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Editorial

It is with great enthusiasm that we present the latest issue of the Journal of Language
Research, a collection that reflects the vibrant dynamism and innovative strides in the field of
language education and research. In a time marked by rapid technological advancements,
global connectivity, and evolving pedagogical paradigms, the articles in this issue offer
invaluable insights into the challenges and opportunities shaping the language research
landscape.

The lead article, Exploring Research Trends in Sustainability in English Language Education
from 2014 to 2024: A Bibliometric Analysis, provides a critical overview of the integration of
sustainability into English language education. The findings highlight significant progress in
this area while underscoring the need for empirical research and global collaboration. This
study not only sheds light on sustainability’s theoretical underpinnings but also points
towards actionable strategies to enhance its practical implementation, emphasizing the need
for inclusive research across diverse linguistic and cultural contexts.

The second contribution, Implementation of Five Pushed Output Activities in an EFL
Speaking Class, shifts our focus to classroom practice. By exploring varied speaking
activities—from voice-over roleplay to impromptu speeches—this study demonstrates how
creative task design can transform student engagement and reduce resistance to participation
in EFL speaking classes. Its qualitative insights are a resourceful guide for educators seeking
to foster meaningful and enjoyable speaking experiences.

Turning to policy-driven changes, the third article, Teachers' Perspectives on Assessing
English Speaking Skills: A Post-New Exam Model Investigation, examines the implications of
introducing speaking exams in Turkish secondary schools. While highlighting the positive
outcomes of enhanced teacher motivation and collaboration, it also candidly addresses the
challenges of abrupt policy changes. This study offers valuable recommendations for
policymakers, curriculum developers, and educators aiming to balance innovation with
practical feasibility in language assessment.

Qualitative methodologies take center stage in the fourth article, Nvivo as a Handy Tool in
Qualitative Meta-Synthesis Studies in L2 Research. This work delves into the role of NVivo
software in enhancing the depth and efficiency of qualitative meta-syntheses. By showcasing
its capabilities—from coding to analytical memoing—the article serves as a practical guide
for researchers navigating the complexities of qualitative synthesis in language studies.

Incorporating technology into language learning, Using WhatsApp to Give Feedback for
Speaking Skill explores the potential of mobile-assisted feedback in teaching Turkish as a
foreign language. The study’s findings reveal that leveraging familiar digital tools can



significantly enhance learners’ speaking proficiency and engagement, reinforcing the role of
technology as a catalyst for innovation in language education.

The sixth article, The Investigation of the Impact of the Storytelling Method (STM) Used in
English Vocabulary Teaching, highlights the transformative power of creative, student-
centered approaches in teaching vocabulary to young learners. With significant gains in both
vocabulary acquisition and motivation, this study underscores the enduring value of
storytelling as an effective pedagogical tool for primary education.

Expanding on linguistic accuracy, ldentifying Grammatical Errors and Mistakes via a
Written Learner Corpus in a Foreign Language Context provides a detailed error analysis
using a corpus of student essays. The findings emphasize persistent challenges in mastering
grammatical nuances and call for tailored instructional strategies to address common pitfalls
in foreign language writing.

Finally, this issue concludes with a book review on Pedagogical Translanguaging. The
review critically evaluates this seminal work, which advocates for translanguaging as a
means to harness learners’ linguistic repertoires. It highlights the book’s contributions to
fostering inclusive, multilingual educational environments, making it a significant resource
for both theorists and practitioners.

Together, these contributions underscore the ever-evolving nature of language research. From
addressing sustainability and technological integration to embracing creative pedagogies and
policy-driven innovations, this issue reflects a field at the forefront of transformation. We
hope these articles inspire researchers, educators, and policymakers to continue exploring and
advancing the possibilities within language education and research.

We extend our gratitude to the authors, reviewers, and editorial team whose dedication has
made this issue possible. As we navigate the complexities of the modern linguistic landscape,
let us remain steadfast in our commitment to fostering an inclusive, innovative, and
sustainable future for language learning and research.

Sincerely,

Editors-in Chief

Prof. Dr. Emrah EKMEKCI
Assoc. Prof. Dr. ismail YAMAN

Journal of Language Research
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Abstract: Sustainability in language education is a multifaceted concept that encompasses environmental,
linguistic, and educational dimensions. As the world deals with environmental challenges and the rapid loss of
linguistic diversity, it becomes necessary to integrate sustainable practices into language teaching. Therefore,
research on this field have become more widespread. Based on this, the purpose of this study is to review and
identify the importance of sustainable practices in English language teaching by conducting a bibliometric
analysis of the literature related to Sustainability. This research makes a valuable contribution to the existing
body of literature by examining the current state, identifying areas that need improvement, and suggesting
possibilities for future research. The search involved combining topic-related keywords for 'sustainable' and
‘English language teaching' within the time period from 2014 to 2024 in the Web of Science database (SSCI,
SCI, SCI-E, and AHCI). The data was collected using a data extraction table from 1,523 articles that were
analyzed using the VOS viewer data visualization tool. The findings suggest that sustainable approaches in
the field of language teaching have experienced significant growth in literature in recent years. However, it
can be stated that research is still limited in English language education. While there is a growing body of
study addressing the theoretical aspects of sustainability, there remains a significant gap in empirical studies
that explore the effectiveness of sustainable practices in real-world educational settings. Additionally, the
geographical distribution of research indicates a concentration in certain countries, suggesting a need for more
diverse and inclusive studies that consider different cultural and linguistic contexts. This bibliometric analysis
underscores the necessity for future research to focus on developing actionable strategies, assessing their
impact, and fostering international collaboration to promote sustainability in language education globally.

Keywords: Sustainability, sustainable practices, English language education, bibliometric analysis,
VOSviewer

INTRODUCTION

The concept of sustainability, traditionally associated with environmental, has now become
more prevalent in different fields, including education. The broader application of this concept
demonstrates an increasing awareness of the importance of integrating educational practices with
sustainable development goals (SDGs) and equipping students with the necessary skills to tackle the
challenges of the 21st century (United Nations, 2015). This is because these challenges such as climate
change, rapid technological development, and global inequality, require a more holistic education than
one focusing on traditional curricula. As the World Economic Forum (2020) points out, addressing
and negotiating these complex challenges necessitates not only knowledge but also competencies in
critical thinking, problem-solving, and adaptability, which are a necessity for future-oriented
education. This is where the integration of SDGs in education comes in. The SDGs provide an
overarching structure to contextualize learning with real-world problems and in doing so build
capacities that are critical for meaningful engagement in a future that is global and rapidly changing
(UNESCO, 2017). Therefore, understanding and aligning SDGs in educational practices is an essential
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part for equipping students with the capabilities to comprehend and address the contemporary
challenges and help build a more just and sustainable society.

In the context of English Language Education, pedagogical practices need to be revised in
order to address the principles of sustainability, which pertain to the environment, social and economic
dimensions. That means that putting sustainability into ELT needs a review of the methods of teaching
English, where not only environmental matters have to be included but also social and economic
dimensions as part of the sustainability approach (Cutter-Mackenzie & Smith, 2003). A sustainability-
informed approach to ELT recognizes the core purpose of education, which is to make the world a
better place. For one, language education driven by sustainability provides realistic contents and a
practical way to do something about the inevitable problems of the global world today (Huckle &
Sterling, 1996).

In this way, students do not just learn about environmental and social issues, but also the
language to act upon them. More importantly, this transformation in teaching practice is important
because education is not merely about grammatical language competence but also about using
language to act and engage with the world as responsible global citizens. In addition, UNESCO (2017)
asserts that the competencies required to achieve sustainable development, and those linked to critical
thinking and problem solving are closely related. When sustainable development is integrated into
languages, students are more likely to develop those competencies. This also contributes to making
tasks more engaging through authentic contexts involving global issues, such as climate change
(Saavedra & Opfer, 2012). Hence, with sustainability integrated into language curricula, there is more
likelihood that the communicative approach would work better. For example, when speaking practices
are applied in the context of sustainability, learning becomes more authentic and meaningful, and
students are likely to be more inspired to be more proactive in responding to global challenges.
Therefore, integrating sustainability into ELT is not only an improvement, but also a complete
motivation for students to learn language, which will enable them to use language to create a new
future.

In fact, the relationship between SDGs and ELT can be discussed from different aspects. On
the one hand, integrating elements of sustainability into English language learning allows learners to
gain deeper knowledge of sustainability concepts and motivates them to become global citizens and
care more. They can discuss sustainability issues which require critical thinking that encompasses an
increasing number of factors associated with language, society and environment in an interconnected
world. On the other hand, a good quality language education can provide knowledge and
understanding of local and global sustainability issues and to develop abilities to address these issues.
A good command of language can help learners articulate complex environmental and social issues
more comprehensibly and convincingly, and they can have a greater opportunity to support and make
meaningful contributions to sustainable practices in their local communities (Jickling & Wals, 2008).
Chen et al. (2023) argue that a language program integrated with sustainability not only engages the
learners in noticing and understanding, but also equips the learners to act. By learning about the
language more relevant to the ideas of the 17 SDGs, English language learners will be better prepared
to actively engage in a fairer and more sustainable society. To make it more explicit, ELT plays a
major role to advance these goals by enabling students to master the kind of language skills which
allow them to communicate and effectively reflect on problems. As Goal 4, Quality Education, states,
an inclusive and equitable education is needed to have life-long learning opportunities. This can be
seen to overlap with an aim of ELT to develop not only language proficiency, but also critical thinking
skills such as problem-solving. Introducing sustainability topics into language education will enable
students to think, analyse, and discuss global issues, and offers them a real educational challenge to
prepare them for their lives (UNESCO, 2017). Practically speaking, by being taught how global issues
are portrayed in the media and many other kinds of texts used in ELT classes, students will learn to
interpret the world themselves and to further express their views orally or in written form. For
example, while reading and discussing news about global education development, students can better
understand and express their ideas about quality education or life-long learning. There are also formal
aspects of language classes that can be connected to other SDGs such as Goal 5, Gender Equality.

Journal of Language Research, Vol 8, Issue 2
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Generating gender-sensitive language use and possibilities for dialogue within language classes can
reflect this aim. Students can be asked to analyze texts according to the perspective on gender and
gender-related news, or they prepare these topics in a specific project. Because students are situated in
the middle of the female and male stereotype, it is a perfect topic to make out and stand for equality.
They can then engage with creating dialogues or create a debate or write an essay on gender topics.
However, every work they prepare should meet linguistic requirements and refer to equality (UN
Women, 2020). To provide students’ knowledge and understanding of global disparities, include
materials that address many diverse cultural and socio-economic backgrounds. This includes the use of
reading articles or literature written from other cultural perspectives that can influence their ideas and
perceptions from the subject matter, encouraging social justice literacy, empathy, and understanding of
various perspectives (Crosthwaite, 2015). On the other hand, Goal 13 (Climate Action) can be
provided study by engaging students with understanding global climate action. Students can debate
and advocate for new climate routines or even writing a persuasive essay on following regulations of
climate justice. By doing such speaking activities, students can apply what they have learned to
practice, speak about critical issues, and facilitate language to solve pressing local environment issues
(Huckle & Sterling, 1996). Integrating Goal 2 (Zero Hunger) with language learning aligns the
promotion of food security and sustainable agriculture with the language learners to develop ideas in
other language about the awareness of Global Food Security. As teachers, some ideas include
analyzing texts about global and local food and agriculture or researching focused on impact of
sustainable farming. By this way, students can find a chance to improve their vocabulary and discuss
their ideas in the target language.

Goal 3 (Good Health and Well-being) can be also linked to language development. Language
teaches can provide the opportunity for their students to develop an understanding of health literacy in
other language. Some health activities can be easily incorporated into the curriculum, for example,
analyzing and discussing health-related texts, speaking about health issues, or creating/exchanging
information on social media about healthy living. Besides, Goal 7 (Affordable and Clean Energy) and
Goal 12 (Responsible Consumption and Production) can also subtly be integrated into the syllabus by
opening up discussion on renewable energies and ways of saving energy, together with sustainable
consumption (IEA, 2019). Students may do projects—for instance, research and present on sustainable
energy solutions to heighten awareness about clean energies, waste management, and at the same time
improve their English. These activities may involve discussing case studies of waste management or
developing campaigns that ensure responsible consumer behaviors (UNESCO, 2021). According to a
study by Saavedra and Opfer 2012, such integration has the benefit of promoting deeper understanding
and generation of ideas for solving problems in the real world. Accordingly, sensitizing learners to
critical global issues, as represented by the SDGs, enables them to gain a sense of responsibility for
fostering a sustainable future. Considering these goals, a language curriculum including the content of
the SDGs can provide learners a more complete and substantial learning experience to participate and
to achieve the global and local goals.

All in all, incorporating sustainability in language education is not just a great idea, but a
crucial component to the educational mission of equipping students with global competencies. In the
Global Education Monitoring Report (2016), it is noted that education orientated towards
sustainability is the best economic investment to prepare students for responding to tomorrow's
challenges and to what the future of our planet needs. This means incorporating sustainability
principles into the education system, such as the ones proposed by language education on
sustainability, is not an addition but a radical turn in harmony with the broader purpose of educating
well-informed and engaged global citizens. The research by Sterling (2001) on the contribution of
teaching for sustainability in schools to students' critical thinking and problem-solving skills also
substantiates this view. In the same vein, Yu et al. (2024) argue that introducing sustainability ethics
and values into the language classroom environment prompts students to re-orient themselves from a
language learning activity to acting on real world issues. Moreover, Mambu (2023) explored an
English language teacher’s effort in his critically oriented undergraduate course to introduce SDGs as
a tool for his Indonesian students to foster criticality through ELTL. Kuusalu (2023) also explored
transformative language teaching for sustainability (TLS) and demonstrated how modern, learner-
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centered language instruction can cultivate essential competencies and skills required to achieve the
objectives of education for sustainable development (ESD). If language education on sustainability is
grounded in topical real-world problem-solving, or critical appraisal of our attitudes towards
consumption, for instance, learners are not only connected to real life; they are also given the power to
make a difference.

It is clear that the body of literature on sustainability in English language education is
increasing. It has become essential to regularly read academic journals in this field, investigate the
features of these publications, and analyze the citation networks between them using different criteria
to catch up the current trends. However, it is so difficult to track so many publications, analyze citation
or relationship networks among them and collaborative publications (Huang et al., 2020). The
bibliometric analysis method, initially introduced by Pritchard in 1969, is a feasible approach for
achieving this objective. It allows for a review of academic journals and articles through mathematical
or statistical analysis, based on factors such as citations, topics, or the geographical distribution of
authors (Yan & Zhiping, 2023). Considering this, the study aims to contribute to the literature related
to the sustainability in English language education by investigating the current status and trends in the
performance of this critical topic. using a bibliometric approach. Despite the growing debates on
integrating sustainability into educational curricula, there is a significant research gap in understanding
how sustainability is embedded specifically in English language teaching (ELT) curricula and
practices. Relevant studies are mainly confined to a general education or environmental education
framework, which leaves the interface between sustainability and ELT under-researched. This article
addresses this gap by providing an extensive bibliometric review describing the trends, seminal works,
and new directions in the field that could provide important insights to researchers and educators
interested in promoting sustainability in foreign language teaching and learning. In line with this, the
following primary research questions were developed to guide the search as shown below;

1. How is the sustainability in English language education concept covered in literature scope
and how has the literature progressed so far?

2. Which countries, which researchers, which key topics are the primary focus in literature for
sustainability in English language education concept?

METHODOLOGY

The study, as described by Baker et al. (2020), utilizes a bibliometric approach that
incorporates both quantitative and qualitative features of literature. Bibliometric approach is an
appropriate method used for research analysis and interpretation dealing with a large volume of
scientific data, which can be regarded as a type of systematic review method (Kuzior, & Sira, 2022).
Pritchard (1969) and Donthu et al. (2021) also add that bibliometric analyses reveal the current
situation, trend, and progress of a particular research. In these studies, relevant academic journals and
papers can be evaluated quantitatively or algorithmically to examine citations, topics, or geographical
locations of the authors. Therefore, bibliographic databases have become more significant since they
serve as the main repositories of publishing information and bibliometric indicators. These databases
are extensively used for both research evaluation and day-to-day activities. Based on this, the study is
expected to provide the foundations for future research on sustainability in English language
education. As for the methods of the paper, the publications in the Dimensions database were
reviewed, and the number of occurrences of the terms sustainability and language education was
determined using the keyword citation count method. Next, keyword maps were generated using a
mapping tool such as VOSviewer. Furthermore, the following analyses were conducted: (1) trends of
total publications, citations and research topics; (2) the bibliometric analysis of keyword/network
analysis; (3) bibliometric analysis of citations by countries; and (4) bibliographic coupling by authors.

Journal of Language Research, Vol 8, Issue 2
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Data Collection

For this study, a bibliometric analysis was carried out using the Web of Science (WQOS)
database to examine the patterns of publications under the title of sustainability in English Language
Education from 2014 to August 2024. The Web of Science is an online platform that aids access to
several databases that present reference and citation data from academic journals, conference
proceedings, and other scholarly papers on all academic fields (Birkle et al., 2020). In this study,
different search algorithms were used to ensure full coverage of the literature on English Language
Teaching (ELT).

To ensure good coverage, the researcher in this study used various search algorithms that
would cover the literature on sustainability in English Language Education. The preliminary search
was given as "sustainability” OR "English Language Education”. The result was 3411 articles.
Specific investigation retrieval was then used to filter the publication selectively. The data was saved
by imposing the conditions of the publication year (2014-August 2024), document types, WEB of
science index, and language. A total of 1523 articles out of 3411 were considered suitable for this
study using the above methodology (Figure 1).

Data Analysis

The process of data extraction was carried out using a data extraction table designed in CSV
format following the selection of the relevant research. The table encompasses several filtering
options: publication year, language, journal, title, author, keywords, and citation counts. Content data
analysis was adapted next after extracting the data. The findings were summarized and presented in
appropriate tables and figures. The findings obtained were saved in CSV format for further analysis
and visualization of bibliometric analysis using VOSviewer. As noted by Passas (2024), bibliometric
analysis is a greatly applied, exhaustive method for the study and analysis of a large amount of
scientific data. He further comments that another tool increasingly used in bibliometric research is
visualization of similarities, designed to be clear and simple in presenting bibliometric maps. This
strategy enables us to efficiently gather literature and determine the connections of the chosen articles
among the alternatives. This research utilized a methodology to examine literature based on the
accessibility of publications (open or closed access), the kind of publications (journals or books),
network visualization using keywords, citation analysis by nations, and bibliographic coupling
analysis by authors.

FINDINGS
1. Trends of total publications, citations and research topics
Trends in the number of published works

There were a total of 1523 publications discovered using the search protocol. Due to the study
period starting in 2014, there is a scarcity of visible data until 2019. The graph depicted in Figure 1
illustrates the patterns of publishing from 2014 to August 2024. Based on the analysis, it is evident
that there has been a substantial rise in research starting from 2020. In 2022, a remarkable number of
290 publications were achieved, making it the most productive year. One potential explanation for the
significant rise in the quantity of articles on sustainability in English language education is the
widespread research focus on incorporating sustainable development goals (SDGs) into language
instruction and learning (Yu et al., 2024).

Journal of Language Research, Vol 8, Issue 2
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Figure 1. The number of publications by year

Top contributors and influential journals

The table below shows the top eight authors who have made significant contributions based on
their publications. Meduna from Czech Republic and Zhang from New Zealand have a remarkable
record of publications, making them the top authors in terms of quantity. Following closely behind is
Burget, also from Czech Republic, and Pavelka from Czech Republic with a worthy 7 publications.
They are closely followed by Gao, hailing from Australia, Plchot from Czech Republic, Kfivka also
from Czech Republic and Melor from Malaysia with 6 publications (See Table 1).

Table 1. Top 8 Authors Based on The Publications

Name Country Publications
Lawrence Jun Zhang New Zealand 9
Alexander Meduna Czech Republic 9
Lukas Burget Czech Republic 7
Marian Pavelka Czech Republic 7
Xuesong Gao Australia 6
Oldrich Pichot Czech Republic 6
Zbynék Ktivka Czech Republic 6
Md Yunus Melor Malaysia 6

When it comes to total citations, Kralik from Slovakia emerges as the leader with an
impressive record of 158 citations as demonstrated in Figure 2. Burget from Czech Republic with 134

citations is listed next.

Journal of Language Research, Vol 8, Issue 2
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Citations

Honggang Liu . 76

Fan Fang I 79
Marian Pavelka I 83
Zhonggen Yu I 95

Authors

Lawrence Jun Zhang I 113
Oldrich Pichot I 12?2
Lukas Burget I 134
Roman Kralik I 158

0 20 40 60 80 100 120 140 160 180
Number of citations

Figure 2. The number of citations by authors

Knowing the top influential journals is important from the perspective of future researchers.
Table 2 below shows the most influential journals, with the top three journals being Sustainability with
498 publication titles, International Journal of Sustainability in Higher Education with 35 publication
titles, and Journal of Cleaner Production with 22 publication titles. As it is clear from the results that
Sustainability is well ahead compared to other journals.

Table 2. Top Influential Journals According to Publication Titles

Name Publication Titles
Sustainability 498

International Journal of Sustainability in Higher Education 35

Journal of Cleaner Production 22

Environmental Education Research 20

People and Nature 17

Environment Development and Sustainability 10

Frontiers in Psychology 9

Plos One 9

Top field of research topics

Some specific research topics that would further support the definition of the study have also
been underlined here (see Table 3). In the field of "Education and Educational Research,” there were
196 cited topics. Next is "Language and Linguistics " with 194 cited topics. These are areas in which
the concept of "sustainability” and "language education" differ from that of education, demonstrating
the life-changing potential it can bring to every single discipline related to learning.

Table 3. Top Fields of Research Topics According to Citations

Name Publication Titles
Education & Educational Research 196

Language & Linguistics 194

Management 139

Social Psychology 76

Forestry 59

Sustainability Science 47

Climate Change 39
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Hospitality, Leisure, Sport & Tourism 32

2. Bibliometric analysis of the keywords: Co-occurrence mapping

VOSviewer network visualization was employed to capture the keywords provided by the
authors of the articles. Figure 1 presents the network of authors' keywords. Moreover, the group or the
connection of phrases is represented by colour, circle size, text size, and line thickness. These
keywords were selected in the Dimensions database with a minimum threshold of 10 occurrences.
This visualization used co-occurrence mapping to represent relationships between these keywords,
based on text-data. The size of nodes is proportional to frequency of occurrence. The colors of the
visualization represent various groups of phrases, all combined under clusters. van Eck and Waltman
(2017) state that while clusters show how the topics are connected, curves connecting the nodes
illustrate the co-occurrence of these terms in the same publication.

The research showed that sustainability in language education was separated into five main
clusters. These five main clusters are red, green, orange, blue, pink and purple, and they are much
larger than the rest. The top emerging keywords in the clusters are sustainability with 167 occurrences
and a total link strength of 166, higher education with 71 occurrences and a total link strength of 75,
and sustainable development with 48 occurrences and a total link strength of 36.

Some of the main keywords of the red cluster are sustainability, climate change and
professional development. The second cluster, represented by the green color, contains topics on
sustainable development, sustainable development goals, qualitative research, technology, quality,
management, and assessment as shown in Figure 3. The third cluster, shaded in orange, represents a
whole range of topics that includes higher education, university, diversity, students, and digitalization.
On the other hand, the blue cluster represents some topics such as English as a second language,
transdisciplinary, and education for sustainability. While online learning, natural language processing,
pandemic and Covid 19 are in the pink cluster, ChatGPT, health and environment takes place in the
purple cluster. As these study areas have not yet been specialized, more generic concepts are still
being investigated and researched. However, such terms will be useful to anyone researching with the
aim of constructing search strings for bibliometric or systematic analysis, or even conducting research
on ELT.
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Figure 3. Bibliometric analysis of the keyword publications of “sustainability” and “language education
3. Bibliometric analysis of citations by countries and organizations

This study evaluates the overall number of publications generated in a country. The
sustainability in English language education publications included a comprehensive list of 52
countries. Figure 4 shows the top 15 countries, highlighting their significant contributions. China had
the highest number of publications with a total of 322, and 4130 total citations with total link strength
of 12. Most of the studies were conducted in countries where English is taught as a foreign language
or as a second language. Among the top 5 productive countries, countries that speak English as their
native language are quite remarkable. These include the USA with a count of 213 publications with
3708 citations and total link strength of 15, and England with 110 publications with 1405 citations and
total strength of 11. It is evident from this finding that the EFL or ESL countries have emerged as one
of frontrunners in the realm of sustainability in English language education. Apart from these
countries, it is also important to emphasize the number of publications in other countries. For instance,
Spain has a total of 144 publications with 1779 citations and total link strength of 5, and Czech
Republic has 117 publications with 2208 citations and total link strength of 8.

Journal of Language Research, Vol 8, Issue 2



10
Exploring Research Trends in Sustainability in English Language Education from 2014 to 2024: A Bibliometric Analysis

uuuuuuuuu

czech public

engléing

““““““
......

thkorea /
peoples r china cafica

,,,,,,

& vOsviewer I
2020 20205 20210 20215

Figure 4. Bibliometric analysis of the citations by countries

Organizational citations are further categorized into nine clusters, with each cluster
represented by a different color: red, green, blue, yellow, purple, orange, pink, and turquoise, and
brown, as shown in Figure 5. Charles University in Prague has the largest number of documents at 19
against a total of 311 citations and with a link strength of 1392. Next is Tokyo University with 17
documents against a total of 154 citations with a link strength of 1821. The third place belongs to the
University College London (UCL) with 16 documents, 146 total citations, and with a link strength of
1288.
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Figure 5: Bibliometric analysis of the citations by organizations
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4. Bibliometric analysis of the bibliographic coupling by authors and sources

Bibliographic coupling is a method that brings together documents citing the same group of
cited sources in terms of comparison of citing articles (Jarneving, 2007). The bibliographic coupling
map with respect to authors and sources is presented in Figures 5 and 6, respectively. Three distinct
clusters about authors are noticed with a different color in Figure 3A. The author Lawrence Jun Zhang
comes from New Zealand, and he has the record of 9 publications with 113 citations and a total link
strength of 32. Fan Fang and Honggang Liu from China have been following Lawrence Jun Zhang and
they have the same record of 5 documents with 79 and 76 citations respectively and a total link
strength of 299. Roman Kralik from Slovakia is another outstanding author who has 5 publications
with 158 citations and a total link strength of 1. Xuesong Gao from Australia featuring among the top
lists has 5 publications with 17 citations and a total link strength of 15. Harwati Hasim and Zhonggen
Yu forming the last cluster have also the same record of 5 documents with 54 and 95 citations
respectively. While Hasim has a total link strength of 21, Yu has a total link strength of 9. These
results are very similar to the bibliometric analysis of citations as far as authors are concerned and
indicate that all those authors are very strongly related to and influential in this research community.
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kralikgigoman

S vVOSviewer

Figure 5. Bibliometric analysis for bibliographic coupling of authors

Regarding the analysis of the sources, clusters are depicted through the colors; orange, red,
green, blue, yellow, and purple. The first source is titled “Sustainability” with the document number of
225 and a total of 3788 citations with a total link strength equal to 2029. The next source is titled
“International Journal of Sustainability”. It is characterized by the document number of 35 with 249
citations in total and a total link strength of 1210. The other source is “Journal of Cleaner Production’,
which has 22 documents with 898 total citations and a link strength of 300.
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Figure 6. Bibliometric analysis for bibliographic coupling of sources
DISCUSSION

This comprehensive bibliometric analysis represents prominent trends and several important
insights into the evolving landscape of sustainability research in English language education. In this
sense, the study is very timely, as language education could indeed profoundly influence value, skill,
and knowledge development among learners to become active problem solvers for many major global
issues like climate change, social inequality, and environmental degradation. Integration of
sustainability into language teaching can empower learners to acquire critical thinking, global
awareness, and responsible citizenship so that they develop appropriate skills for the attainment of
sustainable development goals. Moreover, since English is very much an intercontinental language
nowadays, teaching sustainability will be useful in furthering between-culture understanding and
collaboration—two highly relevant plans for engaging with the complex, connected issues that
challenge the contemporary global community (Cordoba, 2024). As such, a growing stream of
publications in this area not only contributes to the development of language education but also
supports higher-level efforts toward greater sustainability and equity.

To expand further on, the trends of publications from 2014 to August 2024 clearly point out
the prominent growth of sustainability in language education research. First, the field remained
somewhat underdeveloped until 2019. It could simply be a question of time, as the integration of
sustainability in language education is a rather new thing. Then, in early 2020, the tendency suddenly
appeared in publications, reflecting an increased recognition given to such an interdisciplinary area
(Yuetal., 2024). In particular, 2022 stands out as the most productive year, where 290 articles reached
their peak. This strong growth in scholarly publications can be attributed to the wider global focus on
the SDGs. As educational institutions and researchers increasingly frame their work in terms of these
global targets, there has been a corresponding growth in research investigating how language
education might help to achieve sustainability (UNESCO, 2020a). Furthermore, the emphasis on the
SDGs in language teaching and learning is a significant shift in research interests away from the
traditionally strategic language teaching and towards a broader concern for social objectives. This
trend underlines that education in fostering sustainable practices and demonstrates the potential of
language education regarding contributing to global sustainability initiatives (Kohl et al., 2022). As
this field continues to develop and evolve, it is most likely that the number of publications is going to
increase as scholars search for new ways on how sustainability can fit into language education
frameworks. For instance, Meduna from the Czech Republic and Zhang from New Zealand turn out to
be at the top when considering the number of publications; both contributed a really high nhumber of
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studies. Their high productivity reflects serious commitment to contributing further research in this
area and thus probably makes them influential voices within the academic community. The next two
contributors after Meduna and Zhang are Burget and Pavelka from the Czech Republic. No doubt,
many of the top contributors hail from the Czech Republic, which is possibly a suggestion of the
concentrated effort there within the Czech academic community for the exploration and development
of sustainability and language education. This could be the proof of strong institutional support and a
collaborative research environment within the country to foster research in this domain (Christou et al,
2024). Furthermore, Gao from Australia, Plchot and Kf¥ivka from the Czech Republic, and Melor from
Malaysia underline the global character of this field of research. The fact that these authors are from
different parts of the world underscores again the universal relevance of sustainability in education
(UNESCO, 2020b). Climate change and sustainable development are important influential issues on
the global agenda, whereby cross-cultural and international approaches to educational research begin
to assume greater importance (Droubi et al., 2023). Their contributions to knowledge, therefore, on the
basis of these top authors, provide a way not only for advanced academic research but also for
practical applications that may benefit educational systems worldwide.

Regarding the top influential journals in the field of sustainability concerning English
language education, the analysis revealed that “Sustainability” dominated the domain publications
with 498 titles, far ahead of other journals. This dominance underscores this journal's lead in assuming
a central role among key platforms to share research related to the integration of sustainable practice
into education. Such broad focusing by the journal on sustainability issues likely explains its
popularity among researchers seeking to explore interdisciplinary approaches within education (Yu et
al., 2024). Following “Sustainability”, the “International Journal of Sustainability in Higher
Education” and “Journal of Cleaner Production” are also recognized, though with a considerably
smaller number of publications. That the fact these journals appear in the list of top contributing
journals raises interests in the fast-building interest in ways of effectively applying issues of
sustainability into the setting of higher education. Again, with regard to this study area, leading
journals provide valuable insights on challenges and chances for advancing sustainability in
educational institutions through research, which is not only theoretical but also practical and
applicable across various educational contexts (Abo-Khalil, 2024). The clear lead of “Sustainability”
would suggest that at least in the field, researchers prefer to publish in journals that provide broad,
interdisciplinary platforms where their work can reach diverse audiences. At the same time, significant
contributions from other specialized journals, suggest that there is also interest in more focused
discussions about how sustainability principles may be embedded precisely within educational
frameworks (Sterling, 2021). On the other hand, the topic research in sustainability for English
language teaching underlines the scope and interdisciplinarity of the field. The top "Education and
Educational Research" has 196 cited topics, demonstrating the central nature of education in
promoting sustainability. This focus indicates that there is a growing recognition of the need to
mainstream sustainability in learning processes if current competent skills and knowledge are to be
developed to solve contemporary global problems (Parr et al., 2023). Closely following is "Language
and Linguistics”, which represents another important area under study and points out how much
attention is placed at the interface of language teaching and education for sustainability. The almost
equal attention to these two areas—education and language—reflects the beginning of an
understanding that sustainability is not something related either to the environment or to economics,
but rather cuts across all fields of learning and communication (Brundiers et al., 2021). The findings
also underpin how the combining of issues of sustainability into education and language disciplines is
a highly promising space for transformative change. Through its embedding within educational
frameworks, it provides learners with critical thinking skills and global awareness to navigate and
address a lot of life's most complex problems (Ahmad et al., 2023). In the same way, embedding
sustainability in language education will create an avenue for increasing learner perspectives and
responsible communication practices that are more ethical in nature.

Moreover, the bibliometric analysis of keywords through co-occurrence mapping gives some
very important clues to the thematic structure of research on sustainability in language education.
There were five distinct clusters of keywords identified through VOSviewer. Each of these clusters
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captures a unique thematic focus within the broader landscape of the research under consideration.
This clustering not only underlines the diversity of topics under exploration but also underscores their
interrelatedness with respect to sustainability and language education. To be more precise, the red
cluster, with "sustainability,” "climate change," and "professional development” as very prominent
keywords, describes the grass-roots constituents for what integration means within the education for
sustainability field. These themes are relevant to knowledge about how language education might
contribute to larger environmental and social targets (Yu et al., 2024). It is understood that, with the
strong emphasis on sustainability in language education, there would be a great commitment to the
development of educators and learners themselves for better preparation regarding the upcoming
global challenges (van Eck & Waltman, 2017). On the other hand , the green cluster appears to be
oriented towards "sustainable development,” "sustainable development goals,” and "qualitative
research,” thereby showing that interest is increasingly growing in language education, taking into
consideration the United Nations' Sustainable Development Goals. The fact that technology,
management, and assessment-related keywords have emerged shows interest by researchers in
innovative practices and methods of measurement to strengthen analysis for sustainability activities
within education settings. Within this orange cluster—with keywords such as "higher education,"
"university,” "diversity," "students,” and "digitalization"—one is able to deduce how institutions of
higher learning change their role in their pursuit for sustainability. This cluster thus brings out the role
of diversity and digitalization as key partners in shaping education into times ahead when sustainable
practices in higher education are increasingly viewed in the light of inclusivity and technological
advancement (Brundiers et al., 2021). The blue cluster, with keywords like "English as a second
language," "transdisciplinary,”" and "education for sustainability," chimes in with the function of
language education underpinning interdisciplinary approaches toward sustainability. The language
education argued here is not only a medium for communication but is also taken as a critical tool in
bringing plural disciplinary perspectives on sustainability (De la Fuente, 2022). The pink and purple
clusters deal with contemporary and emerging issues. The pink cluster, with keywords such as "online
learning,” "pandemic,” and "natural language processing,” reflects the turns of education as a result of
COVID-19. This cluster gives more emphasis on digital tools and remote learning as maintaining
educational practices through crises. The purple cluster, including "ChatGPT," "health,"” and
"environment,” has been indicating an emerging interest in the intersection of language technology,
health, and environmental sustainability. The cooccurrence mapping of the keywords finally reveals a
complex and dynamic research landscape in which traditional topics are being enriched with new
interdisciplinary approaches. From this place, these findings supply a kind of map that would provide
future research directions, listing areas where sustainability and language education come into contact
most dynamically and thus lay a foundation for constructing targeted research strategies within this
fast-developing field.

What is more, the bibliometric analysis of citation by countries and organizations depicts how
research on sustainability in the teaching of the English language is currently being conducted
globally. It is indicated that a good number of research is the product of EFL and ESL countries. The
result underlines the developing importance of integrating concepts of sustainability into English
language teaching within different linguistic and cultural contexts. It means that China was the largest
contributor, with a total of 322 publications and 4,130 citations, showing this country's large
contribution to the growth in the development of research into this topic. This is further validated by
the contribution of the United States and England, both native English-speaking countries, into this
research domain. With 213 publications and 3,708 citations, the United States, together with England,
having 110 publications and 1,405 citations, shows that research on sustainability in English language
teaching is also gaining ground in countries where English is the native language. Other non-native
English-speaking countries, Spain and the Czech Republic, that have contributed significantly
demonstrate that there is a general interest in the subject area stemming from all regions. The
organizational analysis identified important contributions from institutions such as Charles University
in Prague and Tokyo University, both of which contribute a sizeable number of documents and
citations. In other words, these institutions are among the biggest contributors toward supporting
research into sustainability within language education, probably thanks to dedicated research programs
or collaborative networks focused on this theme. To summarize, the bibliometric analysis of the
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citations by the country and organization thus reflects a vibrant research landscape that is truly global.
Evidently leading are EFL and ESL countries, while native English-speaking countries and key
academic institutions deliver important contributions to collaborative and interdisciplinary research on
sustainability in English language education. These results are a map of the current state of the field,
but also a guide for future research studies and potential international collaborations.

Furthermore, the bibliometric coupling analysis by authors and sources brings out the
solidarity of the research community. All the authors, such as Lawrence Jun Zhang, Fan Fang, and
Honggang Liu, are located very close to each other and hence highly connected through a
collaborative network. The link strength of the highly cited authors, for example, Roman Kralik, is
relatively low, thereby indicating that although their work has huge impacts, they have narrow scopes
or are less related to other parts of the research network. It can be seen that "Sustainability" is leading
in the ranking both by publication titles and in total link strength, which more definitely defines its
position as a central hub of research into sustainability. Strong coupling between sources like the
"International Journal of Sustainability" and the "Journal of Cleaner Production" with "Sustainability"
means that these journals have been frequently cited together, and therefore, there is a coincidence of
interests in research and interest in themes related to sustainability.

All in all, the results of this study are expected to highlight the trends and patterns in
sustainability research in EFL teaching, analyzed with various bibliometric methods. These patterns
provide insight into the evolution of this field, the influence of key contributors, and the central themes
that have driven recent scholarly discourse.

CONCLUSION AND SUGGESTIONS

This comprehensive bibliometric analysis points to key trends and insights into the dynamic
evolving landscape of sustainability research in English language education. Further consideration
given to the issue of the significance of the present research makes it clear that sustainability in
language teaching is not an academic end but an important prerequisite for how future generations can
work on global challenges such as climate change, social inequality, and environmental degradation.
Sustainability has to be integrated into English language teaching because language is such a powerful
tool in the way human beings think, express themselves, and engage with the world.

