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Ustiin Yetenekli Ogrencilere Yabana Dil Ogretimi®

Dr. Ogr. Uyesi Fatma Karaman

Mugjla Sitki Kogman Universitesi

Giris

Bir iilkenin kalkinmasinda en 6nemli faktorlerden biri de nitelikli insan giiciine sahip
olmasidir. Nitelikli insan gilicii ise o tilkede iistiin yeteneklilerin sayisinin fazla olmasiyla
iligkilidir (Levent ve Gokkaya, 2014, s. 14). Dolayisiyla iistiin yetenekli bireyler toplumun
gelecegine yon verebilen degerler olmasi nedeniyle bu tip bireylerin egitimine gereken 6ne-
min verilmesi s6z konusu toplum igin ¢ok 6énemli bir kazang olmaktadir. “Herkesin yetene-
gine ve yapabilecegine gore egitim” artik tiim diinyada kabul goren bir diistincedir. Bu dii-
siince hem gelismekte olan {iilkeler hem de teknikte ilerlemis milletler igin son derece ideal
bir yaklagimdir (Stuart ve Beste, 2008, s. 138). Ustiin yetenekli bireylerin egitim ihtiyaglari
dikkate alindiginda okullardaki 6gretim programlar1 ve etkinliklerin ortalama gelisim goste-
ren Ogrencilere yonelik hazirlanmasi nedeniyle bu tip bireylerin ihtiyacini gideremedigi go-
riilmektedir (Kaplan Sayi, 2013; Erisen vd., 2015, s. 587). Bu durum yabanc dil 6gretiminde
de karsilasilan bir sorundur. Ustiin yetenekli bireylere yabanci dil 6gretilirken normal okul-
larda normal gelisim gosteren 6grencilere uygulanan etkinlikler kullanilmaktadir. Bu tarz
etkinlikler ise bilissel gelisimleri akranlarina gore daha ileride olan {istiin yetenekli 6grenci-
ler igin egitsel agidan yeterli olmamaktadir. Bu baglamda 6gretim ilkelerinden olan “6gren-
ciye gorelik” veya “bireysel farklilik” kavrami éne ¢ikmaktadir. Ozel egitimin temel ilkeleri
arasinda da bu durum “6zel egitim gerektiren tiim bireyler, ilgi, istek, yeterlilik ve yetenek-
leri dogrultusunda ve Olgiistinde 6zel egitim hizmetinden yararlandirilir” (MEB, 2012) sek-
linde ifade edilmektedir. Bilindigi gibi 0gretim ilkeleri 6gretmenin 6gretim etkinliklerini
planlamasinda, diizenlemesinde, uygulamasinda ve degerlendirmesinde rehber niteliginde-
dir. Dolayisiyla 6gretmenin basaris1 da 6gretim ilkelerine tam anlamiyla vakif olmasina ve
sinif ortaminda bunlar1 uygulamasina baghidir. Ogrenciye gorelik kavrami bazi kaynaklarda
¢ocuga gorelik veya bireysel farklilik olarak da kullanilmaktadir. Bu ilkeye gore 6grenme
siireglerinin planlanmasinda 6grencilerin diizeyi, 6grenme bicimleri ve yetenekleri belirleyici
unsurlardir (Ertugrul, 2015). Bu baglamda bu ¢alismanin amaci yabanci dil 6gretiminde iis-
tlin yetenekli 6grencilere, sahip olduklar1 yeteneklerini kullanarak dil edinebilecekleri etkin-
lik ve uygulamalarla ilgili somut 6rnekler sunmaktir. Giiniimtiizde artik tek bir yabanci dilin
ogretiminin yeterli olmadig: (Tok ve Aribas, 2008; Balci, 2016; Kogcak ve Cobanogullari, 2017)
gerceginden hareketle hem Ingilizce hem de ikinci yabanai dil olarak Almanca icin kullanila-
bilecek etkinlikler verilmistir. Calismada Oncelikle Bilim ve Sanat Merkezlerinin amaci ve
tistlin yetenekli kavrami agiklanarak iistiin yetenekli bireylerin sahip olduklari ozellikler
belirtilmistir. Bu tip 6grencilere yabanci dil derslerinde uygulanacak etkinlik modelleri yapi-

* Bu caligma II. Uluslararas: Smirsiz Egitim ve Aragtirma Sempozyumunda sunulan sozlii bildirinin geligtirilmis
halidir.



landirmaci 6gretim yaklagimina ve tistiin yetenekli cocuklara yonelik egitim modellerinden
biri olan zenginlestirme modeline dayandirilarak tasarlanmigtir. Zenginlestirme iistiin yete-
nekli 6grencilere bir konuyu derinlemesine 6grenmelerini saglayabilecek daha nitelikli etkin-
likler sunmakta (Demirel Giirbiiz ve Ayas, 2013, s. 384) siireg¢ ve igerik odakli hedeflere
ulasmada kullanilmaktadir. Siirece odakli hedefler yaratici diisiinme, problem ¢6zme, elesti-
rel diistinme ve bilimsel diistinmeyi kapsarken; igerik odakl1 hedefler ise siireclere bagl ola-
rak ihtiya¢ duyulan projeler ve etkinliklerdir (Baykog, 2015, s. 368). Bunun yaninda calisma-
da tasarlanan etkinlik modellerinin uygulanabilmesi i¢in bu okul tiiriinde gorev alan yabanci
dil 6gretmenlerinde bulunmasi gereken nitelikler de belirtilmistir. Tiirkiye’de genel olarak
tistlin yetenekli 6grencilerin egitimi ile ilgili 6zel olarak da bu bireylere yabanci dil 6greti-
miyle ilgili yapilan ¢alismalarin hem konu olarak, hem de say1 olarak ¢ok az (Ozen¢ ve
Ozeng, 2013, s. 26) olmasi nedeniyle bu alanda ¢alisma yapilmasi elzemdir. Koksal, Gogsu ve
Akkaya'nin “Tiirkiye’de 6zel yeteneklilere neyi, nasil ogretmeli ve 6grenmeyi nasil deger-
lendirmeli” adli galismasinda da {iistiin yetenekli bireylerin yabanci dil 6gretimine katki sag-
layacak c¢alismalarin olmas: gerektigi belirtilmistir. S6z konusu ¢alisma bulgularina gore
paydaslar 6grencilerin var olan performanslarinin daha ileri diizeye tasmabilmesi i¢in 6g-
rencilere iletisim ve dil becerileri konusunda egitim verilmesi gerektigi sonucuna varmaislar-
dir (2017, s. 197). Bu nedenle 6gretmenlerin bu konudaki bilgi ve becerilerini gelistirerek bu
ogrencilere yonelik uygulamalar tasarlamasi yabanci dil 6gretiminde faydal olacaktir.

Bu ¢alismada tasarlanan etkinlik modelleri hem {istiin yetenekli ¢ocuklara 6zel egitim
hizmeti sunan Bilim ve Sanat Merkezlerinde hem de 6zel egitim temel ilkelerine uygun ola-

rak biitiinlestirme egitimi icerisinde destek egitim odalarinda da uygulanabilmektedir.

Tiirkiye’de Bilim ve Sanat Merkezleri

1993 yilinda tistiin yetenekli bireylerin egitimini sistematik hale getirmek amaciyla 6zel
egitimin temel ilkelerinden biitiinlestirme ile uyumlu olacak sekilde, 6grencileri akranlarin-
dan ayirmadan, kendi yetenek diizeylerinde egitim almalar: i¢in Bilim ve Sanat Merkezleri
kurulmustur (Geng, 2016, s. 63). Artik iistiin yetenekli bireyler MEB tarafindan yapilan siav-
larla belirlenip okul dis1 zamanlarda Bilim ve Sanat Merkezleri'nde destek egitim hizmetle-
rinden yararlanmaktadirlar (Dolu ve Urek, 2017, s. 40). Ustiin yetenekli bireylerin 6grenme
ihtiyaglarina uygun olan egitim ortamlarinda egitim alamamalar1 yani kendi yeteneklerine
uygun olmayan 0grenme ortamlarinin bu bireyler i¢in olumsuz bir durum olusturmasi ne-
deniyle Bilim ve Sanat Merkezleri iistiin yetenekli bireyler icin dnemli bir yere sahiptir. Do-
layisiyla Bilim ve Sanat merkezlerinin amaci; geleneksel smif ortaminda tistiin yetenekli bi-
reyler i¢in karsilanamayan egitim ve dgretim ihtiyaglarinin karsilanmasi icin gerek Bilim ve
Sanat Merkezlerinde gorev yapan 6gretmenler aracilifiyla gerekse de okul imkanlar1 dahi-
linde istiin yetenekli 6grencilere ihtiyaglarina uygun egitim firsatlar1 sunmaktir. Bilim ve
Sanat merkezlerinin diger bir amaci, 6grencilerin {istiin yeteneklerini gelistirerek bilimsel
diisiinme ile estetik degerleri biitiinlestiren, iiretken, problem ¢6zebilen bireyler haline gel-
melerini saglamak ve 6zel egitim aktiviteleri sunmaktir (Baykog, 2015, s. 373). Diger bir de-
yisle iistiin yetenekli 6grenciler icin genel egitim okullarinda uygulanan programlar ve et-



kinlikler yetersiz gelmekte ve 0grenciler sahip olduklar1 yeteneklerini ortaya ¢ikarip gelisti-
rememektedirler. Dolayisiyla Bilim ve Sanat merkezlerindeki 6grencilere asagida belirtilen
programlar uygulanmaktadir (Bilsem Yonerge, 2007);

“a) Uyum (Oryantasyon),

b) Destek Egitimi;

1) Tletisim Becerileri,

2) Grupla Calisma Teknikleri,

3) Ogrenme Yontemleri,

4) Problem C6zme Teknikleri,

5) Bilimsel Arastirma Teknikleri,
6) Yabana Dil,

7) Bilgisayar,

8) Sosyal Etkinlikler,

c) Bireysel Yetenekleri Fark Ettirme,
¢) Ozel Yetenekleri Gelistirme,

d) Proje Uretimi/Yonetimi”

Ustiin yetenekli bireyler igin uygulanan programa bakildiginda gelistirilmesi gereken
pek ¢ok alanin yani sira yabanci dil egitimine de yer verildigi goriilmektedir. Bu genel prog-
ramlarin igerisinde farkli stratejilere de yer verilmektedir. Bunlar arasinda beklenen basari-
nin elde edilmesi igin farklilastirma, esnek gruplama, devamli ilerleme, zihinsel akran etkile-
simi, stireklilik gibi stratejiler sayilabilmektedir. Bunun yaninda s6z konusu bu program ve
stratejilerin basariyla uygulanabilmesi i¢in bu alana 6zgii egitim almis 6gretmenlerin ihtiyac-
lar1 karsilamas:i gerekmektedir (Clark, 2015, s. 288). Bu durum ise Bilim ve Sanat Merkezle-
rinde gorev yapan yabanci dil 6gretmenlerinin nitelik sorununu ortaya ¢ikarmaktadir. Bu
merkezlerdeki 6gretmenlerin de bu bireylerin ihtiyaclarina cevap verebilecek ozelliklere sa-
hip olmasi, 6gretimden verim alinmasi igin ¢ok énemli bir husustur. Bilindigi gibi iistiin ye-
tenekli 6grencileri anlamak ve onlara gore etkili 6grenme ortami olusturmak biiytiik bir caba
ve emek gerektirir. Dolayisiyla bu 6grencilere egitim vermekle gorevli 6gretmenlerin de do-
nanimli ve uygulayacag strateji, yontem ve teknik konusunda bilgi ve beceri kazanabilmesi
igin Ozel bir zaman ayirmasi gerekmektedir. MEB 0zel egitim yonetmeliginde 6gretmenin
gorev ve sorumluluklar1 béliimiinde asagidaki ifadeler yer almaktadir: “Ogrencilerin egitim
performanslar1 ve yetersizlik tiiriinti dikkate alarak gerekli 0gretim materyallerini hazirla-
mak ve/veya temin etmek” (MEB, 2012). Yukaridaki ifadelerden anlasildig1 gibi 6gretmenin
buradaki gorevi bireysel farkliliklar: dikkate alarak ogretim etkinlik ve materyallerini hazir-
lamak ve uygulamaktir.

Geleneksel bir yabanci dil 6gretmeninin tistiin yetenekli 6grencilerin ihtiyaglarini karsi-
lamada yeterli olamamasi nedeniyle bu 6gretmenlerin belli 6zelliklere sahip olmas1 6grenci-
lere faydali olabilmesi baglaminda ¢ok dnemlidir. Ustiin yetenekli 6grencilerin gretmenle-



rinin, 6grencileri kurallarla sikistirip belli bir kaliba girmelerine engel olmak icin esnek ve
hosgoriilii olmast gerekmektedir. Ogretmenin bu dzellige sahip olmasi, grencilerin kendini
daha rahat hissederek yaraticiliklarimi ortaya ¢ikarmaya olanak verebilecektir. Ogretmen
ozel alan, meslek bilgisi, teknolojik ilerlemeler, toplumun ihtiyaglar1 gibi siirekli devingen
olan bu konularda giindemi takip edebilmek icin yasam boyu 6grenme diisiincesine sahip
olmalidir. Bunun yaninda {istiin yeteneklilerin 6gretmenlerinin isinin geregini yapabilmesi
icin 6grenci ailelerinin destegi, 6gretmen - aile igbirligini saglanmasi, meslektaglarinin deste-
ginin alinmasi énemli bir husustur (Aydin, 2015, s. 23). Ayn1 zamanda 6gretmenlerin proje
hazirlama konusunda yeterli bilgiye sahip olmalar1 da énemli bir husustur.

Ustiin Yetenekli Ogrencilerin Ozellikleri

Literatiirde istlin yetenekli kavrami ile ayn1 anlamda {istiin zekal: tistlinler, 0zel yete-
nekliler gibi kavramlar da kullanilmaktadir. Bu ¢alismada ise iistiin yetenekli kavramai tercih
edilmistir. Ustiin yetenekli birey kavrami; yasitlarna gore daha hizli 6grenen, yaraticilik,
sanat, liderlige iliskin becerilerde 6nde olan, 6zel akademik yetenege sahip, soyut fikirleri
anlayabilen, ilgi alanlarinda bagimsiz hareket etmeyi seven ve yiiksek diizeyde performans
gosteren bireyi ifade etmektedir (MEB, 2016). Ustiin yetenekli bireyler, zekalari normal birey-
lere gore {iist seviyede gelismis ve bunu yetenek alanlarinin bir veya daha fazlasinda kulla-
nabilen, performansa doniistiirebilen veya isleme ve performansa doniistiirme kapasiteleri
olan bireylerdir. Zekanin kullanilma diizeyine gore artan veya azalan dogasi nedeniyle bu
gelisim, okullarda standart olarak sunulan hizmetlerden daha fazlasina ihtiya¢ duymaktadir.
Bu bireylere 6grenme ortaminda daha farkli 6grenme etkinliklerinin yapilmas: saglanarak
bu bireylerin yeteneklerinin kaybedilmesinden ziyade, topluma fayda getirmesi saglanabilir
(Clark, 2015, s. 30). Ustiin yetenekli bireyler akranlarma gore daha genis bir bilgi tabanina
sahiptirler ve sahip olduklar: bilgileri kendi yararlarina kullanmada daha basarihidirlar. Do-
layisiyla daha karmagik ve zor 6grenme alanlariyla bas edebilirler. Problem ¢6zmede daha
hizliyken; problemi daha etkin bir sekilde tanimlarlar ve ¢6ziimii planlama siirecinde daha
fazla zaman harcarlar (Celikten, 2017, s. 91). Bunun yaninda iistiin yetenekli bireyler genel
olarak yasitlarina gore kapasiteleri ve 6grenme durumlar1 ve hizlar: olarak birkag yas ilerde-
dirler. Bu nedenle 6gretmenlerin biiyiik bir cogunlugu, 6grencilerin akademik 6zelliklerine
gore smif arkadaslarindan daha kisa zamanda 6grendiklerini ¢ok kisa siirede hatirladiklari-
n1, karmagik ve soyut diizeydeki kavram ve fikirleri algilayabildiklerini, ilgilendikleri konu-
larin tizerinde uzun stire ¢alistiklarini, konsantrasyonlarinin yiiksek oldugunu, 6grendikleri
bilgiyi kolay transfer edebildiklerini ve dil gelisimlerinin hizli oldugunu fark edebilmekte-
dirler (Winebrenner, 2000; Silverman, 2000; Neumeister vd., 2007 akt. Eraslan Capan, 2010, s.
141). Bu genel o6zellikler ise yine bireysel farkliliklara bagli olarak bireylerin IQ derecelerine
gore daha yogun veya daha az goriilebilmektedir.

Ogretmen adaylarinin iistiin yetenekli dgrencilere iliskin metaforik algilariyla ilgili yapi-
lan calisma sonucunda dgretmen adaylarinin iistiin yetenekli 6grencileri, yiiksek performans goste-
ren, genis kapasiteli, iiretken, yaratici, cok yonlii, ileriyi gorebilen, gelece§e yon veren, arastiran, olay-
lara farkl bakabilen, yasitlarindan farkli, gizemli, anlamak icin caba gerektiren ve degerli bireyler ola-



rak algiladiklar: goriiliirken ayni zamanda kontrol edilmeye ve yonlendirilmeye acik olarak algiladikla-
r1 da goriilmiistiir (Evaslan Capan, 2010, s. 151).

