgl baskaqllglna adays.mlz.. Okulc.laki ogrencileri
18 Mayis 2023 bagkanlik se¢iminde sizi se¢gmelerine ikna ediniz.

Yedinci Uygulama

Uygulama: Simirlayici unsurunun tanitimi ve égrencilerin ikna
edici metin olusturma ¢alismalari

Sekizinci Hafta
26 Mayis 2023
Sekizinci Uygulama

Yonerge: Dengeli beslenmeyen bir arkadasinizi, dengeli
beslenmesi i¢in ikna ediniz.

Calisma: Ogrencilerin ikna edici metin yazma ¢alismasi
Olgme Araci 1: Argiimantasyon Degerlendirme Olgegi son test
verilerinin toplanmasi

Olgme Araci 2: Ikna Edici Yazilar1 Olgme Araci’nin son test
verilerinin toplanmast

Olgme Araci 3: Yazma Motivasyonu Olgegi’nin son test
verilerinin toplanmasi.
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Aragtirmanin uygulamalar1 deney grubunda haftalik iki ders saati olmak iizere sekiz
hafta siirmiistiir. Uygulama siirecinde birinci uygulamada giidiimlii yazma teknigini (Tim
uygulamalarda bu teknik kullanilmistir.) kullanarak 6grencilere bir yonerge verilmistir.

“Yonerge: Sigara icen bir tanidiginiz1 bu davranisindan vazgecirmeye ikna ediniz.”
seklindedir. Bu yazma c¢alismas1 arastirmanin 6n test verilerini (argiiman kullanma seviyesi
ve ikna edici yazma basarisi) olusturmaktadir. Daha sonra yazma motivasyonu 6n test
verileri toplanmistir. Bu islemler tamamlandiktan sonra argiimantasyon temelli 6grenme
modelinin tanittimi, ¢ergevesi ve Toulmin’in arglimantasyon modelinin tanitimi
gerceklestirilmistir. Model’in alti unsuruna deginilmis ve bu unsurlar, G6grencilere
anlatilmistir. Ikinci uygulamada &grencilere “iddia” unsurunun agiklamasi yapilmis ve
ogrencilere iddia ornekleri gosterilmistir. Daha sonra 6grencilerden herhangi bir konuda
iddia ortaya atmalari istenmistir. Ortaya atilan iddialar anlik doniitlerle diizeltilmistir.
Ogretim siirecinde kullanilan drnekler su sekildedir ve her biri haftasinda ayr1 ayri ele
alinmustir:

o Iddia: Yemyesil ormanlar akcigerler igin bir cennettir.

e Veri: Oksijenin bol oldugu ve havanin temiz oldugu yerdir.

o Gerekge: Agaclar karbondioksiti oksijene cevirir.

o Smirlayici: Akciger hastasi olan insanlara bol oksijen iyi gelmemektedir.

e Destekleyici: Bir doktor tanidigim her hafta sonu Belgrad Ormanlari’na gider.

e Ciritiicii: Akciger yetmezligine sahipseniz bol oksijenli ortamlar bu yetmezligin
siddetini arttirmaktadir. Bu durum nadir goriilmektedir.

Uciincii, dordiincii, besinci, altinc1 ve yedinci haftalarda 6gretim siireci ayn1 sekilde
devam etmistir. Sekizinci hafta Model’in alt1 unsuru ele alinmig, ardindan bir yonerge
verilmistir. Yonerge, “Dengeli beslenmeyen bir arkadasinizi, dengeli beslenmesi i¢in ikna
ediniz.” seklindedir. Bu yazma ¢alismasi arastirmanin son test verilerini (argiiman kullanma
seviyesi ve ikna edici yazma basarisi) olugturmaktadir. Daha sonra yazma motivasyonu son
test verileri toplanmigtir. Bu islemden sonra uygulama siireci tamamlanmistir. Uygulama
stirecine yonelik 6grenci yazili argliman seviyesi ¢oziimle 6rnegi Ek A, ikna edici yazma
caligmast 6rnegi Ek B olarak sunulmustur. Kontrol grubunda ise Tiirkge Dersi Ogretim
Programi1 (MEB, 2019) kazanimlar1 dogrultusunda uygulamanin yapildigi okulda kullanilan
yedinci siif diizeyi ders kitabinda yer alan yazma etkinlikleri yapilmistir.

Bulgular

Ogrencilerin Yazih Argiiman Kullanma Seviyelerine iliskin Bulgular

Arglimantasyon temelli 6grenme modeliyle uygulama yapilan deney grubu ve
uygulamada olan Ogretim programina gore Ogretime devam eden kontrol grubu
ogrencilerinin uygulama 6ncesi, yazili argiiman kullanma seviyeleri arasinda anlamli bir
farkliligin olup olmamasina yonelik deney ve kontrol gruplarinin 6n test yazma
caligmalarinda kullandiklar1 yazili arglimanlarin seviyelerinin ortalamalari, Cizelge 4’te
gosterilmistir.
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Cizelge 4. Deney ve Kontrol Gruplarmin On Test Yazili Argiiman Seviyeleri Ortalamalari

Gruplar N X
Deney (On Test) 21 1.24
Kontrol (On Test) 21 1.14

Cizelge 4 incelendiginde deney grubunun on test yazili argiiman kullanma
seviyelerinin ortalamasinin 1.24 oldugu, kontrol grubunun 6n test yazili argiiman kullanma
seviyelerinin ortalamasinin ise 1.14 oldugu goriilmektedir. Bu bulgu, deney ve kontrol
gruplarinin 6n test yazili argiiman kullanma seviyelerinin birbirine yakin oldugu ve
aralarinda ortalama acisindan anlamli bir farklilik olmadig: seklinde degerlendirilebilir.

Uygulama oncesi deney grubu 6n test ve kontrol grubu 6n test yazili argiiman
kullanma seviyelerinin ortalamalari, Grafik 1°de gosterilmistir.

Grafik 1. Deney Grubu ve Kontrol Grubu On Test Yazili Argiiman Kullanma Seviyeleri
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Grafik 1 incelendiginde, deney grubunun 6n test yazili argiiman kullanma seviyesi
ile kontrol grubunun 6n test yazili argiiman kullanma seviyelerinin ortalamalarinin birbirine
yakin oldugu ve yazili argliman seviyesi agisindan birinci ve ikinci seviye arasinda oldugu
goriilmektedir. Grafikte de goriilecegi iizere deney ve kontrol gruplarinin 6n test argiiman
kullanma seviyelerinin ortalamalar: arasinda anlamli bir farkliligin olmadig: sdylenebilir.

Arglimantasyon temelli 6grenme modeliyle ikna edici yazma uygulamalar1 yapilan
deney grubu Ogrencilerinin uygulama Oncesi ve sonrasinda, yazili argliman kullanma
seviyeleri arasinda anlamli bir farkliligin olup olmadigina yonelik deney grubunun 6n ve
son testlerinde yazma ¢alismalarinda kullandiklar1 yazili argiiman seviyelerinin
ortalamalari, Cizelge 5’te gosterilmistir.

Cizelge 5. Deney Grubunun On ve Son Test Yazili Argiiman Seviyeleri Ortalamalari

Deney Grubu N X
On Test 21 1.24
Son Test 21 2.67
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Cizelge 5 incelendiginde deney grubunun on test yazili argiiman kullanma
seviyelerinin ortalamasinin 1.24 oldugu, son test yazili argiiman kullanma seviyelerinin
ortalamasinin ise 2.67 oldugu goriilmektedir. Bu bulgu, deney grubunun yazili argiiman
kullanma seviyelerinin gergeklestirilen uygulama ile son test lehine arttig1 ve aralarinda
ortalama agisindan anlamli bir farklilik oldugu seklinde degerlendirilebilir.

Uygulama 6ncesi ve sonrasi, deney grubu On test ve son test yazili argliman kullanma
seviyelerinin ortalamalari, Grafik 2’de gosterilmistir.

Grafik 2. Deney Grubu On Test ve Son Test Yazili Argiiman Kullanma Seviyeleri
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Grafik 2 incelendiginde, deney grubunun on test yazili argiiman kullanma seviyesi
son test yazili argliman kullanma seviyelerinin ortalamalarinin son test lehine artig gosterdigi
ve yazili argliman seviyesi acisindan ikinci ve lgclinclii seviye araligina ytkseldigi
goriilmektedir. Grafikte de goriilecegi ilizere deney grubunun 6n ve son test argiiman
kullanma seviyelerinin ortalamalar1 arasinda anlamli bir farkliligin oldugu séylenebilir.

Uygulamada olan 6gretim programina gére ogretime devam eden kontrol grubu
ogrencilerinin ikna edici yazma uygulamalari 6ncesi ve sonrasinda, yazili argiiman kullanma
seviyeleri arasinda anlamli bir farkliligin olup olmadigina yonelik kontrol grubunun 6n ve
son testlerinde yazma c¢alismalarinda kullandiklar1 yazili argiiman seviyelerinin
ortalamalari, Cizelge 6’da gosterilmistir.

Cizelge 6. Kontrol Grubunun On ve Son Test Yazili Argiiman Seviyeleri Ortalamalari

Kontrol Grubu N X
On Test 21 1.14
Son Test 21 1.24

Cizelge 6 incelendiginde kontrol grubunun On test yazili argiiman kullanma
seviyelerinin ortalamasinin 1.14 oldugu, son test yazili argiiman kullanma seviyelerinin
ortalamasinin ise 1.24 oldugu goriilmektedir. Bu bulgu, kontrol grubunun yazili argliman
kullanma seviyelerinin birbirine yakin oldugu ve aralarinda ortalama agisindan anlamli bir
farklilik olmadig1 seklinde degerlendirilebilir. Uygulama 6ncesi ve sonrasi, kontrol grubu
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On test ve son test yazili argiiman kullanma seviyelerinin ortalamalari, Grafik 3’te
gosterilmistir.

Grafik 3. Kontrol Grubu On Test ve Son Test Yazili Argiiman Kullanma Seviyeleri
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Grafik 3 incelendiginde, kontrol grubunun 6n ve son test yazili argiiman kullanma
seviyelerinin ortalamalarinin birbirine yakin oldugu ve yazili argiiman seviyesi agisindan
birinci ve ikinci seviye arasinda oldugu goriilmektedir. Grafikte de goriilecegi iizere kontrol
grubunun 6n ve son test argiiman kullanma seviyelerinin ortalamalar1 arasinda anlamli bir
farkliligin olmadig1 sdylenebilir.

Argiimantasyon temelli 6grenme modeliyle uygulama yapilan deney grubu ve
uygulamada olan Ogretim programina goére Ogretime devam eden kontrol grubu
Ogrencilerinin uygulama sonrasi, yazili argiiman kullanma seviyeleri arasinda anlamli bir
farkliligin olup olmadigina yonelik deney ve kontrol gruplarinin son test yazma
caligmalarinda kullandiklar1 yazili argliman seviyelerinin ortalamalari, Cizelge 7°de
gosterilmistir.

Cizelge 7. Deney ve Kontrol Gruplarinin Son Test Yazili Argiiman Seviyeleri Ortalamalari

43

Gruplar N X
Deney (Son Test) 21 2.67
Kontrol (Son Test) 21 1.24

Cizelge 7 incelendiginde deney grubunun son test yazili argiiman kullanma
seviyelerinin ortalamasinin 2.67 oldugu, kontrol grubunun son test yazili argiiman kullanma
seviyelerinin ortalamasinin ise 1.24 oldugu goriilmektedir. Bu bulgu, deney ve kontrol
gruplarinin son test yazili argiiman kullanma seviyelerinin deney grubu lehine arttig1 ve
aralarinda ortalama agisindan anlamli bir farklilik oldugu seklinde degerlendirilebilir.

Uygulama sonrasi, deney ve kontrol gruplarmin son test yazili argiiman kullanma
seviyelerinin ortalamalari, Grafik 4’te gosterilmistir.
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Grafik 4. Deney Grubu ve Kontrol Grubu Son Test Yazilt Argiiman Kullanma Seviyeleri
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Grafik 4 incelendiginde, deney ve kontrol gruplarinin son test yazili argiiman
kullanma seviyelerinin ortalamalarinin deney grubu son test lehine artis gosterdigi ve yazili
argliman seviyesi acisindan ikinci ve liglincii seviye araligina yiikseldigi goriilmektedir.
Grafikte de goriilecegi lizere deney ve kontrol gruplarmin son test argiiman kullanma
seviyelerinin ortalamalar1 arasinda anlamli bir farkliligin oldugu sdylenebilir.

Deney grubunda argiimantasyon temelli 6grenme modeliyle gerceklestirilen ikna
edici yazma uygulamalariin 6grencilerin yazili argiiman kullanma seviyelerini artirdigi
ancak uygulamada olan 0gretim programina gore d6gretime devam eden kontrol grubunda
ise Ogrencilerin yazili argiiman kullanma seviyelerinde anlamli bir artisin olmadigi
sOylenebilir.

Ogrencilerin Tkna Edici Yazma Basarilarina iliskin Bulgular

Arglimantasyon temelli 6§renme modeliyle uygulama yapilan deney grubu ve
uygulamada olan o6gretim programina gore Ogretime devam eden kontrol grubu
ogrencilerinin ikna edici yazma uygulamalari dncesi, Ikna Edici Yazilart Olgme Aract’nin
uygulanmastyla elde edilen puanlar arasinda anlamli bir farkliligin olup olmadigina yonelik
yapilan bagimsiz 6rneklemler t-testi sonuglari, Cizelge 8’de gosterilmistir.

Cizelge 8. Deney ve Kontrol Gruplarmin ikna Edici Yazma Basarilar1 On Testlerinin Karsilagtirmasi

Gruplar N X 55 sd t P
Deney (On Test) 21 22.33 3.59

. 40 1.874 0.06
Kontrol (On Test) 21 20.42 2.95

Cizelge 8 incelendiginde, uygulama Oncesi deney ve kontrol gruplarinin ikna edici
yazma Dbasarilar1 ortalama puanlart arasinda anlamli  bir farkliligin  olmadig:
(tisg) = 1.874, p = .05) gorilmektedir. Deney grubunun ikna edici yazma basarisi 6n test
ortalamasit 22.33, kontrol grubunun ikna edici yazma basaris1 6n test ortalamasi ise
20.42°dir. Bu bulgu, uygulama 6ncesinde ikna edici yazma basarilar1 agisindan deney ve
kontrol grubunun birbirine yakin ortalamalara sahip olduklart anlamina gelmektedir.
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Arglimantasyon temelli O0grenme modeliyle uygulama yapilan deney grubu
ogrencilerinin ikna edici yazma uygulamalar1 ncesi ve sonrasinda, ikna Edici Yazilar
Olgme Araci’nin uygulanmasiyla elde edilen puanlar arasinda anlamli bir farkliligmn olup
olmadigina yonelik yapilan iliskili 6rneklemler t-testi sonuclari, Cizelge 9°da gosterilmistir.

Cizelge 9. Deney Grubunun Ikna Edici Yazma Basarilar1 On ve Son Testlerinin Karsilagtirmasi

Deney Grubu N X 55 sd t P d
On Test 21 22.33 3.59 . .

20 -5.487 0.00 1.19
Son Test 21 29.09 5.27

“Not: p <0.01, “d>.80

Cizelge 9 incelendiginde, uygulama Oncesi ve sonrasi deney grubunun ikna edici
yazma basarilar1 ortalama puanlari arasinda yiiksek diizeyde etki biiytikliigiine sahip (d >.80)
anlamli bir farkliligin oldugu (t(sq) = —5.487, p < .01) goriilmektedir. Deney grubunun

ikna edici yazma basarisi 6n test ortalamasi 22.33, son test ortalamasi ise 29.09’dur. Anlamli
farklilik, deney grubunun son testi lehine olusmustur. Bu bulgu, deney grubunun ikna edici
yazma basarilarinda argiimantasyon temelli 6grenme modelinin etkili oldugu anlamina
gelmektedir.

Uygulamada olan 6gretim programina gére ogretime devam eden kontrol grubu
ogrencilerinin ikna edici yazma uygulamalar1 dncesi ve sonrasinda, Ikna Edici Yazilar
Olgme Araci’nm uygulanmasiyla elde edilen puanlar arasinda anlaml bir farkliligm olup
olmadigina yonelik yapilan iligkili Orneklemler t-testi sonuglari, Cizelge 10’da
gosterilmistir.

Cizelge 10. Kontrol Grubunun Ikna Edici Yazma Basarilar1 On ve Son Testlerinin Karsilastirmasi

Kontrol Grubu N x 55 sd t P
On Test 21 20.42 2,95

20 -1.228 0.23
Son Test 21 20.85 2.10

Cizelge 10 incelendiginde, uygulama oncesi ve sonrasi kontrol grubunun ikna edici
yazma Dbasarilar1 ortalama puanlart arasinda anlamli  bir farkliligin  olmadig:
(tizgy = —1.228, p = .05) gorilmektedir. Kontrol grubunun ikna edici yazma basarisi 6n
test ortalamasi 20.42, son test ortalamasi ise 20.85’tir. Bu bulgu, kontrol grubunun ikna edici

yazma basarilarinda mevcut yazma Ogretiminin etkili olmadig1 ve on test ile son test
ortalama puanlarmnin birbirine yakin oldugu anlamina gelmektedir.

Argiimantasyon temelli 6grenme modeliyle uygulama yapilan deney grubu ve
uygulamada olan Ogretim programina gore Ogretime devam eden kontrol grubu
ogrencilerinin ikna edici yazma uygulamalari sonrasi, Ikna Edici Yazilart Olgme Araci’nin
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uygulanmastyla elde edilen puanlar arasinda anlamli bir farkliligin olup olmadigina yonelik
yapilan bagimsiz 6rneklemler t-testi sonuglari, Cizelge 11°de gosterilmistir.

Cizelge 11. Deney ve Kontrol Gruplarinin Ikna Edici Yazma Basarilart Son Testlerinin
Karsilagtirmasi

Gruplar N X 55 sd t P d

Deney (Son Test) 21 29.09 5.27
Kontrol (Son Test) 21 20.85 2.10
“Not: p <0.01, *d>0.80

40 6.651 0.00" 2.05™

Cizelge 11 incelendiginde, uygulama sonrasi deney ve kontrol gruplarinin ikna edici
yazma basarilar1 ortalama puanlari arasinda yiiksek diizeyde etki biiytikliigiine sahip (d >.80)
anlamli bir farklihigin oldugu (tis = 6.651, p < .01) goriilmektedir. Deney grubunun

ikna edici yazma basarisi son test ortalamasi 29.09, kontrol grubunun ikna edici yazma
basarisi son test ortalamasi ise 20.85°tir. Anlamli farklilik, deney grubu lehine olugmustur.
Bu bulgu, argiimantasyon temelli 6grenme modeli uygulamasi ile deney grubunun ikna edici
yazma basarilar1 agisindan kontrol grubuna gore ortalama puanlarini artirdigi anlamina
gelmektedir.

Deney grubunda argiimantasyon temelli 6grenme modeliyle gergeklestirilen ikna
edici yazma uygulamalarinin 6grencilerin ikna edici yazma basarilarint anlamli bir sekilde
artirdig1r ancak uygulamada olan 6gretim programina gore 6gretime devam eden kontrol
grubunda ise Ogrencilerin ikna edici yazma basarilarinda anlamli bir artisin olmadigi
sOylenebilir.

Ogrencilerin Yazma Motivasyonlarina iliskin Bulgular

Arglimantasyon temelli 6grenme modeliyle uygulama yapilan deney grubu ve
uygulamada olan 6gretim programina gore Ogretime devam eden kontrol grubundaki
ogrencilerin ikna edici yazma uygulamalar1 &ncesi, Yazma Motivasyonu Olgegi’nin
uygulanmasiyla elde edilen puanlar arasinda anlamli bir farkliligin olup olmadigina yonelik
yapilan bagimsiz 6rneklemler t-testi sonuglari, Cizelge 12°de gosterilmistir.

Cizelge 12. Deney ve Kontrol Gruplarmin Yazma Motivasyonlari On Testlerinin Karsilastirmast

Gruplar N X 55 sd t e
Deney (On Test) 21 33.19 11.97

R 40 -.577 0.83
Kontrol (On Test) 21 35.33 12.10

Cizelge 12 incelendiginde, uygulama oncesi deney ve kontrol gruplarinin yazma
motivasyonu ortalama puanlart arasinda anlamli  bir farkliligin  olmadig
(trsgy = —577 p=> .05) goriilmektedir. Deney grubunun yazma motivasyonu 6n test
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ortalamasi 33.19, kontrol grubunun yazma motivasyonu 6n test ortalamasi ise 35.33’tiir. Bu
bulgu, uygulama oncesinde yazma motivasyonlari agisindan deney ve kontrol grubunun
birbirine yakin ortalamalara sahip olduklari anlamina gelmektedir.

Arglimantasyon temelli O6grenme modeliyle uygulama yapilan deney grubu
Ogrencilerinin ikna edici yazma uygulamalar1 6ncesi ve sonrasinda, Yazma Motivasyonu
Olgegi’nin uygulanmasiyla elde edilen puanlar arasinda anlamli bir farkliligim olup
olmadigina yonelik yapilan iligkili 6rneklemler t-testi sonuglari, Cizelge 13’°te gosterilmistir.

Cizelge 13. Deney Grubunun Yazma Motivasyonlar1 On ve Son Testlerinin Karsilagtirmasi

Deney Grubu N X 55 sd t D d
On Test 21 33.19 11,97 . .

20 -2.494 0.02 0.54
Son Test 21 38.95 9.44

“Not: p <0.05, ™ d>.50

Cizelge 13 incelendiginde, uygulama Oncesi ve sonrasit deney grubunun yazma
motivasyonu ortalama puanlari arasinda orta diizeyde etki biiyiikliigiine sahip (d >.50)
anlamli bir farkliligin oldugu (ti .y = —2.494 p <.05) goriilmektedir. Deney grubunun

yazma motivasyonu On test ortalamasi 33.19, son test ortalamasi ise 38.95’tir. Anlaml
farklilik, deney grubunun son testi lehine olusmustur. Bu bulgu, deney grubunun yazma
motivasyonunun artmasinda argiimantasyon temelli dgrenme modelinin etkili oldugu
anlamina gelmektedir.

Uygulamada olan 6gretim programina gére ogretime devam eden kontrol grubu
ogrencilerinin ikna edici yazma uygulamalar1 dncesi ve sonrasinda, Yazma Motivasyonu
Olgegi’nin uygulanmasiyla elde edilen puanlar arasinda anlamli bir farkliligin olup
olmadigina yonelik yapilan iligkili 6rneklemler t-testi sonuglari, Cizelge 14 te gosterilmistir.

Cizelge 14. Kontrol Grubunun Yazma Motivasyonlar1 On ve Son Testlerinin Karsilastirilmasi

Kontrol Grubu N X 55 sd t )
On Test 21 35.33 12.10

20 0.087 0.93
Son Test 21 35.10 13.61

Cizelge 14 incelendiginde, uygulama 6ncesi ve sonrast kontrol grubunun yazma
motivasyonu ortalama puanlart arasinda anlamli  bir farkliligin  olmadig
(trag) = 0.087, p = .05) goriillmektedir. Kontrol grubunun yazma motivasyonu 6n test

ortalamast 35.33, son test ortalamasi ise 35.10’dur. Bu bulgu, kontrol grubunun yazma
motivasyonunda mevcut yazma 6gretiminin etkili olmadig1 ve 6n test ile son test ortalama
puanlarinin birbirine yakin oldugu anlamina gelmektedir.

Arglimantasyon temelli 6grenme modeliyle uygulama yapilan deney grubu ve
uygulamada olan Ogretim programina gore Ogretime devam eden kontrol grubu
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ogrencilerinin ikna edici yazma uygulamalar1 sonrasi, Yazma Motivasyonu Olgegi’nin

uygulanmastyla elde edilen puanlar arasinda anlamli bir farkliligin olup olmadigina yonelik
yapilan bagimsiz 6rneklemler t-testi sonuglari, Cizelge 15°te gdsterilmistir.

Cizelge 15. Deney ve Kontrol Gruplarinin Yazma Motivasyonlart Son Testlerinin Karsilastirilmasi

Gruplar N X 55 sd t D
Deney (Son Test) 21 38.95 9.44

40 1.067 0.06
Kontrol (Son Test) 21 35.10 13.61

Cizelge 15 incelendiginde, uygulama sonrasi deney ve kontrol gruplarinin yazma
motivasyonu ortalama puanlar1 arasinda anlamli  bir farklihgin = olmadigi
(trsgy = 1.067, p = .05) gorilmektedir. Deney grubunun yazma motivasyonu son test

ortalamast 38.95, kontrol grubunun yazma motivasyonu son test ortalamasi ise 35.10’dur.
Yazma motivasyonu agisindan deney ve kontrol grubunun son testlerinde anlamli farklilik
olmasa da deney grubunun yazma motivasyonu son test ortalamasi kontrol grubundan
fazladir. Bu bulgu, argiimantasyon temelli 6grenme modeliyle uygulama yapilan deney
grubunun yazma motivasyonunu artirdig1 ancak geleneksel yazma 6gretimi yapilan kontrol
grubunda ise yazma motivasyonunda artis olmadig1 anlamina gelmektedir.

Deney grubunda argiimantasyon temelli 6grenme modeliyle gergeklestirilen ikna
edici yazma uygulamalarinin 6grencilerin yazma motivasyonlarini anlamli bir sekilde
artirdig1 ancak uygulamada olan 6gretim programina gore dgretime devam eden kontrol
grubunda ise Ogrencilerin yazma motivasyonlarinda anlamli bir artisin  olmadigi
sOylenebilir.

Tartisma ve Sonug

Arastirma, arglimantasyon temelli 6grenme modelinin 6grencilerin yazili argiiman
kullanma seviyelerine, ikna edici yazma basarilarina ve yazma motivasyonlarina etkisini
belirlemeyi kapsamaktadir. Bu ¢ercevede arastirmanin yazili argliman seviyesi, ikna edici
yazma bagaris1 ve yazma motivasyonlarina yonelik bulgulari, alanyazinda konu ile ilgili yer
alan kaynaklar lizerinden tartigilmistir.

Arastirmanin argiimantasyon temelli 6grenme modelinin Ggrencilerin yazili
argliman kullanma seviyelerine etkisine yonelik arastirma sorusu kapsaminda; uygulama
yapilan deney grubunun yazili argiiman kullanma seviyelerinin arttig1 ancak uygulamada
olan Ogretim programina gore ogretime devam eden kontrol grubunun ise yazili argiiman
kullanma seviyelerinin 6n ve son test agisindan birbirine yakin oldugu sonucuna ulasilmstir.
Deney grubunun ortalamasi; Erduran, Simon ve Osborne (2004) tarafindan belirtilen
argliman degerlendirme cercevesine gore On testte birinci seviyedeyken son testte ikinci ve
liclincii seviye araligina yiikselmistir. Kontrol grubu ise 0n testte ve son testte birinci ve
ikinci seviye araliginda kalmigtir. Bu sonugtan hareketle argiimantasyon temelli 6grenme
modelinin 6grencilerin  yazili argliman kullanma seviyelerini artirdig1r soylenebilir.
Arastirmanin bu sonuglart ile yapilan ¢alismalarin sonuglar ortiismektedir.

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 29-58



Argiimantasyon Temelli Ogrenme Modeli....

Karakas ve Sarikaya (2020), simif 6gretmeni adaylarinin argiimantasyon destekli
bireysel ve grup argiiman olusturma siirecinde uygulamalarin arttik¢a ortalama puanlarin
yilikseldigini ifade etmektedir. Argiimantasyon temelli yapilandirilmis ¢alismalarda
ogrencilerin argliman iiretme kalitesinin yiikseldigi yapilan arastirmalarda belirtilmektedir
(Aktas ve Dogan, 2018; Hasangebi, 2014; Torun ve Sahin, 2015). Dasgin (2022), ortaokul
ogrencilerinin argliman sevilerini ele aldigi ¢alismada, bes ve sekizinci sinif 6grencilerinin
genel olarak bir, iki ve t¢iincii seviyede argiiman iiretebildiklerini ifade etmistir. Akmaz
(2023), yaptig1 calismada yedinci smif 6grencilerinin argiiman olusturma diizeylerinin
genellikle ikinci seviyede oldugunu ifade etmistir. Cinici vd. (2014), yaptiklar1 ¢alismada
ogrencilerin iddia ve gerekgeyi siklikla kullandigini belirtmislerdir, bu da seviyenin birinci
ve ikincide siklastigini goOstermektedir. Diger arastirmacilar da benzer sonuglara
ulagsmiglardir (Aslan, 2012; Caliskan ve Kapucu, 2021; Karigan, 2011).

Arastirmanin argiimantasyon temelli 6grenme modelinin 6grencilerin ikna edici
yazma basarilarina etkisine yonelik arastirma sorusu kapsaminda; uygulama yapilan deney
grubunun ikna edici yazma basarilarinin arttig1 ancak uygulamada olan 6gretim programina
gore Ogretime devam eden kontrol grubunun ise ikna edici yazma basarilarinin 6n ve son
test acisindan birbirine yakin oldugu sonucuna ulasilmigtir. Bu sonugtan hareketle
arglimantasyon temelli 6grenme modelinin 6grencilerin ikna edici yazma basarilarini
artirdigi sOylenebilir. Arastirmanin bu sonuglar1 ile yapilan ¢aligmalarin sonuglar
ortiismektedir.

Aydin (2022), ortaokul yedinci siniflarin ikna edici konusmalarini gelistirmek igin
arglimantasyon temelli 6grenme modelini kullanmig ve siirecin sonuna dogru 6grencilerin
ikna edici konusmalarinin seviyesi artig gostermistir. Balct (2015), yaptig1 calismada
argiimantasyon temelli Ogretimin Ogrencilerin anlatma becerilerini gelistirdigini ifade
etmistir. Uc ve Benzer (2021), ortaokul yedinci sinif 6grencileriyle yaptigi calismada yazma
destekli arglimantasyon galigmalarinin &grencilerin yaratict yazma becerilerini olumlu
etkiledigini ifade etmektedirler. Giizelkii¢iik (2022), argiimantasyon temelli 6gretimin
ogrencilerin ikna edici konugmalarmi olumlu yonde etkiledigini belirtmistir. Tekindur
(2022), arglimantasyon destekli bilimsel yazma ¢aligmalarinin mevcut yontemlerden daha
etkili oldugunu ifade etmektedir. Diger arastirmacilar da arglimantasyon temelli 6grenme
modelinin basariy1 arttirdigi sonucuna ulagsmiglardir (Aslan, 2018; Aguirre Mendez vd.,
2020; Aktas ve Dogan, 2018; Cevger ve Akkus, 2022; Cheong, Zhu ve Xu, 2021; Er ve
Kirindi, 2020; 11k, 2019; Preiss vd., 2013; Sahin ve Yalcin, 2023; Yasuda, 2023). Yazili
argliman tiretmenin ikna edici yazma becerisi i¢in dnemli bir unsur oldugu diisiiniildiigiinde,
arglimantasyon temelli 6grenme anlayisinin yazma becerisi 6gretim siirecinde 6nemli bir
roliiniin olabilecegini sdylenebilir.

Arastirmanin arglimantasyon temelli 6grenme modelinin Ogrencilerin yazma
motivasyonlarina etkisine yonelik aragtirma sorusu kapsaminda; uygulama yapilan deney
grubunun yazma motivasyonlarinin arttig1 ancak uygulamada olan 6gretim programina gore
ogretime devam eden Kontrol grubunun ise yazma motivasyonlarinin 6n ve son test
acisindan birbirine yakin oldugu sonucuna ulasilmigtir. Bu sonugtan hareketle
arglimantasyon temelli 6grenme modelinin 6grencilerin yazma motivasyonlarini artirdigi
sOylenebilir. Arastirmanin bu sonuglar ile yapilan ¢alismalarin sonuglari ortiismektedir.
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Argilimanlarla destekli yazma ile yazma motivasyonu arasinda olumlu ve anlamli bir
iliskinin oldugu (Muhyiddin vd., 2018), argiimanlarla destekli yapilan 6gretim sonucunda
ogrencilerin igsel motivasyonlarin arttigi1 (De Bernardi ve Antolini, 2007), Toulmin’in
argiimantasyon modeli semasiyla yapilan 6gretimle 6grencilerin yazma motivasyonlarinin
arttig1 (Wolfe, Britt ve Butler, 2009) belirtilmektedir. Bu arastirmalarin yani sira Aydogdu
(2017), ortaokul altinc1 smif Ogrencileriyle yaptigi ¢alismada argiimantasyon temelli
ogrenme modelinin 6grencilerin derse yonelik motivasyonlarini arttirdigini belirtmektedir.
Cicek Sentiirk (2020), c¢alismasinda egitici ¢izgi romanlarin argliimantasyonla
desteklendiginde besinci simif 6grencilerinin  motivasyon seviyelerini  arttirdigini
belirtmektedirler. Diger arastirmacilar da argiimantasyon temelli 6grenme modelinin
motivasyonu arttirdig1 sonucuna ulasmislardir (Akmaz, 2023; ilk, 2019; Inam, 2020; Kaya,
2023; Yiiksel, 2019). Yazma becerisinin gelistirilmesinde dnemli bir duyussal unsur olan
motivasyonun dgrencilerde yeterli seviyede bulunmasi énemli bir konudur. Bu cergevede
arglimantasyon temelli 6grenme siireglerinin yazma motivasyonunu artirmak igin iglevsel
bir 6gretim unsuru olabilecegi agiktir.

Oneriler

Arglimantasyon temelli 6grenme modelinin yedinci simif 6grencilerinin yazili
argiman kullanma seviyelerine, ikna edici yazma basarilarina ve yazma motivasyonlarina
etkisinin belirlendigi bu arastirmanin sonuglarindan hareketle asagidaki Oneriler
gelistirilmistir:

e Bu arastirma, yedinci sinif 6grencileriyle gerceklestirilmistir. Farkli siniflarda

arglimantasyon temelli Tiirk¢e 6gretimi ele alinip incelenebilir.

e Bu arastirmada argiimantasyon temelli 6grenme modelinin duyugsal 6zellik
olarak yazma motivasyonuna etkisi ele alinmistir. Yazma kaygisi, yazmaya
yonelik tutum ve yazma 6z yeterligi gibi alanlara etkisi arastirilabilir.

e Yazma becerisi egitiminde argiiman tiretme vb. becerileri gelistirici etkinliklere
daha fazla yer verilebilir.

e Bu arastirmada Toulmin’in arglimantasyon modeli kullanilmistir, diger argliman
modelleri ele alinarak benzer veya farkli degiskenlere etkisi ya da bu
degiskenlerle iliskisi ortaya konulabilir.

e Bu aragtirmada argliman seviyelerini belirlemek i¢in Erduran vd.nin (2004)
Argiiman Degerlendirme Cergevesi kullanilmistir. Diger ¢alismalarda farkl
degerlendirme dlgekleri kullanilarak argiiman seviyeleri belirlenebilir.
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Ekler

Ek A. Yazili Argiiman Kullanma Seviyesi Coziimleme Ornegi

Yonerge Dengeli beslenmeyen bir arkadasinizi, dengeli beslenmesi igin ikna ediniz.
Numara 15
Seviye 4

Dengeli beslenirsen daha saglikli yasarsm. Viieudun daha ding olur. SEEHRIISESaERNEH

Giizel olmak igin saghkli ve
dengeli beslenmek de gerekir. Giinde 1 litre su igmek viicuda, yiize ¢ok saglikhidir, bol bol su

icmenin bir siirii yarart vardir. Hem saglhkli beslenmeliyizj S iiCaiyeiciiycnickiyciickides
beslenmek daha iyi olabilir.

Iddia: Dengeli beslenirsen daha saghkli yagarsin, Giizel olmak i¢in saglikh ve dengeli
Céziimleme beslenmek de gerekir. Bol bol su icmenin bir siirii yarari vardur.

Veri: Viicudun daha ding olur.

Gerekee: Saglkli yagamak icin sebze, meyve, et ve balik gibi seyler yemek lazun, Mesela
hamburger, pizza, cips, ¢ikolata gibi yiyecekler saghigimizi bozar, yiiziimiizde sivileeler
cikabilir.

Destekleyici: Giinde 1 litre su igmek viicuda, yiize ok sagliklidir,
Smmrlayicr: Ayrica yeterli yemek yemek de zararlidur.

Ciiriitiicii: Hastalik gibi seyler alabilir. Bunun icin doktorlarindan tavsiye alip ona gére
beslenmek daha 1y1 olabilir.
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Ek B. ikna Edici Yazma Calismas1 Ornegi

Ikna Edici Metin Yazma Yonerges|

\erge: Dengeli beslenmeyen bir arkadasinizi, dengeli beslenmesi igin ikr
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EXTENDED ABSTRACT

Exploring the Effect of Argumentation-Based Learning on 7th Grade Students' Written
Argument Use Levels, Their Persuasive Writing Success and Motivation

Upon analyzing academic studies in Turkey, there is no such a study specifically published
on employing the argumentation-based learning model to enhance persuasive writing skills and
writing motivation. Implementing innovative teaching approaches within Turkish education is
expected to enrich the field of writing skills for researchers, educators, and students. This study aims
to explore the impact of the argumentation-based learning model on the 7th-grade students'
proficiency in using written arguments, their achievements in persuasive writing, and their
motivation to write. This study utilized an experimental design, one of the quantitative research
methods, to assess the impact of the argumentation-based learning model on 7th-grade students' use
of written arguments, their achievements in persuasive writing, and their motivation to write. Quasi-
experimental designs were adopted due to the non-random assignment of participants to
experimental and control groups. The working group encompassed 7th-grade students studying at a
state secondary school in a province during the 2022-2023 academic year. Both students and parents
were informed about the study's scope and they voluntarily consented to participate. Convenience
sampling method was employed to select students. The study consisted of a total of 42 students, with
21 in the experimental group and 21 in the control group. This study deployed the Argumentation
Evaluation Scale developed by Erduran, Simon, and Osborne (2004); the Persuasive Writing
Measurement Tool by Kaptan (2015); and the Writing Motivation Scale by Deniz and Demir (2020).
Over an eight-week period, implementation and data collection emerged within two lesson hours per
week. Two researchers conducted the analysis to ensure inter-rater reliability. Afterwards, the data
were analyzed using the SPSS 24 software package, including both descriptive and inferential
statistics. Regarding the research question on the impact of the argumentation-based learning model
on students' use of written arguments, the experimental group was identified to exhibit an increase
in their levels of written argumentation. Conversely, the control group, which followed the standard
curriculum, showed minimal difference in their pre-test and post-test written argumentation levels,
meaning that the argumentation-based learning model effectively enhances students' levels in
employing written arguments. As regards the research question concerning the impact of the
argumentation-based learning model on students' persuasive writing achievements, the experimental
group was noted to increase in their persuasive writing accomplishments. However, the control
group, which followed the standard curriculum, demonstrated minimal deviation between their pre-
test and post-test results in persuasive writing achievements. This indicates that the argumentation-
based learning model effectively enhances students' level in persuasive writing. Concerning the
research question about the effect of the argumentation-based learning model on students' writing
motivation, the experimental group was determined to experience an increase in their motivation to
write. On the contrary, the control group, which continued with the conventional teaching methods,
showed little difference between their pre-test and post-test results in writing motivation. Thus, it is
most probable that the argumentation-based learning model effectively increases students'
motivation to write.
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Anahtar Sozciikler:
Yabancilara Tiirk¢e Ogretimi
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yiiksek lisans tezi

Arastirmada yabancilara Tiirkge Ogretimi alaninda hazirlanan yiiksek
lisans tezlerinde kullanilan 6lgme araglarinin isimlerini, tiirlerini, hangi
amaglarla kullanildigim1  ve nasil gelistirildigini tespit etmek
amaglanmistir. Bu amag dogrultusunda YOK iin veri tabani taranarak
tespit edilen 62 yiiksek lisans tezi betimsel igerik analizi yontemiyle
incelenmistir. Arastirmanin sonucunda yabancilara Tiirkce Ogretimine
yonelik yiiksek lisans ¢alismalarinda kullanilan 6lgme araglarinin
sikliklar ile kullanim sikliklari tespit edilmistir. Elde edilen veriler
frekanslarla birlikte tablolarla sunulmustur. Elde edilen veriler
dogrultusunda yabancilara Tiirk¢e egitimi alaninda yapilan yiiksek
lisans tezlerinde 77 6lgme aracinin kullanildigi tespit edilmistir. Tespit
edilen dlgme araglarinin sikliklari ise 6lgek (f=13), puanlama anahtari
(£=5), form (f=31), test (f=21) ve diger dlgme araglart (f=1) olarak
saptanmistir.

Bilgilendirme

Yayin Etigi Bilgilendirme

Yazarlarin Katki Oram
Cikar Catismasi

Gonderim

Bu ¢aligma i¢in herhangi bir fon saglanmamistir.

Bu ¢aligma bilimsel yayin etigine uygun olarak yapilmistir. Bu ¢alisma igin
Etik Kurul Karart gerekli degildir.

Her iki yazar da literatiir taramasina, veri toplamaya, veri analizi ve raporlama
asamalarma katki saglamistir.
Bu ¢aligmada bir ¢ikar ¢atigmasi yoktur.

Bahsi, N., & Genger, G. (2024). Yabancilara Tirk¢e Ogretimi alaninda
hazirlanan yiiksek lisans tezlerinde kullanilan 6lgme araglarmin incelenmesi.
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Giris

21. yilizyilda, bilim ve teknolojideki gelismelerle birlikte kiiresellesme artmus;
insanlarda egitim, ticari ve ekonomik nedenlerle baska iilkelere go¢ etme istegi uyanmis;
bunun sonucunda da insanlarda ikinci bir dil edinme ihtiyaci olugsmustur. Diinyada genis
bir konugma sahasi bulan Tiirk¢eye duyulan ilgi de her gegen giin artmaktadir. Tirkiye’de
son yillarda egitim ve ekonomideki ilerleme ile Ortadogu sinirlarinda gelisen siyasi krize
Tiirkiye’nin alternatif olmasi birg¢ok kisinin Tiirkiye’de egitim almak, gegici koruma
statiisiinde giivenli bir sekilde yasamak ve ticari bir iliski kurmak i¢in burada yagamak
istemesini saglamistir. Bu durum Tirkiye’ye gogii ve Tiirkgeyi yabanci dil olarak
O0grenmeye ilgiyi artirmistir. Yabanci dil olarak Tiirkge 6gretimi talebini karsilamak igin
yurt icinde iiniversiteler biinyesinde TOMER, DILMER gibi kurumlar araciligiyla
iiniversite 6grencilerine; Halk Egitim Merkezleri biinyesinde ise ¢ocuklara ve yetiskinlere
Tiirkge 6gretimi yapilmaktadir. Milli Egitim Bakanlig1 ise bu amag dogrultusunda PIKTES
gibi ¢esitli projeleri gelistirerek kendi bilinyesinde egitim goren Ogrencilere Tiirkce
ogretmektedir. Yurt disinda Yunus Emre Enstitiisii ve Maarif Vakfi Tiirkce 6grenmek
isteyenlerin taleplerini karsilamaktadir. Ydritilen bu kurumsal faaliyetlerin disinda
iiniversitelerde daha nitelikli bir egitim yapilmasi1 i¢in yiiksek lisans ve doktora
programlari, sertifika programlari agilarak birgok kisinin egitim almasi saglanmaktadir.

Yabancilara Tiirkce Ogretimi siireci; temel dil bilgisi kurallarinin 6gretilmesi,
kelime dagarciginin genisletilmesi, dil becerilerinin gelistirilmesi ve Tirk kiiltiiriiniin
tanitilmasi gibi unsurlar icerir. Tiirk¢e 6gretiminin, egitim bilimleri ve kiiltiir aragtirmalari
gibi disiplinlerin kesisim noktasinda bulunan bu alanin, ana amaglart su sekilde
siralanabilir: 6grencilerin konusma, dinleme, okuma ve yazma becerilerini Tiirk¢e olarak
gelistirerek iletisimde etkin olmalarimi saglamak; dilbilgisi, kelime bilgisi ve dil yapilarim
ogrencilere 0greterek onlarin dil edinim siirecini desteklemek; Tiirk dilinin yani sira Tiirk
kiiltiiriinii ve toplumunu da 6grencilere tanitarak kiiltiirel farkindalik ve anlayis1 artirmak;
ogrencilere c¢esitli dil Ogretim materyalleri ve kaynaklar sunarak Ogrenme siirecini
zenginlestirmek; 6grencilerin Tiirk¢e 6grenme motivasyonunu ve ilgisini canli tutmak i¢in
cesitli etkinlikler diizenlemek igin 6gretim yontemleri kullanmak; Tiirk¢enin etkili bir
sekilde 6gretilmesi ve 0grenilmesi i¢in yontemler, stratejiler ve materyaller gelistirmek,
ogrencilerin dil becerilerini degerlendirmek ve dil 6gretim programlarini siirekli olarak
tyilestirmek icin ¢esitli degerlendirme araclarini olusturmaktir. Bu amaclar dogrultusunda
gerceklesen egitim- Ogretim faaliyetlerinin yaninda iiniversiteler de yabancilara Tiirkge
egitimi alaniyla ilgili yaptig1 aragtirmalar ve tezler araciligiyla alana katki sunmaktadir.

Yabancilara Tiirkge 6gretimi alamiyla ilgili ¢esitli kaynak¢a deneme c¢aligmalari
yapilmistir. Demircan (1982), Erdem (2009), Goger ve Mogul (2011)’un yapmis olduklari
caligmalarda bu alanda yazilan tarihi kaynaklara yer vererek bu alanin tarihsel gelisimini
anlatmiglardir. Ayrica ¢aligmalarinda bu alanla ilgili hazirlanan tezlere ve ders kitaplarina
yer vermislerdir. Bu alanla ilgili hazirlanan yiiksek lisans tezlerini inceleyen caligmalar da
bulunmaktadir. Biiyiikikiz (2014), Celebi vd. (2019), Cift¢i ve Coskun (2017) bu alanda
yapilan tezleri cesitli degiskenler agisindan incelemislerdir. Uysal, Zorpuzan (2021) bu
alanda yazma becerisinin 6gretimine yonelik olanlari, Ayranci (2019) Tiirk¢e 6gretiminde
kiiltiir aktarimi1 sahasinda olanlari, Sallabas ve Polat (2022) teknoloji tabanl tezleri, Maden
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ve Onal (2021) yiiksek lisans ve doktora tezlerin arastirma egilimlerini, Tasdemir vd.
(2023) dil becerileri bakimindan, Demir (2021) nicel arastirma yontemleri kullanilarak
yapilan lisansiistl tezlerdeki egilimleri, Sevim vd. (2023) bu alandaki tezlerdeki egilimleri
incelemistir. Can (2023) calismasinda yabanci dil olarak Tiirk¢e 6gretiminde karsilasilan
sorunlart inceleyen tezler iizerinde calisma yapmistir. Alan yazininda yapilan ¢alismalar
incelendiginde yabancilara Tiirkge egitiminde yapilan lisansiistii ¢aligmalarin ¢esitli
yonlerden farkli degiskenler bakimindan incelendigi goriilmektedir. Genellikle yapilan
arastirmalarda tezler farkli degiskenler bakimindan incelenmistir fakat alan yazinda
yabancilara Tiirk¢e Ogretimi alaninda hazirlanan tezlerde kullanilan 6lgme araglarini
inceleyen bir ¢alismaya rastlanilmamistir. Bu baglamda bu arastirmanin amaci Yabancilara
Tiirkge 6gretimi alaninda hazirlanan yliksek lisans tezlerinde kullanilan 6lgme araglarini
belirlemektir. Bu konu daha once yapilan c¢alismalarda ele alinmayan bir konu olmasi
bakimindan ©6nem tagimaktadir. Bu dogrultuda bu arastirmanin problem ciimlesi
“Yabancilara Tiirk¢e 6gretimi alaninda hazirlanan lisansiistli ¢aligmalarda kullanilan dlgme
araglart nelerdir?” olmustur. Bu problem cilimlesine bagli olarak asagidaki sorulara
cevaplar aranmistir:

1.Yiiksek lisans tezlerinde kullanilan 6l¢gme araglar1 nelerdir?
2. Yiiksek lisans tezlerindeki 6l¢gme araclarinin dagilimlart nasildir?
3. Yiiksek lisans tezlerinde kullanilan 6lgme araglari hangi amagclarla kullanilmigtir?

4. Yiiksek lisans tezlerinde kullanilan 6lgme araglari nasil gelistirilmigtir?

Yontem

Arastirma Tasarimi/Modeli

Yabancilara Tirkge 6gretimi alaninda hazirlanan lisansiistii tezlerde kullanilan
Olgme araglarin1  belirlemeyi amaclayan bu calismada betimsel tarama modeli
kullanilmistir. Tarama modeli ge¢miste ya da gilinlimiizde olan bir durumu, var oldugu
sekli ile betimlemeyi amaglayan bir yaklagimdir. Bu model belirlenen konulardaki mevcut
durumlart arastirarak sonuca ulasmay1 amaglamaktadir. (Karasar, 2014).

Yayin Etigi

Arastirma kamuya acgik yiiksek lisans tezleri {lizerinde yapilmasi nedeniyle
Yiiksekogretim Kurulunda kolayca erisilebilen tezler igin etik kurul onay1 gerekmemistir.
Ulusal Tez Veritabani (http://tez.yok.gov.tr/Ulusaltezmerkezi) iizerinden erisime agik
tezler caligmanin veri setini olusturmaktadir.

Veri Toplama ve Verilerin Coziimlenmesi

Caligmada verileri toplamak amaciyla Temizkan ve Yildirim (2023) tarafindan
gelistirilen “Ol¢me Araglarini Degerlendirme Formu” kullanilmistir. Kullanilan bu veri
toplama araci ile tezlerde hangi tiir 6l¢cme araglarinin kullanildigi, 6lgme araglar1 hangi
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amaclarla kullanildigi, nasil gelistirildigi ve hangi amacgla kullanildig1 tespit edilerek
kodlanmustir.