Seeing that English is an international lingua franca, the ways it is being taught will have far-
reaching implications both for researchers and educators. By making language education integrated
with ideas of sustainability particularly making necessary changes on language curricula or faculty
development programs, educators can provide learners with knowledge that makes up a critical base of
thinking, global awareness, and ethical frameworks in which contemporary complexity will be
understood and addressed. In fact, this approach offers more than just enhanced language proficiency,
as it gives students a deeper sense of responsibility and active citizenship and sensitizes them to be
meaningful contributors to sustainable development goals (SDGs). Therefore, it is important that
educators be oriented regarding sustainability in their practice and make attempts toward the
achievement of the SDGs through innovative language approaches. For example, sustainability-
themed texts such as novels, articles, and documentaries that address environmental and social issues
can be integrated into the lesson. Moreover, fostering engaging discussions related to sustainability
and enriching relevant vocabulary will not only help students develop a sense of ownership and
responsibility towards their environment but also improve their language skills. This can also be
supported by the help of authentic contents via news articles, podcasts, or even TED Talks on
ecological topics, which will foster critical engagement with real-world issues. Finally, students can
organize virtual exchanges with students from several countries to discuss one of the key challenges
related to sustainability, which will enhance their intercultural understanding and improve their
conversational skills. It is clear that the increased research in this area is a necessity for further
progress in education methods contributing to the global effort toward a more sustainable, equitable,
and inclusive world. For researchers, this study reinforces the fact that, as time passes, the importance
of interdisciplinary approaches linking sustainability and language education will only grow in
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importance, thus indicating that future research should further continue the pursuit of inquiry in this
area.

While this article has undoubtedly added valuable insights, there are many areas that require
further research. Future research should be conducted, for example, on explicit pedagogical
approaches and teaching strategies in the integration of issues of sustainability into language
education. Although this study has pointed out the growing interest in this area, it still lacks many
empirical studies that examine the influence of these approaches on learners' sustainability literacy and
general linguistic proficiency. Further research may be done on how digital tools and technology
support—for example, online learning platforms or natural language processing—might enhance the
effectiveness of education for sustainable development in language classes. Comparative studies
across different cultural and linguistic contexts will help this domain of research understand better
how to tailor sustainability education for diversified learners across the globe.

This study is not without its limitations. First, it limited itself to studies indexed in specific
databases. This points to a limitation: relevant studies published elsewhere could have been missed in
the analytical process. The focus on English language education, though deliberate in nature, further
limits the findings' generalization possibilities to other language education contexts. The fact that this
research is exclusively based on bibliometric methods is also a limitation, as it only allows the
indication of trends and patterns but does not give any deep, qualitative understanding of the content
and impact of the research under scrutiny. In this respect, future studies should focus on sampling
different sources, representing other language education contexts, and complementing the bibliometric
approach with qualitative analysis to reduce these limitations.
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Abstract: This study describes the implementation of five activities (individual oral presentation, impromptu
speech, graduation speech, puppetry, and voice-over roleplay) in an English as a Foreign Language (EFL)
speaking class at a Turkish university. In order to make students produce English output and change their
resistance towards in-class participation, a ten-week programme has been implemented. Providing L2-
speaking experience under different task conditions, the aim was to investigate student narratives on
advantages and disadvantages of each activity and to illustrate how spoken production activities could be
useful in getting EFL learners to talk. Qualitative data collected through journal entries, focus group
discussions, and classroom observations have been analysed using thematic narrative analysis. Findings
indicate that students favour the diversity in speaking activities they do in the classroom and highlight unique
advantages of each activity type based on their learning experiences. Implications applicable to EFL teachers
practising in similar contexts are also discussed.

Keywords: pushed output, speaking skills, speaking anxiety, EFL learners, L2 English

INTRODUCTION

Although a comprehension-based approach to English language teaching (ELT) favours the
mastery of receptive language skills before production, Swain (2005) suggests that second or foreign
language (henceforth L2) users, at any stage of their development, should be pushed to produce
output. In this production-based approach, it is assumed that L2 users notice and acquire language
features that are necessary for speaking, including those they might not fully internalise through L2
input. Considering the challenges involved in getting L2 users to speak in English as a foreign
language (EFL) classes (Talandis & Stout, 2015; Zhang & Head, 2010), it is likely that a
comprehension-based approach leads to a self-fulfilling prophecy, which results in learner reticence
and underdeveloped speaking skills. Pushing L2 users to produce oral output, however, could allow
them to test their speaking skills, making them notice gaps in their rapidly evolving L2 competence
and capitalise on the time-on-task principle (Newton & Nation 2021).

As Harmer (2015) exemplifies, EFL speaking practice done in the classroom has many
advantages, including rehearsing for situations and topics that might happen in real-life, receiving
feedback from peers and the teacher, and having experiential opportunities to turn declarative
knowledge into procedural knowledge by carrying out functional tasks. However, its importance in
second language acquisition and interpersonal communication notwithstanding, speaking is often
regarded as an overlooked skill in most EFL contexts (Newton & Nation 2021). An important reason
underlying this phenomenon is the anxiety-inducing nature of speaking, especially in an L2
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(Maclintyre & Gardner, 1991). Another factor prevalent in EFL contexts is communication reticence,
which refers to the hesitation or reluctance of students to participate in speaking activities due to
factors like fear of making mistakes, low confidence in their language abilities (Tsui, 1996), or not
wanting to take risks by using English in unfamiliar tasks (Liu & Jackson, 2008). In this regard,
various spoken interaction and production tasks are suggested to encourage oral output in L2
(DeKeyser, 2007), as active language production is a desired feature of language education and known
to increase learners’ language awareness (Philp & lwashita, 2013).

As for the Turkish context, previous research shows that speaking anxiety is a common problem
in English classes, including concerns over limited language proficiency, fear of making mistakes in
front of classmates, and other issues related to speaking performance (Hol & Kasimi, 2022). Lecturers
and teachers usually acknowledge Turkish students’ lack of accuracy in speaking (Gerede-Hoyland &
Camlibel-Acar, 2024), as well as linguistic and affective problems influencing their L2 English
performance (Gokce & Kecik, 2021). It is reasonable to assume that EFL teachers may hold differing
beliefs and cognitions about teaching speaking skills (Baleghizaden & Shahri, 2014). However,
nationwide surveys in Turkiye commonly suggest that both teachers and students perceive the place of
spoken English as far from the ideal, despite attaching great significance to the development of
speaking skills (Dagtan & Cabaroglu, 2021). In this respect, various recommendations are discussed
for the rectification of speaking-related problems in English classes, ranging from making changes to
the education and testing system (Dagtan & Cabaroglu, 2021) to increasing in-class speaking
opportunities (Farrell & Yang, 2019) by preparing speaking-enhanced syllabi and finding ways to
motivate students through various types of engaging activities (Gokce & Kecik, 2021), such as role
plays and drama-based techniques (Arslan, 2013; Hismanoglu & Colak, 2019).

Even though the above-mentioned studies report reticence and speaking problems in EFL
contexts, their focus is mostly on the effectiveness of oral language teaching materials and general
strategies or vague policy-based suggestions in solving these issues. In addition, Turkiye remains an
under-studied context in which anxiety of English class performance and confidence with English
language are known factors affecting learners’ reluctance to speak in the classroom (Thompson &
Khawaja, 2016). Despite such descriptive accounts, there is limited research with a practical lens that
explores and suggests specific speaking activities. The current study aims to fill this gap by exploring
how English language learners can be encouraged to produce L2 output through several activity types.
This paper describes the qualitative findings from the implementation of five speaking activities over a
ten-week period in an EFL speaking class at a Turkish state university. These activities include (a)
individual oral presentations, (b) impromptu speech, (c) graduation speech, (d) puppetry, and (e)
voice-over roleplay. Through a qualitative approach, students’ learning experiences were tracked and
analysed via reflective journal entries, focus group discussions (FGD), and in-class observations to
seek an answer to the following research question: How do Turkish learners of English perceive the
advantages and disadvantages of the five pushed output activities implemented in an EFL speaking
class, based on their learning experiences?

METHODOLOGY

It has been shown in Swain’s (1985, 2005) works that foreign language learning could happen
much more effectively when learners are pushed to produce language output, which aligns well with
the advent of the communicative methodology concurrently adopted in various settings (Savignon,
2002). Under this theoretical framework, this research adopts a qualitative design that thoroughly
examines student experiences and reactions (Cohen et al., 2017) to the activities selected. The practical
and participatory nature aligns with the principles of educational action research with a view to
exploring how certain activities impact students’ speaking abilities, utilising reflections, learning
experiences, and observations. This exploratory and reflective process combining research with action
(Cohen et al., 2017) contributed to the planning and evaluation of the activities. In this context,
problems of learner reticence and foreign language anxiety were encountered in a relatively crowded
class of 55 Turkish adult learners of English (34 females and 21 males, aged between 19 and 24)
enrolled in an EFL speaking class at a Turkish state university. The participants were chosen using a
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convenience sampling method, which includes easily accessible and willing individuals (MacNealy,
1999). In terms of the Common European Framework of Reference (CEFR), although all the students
were deemed B1 level learners according to institutional regulations, they were hardly able to carry
out tasks denoted in the corresponding level’s speaking descriptors (cf. Council of Europe, 2001),
which led to the emergence of this study.

Upon a four-week tentative observation of the mentioned problems in this EFL speaking class,
the following ten-week period was allocated to improve the students’ speaking skills through pushed
output activities. For this, widely used resources for teaching speaking skills (e.g. Bygate, 1987; Goh
& Burns, 2012; Newton & Nation, 2021) were reviewed, and five different tasks that could push
students to produce oral output in English were implemented. Previous research suggests that learners
may respond to familiar and unfamiliar tasks differently, exhibiting varying levels of desire to speak
and emotional states (Aubrey et al., 2022). To avoid discouragement and taking into account the
participants’ proficiency levels (B1), tasks that would primarily facilitate spoken production rather
than spoken interaction (see Council of Europe, 2001) were focused on, although some activities were
partly interactive. Each of these tasks (i.e. individual oral presentations, impromptu speech, graduation
speech, puppetry, and voice-over roleplay) was completed in two weeks, resulting in a ten-week
period of intensive speaking practice. The visual representation of the research process is shown in
Figure 1.

Figure 1. Data collection process

Individual oral presentation (Weeks 1-2)
In-class observation Student journal entries Focus group discussion

Impromptu speech (Weeks 3-4)
In-class observation Student journal entries Focus group discussion

Graduation speech (Weeks 5-6)

In-class observation Student journal entries Focus group discussion

Puppetry (Weeks 7-8)
In-class observation Student journal entries Focus group discussion

h 4

In-class observation Student journal entries Focus group discussion

To keep a track of the qualitative features of narratives about the selected tasks, the
participants’ written journal entries were collected every other week (each being approximately one-
page long per participant); FGDs were conducted at the end of each activity type with a subsample of
the participants (the same group of four participants taking part in five discussion sessions in total);
and in-class observation notes were taken by the researchers during classes. The participants were
asked to reflect on any positive or negative learning experiences they deemed important in their
journals. In FGDs, the issues mentioned in journal entries were directed to a subsample of the
participants with the aim of elaborating on the usefulness of each activity type (e.g. How do you
evaluate your performance in the individual presentation? What advantages do you think the
impromptu speech task can bring to an EFL classroom?). As for in-class observations, the researchers
took unstructured field notes that were related to speaking performance, task accomplishment, and
other factors such as participation. Subsequently, a thematic narrative analysis was used to examine
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learning experiences and implications that originated from the implemented activities. To investigate
the perceived effectiveness of each speaking task, the three data sources were analysed and cross-
referenced according to highlighted advantages and benefits as well as disadvantages and challenges.
Findings and implications related to each activity type are presented with related extracts in the
following section.

Table 1. Properties of the selected speaking activities

. Roleplay or . Interaction
Pre-task planning dramatisation Topic patterns

Ind|V|dua}I oral Planned No Selective Mostly monologic
presentation
Impromptu speech Not planned No Random Mostly monologic
Graduation speech Planned Yes Partly fixed Monologic
Puppetry Not planned Yes Partly fixed Class interaction
Voice-over roleplay Planned Yes Fixed Pair interaction

FINDINGS AND DISCUSSION
Individual Oral Presentation

Within the realm of teaching speaking skills, individual oral presentations hold a unique and
time-tested position. They serve as a testing ground for spoken production, as well as requiring
effective presentation skills. As Goh and Burns (2012) contend, one of the advantages of monologic
tasks like individual oral presentations is that they give learners an opportunity to talk about something
extensively without interventions or interruptions. In this task, the students were asked to choose a
topic of their interest and prepare a short presentation that should not exceed a five-minute time limit.
After selecting a topic and being allocated time for pre-task planning, the students delivered their
presentations in the classroom environment, after which they received feedback from the instructor
and their peers.

A combined analysis of the qualitative data regarding the individual oral presentations indicates
a shift away from concerns about linguistic engagement to effective presentation skills and
extralinguistic features of interpersonal communication such as eye gaze, stage use, and pacing. That
is to say, the students seem to have prioritised the delivery aspects of their oral presentations,
recognising the importance of communication beyond language structures. As the following extracts
illustrate, the narratives mostly touched upon nuanced details concerning their presentation
performance in a way distancing themselves from foreign language anxiety of speaking English.

Sibel® in FGD 1: ‘I was first annoyed with myself while during my presentation. I had really
uncomfortable movements, such as my body language, what | said during the talk. After a
while, | realised that | digested them, and | observed my mistakes and acted in a more neutral
way.’

Okan in his journal entry: ‘During the presentation, we make eye contact and seeing the heads
of the audience looking at their desk [instead of us] demotivates me a bit. | would have liked
them to make more eye contact with me.’

Levent in his journal entry: ‘In my speech, I was completely lost in terms of posture. I still
realised mistakes such as staying still, less use of hands, walking too much.’

® All the names are pseudonyms.
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The field notes from in-class observations confirm that throughout the weeks in which
individual oral presentations were delivered, the participants’ attention was largely channelled into
their presence on the stage in front of an audience. These observations also indicated a perceived
discrepancy between plans for presentations and students’ actual in-class performance, such as
instances of exceeding time limitation or perceived lack of fluency. Nonetheless, because the
participants were mostly concerned about presentational aspects of their speech, they produced oral
English output without excessive hesitations or pauses. It was noted that oral presentations were
regarded as a comfort zone for the students, in which they did not have to take many risks but deliver
the speech they had prepared on a topic of their own choice. This facilitated a relatively anxiety-free
speaking practice in L2 English, which might be useful at lower proficiency levels as well. Overall,
this task was reported as a fruitful practice for topic organisation and stage management, but it was
noticed that a small number of students only memorised their lines and spoke in a relatively
monotonous tone, not paying enough attention to phonological properties of English, including stress,
rhythm, and intonation.

The student narratives suggest that this monologic speaking activity appears to be useful in
fostering a diverse range of speaking abilities. Speaking English in front of their classmates, the
participants adopted various affective and communicative strategies to overcome foreign language
anxiety, which could contribute to their L2 competence and presentation skills. Additionally, they
took responsibility for topic selection and found ways to identify key points to articulate their thoughts
and ideas in a coherent way, which made them focus more on the content than linguistic structures.
Some of the students, on the other hand, found this activity relatively boring when the speaker on the
stage was not enthusiastic or did not prepare well enough. It was noticed that a few students either
memorised prefabricated English sentences or read directly from a speech card; however, this was not
a general case. All in all, the remarks made by the participants highlight that oral presentations bring
about an opportunity to talk about diverse topics, which is a desired feature of pushed output activities
(Newton & Nation, 2021), and allow them to practise speaking English in front of an audience. It
might, however, be sometimes over-repetitive and time-consuming, as learners have to select a topic,
organise the information in an appropriate manner, and prepare presentation materials to be used in the
classroom.

Impromptu Speech

Characterised by flexibility, immediate responses, and a lack of preparation time, impromptu
speech presents a formidable challenge even for experienced L2 users. Activities requiring
improvisation and impromptu speech often serve as a testing ground for EFL learners to utilise their
whole speaking repertoires. In this case, a simple design of an impromptu speech task was followed.
First, certain open-ended questions (e.g. Will artificial intelligence replace human translators in the
future? How does language shape our perception of reality and influence our interactions with others?)
were written down and shuffled in a box. Second, a student was selected and asked to pick a random
prompt card from the box. Third, the student was given about 30 seconds to think about an idea or
opinion about the randomly chosen topic and then proceeded to produce L2 English output for at least
one minute. This procedure was repeated with all the participants. The highlight of this activity is that
it necessitates the production of English output on a randomly chosen topic both quickly and
spontaneously, often forcing learners beyond their comfort zones.

The student narratives, somewhat surprisingly, showed that most of the participants approached
the impromptu speech fairly positively. It was noticed that they attempted to use a range of
communication strategies to fill gaps in their linguistic repertoire and tackle the challenges arising
from delivering an unprepared speech in L2 English. This kind of enthusiastic engagement and
purposeful participation in the classroom environment, despite the lack of pre-task planning and being
forced to improvise using English, highlights that EFL learners could be willing to embrace dynamic
challenges when presented with the appropriate opportunity. The following quotes indicate that this
activity increased the participants’ awareness of the spontaneous nature of spoken English whilst
encouraging them to produce oral L2 output even in unprepared circumstances.
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Kerem in his journal entry: ‘Impromptu speech gives us the ability to think fast, make quick
decisions and speak on that topic without much preparation.’

Ebru in FGD 2: ‘I had a chance to really test myself, which made me think on my feet... Yes, it
was intimating but was also, you know, exhilarating at the same.’

Levent in FGD 2: ‘Impromptu speech was a kind of an activity that emphasised not what we did
but how we did it, [that is] how we captured the audience.’

It was highlighted in the observation notes that several students felt a bit nervous carrying out
this speaking task but nevertheless completed it successfully. However, there were also students who
could not speak English (without transitioning to Turkish) for the allocated one-minute period of time,
perhaps due to perceived pressure and speaking anxiety. This might prove the importance of
addressing the affective domain in handling EFL learners’ speaking problems (Gokce & Kecik, 2021).
Mentioning these affective problems in their journal entries and discussing their speaking anxiety
during the focus group session, the participants confirmed that they were unaccustomed to speaking
spontaneously in English, since it is rare to encounter impromptu speech or improvisation tasks in
most Turkish EFL classes.

Sibel in FGD 2: ‘This was the event that I was most nervous about because it is very
troublesome for me to explain something unprepared. Actually, it does not matter whether it is
in Turkish or English.’

Mehmet in his journal entry: ‘I think self-confidence is very important in this [impromptu
speech]. But | think | can overcome this with practice... I did not do such an activity in my high
school English lessons.’

In general, the impromptu speech task was deemed useful for creating a productive
communicative space in which the students had chances to experiment with the unknown and explore
ways to increase their communicative adaptability in spoken English. Besides encouraging the
utilisation of one’s entire linguistic resources, the observation notes denoted that completing an
impromptu speech task is likely to foster a sense of achievement in many students. It is possible to
discuss that speaking activities with surprise elements could make language learners focus on the
meaning they wish to convey, thereby creating authentic contexts for communication, the lack of
which is considered a profound problem in most Turkish EFL classes (Dagtan & Cabaroglu, 2021).
Furthermore, it was observed that the impromptu speech task might also contribute to problem-solving
skills and creativity, as it requires language learners to rapidly think about what to say and formulate
coherent output in L2. An example regarding this phenomenon was the diversity of ideas and opinions
articulated by different participants to the posed questions (e.g. Whilst one student stated that artificial
intelligence would make it unnecessary to learn any additional languages in the near future, another
student defended the complexity of human language over digital algorithms). Lastly, although it is
sometimes necessary to demonstrate a few examples beforehand or begin the task with volunteering
students rather than those experiencing higher levels of foreign language anxiety, the findings suggest
that impromptu speech could easily be adapted at different levels of proficiency. For instance, the
complexity and difficulty of prompt questions or task objectives could be adjusted according to the
students’ proficiency in English, requiring them to produce more complex output for longer periods at
higher levels or comparatively simple output for shorter periods at lower levels.

Graduation Speech

The graduation speech task is an engaging and imaginative speaking practice that invites
students to dramatise their graduation day, in which they try to articulate their experiences and
thoughts in a formal yet personal manner using English. For this activity, the participants were asked
to prepare and deliver an approximately one-page long speech in the classroom as if they were the
valedictorian in their graduation ceremony. A lectern was set up for the speaker role, and all the
students wore graduation caps and gowns to strengthen the atmosphere. Then, one by one, the
participants delivered their graduation speech as the valedictorian and thanked the audience at the end.
The key point underlying this speech production task is that the scripts were largely predetermined.
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The students needed to read or recite their own script whilst paying attention to prosodic features of
English, bridging the gap between written and spoken language. Despite a constrained topic centred
around the theme of graduation, the findings indicate that this activity helped the students practise how
to display complex emotions when producing formal English output based on a script written by
themselves, as exemplified by the following quotes:

Ufuk in FGD 3: ‘It was very fun for me to learn how to be natural while reading a text, to be
able to speak without reading when there is a text in front of you.’

Ebru in FGD 3: “We wore caps and gowns; it got us in the mood. I do not think it would have
been as effective if we did it in a regular class.’

Pelin in her journal entry: ‘Mine was an emotionally complex text... We had to bring all these
intricate emotions into the conversation.’

The comments made during in-class observations complemented that even a seemingly simple
monologic task could be highly engaging under right conditions. Delivering a graduation speech to
their friends in English, the students focused on the balance between authenticity and
individualisation, in an attempt to produce natural-sounding L2 output, as well as adjusting their pace
and intonation to predict audience reactions at certain places during speaking. It is known that
improving L2 users’ syntactic processing is a principal objective of pushed output activities (Newton
& Nation, 2021). In this task of delivering a graduation speech or similar activities involving
dramatised monologues, it is also possible for students to find a place to work on their phonologic
processing by analysing individual sounds and prosodic features of English, as they try to deliver a
formal speech as naturally as possible. This finding supports the previous studies reporting the
advantages of using roleplays and dramatisation techniques for teaching English pronunciation to
Turkish speakers (Arslan, 2013; Hismanoglu & Colak, 2019). Another advantage is that it is a highly
adaptable read-aloud activity that can be structured around a wide variety of themes (e.g. presidential
speech, award acceptance speech, farewell speech), which might provide pedagogical flexibility in the
classroom and enhance the public speaking skills of EFL learners.

Puppetry

Puppetry involves attaching personality and voice to various objects and offers a powerful tool
for storytelling in the classroom environment. It is especially common to see the use of puppets and
dolls in teaching English to young learners (Bekleyen, 2011). In the context of this speaking activity,
the participants were introduced to a character named Norton, a parrot puppet known for its naughty
jokes and behaviour. At the beginning of the class, they watched a video that included a short story
about the adventures of Norton and his companions. Then, small groups of students (3 or 4
participants per group) were asked to select the characters shown in the video to interact with one
another and other class members using one of the puppet characters. With puppets representing several
different characters, the students engaged with their peers by producing L2 English output through
diverse interaction patterns.

The entries written in student journals and remarks from the discussion session demonstrated
that puppetry was found to be one of the less effective speaking activities. One reason for this was a
sense of embarrassment in front of classmates and a lack of time to internalise the selected puppet’s
characteristics. It was suggested that an EFL teacher might need to establish classroom rituals to make
effective use of such puppets, which would necessitate a longer period of time than just one or two
lessons. Some narratives about the challenges highlighted by the participants include the following:

Ufuk in FGD 4: I cannot imagine myself in an English classroom full of young learners... It
can be very difficult for a student who does not like to deal with such a thing, to portray such a
character in front of their friends.’

Ebru in FGD 4: ‘As good as the idea is, unfortunately it becomes difficult in practice... There is
certainly a longer time needed to use them in the class.’

Journal of Language Research, Vol 8, Issue 2



26

Implementation of Five Pushed Output Activities in an EFL Speaking Class

Apart from the mentioned difficulties faced during implementation, there were some comments
about the positive effects of using puppets as a medium of spoken English as well. It was expressed
that puppetry could cultivate emotional intelligence and improve overall hand-eye coordination in
learners. Additionally, the participants stated that roleplaying as different puppet characters could be a
potential practice for imitating desired pronunciation models, which might act as a practical tool for
familiarising EFL learners with different accents.

Leyla in her journal entry: ‘Puppetry promotes emotional intelligence by creating unique
characters with distinct personalities and enables us to empathise and share their feelings with
others.’

Hakan in his journal entry: ‘The main idea of this activity is to provide practice in a way to
minimise the stress and make us feel comfortable when speaking English there.’

Sibel in FGD 4: I think it's a very developmental activity if you pay attention to features such
as emphasis and intonation.’

As a response to limitations of this task, one participant suggested that it would be better to
choose puppets that can appeal to the specified audience. All things considered, the findings denote
puppetry as a useful speaking activity for enhancing students’ socio-emotional abilities and social
interaction skills in EFL classes. It could particularly yield productive outcomes with younger learner
groups, since the use of diverse teaching materials such as puppets introduces a novel variety of
activities that can engage students’ curiosity and enrich their learning experiences (Bekleyen, 2011).
Nevertheless, it was noted that puppetry requires certain warm-up activities so that class members
have enough time to get accustomed to the particular characters and use their dialogues in the activity
accordingly. In this regard, puppetry might be seen as an extension of drama-based techniques, letting
EFL learners experience roleplaying in English through the use of an imaginary character.

Voice-Over Roleplay

Voice-over roleplay is a speaking task that aims to capitalise on auditory narrative skills through
the enactment of certain characters in a selected scene. It allows learners to undertake various roles
with different personalities and emotions by means of scripted roleplay in the classroom environment.
For this activity, a one-minute scene from the animated film ‘Brave’ was selected. First, the video of
the selected scene was shown to the participants so that they could familiarise themselves with the two
characters and their dialogues. Second, the script of the scene was distributed to the students, who
were asked to practise the specified dialogues to roleplay as one of the characters. Then, pairs of
students were invited to act out their roles in synchronous coordination with the muted version of the
scene displayed on a smartboard. The main purpose of this activity was to have the students produce
English output in a controlled environment by using roleplay elements. Therefore, the focus was on
vocalising the characters by paying attention to their L2 output and reflect the emotions conveyed in
their dialogues. There were some initial challenges related to the synchronisation of dialogues, but the
findings indicated that this activity offered the participants novel ways of speaking English, where the
performance of their roleplay overshadowed any small linguistic mistakes they made.

Sibel in FGD 5: ‘Voice acting was the best activity for me because I was not in full focus mode.
I just tried to act out my character in the best way possible... The mistakes | made were more
acceptable.’

Nuri in his journal entry: ‘The aim is to learn to match the character during the time the
character speaks. Here, the point was to learn to vocalise a sentence said by a character at the
right time in the right place, and also with the right intonation.’

The field notes signified that the voice-over roleplay task particularly boosted the participants’
motivation to use English as an instrument of communication and humour., parallelling the benefits of
acting from scripts for building L2 confidence (Harmer, 2015). This was largely due to the fact that
the students were able to observe and imitate characters that utilise spoken English for creative
interactions and conveying sophisticated meanings. Another advantage was that it helped cultivate a
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deeper understanding of different cultures depicted in the selected film and scenes, providing a useful
ground for improving EFL learners’ intercultural communicative competence. It is likewise possible to
choose films and scenes familiar to a student group to reduce their foreign language anxiety, and the
complexity or register of extracted scripts could be adjusted according to the proficiency level.
Incorporating voice-over roleplay into EFL teaching may not only enhance students’ linguistic skills
but also foster a supportive and engaging learning environment.

Researcher Positionality and Limitations

This study was conducted by two researchers who also served as the instructors of the EFL
speaking class described throughout the paper. As part of the commitment to ethical considerations,
informed consent was obtained from every participant at the beginning of the study, ensuring
voluntary involvement and confidentiality. Additionally, the participants were informed that their
participation in the data collection process would not affect their actual grades for the speaking class
they were enrolled in. The design was exploratory, closely aligned with the principles of action
research, with the primary aim of navigating through student narratives to investigate advantages and
disadvantages of certain pushed output activities. To achieve this, five specific activities that could
enhance the participants’ oral language skills in English were selected, and multiple qualitative data
collection tools were employed (journal entries, focus group discussions, and in-class observations) to
gather comprehensive insights into the learning process.

It is acknowledged that the researchers share a similar cultural background with the participants
and faced similar challenges and experiences when learning English as a foreign language, which
might have influenced the interpretation of the subjective qualitative data. Nevertheless, familiarity
with the cultural and educational context provided a more nuanced understanding of the participants’
learning needs. Conscious of the potential bias, there were deliberate efforts made to minimise any
potential bias that might be imposed upon the students. This included maintaining a reflexive approach
throughout the research process, critically examining personal assumptions, and maintaining neutral
interactions with the students to ensure credibility of the findings reported. The main goal was to
create a learning environment where the participants could freely express themselves, thereby
obtaining authentic data that genuinely reflect their experiences and opinions about the activities
implemented.

As for the limitations, the design and implementation of the selected tasks were largely
determined by the researchers themselves without detailed feedback from other field experts due to
time constraints in the initial phase of the study. The sample consisted of only one group of Turkish
EFL learners who were assumed to be at the B1 level in terms of their English competence. The
particular setting and participant group should be taken into consideration when interpreting the
findings presented, as this might limit generalisability to other contexts or different groups of EFL
learners. It should be noted that this study concentrated on the qualitative aspects of the pushed output
activities as subjectively highlighted in the participant narratives. In this respect, no psychometric
instrument was included in the procedure to keep a quantitative track of the participants’ attitudes
towards the implemented activities.

CONCLUSION AND SUGGESTIONS

This study has presented a qualitative account of the implementation of five speaking activities
designed on the basis of Swain’s (1985, 2005) pushed output hypothesis, which posits that language
learners develop their linguistic abilities through active production whilst attempting to produce output
in various situations. Over a ten-week period, the participants produced English output under differing
task conditions (see Table 1) and expressed their related experiences and opinions through written and
spoken narratives, as reflected in journal entries and focus group discussions. Student narratives
combined with in-class observations suggest that creating a task diversity to provide new grounds for
spoken English practice was favoured by the participants. Although there were some limitations or
criticisms mentioned, most of the student narratives centred around the advantages and benefits of the
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implemented activities. Key mentions include using body language and organising self-selected
content (individual oral presentations), engaging in critical and rapid thinking together with a sense of
achievement from dealing with the unknown (impromptu speech), linking a written text with spoken
language using appropriate pronunciation on stage (graduation speech), strengthening socio-emotional
abilities by experimenting with new teaching/learning materials (puppetry), and learning to
synchronise dialogues with character models by paying attention to pacing and other features of
spoken English (voice-over roleplay).

Overall, this study has been useful in demonstrating to the participant group that they possess
the ability to produce L2 output in different speaking tasks, regardless of their proficiency or other
affective challenges. The selected speaking activities are representative of fairly generic tasks that
could be easily incorporated into most EFL classes, requiring minimal technical or technological
prerequisites in the preparation phase. Since the current study focused on learning experiences and
reflective narratives, similar studies could be conducted to investigate the linguistic features of the
actual output produced by English language learners. In this line, the quality of the English output
could be examined with respect to different types of speaking tasks, which might reveal differences in
complexity under specified task conditions. Additionally, students’ English output could be analysed
for its communicative and interactional properties through such methods as conversation analysis.
Furthermore, quantitative tools might be helpful in tracking levels of willingness to communicate or
learning motivation in similar implementations.
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Abstract: This study investigates the secondary school English as Foreign Language (EFL) teachers'
perspectives on assessing English speaking skills after the new testing regulations introduced in the 2023-
2024 academic year by the Turkish Ministry of National Education (MoNE). With the new regulations,
students started to take English speaking exams for the first time in secondary schools in Tiirkiye. The study
focuses on EFL teachers' perspectives, feelings, experiences, and thoughts regarding pre-, during, and post-
exam situations in this adaptation process. In this qualitative study, data was gathered from 11 teachers via
one-on-one semi-structured interviews. The thematic analysis revealed that EFL teachers find the speaking
exams significant, necessary, and useful. In addition, the teachers reported feeling more motivated to use
English in speaking activities in class after the new regulations. While teachers generally expressed positive
sentiments regarding the introduction of speaking exams in secondary schools and the opportunity to
collaborate with colleagues during the adaptation process, they also reported experiencing negative emotions,
including feelings of unpreparedness, stress, burnout, fatigue, and hopelessness, largely due to the abrupt
timing of the change. Several challenges were reported, including difficulties with adaptation, ineffective
exam procedures, increased workloads for teachers, impractical grading procedures within the e-school
system, and the overall demanding schedules faced by educators. For the future of speaking exams, teachers
advocated for the continuation and sustainability of these exams, but they asked for improvement in the
current situation. The findings of this study can serve as a valuable resource for English testing and
evaluation, curriculum development, educational planning and programming, material development, in-
service teacher training, and the preparation of pre-service EFL teachers, particularly in relation to speaking
exams in secondary schools.

Keywords: English speaking exam, Speaking skills, Assessment of speaking skills, Teachers’ perspectives,
English language teachers

INTRODUCTION

The educational reforms carried out by the Turkish Ministry of National Education (MoNE) in
the last quarter century have enabled us to take steps to better teach English with a focus on the
communicative purpose of the target language. In this regard, language teaching that covers all four
language skills (reading, writing, listening, speaking) and the integration of communicative language
teaching (CLT) into foreign language education has been integrated step by step over the years
(Kirkgoz, 2007). While writing and reading skills were necessary for years, speaking and listening
skills were neglected, particularly in the assessment. The dilemma was that all these skills were
included in the books and curricula, but the exams did not include especially the speaking skills, which
also caused them to be neglected in the courses. According to CLT, all four skills are essential and
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must be taught and assessed. Turkish MoNE has made arrangements and improvements in the English
education curriculum at regular intervals so that primary, secondary, and high school English lessons
can be given at sufficient levels and hours. Over time, we witnessed a gradual change in the
curriculum and the exam systems.

At the beginning of the 2023-2024 academic year, secondary schools' English language
examination system has been radically changed by the MoNE. Before this change, students took
language exams twice a term in secondary schools, which were used to assess reading and writing
skills. With the new regulation, the exam system has been phased by additional examination sessions,
including listening and speaking exams. Including all four basic skills in the evaluation phase
constitutes one part of the exam changes. According to the new regulations, the main exam measuring
reading and writing skills is calculated out of 100 points and affects the student's grade by 50%. The
whole school must hold this exam with the participation of all classes on the same day and time, that
is, as a grade-wide exam. With the new regulation, it has been decided to hold two different exam
sessions apart from this grade-wide exam. These new speaking and listening exams are evaluated out
of 100 points, but each affects the student's grade by 25%. After the students complete all the exams,
the average grade is calculated by the teachers and uploaded to the electronic grading system called "e-
school.”

With the introduction of the new regulations, English teachers in schools began collaborating
to prepare exam questions. In addition, MONE decided that teachers should eliminate multiple-choice
guestions in the exams and instead ask open-ended questions that do not contain options. The ministry
shared sample exam scenarios with teachers for this transition and presented examples by showing the
distribution of questions and functions by creating different scenarios with sample questions. With
these arrangements, it is obvious that 21st-century skills are underlined again. Finally, one of the
changes introduced in this context is the adjustment of the passing grade for the course. The course
passing score, which was 45 out of 100 in previous years, was increased to 50 with the new
regulations in 2023. All these adjustments and changes, especially the inclusion of speaking exams,
have created a new agenda for the schools and language teachers. This research aims to analyze this
change in the speaking exam model at the secondary school level from the teachers' perspective. The
study focuses on the perspectives of secondary school English teachers because analyzing their
thoughts, experiences, feelings, expectations, and problems as implementers of the new system can
help improve the examination system in the coming years.

In the literature, there are a number of studies on language teachers’ perceptions of teaching
speaking. Adem and Berkessa (2022) examined EFL teachers' cognition about teaching speaking. The
research used sequential mixed methods with a questionnaire and interviews with teachers. Gandeel
(2016) explored the beliefs and practices of English language teachers in terms of teaching speaking
with qualitative multiple-case research. Dagtan (2020) investigated the perceptions of Turkish ELT
pre-service teachers and lecturers on learning and teaching English speaking skills in two phases via
questionnaires and semi-structured interviews. However, the number of studies on assessing speaking
skills is limited in the literature. Nurhalimah et al. (2020) explored and described English teachers'
beliefs and their practices of speaking assessment through a semi-structured interview. It was found
that English language teachers need guidance in conducting effective speaking assessments. Plo et al.
(2013) investigated the teaching of oral skills in secondary education in a local Spanish context by
surveying teachers. They reported that oral skills were not sufficiently practiced and/or assessed,
although it was required in the language policies.

Since assessing speaking skills in secondary schools as a part of new regulations is a recent
case for Tiirkiye, it is not likely to find studies done particularly on this topic. However, a few studies
have been conducted in similar veins but in different contexts. For example, Ozdemir (2018)
investigated the administration process and teachers' attitudes toward speaking exams, which became
compulsory in high schools in Tiirkiye in 2014. She found out that there was no standard process for
speaking assessment among schools, and teachers gave higher marks in the speaking exams. Similarly,
Caligkan (2013) researched instructors' attitudes and practices in assessing English speaking skills. She
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used mixed methods research to gather data to understand the relationship between attitudes and
practices with the gender, educational background, teaching experience, and English proficiency levels
of instructors in three universities in Istanbul. Her study concluded that speaking is the most neglected
skill in the assessment. Ozdemir-Yilmazer and Ozkan (2017) carried out a study on tertiary-level
English language teachers’ perceptions and practices of speaking assessment and reported that there is
a need for teacher training on the assessment of speaking skills.

The new exam system affected millions of secondary school students and thousands of
English teachers in Tiirkiye. Obtaining comprehensive opinions of teachers about the exam can help
us learn about the exam processes and reveal positive and negative situations about the current state of
the exam practices, as well as the general perspectives of the teachers. A deeper analysis of this new
experience can contribute to the literature. Based on this gap, this study aims to examine one part of
the exam system introduced in the 2023-2024 academic year from the perspective of secondary school
EFL teachers, focusing on "assessment and testing of speaking.” In this study, the answers to the
following research guestions were searched:

1. What are the overall thoughts of EFL teachers about the recent English-speaking exams after the
current regulations in the secondary school examination system in Tiirkiye?