Ustiin zekasmin bir parcasi olarak yaratic1 diistinme, herhangi bir bilgide var olan man-
tiks1z durumlari fark etme ve tamamlanmasi gereken bosluklar: gérme, fikir ve hipotez gelis-
tirme; 6zgiin bir fikir {iretimi; fikirler arasindaki iliskiyi gorme; diisiince bilesenlerini gelisti-
rip yeni bilesimler elde etme ve bir tasarim ve 6ngorii yaklasimidir. Yaratici olan bireylerde
deneyimlere acik olma, aktif bir hayal giicii, bir durumu veya olay1 farkl yollardan diistinme
yetenegi mevcutken bu bireyler ayn1 zamanda macera ve risk almada isteklilik, ayrintilarla
ilgilenme meraki gibi 6zelliklere de sahiptirler (Ozcanar ve Bildiren, 2016). Dolayisiyla bu tip
ogrencilere kendilerini ifade edebilecek ortamlarin olusturulmasina 6zen gosterilerek diistin-
ce ve fikirleri 6nemsenmeli, tek dogru cevaba odaklanmayarak aslinda her 6grencinin vermis
oldugu cevabin, kendi igerisinde tutarliligina baglh olarak dogru olabilecegi vurgulanmalidir.
Boylece 6grenci kendini daha dogru ifade etmede tesvik edilmis olacaktr.

Goriildiigii gibi istiin yetenekli bireylerin sahip oldugu biitiin bu 6zellikler egitim du-
rumlarinin diizenlenmesi i¢in bir avantaj olarak diisiiniilerek bu tip bireylere farklilastiril-
mis, zenginlestirilmig etkinlik ve modellerin sunulmas: yeteneklerini ve zekalarmi daha iyi

diizeyde kullanmalarini saglayacaktir.

Ustiin Yetenekli Ogrencilere Yabanci Dil Ogretiminde Uygulanabilecek Etkinlik
Modelleri

Cevre ve bireylerin i¢inde bulundugu kosullar zeka iizerinde etkilidir. Bu nedenle her
okul tiirtine ve her kademedeki egitime gore, bireylerin sahip oldugu kapasiteleri maksi-
mum seviyeye ¢ikarabilmek amaciyla diizenlenmis ¢evre kosullar1 ve firsatlar 6grencilere
saglanabilmelidir (Tomlinson vd., 2002, s. 3). Bu ise 6grenciyi merkeze alan yaklasimlarla
miimkiindiir. Egitime yonelik geleneksel yaklasimla yapilandirmacilik karsilastirildiginda en
koklii ayrismanin etkinlik kavraminda yogunlastig: goriilmektedir; ¢linkii bir kavram olarak
etkinlik yapip uygulamaya baglh bir siireci ifade ederek yapilandirmaciligin da temel 6zelli-
giyle paralel olarak 6grenciyi merkeze almaktadir (Aykag, 2007, s. 20). Bilindigi gibi Bilim ve
Sanat Merkezlerine gelen ¢ocuklar temel egitimlerini okullarda siirdiiriip okul disindaki sa-
atlerde burada egitim almaktadirlar. Dolayisiyla okullarda zaten diger 6grencilerle ayni egi-
timi almalarina ve istiin yetenekli bireylerin ihtiyaclarinin farkli olmasina bagh olarak bu tip
bireylere sunulan 6grenme durumlari, onlara uygulanacak etkinliklerin de normal okullarda

uygulananlardan farkli olmasi gerekmektedir.

Yabana dil dogas: geregi bircok soyut yapiy1 biinyesinde barindirmas: nedeniyle {istiin
yetenekli bireylerin soyut 0grenme konularini iyi anlayabilmeleri, yabanci dil 6gretiminde
avantaja doniistiiriiliip 6grenme ortamlarindan daha fazla verim alinmas: saglanabilir ve
buna bagli olarak da {istiin yetenekli bireylere daha karmasik 6grenme ortamlar: diizenlene-

bilir. Bu baglamda asagida etkinlik modelleri diizenlenmistir.



Etkinlik 1: Fabl Kurgulama

Bu etkinlikte isbirlik¢i ¢alisma yOntemi ile ortak olarak bir fabl yazilir. Bu etkinlik araci-
lig1yla edebiyat gibi dallarda 6zel ilgi ve yetenegi oldugu belirlenen iistiin yetenekli 6grenci-
lerin bireysel yeteneklerinin farkinda olmalarini ve kapasitelerini gelistirerek en iist diizeyde
kullanmalarini saglayacak uygulama imkani saglanir (MEB, 2016). Bu etkinligin hazirhik
asamasinda oncelikle biiyiik bir orman materyali hazirlanir. Sert bir zemine gercek ¢imen-
lerden olusan bir zemin hazirlanir. Bunun iizerine maket agaclar ve ormanda yasayabilecek
hayvanlardan 15 tane secilip bunlarin maketleri yerlestirilir. Kullanilan hayvanlar etciller ve
otcullar olarak kategorilendirilir. Bu materyal 6grencilerin zihninde orman ve dogay1 rahat-
likla canlandirabilmelerini saglayacaktir. Daha sonra Phaedrusun “Kurt ve Kuzu” fabli 6g-
rencilere verilir. Kurt ve kuzu diger hayvanlara gore daha biiyiik hazirlanir. Fabl 6grencilerle
birlikte okunur ve yorumlanir. Fablda kullanilan zamanin ne oldugunu bulmalarini ve bu
zamanin hangi durumlarda kullanildigin1 sylemeleri istenerek fabl araciligiyla dilbilgisel
yapilar kavratilmis olur. Daha sonra 6grencilerin sikilmig olabilecegi diisiintilerek bu zaman-
la yazilmis bir sarki dinleterek canlandirmalar istenir ki smifta renkli bir ortam olugsun.
Yine ayni fabl {izerinden ve maket kullanilarak “sifatlarin derecelendirilmesi” konusu pekis-
tirilir. Yabana dilin dogal yapisinda yer alan kurallarin yani dilbilgisel yapilarin 6gretimi
yapilirken akil yiiriitme ve sorgulama stratejilerinin kullanilmas: dilin dogasinda var olan
kurallarin 6grenciler tarafindan bulunmasimni kolaylastirabilmektedir. Ciimle kurarken 6g-
rencinin ihtiya¢ duyacagr yapilar direkt olarak ogrencilere sdylenmez 6grencinin zihinsel
semasinda kurallar1 anlamlandirip bulmasma firsat verilir (Funk ve Koenig, 1991, s. 114).
Ogrencilerin maket iizerindeki hayvanlarla ilgili “Aslan en giiglii, goril daha btiytik” gibi
betimlemeler yapmalari istenir. Buna ek olarak bu fabldaki sifatlar1 bularak sifat ¢ekimleri
konusu da tekrar edilir. Son olarak maketteki hayvanlar1 kullanarak bir fabl yazmalar: istenir
ve yazilan fabllar teker teker okunup degerlendirilir, verilmek istenen ileti belirlenerek tar-

tisma ortami saglanur.

Etkinlik 2: Se¢, Kes ve Kurgula

Bu etkinlikte 6grencilere iki tane metin verilir. Verilen metinlerden istedikleri ii¢ ctimleyi
kesip o ctimlelerle anlamsal olarak baglantili ve verilen metinlerin iceriginden bagimsiz bir
oykii yazmalari saglanir. Oykii yazildiktan sonra metinler toplanip siniftaki diger dgrencile-
re dagitilarak her 6grencinin kendisine gelen metni okuyup metnin 6zetini ¢tkarmasz istenir.
Bu etkinlikteki amag tistiin yetenekli bireylerin herhangi bir kisitlama ve sinirlamaya maruz
kalmadan soyut diisiinme yeteneklerini kullanarak fantastik bir oykii yazabilmelerine firsat
vermektir. Ciinkii iistiin yetenekli bireyler bir ders plani kullanilmasini sagma bulur. Onlar
acgisindan ders planlar yaraticilig bastirmakta ve bu tip 6grenciler de bunun olmamasi igin
elinden gelenin en iyisini yapmaya ¢alismaktadirlar (Kaplan Sayi, 2013, s. 160). Daha sonra
ise donem sonuna kadar yazilan bu dykiiler 6grencilerin isimlerinin yer aldig: kitap halinde
basilarak bir {iriin ve proje olarak degerlendirilir.
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Etkinlik 3: Simiilasyon

Simiilasyonda 0grencilerin giinliik hayatta karsilastig1 veya karsilasmasi muhtemel ya-
santi durumlar1 6rnegin okuldan eve gelen 0grenci ile ebeveyni arasinda gecen durum se-
naryolastirilir. Bu etkinlik yapilirken 6gretmen sinifa bir oltayla gelir ya da balik tutmayla
ilgili bir pandomim sergiler. Ogretmen 6grenciye farkindalik kazandirmak ve 6grenciyi
giidiilemek amaciyla “Balik nasil ve nerede avlanir?” sorusunu ogrencilere yoneltir. Daha
sonra Ogrencilerin goriislerini teker teker dinler ve degerlendirir. Asagidaki tablo projeksi-
yon ile yansitilir. “Kelimeler de avlanabilir mi?” sorusu ile tablo denize benzetilip harfler de
baliklara benzetilerek harf denizinden balik avlar gibi, anlamli olan kelimeleri avlamalar:
istenir. Tabloya yazilan kelimelerin 6grencilerin giinliik hayatta ihtiya¢ duyabilecegi nitelikte
olmasina dikkat edilir.

N E U

D K A L T L

I L A K

C T G U T N L L
K F A u L L G E E
R K A S I E
M L U A N R

U T M
G H 0 C H

Daha sonra 6grencilerden bulduklar: kelimeleri kullanip kendi yasantilarindan, 6n bilgi-
lerinden yola ¢ikarak ve hayal giiclerini de aktiflestirerek masal yazmalar: istenir. Yazilan
masallar 6grencilerin sectigi konu alani bilgi, beceri ve ilgileri gibi 6zellikler dikkate alinarak
degerlendirilir. Segtikleri kelimeler ve bu kelimelerle yazdiklar1 masaldaki anlam biitiinlii-
gline, kendi yasantilariyla ilgili olaylar1 anlatabilmeleri ve yasadiklar: olaylarla ilgili duygu-
larin1 aktarabilmelerine dikkat edilir.

Etkinlik 4: Siir Yazma

Biligsel basarilarinin yaninda sanatsal yonlerinin de gelismis oldugu tistiin yetenekli bi-
reylerde farkli alanlardaki bu iki yeteneklerinin de kullanilmasini saglamak amaciyla siir
yazma etkinligi kullanilabilir. Bu etkinlikte 6grenci yine herhangi bir sinirlamaya tabi tutul-
madan istedigi bir konuyla alakal1 duygu ve diisiincelerini siirle ifade eder. Bir siirde bu-
lunmas1 gereken Ozellikleri bildikleri varsayilarak siirin planlanmas: ve tasarlanmasi sagla-
mir. Ogretmen tarafindan gerekli diizeltmeler yapildiktan sonra siir diger 6grencilere oku-
nur. Her hafta diizenli olarak bu etkinlik tekrar edilerek donem sonunda yapilan siir, miizik,
tiyatro gibi okulca diizenlenen sosyal aktivitelerde 6grencilerin yazdiklar1 bu siirlerden 6r-
nekler sunulur. Boylelikle 6grencinin dil gelisiminin yaninda sosyal gelisimine de katki sag-

lanmuis olur.
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Etkinlik 5: Edebi Metin Analizi

Bu etkinlikte s6z konusu yabanci dilin konusuldugu {ilkelerin tarihsel, kiiltiirel ve top-
lumsal olaylarinin konu edinildigi edebi metinler okunur ve metindeki yasanilmis olaylarin
degerlendirilerek yorumlanmasi istenir. Edebi analizin yapilmasinda dilsel girdiyle birlikte
alic1 konumdaki beceri, tiretici konuma getirilir. Bu etkinlikte 6grenci yorumlayici diistinme
davranisi sergileme olanagi bulur.

Etkinlik 6: iliski Kurma Oyunu

Bu etkinlik daha ¢ok kelime 6gretiminde kullanilir. Kelime 6gretimi yapilirken kelimele-
ri 10 defa yazmak yerine bu etkinlikte saghkli yasam, selamlasma, okul esyalar1 gibi farkl
alanlara ait olan kelimeler verilerek 6grencilerin s6z konusu o alanda kullanilan kelimeler
arasinda iligki kurmalar1 istenir. Ornegin Schulsachen (Alm.), school objects (Ing.) 6grenme
alaniyla ilgili olarak okulla esyalar arasinda iliski kurularak kelime zihinde iliskilendirilir,
anlamlandirilir. Bu etkinlik kelimeleri direkt olarak ezberletmek yerine kelimeyi ilgili oldugu
alanla bag kurarak kavramlastirmas: saglanarak unutmaya kars: direng saglanmis olur. Bu
oyun {istiin yetenekli bireyler icin etkili bir oyundur. Ciinkii bu bireyler “herhangi bir seyin
parcasiyla karsilastiginda onu hemen biitiinleyici bir fonksiyon veya anlatim ile iligkilendi-
rebilir. Soyut diisiince yolu ile sezgisel bir kivilcim tasiyan bir sentez olusturabilir” (Stuart ve
Beste, 2008, s. 34). Burada iliski kurularak diisiinme stratejisi kullanilabilir.

Etkinlik 7: Kelime Sepeti

Bu etkinlik 6grenilen kelimeleri pekistirmek amactyla kullanilir. Ogrencilerden éncelikle
cember olmalari istenir. Ogretmen daha 6nceden gretmis oldugu ve renkli kagitlara yazdig
kelimeleri esit bir sekilde 6grencilere verir. Cemberdeki 6grencilerden bir ebe segilerek ¢em-
berin ortasina alinir. Ebe verilen kelimelerden birini sdyler ve o kelimeye sahip olan 6grenci-
ler ¢cemberdeki bosluklar: doldurmak icin harekete gecerler. Hi¢bir bosluga giremeyen 6g-
renci (ortada kalan) ebe olur ve oyun bu sekilde devam eder. Boylece sdylenilen kelimeyi
bulmak i¢in 6grenciler diger kelimelere de bakmak durumunda kalacaklar1 i¢in kalici 6g-
renme gerc¢eklesmis olur.

Etkinlik 8: Gazete Haberi Sunma (Spiker Olma)

Bu etkinlikte 6grenciler, sz konusu yabanci dilin konusuldugu tilkenin en iyi bilinen
“New York Times, Die Zeitungen, Guardian, Der Spiegel, Die Welt” gibi yabanci basinindan
her giin bir gazete haberi sunarlar. Yabanci basinda ¢ikan gercek haber 6rnekleri bir iki hafta
okunduktan sonra artik 6grenciler gazete haberinde bulunmas: gereken 6zellikleri ve gazete
haberinin nasil yazildigini kavrayarak kendi gazete haberlerini kurgulayip kendi ifade giic-
lerine gore yazar ve arkadaglarma sunarlar. Sunulacak gazete haberi i¢in her giin farkl bir
gazete secilir ve o gazetedeki haber simifta once birlikte okunur. Daha sonra diger 6grenciler
o haber {izerinden fikirlerini ortaya koyarlar. Bu haberin igerigi toplumu ilgilendiren bir so-
run, ekonomi, magazin, spor alanlardan olabilecegi gibi 6grencinin tamamen ilgisine ve iste-

gine de birakilabilir.
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Etkinlik 9: Blog Yazma

Bu etkinlikte 6grencinin ilgi duydugu giincel, sosyal, kiiltiirel ve toplumsal konularla il-
gili paylagsmak istedigi bir durumu her giin “Blog” yazmasi saglanir. Cocuklar1 ”sanal or-
tamda “Blog” yazip bunu yayinlamalar: konusunda cesaretlendirmek” (Atalay, 2014, s. 352)
sahip oldugu bir diislinceyi, goriisii veya bir duyguyu ifade edip arkadaslariyla paylasmalar1
ogrenciye sadece biligsel degil; ayn1 zamanda sosyal bir gelisim de kazandirabilmektedir.
Ustiin yetenekli ¢ocuklarin akranlarina gore farkli olmalar1 onlarin arkadaslari ile iletisim
kurarak sosyallesmesini de olumsuz yonde etkilemektedir (Ozbay ve Palanc, 2011;
Cavkaytar, 2013). Dolayisiyla 6grenci “Blog” yazma ile arkadaglariyla daha rahat iletisim
olanag1 bularak sosyal gelisimine katki saglayacaktir. Glintimiizde artik hemen hemen her
ev ortaminda internet olanag1 ¢ocuklara sunulmaktadir. Teknolojinin bu imkanlarinin dil
ogrenimi igin de kullanilmasi yurt disindaki yabanci arkadaslarla yazisma olanag: verilerek
dili dogal ortamda ve akisinda ihtiyaca yonelik olarak kullanma firsat1 yaratilacaktir. Bu et-
kinlik hem yazma ve okuma hem de dinleme becerilerine katki saglamaktadir.