Kullanilan
Form
Araciligiyla
Verilerin
Toplanmasi

Konuyla
igili

Konuyla
ilgili

0 . Verilerin
Verilerin

Analizi

Tablolarla
Sunumu

Tezlerin
Segilmesi

Tezlerin
Taranmasi

Sekil 1. Arastirmada Veri Toplama Siirecinde Izlenen Adimlar

Icerik analizi, bir arastirma yontemi olarak kullamilan ve yazili veya sdzlii
metinlerin sistematik olarak incelenmesini ve analiz edilmesini i¢eren bir siirectir. Bu
yontem, metinlerin igerigini anlamak, desenleri belirlemek, temalar1 tanimlamak, iligkileri
kesfetmek ve bulgular1 gikarmak igin kullamlir. igerik analizinin uygulama sekillerine gore
baz tiirleri bulunmaktadir. Bunlardan biri olan betimsel igerik analizi, nitel arastirmalarda
kullanilan bir yontemdir ve metinlerin/ dokiimanlarin igerigini ayrintili olarak tanimlamak,
kategorize etmek ve betimlemek icin kullanilir. Bu yontem ayrica arastirmacilarin
metinlerdeki farkli temalar1 veya 6zellikleri tanimlamalarina ve belirli bir konuda detayli
bir betimleme sunmalarina olanak tanir.

Arastirmanin analiz siirecinde giivenirliligi olusturmak amaciyla kodlayicilar
arasinda giivenirlik analizi yapilmistir. Veri toplama araci olarak kullanilan forma veriler
kodlanirken her iki arastirmaci da farkli ortamlarda kodlama yapmislardir. Daha sonra
yapilan kodlamalar arasindaki tutarlilik incelenmistir. Giivenirlik hesaplamasinda, [goriis
birligi / (goris birligi + goriis ayriligl) x 100] formiilii kullanilarak (Wolery, Bailey ve
Sugai, 1988) kodlayicilar aras1 giivenirlik (goriis birligi saglandiktan sonra) %100 olarak
bulunmustur. Arastirmada toplanan veriler giivenirlik calismasindan sonra betimsel
istatistiki yontem (frekans) kullanilarak raporlastiriimistir.

Islem Siireci

Bu c¢aligmanin veri setini yabancilara Tiirk¢e egitiminde yapilan yiiksek lisans
tezleri olusturmaktadir. Calismada veri setinin se¢iminde amagli 6rnekleme tiirlerinden
olciit drnekleme tercih edilmistir. Olgiit drneklem, arastirmacinin calismak istedigi alanm
konusuna gore kendi belirledigi ya da bir bagkasinin belirledigi dlgiitlere gore belli bir
niteligi saglayan orneklemini sectigi yontemdir (Biyiikoztiirk vd., 2021). Arastirmada
yabancilara Tiirkge egitiminde yapilan yiiksek lisans tezi olmasi veri seti tercihinde 6l¢iit
olarak alinmistir. Bu veri setine ulasmak icin YOK Tez’in veri tabanina arastirmanin
anahtar kelimeleri yazilarak taramalar yapilmistir. Bu taramalar sonucunda 97 teze
ulagilmis ve calismanin Sl¢iitiinii saglayan 62 tez arastirmaya dahil edilmistir.

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 59-86



Yabancilara Tiirkce Ogretimi Alaninda Hazirlanan...

Bulgular

Bu boliimde elde edilen veriler 6lgme araglarinin genel dagilimlari, tiirleri, tiirlere
gore dagilimlar, gelistirilme amaclar1t ve gelistirilme sekilleri olarak tablolarla
sunulmustur.

Yiiksek Lisans Tezlerinde Kullanilan Ol¢me Araclariin Sayisal Dagilimlarina
Iliskin Bulgular
Tablo 1. Yiiksek Lisans Tezlerinde Kullanilan Olgme Araglarmin Sayisal Dagilimi

63

Olgme Aracinin Tiirii Olgme Aracinin Siklig f
Bloek 13 17
Puanlama Anahtar1 (Rubrik) 5 7
Form 31 40
Test 21 23
Anket 6 9
Diger Olgme Araglar 1 1
Toplam 77 97

Tabloda Yabancilara Tiirkce Ogretimine yonelik yiiksek lisans tezlerinde kullanilan
Olgme araclarinin sayisi ile kullanim sikliklar1 yer almaktadir. Bu baglamda yiiksek lisans
tezlerinde toplam 77 Olgme aract (f=97) defa tekrar edilerek kullanilmistir. Bu 6lgme
araglarindan 13 olgek (f=17) defa, 5 puanlama anahtari (rubric) (f=7) defa, 31 form (f=40)
defa, 21 test (f=23) defa, 6 anket (f=9) defa kullanilmistir. “Diger” kategorisindeki 1 dlgme
araci (f=1) defa kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan Olgeklerin Dagilimlarina iliskin Bulgular
Tablo 2. Yiiksek Lisans Tezlerinde Kullanilan Olgeklerin Dagilimlart

Olgek

Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygis1 Olgegi

Yazma Egilimi Olgegi

Reconsidering Translation and Mother Tangue in English Language Teaching An
Attitudinal Study of Terriary Level Students and Teachers in Austria and Turkey

Baslangig Seviyesi iletisim Oyunlari Degerlendirme Olgegi

Al Seviyesi Konusma Becerisi Degerlendirme Olgegi

= R W=

Egitsel Web Sitesi Degerlendirme Olcegi

Metinlere Yonelik Okuma Motivasyon Olgegi

Yabanci Dil Olarak Tiirkge Ogrenme Kaygis1 Olcegi

Japanese Language Needs Analysis (Tiirk¢eye uyarlanmig hali)

Yaratict Drama Yonteminin Etkisine iliskin Tututm Olgegi

Web 2.0 Araglar1 Kullanim Yetkinligi Olgegi

Sinif I¢i Catisma Cézme Tutumlari Olgegi

Yabanci Dil Olarak Tiirkge Ogrenenler I¢in Dinleme Oz Yeterlik Olgegi
Metne Yonelik Degerlendirme Olgegi

P WR RPRPRPRPNDRP PR

Tabloda yabancilara Tiirk¢e 6gretimi alanindaki yiiksek lisans tezlerinde kullanilan
Olceklerin dagilimlart yer almaktadir. Bu baglamda ¢alismalarda en fazla goriilen 6lgekler
“Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygisi Olgegi” (£=3),
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“Metinlere Yonelik Okuma Motivasyon Olgegi” (f=2), “Yabanci Dil Olarak Tiirkce
Ogrenenler I¢in Dinleme Oz Yeterlik Olgegi” (f=3) seklindedir. Bunlardan “Tiirkceyi
Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygis1 Olgegi”, “Yabanci Dil Olarak
Tiirkge Ogrenenler I¢in Dinleme Oz Yeterlik Olgegi” 3’er defa kullanilmistir. Metinlere
Yénelik Okuma Motivasyon Olgegi” ise 2’ser defa kullanilmistir. Tablodaki diger dlgekler

ise birer defa kullanilmigtir.

Yiiksek Lisans Tezlerinde Kullamlan Olceklerin Amagclarina Yénelik Bulgular

Tablo 3. Yiiksek Lisans Tezlerinde Kullanilan Olgeklerin Amaglari

Veri Toplama Aracinin Amaci Olgegin Ad1

Yazma becerisine yonelik kaygi Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yénelik Yazma Kaygisi
diizeyini belirlemek Olgegi

Yazma becerisi egilimini belirlemek Yazma Egilimi Olgegi

Ceviri kullanimina yonelik ogrenci
goriiglerini belirlemek

[letisim oyunlarmin
becerisine etkisini belirlemek
Konusma becerisi diizeyini belirlemek
Egitsel web sitelerine yonelik 6gretici
goriiglerini belirlemek

Okuma motivasyonunu belirlemek
Tiirkge 6grenme kaygisini belirlemek
Ihtiyac analizi yapmak

Yaraticit dramanin konusma becerisine
etkisini belirlemek

Ogretici yetkinliklerini belirlemek
Ogretici tutumlarini belirlemek
Dinleme 6z yeterliliklerini belirlemek

konusma

Reconsidering Translation and Mother Tangue in English Language
Teaching An Attitudinal Study of Terriary Level Students and
Teachers in Austria and Turkey

Baslangic Seviyesi Iletisim Oyunlar1 Degerlendirme Olgegi

Al Seviyesi Konusma Becerisi Degerlendirme Olgegi
Egitsel Web Sitesi Degerlendirme Olcegi

Metinlere Yo6nelik Okuma Motivasyon Olgegi

Yabanci Dil Olarak Tiirkge Ogrenme Kaygis1 Olgegi
Japanese Language Needs Analysis

Yaratict Drama Yonteminin Etkisine iliskin Tutum Olgegi

Web 2.0 Araglar1 Kullanim Yetkinligi Olgegi
Smif i¢i Catisma Cézme Tutumlar1 Olgegi
Yabanci Dil Olarak Tiirkce Ogrenenler i¢in Dinleme Oz Yeterlik

Olgegi
Metne Yonelik Degerlendirme Olgegi
Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yénelik Yazma Kaygisi

Okudugunu anlamay1 belirlemek
Yazma kaygisi diizeyini belirlemek
Olgegi

Tabloda yiiksek lisans tezlerinde kullanilan Olgeklerin adlart ve gelistirilme
amaclart yer almaktadir. Buna gore yazma becerisi kaygisini belirlemek amaciyla
“Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygist Olgegi”, yazma
becerisi egilimini belirlemek i¢in “Yazma Egilimi Olgegi”, ceviri kullanimma yénelik
ogrenci goriislerini belirlemek iginse “Reconsidering Translation And Mother Tangue In
English Language Teaching An Attitudinal Study Of Terriary Level Students And
Teachers in Austria And Turkey” adli dlgek kullanilmistir. iletisim oyunlarinin konusma
becerisine etkisini belirlemek amaciyla “Baslangic Seviyesi Iletisim Oyunlari
Degerlendirme Olgegi”, konusma becerisi diizeyini belirlemek icin “A1 Seviyesi Konusma
Becerisi Degerlendirme Olgegi”, egitsel web sitelerine yonelik odgretici goriislerini
belirlemek icinse “Egitsel Web Sitesi Degerlendirme Olgegi” kullanilmistir. Okuma
motivasyonunu belirlemek amaciyla “Metinlere Y&nelik Okuma Motivasyon Olgegi”,
Tiirkge 6grenme kaygisini belirlemek igin “Yabanci Dil Olarak Tiirkce Ogrenme Kaygist
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Olgegi,” ihtiya¢ analizi yapmak icin “Japanese Language Needs Analysis”, yaratici
dramanin konusma becerisine etkisini belirlemek i¢in “Yaratici Drama Yonteminin
Etkisine Iliskin Tutum Olgegi”, 6gretici yetkinliklerini belirlemek igin “Web 2.0 Araglart
Kullanim Yetkinligi Olgegi”, 6gretici tutumlarim belirlemek igin “Sinif I¢i Catisma Cozme
Tutumlar1 Olgegi”, dinleme 6z yeterliliklerini belirlemek igin “Yabanci Dil Olarak Tiirkge
Ogrenenler I¢in Dinleme Oz Yeterlik Olgegi”, okudugunu anlamay: belirlemek igin
“Metne Yoénelik Degerlendirme Olgegi”, yazma kaygisi diizeyini belirlemek icinse
“Tiirkgeyi Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygis1 Ol¢egi” kullanilmistir.

Yiiksek Lisans Tezlerinde Kullamlan Olceklerin Gelistirilme Bicimine Iliskin
Bulgular

Tablo 4. Yiiksek Lisans Tezlerinde Kullanilan Olgeklerin Gelistirilme Bigimleri

Olgegin adi Gelistirilme Bigimi
Arastirmaci tarafindan  Hazir olarak kullanilan
geligtirilen

Tiirkceyi Yabanci Dil Olarak Ogrenenlere

Yonelik Yazma Kaygist Olgegi

Yazma Kaygis1 Olcegi Sen ve Boylu (2017)

Yazma Egilimi Olgegi Piazza ve Sibert (2008) Iseri
ve Unal (2010) tarafindan
uyarlanarak

Yazma Kaygis1 Olgegi Daly ve Miller (1975)
Ozbay ve Zorbaz (2011)
tarafindan uyarlanarak

Reconsidering Translation and Mother Tangue Erdemir (2013)

in English Language Teaching An Attitudinal

Study of Terriary Level Students and Teachers

in Austria and Turkey

Baglangig  Seviyesi  lletisim  Oyunlar1  Seyhan (2021)

Degerlendirme Olgegi

A1 Seviyesi Konugma Becerisi Degerlendirme  Seyhan (2021)

Olgegi

Egitsel Web Sitesi Degerlendirme Olcegi Ates (2010)

Metinlere Yonelik Okuma Motivasyon Olgegi Aydemir ve Oztiirk (2013)

Yabanci Dil Olarak Tiirkce Ogrenme Kaygisi Geng Koylii ve Isik (2020)

Olgegi

Japanese Language Needs Analysis Iwai (1993) Cangal (2020)
tarafindan uyarlanarak

Yaratict Drama Yonteminin Etkisine Iliskin Gtilbahar ve Saylan (2019)

Tututm Olgegi

Web 2.0 Araglari Kullanim Yetkinligi Olgegi Celik (2021)

Yabanci Dil Olarak Tiirkge Ogrenmeye Sevim (2019)

Yonelik Motivasyon Olgegi

Sinif I¢i Catisma Cozme Tutumlari Olgegi Fidan Duman (2023)

Yabanct Dil Olarak Tiirkge Ogrenenler Igin Yaman ve Tulumcu (2016)

Dinleme Oz Yeterlik Olgegi

Metne Yonelik Degerlendirme Olgegi Basaran (2007)

Hikaye Metinlerinin Baglagiklik ve Nur Ates (2023)
Tutarliliklarin1 Degerlendirme Olgegi
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Tabloda yiiksek lisans tezlerinde kullanilan 6lgeklerin gelistirilme bigimleri yer
almaktadir. Olgekler arastirmaci tarafindan gelistirilen ve var olan bir dlgegin kullanilmas:
olarak iki kategoride incelenmistir. Bu dogrultuda yiiksek lisans tezlerinde arastirmacilarin
kendilerinin gelistirdikleri olgekler ile var olan dlgekleri kullanmalar1 arasinda bir denge
olmadig1 goriilmistiir. Tek yonlii ve 6zgilin ¢alismalarda arastirmacilar kendi gelistirdikleri
Olcekleri kullanirken temel becerilerin Olc¢iilmesinde ise daha Once baska calismalarda da
kullanilan hazir 6lgekler kullanmay1 tercih etmislerdir.

Yiiksek Lisans Tezlerinde Kullanilan Dereceli Puanlama Anahtarlarinin
Dagilhimlarina fliskin Bulgular

Tablo 5. Yiksek Lisans Tezlerinde Kullanilan Dereceli Puanlama Anahtarlarinin
Dagilimlar1

Dereceli Puanlama Anahtari

Kelime Vurgulama Olgiim Araci

Cozlimleme Tablosu

Konusma Sinavi Puanlama Anahtar1

Tiirkge Dil Becerilerini Degerlendirme Rubrigi

C1 Sozli Anlatim Becerisi Analitik Dereceli Puanlama Anahtari

e

C1 Karsilikli Konugma Becerisi Analitik Dereceli Puanlama Anahtari

Tabloda yiiksek lisans tezlerinde kullanilan dereceli puanlama anahtarlarinin
dagilmlar1 bulunmaktadir. Bu baglamda “Kelime Vurgulama Olgiim Aract” (f=1),
“Coziimleme Tablosu” (f=1), “Konusma Sinavi Puanlama Anahtar1” (f=1), “Tirkce Dil
Becerilerini Degerlendirme Rubrigi” (f=1), C1 “Sozlii Anlatim Becerisi Analitik Dereceli
Puanlama Anahtar1” (f=1) ve C1 “Karsilikli Konusma Becerisi Analitik Dereceli Puanlama
Anahtar1” (f=1) 6l¢iim araclarinin birer defa kullanildiklar1 gériilmiistiir.

Yiiksek Lisans Tezlerinde Kullanilan Dereceli Puanlama Anahtarlarinin Amaclarina
Gore Dagilimlar:

Tablo 6. Dereceli Puanlama Anahtarlarinin Amaglarina Gére Dagilimlari

Veri Toplama Araciin Amaci Dereceli Puanlama Anahtari

Prozodi egitiminin kelime vurgusuna etkisini Kelime Vurgulama Olgiim Araci

belirlemek

Ogrencilerin yazma yanlslarmi tespit etmek Coziimleme Tablosu

Ogrencilerin konugma becerilerini  Konugma Sinavi Puanlama Anahtart

degerlendirmek

Dort temel dil becerisini degerlendirmek Tiirkge Dil Becerilerini Degerlendirme Rubrigi

Konusma becerisini degerlendirmek C1 Soézli Anlatim Becerisi Analitik Dereceli Puanlama
Anahtar1

Konusma becerisini degerlendirmek C1 Karsilikli Konugma Becerisi Analitik Dereceli

Puanlama Anahtari

Tabloda ytiksek lisans tezlerinde kullanilan dereceli puanlama anahtarlarinin adi ve
gelistirilme amaclart bulunmaktadir. Bu dogrultuda 6grencilerin kelime vurgularindaki
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degisimleri tespit etmek amaciyla “Kelime Vurgulama Olgiim Arac1”, yazma yanlislarini
tespit etmek amaciyla “Coziimleme Tablosu”, konusma becerilerini degerlendirmek
amaciyla “Konusma Sinavi Puanlama Anahtar1”, dort temel dil becerilerini
degerlendirmek amaciyla “Tiirk¢e Dil Becerilerini Degerlendirme Rubrigi”, sozlii anlatim
ile karsilikli konusma becerilerini degerlendirmek i¢in de “C1 Sozlii Anlatim Becerisi
Analitik Dereceli Puanlama Anahtar1” ve “Cl Karsilikli Konusma Becerisi Analitik
Dereceli Puanlama Anahtar1” kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan Dereceli Puanlama Anahtarlarinin Gelistirilme
Bicimine Yonelik Bulgular

Tablo 7. Yiksek Lisans Tezlerinde Kullanilan Dereceli Puanlama Anahtarinin
Gelistirilme Bigimleri

67

Olgegin adi Gelistirilme Bigimi
Arastirmaci tarafindan gelistirilen Hazir olarak kullanilan
Kelime Vurgulama Olgiim Arac1 Sariman (2016)
Coziimleme Tablosu Kamalak (2017)
Konusma Sinavi Puanlama Anahtari Ocak (2019)
Tiirkge Dil Becerilerini Degerlendirme PIKTES(2020)
Rubrigi
Cl Sozlii Anlatim Becerisi Analitik Ayverdi (2023)
Dereceli Puanlama Anahtari
Cl Karsiikli  Konusma  Becerisi Ayverdi (2023)

Analitik Dereceli Puanlama Anahtari

Tabloda yiiksek lisans tezlerinde kullanilan dereceli puanlama anahtarlarinin
gelistirilme bicimleri bulunmaktadir. Dereceli puanlama anahtarlarinin  gelistirilme
bicimleri arastirmacilarin gelistirdikleri ve var olan 6l¢eklerin kullanimi olarak iki diizeyde
incelenmistir. Bu dogrultuda yiiksek lisans tezlerinde arastirmacilarinin gelistirerek
kullandiklar1 dereceli puanlama anahtarlar1 ile var olan dereceli puanlama anahtarlarim
kullanmalar1 arasinda bir denge olmadig1 tespit edilmistir. Incelenen ¢alismalarda
arastirmacilarin  ¢alismalarina yonelik dereceli puanlama anahtarlarin1  kendilerinin
gelistirdikleri goriilmiistiir. Sadece bir ¢alismada dereceli puanlama anahtarinin PIKTES
(2020) projesinin web sayfasindan alindig1 goriilmiistiir.

Yiiksek Lisans Tezlerinde Kullanilan Testlerin Dagihmlarina iliskin Bulgular
Tablo 8. Yiiksek Lisans Tezlerinde Kullanilan Testlerin Dagilimlar

Testler

Beden Dili Isaretleri Testi

Ogrenci Deyim Bilgisi Olgme Testi

Izledigini Anlama Calisma Kagidi Basar1 Testi
Yabancilara Tiirkge Ogretiminde Basar1 Testi
Okudugunu Anlama Basar1 Testi

Okuma Basar1 Testi

Deyim Ogretimi Basar1 Testi

Sézciik Ogretimi Bagar1 Testi

Dinledigini Anlama Basar1 Testi

(&I I e N N e el Bt
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Yabancilara Tiirkge Ogretiminde Akademik Basar1 Testi 1
Yazma Becerisi Basar1 Testi 1
C1 Diizeyi Sozlii Anlatim Becerisi Basar1 Testi 1
C1 Diizeyi Karsilikli Konugma Becerisi Basar1 Testi 1
Golgeleme Teknigi ile Tlgili Metin Degerlendirme Testi 1

Tabloda yiiksek lisans tezlerinde kullanilan testlerin dagilimlar1 bulunmaktadir. Bu
dogrultuda en fazla kullanilan test “Dinledigini Anlama Bagar1 Testi” (f=5) seklindedir.
Diger testler ise “Beden Dili Isaretleri Testi” (f=1), “Ogrenci Deyim Bilgisi Olgme Testi”
(f=1), “izledigini Anlama Calisma Kagid1” (f=1), “Yabancilara Tiirkce Ogretiminde Basar1
Testi” (f=1), “Okudugunu Anlama Bagar1 Testi” (f=1), “Okuma Basar1 Testi” (f=1),
“Deyim Ogretimi Basar1 Testi” (f=1), “Sézciik Ogretimi Basar1 Testi” (f=1), “Yabancilara
Tiirkce Ogretiminde Akademik Basar1 Testi” (f=1), “Yazma Becerisi Basar1 Testi” (f=1),
“C1 Diizeyi Sozlii Anlatim Becerisi Basar1 Testi” (f=1), “C1 Diizeyi Karsilikli Konusma
Becerisi Basar1 Testi” (f=1), “Golgeleme Teknigi ile Ilgili Metin Degerlendirme Testi”
(f=1) birer defa kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan Testlerin Amag¢larina Gore Dagilimlar:

Tablo 9. Testlerin Amaglarina Gore Dagilimlari

Veri Toplama Aracinin Amaci

Testler

Katilimeilarin  beden dili uyaricilarini  ne
kadar tanidiklarini tespit etmek
Dil gelisimini belirlemek

Videolarin  dinleme  becerisine  etkisini
belirlemek
Iletisimsel ~yaklasimin deyim &gretimine

etkisini belirlemek

Filmlerin anlama becerisin etkisini belirlemek
Z kitabin 6grenmeye etkisini belirlemek
Metinlerin anlamaya etkisini belirlemek
Okuma becerisi seviyesini belirlemek

TV dizilerinin deyim kullanimina etkisini
belirlemek

Sanal gergeklik araglarinin sozciik 6gretimine
katkisini belirlemek

Dinleme becerilerini 6lgmek

Akademik basariy1 belirlemek

Yazma becerisini gelisimini belirlemek
Konusma becerisi diizeyini belirlemek
etkisini

Uygulama siirecinin

belirlemek

anlamaya

Beden Dili Isaretleri Testi

TOMER Kur Sonu Basar1 Testi
Degerlendirme Testi

Ogrenci Deyim Bilgisi Olgme Testi

Caligma Kagid1 Basar1 Testi

Yabancilara Tiirkge Ogretiminde Basar1 Testi
Okudugunu Anlama Bagar1 Testi

Okuma Bagar1 Testi

Deyim Ogretimi Basar1 Testi

Sézciik Ogretimi Basar1 Testi

Dinledigini Anlama Basar1 Testi

Yabancilara Tiirke Ogretiminde Akademik Basar
Testi

Yazma Becerisi Basar1 Testi

C1 Diizeyi Sozlii Anlatim Becerisi Basar1 Testi

C1 Diizeyi Karsilikli Konugma Becerisi Bagar1 Testi
Golgeleme Teknigi ile flgili Metin Degerlendirme Testi

Tabloda yiiksek lisans caligmalarinda kullanilan testlerin adi ve gelistirilme
amaglar1 yer almaktadir. Buna gore Ogrencilerin beden dili uyaricilarint ne kadar
tamidiklarini tespit etmek amaciyla “Beden Dili Isaretleri Testi”, dil gelisimini belirlemek
i¢in “TOMER Kur Sonu Smavlar1”, videolarin dinleme becerisine etkisini belirlemek igin
“Degerlendirme Testi”, iletisimsel yaklagimin deyim 6gretimine etkisini belirlemek i¢in
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“Ogrenci Deyim Bilgisi Ol¢gme Testi”, filmlerin anlama becerisin etkisini belirlemek igin
“Calisma Kagid1 Basar1 Testi”, Z kitabin 6grenmeye etkisini belirlemek i¢in “Yabancilara
Tiirkce Ogretiminde Basar1 Testi”, metinlerin anlamaya etkisini belirlemek igin
“Okudugunu Anlama Basar1 Testi”, okuma becerisi seviyesini belirlemek i¢in “Okuma
Bagar1 Testi”, TV dizilerinin deyim kullanimina etkisini belirlemek i¢in “Deyim Ogretimi
Basar1 Testi”, sanal gergeklik aracglarinin sozciik Ogretimine katkisint belirlemek icin
“Sozciik Ogretimi Basar1 Testi”, dinleme becerilerini dlgmek i¢in “Dinledigini Anlama
Basar1 Testi”, akademik basarty1 belirlemek igin “Yabancilara Tiirkce Ogretiminde
Akademik Basar1 Testi”, yazma becerisini gelisimini belirlemek i¢in “Yazma Becerisi
Basar1 Testi”, konusma becerisi diizeyini belirlemek icin “C1 Diizeyi So6zlii Anlatim
Becerisi Bagar1 Testi” ile “C1 Diizeyi Karsilikli Konusma Becerisi Basar1 Testi”,
uygulama siirecinin anlamaya etkisini belirlemek i¢in “Gélgeleme Teknigi ile Tlgili Metin
Degerlendirme Testi” kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan Testlerin Gelistirilme Bicimine Iliskin Bulgular

Tablo 10. Yiiksek Lisans Tezlerinde Kullanilan Testlerin Gelistirilme Bi¢imleri

69

Olgegin adi Gelistirilme Bigimi
Arastirmaci tarafindan Hazir olarak kullanilan
gelistirilen
Beden Dili Isaretleri Testi Gogmenler (2011)
TOMER kur sonu basart testi Sivrioglu (2014)
Degerlendirme Testi Hamaratli (2015)

Ogrenci Deyim Bilgisi Olgme Testi

Calisma Kagidi1 Basar1 Testi

Yabancilara Tiirkce Ogretiminde Basar1 Testi
Okudugunu Anlama Basgar1 Testi

Okuma Basar1 Testi

Deyim Ogretimi Basar1 Testi

Sézciik Ogretimi Bagar1 Testi

Dinledigini Anlama Basar1 Testi

Dinleme Basar1 Testi
Dinleme Basar1 Testi
Yabancilara Tiirkge Ogretiminde Akademik
Basar1 Testi

C1 Diizeyi Sozlii Anlatim Becerisi Basar1 Testi
C1 Diizeyi Karsilikli Konusma Becerisi Basari
Testi

Golgeleme Teknigi ile ilgili Metin Degerlendirme
Testi

Erten Dalak (2017)
Dursun (2017)
Demirel (2019)
Demirel (2019)

Konal Memis (2019)

Sezen (2020)
Tarhan (2020)

Tar1 Yardime1 (2021)

Sengiil (2010)
Simsek (2021)
Inal (2021)

Ayverdi (2023)
Ayverdi (2023)

Daric1 (2023)

Tabloda yiiksek lisans tezlerinde kullanilan testlerin gelistirilme bigimleri

bulunmaktadir. Testlerin gelistirilme sekiller arastirmacinin gelistirdikleri ve var olan
testlerin kullanilmas: seklinde iki kategoride incelenmistir. Bu baglamda yiiksek lisans
tezlerinde arastirmacilarinin gelistirerek kullandiklar1 testler ile var olan testlerin
kullanilmas1 arasinda bir denge olmadig1 goriilmiistiir. Arastirmacilar ¢aligmalarina 6zgii
testlerini kendileri gelistirmislerdir. Sadece bir ¢calismada hazir olan bir test kullanilmistir.
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Yiiksek Lisans Calismalarinda Kullanilan Formalarin Dagihimlarina iliskin Bulgular

Tablo 11. Yiiksek Lisans Tezlerinde Kullanilan Formlarin Dagilimlari

Formlar F
Deney Grubu Degerlendirme Formu 1
Dil Geligimi G6zlem Formu 1
Yazili Anlatim Becerisine Yonelik Ogrenci Gériisleri Formu 1
Yari Yapilandirilmig Gériisme Formu 13
Kisisel Bilgi Formu 8
Z Kitap Kullanimma Iliskin Gériisme Formu 1
Yapilandirilmis Bilgi Formu 1
Ortiilii Anlam Unsurlar1 Degerlendirme Formu 1
Odak gorligme form 1
Gorev Degerlendirme Formu 2
Ogretici goriisme formu 3
Ogrenici goriis formu 2
Agik Uglu Soru Formu 1
Geleneksel dinleme etkinlikleri goriis formu 1
Sesli hikaye etkinlikleri goriis formu 1
Konusma Becerisi Gozlem Formu 1
Geri Bildirim Formu 1

Tabloda yiiksek lisans tezlerinde kullanilan formlarin dagilimlart bulunmaktadir.
Buna gore en sik kullanilan formlar “Yar1 Yapilandirilmis Goriisme Formu” (f=13),
“Kisisel Bilgi Formu” (f=8) seklindedir. “Ogretici Goriisme Formu” (f=3) 3’er defa,
“Ogrenici Goriisme Formu” (f=2), “Gérev Degerlendirme Formu” (f=2) ise 2’ser defa
kullanilmigtir. “Deney Grubu Degerlendirme Formu” (f=1), “Dil Gelisimi Gézlem Formu”
(f=1), “Yazilhh Anlatim Becerisine Yonelik Ogrenci Gériisleri Formu” (f=1), “Z Kitap
Kullanimina iliskin Gériisme Formu” (f=1), “Yapilandirilmis Bilgi Formu” (f=1), “Ortiilii
Anlam Unsurlar1 Degerlendirme Formu” (f=1), “Odak Goriisme Formu” (f=1) ise birer
defa kullanilmstir.

Yiiksek Lisans Tezlerinde Kullanmilan Formlarin Amaglarina Gore Dagilimlar

Tablo 12. Formlarin Amaglarina Gore Dagilimlari

Veri Toplama Araciin Amaci Formlar

Dramanin  konusma  becerisin  etkisini Deney Grubu Degerlendirme Formu
belirlemek
Dramanin  konusma  becerisin  etkisini  Dil Gelisimi Gézlem Formu

belirlemek

Kelime agmin yazili anlatima etkisini Yazili Anlatim Becerisine Yonelik Ogrenci Gériisleri
belirlemek Formu

Ogrenci goriislerini belirlemek Yar1 Yapilandirilmig Goériisme Formu

Katilimeilari tanimak Kisisel Bilgi Formu

Z Kitap kullaniminin 6grenmeye katkisin1  Z Kitap Kullanimina {liskin Goriisme Formu
belirlemek

Yazma kaygisinda akran degerlendirmesinin  Yapilandirilmis Bilgi Formu

etkisini belirlemek

Yabancilara Tiirkge Ogretimi kitaplarindaki ~ Ortiilii Anlam Unsurlar1 Degerlendirme Formu
ortiilii anlam unsurlarint degerlendirmek
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Ogretmen oriislerini belirlemek
Ogrenci goriislerini belirlemek
Ogretmen oriislerini belirlemek
Ogrenci goriislerini belirlemek

Odak goriisme form

Gorev Degerlendirme Formu

Ogretici goriisme formu

Ogrenici goriis formu

Acik Uglu Soru Formu

Geleneksel dinleme etkinlikleri goriig formu
Sesli hikaye etkinlikleri goriis formu
Konusma Becerisi Gozlem Formu

Tabloda yiiksek lisans c¢alismalarinda kullanilan formlarin adi ve gelistirilme
amaclar1 yer almaktadir. Buna gore dramanin konusma becerisin etkisini belirlemek
amaciyla “Deney Grubu Degerlendirme Formu” ve” Dil Gelisimi Gézlem Formu”, kelime
agmin yazili anlatima etkisini belirlemek i¢in “Yazili Anlatim Becerisine Yonelik Ogrenci
Gortsleri Formu”, 6grenci goriislerini belirlemek i¢in “Yar1 Yapilandirilmis Goriisme
Formu”, katilimcilar1 tanimak igin “Kisisel Bilgi Formu”, Z kitap kullanimimin 6grenmeye
katkisini belirlemek i¢in “Z Kitap Kullanimma Iliskin G6riisme Formu”, yazma kaygisinda
akran degerlendirmesinin etkisini belirlemek i¢in “Yapilandirilmis Bilgi Formu”,
yabancilara Tiirkge 6gretimi kitaplarindaki ortiilii anlam unsurlarin1 degerlendirmek igin
“Ortiilii Anlam Unsurlar1 Degerlendirme Formu”, dgretmen goriislerini belirlemek igin
“Odak Gériisme Formu”, “Gérev Degerlendirme Formu”, “Ogretici Goriisme Formu”,
ogrenci goriislerini belirlemek igin “Ogrenici Goriis Formu”, “A¢ik Uglu Soru Formu”,
“Geleneksel Dinleme Etkinlikleri Goriis Formu”, “Sesli Hikaye Etkinlikleri Goriis Formu”
ve “Konusma Becerisi Gozlem Formu” kullanilmistir.

Yiiksek Lisans Tezlerinde Kullamlan Formlarin Gelistirilme Bicimine iliskin
Bulgular

Tablo 13. Yiiksek Lisans Tezlerinde Kullanilan Formlarin Gelistirilme Sekilleri

Olgegin Adi Gelistirilme Bigimi

Aragtirmaci tarafindan Hazir olarak kullanilan

gelistirilen
Deney Grubu Degerlendirme Formu Gogmenler (2011)
Dil Geligimi G6zlem Formu Gogmenler (2011)
Yazili Anlatim Becerisine Yénelik Ogrenci Cmar (2012)
Goriisleri Formu
Yari Yapilandirilmig Gériisme Formu Cakir (2015)
Kisisel Bilgi Formu Kamalak (2017)
Z Kitap Kullanimina fliskin Goriisme Formu Giirbiiz (2018)
Yapilandirilmis Bilgi Formu Yildiz (2018)

Ortiilii Anlam Unsurlar1 Degerlendirme Formu
Odak goriigme form
Gorev Degerlendirme Formu

Onan ve Tiryaki (2012)
Koparan (2019)
Giille (2015)

Ogretici goriisme formu Gok (2020)
Ogrenici goriis formu Gok (2020)
Acik Uclu Soru Formu Yilmaz (2021)
Geleneksel dinleme etkinlikleri goriis formu Simsek (2021)
Sesli hikaye etkinlikleri goriis formu Simsek (2021)
Konusma Becerisi Gozlem Formu Simsek (2021)
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Tabloda yiiksek lisans tezlerinde kullanilan formlarin gelistirilme bigimleri
bulunmaktadir. Formlarin gelistirilme bigimleri arastirmaci tarafindan gelistirilen ve var
olan formlarin kullanilmasi olarak iki diizeyde degerlendirilmistir. Bu baglamda
arastirmacilariin gelistirerek kullandiklar1 formlar ile var olan formlarin kullanilmasi
arasinda bir denge olmadig1 goriilmektedir. Arastirmacilar ¢aligmalarina 6zgli formlari
kendileri gelistirmislerdir. Sadece {i¢ c¢alismada var olan formlarin kullanildig
gorilmistir.

Yiiksek Lisans Tezlerinde Kullamilan Anketlerin Dagilimlarina fliskin Bulgular

Tablo 14. Yiiksek Lisans Tezlerinde Kullanilan Anketlerin Dagilimlari

Anketler F
Kisisel Bilgiler Anketi 1
Kelime Ag1 Olusturma Yonteminin Yazili Anlatim Becerisine Etkilerine Yonelik Ogrenci 1
Goriisleri Anketi
Yabancilara Tiirkge Ogretimi Dersi Tutum Anketi 1
Sinif I¢i Etkinliklere Yonelik Ogrenci Tercihlerini Belirleme Anketi 1
Sinif I¢i Etkinliklere Yonelik Ogretici Tercihlerini Belirleme Anketi 1
Yari Yapilandirilmig Anket 1
Motivasyon Anketi 1

Tabloda yiiksek lisans tezlerinde kullanilan anketlerin dagilimlar1 bulunmaktadir.
Buna gore “Kisisel Bilgiler Anketi” (f=1), “Kelime Ag1 Olusturma Yonteminin Yazili
Anlatim Becerisine Etkilerine Yonelik Ogrenci Gériisleri Anketi” (f=1), “Yabancilara
Tiirkge Ogretimi Dersi Tutum Anketi” (f=1), “Sinif I¢i Etkinliklere Yonelik Ogrenci
Tercihlerini Belirleme Anketi” (f=1), “Sinif I¢i Etkinliklere Y&nelik Ogretici Tercihlerini
Belirleme Anketi” (f=1), “Yar1 Yapilandirilmis Anket” (f=1), “Motivasyon Anketi” (f=1)
olmak tizere tiim anketler birer defa kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan Anketlerin Amaclarina Gore Dagilimlar:

Tablo 15. Yiiksek Lisans Tezlerinde Kullanilan Anketlerin Amaglarina Gore Dagilimlari

Veri Toplama Aracinin Amaci Anketler

Kelime agmin yazili anlatima etkisini Kisisel Bilgiler Anketi
belirlemek
Kelime Agi Olusturma Yonteminin Yazili Anlatim
Becerisine Etkilerine Yonelik Ogrenci Goriisleri Anketi
Ogretmen adaylarinin gériislerini belirlemek Yabancilara Tiirkge Ogretimi Dersi Tutum Anketi
Sinif igi etkinliklere yonelik &grenici ve Smf igi Etkinliklere Yénelik Ogrenci Tercihlerini
Ogretici tercihlerini belirlemek Belirleme Anketi
Smif I¢i Etkinliklere Yonelik Ogretici Tercihlerini
Belirleme Anketi
Yar1 Yapilandirilmis Anket
Sanal gerceklik araglariyla sozciik  Motivasyon Anketi
ogretiminde motivasyonun etkisini belirlemek
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Tabloda yiiksek lisans tezlerinde kullanilan anketlerin adi1 ve gelistirilme amagclari
bulunmaktadir Buna bagli olarak kelime agmin yazili anlatima etkisini belirlemek
amaciyla “Kisisel Bilgiler Anketi” ve “Kelime Ag1 Olusturma Yonteminin Yazili Anlatim
Becerisine Etkilerine Yonelik Ogrenci Goriisleri Anketi” kullanilmistir.  Ogretmen
adaylarinin  goriislerini belirlemek icin “Yabancilara Tiirkge Ogretimi Dersi Tutum
Anketi”, sinif i¢i etkinliklere yonelik 6grenici ve 6gretici tercihlerini belirlemek icin “Siif
I¢i Etkinliklere Yonelik Ogrenci ve Ogretici Tercihlerini Belirleme Anketi”, “Smif Ici
Etkinliklere Yonelik Ogretici Tercihlerini Belirleme Anketi” ve “Yar1 Yapilandirilmis
Anket” kullanmilmistir. Sanal gergeklik araglariyla sozciik Ogretiminde motivasyonun
etkisini belirlemek i¢in de “Motivasyon Anketi” kullanilmistir.

Yiiksek Lisans Tezlerinde Kullanilan AnKetlerin Gelistirilme Bicimlerine iliskin
Bulgular

Tablo 16. Yiiksek Lisans Tezlerinde Kullanilan Anketlerin Gelistirilme Bigimleri

73

Olgegin adi Gelistirilme Bigimi
Arastirmaci tarafindan Hazir olarak kullanilan
gelistirilen
Kisisel Bilgiler Anketi Hamaratlh (2015)
Kelime Agt Olusturma Yonteminin  Yazilt Hamaratlh (2015)
Anlatim Becerisine Etkilerine Yonelik Ogrenci
Goriigleri Anketi
Yabancilara Tiirkge Ogretimi Dersi Tutum Anketi Yildiz (2018)
Simif I¢i  Etkinliklere  Yonelik — Ogrenci Ceylan (2019)
Tercihlerini Belirleme Anketi
Smif I¢i  Etkinliklere  Yénelik  Ogretici Ceylan (2019)
Tercihlerini Belirleme Anketi
Yari Yapilandirilmig Anket Giil (2019)
Motivasyon Anketi Keller (1987) Kutu ve

Sozbilir (2011)
tarafindan uyarlandi

Tabloda yiiksek lisans tezlerinde kullanilan anketlerin gelistirilme bigimleri
bulunmaktadir. Anketlerin gelistirilme sekilleri aragtirmacilarin gelistirdikleri ve var olan
anketlerin kullanilmasi olarak iki sekilde incelenmistir. Bu baglamda yiiksek lisans
tezlerinde arastirmacilarin gelistirerek kullandiklari anketler ile hazir olarak kullanilan
anketler arasinda dengeli bir dagilim olmadig1 goriilmektedir. Arastirmacilar ¢aligmalarina
0zgl anketler gelistirmislerdir. Sadece bir ¢alismada hazir anket kullanilmistir.

Sonuc¢ ve Tartisma

Yapilan bu aragtirmanin amaci yabancilara Tiirk¢e egitiminde yapilan yliksek
lisans tezlerinde kullanilan Olgme araclari tespit etmektir. Bu baglamda yabancilara
Tiirkge Ogretimine yonelik 62 yiiksek lisans tezinde kullanilan 6lgme araglari tespit
edilmistir. Calismalarda 13 o6lgek, 5 dereceli puanlama anahtari, 31 form, 21 test, 6 anket
ve “diger” kategorisindeki 1 6lgme araci da 1 defa kullanilmistir. Toplamda ise 77 6lgme
aract 97 defa tekrar edilerek kullanilmistir. Yiksek lisans caligmalarinda kullanilan
Olceklerin dagilimlart incelenmistir. Yiiksek lisans tezlerinde toplam 14 &lcegin
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kullanildig1 tespit edilmistir. Yiiksek lisans caligmalarinda kullanilan 6l¢eklerin amaglari
incelenmistir. Inceleme sonucunda &lgeklerin  amaclar1  bakimindan  dagilimina
bakildiginda 6l¢eklerin 6grencilerin yazma kaygisi ve yazma egilimine yonelik diizeylerini
belirlemek amaciyla kullanildig1 goriilmiistiir. Bunlar i¢inde en sik kullanilan Slgeklerin
“Tiirk¢eyi Yabanci Dil Olarak Ogrenenlere Yonelik Yazma Kaygis1 Olgegi, Yabanci Dil
Olarak Tiirkge Ogrenenler Igin Dinleme Oz Yeterlik Olgegi, Metinlere Yénelik Okuma
Motivasyon Olgegi” oldugu tespit edilmistir. Yiiksek lisans tezlerinde kullanilan lgeklerin
dagilimina bakildiginda en fazla yazma kaygisinin kullanildig1 onu sirasiyla dinleme 6z
yeterlilik Olgegi ve okuma motivasyon Olgeginin takip ettigi goriilmektedir. Bu veriler
dogrultusunda yiiksek lisans tezlerinde en fazla kullanilan Olgeklerden hareketle bu
caligmalarda igerik olarak daha ¢ok yazma, dinleme ve okuma beceri diizeylerinin tespit
edilmeye ¢alisildigi soylenebilir. Elbir ve Yildiz (2012), Temizkan ve Yildirim (2023) da
yapmis olduklar1 aragtirmalarda tezlerde kullanilan 6lgeklerin en ¢ok yazma becerisine
yonelik oldugunu tespit etmislerdir.

Sevim vd. (2023) inceledikleri tezlerin %35,8’inin, Biiyiikikiz (2014) inceledigi
lisansiistii tezlerin %34’{inlin yazma becerisine yonelik oldugunu tespit etmistir. Erdem vd.
(2015), Kiigiik ve Kaya (2018) tarafindan yapilan incelemeler sonucunda arastirmacilarin
yabancilara Tiirkge Ogretimine yonelik yapmis oldugu calismalarin egiliminin yazma
becerisine yonelik oldugu saptanmistir. Yiiksek lisans tezlerinde tek yonlii, 6zgiin
aragtirmalarda arastirmacilarin  6lcekleri kendileri gelistirerek kullandiklari, temel
becerilerin Ol¢lilmesinde ise daha Once baska calismalarda kullanilan hazir 6lgeklerin
kullanildig: tespit edilmistir. Yiiksek lisans tezlerinde en fazla yazma becerisine yonelik
veri toplama aracinin kullanilmasi, yabanci dil olarak Tiirk¢e 6grenen Ogrenicilerin en
fazla zorlandiklar1 dil becerisinin yazma becerisi olmasi ile ilgili oldugu diistiniilmektedir.

Yiiksek lisans calismalarinda kullanilan Ol¢gme araglarindan biri de dereceli
puanlama anahtaridir. Yabancilara Tiirk¢e egitimi alaninda yapilan yiliksek lisans
tezlerinde “Kelime Vurgulama Olg¢iim Araci, Konusma Sinavi Puanlama Anahtari, Tiirkce
Dil Becerilerini Degerlendirme Rubrigi, C1 Sozlii Anlatim Becerisi Analitik Dereceli
Puanlama Anahtari, C1 Karsilikli Konusma Becerisi Analitik Dereceli Puanlama
Anahtar’” nin birer defa kullanmildigi tespit edilmistir. Yiiksek lisans calismalarinda
kullanilan dereceli puanlama anahtarlarinin amaglar1 incelenmistir. Arastirma sonucunda
ogrencilerin kelime vurgularindaki degisimleri tespit etmek amaciyla “Kelime Vurgulama
Olgiim Arac1”, yazma yanhslarini tespit etmek amaciyla “Céziimleme Tablosu”, konusma
becerilerini degerlendirmek amaciyla “Konugma Sinavi Puanlama Anahtar1”, dort temel
dil becerilerini degerlendirmek amaciyla “Tiirk¢e Dil Becerilerini Degerlendirme Rubrigi”,
sOzlii anlatim ile karsilikli konusma becerilerini degerlendirmek i¢in de “C1 So6zlii Anlatim
Becerisi Analitik Dereceli Puanlama Anahtar1” ve “Cl Karsilikli Konusma Becerisi
Analitik Dereceli Puanlama Anahtar1” kullanilmistir. Yiksek lisans calismalarinda
kullanilan dereceli puanlama anahtarlarinin yazma, konusma ve dort temel dil becerisini
kapsayacak sekilde gelistirildigi saptanmustir. Yiiksek lisans calismalarinda kullanilan
dereceli puanlama anahtarlarinin gelistirilme sekilleri incelenmistir. Arastirmanin
sonucunda yiiksek lisans calismalarinda arastirmacilarinin  gelistirerek kullandiklar
dereceli puanlama anahtarlar1 ile hazir olarak kullanilan dereceli puanlama anahtarlar

© 2024 Dil Egitimi ve Arastirmalar1 Dergisi, 10(1), 59-86



Yabancilara Tiirkce Ogretimi Alaninda Hazirlanan...

arasinda dengeli bir dagilim olmadig1 tespit edilmistir. Incelenen ¢alismalarda
arastirmacilarin  ¢alismalarina yonelik dereceli puanlama anahtarlarin1  kendilerinin
gelistirdikleri saptanmistir. Dereceli puanlama anahtarina yonelik bulgulardan elde edilen
sonuglara bakildiginda genellikle konusma becerisine yonelik veri toplamada siklikla
kullanildig1r goriilmiistiir. Simsek ve Cevirme (2023) de ozellikle konusma becerisinin
Ol¢iilmesinde dereceli puanlama anahtarlarinin gecerli ve giivenilir 6lgiimler yaptigini
ifade etmislerdir.