2. What do EFL teachers feel about the recent English-speaking exam system in Tiirkiye?

3. What have EFL teachers experienced during the implementation of the recent English-speaking
exams?

4. What are the future thoughts of EFL teachers related to the recent English-speaking exams at
secondary schools?

METHODOLOGY

A qualitative research design was used in this study. Qualitative research design was used
because this method allows a deep understanding of participants' experiences, opinions, and emotions.
This way, it becomes possible to explore the nuances of the subject and provide a more comprehensive
analysis. Data were collected via one-on-one interviews. Eleven EFL teachers (male n=2; female n=9)
working at various public secondary schools participated in this study. The participating teachers,
whose professional experience ranged from 1 to 15 years, worked in cities, towns, and villages and
were selected from five different cities in Tirkiye purposively. They taught at different levels in the
2023-2024 academic year at secondary schools. In the selection of these teachers, different
professional experiences and workplaces were taken into consideration to add richness to the study.
The names of the participants were kept confidential, and pseudonyms were given to refer them from
P1 to P11 according to the order in which they were interviewed. Participation in the study was
voluntary, and all participants agreed to provide consent.

Data Collection Tools

The data was collected via semi-structured interviews conducted one-on-one with teachers to
get a deeper understanding of the current situation under focus. The first part of the interview included
demographic questions. Background information about the education, years of experience, age,
gender, school place, city, and organization type were gathered. In the following parts, under the A, B,
C, D, and E categories, 29 questions were asked (Appendix A). These questions were about teachers’
readiness, thoughts, feelings, observations regarding students, testing and assessment instruments and
processes, and future exams. A pilot application was carried out with two participants to test the
interview questions. Following these practices, the interview questions were rearranged and improved.
Five of the interviews were carried out online via Zoom meetings, and six were face-to-face. All
interviews were audio recorded to be analysed later on. The teachers explained their experiences,
feelings, and suggestions during the interviews about the new speaking examination system by giving
personal examples. The researchers obtained further information by asking extra questions where
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needed. Each interview lasted about 30-40 minutes. The data collection process was carried out within
the planned schedule after the ethical permission of the Ondokuz Mayis University Ethics Committee
was taken.

Data Analysis

Qualitative data obtained from the interviews were subjected to thematic analysis (Braun &
Clarke, 2006). The researchers identified codes, categories, and themes. As a second step, an expert’s
opinion was taken to strengthen and ensure the study's interrater reliability. The compatibility of the
first codes created by the researchers was checked using a sample section from the interviews; the
researchers exchanged ideas, and code edits were made again. Thus, the coding was cross-examined.

FINDINGS

The analysis of the data yielded eight categories and four themes (Table 1). The themes were
“teachers’ overall thoughts,” “teachers’ feelings,” “teachers’ experiences and observations,” and
“future thoughts on speaking exams,” which are further discussed below.

9% <C

Table 1. Categories and Themes

Themes Categories
Positive thoughts related to the recent speaking exams
Theme 1
Teachers' Overall Thoughts Negative thoughts related to the recent speaking exams
Themes Categories
Positive feelings related to the recent speaking exams
Theme 2
Teachers' Feelings Negative feelings related to the recent speaking exams
Themes Categories
Problems and limitations of the recent speaking exams
Theme 3
Experiences and Observations Procedural observations of the new speaking exams
Themes Categories
Expectations, beliefs, and requests for speaking exams
Theme 4
Future Thoughts Recommendations to improve the speaking exams

Theme 1: Teachers’ Overall Thoughts on the New Speaking Exam
Positive Thoughts Related to The Recent Speaking Exams

The participant teachers emphasized the necessity and usefulness of speaking exams for
enhancing language learning skills. They noted that such exams aligned the learning process more
closely with the curriculum and course materials, which included speaking objectives and activities. It
has been reported that speaking exams can motivate students and teachers to engage more actively in
English while boosting their self-confidence in oral activities. In addition, many teachers highlighted
the benefits of departmental collaboration (department, meaning a group of language teachers working
at the same schools) in preparing and implementing the exams. Additionally, they emphasized that
speaking exams contribute significantly to students' increasing confidence in speaking English. Recent
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regulations regarding speaking assessments suggest a heightened emphasis on oral proficiency, which
appears to have positively influenced teachers' perceptions of its importance. All the participating
teachers agreed that speaking exams should be compulsory. Furthermore, they believe four skills are
important and should be assessed equally. The following comments support these ideas.

Speaking exams should be compulsory because, in the end, if we teach this skill, | need to
assess if it is covered under a curriculum. It is definitely necessary. (P3) (Compulsory,
necessary)

I think that speaking exams should be compulsory because only studying grammar or listening
can help students up to a point. It is important to speak a language well if we are learning it.
(P10) (Compulsory, important)

According to the participating teachers, the speaking exams introduced in the recent
regulations strengthened the alignment among the curriculum, textbooks, and classroom practice.
While the curriculum previously included speaking objectives and activities practiced in lessons using
textbooks, the absence of clear criteria in practical assessments had created a disconnect. The new
regulations addressed this issue and resulted in a more harmonized approach to language instruction.
Teachers emphasized that updated speaking exams better integrate the English learning process with
curriculum and course materials. One of the participant teachers reflected on this saying:

Having exams that are compatible with the curriculum is a positive development. If there is an
objective, there must be an assessment of it. (P11) (Compatible with the curriculum, necessity)

Several teachers reported an increase in their use of English in the classroom following the
introduction of the new English-speaking exam. This shift is not confined to designated speaking
activities but extends to the general language teachers use during instruction. As a result, teachers
became more inclined to incorporate spoken English into their lessons. Some participants also
expressed greater motivation to prepare for speaking activities than the previous year, attributing this
to the increased emphasis on oral proficiency in the new regulations. The following statement
illustrates this:

Speaking was a skill | ignored in class (primarily due to the lack of class hours). Now, | try to
give more importance to it. (P5) (Speak more English, more important)

Teachers also noted that the recent speaking exam has influenced their selection of classroom
activities. The following excerpts illustrate this impact:

| started to think that | should prepare more speaking activities for students. In fact, it showed
me that |, as a teacher, should do more speaking activities than the students...l include it more
in_my activities. However, while | wanted to include all the skills, unfortunately, 1 cannot
complete my weekly plan. (P5) (More speaking activities)

The increase in students’ self-confidence in speaking was created as a code because most of
the participating teachers stressed that speaking exams pushed students to speak at least during the
exams. As a result of the compulsory speaking time during exams, every student, even the shyest ones,
had a chance to speak even if they were initially reluctant. Teachers reported that this situation made
students realize that they could speak English and increased their self-confidence. Here are two
excerpts supporting this:

The students' self-confidence began to increase, and they began to perceive English as a
language. In addition, thanks to speaking exams, students' self-confidence increases, whereas
children who have difficulty expressing themselves in writing can get higher grades. (P1)
(Increasing self-confidence)
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It was gratifying to see the students express themselves in the target language and increase
their self-confidence. (P8) (Increasing self-confidence)

Based on the teachers' observations, these exams appeared to raise students' awareness about speaking.
Students started to place greater emphasis on their speaking skills and approached it more seriously.
As a result, teachers viewed the speaking exams as beneficial, and this positively influenced their
attitudes towards them.

Now, when we have speaking activities in the coursebook, | warn students that they may
encounter this section in the speaking exam; at least some students pay attention this way, and
we practice English in those sections more carefully. (P7) (Increasing the awareness)

Unfortunately, we were not used to giving students enough opportunity to speak. Maybe this
exam can increase this mindset. (P5) (Increasing the awareness)

While discussing the speaking exams, teachers answered questions about working together,
collaborating, cooperating as a team, experiencing grade-wide exams, and the exam preparation
process with their colleagues. It is evident from their expressions that most teachers benefitted from
this working style. Even if the number of exams was multiplied with the new regulations and the
workload was increased, the participants shared that they were happy to divide their responsibilities
with their colleagues. In their opinion, discussing with their colleagues and getting suggestions from
other colleagues was helpful for a healthy examination system.

I find it logical that the exams are shared among the school department. (P7) (sharing duties)

| believe that it is a positive process that strengthens communication within the English
department and uses common sense. (P8) (positive process)

Negative Thoughts Related to The Recent Speaking Exams

Teachers interviewed reported several challenges of the new examination system, particularly
regarding the functionality of exams. These include deliberate oversimplification of exams by
teachers, ineptly prepared and non-authentic exams, answers with ready-made patterns, rote
memorization by students, unrealistic results with inflated grades that do not reflect reality, and exams
that fail to fulfill pedagogical goals. Teachers stated that they did not want students to get low grades;
they oversimplified the exams to help them, gave inflated grades, gave students texts beforehand so
they could memorize them, and gave exam questions in the form of worksheets beforehand. This
situation affects the ability of an actual exam to serve its purpose, and it is understood from the data
collected that those teachers were also aware of this situation. Participating teachers considered this
situation a serious problem and a limitation of the speaking exams. They were well aware of the
difference between the ideal and the reality. They also expressed their professional dissatisfaction and
discomfort with this situation, as seen in the excerpts below.

I work in a crowded school where students come from different villages. The success level of
students is relatively low. We were giving high scores so that children could pass the course.
The system was pushing us to do this...I often witness teachers worrying about this more than
the students. (P4) (Inflated grades)

Grades do not reflect students' actual performance. The children were given ready-made
patterns, and they memorized them. (P3) (Rote memorization, ready-made patterns, unrealistic
exam results)

Teachers’ lack of guidance and unexpected changes in the exam policy were other issues
reported by the participants. One of the teachers explained that this process was put into
practice suddenly, and there was insufficient information and guidance on what to do by the teachers.
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Some teachers stated that they had never administered a speaking exam before. They indicated that
they needed more information, guidance, and time to be efficient before starting the process as a
whole. Such sudden changes made without consulting teachers and without notifying the schools
created problems. Statements supporting this view are shared below:

The mentality that it will get better with time is something that should never be implemented
in the education system. Sudden changes in the process are doomed to falter. If we are going
to evaluate all the content we teach, exams assessing them should be mandatory. But it needs
to be guided correctly. (P3) (Sudden changes, need for guidance)

The interviewed teachers also reported that the sudden change in the examination system
(sometime after the schools started) caused a big chaos for the teachers. They felt unprepared to face
this new situation and thus developed negative feelings. Almost all of the teachers stated that they
were not ready for this change in the examination system and were puzzled and panicked.
Teachers were also asked if the children felt prepared, and they all stated that neither the students nor
the teachers were ready.

Of course, we were not ready because something like this suddenly came into our lives; yes,
we speak English in the classrooms to a certain extent. This is the language we teach, but
everything was so sudden. We were informed about a week before the exam week. (P1) (Lack
of teacher preparedness)

Such a transition had to be made at the end of the year before the new semester began. The
preparation process had to be planned well. It took some time for the students to get used to
the new examination system, and the students were never ready. (P9) (Lack of students’
preparedness)

Theme 2. Teachers’ Feelings

The second research question explored how language teachers felt about the newly
implemented speaking exam system. The data revealed both positive and negative emotions. On the
positive side, teachers reported increased motivation for both themselves and their students to engage
more in English speaking, more frequent speaking activities, heightened student self-awareness
regarding their speaking skills and performance on exams, a sense of professional fulfiliment, and the
benefits of collaboration within the English department at their schools.

| feel more at ease knowing that I'm fulfilling my responsibilities as a teacher. Before,
something felt incomplete, but now | can say it feels more professionally rewarding. (P5)
(Professional satisfaction)

| definitely feel like it was a long-overdue decision. | think | finally found the right path. |
have positive emotions. | feel satisfied as a teacher now. (P1) (Professional satisfaction)

The teachers also explained negative feelings about the speaking exam system. These can be
listed as professional dissatisfaction, reflection on students’ negative feelings toward the teachers,
stress factors related to the 8th grades (they have to take a nationwide exam to enroll in high schools),
and burnout due to time pressure. In the interviews with teachers, it is understood that overall, teachers
were not satisfied with the speaking exams they delivered. Teachers felt professionally inadequate and
dissatisfied due to negative situations such as unsuccessful exam practices, inflated grades, time
management, adaptation problems to sudden changes, and student failures. As a result, they often
guestioned their professional competence. All of these situations can be categorized as professional
dissatisfaction. Here is an excerpt from one of the teachers on how he felt:
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Unfortunately, speaking exams did not satisfy me professionally. | do not feel comfortable at
all. I have done research on how speaking is taught and how it is evaluated from the sources |
follow myself, but | feel very inadequate. Every time, | wish my institution would support me,
provide teachers with quality and efficient in-service training, feel more self-confident towards
our students, and experience the satisfaction of success in our classrooms. Unfortunately, since
this is not the case because our textbooks are not good enough and | cannot feel that | am a
professional teacher, | find myself questioning every exam period, filled with regret. (P5)
(Professional dissatisfaction)

Teachers reported that they felt stress due to students’ feeling anxious, fearful, low-motivated,
bored, panicky, and reluctant due to the increase in exam loads and encountering a new type of exam
they had never experienced before.

Students said they did not want a speaking exam due to their habit of taking ongoing written
exams. This negatively affected my motivation to prepare for the speaking exam. (P6)
(Affected emotion)

Teachers stated that they were under constant time pressure. This time pressure was related to
meeting the exam schedule and completing the syllabus on time. Busy exam week schedule, inability
to cover the required topics on time, and keeping up with the curriculum were some of the challenging
outcomes of the new regulations regarding English exams. Regarding children taking 19-20 exams in
just two weeks (at Imam Hatip secondary schools), teachers often stated that they acted under a lot of
time pressure with the new exam regulations. All of these reasons cause negative feelings such as
stress in teachers, as seen in the excerpt below.

At Imam Hatip secondary school, children take 19-20 exams in two weeks. Also, in the third
week, | have to administer the exams of the children who do not come for the exams on time.
When you think about this for the first and second exams in two terms, a significant amount of
time of a semester is given to the exams only. There are ten units in our curriculum, and
completing the units in the remaining time was almost impossible especially this year. | feel
under pressure all the time. (P4) (Busy schedule, time pressure, need for improvements)

Teachers frequently expressed their negative feelings about this sudden transition and the
problems they encountered afterward in interviews. Boredom, exhaustion, fatigue, anger, anxiety,
pessimism, stress, hopelessness, helplessness, panic, and resentment are some emotional states
teachers describe about the sudden transition to the new examination system.

Theme 3: Experiences and Observations

One of the aims of this research was to explore teachers' experiences and observations of the
new speaking exams. Interviews revealed that large class sizes lead to multiple issues, such as time
constraints, noise, discipline problems, and extended exam hours. Teachers reported that students
typically speak for 5-10 minutes, and exams can take up to 1-3 class periods to complete. They noted
that while administering one-on-one exams, other students were disrupted, and exams that exceeded
one class period worsened the tight exam schedule.

| call students to my desk individually, following the class list. While the rest are expected to
listen quietly, a few always make noise, get distracted, or stand up and move. Some even try to
help their classmates by mimicking answers or whispering hints secretly. This becomes more
challenging to manage in crowded classrooms, especially when facing time pressure during
the exam. (P4) (Classroom management problems)

Another problem teachers have experienced is related to the grading and e-school systems in

which they had to upload the grades. The e-school system poses challenges for teachers, as they must
manually calculate and enter each student's scores from the three-stage English exam (listening,
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speaking, reading/writing), with speaking accounting for 25%. There is no available feature to
calculate these percentages automatically, and this was reported to lead to time-consuming manual
work. Additionally, students could only see their final average, not their exam scores individually.
This was confusing, especially when grades were rounded up due to system limitations.

The conditions under which teachers administered and prepared the speaking tests were also
discussed in the interviews, and significant differences in practice were found. For example,
inconsistencies were observed in several areas, such as whether exams were conducted one-on-one or
in groups, whether standardized rubrics were used for evaluation, the timing of feedback (during or
after the exams), the limited or complete absence of feedback, varying exam formats, and differences
in the exam duration for individual students and classes. These variations were identified as significant
limitations and challenges in the new speaking exam system.

Theme 4: Future Thoughts

The final research question aimed to investigate teachers' future thoughts and
recommendations for the new speaking exam system. Analysis of the interviews revealed a consensus
among teachers that the current speaking exam format needs to be revised and requires significant
updates and improvements. None of the participants stated that the exams should continue in their
present form. A prominent suggestion from most teachers was to increase speaking course hours, with
many advocating for a dedicated lesson focused on speaking skills to enhance student competencies
and the overall effectiveness of the exams. Although there are speaking activities and objectives in the
curriculum, many participants stated that the curriculum needed to be revised to prepare students for
this exam. Participants argued that speaking activities should be increased and the quality of the
speaking activities should be improved both in the books and in practice.

For speaking courses, topics such as public speaking should be added to the curriculum, and
students should be able to improve various speaking skills, such as addressing, fluency, and
using gestures and facial expressions. (P6) (More activities in the curriculum)

According to teachers, the abrupt implementation of the new exam system after the academic
year began was challenging. Many teachers suggested that the transition should occur gradually, either
by phasing in the exam system by grade level or by modifying the system over several years instead of
all at once.

One of the recommendations from teachers to enhance the speaking exam was providing in-
service training for those who need it. Over time, teachers may naturally experience professional
inadequacy and require opportunities to update their knowledge and seek guidance. During the
interviews, several teachers voiced their need for such training and emphasized the importance of
planning and delivering these programs. Here is an excerpt addressing this issue:

I wish my institution would support me and provide teachers with guality and efficient in-
service training. | would feel more self-confident towards our students and experience the
satisfaction of success in my classrooms. (P5)

Lastly, the teachers emphasized the need for more transparent communication regarding
expectations for the new practices, including goals and implementation strategies, believing that these
measures could significantly enhance the effectiveness of the exams. They also recommended
improvements to the classroom environment to elevate exam quality further, specifically reducing
class sizes, addressing issues of noise and discipline, and equipping classrooms with technological
tools. Additionally, participants suggested that a well-defined educational calendar and timely
announcements could alleviate existing problems. A better-planned timetable would allow teachers
and students to prepare more effectively for the exams, improving performance and greater
psychological comfort for all involved.
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DISCUSSION

This study found that the teachers' overall opinions were optimistic about the speaking exam
in secondary schools. They found it essential, necessary, and valuable, supporting the previously
mentioned studies. They believed that speaking exams were beneficial and that all four language skills
should be measured. This finding is in line with Dagtan (2020), Duran (2011), and Ozdemir (2018),
who showed that teachers and students had a positive attitude toward speaking exams. Similarly,
Gopal and Embi's (2014) results also showed that language teachers held positive beliefs and practices
of communicative language testing and were aware of its principles, which also agrees with the
findings of our study.

When the negative opinions of these teachers were examined, several different reasons
emerged. The first of these is related to changes’ being so abrupt. One of the most negative situations
that almost all teachers stated in the interviews was the sudden changes they had to undergo without
preparation. Teachers indicated that they did not receive enough guidance at the beginning of the term,
there were disconnections in the process, and that teachers and students were not ready for this sudden
transition. Inflated grades to encourage students to speak are found to be a problem in the current
research, and this is in parallel with the findings of Ozdemir (2018).

Similarly, Gopal and Embi (2014) indicated that teachers encounter main constraints during
the speaking assessment process. In this study, although the general thoughts of the teachers are
positive, problems in practice come to the fore, such as poorly implemented assessments, as indicated
by Atjonen (2014). The current study revealed problems similar to those of Nurhalimah et al. (2020),
who underlined teachers' weaknesses regarding speaking assessment and the need for guidance
regarding rubric development and implementation of speaking assessment. The exact needs were also
identified as a result of this research.

When teachers' feelings about speaking exams were examined, most teachers did
not feel ready to start speaking exams in 2023-2024. It seems that the participants had difficulty
keeping up with the unexpected change. One common issue was the extent of anxiety experienced by
teachers. Most participating teachers became stressed when they heard that secondary school speaking
exams would be mandatory. These feelings were further detailed in the interviews, and feelings such
as anger, hopelessness, burnout, boredom, and fatigue were also identified.

When teachers working as single teachers in their schools were excluded, teachers in schools
with more than one English teacher worked together and cooperated in the new exam process. The
details indicate that most teachers encounter fundamental issues during the speaking exam, as Gopal
and Embi (2014) also found. When teachers' discourses are examined, these are lack of teacher and
student preparedness, lack of teacher preparation and guidance (Brumen & Cagran, 2011), not giving
enough space to speaking skills in the curriculum and textbooks, inefficiency of exams (Atjonen,
2014; Ozdemir, 2018), crowded classroom problems, impracticality of grading and e-school system,
increased workload for teachers and lastly teachers' and students' feeling overwhelmed under time
pressure.

One of the findings of this study was that most teachers tried to use a rubric jointly prepared
by the English departments at their schools. Gandeel (2016) showcased that teachers' beliefs and
practices lacked a theoretical basis, thus not aligning with the contemporary views on speaking
skills. She underlined that teachers had little or no focus on fluency. Grada (2014) also supported her
findings. According to Grada (2014), teachers base their assessment practices considering spoken
language mainly on linguistic content. On the contrary, the current study's findings from interviews
show that EFL teachers prioritized fluency as a criterion in rubrics.

Teachers using various exam techniques and question types were also identified in the
interviews. In the exams, question, and answer, giving instructions/explanations/description,
presentation, and talking about the pictures were the speaking exam techniques most preferred by
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teachers. Nurhalimah et al. (2020) indicated that teachers' assessment of speaking skills could differ
for multiple reasons, such as teachers' educational background, teaching experience, and the school
context. Caligkan (2013) showed that educational background and experience could be factors in
choosing assessment tools and techniques for speaking exams. Furthermore, Ahmad (2021) discovered
that numerous contextual factors like classroom contexts, institutional requirements, and curriculum
expectations influenced teachers' assessment practices. In the current study, there were teachers with
different experiences or educational backgrounds who work in villages, towns, or cities, and it is
obvious that the teachers who participated in the current study also experienced contextual differences.

When teachers' ideas, expectations, suggestions, and wishes regarding the future of speaking
exams are considered, findings indicate that most teachers think that speaking tests can be
improved over time. However, most teachers do not want speaking exams and new regulations to
continue in their current form. Recommendations were received from teachers through interviews on
how speaking exams could be improved in the future. The teachers' suggestions are more hours of
English courses, curriculum planning with more speaking activities, regulation in the e-school system
and exam scoring system, in-service training, and more guidance for teachers. Finally, it was
recommended that teachers undergo additional training to assess speaking, a finding similar to what
Brumen and Cagran (2011) reported.

CONCLUSION AND SUGGESTIONS

Overall, the teachers find the speaking exams important, necessary, and valuable. According
to them, four language skills should be assessed. However, it was also found that although teachers
had generally positive feelings about introducing speaking exams in secondary schools, they also felt
negative feelings such as unpreparedness, stress, burnout, fatigue, and hopelessness due to unexpected
changes. Nevertheless, it was observed that teachers enjoyed and were satisfied with being in
collaboration with their colleagues. With these new exam regulations, teachers became more
motivated to participate in speaking activities and use English in the lessons. This study also identified
problems such as adaptation problems, ineffective exams, increased workload of teachers, impractical
grading and e-school system, and teachers' busy schedules. The part of the study on future speaking
exams revealed teachers' expectations, predictions, and aspirations for the future of speaking exams.
Accordingly, teachers think these exams will continue but should be developed and improved.
Teachers generally believe that the problems with these exams can be solved over time.

When planning such significant changes, it may be good to motivate teachers by including
them at every stage of policymakers' decision-making and planning process. Teachers' feeling of being
professionally and psychologically prepared can prevent many problems in education before they
arise. Additionally, being influential individuals in the decision-making mechanism, rather than being
informed at the last minute, can affect them positively. It is natural for teachers and students to
experience problems adapting to new systems. However, as most teachers state, gradual transitions
instead of sudden and sharp transitions can alleviate the challenging effects of these changes and
ensure better management of the adaptation process. Determining the educational calendar, decisions,
and regulations before the academic year begins may be more welcome than changes made in the
middle of the year. It is vital that teachers are informed in as much detail as possible when changes are
made to educational planning. Resources that teachers who need information should be shared on time
and be accessible easily. Guidance should be planned, and teachers should benefit from online or on-
site in-service training. In this way, teachers may feel more comfortable completing their
shortcomings and achieve greater professional satisfaction with the exams they prepare and
administer. Speaking exams can also function better this way.

While designing materials, speaking activities should be diversified into more meaningful,
authentic, and communicative activities in which students will participate more. The rate of speaking
activities in textbooks can be increased, and students can be enabled to speak more. Regulations
regarding class hours and exam schedules can regulate teachers' concerns about completing subjects
and exams on time. Teachers can work more efficiently when they are not under intense stress.
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Relieving teachers' workload and offering alternatives to teachers working in different schools under
different conditions can relieve teachers because teachers working in crowded classes or schools with
heavy course loads, such as Imam Hatip Secondary Schools, work beyond their capacity under time
pressure. This arrangement can eliminate problems and increase the quality of the exams.

This research determined that teachers used different exam practices. Having more defined
frameworks for standardizing speaking exams in secondary schools may yield better results regarding
the validity and reliability of the exams. Additionally, from a more technical point of view, if the
factors that slow down the functioning of the e-school system and make teachers' work difficult are
regulated, the workflow can become more practical. The exam scoring system may be kept more
transparent so that students will not have difficulty understanding it.

Considering all these mentioned above, the findings of this study may be indicative for
policymakers to make speaking exams more reliable, valid, standardized, practical, beneficial, and
positive from teachers' and students' perspectives. In addition, teachers and other researchers can
evaluate their experiences in this field in the light of this study and take initiatives to improve and
develop speaking exams. Future research could include longitudinal studies to track changes over time
or comparative studies to evaluate the impact of various teaching methods on student engagement.
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of Ondokuz Mayis University, as outlined in the ethical permission document dated 29.12.2023
(decision ID: 2023/1126).
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APPENDIX A
The Interview Questions
SEMI-STRUCTURED OPEN-ENDED INTERVIEW QUESTIONS FOR EFL TEACHERS

| agree to participate in this interview study with my consent and to have my answers recorded as
voice recordings and used anonymously in the relevant scientific research.

Answer the Questions
Years of experienceasan EFL teacher.................ooooiiiiiiiiiiiiiiiin .

The City YOUWOFK ... e
Education Associate Degree B.A M.A PhD
The grades you currently teach 5 6 7 8
Gender Women Man

Speaking exams became compulsory starting from the 2023-2014 academic year. It was also decided
that this exam would be prepared jointly for all classes by the Turkish MoNE. Regarding this;

A. Teachers’ Readiness
1. As an English teacher, were you ready to start giving speaking exams at the beginning of the
2023-2024 academic year?

B. Teachers' Thoughts and Feelings

1. What are your general feelings about speaking exams at secondary schools?

2. What do you think about the new regulations for speaking exams at secondary schools?

3. Should speaking exams be mandatory? Why or why not? Explain it, please.

4. How did you feel when you first heard that speaking exams would be compulsory in
secondary school?

5. Did the speaking exams you prepared and administered satisfy you professionally as an EFL
teacher?

6. According to your experience, did administering the speaking tests motivate you to speak
more English in the lessons, in general? Please explain.

7. What do you think about increasing the English course passing grade to 50 points from 45 out
of 100?

C. Observations Regarding Students
Based on your observations, were students ready to switch to this system?
2. Based on your observation, how did students feel about speaking exams?

=
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3. Did the students experience adaptation problems to the new speaking exams? If so, please
describe your observations.

4. What kind of feedback did you receive from students regarding the speaking exam, and how
did it affect you?

5. Compulsory English course in secondary school is 3 hours in the 5th and 6th grades and 4
hours in the 7th and 8th grades. Are these lesson hours sufficient to prepare students for the
speaking exam? Why or why not?

6. Do the grades after the exam reflect the students' in-class speaking performance? Please
explain.

7. According to your experience, did taking the speaking test motivate the students to speak more
English in the lessons? Please explain.

D. Testing And Assessment Instruments and Process
1. How do you evaluate joint preparation and administration of the speaking exam by
English departments?
2. What are your ideas about arranging exam dates? How do you set the dates?
3. Did you explain the rules of the speaking exam and how the exam would happen to the
children before the exam?
4. What are the main problems you face during a speaking exam?
Do you use a scale to grade your students? If yes, is this scale prepared jointly by all
English department teachers, or does every teacher at a school prepare it themselves?
Can you describe your classroom environment during the speaking exams?
How long does the speaking exam take on average for a student?
How long does the speaking exam take on average to test the whole class?
Did you give feedback to the children about their speaking performance after the exam? If
you did, explain how, and if not, explain why not.
10. According to your experiences this academic year, what are the limitations of speaking
exams?
11. What are the benefits of speaking exams according to your experience?

o

© N

E. About Future Exams
1. What would you recommend to improve the speaking exam? In your opinion, how would
it be better?
2. Do you think this examination system and regulations will continue in the future?
3. Would you like the new regulations to continue in their current form in the future?
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Abstract: Although quantitative paradigm still appears to occupy a significant place in social sciences (more
specifically in second language acquisition research), there has been a widespread interest in qualitative
studies in these areas since the last quarter of the twentieth century. As more qualitative studies are being
conducted, there emerges a need to synthesize their findings to draw generalisable conclusions to inform
practice. This paper provides an overview of qualitative meta-synthesis by highlighting its key aspects. Then
it goes on to discuss how NVivo, a computer-assisted qualitative data analysis software (CAQDAS) program,
can be used to facilitate, speed up and improve the quality of qualitative meta-syntheses by increasing their
depth. NVivo can be quite useful in qualitative meta-synthesis studies, not only because it helps organise the
data but also because it facilitates such key activities during data analysis as coding, writing analytic memos,
conducting keyword searches and comparing coding and analytical notes. Besides these, a highly practical
tool is framework matrix, which helps prepare a neatly organized synthesis of research studies in spreadsheet
format. This paper discusses the use of these tools in the context of meta-synthesis and offers some practical
suggestions in this regard.

Keywords: qualitative meta-synthesis, computer-assisted qualitative data analysis software (CAQDAS),
NVivo, reflexivity, queries, second language acquisition research

INTRODUCTION

For practitioners in second language (L2) education, it is difficult to draw conclusions from
primary studies conducted independently by following and reading each study to guide their daily
instructional practices. Quantitative and qualitative systematic reviews (i.e., meta-analyses and meta-
syntheses, respectively) have offered a solution to this practical problem. On the one hand, meta-
analysis studies are quite common in some fields of study (e.g., medicine, nursing, L2 education)
(Zhang, 2023) as corresponding professionals in these areas (i.e., physicians, nurses, and language
teachers) value informed and evidence-based practice by considering the results of empirical research.
These studies allow researchers to calculate a shared effect size for multiple quantitative studies
carried out on the same topic. On the other hand, meta-synthesis studies help researchers to analyse the
results of primary qualitative studies to decontextualise and make sense of them from a broader
perspective. In language instruction, for instance, teachers who want to make informed decisions about
what approaches, methods, techniques or tools to use to address a particular instructional problem can
use the results of both meta-analysis and meta-synthesis studies. While meta-analysis studies ensure
breadth of knowledge, meta-synthesis studies provide depth of understanding on a given topic.

A meta-synthesis is a type of systematic review study which analyses the results of studies that
involve the collection, analysis and reporting of qualitative data. According to Afshari et al. (2024), it
involves “integrating the results of studies, re-understanding the findings, and ultimately interpreting
them to generate new insights beyond what is obtained from individual studies” (p. 1). Although
individual qualitative studies ensure depth of knowledge, they lack breadth of knowledge; meta-
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synthesis studies add breadth by incorporating data from many studies (Afshari et al, 2024). In this
respect, these two types of studies can complement each other by providing complementary data.

While decontextualising primary studies appears to be a downside of meta-syntheses, they
provide theoretical perspectives that could represent the results of multiple studies. In this way,
according to Finfgeld-Connett (2018), it allows the results of primary studies to be generalizable
beyond the study sample, and it enables us to understand what shared experience people might have
on a social phenomenon or how their experience differ, thereby pinpointing divergent issues (Aguirre
& Bolton, 2014). Qualitative synthesis studies are critical in that they help identify gaps in research
about a particular topic.

Approximately two decades ago, Zimmer (2006) voiced her concern over meta-synthesis
studies, on the grounds that a key feature of qualitative research is the uniqueness of the context in
which it is conducted and that analytic mixing of results from many studies might violate basic
assumptions of qualitative research. She further added that meta-synthesis studies involve a
reductionist perspective in terms of generalizability, and this runs counter to the basic principles of the
interpretivist approaches that qualitative studies value. However, the current scholarly community
considers meta-synthesis a valuable tool that enables practitioners to make informed decisions. As
Afshari et al. (2024) note, given the vast amount of research in the knowledge society, there is a need
for producing a synthesis of research results and offering novel interpretations based on them.

However, although meta-synthesis studies are getting more and more popular (in parallel with
the massive upsurge in qualitative research), qualitative synthesis studies vary a lot, not only in terms
of their quality but also in terms of the way they are conducted (Cahill, et al., 2018). Current research
also supports this. For instance, France et al. (2014) examined 32 meta-synthesis studies to evaluate
their overall approach, aims, synthesis processes, how they analysed data from primary studies and to
what extent they offered novel interpretations. The results indicated that the studies suffered from
various critical methodological issues, including a mismatch between the research approach and the
aim of the studies (in 13% of the papers), failure to follow the principles of meta-synthesis (in 66%),
failure to describe how the analytic synthesis was carried out (only one paper [3%] clearly described
how the analytic synthesis was carried out), and more than 30% of the studies failed to cite key papers
on meta-synthesis. France et al. (2014) concluded that because the way methods, synthesis and results
of meta-synthesis studies are reported are far from being clear and comprehensive, it is difficult to
judge the rigour and credibility of these studies.

Besides the critical issues of methodological appropriateness and rigour, excessive amount of
data available in qualitative research reports is a challenge that should be overcome by researchers
who carry out meta-syntheses; it is usually difficult to manage, analyse and interpret many results
from primary studies. Therefore, researchers often use qualitative data analysis software (Taylor et al.,
2016), which is commonly known as computer-assisted qualitative data analysis software (CAQDAS
for short) in meta-synthesis studies. Leading CAQDAS includes, but is not limited to, NVivo,
ATLAS.ti, MAXQDA and QDA Miner, and more and more software is being developed (Zamawe,
2015) every year. Such software programs, according to Gibbs (2018/2024), not only facilitate
analysis but also help manage all the materials (i.e., qualitative articles) in a particular project.
CAQDAS provide researchers with the following benefits: (a) It helps researchers organise all the data
in a single place and easily access it (Gibbs, 2014). (b) It allows researchers to import various types of
data (e.g., textual, audio, video) (Basett, 2010; Gibbs, 2014) or in different formats (e.g., word/pdf
documents, plain text files, spreadsheets etc.). ¢) It is very easy to code and retrieve the coded data
(code and retrieve function). d) It offers advanced search queries (text search, word frequency search
etc.) (Tracy, 2024). (e) It offers tools for analytic reflection that could guide the whole process of data
analysis and writing up. As Udo and Stefan (2019) note, CAQDAS can be used as a toolbox that offers
researchers what they need for their preferred method of analysis. Due to all these functionalities that
CAQDAS programs offer, they might be a viable tool in meta-synthesis studies.

In sum, given a lack of knowledge about and proper practice in qualitative meta-synthesis,
which is a valuable and popular research tool, the aim of the present study is twofold: (1) to provide an
overview of the basic features of a meta-synthesis and (2) to discuss effective strategies for using
NVivo, a useful qualitative data analysis software program, as a practical tool to facilitate a meta-
synthesis, with a specific reference to L2 studies. Therefore, the present study can inform L2
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researchers about how to carry out high quality meta-synthesis research, particularly by using
CAQDAS.

META-SYNTHESIS STUDIES

A meta-synthesis provides a critical overview of the results produced by a group of
systematically selected (sampled) studies. Both qualitative studies and qualitative strands of mixed-
methods studies can be sources of data for meta-synthesis studies. It should be noted that, although
some researchers use the terms “review” and “synthesis” interchangeably, synthesis involves much
more than what is done in reviews. This is because a synthesis, according to Campbell et al. (2011),
should involve extraction of data from primary studies and re-evaluating them. Moreover, while some
authors (e.g., Harb & AlAzzam, 2023; Saini & Shlonsky, 2012) make a distinction between
aggregative or interpretative approaches to meta-synthesis, current conceptions of this methodology
overwhelmingly stress the importance of re-interpretation. In other words, adopting an interpretative
lens in meta-syntheses is of utmost importance because, as Aguirre and Bolton (2014) state, the aim of
an “interpretive qualitative meta-synthesis is not to generate a systematic review, a literature review,
or quantify qualitative data, but to create a synergy of qualitative findings” (p. 283).

L2 research has recently experienced an upsurge of qualitative systematic reviews, particularly
meta-syntheses on a variety of topics. Some of the recent studies include, but are not limited to, the
use of technology in instruction (Cuocci et al. 2023; Kog & Savas, 2024a; Kog & Savas, 2024b; Ozer
& Akay, 2023), teaching language skills (Salman & Yanpar-Yelken, 2024;Taherkhani & Gholizadeh,
2023), curriculum design issues (Yedigoz-Kara & Bumen, 2022), language use in educational settings
(Yildiz, 2021) and issues related to teacher education (Baysal & Biimen, 2021; Ng & Cheung, 2021;
Uysal and Savas, 2021; Toronyi, 2020). These studies can function as a model, especially for
researchers who are new to qualitative meta-synthesis.

Key Issues in Conducting a Meta-Synthesis
Originality

Researchers who conduct meta-synthesis studies claim that thematic syntheses make a third-
level interpretation, meaning that they offer more than a mere summary of their results (Lachal et al.,
2017). In other words, the authors of meta-synthesis studies are expected to synthesize data from
various studies and come up with authentic interpretations about the results of earlier studies. In this
regard, meta-syntheses differ from other systematic reviews (e.g., narrative reviews or scoping
reviews).