Etkinlik 10: Karikatiir Tasarimi

Bu etkinlikte 6grencilere en sevdigi karikatiirlerin maketlerini yapip simnifta arkadaslarina
tasarlamig olduklar1 en sevdikleri karikatiiriin fiziksel ve karakteristik 6zelliklerini tanitma-
lar1 istenir. Ogrencilere bu karikatiirleri neden sectiklerini ve kendilerine benzer &zellikleri-
nin olup olmadigl 0gretmen tarafindan sorularak Ogrencinin dilsel kazaniminin yaninda
diistinme becerisi de ortaya ¢ikarilmis olur. Buna ek olarak simiftaki diger arkadaslarinin da
getirdigi karikatiirler karsilikli konusturularak karsilikli konusma durumlar: yaratilir. Bu
etkinlik ise konusma becerisini gelistirmeye yoneliktir.

Etkinlik 11: Edebi Metin Okuma

Bu etkinlikte iistiin yetenekli 6grencilerin toplumsal, tarihsel ve kiiltiirel olaylara ilgi
duymalariin yaninda kurgu, imgeleme, hayal giicii yeteneklerinin akranlarina kiyasla daha
iyi olmalar1 nedeniyle bu tip ¢ocuklarla proje olarak masal, hikaye fabl gibi yabanci dilde
kaleme alinmis edebi tiirler okutulur. Es zamanh olarak aym masal veya hikdyenin okutul-
masina dikkat edilmelidir, ¢linkii okuma siireci bittikten sonra s6z konusu edebi eserde ge-
¢en olay, yazildig1 donem, karakterler hakkinda ogrenciler goriis bildirirler. Daha sonra ise
okunan edebi eseri, farkli bir sekilde kendi hayal giiclerine gore yeniden yazmalar: istenir.
Bu asamada ise hikdye, masal veya fablda gecen olay, kisiler ana fikir degistirilir ve yeni bir
{irlin ortaya cikarilir. Boylelikle 6grenciler kendi edebi eserlerini yazmis olurlar. Ornegin
Grimm Kardeglerin Hansel ve Gratel masali sinifta okunur daha sonra bu masali tekrar
yazmalari istenir. Edebi metinde diger 6grencilerin fark edemedigi metnin alt yapisini, met-
nin derinligini, yazarin metni kaleme alirken biiriindigii tavri, anlatim tutumunu, metindeki
metaforlar1 kavrayabilirler. Normal 6grencilerle yapilan okuma etkinliklerinde metni sadece
iceriksel olarak anlamak yeterli goriilmektedir dolayisiyla cevab: direkt olarak metinde yer
alan ve O0grencinin kendinden hicbir sey katmadan, elestirme ve yorumlama gibi zihinsel
¢abaya girmeden cevap verebilecegi sorularla metin okumalar1 yapilmaktadir. Ancak gele-
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neksel okuma derslerinden farkli olarak okuma etkinlikleri yapilirken 6grencinin sahip ol-
dugu becerileri ve farkli duyularimi kullanabilecegi 6grenme ortamlariin yaratilmas: (Ka-
raman, 2017, s. 111) {istiin yetenekli 6grencilerin gelisimini daha ¢ok destekleyecektir.

Etkinlik 12: Eksik Verilen Metni Tamamlama

Yazma bir diisiinme ve {iretme siirecidir. Dolayisiyla iistiin yetenekli 6grencilerin kapa-
siteleri yazma becerisinde iyi bir verimin almabilmesi i¢in biiyiik bir avantajdir (Baska ve
Stambaugh, 2006, s. 94). Bu etkinlikte ilging bir ctimle ile metin baslatilir ve 6grencilerin met-
nin olay Orgiisiinii, olayin gegctigi mekanin betimlemesi ve figiirlerini yaraticiliklarina gore
yazmalari istenir. Burada dgrenci siirlandirilmaz. Oncelikle dgrencilere bir yazma plam
yapmalar1 sdylenir. Bu planda 6grenciler karakterlerini, olayi, mekani, bir problem durumu
yaratip yaratmayacaklarin tasarlarlar. Metin yazildiktan sonra siniftaki diger bireylerin de
birbirlerinin yazilarindan haberdar olabilmeleri i¢in her 6grencinin metni sinifta sunulur. Bu
etkinlikte izlenen yol yabanc dil 6gretiminde iistiin yetenekli 6grencilere ucu agik olan et-
kinliklerin kullaniminin etkili bir strateji olarak kanitlanmas: (Kaplan Sayi, 2013, s. 142) ne-
deniyle faydalidir. Etkinligin degerlendirme asamasinda kurgulanan metinlerdeki yazim
kurallarinin kontrol edilmesi, dogru kelime secimi gibi dilsel diizeltmeler 6gretmen tarafin-
dan yapilir.

Etkinlik 13: Sahneleme

Bu etkinlik {istiin yetenekli 6grencilerin yorumlama becerilerini harekete gecirmeye yo-
neliktir. Oncelikle 6grencilere s6z konusu yabanai dilin edebiyatinda 6ne ¢ikan bir edebi me-
tin verilir. Daha sonra 6grencilerin bu edebi metni okuyarak inceleyip yorumlamalar: istenir.
Uygun bir sinif ortami ve 6grenci sayisimin var oldugu diistintilerek iki veya daha fazla grup
olusturulur ve bu gruplara, her birinin metne farklh bir son yazmasi i¢in 20 dakika siire veri-
lir. Daha sonra her grup bir sozcii segerek birlikte kurguladiklar: sonu okurlar, iizerinde tar-
tisirlar ve arglimanlar gelistirirler. En sonunda da bu yazilan sonlar1 hedef yabanc dilde
sahnelemeleri istenir. Bu siire¢te 6grenciler, hem bilissel hem duyussal hem de psikomotor
alanlar1 gelistirmeye yonelik bir grup etkinligi yapmuis olurlar.

Etkinlik 14: Hikaye Resmetme

Bu etkinlikte 6grencilerin resim yeteneklerinin dil edinimine katki saglamasi i¢in yabanc
dilde yazilan metin 6nce okunur ve yorumlanir daha sonra ise metnin resmedilmesi istenir.
Boylece 6grencilerin resmederken hikayeyi nasil anlamlandirdiklar: ortaya ¢ikacaktir. Ortaya
cikan iiriin degerlendirilirken 6grencilerin hikayeye kendi bilgi birikimleri ve alimlama este-
tiklerine bagh olarak farkl bir bakis agis1 sergileyip sergilemediklerine bakilir.
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Sonug

Bu ¢alismada tistiin yetenekli 6grencilerin yabanc dil 6gretiminde ihtiya¢ duydugu 6zel
egitsel ihtiyaglarini karsilamak amaciyla etkinlik modelleri tasarlanmistir. Bu etkinlikler tis-
tiin yetenekli bireyler arasinda da bireysel farkliliklarin olabilecegi ve Tiirkiye’deki Bilim ve
Sanat Merkezlerinin fiziksel kosullarnin da illere gore farklilik gosterebilecegi durumlari
dikkate alindigindan dolay1 esnek ve iizerinde degisiklik yapilabilecek sekilde diizenlenmis-
tir. Dtizenlenen bu etkinlikler, hem ingilizce gibi birinci yabanci dil 6gretiminde hem de
ikinci yabana dil olarak Almanca 6gretiminde kullanilabilir niteliktedir. Bu etkinlikler 6g-
rencilerin sadece dil becerilerini gelistirmeye yonelik degil; ayn1 zamanda 6grencilerin ileti-
sim kurma becerisi, sosyal etkilesim, yorumlama, analiz etme, yaratici, elestirel ve analitik
diistinme gibi becerilerine de katki saglayabilmektedir. Calismada yabanci dil 6gretiminde
bireylerin yeteneklerinin goz oniinde tutulmas: gerektigi ve alisilmis yontem ve etkinliklerin
disinda 6gretmelerin de bireylerin seviyeleri dogrultusunda kendi kullanabilecegi etkinlik ve
yontemleri gelistirebilecegine ulasilmistir. Ustiin yetenekli bireylerin belli bir seviyenin iis-
tiinde ve belli kaliplarin diginda bireyler olduklari, hem aileler hem de egitimciler tarafindan
bilinmelidir. Dolayisiyla bu bireyler yasitlarindan daha hizli kavrama yetenegine sahip ol-
duklar i¢in siradan bir anlatim ve siradan bir materyal dikkatlerini ¢ekmeyecektir. Bu ne-
denle {iistiin yetenekli 6grencilerin tiretici 6zellikleri de dikkate alinarak tiiretime ve {iriine
yonelik etkinlikler tercih edilmelidir.

Ogrencilerin yaratici, yansitic1 ve elegtirel diisiinme yeteneklerini kullanabilecekleri ma-
teryaller secilmelidir. Bilim ve Sanat merkezlerinde bulunan kaynak odalara tasarlanan ma-
teryaller konularak ogrencilere istedikleri zaman g¢alisma olanag1 saglanmalidir.

Ustiin yetenekli 6grenciler i¢in tasarlanan etkinliklerin farkli olmasina bagl olarak bu tip
ogrenciler icin degerlendirme stireci de farklilik gostermelidir. Degerlendirme siireci sadece
sonug degerlendirme ile sinirli kalmamali; 6§renme siirecinin tiimiiniin gozlemlendigi siireg
ve {irlin odakli degerlendirme yontemleri de kullanilmal1 ve degerlendirme siirecine 6gren-
ciler dahil edilmelidir.

Ust diizey diisiinebilmeleri nedeniyle etkinliklerin segilmesi, planlanmasi ve diizenlen-
mesi asamasinda dgrencilerin fikri alinarak 6grenciler siirece dahil edilmelidirler. Oykii ve
siir kitab1 yazma gibi igbirlik¢i projeler ve etkinliklerle {ist diizey kazanimlar saglanmalidir.
Akl yiiriitme, sorgulama ve ¢ikarimda bulunma stratejileri kullanilmalidir. Ogretmenler
sorumlu olduklar1 6grencilerin ihtiyaglarina cevap verebilmek igin gerek alan bilgileri gerek-
se de mesleki ve teknolojik bilgilerine yenilikler katmalidirlar. Ev 6devi olarak derste yapilan
etkinlikleri destekler nitelikte gorevler ve projeler verilmelidir.

Bu ¢alismanin Bilim ve Sanat Merkezlerinde gorev yapan yabanci dil 6gretmenlerine ve
tistlin yetenekli bireylere yabanci dil 6gretimi ¢alisan akademisyenlere katki saglamasi dii-
stiniilmektedir. Ustiin yetenekli bireylerin toplumun ¢ok kiigiik bir boliimiinii olusturmalar1
nedeniyle alanyazinda bu tip bireylere yabanc dil 6gretimi ile ilgili calismalar yok denecek
kadar azdir. Bu calismayla bu alana dikkat g¢ekilmis olup farkindalik yaratilmistir. Teorik
olarak bu ¢alismada tasarlanan ve onerilen etkinlikler bir sonraki ¢alismada Mugla Bilim ve
Sanat Merkezinde arastirmaci tarafindan uygulanarak etkinliklerin uygulanabilirligi, etkilili-
gi ve amaca hizmet etme durumunun test edilmesi planlanmistir. Uygulama igin gerekli
izinler alinmistir.
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Her ne kadar anadilde ve yabanci dilde okuma faaliyetleri farkl: siirecleri gerektirse de
her ikisinin de genel anlamda ayni yolu izledikleri su gotiirmez bir gergektir. Birbiriyle karsi-
lastirilabilen bu faaliyetlerde birey, ilgili dilde ulasmis oldugu diizeye paralel olarak, okudu-
gu metni zihni slizgecinden gegirerek anlamlandirir. Rayner & Pollatsek okuma eyleminin,
grafiksel olusumlardan gorsel bir anlam ¢ikarmak oldugunu dile getirir (1989, s.23). Kisinin
her hangi bir eylemde bulunmadan metindeki bilgileri pasif olarak almas1 s6z konusu degil-
dir. Bagka bir ifadeyle metin ile okuyucu arasinda bir etkilesim, bir mesaj iletmek isteyen
metnin yazar1 ve okuyucusu arasinda yazili bir iletisim mevcuttur. Okuma eyleminin pasif
bir faaliyet olmadiginin bir diger gostergesi de, okuyucunun metni anlama stirecine 6n bilgi-
lerini ve deneyimlerini de dahil etmesidir.

Glinliik hayatimizda ana dilimizde kaleme alinan metinleri de okurken otomatik olarak
verilmek istenen mesaji anlamlandirir ve buna uygun bir faaliyet igerisinde bulunuruz. Ana-
dilimizde yazilmis olan ilgili metni anlamak i¢in de 6zel bir ¢aba igerisine girmeyiz. Tecriibe-
li bir bisiklet yaris¢isi ya da yillardir araba kullanan bir sofor bu isi icra ederken nasil bir son-
raki yapacag1 hamleyi diisinmeden otomatik olarak eylemde bulunuyor ve faaliyetini ger-
ceklestiriyorsa ayn sekilde okuma becerisi de zamanla otomatiklesir ve okurken anlama igin
de 6zel bir ¢aba sarf edilmez. Bir yabanci dilde okuma faaliyetine yeni baglayan kimsede ise
bu eylem, bir araba kullanmaya yeni baglayan bireyde s6z konusu oldugu gibi hentiz otoma-
tiklesmemistir; dolayisiyla bu bireyde okuma islemi, diisiinerek ve bir kontrol altinda ger-
ceklesir. Bu kisi okudugu her bir ciimlenin kelimelerine ya da yapisina odaklanir, her bir
kelimeyi anlamaya ve baglami diisiinmeden, ciimlenin anlamini ¢ikarmaya calisir, dolayisiy-
la okuma anlama yetisi gelisene kadar ¢ok zaman ve emek harcar. Yabanc dil 6gretiminde
bireyin okuma anlama becerisinin yeterince gelismis olmasi da yabanci dil 6grencisinin ilk
dildeki okuma becerisine miimkiin oldugunca ¢ok yaklagmasiyla Ol¢iiliir. Bu anlamda ya-
banci dilde okuma anlama becerisi iletisimsel ve kiiltiirleraras: yetinin ilk ve en énemli ba-
samag olarak goriilebilir. Rosebrock, Nix vd.’nin de dile getirdigi gibi giiniimiiz bilgi top-
lumunda okuma eylemi 6grenmenin merkezi aracidir (2011, s. 1). Bu kapsamda okuma ey-
lemi okuyucunun metinden beklentisini ve 6n bilgisini siirece dahil eden aktif bir eylemdir
(Rost & Schilling, 2006).
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(Artelt vd., 2001, s. 82)

Bu semada genel olarak aktif bir siire¢ olan okuma becerisi gozler oniine serilmis ve bu
beceriyi gelistirmeye yonelik yaklagimlarda okuyucunun 6zellikle metin baglaminda nelere
dikkat etmesi gerektiginin alt1 ¢izilmistir. Buna gore, okuyucu etkilesimde bulundugu met-
nin igerdigi birincil bilgileri almalidir; bu esnada metin dis1 eski tecriibelerinden edinmis
oldugu bilgileri de metni anlamlandirma stiirecine dahil edebilmelidir. Metni bir biitiin ola-
rak degerlendirip anlamaya calisan okuyucunun bu siirecte metindeki belirli bilgilere odak-
lanmas1 gerekebilir. Okuma aktivitesinde bulunan kisi bu faaliyeti sirasinda miinferit veya
birbirinden bagimsiz bilgileri bulur, bu parcalar arasindaki iligkileri anlamlandirmaya caligir.
Tiim bu siire¢ esnasinda metnin yapisi ve igerigi de okuyucuyu yonlendiren unsurlar olarak
karsimiza ¢ikmaktadir. Son asamada ise ilgili metin, oldukca genel agilardan degerlendirilir
ve okuyucunun ilgisine, beklentisine uygun bir sekilde hipotezler gelistirilmesiyle anlama
siireci igin okunur; burada okuyucunun amact metindeki ana fikre, iizerinde durulan asil
konuya, metinle verilmek istenen asil mesaja ulasmaktir. Bu mesaja ise agsagida belirtilen
okuma siirecini izleyerek ulagabilmek miimkiindiir:

- Bilgi arastirmaya doniik okuma eyleminde, bir ya da daha fazla aranilan bilgiye ulas-
mak amaciyla metin okunur. Bu eylem metnin her boliimiiniin ayrintili bir sekilde taranma-
s gerektirir. Aranan asil bilgiye, metin icerisinde gecen somut bir kelime veya ciimleyle
degil okunulan boliimden sonug ¢ikarilarak da ulagilabilir.

- Metinle ilgili ¢cikarimda bulunurken metnin genel olarak anlasilmasi ve buna uygun olarak
yorumda bulunulmas: gerekmektedir. Boliimler ya da climleler aras: baglantilarla farkli an-
lamlara ulasabilen okuyucu, ¢ikarimlarda bulunur, kiyaslamalar yapar, metnin yazarimnin
amacinin ne olabilecegine dair yorumlarda bulunur.
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- Metnin igerigi hakkinda diisiinme sathasinda ise okuyucu soyut diisiinerek metinde yer
alan bilgilerle metin dis1 bilgileri birlestirir veya birbiriyle kiyaslar; kendi tecriibe ve fikirle-
rini de stirece dahil ederek igerik hakkinda bir sonuca ulagir. Metinde ortaya atilan iddialarla
okuyucunun kendi bilgilerinin mukayesesi ona bu anlamlandirma siirecinde yardimai olur.