Yiiksek lisans caligmalarinda kullanilan testlerin dagilimlari incelenmistir. En sik
kullanilan testin “Dinledigini Anlama Basar1 Testi” oldugu tespit edilmistir. Dogan ve
Ozgakmak (2014) da yaptiklar1 ¢alismada benzer bir sonuca ulasmuslardir. Yiiksek lisans
tezlerinde kullanilan diger testler ise sunlardir: “ Beden Dili Isaretleri Testi, Ogrenci
Deyim Bilgisi Olgme Testi, Izledigini Anlama Calisma KAgidi, Yabancilara Tiirkce
Ogretiminde Bagar1 Testi, Okudugunu Anlama Basar1 Testi, Okuma Basar1 Testi, Deyim
Ogretimi Bagar1 Testi, Sozciik Ogretimi Basar1 Testi, Yabancilara Tiirkge Ogretiminde
Akademik Basar1 Testi, Yazma Becerisi Basar1 Testi, C1 Diizeyi Sozlii Anlatim Becerisi
Basar Testi, C1 Diizeyi Karsilikli Konusma Becerisi Basar1 Testi, Golgeleme Teknigi ile
flgili Metin Degerlendirme Testi”. Ayrica calismada yiiksek lisans tezlerinde kullanilan
gelistirme amaglar1 da incelenmistir. inceleme sonucunda gore &grencilerin beden dili
uyaricilarini ne kadar tanidiklarini tespit etmek amaciyla “Beden Dili Isaretleri Testi”, dil
gelisimini belirlemek i¢in “TOMER Kur Sonu Smavlar1”, videolarin dinleme becerisine
etkisini belirlemek i¢in “Degerlendirme Testi”, iletisimsel yaklasimin deyim Ogretimine
etkisini belirlemek i¢in “Ogrenci Deyim Bilgisi Olgme Testi”, filmlerin anlama becerisin
etkisini belirlemek icin “Calisma Kagidi Basar1 Testi”, Z kitabin 6grenmeye etkisini
belirlemek igin “Yabancilara Tiirkge Ogretiminde Basari Testi”, metinlerin anlamaya
etkisini belirlemek icin “Okudugunu Anlama Basar1 Testi”, okuma becerisi seviyesini
belirlemek i¢in “Okuma Basar1 Testi”, TV dizilerinin deyim kullanimina etkisini
belirlemek igin “Deyim Ogretimi Basari Testi”, sanal gerceklik araglarmim sdzciik
ogretimine katkisini belirlemek igin “Sozciik Ogretimi Basar1 Testi”, dinleme becerilerini
Olemek icin “Dinledigini Anlama Basar1 Testi”, akademik basariy1r belirlemek igin
“Yabancilara Tiirkge Ogretiminde Akademik Basar1 Testi”, yazma becerisini gelisimini
belirlemek i¢in “Yazma Becerisi Basar1 Testi”, konusma becerisi diizeyini belirlemek i¢in
“Cl Diizeyi Sozli Anlatim Becerisi Basar1 Testi” ile “C1 Diizeyi Karsilikli Konusma
Becerisi Basar1 Testi”, uygulama siirecinin anlamaya etkisini belirlemek i¢in “Golgeleme
Teknigi Ile Ilgili Metin Degerlendirme Testi”nin kullanildig1 tespit edilmistir. Yapilan
incelemeler sonucunda 6lgme araci olarak kullanilan testlerin ¢ogunlugunun basar1 testi
oldugu saptanmistir. Elde edilen bu sonucun Sahin, Kana ve Varisoglu (2013) Tiirk¢e
egitimiyle ilgili yapilan lisansiistli caligmalar1 inceledikleri arastirmada dlgme araci olarak
kullanilan basar testlerinin ¢gogunlukta oldugunu saptamistir. Yiiksek lisans ¢aligmalarinda
kullanilan testlerin gelistirilme sekilleri incelenmistir. Inceleme sonucunda yiiksek lisans
caligmalarinda arastirmacilarin kendi gelistirdikleri testler ile hazir olarak kullanilan testler
arasinda dengeli bir dagilim olmadigi, aragtirmacilarin calismalarinda 0zgiin testler
gelistirdigi sadece bir ¢alismada hazir bir test kullandiklar1 tespit edilmistir. Yiiksek lisans
calismalarinda kullanilan formlarin dagilimlari incelenmistir. inceleme sonucunda en sik

© 2024 JLERE, Journal of Language Education and Research, 10(1), 59-86

75



76 Niymet BAHSI & Giilsah GENCER

kullanilan formlarin “Yar1 Yapilandirilmis Goriisme Formu, Kisisel Bilgi Formu, Ogretici
Goriisme Formu, Gorev Degerlendirme Formu” oldugu goriilmiistiir. Tiirkben (2018)
calismasinda benzer bir sonuca ulagmistir. Yapilan lisanstistii ¢alismalarda veri toplamak
icin aynmi1 caligmada birden fazla formun bir arada kullanilmasinin bu durumda etkili
oldugu diisiiniilmektedir. Formlar gelistirilme amaclari bakimindan incelenmistir. Buna
gore dramanin konusma becerisin etkisini belirlemek amaciyla “Deney Grubu
Degerlendirme Formu” ve “Dil Gelisimi Gozlem Formu”, kelime agmin yazili anlatima
etkisini belirlemek i¢in “Yazili Anlatim Becerisine Yonelik Ogrenci Gériisleri Formu”
Ogrenci goriislerini belirlemek i¢in “Yar1 Yapilandirilmis Goriisme Formu”, katilimcilart
tanimak i¢in “Kisisel Bilgi Formu”, Z kitap kullaniminin 6grenmeye katkisini belirlemek
icin “Z Kitap Kullannmma Iliskin Goriisme Formu,” yazma kaygisinda akran
degerlendirmesinin etkisini belirlemek i¢in “Yapilandirilmig Bilgi Formu”, yabancilara
Tiirkge ogretimi kitaplarindaki ortiilii anlam unsurlarini degerlendirmek icin “Ortiilii
Anlam Unsurlar1 Degerlendirme Formu”, dgretmen goriislerini belirlemek icin “Odak
Goriisme Formu”, “Gérev Degerlendirme Formu”, “Ogretici Goriisme Formu”, dgrenci
goriislerini  belirlemek igin “Ogrenici Goriis Formu”, “A¢ik Uglu Soru Formu”,
“Geleneksel Dinleme Etkinlikleri Goriis Formu,” “Sesli Hikaye Etkinlikleri Goriis Formu”
ve “Konusma Becerisi Gozlem Formu” kullanilmistir. Arastirmada ayrica yiiksek lisans
caligmalarinda kullanilan formlarin gelistirilme sekilleri incelenmistir. Buna gore yiiksek
lisans caligmalarinda arastirmacilarinin gelistirerek kullandiklar1 formlar ile hazir olarak
kullanilan formlar arasinda dengeli bir dagilim olmadig: tespit edilmistir. Arastirmacilar
caligmalarina 6zgli formlar1 kendileri gelistirdigi saptanmistir. Sadece ii¢ ¢calismada hazir
olarak bulunan formlarin kullanildig1 goriilmiistir.

Yiiksek lisans caligmalarinda kullanilan anketlerin dagilimlari incelenmistir.
Yiiksek lisans tezlerinde “Kisisel Bilgiler Anketi, Kelime Ag1 Olusturma Yonteminin
Yazili Anlatim Becerisine Etkilerine Yonelik Ogrenci Goriisleri Anketi, Yabancilara
Tiirkce Ogretimi Dersi Tutum Anketi, Siif I¢i Etkinliklere Yonelik Ogrenci Tercihlerini
Belirleme Anketi, Sinif I¢i Etkinliklere Yonelik Ogretici Tercihlerini Belirleme Anketi,
Yar1 Yapilandirilmis Anket ve Motivasyon Anketi”nin kullanildig: tespit edilmistir. Yine
Tiirkben (2018) ¢alismasinda benzer bir sonuca ulasarak yabancilara Tiirkge 6gretimi
alaninda lisansiistii caligsmalarda en fazla kullanilan veri toplama araglarinin formlar ve
anketler oldugunu belirtmistir. Arastirmada anketlerin amaglar1 incelenmistir. Buna gore
kelime aginin yazili anlatima etkisini belirlemek amaciyla “Kisisel Bilgiler Anketi” ve
“Kelime Ag1 Olusturma Yonteminin Yazili Anlatim Becerisine Etkilerine Yénelik Ogrenci
Goriisleri Anketi”, 6gretmen adaylarinin goriislerini belirlemek icin ““Yabancilara Tiirkge
Ogretimi Dersi Tutum Anketi”, smif i¢i etkinliklere yonelik Ogrenici ve ogretici
tercihlerini belirlemek i¢in “Simf i¢i Etkinliklere Yonelik Ogrenci ve Ogretici Tercihlerini
Belirleme Anketi,” “Sinif I¢i Etkinliklere Yonelik Ogretici Tercihlerini Belirleme Anketi”
ve “Yart Yapilandirilmis Anket”, sanal gerceklik araglariyla sozclik Ogretiminde
motivasyonun etkisini belirlemek i¢in de “Motivasyon Anketi” kullanilmistir. Yiiksek
lisans caligmalarinda kullanilan anketlerin gelistirilme sekilleri incelenmistir. Ayrica
inceleme sonucunda arastirmacilarin kendi gelistirdikleri anketlerin sayica fazla oldugu
tespit edilmistir. Calismada yiliksek lisans tezlerinde kullanilan Olgme araclarinin
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cesitliligini ve yayginligini incelenmistir. Elde edilen sonuglar hangi tiir 6l¢me araglarinin
daha yaygin olarak kullanildiginin tespiti agisindan Onem tasimaktadir. Elde edilen
bulgular neticesinde arastirmacilara su 6neriler sunulabilir:

e Yabancilara Tirkge egitimi alaninda yapilan yiiksek lisans tezlerinde kullanilan
6leme araclarinin daha ¢ok form diizeyinde oldugu tespit edilmistir. Ozellikle dort
dil becerisini degerlendirmesini yapacak farkli tiirde 6lgme aracglar1 gelistirilebilir.
Yabancilara Tiirkce egitimi alaninda her bir beceri ig¢in, Olgme araglarinin
cesitlendirilmesi ve o6grencilerin farkli 6grenme stillerine ve gereksinimlerine
uygun olarak tasarlanmasi1 6nem arz etmektedir.

e Bu calismanin amaci, yiiksek lisans tezlerinde kullanilan o6lgme araglarinin
incelenmesi, gelecekteki arastirmalar igin bir rehberlik etmektir. Bu, alanindaki
arastirmacilarin, daha etkili arasgtirmalar yapmak i¢in mevcut calismalardan
O0grenme ve ilerleme firsat1 sunacaktir. Bu dogrultuda yabancilara Tiirk¢e egitimi
alaninda yapilan doktora tez calismalarinda kullanilan 6l¢me araclarinin tespit
edilmesi de bu alanda kullanilan Olgme araglarimin tespitini saglayarak
arastirmacilara rehberlik edecektir.

e Yabancilara  Tiirkce  egitimi  alaninda  yapilan  diger  calismalarda
(makale/bildiri/proje) da kullanilan 6lgme araclarin ¢esitliliginin incelenmesi
onerilmektedir. Yapilacak bu tiir arastirmalar kullanilan 6lgme araglarinin
cesitliligini gdsterecek ve mevcut eksiklikler tespit edilerek arastirmacilarin o alana
yogunlagsmasi Onerilecektir.
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EXTENDED ABSTRACT

Investigation of Measurement Tools Used in Master’s Theses Prepared in the Field of
Teaching Turkish to Foreigners

When the studies in the literature are examined, it is seen that postgraduate studies
on teaching Turkish to foreigners are examined in terms of different variables in various
aspects. Generally, theses have been examined in terms of different variables, but there is
no study in the literature that examines the measurement tools used in theses prepared in
the field of teaching Turkish to foreigners. In this context, the aim of this study is to
determine the measurement tools used in master's theses prepared in the field of teaching
Turkish to foreigners. This issue is important as it is an issue that has not been addressed in
previous studies. Accordingly, the problem statement of this research is "What are the
measurement tools used in graduate studies prepared in the field of teaching Turkish to
foreigners?".

Descriptive content analysis method was used to determine the measurement tools
used in graduate theses prepared in the field of teaching Turkish to foreigners. The theses
identified through document analysis were analyzed by descriptive content analysis.
Document analysis consists of obtaining sources for a purpose, reading them, taking notes
about them and finally evaluating them (Karasar, 2014).In order to collect data in the
study, the "Assessment of Measurement Tools Evaluation Form" developed by Temizkan
and Yildirim (2023) was used. With this data collection tool, the types of measurement
tools used in the theses, the purposes for which the measurement tools were used, how
they were developed and for which purposes they were used were determined and coded.

© 2024 JLERE, Journal of Language Education and Research, 10(1), 59-86

85



86 Niymet BAHSI & Giilsah GENCER

Reliability analysis was conducted between the coders in order to establish
reliability in the analysis process of the research. While coding the data on the form used
as a data collection tool, the researchers coded the data in different environments. Then,
the consistency between the codings was examined. In the reliability calculation, using the
formula [consensus / (consensus + disagreement) x 100] (Wolery, Bailey, & Sugai, 1988),
the inter-coder reliability (after consensus was achieved) was found to be 100%. The data
collected in the study were reported using descriptive statistical method (frequency) after
the reliability study.

Measurement tools used in master's theses on teaching Turkish to foreigners were
identified. In the studies, 13 scales, 5 rubrics, 31 forms, 21 tests, 6 questionnaires and 1
measurement tool in the "other" category were used 1 time. In total, 77 measurement tools
were used 97 times. The distribution of the scales used in master's theses was examined. It
was determined that a total of 14 scales were used in master's theses. The purposes of use
of the scales used in master's theses were examined. When the distribution of the scales
according to their purposes was examined, it was seen that the scales were used to
determine the levels of students' writing anxiety and writing disposition. Among these, the
most frequently used scales were found to be "Writing Anxiety Scale for Turkish as a
Foreign Language Learners, Listening Self-Efficacy Scale for Turkish as a Foreign
Language Learners, Reading Motivation Scale for Texts". When the distribution of the
scales used in master's theses is examined, it is seen that writing anxiety is used the most,
followed by listening self-efficacy scale and reading motivation scale respectively. In line
with these data, based on the scales most frequently used in master's theses, it can be said
that these studies mostly try to determine writing, listening and reading skill levels in terms
of content. Elbir and Yildiz (2012), Temizkan and Yildirim (2023) also conducted studies.

It has been determined that the measurement tools used in master's theses in the
field of Turkish language education for foreigners are mostly at the form level. Different
types of measurement tools can be developed to evaluate especially the four language
skills. It is important to diversify the measurement tools for each skill in the field of
teaching Turkish to foreigners and to design them in accordance with different learning
styles and needs of students. The aim of this study is to examine the measurement tools
used in master's theses and to provide guidance for future research. This will provide
researchers in the field with the opportunity to learn from existing studies and progress in
order to conduct more effective research.
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ABSTRACT

This mixed methods study explores the correlation between digital
literacy and Technological Pedagogical Content Knowledge (TPACK)
among pre-service English teachers at a Turkish state university. With
118 junior and senior participants, the study employs the Digital
Literacy Scale and TPACK-Deep Scale for quantitative data,
supplemented by focus group interviews for qualitative insights.
Overall, pre-service teachers exhibited high TPACK and digital
literacy levels, except for a medium proficiency level. Females scored
higher in ethics. Significant differences emerged among participants
with and without educational technology training, impacting digital
literacy, TPACK, exertion, and proficiency. Pearson correlation
analysis established a positive relationship between digital literacy and
TPACK, with regression analysis identifying digital literacy as a
predictor of TPACK. Qualitative findings underscore pre-service EFL
teachers' perceptions of digital competence and TPACK.
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Introduction

Digitalization in education is not a new topic; however, with the entrance of Covid-
19 into people’s lives, it has gained much importance. Sudden lockdowns caused school
closures and owing to current advanced technologies and the Internet, education continued
online using various platforms. Digital skills and technological knowledge of both teachers
and learners has come forward to be able to transfer traditional methods and techniques to
this new learning environment smoothly and teachers have been required to find new
methods and techniques if there is a conflict. In other words, the Covid-19 pandemic's
emergency condition has demonstrated the importance of digital skills for both educators
and students (Perifanou et al., 2021). Most of the education authorities think that Covid-19
pandemic becomes a critical moment as it shows how technology could be utilized in
education and training; therefore, digital transformation in education has begun to gather
momentum (Damsa et al., 2021; European Commission, 2020).

The National Education Technology Plan, published by the Office of Educational
Technology in U.S (2017) provides a national action and plan for all stakeholders and
recommends that pre-service and in-service teacher education provide learning experiences
with technology and build teachers’ digital literacy. It is also recommended that teacher
training institutions make sure that all pre-service teachers should have a digital
competence at the end of the program and have the necessary knowledge to transform
education using digital technologies. In another report by the same institution, it is advised
that pre-service teachers’ engagements with educational technologies should be integrated
into their method courses rather than offered as a separate course (Stokes-Beverly &
Simoy, 2016).

According to Eurydice report, Turkey is one of a few European countries which do
not have teacher-specific digital competence framework and top-level regulation on initial
teacher education (Bourgeoi et al., 2019). General Competencies for Teaching Profession
published by Ministry of National Education (MoNE) in 2017 was prepared as a reference
for defining teacher competencies in addition to being a guide for higher education
institutions which train teachers so that they can establish standards. Although this report
mentions pedagogical and content knowledge as main components of teacher competence,
there is no mention of technological knowledge or digital competence. Similarly, MoNE’s
2023 Education Vision (2018) does not address teachers’ digital competencies. However,
one of the goals was to improve teachers’ digital skills. After the sudden changes with the
rapid transition to distance education because of Covid-19 pandemic, MoNE has realized
the need of a resource about digital technologies for teachers and published Digital
Literacy Teacher Handbook in 2020. This handbook introduces digital literacy term to
teachers, defines components, and explains why digital literacy is important. It also offers
some tips and ideas to integrate digital literacy into lesson content and promote digital
literacy of students. It shows the ways to use digital technologies critically, efficiently, and
ethically and what needs to be done to raise awareness of digital literacy among students
and raise digital citizens (MoNE, 2020). Although there are actions to improve teachers’
digital competencies and to exploit the potential of digital technologies in Turkey, a digital
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competence framework for teachers considering the national needs is still missing. This
absence hinders to assess digital competencies, skills and knowledge of teachers and
understand the present situation (TEDMEM, 2020).

It is obvious that authorities accept that digital competence become a big aspect of
education and they look for ways to integrate it into teacher training. Konig, Jager-Biela
and Glutsch (2020) investigated early career teachers’ adaptation to online teaching during
Covid-19 pandemic and it was found out that teachers who had been taught about the
effective use of digital technologies in teacher education and those who developed
technological pedagogical knowledge were better at dealing with online teaching. It
indicates that teachers who are aware of the potential of educational technologies as well
as the risks and dangers and those who are competent to use them in teaching become
advantageous. Moreover, teachers who cannot develop digital competency have difficulty
in incorporating digital technologies in a meaningful way (Kabak¢i-Yurdakul & Coklar,
2014; Petko, 2012). Therefore, it can be said pre-service teachers are expected to graduate
with necessary digital competencies (Howard et al., 2021); however, it does not mean that
they know how to integrate technology into lessons content. They should also know how
to design lessons combining content, pedagogy and technology. This leads to technological
pedagogical content knowledge (TPACK) which this research will examine as part of the
study. Technology use in language teaching has been well-received by the stakeholders
because technology integrated lessons can promote the motivation and engagements of
language learners (Mei et al., 2017). Teachers' TPACK knowledge is necessary for
successful technology adoption in EFL context (Raygan & Moradkhani, 2020). Therefore,
it can be concluded that it is important to learn the level of digital literacy and TPACK of
future English teachers to better address technology integration in teacher preparation
programs.

Literature Review

Digital literacy is “the awareness, attitude and ability of individuals to
appropriately use digital tools and facilities to identify, access, manage, integrate, evaluate,
analyze and synthesize digital resources, construct new knowledge, create media
expressions, and communicate with others, in the context of specific life situations, in
order to enable constructive social action; and to reflect upon this process” (Martin, 2005,
pp. 135-136). Dudeney and Hockly (2016) argue that digital literacy is more than knowing
how to use technological tools. Besides technical skills, people need to understand the
potential of technology and utilize it to grow professionally and personally. They also
prefer to call it digital literacies in plural form because it consists of various literacies
under it. This view is supported by Lankshear and Knobel (2008) who state that digital
literacies demonstrate the underlying socio-cultural perspective and it underscores
diversity of digital literacy. Pegrum, Hockly and Dudeney (2022) put forward a four-part
framework of digital literacy according to which the interconnectedness of
communicating” (print, hypertext, multimodal, immersive, spatial, mobile, and code
literacy), "informing" (tagging, search, filtering, and information literacy), "collaborating"
(personal, network, participatory, intercultural, and ethical literacy), and "(re)designing"
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(attentional, critical, and remix literacy) are essential components to enhance digital
literacy skills for global communication.

In the contemporary era, where technology is ubiquitous in every aspect of our
lives, students must acquire digital literacy to become responsible digital citizens and use
technology not only within formal education but also in their personal lives. Teachers play
a crucial role as role models in fostering good digital literacy. According to Redecker's
report (2017), teachers need digital skills beyond operational knowledge to seamlessly
integrate digital literacy into their lesson plans.

A substantial body of research assess the digital literacy levels of pre-service
teachers, aiming to determine the readiness of higher education in adequately supporting
future educators in this domain. In diverse studies, teachers demonstrated a willingness to
learn and utilize digital tools but expressed concerns about their technological competence
(Guikema & Menke, 2014). Additionally, the positive impact of a brief digital and media
technology course on teachers' enthusiasm for integrating digital literacy into lessons was
evident (Botturi, 2019). Casillas Martin et al. (2019) found a favorable attitude towards
ICT among teachers. Similarly, Peled (2021) revealed a high perceived digital literacy
level among teachers but identified challenges in critical analysis and ethical knowledge.
Overall, research indicates that pre-service teachers benefit from practical experience to
enhance and apply their digital literacy skills (Akayoglu et al., 2020; Reisoglu & Cebi,
2020), with pre-service teachers generally demonstrating moderate (Ozcan, 2022) to high
levels of digital literacy (Ustiindag, Giines & Bahgivan, 2017).

Repeatedly research shows that notwithstanding the considerable time spent on the
internet, digital natives still exhibit gaps in certain aspects of digital literacy necessary for
proficient use of various platforms (Margaryan et al., 2011; Miller & Bartlett, 2012; Ng,
2012). Similarly, pre-service teachers participating in List’s (2019) study held the belief
that they primarily gained digital literacy skills within the school environment rather than
through their everyday experiences. Additionally, it was noted that individuals can
autonomously develop digital literacy through exposure to technological tools or by
creating content with a specific purpose. Hence, digital literacy for them emerged to be a
skill acquired independently of being a digital native or joining a digital community.

The increase of ubiquitous technology usage around the world has caused
inevitable end of integrating technology into education too. Scholars have started to
answer questions stemming from the entrance of technology into education and they have
been looking for the most efficient ways to take advantage of it. TPACK was born from
this shared pursuit. TPACK is defined as:

the basis of effective teaching with technology, requiring an understanding of the representation of

concepts using technologies; pedagogical techniques that use technologies in constructive ways to

teach content; knowledge of what makes concepts difficult or easy to learn and how technology can
help redress some of the problems that students face; knowledge of students’ prior knowledge and

theories of epistemology; and knowledge of how technologies can be used to build on existing
knowledge to develop new epistemologies or strengthen old ones (Koehler & Mishra, 2009, p. 66).
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According to Koehler and Mishra (2009), the integration of fundamental teaching
components, i.e., pedagogical content knowledge (PCK), technological content knowledge
(TCK), technological pedagogical knowledge (TPK) generates technological pedagogical
content knowledge (TPACK) at the intersection. TCK involves comprehending how
technology and content mutually influence and limit each other (Koehler et al., 2013).
TPK is an awareness of how technology can shape and facilitate specific pedagogical
practices, while TPACK represents an understanding of the intricate connections among
technology, pedagogy, and content, which empowers teachers to formulate suitable and
context-specific teaching strategies (Koehler et al., 2014).

Given the pervasive use of technology everywhere, teacher education institutions
are required to train educators capable of seamlessly integrating content, pedagogical, and
technological knowledge, prepared to instruct students in line with 21st-century standards.
Consequently, studies have concentrated on assessing the TPACK levels of pre-service
teachers through surveys, interviews, documents, or observations, incorporating various
variables. Typically, these measurements rely on self-statements from pre-service teachers,
given the challenge of designing an instrument to independently gauge each knowledge
domain, considering that each knowledge domain can vary based on factors like subject
matter and age. Across studies, pre-service teachers have been found to rely on modeling
for the integration of technology into courses (Redmond & Lock, 2013). With training on
how to benefit from technology for subject-matter teaching, their TPACK levels increased
(Lachner et al., 2021).

In large scale studies with large sample sizes, TPACK levels of pre-service
teachers are shown to be high in Estonia (Luik, Taimalu & Suviste, 2018), China (Qui et
al., 2022) and in Turkey (Kabak¢i Yurdakul, 2018). There have also been efforts to
integrate TPACK modules into experimental study designs (e.g. Lachner et al., 2021;
Redmond & Lock, 2013). In one such study conducted in Turkey, Kurt, Mishra and
Kogoglu (2013) prepared a course design encouraging pre-service teachers to use
technology in their teaching practice lessons. The survey data collected before and post-
training showed that participants experienced a notable increase in their TK, TCK, TPK,
and TPACK scores. Moreover, they developed an understanding of integrating technology
skillfully into content and pedagogy, moving away from considering it as an additional
tool. The results underscored the significance of the interplay between theory and practical
applications of TPACK.

Research Aim and Research Questions

Technology-enhanced education systems demand teachers and learners who
effectively and critically engage with digital technologies and who have the ability to
access, manage, evaluate, integrate, create, and communicate information in all mediums
in a web-based and networked environment. Accordingly, teacher education programs
become places where future teachers learn not only content, methods and approaches but
also relevant digital technologies and to orchestrate them synchronously.

© 2024 JLERE, Journal of Language Education and Research, 10(1), 87-111



92 Burcu UNAL & Ipek PEHLEVAN

The purpose of the study is to explore the relationship between digital literacy and
TPACK levels of pre-service English as a foreign language (EFL) teachers in Turkey.
With this aim in mind, the following research questions are put forward:

1. What are the perceived digital literacy and TPACK levels of pre-service EFL
teachers?

2. How do gender, academic level, duration of the Internet use, frequency of the
Internet use, and attendance at educational technology seminars affect pre-service EFL
teachers’ digital literacy and TPACK levels?

3. Is there a statistically significant relationship between pre-service EFL teachers’
digital literacy and TPACK levels?

4. Does digital literacy predict TPACK level of pre-service EFL teachers?

5. What are the beliefs and views of pre-service EFL teachers regarding the digital
competence?

Literature has shown the importance of digital literacy and TPACK levels of pre-
service and in-service teachers to meet the needs of 21st century; however, there are a few
studies which have investigated the profile of pre-service EFL teachers in Turkey
(Akayoglu et al., 2020; Turgut, 2017). This study aims to fill this gap by examining the
relationship between digital literacy and TPACK levels of Turkish EFL pre-service
teachers in Turkey. The result of the study could be beneficial to teacher educators because
it gives clues on to what extent EFL teacher training programs in Turkey provides
necessary digital competence to their students and it could offer some important insights of
the Turkish EFL pre-service teachers’ digital literacy and TPACK competence. The
findings of this research could provide an important contribution to the authorities in
developing policies on setting standards in all teacher education programs to make
technology an essential part of curriculum.

Methodology

Research Design

Research approach helps researchers to plan how to collect, analyze and interpret
data (Creswell & Creswell, 2018). In this research, mixed method approach was used to
exploit the advantages of both quantitative and qualitative research and minimize the
limitations of using either of them.

Publication Ethics

For this study, ethical committee approval was obtained by Yildiz Technical
University Ethics Committee on 02 June 2022. The report number was 20220600524,
Participants

In the present study, convenience sampling which is a type of non-probability
sampling was preferred. 118 pre-service EFL teachers from a state university in Turkey
participated to the current study. Of 118 pre-service English teachers, 16 of them
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voluntarily attended to the focus groups interviews. Focus group interviews were
conducted both face-to-face and on Zoom because of convenience. Participants were
junior and senior student teachers, who were studying an English Language Teaching
(ELT) program at a state university in the spring semester of the 2021-2022 academic year.
Students of this program are trained to become teachers, instructors, and academics in the
field of English Language Teaching. The participants took courses which provide
pedagogical and content knowledge as well as technological knowledge. Those who were
in the final year of the program had also started compulsory teaching practicum. This
bachelor program offers Information Technology course in the first year of the program
and Instructional Technologies course in the second year of the program in the curriculum.
The descriptive information of the participants is presented in Table 1.

Table 1. Distribution of the Socio-Demographic Variables

Frequency Percent
Gender Male 43 36.4
Female 75 63.6
Class Junior 61 51.7
Senior 57 48.3
Average Internet Use Total 2-5 Years 2 1.7
5-10 Years 29 24.6
10 Years + 87 73.7
Daily Internet Use for 0-2 Hours 35 29.7
School/Work 2-4 Hours 34 28.8
4-6 Hours 28 23.7
6 Hours + 21 17.8
Daily Internet Use for Free 0-2 Hours 16 13.6
Time 2-4 Hours 28 23.7
4-6 Hours 49 415
6 Hours + 25 21.2
Educational Technology Yes 68 57.6
Seminars/Workshop Attendance  No 50 42.4
Number of Seminars/Workshop One 15 12.7
Attended 1-2 or two 25 21.2
2-3 and more 26 22.0

Data Collection and Analysis

A questionnaire was administered to collect quantitive data and focus group
interviews were conducted to collect qualitative data and to provide deeper understanding
of research questions. The questionnaire consisted of three parts; demographic
information, Digital Literacy Scale and TPACK-Deep Scale. Digital Literacy scale, which
was administered in this study, was developed by Ng (2012) and adapted to Turkish by
Hamutoglu, Giingoren, Uyanik and Erdogan (2017). The scale was a five-point Likert type
ranging from (1) Strongly Disagree to (5) Strongly Agree. It consists of 17 items and 4
subscales which are Attitude, Technical, Cognitive, and Social-Emotional. The Cronbach’s
alpha coefficient value for the overall scale is .93, and for the subscales, attitude, technical,
cognitive, and social-emotional they are .88, .89, .70, and .72 respectively. In this study,
the Cronbach’s alpha value for overall scale was found as .92 which indicates high internal
reliability since it was greater than .8 (Pallant, 2020). To assess the participants” TPACK
levels, TPACK-deep Scale was utilized which was developed by Kabak¢1 Yurdakul,
Odabasi, Kiliger, Coklar, Birinci and Kurt (2012). It is a five-point Likert type scale. It
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consists of 33 items. Participants could answer each item as “strongly disagree” (1),
“disagree” (2), “neither agree nor disagree” (3), “agree” (4), and “strongly agree” (5). The
scale includes 4 subscales which were Design, Exertion, Ethics, and Proficiency. The
Cronbach’s alpha coefficient value for the overall scale is .95 in the study of Kabake1
Yurdakul et al. (2012). The Cronbach’s alpha value for the design factor is .92, for the
exertion factor it is .91, for the ethics factor, it is .86 and for the proficiency factor it is .85.
Similarly, in the current study, the Cronbach’s alpha coefficient value for the overall scale
was found as .95 which indicated that the scale has very good internal consistency
reliability (Pallant, 2020). The alpha values of the subscales were .91, .90, .86, and .85
respectively.

In the current research, the focus groups interviews were conducted with both
junior and senior participants to be able to get opinions from each level equally. The
participants who had taken the survey were informed about the qualitative part of the
study. Volunteer students got contacted by the researcher. Semi-structured interview
questions were prepared beforehand to lead the discussions. A total of 16 prospective
teachers participated the study. Eight junior students were interviewed face-to-face. The
senior students were interviewed in two groups of four. One of the interviews was carried
out online on Zoom platform and the other was held face-to-face due to the convenience of
the participants. They approximately lasted half an hour.

The data were collected and it was interpreted following the quantitative and
qualitative data analysis methods. The quantitative data was analyzed statistically on
Statistical Package for the Social Sciences (SPSS) version 26.0. Normality tests were
administered to the scales and the subscales. Skewness and Kurtosis values were
interpreted to understand the distribution of the data. According to the normality test, all
scales and subscales are between -1.5 and +1.5, with the exception of Digital Literacy
(Kurtosis=2.20) and Attitude (Kurtosis=1.82). Hence, parametric tests were applied to
assess normally distributed scales and subscales, while non-parametric analyses were
employed for the evaluation of the Digital Literacy scale and its Attitude factor.

For the first research question, the descriptive statistics and frequencies were
calculated and analyzed. Means and standard deviations were presented as well as
minimum and maximum values of the scales and the subscales. For the second research
question, an Independent Samples t-test, Mann-Whitney U test, One-way ANOVA test,
and Kruskal Wallis test were conducted. For the third research question, the relationship
between Digital Literacy and TPACK was investigated using Pearson Correlation
Coefficient test. For the fourth research question, Simple linear regression was used to test
if Digital Literacy significantly predicted TPACK. Finally, for the last research question,
qualitative data which were collected from focus group interviews were analyzed in and to
explore the data, content analysis was conducted. Content analysis is to scan the data to
find repeated words or ideas (Patton, 1990). Going through the data, codes were detected
and they were grouped under three themes. Codes were counted and the frequency and
percentages were calculated depending on the total number of the codes. To ensure the
reliability and validity, a second rater, who holds an MA degree on English language
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teaching coded and evaluated the data. After second rater’s evaluation, codes and themes
were revised.

Procedure

The data for this study was collected in the spring term of 2021-2022 academic
year in a state university in Turkey. At the time of the study, Covid-19 pandemic still
continued, therefore, the participants were having some lectures virtual and some lectures
in-person. The surveys were handed to the 118 participants in paper and the participants
were informed on paper about the aim of the study, the parts of the survey, and the
anonymity of the answers. The researcher collected the surveys and the volunteer students’
contact information for the interviews were taken. Completing the quantitative data
collection of the study, eight junior and eight senior student teachers were contacted in an
online messaging platform. The volunteers were asked to give their consents and they were
informed about the focus group discussion. The junior pre-service English teachers were
interviewed face-to-face. Four senior students were interviewed face-to-face and four
senior students were interviewed online on Zoom. All the interviews were conducted in
Turkish. The duration of all the interviews encompassed approximately half an hour. They
were recorded by the researcher and transcribed and translated into English afterwards.

Results

In the first research question, we aimed to find the perceived levels of digital
literacy and TPACK of pre-service EFL teachers. The mean values of the scales and
subscales were calculated and presented in the Table 2 below.

Table 2. Mean Scores of the Research Scales

N Mean SD Min Max
Digital Literacy Total 118 4.06 0.66 2 5
Attitude 118 4.22 0.72 2 5
Technical 118 3.98 0.82 1 5
Cognitive 118 3.92 0.86 1 5
Social-Emotional 118 3.89 0.88 2 5
TPACK Total 118 134.80 17.58 76 165
Design 118 414 0.59 2 5
Exertion 118 418 0.54 2 5
Ethics 118 4.16 0.62 2 5
Proficiency 118 3.67 0.79 2 5

The learners perceived level of digital literacy was found to be 4.06 which shows
that the participants have a high level of digital literacy (M = 3.68, SD = 5.00). Among the
subscales, Social-Emotional (M = 3.89, SD = 0.88), Cognitive (M = 3.92, SD = 0.86), and
Technical (M = 3.98, SD = 0.82) similarly indicated a high level of digital literacy. The
highest mean score is Attitude (M = 4.22, SD = 0.72) which can be interpreted as the
participants having a high level of attitudes toward ICT.

The participants total TPACK average was found to be 134.80. This indicates a
high level of TPACK according to the rubric (Kabak¢i Yurdakul, et al., 2012). For the
subscales of TPACK, participants have the highest score in Exertion (M = 4.18, SD =
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0.54) subscale. It is followed by Ethics (M = 4.16, SD = 0.62) and Design (M = 4.14, SD =
0.59) subscales. Proficiency (M = 3.67, SD = 0.79) subscale’s mean score was average
which can be interpreted that the participants had medium proficiency to integrate
technology with the content and pedagogy.

In the second research question, the effects of independent variables on digital
literacy and TPACK levels of pre-service EFL teachers were explored. In this regard, an
Independent Samples t-test, Mann-Whitney U test, One-way ANOVA test, and Kruskal
Wallis test were conducted. In the Table 3 below, the results of the independent samples t-
test and Mann-Whitney U test which explore the gender differences in Digital Literacy and
TPACK were presented.

Table 3. Comparison of Males and Females on Digital Literacy and TPACK

Gender Mean SD t p

Digital Literacy Total Male 4.18(Mdn) 0.72 1590 (V) .900
Female 4.18(Mdn) 0.62

Attitude Male 4.29(Mdn) 0.85 1821 (V) .240
Female 4.29(Mdn) 0.62

Technical Male 4.10 0.82 1.241 217
Female 3.91 0.82

Cognitive Male 3.99 0.88 .652 516
Female 3.88 0.86

Social-Emotional Male 3.79 0.88 -.962 -.338
Female 3.95 0.88

TPACK Total Male 3.98 0.52 -1.579 117
Female 4.14 0.53

Design Male 4.06 0.52 -1.148 .253
Female 4.19 0.62

Exertion Male 4.07 0.53 -1.615 .109
Female 4.24 0.54

Ethics Male 3.98 0.64 -2.361 .020*
Female 4.26 0.59

Proficiency Male 3.63 0.76 -414 .680
Female 3.69 0.80

It was found that there was a statistically significant difference in Ethics subscale
between males and females (t(116) = -2.361, p<0.05). According to the test result, female
participants (M = 4.26, SD = 0.69) have higher man scores than male participants (M =
3.98, SD = 0.64) in terms of Ethics.

In the Table 4 below, the results of the independent samples t-test and Mann-
Whitney U test which explain the difference in Digital Literacy and TPACK for the grade
level variable were presented.

Table 4. Comparison of Juniors and Seniors on Digital Literacy and TPACK

Class Mean SD t p

Digital Literacy Total Junior 4.12(Mdn) 0.65 1841 (V) 577
Senior 4.18(Mdn) 0.66

Attitude Junior 4.43(Mdn) 0.71 1720 (V) 922
Senior 4.29(Mdn) 0.74

Technical Junior 3.90 0.84 -1.032 .304
Senior 4.06 0.08

Cognitive Junior 3.84 0.86 -1.082 .282
Senior 4.01 0.86

Social-Emotional Junior 3.94 0.90 .616 539
Senior 3.84 0.86
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TPACK Total Junior 4.04 0.55 -.864 .389
Senior 4.13 0.51

Design Junior 4.08 0.60 -1.084 281
Senior 4.20 0.57

Exertion Junior 4.12 0.56 -1.151 .252
Senior 4.24 0.52

Ethics Junior 4,13 0.64 -.508 .613
Senior 4,19 0.61

Proficiency Junior 3.68 0.80 154 .878
Senior 3.66 0.77

Following the analysis, it was found that there was no significant difference in
Digital Literacy, TPACK, and their subscales between juniors and seniors. (p>0.05).

In the Table 5 below, the results of the One-way ANOVA and Kruskal Wallis Tests
which investigate the impact of the duration of the Internet use on Digital Literacy and
TPACK were introduced.

Table 5. Multiple Comparison of Duration of Internet Use on Digital Literacy and TPACK

Mean SD F p

Digital Literacy Total 2-5 Years 4.09 0.45 2.551(H) 0.279
5-10 Years 3.94 0.55
10 Years + 4.10 0.69

Attitude 2-5 Years 4.21 0.70 0.971(H) 0.615
5-10 Years 4.19 0.59
10 Years + 4.23 0.76

Technical 2-5 Years 4.00 0.23 0.757 0.471
5-10 Years 3.82 0.75
10 Years + 4.03 0.85

Cognitive 2-5 Years 3.75 1.06 1.050 0.353
5-10 Years 3.72 0.67
10 Years + 3.99 0.91

Social-Emotional 2-5 Years 4.25 0.35 1.140 0.323
5-10 Years 3.69 0.77
10 Years + 3.95 0.92

TPACK Total 2-5 Years 4.26 0.53 0.236 0.790
5-10 Years 4.04 0.48
10 Years + 4.10 0.55

Design 2-5 Years 4.35 0.63 0.231 0.794
5-10 Years 4.09 0.46
10 Years + 4.15 0.63

Exertion 2-5 Years 4.33 0.58 0.262 0.770
5-10 Years 4.12 0.47
10 Years + 4.19 0.56

Ethics 2-5 Years 4.75 0.35 1.096 0.338
5-10 Years 4.09 0.72
10 Years + 4.17 0.59

Proficiency 2-5 Years 3.30 0.42 0.218 0.804
5-10 Years 3.67 0.67
10 Years + 3.68 0.83

It was found that there were no significant differences in terms of the research scales
across the duration of the Internet use among groups (p>0.05). In other words, the duration
of Internet usage among pre-service English teachers had no impact on their levels of
Digital Literacy and TPACK.
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In the Table 6 below, the results of the One-way ANOVA and Kruskal Wallis Tests
which compare the effect of the Daily Internet Use for school/work on Digital Literacy and
TPACK were presented.

Table 6. Multiple Comparison of Daily Internet Use for School/Work on Digital Literacy and
TPACK

Mean SD F p
Digital Literacy Total 0-2 Hours 4.07 0.55 2.277(H) 517
2-4 Hours 4.09 0.64
4-6 Hours 4.15 0.67
6 Hours + 3.87 0.82
Attitude 0-2 Hours 4.24 0.72 3.421(H) 331
2-4 Hours 4.25 0.70
4-6 Hours 4.34 0.71
6 Hours + 4.00 0.78
Technical 0-2 Hours 4.02 0.75 1.091 .356
2-4 Hours 4.00 0.75
4-6 Hours 4.07 0.84
6 Hours + 3.77 1.03
Cognitive 0-2 Hours 3.96 0.67 157 925
2-4 Hours 3.88 0.88
4-6 Hours 3.98 0.85
6 Hours + 3.83 1.15
Social-Emotional 0-2 Hours 3.76 0.86 .808 492
2-4 Hours 4.06 0.89
4-6 Hours 3.95 0.85
6 Hours + 3.79 0.95
TPACK Total 0-2 Hours 3.97 0.54 1.091 .356
2-4 Hours 411 0.54
4-6 Hours 4.21 0.55
6 Hours + 4.07 0.44
Design 0-2 Hours 4.05 0.59 .834 478
2-4 Hours 4.17 0.57
4-6 Hours 4.27 0.60
6 Hours + 4.06 0.60
Exertion 0-2 Hours 4.04 0.58 1.498 219
2-4 Hours 418 0.53
4-6 Hours 4.33 0.52
6 Hours + 4.18 0.49
Ethics 0-2 Hours 4.07 0.69 .398 .755
2-4 Hours 4.22 0.56
4-6 Hours 4.15 0.71
6 Hours + 4.21 0.47
Proficiency 0-2 Hours 3.51 0.75 1.045 376
2-4 Hours 3.69 0.82
4-6 Hours 3.86 0.76
6 Hours + 3.63 0.82

The results indicated that there were not statistically significant differences in Digital
Literacy and TPACK with respect to the participants’ average daily Internet use for
school/work (p>0.05).

In the Table 7 below, the results of the One-way ANOVA and Kruskal Wallis Tests
which explore the differences in Digital Literacy and TPACK in terms of the Daily
Internet Use in Free Time were presented.
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Table 7. Group Comparisons of the Daily Internet Use in Free Time on Digital Literacy and
TPACK

Mean SD F p
Digital Literacy Total 0-2 Hours 3.76 0.93 2.411(H) 492
2-4 Hours 4.01 0.61
4-6 Hours 4.16 0.53
6 Hours + 412 0.71
Attitude 0-2 Hours 4.04 0.97 0.464(H) 927
2-4 Hours 4.15 0.79
4-6 Hours 4.30 0.59
6 Hours + 4.26 0.71
Technical 0-2 Hours 3.60 1.08 1.672 77
2-4 Hours 3.91 0.79
4-6 Hours 4,12 0.64
6 Hours + 4.03 0.95
Cognitive 0-2 Hours 3.63 1.21 1.162 327
2-4 Hours 3.91 0.89
4-6 Hours 3.91 0.66
6 Hours + 4.14 0.91
Social-Emotional 0-2 Hours 341 1.12 2.286 .083
2-4 Hours 3.88 0.76
4-6 Hours 4.06 0.79
6 Hours + 3.90 0.93
TPACK Total 0-2 Hours 4.07 0.64 0.069 .976
2-4 Hours 411 0.63
4-6 Hours 4.10 0.47
6 Hours + 4.05 0.47
Design 0-2 Hours 4.04 0.65 0.263 .852
2-4 Hours 4.16 0.66
4-6 Hours 4.18 0.52
6 Hours + 4.10 0.61
Exertion 0-2 Hours 4.14 0.63 0.051 .985
2-4 Hours 4.21 0.62
4-6 Hours 4.18 0.52
6 Hours + 4.17 0.45
Ethics 0-2 Hours 4.38 0.59 0.964 412
2-4 Hours 418 0.74
4-6 Hours 4.13 0.57
6 Hours + 4.05 0.60
Proficiency 0-2 Hours 3.69 0.99 0.074 974
2-4 Hours 3.66 0.78
4-6 Hours 3.70 0.71
6 Hours + 3.65 0.83

The findings of one-way ANOVA and Kruskal Wallis indicated that the participants’
daily Internet use in their free time had no effect on Digital Literacy and TPACK scores
(p>0.05). It can be said that the time spent on the internet by pre-service English teachers
had no impact on their levels of Digital Literacy and TPACK.

An Independent t-test and Mann-Whitney U test were conducted to explore the
differences in Digital Literacy and TPACK with regard to attending an education
technology training variable. The findings were presented in the Table 8 below.
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Table 8. Comparison of Attending an Education Technology Training on Digital Literacy and
TPACK

Mean SD t p

Digital Literacy Total Yes 4.21(Mdn) 0.63 1309 (U) .033*
No 4.09(Mdn) 0.67

Attitude Yes 4.50(Mdn) 0.66 1379 (V) .079
No 4.21(Mdn) 0.77

Technical Yes 4.09 0.78 1.707 .090
No 3.83 0.86

Cognitive Yes 3.99 0.81 0.961 339
No 3.83 0.92

Social-Emotional Yes 3.98 0.82 1.204 231
No 3.78 0.95

TPACK Total Yes 4.18 0.48 2.284 .024*
No 3.96 0.57

Design Yes 4.23 0.53 1.855 .066
No 4.02 0.64

Exertion Yes 4.26 0.51 2.099 .038*
No 4.06 0.56

Ethics Yes 4.24 0.58 1.754 .082
No 4.04 0.66

Proficiency Yes 3.80 0.67 2.203 .030*
No 3.48 0.89

According to the Mann-Whitney U test result, there was a significant difference in
Digital Literacy between participants who attended an educational technology training and
participants who did not attend any (U = 1309, p<0.05). Digital Literacy levels of
participants who participated to an educational technology training (Mdn = 4.21) were
higher than those of participants who did not participated any trainings (Mdn = 4.09).

According to the Independent Samples t-test results, there were significant
differences in TPACK (t(116) = 2.284, p<0.05), Exertion (t(116) = 2.099, p<0.05), and
Proficiency (t(116) = 2.203, p<0.05) between groups. Participants who attended
seminars/workshops on educational technology (M = 4.18, SD = 0.48) had higher mean
scores than those who did not attend any (M = 3.96, SD = 0.57) in TPACK. They (M =
4.26, SD = 0.51, M = 3.80, SD = 0.67) also had higher mean scores in Exertion and
Proficiency (M = 4.06, SD = 0.56, M = 3.48, SD = 0.89).

In the Table 9 below, the results of the One-way ANOVA and Kruskal Wallis Tests
which compare the effect of the frequency of pre-service English teachers’ attendance at
educational technology trainings on Digital Literacy and TPACK were presented.

Table 9. Group Comparisons on Digital Literacy and TPACK according to the Frequency of
Educational Technology Trainings Participants Attended

Mean SD F p
Digital Literacy Total 1 4.02 0.80 6.369(H) .095
1-2 and 2 4.15 0.71
2-3and + 4.29 0.43
Attitude 1 4.14 0.79 4.529(H) 210
1-2 and 2 4.30 0.76
2-3and + 4.47 0.46
Technical 1 3.91 1.00 2.095 077
1-2 and 2 4.07 0.80
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2-3 and + 4.38 0.56

Cognitive 1 3.73 1.05 1.034 .380
1-2 and 2 4.00 0.84
2-3 and + 4,13 0.65

Social-Emotional 1 4.17 0.88 1.034 .381
1-2and 2 4.04 0.88
2-3 and + 3.81 0.77

TPACK Total 1 411 0.51 2.343 077
1-2and 2 4,17 0.49
2-3 and + 4.26 0.46

Design 1 421 0.55 1.276 .286
1-2and 2 4.20 0.52
2-3 and + 4.28 0.56

Exertion 1 421 0.57 1.708 .169
1-2and 2 4.28 0.52
2-3 and + 4.30 0.50

Ethics 1 4.10 0.65 2.410 .071
1-2 and 2 4.23 0.58
2-3 and + 4.40 0.48

Proficiency 1 3.69 0.71 2.395 072
1-2and 2 3.81 0.65
2-3 and + 3.92 0.67

Subjects were divided into four groups according to their answers to the open-ended
question which asks how many educational technology trainings (seminars/workshops)
they have attended so far (Group 1: 1 training, Group 2: 1-2 and 2 trainings, Group 3: 2-3
and more trainings). The results obtained from the tests showed that there were not any
significant differences in Digital Literacy and TPACK based on the frequency of
attendance at educational technology training groups (p>0.05).

In the third research question, the relationship between Digital Literacy and
TPACK was investigated using Pearson Correlation Coefficient test and the findings were
presented in the Table 10 below.

Table 10. Correlation Analysis Between Digital Literacy and TPACK Scales

Scales 1 2 3 4 5 6 7 8 9 10
TPACK Total 1

Design 920%* 1

Exertion 944**  845** 1

Ethics J709**  481**  608** 1

Proficiency  .840**  744**  707**  482** 1

DL Total 581**  BE5**  B54**  346**  511** 1

Attitude A439**  403**  437**  302**  .339**  882** 1

Technical b574**  BE5**  531**  309**  5b4**  B76**  594** 1

Cognitive 417> 392**  388**  283**  360** .720**  474**  672** 1
Social- A413*%*  427%*  395** 186> .368**  .660**  .607**  .396**  .348** 1
Emotional

The findings revealed that there was a positive relationship between Digital Literacy
and TPACK and their subscales (p<0.05). There was a strong positive correlation between
Digital Literacy and TPACK (r =.581, p<0.05), between Digital Literacy and Design (r
=.555, p<0.05), between Digital Literacy and Exertion (r =.554, p<0.05), and between
Digital Literacy and Proficiency (r =511, p<0.05). There was also a strong positive
correlation between TPACK and Technical dimension of Digital Literacy (r =574,
p<0.05), between Technical and Design dimension (r =.555, p<0.05), between Technical
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and Exertion dimension (r =.531, p<0.05), and Technical and Proficiency dimension of
TPACK (r =.554, p<0.05).

In the fourth research question, simple linear regression was used to test if Digital
Literacy significantly predicted TPACK and the findings were presented in the Table 11
below.

Table 11. Regression Analysis for Digital Literacy Predicting TPACK

Predictor B Std. Error Beta t p
Constant 71.980 8.281 8.692 .000
Digital Literacy 0.910 0.118 0.581 7.685 .000*

The results of the regression indicated that Digital Literacy significantly predicted
TPACK (B =0.581, p <0.01). This finding showed that Digital Literacy explained 33.7 %
of the variance in TPACK.

For the last research question, focus group interviews were conducted with the total
of 16 junior and senior pre-service English teachers. Going through the data, codes were
detected and they were grouped under three themes. Codes were counted and the
frequency and percentages were calculated depending on the total number of the codes.
Table 12 shows the main themes and the distribution of the codes.

Table 12. Themes and Codes of Pre-Service EFL Teachers' Views on Digital Competence

Themes Codes f %

Inefficient Courses 9 14
Institution-related .

Need for Courses on Technology Integration 4 6
Issues

Need to Learn Useful Apps and Digital Tools 5 8

Need of Seminars / Workshops on Educational Technology 6 9
Teacher Educators

TE as Role Models 8 13
- related Issues

TE’s Lack of Technology Integration in Courses 7 11

Pre-Service EFL Teachers' Incompetence 4 6
Pre-Service EFL .

Self-learning 8 13
Teachers - related

Learning by Doing 1 17
Issues .

Peer-Learning 2 3

TOTAL 64 100

The views of pre-service English teachers on how their teacher training institutions
and departments address digital competence were centered around three major themes
which are institution-related, teacher educators-related and pre-service EFL teachers
related issues.

The participants were asked questions about whether departmental courses and
educational technology courses were effective and they contribute to their understanding
of digital competence. The most elicited answers from the participants were inefficiency of
Informational Technology and Instructional Technologies courses which are required
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courses for teacher training programs. Regarding this, some of the comments made by the
participants can be seen below:

We took a technology course at the first years of the university. It was such an inefficient course
that we were given encyclopedic knowledge such as even the tiniest hardware of a computer
which does not concern us at all (P9).

We took courses (Instructional Technologies and Informational Technology) two terms and the

content was not beneficial at all because they were teaching software and hardware pieces and

they were not intended for our profession. They were mainly technical (P12).