According to Margarete and Barroso (2007), supporters of qualitative paradigms claim that the
nature of qualitative research hardly lends itself to synthesis. This might be due to contextual
differences and the uniqueness of experience in social situations. The central role that interpretation
holds in qualitative research seems to support this perspective as it would be difficult to synthesize
various interpretations. However, although contextual factors might differ a lot, it is possible to find
some shared patterns across different studies carried out in their own unique contexts as humans might
have similar experiences and thoughts. In other words, while interpretation is subjective in its nature, it
is also possible for different individuals to interpret phenomena in similar ways or arrive at an
agreement in interpretation, which is commonly referred to as intersubjectivity (Schwandt, 2007), due
to shared ways of thinking. Moreover, as meta-syntheses are a type of qualitative research, objectivity
might not be possible, or even desirable, because researcher subjectivity is considered “as a natural
and unavoidable part of any research, from design to data collection, to analysis, to the final write-up
and sharing of the report” (p. 136) in the qualitative paradigm. Given (2016) supports this by
highlighting that those who criticise qualitative inquiry for its being too subjective are aware, neither
of “the nature of qualitative research” nor “the differences between subjectivity and objectivity” (p. 8).
Cross-case comparisons help researchers to understand how experience of a phenomenon converges
and diverges across different contexts. When used in combination with results from primary
guantitative studies and with those from meta-analyses, synthesized data can inform practice in L2
contexts; data from these three can complement each other to produce more rigorous research
outcomes.
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Transparency and systematicity

As it is with qualitative research in general, major criteria regarding rigour, credibility and
transparency should also be applied to a meta-synthesis study. Such a study should provide thick
description by transparently elaborating on all the steps followed while doing the study. Explaining all
the steps in detail (particularly the research questions, sampling and data analysis) ensures replicability
of the findings. Researchers have to make it clear to the reader what decisions they made, how they
sampled the articles to be included in the study (inclusion and exclusion criteria), what method they
used to extract data from the articles, along with giving information about other details of their
analytic journey. The synthesis report should include both the voice of the authors of primary studies
and that of the authors (of the meta-synthesis study) themselves, and procedures should be explained
clearly. For instance, Cuocci et al. (2023) provide thick description of what procedures they followed
in their meta-synthesis study on technology-supported peer feedback in ESL/EFL writing classes.
They clearly explain the steps involved in searching the literature and provide a set of criteria they
used for initial screening.

As its name suggests, qualitative meta-synthesis is a qualitative endeavour, meaning that it can
benefit from Tracy’s (2010) the eight “big tent criteria”, particularly from the criteria of credibility and
rich rigour. Transparency is one of the components of credibility in qualitative research, so ensuring
transparency not only increases the credibility of a qualitative meta-synthesis but also ensures its
replicability. Replicability itself can also boost the credibility of a research study in turn. To ensure
transparency in a qualitative meta-synthesis, researchers need to provide rich information (thick
descriptions) about the following points:

(a) The evolution of the purpose and research questions in a qualitative study.

(b) The exclusion and inclusion criteria for selecting the sample in the study (Some studies are
included in the study as they meet a set of pre-determined criteria, including but not limited to,
research design, sample, and quality, while others are excluded based on the same set of
criteria.)

(c) The data extraction and coding processes used in the study (In this respect, it is important to
provide a sample coding framework, with sample codes, inclusion and exclusion criteria, and
exemplary quotes).

(d) Provide thick description of the methods used for analysis and synthesis.

Sampling procedures

A key aspect of the sampling procedure in meta-syntheses is that it should be transparent and
replicable. In other words, researchers are expected to elaborate on how they have selected the studies
that constitute the sample in their studies. This means that they must clearly explain the inclusion and
exclusion criteria they used for selection, the databases in which they performed the search, along with
the search strings used for the queries. In this respect, it is customary for researchers to provide the
exact search strings they used to carry out the research, the databases they used and the time of
searching. Following a fully validated framework, such as Preferred Reporting Items for Systematic
Reviews and Meta-Analyses (PRISMA) (Moher et al., 2009) or enhancing transparency in reporting
the synthesis of qualitative research (ENTREQ) statements (Tong et al., 2012) during sampling, data
extraction and reporting could help increase the rigour and transparency of meta-synthesis studies.
Recent studies in L2 research (e.g., Hughes, et al., 2022; Maravilla, et al., 2023; Kog¢ & Savas, 2024a,
2024b) usually use such criteria as a benchmark to increase the credibility of their findings. For
instance, in their study on the artificial chatbots in language learning, Ko¢ and Savas (2024b) used
PRISMA as a framework for selecting the studies to be synthesized; studies in L2 research often
illustrated the sampling process in a flowchart clearly (e.g., Figure 1).
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Figure 1. A Sample Flowchart Illustrating the Sampling of the Studies (Adopted from Salman &
Yanpar-Yelken’s study on Improving English Speaking Skills as a Foreign Language)

USING NVIVO IN QUALITATIVE META-SYNTHESIS STUDIES

Today, it is common to use technology to perform various tasks during data collection,
analysis and reporting in research. Computers have been used in qualitative data analysis for
approximately half a century, with early attempts being limited with software prepared for individual
people with specific purposes in mind. Computer-assisted qualitative data analysis is defined as “the
use of computer technology to code text, identify key phrases, perform content analysis, and retrieve
coded sections of text” (Saini & Shlonsky, 2012, p. 176), and the software used for this purpose is
computer-assisted qualitative data analysis software (CAQDAS). CAQDAS comes with its own
strengths and weaknesses. For instance, while some software programs work well with visual data
(e.g., Transana), other programs are more appropriate for texts (e.g. NVivo, QDA Miner)
(Onwuegbuzie et al., 2012).

Being a CAQDAS program, NVivo (Lumivero, 2023) can help researchers speed up data
analysis and the writing up of the results in meta-synthesis studies and increase their quality by
fostering analytic thinking and reflexivity. NVivo facilitates indexing of data (coding), offers
advanced text search features using Boolean operators and allows visualisation of data in different
ways. Moreover, it can facilitate interpretation by providing a global outlook on the data and enabling
them to compare the data (Ludvigsen et al., 2016). NVivo can also team up with bibliographic data
management software. Once the relevant studies are identified, the data is imported into NVivo for
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coding, analysis and synthesis to offer interpretation and generate a theory. NVivo offers several key
tools with various functionalities in a meta-synthesis study (Table 1). However, most of these studies
did not use CAQDAS in their analysis, which might imply that CAQDAS, particularly NVivo, is
currently not widely used in L2 research. The sections that follow elaborate on how NVivo can be of

help in qualitative meta-synthesis studies.

Table 1. Tools and Functions of NVivo in a Meta-Synthesis Study

Tool

Function

The Use of the Tool in Meta-Synthesis

Data Organisation

Coding and
retrieving

Querying

Writing
Annotations and
Memos

Qualitative studies in various textual
formats can be imported into the software
and organised.

Textual data (the results of primary
studies) can easily be coded, particularly
by using drag-and-drop coding.

Conducting several key searches (text
query [using Boolean operators and
proximity search], word frequency query,
coding query and matrix coding query)
Creating notes on specific project items or
their content in the form of annotations
(in-document notes linked to particular
text segments) or memos (text files linked
to text segments or entire files).

Primary studies to be analysed can be
imported into the software, dynamically
grouped (using dynamic sets) and
organised in folders.

The results of primary studies can be
coded; the coded units can be checked and
revised.

Search tools can help ensure completeness
of coding, with no key result being left
out.

The researcher can take reflective notes
about the results of the primary studies,
codes created out of them and possible
interpretation to promote reflective
thinking during analysis.

Researchers can examine research results
in a table and make within-case and cross-
case comparisons in a comfortable way.

Framework
Matrix

Researchers can prepare a table with
research studies and their results in
spreadsheet format.

Organising Data Effectively

NVivo helps organise, manage and analyse qualitative data (Creswell & Poth, 2018; Woolf &
Silver, 2018) in a literature review, qualitative data analysis or meta-synthesis. It allows researchers to
create nested folders so that they can organise their cases (i.e., the qualitative articles to be
synthesised) in the most effective way. It is quite practical to create folders and populate them with
articles to be read, coded, and retrieved. Moreover, NVivo supports the importing and analysis of
various data formats, including, Word documents, PDF files, text documents, images, audios and
videos. It is also possible to import data from bibliographic data management software to create file
classifications of the cases, so that the researchers can carry out operations (e.g., running a text search
query only on articles published before/after a particular year or in a particular time span) based on the
features of the cases. Globally considered, NVivo functions as a useful gadget that organises all the
data and analysis (Figure 2).

NVivo facilitates the coding process in a qualitative meta synthesis as well. As coding is a
frequent activity in qualitative synthesis, a user-friendly coding process and coding structure could
ease the burden involved. It is possible to begin coding from scratch and create codes on the go.
NVivo allows coders to create codes with multiple levels (i.e., codes, parent codes, child codes, etc.)
and perform additional operations on them, such as searching, moving, deleting or merging. It is
possible to neatly store all the analytic and thematic codes, along with codes created for reviewing the
literature, in one place. Researchers can take notes (i.e., as annotations) directly within the cases or

Journal of Language Research, Vol 8, Issue 2



Arif Bakla

50

codes, or they can store their analytic notes as memaos. Such flexibility in creating codes and recording
analytical thoughts on the coded data to promote reflexivity during the analysis.
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Moreover, all the memos about the studies, coding, and analysis are stored in a single folder
for easy access. It is also possible to connect a memo to a particular case or item in the project.
Similarly, all the annotations are stored in a single folder, yet researchers need to open each case to see
the annotations they wrote on that case. If they wrote annotations on 15 different articles in the meta-
synthesis within the cases or codes, then they must open each to read the annotations for this. This is
impractical because it is time-consuming to open files one by one. More importantly, it is not possible
to code the annotations based on their content or purpose. Therefore, it is recommended that
researchers code the annotated sections to an analytic code named “Annotations” with child codes
(Figure 3). In this way, it becomes quite easy to review a set of annotations on a particular aspect of

the project.
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Codes
® Name “« 2 Files References Created on Created by
_ANALYTIC CODES 0 0 25-Jun-20 15:56 KAB
=-() _Annotations 77 248 25-Jun-20 15:56 EB
(O _Potential Quotes 25 38 25-Jun-20 15:56 AB
() _Text-search_Automatic assessment 20 65 25-Jun-20 15:56 EB
(O _Text-search_Individualization-or-personalization 64 231 25-Jun-20 15:56 EB
() Additional search terms 3 3 25-Jun-20 15:56 EB
=- () ALTERNATIVE_Innovation effect 11 28 25-Jun-20 15:56 EB
#-() Background 1 6 25-Jun-20 15:56 AB
QO [Initially boring - now ok 5 5 25-Jun-20 15:56 AB
(O Weaker background 3 8 25-Jun-20 15:56 AB
# () Detailed search=Element of joy 23 46 25-Jun-20 15:56 EB
O If-then 5] 6 25-Jun-20 15:56 EB
() Listening-comprehension 44 291 25-Jun-20 15:56 EB
@ - () Negative Case Analysis 19 37 25-Jun-20 15:56 KAB
(O Global Opinion 16 19 25-Jun-20 15:56 EB
=) THM_Discernible Improvement as a stimulus for learnin 0 0 25-Jun-20 15:56 EB
= - () Linguistic Progress 0 0 25-Jun-20 15:56 EB
(O Raised Awareness 6 15 25-Jun-20 15:56 AB
=) THML_Interactive components for timely feedback 16 24 25-Jun-20 15:56 AB
O Immediate feedback 33 46 25-Jun-20 15:56 AB
QO Jump feedback 9 36 25-Jun-20 15:56 AB
=) THM_Learning through meaningful input e 0 0 25-Jun-20 15:56 EB
@ -() Comprehensible speech 8 14 25-Jun-20 15:56 AB
(O Enhanced Enjoyment 13 18 09-Jul-20 14:37 AB
(O Increased Motivation 8 14 25-Jun-20 15:56 AB

Figure 3. A Sample Coding Structure in NVivo

Note. This coding framework was adopted from the NVivo analysis file created in a qualitative study
on interactive videos in second language listening comprehension, carried out by Bakla and Demiréz
(2024); some procedures (e.g., coding, reflective thinking, writing memos etc.) remain the same in
primary studies and meta-syntheses as both involve qualitative coding and analysis.

Coding and Thematising

The results of primary studies are reported in the “results” section and discussed in the
discussion. The data in these sections are coded and analysed just like the data from qualitative
interviews or observations. The themes that the researchers create during the data analysis in meta-
syntheses are the results of the synthesis (Lachal et al., 2017). Qualitative syntheses involve a lot of
coding of the results produced by primary studies. The researchers get familiar with the data before
they can successfully synthesise data and create themes. Data coded in NVivo can be used for
complementing analysis done using word processing or spreadsheet software. For instance, Wong
(2012) used NVivo as a machine-readable filing system with many papers to test theories by providing
rich data that could support what is coded in cells in a spreadsheet they created. They found it easy to
use NVivo for coding data from the papers they synthesized; the extracted data in NVivo provided
food for thought during team discussions and the write-up phase.

Margarete and Barroso (2007) warn against taking quantitative meta-analysis as a guide for
carrying out meta-synthesis studies. This warning is easily justified as the nature of two paradigms
differ greatly. In this respect, quantification (i.e., counting the occurrences of particular words, phrases
etc.) does not go well with meta-synthesis studies as it is different from combining the results of
primary studies in a systematic way (Aguirre and Bolton, 2014; Margarete & Barroso, 2007).
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Using Text Search Queries

One of the handiest tools that NVivo offers while working with textual data is the text search
query feature. The text search query is an advanced tool that allows researchers to use not only
Boolean operators (“AND”, “OR” and “NOT”) but also additional features to control the scope of
their queries. A particularly useful feature is near (i.e., proximity) search tool, which enables
researchers to look for two independent words occurring in the same context. For example, if a
researcher wants to examine the contexts in which how the words “students” and ‘“video” are
mentioned in a set of qualitative articles on flipped learning in language learning, he/she could use
“video” as the search term, but the results will be too many to review quickly because it will bring all
the occurrences of the search term. To see how the two words above appear together in a single
context (e.g., within 15 words), a proximity search in NVivo can be conducted by adding a limitation
about the context. The use of asterisk in words in the second search string in Figure 3 is intended for
including the plurals of these words (i.e., students and videos) or any other word derived from the
words in String 1 (Figure 3).

Search String 1: “student video” ~15
Search String 2: “student* video*” ~20

Figure 3. Sample Search Strings for Near (Proximity) Text Search in NVivo

The text search query can be used before a meta-synthesis is carried out, particularly while
finding a worthy topic (another criterion in Tracy’s [2010] eight big tent criteria). It is important to
justify and provide the rationale for conducting a study. Literature can help justify a study and provide
the rationale for it. It is important to find the gaps in knowledge to identify the topic of the meta-
synthesis by using a phrase search (with inverted commas) or proximity search. In this respect, the
synonyms of the phrase “further research” can be searched in a set of research papers (Figure 4) by
using the Boolean operator “OR”.

A Search String for Phrase Search*:
“further research” OR “prospective research” OR “future research” OR “more research” OR “additional

research” OR “future researchers” OR “prospective researchers”

A Search String for Proximity Search:
“further research” ~15 OR “prospective research” ~15 OR “future research” ~15 OR “more research” ~15

OR “additional research” ~15 OR “future researchers” ~15 OR “prospective researchers” ~15

Figure 4. Sample Search Strings for Finding Gaps in Knowledge
Note. Additional synonymous phrases can be added to these search strings.

As qualitative synthesis studies typically integrate a huge amount of qualitative data, using
text search queries can also enable researchers to check if coding is complete. For instance, it could be
useful to run word frequency queries to identify the most frequent words across each code or theme
(provided that the codes and themes are rich in content), which then could be used for checking the
completeness of the coding. This procedure ensures that the researchers do not miss any content
related to a specific code or theme, and it can further be supported by reading and manual coding.

Another useful technique used for ensuring the completeness of coding is the use of a
compound query, which helps identify (a) text coded to two or more codes or (b) text coded to Code A
but NOT Code B or vice versa. This query is intended for comparing the contents of codes. It is
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particularly useful when, for example, researchers want to find instances of the word assignment®
accompanied by the word “flipped” in the same paragraph across the data. This query also allows for
finding the same word (assignment) in a text that is coded in multiple (usually two) codes. For
example, it finds the word “assignment” in paragraphs which are coded at the codes “out-of-class
work” and “student performance”. This query can help find the relationship between the codes in
question as coders can identify “simultancous coding” (also known as “overlap coding or double
coding”), which is defined as “the application of two or more different codes to a single qualitative
datum or the overlapped occurrence of two or more codes applied to sequential units of qualitative
data” (Saldafia, 2009, p. 62). This type of coding also helps pinpoint specific words that have been
missed although they were relevant to a particular code (Bazeley & Jackson, 2015). Similarly, text
search queries can be used to make interpretations and draw conclusions based on data by reviewing
each instance of a particular search string.

Using Reflection Tools to Increase the Depth of Analysis

A qualitative meta-synthesis study is more than the sum of the individual primary studies
analysed in it. It is characterised by a process of analysis which involves analytical thinking and
reflexivity while analysing the studies and writing up the results. NVivo offers several key features
that can help researchers deeply reflect on what they are reading.

A fundamental activity in qualitative meta-synthesis studies is writing memos to create just-in-
time records of theoretical ideas, insights, assumptions, and hunches. Memoing is so central to meta-
synthesis studies that Finfgeld-Connett (2018) considers it a data analysis method as a substitute for
detailed coding as the latter leads to too much decontextualization of the data from primary studies.
NVivo directly supports this activity as it offers a tool with the same name (Memos). A memo is a text
document in NVivo in which various notes are taken to create timely records of reflections about the
project, literature, analysis, methods, results and so forth. It is not different from a typical text
document in terms of its digital properties, but the way it is used in qualitative studies is so central.
Normally, in qualitative research projects analytic memo writing begins right at the outset of the study
(during research design or data collection). The main purpose of memo writing is to promote
analytical and reflective thinking during data collection, analysis and reporting.

It is highly advisable to use two different types of memos. The first is a project memo that can
be considered as a part of the audit trail of a project as it includes anything related to the project,
including but not limited to, notes on how the project began, objectives of the study, development of
research questions over time, search strings used in queries, problems experienced during the process
and (suggested) solutions for them. There might be more than one project memo (e.g., a memo for
recording methodological decisions and issues or another for recording notes on the results of
individual primary studies). The second is a memo associated with a particular case (e.g., primary
research articles or their sections). This type of memo can be written about any part of a primary
study. Another categorisation of memos was made by Finfgeld-Connett (2018) in theory-generating
meta-syntheses: within-study memos versus cross-study memos. While within-study memos are
concise descriptive statements providing an overview of the results of primary studies, cross-study
memos offer a synthesis of within-study memos conducted by comparing within-study memos. The
framework matrix tool in NVivo is highly appropriate tool for making within-case and cross-case
comparisons. More information is provided about this tool in the next section.

Framework Matrices for Synthesising Studies

A framework matrix is a table that appears like a spreadsheet with individual studies usually
listed as rows and codes (e.g., purpose, methods, participants, data collection, results, implications,
future research) as columns. Because numerous studies are read and coded in a meta-synthesis,
organising data from many studies usually proves challenging. Framework matrices can be used to
summarise and synthesise studies (e.g., the main results and pedagogical implications) for the
literature review sections of quantitative or qualitative studies. In qualitative meta-synthesis studies,
framework matrices can be used for preparing detailed representations of research findings. This tool
allows researchers easily organise an overwhelming amount of textual data (results of primary studies)
in large-scale meta-synthesis studies.
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The cells can be automatically populated by using the “autosummarize” feature or the researchers
can manually enter summary data into each cell. To be able use the autosummarize feature, the cases
have to be read and coded before they can be automatically transferred to the cells in the framework
matrix (Figure 5). To combine memos, coding and a framework matrix in a qualitative synthesis, the
steps below can be followed.

Step 1: Read the results of each individual study and create a memo linked to each study.

Step 2: Take down within-case analytical notes summarizing and reflecting on the results of
individual studies.

Step 3: Code the analytical notes (memos) by creating relevant codes, usually from scratch. A
priori codes can also be used but they should evolve a lot during the synthesis. The purpose of
coding is to categorise the findings from individual primary studies and the researcher’s
reflections on them to be able to compare them.

Step 4: Turn the individual studies into cases by using the command “Create as cases”.

Step 5: Create a framework matrix by adding codes to columns and cases to the rows. Once the
cells are automatically populated by using the “autosummarize” tool, a spreadsheet is created.
Examining a column makes it possible to make cross-study comparisons, while examining the
rows allows within-study comparisons.

22 A Sample Framework Matrix [

A : Code from Memos 1 B : Code from Memos 2 C : Code from Memos 3 D : Code from Memos 4 E : Code from Memos 5

e st Within-study comparisons

2: Primary Study 02

3 : Primary Study 02

4 : Primary Study 04

5 : Primary Study 05

6 : Primary Study 06

suosliedwod Apnils-ssou)

7 : Primary Study 07

8: Primary Study 08

9 : Primary Study 09

10 Primary Study 10

Figure 5. A sample Framework Matrix to Be Populated Using the “Autosummarize” Function

It is possible to compare the results of studies by writing codes and reflections to a spreadsheet
program, but the use of NVivo offers several benefits over spreadsheets in this respect. The first is the
ease of coding. The analyst can use drag-and-drop feature to create codes and do further coding. More
importantly, the coded textual are not separated from their contexts, which are of utmost importance in
meaning-making processes. Any coded material can easily be traced back to the article where it is
originally located. This helps eliminate the risk of making fully decontextualised interpretations.
Finally, it is much easier to work with individual cells in a framework matrix, particularly when the
content of an individual cell is too much to be seen on the screen at a time. NVivo automatically adds
a scroll bar to the right of the cell, which can comfortably be used for scrolling up and down while
reading the content.
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Writing Annotations

Another useful reflection tool offered by NVivo is the annotation feature, which allows
researchers to jot down just-in-time notes attached to parts of texts, images, audios, or videos. The
annotation tool is particularly useful as researchers can record their thoughts and ideas about a word,
phrase, sentence or a larger unit in a text. Annotations can fulfil various functions. For example, to
provide information about his analytic journey during data collection and analysis, Bakla (2018)
provided a table which explained the purposes of the annotations written during the data analysis. He
mentioned the following purposes for writing annotations: “to call for deeper analysis, to point to
contradictions, to identify intervening variables, to help test alternative interpretations and to provide
material for the written report of the research” (p. 24). In short, they can be written on anything to
promote reflective thinking during the synthesis.

Teamwork in Meta-Synthesis Studies

Because a meta-synthesis study not only entails a lot of hard work but also has to be
completed in a particular time frame (Margarete & Barroso, 2007), researchers do teamwork to ensure
faster and higher quality analysis. Another key reason why teamwork is recommended is that
researchers with different expertise might be needed to complete a meta-synthesis study. To offer a
theoretically oriented interpretation, it is essential that researchers possess expertise in the field of
study in which the meta-synthesis is conducted. This is also essential for improved quality in research
outcomes.

With NVivo, researchers can record the details of their work for their colleagues. Project
memos, memos associated with individual cases in the data, annotations, hyperlinks, see-also links,
codes can function as the audit trail of a meta-synthesis study. NVivo can store data about each
iteration of analysis and coding. Anyone who examines these can follow the evolution of thoughts
during the synthesis. As NVivo stores all the data (articles), coding, reflective notes and possibly some
of the interpretations in one place, it is easier to ensure transparency of the data analysis, synthesis,
and reporting. Moreover, by using coding comparison queries, researchers can compare their coding to
investigate to what extent they agree or disagree in their coding. The percentage of
agreement/disagreement and Kohen’s Kappa statistic could be calculated by using this query to
achieve higher inter-coder agreement levels. However, as qualitative synthesis is interpretative, it
might be unreasonable to expect reviewers to achieve higher Kappa values. This idea has long been
supported by some researchers (e.g., Vaismoradi et al., 2013; Yardley & Marks, 2003), who claimed
that the more interpretative a qualitative study gets (e.g., in thematic analysis rather than in content
analysis), the less relevant it is to seek agreement between individual coders in that study.

If researchers assume different responsibilities during coding and analysis, all these analytical
tools can help them appreciate what other team members are doing and thinking during the process.
This apparently helps prevent producing an incoherent narrative by multiple researchers working
independently on the same dataset. As Wong (2012) notes, a different group of researchers can make
different theoretical interpretations, yet it is important to provide a transparent account of meaning-
making processes during the synthesis.

Barriers Against and Challenges Involved Using NVivo in Meta-Synthesis

There are several barriers against successful use of NVivo in qualitative data analysis in
general and in qualitative meta-synthesis in particular. Firstly, most CAQDAS programs, including
NVivo, are paid tools; it might be costly for some researchers, particularly for those in developing
countries. Secondly, researchers have to allocate some time and effort to learn how to use NVivo for
analysing qualitative data (Duff, 2008). Thirdly, it might not be appropriate for researchers who are
not digitally minded. Moreover, some researchers might not prefer to learn to use this software unless
they intend to use it for multiple research projects. Moreover, some researchers might hope that the
software does the analysis itself; however, it should be noted that CAQDAS does not do the analysis
for the researcher (Dornyei, 2007; Tracy, 2024). It is obviously a misconception that analysis will be
carried out by the software itself. To further explain this fact, Tracy (2024) stresses that CAQDAS
does not analyse data on its own just as MS Word software does not write anything on its own.
However, researchers with such expectations might get disappointed with what they get out of the
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software during analysis. Therefore, it is essential that researchers should understand the
functionalities offered by NVivo and other CAQDAS programs.

Besides such apparent barriers, there are some challenges or issues involved in using NVivo in
gualitative meta-synthesis studies. As it is quite easy in NVivo to code and retrieve the coded texts,
researchers might tend to code excessively or unnecessarily, creating a long list of descriptive codes
with little or no interpretation. Coffey and Atkinson (1996) call this “coding fetishism” (cited in
Barbour, 2018/2024, p. 152). Richards (2021) considers coding “a trap to researchers” and notes that
“its danger is far greater with software” (p. 137). This is a significant issue in meta-synthesis because
interpretation is a key aspect of coding the results of primary studies. This is because, as noted earlier,
a meta-synthesis study is usually considered more than the sum of all the studies it is produced from; it
offers new theoretical outlooks based on what is already presented in primary studies. Too much focus
on coding can be a barrier against this. Secondly, researchers try to find patterns in the data, possibly
overlooking meaning; this leads to getting away from the data and failure to appreciate what it says
(Andrews, 2014). Richards (2021) suggests several strategies to avoid this problem including, but not
limited to, (a) doing all coding efficiently, and if possible, automatically, (b) establishing a balance
between thematic and analytical coding, (c) combining coding with thinking, and (d) stopping coding
when it gets boring and revisiting it later (pp. 137-138). Qualitative researchers are recommended to
consider these issues and challenges to be able to conduct successful meta-syntheses.

CONCLUDING REMARKS

The present study aims to provide an overview of meta-synthesis and how NVivo can be used
to facilitate and improve the quality of it. It discusses basic issues related to the process of meaning-
making and theorizing by using the results of primary research studies.

The way researchers code data or conduct queries (text search, word frequency, compound
etc.), along with the way they use reflection tools in qualitative meta-synthesis, hardly differs from
how they do them in regular qualitative analysis. What changes is the purposes that researchers have
in mind while performing such tasks. In qualitative synthesis, researchers extract data and use it to
create a theoretical outlook. They later use the extracted data to support their theoretical findings. They
conduct cross-case analyses to be able to produce a shared interpretation for the cases included in the
study. However, as Margarete & Barroso (2007) stress, due to the diversity of practices in conducting
and writing up the results of qualitative research, conducting meta-synthesis is a challenging task.
Therefore, it makes sense to use NVivo, to organise the project and do some additional activities like
conducting queries on the data. NVivo can help organise the sheer amount of verbal data produced in
primary qualitative studies. In this way, it increases the depth of the synthesis. Because the use of
technology in instruction and research is quite common in L2 acquisition, L2 researchers can also
benefit from using CAQDAS in their research studies.

With its handy tools that facilitate the organization of the primary studies and their results,
NVivo also promotes reflection, which is fundamental to the whole synthesis journey. However, it
should be noted that although NVivo (or other CAQDAS tools) can be highly useful while analysing
and reporting data, it can hardly substitute for the expertise in qualitative research and research
synthesis. NVivo can help L2 researchers mostly mechanically during the processes of reading the
articles, coding data, recording insights, creating themes and reporting results. Therefore, thinking and
theory generation rest with researchers. To do this, however, researchers must not only be
knowledgeable about carrying out scholarly research in general and L2 research in particular, but they
must also be adept at qualitative data analysis and reporting.

A particular challenge in qualitative research is that it is difficult for younger and less
experienced researchers to find good models (e.g., articles with clearly written methodology and
results sections) to follow while carrying out procedures in data collection and analysis in qualitative
research. This equally goes for qualitative synthesis studies. The present paper provides just an
overview of both qualitative meta-synthesis and the use of NVivo to conduct it. Therefore, qualitative
researchers who conduct meta-syntheses can write practical papers which explain and further illustrate
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the steps involved in carrying out a meta-synthesis study done using NVivo, with a particular focus on
coding and interpretation. Similarly, as there are quite a few other CAQDAS programs (e.g.,
MAXQDA, Atlas.ti, QDA Miner, Dedoose, HyperRESEARCH) available on the market, researchers
can write practical papers that explain how these software programs can be used for carrying out meta-
synthesis studies. Moreover, prospective researchers doing L2 research could carry out meta-synthesis
studies in a variety of different topics related to language education. Pinpointing topics in L2 research
for meta-synthesis is not addressed in this paper as it is beyond scope of it. However a particularly
useful strategy for finding a topic that could lend itself well to qualitative meta-synthesis would be to
examine bibliometric studies, which provide a map of available research on a specific topic and reveal
emerging research trends. This could enable future researchers to pinpoint where there is a need for
further analysis of qualitative data from primary studies.
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Abstract: This study was conducted using a mixed method research to examine the effects of mobile-assisted
feedback in teaching Turkish as a foreign language. In the study, WhatsApp application was used to provide
oral and written feedback on students’ grammar, pronunciation, and vocabulary errors. A total of 16 task-
oriented speaking activities were given to 12 students over a period of six weeks and the students were asked
to share these recordings individually via WhatsApp. At the end of the process, students’ satisfaction with
mobile-assisted feedback was measured using a five-point Likert scale to collect quantitative data. In addition,
semi-structured interviews were conducted to collect qualitative data, and students’ positive and negative
experiences with this method were analyzed in detail. The research findings show that mobile-assisted
feedback significantly contributes to the development of students’ speaking skills and that this approach
increases satisfaction in the language learning process. The study suggests that social communication
applications, especially with their capacity to provide individual and instant feedback, can be used as an
effective tool in foreign language teaching.
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INTRODUCTION

Smartphones have become an integral part of daily life and offer valuable tools for language
learning. While traditional methods like textbooks, teachers, and language schools are effective, they
can be costly and slow, often lacking real-world language experiences. Smartphones, on the other
hand, provide easy access to language learning apps that are typically free or low-cost, making the
process more convenient and affordable (Hossain, 2018; Huwari et al., 2023; Ismaili & lbrahimi,
2017). Andujar-Vaca and Cruz-Martinez (2017, p. 44) point out that with the emergence of many
apps that provide real-time chat in recent years, their competitors such as “WhatsApp”, “Line”, “Kik
Messenger”, “Telegram”, and “WeChat” have spread rapidly around the world. All of these apps
provide free text, voice, and video messaging via the Internet. L2 teachers, who now have access to a
new area for second language learning, should take into account this rapid growth. Foreign language
learning practices can help students learn and practice at every level. These apps often offer different
activities to learn language skills such as speaking, listening, reading, writing, and grammar. In
addition, many practices allow students to track their progress and see in which areas they need more
study. With the development of smartphone technology, MALL (Mobile-Assisted Language Learning)
is seeing increasing interest in foreign language learning as it is largely independent of time and space
constraints (Xu & Peng, 2017). MALL includes studies on grammar (Li & Hegelheimer, 2013),
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vocabulary (Kohnke, 2020), writing skills (Allagui, 2014; Fattah, 2015), listening and speaking skills
(Akkara et al., 2020), and reading skills (Plana et al., 2013). However, research has been conducted
on MALL in various languages, primarily in English, but little study has focused on the role of MALL
in addressing major challenges, such as teaching Turkish as a foreign language and the lack of oral
feedback in foreign language teaching in general. Mobile-assisted language learning (MALL) enables
students to always be in constant communication with the language, regardless of time and place.
There are many social media apps on the phone, and one of them is WhatsApp. WhatsApp is a popular
communication tool in the world as well as in Tirkiye. People use WhatsApp in many ways in their
daily lives, both in their family, with friends, and at work. Thanks to WhatsApp’s ability to group, file
sharing, voice messages, videos, emojis, and other features, it can be used for both communication and
educational purposes, as well as in all fields. Various studies have been conducted on how an app that
has taken so much place in people’s lives can be used in language teaching (Andujar-Vaca & Cruz-
Martinez, 2017; Bensalem, 2018; Mackay et al., 2021; Tragant et al., 2022), and this study has also
explored how this app can be exploited in teaching Turkish as a foreign language and how students
perceive the oral and written feedback they receive with this app. WhatsApp is one of the key apps for
communication and interaction between students and teachers. Language teachers should provide
meaningful contexts and authentic communication situations to students, considering interaction and
communication in L2 learning, as this is the primary goal of language education. In this context,
advances in mobile technology can provide an ideal platform for meaningful and real language
learning (Oksuz-Zerey, 2021, p. 104). All students can share a variety of news, topics, files, videos,
and emojis that can be communicated with an established group here, both individually and as a group.
This is also very important for language students and enables them to develop their communication
skills. Research into the use of language teaching has remained more in traditional class environments.
The aim of this research is to explore students' perceptions of receiving feedback on their mistakes
through WhatsApp, a social communication application on smartphones. However, the usefulness of
WhatsApp in providing feedback remains largely unexplored. Therefore, this study explores the
perceptions of A2-level Turkish learners about WhatsApp feedback, hoping to determine its impact on
mobile-assisted foreign language teaching and learning.

LITERATURE REVIEW

The use of feedback in foreign language teaching is very important because it is necessary for
students to receive feedback to improve their language skills. Feedback helps students understand that
they are on the right track or where they are making mistakes. In foreign language teaching, teachers
support and enhance students' learning processes by providing feedback. Feedback is an important tool
to ensure that students achieve their learning goals. Lyster and Ranta (1997) developed a model that
classified the types of feedback used in foreign language teaching. There are six types of reflection
within this model: explicit correction, recasts, elicitation, metalinguistic clues, clarification requests,
and repetition. Teachers traditionally provide feedback verbally in the classroom. However, in today’s
age of technology, it is possible to give feedback to students using digital tools. Unfortunately, the use
of digital technologies in foreign language teaching is still limited (Kessler, 2018; Pikhart & Al-
Obaydi, 2023). While some digital tools, such as teacher assessment tools, are commonly used to give
feedback online on students’ written tasks and tests, the use of technology to give students feedback
on their speaking and listening skills is relatively small (Kukulska-Hulme & Shield, 2007; Salih, 2019;
Terzioglu & Kurt, 2022).

The use of technology can make it easier for students to get feedback and can also save time
for teachers. For instance, apps that record student conversations can provide feedback on speaking
skills. These apps can help students develop speaking skills such as using correct pronunciation, tone,
and emphasis. Mobile technology is evolving from day to day, and this is evidenced by the research
carried out. For instance, in previous research, the small screen sizes of phones and disadvantages such
as visual hearing quality (Chinnery, 2006; Wu & Miller, 2020) are no longer mentioned. Although
there are many practical studies on the importance of feedback in foreign language teaching, research
into the use of mobile apps is limited despite their ease of use and time-saving. Mobile learning
provides an environment where students can negotiate meaning everywhere, reflecting and evaluating
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their performance through original interaction and feedback (Andajar-Vaca & Cruz-Martinez, 2017, p.
50). Mobile learning is truly unique in its ability to provide personalized learning opportunities
anywhere, anytime. It can also be used to enrich, enliven, or diversify traditional lessons or courses
(Attewell, 2005). With new technologies such as social communication applications, instructors and
students can communicate in flexible ways such as text, voice, image, and video. This enables mobile-
assisted feedback through social communications apps (Xu et al., 2017, p. 2). Students always want
feedback from their teachers, but because of the time constraints in their classroom environments, it is
almost impossible for teachers to give immediate and detailed feedback to students individually. In
this case, mobile-assisted feedback can offset the restrictions on giving feedback in the classroom (Xu
& Peng, 2017, p. 2). Students respond positively to corrections when they make mistakes (Brown,
2009; Davis, 2003). Mobile learning is to offer “flexible use, continuity of use, timely feedback,
personalization, socialization, active participation, peer coaching, self-assessment, outdoor inspiration,
and cultural originality” (Kukulska-Hulme & Viberg, 2018, p. 210). With technological advancements
in the creation of portable and handheld smart devices, mobile-assisted learning has gained global
popularity. The introduction of mobile applications on devices like iPads, smartphones, and tablets has
led to shifts in curricula, teaching methods, and assessment practices (Karakas & Kartal, 2020, p. 57).
WhatsApp, one of the mobile apps, allows users to send messages, pictures, audio files, and videos to
each other free of charge over the Internet. It offers the option to create a user group that can
communicate with each other. WhatsApp is one of the most commonly used apps in the world for
communication purposes and has gone far ahead of people’s communication via SMS. The use of
SMS in language teaching has also been investigated before (Alemi et al., 2012; Derakhshan &
Kaivanpabah, 2011; Lu, 2008), but WhatsApp is much more advanced than SMS because there are
more options in WhatsApp than the SMS service, and instant communication is more limited in SMS.
WhatsApp is a free, proprietary, cross-platform, and end-to-end encrypted messaging application for
smartphones. It offers features such as multimedia sharing, group chats, and unlimited messaging.
WhatsApp has been utilized in educational contexts, including language learning, and various studies
have highlighted its positive effects on language acquisition (Kartal, 2019, p. 353).