- Metnin yapisina dair diisiinme ise, okuyucunun metinden ayrilarak metni objektif bir se-
kilde degerlendirmesini zorunlu kilar; okuyucu metni yapisal 6zelligine gore de degerlen-
dirmek zorundadir. Okuyucu, metinde hicveden bir kurgunun veya olaylar1 somut bir sekil-
de betimleyen bir tarz ya da baska bir yaklagimin tercihi neticesinde ciimlelerin tegkilinin s6z
konusu olup olmadig1 noktasinda kafa yormalidir. Ozetle; metnin yapisy, tiirii ve stili okuyu-
cu tarafindan bilinirse anlama siireci daha da kolaylasacaktur.

- Yukarida sayilanlar disinda okuma ve 6grenme stratejilerine hakimiyet, 6n bilgi sahibi
olma ve metni ¢oziimleme kabiliyeti, 6grenci motivasyonu, metne duyulan ilgi ve okuyucu-
nun sahip oldugu okuma diizeyi de okuma becerisini etkileyen diger énemli unsurlar ara-
sinda yer almaktadir.

Bu aktif eylem yabanci dilde yazilmis olan metinleri anlamlandirma siirecinde daha
somut olarak kendini gostermektedir. Her bir dil becerisi temel anlamda okuma becerisini
sart kostugu icin, bu becerinin gelistirilmesine ¢alismak, ayn1 zamanda diger temel dil bece-
rilerinin de gelistirilmesi anlamina gelmektedir. Yabanci dil 6gretiminin temel amaci, bireyin
hedef kiiltiir ortamlarinda yazili ya da sozlii olarak iletisim kurabilecek yeterlilige gelmesi
oldugu i¢in, okuma becerisi bu yoldaki en 6nemli unsur olarak goriilmektedir. Sozlii ifadele-
rin bile temelde yaziya dokiilebilen dilsel yapilar oldugu diisiiniildiigiinde okumanin ve
anlamanin yabanci dil 6gretimindeki yeri daha iyi anlagilacaktir.

Okuma Becerisinin iletisimsel-Kiiltiirleraras: Yetinin Gelisimine Katkis1

Yirminci yiizyilin {igiincii ¢eyreginde bir 6gretim yontemi olarak Iletisimsel Yaklasimin
etkisiyle yabanci dil 6gretiminde en 6nemli 0grenim amacit olarak kabul edilen iletisimsel
yetiye ulasabilmek icin, dort temel dil becerisinin de birlikte gelistirilmesi gerektigi savunu-
lur. Buna ek olarak kiiltiirlerarasi yaklasimda ise iletisimsel yetinin yalnizca kiiltiirleraras:
bir yaklasimla gelistirilebileceginin alt1 cizilmektedir. Hedef kiiltiiriin uygun bir sekilde 6g-
retilmesi ve 6grenilmesi, yani bagka bir ifadeyle kisinin hedef kiiltiirii taniyarak kendi kiiltii-
riintin farkina varmasi ve boylece iki kiiltiir arasindaki benzerlikleri ve farkliliklar1 gormesi,
onun gergek iletisim ortamlarinda yerinde ve etkili iletisim kurabilmesinin 6n sart1 olarak
kabul edilmektedir. Bu yeti de diger yetilerin adeta 6n basamag1 olarak goriilen okuma bece-
risinin yeterince gelismis olmasini sart kosmaktadir. Yabanci dilde farkli igerikte metinler
okuyan birey, boylece hedef kiiltiirii ¢ok yonlii olarak daha yakindan taniyacak ve sahip
oldugu kelime hazinesi giin gectikce daha da zenginlesecektir.

Dilsel gelisim ile birlikte kiiltiirel gelisimi de zorunlu kilan bu yaklasim ayni zamanda
bireyin gergek iletisim ortamlarinda pragmatik agidan uygun ve bulundugu sosyolojik diiz-
lemin gereklerine gore dilsel ifadeler iiretmesini zorunlu kilmaktadir. Béyle bir dilsel davra-
nis da ancak kisinin hedef kiiltiirii ve kendi kiiltiiriinii miimkiin oldugu kadar yakindan ta-
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nimasiyla s6z konusu olabilmektedir. Bunun neticesinde iletisimde bulunan bireylerin kendi
kiltiirlerinin baskin olmadig1 ortak bir alan da olusmaktadir (Berniers, 2006, s. 38). Hee
Hyun (2010, s.2) yabana dil 6grenen bir bireyin bu 6gretim siireci neticesinde sahip olmasi
gereken Ozellikleri su sekilde siralamigtir. Bu anlamda kiiltiirleraras yetiye sahip olmak igin
bir yabanc dil 6grencisinin derslerde 6zellikle kazanmas: gereken unsurlar,

- kiiltiirel baglantilara doniik derin bir anlayis,
- On yargilarla bilingli ve elestirel bir bakis acisiyla miicadele,
- bagka kiiltiirlerin kabuliine meyil,
- etnik merkezli bakis agisini agsma,
- kendisini sekillendiren kiiltiirel kimlik ve tanimaya basladig1 yeni kiiltiirii kavrayis,
- empati becerisine sahip olma,
- bagka birisi gibi diisiinebilme yetenegi,
- kimlik bilinci ve kimligini yansitma becerisi,
- hedef kiiltiiriin degerlerini yargilamadan kabul etme becerisi
seklinde siralanabilir.

Yukarida zikredilen unsurlara gore, kiiltiirleraras1 6grenmeyi hedefleyen yabanci dil 6g-
retimi derslerinde bireyin kendi kiiltiiriiniin bilincine vararak hedef kiiltiiriin degerlerini
yargilamadan kabul etmesi oncelikli amaglardandir. Bu becerilere sahip olan bir 6grenci he-
def kiiltiire mensup bir bireyle kiiltiirleraras: ortamlarda etkili bir iletisim kurabilecektir.

Erl ve Gymnich de (2010, ss.11-14) asagidaki semayla kiiltiirleraras: yetinin kazanilmasi-

nin genel anlamda nasil miimkiin olabileceginin altin1 ¢izmistir.

Biligsel
Yeti

Kiiltiirlerarasi
Yeti

Duyussal
Yeti

Pragmatik -
Iletisimsel
Yeti

Semaya gore kiiltiirleraras1 yeti, bilissel, duyussal ve pragmatik-iletisimsel yeti olmak
izere ii¢ ana unsurdan olusmaktadir. Birleserek kiiltiirleraras: yetiyi olusturan bu ii¢ alanin
birbiriyle kesisen ortak noktalar: s6z konusudur. Buna gore bilissel yeti ile,

- farkl kiiltiirler hakkinda bilgi, bireyin kendi kiiltiiriine 6zgii bilmesi gerekenler,

- kiiltiire yonelik teorik bilgiler, kiiltiirlerin isleyisi, kiiltiirel farkliliklar ve yansimalari,
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- kiiltiirel bilgilerin bireyin kendisinde sekil bulmasi

gibi ozelliklerin kiiltiirleraras1 yetinin olusumunda oldukg¢a 6nemli oldugu vurgulanmakta-
dir.

Bu anlamda duyussal yeti,

- bagka kiiltiirlere karst duyulan ilgi ve farkh kiiltiirel degerlere kars1 hosgoriilii ve agik

olma,
- yabanci olan1 anlayabilme ve empati becerisine sahip olma,

- kendine yabanc olani, kendi kiiltiirtinden farkli olan1 yargilamadan oldugu gibi hos

gorebilme gibi 6zellikleri igerisinde barimdirir.
Pragmatik—ileti§imsel yetinin varligi ise,
- uygun iletisimsel 6rneklerin (dilsel ifade) kullanilmasini,

- iletisim esnasinda etkili kriz ¢dziim stratejilerinden yararlanmay1 gerektirmektedir.
Baska bir ifadeyle iletisimin kopmamasi i¢in baska dilsel ya da dil dis1 6gelerden faydalana-
rak iletisimi siirdiirme yetenegi kiiltiirleraras: yeti igerisinde zikredilmektedir.

Yabanci Dilde Okudugunu Anlama Becerisi

Yabanci dilde okuma faaliyeti, anadilde gergeklestirilen okuma islemine oranla genel an-
lamda farkl: bir seyir takip eder. Bu gercegin bilincinde olmak bireyi bu becerinin gelistiril-
mesi yolunda oldukga destekleyecektir. Ana dilinde ulagsmis oldugu okuma becerisi diizeyi-
ne 0grendigi yabanci dilde de ulasmay1 oncelikli hedef olarak koymayan bilingli bir yabanci
dil 6grencisi, yabanci dilde bu becerinin gelisme siirecini daha basarili ve etkili bir bigimde

yOnetebilecektir.

Yabana dil 6gretiminde istenilen amaca ulasabilmek igin gelistirilmesi dngoriilen dort
dil becerisinden birisi olan okuma faaliyeti, her ne kadar “okuma becerisi” olarak nitelendiri-
liyorsa da igerisinde aslinda genel anlamda anlama becerisini de barindirmaktadir. Baska bir
ifadeyle, anlamadan okuma faaliyetinde bulunabilmek ilgili dilde bu becerinin yeterince

gelismis oldugunu kesinlikle ifade etmemektedir.
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ILETISIMSEL-KULTURLERARASI YETI

i

Kiiltiir (Kilfiirel farklilidlar ve benzerlikler

Temel Dil Becerileri

Okudugunu
Duydugunu / anlama

Konusma
anlama ;

A

Kelime hazinesi Ses bilaisi

Dil bilgisi

Yukaridaki tasnifte de agikga goriildiigii tizere, ilgili yabanci dilde asil 6grenim amaci
olarak goriilen iletisimsel yetiye, dolayisiyla kiiltiirleraras: yetiye sahip olabilmek igin temel
dil becerileri “okuma, yazma, konusma ve dinleme” becerilerinin esit bir sekilde gelistirilme-
si gerektigi fikri benimsenmektedir. Giinliik hayatta da s6z konusu oldugu gibi, iletisim du-
rumlarinda ortama gore her bir dil becerisini kullanabilmek gerekmektedir. Bagka bir ifadey-
le her bir dil becerisi bir digerinin destegine ihtiya¢ duyabilmektedir. Burada alt1 ¢izilmesi
gereken nokta, yabanc dil 6gretiminde “Okudugunu anlama” becerisinin tistlenmis oldugu
merkezi roldiir. Her bir dil becerisinin amaca uygun bir sekilde gelistirilebilmesi aslinda
okudugunu anlama becerisinde ulagilan seviyeye baghdir. Hatta yabanci dil 6gretiminin
onemli bir parcasi olan dil bilgisi 0gretimi de bu gercekten bagimsiz diisiiniilemez. Ayni
sekilde yabanci dilin konusuldugu ortamdan uzakta ogretildigi cografyalarda da ses bilgisi
Ogretimi isitsel materyallerin yaninda yazili materyallerin de birlikte kullanilmasini zorunlu
kilmaktadir. Kelime hazinesinin zenginlestirilmesinin de farkli baglamlarda kullanilan keli-
melerin yer aldig1 cesitli metinlerle her firsatta karsilasmakla miimkiin olabilecegi unutul-
mamalidir. Tiim bu bilesenlerin, iki kiiltiir arasindaki benzerlikler ya da farkliliklar basta
olmak tizere gesitli kiiltiirel sozlii ya da sozsiiz davrams ogeleriyle desteklenerek senkronize
bir sekilde gelistirilmesi ise yabanci dil 6gretimi neticesinde amaglanan en tist hedef olan
iletisimsel-kiiltiirleraras yetiye ulasilmasini saglayacaktir.

Bilinmeyen kelimeler, (hemen sozliikten bu kelimelerin olasi anlamlarina bakmak yeri-
ne) baglamdan anlasilmaya c¢alisiimalidir. Bu yaklasim tarzinin aliskanlik haline getirilmesi
ogrenmede kalicilig1 arttiracaktir; baska bir ifadeyle boyle bir yaklasim ile anlami yeni 6gre-
nilen kelimeler bile 6grencinin uzun siireli belleginde tutulabilecektir; baska metinlerde de
ayni kelime ya da yapiyla karsilasan 6grenci bu kelimenin manasini bilecek ve zamanla onu
aktif kelime hazinesine dahil edebilecektir. Westhoff (2001, s. 98) bilinmeyen kelimelerin an-
laminin tespitine yonelik su dort yontemin izlenmesi gerektigini belirtir.

1- Hangi kelime tiirii s6z konusudur?
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2- Bilinmeyen kelime metin igerisinde diger hangi kelimelerle bir araya gelerek bir anlam
kombinasyonu olusturmaktadir?

3- Bilinmeyen kelimenin onu takip eden ciimle kisimlariyla bir iliskisi var midir? Varsa,
nasil bir iliski s6z konusudur?

4- 11k ii¢ soruyu cevaplayinca ardindan metnin nasil bir baglama, nasil bir anlam 6rgii-
siine sahip olabilecegini bulmaya ¢alisiniz. Nasil bir yaklasim veya ¢agrisim kelimenin anla-
min1 bulma noktasinda size yardimci olacaktir?

Anlamini bulmak istedigimiz kelimenin isim, sifat zarf, baglag vs. oldugunu bilmek an-
lami ¢ikarirken yabanci dil 6grencisine yardimci olacaktir. Daha sonra ilgili kelimelerin ciim-
le icerisindeki anlami olusturan diger kelimelerle iliskisine gore, bilinmeyen kelimenin an-
lamini ¢ikarmaya calisma yaklasimi da bu siiregte 6grenciye yol gosterecektir, onun isini
daha da kolaylastiracaktir.

Okuma Tiirleri

Her tiirlii becerinin gelismesinin en dnemli sart1 o beceriye duyulan ilgidir. Ogrencinin
ilgisine ve beklentisine yonelik igerikler barindiran metinlerin sinif ortamina getirilmesi ya-
banci dilde okuma becerisinin amaca uygun bir sekilde gelistirilebilmesi igin oldukg¢a 6nem-
lidir. Ornegin ortaokul gaginda bulunan yabanc dil 6grencileri igin yabanc dilde okuma
becerisinin gelistirilmesi amaciyla baz1 metinler segilir. Bu metinlerin se¢imi sirasinda hedef
kitlenin ilgi ve beklentileri de goz oniinde bulundurulmalidir; bu anlamda hedef kiiltiirde
ayni yaslardaki ¢ocuklarin giinliik hayatlarinin ya da okul yasamlarinin veya bos zaman
ugraglarinin anlatildigr metinler, (dag-ova olusumun anlatildiglr metinlere gore) yabana dil
ogrencileri i¢in daha ¢ok ilgi gekici gelecektir; dolayisiyla 6grenciler bu tiir metinleri anlamak
i¢in daha fazla gayret gosterecekler ve ¢ok da farkinda olmadan yeni kelime ve kaliplar 6g-
reneceklerdir. Ayrica bir 6grenci grubu igin segilen bir metnin uygun olup olmadig ilgili
metinde gegen kelime, kalip ya da climle yapilariin gergek iletisim ortamlarinda kullanilip
kullanilmayacagina baglidir. Okuma metinlerinde gecen kelimeler 6grencinin benzer metin-
lerde karsilasma olasilig1 diisiik kelimeler iceriyorsa, 6gretmenin bu tiir metinleri tercih et-
memesi gerekmektedir. Ogrencilerin ilgilerinin dikkate alinarak sinif ortamna getirilen me-
tinler, dersin amacina gore farkli okuma tiirleriyle ele alinir. Okuma tiirlerinin metnin giin-
litkk hayattaki islevlerine gore (Yilmaz, 2011, s. 22) belirlenebileceginin altinin ¢izilmesi de bu
siiregte bireye yardimc olacaktir. Asagida okuma gesitlerine ve bunlarin islevlerine toplu
olarak yer verilmistir.
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Okuma Amaci Okuma sekli Ornek

Bir sozlesme icerisindeki kiiciik yaziyla

Tam olarak bilgiye ulasmak. Aynintili Okuma aktarilan bilgiler.

Bir gazete makalesine hizlica goz atarak
bir konu hakkinda ne diisiiniildiigiine dair

izlenim elde edinimi.
Genel bir izlenim edinmek. Genel Okuma

Bir ya da daha fazla metni miimkiin oldu-
gu kadar hizl bir sekilde, iyice okuyarak,
(6rnegin) sigara icenlerin i¢meyenlere
gore ortalama olarak daha erken oldiikle-
rine yonelik agiklamanin olup olmadigini,
varsa metinde nerede yer aldigini bulma-
ya calismak.

Belli, spesifik bir bilgiyi bulmak istemek. Secici Okuma

Bir metnin 6zetini ¢tkarmak ya da fazla bir
bilgi kaybina ugramadan metnin baz
yerlerini atlayarak nerelerinin tam olarak
Tasnif Edici Okuma okunmasi gerektigine karar vermek ama-
ayla metnin ana unsurlanini bulmaya
calismak.