When the data is examined in detail it seems that teacher educators are seen as role
models in terms of the use of technology in education. Following comments were shared
regarding the issue:

In English Literature course, we have learned lots of (examples for technology integration).

Our instructor is a person who loves using the Internet very much. | took notes of digital tools.

For example, there was a map travelling around the world and s/he told the names of these (P13).

When we look into details in the qualitative data, it is obtained that pre-service
English teachers are aware of their parts in learning technology and its integration in
undergraduate level. The most mentioned things by pre-service English teachers was
Learning by Doing (17%). In general, the participants shared that they need a hands-on
experience to learn and practice new technologies instead of talking about theories.

I do not remember the name of the course. We learned how to write a blog. We wrote English
blogs. It was really good. We prepared advertisements. | think they were so impressive in terms
of teaching English....The university should expose us to it. It should establish some criteria for
instructors while giving presentations and teaching. We need to use them or it should provide
hands-on experience so that we can see (P5).

The content of the computer courses that we mentioned should be determined properly. In the
exam we were given questions. We memorized them and it does not benefit. Instead there
could have been performance-oriented things in the assessment (P12).

Discussion

With respect to the first research question, which is asked to identify the digital
literacy and TPACK levels of pre-service English teachers, the results revealed that the
participants had a high level of digital literacy and TPACK. These findings are in line with
those of previous studies (Peled, 2021; Liza & Andriyanti, 2020; Ata & Yildirim, 2019;
Redmond & Lock, 2013; Luik, Taimalu & Suviste, 2018). They also showed high
perceptions on sub dimensions of TPACK which are Design, Exertion and Ethics.
However, their Proficiency level could not exceed the average. Kabake¢i Yurdakul (2011,
2018) also reported that pre-service teachers’ perceptions of Design, Exertion and Ethics
were high except for Proficiency which was moderate. Based on this finding, it can be
inferred that pre-service teachers conceived themselves competent in designing a lesson
with the help of technological and pedagogical knowledge, implementing it considering
ethical issues; however, they do not feel proficient enough to integrate technology into
content, and furthermore, they may have problems in finding solutions to possible
problems with respect to this. This is also corroborated by the qualitative analyses which
suggest that pre-service English teachers do not feel competent enough to use technology
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in education and in their teaching training programs, they demand courses in which they
can practice and learn new things by being an active learner.

The results of this study indicated that gender did not play a significant role in
influencing Digital Literacy and TPACK scores, including its sub dimensions. However, a
notable exception was identified in the Ethics subdimension of TPACK, where female pre-
service teachers exhibited significantly higher scores than their male counterparts.
Additionally, the findings of parametric and non-parametric tests also indicated that the
participants’ academic level (junior, senior) had no effect on their Digital Literacy and
TPACK scores. These results seem to be consistent with other research which found that
digital literacy and TPACK does not differ significantly according to academic level
(Karagozoglu & Gezer, 2022; Altun, 2017; Atar et al., 2019). When it comes to the
duration of the Internet use and the frequency of the Internet use for school or work, the
results showed that these independent variables had also no effect on digital literacy and
TPACK scores. This outcome is contrary to that of Ata & Yildirim (2019) who found that
the more participants spend time on the Internet, the more digital literacy skills they have.
It can be said that participants in the current study may not use the Internet for the aspects
of digital literacy or they may not be aware of the fact that they can turn internet use into a
gain in knowledge and skills. As for the educational technology trainings such as seminars
or workshops, the participants who attended any educational technology trainings before
had higher digital literacy scores than those who did not attend any. However, this
difference was not affected by the number of trainings attended. When educational
technology trainings and TPACK were examined, it was found that there was a significant
difference between participants who attended educational technology trainings and those
who did not attend any in terms of TPACK, Exertion, and Proficiency. Although the
number of trainings did not lead to any significant differences between groups across all
the scale and subscales, this shows the importance of the impact of trainings for
technology use in education. ICT support and training can cause efficient technology
integration in the classrooms (Tondeur et al., 2008). These trainings might help pre-service
teachers to understand the philosophy behind technology integration and they can see the
current trends in education and even get hands-on experience. They can meet experts from
the field and learn different applications and practices which they can apply in their own
teaching. Thus, these trainings could be an additional way to develop pre-service teachers’
TPACK competence.

The findings revealed that there was a strong positive relationship between Digital
Literacy and TPACK. In the subscale level, there was a strong positive correlation between
Digital Literacy and Design, Exertion, and Proficiency. This finding corresponds to the
that of the study conducted by Altun (2017) who found a significantly high relationship
between TPACK and digital literacy. Additionally, there was a significant positive
relationship between Technical dimension of digital literacy and TPACK. There was also a
significant correlation between Technical dimension of Digital Literacy and the Design,
Exertion, and Proficiency factors of TPACK. This means that participants who reported
high technical competence showed higher perceptions of TPACK. This could underline the
importance of technical skills in cultivating digital competence of pre- service EFL
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teachers, even though research claimed that it should not be the sole focus of instruction
(Tondeur et al., 2018).

Together with the relationship between Digital Literacy and TPACK, this study
aims to find out whether Digital Literacy affect TPACK. Having conducted regression
analysis, it was revealed that Digital Literacy significantly predicted the TPACK scores of
pre-service English teachers. This finding showed that Digital Literacy explained 33.7 %
of the variance in TPACK. These results are in alignment with Altun’s (2017) finding
which showed that digital literacy is a predictor of TPACK level of pre-service teachers.
Digital literacy combines all the skills and knowledge from cognitive and technical skills
to social aspect of digital environment to be able to survive in digital world. Therefore, it is
plausible to expect that digital literacy becomes an essential to design technology
integrated lessons and it influences TPACK competency of pre-service teachers
accordingly (Casillas Martin et al., 2020; Reisoglu, 2022).

The final research question investigated participants’ perspectives on digital
competence and evaluations of the effectiveness of their ICT and departmental courses
within their teacher training institutions. After the extensive analysis of focus group
interviews, three themes were elicited. They were Institution-related Issues, Teacher
Educators-related Issues and Pre-service EFL Teachers-related Issues. The study showed
that pre-service EFL teachers do not believe they achieve digital competence by taking
these courses. This result is supported with the study by Baek and Sung (2021) which was
conducted in South Korea. They claimed that pre-service teachers considered their
technology education courses inadequate and these courses were not connected to each
other. It was also suggested that there was a need to have a technology course in which
they could learn up-to-date information from the area and effective ways to integrate
technology into lessons and trainings on educational technology. This result is in line with
the study carried out by Aslan and Zhu (2017). In their study, they investigated the
variables effecting the successful ICT integration into teaching practice and they
concluded that pedagogical knowledge and ICT related courses were the important
predictors of a successful technology integration. Chai et al. (2010) also claimed that skill-
based ICT courses can enhance pre-service teachers’ understanding of TPACK.

It was also observed that the participants saw their instructors as role models in
technology integration. This result is in line with the studies which underline the
importance of teacher educators as role models when presenting educational technologies
(Akayoglu et al., 2020; Dinger, 2018; Redmond & Lock, 2013; Tondeur et al., 2018; Wang
et al., 2018). Interestingly, the participants mentioned that they felt incompetent in terms of
technology integration although they were raised in digital era. This is aligned with the
studies that have revealed that, although student teachers were active users of the digital
technologies and the Internet, their usage remained at a basic level, their actual proficiency
in utilizing these skills was low, and they lacked the necessary competence to integrate
ICT into teaching (Aslan & Zhu 2017; McGarr & McDonagh, 2021). In the current study,
it is also found out that hands-on experience was more effective and preferable by pre-
service EFL teachers. This result seemed to be consistent with other research which
emphasized the importance of learning by doing in technology integration education for
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prospective teachers (Kimm et al., 2020; Reisoglu & Cebi, 2022; Tondeur et al., 2012;
Lohnes Watulak et al., 2018). Peer-learning is another way to learn different educational
technologies. Collaboration with peers provide an opportunity to see examples of digital
applications and tools (Kurt et al., 2014).

Conclusion

In conclusion, this study has provided valuable insights into the digital literacy and
Technological Pedagogical Content Knowledge (TPACK) levels of Turkish pre-service
English teachers. Firstly, the findings underscored a generally high level of perceived
TPACK and digital literacy levels among participants. Interestingly, female participants
displayed higher mean scores in Ethics factor within TPACK. Additionally, the study
highlighted the impact of educational technology training, as participants who attended
such training demonstrated higher proficiency in Digital Literacy, TPACK, Exertion, and
Proficiency factors. This study has also revealed significant correlation between Digital
Literacy and TPACK levels among Turkish pre-service English teachers. Notably, a
positive relationship was identified, emphasizing the interconnected nature of these
competencies. Additionally, the study found that digital literacy serves as a predictor of
TPACK proficiency, shedding light on the pivotal role of digital literacy in shaping
technological and pedagogical knowledge. These findings underscore the importance of
considering the interdependence of Digital Literacy and TPACK in the professional
development of pre-service EFL teachers, highlighting the need for targeted interventions
to enhance both competencies. Finally, qualitative analysis further enriched the
understanding of pre-service EFL teachers' perceptions of digital competence and TPACK.
Consequently, teacher training programs need to renew computer courses to align with
current language education technology trends. Offering subject-specific courses in English
language teaching applications and tools is also crucial. Moreover, pre-service English
teachers must be given opportunities for TPACK development through targeted
technology integration courses, allowing them to experiment with diverse digital tools and
resources. Although the results cannot be generalized mostly because of the small number
of participants and self-reported surveys, it adds valuable insights into EFL programs in
terms of digital competence and TPACK in Turkey. For further research, it is
recommended to conduct a broader study that includes lesson plans and class observations
Furthermore, developing a competence test to measure the actual digital literacy and
TPACK of pre-service teachers might be considered.
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Elestirel diisiinme, felsefenin ilk donemlerine dayanan ve bilim
insanlarinca hala tanimlanan, boyutlandirilan ve hemen her alanda etkisi
gozlemlenen bir kavramdir. Elestirel diisiinme, bir konunun
derinlemesine diigiiniilerek analizini yapmanin sonucunda bir yargiya
varmaktir. Bu siirecin igerisinde yer alan her bir adim, bireyin okuma
eyleminin zihinsel boyutlarryla iligkilidir. Okunani zihinsel olarak
anlamlandirma siirecinde elestirel diisiinmenin basamak ve boyutlari
olan akil yiiritme, derinlemesine diislinme, analiz yapma,
degerlendirme, sonu¢ ¢ikarma, neden-sonu¢ iliskisi kurma da
kullanilmaktadir. Bu dogrultuda bu ¢alismada, ortaokul d6grencilerinin
elestirel diistinme egilimleri ile okuma becerileri arasindaki iligskiye
yonelik 6grencilerin goriislerinin belirlenmesi amaglanmigtir. Calisma
nitel arastirma tiirlerinden olgubilimsel desende gergeklestirilmistir.
Calisma grubunu olusturan 16 katilime ile goniilliiliik esasina gore bire
bir yar1 yapilandirilmis goriismeler gerceklestirilmis, elde edilen veriler
icerik ve betimsel analize tabi tutulmustur. Calismanin sonucunda
ortaokul dgrencilerinin elestirel diisiinme egilimleriyle okuma becerileri
arasinda olumlu bir iliski oldugunu diislindiikleri, okuma siirecinde
elestirel dusiinmeyi aktif ve bilingli bir sekilde kullandiklari, elestirel
diistinmeye karst olumlu bir tutum igerisinde olduklari, okuma siirecinde
elestirel diisiinmeye egilimli olduklari, elestirel diisiinme sayesinde
okuduklarmni daha iyi anladiklart sonucuna ulasilmistir.
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Giris

Elestiri, insanlarin hemen her seyi sorgulayarak diisiinmesi ve anlamlandirmasi
sonucunda ortaya ¢ikan felsefe bilimi kadar eski, pek ¢ok bilimle iliskili bir kavramdir.
Diisiiniirler, elestiriyi felsefenin bir geregi olarak gérmiistiir. Kant, elestiriyle baslamayan
her felsefenin aslinda bir dogmatizm oldugunu iddia etmektedir (Bal, 2018). Bu nedenle
elestiri, dogruya ulagsma yolunda kullanilan bir diisiinme bi¢imi haline gelmistir. Elestirel
diisiinme, bireyin bilingli diisiinme yetisini artirarak ona okulda ve hayatin geneli hakkinda
derinlemesine diisiinmesini saglayacak zihin araclarini saglar (Paul ve Elder, 2006). Bireyler
karsilastiklar1 ¢ogu olay ve durum karsisinda dogrulara ulasmak icin elestirel diisiinmeye
yonelik bir egilim gelistirir. Elestirel diislinmeyi egitim bazli 6grenen bireylerde bu egilim
daha yiiksektir, ¢iinkii elestirel diisiinme becerisine sahip olanlar, onu dogru sekilde
kullanabilmek konusunda bilgileri olmadiginda yetersiz olabilirler (Akb1yik ve Seferoglu,
2006). Bu beceriyi dogru sekilde kullanabilmek i¢in elestirel diisiinme, egitim siirecine dahil
edilmistir. Ulkemizde uygulanan 6gretim programlarmin temel amaglarinda “bilgiyi iireten,
hayatta islevsel olarak kullanabilen, problem ¢6zebilen, elestirel diisiinen, girisimci, kararli,
iletisim becerilerine sahip, empati yapabilen, topluma ve kiiltiire katki saglayan vb.
niteliklerde bireyler yetistirmek™ yer alirken Tiirkgce dersi 6gretim programinin &zel
amaglarinda da “Ogrencilerin okuduklarin1 anlayarak elestirel bir bakis acisiyla
degerlendirmelerinin ve sorgulamalarinin saglanmasi” amaclanmaktadir (MEB, 2019).
Okuma ve okudugunu anlama, ana dili yetkinligini saglayan dort temel beceriden biridir.
Okudugunu anlama ve yorumlama, bir metni sorgulayip degerlendirmek ve tiim bunlardan
¢ikarim yaparak bir sonuca ulagsmayi1 gerektirir (Yildirim ve Séylemez, 2018). Bu nedenle
okuma, elestirel diisiinmenin de kullanildig1 bir siiregtir. Okuma becerileri; bireyler i¢in
bugiin ve gelecekte olduk¢a 6nem arz etmektedir, ¢linkii bireylerden bilgi ¢aginin bir geregi
olarak okumanin yani sira neyi okumalart ve nasil okumalari gerektigini bilmeleri
beklenmektedir (Batur, Ulutas ve Beytek, 2019). Bu dogrultuda elestirel diistinme ve okuma,
birbirini besleyen iki beceri olarak 6grencilerin karsisina ¢ikmaktadir.

Literatiir Taramasi

Elestirel diisinme ve okuma hem ayr1 ayr1 hem de birlikte ¢alisilmis iki farkli
konudur. Ulkemizde ve farkli iilkelerde yapilan arastirmalar, iki kavram arasinda bir
iliskinin oldugunu gostermektedir. Son yillarda Tiirkiye’de yapilan arastirmalardan birinde
sinif 6gretmenleri ve ilkdgretim 4. sinif 6grencilerinin okuma-anlama diizeyleri ve elestirel
diisiinme becerileri incelenmis ve elestirel diisiime becerileri yliksek olan 6grencilerin
okuma anlama basar1 diizeylerinin de yiiksek oldugu tespit edilmistir (Usta, 2019). Tiirkben
ve Karaman gergeklestirdikleri nitel arastirmada (2022) 6. sinif 6grencileriyle goriismiis ve
elestirel okuma uygulamalarinin 6grencilerin okumaya yonelik ilgilerini artirdigini, anlama
ve diisiinme becerilerini olumlu etkiledigini ortaya koymustur. Bir bagka arastirmada
elestirel diistinme egilim diizeyleri yliksek olan 6grencilerin okudugunu anlama diizeyinin
de yiiksek oldugu ve okumaya iliskin tutumlarmin olumlu oldugu bulgusuna ulagilmistir
(Bozpolat ve Giligciik Kurga, 2021). Basmaz ve Kutlu'nun (2021) gergeklestirdigi
arastirmada, ogrencilerin okudugunu anlama becerilerinin elestirel diisiinme egilimlerini
yiiksek diizeyde yordadigi tespit edilmistir. Kiran (2019) ise gerceklestirdigi arastirmada
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Ogrencilerin elestirel diisinme diizeyleriyle okudugunu anlamadaki basar1 diizeyinin
arasinda pozitif yonli bir iligski oldugu sonucuna ulagmistir. Farkli iilkelerde gergeklesen
aragtirmalarda yine elestirel diislinme ve okuma arasinda pozitif yonlii bir iligkinin oldugu
ve bu iki kavramin birbirini yordadig1 bulgularina ulasilmistir (Freeman ve Philips, 2021;
Barjesteh ve Vaseghi, 2012; Hosseini, Khodaei, Sarfallah, Dolatabadi, 2012; Alogaili, 2012;
Fahim ve Sa’eepour, 2011; Liaw, 2007).

Arastirmanin Amaci ve Arastirma Sorulari

Bu arastirmanin amaci ortaokul 6grencilerinin elestirel diisiinme egilimi ile okuma
becereileri arasindaki iliskiye yonelik goriislerini belirlemektir. Bu amag¢ dogrultusunda su
arastirma sorularina yanit aranmistir:

1. Ogrencilerin okudugunu anlama siirecinde elestirel diisiinme yontemine basvurmak
hakkindaki goriisleri nelerdir?

2. Opgrenciler, elestirel diisinmenin okuma becerilerine nasil bir katkis1 oldugunu
distinmektedir?

Ogrenciler bir metnin elestirisini nasil yapmaktadir?

Ogrenciler bir metni anlamak icin nasil yollara bagvurmaktadir?

Ogrenciler ideal bir okuma egitimini nasil tanimlamaktadir?

Ogrenciler okudugunu anladiklarimin nasil farkinda olmaktadir?

Ogrenciler kendilerini elestiri yapacak olgunlukta gérmekte midir?

Ogrenciler elestirel diisiinme siirecinde neler yapmaktadir?

© o N o 0 kW

Ogrenciler okuduklarinin dogru ve yanlishgmi nasil degerlendirmektedir?

10. Ogrencilerin Tiirk¢e dersi kitaplarindaki elestirel diisiinme etkinliklerine iliskin
gortisleri nelerdir?

11. Ogrenciler metne ilgi duymadiklarinda nasil elestiri yapmaktadir?

12. Ogrenciler okudugunu analiz etme ¢abuklugu ile okudugunu anlama g¢abuklugu
arasinda paralel bir iliski oldugunu diistinmekte midir?

13. Ogrencilerin derse duyduklar: ilgi, ders hakkindaki metinleri okuma diizeylerini
nasil sekillendirmektedir?

Yontem
Arastirma Deseni

Caligsma, nitel arastirma yaklasiminda olgubilimsel desende gerceklestirilmistir. Nitel
yaklagim; anlam ve olgu iizerine odaklanan, baglamlara énem veren, dogal ortamlarda ve
tiimevarimsal bir mantik {izerine gergeklestirilen arastirmalari kapsar (Robson, 2017).
Bireylerin deneyim ve algilarina dayanan olgubilimsel arastirmalarda ise bu deneyimlerin
altinda yatan anlamlar ortaya ¢ikarilarak belli ortak anlamlara ulasilir (Gokbulut Ozdemir,
2019).
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Cahsma Grubu

Calisma grubu ulasilabilirligi saglamak amaciyla Tokat ili merkezinde ortaokul
diizeyindeki devlet okullarinda okuyan oOgrencilerden belirlenmistir. Goniilliiliilk esasina
gore belirlenen calisma grubu, bu dgrenciler icinden nitel paradigmanin dogasina uygun
sekilde amagli 6rnekleme tiirlerinden tipik durum &rnekleme yontemiyle olusturulmustur.
Tipik durum 6rneklemesi, bir durumu tanimlayan, normal ve ortalama diizeyde olan tipik
orneklem birimlerinde se¢im ger¢eklestirilmesidir (Miles ve Huberman, 2016). Bu 6rneklem
yonteminin temel amaci, durumu tipik bir 6rneklem iizerinden tanimlamaktir. Bu yontemde
durumu tanimlayabilecek olagan ve ug 6zellikler gostermeyen bir 6rneklem grubu segilir.
Tokat ili i¢in tipik durum 6rneklemesinde segecegimiz okulun merkezi bir konumda olmasi,
evreni yansitabilecek gesitlilige sahip olmasi ve aykir1 6zellik gostermiyor olusu dikkate
alimmigtir. Bu dogrultuda Gaziosmanpasa Ortaokulu, nitel uygulamalarin 6rneklem
grubunun olusturulacag: okul olarak belirlenmistir. Orneklem olusturulurken amaca yonelik
smif ve cinsiyet degiskenlerinin esit olmasi dikkate alinmistir. Calisma grubunun belirlenme
stireci yapilan her bir gorlismenin ardindan verilerin analizinin yapilmasi seklinde
gerceklestirilmistir  (G1—A1—>G2—A2—>G3—A3—Gn—An). Goniilliiliik esasmna  gore
belirlenen 16 6grenci ile gorlisme teknigi kullanilarak yari yapilandirilmis goriismeler
yapilmis ve olgunun en dogru sekilde yansitilmasi hedeflenmistir. Calisma grubu, “kuramsal
doyum/tatmin” ve “goriis tekrar” ilkeleri 1s1g¢inda siire¢ icerisinde tamamlanmistir.
Aragtirmaci tarafindan yeterli veri geldigine kanaat getirildiginde ve yeni veri gelmemeye
basladiginda veri toplama siireciyle birlikte ¢alisma grubu tamamlanmistir. Bu nedenle
caligma, 16. katilimcida sonlandirilmistir. Arastirma; her sinif diizeyinden 4 6grenci ile
gergeklesirken, arastirmada 5, 6, 7 ve 8. sinif diizeylerinin her birinden 2 kiz, 2 erkek 6grenci
seklinde goniillii katilimct olarak seg¢ilmis; toplamda ise 8 kiz, 8 erkek 6grenci, yani 16
ogrenci ile goriistilmiistiir.

Verilerin Toplanmasi ve Analizi

Ortaokul 6grencilerinin elestirel diisiinme egilimleri, okuma becerileri ve bu
kavramlarin birbirleriyle iligskisi konusunda G6grenci goriislerinin belirlenmesi igin yari
yapilandirilmis 11 soruluk bir goriisme kilavuzu, veri toplama araci olarak hazirlanmustir.
Veri toplama siirecinde bire bir goriisme yontemi kullanilmistir. Goriisme ydnteminin
kullanildig1 ¢alismalar katilimcilarin diisiince ve davraniglarinin nedenlerinin en iyi sekilde
analizinin yapilmasi i¢in gergeklestirilmektedir (Biiyiikoztiirk ve digerleri, 2014). Oncelikle
genis capli bir literatiir taramas1 yapilmig, bunun ardindan kavramlarin farkli boyutlarini
yansitan ve iligkilerini 6lgen 11 yar1 yapilandirilmis madde olusturulmustur. Maddeler
olusturulurken Sharan Merriam’in (2018) mesleki egitim programi vaka caligmasinda
sorulan soru tipleri baz alinarak belirlenmistir. Merriam’in (2018) ifadesine gore nitel
goriisme formlarindaki 1yi sorular agik uglu, betimleyici ve olgu hakkinda olan sorulardir.
Bu dogrultuda hazirlanan taslak goériisme formu kapsam gecerliligi i¢in Firat, Kilis 7 Aralik
ve Uludag tniversitelerinde Tiirk¢e egitimi ve egitim bilimleri alanlarinda gorev yapan 5
Ogretim liyesinin goriis ve degerlendirmelerine sunulmus, alinan goriis ve degerlendirmeler
tizerinden kilavuza son sekli verilmistir. Yapilan diizenlemelerle kilavuzdan soru
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cikarilmamis, sorular ilizerinde bazi diizenlemeler yapilmistir. Son olarak 11 soruluk
goriisme kilavuzunda karar kilmmistir. Yari yapilandirilmis agik uglu sorularla
gerceklestirilmis goriismeler, belirlenen okulun miisaitlik durumuna gore kiitliphane ve
memur odasinda gerceklestirilmis, goriismeler ses kayit cihaziyla kayit altina alinmistir. Bu
dogrultuda calisma, goniilliiliik esasli gerceklestirilmis, anlati kancasi teknigi ve sonda
sorularla yar1 yapilandirilmis goriismeler gerceklestirilmistir. Bu sayede katilimcilarin
gorislerinin derinlemesine ortaya ¢ikarilmasi hedeflenmistir.

Goriismelerde elde edilen veriler yazili olarak bilgisayar ortamina aktarilarak icerik
ve betimsel analiz yontemlerine tabi tutulmustur. Betimsel analizde elde edilen verilerin
dogrudan alintilarla ve goriismenin yani sira gozlem ve dokiimanlarla desteklenmesi s6z
konusudur. Icerik analizi ise alan yazin dogrultusunda veriler iizerinden kodlamalar
olusturma ve bu kodlar1 kapsayacak daha tematik kodlar olusturmay igerir (Sonmez ve
Alacapinar, 2017). Olusturulan kategorilerde katilimci goriisleri temel alinmis ve alan yazin
1s1g¢inda kategori netligi saglanmaya calisilmistir. Benzer cevaplar bir araya getirilerek
cevaplarin toplam cevaplar i¢cindeki frekansi ¢izelgelestirilmis ve yorumlanmastir.

Arastirmanin inandiriciligl i¢in goriismeler ses kayit cihaziyla alinip yazili belge
haline getirilmis ve beyanda bulunduklar1 goriisleri katilimecilara kontrol ettirilmistir.
Calismanin aktarilabilirliginin gergceklesmesi i¢in katilimeilara arastirmanin amaglari, siireci
ve glivenirligi hakkinda bilgi verilmistir. Aragtirmada kodlayici giivenirligi saglanmasi igin
veriler Once arastirmaci sonra arastirmacinin danigmani tarafindan kodlanmis ve iki kodlama
arasindaki uyumun ilk asamada %70’in lizerinde olmasi amaglanmigtir (Miles ve Huberman,
2016). Kodlayict giivenirliginin saglanmasi i¢in Miles ve Huberman’in (2016)
“Giivenirlik=Gortis  Birligi Sayisi/Toplam Goriis Birligi + Goriis Ayriligi  Sayist”
formiiliinden yararlanilmigtir. Bu dogrultuda yapilan hesaplama sonucunda (723/723+46=
723/769= .94) kodlayic1 giivenirligi %94 olarak saptanmistir. Verilerin analizinde
aragtirmanin saglamligi ve saydamliginin saglanmasi adina gerceklestirilen kodlamaya ek
olarak odak kodlama da yapilmis, icerigin alan yazin ve temalarla uyumunun saglanmasi
adina yorumsayicit analizler gergeklestirilmistir. Ayni zamanda goriisme kayitlarini
desteklemek icin hatirlatict notlar da kullanilarak veri kaynaginin cesitlendirilmesi ve
aragtirmacinin - gorismelere yonelik go6zlemlerinin yansitilmasi yoluyla aksiyolojik
oznelliginin yansitilmasi amaglanmistir.

Yayin Etigi

Bu calisma; Firat Universitesi Egitim Bilimleri Enstitiisii etik kurulunun 17/10/2019
tarihli 97132852 sayili karari ile alinan izin ve 22/11/2019 tarihli, 27001677-44-E.
23134570 sayili belge dogrultusunda Tokat II Milli Egitim Miidiirliigiinden ve Tokat
Valiliginden edinilen etik ve arastirma izni ile gergeklestirilmistir.
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Bulgular

Calismada elde edilen verilerinin betimsel analizi ve betimsel analiz sonucunda elde
edilen bulgulara yonelik kodlar ve kodlarin frekanslari, bu baglik altinda ¢izelgelestirilerek
yorumlanmigtir. Elde edilen bulgularin verildigi c¢izelgeler, alan yazindan hareketle
yorumlanmustir.

Cizelge 1. Katilimcilarin anlama siirecinde elestirel diisiinme yOntemine
basvurmakla ilgili goriigleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Anlama 34 6 40
Farkindalik 17 3 20
Diisiinme 9 4 13
Beceri 12 - 12 Eylem
Odaklanma 8 3 11 8
Okuma 6 4 10
Tekrar etme 6 - 6
Akilda kalma 5 - 5
Toplam 97 20 117
Basvurma 21 6 27
Elestirel diistinme 22 1 23 Sorgulama
Degerlendirme 11 - 11 5
Yorum 11 - 11
Analiz 7 - 7
Toplam 72 7 79
Caba 13 7 20
Gereklilik 12 - 12 Etken
Zaman 1 6 7 4
Cevre 4 - 4
Toplam 30 13 43
Genel Toplam 199 40 239 17

Cizelge 1 incelendiginde katilimcilar, anlama siirecinde elestirel diisiinmeye
basvurmakla ilgili en ¢ok anlama ve basvurma konularinda goriis bildirmistir. Katilimcilarin
geneli, elestirel diistiinmenin anlamaya olumlu yonde etki ettigini ve anlama diizeylerini
artirdigint belirtmistir. Katilimcilar elestirel diisiinmenin kendilerine faydalar1 oldugunu
belirterek anlama siirecinde elestirel diisiinmeye basvurmak icin olumlu yonde beyanda
bulunmustur. Bu dogrultuda ortaokul 6grencilerinin anlama siirecinde elestirel diisiinmeye
egilimli oldugunu ve elestirel diisiindiiklerinde metni anlama yoniinde fayda gordiikleri
sOylenebilir. Ortaokul 6grencileri bu dogrultuda elestirel diisiinme sayesinde okuma siireci
boyunca farkindaliklarinin daha yiiksek oldugunu; degerlendirme, yorum ve analiz gibi
becerileri kullandiklarin1 ve elestirel diisiinmenin olumlu katkilar1 oldugunu diisiindiikleri
yoniinde fikir belirtmistir. Gergeklestirilen odak kodlama sonucunda anlama, farkindalik,
diigiinme, beceri, odaklanma, okuma, tekrar etme ve akilda kalma kodlar1 “eylem”;
basvurma, elestirel diisiinme, degerlendirme, yorum ve analiz kodlar1 “sorgulama’; caba,
gereklilik, zaman, ¢evre kodlar1 “etken” odak kod basliklar1 altinda Oriintiilenmistir.
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K.5. (Kadin, 8. smif, 25 dk.): Bence onemli bir sey. Onu elestirip sorulari ona gore
yanitlamamiz lazim ¢iinkii. Okudugunu anlamaya c¢alisirken insanin bagvurmasi gereken bir
yontem oldugunu diisiiniiyorum. Ciinki elestirel diisiinmek sadece bir seyin olumsuz yonlerini
aciklamak degildir. Yorum getirdigimiz her seyde bir elestiri yapmis oluruz bence. Okudugumuz
her metinde de o metni anlamak i¢in istemsiz uyguladigimiz yontemlerden biri aslinda. Mesela
ben okudugum her seye elestirel bir sekilde bakarim, ¢iinkii bir seyin dogru veya yanlis mi1 ayirt
etmenin en giizel yolu bu bence. Insan biraz mantigina giivenmeli. Mantiksiz olan zaten goze
carpryor. Okulda 6rnegin Tiirkge derslerindeki etkinliklerde metinle ilgili sorularin pek cogunda
ben elestirel diisiinmeyi tercih ediyorum. Bunun bir sebebi de ben ¢ok kitap okumay1
sevmiyorum. Yine de bir seyi okudugumda ¢ok kolay anliyorum. Bunun temel sebebi bagindan
beri kitap okumay1 sevmedigim hélde giizel bir sekilde analiz yapmay1 6grenmis olmam bence.
Analiz yapinca elestirel diisiinmils oluyoruz zaten. O zaman da sorulart -elestirerek
¢Ozebiliyorum.

Cizelge 2. Katilimcilarin elestirel disiinmenin okuma becerilerine
katkilarina yonelik goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Anlama 48 5 53
Beceri 38 1 39
Elestirel diisiinme 22 2 24 Beceri
Okuma 7 7 14 7
Yorumlama 14 - 14
Degerlendirme 8 - 8
Anlatma 7 - 7
Toplam 144 15 159
Kolaylik 33 10 43
Bilinglilik 11 - 11 Ayrinti
Kalicilik 9 - 9 4
Gereklilik 5 - 5
Toplam 58 10 68
Egilim 22 2 24 Yonelme
Toplam 22 2 24 1
Genel Toplam 223 28 251 12

Katilimcilara sorulan ilk sorunun ardindan katilimei gortislerini daha iyi anlamak ve
irdelemek amaciyla sonda soru olarak katilimcilara elestirel diisiinmenin okuma becerilerini
kolaylastirip kolaylastirmadigi ve elestirel diisiinmenin okuma becerilerine katkilarinin
neler olabilecegi sorulmustur. Katilimcilarin elestirel diisiinmenin okuma becerilerine
katkisina yonelik goriisleri degerlendirildiginde ortaokul 6grencilerinin anlama, kolaylik ve
beceri kavramlari iizerine yogunlagtigi goriilmektedir. Bu konuda ortaokul Ogrencileri;
elestirel diisiinmenin okuma becerilerine en biiyiik katkisinin anlama yo6niinde oldugunu,
elestirel diisiinme ile birlikte daha kolay ve hizli bir sekilde anladiklarini, ayn1 zamanda
okuma siirecinde elestirel diisiinmeyi kullanmakla birlikte ¢esitli beceriler kazandiklarini
ifade etmistir. Bu dogrultuda elestirel diislinmenin okuma becerilerine etkisinin 6grencilere
genel olarak olumlu bir sekilde yansidigi, 6grenciler i¢in anlamay1 kolaylastirdig: ve farkli
beceriler kazandirma ve mevcut becerileri de gelistirme yoniinde olumlu etkileri oldugu
sOylenebilir. Gergeklestirilen odak kodlama sonucunda anlama, beceri, elestirel diisiinme,
okuma, yorumlama, degerlendirme, anlatma kodlar1 “beceri”; kolaylik, bilinglilik, kalicilik
ve gereklilik kodlar1 “ayrint1” ve egilim kodu “yonelme” odak kodu altinda toplanmistir.
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K.8. (Erkek, 8. simif, 23 dk.): Bence kolaylasir. Ciinkii anladigimiz i¢in metinden, yani
okudugumuzdan zevk alabiliriz. Anlamadigimiz zaman bizi ugrastirir o metin. Ama elestiri
yaptigimizda anlamak kolaylasir. Bu sayede daha kolay ve hizli anlariz. Bir de elestiri yapmak
anlamay1 sagladig: icin okuma becerilerini de gelistirir. Zaten okumak dedigimiz sey sadece
diimdiiz alip elimize okumamiz degil, onu anlamamizdir ayni zamanda. Anlamadigimiz zaman
okumamizin bir anlami1 yoktur. Anlamak i¢in denedigimiz yollardan biri de elestirel diistinmedir.
Bence insanin vakti varsa en ¢ok da onu kullanmalidir. Gergek hayatla da iliskisi var aslinda.
Mesela biz insanlar1 dogru tanimak icin elestirisini yaparsak kitaptaki bir karakteri de ayni yolla
anlayabiliriz. Tam tersi, kitaptaki karakterleri elestirirsek yarm bir insan karsimizda aynisini
yapinca onu da anlayabiliriz. O yiizden bence etkisi goktur.

Cizelge 3. Katilimcilarin metin yorumlama agamalarina iliskin

gorisleri
Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Goriis bildirme 34 - 34
Anlatma 22 1 23
Elestirme 19 - 19 Yorum
Analiz 11 - 11 6
Ilgi 1 7 8
Sentez 7 - 7
Toplam 94 8 102
Mliski kurma 20 - 20
Okuma 18 - 18 Yéntem
Ozetleme 12 2 14 5
Not alma 9 - 9
Empati kurma 8 - 8
Toplam 67 2 69
Genel Toplam 161 10 171 11

Cizelge 3 incelendiginde katilimcilarin okuduklari bir metni yorumlama asamalarina
iliskin agiklamalarinda goriis bildirme ve anlatma kodlarimin iizerinde durduklar
goriilmektedir. Katilimcilarin tamami metni yorumlarken en ¢ok {izerinde durduklari, en ¢ok
ugrastiklar1 ve en 6nemli olduguna inandig1 agamanin kendi goriisiinii bildirme asamasi
oldugu ve bu asamada metne iliskin asil yorumlarinin olustugu yoniinde olumlu goriis
bildirmislerdir. Metni yorumlamanin anlatma asamasinda zorlandigini ifade eden bir
katilimcr harig, tim katilimcilar metni anlamak kadar anladiklarini anlatabilmenin de 6nemli
oldugunu agiklamistir. Odak kodlama goriis bildirme, anlatma, elestirme, analiz, ilgi, sentez
kodlar1 “yorum”; iligki kurma, okuma, 6zetleme, not alma, empati kurma kodlar1 “yontem”
odak kodu altinda toplanmuistir.

K.7. (Erkek, 8. sinif, 25 dk.): O metni yorumlamak i¢in 6nce elestiririm. Olumlu olumsuz
yonlerini siralarim. Bunlarin disinda metindeki olaylar: incelerim. Olaylar1 dnemine gore
siralarim. Aralarinda nasil iligkiler olduguna bakarim. Bir de ben deftere yaziyorum. Benim bir
tane okuma kitabim vardi. Onu okurken not aldim &zetini ¢ikarmak i¢in. Sonra bu yontemin hem
elestiride hem okumada ise yaradigini fark ettim. Bu yiizden aklimdan gecenleri not da alryorum.
Her seyi ayni anda gérmemi sagliyor. Ozetlemek ise yariyor.
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Cizelge 4. Katilimcilarin metni yorumlarken metnin elestirisini yapmaya
iligkin gortisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Yorumlama 27 - 27
Ozetleme 27 - 27
Akilda tutma 15 - 15 Siireg
Analiz 9 - 9 6
Kargilastirma 7 - 7
Iliski kurma 4 - 4
Toplam 89 - 89
Bakis agis1 34 - 34
Diiriistlitk 12 - 12 Kisilik
Zaman 6 1 7 4
Oz giiven 4 - 4
Toplam 56 1 57
Elestirme 32 2 34
Anlama 20 1 21 Ana I;ylem
Okuma 19 - 19
Toplam 71 3 74
Genel Toplam 216 4 220 13

Katilimcilara sonda soru olarak metni yorumlama siirecinde metnin elestirisini
yapmaya yonelik goriisleri sorulmustur. Cizelgede goriildiigii gibi katilimceilar bu soruda en
cok bakis agis1 ve elestirme kavramlari tizerinde durmustur. Elestirmenin okudugunu anlama
ve yorumlamaya faydasi oldugunu kaydeden katilimeilar; metnin elestirisini yaparken kendi
deneyim, tecriibe ve yasantilarinin eseri olarak kendi bakis agilarmma gore yorumlarin
sekillendirdiklerini ifade etmistir. Bu katilimcilar kendi bakis agilarinin metne yonelik
gerceklestirdikleri yorum ve elestirilerde etken oldugunu, metinde begenilen/begenilmeyen
veya olumlu/olumsuz yerleri belirlerken bakis agisindan faydalandiklarini agiklamistir.
Gergeklestirilen odak kodlama sonucunda yorumlama, o6zetleme, akilda tutma, analiz,
karsilastirma, iliski kurma kodlar “siire¢”; bakis agisi, diiriistliikk, zaman, 6z giiven kodlar1
“kisilik”; elestirme, anlama, okuma kodlar1 “ana eylem” odak kodu altinda toplanmastir.

K.16. (Kadin, 5. sinif, 13 dk.): Mesela 6nce o sorular1 ben bir okurum. Eger o paragrafta mesela
o sorularin cevaplari varsa altlarini ¢izerim ya da istiinden gecerim. O zaman daha cabuk
bulabilirim. Sorular1 yoksa da kendim okudugumun 6zetini ¢ikarabilirim. O 6zeti de biiyiiklere
anlatabilirim. O konuda kendi diisiincelerimi diyebilirim. Onlar da diyebilir. O zaman karsilikli
giizel olur konusarak. Daha iyi anlarim. Eger begenmediysem derim, eger begendiysem de
sOylerim dedigim gibi. Begendigim seyleri baska arkadaglarima da tavsiye ederim.

Cizelge 5. Katilimcilarin sinif igerisinde bireysel ¢aba gostermeyen ve
bu durumdan 6gretmeni sorumlu tutan bir 6grenciye iliskin gortsleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Caba 37 7 44
Konu tekrari 25 - 25 Calisma
Dinleme 20 3 23 5
Test cozme 14 - 14
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Cizelge 5. Katilimcilarin sinif igerisinde bireysel ¢aba gostermeyen ve
bu durumdan 6gretmeni sorumlu tutan bir 6grenciye iliskin goriisleri

Kodlama Odak Kodlama

Kodlar f f
Olumlu Olumsuz Toplam

Kitap okuma 4 - 4
Toplam 100 10 110
Ogrenci - 30 30 oy
Ogretmen 17 3 20 Eg1t1m30rtam1
Smif 2 7 9
Toplam 19 40 59
Sorumluluk 4 12 16
Elestiri 11 2 13 Adalet
Haksizlik - 11 11 4
Empati 7 - 7
Toplam 22 25 47
Genel Toplam 141 75 216 12

Calismada Ogrencilere Merriam’in agikladigi soru tipleri cergevesinde sorular
sormak hedeflendigi i¢in bu sorular icerisinde bulunan “seytanin avukati” soru tipi de
aragtirmada kullanilmistir. Bu dogrultuda ¢alismanin bu sorusu “Bazi1 6grenciler bir konuyu
okumadiklar1 ve c¢aba gostermedikleri ve dolayisiyla anlamadiklari zaman ‘Ogretmen
anlatamiyor.” yorumunda bulunurlar. Siz boyle bir durum karsisinda bunu sdyleyen 6grenci
icin ne disiiniirsiiniiz?” seklinde olup, 6grencinin bu durum karsisinda yapacagi elestirileri
tespit etmek ve sonrasinda sorulan sonda soru ile bir konuyu anlamaya calisirken ne
yaptiklarin1  derinlemesine analiz etmek amaglanmistir. Cizelgeye bakildiginda
katilimcilarin ¢aba ve 6grenci kodlar1 iizerinde durdugu goériilmektedir. Katilimcilar
karsilastiklar1 bu durumda 6grencinin kendisinin ¢abalamasi gerektigi, caba gdstermeden
derslerin Ogrenilemeyecegi, Ogretmen ne yaparsa ve nasil anlatirsa anlatsin sadece
ogrencinin kendi cabasinin o dersi 6grenmesini saglayabilecegini ifade ederek ¢aba kodunda
genellikle olumlu goriis bildirmistir. Ayni zamanda katilimcilar bdyle bir durumla
karsilagtiklarinda Ogrenciyi haksiz bulduklarini, yanlis bir yol izledigini ve diiriist
davranmadigini diislindiiklerini sOyleyerek Ogrenci kodunda tamamen olumsuz goriis
sunmustur. Bu goriisler ortaokul 6grencilerinin 6gretmenlerini temelde bir rehber ve kilavuz
olarak gordiigiiniin, dersler noktasinda kendi bireysel ¢abalarini 6n plana ¢ikardiklarinin ve
bireysel ¢abaya biiyiik bir 6nem verdiklerinin bir gostergesi olabilir. Gergeklestirilen odak
kodlama sonucunda c¢abalama, konu tekrari, dinleme, test ¢ozme, kitap okuma kodlar
“caligma”; 6grenci, 6gretmen, sinif kodlart “egitim ortam1”; sorumluluk, elestiri, haksizlik,
empati kodlar1 “adalet” odak kodu altinda toplanmustir.

K.15. (Kadin, 5. simif, 17 dk.): Bence 6gretmenin degil, kendisinin ¢aba gostermesi lazim. O
konu iizerinde ilgi gostermesi lazim. Mesela 6grendiginde dgretmenin anlatip anlatamadigini
kendisi ¢alistiginda daha iyi anlar ve sOylediklerinden utanir bence. Yani bunun igin de
kendisinin ¢aligmasi lazim. Ben ona dersi derste dinlemesi gerektigini sdylerdim. Eve gidince
tekrar edip test ¢ozmesi gerektigini de sdylerdim. Bunlar1 yaparsa o konuyu neden anlamasin ki,
anlar bence. Kendisinin ¢aligmasi, bu konuyu anlamaya ¢aligmasi ve testler ¢ozmesi lazim. Dersi
dikkatli dinlemesini 6nerirdim.
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Cizelge 6. Katilimcilarin okuduklarini anlamaya ve kavramaya iligskin
neler yaptigina iligkin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam

Elestirel diisiinme 18 - 18
Kavrama 16 - 16 Diisiinme
Diisiinme 9 - 9 5
Kisisel diisiinme 7 - 7
Farkl1 bakis agis1 6 - 6
Toplam 56 - 56
Okuma 18 i 18 Dil becerileri
Konusma 11 - 11 3
Dinleme 10 - 10
Toplam 39 - 39
Emek 11 - 11
Test ¢ozme 7 - 7 Caba
Dikkat 2 3 5 3
Toplam 20 3 23
Karsﬂa@tlrma 8 - 8 Diigiinme
Iiski kurma 6 - 6 —_—

becerileri
Yorum 5 - 5 3
Toplam 19 - 19
Genel Toplam 134 3 137 14

Cizelge incelendiginde katilimcilarin okuduklarini anlama ve kavrama siireciyle
ilgili elestirel diisiinme ve okuma kodlar1 lizerinde yogunlastig1 goriilmektedir. Bu, elestirel
diistinme ve okumanin birlikte anlamaya biiylik oranda hizmet ettiginin bir gdstergesi
olabilir. Katilimcilar elestirel diisiinmenin bu siiregte en ¢ok kullandiklar1 diisiinme
yontemlerinden oldugunu, elestirel diisiinmenin okunulan1 kalict hale getirerek kavramay1
kolaylastirdigini ve anlama siirecini hizlandirdigini ifade etmistir. Ayni zamanda kitap, ders
ve calisma kitaplar1 vb. yaymlar okumakla birlikte genel olarak okuma eyleminin
tekrarlanmasinin okudugunu anlamada faydali oldugu yoniinde okuma kodunda tamamen
olumlu goriis bildirmislerdir. Gergeklestirilen odak kodlama sonucunda elestirel diisiinme,
kavrama, diisinme, kisisel diisiinme, farkli bakis agis1 kodlar1 “diisiinme”’; okuma, konusma,
dinleme kodlar1 “dil becerileri”’; emek, test ¢ozme, dikkat kodlar1 “gaba”; karsilastirma, iliski
kurma, yorum kodlar1 “diisiinme becerileri” odak kodu altinda toplanmastir.

K.13. (Erkek, 5. sinif, 19 dk.): Eger bir kez okudugunda hicbir sey anlamadiysan bence tekrar
tekrar okumalisin. Okurken aklinda toplamalisin tabi ki okuduklarmi. Oyle yapmazsan bosa
okursun yani. Sonra anladigin zaman da kendin mesela ne kadar anladigina bakmak i¢in kendine
soru sorabilirsin. Ben eger teksem kendime soru soruyorum ama eger arkadasim varsa ondan
rica ediyorum. O bana anlatiyor ben de ona. Bunu yapinca ikimiz de rahatca anlamis oluyoruz
yani. Bir de onunla alakali Youtube’da videolar varsa izlenebilir. Ben onu da yapiyorum ¢iinkii
orada ders anlatan dgretmenler de giizel anlatiyor. Tabi bir de elestirel diisiinme var. Normal
zamanda kullanmasam da o6zet cikardigimda elestirel diisinmeyi de mutlaka yapmaya
calistyorum.
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Cizelge 7. Katilimcilarin metni derinlemesine analiz etmenin anlamaya
katkisina iligkin goriigleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Analiz 22 - 22
Derin yap1 19 - 19
Elestirme 11 - 11 Inceleme
Tekrar etme 6 2 8 6
Sentez 8 - 8
Coziimleme 5 - 5
Toplam 71 2 73
Anlama 24 - 24
Akilda kalma 9 - 9 \Verim
§1'ire(; 7 1 8 5
Ogrenme 7 - 7
Odaklanma 5 - 5
Toplam 52 1 53
Genel Toplam 123 3 126 11

Katilimcilara olaym i¢inde olmasini saglayarak yorum yapmasini amaclayan
sorunun ardindan ikinci bir sonda soru daha sorulmustur. Cizelge incelendiginde
derinlemesine analiz yapmanin anlamaya etkisi iizerinde katilimcilarin en ¢ok anlama ve
analiz kodlarinin iizerinde durdugu goriilmektedir. Katilimcilarin tamami derinlemesine
analiz yapmanin metni anlamaya olumlu etkisi oldugunu beyan etmistir. Ayn1 zamanda
analiz yapmanm metnin derin yapisini anlamalarini sagladigini; metni ¢oziimleme
asamalarindan olan elestirme, tekrar etme, sentez ve ¢oziimleme agamalarinin hepsinde
kullanildigin1 ve dolayisiyla siirecin ayrilmaz bir pargast oldugunu belirtmislerdir.
Gergeklestirilen odak kodlama sonucunda analiz, derin yapi, elestirme, tekrar etme, sentez,
coziimleme kodlar “inceleme”; anlama, akilda kalma, siire¢, 6grenme, odaklanma kodlar1
“verim” odak kodu altinda toplanmustir.

K.3. (Kadin, 6. simif, 30 dk.): O konuyu hafizamizda kalmasin1 saglar boyle incelemek, analiz
etmek falan. Zaten boyle hafizamizda kalsin istiyorsan kesinlikle analiz etmelisin hangi konu
olursa olsun. Mesela o konuyu siirekli okudukga diisiindiik¢e boyle hafizamizda kalir. Bir tane
ornek verebilirim mesela. Bir sey vardi, sure. Onu ezberlemeye calistyordum ben. Bdoyle
ezberlemeye calistim, ¢alistim ama olmadi bdyle. Sonra her aksam yatmadan bdyle bir kere
okuyordum. Anlamina bakiyordum falan. Hangi ciimlenin ne anlama geldigini ezberleyince
sirasini unutmadim mesela. Onun {istiine boyle diistilebilir mesela. Ama her sey sure ezberlemek
gibi degil tabi. Bir kitab1 okudugumuzda analiz edebilmeliyiz mesela onu elestirebilmeliyiz.
Yoksa zaten bunlar1 yapamiyorsak anlamis olmayiz ki. Hani dediniz ya, anlamamiza nasil bir
etkisi vardir diye. Bence direkt tam olarak anlamamizi saglar yani.