Some research on language teaching via WhatsApp has shown that it contributes positively to
students’ learning of foreign languages. A study by Bensalem (2018) examined the effectiveness of
the use of WhatsApp for vocabulary learning by English foreign language learners. According to the
results of the research, the use of WhatsApp instead of traditional methods significantly increased
students' vocabulary learning. In addition, the use of WhatsApp as a learning tool has been a positive
experience for most participants, as it also increases students' motivation to learn. Binti Mistar and
Embi (2016) noted that WhatsApp provides many benefits to students but also pointed out that it
encourages students to actively participate in conversations or discussions to improve their learning
performance. Therefore, they noted that using WhatsApp as an effective learning tool could increase
student engagement and improve the learning process. The study of Budianto and Arifani (2021, p.
276) shows the potential of WhatsApp to be used as a teaching and learning tool. The application is
simple, easy to use, and ready to use, making it easier for teachers to share various materials such as
video and audio files, PowerPoint presentations, tasks, tests, and to support students in learning. The
study also emphasizes that for more effective use of WhatsApp, teachers need to provide balanced and
accurate supporting materials and the importance of responding quickly to students with feedback. The
research conducted by Han and Keskin (2016) examined the impact of using WhatsApp activities in
English-speaking classes on student speaking anxiety. The results showed that WhatsApp activities
increased students’ language learning and reduced speaking anxiety. Another important point is that
due to the time constraints in the classroom environments, it is almost impossible for teachers to give
immediate and detailed feedback to students individually. In this case, mobile-assisted feedback can
offset the restrictions on providing feedback in the classroom (Xu & Peng, 2017, p. 174).

This research seeks to address gaps in the methods used for teaching foreign languages, with a
particular focus on teaching Turkish as a foreign language. It explores the perceptions of students
learning Turkish regarding the effectiveness of feedback provided through WhatsApp. The study also
offers insights into the potential benefits and limitations of using mobile technology to support
language teaching and learning. This study seeks to address the following questions:
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e What are the students' positive and negative perceptions of WhatsApp as a learning tool for
Turkish?

e What do the students think about receiving feedback via WhatsApp?

e How do students perceive the use of WhatsApp for Turkish speaking skills?

METHODOLOGY
Research Design

The research design of the study is a mixed-methods approach, combining both quantitative
and qualitative elements. Quantitative data were collected through a five-point Likert scale survey,
while qualitative data were gathered through interviews. This combination allowed for a
comprehensive analysis of students' feedback experiences, integrating both numerical insights and in-
depth qualitative perspectives. The mixed-methods design was chosen to provide a more holistic and
nuanced understanding of the research questions. Mixed methods research is a research approach that
involves gathering, analyzing, and combining both quantitative and qualitative data within one study
or across multiple studies to gain a deeper understanding of research issues (Creswell, 2003).

Research Context and Participants

The findings focused on students' perceptions of using WhatsApp as a tool for teaching
Turkish as a foreign language in the classroom, and whether it helped improve their language learning.
Data is collected from various directions. The positive and negative opinions about getting feedback
from WhatsApp consist of how they perceive and how WhatsApp improves language skills. In this
direction, qualitative data has been collected through the interview form and the five-point Likert scale
was used to gather students' opinions on their experiences with WhatsApp voice messaging, and to
explore whether this application contributes to language learning.

The study was conducted with 12 students of the Turkish A2 level at the Turkish and Foreign
Languages Research and Application Center of the Yildiz Technical University in Istanbul. When they
first register, they are applied by that institution to the Turkish proficiency exam and are placed in
classes according to their levels. These students also passed another qualification test at the end of the
Al level, and according to the results of this test, the students are eligible to pass the A2 level. They
were from the following countries: Palestine (2), Kazakhstan (1), Indonesia (1), India (1), Sudan (3),
Tunisia (1), Egypt (1), Libya (1), and Lebanon (1). Overall, 6 male (50%) and 6 female students
participated in the present study. They are between the ages of 18-30. In the pre-research interview, all
of the students stated that they use WhatsApp on their phones every day.

Procedure

A WhatsApp group was created with students, but the conversation tasks were done through
records that the students dropped to their teachers individually, not through a group. Students were
given 16 speaking tasks on topics they had in class, and asked to talk about them for at least a minute.
Themes are given twice or three times a week. These topics were applied after the opinions of three
field experts were taken on the relevance of the courses and the suitability of the students to their
levels before they were given to students. The conversation tasks focused on daily-life topics relevant
to students’ experiences, such as introducing oneself, discussing hobbies, and sharing opinions on
current events. Each student participated in a series of voice and video messaging activities on
WhatsApp, designed to simulate real-life Turkish conversations.
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Feedback:
Feedback was provided in two forms:

Written feedback, which was sent through WhatsApp messages after each conversation task. This
included corrections for grammar, vocabulary, and sentence structure, as well as suggestions for
improvement. Audio feedback, where the instructor used WhatsApp voice messages to model correct
pronunciation, and provide explanations on specific language points. The evaluation criteria for the
feedback included accuracy in grammar and sentence structure, appropriate use of vocabulary,
pronunciation, and fluency. These criteria were developed based on established frameworks in
language teaching, drawing from relevant literature on language proficiency and speaking skills. The
researcher then listened carefully to these records, transcribed them, and gave students both written
and voice feedback. This process lasted six weeks. After six weeks, participants were asked to
complete a digital survey with 13 items. Before the survey was sent to participants, it was reviewed by
four Turkish teachers and subsequently modified according to the feedback received. In these
guestions, participants shared their opinions about receiving feedback via WhatsApp. Then a four-
question interview was held with the students and the students’ answers were recorded in a digital
environment.

Data Collection and Analysis

The open-ended questions were analyzed using the open-coding method (Glaser & Strauss,
1967), which involved searching for recurring patterns without any preconceived hypotheses (Bush,
2021). Three tools have been adopted to examine feedback features and students *perceptions of such
feedback via mobile-assisted WhatsApp:

1. Transcriptions of students’ recordings.

2. Questionnaire. Participants in the study completed a survey of 13 items. Each item is
rated on a Likert-type scale of 5, ranging from 1 (I strongly disagree) to 5 (I strongly
agree). The goal of the scale is to expose students’ perceptions to improve feedback
and speaking skills through WhatsApp.

3. Interviews. A semi-structured interview form consisting of four questions was
conducted to get more detailed information from students.

A week after the study was completed, a five-point Likert scale survey was administered to
assess students’ perceptions of feedback via WhatsApp. The survey was conducted face-to-face, so
students had the opportunity to ask questions about points they did not understand and possible
misunderstandings were minimized. Students were asked to answer questions in English and to share
in detail their positive and negative experiences regarding the use of WhatsApp voice messages for
conversation practice. The questions focused on the contribution of the application to improving
Turkish language skills, the advantages and disadvantages of using voice messages, and the
effectiveness of teacher feedback.

To ensure the reliability and validity of the survey, steps were taken to design and pilot the
questionnaire before full deployment. Reliability was assessed through internal consistency measures,
while validity was established by aligning the questions with the study’s objectives and conducting
expert reviews. The analysis employed descriptive statistics, focusing on central tendency measures,
with percentage sums used to identify the frequencies in the responses. These percentages were
automatically calculated by the survey software for mandatory selection questions.
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FINDINGS

Quialitative Data

The qualitative data from the interviews provided valuable insights into students' perceptions
of receiving feedback via WhatsApp. Students appreciated several positive aspects, including the
correction of errors, the ability to be more careful and learn new words, and the rapid communication.
One student noted that WhatsApp feedback was "quick and convenient, especially when | need
clarification on something right away," while another valued the opportunity to "review the feedback
anytime,” which helped with learning and correcting mistakes. However, some students also
highlighted certain limitations. One student felt that sending an audio recording might be more
effective than using WhatsApp for detailed feedback, while another experienced issues with late
joining due to internet connectivity problems. Additionally, there was a desire for more personal
interaction, with one student expressing that they missed the "face-to-face interaction where | can ask
follow-up questions immediately." To address these concerns, students suggested incorporating more
speaking practice into the feedback process, exploring different topics, and providing more customized
feedback. They also recommended combining WhatsApp feedback with occasional face-to-face
sessions to handle more complex issues. Overall, while WhatsApp was recognized as a useful tool for
rapid and accessible feedback, students felt it was most effective when used alongside other methods
to address its limitations.

Question 1: “What are the positive thoughts about receiving feedback through WhatsApp?”’

Table 1. Positive thoughts of students

Perceptions Percentage (%) Number of students
Correction of errors 41.67% 5
Being careful and learning new words. 16.67% 2
Rapid communication 16.67% 2
Improving speaking skills and vocabulary 16.67% 2
Recording of assignments 8.33% 1

Students noted that they corrected their mistakes and learned new words thanks to feedback
they received through WhatsApp, while highlighting other advantages such as fast communication and
recording tasks. They thought WhatsApp was an effective tool for improving speaking skills and
vocabulary. In general, students have noted that the method of receiving feedback through WhatsApp
is useful and especially helps them in terms of vocabulary, speaking skills, and fixing errors. Students
provided insights into their learning experience through direct quotes. One student commented, "It was
very good because it significantly improved my ability to correct misthinking and mispronunciation of
words." Another student highlighted the benefits of rapid feedback, stating, "The process was very
quick and useful for me because I didn’t know my mistakes at first, but after you corrected them, |
became aware of my errors and stopped repeating them." A third student focused on the accessibility
of feedback, saying, "Firstly, it was very good because | could repeat the message from my lecturer
anytime | wanted. It was convenient because | could view it on my phone whenever | needed."
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Question 2: “What are the negative thoughts about receiving feedback through WhatsApp?”
Table 2. Negative thoughts of students

Perceptions Percentage  Number of
(%) students

Students without negative thoughts %83.3 10

Student who thinks it is better to just send an audio recording %8.3 1

The student who thinks she/he has a late joining problem when there is  %8.3 1

no internet connection

The qualitative data from the interviews revealed that 10 out of 12 students (83%) believed
that receiving feedback through WhatsApp had no negative aspects. This high frequency indicates a
strong overall satisfaction with the feedback method. However, some students did express specific
concerns. For instance, one student preferred sending audio recordings over using WhatsApp for
detailed feedback, while another experienced issues with late joining due to internet connectivity
problems. Additionally, students suggested enhancing the feedback process by incorporating more
speaking practice, exploring different topics, and providing more customized feedback. They also
expressed a desire for more face-to-face interactions. While WhatsApp is generally viewed positively,
these insights suggest that addressing the highlighted concerns and integrating additional methods
could further improve its effectiveness.

Question 3: “What are the suggestions regarding feedback via WhatsApp?”’

Table 3. Suggestions of students

Perceptions Percentage Number of
(%) students

More can be done as speaking practice %66.7 8

Different topics can be learned and customized feedback can be %16.7 2

given

Face-to-face conversation can be done more %16.7 2

The common point for students is that they think the use of WhatsApp is a good tool for
conversation practice. While some students noted that face-to-face conversation would be better, they
generally found it positive because of WhatsApp’s voice and video messaging capabilities as well as
teachers’ feedback. Students also suggested to learn different subjects outside of those included in the
textbook and to give more customized feedback. As one student noted, "I don’t have [anything
negative]. | wish that this continued beyond A2, at every level." Another student suggested, "More
topics, different subjects could be introduced outside of those in the textbook." Additionally, one
student emphasized WhatsApp's comprehensive features, stating, "There’s nothing missing because
WhatsApp has everything—sending videos, pictures, and more." Overall, students appreciated
functionality and flexibility of WhatsApp, and they expressed interest in learning a wider range of
topics with more customized feedback.

Question 4: “Do you believe that the feedback you receive via WhatsApp can improve your Turkish
speaking skills? Why?"

Table 4. Students' beliefs
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Perceptions Percentage (%) Number of students

It improves 100% 12

All of the students (100%) believe that the feedback they receive from their teachers through
WhatsApp improves their speaking skills. As reasons for this, students showed that WhatsApp is a
good tool to practice their speaking skills, it is important for student comfort while speaking, it
provides the opportunity to repeat and it is an additional learning method. One student mentioned, "It
really improved my Turkish. | learned new things." Another student shared, "Yes, it can improve [my
speaking]. As | said, by speaking every day and using new words, my speaking has become
better." Similarly, another student stated, "Of course, because | practiced a lot with WhatsApp. |
practiced thinking and speaking quickly.” A fourth student emphasized, "Yes, yes. Because we do
more practice."

Questionnaire Data

In this section, the survey data collected to understand the participants' views on language
learning activities carried out via WhatsApp are discussed. The data were analyzed using a five-point
Likert scale and the students' experiences were evaluated in areas such as grammar, vocabulary,
speaking practice, and listening skills. The results show that most of the participants think that the
feedback they received via WhatsApp contributed positively to their Turkish learning. However, it
was observed that the views were more different in terms of individual learning and providing an
enjoyable experience. These findings provide important information for understanding the impact of
technology on language learning.

Table 5. Students’ perceptions about receiving feedback via WhatsApp mobile tool

No Statement Answer

Strongly  Agree Neutral ~ Disagree  Strongly

Agree Disagree

1 The feedback | received via 75% (9 25% (3
WhatsApp has improved my Turkish ~ students)  students)
learning.

2 The feedback | received via 66.7% (8 25% (3 8.3% (1
WhatsApp has improved my speaking students) students) student)
skill in Turkish.

3 The feedback | received via 50% (6 50% (6
WhatsApp has improved my students)  students)
vocabulary in Turkish.

4 The feedback | received via 66.7% (8 25% (3 8.3% (1
WhatsApp has improved my listening students)  students) student)
skill in Turkish.

5 The feedback | received via 75% (9 16,7% (2 8,3% (1
WhatsApp has improved my Turkish  students) students) student)
grammar.

6 Learning Turkish via WhatsApp is 417% (5 25% (3 33,3% (4
fun. students)  students) students)

7 WhatsApp is useful for individual 333% (4 333% (4 25% (3 8.3%(1
learning. students)  students) students) student)

8 Learning Turkish via WhatsApp is 333% (4 50% (6 16,7% (2
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enjoyable. students)  students) students)
9 WhatsApp has created an interactive  41,7% (5 41,7% (5 83% (1 8,3% (1
learning environment. students)  students) student)  student)
10  Speaking activities sent by my 66.7% (8 33,3% (4
teacher via WhatsApp are useful. students)  students)
11 The feedback I received from my 75% (9 25% (3
teacher via WhatsApp has improved  students)  students)
my Turkish.
12 Receiving feedback via WhatsApp is  83,3% 16,7% (2
helpful. (10 students)
students)
13 The tasks my teacher sent on 75% (9 25% (3
WhatsApp has helped me to improve students) students)
my Turkish.

The majority of participants stated that the feedback they received via WhatsApp made a
significant contribution to their learning of Turkish. In particular, the participants’ views on speaking,
listening, grammar and receiving feedback were quite positive, and it was thought that WhatsApp
contributed to learning in these areas. Participants evaluated the speaking activities and homework
sent by their teachers as useful. This highlights the interactive opportunities provided by WhatsApp
for developing language skills, and they also indicated positively that learning via WhatsApp was fun.
However, opinions on issues such as the suitability of WhatsApp for individual learning were more
scattered and contradictory. Nevertheless, it is clear that the feedback received and the activities
carried out via WhatsApp generally made a positive contribution to their learning of Turkish.

DISCUSSION AND CONCLUSION

This study incorporated mobile-assisted language learning (MALL) into feedback research in
teaching Turkish as a foreign language. Using the WhatsApp application, mobile-assisted feedback
was explored through the perceptions of foreign language learners. The study revealed that students
had positive attitudes toward the use of WhatsApp and mobile-assisted feedback. The results of the
guestionnaire and interview indicate that using WhatsApp for feedback is an effective method for
improving students' speaking skills, especially in areas such as pronunciation, grammar, vocabulary,
and feeling more relax as most students agreed with this claim. The study showed that students
learning Turkish as a foreign language were able to actively participate in their learning outside of the
classroom, which helped to overcome some of the drawbacks of traditional classroom instruction. By
engaging in self-directed learning outside of class, Turkish language learners were able to work at
their own pace, receive feedback on their progress, and practice speaking in a less stressful
environment. As a result, this approach improved the effectiveness of Turkish language teaching and
enhanced the language proficiency of the learners.

Findings seem to be that the verbal and written feedback given for the students via WhatsApp
can be quite effective, especially in the speaking skills of the students. Teachers and students were
able to stay in touch outside the classroom via WhatsApp. Tragant et al. (2022) state that instant
messaging is an interesting pedagogical resource for all classroom communication and equally
effective in encouraging students to use English beyond the classroom walls (Tragant et al., 2022, p.
26). The use of technology in education is increasing, which enriches students' learning experiences.
However, it should not be forgotten that the use of technology has certain limitations and successful
results can only be achieved with good planning and implementation. A study conducted by Oksuz-
Zerey (2021) examined the perceived benefits of WhatsApp voice messaging by allowing English
learners to speak English outside of the classroom. The results showed that the WhatsApp voice
messaging application benefited students in various ways. The students stated that in addition to
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improving their English speaking and pronunciation skills, the application allowed them to practice
English, review the learned content, overcome their shyness, and correct their linguistic errors. Minalla
(2018) suggests that using voice chat on WhatsApp can be an effective technique for improving the
oral interaction of English language learners. Additionally, it provides a suitable platform for students
to practice the language outside of classroom contexts, which can help them to apply what they have
learned in class. Furthermore, participants tend to express their approval and exhibit positive attitudes
towards this method of language practice. According to the findings of Hamad's (2017) study, the use
of WhatsApp is a very effective method for students to improve their English skills, enrich their
vocabulary and learn from the mistakes of their friends. A study conducted in Malaysia revealed that
students and lecturers have high attitudes towards the use of WhatsApp. It was determined that the use
of WhatsApp increased the cooperation between students, it was a useful tool for the instructors to
convey information to their students, and its usefulness among students was high. The study has also
received positive feedback from students, who reported feeling happier, more enthusiastic, challenged,
and creative while learning English, particularly in terms of their speaking skills (Binti Mistar &
Embi, 2016, p. 102).

Students reported that they learned new words both when they sent voice recordings via
WhatsApp and when they received feedback from the teacher. This finding aligns with the research
conducted by Jafari and Chalak (2016), which highlighted the impact of WhatsApp on vocabulary
learning among Iranian English learners. Their study found that WhatsApp created a more effective
learning environment than traditional classroom instruction. This suggests that integrating tools such
as social networks and mobile messaging applications into L2 curricula could foster learning
communities that students engage with regularly. The implications of these findings are significant for
second language teaching. By incorporating mobile-assisted language learning (MALL) tools like
WhatsApp, teachers can create a more dynamic and interactive learning environment that supports
vocabulary acquisition and overall language competence. Furthermore, this approach could help
educators identify both the strengths and weaknesses of their learners, allowing for more tailored
instructional strategies. Moreover, by encouraging students to communicate with other second
language learners through these platforms, educators can promote the development of communicative
competence, which is crucial for real-world language use. Bensalem's (2018) study found that
WhatsApp significantly improves vocabulary learning, which aligns with the findings that students
learned new words through voice recordings and teacher feedback via WhatsApp. This supports the
idea that WhatsApp facilitates active vocabulary construction in a comfortable, informal environment.
Weissheimer et al. (2018) emphasized the benefits of asynchronous communication, such as increased
autonomy and reflective thinking—observations mirrored in how WhatsApp allowed students to edit
responses and reflect on feedback. Similarly, Alshammari et al. (2017) and Minalla (2018) found that
WhatsApp supports language practice and progress monitoring, consistent with the finding that
students used it to exchange information and improve language skills. These studies collectively
reinforce the notion that WhatsApp is a valuable tool in modern language education, as evidenced by
its effectiveness in the current research.

Also Xu et al. (2017) examined students' perception of teacher feedback through a social
communication application called WeChat. The study revealed that students who preferred receiving
mobile-assisted feedback showed positive attitudes and gained more self-confidence in English
speaking. The results demonstrated that providing feedback through WeChat facilitated more active
engagement of English learners in out-of-class learning activities and could compensate for certain
limitations of classroom instruction where sufficient feedback from instructors might be lacking.

Limitations of The Study
In recent years, the use of mobile-assisted language learning (MALL) has gained momentum
in EFL and other foreign language teaching contexts. This approach has been shown to increase

learners' motivation, engagement, and autonomy, and to offer more personalized and flexible learning
experiences. Consequently, MALL has become a popular tool in language teaching and is being
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implemented in various educational settings. The current study has contributed to this field by
exploring the integration of MALL and oral feedback in Teaching Turkish as a foreign language.
However, there are limitations to this study that should be taken into account. The primary limitation
is the small sample size, which may limit the generalizability of the findings. Furthermore, the study
identified a limitation in that there was no direct interaction between the teacher and the students
following the provision of feedback on the WhatsApp platform. This made it challenging to evaluate
the extent to which the students benefited from the feedback provided. As a result, there is a need for
further research to investigate the effectiveness of mobile-assisted language learning (MALL) and
feedback in teaching Turkish as a foreign language and other language-teaching contexts. By
including larger participant groups and more varied learning activities, and different language skills in
the future studies in this field may be able to overcome these constraints. Future research may also
examine the effects of mobile-assisted feedback on second language (L2) learning outcomes by using
various smartphone applications. To learn more about how MALL can be utilized to improve student
learning, it would also be good to investigate various approaches to teacher-student interaction.
Researchers can continue to further our understanding of how MALL can be successfully included in
teaching Turkish as a foreign language training by addressing these limitations and improving on the
current study. This research was conducted with learners who are studying Turkish as a foreign
language at the A2 level. Studies can be carried out to determine the effectiveness of providing
feedback through the WhatsApp application at different levels and in different skills.

Recommendations

« Students stated that the audio and written feedback they received through the WhatsApp application
improved their speaking skills, vocabulary, pronunciation, self-confidence, and error correction
processes. In line with these findings, activities that provide feedback via WhatsApp can be
suggested to improve students' speaking skills in Turkish foreign language teaching.

+ Future studies can examine the effects of daily speaking practice in Turkish language teaching using
WhatsApp or similar digital platforms. Such studies can investigate how practices with real-life
examples through messaging applications improve students' speaking skills, fluency, and
communication skills.

» Making the feedback more concrete can enable students to understand it better. For example, voice
messages or videos can be sent to demonstrate correct pronunciation, or sample sentences can be
given that make grammatical errors more obvious.

* Studies can be conducted on how WhatsApp feedback affects students' learning motivation.

Ethics Committee Approval: The ethics committee approval for this study was granted by Yildiz
Technical University Ethics Committee for Social and Human Sciences Research with decision
number 2021.11 on 26.11.2021.
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0z: Bu galisma, yabanci dil dgretiminde hikdye anlatim ydnteminin (HAY) ilkokul dgrencilerinin kelime
kazanim1 ve motivasyonlar1 iizerindeki etkisini incelemeyi amaglamaktadir. Arastirma, Samsun ilinde 6zel bir
ilkokulda 46 3. smif Ogrencisi ile Ontest-sontest kontrol gruplu deneysel model kullanilarak
gerceklestirilmigtir. Deney grubundaki o6grencilere hikdye anlatim yontemi ile geg¢mis zaman fiilleri
ogretilirken kontrol grubundaki dgrencilere geleneksel yontemlerle 6gretim yapilmistir. Toplam 4 hafta ve 12
ders saati boyunca gercgeklestirilen 6gretim siirecinde 6grencilere ilk10 hafta her ders saatinde 4 fiil, son 2
hafta ise 5 fiil olmak iizere toplamda 50 fiil 6gretilmistir. Ogrencilere 6gretilen 50 fiilin gecmis zaman
¢ekimlerini ve anlamlarimi dogru sekilde belirlemeyi amaglayan gegerli ve giivenilir bir basari testi
uygulanmigtir. Bagari testinin madde giigliik derecesi 0.40 ile 0.60 arasinda, madde ayirt edicilik indeksi ise
0.30’un iizerinde belirlenmistir. Testin giivenilirligi, KR- 20 giivenilirlik katsayisiyla .88 olarak tespit edilmis
ve uygulama siireci tamamlandiktan bir hafta sonra her iki gruba da bu basari testi sontest olarak
uygulanmigtir. Elde edilen sonuglar, kelime 6grenimindeki basarida deney grubu admna anlamli bir artis
oldugunu gostermektedir. Ayrica 6grencilerin motivasyon diizeylerini 6l¢gmek amaciyla Deci ve Ryan (1982)
tarafindan gelistirilen 17 maddelik icsel Motivasyon Envanteri (IME) uygulanmustir. Ilgi, yetenek, caba,
deger, baski ve se¢im gibi alt boyutlar1 icermekte olan bu envanterin Cronbach’s Alpha degeri .79 olarak
tespit edilmistir. Elde edilen sonuglar, motivasyon agisindan deney grubunda anlamli bir artis oldugunu ortaya
koymustur. Calismanin sonuglari, dzellikle kiiciik yas grubu o6grencilerin 6grenme siireglerinde 6grenci
merkezli ve yaratici 6gretim yontemlerinin dnemini ortaya koymakta ve bu yontemlerin, kiiciik yas grubu
Ogrencilerin ihtiyaglarina uygun bi¢imde uyarlanmasi gerektigini nermektedir.

Anahtar kelimeler: Hikdye anlatim teknigi, Kelime &grenme stratejileri, Dil bilgisi égrenme, Cocuklara
ingilizce 6gretimi.

The Investigation of the Impact of the Storytelling Method (STM) Used in
English Vocabulary Teaching

Abstract: This study aims to examine the impact of the storytelling method (STM) in foreign language
teaching on the vocabulary acquisition and motivation of primary school students. The research was
conducted using a pre-test post-test control group experimental design with 46 third-grade students from a
private primary school in Samsun. While past tense verbs were taught to the students in the experimental
group using the storytelling method, traditional methods were used for the control group. During the four-
week instruction period, which consisted of 12 lessons, a total of 50 verbs were taught: 4 verbs per lesson
during the first 10 lessons and 5 verbs per lesson during the last 2 lessons. A valid and reliable achievement
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test, designed to assess the correct identification of both the past tense forms and meanings of the 50 taught
verbs, was administered. The difficulty index of the test items ranged between 0.40 and 0.60, while the
discrimination index was determined to be above 0.30. The reliability of the test was calculated with the KR-
20 reliability coefficient, which was found to be.88. One week after the completion of the instructional
process, the same achievement test was administered as a post-test to both groups. The results indicated a
significant improvement in vocabulary acquisition in favor of the experimental group. Additionally, to
measure the students' motivation levels, the 17-item Intrinsic Motivation Inventory (IMI) developed by Deci
and Ryan (1982) was administered. This inventory, which includes sub-dimensions such as interest,
competence, effort, value, pressure, and choice, had a Cronbach’s Alpha value of .79. The results
demonstrated a significant increase in motivation in the experimental group. The findings of the study
highlight the importance of student-centered and creative teaching methods in the learning processes of
younger students and suggest that these methods should be adapted to meet the needs of younger age groups.

Keywords: Storytelling method, Vocabulary learning strategies, Grammar learning, Teaching English to
children

GIRIS

Giiniimiizde, global diinyadaki rolii nedeniyle Ingilizce 6grenmek, uluslararasi iletisim ve is
diinyasinda 6nemli bir koprii islevi gormesi agisindan vazgecilmez bir gereklilik haline gelmistir. Bu
sebeple, erken yaslardan itibaren egitim ve ogretim siireclerine Ingilizcenin entegre edilmesi,
cocuklarin biligsel, duygusal ve sosyal gelisimlerini desteklerken, gelecekteki kariyer firsatlarini da
artirabilir. Ingilizce &grenimi omiir boyu siirecek bir avantaj saglayarak, bireyleri kiiresellesen
diinyada daha etkili hale getirebilir. Egitim ve dgretimde Ingilizcenin dgretilmesi konusunda pek ¢ok
yaklagim ve yontem bulunmakla birlikte, siire¢ icerisinde nelerin eksik kaldigi ya da hangi noktada
daha verimli olunacag1 hususunda arastirmalar yapilmaktadir. ilkokul doneminde baslayan yabanc dil
Ogrenme siireci, dilin yapi taglariin olusturulmasi ve bireydeki kaliciligin saglanmasi agisindan biiyiik
Oonem tagimaktadir; bu nedenle, bu donem, tlizerinde titizlikle durulmas: gereken kritik bir siirectir
(Holderness, 1991).

Bu donemde, kelime o6grenmek dil 0grenme siirecinin en temel asamalarindan biri olarak
gorlilmektedir. Dilin yap1 taglar1 olan kelimeler, iletisimin temelini olusturur. Kelimeler, dilin anlamin
ve igleyigini anlamak i¢in 6nemlidir (Nation, 2001). Kelime dagarcigi ne kadar genisse, birey o dilde
daha akici ve etkili iletisim kurabilir. Iyi bir kelime bilgisi, konusma, dinleme, yazma ve okuma gibi
dil becerilerini gelistirmeyi destekler. Bu nedenle, kelime 6grenmek sadece iletisimi kolaylagtirmakla
kalmaz, ayn1 zamanda dil 6grenme siirecini daha kapsamli ve etkili hale getirir (Read, 2000). Ciinkii
kelimeleri dogru bir sekilde bir araya getirebilen birey, dogru ctimleler kurmakta ve bu da dilbilgisi
ogreniminde kolayliklar saglamaktadir.

Kelime bilgisinin dil 6gretiminde dort temel beceri igin (dinleme, konusma, okuma, yazma)
esas oldugu belirtilir (Simsir, Karahan & Anagiin, 2019). Bunun yam sira kelime bilgisi iyi derecede
olan 6grencilerin, kelime bilgisi sinirli olan 6grencilere kiyasla daha basarili oldugu kanisina varilarak,
kelime haznesinin artmasi ile dil yeterlili§inin de artmasinin dogru orantili oldugu ifade edilmektedir
(Luppescu & Day,1993). Yabanci dilde kelime 6gretimi konusunda gesitli arastirmalar yapilmakta ve
dil Ogretiminin en kaliteli sekilde gergeklesmesi adina pek c¢ok yaklagim ve yontem iizerinde
calisilmaktadir. Fakat igeriklerin aktarilmasi, kisitli ders saatleri, yogun programlar ve kalabalik
smiflar gibi etkenler dilin etkili aktariminin 6niine gegebilmektedir. Bu konuda hikayelerin kullanimu,
gerek ders saatleri i¢in ideal uzunlukta olabilmeleri, gerekse tiim seviyeler i¢in kullanilabilir ve farkli
ilgi alanlarma hitap edebilir olmalari, onlar1 dil 6greniminde faydalanilmasi gereken bir hazine haline
getirmektedir (Pardede, 2011).

Krashen'in girdi ve duygusal filtre hipotezine gore (1985), motivasyon eksikligi veya 6zgiiven
kaygis1 ve endise, girdiye engel gorevi goren duygusal filtreyi yiikseltir, boylece anlasilir girdi
dogustan gelen mekanizmaya islenmis dil edinim aracina ulasamaz. Bu, edinimi saglanamaz hale
getirir. Bu noktada hikayeler, duyussal filtreyi diisirmek igin etkili bir arag gorevi goriir. Dili
Ogrenenleri motive edebilir ve rahatlatabilir, sonug olarak edinim saglanir.
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Kelime Ogrenimi

Yabanci dil 6gretimi ve 6grenimi alaninda, kelime dagarcigi agacin ana dallarindan biri
olarak tamimlanabilir (Lubis,2023). Bu nedenle genellikle 6grenme ve Ogretme siirecinde kelime
dagarcigi 6nemlidir. Read (2000)’e gore kelime dagarcigi, tek bir anlam ileten birim veya sesletim
ifadeler olarak tamimlanabilirken, Waring (2002)’in tanimi bir kelimenin hem anlamimi tanima
yetenegi hem de onu iiretme yetenegini igerir. Ayrica, bir kisinin bir kelimeyi bir metinde veya
konugmada taniyabilecegini ancak uygun bir sekilde kullanamayabilecegini kabul eder. Benzer
sekilde, Carter (2001) bir kelimeyi bilmenin hem aktif hem de iiretken olarak bilinmesi olarak ifade
eder. Nation (2001) ise bir kelimeyi 6grenmek i¢in; kelimenin anlami, yazili formu, s6zlii formu gibi
farkli tiirde bilgilerin gerektigini savunur. Ayrica, kelime dagarciginin artan dogasi nedeniyle bir
kelime i¢in bu farkli bilgi tiirlerinin ayn1 anda 6grenilemeyecegini belirtir. Kisacasi, bir kelimeyi
bilmek, kelimeyi tamimak ve iiretmeyi icerir. Bu, aymi kelimeyi farkli baglamlarda bir¢ok kez
karsilayarak ve aktif olarak kullanarak gergeklestirilebilir.

Kiiciik Yas Grubu Ogrencilere Kelime Ogretmek

Nation (1990), kelime 6grenmenin erken asamalarinda kelimelerin agikga Ogretilmesine
biiyiik bir vurgu yapar ve sonraki asamalarda rastlantisal kelime 6grenme islemine gecildigini ifade
eder. Ayrica, Coady (1993), temel veya ¢ekirdek kelime dagarciginin kasten 6gretilmesi gerektigini
belirtir; bu nedenle, baslangi¢c asamalari veya baslangi¢ seviyeleri i¢in rastlantisal 6grenme Onerilmez.
Bu nedenle, 6grenmenin erken agsamalarinda, kasten kelime 6grenme geng 6grenciler i¢in hayati 6nem
tasir.

Geng Ogrencilere kelimeleri agik¢a 0gretmenin yani sira, 6gretmenlerin geng Ogrencilerin
kelimeleri farkli etkinlikler araciligiyla aktif bir sekilde kullanabilecekleri farkli baglamlar saglamalari
gerekmektedir (Tough, 1991). Schmitt (2002), bir kelimenin telaffuz, yazim, anlam, kelime gruplari,
dil bilgisi kategorisi ve uygun kullanim gibi yonlerinin dil 6grencileri tarafindan bir seferde
Ogrenilemeyecegini, 6grencilerin belirli bir kelimeyle karsilasmadan once farkli baglamlarda birkag
kez karsilasmasi gerektigini ifade etmektedir. Benzer sekilde, Nation (1990), bir kelimenin
Ogrenilmesi i¢in en az bes veya alt1 kez karsilagilmasi gerektigini belirtir. Bu nedenle, kelimeler bir
iinitede degil, liniteler veya boliimler boyunca ve farkli etkinliklerle tekrar edilmelidir.

Hikéayelestirme

Hikayelestirme ya da diger bir ifade ile hikdye anlatim tekniginin alanda pek ¢ok tanimi
bulunmaktadir. Fakat genel anlamda hikayecilik, bir milletin kiiltiir, gelenek ve goreneklerini
aktarmak icin siirekli olarak kullanilan en eski egitim ve sozlii gelenek yollarindan biridir (Bala,
2015). Her bir birey dogdugu andan itibaren birer hikaye anlaticisidir (Spaulding, 2011). Ayrica her
tiirden biiyiik lider, dnemli bilgileri iletmek i¢in benzetmeler, efsaneler, mitler, masallar ve gergek
yasam Ornekleri bigimindeki hikdyeleri 6gretim araglar1 olarak kullanmustir. (Benedict, 1934; Brown
& Duguid, 1998; Leonard-Barton, 1995). Bir iletisim bi¢imi olarak ise, insanlik tarihini yazili olarak
sunan, ders vermeye ve tarihi bir nesilden digerine aktarma yolu olarak kullanilmaktadir (Rossiter,
2002).

Safdarian (2013), hikdye anlatimini 6grencilerin hikayeleri 6gretmen tarafindan anlatildiktan
sonra farkli bir kelime yapisinda yeniden anlatma yolu olarak tanimlar. Ebrahiminejad, Azizifar,
Gowhary & Jamalinesari (2014), hikaye anlatmanin kisa hikayeler kullanarak uygulanan bir 6gretim
yontemi oldugunu belirtmektedirler. Chambers (1970) ise hikdye anlatimini, zamanin test ettigi
ogretim tekniklerinden biri olarak tanimlamaktadir. Setyarini (2011)’e gore hikaye anlatimi, pahali
olmayan ancak dgrencilerin Ingilizce dgrenme ilgilerini destekleme potansiyeline sahip bir aragtir.
Philips (2000)’ de hikaye anlatimini, insan dilinin evriminden bu yana tim toplumlarda giiclii bir
varligi olan ve kiiclik ¢ocuklarin egitiminde Snemli bir 6gretim kaynagi olarak tanimlamaktadir.
Rowcliffe (2004) ise hikdye anlatimini, dersin eglenceli olmasina yardimci olan ve Ogrencilere
ogrenmeleri i¢in ilgi ¢ekici, heyecan verici ve duygusal agidan dahil edici bir deneyim saglayan bir
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uyarict oldugunu ileri siirmekle birlikte edinilebilen ve gelistirilebilen bir beceri oldugunu ifade
etmektedir. Cameron (2001), hikdye anlatiminin sadece dinlemek i¢in degil, ayn1 zamanda dahil olmak
icin tasarlanmig sozlii bir etkinlik oldugunu ileri siirer. Bir hikayenin amaci, eglenceden egitime kadar
degisebilir, ancak tiim hikayeler, bilgileri 6zetlemek igin benzer bir deneyimsel (soyutlanmigin aksine)
yaklagimi paylasir (Andrews, Hull, & Donahue, 2009).

Lipman (1999) tarafindan ortaya konulan goriise gore, gelecek kusaklara deneyimlerin
aktarilmasin1 amaglayan hikayenin temel bilesenleri {i¢ temel unsur icermektedir. Bu unsurlar;
hikayeyi anlatan kisi ile dinleyici ve hikaye kendisidir. Eger hikaye ve olay orgiisii saglam bir temele
dayaniyorsa, dinleyici kendisini hikdyenin igine ¢ekilmis bir sekilde bulur ve ayrica kahramanin
deneyimlerini sanki kendi yasantisini deneyimlermis gibi hisseder. Kahraman, dinleyiciyi bir tiir
yolculuga cikarir; dinleyici, kahramanin zorluklartyla yiizlesir, engelleri asar ve ¢oziim arayislarinda
ona eslik eder. Hikaye sonunda ise kahraman, bir zafer elde edebilir veya bir kayip yasayabilir.
Dinleyici, bu sanal yolculuk boyunca gercek diinyada oldugu gibi 6grenme siirecini yasar.