Bir metinde asil ve tali meselenin ne
oldugunu bulmaya calismak

(Westhoff, 2001, s. 101-102)

Yukaridaki tablodan da anlasilacag: tizere, okuyucu bir metni okurken amacina uygun
olarak okuma becerisine sahip olmas: gerektiginin bilincinde olmalidir. Ana dilimizde yapti-
g1miz okumada bile (metnin genel igerigini anlamanin s6z konusu oldugu okuma faaliyetle-
rinde) ilgili metnin tamaminin ayrintili bir sekilde okunmadig: gerceginden hareketle, ya-
banci dilde kaleme alinmis metinlerin de okunmasi sirasinda birey, amacina uygun bir sekil-
de okuma faaliyetini gerceklestirmesinin onu hedefe daha kolay ulastiracaginin farkinda
olmalidir. Bunun gerceklesebilmesi de okuma anlama becerisinin gelistirilmesinin hedef
alindig1 derslerde bu okuma tiirlerinin ilerletilmesini amaclayan metinlerle yabanci dil 6g-
rencilerinin bulusturulmasi ve her uygun firsatta buna uygun alistirmalar yapilmas: ile
miimkiin olur. Ogrenilen yabanci dilde belirli bir kelime hazinesine sahip olan 6grencilerin
okuma becerilerinin daha da gelistirilmesi kapsaminda farkli metinlerle bulusturulmalar:
oldukca onemlidir. Bu anlamda 6zgiin kelimeler iceren gazete metinlerinin sinif ortamina
getirilerek 6grencilerin 6n bilgileri, tecriibeleri ve genel kiiltiirleri gibi unsurlarin da okuma
anlama becerisine dahil edildigi ¢ikarimsal okuma tekniginin (inferenzielles Lesen) ogretil-
mesi ve gelistirilmesi gerekmektedir. Bu okuma teknigine gore, yabanci dilde yazilmig bir
metni anlamak, metnin altinda yatan manaya odaklanmay1 ifade etmektedir. Bu yetenegi
kullanabilmek ise, bireyin konuyla ilgili 6n bilgisini harekete gegirmesini, tecriibelerini ve
genel kiiltiiriinii de devreye sokarak metni anlamlandirma siirecinde ¢ikarimlarda bulunma-
sm1 zorunlu kilar. Bu yetenek sayesinde birey, okudugu metnin altindaki anlami kavrar,
yazili olan bilgilerden hareket ederek sonuca ulasmak icin metnin altinda yatan bilgilere
ulasmay1 hedef edinir.
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Sonug

Okuma becerisini gelistirmek icin firsat bulduk¢a okumak gerekir. Bu durum hem ana
dildeki hem de yabanc dildeki okuma becerisini gelistirmek i¢in gegerlidir. Edebi eserler
veya ilgili yabanci dilde yazilan ve seviyeye uygun olarak segilen kitaplar okumada akiciligt
gelistirir (Kutzelmann & Massler, 2018) ¢iinkii artan kelime hazinesiyle birlikte yabanc: dil
okuyucusu da daha hizli bir sekilde okumaya baglamigtir. Unutulmamalidir ki anadilde ya-
zilmig bir metin icinde gecen baz1 kelimelerin bile anlam1 baglam yardimiyla bulunur. Bu
onemli strateji yabanci dildeki metinlerin anlasilmas: icin de 6grencide aliskanlik halini al-
malidir (Neustadt, 2017, s. 66). Buna ragmen anlam ¢ikarilamiyor ise tek dilli (Almancadan-
Almancaya) sozliiklerin kullanilmas1 6grencide 6ncelik halini almalidir. Bu tiir bir yontemde,
anlamini aradig kelime igin sozliige basvuran 6grenci, bagka kelime ve yapilarla karsilaga-
cak, farkinda olmadan yeni kelime ve kullanimlar 6grenecektir.

Herhangi bir beceri ilgili beceri kullanilarak gelistirilir. lgili yabanci dilde farkli metinle-
ri okuma aliskanhig1 kazanan 6grenci, zamanla daha hizli okudugunu ve anladigin gorecek,
aktif ve pasif kelime hazinesinin zenginlestigini fark edecektir. Bu durumun bilincine varan
ogrencinin de yabana dil 6gretiminin temel unsurlarindan olan motivasyonu artacak, dilsel
gelisimi 6nemli 6l¢iide ivme kazanacaktir.

Farkli okuma tiirlerinin s6z konusu oldugu bilinmelidir. Okuma tiirleri agisindan gesitli-
lik arz eden metinlerin sinif ortamina getirilmesi ve islevlerine yonelik olarak irdelenmesi bu
becerinin uygun bir sekilde gelistirilmesi i¢in biiyiik 6nem arz etmektedir. Ders dis1 zaman-
larda da okuma becerisini gelistirmek i¢in 6grencinin farkli metinlerle temas etmesi gereke-
cektir; bu esnada farkli tarzlardaki metinlerin giinliik hayattaki yazilis amagclar1 dogrultu-
sundaki islevlerini goz 6niinde bulunduran birey, metni okuma gereksinimiyle dogru oranti-
I1 olarak okuma iglemini gergeklestirecek ve metnin kullanim ortamlaria uygun olarak yeni
kelimeler 6grenecektir.

Ayrica unutulmamalidir ki yabanci dil 6gretiminde asil amag, bu siire¢ sonunda yabanci
dil 6grencisinin iletisimsel-kiiltiirleraras: yetiyi kazanmas1 ve gergek iletisim ortamlarinda
duruma uygun dilsel davranislar gerceklestirebilmesidir. Bu amag¢ dogrultusunda farkli me-
tinler okuyan 0grencinin hedef kiiltiirti farkli yonlerden tanimasi miimkiin olacaktir. Hedef
kiltiriin glinlitk hayatinda cgesitli iletisimsel islevler yerine getirmek amach yazilan 6zgiin
metinlerle tanisan 6grenci, kendi kiiltiirii ve hedef kiiltiir arasindaki benzerlikleri ve farkli-
liklar1 gorecek ve boylece hedef kiiltiir mensubu ile yazili ya da sozlii iletisim esnasinda bir
iletisim kazasina yol agmadan, dogru dilsel davraniglar gosterebilecektir.
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Genel Hatlariyla Okuma Becerisi

Prof. Dr. Fatih Tepebasili

Necmettin Erbakan Universitesi

Dilin sozlii ve yazili iki yonii bulunmaktadir. S6zlii dilin bilinmeyen ge¢misinin aksine
yazili dilin, diger bir ifadeyle yazinin kesfi 5 bin yillik bir maziye sahiptir. Tarihin de icad:
demek olan yazi ile insanlik yeni bir merhaleye ge¢mistir. Bu siire insanligin ge¢misi agisin-
dan ancak saniye sayilir. Insan zihni esas itibariyla okuma yazma igin uygun degildir. Bey-
nimizin, bagka gorevleri olan kisimlarini okuma yazma gorevine yer agmast zaman almustir.

Dil kisi agisindan diinyanin anahtaridir. Onun araciligiyla diinya zihnimize yerlesir. Yi-
ne onun araciligiyla bir diinyaya agiliriz. Zira dil diisiincenin veya zihin faaliyetlerinin ay-
rilmaz bir tamamlayict unsurudur. Yabanc dilin ikinci bir anahtar oldugu gercegi, “Bir dil
bir insan iki dil iki insan” seklinde atasozlerimizde yerini almistir.

Okuma, yazma veya hesaplayabilme temel kiiltiirel teknikler! arasinda yer alir. Okuma-
yazma, zaman veya mekana bagimli olmadan bilginin baskalarina ve sonraki kusaklara ula-
stmini saglar. Insanligin sozlii kiiltiirden yazili kiiltiire gegisinin hikayesini ve bunun katkila-
rin1 en azindan Walter Ong’dan okumak miimkiindiir. Mesleklerin okuma yazma bilmeye
baghlik kosulu 50'li yillarda %50 iken gilintimiizde %90’lara ¢ikmis bulunmaktadir. Mc
Luhan’in, sozlii dilin olas1t mutlak egemenligi yoniindeki kehaneti gerceklesmemistir (2013).
Hatta bir iddiaya gore 1990’lardan itibaren ¢cogu meslek, giinliik ortalama 2,5 saat okuma
gerektirmektedir. Gelisen teknolojiyle yayginlasan gorsel isitsel araglarin etkisiyle diismesi
beklenen oranlar, 6zellikle internet ve cep telefonu sayesinde yiikselmeyle sonuglanmuistir.
Glintimiiz bilgi toplumu, bireyleri giinliik yasamdaki en kiigiik isler i¢in dahi okuma yazma
bilmeye zorlamaktadir: Para cekmek, alisveris yapmak, cep telefonu ve bilgisayar kullanmak
okuryazarlik iizerinden yiiriitiilmektedir.

Okuma becerisi

Genel anlamda okuma becerisi, kisinin sahip oldugu bilgi ve potansiyeli agiga ¢ikarma
hedefine ulasacak sekilde yazili metinleri okuyup anlamas: ve gerektiginde benzer yollarla

tepkiler vermesi siirecidir.

“Kompetenz” kavramu ise, kisilerin sahip oldugu genel bilissel beceri ve yeterlilikleri
icermektedir. Kisiler, ilkesel olarak 6grenebildikleri bu becerilerle giinliik yasamda degisik
durumlarda karsilastiklar: sorunlari ¢ozebilirler. Okuma becerisi ise farkli metinleri okuyup

! Kiltiir teknikleri giinlitk yasamda karsilastigimiz sorunlarla bas edebilmek iizere insanlik tarafindan teknik,
teknoloji ve kiiltiiriin igbirligini ongoren ¢oziimlerdir. Tarimsal faaliyetler, ates yakmak, okuma yazma vs. bu
orneklerden bazilaridir. Kiiltiir teknigi acisindan yazabilmek sadece teknoloji (semboller sistemi) degil ayn1 za-
manda kagit veya kaleme bagh tekniklere da bagimlidir. Toplumsal paydaslik ve katilim, okullardaki zorunlu
egitim konusunun kiiltiirel tarafin1 olusturur.
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anlayabilmek, bununla ilintili olas1 sorunlari ¢ozmektir. Okuma gayreti her ne kadar bireysel
cabalara bagimli olsa da eski ¢aglardan beri kurumsal yapilar icerisinde yer bulmus hatta
kurslarin veya egitim kurumlarinin miifredatlarini sekillendirmistir.

Okuma becerisinin farkli boyutlar: sunlardir.

1-Motivasyon: Okuma-anlama ugruna kisinin sahip bulundugu gayret, azim ve ihtiyag

duygusu.

2-Zihinsel faaliyetler (Bilis durumlari, Kognitionen): Okuma siirecinde gosterdigimiz fa-
aliyetler biitiintidiir: Kelime ve ctimlelerin taninmasi, bunlarin birbirleri arasinda baglantila-

rinin kurulmasi ve anlasilmas.

3-Duygular: Tipki motivasyonlar gibi okumaya eslik eder, onun yogunlasmasini saglar-
lar. Thtiyaglar dogrultusunda secilen metinlerin duygularin esligi ile okunmasi kolaylik fak-
tortidiir.

4-Diistince: Okunan metinler kisilerde diisiince izleri birakir. Kisi okuyup zihninde isle-
digi fikirleri kendisince tavirlar gelistirerek hayatina aktarir.

5-Metne bagli iletisim (Anschlusskommunikation): Bu kavramla, okuyucularin okuduk-
lar1 ayn1 metin hakkinda kendi aralarinda kurduklari iletisim sekli anlatilmaktadir. Bu tarz
iletisim sekli genellikle sosyal medya {izerinde yaygin olarak yiiriitiiliir. Okuyucu sahislar
(okurlar), s6z konusu metin hakkinda birbirlerinin goriislerini olumlu veya olumsuz agilar-
dan degerlendirerek kendi tavirlarinda bir diizeltme yoluna giderler ve yeniden yorumlama

stirecini devam ettirirler.!

Eskiden okuma ile bir takim bilgilerin bir depodan (yazili metinden) baska bir depoya
(zihnimize) transfer edildigi goriisii hakimdi. Gilintimiizde bilgiye erisme yaninda, bunlarin
zihinde iglenilmesi ve 6zellikle sosyal yasamda kullanilmas: da bu kapsamda degerlendiril-
mektedir.

OECD'nin 2000 yilindan bu yana yiiriittiig{i PISA smavlarinin (Uluslararas1 Ogrenci De-
gerlendirme Programi) fen ve matematik okuryazarligi disindaki onemli ayaklarindan birisi
de kisinin anadilde sahip oldugu okuma becerisidir. PISA agisindan anadildeki okuma bece-
risinin kapsam alanlar1 soyledir:

-Yazili metinleri anlayabilme.
-Metinler hakkinda bilgi ve diisiinceler iiretebilme.
-Kisinin bilgi ve diger imkanlarini gelistirme.

-Kisinin toplumsal yasama katilabilmesini kolaylastirma.

1 Farkli bir gruplandirma tarz1 ise 1. Tletisim: Bu sayede yetkin diger kisilerle kurulan iletisim, ncesi, sonrasi ve
okuma aninda gergeklesmektedir, 2. Bilis (Kod ¢oziilmesi ve anlam insasi), bellek metakognisyon (planlama,
yliriitme ve denetim) 3. Motivasyon ve duygusal katilim seklindedir.
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Okuma ilgisi " )

Kaynak: Hurrelmann Praxis Deutsch 176

Sekilden de anlasilacagi tizere degisik alt gruplardan ibaret olan okuma becerisine sade-
ce bilim diinyasinda degil hiikiimetler nezdinde gosterilen 6nemin bir nisani olarak yorum-
layabilecegimiz PISA’ya gore bu etkenler egitim siirecinde yonlendirilebilir ve gelistirilebilir.
Yapilan 6lgme ve degerlendirmeler atilacak adimlarin, olas1 tedbirlerin mahiyetini kolaylas-

tirmaya, iyilestirmeyi saglamaya yoneliktir.

Okuma siireci kelime, climle ve metin iizerinden degisik basamaklara ayrilabilir: Kelime-
lerin ve ciimlelerin taninmasi, climle ve metin boyutundan hareketle anlam olusturulmas:
ikili basamagin ortaya ¢ikmasini saglar. Basamaklar gorsel isaretlerin algilanmasina, dilsel
islemler donemine (alinan verilerin dil agisindan degerlendirilmesine) ve bunlarin zihinde

yogrularak anlam olusturulmasina hizmet eder:

-Alt beceriler (lower level skill): Asagidan yukar: ¢izgide kelime veya ctimleleri ve bun-
larin kendi aralarindaki baglantilarini tanimak ve kavramak

-Ust beceriler (high level skill): Okunan metinlerin anlasilmasi, bilgilerin islenilmesi, yo-
rumlanmas1 ve degerlendirilmesi, diisiince iiretilmesidir. Bagka bir ifadeyle iist beceriler,

metinlerin kavranilmasi demektir.

Okuma, bilgiyi isleyerek daimi anlam tesis ¢abasidir ve ayni zamanda bilingli bigimde
kazanilan bir stiregtir. Kisinin aldig1 sorumluluk bu siireci yonlendirir. Okuma, gozlerimizin
degisen hiz oranlariyla harflerin tizerinde gezinmesi ve bunlar1 zihne aktarmasiyla baslar.
Ancak gozler hep ayn1 oranda ve hizda hareket etmez. Gozlerin hareketi ne kadar yavas ise
anlam ¢ikarma stireci o kadar giigliiklerle doludur. Metinin anlasilmasinda giigliikler yasa-
niyor demektir. Sorunlarla karsilasildiginda tekrar geri doneriz ve metni duruma gore yeni-

den okumaya baslariz.

Zihindeki islemler, bu verilerden anlamlar {iretilerek degerlendirmeye veya bazi sonug-
lara varilmasiyla nihayetlenir. Dikkat edilirse adeta iki metin ortaya ¢ikmaktadir. Birincisi
“maddi metin” olarak gozle okunulan veya goze hitap eden metindir. Digeri ise bu veriler
islenerek zihinde yaratilan “bilissel metindir”. Yalniz bu okuyucuya bagh olarak belirli bir
durumda, Onbilgi ve okuma amaci dogrultusunda sekillenmektedir. Okurlar bosluklari

(Inferenz) kendilerince doldururlar.
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Durum I
Okuyucu A

) Onbilgi |
Isleme siireci

‘ Okuma  (e———-

Amaci

= Maddi metin

Biligsel metin Vo

Kaynak: Afra Sturm, A. Bertsch-Kaufmann

Okuma siirecini' tanimlamak igin temel iki farkl1 model 6ngoriiliir. 60’11 ve 70’li yillarda
hakim olan bu modeller 90'l1 yillarda etkilesim iizerinden bir araya getirildi.

-Asagidan yukar1 dogru hareket eden yontemde (bottom-up), genellestirerek tiimevarim
diye isimlendirecegimiz bir siireg ile kelime-climle yapilarinin 6grenilmesi sonucu okuma
siireci tamamlanir; metinlerdeki verilerin basamak basamak ¢oziimlenmesine bagli olarak
sekillenir. Cikis noktas1 gorsel algilardir. Gozle fark edilen somut veriler kabul edilen kelime
ve climle tizerinden anlam boyutuna erisir (datengeleitet). Tipik temsilcisi ise Philipp B.

Gaugh'tur.

-Yukaridan asagiya dogru hareket etme (top-down) veya onbilgilerin yonlendiriciligiyle
okuyup anlama siirecidir (wissengeleitet). Kisaca tiimdengelim yontemi diye tanimlayabile-
cegimiz bu modelde Onbilgiler esliginde (sema teorisi) okuyucunun metni algilayis sekli,
metinden kaynaklanan veya ona dayanan hipotezler ile siire¢ tamamlanir. Tipik temsilcileri
Goodmann ve Smith olan bu yaklasimda okuma-anlama, kisilerin 6nceden edindikleri ve
hazir halde bulunan aktif veya pasif bilgilerin harekete gecirilmesiyle gerceklesir. Dilimiz
agisindan buna kanit olarak “mhtsm slymn” misalini verebiliriz. Ortalama bir okuyucu bu-
radaki eksik bulunan tinlii harfleri fark ederek kelimeleri “Muhtesem Siileyman” seklinde
okuyacaktir. Yukaridan asagiya dogru hareket eden okuma modeli her asamadan yeniden
tanimlanmasi gerektiginde ise tamamen degisen okur tahminleri veya beklentileri tizerinden
yuritiliir. Farkli en kiigiik bir bilgi, bu tahminlerin yeniden tanimlanmasina yol agacaktir.