Cizelge 8. Katilimcilarin elestirel diisiinmeyi gelistirecek ideal bir okuma
egitimine iligkin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Elestirel diisiinme 22 - 22 A,
Fikir beyani 18 2 20 Ozg171rluk
Ozgiir ortam 13 2 5
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Cizelge 8. Katilimcilarin elestirel diisiinmeyi gelistirecek ideal bir okuma
egitimine iliskin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam

Etkinlik 12 1 13

Sosyal ortam 8 2 10

Dikkate alinma 7 1 8

Disiplin - 5 5

Toplam 80 13 93

Ogretmen 18 2 20

Kitap okuma 16 - 16

Ideal egitim 14 - 14 Egitim
Bilinglendirme 12 2 14 6
Okuma saati 6 3 9

Kiitiiphane 6 - 6

Toplam 72 7 79

Genel Toplam 152 20 172 13

Cizelge incelendiginde katilimcilarin elestirel diisiinmeyi gelistirecek ideal bir
okuma egitimine iliskin goriislerinde elestirel diistinme ve fikir beyan1 kodlari iizerinde
durdugu goriilmektedir. Katilimcilar ideal bir okuma egitiminin igerisinde -elestirel
diisiinmenin olmasi1 gerektigini savunarak elestirel diislinme koduna tamamen olumlu
aciklamalar yapmistir. Bu katilimcilar elestirel diistinmenin okuma egitiminde olmasini
desteklediklerini, daha iyi Ogretilmesi gerektigini ifade ederek elestirel diisiinmenin
gelismesini  Oonemsediklerini  kaydetmistir. Katilimcilar okullarda gerekli  ortam
saglandiginda kendi fikirlerini daha rahat ve samimiyetle ifade edeceklerinin altin1 ¢izerek
ideal bir okuma egitimi i¢in 6grenci fikirlerinin dinlenilmesi ve 6grencinin korkusuzca
fikirlerini sdylemesinin 6nemli oldugu yoniinde olumlu goriis bildirmistir. Baz1 katilimcilar
okulda ve smifta fikirlerini istedikleri gibi beyan edemedikleri gerekgesiyle olumsuz goriis
beyan etmistir. Gergeklestirilen odak kodlama sonucunda elestirel diisiinme, fikir beyant,
Ozglir ortam, etkinlik, sosyal ortam, dikkate alinma, disiplin kodlar1 “6zgiirliik; 6gretmen,
kitap okuma, bilin¢lendirme, ideal egitim, okuma saati, kiitiiphane kodlar1 “egitim” odak
kodu altinda oriintiilenmistir.

K.1. (Kadin, 6. simif, 33 dk.): Ya aslinda bence bol bol kitap okumali ve okutturulmali. Hatta
duraklarda bile kiitiiphane yapilmali. Zaten bazi yerlerde var, bu yayilmali. Ve bu konuda durak
gibi insanlarin sik stk goérdigii yerlere afig asilmali mesela sloganlar yazip asilmali. Atryorum
“Kitap oku, gelecegini kurtar.” cinsinden. Okullara da sloganlar asilmali. Ogrencileri kitap
okumaya yonlendirmeliler. Zaten okullarimizda okuma saati var ama bazi arkadaglarimiz
mecburiyet gibi okuyor. Bunlarin sebebi arastirilmali. Okullarda 6gretmen bos derslerde bu
konu hakkinda sloganlar sdyleyerek Ogrencileri yonlendirebilir okumaya. “Kitap okursaniz
hayatiniz kurtulur” da diyebilir veya okul giindemine gére mesela atiyorum bursluluk sinavi
varsa dgrenciler bunu diisiiniiyorsa “Kitap okuma bursluluk siavi ve diger sinavlarda basarili
olmaniz1 saglar.” gibi seyler diyebilir. Hem bizi hem halk: bilgilendirebilirler bu sekilde.
Okullarda elestirel diisiinmeyi de gelistirmek istiyorlarsa herkesin kendi fikrini sdylemesine izin
verilmeli. Herkes kendi fikrini sdyler tabi uygun bir dille. Ozgiir bir ortam olmal1 yani. Mesela
herkes oy kullanir attyorum okuma ile de yapilir bir etkinlik bu sekilde. Atryorum “kimler kitap
okumak istiyor” seklinde bir etkinlik yapilir. Burada oy kullanilir. Hem herkes diistincesini
sOyler hem de bu sayede fikirler birlesmis olur bir yerde. Bunun i¢in bazi derslerde bilgilendirme
yapilmali tipki okuma i¢in oldugu gibi. Yani 6gretmenler bize elestirel diigiinmenin 6nemini de
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anlatmali. Bir de fikirlerimizi 6zgiirce sdyletmeliler, bizi dinlemeliler. Belki yasimiz kiigiik ve

onlar kadar tecriibeli degiliz ama bence bizim isteklerimiz de dnemli yani.

Cizelge 9. Katilimcilarin egitim alaninda okumaya verilen 6neme
iligkin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Genel 6nem 15 21 36
Ogretmen 8 10 18 Onem
Egitim sistemi - 11 11 4
Okulda 6nem 8 3 11
Toplam 31 45 76
Okuma 14 6 20
Okumay1 sevme 4 5 9 Nitelik
Elestirel diisiinme 6 1 7 4
Motivasyon 3 3 6
Toplam 27 15 42
Okuma saati 15 5 20 Evlem
Kiitiiphane 8 1 9 y3
Etkinlik 7 1 8
Toplam 30 7 37
Genel Toplam 88 67 155 11

Katilimcilara sonda soru olarak egitim alaninda okumaya verilen 6nem hakkindaki
goriisleri sorulmustur. Cizelgeye bakildiginda katilimc1 ortaokul 6grencilerinin goriislerinde
genel onem ve okuma kodlarinin 6n plana ¢iktigr goriilmektedir. Katilimcilar egitim
alaninda okumaya verilen genel 6nemi yeterli bulmadiklarini, verilen 6nemin az oldugunu
veya eksik kaldigini ifade ederek genel 6nem koduna genellikle olumsuz goriis bildirmistir.
Bazi katilimcilar okumaya verilen genel 6nemi yeterli bulduklarini ve faydali bulduklarini
ifade ederek olumlu goriis bildirmistir. Katilimcilar okulda ve ¢evrelerinde okumaya yonelik
olan goriislerinde genellikle olumlu goriis sunsalar da bazi katilimcilar ¢evrelerinde okuma
diizeyini yeterli gormediklerini, hatta kendilerinin bile gereken 6nemi vermedigini ifade
ederek olumsuz yorumlarda bulunmustur. Olumsuz goriislerin bu soruda bariz bir sekilde
one ¢ikmis olmasi sebebiyle ortaokul 6grencilerinin egitim alaninda okumaya verilen 6nemi
yeterli bulmadiklari, daha fazla 6nem verilmesi gerektigini diigiindiikleri soylenebilir.
Gergeklestirilen odak kodlama sonucunda genel onem, 6gretmen, egitim sistemi, okulda
onem kodlar1 “6nem”; okuma, okumay1 sevme, elestirel diistinme, motivasyon kodlari
“nitelik”; okuma saati, kiitiiphane, etkinlik kodlar1 “eylem” odak kodu altinda toplanmustir.

K.14. (Erkek, 5. smif, 25 dk.): Ya bizim okulda mesela okuma dersimiz var, ama bazi hocalar
okutmuyor. Diyorlar ki iste baz1 konulardan geriyiz. Ondan sonra biz de okumuyoruz. Ondan
sonra eger bagka bir giin mesela Tiirk¢e dersinde okuma metni oldugunda okudugumuz zaman
da bazilar1 yavas okuyor, bazilar1 gok hizli okuyor. Ondan sonra yani ben pek iyi bulmuyorum
o yiizden. Daha diizenli olabilirdi. Daha iyi planlanabilirdi. Yani diizgiin okunsa herkes daha iyi
anlayabilir. Tiirk¢e olsun, matematik olsun, paragraf olsun, yazili olsun... Yazilida da bazilar1
¢ok yavag bitirir digerlerinden, ¢iinkii onlar soruyu iyice anlayamazlar. O yiizden ben bizim
okulun pek fazla okuma seyini sevmiyorum agikgasi. Cevremde okuma aligkanligi olan insanlara
baktigimda okuma aligkanliklar1 bazilarmin degil, ¢iinkii bazilar1 diimdiiz okuyor sadece.
Bazilar1 okuyor, 2-3 kere daha okuyor. Ondan sonra O&zetini ¢ikariyor. Bizim Tiirkge
kitaplarimizda da var mesela kisaca 6zetini yazin diyor. Bazilar1 hi¢ yazmiyor, hocaya direkt
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anlatryor. Yani fazla yeterli bulmuyorum. Yeterli olmasi icin hani dedigim gibi, kitabi
okumalry1z ilk 6nce. Onun neye dayali oldugunu iyice anlamaliyiz. Ondan sonra bilmedigimiz
kelimeler olabilir. Bu kelimeler bize kot etki yapabilir yani biz onu bilmiyoruz, sadece onu
okuyoruz ama onun ne oldugunu bilmiyoruz. Onun s6zliikk anlamini bulurum. Ondan sonra onun
sozlik anlamini bulduktan sonra onu daha iyi anlarim. Neyin ne oldugunu anlamis olurum. O
zaman daha iyi bir okuma olmus olur. O yilizden benim igin daha faydali olur.

Cizelge 10. Katilimcilarin okudugunu anlama farkindaligina iliskin

goriisleri
Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Anlama 38 7 45
Akilda kalma 12 1 13 Kavrama
Anlatma 10 2 12 5
Farkindalik 8 - 8
Okuma 5 - 5
Toplam 73 10 83
Soru 21 - 21
Elestiri 9 - 9
ﬁ;’gﬂ;' etme ! ] ! Diyalekti
Ozetleme 7 - 7
Neden-sonug 6 - 6
Yorumlama 5 - 5
Toplam 62 - 62
Genel Toplam 134 10 145 12

Katilimeilarin  okudugunu anlama farkindaligma iliskin goriislerini 6grenmek
amaciyla ikinci bir sonda soru daha sorulmustur. Cizelgeye bakildiginda ortaokul
ogrencilerinin goriislerinde anlama ve soru kodlarmin 6n plana ¢iktigi goriilmektedir.
Katilimeilar anlama farkindaligina iliskin genellikle olumlu fikir beyan etmistir. Bazi
katilimcilar her zaman anlama farkindaligi yasamadiklarini ve bazen eksik anladiklarini
ifade ederek bu koda olumsuz goriis bildirmistir. Katilimcilar okudugunu anladiklarini
Olcerken en cok etkinlik sorularina basvurduklarini séylemis; etkinlik sorular1 haricinde
kendilerine sorular sorup bu sorulara cevap verebildikleri zaman anladiklarindan emin
olduklarinmi ifade etmistir. Gergeklestirilen odak kodlama sonucunda anlama, akilda kalma,
anlatma, farkindalik, okuma kodlar1 “kavrama” ve soru, elestiri, kontrol etme, analiz,
Ozetleme, neden-sonug, yorumlama kodlar1 “diyalektik” odak kodu altinda toplanmustir.

K.10. (Erkek, 7. smnif, 19 dk.): Onun nasil bir metin oldugunu, metin tiiriinii, karakterlerini,
olaylarini, nedenlerini, sonug¢larini vb. her unsurunu anlayabiliyorsam o metin i¢in “ben bunu
anladim” diyebilirim. Ama bunlar eksikse, hepsini anlamamissam o metni anlamis sayilmam.
Anlamak i¢in de genelde iistiine diisliniiriim. Degerlendirmeler yaparim. Not alir ve notlarda
birlestiririm aklimdan gegenlerle. Metni bir kere daha okurum. Sonra aklimda kalanlara bakarim.
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Cizelge 11. Katilimcilarin kendilerini elestirel diigiinme yapacak

olgunlukta gérmelerine iliskin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Elestirel diistinme 34 11 45
Kitap okuma 33 6 39 Yorum
Ders caligma 8 1 9 4
Okudugunu anlama 5 3 8
Toplam 80 21 101
Olgunluk 15 7 22
Yetkinlik 7 5 12 Yeterlik
Oz giiven 6 3 9 5
Tarafsizlik 7 - 7
Dikkat 4 3 7
Toplam 39 18 57
Genel Toplam 119 39 158 9

127

Cizelge incelendiginde katilimcilarin kendilerini elestirel diistinme yapacak

olgunlukta gdérmesine iligkin gorislerinde elestirel diisiinme ve kitap okuma kodlar
iizerinde durdugu goriilmektedir. Katilimcilar kendi elestirel diistinmelerine iliskin
goriiglerinde genellikle olumlu goriis bildirerek elestirel diisiinme yapabildiklerini ve bu
yontemi kullanmay1 siklikla tercih ettiklerini belirtmistir. Bazi katilimcilar elestirel diistinme

yapamadiklarini, bu konuda yeterli olmadiklarini ifade ederek olumsuz goriis bildirmistir.
Katilimcilar ayn1 zamanda elestirel diisiinme olgunlugunda kitap okumanin ¢ok énemli bir
yeri oldugunu ifade ederek kitap okuma koduna olumlu agiklamalar yapmistir. Bu
katilimcilar elestirel diisiinmenin diizenli kitap okuma ile daha iyi oldugunu ve gelistigini
dile getirmistir. Gergeklestirilen odak kodlama sonucunda elestirel diisiinme, kitap okuma,
ders ¢alisma, okudugunu anlama kodlar1 “yorum”; olgunluk, yetkinlik, 6z giiven, tarafsizlik,
dikkat kodlar “yeterlik” odak kodu altinda toplanmustir.

K.3. (Kadin, 6. sinif, 30 dk.): Evet, tabi ki. Ben kendimi o olgunlukta gdriiyorum. Aslinda
bunun sebebini bir seye baglamiyorum ¢ok, ¢iinkii bu benim i¢cimden gelen bir sey. Mesela
sinifta boyle bir sey oluyor boyle, sarki falan sdyleyin diyorlar. Yani hi¢ kimse boyle kalkmryor.
Tek ben kalkiyorum boyle. Cok utaniyorlar. Tipkt bu olayda oldugu gibi elestiri yaparken ve
elestirel bir sekilde diisiinlirken bu benim i¢cimden geliyor. Aslinda bir seye baglayabilirim, su
an distindiim de bu benim 6zgiivenimle alakali. Ben kendimde o olgunlugu gériiyorum ¢iinkii
okudugum bir seyi elestirecek cesaretim var, onu kalkip anlatacak kadar giiveniyorum kendime.
Aslinda bu soruyu hi¢ beklemiyordum ama evet, bence kesinlikle 6zgiivenim oldugu igin
icimden geliyor ve elestiri yapabiliyorum. Ben elestiri yaparken zaten 6nce kendime giivenmem

lazim. Once bunu analiz ediyorum bdyle. Bu kitap olsun, insan olsun fark etmiyor.

Cizelge 12. Katilimcilarin internetteki ve kitaptaki bilgilerin dogruluguna

iligkin gortisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Dogruluk 2 24 26
Giiven 8 14 22 Giiven
Kabul etme - 22 22 4
Bilgi kirliligi - 7 7
Toplam 10 67 77
Kitap 10 12 22 Oge
Internet - 18 18 2
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Cizelge 12. Katilimcilarin internetteki ve kitaptaki bilgilerin dogruluguna

iligkin gortisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Toplam 10 30 40
Teyit 15 - 15
Sorgulama 6 - 6 Sorgulama
Farkindalik 6 - 6 4
Giincellik 1 3 4
Toplam 28 3 31
Genel Toplam 48 100 148 10

Katilimcilarin internette ve kitaplardaki bilgilerin dogruluguna iliskin goriislerine
yonelik sorulan soruda en ¢ok dogruluk kodu iizerinde durulmustur. Katilimcilar internet ve
kitaplardaki bilgilerin dogruluguna yonelik genellikle olumsuz yanit vererek bilgilerin
dogruluguna arastirtp sorgulamadan inanmadiklarmi beyan etmistir. Ogrenciler, internet ve
kitaplarda okuduklar1 ve 6grendikleri bilgilere giiven noktasinda olumsuz olumsuz goriis
bildirmistir. Olumsuz goriislerin fazla olmasi ortaokul 6grencilerinin internet ve kitaplarda
okuduklarina hemen inanmadiklarinin ve o bilgilere glivenmediklerinin bir gostergesi
olabilir. Gergeklestirilen odak kodlama dogruluk, giiven, kabul etme, bilgi kirliligi kodlar1
“giiven”; kitap ve internet kodlar1 6ge; teyit, sorgulama, farkindalik, giincellik kodlari

“sorgulama” odak kodu altinda toplanmustir.

K.2. (Erkek, 6. simif, 28 dk.): Hayir. Baz: siteler giivenli degil mesela. Bazi kitaplar1 yazanlar
da ¢ok uygun degil, yani aradigimizi bulamayinca hi¢ dogru gelmiyor. Hem internette hem
kitapta okuduklarimizi sorgulamamiz lazim. Dogru olamaz hepsi. Yani kitapta yaziyor diye de
dogru degildir, internette ¢ikmis diye de dogru olmaz. Mesela kitabin yazari bilimsel seyleri
degil de kendi diisiincelerini soyliiyor da olabilir. Her diisiince de dogru olmaz. Internette de
ayn1 sekilde. Hatta ben bu elestirel diislinmenin internette c¢ok yapilmasi gerektigini
diisiiniiyorum, ¢iinkii orada insanlar daha ¢ok yalan soyliiyor bence. Hep yanlis haberler seyler

paylasiyorlar. Bunlari kontrol etmek gerekiyor.

Cizelge 13. Katilimcilarin okuduklarinin dogruluk ve giivenirligini

nasil dlgtiiklerine iligkin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Ogretmen 23 - 23
Kaynak cesitliligi 17 - 17
Giivenli site 15 - 15
Resmi kaynak 10 - 10 Kaynak
Mantik 9 - 9 8
Kitap 7 2 9
Aile 8 - 8
Internet 4 3 7
Toplam 93 5 98
Arastirma 17 - 17
Giiven 8 8 16 Teyit
Ayirt etme 10 2 12 5
Elestirel diisiinme 9 - 9
Siiphe - 8 8
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Cizelge 13. Katilimcilarin okuduklariin dogruluk ve giivenirligini
nasil dlgtiiklerine iligkin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Toplam 44 18 61
Genel Toplam 137 23 160 13

Katilimcilarin =~ katilimcilarin - okuduklarinin - dogruluk ve giivenirligini nasil
Olctiiklerini anlamak amaciyla bir sonda soru sorulmustur. Cizelgeye bakildiginda ortaokul
ogrencilerinin goriislerinde 6gretmen kodunun 6n plana ¢iktigi goriilmektedir. Cizelgeye
gore katilimcilar, okuduklar bir sey karsisinda siipheye diistiiklerinde ya da ne kadar dogru
ve giivenilir oldugunu 6grenmek istediklerinde en ¢ok Ogretmene danisarak bir karara
vardiklar1 yoniinde tamamen olumlu fikir beyan etmistir. Katilimcilar ayn1 zamanda bir
bilginin ne kadar ¢ok kaynakta gectiginin de onun dogru ve giivenilir olusu iizerinde etkili
oldugunu belirterek kaynak c¢esitliligi kodunda tamamen olumlu goriis bildirmistir.
Gergeklestirilen odak kodlama sonucunda 6gretmen, kaynak ¢esitliligi, giivenli site, resmi
kaynak, mantik, kitap, aile, internet kodlar1 “kaynak™ ve arastirma, giiven, ayirt etme,
elestirel diisiinme, stiphe kodlar1 “teyit” odak kodu altinda toplanmastir.

K.4. (Erkek, 6. stmf, 27 dk.): Elestiri yaparak yani. Dedigim gibi iyi mi kotii mii ona karar
vermem lazim. Bunun i¢in de her iki yoniinii aklimda boyle listelerim. Onlar1 karsilastiririm.
Kendime gore elestiririm. Elestiri yapinca iste emin oluyorum hangisi olduguna. Eger vaktim
yoksa Ogretmenlerime soruyorum. Ogretmenlerimiz zaten yardimci oluyor bu konuda.
Okuduklarima da dikkat ediyorum. Giivenilir yerlerden okuyorum zaten genelde 6gretmenlerin
tavsiye ettiklerini iste 6dev olarak verdiklerini okuyorum. Onlar da koétii bir sey vermezler diye
giivenilir oldugunu diisiiniiyorum okuduklarimin. Interneti zaten ¢ok kullanmiyorum. Genelde
ailemden birisi yardimc1 oluyor 6devim oldugunda aragtirma yapmam igin.

Cizelge 14. Katilimcilarin Tiirkge derslerinde elestirel diiginmeyi
gelistirecek yeterli etkinlik olma durumuna iligkin goriigleri

Odak

Kodlama Kodlama

Kodlar i
Olumlu Olumsuz Toplam f

Etkinlik 24 8 32
Yeterlik 21 6 27 .
Metin sorulari 8 3 11 Yetgr“k
Dolaylilik 9 - 9
Tekrar 4 3 7
Toplam 66 20 86
Elestirel diisiinme 30 3 33
Okuma 9 1 10 Beceri
Anlama 8 - 8 5
Bilgi eksikligi - 8 8
Farkindalik 5 3 8
Toplam 52 15 67
Genel Toplam 118 35 153 10
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Katilimeilarin Tiirkge derslerinde elestirel diisiinmeyi gelistirecek yeterli etkinlik
olup olmama durumuna iliskin goriislerinde elestirel diistinme ve etkinlik kodlar1 tizerinde
durdugu goriilmektedir. Katilimcilar etkinliklerde elestirel diistinmeye ¢ok sik
basvurduklarini ve etkinliklerin elestirel diisiinmelerini gelistirdigini ifade ederek elestirel
disinmeye iliskin goriislerinde genellikle olumlu goriis bildirmistir. Baz1 katilimcilar
etkinliklerle yeteri kadar elestirel diisiinme yapamadiklarini, etkinliklerde elestirel diisiinme
sorulart1 olmadigindan bu konuda yeterli olmadiklarim1 ifade ederek olumsuz goriis
bildirmistir. Katilimcilar aym1 zamanda etkinliklerin kendileri i¢in ¢ok faydali oldugu,
elestirel diisiinme becerilerini gelistiren ve ¢oziimiinii kolaylastirmasi gerekgesiyle elestirel
diistinme egilimi artiran etkinlikler oldugunu ifade ederek etkinlik koduna olumlu
aciklamalar yapmistir. Baz1 katilimcilar etkinliklerin sikici ve becerilerini gelistirecek
diizeyde olmadigini ve yeterince uygulanmadigini ifade ederek olumsuz goriis bildirmistir.
Gergeklestirilen odak kodlama sonucunda etkinlik, yeterlik, metin sorulari, dolaylilik, tekrar
kodlar1 “yeterlik”; elestirel diisiinme, okuma, anlama, bilgi eksikligi, farkindalik kodlar1
“beceri” odak kodu altinda toplanmustir.

K.9. (Erkek, 7. smif, 20 dk.): Cok sikict. O etkinliklerde evet elestirel diisiinmeyi gelistirecek
etkinlikler var, ama bayag1 sikiyor adami. Mesela 1. etkinlikte ne soruyorsa 3 veya 4. etkinlikte
de ayni1 soruyu bir daha soruyor iist iiste. Ben ne anlayacagim bundan? Sadece sikict yani. Daha
farkli etkinlikler getirebilirler. Daha giizel sorular sorabilirler. Onlarin akillarina gelmeyen
sorular1 zaten hocalarimiz soruyor. Bir soruyu bir daha sormamasi lazim. Onun benzerini de
sormasin gerekirse. Ciinkii biz ¢ok ¢abuk sikiliyoruz ayni cevaplardan.

Cizelge 15. Katilimcilarin okuma etkinliklerinde tercih ettikleri
diisiinme yontemlerine iligkin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Okuma 24 - 24
Etkinlik 18 3 21 Kazanim
Olay orgiisii 5 - 5 4
Anlatma 4 - 4
Toplam 51 3 54
Inceleme 12 - 12
Detay 7 - 7
Aolz(élt(li:n?:ma g ] g Analitik ;)ﬁsﬁnme
Soru sorma 5 - 5
Empati 5 - 5
Altin1 ¢izme 4 - 4
Toplam 45 - 45
Elgfjlr;rlrfma 192 :_)’ 195 Elestirel ?]?ﬁsﬁnme
Degerlendirme 5 - 5
Toplam 26 3 29
Genel Toplam 122 6 128 14

Katilimcilara sonda soru olarak okuma etkinliklerinde tercih ettikleri diisiinme
yontemleri sorularak 6grencilerin etkinlikleri nasil yaptigina iligkin goriislerini incelemek
amaclanmistir. Katilimcilar etkinlikleri en ¢ok metni ve sorulari dikkatli bir sekilde
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okuyarak ve metni anlayana dek birka¢ kez okuyarak yaptiklarini ifade ederek okuma
koduna tamamen olumlu goris bildirmistir. Ayni1 zamanda etkinliklerde en ¢ok kullandiklar
yontemlerden birinin elestirel diisiinme oldugunu ve metni elestirme yoluyla etkinlikleri
daha hizli ¢ozebildiklerini ifade ederek elestirme koduna genellikle olumlu goriis sunsalar
da baz1 katilimcilar etkinliklerin elestirme firsati sunmadig1 ve metinleri elestiremediklerini
ifade ederek olumsuz yorumlarda bulunmustur. Gergeklestirilen odak kodlama sonucunda
okuma, etkinlik, olay Orgiisli, anlatma kodlar1 “kazanim”; inceleme, detay, akilda tutma,
Ozetleme, soru sorma, empati, altin1 ¢izme kodlar1 “analitik diigiinme”; elestirme,
yorumlama, degerlendirme kodlar1 “elestirel diistinme” odak kodu altinda oriintiilenmistir.

K.12. (Kadmn, 7. smf, 17 dk.): ilk 6nce okuyorum. Sonra yorumluyorum kendi kafamdan.
Yorumlamak i¢in de hep aklimda tutmaya g¢alisiyorum. Daha dikkatli okuyorum, anlamazsam
tekrar okuyorum falan. Sorunun metinde neresiyle ilgili olduguna bakiyorum. O zaman hepsini
tekrar tekrar okumama gerek kalmiyor ¢iinki.

Cizelge 16. Katilimcilarin elestirel okumanin faydalarina iliskin

gorusleri
Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Anlama 26 - 26
Elestirel okuma 22 - 22
Zaman 10 6 16
Fayda 14 - 14 Kazanim
Yorum giicii 12 - 12 8
Degerlendirme 8 - 8
Kalicilik 5 - 5
Gelistirme 4 - 4
Toplam 101 6 107
Ayirt etme 12 - 12
Akil yliriitme 6 - 6
Analiz 6 . 6 CHlaom
Arastirma 5 - 5
Agiklama 5 - 5
Toplam 34 - 34
Genel Toplam 135 6 141 13

Cizelge bakildiginda katilimcilarin  elestirel okumanin faydalarina iliskin
goriislerinde anlama ve elestirel okuma kodlarinin tamamen olumlu ifadelerle 6n plana
ciktig1 goriilmektedir. Katilimcilar elestirel okumanin en ¢ok anlama diizeylerini artirmasi
ve anlama stirecini hizlandirmasi yoniiyle kendilerine fayda sagladig: seklinde yorumda
bulunmustur. Gergeklestirilen odak kodlama sonucunda anlama, elestirel okuma, zaman,
fayda, yorum giicii, degerlendirme, kalicilik, gelistirme kodlar1 “kazanim” ve ayirt etme,
akil yiirlitme, analiz, arastirma, agiklama kodlar1 “¢ikarim” odak kodu altinda toplanmaistir.

K.11. (Kadmn, 7. simif, 21 dk.): Tiim metinleri daha iyi anlamamizi sagliyor bir kere. Giinliik
hayatta da bazi seyleri daha iyi anlamamizi sagliyor. Bize kazanimi ¢ok yani. Yapabilen insanlar
bence soru olsun test olsun rahatga dogru yapabilir. Farkli bakis agilar1 kazandiriyor ¢iinkii, tek
pencereden bakmamis oluyoruz okudugumuz seye. Oyle olunca da dogru yonlerini tarafsiz
olarak gorebiliyoruz. Ben daha dogru bir sekilde elestirel okuma yapabilmeyi ¢ok isterdim.
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Benimki dogru yontem degil mesela. Ama bilseydim nasil yapildigini, bence 6zellikle paragraf
sorularini ¢ok rahat ¢6zerdim. Okudugumu daha kolay anlardim.

Cizelge 17. Katilimcilarin metnin igerigine duyulan ilginin 6nemine
iligkin gortisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Tlgi 30 30 60
Caba 14 6 20
Onem 18 - 18
Icerik 15 - 15 ilei
Stkicilik - 13 13 S
Istek 9 4 13
Zorlanma - 12 12
On yarg1 - 9 9
Eglence 8 - 8
Toplam 94 74 168
Okuma 25 19 44
Tavsiye 21 - 21
Anlama 13 5 18 Gerekge
Sorumluluk 8 3 11 7
Gereklilik 9 - 9
Elestiri 7 - 7
Yorumlama 6 - 6
Toplam 89 27 116
Genel Toplam 183 101 284 16

Katilimecilarin metnin igerigine duyulan ilginin 6nemine iliskin goriislerinde ilgi ve
okuma kodlar tizerinde durdugu goriilmektedir. Katilimcilar bir metne ilgi duyduklarinda
metni okuma ve anlamaya daha egilimli olduklarini, ilginin bu noktada gerekli oldugunu
ifade ederek hem ilgi koduna hem de okuma koduna olumlu yonde agiklamalar yapmaigstir.
Baz1 katilimcilar metne ilgi duymadiklarinda metni okuma ve anlamaya egilimlerinin
azaldigini, bu durumda metni anlamadiklarini veya anlamaya, hatta okumaya zorlandiklarin
ifade ederek hem ilgi koduna hem de okuma koduna yonelik olumsuz goriis beyan etmistir.
Gergeklestirilen odak kodlama sonucunda ilgi, ¢aba, 6nem, icerik, sikicilik, istek, zorlanma,
on yargi, eglence kodlar1 “ilgi”’; okuma, tavsiye, anlama, sorumluluk, gereklilik, elestiri,
yorumlama kodlar1 “gerek¢e” odak kodu altinda toplanmustir.

K.6. (Kadin, 8. sinif, 30 dk.): Bende de oluyor o. Mesela hocalarimiz kitap sdyliiyor. Ayni
kitaplar kiitiiphanede olmuyor. Aliyorum, hi¢bir sey anlamiyorum ya da sikiliyorum. Ama onu
yorumlamaya ¢alistyorum. Benim i¢in anlamanin en énemli yollarindan biri yorumlamak ¢iinkii.
Ne yapsak da ilgi olmayinca okuyasi gelmiyor insanin. Yine de hocamiz demisse okumaya
calistyorum. Anlamadigim zaman bastan aliyorum mesela. Yine anlamadiysam yine bastan
aliyorum yani. En sonunda anlayabiliyorum ama zorlanarak elbette. {lgi duymamiz okuma
becerilerimizi de gelistirir. O yiizden derslerimizde daha iyi sonug alabiliriz. Hani okumanin
biitiin derslere de katkis1 oldugu i¢in dolayli yoldan hepsi i¢in faydali bir sey yapmis oluyoruz.
Yine de bunun igin ilgiyle, severek falan yapmak lazim bunu. Okuyarak, elestirerek tiim derslere
katki saglayabiliriz.
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Cizelge 18. Katilimcilarin metne ilgi duymadiklarinda metnin
elestirisini yapmaya iliskin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Elestiri 16 22 38
Okuma 9 13 22 Egilim
Anlama 11 7 18 4
Yorum 3 2 5
Toplam 39 44 83
Ilgi 8 38 46
Caba 15 2 17 Merak
Istek - 4 4
Toplam 23 44 67
Zorlanma - 22 22
Endise - 17 17
Sikilma - 8 8 ZO;’IUk
Zorunluluk 3 4 7
Gorev 3 2 5
Toplam 6 53 59
Genel Toplam 68 141 209 12

Bir 6nceki soruya ek olarak katilimcilara metne ilgi duymadiklarinda metnin
elestirisini yapmak hakkindaki goriisleri sorulmustur. Ogrenciler bu soruda en ¢ok ilgi ve
elestiri kodlarimi kullanmistir. Metne ilgi duymadiklarinda sorun yasadiklarini belirten
katilimcilar, buna bagli olarak olumsuzluklar yasadiklarini ve metnin -elestirisini
yapamadiklarin1 veya yanlis yaptiklarini ifade ederek ilgi ve elestiri koduna olumsuz
yorumlarda bulunmustur. Bazi katilimcilar zorunlu bir durum varsa metne ilgilerini
toplayabildiklerini ve ilgileri olmasa da metnin elestirisini yapabildiklerini sdyleyerek ilgi
ve elestiri koduna olumlu yorumlarda bulunmustur. Gergeklestirilen odak kodlama
sonucunda elestiri, okuma, anlama, yorum kodlar1 “egilim”; ilgi, ¢aba, istek kodlari
“merak”; zorlanma, endise, sikilma, zorunluluk, goérev kodlar1 “zorluk” odak kodu altinda
toplanmustir.

K.16. (Kadin, 5. sinif, 13 dk.): Biraz zorlanirim. Eger yani pek ilgi ¢ekici bulamazsam yani.
Kismen diyebilirim bu yiizden. Ciinkii ger¢gekten sevmedigi bir sey olunca ona ilgi gésteremiyor
bazilart. Ben de 6yleyim. O yiizden de sonuca varana kadar biraz zor oluyor benim igin.

Cizelge 19. Katilimcilarin okudugunu analiz etme ¢abuklugunun daha
cabuk anlamaya yardimci olmasma iligkin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Analiz ¢abuklugu 24 8 32
Anlama ¢abuklugu 23 2 25 Cablékluk
Cabukluk 8 9 17
Toplam 55 19 74
Dogru analiz 34 - 34
Yardimcei olma 10 1 11 Analiz
Pratik yapma 6 - 6 4
Odaklanma 6 - 6
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Cizelge 19. Katilimcilarin okudugunu analiz etme ¢abuklugunun daha
cabuk anlamaya yardimci olmasina iliskin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam

Toplam 56 1 57

Okudugunu anlama 22 7 29 okuma
Okuma 10 - 10 3

Kitap okuma 5 - 5

Toplam 37 7 44

Genel Toplam 148 27 175 10

Cizelge incelendiginde ortaokul 6grencileri, okudugunu analiz etme ¢abuklugunun
daha cabuk anlamaya yardimci olmasi iizerine goriislerinde en ¢ok dogru analiz ve analiz
¢abuklugu kodlarinda gériis bildirmistir. Ogrenciler dogru bir analiz yapildiginda metni
daha hizli anladiklarini ifade ederek tamamen olumlu fikir beyan etmistir. Katilimcilar
okuduklarin1 daha c¢abuk analiz etmenin anlama siirecine de katki sagladigini sdyleyerek
analiz ¢cabuklugu kodunda olumlu goriis bildirmistir. Baz1 katilimcilar ise hizli bir sekilde
analiz yapmanin detaylar1 kagirabilmelerine ve bir seyleri yanlis anlamalarina sebep
olabilecegi gerekgesiyle olumsuz fikir sunmustur. Gergeklestirilen odak kodlama sonucunda
analiz ¢abuklugu, anlama c¢abuklugu, ¢abukluk kodlar1 ¢abukluk; dogru analiz, yardime1
olma, pratik yapma, odaklanma kodlar1 analiz; okudugunu anlama, okuma, kitap okuma
kodlar1 okuma odak kod basliklar1 altinda Oriintiilenmistir.

K.12. (Kadin, 7. sinif, 17 dk.): Evet. Bence olur. Ciinkii eger hizli analiz yaparsak kendimizi
olumlu yonde etkileriz ve daha ¢ok okuma istegimiz olur. Bir seyi kolay anlamayinca okumak
istemiyoruz. Kolay anlamamiz i¢in de analiz yapabilmemiz lazim. Analiz bizim degerlendirme
ve yorumlamamizi hizlandirtyor. Hepsi bir arada olunca da hizli anliyoruz. O yilizden bence
birbiri ile iliskisi var. Hizli analiz yaparsak hizli anlariz bence.

Cizelge 20. Katilimcilarin okuduklarini daha hizli analiz yapma ve daha
hizli anlamak i¢in yaptiklarina iligkin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Anlama 28 - 28
Analiz 25 - 25
Elestirme 17 - 17 Eaili
Okuma 12 - 12 g;lm
Beceri 10 - 10
Diisiinme 7 - 7
Cabukluk 3 2 5
Toplam 102 2 104
Kitap okuma 20 - 20
Ozetleme 10 - 10
Pratik yapma 8 - 8
Altin1 ¢izme 8 - 8 Yoéntem
Okul dersleri 8 - 8 9
Akilda kalma 7 - 7
Goz gezdirme 7 - 7
Odaklanma 4 - 4

© 2024 Journal of Language Education and Research, 10(1), 112-146



135
Ortaokul Ogrencilerinin Elestirel Diigiinme Egilimleri ile Okuma Becerileri Arasindaki...

Cizelge 20. Katilimcilarin okuduklarini daha hizli analiz yapma ve daha
hizl1 anlamak i¢in yaptiklarina iliskin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Sebep-sonug 3 - 3
Toplam 75 - 75
Genel Toplam 177 2 179 16

Katilimcilara okuduklarini daha hizli analiz etmek ve anlamak i¢in neler yaptiklarina
iliskin sorulan sonda soruda en ¢ok anlama ve analiz kodlar1 6n plana ¢ikmistir. Katilimeilar
daha hizli analiz yapmanin yolunun 6nce metni anlamakla olacagi1 yoniinde tamamen olumlu
goris bildirmislerdir. Ayn1 zamanda metni anlamak i¢in de analiz yapmanin ¢ok onemli
oldugunu, ikisinin birbirini tamamladigini ifade eden 6grenciler, analiz koduna da tamamen
olumlu yorumda bulunmustur. Katilimcilar her soruda analiz yapmak ve anlamak arasinda
onemli bir iliski oldugunun altin1 ¢izmistir. Katilimeilar bu goriislerin haricinde izledikleri
yontemler arasinda elestirme, okuma, dzetleme, pratik yapma, altini ¢izme, diisiinme, goz
gezdirme, odaklanma ve sebep sonug iligkisi kurma kodlarini saymistir. Gergeklestirilen
odak kodlama sonucunda anlama, analiz, elestirme, okuma, beceri, diisiinme, ¢abukluk
kodlar1 “egilim”; kitap okuma, 6zetleme, pratik yapma, altin1 ¢izme, akilda kalma, g6z
gezdirme, okul dersleri, odaklanma, sebep-sonu¢ kodlar1 “yontem” odak kodu altinda
toplanmustir.

K.13. (Erkek, 5. simif, 19 dk.): Bence dedigim gibi g6z gezdirebiliriz. Goz gezdirmek hem hizlt
oluyor hem de okumus kadar oluyoruz. Ama daha kisa siirede tabi. G6z gezdirmek hizlanmasini
saglayabilir yani. Bir de dnemli yerlerin altini ¢izebiliriz. Yani okurken altin1 gizersek 6nemli
yerlerin, bir nevi 6zetini ¢ikarmis oluruz. Ozetini okumak da olaymn ne oldugunu, neden
oldugunu anlamamizi saglar. O yiizden daha kolay anlayabiliriz bence.

Cizelge 21. Katilimcilarin derse duyulan meraka iligkin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Ilgi 16 21 37
Sevme 16 15 31
Keyif alma 15 8 23
Sikicilik - 13 13 Merak
Haklilik 10 2 12 8
Istek 8 4 12
Caba 11 - 11
Ogrenci katilimi 3 1 4
Toplam 79 64 143
Ogretmen 8 10 18
Ders 3 13 16 Ortam
Ogrenci 4 9 13 4
Etkinlik 9 2 11
Toplam 24 34 58
Anlama 10 2 12
Basari 7 5 12 YEtgnek
Anlatma 3 1 4
Toplam 20 8 28
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Cizelge 21. Katilimcilarin derse duyulan meraka iligkin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Genel Toplam 123 106 229 15

Cizelge bakildiginda katilimcilarin goriislerinde ilgi ve sevme kodlarinin 6n plana
ciktig1 goriilmektedir. Katilimeilar derse ilgi duymadiklarinda derse yonelik tiim olumlu
hislerini kaybederek o derste basarili olamadiklar1 yoniinde olumsuz goriis bildirmistir. Bazi
katilimcilar derse ilgi duyduklarinda dersi merakla bekledikleri ve bu ilginin o derste basarili
olmalarini sagladig1 yoniinde olumlu goriis bildirmistir. Ayn1 zamanda dersi sevmenin de
onemli oldugunun altin1 ¢izen katilimcilar, sevdikleri derslerde motivasyon ve 6grenme
arzularmin daha yiiksek oldugunu kaydetmistir. Gergeklestirilen odak kodlama sonucunda
ilgi, sevme, keyif alma, sikicilik, haklilik, istek, ¢aba, 6grenci katilimi1 kodlar1 “merak”;
ogretmen, ders, 6grenci, etkinlik kodlar1 ortam; anlama, basari, anlatma kodlar1 “yetenek”
odak kodu altinda toplanmustir.

K.7. (Erkek, 8. sinif, 25 dk.): Ben de 6yle diisiiniiyorum. Yani katiliyorum. Mesela fen dersini
iyi dinleyince en sevdigim ders fen oluyor. Ama iyi dinlemem igin de o derse ilgimin olmasi
lazim. Yani o dersi sevmem lazim. Sevdigim derslerde ilgim daha fazla oluyor. O yilizden daha
basariliyim o derslerde. Beni motive ediyor derse ilgimin olmast. ilgi duymadigimda aymi seyleri
yasamiyorum. Biraz mecburi dinliyorum hatta sinav olmasa belki dinlemem. Derse ilgi
duyulmadig1 zaman dersten keyif alinmaz yani. Dinleyemeyiz ¢linkii.

Cizelge 22. Katilimcilarin derse olan merakin ders hakkinda 6grenme
istegini nasil artirdigina iliskin goriisleri

Kodlama Odak Kodlama
Kodlar f f
Olumlu Olumsuz Toplam
Ogrenme 33 - 33
Egilim 17 1 18
Artirma 17 - 17
Anlama 15 - 15 Eaili
Ders 9 - 9 g191m
Ogretmen 8 1 9
Okuma 8 - 8
Elestiri 4 - 4
Etkinlik 4 - 4
Toplam 111 2 113
Merak 21 - 21
Motivasyon 21 - 21 Ilgi
Emek 19 - 19 4
Basari 7 - 7
Toplam 68 - 68
Genel Toplam 179 2 121 13

Cizelgede katilimc1 goriislerinde en ¢ok 6grenme, merak ve motivasyon kodlarinin
on plana ¢iktig1 goriilmektedir. Katilimcilar bu soruda derse duyduklari merakin temelde
daha 1y1 6grenmelerine hizmet ettigini; bu durumun 6grenme hizlarini, motivasyonlarini ve
egilimlerini artirdigini ifade etmistir. Gergeklestirilen odak kodlama sonucunda 6grenme,
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artirma, egilim, anlama, ders, 6gretmen, okuma, elestiri, etkinlik kodlar1 “egilim” ve merak,
motivasyon, emek, basar1 kodlar1 “ilgi”” odak kodu altinda toplanmustir.

K.6. (Kadin, 8. simif, 30 dk.): Tabi artirir. Clinkii mesela sevdigin bir ders varsa o dersi daha iyi
anlamaya cabalarsin. Her yoniinii anlamak i¢in elestirisini yaparsin. Elestirirsin, bakarsin,
goriirsiin her yoniinii. Sevince bunlar1 yapmak daha kolay oluyor iste. Arkadaslarimizda bile
boyledir. Mesela sevdigimiz bir arkadasimizi daha ¢ok anlamaya calisiriz. Onu daha g¢ok
tanimaya gayret gosteririz. O yiizden bir dersin konusu ilgimizi ¢ekiyorsa elbette o konularin
hepsini 6grenmeye ¢alisiriz.

Cizelge 23. Katilimcilarin derse duyulan ilginin ders hakkindaki metinleri
okuma diizeyini artirmasina iliskin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Ilgi 26 - 26
Istek 20 1 21
Artirma 19 - 19 stk
Dersi sevme 8 - 8 7
Caba 8 - 8
Eglence 5 1 6
Egilim 6 - 6
Toplam 92 2 94
Okuma 44 2 46
Ogrenme 13 - 13 Egilim
Arastirma 6 - 6 4
Anlama 3 - 3
Toplam 66 2 68
Genel Toplam 158 4 162 11

Katilimeilarin derse ilgi duyduklarinda ders hakkindaki metinleri okuma diizeylerine
iligkin goriisleri soruldugunda en ¢ok okuma ve ilgi kodlarmin {izerinde durdugu
goriilmektedir. Katilimeilar ilgi duyduklar dersler hakkinda olan metinleri okumay1 daha
cok istediklerini ve bu istekleri dogrultusunda okuyacaklar1 metinleri genel olarak sevdikleri
ve ilgi duyduklar1 konular iizerine sectiklerini ifade ederek okuma ve ilgi kodunda genellikle
olumlu goriis beyan etmistir. Gergeklestirilen odak kodlama sonucunda ilgi, istek, artirma,
dersi sevme, c¢aba, eglence, egilim kodlar1 “istek”; okuma, 6grenme, arastirma, anlama
kodlar1 “egilim” odak kodu altinda toplanmaistir.

K.4. (Erkek, 6. simf, 27 dk.): Bence artirir. Ornegin ben sosyal bilgiler dersini seviyorsam
onunla ilgili mesela tarihi metinleri daha ¢ok okurum. Onu ayrintisina kadar anlayip ¢ok bilgi
edinmemizi saglar bu ilgi. Ben mesela sevdigim konulardaki metinleri okurken zorlanmiyorum.
Cinkii bu insana giizel bir his veriyor bence. Okurken zaman nasil gegiyor anlamiyorsunuz. O
yiizden okumay1 da artirdigini diisiiniiyorum.
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Cizelge 24. Katilimcilarin elestirel diisinme egilimi ile okuma
becerileri arasindaki iliskiye iliskin goriisleri

Kodlama Odak Kodlama

Kodlar f f

Olumlu Olumsuz Toplam
Elestirel diisiinm
NS
iliski 19 - 19 lj !
Okuma becerisi 14 - 14
Mliski varlig 13 - 13
Toplam 69 - 69
Birbirini artirma 12 - 12
Tamamlayicilik 11 - 11
Gereklilik 8 - 8 Mliski tiirii
Birliktelik 6 - 6 6
Gelistiricilik 5 - 5
Destekleyicilik 5 - 5
Toplam 47 - 47
Genel Toplam 116 - 116 10

Katilimcilara arastirmanin ana amaci olan elestirel diistinme egilimi ile okuma
becerileri arasindaki iliskiye iliskin goriisleri soruldugunda tiimii aralarinda bir iligki
oldugunu vurgulamis, iliskinin tiiriinii agiklamistir. Bu sorudaki ifadelerinde hi¢ olumsuz
kod alinmamistir. Cizelge incelendiginde katilimcilarin elestirel diisiinme egilimi ve iligki
kodlarinin iizerinde duruldugu goriilmektedir. Katilimcilar elestirel diisiinme egilimi ile
okuma becerileri arasindaki iligski i¢in Ozellikle elestirel diisiinme egiliminin okuma
becerileri tizerinde etkili oldugu yoniinde tamamen olumlu goriis bildirmislerdir. Ortaokul
ogrencileri ayn1 zamanda iki 0ge arasindaki iligki icin de tamamen olumlu yorumda
bulunmustur. Bu 6grenciler elestirel diisiinme egilimi ve okuma becerileri arasindaki
iliskinin olumlu ve pozitif yonde oldugunun altin1 ¢izmistir. Bu iligkinin tiiriinii tanimlarken
en ¢ok tamamlayicilik ve gereklilik kodu lizerinde duran katilimeilar, iki kavramin birbirini
tamamlayict ve baglantili oldugunu ifade etmis ve birini en iyi sekilde gerceklestirmek
istiyorlarsa  digerinden yardim almalarinin  gerekli oldugunu vurgulamislardir.
Gergeklestirilen odak kodlama sonucunda elestirel diistinme egilimi, iliski, okuma becerisi,
ilisgki varligr kodlar1 “iliski”; birbirini artirma, tamamlayicilik, gereklilik, birliktelik,
gelistiricilik, destekleyicilik kodlart “iligki tiirii” odak kodu altinda toplanmustir.

K.5. (Kadin, 8. simif, 25 dk.): Bence ilk anlayip sonra elestirdigimiz i¢in kuvvetli bir iliski var
aralarinda. Anlamamiz hem kitap okumamiza hem analiz etmemize bagli. Sonra anlayinca da
hatta anlarken bile elestirisini yapiyoruz. O yiizden nasil desem, tamamlayici iki seydir bence
elestiri ve okuma. Birbiri ile baglantilidir. Biri digerine tamamen bagli degil ama o olunca daha
iyi oluyor. Olmasi1 gereken bence bir arada olmalari. Okullar da bunu dikkate almal1 ve bence
ikisini de gelistirecek ¢aligmalar yapmali. Ben ikisi arasinda iligki oldugunu kendi denemelerim
sonucunda fark ettim ve fark ettigimden beri yararlaniyorum yani. Bence herkes de yararlanmali.

Tartisma, Sonuc ve Oneriler
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Aragtirma genelinde 6grencilerin okudugunu anlama siirecinde elestirel diisiinmeye
egilimli olduklari; bunun sebebi olarak okudugunu anlama ve elestirel diisiinmenin birbirini
tamamladiklarini, birbirleri i¢in gerekli olduklarini, birbirini destekleyici ve gelistirici
olduklarini, anlama siirecini hizlandirdiklarini, kendilerine kolaylik sagladiklarini, farkli
becerilerini gelistirmelerine de katkilar1 oldugunu ifade ettikleri goriilmiistiir. Alan yazinin
farkli caligmalarinda da elestirel okuma yapmanin 6grencilerde ilgiyi artirdigi, 6grencinin
derse olan tutumunu olumlu etkiledigi, anlama ve diisiinme becerilerini artirdigi sonucuna
ulagilmistir (Tirkben ve Karaman, 2022). Arastirmada elestirel diisiinme egilimi ile okuma
becerileri arasinda paralel bir iliski oldugu, bu iliskinin birbirini tamamlayan ve artiran bir
iliski oldugu sonucuna ulasilmistir. Bu sonug farkli arastirmalarda da goriilmiis ve elestirel
diisiinme ile okuma becerileri arasindaki iliskinin ortak bir biligsel siire¢ gerektirdigi, bir
arada kullanildiginda anlama siirecindeki basariy1 artirdiklari, birbirleri i¢in gerekli ve
onemli olduklari tespit edilmistir (Fahim ve Sa’eepour, 2011; Shibab, 2011; Usta, 2019).