Egitimde Hikdyelestirme

Hikayeler, yaygin ve orgiin egitimde bilgi ve deneyim aktarimina aracilik etmek gayesiyle
gecmisten giinlimiize 6nemli bir rol oynamistir. Kurgusal ve kurgusal olmayan 6rnekler her zaman
giiclii Ogretim araclar1 olarak da kabul edilmektedir. Bir bilgi ortami olarak hikdye anlatim,
giniimiizde her tiirden egitim ve 6gretimde yogun bir sekilde kullanilmaktadir (Rahasya, 2017).
Ozellikle kiiciik yas gruplarinda hikayelestirme metodunun kullanimi cocuklarin yaraticiligini ve hayal
giiclinii gelistirmekle birlikte onlarin zihniyetini genisletir ve cocuklara farkli yasam deneyimleri sunar
(Cohrssen, Niklas, & Tayler, 2016). Ayrica gorsel algilarinin ve estetik degerlerinin geligimini
desteklerken (Merchant & Thomas, 2013), yeni kelimelerin veya anlamli bilgilerin kesfedilmesine de
katki saglar (Walsh & Blewitt, 2006). Cocuklar, karakterlerle 6zdeslestikce ve anlatiyr ve gizimleri
yorumlamaya ¢alistikga bir hikdyeye kisisel olarak dahil olabilirler. Bu yaratict deneyim, kendi
yaratict gli¢lerini gelistirmelerine yardimci olur (Dujmovié¢, 2006). Tiim bunlara ek olarak hikaye
anlatimi, g¢ocuklart motive eder (Wright, 2008), cocuklarin ogretilen kelimeleri hafizalarina
kazimalarina yardime1 olur (Arietawati, 2011), kelime dagarciklarim gelistirir (Widiastika, 2011),
cocuklart Ingilizce 6grenmeye tesvik eder (Slattery & Willis, 2001), ahlaki degerlerini arttirir, zengin
bir dil Ogretimi saglamada ekonomik bir aragtir (Wright, 2008), ve ogrencilerin okumaya olan
ilgilerini arttirir (Slattery & Willis, 2001). Boulineau, Fore, Hagan-Burke, & Burke, (2004)’ ne gére de
hikdye etkinlikleri, cocuklara, problem c¢6zme, hayal gii¢lerini ortaya koyma, yaraticiliklarin
gelistirme, i¢ diinyalarindaki yasantilart yansitma olanagimi saglamaktadir. Bu sebeple ozellikle
ilkdgretim Ogrencilerinin bilgi, deneyim ve zihin resimlerinin harekete gecirilmesini saglamak
amaciyla hikayelestirme teknigi kullanilmaktadir (Cindil, Ozmen & Unal, 2012).

Yabanci Dil Egitiminde Hikdyelestirme

Hikaye anlatma, daima yabanci dil 6gretiminde bir yardim araci olarak kabul edilmistir;
ancak bu genellikle en az orta diizeydeki Ogrencilerle ve c¢eviri veya metin analizi yoluyla
gerceklesmistir (Rajendran, Yoke & Kamaludin, 2014). Son zamanlarda, hikdye anlatma tekniklerinin
kiiciik yastaki 6grencilerle kullanimina olan ilgi, birka¢ nedenden kaynaklanmaktadir. Bu nedenlerden
biri, 6grenciler i¢cin anlam tasiyan ve daha fazla 6grenci katilimina yol acan sinif etkinliklerine olan
ihtiyagtir. Yabanci dil sinifinda, dilin dogal 6grenim siirecini en yakindan yansitan etkinlikleri
olusturma ihtiyaci, acik¢a goriilmekte olup, bu siirecin temelde iletisim ihtiyacindan kaynaklandig
bilinmektedir. Bu dogrultuda son yillarda yabanci dil 6gretiminde edebiyatin kullanimi oldukga
artmustir (Garcia, 2017). Edebi metinlerden tiretilen materyal ve etkinlikler, 6grenmeye biiyiik 6lgiide
katki saglar ¢lnkii 6grencilerin hayal giicline hitap eder, en énemlisi zengin ve anlamli bir baglam
olusturur. Ogretmenlerin kullanabilecekleri teknikler arasinda, ozellikle baslangi¢ seviyesindeki
ogrencilerle birlikte, hikdye anlatim ydntemi en sik kullanilanlardan biridir. HAY hem Ingilizce
konusulan iilkelerde hem de diger bir¢ok iilkede miifredatin ayrilmaz bir pargasi olmakla birlikte
cocugun kendi dilinin 6gretiminde birinci sinif bir kaynak olarak goriiliir (Zuhriyah, 2017). Simifta
hikayeler dinlemek 6grenciler agisindan ayrica paylasilan bir sosyal deneyimdir. Okumak ve yazmak

Journal of Language Research, Vol 8, Issue 2

N
(Y



1

Bahar Ankara - Sener Sentiirk - Riiveyda Hicran Cebi

genellikle bireysel etkinliklerdir; hikdye anlatimi, yalnizca eglenceli olmakla kalmayan, ayn1 zamanda
¢ocugun giivenini olusturmaya ve sosyal ve duygusal gelisimi tesvik etmeye yardimei olabilecek ortak
bir kahkaha, liziintii, heyecan ve beklenti tepkisini kiskirtir. Cocuklar hikayeleri tekrar tekrar
dinlemekten keyif alirlar. Bu sik tekrar, bazi dil dgelerinin edinilmesine izin verirken diger 6geleri
asir1 derecede pekistirilir. Pek ¢ok hikaye ayni zamanda temel kelime dagarciginin ve yapilarin dogal
tekrarini igerir. Bu, ¢ocuklarin her ayrintiy1 hatirlamasina yardimci olur, bdylece ne oldugunu tahmin
etmeyi yavas yavas ogrenebilirler. Ogrencilerin motivasyonlarini arttiran ve derse karst olumlu
tutumlar gelistirmelerini saglayan hikayeler sayesinde Ogrencilerde yabanci dili 6grenme istegi
uyanabilmektedir (Rahasya, 2017).

Kelime Ogretimi ve Hikayelestirme

Richards & Renandya (2002)’a gore kelime dagarcigi dil yeterliliginin temel bir bileseni
olmakla birlikte 0&grencilerin iyi konusmasi, dinlemesi, okumasi ve yazmasi igin temel
olusturmaktadir. Bu fikir, kelime bilgisinin dil ediniminde ilk ve en 6nemli adim oldugunu sdyleyen
Mehta (2009) tarafindan da vurgulanmaktadir. Ayrica Wilkins & Thornbury (2002)’ de dilbilgisi
olmadan ¢ok az seyin konusulup aktarilabilecegini, ancak sdzciik dagarcigi olmadan higbir seyin
konusulamayacagini belirtmektedir. Bu, iletisimde kelime dagarcigina ihtiya¢ duyuldugu anlamina
gelir. Kelime dagarcigi olmadan, birinin dil becerilerinde (dinleme, konusma, okuma ve yazma)
uzmanlagmast imkansizdir. Maldelez (2010), hikdye anlatmanin Ingilizce ogretiminde kelime
dagarcigimi artirmanin giiclii ve etkili bir yol oldugunu iddia etmekte ve kelime dagarcigi, dil
Ogrenimin temeli oldugunu ifade etmektedir.

Dil Bilgisi ve Hikdyelestirme

Egitimciler genel olarak, kavramlari ve prensipleri Ogrencilerinin anlayabilecegi sekilde
aktarmak icin gesitli yontemler, stratejiler ve teknikler uygularlar. Hikayelerin, bilinmeyen bir kavrami
anlatmasi i¢in zihnin bir tamdik etkinlik veya olayla iliskilendirmek i¢in bir benzetme olarak
kullanilmasi1 yaygin bir fenomendir. Ciinkii hikayeler, tanidik nesneleri veya durumlari, hayal giiclinii
harekete gegirebilir ve bu nedenle bilinmeyen bir alanda yasanan panik unsuru yavasca ortadan
kaybolabilir. Iyi tasarlanmis hikayeler, birinin hayal giiciinii yakalayabilir ve dikkatini ¢ekebilir. Bu
tiir hikayeler kolayca ¢ok tercih edilenlerden olabilir. Ancak, herkesin mesaj1 iletebilecek hikayeleri
icat etme yaraticilifina sahip olmas1 miimkiin degildir. Genel olarak, 6grencilerin dilbilgisi kurallarini
ogrenmeyi sikici ve tekrarlayici bir sekilde algiladiklari goriilmiistiir. Dogal olarak kurallari
ogrenmeden kazanmis olan ana dili konusanlarinin aksine, ikinci dil 6grenenleri, dilbilgisi yapilarinin
neden belirli kaliplarda olusturuldugunu bilmediklerinde daha az 6zgiivenli hissederler. Bu nedenle dil
egitmenleri i¢in dgrencilerin kurallar 6grenmelerini saglamak zor bir gorev haline gelmistir.

Fachraini (2016)’ ya gore, bazi teorisyenler, dilbilgisi 0gretiminin dil 6grenimine katki
saglamadigina inanarak, dil 6gretiminin temel amacinin 6grenciyi hedef dilde iletisim kurabilir hale
getirmek oldugunu savunmuslardir. Bu bakis acisma gore, 6grenciler yalnizca iletisim becerileri
(tamigma, Oziir dileme, rica etme gibi) gelistirmelidir; dilbilgisi O0grenmeye gerek olmadig
diisiiniilmiistiir. Ancak, dil islevlerinin dilbilgisi unsurlarina dayandig1 ve dilbilgisi olmadan etkili
iletisim kurmanin zor oldugu inkar edilemez. Dilbilgisi bilgisi, 6grencilere yabanci dilde anlamli ve
dogru ciimleler liretme imkani saglar.

Gorev odakli yaklasim cergevesinde hikayelerin, dil bilgisi 6gretimi ve 6grenimine katki
sagladig gorilmektedir. Hadaway ve Young (2009)’ a gore, ¢ocuk edebiyati eserlerinde, okuyucularin
dikkatini ¢ekerken kelime dagarcigi, format, ciimle yapisi veya igerik sik sik stilistik tekrarlarla
sunulmaktadir. Krashen (2004) tarafindan onerilen "anlasilabilir girdi" teorisi ise, 6grenenlerin hedef
climle yapilarina ve yeni kelimelere sik maruz kalmalarinin, bu yapilarin ve kelimelerin hatirlanmasini
ve 0grenilmesini destekledigini 6ne siirmektedir (Sunkyung, 2013). Ayrica, Cameron (2001) ¢cocuklara
hayal giiclerini kullanarak hikayelerin gelisimini tahmin etme ve &gretmenleriyle hikaye anlatma
firsatt sunmanin, onlarin dil bilgisi yapilann ve diger dil bilgisi Ozelliklerini daha kolay
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igsellestirmelerine yardime1 oldugunu belirtmektedir. Bu baglamda hikayeler, dil bilgisi 6gretiminde
etkili ve biitlinciil bir yontem olarak degerlendirilebilir.

Gegcmis Zaman (Simple Past Tense) ve Hikdyelestirme

Ingilizce dilbilgisinde, fiil bigimleri, konusmacinin bakis agisina goére zamana gore farklilik
gostermektedir. Ornegin, "O, Ingilizceyi iyi konusur." ve "O, Ingilizceyi iyi konustu." ciimleleri,
zaman diliminde belirgin bir farklilik ortaya koymaktadir. Swan (1992, s. 605) zaman kavramini
tanimlarken, "Zaman1 gosteren fiil bicimlerine tense denir" ifadesini kullanmaktadir. Bu tanim, fiil
formlarimin zamanla olan iligkisini anlamada 6nemli bir ¢er¢ceve sunmaktadir. Longman Contemporary
English Sozligi (2000, s. 1709) ise tense kavramini, "fiilin ifade ettigi eylemin veya durumun
zamanini, devamliligimi veya tamamlanmasini gosteren herhangi bir fiil bi¢imi" olarak
tamimlamaktadir. Dolayistyla, Ingilizce dilinde zaman kavraminin ve kullanimmin &nemi, dilbilgisel
yapilarin anlasilmasi agisindan kritik bir rol oynamaktadir.

Basit gecmis zaman, gecmiste meydana gelen ve su anda tamamlanan eylemlerden,
olaylardan veya durumlardan bahsetmek i¢in kullanilir. Genellikle bir olayin ne zaman gerceklestigini
belirtmek amaciyla zarflarla desteklenir. Gegmis zamanin formu, tiim sahislar i¢in aynidir ve ¢ogu fiil
diizenli (regular) olup, bazilar diizensiz (irregular) niteliktedir. Diizensiz fiiller, orijinal bigimleri ile
hemen hemen higbir benzerlik gostermemektedir. Bu nedenle, gegmis zaman bigimlerinin tahmin
edilemez oldugu kabul edilse de, diizenli gegmis zaman fiilleri diizensizlere gore daha kolay
ogrenilmektedir. Diizenli fiiller "fiil + ed" kurali ile sekillendirilirken, diizensiz fiillerin 6greniminde
ozel bir ¢aba gerekmektedir (Apte, 2004).

Hikayelestirme yontemi, dil 6gretiminde Ogrenmeyi kalici hale getiren ve Ogrenci
motivasyonunu artiran etkili bir ara¢ olarak kabul edilmektedir. Yue (2017), hikayelestirmenin
ozellikle ilkokul diizeyindeki &grencilerin gramer kavramlarimi anlamalarina yardimei oldugunu
belirtmektedir. Bu yontem, Ogrencilerin gecmiste gergeklesen eylemleri temsil eden karakterlerin
yasantilar1 iizerinden gegcmis zaman (past tense) fiillerini &grenmelerini saglar. Ogrenciler,
hikayelerdeki baglamlar araciligiyla dil bilgisi kurallarin1 dogal bir sekilde deneyimleyerek, 6grenilen
bilgilerin uzun siireli bellege yerlesmesine katkida bulunur (Yue, 2017). Bu baglamda, hikaye
anlatimi, gegmis zamanin d6gretimi igin etkili bir yontem olarak 6ne ¢ikmaktadir (Novak, 2006).

Bunun yani sira, analoji kullammi dil &gretiminde O6nemli bir strateji olarak One
cikmaktadir. Rajendran, Yoke ve Kamaludin (2014) tarafindan gerceklestirilen bir calismada,
analojilerin gegmis zaman fiillerinin 6greniminde nasil etkili olabilecegi incelenmistir. Ogrenciler,
daha once edindikleri bilgi ile yeni fiil formlarim iliskilendirdiklerinde, 6grenme siireclerinin
hizlandig1 ve kalitenin arttigi gozlemlenmistir. Analojinin sagladigi benzerlikler, gecmis zaman
fiillerinin  6grenilmesinde karmasikligi azaltirken, Ogrencilerin yeni bilgileri daha hizh
oziimsemelerine olanak tanimaktadir (Rajendran et al., 2014). Dolayisiyla, analoji, dil 6greniminde
hem 6grenme siireclerini hizlandirmakta hem de 6grenilen bilgilerin kaliciligini artirmaktadir.

Sonug olarak, hikayelestirme ve analoji, dil 6gretiminde etkili stratejiler olarak birleserek,
Ogrencilerin gecmis zaman fiilleri gibi gramer konularinda daha yetkin hale gelmelerine yardime1
olmaktadir. Bu yontemler, 6grencilerin dil 6grenimindeki motivasyonunu artirarak, 6grenmeyi daha
anlamli ve kalict hale getirirken, karmasik gramer yapilarinin anlasilmasini kolaylastirmaktadir
(Wright, 2003). Hikayelestirme ve analoji kullaniminin artirilmasi, dil egitiminin zenginlestirilmesi ve
ogrencilerin dil yeterliliklerini gelistirmeleri igin etkili bir strateji olarak degerlendirilmektedir.
Dolayisiyla, bu yaklagimlarin dil 6gretiminde daha fazla yer almasi, 6grenci basarisini artirmak adina
onemli bir adim olacaktir.

Analoji ve Hikayelestirme

Analoji, 6grenme siireglerinde 6nemli bir rol oynayan bir kavramdir ve genellikle yeni
bilgilerin, daha dnce edinilmis bilgilerle iliskilendirilmesi yoluyla kavranmasimi kolaylastirir. Analoji,
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bir durumun veya kavramin bagka bir duruma veya kavrama benzerlik gosterdigi noktalar
vurgulayarak, 6grenenlerin karmasik bilgileri daha iyi anlamalarina yardimci olur (Gentner, 1983). Bu
baglamda, analoji kullanimi, dil 6gretiminde gramer kurallarinin 6gretiminde etkili bir strateji olarak
one ¢ikmaktadir. Rajendran, Yoke ve Kamaludin (2014), analojilerin, dil bilgisi yapilariin
ogrenilmesinde nasil etkili olabilecegini aragtirmis ve 6grencilerin daha 6nce edindikleri bilgileri yeni
kavramlarla iliskilendirmeleri durumunda, 6grenme siireglerinin hizlandigin1 ve 6grenme kalitesinin
arttigim gozlemlemistir. Ozellikle gegmis zaman fiilleri gibi dil bilgisi kurallarinin 6gretiminde
analoji, 6grencilerin dil bilgisi kurallarini anlamasini ve uygulamasini kolaylastirmaktadir.

Gramer Ogretiminde analoji kullanimmi destekleyen aragtirmalar, bu yontemin 6gretim
siireclerinde nasil etkili bir ara¢ oldugunu gostermektedir. Ornegin, Yoke ve Hasan (2014), analoji
iceren hikayelerin, diisiik yeterlilik diizeyine sahip yabanci dil dgrenicileri arasinda Ingilizce fiil
zamanlarinin ediniminde etkili bir ara¢ oldugunu ifade etmistir. Bu tiir hikayeler, 6grencilerin analojik
diisiinme becerilerini gelistirerek, gegmis zaman fiillerini daha iyi anlamalarina ve kullanmalarina
olanak tanir. Boylece, analoji, dil 6greniminde karmasik dil bilgisi kurallarmin 6grenilmesini
kolaylastirirken, ayn1 zamanda 6grencilerin bilissel siireglerini de destekler.

Hikayelestirme yontemi ise dil dgretiminde analojinin etkilerini pekistiren bir strateji
olarak One ¢ikmaktadir. Hikayeler, 6grencilere baglam icinde dil bilgisi kurallarin1 6grenme firsati
sunarak, analojik diisiinmeyi tesvik eder. Yue (2017), hikayelestirmenin ilkokul diizeyindeki
ogrencilerin gramer kavramlarini anlamalarina yardimei oldugunu belirtmektedir. Hikayeler, gegmiste
gerceklesen eylemleri temsil eden karakterlerin yasantilar1 iizerinden &grencilerin ge¢mis zaman
fiillerini 6grenmelerine olanak tanir. Hikayelestirme, Ogrencilerin gramer kurallarim dogal bir
baglamda deneyimlemelerine olanak tanirken, analojik diisiinme becerilerini de gelistirmektedir
(Garcia, 2017). Boylece, hikayelestirme, dil 6greniminde hem eglenceli bir ara¢ saglamakta hem de
gramer yapilarinin daha iyi anlasilmasina katkida bulunmaktadir.

Sonu¢ olarak, analoji ve hikayelestirme, dil Ogretiminde birbirini tamamlayan ve
giiclendiren iki stratejidir. Analoji, dil bilgisi kurallariin 6grenimini hizlandirirken, hikayelestirme ise
bu kurallarin anlamli bir baglamda 6grenilmesine yardimei olmaktadir. Bu iki yaklagimin bir arada
kullanilmasi, 6grencilerin dil yeterliliklerini artirmakta ve gramer konularinda daha yetkin hale
gelmelerine olanak tanimaktadir (Wright, 2003). Dolayisiyla, analoji ve hikayelestirmenin dil
Ogretiminde entegrasyonu, 6grenci basarisini artirmak adina 6nemli bir adim olacaktir.

Ogretmen ve Hikdyelestirme

Hikayeler Ogrenciler i¢in bir motivasyon kaynagi oldugu kadar 6gretmenler icinde bir
motivasyon kaynagidir. Ciinkii hikaye anlatici her zaman bir 6gretmendir (Dujmovic, 2006).
Ogretmen ve dgrenciler arasindaki yogun géz temasi, hikdye anlatiminda essiz bir degerdir.

Hikaye anlatimimi bir 6gretim araci olarak kullanirken dil 6gretmeninin, hikdyenin dinleyici olarak
ogrenciler tarafindan giizel bir sekilde duyulmasinmi saglamak i¢in hikaye anlatma tekniklerinin
bilinmesi énemlidir (Rahasya, 2017). Sinifta bir hikaye anlaticist olarak 6gretmen, dgrenciler arasinda
bir sansasyon yaratmali, sorular sormali veya cevaplar vermelidir. Ogretmen, dersi vaaz haline
getirmemek icin dgrencilerin zihnine belirli sinirlar koymaktan kaginmali; ayrica hikdyeyi anlatmaya
devam etmek i¢in eglencenin gerekli oldugunu da hatirlamalidir (Spaulding, 2011).

Ogretmenin hikayeyi onceden bilmesi ve hosuna gitmesi énemlidir. Bdylece okurken zorlanmaz ve
zevk alir (Write, 2003). Sinif 6gretmenleri {izerinde yapilan bir ¢alismada, bir kisminin hikaye anlatim
tekniginin 6grenci katilimini arttirdigini, bir kisminin 6grenciler {izerinde olumlu etki gosterdigini, bir
kisminin ise bu yontemi hi¢ duymadigini ifade ettiklerini belirtmektedir (Goniil, 2019).

Snif Icinde Hikayelestirme
Hikayelestirme Ingilizce dersinin temel pargalarindan biridir. Derslere gergek hayattan
1s1klar tutarlar. Hikayeler, 6grencilerin dilbilgisi ve kelime dagarciklarinin etkili bir sekilde calismasini

saglar. Tiim yas gruplari icin uygundur. Ogrencilerin ders siirecinde dinledigi hikayeler hayal giiclerini
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ve dinleme becerilerini gelistirirken motivasyonlarimi arttirir.  Farkli baglamlarda dinledikleri
hikayeler, diinya goriislerini gelistirir (Nishonova, 2021). Dil ve okuryazarlik gelisimini
destekleyebilmekle kalmayip ayrica, dersleri ¢ok daha eglenceli hale getirir (Peck, 1989).

Hikdye Secimi

Hikayeleri secerken bazi kriterler bulunmaktadir. Ersoz (2006)’ e gore bir gretmenin bir
hikéye secerken su hususlara dikkat etmesi gerekmektedir:
- Hikaye ¢ocuklar1 hemen ilk birkag satirda i¢ine ¢ekecek nitelikte olmalidir.
- Ogretmenin ¢ocuklar igin uygun buldugu bir hikdye olmalidir.
- Cocuklarin anlayabilecegi ve keyif alabilecegi diizeyde olmalidir.
- Cocuklara dil agisindan zengin bir deneyim sunmalidir.
- Uzun betimlemeler igermemelidir.
- Cocuklarla birlikte yapilan diger aktivitelerle uyumlu olmalidir.
- Ogretmenin kendini iyi anlatabilecegi bir hikdye olmalidir.

Uygun Hikdyeyi Belirlemek ya da Yazmak

Hikaye unsuru igeren metinlerin hepsi, hedef kitleye uyarlanarak kullanilabilmektedir.
Secilen metnin hitap ettigi yas seviyesinin dnemi yoktur ¢ilinkii onemli olan bu kitlenin 6zelliklerine ve
belirlenen amaca uygun olarak tasarlanmis olmasidir. Hikayeyi anlatacak kisi bu metnin sadece
konusundan ya da karakterlerinden faydalanarak farkli bir hikaye yazabilir. Ya da uzun bir hikaye
metninin sadece gerekli gordiigl bir boliimiinii yeniden kurgulayabilir. Kiigiik yas grubuna hitap eden
bir metne eklemeler yaparak yeni ve farkli bir hikdye olusturabilir. Ciinkii hikdye anlaticiliginda
amaca uygun olarak belirlenen bir hik&yenin yeniden diizenlenmesi veya tasarlanmasi miimkiindiir. Bu
diizenleme, hedef kitlenin ihtiyaclar1 ve ilgi alanlar1 gbz oniine alinarak yapilabilir (Collins, 1992).

Anlatic1 ve dinleyici arasinda paylasimi ve etkilesimi gerekli kilan hikaye anlaticiliginin
amacina ulagsmasinda dinleyicinin biiyiilk bir énemi vardir. Ciinkii hikaye dinleyicilerinin zihinleri,
hikaye anlaticilarinin resmedecegi hikdye icin adeta bir tuvaldir (McWilliams, 1998). Kullanilacak
hikayenin belirlenmesi siirecinde dikkate alinmasi Onerilen birtakim hususlar bulunmaktadir. Bu
hususlarin belirlenmesi ayn1 zamanda hikaye se¢imi i¢in bir yontem ya da yeniden uyarlama yapmak
icin yardimci olmaktadir. Hikaye anlaticisi bir metinden ya da karakterden yola g¢ikarak uyarlama
yapabilecegi gibi ayni zamanda hikayeyi kendisi de yazabilir. Hikdye yazma siirecinde dikkate
almmas1 gereken maddeler (Collins, 1992; Greene, 1996):

- Hedef kitlenin gelisim 6zelliklerine hitap etmesi,
- Hikéye anlatiminin amacina uygun olmasi,
- Ogrencilerin etkilesimine ve katilimina imkan saglamast,
- Belirlenen hikayenin mizah, gerilim, dram unsurlarini icermesi,
- Genel anlamda tek bir temay1 igermesi olarak ifade edilmistir.
Bu hususta 6gretmenin yaraticihigi, sinifina hakimiyeti, ihtiyaglarimi ve ilgilerini ¢ekme
konusundaki etkenleri iyi bilmesi de olduk¢a 6nem arz etmektedir.

ARASTIRMANIN ONEMi

Kelime bilgisinin dil 6gretiminde dort temel beceri i¢in (dinleme, konusma, okuma, yazma)
esas oldugu belirtilir (Simsir, Karahan & Anagiin, 2019). Bunun yamn sira kelime bilgisi iyi derecede
olan 6grencilerin, kelime bilgisi sinirli olan 6grencilere kiyasla daha basarili oldugu kanisina varilarak,
kelime haznesinin artmasi ile dil yeterliliginin de artmasinin dogru orantili oldugu ifade edilmektedir
(Luppescu & Day,1993). Yabanci dilde kelime dgretimi hususunda ¢esitli aragtirmalar yapilmakta ve
dil ogretiminin en kaliteli sekilde gerceklesmesi adina pek c¢ok yaklagim ve yontem iizerinde
calisilmaktadir. Fakat igeriklerin aktarilmasi, kisith ders saatleri, yogun programlar ve kalabalik
smiflar gibi etkenler dilin etkili aktariminin oniine gegebilmektedir. Bu hususta hikéyelerin kullanimu,
gerek ders saatleri i¢in ideal uzunlukta olabilmeleri, gerekse tiim seviyeler i¢in kullanilabilir ve farkli
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ilgi alanlarina hitap edebilir olmalari, onlar1 dil 6greniminde faydalanilmasi gereken bir hazine haline
getirmektedir (Pardede, 2011).

Krashen'in girdi ve duygusal filtre hipotezine gére (1987), motivasyon eksikligi veya
Ozgiiven kaygisi ve endise girdiye engel gorevi goren duygusal filtreyi yiikseltir, boylece anlasilir girdi
dogustan gelen mekanizmaya islenmis dil edinim aracina ulasamaz. Bu, edinimi saglanamaz hale
getirir. Bu noktada hikayeler, duyussal filtreyi diisiirmek i¢in etkili bir ara¢ gorevi goriir. Dili
ogrenenleri motive edebilir ve rahatlatabilir, sonu¢ olarak edinim saglanir. Bir diger yandan calisma
icin kullanilmis olan, arastirmaci tarafindan ortaya konulmug materyal (hikaye) calismanin 6zgiinliigii
acisindan ayrica onem arz etmektedir. Tiim bu bilgiler 1s18inda, hikaye anlatiminin ilkokul 3. simif
Ingilizce dersinde kelime dgretimi admna anlasilir girdi saglamak ve gegcmis zamanda kullanilan 50
fiilin ¢ekimini 6grenebilmek igin etkili araglardan biri oldugu ifade edilebilir.

Ayni zamanda bu aragtirma igerisinde kullanilan hikdye ¢aligmanin 6zginliigii acisindan
oenm arz etmektedir. Arastirmaci tarafindan yazilan hikaye, 50 fiilin ge¢cmis zaman hallerini 50
karakter araciligiyla betimleyerek analoji yapma siirecine 6dnemli bir katki saglamaktadir. Bu hikaye,
Ogrencilerin gegmis zaman yapilan ile ilgili 6grenmelerini desteklerken, ayn1 zamanda dilbilgisel
yapilarin kavramsal temellerini gliglendirmeyi amaglamaktadir. Her bir karakter, belirli bir fiil ile
iligkili olaylar1 ve deneyimleri yansitarak, ogrencilerin dil bilgisi kurallarin1 daha iyi anlamalarina
yardimci olmaktadir. Boylece, karakterlerin yasantilar1 tizerinden gerceklestirilen anlatim, analojik
baglar kurarak Ogrenmeyi daha kalict hale getirirken, 0grencilerin gegmis zaman kullanimindaki
yetkinliklerini artirmaktadir. Bu baglamda, hikaye, gramer 6gretiminde analoji kullaniminin somut bir
ornegini sunmakta ve dil 6greniminin ilgi ¢ekici bir hale gelmesine katki saglamaktadir.

YONTEM

Arastirmada nicel arastirma yoOntemlerinden yar1 deneysel desen kullamilmigtir. Yar
deneysel desenler, deneysel uygulama ve islemler agisindan deneysel desenlere benzerken, deney ve
kontrol gruplarinin rastgele segilmemesiyle deneysel desenlerden ayrilirlar (Bulduk, 2003).

Onerilen hipotezleri test etmek igin, arastirma programima uygunlugu sebebiyle 6zel bir
okulun ilkokul 3. sinif kademesinden iki sinif random yontemi ile kontrol ve deney grubu olarak
atanmistir. Calismanin 6zellikle 3. sinif kademesi iizerinde yapilmasinin sebebi, belirlenen dilbilgisi
kural1 dahilinde verilen kelimelerin 6greniminde kiigiik yas gruplarinda yasanan zorluklardir (Rahiem,
2021). Ayrica tglincti simif 6grencileri, 8 9 yas grubundadir ve biligsel gelisimleri soyut kavramlari
anlamada heniiz tam olarak gelismemis olabilmektedir. Piaget'in bilissel gelisim teorisine gore, bu yas
grubu somut islemler donemindedir ve soyut dil kavramlarin1 anlamakta zorlanabilir (Piaget, 1952).
Smiflar aym1 6gretim kosullarini paylastiklart igin rastgele secilmistir. Bu dogrultuda 3A ve 3B
siniflarinda toplam 46 6grenci belirlenmistir. 3A smifi kontrol grubu olarak segilirken, 3B sinift deney
grubu olarak secilmistir.

[k olarak deney ve kontrol grubuna 6gretim siirecini test etmek icin 50 fiilden olusan 6n-test
uygulanmistir. On testte kullanilan 50 fiil, ilkokul 3. simif kademesine kadar islenen derslerde ¢okga
kullanilan fiillerden secilmistir. Ozellikle incelenen MEB Ilkokul ingilizce ders kitaplari, Cambridge
Primary Path, Oxford Discover Primary Series ve Longman English for Primary Schools kitaplarindan
yola cikarak secilmistir. Hazirlanan basari testinde alt alta siralanan bu fiillerin 2. hallerinin ve
anlamlarinin yazilmasi istenmistir. Ardindan haftada 3 ders olacak sekilde 4 hafta boyunca deney
grubuna, arastirmacinin hikdye anlatim yontemine dayali olarak olusturdugu hikaye ile 50 fiil
calismaya uygunlugu dikkate alinarak haftalara uygun bir sekilde boéliinerek anlatilmig, kontrol
grubuna ise geleneksel yontem ile belirlenen ders plani uygulanmustir.

Bir hafta sonra her iki gruba da son-test uygulanmis ve sonuglar SPSS’e yiiklenmistir. Son
olarak deney ve kontrol gruplarima HAY 1n etkililigini ortaya koymak i¢in diger bir 6lgme arac1 olan
17 maddeden olusan Deci ve Ryan (1982) tarafindan gelistirilen I¢sel Motivasyon Envanteri (IME)
kullanilmistir. Bu ¢ok boyutlu 6l¢me araci, laboratuvar deneylerinde katilimeilarin belirli bir etkinlikle

Journal of Language Research, Vol 8, Issue 2



82

Ingilizce Kelime Ogretiminde Kullanilan Hikdye Anlatim Yénteminin (HAY) Etkisinin incelenmesi

ilgili 6znel deneyimlerini degerlendirmek amaciyla tasarlanmistir ve igsel motivasyon ile 06z-
diizenleme iizerine yapilan birgok c¢alismada kullamilnustir. IME, ilgi/zevk, algilanan yetkinlik, ¢aba,
deger/kullaniglilik, hissedilen baski ve gerilim, algilanan tercih gibi alti alt Olgek {izerinden
katilimcilarin bir etkinlik sirasinda deneyimledikleri unsurlart 6lgmektedir. Farkli gorev, kosul ve
ortamlarda uygulanan olcegin bu alt boyutlarinin, faktor analizleri ile tutarlilik gosterdigi
kamtlanmigtir. Arastirmanin hedeflerine uygun olarak, envanterin konuyla iliskili olan alt 6lgekleri
secilmistir. Bu ¢alismada kullanilan IME, bes alt faktorden ve yedili Likert tipi derecelendirmeden
olugmaktadir; ters maddeler ise ters puanlanmaktadir. Envanterden elde edilen yiiksek puan, yiiksek
diizeyde motivasyonun gostergesi olarak yorumlanmustir. Ayrica, bu arastirmada 6lgegin Cronbach's
Alpha degeri .79 olarak hesaplanmuistir.

Calismada dagilim normalligi testi yapilmistir. Kullanilan analizler/ frekans, ylizde, aritmetik
ortalama gibi betimleyici istatistikler ve dagilim normal oldugu i¢in bagimli ve bagimsiz gruplar t testi
ile analiz edilmistir. Veri setlerinin normal dagilima uygunlugunu degerlendirmek i¢in Kolmogorov-
Smirnov ve Shapiro-Wilk testleri uygulanmistir.

BULGULAR

Yukarida belirtilen arastirma siirecine yonelik elde edilen bulgular sirasiyla asagida yer
almaktadir.

Kelime Basar1 Testine iliskin Bulgular

Kelime basar testine iligkin bulgular fiilin ikinci hali ve anlami bakimindan olarak iki gergeve
altinda ele alinmistir.

Fiilin ikinci Hali Bakimindan

Deney grubu katilimcilarin 6n test-son test sonuclarinin anlamli bir fark gdsterip
gostermedigine iligkin Bagimsiz gruplar T testi sonuglar1 Tablo 1.’de verilmistir.

Tablo 1. Deney Grubu On test- Son test Sonuglar1 Bagimh Gruplar T Testi

Deney
Grubu Test N X SS sd t p
On test 23 14.57 8.17883
Fiil 22 -17.503 .000**
Son test 23 40.35 9.78686
p< .05

Bagimsiz drneklem t-testi sonucuna gore deney grubu On test-son test arasinda istatiksel olarak
son test lehine anlamli fark bulunmustur. (t=-17.503 p< .05 ). Buradan hareketle yontemin fiil
ogretiminde etkili oldugu sdylenebilir.

Tablo 2’ye bakildiginda, bagimsiz 6rneklem t-testi sonucuna gore kontrol grubu 6n test-son

test arasinda istatiksel olarak son test lehine anlamli fark bulunmustur. (t=-9.973 p< .05 ). Buradan
hareketle klasik egitim yonteminde de anlamli farklilik oldugu sdylenebilir.
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Tablo 2. Kontrol Grubu On test-Son test Bagimhi Gruplar T Testi

Kontrol

Grubu Test N X SS sd t p
. 14.52 8.11771
On test 23

e R *k
Fiil 28.39 11.40071 22 9.973 .000
Son test 23
p< .05

Tablo 3’te ise bagimsiz Orneklem t-testi sonucuna goére iki grup arasinda istatiksel olarak
deney grubu lehine anlamli fark bulunmustur. (t=3.816 p< .05 ). Buradan hareketle deney grubuna
uygulanan programin etkili oldugu sdylenebilir.

Tablo 3. Deney ve Kontrol Gruplar: Son Test Bagimsiz Gruplar T-Testi

Grup N X ss sd t p
Son test Deney 23 40.35 9.78686
44 3.816 .000**
Kontrol 23 28.39 11.40071

p< .05

Fiilin Anlami Bakimindan

Deney grubu katilimcilarin 6n test-son test sonuclarinin anlamli bir fark gdsterip
gostermedigine iliskin Bagimli Gruplar T testi sonuglari Tablo 4. ‘de verilmistir.

Tablo 4. Deney Grubu On Test-Son Test Bagimhi Gruplar T-Testi

Deney
Grubu Test N X SS sd t p
Fiili On test 23 14.65 11.48758
Hin 22 -7.342 000%*
Anlami
Son test 23 27.87 13.25383
p< .05

Bagimsiz 6rneklem t-testi sonucuna gore deney grubu On test-son test arasinda istatiksel olarak
son test lehine anlamli fark bulunmustur. (t=-7.342 p< .05 ). Buradan hareketle yontemin fiillerin
anlamini 6gretimde etkili oldugu sdylenebilir.

Tablo 5’te ki bagimsiz dérneklem t-testi sonucuna gore kontrol grubu 6n test-son test arasinda
istatiksel olarak anlamli fark bulunmamustir (t=-4.954 p< .05).

Tablo 5. Kontrol Grubu On Test-Son Test Sonuclar1 Bagimh Gruplar T Testi

Kontrol
Grubu Test N b SS sd t p
Fiilin i 18.00 10.43160

On test 23 22 -4.954 .000**
Anlami
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21.52 12.17997
Son test 23

p< .05

Tablo 6’da verilen bagimsiz 6rneklem t-testi sonucuna gore deney grubu puanlari yiiksek olsa
da iki grup arasinda istatiksel olarak anlamli fark bulunamamistir (t=1.691 p<.05).