! Yazma acgisindan oldugu kadar okuma agisindan 6nemli hususlardan birisi metnin biitiinliigiinii, unsurlarin
kendi aralarindaki baglarin1 kavramaktir. Dil 6greniminde siklikla karsilasilan sorunlardan bir tanesidir. Konu,
metin dil biliminde iki kavram yardimiyla ele alinir. Bagdasiklik (Kohasion): Miinferit climleler aralarinda (bag-
laglar, zamirler) yardimiyla gramer yoniinden kurulan baglantilar, saglanan biitiinliiktiir. Tutarlik (Kohéarenz):
Metnin tamamindaki mantiksal biitiinliiktiir. I¢erik acisindan kurulan uyumdur.
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Ehlers (1992) her iki goriisii birlestirerek etkilesimli bir model {izerinde durur. Yukarida
Ehlers’in sadelestirerek ortaya koydugu okuma siirecinin basamaklar1 arasinda tek yonlii bir
hareket s6z konusu degildir. Okuma aninda yukaridan asag1 veya asagidan yukar1 karsilikl
hareketler yasanir. Her seferinde de yeni veya farkli anlamlar giindeme gelebilir. Okuma
aninda siirekli gelis gidisler anlam farklilarmi hatta degisimlerini yaratir. Metin okunurken
asagidan yukar1 dogru hareket edilir; anlam yaratmak igin ise geriye dogru hareket s6z ko-
nusudur. Mekanik olmayan bu siire¢ anlam sorunu baslig: altinda basl basina bir ugras ko-
nusudur. Pek ¢ok disiplin ile alakas1 bulunmaktadir.

Ehlers okumanin temel baz1 6zelliklerini su sekilde vurgular.
-Amaca bagimlilik: Okuma her zaman i¢in belli bir amag¢ dogrultusunda sekillenir.

-Tercihlere baghdir: Kisi okuma stirecini, kendi se¢imini kendi tercihleriyle yonlendirir.
Yani o metinde istedigi yeri istedigi tarzda okuyabilir.

-Tahminlerle sekillenir: Okuyucu, okuma aninda énceden sahip oldugu hazir bilgileri
hareket gegirerek olasiliklar iizerine siirekli tahminlerde bulunur ve bunlar aracihiiyla iler-
ler. Tahminlerin her an yeniden tanimlanmas: da miimkiindiir.

Okuma stratejileri: Okuma stratejileri, basarili bir okuma igin uygulamaya konan zihin-
sel davraniglar biitiiniidiir. Bir anlamda problem ¢6ziimii siirecidir.
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-Metakognitif (iistbiligsel) stratejiler okuma ve anlama siirecine yonelik kisinin kendi uy-
gulamaya koydugu stratejilerdir. Okuma ediminin anlam ve amaci konusunda kiginin ken-
disini bilingli kilmasidir. Bunlar planlama (Ne bilmek, 6grenmek istiyorum? Nasil bir yon-
tem kullanmaliyim, nelere dikkat etmeliyim gibi sorulardan yararlanilabilir, denetleme
(Dogru anladim mi1? Ne gibi problemlerle karsi karsiyayim?), yonlendirme ve sonuglarin
gozden gecirilmesi (Gerekirse geri donerek yeni bilgiler edinmeye ¢alisilmasi, okumaya de-
vam edilmesi)-degerlendirilmesi (Hedeflenen amaclara ulasilip ulagilmamasi, asil mesajin
ogrenilmesi, varsa diger mesajlarin kavranilmasi vs.).

-Kognitif (zihinsel) stratejiler ise malzemeye baglh olarak giindeme gelen okuma davra-
niglaridir: 1-Dilsel veya dil dis1 bilgilerin kullanim, 2-Yiiksek bilgi degerine sahip metin un-
surlarinin kullanilmasi, 3-Metin yapisiyla ilgili bilgileri kullanimi

Okuma cesitleri: Metinler genellikle aymi ritim veya ilgiyle okunmaz. Giindelik yasamda
karsilasilan degisik ihtiyaclar veya kisisel tercihlerden dolay: degisik okuma ¢esitleri/stilleri
s6z konusu edilmektedir.

Sesli ve sessiz okuma': Metinlerin sesli veya sessiz bigimde okunmasini esas alan bir si-
niflama modelidir:

Sesli okuma, kisinin elindeki metni genellikle baskalar1 i¢in seslendirmesidir. Metin ile
goziin hareketleri birebir ortiisiir. Bagkalarin bilgilendirmek revagtadir. Okuma aninda kisi-

nin dikkati nispeten daginiktir. Gegici ve niyete bagilidir.

Sessiz okuma ¢ogu simniflandirmanin ¢ikis noktasidir. Dilimizde kullanilan bazen de
karmasikliga sebep olan isimlendirmeler sessiz okumanin altinda yer almakta fakat onun
derecelerini veya baska bazi etkinlikleri ifade etmek tizere kullanilmaktadir. Mesela elestirel
okuma, soru sorarak okuma gibi isimlendirmeler sistematik temellere sahip degildir.

Sessiz okuma kisinin kendi 6zel durumuna gore sekillendirdigi bir okuma seklidir. Hiz
kisiseldir. Odaklanmanin artti§1 veya azaldig, sigramalarin yasandig1 anlar bulunur. Genel-
likle goz ile takip yapilarak bilgi edinme ve isleme esastir. Metin ile goziin hareketleri ara-
sinda birebir ortiisme veya diger bir ifadeyle sabitlenme yasanmaz. Yer yer atlamalar miim-
kiindiir hatta zorunludur da.

Gozlerin harfler iizerindeki kalis hizindan dolayi sessiz okuma kendi iginde ikiye ayril-
maktadir.? Hatta soyle soyleyebiliriz: Okur agisindan bilginin kaynagir dogrudan dogruya
metin midir? Veya okuyucu metnin anlami konusunda kendisinin zaten 6nceden sahip ol-
dugu bilgilerden mi yararlanmaktadir? Metnin kelimeleri, ctimleleri veya konusu tanidiksa

! Sessiz okumaya nazaran sesli okuma, tarihi agidan daha 6nce gelir. Neredeyse matbaanin icadina kadar az sayi-
da insanin okuryazar oldugu bir diinyada sesli okuma yaygindir. Sinirl sayidaki el yazmasinin tekrar okunmala-
rina dayanan sesli okuma diinyasinda metinler biiyiik bir sayginliga hatta kutsalliga sahiptir. Matbaanin gelisi-
mine paralel olarak ortaya cikan sessiz okuma kiiltiirii “sessiz” bir devrimdir. Yogun okuma yerine yaygin ve
tiiketici okuma tiirii hakim konuma yiikselir. Ortaya ¢ikan ¢ok sayida metni ihtiyaglarimizla bagimli okur tiirle-
rinden birisiyle okuruz

2 Miinferit baz1 okuma uygulamalari: Altin1 ¢izme-vurgulama (markieren) veya fark ettirme, temel baz1 kavram-
lar1 tespit etmek, metnin diisiince akisi semasini ¢ikarmak, sorular sormak, metnin baghigindan, kapagindan ya-
rarlanmak, boliimler arasinda karsilagtirmalara girismek, degisik 6zetlemelere girismek
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veya metne yonelik onceden bir sekilde asinalik bulunuyorsa, okuyucu kelimeleri teker teker
okumayacak ve hizlica bir sonraki ciimle ya da paragraflara gegecektir.

Okurun, bilgilerinin bir kismini metinden bir kismini ise zihninde 6nceden var olan se-
malardan (hazir onbilgilerden) edinmesi boyle bir ayrim agisindan kurucu ilkedir. Metindeki
bilgilerin okur agisindan tanidik gelmesi halinde okuma hizlanacak, aksi durumda yavasla-
narak odaklanma veya sabitlenme (goziin ilgili kelime veya ciimleler {izerinde kalis siiresi)
artacaktir.

Buna gore sessiz okuma gesitleri sunlardir:

-Yogun okuma (intensiv): Metnin igerigine degil dili iizerine odaklanma gerektiren bir
okuma tiirtidiir. Sinava hazirlanan bir 6grencinin ders kitabini okumasi anindaki durumun-
da veya yabanc dil dgrenenlerin baslangic donemlerindeki davranislarinda oldugu gibi
metnin biitiinii anlasilmaya ¢alisilir: Yavas, ayrintilar1 gozeten, analitik, etkili bir okuma sek-
lidir. Yogun okuma, okuma hizin1 yavaslatacagindan kisinin metnin biitiiniinden elde etmesi
gereken yararlar1 azaltacaktir.

-Yaygin okuma (extensiv): “Yaygin” ifadesini “yogun” kelimesinin zitt1 anlaminda kul-
lantyoruz. Goziimiizle siizerek, seyrek okuma bic¢imidir. Gazete okuma Ornegindeki gibi
duruma bagh olmak iizere okurun metnin igerigine hakimiyetinin 6n planda oldugu bir
okuma seklidir ve burada hizlh okuma amaglanir. Normal kosullarda gerceklesen okuma
tarzidir. Temel ilke, metnin ele aldig1 konular hakkindaki okuyucunun hakimiyet gayretidir.
Icerik odaklidir. Bu okuma sekline giinliik yasamda sik sik bagvururuz. Kendi iginde derece-
lendirmek miimkiin fakat bunlara kesin smirlar koymak zordur. Kald: ki okuma hicbir za-
man tek diize akan bir siire¢ degildir. Ilginin veya odaklanmanin arttig1 veya azaldigi, sicra-
malarin yasandig1 donemler bulunmaktadir.!

Bunun ana veya yabanca dil 6grenimi igin kullanildig: etkinlige ise “serbest okuma” veya
“keyif almak amagli okuma” denilebilmektedir.>

Okumay1 etkileyen unsurlarin basinda okuyucu kokenli sartlar gelir. Okurun niyeti ve
sahip oldugu nitelikler ile metnin 6zelliklerinin temel unsur olmasinin yaninda bagka etken-
lerin varlig1 da ileri siiriilebilir. Kisaca okuma, metin ve onun muhatabir durumundaki oku-
run iligkisiyle viicut bulur.

! Asagidaki siniflama yaygin olarak kullanilan sessiz okuma gesitlerini igerir. Ancak bahsedilen okuma sekilleri,
yogun ve yaygin okuma arasinda degisik derecelerde yer bulur. Karisikligi énlemek acisindan buraya aktardig-
miz bu gruplarin sinirlarini kesin bicimde tanimlamak zordur. a-Oylesine okuma (kursorisch): Metni goz gezdi-
rip gerektiginde hakkinda bazi bilgileri derlemeye hizmet eden okuma tiiriidiir. b-Se¢imli okuma (selektiv-
global): Amaglanan hedefler konusunda metnin icerdigi bazi bilgileri aray1p bulmaya odaklanan okuma tiirid{ir.
S6z konusu bilgiler otobiis veya ugagin hareket saati, baz1 isimler veya istatistiki bilgiler vs. olabilmektedir. c-
Yogun okuma (intensiv-total): Okur metindeki biitiin ayrintilar iizerine odaklamir. Noktas1 noktasina okumak
seklinde. Sadece kiiclik bir not olarak belirtirsek: Yabanci dile baslangi¢c donemlerindeki okuma bu tiire yakindir
(foreign reader). d-Bunlara ayrica edebi-estetik diyebilecegimiz estetik deneyimler pesinde kosan bir okuma tii-
riinil veya keyif almak amagli okuma tiiriinii de dahil edebiliriz.

2 Teminoloji sorunu: “Extensiv” okuma kavramini iki anlamda kullaniyoruz. Birincisi “intensiv” (yogun) okuma
tarzinin zitt1 olarak, ikincisi ise daha dar ve 6zel bir anlamda dil 6grenimini gelistirme uygulamasi olarak. S6z
konusu bu 6zel kullanimi ise “serbest okuma” tabiri baglig1 altinda ayrica ele alacagiz.

34



Metnin ozelliklert Okuyucunun é6zellikleri

-Anlasiirhik diizeyi -Segilen stratejinin etkisi
-Karut yvogunlugu -Kisa bellegin kapasitesi
-Tutarlik diizeyi -Onbilgi

-Kelime siklig: -Amag

-Ctimle uzunlugu -Beklenti

Metnin uzunlugu Aktaran: Neuner

Okur ve metnin birbirlerine yakinlastig1 6lciide, hatta Ortlismesiyle anlama stireci ta-
mamlanir. Tabii bu da her zaman miimkiin degildir.

Islevler: Bilgiye erisim ve iletisimin yollarini sonuna kadar agan ve insanlik tarihinde
onemli bir merhale tegkil eden okuma ve yazma becerileri birbirleriyle i¢ ice gegmis siireg-
lerdir. Biri ayn1 zamanda digerini gerektirdiginden ortaya cikiglarini 6ncelik sirasina gore
tanimlayamayiz. Bilginin yolu okuma edimi iizerine bina edildiginden giinliik hayatin her
alanina sirayet etmistir. Belki de onlarca disiplinin galisma konusu olan okuma edimi anadili
ogrenimi, egitim-6grenim veya ¢ocugun sosyalizasyonu gibi sayilar1 daha da artirilabilecek
islevlere sahiptir.! Ancak bunu belirli bir sistematige baglamak miimkiindiir.

Groeben’e ait ayrintisin1 agsagida vermeye calisacagimiz sistematigin bazi ilkelerini goz
oniinde bulundurmak gerekebilecektir. Sistematik oncesi ve sonrasiyla okuma basamaklar:
bir arada degerlendirilmekte, kurmaca ve nesnesel metin ayrimi gozetlenmekte ve son olarak
motivasyon ve bunun yaratti$1 sonuglar esas alinmaktadir.

! Okuma iglevlerinin tarihsel 6rnekleri mevcuttur.: Matbaanin yayginlasmasiyla hakim hale gelen yazil kiiltiir
ile birlikte gerceklesen aydinlanma ile birlikte okumanin hem tarihsel islevlerini hem sistematik denilecek islevle-
ri su sekilde smmiflandirmak miimkiindiir. 1-Aydinlanmaci okuma: Oncelikle aydinlanmanin ruhunu tasir ve
okumanin biligsel ve pragmatik boyutuna odaklanir. Okuma, 6zellikle bilgi edinmeye, akli kullanma becerisine
yonelikti ve ahlaka hizmet igin gorevli sayilirdi. Bu amacla nesnesel-teknik metinler ile kanitlayic1 yonii bulunan
(argiiman) metinler 6n plandaydi. Burada okuma kisinin kendi akli iizerine insa ettigi bir yetenegi kazanmasi
demektir. Edebi olan veya olamayan metinlerin bilgi ve sosyal davranislar agisindan alimlanmasi bazi 6zel kosul-
lar yaratir. Kisi onlar sayesinde, iistlendigi sorumlulukla topluma katkilar yaratacaktir. Buna gore okuma kisinin
oncelikle resit hale gelmesini, 6zgiirlesmesini saglamistir. Akil gerekli bilgileri edinen kisinin kendisini dilegince
kurmasi zeminini olusturur. 2-Klasik ve romantigin idealist ve yeni hiimanist egitim felsefesinden esinlenerek
one siirdiigii okluma anlayist. Yeni siar edebiyat: goklere ¢ikariyordu. Fakat sanattan ise hi¢bir ¢ikar gézetmiyor-
du. Kisilerin edebiyat eseri okuyarak estetik deneyimleri, dil hassasiyetini ve tarihsel-kiiltiirel diisiinceleri bir
biitiinliik altinda sentezlemeleri gerekiyordu. 19. asrin egilimi yiiksek edebiyata ait kanonik eserlerin okul prog-
ramlarma alinmasi sonucunu dogurdu. Estetik degerlere haiz edebi eserlerin okunmasi kisinin varolussal gelisi-
minin oniinii agmaktadir. Bu amaca erismek icin ise giinliik dil kullanimina konulan mesafe ile kisinin gelisimine
ve egitimine katki yaratilmalidir. Edebiyatin katkisi ise estetik duyarliliga ve tarihsel tecriibelere dair diistinceler-
dir. Kendi kendini gelistirme-egitme siirecini miimkiin kilmistir. Yukaridaki iki goriisiin simirlar tartismali olup
tarihte cogu zaman yan yana hatta rekabet iginde tutulmusglardir. Normatif ve ideal bir durumu &ngoériirlerse de,
boyle bir hedefe asla ulasilamamustir. 3-20. asrin ikinci yarisinda sekillenmis olsa da bayag: edebiyat tizerinden
geriye dogru tarihsel kokenlerini bulmak miimkiindiir. Bu goriis yiiksek ve eglence kiiltiirii ayrimini ortadan
kaldirir. Yasanti veya yasanmisligi kural haline getirir. Buna gore okuma sevincini kapsar. Kisinin edebi veya
nesnel metinleri okuma deneyimlerinden kisisel hazlara daha dogrusu yasama sevincine ulasmasi hedeflenir.
Estetik hazlar ise geri plana diiger.
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Kurmaca metinler Kurmaca olmayan metinler

Anlam tesisi/ Metni kavrama

Bilgi (Bilgiye erisim, degerlendirme

Siireg Keyiflenme (Heyecen, seving/iiziintii .
. . g kanita doniistiirme davrams becerileri
estetik haz, fantazi, dinlenme)
kavrama)
Birincil fantazi- Geligim Kamnita dayals iletisim

Estetik duyarliligin ve dil zenginliginin geligimi

Kisisel - .. . . .
Boyut Otekinin varligin onaylanmas: Politik kanaatlerin tesisi
Empati, ahlaki biling ve yasamla biligsel oryantasyon,
P §veyas
ilgili konulardaki kimligin bilgilerin derinlestirilmesi
desteklenmesi (6zellikle mesleki gelisim acisindan)
Olas1 (vs. gercek) diinyalar hakkinda diigiinceler
Sosyal Kiiltiirel bellegin gelistirilmesi Toplumsal yapilarin , sosyal degisimlerin
Boyut veya korunmas: a.rl.lasﬂmag veya gozlenmesi

Siire¢ ve sonuclar: acisindan okumanin islevleri (Groeben'den aktaran Garbe 2009)

Tablodaki unsurlar1 su sekilde izah edebiliriz.