Elestirel diistinme ve okuma becerileri arasindaki iliskiye yonelik sorularda en ¢ok
ilgi ve merak kavramlar: iizerinde duruldugu goriilen aragtirmada ders veya metne ilgili
olmanin veya okuma siirecinde merak uyandiran seylerle karsilasmanin daha istekli ve etkin
bir okuma siireci sagladigr sonucuna ulasilmistir. Bu bulgu; ilgi ve merakin, elestirel
diistinme ve okuma becerilerini etkiledigi ve bunlar1 kullanmaya olan egilimi artirdigini
diistindiirmektedir. Kanmaz ve Aslan yaptiklar1 calismada (2022) 6grencilerin okuyacagi
metinlerin onlara diisiinmede serbestlik alan1 tanimasi1 gerektigini, elestirel diistinmeye sevk
edecek yonleri olmasini hem ilgilerini canli tutmada hem de okudugunu elestirebilmesinde
onemli kabul etmistir. Akyol (2013) okuma siirecinin hazirlik ve ustalik asamalarinda ilgi
kavramina dikkat ¢ekmis; hazirlik asamasinda ¢ocuklarin okuma eylemini, ilgi duyduklarina
egilim gostermeleriyle baslattiklarini, ustalik agamasinda metinleri yonlendirme olmadan
kendi ilgilerine gore sectiklerini ifade etmistir. Bu dogrultuda 6grencilerin okuma, anlama
ve elestirme egilimlerinde 1lgi ve merakin belirleyici bir nitelik kazandig1 goriilmektedir.
Perkins, Jay ve Tishman (1993) da egilimleri olusturan ii¢ unsurdan birinin ilgi olduguna,
ilgi ve meyillerin belirli bir davranis1 yapmaya isteklendirdigine dikkat ¢ekmistir. Farkl
aragtirmalarda da okudugunu anlama siirecinde ilgi ve merakin, elestirel diisiinmenin ana
bilesenlerinden biri oldugu ifade edilmistir (Faccione, P., Faccione, N. ve Giancarlo, 2000).
Bu durumda arasgtirma kapsaminda diislindiiren ve ilgiyi canli tutan metinlerin hem
okudugunu anlamada hem de elestirel diislinebilmede ©6nemli oldugu soylenebilir.
Arastirmanin  bulgularmi destekleyen bir diger arastirma okuma alaninin, elestirel
diistinmenin gelistirilmesi i¢in en uygun ortam ve miifredati sundugu ifade edilmistir
(D’angelo, 1971). Elde edilen bulgular 1s181nda bunun okuma eyleminde bireylerin zihninin
diisiinme becerilerini kullanmaya daha elverisli olmasit ve bireyin okuma siirecindeki
ilgisinin okunulan iizerinde analiz yapmaya ve diisiindlirmeye isteklendirmesi oldugu
sOylenebilir.

Elestirel diistinmeyi gelistirecek ideal bir okuma egitimi i¢in sinifta rahat ve yasaksiz
bir elestirel diisiinme ortaminin gerekliligi ve 6gretmenin bu dogrultuda anlayis ve hosgorii
sahibi olmasi, arastirmada &n plana ¢ikan bir diger bulgudur. Ogretmenlerini elestirel
diisiinme egilimleri ve okuma becerileri i¢in ¢ok dnemli bir noktada gordiiklerine dikkat
ceken Ogrenciler, d6gretmenin 6grenciye ve derse yonelik tavri ve yaptigi etkinliklerin

© 2024 JLERE, Journal of Language Education and Research, 10(1), 112-146



140
Seyhan YILDIRIM DONER & Sezgin DEMIR

kendilerini olduk¢a motive ederek c¢alismaya ve diisiinmeye sevk ettigi, Ogretmenin
kendileri igin bir rehber oldugunu ifade etmistir. Ogrenciler sinif icerisinde sz sahibi oldugu
ve Ogretmenden hosgorili ve demokratik tutum gordiigli ortamlarda daha yiiksek
performans gosterir ve daha basarili olur (Ackley, Colter, Marsh ve Sisco, 2003).
Mendelman (2007) gergeklestirdigi arastirmada 6gretmenlerin 6grencilerin seviyelerine
uygun bir sekilde elestirel diisiinmelerini gelistirmeleri gerektigini ve o6grencilerin bu
stiregteki zihinsel calismasmin biiylik bir rol oynadigimi ifade etmistir. Yine farkl
arastirmalarda Ogretmenlerin iyi yetistirilememesi, simif ortaminin rahatsiz olmasi,
Ogretmenin tekdiize bir anlatim yontemini kullanmasi, 6gretmenlerin elestirel diisiinme
becerisi 6gretiminde yetersiz olmasi gibi durumlarin bu siireci olumsuz etkiledigi ifade
edilmis ve elestirel diisiinmenin 6gretimi ve egiliminin kazandirilmasi siirecinde en biiytlik
roliin 6gretmene ait oldugu agiklanmistir (Ennis, 1991; Semerci, 2003, Yesilyurt, 2021).

Arastirmanin bir diger 6nemli sonucu, internetten yapilan arastirmalarda internetteki
her bilginin giivenilir bulunmamas1 ve giivenirliginden emin olmak i¢in okunan metinlerin
elestirel diistinme kapsaminda degerlendiriliyor olmasidir. Yani o6grenciler; internet
kullanirken okuduklar1 metinleri ve elde ettikleri bilgileri, elestirel bir bakis acisiyla
degerlendirmektedir. Bireylerin medya okuryazarligi ile elestirel diistinme egilimleri
arasinda yiiksek diizeyde, pozitif yonlii anlaml iliskiler vardir (Bulut Asik, 2022). Ozellikle
ergenlerde internet kullanimi ile elestirel diistinme egilimi incelenmis ve aralarinda genel
olarak pozitif yonlii bir iliski oldugu goriilmiistiir (Saklica, 2016). Makaleye konu olan
aragtirmadaki Ogrencilerin internet kullanimimin giinlik hayatlarinin bir parcasini
olusturdugu disiiniiliirse sinirlandirilmis ve medya okuryazarligi katkisiyla bilingli bir
internet kullaniminin 6grencilerde elestirel diisiinme egilimi olusturmast beklenen bir
durumdur. Alan yazindaki farkli arastirmalar, interneti ve teknolojiy1 bilgi amagli kullanan
ogrencilerin okumaya yonelik tutumlarinin daha ytiksek oldugunu ve iist diizey diistinme
becerilerinin bu durumdan dogrudan etkilendigini gostermistir (Durualp, Cicekoglu ve
Durualp, 2013; Kim, Yi ve Hong, 2020).

Okuma, Tiirk¢e dersi kapsamindaki temel bir beceri oldugundan ve elestirel
diisiinme de yine bu derste kazandirilan bir diisiinme becerisi oldugundan 6zellikle Tiirkce
derslerinde okuma ve elestirel diisiinmeye yonelik etkinlikler yapilmalidir. Cilinkii Tiirkge
derslerinde Ogrenciye sadece dil bilgisi konularmin anlatilmasi ¢ok eski bir 6gretim
anlayisidir. Arastirmada egitim alaninda okuma ve elestirel diislinmeye verilen dnemin
yetersiz bulundugu goriilmiis ve Tiirkge dersi 6zelinde elestirel diisiinmeyi gelistirecek
etkinliklerin yeterliliginin tartismali oldugu sonucuna ulasilmistir. Kuru ve Simsek (2022),
2018 ve sonrasi1 bakanlik tarafindan yenilenen 6gretim programlari ve iist diizey diisiinmeye
yonelik yapilan ¢alismalarin son yapilan PISA ve TIMSS sonuglarina olumlu yonde etki
ettigini ve elestirel diisiinme egilim diizeyinin arttigini1 ifade etmistir, ama ayni zamanda
bunun egitim ve Ogretim siirecine Ozellikle kiigiik yaslardan baglanarak eklenmesi
gerektigine dikkat ¢ekmistir. Yani bu egitime kiigiik yaslarda baglanmamasi, sonradan
baslanmasi ileri yaglarda bu becerilerde basarili olma konusunda yeterli olmayabilir. Alan
yazindaki farkli bir arastirmada da Tirkce dersi kitaplarindaki etkinlikler incelenmis; 5, 7
ve 8. siif Tiirkge ders kitabindaki elestirel diisiinme becerisi ile ilgili okuma ve dinleme
etkinliklerinin yetersiz oldugu, 6. sinif Tiirk¢e ders kitabinda elestirel dinlemeye yonelik ise
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hi¢bir etkinlik olmadig1 bulgusuna ulasmustir (Dilek¢i ve Karatay, 2022). Sur’un (2021)
arastirmasinda; 5, 6, 7. smf Tiirkce ders kitaplarinda elestirel diistinme becerisi alt
kategorisinin yer aldig1, 8. sinif Tiirkce ders kitabinda ise bazi eksikliklerin bulundugu tespit
edilmistir. Yine Tiirk¢e ders kitaplarindaki metinlerin Tiirkge Ogretim programi ile
uygunlugunun belirlendigi aragtirmalarda okuma Ogrenme alaninin yetersiz ve etkisiz
oldugu ortaya konmustur (Demir ve Sinan, 2016). Farkli bir arastirmada Tiirk¢e dersi
kitabinda elestirel diisiinme Olglitlerinin bazilarina orneklerle yer verildigi, bazilarina ise
kismen yer verildigi goériilmiistiir (Demir ve Bas, 2019). Bu durum, ders kitaplarinda ve
miifredatta elestirel diistinmenin yerinin hala tartismaya agik bir konu oldugunu ortaya
koymaktadir. Alan yazindaki bu arastirmalarin, yapilan ¢calismanin bulgularin1 destekleyici
oldugu ve bu dogrultuda ¢alismanin alan yazindaki bilgilerle tutarli oldugu goriilmektedir.

Aragtirmada ulasilan tiim sonuglardan yola ¢ikarak bazi 6nerilerde bulunulacaktir.
Oncelikle arastirma bulgularinda elestirel diisiinmenin énemi goz dniinde bulundurularak
Ogretim miifredatlarinda elestirel diistinmeyi gelistirecek uygulamalara yer verilebilir.
Ozellikle Tiirkge dersi kapsaminda elestirel diisiinme saatleri diizenlenebilir; 6grenciler bu
saatlerde kendi fikirlerini ifade etmeye, kurallara uygun sekilde tartismaya, giinliik hayatta
elestirel diistinmeyi kullanmaya ve elestirel diisiinmeyle bilgi giivenirligini saglamaya
yonlendirilebilir. Internet ve sosyal medya kullaniminin ¢ok kiiciik yaslarda dahi kaginilmaz
hale geldigi cagimizda, elestirel diisiinemeyen bireyler manipiilasyona ve dezenformasyona
acik hale gelecektir. Bu nedenle Ogrencilere hem elestirel diisinme hem de okuma
noktasinda biling kazandirilmali, fikirlerini ¢ekinmeden beyan edebilecegi 6zgiir fikir
ortamlar1 olusturulmalidir. Arastirmada bu ortamlarin olusmasinda énemli bir unsur olan
Ogretmenlerin dgrencilere bunu saglamasi icin egitim fakiiltelerinde gordiikleri egitimin
giincellenmesinin yani sira miifredat igeriklerinin de giincellenmesi diisiiniilebilir. Milli
Egitim Bakanligi, onceden de okullarda vermis oldugu okuma becerileri dersini elestirel
disiinme noktasinda da giincelleyerek ortaokulda tekrar se¢cmeli ders haline getirebilir.
Bagka illerde veya bolgelerde elestirel diistinme egilimiyle okuma becerileri noktasinda
gergeklestirilecek nicel arastirmalar, nitel calismalarla desteklenebilir ve bu karma
aragtirmalarla hem genel hem de derin algi yansitilabilir. Ogrencilerinden toplanan veriler,
ogretmenlerin gorlisleriyle desteklenebilir. Bu sayede Ogrenciler gibi dgretmenlerin de
fikirleri yansitilabilir ve olgu daha anlagilir héle getirilebilir.
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Extended Abstract

People naturally cultivate a proclivity for critical thinking as a means to ascertain the
truth in the majority of events and circumstances they come across. This inclination
empowers folks to employ analytical reasoning when they desire to scrutinize the veracity
of information they encounter. This study seeks to ascertain the perspectives of middle
school pupils regarding the correlation between their inclination towards critical thinking
and their reading abilities. The research is expected to be significant in qualitatively
interpreting the critical thinking inclinations of middle school pupils and examining their
correlation with their reading abilities. The research focuses on gathering students'
perspectives on the utilization of critical thinking in the process of reading comprehension.
It aims to understand how students believe critical thinking enhances their reading skills,
how they analyze and critique texts, how they employ strategies to comprehend texts, their
definition of an ideal reading education, their awareness of their own reading comprehension
abilities, their self-perception of maturity in critiquing, their approach to critical thinking,
their evaluation of the accuracy and inaccuracy of what they read, their opinions on critical
thinking activities in Turkish textbooks, their methods of critiquing when they lack interest
in a text, their perception of the relationship between the speed of analyzing what they read
and the speed of reading comprehension, and how their interest in the course influences their
ability to comprehend texts related to the course.

The study was carried out using a phenomenological design inside a qualitative
research approach. Phenomenological study involves exploring the meanings that underlie
people's experiences and perceptions. By doing so, researchers can identify common
meanings that emerge from these experiences (Gokbulut Ozdemir, 2019). Data collection
was conducted using face-to-face interviews as the chosen technique. The study group
consisted of secondary school students from public schools located in the central area of
Tokat province. The research group was generated using the typical case sample approach,
which is one of the purposeful sampling kinds, and was determined based on volunteerism.
Interviews were performed with 16 students utilizing the semi-structured interview style.
The research involved selecting 4 students from each grade level, with an equal distribution
of 2 female and 2 male students from the 5th, 6th, 7th, and 8th grade levels. In total, 16
individuals were interviewed, consisting of 8 female and 8 male students. A data collection
instrument in the form of an 11-question semi-structured interview guide was utilized. The
data collected during the interviews were transcribed and then analyzed using content and
descriptive analytic technigues in a computerized environment.

The research findings indicate a positive correlation between the inclination towards
critical thinking and reading proficiency, as reported by the pupils. Students were found to
employ the critical thinking approach when engaging in reading comprehension, resulting
in enhanced ease and speed of understanding. Students contended that in order to foster
critical thinking skills, it is important to have a conducive and unrestricted environment for
critical thinking in the classroom, together with a teacher who had a deep comprehension of
the subject matter. The students expressed that they employed critical thinking when
conducting internet research, utilizing a critical perspective throughout their internet usage.
Furthermore, they found the overall emphasis on reading in the field of education to be
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inadequate. The students' consensus was that the activities provided in Turkish lessons were
inadequate for developing critical thinking skills. While some students deemed the activities
to be satisfactory, others deemed them to be unsatisfactory.

The study revealed that students demonstrated a propensity for critical thinking while
comprehending written material. This can be attributed to the mutually beneficial
relationship between critical thinking and reading, as they reinforce and enhance one
another. Furthermore, they are interdependent, expedite the comprehension process, and
foster the acquisition of knowledge and skills. Tiirkben and Karaman (2022) found that
critical reading has several good effects on students. It boosts their attention, improves their
attitudes towards the subject, and enhances their comprehension and thinking skills.

The inquiries regarding the correlation between critical thinking and reading mostly
focused on the ideas of interest and curiosity. It has been observed that having an interest in
the lesson or text, or coming across things that stimulate curiosity during the reading process,
leads to a more enjoyable and productive reading experience. This discovery implies that
the presence of interest and curiosity enhances one's capacity to cultivate and employ critical
thinking and reading abilities. Various research has indicated that interest and curiosity play
a significant role in the process of reading comprehension, serving as key components of
critical thinking (Faccione P., Faccione N., & Giancarlo, 2000).

The students who expressed that they regarded their teachers as highly significant in
terms of their critical thinking abilities and reading proficiency explained that the teacher
served as a mentor to them through their approach towards the students and the lessons.
Furthermore, the students were motivated to study and engage in critical thinking by the
activities conducted by the teacher. Mendelman (2007) asserted that the development of
critical thinking skills is closely linked to cognitive functioning and plays a significant role
in this process. Through their investigation, students have discovered that the internet is not
entirely dependable, and they critically examine the writings they read to confirm their
reliability. The research evaluations have identified strong, positive, and statistically
significant correlations between individuals' media literacy and critical thinking abilities
(Bulut Asik, 2022; Saklica, 2016).
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Introduction

Learning how to write in a foreign language may be the most challenging skill to
acquire for some EFL students (Alsubaie & Ashuraidah, 2017; Rahmatunisa, 2014).
Students may make mistakes in their writing since they have a limited vocabulary,
difficulty in forming sentence structure, and making corrections on word spelling,
capitalization, punctuation, and grammatical errors, or developing creative ways to express
their ideas (Al-Khasawneh & Maher, 2010; Ambrose & Palpanathan, 2017; Zhu, 2001).
They can also encounter difficulties in writing due to a lack of adequate linguistic
knowledge, teachers’ negative feedback, low self-confidence, and high expectations
(Rezaei & Jafari, 2014). In this sense, teachers should provide supportive and positive
feedback, which requires well-designed practices (Harmer, 2007). Time constraints often
limit teachers' ability to offer comprehensive feedback and detailed explanations on
student drafts. This suggests that teachers alone may not suffice to adequately enhance
students' mechanical skills, organization, and content mastery (Bilal et al., 2013).
Additionally, students must practice writing without hesitation, and if they focus on
spelling and grammar mistakes, they might not be able to concentrate on creating a well-
written piece (Alsubaie & Ashuraidah, 2017). Thus, to increase student motivation and
interest in improving their writing skills, using online methods is recommended (Bilal et
al., 2013).

Ghanizadeh, Razavi, and Jahedizadeh (2015) contend that technology will support
the development of numerous foreign language skills, including listening, writing, reading,
speaking, grammar, and vocabulary. They also suggest that technology will help to create
a fun environment for language learning because it is viewed as an authentic tool for
enhancing input quality and offering timely and immediate feedback. To illustrate,
according to Alsubaie and Ashuraidah (2017), integrating online learning tools into the
classroom is necessary because today's students are referred to as "digital natives" even
though there are other ways to improve students' writing abilities. In this vein, online
resources such as computer-assisted language learning (CALL) could meet various needs
and expectations of teachers and students in foreign language classes to maximize
interaction, active participation, and immediate feedback during limited course hours
(Terzioglu, 2017). For instance, Web 2.0 tool Google Docs might offer students the chance
of immediate correction on spelling, punctuation, capitalization, appropriate vocabulary,
and grammar in their English writing skills (Aravindan, 2016). In this regard, Google Docs
seems to be an appropriate online writing tool since it allows students the flexibility to edit
their writing products synchronously, get immediate online feedback, and benefit from
auto error correction (Seyed Rezaei et al., 2016). As a result, it may contribute to the
development of students’ writing skills.

Although there are several research studies on using Google Docs for improving
organization, content, spelling, punctuation, grammar, and sentence structure, they mostly
focus on investigating the effect of peer tutoring and motivation on developing
collaborative writing skills of learners via Google Docs (Abrams, 2019; Alharbi, 2020;
Alsubaie & Ashuraidah, 2017; Lin & Yang, 2013; Suwantarathip & Wichadee, 2014). The
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current paper also concentrates on Google Docs but displays differences with previous
research in terms of research design, research questions, and data collection tools
(Ambrose & Palpanathan, 2017; Arani, 2018; Asiksoy, 2018; Cunningham, 2000;
Khodabandeh & Soleimani, 2018). It should be noted that peer tutoring was not
emphasized in this study; instead, each student worked independently and received
individual feedback via Google Docs. Additionally, this study examined how traditional
and online feedback affected students’ writing and error correction skills. Since this study
employs both single and multiple feedback types for writing classes, it differs from earlier
studies in this regard. Besides, the participant profile is different as the participants were
selected from a public vocational high school. In sum, this study sought to examine the
impact of teaching writing skills via Google Docs in a blended learning environment on
the error correction skills of Turkish EFL learners. Therefore, it is assumed that the current
study, which allows students to work independently without peer tutoring or group
collaboration by using the Web 2.0 tool Google Docs, is one of the rare studies
investigating second language (L2) writing both on the macro and micro level.

Literature Review

According to Badran (2017), it is not enough to integrate technology within
teaching and learning because there must be a focus on pedagogy and relevance for
teaching staff to engage fully with the new technology in schools. Thus, educators need to
support and encourage learners to enhance digital skills, provide opportunities, improve
quality, and apply technology effectively. Sarigoban (2013) also indicated the importance
of electronic media’s revolution in language teaching methodology. Computers are now
used as effective tools in terms of assessment, teaching grammar, vocabulary, syntax,
reading skills, comprehension, writing activities, and even in developing interactive
communication skills. Likewise, Khodabandeh and Soleimani (2018) claim that computer-
based tasks create a positive and better effect in grammar learning than written tasks, and
learners are better motivated by computer-based tasks than traditional tasks in grammar
learning.

Specifically, the concept of Web 2.0 tools was first brainstormed by O’Reilly
(2007), and defined as a fuller platform and software above the level of a single device,
providing richer user experiences. Web 2.0 tools include such tools as wikis, blogs, video-
sharing websites, social networks, podcasts, and many more (Agir, 2014). In their study,
Balbay and Erkan (2018) defined Web 2.0 tools as quite effective, motivational, and
encouraging. Also, the authors stated that English Language Teaching (ELT) instructors
appreciated using already-developed tools instead of creating a new one. Besides, Asiksoy
(2018) emphasizes that Web 2.0 tools not only develop learners’ English language skills
but also make learners autonomous and independent individuals in their own learning,
indicating the effective and entertaining aspects of these tools.

Within the scope of Web 2.0 tools, Google Docs is an online word-processing
document that allows for customization and editing within the document itself (Aravindan,
2016). It is not much different from other word processors besides being popular with
some teachers in different contexts. There are some reasons for its popularity in education.
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For example, Google Docs can create opportunities for teachers to monitor their students
and see how they have corrected their drafts. It also provides one-on-one, automatic, and
instant feedback. Besides, it shows the correct spelling by underlining the misspelled
words, checks the grammar constantly, and makes the necessary arrangements
automatically (Thompson, 2008). Moreover, Google Docs’ auto corrections make markups
where punctuation marks are forgotten and automatically adjust capitalization at the
beginning of sentences (Sharp, 2009).

In light of the above-mentioned opportunities, various research studies have been
conducted on Google Docs in different contexts. To start with, Suwantarathip and
Wichadee (2014) investigated the effect of Google Docs on students’ writing skills by
focusing on collaborative writing. This quasi-experimental study aimed to compare the
writing abilities of students who collaborated on writing assignments by using Google
Docs in a face-to-face classroom. The sample of the study consisted of 5.625 private
university students in Thailand. The study took one semester which lasted for 14 weeks,
and one of the groups was selected for the face-to-face group, while the other one was
chosen for the Google Docs group. The students in both groups worked collaboratively
during the writing assignments. The qualitative and quantitative data were collected by the
pre-posttest, a questionnaire, and an interview, and the intervention took seven weeks. The
results revealed that the Google Docs group received higher scores than the face-to-face
group after the interventions.

Secondly, Alsubaie and Ashuraidah (2017) examined the spelling, grammar, and
other writing problems of the participants from the College of Arabic Language in Saudi
Arabia. Different instruments such as writing portfolios, questionnaires, written tasks, a
rubric, and interviews were used in this study. As a result of the integration of Google
Docs in English classes, the students’ writing skills showed progress in that the posttest
scores were higher than the pretest scores. Thirdly, a qualitative study conducted by
Abrams (2019) investigated the link between the patterns of collaboration and linguistic
features of texts written during a computer-supported collaborative writing task using
Google Docs. It was administered to 28 first-year learners of German at a U.S. university.
The results indicated that the learners who had lower proficiency levels, and difficulties in
resolving language problems were easily able to produce accurate texts and develop their
accuracy, and textual cohesion in terms of content and form. Additionally, the findings
revealed that the effect of collaboration was not related to the development of linguistic
features such as grammatical or lexical accuracy, syntactic complexity, or lexical diversity.

Likewise, another qualitative case study conducted at a large Saudi university by
Alharbi (2020) aimed to investigate the potential of Google Docs in facilitating and
supporting pedagogical practices in a writing course. The participants were selected from
10 EFL learners working in pairs on article report writing over one academic semester.
The data were collected through the instructor’s observation and comments, learners’
comments, text revisions through Google Daocs, and the interviews. The findings of the
study revealed that the participants mostly made text revisions (344, 68%) in the use of
academic language, specifically grammar and word choice including spelling, mechanics,
citing, and referencing in their writings. In addition, text revisions in the content,
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organization, and coherence were still high (32%). Finally, Khodabandeh and Soleimani
(2018) investigated the effect of CALL-based writing tasks on EFL learners’ grammar
learning. There were 60 participants at the intermediate level from a high school in Iran.
The students were divided into an experimental and a control group. According to the
posttest scores, the participants in the experimental group had higher scores than the
control group in learning grammar rules. These results also stressed that computer-based
tasks had a positive effect on grammar learning than traditional written tasks.

The studies investigating the effect of other Web 2.0 tools on writing skills appear
to focus on peer tutoring as well. To illustrate, Alsmari (2019) conducted an experimental
study in paragraph writing courses by providing a blended learning environment in Saudi
Arabia. The Web 2.0 tool was selected as Google Docs via Edmodo, and it was found to
create major developments in the student’s writing skills over time. It was also found that
Google Docs via Edmodo helped the students’ progress in writing skills, especially in
areas such as paragraph organization, content, spelling, punctuation, grammar, and
sentence structure.

Apart from the aforementioned studies, several studies focused on the writing
problems of Turkish EFL learners (Kirmizi, 2018; Mantarli, 2019). To illustrate, Mantarh
(2019) investigated the mistakes made by Turkish EFL students in the 11th and 12th
foreign language classes of an Anatolian high school in English text writing. The author
stated that the students often made mistakes in grammar, morphology, meaning,
vocabulary, and syntax. Among the five error types, the grammatical errors (861) were
mostly committed. Also, Kirmizi (2018) demonstrated that lexical and linguistic errors
were the most common errors among Turkish EFL students. Specifically, the lexical
mistakes included omission, confusion of two words, word invention, and wrong lexical
choice.

Research Aim and Research Questions

In light of the relevant literature, it can be claimed that some of the earlier studies
(Abrams, 2019; Alharbi, 2020; Alsubaie & Ashuraidah, 2017; Khodabandeh & Soleimani,
2018; Suwantarathip & Wichadee, 2014) employed Google Docs as a research tool, and
collected data through examining the development of paragraph organization, content,
spelling, punctuation, grammar, and sentence structure. However, the aim was to
investigate the effect of peer tutoring, collaboration, and motivation on developing
collaborative writing skills of the learners via Google Docs. Although these studies show
similarities with this study, research designs, research questions, participant profiles, and
data collection tools differ. Only Alsmari (2019) focused on the development of writing
skills by examining paragraph organization, content, spelling, punctuation, grammar, and
sentence structure. However, in the study of Alsmari (2019), the research tool was selected
as Edmodo. All in all, considering the writing problems of Turkish EFL learners, the
difficulties faced by EFL teachers in teaching writing skills and error correction skills as
well as the call for future studies, this study aimed to investigate the effect of teaching
writing skills via Google Docs in a blended learning environment on error correction skills
of Turkish EFL learners, and offer educational insights about error correction techniques
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with the integration of technology in a blended language learning environment. To this
end, this study aims to answer the following research questions:

1- What is the effect of teaching writing skills via Google Docs on error correction
skills of Turkish EFL learners regarding content, organization, vocabulary,
grammatical concepts, capitalization, spelling, and punctuation in paragraph
writing?

2- Is there a statistically significant difference between the experimental group and the
control group in terms of error correction skills regarding only mechanics in
paragraph writing?

It should be noted that the first research question is addressed to both writing and
error correction skills development (content, organization, grammatical concepts,
capitalization, spelling, and punctuation) while the second research question is only
concerned with error correction skills for the mechanics category (grammatical concepts,
capitalization, spelling, and punctuation) included in the paragraph writing evaluation
rubric.

Methodology

Research Design and Procedures

In this research, there was an experimental and a control group, and these groups
were previously formed by the school administration. Thus, convenience sampling was
administered to choose the participants. The study was designed as a quasi-experimental
study as the participants in the control and experimental group were chosen via
convenience sampling due to practical reasons in the educational setting (Cohen et al.,
2007; Fraenkel et al., 2018; Kerlinger, 1970) to reveal any cause and effect relationship via
introducing an intervention and seeing how that intervention relates to the outcome of the
study (McMillan & Schumacher, 2010). In the quasi-experimental study design, clustered
units such as classrooms or counseling groups are selected as the participants since no
randomization in selecting the groups is needed, and testing the groups may interfere with
the effect of the given treatment (Ekmeke¢i, 1999). Hence, in the current study, since the
classes were intact, and already organized for an instructional purpose, there was no
random assignment of subjects. The relevant interventions were implemented, and the
groups were compared by using both a pretest and a posttest.

The study was conducted throughout the Fall semester of the 2021-2022 academic
year. Data collection took up to 13 weeks due to student and teacher coronavirus
quarantines, and weather-related issues in the region. Paragraph writing pre and posttests
were applied to both experimental and control groups before and after the interventions.
Before the experimental group interventions, the students were informed about how to use
Google Docs. Paragraph writing topics in the pretest and posttest were chosen from the
Guide for the 9th-12th Grades English Curriculum published by the Turkish Ministry of
National Education (MoNE), considering grade level and unit topics regarding the
Common European Framework of Reference for Languages (CEFR) can/do statements for
proficiency levels. The pre/posttests were adapted from the Unit 3 'Plan’ writing activity in
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the MoNE 10th grade textbook. The pre and posttests were also determined by considering
the CEFR can/do statements in the MoNE curriculum. Since the English lesson hours in
Vocational and Technical Anatolian High Schools are limited to only two lesson hours
(40+40 minutes) per week in 10th grades, the interventions included a 40-minute lesson
for each group. The interventions were made in the form of six different writing tasks. The
teacher of the course followed the language skills and learning outcomes in Guide for the
9th -12th Grades English Curriculum published by Turkish MoNE. The teacher carried out
the lesson plans for each group, and after all the students completed the tasks, the teacher
moved on to the next lesson plan. Each week’s lesson plan included Google Docs
paragraph writing activities based on learning outcomes of writing skills and unit topics
according to the English curriculum. The experimental group students were exposed to
Google Docs and automatic error correction in their writing tasks with a blended learning
environment, whereas the control group students were exposed to only traditional paper-
based error correction methods during the classes.

Publication Ethics

As for ethical considerations, the official permission to conduct this study was
obtained from the Provincial Directorate of National Education ((Date: 05.11.2021,
Number: E.126127). Also, participation in this study was purely voluntary, and consent of
the students and parents was obtained via the consent form.

Setting and Participants

This study was conducted at a VVocational and Technical Anatolian High School in
Turkey, and the participants were 50 Turkish EFL students, namely 10" graders. While
11th graders mainly take vocational courses, 12th graders focus on national exams. For
this reason, the researcher decided to work with 10th-grade students for the study. Thus,
the participants were chosen via convenience sampling which includes the selection of a
time and place for a study, and selecting individuals from a pool of potential participants
who are easy to reach based on their motivation to participate in the study (Mackey &
Gass, 2005). Since all the students in high school were male students, the participants of
the research were male students, aged between 14-15. The students were divided into two
groups: branch A as the experimental group, and branch B as the control group. The
participants took English lessons for two hours a week during the Fall semester. Their
language proficiency level was defined as A2 for 10" Grade according to the CEFR, and
the Guide for the 9"-12" Grades English Curriculum published by Turkish MoNE.

Data Collection and Analysis

The data were collected during the English classes throughout the Fall semester of
the 2021-2022 academic year. First, the opinions of two experts, namely two academic
staff at an ELT Department at a state university in Turkey, were gathered for the
appropriateness of the activities. Then, a paragraph writing pretest and posttest were
created as data collection tools. The same task used in the pretest was applied as a
paragraph writing posttest at the end of the intervention to both experimental and control
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groups. The topic of pretest-posttest paragraph writing was adapted from the Unit 3 'Plan’
writing activity in MoNE, considering grade level and unit topics regarding CEFR can/do
statements for proficiency levels. The writing task was an opinion paragraph about a
vacation plan by choosing one of the favorite seasons. The teacher carried out the lesson
plans by following the language skills and learning outcomes in Guide for the 9"-12%"
Grades English Curriculum published by Turkish MoNE for six weeks for each group.

Table 1. Timeline of the Study

Groups The Date and The Date of The Date and

Duration of Pretest Interventions Duration of Posttest
Experimental 21 September 2021, 29.09.2021-Task 1 12" January 2022,
Group 40 Minutes 06.10.2021-Task 2 40 Minutes

13.10.2021-Task 3

27.10.2021-Task 4

29.12.2021-Task 5

05.01.2022-Task 6
Control 22nd September 2021, 13th January 2022,
Group 40 Minutes 40 Minutes

As it is seen in Table 1, the implementation of the study included six-week
interventions with different paragraph writing tasks. The duration of pre and posttests was
40 minutes which is exactly one English lesson hour. The students were informed about
how to use Google Docs before interventions in the experimental group. The writing tasks
taken from the textbooks were more suitable for productive and creative writing. In
addition, the topics of writing varied according to the themes in the textbooks in that the
content of each unit was different, and the writing activities were prepared according to
these topics. A model text was used in all types of tasks, and creating one draft in the tasks
was considered enough due to the limited English class hours. The experimental group
students were exposed to Google Docs and automatic error correction in their writing tasks
with a blended learning environment, whereas the control group students were exposed to
only traditional paper-based error correction methods in the writing activities during the
classes.

To analyze the pretest and posttest results, the paragraph writing evaluation rubric
(See Appendix 1) adapted with reference to Hughes (2003) was used in the paragraph
analysis. Also, the list of error correction codes adapted by Dogan (2019) based on the
studies of Ferdouse (2013) and Lee (2004) was used, and written permission of the author
was obtained. In the current study, a second coder, namely an English teacher at a state
school in Turkey, was also involved in the scoring of the pre/posttest paragraphs of the
students. Then, necessary steps were taken to ensure the inter-rater reliability and
agreement between the coders (Miles & Huberman, 1994).
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Table 2. Methodological Overview

Research questions Data Data Analysis
Collecti
on Tool
1. What is the effect of teaching writing skills via Google Docs on Pretest, Mann Whitney
error correction skills of Turkish EFL learners regarding content, posttest U test,
organization, vocabulary, grammatical concepts, capitalization, Independent
spelling, and punctuation in paragraph writing? Samples T-test
2. Is there a statistically significant difference between the Pretest, Mann Whitney
experimental group and the control group in terms of error posttest U test

correction skills regarding only mechanics in paragraph writing?

As is seen in Table 2, the quantitative data were analyzed via SPSS Statistics 2014.
For the pretest and posttest, firstly, the normal distribution of the data was checked. Two
well-known tests of normality, namely the Kolmogorov-Smirnov Test and the Shapiro-
Wilk Test, which are more appropriate for small sample sizes (< 50 samples), were
applied. In cases where the sample size is less than 50, Kolmogorov-Smirnova is checked
for normality (n=30, n=20). As a result of the test of normality, the data in the pretest did
not show a normal distribution in the data set of the first research question, so a
nonparametric Mann-Whitney U test analysis was performed in the analysis of the pretest
scores. However, the posttest data showed a normal distribution, and Independent Samples
T-test was used in the analysis of the posttest scores. In the data set of the second research
question, it was seen that both the pre and posttest scores did not distribute normally. As a
result, a nonparametric Mann-Whitney U test was used, and the p value was taken as .05.

Results

First of all, the results concerning the first research question will be revealed in that
the pretest-posttest results for the effect of teaching writing skills via Google Docs on error
correction skills of the participating Turkish EFL learners will be shared in terms of
content, organization, vocabulary, grammatical concepts, capitalization, spelling, and
punctuation. For this purpose, the analysis of the pretest and posttests scores of the
experimental and control groups are given.

The quantitative data were analyzed via SPSS to answer the first research question.
In the evaluation rubric of the pre-posttests results, writing skills were scored in terms of
content, organization, and vocabulary categories while error correction skills were scored
in the mechanics category of the rubric, including grammatical concepts, capitalization,
spelling, and punctuation. The total score of all categories was 100 points. While analyzing
the pre and posttests of both groups for the first research question, the students' scores out
of 100 points were considered. Therefore, the first question presents the results on the
improvement of both writing skills and error correction skills of the students. In this study,
there were 30 students in the experimental group and 20 students in the control group.
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Table 3. Test of Normality for Question 1

Group Name Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Pretest Experimental 150 30 .084 .881 30 .003
Score Group
Control Group 311 20 .000 .702 20  .000
Posttest Experimental 131 30 .200" .949 30 .163
Score Group
Control Group 181 20 .085 .902 20  .045

*, This is a lower bound of the true significance.
a. Lilliefors Significance Correction

In Table 3, it is seen that the Kolmogorov Smirnov statistics for pretest scores take
values .150 and .311 while statistics for posttest scores take values .131 and .181. It was
assumed that pretest scores did not display normal distribution. Thus, a non-parametric
Mann-Whitney U test was used in the analysis of the pretest scores. It was found that there
was no statistically significant difference between the groups, which implies that the
participating student profile was similar to each other in both groups. However, the p-
values for posttest scores are .200 and .085, indicating that the posttest results are normally
distributed. Thus, the Independent Samples T-test was used in the analysis of the posttest
results. Another reason for applying the Independent Samples T-test for the posttest is that
the Skewness is 1.094 and close to 1. Thus, the normal distribution can be accepted. Table
4 contains a summary of the pretest scores for both groups.

Table 4. Mann-Whitney U Test Ranks for Pretest Scores in Question 1

Group Name n Mean Rank Sum of Ranks
Pretest Score Experimental Group 30 28.22 846.50

Control Group 20 21.43 428.50

Total 50

For the experimental group, the total sum of ranks is 846.50, and the mean rank is
28.22, while for the control group, the total sum of ranks is 428.50, and the mean rank is
21.43. Thus, the experimental group has a larger mean rank than the control group and
tends to take larger values. Further test statistics for pretest scores are presented in Table 5.

Table 5. Test Statistics for Pretest Scores in Question 1

Pretest Score

Mann-Whitney U 218.500
Wilcoxon W 428.500
VA -1.621
Asymp. Sig. (2-tailed) 105

According to Table 5, the Mann-Whitney U value is 218.500 for the pretest score
and the p-value is .105 (reported as p > 0.05). Therefore, there is not a significant
statistical difference between the experimental and control groups for the pretest scores,
which implies that both groups tend to have similar scores in the pretest at the beginning.

In the analysis of posttest scores, the Independent Sample Test was used. It was
aimed to reveal whether there was a significant difference in the posttest scores between
the experimental and control groups after they were exposed to different types of writing
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lessons. Group statistics in Table 6 reveal information about the group comparisons. For
the posttest scores, the mean score of the experimental group is 39.30, while it is 26.15 for
the control group. The means of pre and posttest scores of both groups also reveal that
there was an increase in means of the scores in both groups. However, the increase in the
posttest scores of the experimental group was found to be higher than that of the control
group.

Table 6. Group Statistics for Pretest-Posttest Scores in Question 1

Group Name N Mean Std. Std. Error Mean
Deviation
Pretest Score Experimental 30 16.70 16.099 2.939
Group
Control Group 20 13.90 21.460 4,799
Posttest Experimental 30 39.30 24.406 4.456
Score Group
Control Group 20 26.15 16.011 3.580

Table 7 displays Independent Samples T-test results for posttest scores. According
to the results, there was a statistically significant difference between the posttest scores of
the experimental and control group.

Table 7. Independent Samples T-test for Posttest Scores in Question 1

Levene's t-test for Equality of Means
Test for
Equality
of
Variances
F Sig. t df Sig. Mean Std. Error 95%
(2- Difference Difference  Confidence
tailed) Interval of the
Difference
Lower Upper
Posttest Equal 6.066 .017 2.121 48 .039 13.150 6.200 .683 25.617
Score variances
assumed
Equal 2.301 47.997 .026 13.150 5.716 1.657 24.643
variances
not
assumed

To summarize the results of the first research question, the Mann-Whitney U test
was used in the analysis of the pretest scores while the Independent Sample T-test was
used in the analysis of the posttest scores. As a result of the Independent Sample T-Test, a
significant difference was found between the experimental and control groups in the
posttest scores regarding content, organization, vocabulary, grammatical concepts,
capitalization, spelling, and punctuation after the interventions. In other words, in this
study, traditional teacher feedback in the control group versus traditional teacher feedback
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+ automatic corrections via Google Docs in the experimental group were studied, and it
was found that the students in the experimental group got higher scores in the posttest for
the first research question.

As for the second research question, the analysis aimed to reveal whether there was
a significant difference between the experimental group and the control group’s error
correction skills in paragraph writing after the given treatment regarding mechanics.
Unlike the first research question, the scores of the students in terms of content,
organization, and vocabulary in the evaluation rubric were not analyzed. This time, the
data analysis set presents the results obtained from the error correction scores regarding
only the mechanic's section of the evaluation rubric. Thus, the pre-posttest scores of the
students were evaluated according to the mechanics section in the rubric. The total score
for the mechanics category was 30 points. While analyzing the pre-posttests of both groups
for the second research question, the students' scores out of 30 points were considered, and
p-value was taken as .05.

Table 8. Test of Normality for Question 2

Group Name Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Pretest Experimental 311 30 .000 .666 30 .000
Score Group
Control Group 315 20 .000 571 20 .000
Posttest Experimental .198 30 .004 .854 30
Score Group
Control Group 197 20 .041 782 20 .000

a. Lilliefors Significance Correction

Table 8 presents the results of normality tests which indicate that pre and posttest
results are not normally distributed. Thus, Mann Whitney U test was used for the analysis
of the pre-posttest results. Table 9 presents a summary of the pre-posttest scores for both
groups.

Table 9. Mann-Whitney U Test Ranks in Comparison of Pre-Posttest Scores in Question 2

Group Name n Mean Rank Sum of Ranks
Pretest Score Experimental 30 27.68 830.50
Group
Control 20 22.23 444.50
Group
Total 50
Posttest Score Experimental 30 28.60 858.00
Group
Control 20 20.85 417.00
Group
Total 50

The experimental group has larger mean ranks (27.68, 28.60) than the control
group (22.23, 20.85) in both pretest and posttest scores. Thus, the experimental group
tends to take larger values. Also, since there was no normal distribution, the Mann-
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Whitney U test was employed.
Table 10. Test Statistics for Pre-Posttest Scores in Question 2

Pretest Score Posttest Score
Mann-Whitney U 234.500 207.000
Wilcoxon W 444,500 417.000
Z -1.357 -1.852
Asymp. Sig. (2-tailed) 175 .064

As shown in Table 10, even though the p value .064 for the posttest score is
accepted as marginally significant, the value is still higher than 0.05. In consideration of
the results, a statistically significant difference was not found in both groups’ pretest and
posttest scores. In other words, the results indicate that both groups tend to have the similar
scores in the pretest and posttest for the second research question. Namely, the difference
between the experimental group and control group is not statistically significant in terms of
their error correction skills regarding only mechanics in paragraph writing after the given
treatment.

Table 11. Group Statistics for Pretest-Posttest Scores in Question 2

Group Name n Mean Std. Std. Error
Deviation Mean

Pretest Score Experimental 30 2.07 2.888 527

Group

Control Group 20 2.35 4.614 1.032
Posttest Experimental 30 7.93 7.799 1.424
Score Group

Control Group 20 3.40 3.393 .759

In Table 11, it is seen that the means of pretest and posttest scores of both groups
increased. However, the increase in the pretest and posttest scores of the experimental
group was found to be higher than that of the control group. However, no significant
difference was found between the experimental and control groups regarding only
mechanics after the given treatment.

Discussion, Conclusion, and Implications

The challenge of teaching writing and error-correction skills in a time-constrained
environment was the starting point of this study. According to the statistical findings, after
receiving the given treatment using Google Docs, the participating Turkish EFL learners'
writing skills (content, organization, vocabulary, and error correction skills regarding
grammar, spelling, capitalization, and punctuation) significantly differed between the
experimental and control groups. It was found that the increase in the experimental group's
posttest score was higher than that of the control group. Therefore, it was concluded that
using both traditional teacher feedback and Google Docs’ auto-correction in writing
lessons was preferable rather than using only one type of feedback. Similarly,
Khodabandeh and Soleimani (2018) found that computer-based tasks were more effective
than traditional written tasks to improve grammar learning. However, in this study, after
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the given treatment, there was no statistically significant difference between the
experimental group and control group in terms of error correction skills including
mechanics such as grammar, spelling, capitalization, and punctuation.

The result of the first question in the current study bears some similarities with
those of previous studies (Abrams, 2019; Alharbi, 2020; Alsmari, 2019; Alsubaie &
Ashuraidah, 2017; Khodabandeh & Soleimani, 2018; Suwantarathip & Wichadee, 2014).
To exemplify, in the study of Abrams (2019) who focused on Google Docs use
qualitatively, the students' writing skills demonstrated progress in their pre and posttest
scores. Also, Suwantarathip and Wichadee (2014) found that the participants using Google
Docs received higher scores than the face-to-face group after the intervention. Likewise,
Alsubaie and Ashuraidah (2017) revealed that the students’ writing skills showed
improvement in that the scores of the posttests were higher than those of the pretests
because of the integration of Google Docs in English classes. Additionally, Khodabandeh
and Soleimani (2018) indicated that the participants in the experimental group had higher
scores than the control group in learning grammar rules. In a similar vein, Alsmari (2019)
found that Google Docs via Edmodo helped the students enhance their writing skills,
especially in terms of paragraph organization, content, spelling, punctuation, grammar, and
sentence structure. Finally, in another qualitative case study conducted at a large Saudi
university by Alharbi (2020), it was revealed that the participants made more text revisions
in the use of academic language, specifically grammar and word choice. In parallel with
these studies, the current paper concluded that there was an increase in the mean scores of
both the experimental and control groups. However, there was a significant difference in
the posttest scores of the participants in the experimental group for the first research
question, that is, they got higher scores in terms of content, organization, vocabulary,
grammatical concepts, capitalization, spelling, and punctuation. As for the second research
question, the results indicated that there was an increase in the posttest scores regarding the
development of error correction skills even though no significant difference was found
between the experimental and control groups in terms of mechanics.

Considering the research results, this study has some educational implications,
particularly for EFL teachers. First, it seems necessary for teachers to create a learning
atmosphere in which learners learn English effectively and enjoyably. Thus, Google Docs
could be employed as authentic material to create a fun writing environment. In this sense,
it is recommended that English teachers should benefit from technology to attract students’
attention to writing instead of focusing on only traditional approaches on teaching writing
skills and enhancing their writing and error-correcting skills. In a blended learning
environment, Google Docs seems to be a highly recommended word processing program
that can enhance writing and error-correction skills in EFL writing classes. However,
English teachers should be aware of the fact that while Google Docs cannot be used to
teach some writing strategies, it can be a very useful tool for practicing grammar rules,
punctuation, capitalization, and spelling. Also, Google Docs' automatic corrections process
student texts to provide mechanical feedback. In this way, teachers can save time by
providing less mechanical feedback, and students may have the opportunity to receive
more feedback on both mechanics and content with the help of both automatic corrections
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and teacher feedback in constrained lesson time. However, it should be noted that some
students may still prefer a balance between the use of online and traditional classes. To
serve this need, teachers can balance the use of Google Docs’ automatic corrections and
traditional methods in their writing lessons to serve their students’ needs and keep them
motivated. Another issue that should be given attention is that error correction codes
should be clearly explained to students, and they should be provided both written and oral
feedback since they may prefer explicit feedback on their errors to detect which parts need
revision.

Overall, blended learning may be a more effective teaching strategy and should be
explored to improve language teaching and learning. It can be concluded that the
integration of Google Docs as an educational tool into EFL writing helps students correct
their errors and get immediate online feedback. Thus, English teachers are advised to
incorporate various types of feedback into their writing lessons to enhance the writing
skills of their students. In such a blended learning setting, teachers can serve as mentors,
and students can enhance their learning effectively by using online resources in writing
classes.

Limitations and Suggestions for Further Research

This study has some limitations. To begin with, this study was conducted with 50
10" graders during one semester in Turkey and similar studies in various contexts may
come up with different results. Also, there were only male students in this study due to the
demographic features of the vocational school. Thus, future studies could investigate male
and female students with different learner characteristics. Additionally, since this study
was conducted during an unusual pandemic period, the interventions were limited to six
weeks. In this sense, it is suggested that this process can be kept longer and different data
collection tools can be used to triangulate data. Besides, it is highly recommended that
different online writing platforms can be used for comparative purposes. Finally, due to its
features, Google Docs could be employed for improving collaborative writing in future
studies.
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Appendix

Paragraph Writing Evaluation Rubric for A1-A2-B1 Levels
CONTENT (50 Marks)

(41-50) VERY GOOD: Ideas expressed fully, covering all content elements. Completely
relevant to the assigned task. Interesting and informative.

(31-40) 4. GOOD: Ideas expressed covering some content elements with some minor
repetition or digression. Somewhat relevant to the task and somewhat interesting.

(21-30) 3. ADEQUATE: A simple account with some repetition and digression from the
task. One or two content elements may have been ignored. Content may have been
covered, however, not very interesting, but monotonous.

(10-20) 2. INADEQUATE: Not enough information. Student is jumping from one point
to the other. Noticeable digression and irrelevance to the task. Requires considerable effort
to follow.

(0-9) 1. POOR: Totally irrelevant to the assigned task or information is too little to
assess.

ORGANIZATION (10 Marks)

(9-10) 5. VERY GOOD: Ideas clearly stated, supported by various examples, facts or
details. Well-organized and developed with cohesive devices.

(7-8) 4. GOOD: Main ideas stand out but loosely organized or somewhat supported by
various examples, facts or details. Still cohesive.

(5-6) 3. ADEQUATE: Only topic sentences and some factual information have been
expressed. Limited support. Non-fluent. Lack of cohesion.

(3-4) 2. INADEQUATE: Ideas confused or disconnected. No cohesion at all.

(0-2) 1. POOR: Ideas do not communicate. No organization or not enough to assess.
VOCABULARY (10 Marks)

(9-10) 5. VERY GOOD: Effective word choice and appropriate usage fully relevant to the
task. Appropriate vocabulary has been used, however, a few words may replace with the
ones from L1.

(7-8) 4. GOOD: Quite precise use of vocabulary but still occasional inappropriate usage
without obscuring the meaning. However, some words may replace with the ones from L1.