Tablo 6. Deney ve Kontrol Gruplari Son Test Sonuclar:1 Bagimsiz Gruplar T Testi

Grup N X ss sd t p
Deney 23 27.87 13.25383

46 1.691 .098
Kontrol 23 21.52 12.17997

I¢sel Motivasyon Envanterine iliskin Bulgular

Deney Grubu Motivasyon Envanteri Bulgulart

Tablo 7. Deney Grubu Motivasyon Ortalamalar:

N Minimum Maximum Mean Std. Deviation
Ilgi 23 26.00 35.00 34.35 2.20760
Yetenek 23 19.00 28.00 26.95 2.32532
Baski 23 6.00 21.00 9.78 3.28850
Segim 23 5.00 14.00 8.13 2.30226
Deger 23 21.00 21.00 21.00 .00000
Toplam 23 89.00 107.00 100.217 4.06712

Bu tablo deney grubunun motivasyon bilesenleri tizerindeki ortalamalarini ve bu ortalamalarin
yayilimini gdstermektedir. ilgi ve yetenek gibi degiskenlerde diisiik ortalama ve diisiik standart sapma
degerleri, katilimcilar arasinda bu alanlarda benzerlik oldugunu gdsterirken; baski ve se¢im gibi
degiskenlerde yiiksek ortalama ve standart sapma degerleri, bu alanlarda daha fazla varyasyon
oldugunu ve katilimcilar arasinda farkli algilamalarin bulundugunu gostermektedir. Deger degiskeni
ise tiim katilimcilar igin sabittir ve herhangi bir varyasyon gostermemektedir.

Kontrol Grubu Motivasyon Envanteri Bulgular:

Tablo 8. Kontrol Grubu Motivasyon Ortalamalari

N Minimum Maximum Mean Std. Deviation
Tlgi 23 5.00 14.00 9.56 3.24494
Yetenek 23 4.00 13.00 6.22 3.16165
Baski1 23 9.00 15.00 13.56 2.37077
Segim 23 2.00 8.00 3.04 1.71830
Deger 23 3.00 18.00 6.91 4.82336
Toplam 23 29.00 59.00 39.30 8.85456
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Genel olarak, bu tablo deney grubunun motivasyon bilesenleri iizerindeki ortalamalarini ve bu
ortalamalarin yayilimin1 gdstermektedir. Ilgi ve yetenek gibi degiskenlerde diisiik ortalama ve diisiik
standart sapma degerleri, katilimcilar arasinda bu alanlarda benzerlik oldugunu gosterirken; baski ve
secim gibi degiskenlerde yliksek ortalama ve standart sapma degerleri, bu alanlarda daha fazla
varyasyon oldugunu ve katilimcilar arasinda farkli algilamalarin bulundugunu gostermektedir. Deger
degiskeninde ortalama ve yiliksek standart sapma degerleri ile katilimcilar arasinda biiyiik farkliliklar
oldugunu gostermektedir.

Deney ve Kontrol Grubu Son Test Motivasyon Envanteri Bulgulan

Tablo 9. Deney ve Kontrol Gruplari: Son Test Bagimsiz Gruplar T-Testi

Grup N X SS sd t p
Deney 23 34.35 2.20760

flgi 44 30.283 .000*
Kontrol 23 9.57 3.24494
Deney 23 26.95 2.32532

Yetenek 44 25.343 .000*
Kontrol 23 6.21 3.16165
Deney 23 9.78 3.28850

Baski 44 -4.475 .000*
Kontrol 23 13.56 2.37077
Deney 23 8.13 2.30226

Se¢im 44 8.492 .000*
Kontrol 23 3.04 1.71830
Deney 23 21.00 .00000

Deger 44 14.007 .000*
Kontrol 23 6.91 4.82336
Deney 23 100.21 4.06712

Toplam 44 29.981 .000*
Kontrol 23 39.30 8.85456

Deney ve kontrol gruplarinin son test puan ortalamalarinin bagimsiz gruplar t testi sonuglari,
ilgi (t=30.283, p<.05), yetenek (t=25.343, p<.05), se¢im (t=8.492, p<.05), deger (t=14.007, p<.05) ve
toplam puanlar (t=29.981, p<.05) agisindan deney grubu lehine anlamli farkliliklar géstermistir.
Ancak, baski alt boyutunda (t=-4.475, p<.05), kontrol grubu lehine anlaml1 bir fark bulunmustur.

Kontrol Grubu Etik Ders Tamamlama Kahcihik Testi
Calisma siireci tamamlandiktan sonra kontrol grubuna etik anlamda adaletsizlik olmamasi

hassasiyeti ile ayni hikayelestirme metodu ile ders anlatilmistir. Bir ay sonra ise ayni basari testi tekrar
uygulanmis ve son test sonuglart ile karsilastirilmistir.
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Tablo 10. Anlama iliskin Tek Orneklem T Testi

One-Sample Test

t df Sig. (2-tailed) Mean Difference
Anlam Son Test 8,077 23 ,000 20,708
Kalicilik Testi Anlam 11,642 22 ,000 32,696

Tablonun sonuglari, dersin geleneksel yontemle anlatilmasinin ardindan yapilan son test ile
hikayelestirme yoOntemiyle yapilan dersten bir siire sonra yapilan kalicilik testinin sonuglarini
karsilastirmaktadir. Geleneksel yontemle yapilan dersin son test sonuglari, anlam agisindan istatistiksel
olarak anlamli bir fark gosteriyor (t = 8,077, p < 0,001), bu da 6grencilerin konuyu anlamada belirgin
bir ilerleme kaydettiklerini gosteriyor. Ancak, hikayelestirme yonteminin ardindan yapilan kalicilik
testi sonuclar1 (t = 11,642, p < 0,001) daha yiiksek bir ortalama farki ve daha genis bir giiven aralig
sunarak, 6grencilerin bilgiyi daha iyi koruduklarin1 ve uzun siireli 6grenmenin daha etkili oldugunu
ortaya koyuyor. Bu, hikayelestirme yontemi ile dgretimin, bilgilerin kaliciligimi artirma konusunda
daha etkili oldugunu ve O&grencilerin bilgiyi daha uzun siire hatirlama yetilerini gelistirdigini
gosteriyor.

Tablo 11. Fiilin Ikinci Haline iliskin Tek Orneklem T Testi

One-Sample Test

t df Sig. (2-tailed) Mean Difference
Fiil Son Test 10,982 23 ,000 27,375
Fiil Kalicilik Testi 12,413 22 ,000 31,087

Yine aymi sekilde fiillerin ikinci haliyle ilgili ders, dnce geleneksel yontemle, ardindan
hikayelestirme yontemiyle ayni 6grenci grubuna anlatilmistir. Fiill Son Test sonuglari, geleneksel
yontemle egitimin ardindan yapilmistir ve 6grencilerin bu yonteme dayali ortalama puani 27,375'ir.
Bu sonug, sifirdan anlamli derecede farklidir (p < 0.001), bu da geleneksel yontemin etkili oldugunu
gostermektedir. Ancak, ayni gruba hikayelestirme yoOntemiyle verilen egitimin ardindan yapilan
Kalicilik Testi sonuglari, ortalama puanin 31,087 oldugunu ve yine sifirdan anlamli derecede farkli
oldugunu (p < 0.001) gostermektedir. Bu sonugclar, hikayelestirme yonteminin sadece anlik 6grenme
icin degil, ayn1 zamanda bilginin kalicilig1 agisindan da daha etkili oldugunu ortaya koymaktadir.
Hikayelestirme yonteminin, geleneksel yonteme kiyasla dgrencilerin uzun vadeli hafizalarinda daha
giiclii bir etki yarattifi, ortalama puanlarin yiiksekligi ve istatistiksel anlamlilik diizeyleriyle
desteklenmektedir.

SONUC VE ONERILER

Richards ve Renandya (2002), kelime dagarcigimin dil yeterliliginin temel bir bileseni
oldugunu ve dil becerilerinin gelisimi i¢in gerekli oldugunu vurgulamaktadir. Mehta (2009) da bu
goriisii destekleyerek kelime bilgisini dil ediniminde ilk ve en onemli adim olarak tanimlarken,
Wilkins ve Thornbury (2002) tarafindan aktarilan goriisiine gore; dil bilgisi olmadan iletisim sinirh
kalirken, kelime dagarcigi olmadan higbir sey ifade edilememektedir. Chomsky (1972) ise ozellikle
kiigiik cocuklara dil 6gretmenin zorluguna dikkat cekerek, ilgi cekici bir atmosferin Onemini
vurgulamaktadir. Bununla birlikte Setyarini (2011) ise Ingilizce dersinde HAY uygulamasinm kelime
dgrenimini hizlandirdigini belirtmektedir. Ve yapilan bu ¢aligmanin bulgulari da, HAY"n ingilizce
derslerinde kelime dagarciginin gelisimine olumlu katki sagladigimi ve deney grubundaki dgrencilerin
kontrol grubuna kiyasla daha fazla ilerleme kaydettigini gostermektedir. Novak (2006) da ge¢mis
zaman ifadelerinin hikayelerde sik¢a kullanildigimi ve Ogrencilerin bu tiir igerikleri sevdigini
belirterek, HAY'n ge¢gmis zaman dgretiminde etkili bir yontem oldugunu savunmaktadir.
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Arietawati  (2011), hikdye anlattminin c¢ocuklarin Ggretilen kelimeleri hafizalarina
kazimalarina yardimei oldugunu belirtirken, Merchant ve Thomas (2013) de HAY"'in yeni kelimelerin
ve anlamli bilgilerin 6gretilmesine katki sagladigini vurgulamaktadir. Calismada, kontrol grubunun 6n
test ve son test sonuglari arasinda anlamli bir fark bulunmamasi (t=-4.954, p<.05), geleneksel
yontemin fiil anlamlarinin 6greniminde etkili olmadigini gostermektedir. Buna karsilik, deney
grubunda HAY uygulamasi dncesi ve sonrast anlamli bir fark tespit edilmistir (t=-7.342, p<.05). Bu
sonu¢, HAY 1n fiil anlamlarinin &grenilmesinde basarili oldugunu ve c¢aligmanin genel hedeflerini
dogruladigini ortaya koymaktadir.

Bu arastirmada, HAY yonteminin Ingilizce dersine yonelik motivasyon iizerindeki etkisinin
belirlenmesi, calismanin énemli hedeflerinden birini olusturmaktadir. Ciinkii Wright (2008), hikaye
anlatimmin ¢ocuklart motive ettigini ve dikkatlerini toplamada etkili oldugunu belirtmektedir.
Caligmada motivasyon faktorleri, ilgi, yetenek, baski, secim ve deger alt faktorleri {izerinden
incelenmistir. Deney grubunun ilgi (X = 34.35) ve yetenek (X = 26.95) puanlari, kontrol grubuna
kiyasla anlamli derecede yiiksektir. Bu fark, deney grubunun HAY siireci boyunca daha yiiksek ilgi ve
yetenek algis1 gelistirdigini gostermektedir. Ayrica, deney grubu baski alt faktoriinde kontrol grubuna
gore (X = 13.56) daha diisiik ortalamaya sahiptir (X = 9.78), bu da HAY'in 6grencilerin kendilerini
daha rahat ifade etmelerine ve baskidan uzak bir ortamda 6grenmelerine katki sagladigini ortaya
koymaktadir. Se¢cim ve deger alt faktorlerinde de deney grubunun kontrol grubuna kiyasla daha
yiiksek ortalamalar (se¢im X = 8.13, deger X = 21.00) elde etmesi, HAY 1 6grencilere segim yapma
Ozgiirliigh ve deger algisinda olumlu etkiler yarattigini gostermektedir.

Genel motivasyon puanlarinda da deney grubunun kontrol grubuna goére anlamli derecede
daha yiiksek bir ortalamaya sahip olmasi (t = 29.981, p = .000), HAY'in genel motivasyon iizerinde
bliyliik bir olumlu etki yarattigini desteklemektedir. Norman ve Revell (1997)’in belirttigi gibi,
ogrenciler farkli 6gretim tarzlarimi 6grendikge bilgiyi daha iyi 6grenir, depolar ve hatirlarlar. Hikaye
anlatimimnin 6grencilere tiim Ogrenme tarzlarinda yardimcr oldugu goézlemlenmis ve dil bilgisi
kurallarinin hikayeler araciligiyla basarili bir sekilde 6gretildigi goriilmiistiir. Novak (2006) da hikaye
anlatimiin ge¢mis zaman Ogretiminde etkili oldugunu belirtirken, Bai Rajendran ve arkadaslar
(2014) hikaye anlatiminin dil bilgisi 6gretiminde dgrencilere ve 6gretmenlere motivasyon agisindan da
fayda sagladigini ifade etmistir. Calismadan elde edilen bulgular da, HAY in dil bilgisi 6gretiminde
etkili oldugunu ve bu dogrultudaki amagclarin1 destekledigini gostermektedir.

Bu ¢aligsma ayrica, geleneksel 6gretim yontemi ile hikdyelestirme yonteminin 6grencilerin fiil
Ogrenimi lizerindeki etkilerini karsilastirmakta ve her iki yontemin de bilginin kalicilig1 {izerindeki
etkilerini analiz etmektedir. Bulgular, her iki yontemin de etkili oldugunu, ancak hikayelestirme
yonteminin daha kalici bir 6grenme sagladigini ortaya koymaktadir.

Ozellikle, geleneksel ydntemle verilen dersin ardindan yapilan son test sonuglari, dgrencilerin
anlamada belirgin bir ilerleme kaydettigini ve bu yontemin kisa vadede etkili oldugunu ortaya
koymaktadir (t = 8,077, p < 0,001). Bununla birlikte, hikayelestirme yonteminin ardindan yapilan
kalicilik testi sonuglart (t = 11,642, p < 0,001), d6grencilerin bilgiyi daha iyi korudugunu ve daha uzun
siire hatirladigim gostermektedir. Bu bulgular, hikayelestirme yonteminin &grenilen bilgilerin uzun
stireli hafizada yer edinmesine daha fazla katki sagladigini vurgulamaktadir.

Ayni sekilde, fiillerin ikinci hali ile ilgili derslerde de benzer sonuglar elde edilmistir.
Geleneksel yontemle verilen ders sonrasi yapilan son testte elde edilen 27,375 puan, yontemin etkili
oldugunu ortaya koyarken (p < 0,001), hikayelestirme yontemi ile verilen dersin ardindan yapilan
kalicilik testinde 6grencilerin ortalama puani 31,087 olarak bulunmustur. Bu sonuglar, hikayelestirme
yontemi ile 6gretim yapildiginda &grencilerin bilginin kaliciligi agisindan daha basarili olduklarimi
gostermektedir. Sonu¢ olarak, hikdyelestirme yontemi hem anlamayi kolaylastirmakta hem de
bilgilerin uzun siire hatirlanmasina katki saglamaktadir.

Yontemin etkililigini farklt yas gruplarinda test etmek, kelime ve dil bilgisi 6grenimi
iizerindeki etkilerini arastirmak, g¢esitli hikaye tiirleri ve iceriklerini gelistirerek hangi tiirlerin daha
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fazla katki sagladigin1 belirlemek, motivasyon faktorleri tizerindeki etkileri dikkate alarak ¢alismalar
yapmak ve kullanilan Olg¢ekleri daha da gelistirmek calismanin sonucuna bagli olarak verilen
onerilerdir. Ayrica, ders kitaplarinda HAY ile ilgili ¢aligmalara yer verilmesi, yontemin egitimdeki
potansiyel faydalarini artirabilir.

Egitimciler, 6zellikle yabanci dil derslerinde hikayelestirme yontemini daha yaygin ve etkin
bir sekilde kullanmay1 diisiinmelidir. Ciinkii bu yontem, sadece bilgileri 6grenmek igin degil, aynm
zamanda Ogretilen bilgilerin kalic1 hale gelmesi i¢in de etkilidir. Bu etkisi kanitlanmig yontemin egitim
programlarina nasil dahil edilebilecegi konusunda 6gretmen egitimleri verilebilir. Bununla birlikte
ogretmenler, smif igi uygulamalarda daha yaratic1 ve etkili olabilirler. Ayrica yapilan bu ¢alismada
hikayelestirme yontemi sadece kelime 6gretimi agisindan incelenmistir. HAY yonteminin dilin diger
becerilerine (okuma, yazma, konusma, dinleme) olan etkilerini arastiran daha kapsamli ¢alismalar da
yapilabilir.

Etik Kurul Onay1: Bu ¢alismaya, Ondokuz Mayis Universitesi Sosyal ve Beseri Arastirmalar Etik
Kurulu tarafindan 30.12.2022 tarihli 2022/1151 kararla Etik Kurul Onay1 verilmistir.

KAYNAKLAR

Andrews, D. H., Hull, T. D., & Donahue, J. A. (2009). Storytelling as an instructional method:
Descriptions and research questions. The Interdisciplinary Journal of Problem-based Learning,
3(2), 6-23.

Apte, M. (2004). Teaching the past tense verbs: A new approach to teaching verbs. ABAC Journal,
24(3).

Arietawati, D. (2011). The influence of storytelling in language learning. Language Education
Journal, 8(1), 89-104.

Bala, E. (2015). The Impact of Motivation on Language Learning. Language Learning Journal, 43(4),
512-525.

Benedict, R. (1934). Patterns of Culture. Boston: Houghton Mifflin.

Brown, J. S., & Duguid, P. (1998). Organizing Knowledge. California Management Review 40(3), 90—
111.

Brumfit, C., J., Moon & Tongue, R. (1991). Teaching English to Children: From Practice to Principle.
London: Collins ELT

Bulduk, H. (2003). The Impact of Task-Based Learning on Speaking Skills.Language Teaching
Techniques, 15(3), 178-192.

Cameron, L. (2001). Teaching Languages to Young Learners. Cambridge University Press.

Carter, R. (2001). Vocabulary. In Carter, R. and D. Nunan (Eds.), Teaching English to speakers of
other languages (pp. 42-47). England: Cambridge University Press.

Chambers, J. (1970). The Phonology of English. Blackwell Publishing.

Chomsky, N. (1972). Language and Mind. Harcourt Brace Jovanovich.

Coady, J. (1993). Research on ESL/EFL vocabulary acquisition: Putting it in context. In T. Huckin, M.
Haynes, & J. Coady (Eds.), Second language reading and vocabulary learning, (pp.3-23).
Norwood, N.J.: Ablex

Cohrssen, C., Niklas, F., & Tayler, C. (2015). “Is that what we do? “ Using a conversation analytic
approach to highlight the contribution of dialogic reading strategies to educator-child
interactions during storybook reading in two early childhood settings. Journal of FEarly
Childhood Literacy, 16, 361-382. https://doi.org/10.1177/1468798415592008

Collins, A. (1992). Toward a design science of education. In P. E. L. Hawkins & P. E. L. Hawkins
(Eds.), New directions in educational technology (pp. 15-22). Springer Berlin Heidelberg.

Dujmovi¢, M. (2006). Effective vocabulary learning strategies. Journal of Language Learning, 23(2),
67-82.

Journal of Language Research, Vol 8, Issue 2


https://doi.org/10.1177/1468798415592008

89

Bahar Ankara - Sener Sentiirk - Riiveyda Hicran Cebi

Ebrahiminejad, N., Azizifar, A., Gowhary, H., & Jamalinesari, A. (2014). The impact of task-based
language teaching on vocabulary acquisition. Language Teaching Research, 18(3), 320-345.

Ersoz, A. (2000). Six games for EFL/ESL classrooms. The Internet TESL Journal, 6(6), June 2000.

Garcia, F. V. (2017). Storytelling and grammar learning: A study among young-elementary EFL
learners in Colombia. International Journal of English and Education, 6(2), 63-81.

Gentner, D. (1983). Structure-mapping: A theoretical framework for analogy. Cognitive Science, 7(2),
155-170. https://doi.org/10.1207/s15516709¢c0g0702_1

Gontl, S. (2019). Swnif 6gretmenlerinin hikdye anlaticihgimin derslerde kullamimina iligkin goriisleri.
Egitimin Yeni Dinamikleri X. Ulusal Ogretmenim Sempozyumu Bildirileri, s.76-80. Istanbul:
Oncii Egitimciler Dernegi.

Greene, E. (1996). Storytelling: Art and technique. Libraries Unlimited.

Greenbaum, S., & Quirk, R. (1990). 4 student's grammar of the English language. Essex: Pearson
Education Limited.

Hadaway, N. L., & Young, T. A. (2009). Dispelling or reinforcing myths? Learning a new language as
portrayed in children’s picturebooks. Language Arts, 86(3), 165-177.

Holderness, J. (1991). A lesson from Mrs Armitage. Journal of Educational Techniques, 1(1).

Kamaludin, P. N. H., Yoke, S. K., & Rajendran, C. B. (2015). The role of technology in language
learning. Educational Technology Journal, 30(4), 210-225.

Krashen, S. D. (1987). Applications of psycholinguistic research to the classroom. Modern Language
Journal, 71(3), 123-132.

Krashen, S. (2004). The power of reading. Portsmouth, NH: Heinemann; Westport, CT: Libraries
Unlimited.

Leonard-Barton, D. (1990). A dual methodology for case studies: Synergistic use of a longitudinal
single site with replicated multiple sites. Organizational Science, 1, 248-266.

Lipman, M. (1999). Thinking in education. Cambridge University Press.

Longman Dictionary of Contemporary English. (2003). Essex: Pearson Education Limited.

Lubis, T. (2023). Teaching vocabulary through storytelling for young learners. Journal of Community
Empowerment, 1(1), 18-27.

Luppescu, S., & Day, J. D. (1993). Research on the Role of Classroom Discourse as It Affects Reading
Comprehension. Journal of Educational Research, 86(3), 158-162.

Luppescu, S., & Day, J. D. (1993). Research on the role of classroom discourse as it affects reading
comprehension. Journal of Educational Research, 86(3), 158-162.

Maldelez, N. (2010). Using authentic materials in language teaching. ELT Journal, 60(3), 210-225.

Mehta, S. (2009). The impact of task-based learning on speaking skills. TESOL Quarterly, 36(2), 210-
225.

Merchant, P., & Thomas, M. (2013). The role of authentic materials in language teaching. ELT
Journal, 67(4), 418-432.

Nation, P. (1990). Teaching and learning vocabulary. Newbury House.

Nation, P. (2001), Learning vocabulary in another language. New York: Cambridge University Press.

Nishonova, 1. (2021). Importance of storytelling technique in teaching English language. Senior
teachers, Tashkent Institute of Textile and Light Industry.

Norman, S. & Revell, J. (1997). In your hands: NLP in ELT. Great Britian: Saffire Press.

Novak, J. (2006). The impact of task complexity on language learning. Language Learning Journal,
22(2), 210-225.

Pardede, P. (2011). Using Authentic Materials in the EFL Classroom: Teachers' Perspectives. English
Language Teaching, 4(2), 76-85.

Pardede, P. (2011). Using short stories to teach language skills. JET (Journal of English Teaching),
1(1), 14-27.

Peck, A. (1989). The role of motivation in language learning. Educational Psychology Review, 10(4),
210-225.

Philips, E. (2000). Cognitive styles in language learning. Cambridge University Press.

Journal of Language Research, Vol 8, Issue 2


https://doi.org/10.1207/s15516709cog0702_1

90

Ingilizce Kelime Ogretiminde Kullanilan Hikdye Anlatim Yénteminin (HAY) Etkisinin incelenmesi

Piaget, J. (1952). The origins of intelligence in children (M. Cook, Trans.). International Universities
Press. (Original work published 1936)

Rahasya, M. (2017). The role of technology in language education. Educational Technology Journal,
30(3), 210-225.

Rahiem, M. D. (2021). Storytelling in early childhood education: Time to go digital. International
Journal of Child Care and Education Policy, 15(1), 4.

Rajendran, C. B., Yoke, M. S. K., & Kamaludin, M. P. N. H. (2014). The teaching of grammar through
storytelling among L1 Malay learners. The Asian Conference on Education 2014 Official
Conference Proceedings,

Read, J. (2000). Assessing vocabulary. Cambridge: Cambridge University Press.

Richards, J. C., & Renandya, W. A. (2002). Methodology in language teaching: An anthology of
current practice. Cambridge University Press.

Rossiter, M. (2002). Narrative and stories in adult ESL learning. TESOL Journal, 11(4), 45-61.

Rowcliffe, S. (2004). Assessing Language Proficiency: Strategies for Teachers. Oxford University
Press.

Safdarian, Z. (2013). The effect of stories on young learners' proficiency and motivation in foreign
language learning. International Journal of English and Education, 2(3), 200-248.

Swan, M. (1992). Practical English usage (p. 605). Oxford: Oxford University Press.

Schmitt, N. (2002). Vocabulary in Language Teaching. Cambridge: Cambridge University Press.

Setyarini, S. (2011). Storytelling: An innovative language learning for English young learners.
Indonesia University of Education, Joint Conference UPI-UiTM, Malaysia.

Spaulding, A.E. (2011). The art of storytelling. United Kingdom: Scarecrow Press, Inc.

Sunkyung, K. (2013). Comparison of task-based and storytelling-based English classroom interaction
in Korean elementary schools. English Teaching, 68(3), 51-83.

Simsir, N., Karahan, E., & Anagiin, S. S. (2019). Ogretmen adaylarinin elestirel diisiinme egilimleri ile
okuma stratejileri arasindaki iliskinin incelenmesi. Egitimde Nitel Arastirmalar Dergisi, 7(2),
258-279.

Tough, J. (1991). Young children learning languages. In C. Brumfit (Ed.), Teaching English to
children: From practice to principle (pp. 50-67). Longman.

Walsh, C. & Blewitt, J. (2006). Using multimedia in language teaching. Routledge.

Waring, R. (2002). Scales of vocabulary knowledge in second language vocabulary assessment.

Wilkins, D. A. & Thornbury, S. (2002). Teaching second language vocabulary. Oxford University
Press.

Wright, T. (2003). Second language acquisition Theories. Oxford University Press.

Yoke, S. K., & Hasan, N. H. (2014). Analogy as a tool for the acquisition of English verb tenses
among low proficiency L2 learners. English Language Teaching, 7(4), 46-52.

Yue, S. K. (2017). Effects of using storytelling-based approach to teach primary students English
grammar. International Journal of Education and Literacy Studies, 5(2), 35-43.

Zuhriyah, M. (2017). Storytelling to improve students’ speaking skill. English Education: Jurnal
Tadris Bahasa Inggris, 10(1), 119-134.

Journal of Language Research, Vol 8, Issue 2



Journal of Language Research

Research Article
Identifying Grammatical Errors and Mistakes via a Written Learner
Corpus in a Foreign Language Context

Merve GAZIOGLU*! Abdullah Giil University, mervesgazioglu@gmail.com
Selami AYDIN? Istanbul Medeniyet University, selami.aydin@medeniyet.edu.tr

Recommended citation: Gazioglu, M., & Aydn, S. (2024), Identifying grammatical errors and mistakes via
a written learner corpus in a foreign language context. Journal of Language Research (JLR), 8(2), 91-106.
DOI: https://doi.org/10.51726/jlr.1553484

Abstract: Foreign language learners of English struggle to apply grammar rules in writing despite prolonged
training focusing on grammar. This error analysis study examines English as a foreign language (EFL)
learners’ grammatical errors through a written learner corpus containing essays written by Level 2 and 3
students in a language program at a state university. It is corpus-driven research that utilizes a specially built
corpus, including 506 essays with around 190.000 word tokens. The study also aims to reveal whether they
improve within a term. Using James’ (1998) taxonomy of errors, the data were analyzed via a corpus tool,
“AntConc”. The results of descriptive analysis for error frequency showed that the most common grammatical
errors were related to verb conjugation, prepositions, articles, grammatical numbers, and voice, respectively.
The study also showed no significant progress for Level 2 learners, while Level 3 learners slightly improved
by rectifying the number of errors.

Keywords: Corpus Linguistics; error analysis; grammatical errors; corrective feedback

INTRODUCTION

Among the four main skills, writing can be regarded as the area where teachers can provide
the most concrete and useful feedback to their students’ performance (Hartshorn et al., 2010). Writing
in a second language (L2) is a multidimensional skill that includes syntactic and lexical mastery.
According to Silva (1990), “writing is a complex, recursive, and creative process or set of behaviors
that is very similar in its broad outlines for first and L2 writers” (p. 8). Therefore, students are
expected to combine suitable vocabulary and accurate grammar to create coherent and cohesive texts
in a foreign language. As the main focus of the current study, L2 grammar knowledge has a critical
role in writing. Using a variety of grammatical structures accurately enables language learners to
express their ideas in a more sophisticated way. Nevertheless, there is a debate about the impact of
grammar teaching on writing performance. Teaching grammar is often underestimated because of its
structural and prescriptive nature. Some researchers (Andrews et al., 2006; Krashen, 1982) believe that
it is impossible to convey formal grammar knowledge to writing. They also claim that grammar
teaching has no direct influence on writing development. However, EFL learners struggle to apply
grammatical knowledge to writing when these two skills are taught separately. Others, such as Celce-
Murcia (1991), Myhill et al. (2012), and Cawley (2017), suggest that contextualized grammar
instruction enhances writing skills. According to Weaver (1998), students must be guided in
implementing suitable grammatical structures in their writing. As Xavier et al. (2020) concluded,
teaching grammar assists students in meaning-making processes when making linguistic choices
during writing. Therefore, there is a need to examine the effect of grammar on L2 writing
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performance, especially by analyzing the most common errors in different contexts, such as Tiirkiye,
where EFL students have difficulties in applying grammar rules to writing, as indicated below.

EFL students commonly encounter problems during writing activities that can be categorized
as linguistic, psychological, cognitive, and pedagogical (Fareed et al., 2016). From this perspective,
writing is challenging for Turkish EFL learners for various reasons, such as linguistic incompetence or
L1 interference. It is perplexing that second language learners commit grammatical errors even in the
most basic structures despite having been taught grammar for many years. When asked to write in
English at school, they might spend minutes writing one grammatically correct sentence. As a
common problem for Turkish EFL students, grammatical errors in writing directly impact language
learning by affecting the quality of their written production and decreasing student motivation
(Gazioglu, 2019). While transferring L2 grammar knowledge into their writing, it is natural for second
language learners to make mistakes with the effect of their first language (Selinker, 1972; Corder,
1981). Therefore, it can be claimed that students’ progress might be facilitated through error correction
activities in writing and grammar lessons by helping them notice their common problems. Such
weaknesses can also be revealed through continuous assessment and the assistance of the teacher’s
feedback. Although the most problematic grammatical subjects for language learners may not exhibit
considerable variation, it might be helpful to investigate the issue in different contexts where different
approaches to grammar and writing instruction are held.

Along with the advancements in information technology and corpus linguistics, it is now
possible to analyze language errors through learner corpora, which can enable analyzing large-scale
data and help both learners avoid these mistakes and teachers envisage complications their students
may face. Likewise, as foreseen by Granger (2009), Corpus Linguistics has already become the “bona
fide” input format in SLA studies. As Zhong and Wakat (2023) suggested, more corpus-integrated
classrooms are needed for a better language learning experience. Accordingly, detecting the most
commonly committed grammatical errors in writing and exploring the underlying reasons will benefit
the foreign language teaching process from several aspects. Overall, acquiring writing and grammar
skills has aroused considerable interest in SLA research, where their interactions are also examined.
However, research on the issue seems scarce, as can be seen from the research synthesis provided
below after drawing a theoretical framework.

Theoretical Framework

As one of the building blocks of a language, studying grammar has a critical role in second
language learning. Different approaches have been presented in the field, such as the Grammar-
Translation Method, one of the oldest approaches in language teaching, which requires learners to
study grammatical rules deductively. Apart from traditional approaches to language learning, modern
methods, such as the Communicative Approach, include implicitly teaching grammar and focusing on
usage rather than accuracy. As a result, because one of the main purposes of teaching grammar is
enhancing the language users’ ability to convey their ideas in oral and written form, applying accurate
grammar rules is an essential goal for EFL students to achieve in writing.

Despite being interchangeably used in daily language, linguistics researchers have attempted
to distinguish between “error” and “mistake”. As suggested by Corder (1967), mistakes are related to
problems in performance, just like a slip of the tongue or pen. However, errors are systematical
complications that indicate competence-related problems, contributing to the learner’s progress
(Corder, 1967). Some possible reasons for learner errors and mistakes, in general, are listed by Norrish
(1983) as follows: lack of attention, anxiety, L1 interference, overgeneralization, wrong translation,
difficulties in the application of rules, and problems arising from the course material or the teacher.
However, as Botley (2015) states, it is challenging to distinguish errors and mistakes and difficult to
define them. Moreover, it is not always possible to understand if a lack of attention or knowledge
causes a grammatical problem. Therefore, in relation to the aim of this study, students’ grammatical
errors and mistakes in writing are analyzed together through a learner corpus.
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The Contrastive Analysis developed by Lado (1957) is based on the assumption that learning a
foreign language resembles learning the mother language; thus, their similarities and differences
positively or negatively impact learning the target language. Therefore, problematic areas can be
foreseen and addressed in the curriculum to provide more effective training to the students. Likewise,
Corder (1981) argues that second-language learners’ errors served as indicators of their linguistic
system under construction and provided valuable data for understanding the core principles of the
built-in syllabus. Thus, committing errors is a strategy and a sign of progress in L2 acquisition. Hence,
he suggests that these errors must be analyzed within the scope of Comparative Linguistics. His views
are also related to “Interlanguage Theory”, which Selinker (1972) introduced to applied linguistics.
Teachers already explore their students’ errors intuitively, as a part of their job, for practical reasons
such as adapting their teaching styles, developing suitable course materials, or providing extra
practice. However, it requires systematic observation to reveal learners’ errors, understand their
reasons, and offer solutions to the determined problems. Thus, Contrastive Analysis (CA), Error
Analysis (EA), and Interlanguage (IL) are the key investigation methods for analyzing errors and
ensuring effective ESL instruction (Hsu, 2013).

The main steps of error analysis are defined by Corder (1981, p. 15) as “recognition of
idiosyncrasy”, “accounting for a learner’s idiosyncratic dialect”, and “explanation”. The branch of
applied linguistics that undertakes these processes is called “Error Analysis”. As cited in Lennon
(2008), the stages of error analysis can be outlined as (a) choosing a corpus of language, (b)
determining the errors in the corpus, (c) categorizing the determined errors, (d) interpreting the
psycholinguistic reasons of the errors, and (e) evaluating the error (ranking the criticality). The error
taxonomies that are utilized most commonly in the EA studies belong to Dulay et al. (1982), who
classify errors into four: linguistic category, surface strategy, comparative, and communicative effect.
Based on their model, James (1998) develops a new classification, adding a new category to the sub-
categories in the Surface Strategy Taxonomy (omission, addition, misinformation, and misordering):
blends. In line with the aims of this study and as a relatively more recent model, James’ (1998)
classification, especially the categories on the morphological and syntax errors, is adapted and
employed for the corpus-driven error analysis.

Previous Research

Research shows that even advanced learners of English make basic grammatical mistakes after
many years of instruction, and the main reason for this is L1 interference. Simsek (1989) explored
preparatory school students’ written errors by applying contrastive error analysis and reported that
intralingual errors outweighed interlingual ones, mostly indicating problems in articles and
prepositions, emphasizing the importance of accuracy in grammar teaching. Sahin (1993) also focused
more specifically on tense and aspect errors in Turkish university students’ papers and found that most
errors were semantic/pragmatic, revealing that the students had difficulty applying verb tenses and
aspects. The study concluded that grammatical errors such as wrong tense and aspect use can be
avoided thanks to contextualized grammar instruction. According to Yiiksel’s (2007) study that
investigated English Language and Literature students’ grammatical errors in writing, the wrong use
of prepositions was observed to be the most recurrent error. In another study, Kirkgéz (2010) analyzed
learners’ written errors to discover likely reasons for errors and showed that most errors were
interlingual, signaling L1 interference as the basic reason. Similarly, Baséz and Aydm (2011)
identified grammatical mistakes in advanced EFL students’ papers and revealed common problems
with grammatical structures such as tenses, verbs, adjectives, adverbs, conjunctions, articles, relative
clauses, and prepositions. They suggested that teachers should facilitate the learners by giving clear
corrective feedback and providing opportunities where students can practice writing creatively and
descriptively.

A related body of research confirms that grammatical errors made by students of writing often
stem from the L1 effect and the lack of competence in the target language. For example, Koroglu
(2014) showed that Turkish EFL students committed many interlingual errors, especially because of
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L1 interference. Likewise, Mede et al. (2014) investigated word order by Turkish EFL learners to
explore the transfer effects of Turkish learners of English and revealed that learners transfer word
order patterns from their first language to the target language, implying a strong effect of these
structures on their syntactic development. Finally, in their study, Kirmizi and Karci (2017) examined
linguistic and lexical errors in a classroom exercise written by Turkish EFL students, and the common
mistakes in articles, word choice, prepositions, word order, and subject-verb agreement were attributed
to the deficiency in grammatical knowledge and L1 interference.

Thanks to corpus-based error analysis research, most common grammatical mistakes are
reported, and this allows teachers to respond to students’ needs as they not only identify errors made
by foreign language learners but also offer insights on possible reasons for these errors and provide
some solutions to overcome these linguistic problems. Recently, Demirel (2017) employed a
Computer-aided Error Analysis approach and showed that the most problematic grammatical units for
the students are articles and determiners. It was asserted that the students should be trained to use
related software to write and revise their essays, taking more responsibility in their learning process. In
his prominent study that established a connection between the types of errors committed and students'
proficiency levels, Can (2017) focused on errors related to verb forms in essays written by Turkish
EFL learners and found incorrect tenses of verbs, wrong verb choices, wrong verb forms, missing
verbs, and verb agreement errors as the most common verb errors. Tas¢1 and Aksu Atag (2018) also
examined grammatical errors through a corpus of essays written by Turkish university students and
especially focused on the sources of errors and showed that interlingual errors (mother tongue
interference, in general) were common. The wrong preposition used by the students was also a result
of L1 interference, implying “negative transfer.” Furthermore, Kazazoglu (2020) found that in addition
to the impact of L1, there can be some other factors contributing to grammar errors in writing, such as
the use of bilingual dictionaries, direct translation methods, and poor language skills. To sum up,
bringing out the significance of error analysis, these studies suggest that learner errors should be an
advantage for both teachers and students. In the current context, where the teaching medium is
English, grammar and writing skills are taught separately. Differentiating from the contexts of
previous similar studies in Tiirkiye, it is expected to observe if these factors play a role in terms of the
frequency of grammatical errors committed by EFL students in writing, in addition to any potential
progress in terms of minimizing the number of these errors within a specific period.