1-Islem basamagr: “Siireg” ilk basamak olup dogrudan dogruya okumayla ilintilidir.
Metnin kavranilmasiyla biten bu dénemde zihin diinyasinda anlam tesis edilir. Harfler, ke-

limeler, ctimle {izerinden metnin biitiinliigiine ulasilir.

Okunacak kurmaca metinlerin yaratacagi eglence veya sohbet duygusunun
(Unterhaltung) degisik tiirlerinden bahsedilebilir. Duruma bagli olarak gerilim, seving,
tiziintii, estetik haz, hayal diinyasiin uyarilmasi, kisaca kisilerin iglerindeki bazi yiiksekler-
den kurtularak arinmas1 duygusu basat roller {istlenir.

Nesnesel metinler ise olmasi gerektigi gibi okurlarmi bilgilendirirler. (Bilgiyi edinme, is-
leme, degerlendirme, gerekgelere baglama, davranislara veya davramis degisikliklerine yol
acmasi vb.) Tkaz notunu okuyan kisinin elektrik tellerinden uzak durmasi gibi.

2-Kisisel boyut: Okur agisindan sonuglarin giindeme geldigi bir boyuttur. Hem kurmaca
hem nesnesel metinler acgisindan iki ana unsur dikkat ceker.

-Estetik duyarliligin artmasi ve dil zenginliginin saglanmasi
-Olasi (vs. real) diinyalar hakkinda diisiincelere yol agmasi

Kurmaca metinler 6ncelikle okurlarin hayal diinyasinin (fantezi, muhayyile) canlanma-
s tetikler ve destekler. Burada empati, ahlaki biling ve yasam kimligimizin gliclenmesinin

yaninda bagka insanlarin varliginin taninmasi gergeklesir.

Nesnesel metinler ise kanita dayali iletisim seklidir Bu tiir metinlerin okunmasiyla poli-
tik kanaatler meydana gelir veya bilginin zenginlesmesi 6zellikle mesleki egitim ile saglanir.

3-Toplumsal boyut: Kisisel okuma edimleri topluma doniik bazi izler birakir.
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Kurmaca metinler kiiltiirel bellegin sekillenmesini veya korunmasini saglar.

Nesnesel metinler ise toplumsal yapilarin ve sosyal doniisiimlerin anlasilmasini kolay-
lagtirir.

Sonug olarak, glintimiiz toplumu uzun zamandir egitim ile baglantili olarak bilgi veya
medya toplumu gibi isimlerle anilmaktadir. Bu siirecte ise okuma becerisinin énemini koru-
maya devam edecegi asikardir.
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Fiiruzan'in “Berlin’in Nar Cicegi” Adl Eserinde Otekilestirme
Unsurlan

Dog. Dr. Biilent KIRMIZI"

Osmaniye Korkut Ata Universitesi

Giris

1932’de diinyaya gelen Fiiruzan, 1975-76 yillarinda ilk kez Almanya’ya gider. Yazarlik
kariyerine 1956’da dergilere gonderdigi hikayelerle adim atan yazarin asil ad1 Feruze’dir ve
1956-1968 yillar1 arasinda Olumsuz Hikaye, Tagsrali, Miinip Bey’'in Giinliigii, Piyano Cala-
bilmek ve Nehir gibi birgok hikaye ve oykiisii yayimlanir. Farkl tiirlerde eserler kaleme alan
yazarin ilk kitab1 ayn1 zamanda, 1972’de Sait Faik Hikaye Armagani'na da layik goriilen Pa-
rasiz Yatili adli eseri olur. 1972-82 yillar1 arasinda pek ¢ok kitap yayimlayan yazar nihayet
1974 yilinda Kirk Yedililer adli ilk romanini ve 1988’de de ikinci romanini olan Berlin’in Nar
Cigegi adl1 eserini yayimlayarak yazarlik kariyerinin zirvesinde oldugunu kanitlar. Fiiruzan
aldig1 odiillerle, yayimlanmis roportaj, gezi, siir, oyun, roman ve ¢ocuk kitaplariyla yasami
farkli bakis agilariyla gézlemleyip degerlendirebilen ¢agdas bir yazar kimligine sahiptir.

Yazar Tiirkiye’de 1970'1i yillarin siyasi, ekonomik ve kiiltiirel sartlar1 dahilinde diisiiniil-
diiglinde Adalet Agaoglu ve Sevgi Soysal gibi kadin yazarlarla birlikte yazin diinyasindaki
birka¢ kadindan biridir. Fliruzan yazilarinda pek uzaga gitme ihtiyaci hissetmez, ¢linkii gev-
resinde her an bulunan fakir, issiz, kimi zaman siddet goren ancak bas1 her zaman dik olan
Tiirk kadini, onun eserlerinde hayat bulur. Kimi zaman benzer ve kimi zamanda birbirinden
¢ok farkli karakterlerin yer aldig1 eserler genis bir tipoloji yelpazesine sahiptir ve ¢ogu za-
man da gergek hayattan olmasa da kahramanlar kadindir. Fiiruzan kadin olmanin vermis
oldugu derin hissiyat becerisi ile Tiirkiye’deki disil bakis agisin1 es, kiz kardes, biiyiik anne,
gelin karakterleriyle olumlu, geng kiz tiplemeleriyle de hem olumlu hem de olumsuz bir
bi¢cimde yansitir. Yazar yasadigi donemin sosyo-ekonomik ozelliklerini yansitan toplumcu
gercekci bir tarzda kaleme aldig1 eserlerinde yoksuldan yana tavir alirken, zengine ve aga
karakterlerine karsi: da mesafeli bir durus sergiler.

Kigiik yaslardayken babasini kaybeden ve imkansizliklar nedeniyle okul hayatina erken
veda eden yazar, ge¢misinde koy tecriibesi bulunan bir¢ok yazar gibi Tiirk insanmnin ¢ileli
yasam seriivenini daha ¢ok kiz ¢ocuklari ile dul ve kimsesiz kadinlar tizerinden verir. Geri
dontis tekniginin oldukga sik kullanildigr eserlerde Almanya’daki Oma’larin tistlendigi go-
revi nineler yerine getirerek engin hayat tecriibelerini gozler oniine sererler. Fiiruzan'in Re-
dife, Hediye, Servet Hanim ve Sehrezat tiplemeleriyle ¢ocuklarin masum diinyalarinda ya-
sadiklar1 bin bir giigliikleri yansitan sembolik karakterlerdir. Ote yandan genglik atesinin yol
actig1 yanhislar da geng kizlarla dile getirilir. Caliskan, azimli ve hayat cogskusunu ellerinde
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tutan geng kizlarin yaninda paranin goz kamastiric1 yanilsamasina aldanan kizlar da 6rnegin
Nesibe gibi onun eserlerinde yerini alir. Fiiruzan'in kaleminden dokiilen sozciikler estetik
hazzmn yaninda 6gretici olma gayesi de tasir. Nagehan ve Hatice gibi kadin karakterler iize-
rinden dogru diiriist ve idealist olmanin insan yasamindaki onemini dile getiren yazar, ¢o-
cuk sahibi orta yagh Anadolu kadin tiplemeleriyle de fedakarligin kimliksel bir hal aldigini
vurgular. Kocas: 6lmiis ya da, kocas: tarafindan terk edilmis kadinlar kendi hayatin1 gome-
rek, ¢cocuklari i¢in var olmaya ¢alisan anne modelini ortaya koyarlar.

Go¢ ve Gogiin Edebiyata Yansimalar

Gog, zorunlu ya da istege bagli olarak mekan degistirmektir. Bireysel olabildigi gibi
gruplar halinde de gerceklesebilen gog¢ siyasi, ekonomik, iklimsel ve toplumsal nedenlere
dayali olarak gerekgelendirilebilir. Tiirklerin 1960’'larda Almanya’ya gerceklestirdigi gog
irdelendiginde uluslararasi, kalici, gruplar halinde, goniillii ve yasal oldugu anlasilmaktadir.
Kisilerin herhangi bir zorlama olmaksizin kendi arzular1 dogrultusunda isgticii olarak yurt
disina gitmeleri, ekonomik sikintilara dayali olmasi nedeniyle bir anlamda zorunlu hale
gelmistir. Almanya’nin II. Diinya Savasi’nda maglup olmasina ragmen gerceklestirdigi sa-
nayi atilimlar is giicli ihtiyact dogurur. Cephede savasan ¢ogu erkegin geri donmemesi ya
da sakat donmesi, Almanya’da calisabilecek erkek sayisinin yetersiz olmas: gibi nedenler is¢i
alimini zorunlu kilan neden arasinda yer almaktadir. Marshall yardimlariyla biiyiiyen eko-
nomiye kadinlarin katilimi azimsanmayacak oranda biiytiiktiir ancak hem evdeki ¢ocuklarin
bakim maliyetleri, hem de agir sanayide erkek giicline duyulan ihtiya¢, Almanya’y1 yurt

disindan is¢i getirmeye yonlendirir.

Almanya’ya ilk gidenler esini ve ¢ocuklarini geride birakan erkekler olur. Zamanla isle-
rin yoluna girmesi ile birlikte aileler de getirilir ve en biiyiik sorunlar da bu noktadan sonra
baglar. Almanlarin Tiirklere ev kiralamak istememesi konut problemini ortaya ¢ikarirken,
memleketten gelen ¢ocuklarin ve kadinlarin yeni ortama uyum saglayamamasi da asilmast
gli¢ sorunlar yumag1 haline gelir. Dil bilmeme, yeme-i¢gme aliskanliklari, insanlar arasi iliski-
ler, giyim tarzi ve toplum igindeki gorgii kurallar1 gibi kiiltiirel problemler yeni gelenlerin
uyum saglamada zorlandiklar1 konulardir. Almanya’y1 act vatana dontistiiren bu etkenler
ikinci ve tigtincii nesillerde ortadan kalksa da yarim asirdan fazla bir siire Almanya’da bulu-
nan Tiirk iscileri halen igsellestirilememis ve yabanci olmaktan kurtulamamaistir.

Almanya’ya calismak tizere giden Tiirk is¢iler omuzlarinda tasidiklar: agir yiikiin bilin-
cindedir. Bir yandan geride biraktiklar: es ve ¢ocuklariin 6zlemi ve maddi ihtiyaclari, diger
yandan anne-baba ve kardeslerin ekonomik beklentileri ama en 6nemlisi de onlari is¢i olarak
gonderen Tiirkiye Cumhuriyeti devletinin doviz beklentisi onlara yiiklenmistir. Ayrica uzun
vadede bu isciler vasitasiyla Avrupa ile entegrasyonu gergeklestirme ve yine onlarin zaman-
la memleketlerine donerek, Almanya’da edindikleri bilgi ve tecriibeleri aktarmalar1 plan-
lanmaktadir. Ancak ne yazik ki Almanya’ya giden isciler, Almanya’ya kars1 hissettikleri dini
ve milli nedenlere dayanan olumsuz 6n yargilardan dolay1 2000'1i yillarda dahi adaptasyon
problemi yasamakta ve bu nedenle de iki iilke arasinda sosyo-kiiltiirel baglamda bir koprii

tistlenmekten ¢ok uzaktirlar. Kesin doniis yapanlarin is yerleri acarak istihdam yaratmalar:
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ya da edinmis olduklar bilgileri kullanarak insan giiciine ve ekonomiye katkida bulunmalar:
gerceklesmez, ciinkii donen vatandaslar Tiirkiye’de birikimlerini riske atmak istemezler.

Almanya’da misafir is¢i olarak bulunan Tiirkler zamanla misafir olmadiklarini, kalic1 ol-
duklarmi hissettirirler ve boylece kendi aralarinda gettolasmaya ya da gruplasmaya baglar-
lar. Alman devletinin de ¢ok sonralar1 kabul ettigi bir durum vardir ki, o da isci kokenli
Tiirklerin uyum siireci noktasinda neredeyse hig¢ bir gayret ve hazirlik yapmamuislardir. Bu
durum diger milletlere gore Tiirklerde daha fazla marjinallesmeye ve ice doniik bir toplum-
sal yapinin ortaya ¢ikmasina neden olur. Tiirklerin Alman toplumuna uyum saglayamamasi
sonraki zamanlarda daha farkli sorunlarin da kaynag: olur. Ozellikle 19701i yillarda dini ve
siyasi gruplarin hedefi olan Tiirkler yavas yavas kendi aralarinda boliinmeye baglarlar. Artik
bu doénem itibariyle Tiirkler arasinda birlik ve beraberlikten s6z edilemez. 1970’1 yillarin
sonlarma dogru ana vatanda yasanan siyasi calkantilarin yol acti81 bir hareketlilik daha var-
dir ki, o da siyasi suglu ya da goriisti itibariyle sakincali bulunan kisilerin yurt digina stirtl-
mesidir. Siirgline maruz kalan kisiler arasinda Tiirkiye’de yazarlik hayatina baglamis fakat
diinya goriisiinden dolay1 o anki siyasi konjonktiir agisindan sakincali bulunmus kisiler var-
dir. Bu aydinlar Almanya’ya gittiklerinde, oradaki gozlemlerini dile getirmek amaciyla farkl
edebi tiirlerde eserler kaleme almiglardir. Almanya’da edebi {iriinler verenler elbette tama-
men Tiirkiye’den gidenlerden olusmaz ancak bu yazarlar arasinda ilk nesli temsil eden ve
Tiirkge yazan Yesilova dogumlu Fakir Baykurt (1929-1999), Ardahan dogumlu Dursun Ak-
cam (1927-2003), Istanbul dogumlu Nevzat Ustiin (1924-1979), Odemis dogumlu Fethi Savas-
¢1 (1930-1989), Sanlurfa dogumlu Bekir Yildiz (1933-1998), Corlu dogumlu Kemal Kurt
(1947-2002), Yozgat dogumlu Ozdemir Basargan (1935-), Istanbul dogumlu Aras Oren (1939),
Canakkale dogumlu Giiney Dal (1942-), Izmir dogumlu Yiiksel Pazarkaya (1940-) ve daha
bir¢ok isim bulunmaktadir. Balci, Tiirklerin Almanya’da yasadiklarini yaziya aktarmalarinm
su sekilde dile getirir:

“Iscilerin Almanya’ya gog edip orada calismaya baslamasinda kisa bir siire agir is kosul-
lar;, Alman kiiltiiriine ayak uyduramama, memleket hasreti gibi temel konulardan otiirii
duygusal ¢okiintii yasamaya baslamis, bu duygularini olusturduklar: edebi eserlere yansit-
maya baslamislardir” (Balc1 & Akgiin, 2018: 2018)

Bunlardan toplum igin sanat anlayisini benimseyen Dursun Ak¢am Koy Enstitiistiniin
ardindan Gazi Egitim Enstitiisiinde 6grenim goérmiis aydin bir kisiliktir. Bircok roman ve
oykii kitab1 olan Akcam, 12 Eyliil doneminde sakincali kisiler arasinda yer aldig: igin Al-
manyanin yolunu tutar. Agaliga, beylige ve haksiz olan her tiirlii kazanima kargs: kalemiyle
isyan eden Akcam, toplumcu gercekgi iislubu ile ezilenlerin sesi olur. Almanya’daki aydinla-
r1 yazmaya iten sosyal, politik ve ekonomik etkenlerin disinda haksizliklara ve adaletsizlige
olan dik duruslar1 olmustur. Edebiyat estetik haz vermenin yaninda tarihsel gercekliklere de
ayna tutmaktadir. “Edebiyat hem bir iilkenin kiltiirtinii, dilini, insanun1 anlamamaiza yar-
dimc1 olmakta, hem kisinin kendi ‘duygu-akil dengesine ulasmasint’ saglamaktadir” (Oztiirk
& Balq, 2016: 61).