(5-6) 3. ADEQUATE: Basic usage of vocabulary. Student may not remember some words
but replaces with the ones from L1.

(3-4) 2. INADEQUATE: Vocabulary is focused on basic objects, places and most
common words. Frequent inappropriate usage of words.

(0-2) 1.POOR: Not enough usage of vocabulary to assess.
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MECHANICS (30 Marks)

(16-30) VERY GOOD | Demonstrates mastery of conventions; few errors of
TO EXCELLENT spelling, punctuation, correct typing, capitalization and
accurate grammar, but meaning not obscured.

(6-15) POOR  TO | Frequent errors of spelling, punctuation, correct typing,
FAIR capitalization and accurate grammar; meaning confused or
obscured.

(0-5) VERY POOR No mastery of conventions; dominated by errors of spelling,
punctuation, correct typing, capitalization and accurate
grammar, illegible; or nor enough to evaluate.
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ABSTRACT

This mixed-methods study investigated the effect of shadowing practices on
oral proficiency and pronunciation, specifically in terms of comprehensibility,
pronunciation, intonation, and speech rate in second language learners. To this
end, intact freshmen classes in an English language teaching program were
assigned as experimental and control groups. The experimental group carried
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shadowing recordings to the learning management system to receive feedback
from their instructor. After the intervention, oral rating forms, an activity
evaluation survey, and a semi-structured interview were used to investigate the
outcomes. The pre- and post-treatment oral recordings of the participants were
rated online through a 7-point Likert scale by native speakers of English. The
ratings of the experimental and control groups were compared through
ANOVAs. The descriptive statistics revealed that the experimental group
demonstrated a relatively higher but small increase in the oral rating
components (comprehensibility, intonation, speech rate) except for the
pronunciation of individual sounds. However, the pre- and post-test differences
of both groups were not found to be statistically significant in the ANOVA
analysis. The 5-point Likert scale activity evaluation questionnaire and the
content analysis of the interviews showed that the experimental group
participants thought shadowing improves pronunciation and overall,
participants had positive attitudes towards the shadowing practice.
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Introduction

In foreign language learning contexts, learners have limited opportunities to be
exposed to speech models and to improve their speech features. With the widespread
availability of online materials and tools and increasing emphasis on oral skills instruction,
novel or updated forms of oral practice have been introduced. One of these is the
shadowing technique, whereby the learner listens to a model speaker and repeats the
speech as closely as possible, with only a very slight delay (Hamada, 2017). Even though
the emergence of shadowing dates back to the 1950s as a psycholinguistic experimental
technique (Cherry, 1953), the concept has been transferred to the field of simultaneous
interpreter training and more recently to second language (L2) teaching (Foote &
McDonough, 2017).

Although it resembles the repetition technique of the Audio-Lingual Method
(ALM), shadowing has different properties. The repetition in shadowing is simultaneous
with the model speaker, whereas the ALM repetition drills include some pauses between
the model speaker and the act of repetition. The lack of a time interval and the higher
speed of naturalistic speech in shadowing directs the listener to focus on sound recognition
(Sumiyoshi, 2019, p. 6), whereas in the ALM style repetition, due to its offline mode, the
learners have more cognitive resources to focus on both the structural/grammatical and
semantic aspects of the sentences while repeating them (Kadota, 2007, pp. 29-31, as cited
in Hamada, 2016b).

The cognitive underpinnings of the shadowing task are usually explained on the
basis of Baddeley’s multi-component working memory model (Baddeley, 2003). To
elaborate, working memory has four components: a primary attention control system
called the central executive, the phonological loop devoted to temporary storage of sound
information, the audiovisual sketchpad devoted to processing visual information and an
episodic buffer, an interface between the components and the long-term memory. It is
proposed that the phonological loop has critical functions that are important for language
learning: phonological short-term storage, and subvocal rehearsal before transferring
information to long-term memory (Baddeley et al., 1998). Shadowing is argued to activate
the subvocal rehearsal function by encouraging overt rehearsal of the heard speech
(Kadota, 2007, as cited in Sumiyoshi, 2019). A recent shadowing study lends support to
this benefit based on evidence from brain imaging. The study reported improvement in
working memory, changes in brain structure, and activity in areas associated with the
phonological loop after a one-month intensive shadowing and read-aloud training,
(Takeuchi et al., 2021). This improvement in subvocal rehearsal and the phonological loop
also reflected itself in the improvements in reading speed and time in silent reading
(Kadota et al., 2015, as cited in Kadota, 2021).

In addition, shadowing is considered to be a bottom-up processing activity since it
is not possible to focus on top-down features of language in a limited time. The need to
focus on specific aspects of speech features in shadowing is argued to activate bottom-up
processing, which in turn improves auditory skills in the L2 (Hamada, 2016a, 2017, p. 20).
The automatization in decoding words in L2 speech is expected to lower the cognitive
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processing load in working memory and gradually leave more resources to the
comprehension of content and the recognition of speech features, such as pronunciation
and stress (Hamada, 2019, p.5).

Due to the listening component in shadowing, the initial L2 studies traced its
potential for enhancing auditory skills (Bovee & Stewart, 2009; Foote & McDonough,
2017; Hsieh et al., 2013; Lin, 2009; Martinsen et al., 2017; Mori, 2011). In recent years,
several experimental studies, mainly in Japan, revealed that weekly shadowing practices
improve L2 learners’ listening comprehension (Hamada, 2016a, 2017; Lin, 2009; Saito et
al., 2011; Sumiyoshi, 2019).

Literature Review

There is a growing number of studies that investigate shadowing practices related
to L2 pronunciation and other speech features. Most shadowing studies have employed
pre-test/post-test designs with two to ten weeks of shadowing practices carried out in
university settings in far eastern countries, the US, and Canada (Bovee & Stewart, 2009;
Foote & McDonough, 2017; Hsieh et al., 2013; Lin, 2009; Martinsen et al., 2017; Mori,
2011; Teeter, 2017). The weekly shadowing practices may be classroom- or assignment-
based and are tracked through participants’ self-recordings. The more recent studies
incorporate mobile or computer-based training instruments to track the participants.
However, most shadowing studies lack a control or comparison group, probably due to the
length of the training involved. Similarly, the participants are usually trained in intact L2
classes at universities since it is complicated to maintain participant retention for
controlled practices in longitudinal studies. Even in intact classes, not all students
complete all of the tasks required for adequate practice. For the same reason, the sample
sizes are usually small, limited to 15-20 participants. It is also difficult to find raters who
can devote hours to evaluate the participants’ pronunciation samples, which might be
another reason for the small sample sizes. Some of the shadowing studies have an
additional qualitative component, usually a survey and/or interview, which inquire into the
participants’ first-hand shadowing experiences (Bovee & Stewart, 2009; Foote &
McDonough, 2017; Martinsen et al., 2017).

An example of a common shadowing design can be found in an exploratory study,
in which a 10-week shadowing intervention was applied to 400 university students in
Japan (Bovee & Stewart, 2009). The participants were assigned audio files to shadow and
were asked to send their shadowing recordings to their instructor for grading. The pre- and
post-shadowing recordings of 21 randomly selected students were rated by eight native
speakers of English in terms of overall pronunciation. The majority of the participants
received higher ratings for pronunciation in the post-intervention recordings. The low-
proficiency students benefited the most from the shadowing practice. A post-intervention
participant survey also revealed that the majority had positive experiences and rated the
activity as beneficial for improving their pronunciation and intonation. This early
longitudinal study is one of the few that considered the proficiency level of the students.
However, a major limitation to this study is the lack of a control group, since the
improvement in learners’ pronunciation might be due to external factors rather than
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shadowing. Another limitation is the lack of inferential statistics, without which it is
statistically hard to understand whether the improvement is due to chance.

Some studies have used the laboratory context to track learners’ shadowing
practices in a more controlled way. In a pre-experimental study, 20 Japanese-speaking
university students were involved in a 10-week shadowing training in a computer-assisted
language learning laboratory (Mori, 2011). The training involved 30-minute practices of
shadowing approximately one-minute news videos with and without reading aloud the
transcripts and recording the final read-aloud performance. The participants were asked to
read aloud a specific passage before and after the training and their performance was
analyzed in terms of rhythm, intonation, and stress in an acoustic analysis program. The
sound wave analyses indicated improvement in stress, intonation, and rhythm patterns. The
use of acoustic analysis provides a more objective form of progress measurement in this
study. On the other hand, many shadowing researchers rely on human raters because they
represent more naturalistic perceptions of speech.

Shadowing has also been used in the US for developing teaching assistants’ oral
skills in the L2, which is expected to enhance effective teaching. In a case study, five
Chinese graduate students practiced shadowing for two weeks (Mishima & Cheng, 2017).
The participants aimed to improve their intelligibility, pronunciation, intonation, rhythm,
and fluency to pass an oral proficiency test required for a teaching assistantship. They were
asked to choose a TED talk to shadow the first three minutes of the speech and record their
voiceover as a video clip using a web-based animation tool. Then they received peer and
instructor feedback on their performance. Two certified speaking exam raters evaluated
participants’ progress by comparing the final shadowed speech samples with their final
oral proficiency test scores. Although the ratings indicated that all participants improved
their prosodic control and became more intelligible compared to their previous oral
proficiency scores, only two of the participants demonstrated enough progress to pass the
proficiency test. Also, in an online survey, participants reported that shadowing improved
overall speaking skills, fluency, pronunciation, and rhythm. The complementary interview
revealed that participants especially liked receiving feedback on their video clips. In this
study, the participants chose the model speeches, which is beneficial in terms of learner
autonomy; however, this can delimit the generalizability of the research findings because
the complexity and the speed of the model speech are not consistent across participants.

As can be seen, most studies use recordings of shadowing or read-aloud
performances to measure participants’ progress. Several studies have also looked into the
effects of shadowing on spontaneous speech. In a longitudinal shadowing study (Martinsen
et al., 2017), the oral proficiency progress of 19 L2 learners of French in a US high school
was measured via both a read-aloud and a picture description task. The learners received a
semester-long training, performing video-based shadowing for five to ten minutes three
times a week in the classroom, followed by video-based shadowing exercises with or
without subtitles for 30 minutes in a laboratory. The ratings of pre- and post-training read-
aloud tasks by three native speakers revealed that shadowing exercises improved students’
general accent, intelligibility, sentence and word stress, and overall intonation
significantly. However, pre- and post-training picture description task ratings did not differ
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significantly, implying that shadowing may result in more significant changes in controlled
speech than in spontaneous speech in a 10-week intervention.

In another extemporaneous speaking study, L2 English learners’ shadowing ability,
comprehensibility, accentedness, and fluency were measured through a shadowing task
and a picture dictation task before, during, and after shadowing training at a Canadian
university (Foote & McDonough, 2017). Twenty-two participants shadowed short
dialogues from TV series, recorded themselves, and sent the recordings to the researchers
for eight weeks. Short segments of the picture dictation recordings were rated by 22 native
English speakers. The participants were found to improve in terms of comprehensibility,
fluency, and imitation, but not in terms of accentedness. Additionally, the post-training
interview showed that the participants had positive attitudes toward shadowing and found
it useful for improving their pronunciation.

As seen, most of the shadowing studies have used mixed-methods design and have
also explored participants’ perspectives towards shadowing through surveys and
interviews. Across various studies, the first-hand evaluations of shadowing practices have
been mainly positive. In the regular surveys collected throughout a semester-long
shadowing practice (Martinsen et al., 2017), students reported initial difficulty performing
the task, however, the reported task complexity gradually decreased with regular practice.
In the same study, ratings of task complexity, authenticity, and speed of speech in the
shadowing videos varied among students, yet students overall perceived the task to be
beneficial for pronunciation development (Martinsen et al., 2017). It is worth noting that
satisfaction with the in-class shadowing activity was much lower than that of the lab-based
activity due to the noisy environment. The chance to exercise at one’s own pace was
expressed as the main strength of the lab activity. The interesting cultural content of the
videos also contributed to student motivation according to the survey results. Overall,
students also expressed a preference for using subtitles while performing shadowing,
which provides a multimodal input advantage. Similar results were obtained in a large-
scale mobile-assisted shadowing training with 1000 Japanese freshmen who performed
five shadowing tasks weekly for 12 weeks. Participants’ linguistic self-confidence, interest
in English, attitudes towards communicating in English, perceptions of English ability, and
ideal L2 self were found to increase significantly (Teeter, 2017). Feedback is also regarded
by participants as a positive practice to accompany shadowing (Mishima & Cheng, 2017;
Sumiyoshi & Svetanant, 2017).

So far, only one speech-focused shadowing study has employed an experimental
design with a control group. In this study, 14 Taiwanese university students were randomly
assigned to control and experimental groups (Hsieh et al., 2013). The control group was
assigned traditional repetition-based pronunciation activities for improving English
through a computer program. The experimental group, however, received an 8-hour
shadowing training to improve their English pronunciation. Before and after the training,
both groups were given four texts to read aloud, and their performances were recorded.
The experimental group significantly outperformed the control group in terms of
pronunciation, fluency, and intonation as assessed by a computer-assisted pronunciation
training program. It is argued that the need to remember the target word/sentence for a
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longer time in classical repetition practice might prevent the learner from attending to the
speech features in the material, which results in lower effectiveness when compared to
shadowing. Although the addition of a control group is a strength of this study, studies
with larger sample sizes are needed to generalize these results.

Research Aim and Research Questions

Based on this background, shadowing has been found to have the potential for
improving L2 learners’ auditory skills, however, more evidence is required to understand
the effects of shadowing on the improvement of oral skills, more specifically segmental
and suprasegmental speech features. A review of the literature pointed to a lack of long-
term shadowing experiments involving a control group and Turkish learners of English.
Existing studies were also limited in terms of the speech features they focused on. The
present study was carried out to investigate to what extent the shadowing technique
impacts Turkish EFL learners’ speech features and to what extent the participants find
shadowing practices beneficial for developing oral proficiency. The research questions
were formulated as follows:

1. Following long-term shadowing training, to what extent does the read-aloud
performance of L2 learners change in terms of comprehensibility, pronunciation,
intonation and rhythm, and speech rate?

2. How do L2 learners evaluate the effectiveness of shadowing practice and its
influences on their speech features?

Methodology

Research Design/Model

This study employed a mixed-methods design, as mixing both quantitative and
qualitative approaches offers a more inclusive understanding of research questions
(Creswell & Creswell, 2017). More specifically, the convergent parallel mixed methods
design (Creswell & Creswell, 2017) was adopted. In the quantitative quasi-experimental
part, data were collected via pre- and post-test oral recordings and a survey. In the
qualitative part, a semi-structured interview was administered with volunteers from the
experimental group. The use of both quantitative and qualitative methods aimed at
compensating for each other’s limitations. Besides, the pre-and post-test design with an
experimental and a control group was employed to control for the effect of extraneous
factors on the participants’ speech features.

Publication Ethics

Before carrying out the study, ethics approval was granted by the Ethics Board of
the researchers’ university (Pamukkale University Social Sciences Ethics Board,
10.04.2019, No. 68282350/2018/G04).
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Participants

The study was conducted in an English Language Teaching (ELT) Program at a
state university in southwestern Turkey. Students were from different regions of Tiirkiye,
with the majority residing in the Aegean Region. Freshman students (n = 90) enrolled in
three intact sections of the speaking course for two terms comprised the sample. Two of
the sections were assigned as the experimental group and one section was assigned as the
control group. The inclusion criteria for the participants were to have completed at least 10
of the 11 assigned shadowing practices over two terms, to have completed the pre- and
post-test recordings, and to be a late sequential Turkish-English bilingual. After the
removal of participants who did not meet the criteria (n = 34) or had low sound quality
recordings (n = 4), the experimental group comprised 28 participants (9 male). The control
group comprised 24 (13 male) participants from another section. The mean age of the
participants was 19, (Range = 18 — 25). The participants were at B1 (intermediate) English
language proficiency level based on the Oxford Quick Placement Test (Allan, 2004). At
the time of data collection, the participants had been learning English as a foreign language
for about 10 years, yet the weekly hours and the quality of K12 instruction were limited
and varied among the participants.

Instruments

At the outset, a language background form was given to the participants. The
second instrument was the read-aloud test which served as the pre- and post-test. A
paragraph-long diagnostic speech text from a pronunciation book for L2 learners (Dauer,
1993) was selected. The participants had not seen the paragraph before the pre-test. They
were instructed to record themselves individually in a silent meeting room in the faculty
while reading the paragraph aloud at a natural speed. They were left alone during the
recording so that they felt comfortable and were not permitted to record themselves more
than once.

The third instrument was an activity evaluation survey which was administered to
the experimental group. Consisting of 40 Likert items and two open-ended items, this
survey investigated the experimental group’s attitudes toward the shadowing practices.
Some items were adapted from the existing surveys (Bovee & Stewart, 2009; Foote &
McDonough, 2017; Sumiyoshi & Svetanant, 2017). Two open-ended questions asked the
respondents to indicate the positive and negative sides of shadowing practice. These items
gave the participants the chance to indicate their perspectives in a more personalized way.
The responses to the two items were analyzed through content analysis.

The fourth instrument was the semi-structured interview, which comprised 12
open-ended questions. The items were adapted from the study of Foote and McDonough
(2017). The interviews were held face-to-face with volunteering 10 experimental group
participants. The interview data were transcribed and analyzed through content analysis.
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Data Collection

Before the intervention, the speaking classes taught by the same instructor were
divided into experimental and control groups. A pre-test was applied to all participants
after the scheduled speaking course hours. In the pre-test, the participants were told to read
aloud a specific paragraph individually and record themselves via a voice recorder. This
pre-test recording process of all the participants was completed in approximately two
weeks.

Before the training, the instructor gave a shadowing tutorial to the experimental
group in the classroom. In addition, the instructor introduced the basic speech features of
English (intonation, rhythm, connected speech) in a two-hour speaking class. The written
training materials and an instruction file were provided in the learning management system
(See the Appendix for the instructions).

The experimental group was assigned a shadowing task bi-weekly, in which they
were asked to watch an assigned video clip for gist and shadow the model speech at least
twice without the subtitles. Then the participants were required to say the sentences by
shadowing the speaker while keeping an eye on the subtitles. They were required to
consider the prosodic features of the speech while shadowing and recording themselves.
Finally, they were asked to review and re-record their final performance till they felt
pleased with their recording to submit to the learning management system or the
instructor’s e-mail address. The completion time for each task was two weeks since the
students had a busy schedule in which they had to complete assignments for nine other
compulsory courses. The instructor gave feedback to each participant in the learning
management system, based on their pronunciation errors, speech rate, connected speech
features, and intonation. The participants were told to note their practice time and the
number of recording trials for each task in their submission. Varying durations (20 minutes
to 2 hours) were reported for these trials, which diminished as they mastered the
procedure. The practice time decreased through the end of the semester when participants
carried out the procedure with more ease. In the first term, the participants were asked to
select 2-minute sections of videos, such as TED talks to shadow or the videos selected by
the instructor and send their final practice in a video file. In the second term, the instructor
provided some video excerpts from movies or TED talks for the participants to choose
from and asked the participants to send their recordings in an audio file.

While performing the tasks was a course requirement for the experiment group, the
control group participated in regular speaking classes for two terms. To provide equal
opportunities for learners, after the intervention ended, the instructor did shadowing
practice with the control group. After receiving 11 shadowing tasks over two terms, the
experiment group completed a task evaluation survey. In addition, in the post-test, both the
control and experimental group participants recorded their read-aloud performances of the
same passage individually. Lastly, one of the researchers interviewed some of the
experimental group participants.
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Data Analysis

Four (3 females) native speakers of American English were the raters of this study.
Three of them were English a second language (ESL) instructors and each had a Ph.D. in
ELT and one of them was a retired teacher. They volunteered to contribute to this research.
Two rating sessions were arranged on Google Forms. Each session comprised 52 randomly
presented recordings of the pre- and post-performances of the participants. The raters went
through a training component in each rating session and completed four demo ratings
before the actual ratings to reinforce interrater reliability. They were requested to carry out
the evaluation in a quiet place with a headset. Rating session 2 was delivered to the raters a
few days after they completed rating session 1.

Each audio was evaluated through a 7-point Likert scale in terms of
comprehensibility, pronunciation errors, intonation, and speech rate. The rating criteria
were adapted from Saito et al. (2015) and Foote and McDonough (2017). The ICC (intra-
class correlation) reliability of the ratings was .72 for comprehensibility, .65 for intonation,
.61 for pronunciation, and .61 for speech rate. Based on Cicchetti (2001) and Koo & Li
(2016), these values indicate moderate to good reliability.

The descriptive statistics of the pre- and post-test scores were calculated. Four 2
(group: control vs. experimental) x 2 (test: pre-test vs. post-test) mixed ANOVASs were
performed to understand whether the shadowing practice created a change in the ratings.
The assumptions of mixed ANOVA were verified. The normality assumption, skewness,
and kurtosis values for each group’s speech features were found to be in acceptable ranges
(-1.5/+1.5) based on Tabachnick & Fidell (2013). Tests of normality, box plots, Q-Q plots,
and histograms showed normality. The equality of variances assumption was also met.

The analysis of the survey responses was performed through bar charts. Inferential
statistics were not performed on the survey aggregately, since it was not a unidimensional
scale. Also, content analysis was performed on the data gathered from the two open-ended
questions. The interview recordings were transcribed manually and analyzed through
content analysis. To classify the content elements, common words, and phrases in the
transcriptions were coded. Frequency tables were prepared to classify the emerging
themes. Additionally, 30% of the data were coded by another coder who was an English
language teacher. Based on Miles and Huberman's (1994) formula, the inter-coder
reliability was found to be 90%.

Results
The Results of the Read-Aloud Ratings

The first research question aimed at understanding to what extent the assigned
shadowing practices lead to differences in L2 learners’ comprehensibility, pronunciation,
intonation and rhythm, and speech rate, as indicated by read-aloud ratings.

The first research question aimed at understanding to what extent the assigned

shadowing practices lead to differences in L2 learners’ comprehensibility, pronunciation,
intonation and rhythm, and speech rate, as indicated by read-aloud ratings. In the pre-test,
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the mean comprehensibility ratings of both groups were found to be similar as shown in
Table 1.

Table 1. Descriptive Statistics for Comprehensibility Pre- and Post-tests (7-point Likert scale)

N M Median Min Max SD 95% ClI
Pre-Test Control 24 431 438 275 625 .92 [3.93, 4.70]
Experimental 28 43 438 275 575 .95 [3.93, 4.66]
Post-Test Control 24 4.22 4 275 55 .75 [3.90, 4.54]
Experimental 28 449 45 275 575 8 [4.18, 4.80]

Only the experimental group demonstrated a small improvement in terms of
comprehensibility in the post-test. A mixed ANOVA revealed no interaction between
group and testing time F(1, 50) = 1.29, p = .26, n5 = .025, as well as no main effects of
group F(1, 50) =.398, p = .53, n2 = .008 and testing time F(1, 50) = .16, p = .69, n3 = .003.
In terms of pronunciation, the descriptive statistics showed little pre- and post-test
difference in the mean scores (see Table 2).

Table 2. Descriptive Statistics for Pronunciation Pre- and Post-test Rating Scores (7-point Likert
scale)

N M Median Min Max SD 95% CI
Pre-Test Control 24 414 4 3 6 73 [3.83,4.44]
Experimental 28 4.13 45 275 55 .95 [3.75, 4.50]
Post-Test Control 24 4.26 4.25 3 55 .66 [3.98, 4.54]
Experimental 28 4.24 4.25 275 55 .79 [3.93, 4.54]

A mixed ANOVA revealed no interaction between group and testing time F(1, 50)
=.001, p = .97, ; = .00, as well as no main effects of group F(1, 50) =.001, p =.97, 3 =
.00 and testing time F(1, 50) = .87, p = .36, 3 = .00. Concerning intonation, the pre-test
post-test differences were minimal (See Table 3).

Table 3. Descriptive Statistics for Intonation Pre- and Post-test Rating Scores (7-point Likert scale)

N M Median  Min  Max  SD 95% CI
Pre-Test Control 24 3.99 4 175 575 93 [3.78,4.45]
Experimental 28 4.12 4.25 25 5.75 .87  [2.50,5.75]
Post-Test Control 24 4.06 4 225 575 81  [3.72,4.40]
Experimental 28 4.45 4.75 25 5.75 85  [4.12,4.77]

A mixed ANOVA revealed no interaction between group and testing time F(1, 50)
=1.26, p = .27, »; = .03, as well as no main effects of group F(1, 50) = 1.46, p = .23, n: =
.03 and testing time F(1, 50) = 3.09, p = .09, »; = .06. As demonstrated in Table 4, the
mean scores of pre- and post-test for speech ratings were similar.

Table 4. Descriptive Statistics for Speech Rate Pre- and Post-test Rating Scores (7-point Likert
scale)

N M Median Min  Max SD 95% CI
Pre-Test Control 24 4.41 45 25 6 .93  [4.01, 4.80]
Experimental 28 451 438 2.75 6 8 [4.20,4.82]
Post-Test Control 24 4.47 45 275 575 J1 0 [4.17,4.77]
Experimental 28 4.86 5 325 6.25 .87 [4.86,5.19]
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A mixed ANOVA revealed no interaction between group and testing time F(1, 50)
=1.11, p = .3, n: = .02, as well as no main effects of group F(1, 50) = 1.74, p = .19, n; =
.03 and testing time F(1, 50) = 2.29, p = .14, n: = .04.

Results of the Shadowing Task Evaluation Survey

Within the scope of the second research question, the experimental group
participants were asked to evaluate the effectiveness of the shadowing practice and its
influences on their speech features. Analysis of the items related to the general
contributions of shadowing, effects related to suprasegmental features, listening
comprehension, evaluations of the shadowing procedures, and impressions related to the
potential of long-term shadowing practice are presented in Figures 1-6.

Regarding the general contributions of the shadowing exercises, 81% of the
participants agreed (23% strongly) that there was a development in their general speaking
skills with the help of shadowing, as seen in Figure 1.

Shadowing technique helped me improve 58
my general speaking skills. 0 3

Shadowing helped me improve my speaking 19 a4

28
fluency. 0 9
Shadowing helped me improve my f—— 10
pronunciation of individual words. 0 }8

After the shadowing process, | feel more _ﬂ 2932

eager to speak English. s 13

61

I 3O

| learned new vocabulary and chunks from 13 vily)

the video clips. 0 6

0 10 20 30 40 50 60 70

m Strongly agree Agree Neutral Disagree  m Strongly disagree

Figure 1. The evaluations of the general contributions of shadowing (%)

Regarding fluency development, the rate of agreement was slightly lower, at 63%
(19% strongly), and 28% neither agreed nor disagreed. Most participants agreed that
shadowing improved the pronunciation of individual words, as seen in 80% of the
responses (19% strong agreement). However, nearly half of the participants (52%) agreed
(29% strongly) with the statement that their willingness to speak English increased after
the shadowing practice, and 32% neither agreed nor disagreed. As for the other benefits of
shadowing, 81% of the participants agreed (39% strongly) that they learned new
vocabulary and chunks from the shadowing video clips.

In the survey, 90% of the participants approved (42% strongly) of the importance
of pronunciation and intonation skills for them, as shown in Figure 2.
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Shadowing technique helped me improve my rhythm skills in speaking. 26
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Figure 2. The evaluations of the contributions of shadowing on suprasegmental features (%)

Some of the survey statements specifically probed the contributions of shadowing
to the improvement of suprasegmental skills. The majority (71%) agreed (13% strongly)
that their connected speech skills improved, and they became more cognizant of their
speech features after shadowing (81%), while only 45% agreed that they started to use
these skills more, and 45% neither agreed nor disagreed. This suggests that participants
had increased awareness of suprasegmentals which did not match the improvement of
productive skills in these features. On the other hand, 71% concurred (16% strongly) that
shadowing helped them improve rhythm skills while speaking English, while 26% neither
agreed nor disagreed. Moreover, 78% of the participants believed (23% strongly) that
shadowing improved their intonation and pronunciation skills (19% were neutral) and 84%
disagreed with the cross-check statement that shadowing did not contribute to these skills.
Similarly, 87% agreed (27% strongly) that shadowing improved word stress.

In terms of listening comprehension, 42% of the participants disagreed (13%
strongly) that they had difficulty in listening comprehension when they watched the video
clips for the first time, although 32% were undecided and 26% showed agreement with the
statement (See Figure 3).
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M 3
When | watched the video clips for the first time, | 23
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Figure 3. The evaluations of the contributions of shadowing on listening comprehension (%)

The majority (77%) agreed (19% strongly) that it was easier to comprehend
English speech after the shadowing practice. Similarly, 85% agreed (41% strongly) that
shadowing improves listening comprehension. Considering comprehension of connected
speech, 65% reported improvement (10% strong agreement) and 19% were undecided. The
response rates for items related to the shadowing procedures are presented in Figure 4.

I —— 55

Getting feedback is useful for finding and correcting my mistakes » 36

after each shadowing task. 5 3

]
The video clips which were chaosen for shadowing were A 20
interesting. 5

If 1 were asked to choose the video to shadow, that would be 26

more fun to do the task. m 23
22

48
| got better at shadowing day by day. _10 13
— 13
Itisimportant to practice shadowing faster. o 36
3
e 3 a2
Shadowing tasks took too much time. oE 29
3
3
It was boring to apply the shadowing technique. m is
10
& 32
It was hard to apply the shadowing technique. n 29
13
0 10 20 30 40 50 60

M Strongly agree Agree M Neutral mDisagree B Strongly disagree

Figure 4. The evaluations of the shadowing procedures (%)
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Receiving feedback was found to be the most favored aspect of the shadowing
intervention with 91% agreement (55% strong). As for the selection adequacy of the
videos, 57% of the students showed agreement (29% strong), while 40% were undecided.
This suggests that students have diverse interests, some of which differ from the area of
the selected videos. However, when asked if it would be better to choose their videos, only
39% were willing to do so and 38% disagreed. Most students (77%) agreed (29% strongly)
that they improved their shadowing skills gradually, which indicates shadowing requires
some practice. Concerning the rate of shadowing, 45% agreed (13% strongly) that it
should be practiced faster, while 36% neither agreed nor disagreed. Overall, 45% of the
students agreed that shadowing tasks took too much time and 29% opted for the neutral
option. On the other hand, 58% disagreed that shadowing was boring, while 29% were
undecided. Similarly, 39% disagreed that shadowing was hard to practice, 29% were
undecided, and 32% agreed with the statement. The participants were also asked to provide
additional ratings on some features of the shadowing procedure on a 7-point scale, as
shown in Figure 5.

ml- m2- m3- m4- w5 06~ T-

How often did you read the subtitles? .. 19 22 23 16 M=5)
(Rarely/Always)

How often did you pause the video and listen I- 32 13 20 16 (M= 5.5)
again? (Rarely/Always)

How were the speaking rates of the model | 36 35 26 M=5
speakers? (Too slow/Too fast) (M=5)
How much do you like video-based 1 29 (M=44)
shadowing technique? (I don’t like it/I love it) .I 6 39

Figure 5. The reported attitudes toward the shadowing technique and information about
shadowing practices (%)

The mean rating for the frequency of reading the subtitles while shadowing was 5.
Similarly, the mean rating for how often they paused the video to listen again was 5.5.
Students rated the speaking rate of the speakers in the videos as 5. Finally, the mean rating
for participants’ fondness of shadowing was 4.4.

The survey also comprised items related to the potential of shadowing for foreign
language learning, as shown in Figure 6.

© 2024 JLERE, Journal of Language Education and Research, 10(1), 166-190



180 Sultan MICIK & Filiz RIZAOGLU

——— 19

Shadowing technigue improves connected speech skills. 10 16

55

Listening to (or watching) my shadowing recordingsisa £r 55

good way to improve my speaking. 67

I 0

Shadowing improves general speaking skills. 10 64

If shadowing is practiced for a long time, it will enhance 13 32 18
pronunciation skills. 7

Learning something new or interesting while shadowing = 33 45/
is fun. B %

The shadowing technique has educational value, and it is q 39

worth practicing it. 3 2p

I 36

| recommend shadowing for English language learners. 16 a2

I might keep practicing shadowing even after this 10 26

speaking classis over. o 16

39

0 10 20 30 40 50 60 70

m Strongly agree Agree Neutral Disagree mStrongly disagree

Figure 6. The evaluations of the potential of shadowing (%)

Correspondingly, 74% agreed (19% strongly) that shadowing has the potential to
improve connected speech skills. Overall, 87% of the participants agreed that listening to
or watching their shadowing recordings is beneficial for enriching speaking skills. In the
same way, 90% agreed (26% strongly) that shadowing improves general speaking skills.
The majority (80%) thought (32% strongly) that shadowing had the potential to enhance
pronunciation if performed for a long time. Learning something new or interesting was
regarded as an added advantage of the technique, as reflected in 78% of the confirming
responses. In general, 71% believed the shadowing technique has pedagogical value, while
26% were undecided. The majority (78%) showed a willingness to recommend the
shadowing technique to other L2 learners. Despite these positive responses, only 36%
agreed that they might continue shadowing, 39% opted for the neutral option and 27%
showed disagreement.

The two open-ended questions in the survey were related to the positive and
negative aspects of the shadowing technique. According to content analysis, 29% of the
participants stated that shadowing was efficient in terms of improving pronunciation.
Similarly, 31% believed that shadowing boosted their general oral proficiency. Overall,
29% of the responses pointed out that shadowing is also useful for enhancing listening
skills. Furthermore, 10 participants reported that they improved both listening and
speaking skills and four participants also argued that they could comprehend native
speakers of English better. On the other hand, considering the disadvantages, 33% of the
participants stated that shadowing has no negative aspects. While 40% indicated that
practicing shadowing took a lot of time, 17% of the participants explained that shadowing
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was boring because of the difficulty of keeping the utterances in memory and recording the
video, and 10% stated they had difficulty finding a quiet place to record themselves.

Results of the Interview

Within the scope of the second research question, we gathered qualitative data
related to shadowing through a semi-structured interview and analyzed it through content
analysis. The most frequently uttered phrases in the interviews were counted and coded.
Eleven keywords emerged and were categorized into four main themes: overall
improvement of L2 learning through video-based shadowing (31%), the effects of
shadowing on oral skills (28%), attitudes toward shadowing (20%), and shadowing
experiences and procedures (21%).

Overall improvement in second language skills through video-based shadowing
was the most frequently mentioned theme (See Table 4).

Table 4. Emerging themes from the interviews

Theme Frequency (f)

Overall improvement in L2 learning 185

Effects of shadowing on oral L2 skills

Pronunciation 52
Suprasegmental features 50
Speaking 45
Fluency 16
163
Attitudes towards shadowing
Fun, easy, motivating 65
Difficult, exhausting, burden, boring, time-consuming 52
117

Shadowing experiences and procedures
Self-monitoring, correction of errors, comparison, 48
awareness

Feedback, instructor 31
Memorization 23
Repeating, recording again 21
123
TOTAL 588

Words and phrases such as ‘develop, affect, improve, useful, helpful, and
beneficial” (f = 185) were frequently used to refer to the benefits of shadowing.
Participants mentioned general improvement in the second language, second language use,
and listening. Some illustrative quotations were:

P10: We had very little speaking and listening practice in high school. Shadowing developed
especially listening and speaking. I learned new language structures.

P2: After | practiced shadowing for some time, I think it benefited me. I think it has a lot of
positive aspects.
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P8: We learned both new words and how to pronounce them.

The second theme was the positive effects of shadowing on oral skills. Within this
theme, 52 of the responses referred to the effects of shadowing on enhancing
pronunciation and decreasing articulation mistakes in individual words. While 50 of the
replies under the oral skills theme revealed that shadowing was favorable for improving
specific speech features such as intonation, rhythm, connected speech, and word stress, 16
replies suggested that participants viewed shadowing as a means of practicing speaking.
The remaining 16 responses pointed to benefits in ‘fluency’ after practicing shadowing. To
illustrate, Participant 10 reported feeling more confident and motivated in speaking skills
in addition to improving suprasegmental features:

P10: It positively affected fluent speaking and gave me more confidence and motivation to
speak. | participated in the lesson less in the first term. At first, | was shy, but | felt more
relaxed in the second term. Especially when talking about an important thing and
emphasizing an important thing, it affected my intonation. | noticed that native speakers
raised their voices at some points. | started to do the same. | also started to reflect connected
speech features into my daily English speech.

Participant 7 was less certain about the improvement in fluency but concurred that her
intonation, stress, and connected speech features were improved:

P7: We wouldn’t know if our fluency improved without talking to a foreigner. I just
completed a speaking exam, and | still hesitated many times. | was already anxious about
speaking, but on the whole, | would predict it would improve my fluency. | guess | am not at
that point exactly. However, shadowing improved my stress and intonation immensely. |
paid attention to them in my presentation. |1 was aware of when to raise and lower my voice.
For example, I start by saying “however” (raises her voice) and | continue speaking in a
lower tone. I don’t know if I use connected speech in my regular speech, but I try to do it in
read-aloud practice. For example, I try to connect “of”’s. My awareness increased because I
did not know what it was before shadowing.

The third common theme in the interviews was related to attitudes towards
shadowing practices. Two contrasting trends were notable as indicated in the keywords:
“fun, easy, motivating, good” versus “difficult, burden, boring, exhausting and time
consuming”. The content analysis implied that even though the participants enjoyed
shadowing (f = 65), they also found the procedure hard (f = 52). Some representative
interview responses were:

P8: Actually, it is enjoyable on the whole, but when our mode is low, we may not want to do
it. I would go on doing it when I’m alone because it’s enjoyable.

Similarly, Participant 1 complained that the frequency of the assignments was high;
however, he wrongly recalled that the assignments were weekly, although they were
biweekly. Despite the somewhat negative stance towards the frequency of shadowing, he
continued to practice it on his own.

P1: The only problem was that since it was a weekly assignment, | viewed it as a kind of

homework load at the beginning. | think the frequency was a bit high. But later, although it
is no longer an assignment, | do it on my own sometimes.
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The last common theme emerging from the interviews comprised statements
related to the shadowing experience and procedures. This theme was classified into four
subcategories: self-monitoring, feedback, rerecording, and memorization. Within the self-
monitoring category, the statements indicated that the key process in the shadowing
procedure was the recurrent self-comparison of participants’ speaking performance with
the model speech. As participants recounted, this process helped them become aware of
their pronunciation errors and the suprasegmental features of English:

P3: I think | pronounce a word correctly. When 1 relisten to the voice recording, | notice my
error and try to pronounce it correctly. It was useful to listen to your own voice.

Another participant mentioned feeling better after self-monitoring:

P5: | watched the two videos [the original video and the shadowing] and when I saw that the
two were similar, | felt self-confident.

Although self-monitoring was an important emerging theme, the importance of
external factors, such as instructor feedback, was also emphasized:

P2: Feedback was important for pronunciation. The instructor showed words, like “if you
pronounced a word in this way, it would be good”. I noticed the words I mispronounced and
corrected them. These words also appeared in the courses a few times.

P5: I didn’t pay attention to my recordings initially, but after the instructor’s feedback, I
improved them.

On the other hand, 23 statements concerned efforts to memorize all the subtitles of
the model speech at the beginning of the task to be flawless in the final recording, which
was challenging to accomplish. Although the participants were instructed to avoid
memorization, some participants mentioned doing this in their initial practices:

P1: At first, everybody was confused. Including me, everyone tried to memorize the
subtitles. Actually, we were not supposed to do it. We could sometimes look at the lines.
The aim is to pay attention to intonation and speech. We understood this later, which took
some time. The actual aim of shadowing is to follow someone like their shadow. We were
able to grasp this. At first, we memorized; actually, not memorized, we just read. Later, in
the feedback the instructor told us not to do direct reading; she told us to practice the
intonation and rhythm. Then, everybody started to read together with the video. That was
much better.

Nevertheless, 21 of the statements involved complaints about the initial hardship of
recording their final shadowing performance, which decreased gradually.

P3: At first, | had to watch the video 7-8 times, but later | could easily handle it, paying
attention to the [speaker’s] pronunciation 2-3 times.
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P5: The hardest part was recording again and again.

Some participants also complained about the difficulty of recording their voices in a noisy
environment:

P6: The greatest challenge was the environment and noises because | live in a dorm. I had to
wait for my roommates to be quiet and | had little time to be alone, so sometimes | had to go
outside. The internet connection in the dorm was also slow. Sending it [the recording] was a
problem. | only experienced technical problems. I had no other problems.

Regarding the procedural suggestions, some participants talked about the recording format
and the materials. Participant 5 mentioned that working on pre-selected video materials
was more convenient.

P5: My video selections were also good, but I’d prefer the instructors’ selections. It is also
more practical that way.

Some students mentioned that they preferred recording their voice in an audio file rather
than in a video file.

P9: In the first term, we video-recorded ourselves. In the second term, audio recording in
place of video recording made me more comfortable. Apart from that, a higher frequency [of
shadowing practice] would be better, but then we have other courses, so it’s not that
possible.

P10: Redoing the shadowing after getting feedback would be more effective, but maybe it
would be boring. I’m not sure. You learn your mistakes.

At the end of the interview, the participants were also asked whether they would
recommend shadowing to language learners. Some representative interview responses
were as follows:

P1: It’s worth doing it. I’ll use it when I become a teacher and recommend it to others. It
would be beneficial for young learners. Everyone has a tool that records voice in their home.
It could start at secondary school. It’s not a difficult task at all. I wish I had done it earlier. It
boosts self-confidence and helps you speak more.

P10: Tt doesn’t take a lot of time. You can listen to it 5-6 times. You can record your voice
5-6 times and it wouldn’t take even an hour. In a country like Tiirkiye where English is not
spoken frequently, it is an effective technique for learning a language with the correct
pronunciation.
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Discussion

This study aimed to examine the recorded and perceived impact of the shadowing
technique on comprehensibility, pronunciation of individual sounds, intonation, and
speech rate of L2 learners and their views about the shadowing practices. Four raters’
evaluations of the participants’ pre- and post-shadowing voice recordings indicated that the
experimental group had slightly higher scores after the intervention in comprehensibility,
intonation, and speech rate. However, the speech ratings did not indicate statistically
significant differences between the experimental and control groups in terms of
comprehensibility, pronunciation, intonation, and speech rate. These results were not in
line with past studies, such as that of Foote & McDonough (2017), which recorded
improved comprehensibility scores following shadowing in L2 English speakers at a
Canadian university. The results also contrasted with previous research in terms of
improvement of pronunciation and intonation after shadowing in contexts where the target
language is not spoken (Bovee & Stewart, 2009; Hsieh et al., 2013; Martinsen et al., 2017,
Mori, 2011) and in contexts where the target language is spoken (Mishima & Cheng,
2017). The discrepancy in the results might be related to differences in the rating
procedures and the number of raters. Unlike the past studies, the raters in this study
assessed four speech features at the same time by listening to the recording once, which
might have made it more difficult to detect the nuanced changes. As we did not have
native speakers within our immediate context, the rating had to be completed online in two
sessions. Increasing the number of raters and pursuing the rating in a physical environment
with more sessions or using different rating methods would have been more effective and
consistent. As Saito and Plonsky (2019) explain, computer-assisted acoustic analyses of
pronunciation generally yield more consistent ratings than human raters and the “lack of
statistical significance does not necessarily diminish the effects of pronunciation teaching,
it may rather indicate individual differences in human perception of spontaneous speech”
(p. 695).

Individual differences in L2 learners might also have obscured any potential effects
of shadowing. Linguistic aptitude, musical aptitude, imitation ability, and L2 learning
motivation have been discussed as factors that influence L2 pronunciation learning (See
Nagle, 2022; Suzukida, 2021 for comprehensive reviews). Differences in auditory
processing have also been found to affect L2 phonological proficiency (Saito et al., 2022).
The measurement of such individual differences was not possible within the scope of our
study and should be considered in future investigations.

Apart from individual differences in raters and participants, a comprehensive meta-
analysis of pronunciation training studies over 25 years has indicated that focusing on the
measurement of specific aspects of L2 pronunciation, such as minimal pairs, the
pronunciation of specific segments, etc. is more effective and easier to quantify
improvement than that of global pronunciation or comprehensibility (Saito & Plonsky,
2019). The measurements in the present study focused on the rating of global segmental
and suprasegmental features, the progress of which can be harder to track.

Despite the lack of quantitative improvement in L2 learners’ speech features, the
attitudes of the experimental group towards the shadowing technique were positive
according to the results of the survey and the semi-structured interview. In the current
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study, most of the participants found shadowing helpful for developing the speech features
of pronunciation, intonation, word stress, connected speech, and rhythm. Additionally, as
supported in the interview responses, the group believed it was worth practicing
shadowing and recommended the activity to other L2 learners. These results were in
accordance with previous survey studies (Bovee & Stewart, 2009; Sumiyoshi & Svetanant,
2017) documenting the perceived contributions of shadowing in the pronunciation of
individual sounds and intonation. As in these studies, most participants were convinced of
the pedagogical value of the shadowing technique. The majority of the participants
indicated that it was also fun to learn new and interesting facts through shadowing.
Moreover, the majority found shadowing to be useful for learning new vocabulary and
chunks. Although listening comprehension was not the main focus of the present study, the
participants’ perspectives of shadowing as a contributor to listening comprehension
development were in line with that of past research (Bovee & Stewart, 2009; Sumiyoshi &
Svetanant, 2017; Teeter, 2017). Some participants also commented that their self-
confidence in speaking skills increased, in line with the results of Teeter (2017).

Along with the overall positive comments, there were complaints that the
shadowing technique is time-consuming, similar to the comments in Bovee and Stewart,
(2009). This could be one reason why the activity received slightly lower overall ratings
than in some previous studies (Foote & McDonough, 2017). Another reason might be that
carrying out shadowing tasks was a course requirement for the experimental group in the
present study, while in Foote and McDonough (2017), the group was paid for their
participation in the study, which might have increased their motivation to perform the
shadowing tasks.

Also, unlike North American contexts, the students in our context had a high
course load, which might have challenged their time management. Based on some
participants’ interview responses, their past L2 learning habits and experiences have led
them to test-oriented, short-term study patterns. The lack of skills-oriented language
learning in K12 education in Tiirkiye might have led the learners to initially perceive
shadowing or similar pronunciation training activities as challenging and time-consuming.
In our context, we have also observed that the participants were not used to doing skills-
based L2 practice as homework. Coupled with this, in the freshmen year, the learners did
not seem to have enough self-autonomy and time management skills to cope with the
assignment load of 10 compulsory courses. Although two weeks were given for students to
ease task completion, the program’s overall workload might have led to anxiety, especially
at the initial stages of the shadowing practices, as some participants mentioned. In such a
context, we believe giving students feedback about their shadowing practices was crucial
in terms of motivating them to continue practicing, as the survey and interview responses
and the previous literature confirmed (Sumiyoshi & Svetanant, 2017). However, it should
be noted that listening to a large number of student recordings and giving individual
feedback was challenging on the part of the instructor. We believe practicing shadowing in
smaller classes more frequently and with more feedback would be effective in contexts
where students have less course load.

The participants also reported technical difficulties in voice recording and
homework file submission due to the slow Internet connection. To alleviate this concern,
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we asked participants to send sound files instead of videos in the second term, which made
the participants more relaxed in terms of recording anxiety as well.

The participants’ reported practice times varied and diminished gradually as they
mastered the procedure. In the beginning phases, students tried to memorize the model
speaker’s lines, which gradually transformed into a more natural shadowing performance.
However, even after long-term practice, the participants reported pausing the video to
listen to the model speech and found the model’s speech rate somewhat fast. If possible,
using mobile applications that automatically send reminders, record voice, give feedback,
and track the pauses and timing of practice would be more practical and effective as was
done in (Foote & McDonough, 2017). In our case, such applications were not free of
charge and therefore we could not adopt them for monitoring students’ practice time. We
expect that more varied and free shadowing applications will be available in the future,
following the improvements in artificial intelligence.

Despite the technical and procedural challenges, all participants found shadowing
efficient in improving L2 speech features. Although some participants reported they
initially found shadowing difficult to practice, time-consuming, and somewhat boring, they
thought it was worth practicing as they got used to the procedure. This accords with the
findings of Foote and McDonough (2017), which showed that the participants’ early
thoughts about the effectiveness of shadowing differed till the end of their study.

In the light of these findings, the pedagogical and research-related implications can
be summarized as:

1. As the participants’ statements indicate, shadowing practices contribute to
increasing L2 learners’ awareness of segmental and suprasegmental features,
listening comprehension, and vocabulary. Apart from linguistic benefits,
participants report improvement in self-monitoring their pronunciation errors, and
increased self-confidence, which was also reported in Teeter (2017).

2. Measurement of global speech features (e.g., comprehensibility, general
pronunciation, etc.) after shadowing practices might not yield statistically
significant rates of improvement in experimental studies. As Saito and Plonsky
(2019) suggest, focusing on the measurement of more specific features, such as
certain minimal pairs, or problematic sounds for the specific L1 group may yield
more noticeable improvements in speech features.

3. Supporting shadowing with more explicit instruction on specific aspects of
pronunciation and intonation could be of value, especially with less autonomous
learners and in foreign language learning environments.

4. Homework-based shadowing and pronunciation practices might be challenging for
learners in written test-oriented educational settings, rather than performance-based
settings. More external support and feedback should be provided to such learners.
As the participants report, regular feedback is crucial in terms of maintaining
learner motivation in pronunciation training. For crowded classes, using practical
mobile applications or learning management systems, which automatically track
practice times and give feedback, would be highly beneficial for learners (Foote &
McDonough, 2017). In addition, consistency and distributed practice over a long
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time is important for students to familiarize themselves with the procedure
(Martinsen et al., 2017).

5. If automated practice systems are not available, presenting learners with a variety
of videos to choose from, instead of only asking them to select videos to shadow
seems to be timesaving, as the participant responses indicated.

6. Asking learners to record their voices in audio files, rather than video files makes
them feel more comfortable, and decreases file submission problems due to slow
Internet connection.

Conclusion

Video-based shadowing practices have increased L2 learners’ awareness of
pronunciation, intonation, and fluency although this has not resulted in quantifiable
changes in their speech features, as rated by human raters after the intervention.
Participants reported benefiting from comparing their shadowing performances with a
model speaker and feeling more self-confident in oral skills and listening comprehension.
As for the negative aspects, participants reported that shadowing was time-consuming and
technically challenging, especially in the early stages.

The present study had some limitations. One issue was the number of participants,
which was limited. In the beginning, there were 60 first-year ELT students in the
experimental group in intact classes, but only 32 of them could complete all of the eleven
shadowing tasks since assignment completion rates are in general low in the specific
school context. Hence, it is difficult to generalize the results of this study to a larger
population from different backgrounds. To get more externally valid results, more
participants are required. Additionally, the shadowing tasks were carried out at home. So,
it was difficult to control location effects and to track practice times and durations more
accurately.