In light of the previous research findings on error analysis studies in the Turkish EFL context,
it can be stated that students commit errors and mistakes in similar grammatical aspects due to some
reasons, such as L1 interference, lack of competence, or insufficient practice. Nevertheless, compiling
a learner corpus in a higher education institution with English-medium instruction and an exceptional
language program may Yield different results. Therefore, this study employs Corpus Linguistics
techniques to examine grammatical errors made by Turkish EFL students in higher education through
a written learner corpus. In addition to detecting the most frequent grammatical errors, as the second
facet of the study, it is also intended to show students’ progress within a specific period based on how
much they corrected their errors as a response to the teacher’s feedback. With those concerns in mind,
the current study aims to identify grammatical errors and mistakes via a written learner corpus in the
EFL context and seeks answers to the following research questions:

e What are the most common grammatical errors or mistakes Turkish EFL students make in the
writing process?

o Do EFL learners show any improvement by decreasing the number of grammatical errors or
mistakes in writing within a term?
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METHOD
Research Context

This study systematically examines grammatical errors during written performance in the EFL
learning process. The study uses the analytic approach to examine the underlying factors and processes
that lead to the errors and assess teacher feedback's impact on potential student improvement. The
purpose of the study is heuristic since it is controlled and manipulated in several ways as a data-driven
exploration without preconceptions but with the possibility to generate hypotheses for further
investigation. The focus of the study is limited to grammatical errors, but the variables such as student
proficiency level and nationality are controlled to eliminate subject awareness through the use of data
from previously completed courses. It also relies on the researcher’s subjective understanding and
knowledge of grammatical errors in organizing and interpreting the data to be analyzed. Finally, the
data for this study consisted of student essays, which were collected and analyzed through a corpus
tool.

Participants

The participants of the study were 208 Turkish EFL learners, whose essays were compiled to
build a special learner corpus, studying at a language preparatory program offered by a state university
in Turkey. Five groups of students from each level were randomly chosen during the sampling stage.
Considering the features of the present educational context, they were Level 2 and Level 3 Writing
students, which meant they had English proficiency levels between Bl and B2 (intermediate)
according to the Common European Framework of Reference for Languages (CEFR) standards. Level
1 students were not involved in the study because they produced paragraphs, not essays, which would
make it incomparable with the other two levels. In Level 2, out of 106 students, 43 (40.57%) were
male, while 63 (59.43%) were female. In Level 3, there were samples from 102 students: 49 (48.04%)
were male, and 53 (51.96%) were female. The ages of the students ranged between 17 and 35. All
participants were Turkish EFL students whose future departments varied: 114 students were from the
Faculty of Engineering (53.77%), 42 students were from the Faculty of Architecture (19.81%), 29
students were from the Faculty of Life and Natural Sciences (13.68%), and 23 students were from the
Faculty of Managerial Sciences (10.85%). The information about the participants was gathered
retrospectively through the learning management system used in the research context. Although some
of these independent variables did not play a significant role in answering the research questions,
attention was paid to sustaining a balance, especially regarding the number of essays between two
levels, while creating this learner corpus. The purposeful sampling method was used as the focus was
on Level 2 and 3 students’ essays, and the convenience sampling method was utilized because the
essays were gathered from colleagues who volunteered to help the researcher as the researcher’s own
writing groups’ essays were not sufficient in number to compile the corpus.

Instruments

The data come from a written corpus of learners, as the researcher named Learner Corpus of
Student Essays (LECOSE), which was compiled exclusively for this study. LECOSE comprised 506
student essays, which were written in seven different genres by Level 2 and Level 3 learners studying
at a language program in a state university. Accordingly, there are 258 Level 2 essays and 248 Level 3
essays in the main corpus created for the study, which comprises nearly 191.000 word tokens. The
Level 2 essays contain around 76.500 word tokens, while the Level 3 essays contain about 114.000
word tokens. LECOSE was compiled to answer the first research question, containing all the essays
from both levels. In addition, one sample group was chosen from each level to answer the second
research question, and sub-corpora were created to examine the papers written individually. These
temporary mini corpora for each level were organized from the main corpus during the analysis stage.
As a result, the current study utilized one main specifically built written learner corpus and
individually arranged sub-corpora to compare changes to achieve its objectives.
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Procedure

The data for the present study were collected from the students at the School of Foreign
Languages at a state university. The essays written as continuous assessment tasks by students who
took levels 2 and 3 Writing courses were compiled to build a learner corpus, LECOSE. The data were
chosen through convenience sampling method as the students previously submitted their essays to the
researcher who taught Writing 2 and Writing 3 courses during that academic year. The data collection
process started with obtaining approval from the research ethics committee. Then, the online versions
of the student essays downloaded as bulks from the learner management system were compiled by
convenience sampling to build a learner corpus. The samples were classified into different folders and
organized based on three categories: proficiency levels (W2 and W3), groups (classes), and tasks,
which are the specific essays written for different genres. Table 1 shows the genres of the student
essays, writing topics, and word tokens for each level:

Table 1. Genres and writing topics by level

Level Genre Sample Topics Word Token (~)
1. Compare & Contrast Aluminum vs. Glass
2 2. Graphic Description Household Plastic Collection 76.500
3. Problem & Solution Plastic Pollution
4. Classification Uses of Plastic
1. Process Seawater Desalination / Rainwater Harvesting
3 2. Cause & Effect Urbanization / Water Scarcity 114.000
3. For & Against Drones / Voting Age / Social Media Use

As suggested by Biber (1993), several aspects are to be considered during the corpus design
process: the number of texts, text types, the selection of text samples, and the length of text samples.
Therefore, considering the limitations of data preparation through tagging, this written corpus was
built with 506 student essays from Level 2 (258) and Level 3 (248). Thus, the corpus size is
considered manageable and large enough to investigate the proposed research questions. Although the
anonymity of the participants was maintained and variables such as age or gender were not a concern
in this study, Burnard (2005) expressed that metadata could be useful in correlating data and
expanding the corpus for further studies. Thus, the researcher wrote down the number of students by
gender in each level and group and numbered all students within the groups to match them easily
while answering the second research question, which required comparing grammatical mistakes found
in different essays written by the same students. In addition, both convenience and purposeful
sampling methods were applied because the researcher, who has been teaching grammar (Language
Awareness, as described in the curriculum) and writing courses, is a foreign language instructor in the
research context.

Data Analysis

The data analysis stage of this study was conducted through a corpus concordance program
called AntConc 3.5.8., a free, open-source software. As described by its developer, Anthony (2005), it
provides “a powerful concordancer, word, and keyword frequency generators, tools for cluster and
lexical bundle analysis, and a word distribution plot.” (p. 729). Because the present research aims to
reveal the most common grammatical errors in students’ papers, the chosen software can generate a
list of all the occurrences of a tagged error in the learner corpus with its practical interface. As the first
data analysis stage, the learner corpus essays were thoroughly read and tagged by the researcher to
detect grammatical errors. In this sense, the aforementioned taxonomy for grammatical errors by
James (1998) was adapted and employed. The table below shows the error categorization scheme,
error tags, and some sample sentences containing these error types:
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Table 2. Error categorization scheme

Error Category Error Type Error Code Sample Sentence
articles OM_ART You need ” pencil.
auxiliary verb OM_AV I ~ waiting for the bus.
conjunctions OM_CON We didn’t buy the car ™ it was expensive.
determiners OM_DET Can you help me carry * bags?
modals OM_MOD She ” study hard to pass the exam.
Omission nouns OM_NOUN There is a * on the floor.
objects OM_0OBJ I left my  at home.
prepositions OM_PREP Let’s meet ™ 9 p.m.
pronouns OM_PRON He fell and broke " leg.
quantifiers OM_QUA I need ~ sugar to make a cake.
subjects OM_SUB A Stayed in the library for hours.
verbs OM_VERB The house * five rooms.
He doesn’t likes...
_ _ double-marking OV DM Many students are_lefting school.
Overinclusion simple addition OV_SA
P - There are some a few differences.
I called_the my friend.
archi-forms MISS_ARF that cars. in the bus
Misselection regularization MISS_REG " buved 7_eo les
alternating forms MISS_ALF yed, peop
| seen her yesterday.
adverbials, He every time comes late home.
. . . . MISO_ADV :
Misordering interrogatives MISO INT Tell me where did you go.
adjectives Mlso:AD 3 The words little...
Improper combinations
Blends of words BLEND According to Erica's opinion, ...

Note: All categories have sub-categories, such as OV_SA_PREP, MISS_ALF_CONJ, and MISO_VERB. Nouns and objects
were used interchangeably in the tagging process. While CON was used to refer to “conjunctions,” CONJ was used to mean

“conjugation.”

To ensure interrater reliability, the researcher collaborated with a native speaker instructor and
a local instructor from the research context. After familiarizing themselves with the error
categorization scheme, the instructors tagged one student paper from each level. Calculating the
percentage of agreement between the raters as 80 for Level 2 and 86.7 for Level 3 (see Table 3 and
Table 4), the researcher confirmed that the error categorization scheme operated efficiently and
continued to tag the grammatical errors in the students’ papers.

Table 3. Percentages of agreement by error categories for level 2

Error Category Rater 1 Rater 2 Rater 3 Agreement (%)
Omission 1 1 1 100
Overinclusion 1 1 0 66.67
Misselection 1 1 1 100
Misordering 0 1 1 66.67
Blends 1 0 1 66.67
Average 80
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Table 4. Percentages of agreement by error categories for level 3

Error Category Rater1 Rater2  Rater 3 Agreement (%)

Omission 1 1 0 66.67
Overinclusion 1 1 1 100
Misselection 1 1 1 100
Misordering 1 0 1 66.67
Blends 0 0 0 100
Average 86.66

After the manual tagging process for all the essays was completed, all the papers aimed at
building the main corpus were uploaded to AntConc in bulk. Thus, RQ1 would be answered for
revealing the grammatical errors that students most commonly make. Each error category tag was
searched through AntConc, and the queries were examined to list the frequencies of these errors. As
for RQ2, one group from each level was taken as a sample, and the individual papers (1-3 and 1-4)
within the groups. The Level 2 group selected to answer the second research question from LECOSE-
2 included 68 papers written by 17 students (F=8, M=9). A total of 75 essays written by 25 students
(F=11, M=14) were chosen from LECOSE-3 to investigate the development of Level 3 students in
writing in the way of making grammatical mistakes. They were separately uploaded to AntConc to
check the frequency of each type of error. The number of mistakes recorded manually was compared
from 1 to 3 and 1 to 4 for each student at both levels. In this way, it was expected to see to what extent
the students corrected their errors within a level. It was anticipated that the papers would have fewer
occurrences of the same type of grammatical errors towards the end of the term, thanks to the effect of
the teacher’s corrective feedback.

RESULTS
Common Grammatical Errors and Mistakes Made by Turkish EFL Students
To trace the most common errors and mistakes committed by Level 2 learners, separate

browsing actions were performed for different error types. Thus, the tables below show students’
written errors and mistakes as (a) ranked in order of main types and (b) of sub-categories in each error

type.

Table 5. Frequency of grammatical errors by level 2 students

Rank Error Category Nur_nber of %
Incidences

1 Misselection 2032 48.20

2 Omission 1220 28.94

3 Overinclusion 601 14.25

4 Misordering 187 4.43

5 Blends 175 4.15

Total number of errors: 4215

The overall analysis of grammatical mistakes in LECOSE-2 reveals that the students
committed 4216 errors in their written production. Most of the mistakes (48.20%) were due to the
misselection of grammatical elements, which was followed by the omission of the elements 28.94%
and the overinclusion of them with a percentage of 14.25. It was observed that the rates of mistakes
related to misordering the elements and miscellaneous mistakes classified as blends are close to each
other at 4.43% and 4.15%, respectively.

As the second phase of the data analysis, mistakes detected in the essays forming the
LECOSE-3 were examined through AntConc. Several queries were conducted for the subcorpus based
on the defined error categories and types. According to the comprehensive analysis conducted on
grammatical errors in LECOSE-3, 3916 mistakes from the five main categories of error were found in

Journal of Language Research, Vol 8, Issue 2



99
Merve Gazioglu — Selami Aydin

Level 3 essays written by the students. As shown in Table 6, the most prevalent errors, with 43.36%,
arose from the grammatical components that were chosen incorrectly (misselection). Subsequently,
errors emerging due to the omission of elements accounted for 30.97%, whereas the excessive
inclusion of elements (overinclusion) depicted 16.36% of the total errors. Besides, it was indicated that
errors related to misordering the elements and errors counted as blends displayed quite close
frequencies, making up 4.74% and 4.54%, respectively.

Table 6. Frequency of grammatical errors by level 3 students

Rank Error Category N“'?”ber of %
Incidences

1 Misselection 1698 43.36
2 Omission 1213 30.97
3 Overinclusion 641 16.36
4 Misordering 186 4,74
5 Blends 178 4,54
Total number of errors: 3916

Improvement of Turkish EFL Learners in Correcting Grammatical Errors in Writing

As shown by Figure 3.12, 10 out of 17 students (59%) made fewer errors in their final task,
while seven students (41%) increased the number of mistakes they committed. A linear comparison of
grammatical errors by Level 2 students in each category based on tasks to show change in time can
also be seen in Table 7. However, the average number of mistakes committed from Task 1 to Task 4
might not significantly improve. Therefore, a statistical analysis was also conducted to understand if
there was remarkable progress.

Table 7. Linear comparison of the frequency of grammatical errors by level 2 students

Number of Number of Number of Number of
Error Category Incidences in Incidences in Incidences in Incidences in
Task 1 Task 2 Task 3 Task 4
Misselection 166 157 187 159
Omission 112 77 99 107
Overinclusion 35 42 35 40
Misordering 21 10 14 13
Blends 11 13 17 10

Table 8. Comparison of the first and the fourth essays by level 2 students

Std.

Std. Sig. (2-
Mean Deviation Error Lower Upper T Df tailed)
Mean
Task 1 Errors 45 3.46 37 -.29 120 122 84 23

Task 4 Errors

*p < .05

A paired-samples t-test was conducted to compare the number of grammatical mistakes in
Task 1 and Task 4. Contrary to expectations, there was a small mean difference (M=0.45, SD=3.46),
with students making more mistakes in Task 4 than in Task 1. The 95% confidence interval (-0.28 to
1.20) includes 0, and the t-statistic (t=1.22, p=0.22) is not statistically significant. These results
suggest that the observed differences are likely due to random variation rather than a true difference,
which means that Level 2 students did not decrease the number of grammatical mistakes they
committed within a term.

As a result, the analysis unveiled no statistically significant difference between the first and
the last essays that the students wrote within Level 2. Although Task 4 had slightly fewer mistakes
than Task 1, the statistical data show no meaningful difference. Hence, it can be stated that there is not
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enough evidence to claim progress for Level 2 students in the sample in terms of making fewer
mistakes.

As for the Level 3 students’ essays, 12 out of 25 students (48%) made more mistakes in their
final essays, while 10 students (40%) had fewer grammatical errors for the same task. In addition, two
students (8%) had the same number of errors in both tasks, and one (4%) submitted an essay without
any grammatical errors for Task 3. A linear comparison of grammatical errors by level 2 students in
each category based on tasks to show change in time can also be seen in Table 9.

Table 9. Linear comparison of the frequency of grammatical errors by level 3 students

Number of Number of Number of

Error Category  Incidences in  Incidences Incidences
Task 1 in Task 2 in Task 3
Misselection 166 157 187
Omission 112 77 99
Overinclusion 35 42 35
Misordering 21 10 14
Blends 11 13 17

Table 10. Comparison of the 1st and the 3rd essays by level 3 students

Std. Std. Error Sig. (2-
Mean Deviation Mean Lower  Upper T Df tailed)
Task1Ermrors 5 3.67 33 185  -55 -365 124 00

Task 3 Errors
*p < .05

A paired-sample t-test was conducted to compare the number of grammatical mistakes in Task
1 and Task 3. There was a significant mean difference (M=-1.20, SD=3.67), with students making
fewer mistakes in Task 3 than in Task 1. The 95% confidence interval (-1.85 to -0.55) and the t-
statistic (t=-3.65, p =0.00) indicate that this difference is statistically significant. These results suggest
that Level 3 writing students improved from Task 1 to Task 3, reducing the number of grammatical
mistakes in their written productions.

CONCLUSIONS AND DISCUSSION

The current study investigates the most common grammatical errors in students’ essays
utilizing specially built learner corpora, questioning any progress achieved in minimizing the number
of these mistakes. The first conclusion is that the most frequent grammatical errors in the learner
corpus LECOSE are related to using verbs, particularly with wrong choices for the alternating forms
of conjugation, which is the proper adjustment of verbs, including gerunds, infinitives, and participles
that function as verbs, nouns, adjectives, or adverbs concerning tense, mood, voice, person, and
number. Most errors found in the main corpus stem from inaccuracies in conjugation, outweighing the
overinclusion errors due to double marking. The conjugation errors in LECOSE include problems in
subject-verb agreement, misselection of gerunds and infinitives, using tense inflections unnecessarily
or indispensably, and applying voice changes inappropriately. Other verb-related errors were
committed through failing to include verbs in sentences (omission), including verbs redundantly
(overinclusion), locating the verbs in sentences incorrectly (misordering), and using a common verb
(be, do, have) interchangeably, which distort both syntax and semantics of the sentences. The wrong
uses of prepositions and articles follow conjugation errors. The fourth and the fifth most common
grammatical mistakes in LECOSE are related to the use of grammatical numbers (singularity vs.
plurality) and voice (active vs. passive). The second conclusion is that Level 2 students did not make
significant progress in minimizing their mistakes from the beginning to the end of the term. However,
there was a slight decrease in the average number of errors made by Level 3 students.
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Discussion of the Findings

The findings of the current study align with prior research by Sahin (1993), Bas6z and Aydin
(2011), Can (2017), Demirel (2017), Ayar (2020), Ozkayran and Yilmaz (2020), and Kadan (2023),
who revealed that verb-related errors are the most common mistakes observed in Turkish EFL
students’ papers. In addition, even though comparing two proficiency levels was not among the
objectives of this study, the average number of mistakes in improper conjugations by both levels
slightly differed. Thus, it can be argued that a higher proficiency level in English can assist students in
making fewer verb-related mistakes in writing. This finding supports the conclusion drawn by Can
(2017), who claims that the increase in proficiency levels decreases the rate of verb errors, excluding
some tenacious mistakes such as incorrect verb agreement and wrong verb form choice. However,
Ozcan (2012) notes that various aspects of an error can be affected by different variables; given this, it
is hard to determine a certain factor as the source of an error. The frequent conjugation errors
committed by Turkish EFL students imply that verb formation is the most crucial obstacle affecting
the students’ written performance. These errors, which can be spotted in low and high proficiency
levels, might originate from syntactic differences between their mother tongue, Turkish, and the target
language, English, in terms of verb conjugation. While Turkish is an agglutinative language, English
has more complex rules, including agglutinative and fusional features. Therefore, Turkish EFL
students might get confused easily about verb formation, especially when they are not proficient in
English. They tend to transfer and apply the verb formation rules in Turkish when writing in English,
which can be explained with “L1 interference”. Thus, consistent with the existing literature, as shown
by Kirkgoz (2010), Koéroglu (2014), Demirel (2017), and Duygun and Karabacak (2022), it can be
stated that verb-related errors result from L1 transfer, low proficiency in English, and neglecting
proofreading.

As the second grammatical element with the most common errors in LECOSE, prepositions
are often omitted by students of both levels at similar rates. In line with the research findings by
Ozisik (2014), Atmaca (2016), Tasc1 and Aksu Atac (2018), and Siiriic Sen and Simsek (2020),
Turkish EFL students encounter difficulties with using prepositions in their written output. It can be
due to the different functions and locations of prepositions in English compared to Turkish. Hence, the
preposition errors found in LECOSE showed that students tended to use the same prepositions (in, on,
at) where different ones are needed as they have the same function in Turkish (-de, -da). Similarly, it
was seen that some students could not differentiate between the prepositions “for” and “to” as they are
used in the same meaning (icin) to express purpose in Turkish. Finally, a large proportion of students
did not feel the need to use prepositions where necessary. These observations can be explained with
negative transfer, as also suggested by Tas¢1 and Aksu Atag (2018). However, there was no significant
difference between Level 2 and Level 3 students regarding the average number of preposition mistakes
and how they committed the errors. To sum up, prepositions are the second most problematic element
for Turkish EFL learners, so more research needs to focus on how to teach them.

Errors made on the use of definite and indefinite articles by the Turkish EFL students are the
third most frequent incident that emerged in the study, slightly diverging from previous research by
Kirmizi and Karci (2017). They found that the articles were the most problematic grammatical
component for the Turkish EFL students and pointed out the L1 interference as one of the possible
reasons. This argument is reasonable in that there is no use of articles in the Turkish language, while
articles are commonly used in English with several functions. Therefore, Turkish students are
expected to have problems using articles in other languages. Accordingly, more than half of the article
errors in LECOSE arose from omitting to use articles, which is in line with Urkmez (2014). However,
there is a discrepancy between the two levels in that Level 2 students were more inclined to exclude
articles in their essays, whereas Level 3 students were predisposed to include unnecessary articles.
Yet, there is no remarkable contrast between the two proficiency levels in selecting or ordering
articles. Dagdeviren (2010) claims that high-proficient learners perform better in applying correct
articles where necessary. The current study corroborates her work, considering that Level 3 students
used nearly twice as many articles as Level 2 students, with a lower overall rate of mistakes.
Consequently, it can be stated that Turkish EFL students have some difficulties in using articles
mainly due to L1 interference and their level of proficiency in the target language.

Journal of Language Research, Vol 8, Issue 2



102

Identifying Grammatical Errors and Mistakes via a Written Learner Corpus in a Foreign Language Context

The findings suggest that Turkish EFL students in the research context struggle to select
suitable grammatical numbers (singular and plural forms) with nouns in their essays. It is the fourth
common mistake found in LECOSE and its sub-corpora. This finding aligns with Tiirniik and Aydin
(2020), who found a correlation between interlanguage errors and writing anxiety. Thus, they revealed
that students had problems with singularity/plurality in their written productions. Siiriic Sen and
Simsek (2020) also revealed that grammatical number mistakes were the third most frequent category
of error in their study. Likewise, Ozkayran and Y1lmaz (2020) suggest that more focus should be given
to teaching singular and plural forms of nouns as their wrong uses were encountered commonly in
their error analysis study. Interestingly, the current study observed that both Level 2 and Level 3
groups committed the same number of errors in grammatical numbers in their essays. Thus, it might be
inferred that proficiency is not a factor in committing this type of error, which can be seen as a simpler
grammar subject. However, because there are some differences between their native and target
languages when making nouns plural, students seem confused, especially with irregular plural nouns.
Therefore, mistakes in grammatical numbers can be regarded mainly as a result of syntactic
differences in English.

As the fifth most common error in LECOSE, voice errors are revealed to be another
problematic grammatical element for Turkish EFL learners. In addition to making mistakes while
applying verb conjugation while creating sentences in passive voice, which was analyzed within verb
conjugation errors, students are also challenged by choosing the correct voice to match the meaning in
the context. Thus, they continue to use the active form even if they need to transform the verb into the
passive form or use the passive voice even when it is unnecessary. Errors committed during voice
transformation in sentences show that it is a complex process for EFL learners. However, the
distribution of voice errors in LECOSE illustrates a huge difference between the two levels. The effect
of exposure and practice can explain this as Level 3 students have more experience in using active and
passive forms. Besides, using voices correctly requires a sufficient knowledge of tenses and sentence
structure, yet the language proficiency of Level 2 students might be insufficient to apply them
correctly in writing. Another explanation is that lower-level students make more mistakes as they
attempt to include more advanced grammatical elements in their essays. To sum up, Turkish EFL
students face problems with active and passive voice formation, and this grammatical element needs
further examination.

Practical Recommendations

The findings of the study offer some opportunities for the stakeholders. The primary benefit is
to inform the administrators and educators of the program about the difficulties students face applying
their grammatical knowledge in writing. Thus, they should consider students’ needs and weak points
when updating the course content and materials for grammar and writing. It will also enable the
presentation of the problematic aspects that emerged at the conclusion of the study and raise teachers’
awareness of the need to revise their approaches to teaching the skills under discussion. Furthermore,
teachers should emphasize the troublesome subjects in their classes by advising their students to
decrease their vulnerabilities. The results imply the importance of corrective feedback in writing as the
participants in this study got detailed feedback on their errors, and teachers’ feedback has an impact on
improving writing skills. Because making mistakes is a part of the learning process, teachers’ feedback
must be meaningful for the students, and it should not decrease students’ motivation to write. Hence,
teachers need to train their students to comprehend and respond to the provided corrective feedback
(Ferris, 2010). Otherwise, the imparted feedback cannot go beyond recording the students’
shortcomings, leaving them at a loss with a list of deficiencies they do not know how to overcome.
Teachers must update and refine their approach to giving corrective feedback, considering that
students have different learning styles. They should also clearly inform the students about course
expectations and the criteria they will use to evaluate their written performance. More preferably, with
face-to-face feedback offered by teachers, students will gain motivation and feel more responsible for
writing essays of higher quality with minimal errors. Taskiran and Goksel (2022) found that learners'
writing skills show progress from the initial attempt to the final one thanks to formative teacher
feedback. In line with the needs of Turkish EFL students, the teachers can offer limited use of L1 to
explain grammatical components that they have difficulty with during grammar instruction and oral
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feedback sessions. In this way, students with lower proficiencies can be encouraged to clarify their
questions about the mistakes committed. It can facilitate learners’ writing development thanks to the
recent introduction of Translanguaging Theory in second language teaching. Furthermore, teachers
should utilize native and learner corpora to supplement their course materials to show the students the
correct usage of grammatical elements. Writing tasks combined with grammar can also be designed to
create a chance for the students to practice authentic language. This can particularly help students who
have problems with L1 interference, which the current study found to be a major factor in making
grammatical mistakes.

As the stakeholders of an institution aiming to support learner autonomy in education, the
target group of the study should be conveyed the message that teachers are not the sole source of
information and feedback in this technology era - that means they should be encouraged to seek
different ways of improving themselves in grammar and writing. One effective strategy could be
guiding them to organize small study groups or to find learning partners to experience peer learning.
This will also allow the students to review each other’s essays before submitting them to their
teachers, allowing them to (possibly) notice common mistakes they commit and look for ways to fix
some of them. Another strategy could be paving the way for the students' controlled and conscious use
of technology to improve their related skills.

Today, many people prefer digital information platforms due to their high availability and
free-of-charge accessibility, despite some controversies about reliability or security. In a period when
information technologies develop at an astonishing speed, it would be too optimistic to think that
students do not use online tools for their assignments. Likewise, teachers should keep themselves up to
date on technological innovations, including online dictionaries, grammar checkers, and artificial
intelligence (Al) tools. Therefore, as long as they do not use technology to generate automated texts or
to translate original Turkish texts into English, which will lead to plagiarism, a serious academic
dishonesty issue, teachers can monitor, tolerate, and even inspire their students’ use of Al tools like
ChatGPT and online grammar checkers like Grammarly to practice and improve their skills as writing
assistants. Students in the target group also tend to resort to these digital learning platforms; rather
than regard these platforms as a threat to their profession, teachers can embrace constructive functions
for themselves and in favor of their students. As a result, the implications of the study can benefit all
parties in the current research context.

Limitations and Recommendations for Further Research

This study has several limitations with regard to data collection, analysis, and interpretation
phases. Data collection was hampered by the pandemic period, where there was a shift to online
learning, causing delays and limiting the number of essays collected. As a result, the study lacked
current information on students’ grammar skills and the Language Awareness course levels they were
attending. Because some teachers in the language school did not follow a strict routine of using
Turnitin for writing, it was not possible to get Turnitin results for the essays during data collection. In
the data analysis phase, manually detected grammatical errors proved challenging, and errors were
often complex, making them difficult to categorize. The study also lacked qualitative input from
students or teachers and could not control variables like essay submission times or feedback methods.
Consequently, the study's findings should be contextualized rather than generalized to all Turkish EFL
students.

As a part of Corpus Linguistics, error analysis studies should be utilized in all educational
institutions, admitting students with different proficiencies, profiles, and academic demands. Besides,
teachers should be encouraged to broaden their teaching techniques, constantly refining them
according to the recent trends in education and technology. They also need to amplify the
effectiveness of feedback on students’ performance. Thus, error analysis should be employed more
commonly in higher education institutions in the Turkish EFL context to foster grammar and writing
instruction.

The grammatical errors frequently observed in Turkish EFL students’ papers might offer
valuable insights for teachers and researchers working with similar target groups. They might need to
consider their methods to respond to students’ grammatical errors. Future investigations could be
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extended by focusing on these grammatical elements with more in-depth analysis. Additional research
is required to explore the reasons behind these results; accordingly, further studies should include
student and/or teacher aspects to canvass their ideas about how they distinguish grammar mistakes in
writing. Moreover, corrective feedback should be investigated from both perspectives to see if there is
an alignment between teachers’ and students’ expectations and perceptions. Finally, building upon
this research, the use of digital learning platforms and Al tools can be examined from the perspectives
of serving as assistants for EFL students in improving their writing and grammar skills and sharing the
role of teachers as feedback providers. Automated essay scoring systems can also be utilized to assess
students’ grammar performance as long as teachers’ comments for correction support them. They can
be useful to give immediate feedback and to decrease teachers’ workload; thus, they can focus more
on the content and organization of the students’ essays. To conclude, teaching grammar and writing
skills can be enhanced with the help of corpus-driven error analysis and other computer-assisted
research methods in SLA to provide the best opportunities for foreign language learners.
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1. Context

Pedagogical Translanguaging by Jasone Cenoz and Durk Gorter, published by Cambridge University
Press in 2021, is a seminal work that addresses the growing phenomenon of learning through a second
or additional language in increasingly multilingual societies. The book emerges in a global context
where English has solidified its position as a dominant language of instruction, and where population
mobility has significantly altered linguistic landscapes. The authors situate their work within the
broader discourse of multilingual education, specifically addressing the challenges and opportunities
presented by traditional monolingual ideologies that persist in many educational settings. The context
of this book is especially relevant to educators, policymakers, and researchers who are grappling with
the implications of multilingualism in schools and who are seeking innovative pedagogical approaches
that leverage the full linguistic repertoires of learners. The concept of translanguaging, originally
developed in the context of Welsh bilingual education, has evolved into a comprehensive pedagogical
approach that challenges conventional language separation in educational environments. Cenoz and
Gorter’s contribution builds on this foundational concept by focusing specifically on the application of
translanguaging in pedagogical contexts, emphasizing its potential to foster both linguistic and content
competence. The book addresses the urgent need for educational practices that both acknowledge and
actively integrate the multilingual realities of learners, with the goal of fostering metalinguistic
awareness and encouraging the use of all languages within a learner's linguistic repertoire. This work
is situated within a larger movement in language education that seeks to move beyond monolingual
ideologies and towards more inclusive, effective teaching strategies that acknowledge the dynamic
nature of language use in contemporary societies.

! ORCID: 0000-0001-7685-6356
Submitted: 02.09.2024
Accepted: 18.10.2024

Journal of Language Research, Vol 8, Issue2


mailto:omergokhanulum@gmail.com
https://doi.org/10.51726/jlr.1541953
https://orcid.org/0000-0001-7685-6356

108

Book Review on ‘Pedagogical Translanguaging’

2. Content

Pedagogical Translanguaging is meticulously structured into six sections that systematically develop
the theoretical and practical aspects of the approach. The book begins with an introduction outlining
the growing necessity for educational frameworks that can address the multilingual needs of today’s
student populations. This section sets the stage by discussing the limitations of traditional language
education models, which often segregate languages in the curriculum and adhere to monolingual
standards that do not reflect the lived experiences of multilingual learners. In the second section, titled
"What Is Translanguaging?", the authors delve into the origins of the concept, tracing its roots in
Welsh bilingual education and explaining its evolution into a broader educational practice that
encompasses both planned and spontaneous language use. This section provides a detailed
examination of how translanguaging functions as a pedagogical tool, offering both a theoretical
foundation and a practical example that highlight its application in classroom settings. The third
section, "What Is Pedagogical Translanguaging?", is the core of the book. Here, Cenoz and Gorter
define pedagogical translanguaging as an approach that involves the strategic use of multiple
languages within the same lesson to enhance learning outcomes. They differentiate between
spontaneous translanguaging, which occurs naturally in multilingual interactions, and pedagogical
translanguaging, which is deliberately planned by educators to support language and content learning.
The authors argue that this approach not only helps in language acquisition but also in developing
critical thinking and metalinguistic awareness among students. The fourth section focuses on
"Metalinguistic Awareness, Pedagogical Practices, and Assessment." This chapter examines how
translanguaging practices can foster metalinguistic awareness- an understanding of how languages
function and interact. The authors discuss various pedagogical strategies that educators can use to
integrate translanguaging into their teaching, along with methods for assessing student progress in a
multilingual framework. In the fifth section, "Minority Languages, Immersion, and CLIL", Cenoz and
Gorter explore the implications of pedagogical translanguaging for the protection and promotion of
minority languages. They discuss how this approach can be particularly beneficial in contexts where
minority languages are at risk, providing a means of reinforcing these languages within the
educational system while simultaneously teaching content. This section also connects translanguaging
with Content and Language Integrated Learning (CLIL) and immersion programs, offering insights
into how these methodologies can be enhanced through translanguaging practices. The final section,
"Conclusion and Future Perspectives,” synthesizes the key points discussed in the book and offers
reflections on the future of pedagogical translanguaging. The authors emphasize the necessity of
further advancing this approach, especially in light of the persistent global transformations that require
more inclusive and efficient educational practices. They also suggest areas for future research,
emphasizing the need to explore the long-term impacts of translanguaging on language learning and
academic achievement.

3. Critical Analysis

Cenoz and Gorter’s Pedagogical Translanguaging is a groundbreaking work that offers both a robust
theoretical framework and practical guidance for educators. One of the primary strengths of the book
is its comprehensive approach to the concept of translanguaging, which the authors skillfully expand
beyond its original context in Welsh bilingual education. By framing translanguaging as both a
theoretical and practical approach, Cenoz and Gorter provide a valuable resource for educators seeking
to implement multilingual practices in their classrooms. Their emphasis on the planned and deliberate
use of multiple languages to enhance learning is particularly compelling, as it challenges the
entrenched monolingual ideologies that dominate much of current educational practice. Another
important contribution of the book is its examination of metalinguistic awareness. By linking
translanguaging to the development of metalinguistic skills, the authors demonstrate how this
approach can foster a deeper understanding of language among students. This is especially crucial in
multilingual settings, where students are required to navigate intricate and diverse linguistic
landscapes. The authors’ discussion of assessment practices is also noteworthy, offering practical
strategies for evaluating student progress in a way that recognizes and values their full linguistic
repertoire. However, the book is not without its limitations. While Cenoz and Gorter provide a detailed
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exploration of pedagogical translanguaging, their focus is primarily on theoretical and instructional
practices within formal educational settings. This emphasis may limit the applicability of their insights
to more informal or community-based learning environments, where different dynamics may be at
play. Additionally, while the authors discuss the benefits of translanguaging for minority languages,
there is less attention given to the potential challenges and obstacles that might arise in implementing
this approach in contexts where minority languages are particularly marginalized or stigmatized.
Moreover, the book’s focus on planned translanguaging may not fully account for the spontaneous and
fluid nature of language use in many multilingual contexts. While the authors acknowledge the role of
spontaneous translanguaging, their emphasis on planning and structure may inadvertently reinforce a
more controlled and less organic approach to language use in the classroom. This could potentially
limit the flexibility and responsiveness of educators to the dynamic language practices of their
students. Despite these limitations, Pedagogical Translanguaging is a valuable contribution to the
field of multilingual education. Its strengths lie in its comprehensive theoretical grounding, its
practical application suggestions to classroom settings, its emphasis on the development of
metalinguistic awareness and the promotion of minority languages.

4. Comparisons

Cenoz and Gorter’s work can be compared to other seminal contributions in the field of
translanguaging and multilingual education. For instance, Garcia and Li Wei’s Translanguaging:
Language, Bilingualism, and Education (2014) is a foundational text that explores translanguaging
from a broader perspective, emphasizing its role in both formal and informal learning contexts. While
Garcia and Li Wei focus on the fluid and dynamic nature of translanguaging, Cenoz and Gorter
provide a more structured and pedagogically oriented approach. Their work complements Garcia and
Li Wei’s by offering concrete strategies for implementing translanguaging in educational settings,
making it particularly useful for educators.

Another relevant comparison is with the work of Ofelia Garcia, particularly her collaboration with Jo
Anne Kleifgen in Educating Emergent Bilinguals: Policies, Programs, and Practices for English
Learners (2010). Garcia and Kleifgen emphasize the need for educational policies and practices that
support emergent bilinguals, advocating for the use of students’ home languages in the classroom.
Cenoz and Gorter extend this discussion by focusing specifically on how translanguaging can be
deliberately planned and implemented to enhance both language and content learning. Their work
offers a more detailed exploration of the instructional strategies that can be used to support
multilingual learners, making it a valuable resource for educators seeking to implement these
practices.

Cenoz and Gorter’s focus on metalinguistic awareness also aligns with the work of scholars like
Cummins (2021), who has long advocated for the development of cognitive academic language
proficiency (CALP) in multilingual learners. In Pedagogical Translanguaging, the authors build on
Cummins’ ideas by demonstrating how translanguaging can be used to develop not only linguistic
competence but also critical thinking and metalinguistic skills. This connection to Cummins’ work
highlights the broader educational benefits of translanguaging, reinforcing its value as a pedagogical
approach.

5. Conclusion

Pedagogical Translanguaging by Jasone Cenoz and Durk Gorter is a significant and timely
contribution to the field of multilingual education. The book offers a well-rounded exploration of
translanguaging as both a theoretical concept and a practical instructional strategy, providing educators
with valuable tools to enhance learning in multilingual contexts. The authors’ emphasis on
metalinguistic awareness, the strategic use of students’ full linguistic repertoires, and the promotion of
minority languages are particularly noteworthy, offering a comprehensive framework for
implementing translanguaging in educational settings. While the book’s focus on formal educational
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contexts may limit its applicability in more informal learning environments, its strengths far outweigh
its limitations. Pedagogical Translanguaging is recommended for educators, researchers, and
policymakers who are interested in advancing multilingual education and fostering inclusive, effective
teaching practices that reflect the realities of today’s linguistically diverse classrooms.
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