The lack of a validated survey to measure attitudes to shadowing was another
limitation. Within the scope of the present research, it was not possible to validate the
attitude survey without pre-administering it to 300-400 university students who have
practiced shadowing for a long time. Using an unvalidated survey also complicated the
statistical appropriacy of using more generalizable inferential statistics on the items. The
lack of native speaker raters within our immediate context was another limitation. Using a
higher number of raters or computer-assisted acoustic analyses should be considered in
future studies. The study of individual differences in shadowing training is another topic
that should be investigated further.
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Appendix

Shadowing Instructions
1. Choose a 2-minute part of a video from TED talks, etc. Choose a speaker with natural

pace, not too fast, not too slow OR watch the assigned video without subtitles (with

headphones if possible).

e.g. https://www.youtube.com/watch?v=RcGyVTA0XEU (The first two minutes)

Watch the video without subtitles (with headphones if possible).

Shadow (=speaking at the same time with the speaker) the sentences at least twice.

Watch the video with subtitles/interactive script.

Practice saying the sentences by shadowing the speaker (=speaking at the same time with

the speaker) while following the subtitles/script.

6. Practice shadowing the speaker paying attention to prosody (e.g. rising intonation, falling
intonation, etc.), word stress, etc.

7. Review and re-record your voice until satisfied with the quality. (Recording duration:
approximately 2 minutes).

8. From time to time, you can look at the subtitles or the transcript while recording yourself
(in order to remember some words), BUT do not directly read the script.

9. Note down how long you practiced (in minutes), how many times you recorded the speech.

10. Submit “your” final shadowing recording.
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Introduction

Foreign language teaching in Tiirkiye begins at the 2" grade of primary education
following the 4+4+4 education reform that was put into force in the 2013-2014 academic
year. Although foreign language lessons are to be ideally carried out by English language
teachers, primary school teachers may have to teach those lessons as there may not be any
English language teachers in the primary schools. This is clearly expressed in the 64 article
related to the amendment of regulation on primary education institutions of the Ministry of
Education, which was published in the official gazette on July 21, 2012:

It is essential that foreign language and the ethics and religious culture courses are taught by
branch teachers in primary schools. However, in case the need cannot be met by the branch
teachers, these courses can be taught by primary school teachers who have completed their
higher education in the aforementioned branches, or by primary school teachers who have
received an in-service training certificate in this branch through course exchange. In cases where
this is not possible, these courses are continued to be taught by the primary school teachers.
(Bayyurt, 2013, pp. 101-102)

As can be seen, primary school teachers in Tiirkiye also play a role in teaching
English as a foreign language in primary schools when necessary. This is not unique to the
Turkish context. There are other countries such as Japan where classroom teachers need to
teach English even though they do not have any professional training regarding teaching
English as a foreign language (Machida, 2016). Considering that English language teachers
who have formal education in foreign language teaching grapple with anxiety while
performing their job, primary school teachers are also likely to have more anxiety if they are
to teach a foreign language. In the literature, it is underlined that the number of studies
conducted on foreign language teaching anxiety is far from being adequate (Aydin, 2016;
Aydmn & Ustuk, 2020). Taking the issue from the point of view of pre-service primary school
teachers who may be required to teach English in their classes is believed to be more vital
in terms of contributing to the related literature. Though there is a limited number of studies
on foreign language teaching anxiety, especially by teacher candidates attending foreign
language teaching departments at universities, the number of studies on the same topic
focusing on candidate teachers in primary education departments is so limited. In Tiirkiye,
several faculties of education offer their students the “Foreign Language Teaching in
Primary Schools” course in just one term. This study, which aims to examine the anxiety
experienced while teaching a foreign language, has been conducted with those candidate
teachers who have attended the “Foreign Language Teaching in Primary Schools” course in
their final year. Hence, the study aimed to investigate the following questions:

1. What are foreign language teaching anxiety levels of pre-service primary school
teachers?

2. What are pre-service primary school teachers’ perceptions of effective foreign
language teaching?

3. What are pre-service primary school teachers’ perceived difficulties in foreign
language teaching?

4. What are possible factors causing foreign language teaching anxiety?
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5. What are pre-service primary school teachers’ expectations and suggestions about
the Foreign Language Teaching in Primary Schools course?

Literature Review

Definitions and Types of Anxiety

Anxiety is a future-oriented state of mind that may occur against the things or
situations to happen, and this mood may lead to complicated cognitive, affective,
physiological, and behavioral reactions in the form of worry, fear or tension, sweating, high
throb, etc. against “threatening” future events which a person finds hard to cope with
(Hortwiz et al., 1986). However, anxiety is also regarded as a positive situation that can
motivate and direct a person to perform a task (Brown, 1994). In the literature, anxiety is
classified in various ways. While Scovel (1978) uses the terms debilitative anxiety and
facilitative anxiety, Maclintyre and Gardner (1991) classify anxiety as trait anxiety, state
anxiety, and situation-specific anxiety. With a close look at the classifications, it can be
stated that debilitative anxiety is an undesired type that causes worry, fear, and tension, and
thus prevents a person from performing a task, whereas facilitative anxiety encourages and
motivates a person to perform a task and the anxiety is no more a threat. The other
classification points out that trait anxiety means the possibility of a person being anxious in
any situation; namely, a person’s permanent tendency to get anxious, which can be harmful
to cognitive functioning and memory and the anxiety is stable over time as it is a personal
feature of a person (Scovel, 1978). Another type of anxiety is state anxiety which means that
when a person regards a situation as threatening and dangerous, s/he shows an emotional
reaction. Contrary to the trait anxiety, this type of anxiety is not a stable one, but a temporary
emotion occurring at a particular time when a person is likely to be in a stressful situation
(Macintyre & Gardner, 1991). Finally, situation-specific anxiety occurs in case of a
particular event or situation like public speaking, foreign language learning process, or
solving a math problem, etc. (Mutlu, 2017).

Foreign Language Anxiety (FLA)

Foreign language anxiety can be defined as having tension due to putting four basic
language skills (listening, speaking, reading, and writing) into action while learning or using
a second or foreign language (Macintyre & Gardner, 1991). FLA, as a scientific subject,
was first examined in the studies by Swain and Burnaby (1976), Scovel (1978), Bailey
(1983), Horwitz et al., (1986), and Young (1990, 1991, 1992). The researchers think that
learning a foreign language is a demanding and tough period. The studies underline the fact
that as the level of students’ anxiety increases while learning a foreign language, they
become less proficient in a foreign language and mostly avoid using the language. However,
if the anxiety type that a student has while learning a foreign language is a facilitating one,
then that anxiety may lead the student to be motivated to perform new learning tasks. The
debilitating anxiety, on the other hand, may result in avoiding using four language skills
effectively, getting poor results on tests, having difficulty concentrating on any tasks,
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avoiding studying and practicing the target language outside the classroom environment,
and postponing or avoiding doing homework.

It should be noted that the linguistic features of the target language itself can also be
the reason for language anxiety. To illustrate, for a Turkish student, it may be difficult to
grasp the word order in English as the word order may vary and is more flexible in the
Turkish language. In addition, as English, for instance, has a distinctive phonological system
that is quite different from Turkish, Turkish learners of English have great difficulty in
pronunciation, which prevents learners from speaking the target language. All these factors
may be the sources of FLA for Turkish learners of English.

Foreign Language Teaching Anxiety (FLTA)

Teaching itself can be stressful and lead to anxiety. Concerning teaching a foreign
language, the level of stress and anxiety of language teachers may get higher especially if
teachers are non-native. Speaking a foreign language effectively and fluently in daily life
may not be a guarantee for teaching that language without stress or anxiety. The term
“Foreign Language Teaching Anxiety” was first stated for non-native teachers and pre-
service teachers by Horwitz (1996) and some reasons were given for the foreign language
teaching anxiety. According to Horwitz (1996), teachers or pre-service teachers who are to
teach a foreign language may be anxious due to their previous foreign language learning
experiences and a lack of confidence in using the target language. They may also have
anxiety due to the probability of facing vocabulary and grammar rules or specific language
use that they do not know. Besides, the fact that foreign language teachers, especially non-
native ones can have anxiety due to the need to use the language in classroom settings orally,
and speaking the target language both accurately and fluently can be very challenging for
them.

As can be seen in the relevant literature, the concept of “anxiety” is viewed as one
of the important affective factors, and the role of “anxiety” has become a prominent area of
study and concern in language education due to its crucial impact on language learning and
teaching processes. Even though there have been many studies related to foreign language
anxiety, a limited number of studies on foreign language teaching anxiety have been carried
out with in-service and pre-service EFL teachers (Mardhatillah et al., 2024; Oztiirk, 2016).
While some research studies have focused on pre-service teachers’ FLTA (e.g. Alrashidi,
2022; Aydin, 2016; Glingor & Yayli, 2012; Mardhatillah et al., 2024; Merg, 2015; Pasaribu
& Harendita, 2018; Tiifekci-Can, 2018), others have investigated teachers’ FLTA in their
language teaching process (e.g. Aydin & Ustuk, 2020; Oztiirk, 2016). Oztiirk (2016) carried
out a mixed-method study with 103 non-native teachers of English as a foreign language in
the Turkish context. The findings of the study revealed that the teachers had a moderate level
of foreign language teaching anxiety and experienced teaching anxiety when they felt that
they were not competent enough to teach a skill in the target language. Also, the results
showed that teachers’ knowledge of the target language, learners’ manners, and knowledge
of the target language were the anxiety-provoking factors among EFL teachers. In a similar
vein, Alrashidi (2022) investigated the pre-service English language teachers’ sources of
FLTA in his study. The results confirmed the fact that non-native EFL pre-service teachers
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have foreign language teaching anxiety stemming from five anxiety-provoking factors
consisting of fear of making mistakes, fear of negative evaluation, teaching unfamiliar
topics, lack of preparation, and a large number of students in one classroom. Likewise, in
Pasaribu and Harendita’s study (2018), the pre-service teachers indicated that confidence,
their limited English language skills, preparation, lesson delivery, classroom management,
students’ profiles, and evaluation were among the factors causing anxiety in their teaching
process.

When the issue is considered from the side of in-/pre-service primary school
teachers, the possibility of teaching English lessons due to the lack of English language
teachers can be the main source of anxiety. Most primary school teachers may not have
taken an effective foreign language teaching course. The same situation may happen for the
candidate teachers, as well. Machida (2016) puts forward that the number of elementary
school teachers who had the responsibility to teach English in EFL countries because of
governments’ educational reforms is increasing even though these teachers lack complete
training in teaching English as a foreign language. This leads to increasing the teachers’
anxiety related to English instructions in their classes. The studies conducted with primary
school teachers or candidate primary school teachers on foreign language teaching anxiety
have reached some important conclusions and discussions. In a study (Ilhan Beyaztas, 2018)
on self-efficacy beliefs of students in primary education towards teaching English, it was
found that most of the students believed to be insufficient in teaching English while they
had problems, especially in pronunciation, speaking, and writing. They also stated that the
reason for not being confident was due to their previous foreign language learning
experience which is mostly on grammar and accuracy and on memorizing language rules
(ilhan Beyaztas, 2018). Bratoz (2015) examined the attitude of students in the primary
education department towards foreign language teaching and concluded that the students
found English to be hard to teach, and even some participants mentioned that they could not
imagine themselves teaching English to their students in a classroom setting. In some other
studies (Aksoy, & Bozdogan, 2019; Unal et al., 2016; Zengin & Ulas, 2020) focusing on the
problems encountered by primary school teachers and multigrade class teachers in foreign
language teaching, it was found that the low proficiency level of the teachers was one of the
most important problems, and they did not have any training on foreign language teaching.
Most of the participants in the studies believed that English lessons should be taught by
English language teachers as they had difficulty in teaching the target language and that they
needed well-structured in-service training. Also, in Butler’s (2007) study, more than half of
the Japanese elementary school teachers favored the idea by expressing that English
language lessons should be taught by teachers having native-like proficiency in English
because of their limited level of English proficiency.

In light of the relevant literature, not only primary school pre-service teachers but
also foreign language pre-service teachers experience anxiety in their language classes even
though they have the related training regarding teaching a foreign language. It can be said
that teaching English as a foreign language may become more challenging for primary
school teacher candidates who are supposed to teach a subject in which they do not have
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expertise, which in turn may trigger foreign language teacher anxiety among them.
Compared to foreign language teaching anxiety among EFL or EFL pre-service teachers, a
limited number of studies have been conducted on primary school teachers’ or pre-service
primary school teachers” FLTA. There remains a scarcity of research exploring primary
school or pre-service primary school teachers” FLTA. Considering this gap, this study aims
to find out pre-service primary school teachers’ FLTA levels, and sources of their FLTA
and reveal their expectations and suggestions regarding FLTPS courses.

Methodology

Research Design

The present study was designed as a mixed-method quasi-experimental study by
non-randomly placing the participants in the study group (Creswell, 2009). The study
comprised only one group (i.e. the study group), since having a comparison group deprived
of the opportunity to enjoy the same treatment as the study group might not be appropriate
considering the research ethics. This longitudinal study elicited mainly quantitative data
through pre- and post-test administration of an anxiety scale. Yet, the study also collected
qualitative data to ensure the triangulation of possible differences in the participants’ FLTA
perceptions (i.e. dependent variable) as a result of the FLT course (i.e. independent variable).

Publication Ethics

The Ethics Committee approval was obtained from the Social Sciences and
Humanities Ethics Board at Harran University (Number: E-76244175-752.01.01-79866,
Date: 12.11.2021).

Context

Pre-service primary school teachers enrolled in the Foreign Language Teaching in
Primary Schools (FLTPS) course were the target group of the study. After the official
approval of the Council of Scientific Ethics was obtained from the host university, one of
the researchers in this study who was also the course instructor informed pre-service primary
school teachers of the study procedures and invited them to participate. They were ensured
that their responses would be confidential and anonymous while participation (or rejection)
in the study would in no way affect their course scores.

Participants

The present study used convenience sampling (Fraenkel et al., 2012) for participant
selection. Of a total of 42 students, 38 pre-service primary school teachers (25 females and
13 males) volunteered to participate in the study while the other four students preferred not
to participate due to personal reasons such as busy schedules and/or heavy workload. The
participants were all senior students majoring in the classroom education department of the
host university and signed an informed consent form for participating in the study. The
average age range of the participants was 21. The participants had never taken a
national/international English proficiency test (such as TOEFL, or IELTS). Nor had they
ever visited or lived in a country where English was used as a native or second language.
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None of the participants had hands-on experience in teaching English as a foreign language
to primary school students beforehand. Hence, the opinions they would state would truly
reflect their intact perceptions rather than the interference of any practical experience.

The FLTPS course was a 5-ECTS course, which intended to introduce theories and
practices necessary for teaching English to young learners (ages 6-10 in the context of this
study). Covering 3 classroom hours per week, the course represented an innovative attempt
in the Turkish higher education system because it was the first time that classroom education
departments officially mandated pre-service primary school teachers to take a course for
teaching English to primary school students. The course objectives included helping pre-
service primary school teachers a select and sequence instructional topics appropriate for
young learners, b- adopt/adapt/develop materials appropriate for the linguistic, cognitive,
and affective development of young learners, c- learn about FLT classroom management
techniques, and d- gain experiences in teaching language skills to young learners through
micro-teaching experiences. The course content overall comprised a comparison of teaching
Turkish and English, an analysis of the approaches, methods, techniques, and practices in
English language teaching at the primary school level, and an introduction to the relevant
topics, goals, and activity samples in the primary school (i.e. 2nd, 3rd, and 4th grades) FLT
curricula.

Instruments

The present study used both quantitative and qualitative tools to collect data. The
Foreign Language Teaching Anxiety Scale (FLTAS) (Ipek, 2006) was used to collect
quantitative data. The FLTAS comprised 26 Likert-type items anchored from 5- always to
1- never. The items in the scale investigated perceptions about FLT cases which provoked
increased anxiety levels in teachers. Based on an investigation of possible incidents that
would trigger anxiety in foreign language classrooms, the items in the scale focused on
teachers’ anxiety perceptions concerning teaching certain language skills, concerns about
performance in the target language, fear of making mistakes, being compared to colleagues,
and using the mother tongue. The scale was administered twice so that the participants’
anxiety perception development could be thoroughly captured. The first time it was
administered was in the first lesson of the FLTPS course (pre-test) while the second time
was after the last lesson (post-test). Ipek (2006) reported high reliability (Cronbach alpha
.9173) for the scale. The Cronbach alpha coefficient in this study was similarly found to be
relatively high (.959). Likewise, the scale was considered highly valid as the total variance
of the factors was reported to be 61.17 (ipek, 2006). For the specific purposes of this study,
an additional section was added to the scale to elicit demographic information about such
features as the participants’ perceived proficiency in the four main language skills (i.e.
listening, speaking, reading, and writing), FLT experience, English proficiency test score (if
any), and living/visiting abroad etc.

As to the qualitative data, a structured form was used to probe into the participants’
overall perceptions about FLT and the FLTPS course before and after taking the course. The
form was constructed in light of the relevant literature along with the specific objectives of
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the present study. A pool of 10 items was created initially and individually sent to two
specialists in the field for expert opinions. Based on their feedback and suggestions, some
of the items were removed while some others were paraphrased for reasons like irrelevance,
vagueness, repetition, and complexity. The final version of the form which consisted of six
items asked the participants about their perceptions of effective FLT, areas of perceived ease
and difficulty in FLT, possible anxiety-provoking areas in FLT, expectations about the
FLTPS course (pre-test), and suggestions for the course (post-test) along with the perceived
method(s) through which they were taught English as a student.

Data Analysis and Procedures

Once the ethical approval was received for the study, the first round of the study
started via data collection procedures. Before the FLTAS was administered for the first time,
the participants were informed that their participation in the study was completely voluntary
and that they could withdraw at any phase of the study. Accordingly, those who agreed to
participate filled out the FLTAS and structured form before and after the study. In the second
round of the study, analyses of the data gleaned from the participants were conducted
through joint efforts of the authors. Concerning the analysis of the quantitative data, the
present study employed a set of statistical analyses. Normality tests were conducted to check
if the data were appropriate for further statistical analyses. While the Kolmogorov-Smirnov
test for normality was found to be non-significant for pre-test administration of the scale,
the value for post-test was significant (p. 05, See Table 2). Yet, Q-plot tests and histograms
showed normal distributions for both administrations of the scale. Likewise, skewness and
kurtosis values for pre-test and post-test data analyses confirmed normal distribution as the
values fell between the range of +1.5 to -1.5, which Tabachnick and Fidell (2013) considered
to indicate an acceptable normality distribution. Hence, a paired samples t-test was
conducted to check if there were any statistical differences in the participants’ anxiety
perceptions before and after taking the FLTPS course.

Table 1. Tests of Normality for Pre- and Post-test Quantitative Data

Kolmogorov-Smirnov Skewness Kurtosis
Statistic df p Statistic  Std. Error  Statistic  Std. Error
FLT pre ,103 38 ,200 -,001 ,383 ,026 75
FLT post  ,249 38 ,000 -,952 ,383 1,264 75

Regarding the analysis of the qualitative data, content analysis was employed to
enable a systematic recognition and coding of possible patterns in the data. Conducted by
the researchers in this study, the content analysis process started with an initial coding
(Charmaz, 2006), in which the researchers individually identified codes prevalent in the
participants’ responses to the structured form, selected possible keywords, and formed
tentative themes. As a second step, the researchers jointly conducted focused coding
(Charmaz, 2006), which helped to combine, revise, and discard the initial coding categories
to reach ultimate themes and categories along with sample excerpts that would ideally
represent the emerging themes.
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Results

FLT Anxiety Levels Before and After the FLTPS Course

The present study found that while the mean anxiety score of the participants was
3.03 before they took the FLTPS course, it was 2.84 after taking the course. That’s to say,
the participants had a moderate level of anxiety before the course, and it was similarly almost
moderate at the end of the course. Accordingly, the paired samples t-test analysis revealed
that there was no statistically significant difference in FLT anxiety levels of pre-service
primary school teachers over the FLTPS course (See Table 2). More specifically, taking the
FLTPS course made no significant difference in the participants’ FLT anxiety levels.
Though the abovementioned objectives and content of the FLTPS course seemed promising
in terms of addressing several critical issues in FLT such as topic selection, materials
development, and classroom management, it was surprising that the course fell short of
making any significant contribution to decreasing the participants’ FLT anxiety levels.
Hence, this lack of significant difference required probing into some other underlying
reasons that could trigger the participants’ FLT anxiety levels.

Table 2. Paired Samples T-Test Analysis of FLTA Means

Mean SD S.Error 95% Con. interval of the t df Sig.(2-
M. Dif. tailed)
Lower Upper
FLT-pre 3,0314  ,79222 12851 -,19106 ,56151 ,997 7 ,325

FLT-post  2,8462 80534 13064

To get deeper insights into the lack of statistical difference in the participants’ FLT
anxiety levels despite taking the FLTPS course, the analysis of the qualitative data yielded
salient results. As shown in Figure 1, a large number of the participants reported moderate
proficiency in English while only 8% of the participants perceived their proficiency to be
“good” along with none viewed their proficiency as high. Likewise, over a quarter of the
whole population considered their proficiency level “bad”, and a small number of the
participants (5%) ranked their perceived proficiency as “too bad”.

Figure 1. Perceived Proficiency Levels

© 2024 JLERE, Journal of Language Education and Research, 10(1), 191-209



200
Seyit Ahmet CAPAN & Fatih Mehmet CIGERCI &Fatma Seyma DOGAN

Perceived proficiency | very good
0%
good

8% '

moderate
61%

too bad
5%

Likewise, quite a few participants indicated that the way they were taught English in
their overall education life (primary, elementary, and high schools) was primarily traditional
(See Figure 2). While a few participants referred to more innovative methods of teaching
English such as task-based, project-based, and technology-based, most of the participants
defined the methods which their teachers used in FLT classes as “grammar-based”,
“ineffective”, “no practice” and “no exposure to English”. One of the participants stated that
her “English teacher taught us through narration, and it was not useful.” (Participant 3) while
another participant critically underlined that “we learned only grammar. The teachers would
write on the board, and we would copy to our notebooks. Absolutely, there was no listening
or speaking. So, I saw no example of effective teaching” (Participant 12). Hence, the
perceived lack of experience with effective, alternative English language teaching methods

may have been another factor promoting the participants’ FLT anxiety levels.

Figure 2. Perceived Methods of Teaching/Learning English
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Perceptions of Effective FLT

In contrast to the emphasis on the traditional methodology employed by their English
language teachers, the participants in this study documented certain features of the optimal
FLT methodology (See Table 3). First and foremost, almost half of the participants (46.6%)
underlined that effective FLT should be practical by offering opportunities to “communicate
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through English” (Participant 14), “listen and speak about daily issues” (Participant 21), and
“readily use the language rather than bothering students with grammar” (Participant 30).
Furthermore, the participants pinpointed that effective FLT should be enjoyable by engaging
students in “drama activities”, “songs”, “funny games and dialogues”, and “different
materials”. In the same vein, the participants’ responses unequivocally highlighted that
effective FLT methodology should pay heed to students’ needs and interests by being
student-centered (f= 8.9%), student comfort (f= 7.8%), and student level (proficiency, and
cognitive, socio-affective development) (f= 6.6%). The participants also pinpointed that
effective FLT methodology should employ appropriate instructional techniques (f= 7.7%)
as well as ensure due attention to teaching all four major language skills (f= 3.3%) along
with grammar and vocabulary.

Table 3. Perceptions of Effective FLT Methodology

f (%)
Practical 46.6
Enjoyable 19.1
Student-centered 8.9
Student-comfort 7.8

Appropriate techniques 7.7

Student Level 6.6

All skills 3.3

Difficulties in FLT

Regarding the participants’ perceptions of possible difficulties in FLT that could
challenge them in the classroom, the present study unearthed that the participants’
knowledge of the target language was by far the most challenging aspect of FLT (f= 85.6
%) (See Figure 3). To illustrate, the participants explicated that in addition to an inadequate
overall proficiency in English, their failure to “appropriately pronounce the words in
English” (Participant 29), “form long and structurally correct sentences” (Participant 6),
“speak fluently about daily issues” (Participant 12), and “know spellings and meanings of a
large amount of vocabulary” (Participant 17) featured to be the prominent aspects of FLT
that might challenge them while teaching English. Moreover, the present study unraveled
that FLT methodology was another factor that could pose extra challenges while teaching
English in the classroom. In particular, the participants put forth that “teaching all four
skills” (Participant 8), “successfully managing students in a foreign language class”
(Participant 14), and “choosing the appropriate methods from among many different
teaching methods” would be challenging for primary school teachers. Referred by a smaller
number of the participants (f=6%) notwithstanding, socio-affective factors were reported to
be the other major source of perceived challenge for prospective primary school teachers.
The participants asserted that they would be further challenged while teaching English if
“some of my students who are from different mother tongue backgrounds such as Syrians
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do not know Turkish” (Participant 32), “my students are biased against learning English”
(Participant 1), and “the students do not get any exposure to English outside the classroom”
(Participant 7). Therefore, one can argue that perceptions of such challenges about FLT
might have blocked any significant differences in the participants’ FLT anxiety levels over
the FLTPS course.

Figure 3. Perceived Challenges in FLT
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Factors Causing FLT Anxiety

As for the participants’ perceptions about possible anxiety-provoking factors about
FLT, the present study indicated a three-categorical pattern which was quite similar to the
participants’ perceptions of challenges in FLT. More specifically, the participants’ responses
iteratively elaborated on factors related to the target language, methodology, and socio-
affective aspects of FLT (See Figure 4). Concerning the factors related to the target language
itself, a large number of the participants (f= 62.7%) underlined that their overall proficiency
in English was a source of much anxiety about FLT because they “have limited knowledge
of English and that is why, I do not feel proficient in it, let alone teaching it” (Participant
21). Apart from overall proficiency, the participants expressed anxiety about particular
components of English including pronunciation (f= 17%), grammar (f= 8.5%), speaking (f=
5%), and vocabulary (f= 1.7%). The second main category of factors causing anxiety about
FLT underpinned the participants’ knowledge of FLT methodology (f= 18.8%). Within this
category, most of the participants (f= 17%) premised that they felt anxious about failing in
“effectively teaching the subjects” (Participant 8), “successfully transferring their
knowledge to students” (Participant 19), and “using appropriate techniques for the students”
(Participant 5) whereas a small number of the participants (f= 1.8%) ascribed their FLT
anxiety specifically to issues related to classroom management. An equally salient category
of FLT anxiety surfaced to be socio-affective factors (f= 18.5%). Intriguingly, several
participants (f=11.9%) illustrated that they would feel anxious if students “have biases about
learning English” (Participant 7), “show negative attitudes towards English” (Participant
13), or “are not interested in learning English” (Participant 24). Lack of shared knowledge
(i.e. mother tongue) emerged as another socio-affective source of FLT anxiety since some
of the participants (f= 5%) stated that “teaching English to students who do not speak
Turkish will make me anxious” (Participant 9). The other socio-affective factor that would
promote pre-service primary school teachers’ FLT anxiety proved to be students’ limited
exposure to the target language because “in most parts of Tiirkiye, students have very little
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chance to be exposed to English outside the classroom and this will make my job more
difficult” (Participant 3).

Figure 4. Perceived Factors Causing Anxiety about FLT
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Expectations and Suggestions about the FLTPS Course

The present study also probed into the participants’ expectations and suggestions
about the FLTPS course to obtain insider views about how to make this innovative course
more cost-effective for pre-service primary school teachers and better tailor its content to
help them gain practical ideas about how to handle factors triggering anxiety about FLT. On
the one hand, the expectations were gleaned before the participants took the FLTPS course,
and on the other hand, suggestions were elicited after they took the course. A comparison of
the participants’ expectations and suggestions revealed a close match because the
participants consistently emphasized similar points about the FLTPS course (See Figure 5),
which further aligned with the lack of a significant difference in their FLT anxiety levels.
With specific reference to the expectations, the most prevalent expectation (f= 34.4%) was
that the FLTPS course should introduce “effective” (Participant 13), ‘“appropriate”
(Participant 7), “the best” (Participant 29), and “permanent” (Participant 2) ways of teaching
English. Another predominant expectation (f= 21.3%) required that the FLTPS course
should inform about how to integrate “basic” (Participant 1), “daily” (Participant 9), and
“simple” (Participant 17) English into the primary school curriculum. Surprisingly, a
number of the participants (f= 18%) expected to learn English in the FLTPS course as the
course was supposed to help pre-service primary teachers “improve my proficiency to
express myself in English” (Participant 16) and “fully learn English as 1 will teach it”
(Participant 28). A similar number of the participants (f= 13.1%) asserted that the FLTPS
course should particularly teach pre-service primary school teachers “how to teach four
major language skills” (Participant 12). Moreover, some of the participants (f= 8.2%)
postulated that the course should address how to handle affective factors such as “students’
fear of making mistakes” (Participant 34) and “helping students like learning English”
(Participant 22). A few participants (f= 5%) also coined the expectation that one of the main
functions of the FLTPS course would include clarifying “which topics will be appropriate
for primary school children” (Participant 19) and “which sources to use for effective FLT
and how to access them” (Participant 1).
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Figure 5. Expectations and Suggestions about the FLTPS Course
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With recourse to the suggestions that the participants stated about the FLTPS course
after taking it, the present study pinpointed that the participants centered mainly on the same
themes. A large majority of the participants primarily suggested that the FLTPS course
should focus on effective FLT methods (f= 43.5%) and integration of basic-level English
into the primary school curriculum (f= 21.7%). Several participants similarly reiterated that
the FLTPS course should inform pre-service primary school teachers about ways of teaching
all four skills (f= 13%) determining topics and easily accessing resources (f= 13%) for FLT
classrooms. Likewise, a smaller number of participants (f= 8.8%) mentioned the function
that the FLPTS course should serve to help pre-service primary school teachers learn
English. Perplexingly though, no suggestion was made about students’ affective factors as a
point of consideration for a more effective design of the FLTPS course.

Discussion

The present study showed that there was no statistically significant difference
between anxiety levels over the FLTPS course. Namely, the FLTPS course did not have any
positive or negative impacts on primary school candidates’ foreign language teaching
anxiety levels. Nonetheless, it provided valuable information regarding the sources of
anxiety experienced by primary school teacher candidates. The participants’ self-reports
about their perceived proficiency levels may help to justify the lack of progress in their FLT
anxiety levels because the moderate and low levels of proficiency in a large number of the
participants might have triggered perceptions of inability to teach a language in which they
did not feel satisfactorily proficient and thus, resulted in no progress in the participants’ FLT
anxiety levels even after taking the FLTPS course.

Besides, the perceived lack of experience with effective, alternative English
language teaching methods, the clash between participants’ perceptions of effective foreign
language teaching methodology and the way they were taught English by their teachers may
be the reasons lying behind the lack of significant difference in the participants’ foreign
language teaching anxiety levels over the FLTPS course. The results also revealed that there
is a need to improve primary school teacher candidates’ actual proficiency level in the target
language. Determining the factors that trigger pre-service primary school teachers’ foreign
language teaching anxiety could help them realize what makes them anxious in the
classrooms and find ways to handle the reasons for their anxiety. Also, recognizing these
factors is crucial for stakeholders of the education world including pre-service teachers,
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teachers, students, and researchers to contribute to the quality of learning and teaching a
foreign language (Gannoun & Deris, 2023). As Horwitz (1996) states, one of the reasons
for foreign language teaching anxiety is teachers’ or pre-service teachers’ previous language
learning experience. ilhan Beyaztas (2018) also points out that as the participants’ previous
foreign language experience mostly focuses on grammar, accuracy, and memorizing rules,
they are anxious while they are trying to use the language. Tum (2015) also indicates that
pre-service teachers’ previous EFL experiences are one of the important factors triggering
their anxiety, which may have a debilitative impact on their teaching of English.

As Butler (2004), Kawanami and Kawanami (2012), and Aksoy and Bozdogan
(2019) state, teachers’ or pre-service teachers’ low level of proficiency in a foreign language
is an important factor as the participants in this study reported. In a similar vein, Aydin
(2016) and Gannoun and Deris (2023) put forward that perceived language proficiency is
one of the primary factors triggering FLTA. It is also in line with Amengual Pizarro’s (2019)
study with 75 Spanish-speaking pre-service primary school EFL teachers that the main
source of anxiety was their lack of English proficiency. In the study conducted by Machida
(2016), most of the participants who were elementary school teachers expressed that they
had low English oral proficiency levels, which is one of the main causes of their anxiety.
The findings of the study also confirmed the necessity of improving elementary school
teachers’ English proficiency levels. Likewise, in the study conducted by Kubang and Selvi
(2022), primary school teachers explained that they had challenges related to teaching
English in primary schools and this can be a result of their proficiency level in English. Also,
they claimed that they did not know English and thus they struggled during English language
classes. It is a very striking finding that emphasizes the necessity of improving language
proficiency level at first. Since the participants have a “poor” level of English and similarly,
the aim of the Foreign Language Teaching in Primary Schools course is not to teach English
but to teach how to teach English, it is not surprising that there is no statistically significant
difference between anxiety levels over the FLTPS course.

The findings of the study also brought into light the possible difficulties prospective
teachers may encounter in the process of foreign language teaching including their limited
knowledge of the target language, foreign language teaching methodology, and socio-
affective factors, which can be a challenge for them in the classroom. Oztiirk (2016) also
found out that even EFL language teachers feel the highest level of anxiety when they feel
inadequacy in some elements of the target language and claims that knowledge of the target
language is a major source of FLTA for nonnative EFL teachers and may suffer from it in
their teaching environments. The findings of the current study suggest that the curriculum
used in teacher education programs should provide a variety of opportunities for prospective
primary teachers to improve their proficiency levels in addition to “foreign language
teaching in primary school courses” to reduce prospective primary school teachers’ anxiety
level, which in turn may help them handle the reasons for their foreign language teaching
anxiety. Even after graduation, when necessary, primary school teachers should be provided
with opportunities to get help from specialists in the process of teaching English in primary
schools since the presence of a substantial level of FLTA might negatively affect the quality
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of learning and teaching processes as Gannoun and Deris (2023) stressed in their study. In
brief, more courses related to teaching English in primary schools consisting of topics such
as possible difficulties that can be encountered by primary school teachers in teaching
English, suggestions for overcoming these difficulties, sources of FLTA, consequences of
FLTA, and the ways how to control FLTA effectively in the classroom can be added to
primary school teacher education program. Furthermore, these topics that may raise
awareness of FLTA nationwide (Kobul & Saragoglu, 2020) should be integrated into the
content of not only pre- but also in-service teacher training programs. Considering there are
primary school teachers who have a low level of proficiency in English and lack knowledge
of foreign language teaching methodology and hands-on experience (Karci & Akar Vural,
2011), redesigning teacher training programs to address the above-mentioned topics seems
vital for an effective foreign language education in primary schools. Likewise, some studies
(Ergin et al., 2012; Karc1 & Akar Vural, 2011) also focus on the importance of and need for
teacher training programs (in-service and pre-service) during which teachers or pre-service
teachers’ knowledge of foreign language and effective teaching methods could be improved.

The study also probed into pre-service primary school teachers’ expectations and
suggestions related to the FLTPS course before and after the course. There was a close match
between their expectations and suggestions. Their suggestions and expectations were related
to effective, appropriate, and permanent ways of teaching English, the integration of basic,
daily, simple English into primary school curriculum, and how to teach the basic four skills
of language. Based on primary school teacher candidates’ needs, expectations, and
suggestions, the content of the FLTPS course can be revisited, and better-tailored course
materials can be developed. As a result, in such a course pre-service teachers may learn and
adopt some coping strategies to reduce their anxiety, contributing to overcoming problems
relating to language teaching in the process of teaching English. Also, such courses may
help pre-service primary school teachers have adequate preparation and planning before
their teaching experiences, which are suggested by Pasaribu and Harendita (2018) as coping
strategies for alleviating anxiety. Designing such courses may lead to more qualified primary
school teachers in teaching English to young learners. In turn, it will contribute to the process
of children’s learning English at early ages in a better way. The current study may contribute
to the relevant literature by providing insider views related to the process of teaching
English. These insider views may pave the way for stakeholders of the education world
including pre-service teachers, in-service teachers, teacher educators, and policymakers in
primary school education to design an effective teaching and learning program, leading to
increasing the quality of language education programs.

Conclusion

Considering primary school teachers’ role in teaching a foreign language in primary
schools, the importance of equipping them with the necessary skills to teach English
effectively is quite clear in today’s world where the significance of learning and teaching
English seen as lingua franca is increasing day by day. Anxiety can be seen as a factor
affecting teacher candidates in a negative way in the process of teaching English in primary
schools. The present study aimed to examine pre-service primary school teachers’ foreign
language teaching anxiety levels before and after taking the course named “Foreign
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Language Teaching in Primary Schools”. Also, it revealed their expectations and provided
suggestions about the “Foreign Language Teaching in Primary School” course. Though
there was no statistically significant difference between anxiety levels over the FLTPS
course, the perceived lack of experience with effective, alternative English language
teaching methods, the clash between participants’ perceptions of effective foreign language
teaching methodology and the way they were taught English were considered to be the
reasons underlying the lack of significant difference.

Limitations

This study examines and may give important implications about foreign language
teaching anxiety of primary school teacher candidates, but it has some limitations. Firstly,
the participants of this study were enrolled in the primary education department of a single
university, which reduced the generalizability of the results to other contexts. Prospective
studies should be conducted with participants from a variety of universities in the same or
different contexts. The data collection in the study is limited to the Likert-type scale (i.e. the
FLTAS) and a structured form designed by the researchers. To ensure a deeper
understanding of the reasons behind foreign language teaching anxiety, other data collection
instruments could be applicable. For instance, observation and interview techniques may be
used in prospective studies.
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Summary

Second language acquisition (SLA) has continuously evolved by mainly modeling after
first language acquisition, reflecting behavioral, cognitive, social, and affective shifts.
Language teaching practices have also been shaped throughout the decades. Yet, the SLA-
driven divide between conscious and unconscious processes still prevails. Concomitantly,
the title instructed second language acquisition, however much interest it arouses seems at
first sight paradoxical through the dominant epistemological prism. This epistemology-
shifting perspective stems from the need to acknowledge the unique characteristics of
SLA. Against this backdrop, Psycholinguistic Approaches to Instructed Second Language
Acquisition: Linking Theory, Findings and Practice by Daniel R. Walter addresses the
chasm between second language acquisition in which researchers are interested and the
language pedagogy with which practitioners are concerned.

The book seamlessly links psycholinguistic approaches with classroom-based
practices by repairing the missing links between SLA and curriculum design in line with
pedagogical considerations. In so doing, the book deliberately attempts to utilize the term
instructed SLA (ISLA) by expanding on two major camps of research, i.e., implicit learning
and explicit instruction. Here appears the most salient strength of the book in that it
removes this dichotomy by re-envisioning the interplay between implicit learning and
explicit instruction on a continuum of consciousness. This orchestration between
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consciousness and unconsciousness, given the ever-present contention in terms of
linguistic views of bilinguals, i.e., modular or integrated, is made obvious to inform
curriculum design and in-class practices. In so doing, the book fills a niche by combining
theory and practice at the intersection of two seemingly opposite ends, i.e. acquisition and
learning. Also, it demonstrates how these two cross-breed each other eloguently. Bringing
together current perspectives on the state of the art of ISLA, the book presents a
psycholinguistic perspective on ISLA through well-relayed classroom implications at the
nexus of theory and research findings as | will delve into below.

The book contains 6 Chapters along with an introduction. While the first four
chapters are more conceptual, the last two chapters are practice-oriented. This horizon-
widening and thought-provoking book is relevant to practitioners and researchers who
attach importance to the synthesis of theory and practice. The structure of this book is also
designed to move from the theoretical underpinnings of the divide between SLA and
language instruction to the emergence of ISLA by removing the boundaries between SLA
and language instruction considering the symbiotic relatedness of the individual and L2
classroom and finally to the related curriculum design, i.e. backward design. This
illustrates the connection between theory and practice. Moreover, the book’s complexity-
oriented view renders it practical for teachers to recognize their power over the
development of their students’ L2, ensuring that the inquiries about their own L2
development could be reflected and blueprints for curriculum design provided could be
tailored to align with their idiosyncratic contexts.

After familiarizing the genesis of SLA and ISLA and their interaction along with
the book outline in the introduction, Chapter 1 presents theoretical elaborations of second
language instruction and foreign language learning from the late 20" to nowadays by
positioning ISLA within SLA with its characteristics. Myriad ways of interaction of such
factors as religion, economics, education, and heritage are well presented to raise
awareness of the complexity in classroom settings. Walter elaborates on this complexity by
reviewing cognitive, social, and multilingual turns in SLA and their implications on
language teaching. This theoretical review backs up the main argument of the book that
theories about learning should be tested in a real-world setting, not in a controlled setting
focusing on just one variable to gain insight into the way language learning occurs in
various classroom contexts. This, | think, would urge not only researcher and practitioner
collaboration but also theoretically sound and empirically motivated pedagogy given the
dynamic structure of learning with diverse student populations and practitioners with
different types of educational backgrounds.

Chapter 2 builds on the role of ISLA by asking a simple but comprehensive
question: “What is there to influence?” (p.41) by taking into account psychological
mechanisms encompassing auditory, visual, contextual information processing, memory
activation, input integration, habits and their supporting role in conscious processes.
Walter particularly emphasizes the role of metacognition which would play a significant
role in my language-learning journey (Yiizli, 2023). Walter also uses driving analogy to
draw attention to the conscious and unconscious overlap to demonstrate the room
generated for higher-order cognitive functions through previously proceduralized
processes.

Chapter 3 illustrates the repercussions of the research findings on ISLA by mainly
calling for removing the boundary between conscious and unconscious activities, thus
offering a unified psycholinguistic model. This model consists of two ends, one focusing
on the linguistic form while the other is concerned with semantic meaning. The trade-off
between these two is well presented through such constructs as dynamic attention through
noticing hypothesis (Schmidt, 1990) and input processing (VanPatten, 2020), task
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complexity, beliefs, goals, and motivation over the course of an individual learner’s
development.

Chapter 4 looks at the conscious continuum in individual development by
highlighting non-linearity in foreign language learning and truly contrasting language
learning in the wild, i.e., acquiring the language as a native speaker to use a commonplace
SLA definition. Walter also proposes a trajectory for language learning including parsing,
automated sound/grapheme mapping, chunked language, and grammar which interact to
foster the four skills, i.e., reading, listening, speaking, and writing. | agree with Walter that
chunks could be regarded as grist for the mill (p.95) since they are language segments that
could be analyzed consciously and unconsciously. He also emphasizes the inextricable
nature of complexity, accuracy, and fluency by discussing interactional competencies, U-
shaped learning, and contextual, social, and linguistic integration of a second/foreign
language. He finally discusses the learning outcome by addressing these two constructs:
native-like proficiency or advanced multilingualism by evincing the creative nature of
code-switching and appreciating the need for one’s multilingual identity. This chapter
successfully presents an individual’s developmental trajectory in a formal context with its
context-related supremacies and constructs ignored or even worse discredited by the
unconscious camp positing real acquisition is wild.

Chapter 5 delves into psycholinguistic processes in the classroom. Walter presents
the complexity of a classroom context by presenting multiple factors: place, space,
learners, teachers, artifacts including textbooks, geopolitics, and context. By appreciating
this horizon-widening elaboration on the interplay between these factors, | agree with
Walter that this dynamic interaction is under-researched. While he pictures how a learner
can navigate in a formal context, he also embraces the complementary role of language
learning in the wild in line with his argument bridging the conscious and unconscious
dimensions.

Chapter 6 deepens how SLA could be used in language pedagogy by presenting
curricular and pedagogical recommendations following backward design in which learning
outcomes are prioritized and the starting point. Regarding assessment as a learning
opportunity in line with “dynamic assessment” (p.157) is another contribution of this book
to feedback conceptualization and practice. By highlighting the importance of intermediary
goals, this chapter showcases the inherent dynamism of the art and science of language
teaching and learning. Thus, it calls for tailoring methods and re-considering the goals of
instruction under psycholinguistic, sociocultural processes, and complexities of second
language and foreign language learning. Beyond its pedagogical and curricular
recommendations, the book covers a topic that requires further research, i.e., the dynamic
interplay of a myriad of variables along the L2 development trajectory of individuals in
formal settings around the globe. This topic is still in its infancy and entails more research.

Evaluation

As a result, the book contributes to the field of SLA and language pedagogy by
bridging the gap between SLA research and language teaching practices, particularly in
integrating psycholinguistic approaches with classroom-based instruction. By standing in-
between along the continuum between conscious and unconscious language learning, this
book offers significant implications for curriculum design and pedagogy with an emphasis
on the inherent dynamism of the art (subjective aspect-individual) and science (general
aspect-common ground) of language learning and teaching. With these affordances, this
book can potentially make practitioners and researchers reconsider the link between SLA
and language pedagogy rather than treating them as distinct entities. Overall, this book
provides novel insights into the spotlight of consciousness and the obscurity of the
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unconscious. In acknowledging the complementary essence of these dual processes, |
endorse Walter's assertion that a continuous oscillation between conscious and
unconscious processes is at play. Hence, rather than existing in isolation, both components
ought to be engaged to facilitate metacognitive engagement and linguistic proficiency, as
they possess the potential to synergistically enhance the language acquisition journey
within educational settings. This entails leveraging both implicit learning mechanisms and
explicit instructional approaches to optimize language learning outcomes. Consequently, |
highly recommend this book to all stakeholders, including practitioners, pre-service
teachers, teacher trainers, and researchers.
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Summary

Microlearning is a strategy that educators have adopted in response to recent
developments in the educational and technology world. Microlearning is an educational
approach that delivers learning content in small, focused units over short periods. It often
utilizes multisensory and multimodal techniques to engage learners efficiently (Dolasinski
& Reynolds, 2020). It is essential for teachers who wish to maximize their students’
learning by adopting manageable, anytime-and-anywhere learning modules. The role of
technology in English as a second language (ESL) and English as a foreign language
(EFL) education has changed dramatically since the outbreak of the COVID-19 pandemic
in early 2020 (Moorhouse & Kohnke, 2021). Due to the pandemic, ESL/EFL teachers had
to establish trimodal learning settings, encompassing in-person, synchronous online, and
asynchronous online instruction. Additionally, they had to prioritize student-centeredness
in their teaching approach (Adedoyin & Soykan, 2020; Kohnke & Moorhouse, 2022).
Students and teachers no longer favor traditional education. Teachers of ESL/EFL must,
therefore, think of fresh ideas for their lessons. Even though the situation is still changing
and takin new shapes, microlearning has emerged as a vital issue in the study of language
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teaching. Therefore, Using Technology to Design ESL/EFL Microlearning Activities by
Springer aims to serve as a practical resource for language teachers who are interested in
the principles of designing microlearning activities for the ESL/ EFL classroom.

The book has eight chapters that address the design of English as a Second
Language (ESL) and English as a Foreign Language (EFL) microlearning activities. It
starts with an introduction to microlearning and outlines the primary goals for writing the
book throughout the other chapters.

The opening chapter starts by explaining the idea of microlearning and exploring
its characteristics. Additionally, this chapter discusses microlearning as an approach to
teaching and learning. Chapter two summarizes advancements in language education. This
chapter focuses on three topics: an overview of pedagogy using computer-assisted
language learning, an introduction to mobile-assisted language learning, and an
exploration of learning theories.

Concerning learner needs, medium, interaction, and simplicity, chapter three
provides four crucial ways to maximize microlearning on mobile devices. Additionally, it
teaches the fundamentals of creating microlearning courses and potential tools and
applications one could utilize.

Chapter 4 explores the benefits of microlearning lessons in enhancing the four
language skills: listening, speaking, writing, and reading. Examples for each skill are also
provided. This chapter introduces a range of activities that utilize devices to improve the
listening, speaking, writing, and reading abilities of ESL/EFL learners.

Chapter 5 covers the four microlearning techniques: podcasts, videos, infographics,
and flashcards. The chapter also offers exercises that can be modified for different
circumstances (see p. 45-58). It is summarized throughout the chapter that podcasts
provide a method for English learning and cover topics of personal interest. Videos, on the
other hand, offer an approach to deliver impactful content. Infographics simplify
information by presenting it in a format. Lastly, interactive flashcards can introduce or
review concepts and terminology.

To improve learning and create immersive experiences, chapter 6 focuses on
integrating VR and AR into ESL/EFL instruction. Virtual and augmented reality can
produce an immersive and authentic learning environment in the ESL/EFL classroom. The
potential advantages of employing these techniques are covered in this chapter, along with
a selection of activities, platforms, and strategies that teachers might utilize to build
language-learning environments for their students (see p. 62-66).

Microlearning with chatbots is discussed in chapter 7, along with their use in
teaching and learning languages. The chapter offers chatbot-based microlearning exercises
that instructors can employ in their classes(see p. 21 and 22).

The book's final chapter discusses the drawbacks of microlearning and offers ideas
for further practice and research. To maximize the use of microlearning in ESL/EFL
instruction, it emphasizes the necessity for a thorough grasp of its potential downsides and
difficulties. The final seven practical tips for creating successful mobile microlearning
activities customized for ESL/EFL siittense round up the chapter. To provide a rich and
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fulfilling learning experience, these standards strongly emphasize meeting the needs of
each learner, encouraging involvement, and encouraging cooperation.

Evaluation

Microlearning has gained popularity as an effective method for ESL/EFL learners to
improve their language proficiency. Kohnke, in his book, notes that mobile microlearning
appears to have a bright future for ESL/EFL students, as it will incorporate adaptive,
personalized strategies and novel technologies that enhance the learning experience (2023,
p. 82). The book is a valuable resource for language teachers and teacher candidates as a
guide in developing microlearning activities. It provides several strategies, tools, and
sample activities for all levels. Each unit is finished with reflection questions to guide the
readers. The author’s focus not only on the advantages of microlearning but also on its
limitations and drawbacks makes the book even more important for the reader. According
to Kohnke (2023), microlearning allows students to acquire targeted information in a
captivating and interactive manner by presenting essential learning goals in a concise and
easily understandable style (p.83). By incorporating the suggestions, tactics, and exercises
detailed in this book, learners' engagement can be enhanced and their motivation can be
increased. Teachers who are interested in microlearning with the help of technology will
find many helpful tips throughout the book; however, some teachers might think that the
book prioritizes technology tools and platforms over pedagogical principles and language
learning theories.
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