Tiirklerin ~ Almanya’da yaptigi edebiyat farkli isimlerle anilmistir. Ornegin
Gastarbeiterliteratur (Misafir Isci Edebiyati), Emigrantenliteratur (Go¢men Edebiyatr),
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Interkulturelle Literatur (Kiiltiirleraras1 Edebiyat), Migrationsliteratur (Gog Edebiyat1) gibi
adlandirmalar, yazarin biyografisine, eserin konusuna ve eserin yaymmlandigi doneme gore
degismektedir. Kimi yazarlar gog¢ siirecini bizzat yasayarak tecriibe ederler ancak Fiiruzan
gibi bazi isimlerse eserlerinde go¢ olgusunu tematik olarak islerler. “... Bekir Yildiz'in ve Fa-
kir Baykurt'un biyografisinden yola ¢ikildiginda her iki yazarin eserleri go¢men kimlikleri
olmasi sebebiyle ‘konuk isci yazin1” altinda ele almabilir. Fliruzan ise gogili yasamadigy; fakat
go¢ konusunu ele aldig1 igin eserleri ‘go¢ edebiyat1” altinda incelenebilir” (Kahveci, 2018: 14).

Berlin’in Nar Cicegi’'nde Otekilesme

Fliruzan'in 1988'de yayimladig1 bu basarili romanm1 Almanya’ya go¢ ederek ekmegini
makine diglileri arasindan ¢ekip ¢ikarmaya calisan bir Tiirk ailesini konu edinir. Fiiruzan'in
hem bu eserinde hem de diger eserlerinde olay Orgiisiinden ¢ok mevcut duruma yd&nelerek
tespitlerde bulunmas: onun semantik ac¢ilimlar yapmasini zorunlu kilar. Yazma {islubu ile
ilgili soyledikleri de bunu dogrular niteliktedir:

“Durum yazar1 olmak bastan sectigim bir seydi. Bu anlatim tiirti Cehov’da essiz bir ba-
sartyla goriiliir. Acikca sOylenenlerin ardindaki istii ortiilenler bize hemen ulasir. Sozctikler
acgikladiklarindan daha ¢ok seyi duyurmay: basardig: dl¢iide edebiyati giiclendirir” (Sen,
2006: 41).

Gegmisinde go¢ olmayan yazar, Almanya’daki Tiirk isgilerini uzun siire gozlemler ve
onlarla ilgili de derin tespitlerde bulunur. Fiiruzan diger bir¢ok yazar gibi muhtelif olaylar
tizerinde durmaktansa genellestirir ve tespitlerini tiim bir topluma mal eder. Yazarin kendi-
sinin de ifade ettigi bir durum yazari olarak, go¢gmen iscilerin durumunu, “Evsahipleri” adli
eserinde su sekilde dile getirir:

“Anavatanindan koparilarak —bir dol yatagr sayilabilir orasi insanoglu igin- ikinci kez
diinyanin hayhuyuna terk edilen insan, iistelik bir anlamda her agidan anadan dogma ¢iplak
gibidir bu yeni konumuyla; iste bu yollanisin trajik ve komik 6gelerini uzun stire bir kag ku-
sag1 da kapsayacak denli derin yasayacag1 da bir gercektir” (Fiiruzan, 2010: 27).

Boliim basliklar: olmayan roman bir Alman kadinin bakis agisiyla kurgulanmistir. Tiirk-
¢e acitklamalarina yer vermeden Almanca sozciik ve climlelerin kullanildig1 eserde, savastan
yeni ¢ikmis ve yaralarini endiistri ile sarmaya ¢alisan Alman toplumunun yeni yiizii yansiti-
lir. Yazar, i¢inde yasanilan ani flashback teknigi ile gegmise giderek aydinlatmaya ¢alisarak,
okurun ayni zamanda bir tarihsel yolculuk yapmasini da saglar. Eserin can alic1 noktalarin-
dan biri de diger bircok Almanya romaninda oldugu gibi "Oma" “karakterinin kullanilmis
olmasidir. Fiiruzan'in romaninda yer alan Frau Elfriede Lemmer de diger Alman yashlari
gibi giiven duyabilecegi, sohbet edebilecegi dost ararken misafir is¢i olan Sivasli Selman
Korkmaz ile karis1 Gilildane Korkmaz'la tanisir.

Bes yildir Almanya’da bulunan Korkmaz cifti Kamber, Adem ve Ummiihan adli cocuk-
lar1 ile birlikte Frau Elfriede Lemmer ile tanisacaklar1 yeni bir eve tasmirlar. Frau Lemmer
yasli Alman insanina tipik bir 6rnek tegkil eder. Cogu savasta esini yitirmis bu yasli Alman
kadinlar1 6z ¢ocuklarinin dahi merhamet etmedigi ilgiye ag, yalniz tiplerdir. Tiirk iscilerinin
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Almanya seriiveninde gormiis ge¢irmis bu Alman kadinlar1 olumlu ve sicakkanl tavirlariyla
dikkat ceker. Korkmaz ailesine ilk baslarda, toplumsal 6nyarginin bir parcas: olarak mesafeli
yaklasan Frau Lemmer, hayatta sahip oldugu tek canli olan kusunun hastalanmas: ve Sel-
man’in da kusla ilgilenerek onu iyilestirmesiyle birlikte 6nyargilar1 dagilarak bu aileyle ileti-
sim kurar. Diger Alman kadinlar1 gibi savas sonrasi toplumun yalniz bireylerinden sadece
biri olan Frau Lemmer’in Gudrun adindaki kiz1 evlidir ve annesi ile duygusal bir bag1 yok-

tur.

Frau Lemmer heniiz evlenmeden once daha Fraulein Schultze iken kdyde gecirdigi za-
manlar1 ¢ok degerlidir:

“Cocuklugu, ilk gengligi, giiclii kislarin, verimli bol topraklarin, dalga dalga yayilan
ylzyillik agaclarla siiren ormanlarin, kendilerine iyi davranan bir Junker soyunun koruyu-
culugunda ge¢misti” (Fiiruzan, 2002: 18).

Kadin, Hermann Lemmer ile evlendikten sonra iki c¢ocuk sahibi olur ve ardindan
Hermann'in cepheye gitmesiyle Berlin’de bir firinda galisarak ¢ocuklarina bakar. Savasin
bitip de kocas1 Berlin’e geri dondiigiinde ise tek kolu vardir: “Sag kolu bostu kaputunun.
Frau Lemmer’in ilk kez ayag1 burkulmustu kocasina yaklasana dek” (Fiiruzan, 2002: 24). Eve
donen kocasiyla arasinda bitmek bilmez sessizlik ve sogukluk sonrasinda verem olan
Hermann hayata gozlerini yumar. Sonralar1 oglu Johannes Amerika’ya gider, kiz1 Gudrun
da evlenerek evden ayrilir. Frau Lemmer’'in oturdugu binada selamlastig1 iki kisiden biri
olan Herr Ranke, Nazi taraftar1 ve yabanci diismani olan biridir. Digeri ise her haliyle soylu
olan Herr Christian Haabe’dir: “Soyluluk sozciigiiniin gelmis ge¢mis anlamlarini, higbir or-
tamin vurgunuyla yipranmayacak kesinlikle tasiyordu tistiinde” (Fiiruzan, 2002: 74).

Savas yillarinin kederli ruhunu surat ifadesine yansitan bu kadin, diger milyonlarca ka-
dinin sembolik bir temsilcisi olarak, gelecegini ii¢ vardiyali ¢alisan fabrikalarda arayan Al-
man toplumunun feda ettigi bir kurbandir. Onu yasama baglayacak ne bir yakini ne de gele-
cege dair bir umudu vardir ancak Almanlarin sadece is¢i olarak gordiigi Tirkler, tim Al-
manya’da bu tiir kadinlarin en iyi dostu haline gelirler. Kendi ¢ocuklarinin veremedigi ilgi
ve sefkati, kendileri de anne-babalarindan ayr: diismiis olan Tiirklerden goriirler. Tiirklerin
siirekli elestirilen gelenekgi yapis: bu noktada Alman yaslhlari igin can simidi olur ve hatta bu
yaslt Alman kadmnin ruhunu huzurla teslim ettigi yer de yine Tiirklerin yani olur. Romanda
da Korkmaz ciftinin en kiigiik cocuklar1 olan Ummiihan, Frau Lemmer’in yasama tekrar tu-
tunmasimi saglar. Siirekli gec¢misini hatirlayan ve savas Oncesi yillari ile avunan Frau
Lemmer, 6zlemini gektigi giinlerin hayalini kurarak Ummiihan’m yaninda yasama veda
eder:

“Ttm bedeni bastan asagiya tek uzun bir solugun bosalmasiyla titresip sarsildi. Basi solo
omzunda biikiildii. Giir, ak saglarindan bir tutam sag yanini kaplad: yiiziiniin. Yiiziiniin sol
boliimiinde aydinlik, piirtizsiiz bir anlatimi ¢izdi, dudaklarina genis, mutlu bir giiliis yerles-
ti, dondu” (Fliruzan, 2002: 228).

Filiruzan, Berlin’in Nar Cicegi adli romaninda gurbet olgusunu, insanin ruhunu derinden
yaralayan bir yokluk hali olarak koyar ortaya. Yurt disina isci olarak giden bir¢ok insan igin,
koytintin smirlar1 disina ¢ikmak dahi gurbet sayilirken dili, dini, milliyeti ve gelenekleri ile
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her seyi bambagka olan yabanci bir iilkeye gitmek, annenin giivenli karnindan dis diinyaya
gozlerini agmaktan daha carpic1 ve acidir. Tiirkiye'nin donem itibariyle i¢cinde bulundugu
ekonomik kosullar, halkin fakirlik kiskacina girdigi ve herkesin bireysel olarak bir ¢ikis yolu
aradig1 bir donemdir. Atatiirk’iin Sofya’da askeri atese olarak gorev yaptig: yillarda, bir Bul-
gar koyliisiiniin hakkini aramasina gahit olmasina iizerine not distiigii “Koylii Milletin
Efendisidir” sozii, ne yazik ki aradan gecen yillara ragmen gerceklesmez. En ¢ok ezilen ke-
sim koyliidiir ve onlar icin topragini terk edip gitmekten bagka care kalmaz. Romanda Fiiru-
zan’in diger bir ¢ok eserinde de oldugu gibi Giildane karakteri bir kadin olarak akilli, giiclii
ve erkegine yol gosteren gelecekle ilgili ongoriileri olan bir tiplemedir. Fakirlikten yaka silk-
mis ne kendilerinin ne de ileride ¢ocuklarinin kdy hayatinda bir geleceklerinin olmadigini
anlayan Giildane kocasini yurt digina ¢ikarak insanca bir hayat yasamak i¢in ikna eder, an-
cak giivenli alanlar1 olan koyden ¢ikar ¢ikmaz bir yalnizlik hissine kapilirlar. Yoksulluga
bagkaldirirken, memleket hasretini hesaba katmayan Korkmaz ¢ifti Istanbul’a vardiklarinda
bir bosluga diiserler. “Yoksulluktan kurtulmak ne de getinmis. Istanbul’a vardik... Aylarca
didindik Bayan Friede, kendimizi kisraga gekilecek aygir misali ele begendirmeye ¢alistik”
(Firuzan, 2002: 179).

Korkmaz cifti, Tiirk ailesinin sembolik bir degeri olarak, yurt disinda birbirinden getin
problemlerle yiizlesirken kimi zaman kdylerine geri donmeyi de diisiiniirler. Konut, dil,
adaptasyon, yasam bigimi, egitim ve daha birgok sorun kimi zaman toplumsal 6n yargilar ve
kimi zaman da yasalar nedeniyle ¢6ziimsiiz bir sorunlar yumag: olarak Tiirklerin 6niinde
durmaktadir. S6z konusu eserde de yazarin 6zellikle tizerinde durdugu konulardan biri Al-
manlarm, go¢menlerle Ozellikle de Tiirklerle ayni binada oturmak istememesidir. Frau
Lemmer’in “Alt katlarda go¢men isgiler giderek ¢ogaliyordu” (Fiiruzan, 2002: 10) ifadesi
sadece Frau Lemmer’in degil aksine tiim bir Alman toplumunun bakis agisini igermektedir.
Isvigreli yazar Max Frisch’in “Isci bekliyorduk, insanlar geldi” (Deutschland, 1999: 27) szii
de 6n yargili bakis agisinin temelini olusturur niteliktedir. Bunun yaninda Alman komsula-
rin giivenlik gli¢lerine sikayet etmek igin en kiigiik bir firsat1 dahi kagirmadiklari igin Tiirkle-
rin yasalar1 da iyi bilmeleri gerekmektedir. Almanya gibi gelismis {ilkelerde vatandasa diisen
sorumluluklardan Almancalar1 zayif da olsa Tiirkler de sorumludur:

“... toplumu olusturan bireylere de yasa ve yonetmeliklere uyma, bagkasmin hak ve 6z-
glrliiklerine saygili olma konusunda sorumluluklar yiiklenmekte, ‘bilmiyordum, haberim
yoktu” deme sans1 birakmamaktadir” (Balci, 2013: 125).

Romanda Frau Lemmer ya da diger kat sakinleri go¢gmen isgilerden kagarcasma uzakla-
sirlar ve onlarla karsilasmak istemezler. Bu Otekilestirme zamanla kars: tarafin kendini sa-
vunmaya alarak marjinallesmesine ve bir karsi hamlede bulunmasini normallestirir, ancak
eserde yash kadinin katina tagman Tiirk aile sagduyulu davranisiyla bu yash kadimin gonlii-
nii ele gecirmeyi basararak bir dost kazanirlar. Otekilesmenin isci aileleri icin cok siradanlas-
t181 boyle bir ortamda, kisiler adaptasyon problemini agsmalar1 durumunda diger bir tehlike
olan kendi kiiltiiriine kars1 yabancilagsma baslamaktadir. Bu noktada ideal olan kars: kiiltiir
diinyasina adim atarak gelenek ve goreneklerin, din ile milli unsurlarin harmanlandig: top-
lumu oldugu gibi kabullenerek iyi ve olumlu taraflarin1 da benimseyebilmek olmalidir. An-
cak Almanya’ya giden bir¢ok Tiirk insani adeta bir se¢ime zorunlularmis gibi ya tamamen
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Tiirk olduklarini ve kesinlikle yabanci unsurlara karg: tolerans gosteremeyeceklerini ya da
tamamen yabancilasarak kendilerini unuttuklarini beyan ederler.

Alman toplumuna adaptasyonu zorlastiran etkenlerin basinda da dil sorunu gelmekte-
dir. Yillardir bu memlekette para kazanmalarina ragmen iscilerin Almanca 6grenmemeleri
hem devlet yetkilileri tarafindan hem de halk tarafindan hos karsilanmaz. Oysa dil 6gren-
mek ayn1 zamanda hedef dilin kiiltiir diinyasina da yapilan bir yolculuktur ve kisa zamanda
kaynasmay1, biittinlesmeyi saglar. Bu noktada 6zellikle de ilk nesil Tiirklerin kendi aralarin-
da gruplasarak kimseye ihtiya¢c duymamalari, Almanca 6grenmelerini engelleyen bir duru-
ma yol acar. Ana dilini ana vatan olarak goren ve vatanindan ayr1 diisme korkusu yasayan
Tiirkler vatan hasretini gidermenin bir yolu olarak kullanirlar Tiirkgeyi. Evde Tiirkge okulda
ve disarida Almanca konusan ¢ocuklar icin de dil problem haline gelir, ¢linkii Almanya
Tiirkgesi denilen yeni bir dilin dogumu da bu sekilde gergeklesir. Yar1 Tiirkce ve yar1 Al-
manca kullanilan so6zctiklerle ¢ocuklar her iki dili de yetkin bir bicimde kullanamazlar. “Ben
gormedim Mutti. Ich verstehe nicht” (Fiiruzan, 2002: 156). Eserde Korkmaz cifti de yeteri
diizeyde dil becerisine sahip olamadiklarindan Frau Lemmer ¢ocuklardan iletisim kurma
noktasinda yardim etmelerini ister. Kendi dini ile ilgili baz1 seyler aktarmak isteyen Frau
Lemmer sonunda onlarin hig bir sey anlamadigini sezerek heniiz ilkokula giden Kamber’den
yardim dilenir:

“Frau Lemmer onlara (...) Meryem’le ¢ocuk Isa oykiisiinii anlatmig, hatta kari-kocanin
Almancalarinin yetersizliginden kugskulanarak Grundschule’ye giden Kamber’i ¢cagirip soz-
lerini gocuga yineletmisti” (Fiiruzan, 2002: 9).

Alman aileler arasinda Nazi sempatizanlar1 oldugu gibi Nazi karsit1 olup da insani de-
gerlere sahip ¢ikanlar da vardir. Savas yillar1 oldukga zorlu geger Almanlar i¢in. Cocuklarimni
ve erkeklerini cepheye gonderen anneler ve kadinlar yalniz kalmanin trajedisini iliklerine
kadar yasarlar. II. Diinya Savas1 bir¢cok yoniiyle edebiyata konu olmus ve igsellestirilmeye
calisilmistir. Bunlardan biri de Wolfgang Borchert’in “das Brot” adli kisa hikayesidir. Bu kisa
hikayede Borchert, savas yillarinda yasanan yokluga dikkat cekerek bir dilim ekmegin dahi
ne denli 6nemli olduguna vurgu yapar. Oysa aradan ¢ok da uzun bir zaman ge¢gmeden tilke-
lerine gelen Tiirkler, kazandiklar paralar: biiyiik arabalar alarak, marketlerden siirekli alis-
veris yaparak hoyratca harcamakta ve savas yillarina hi¢ saygi duymamaktadirlar. Almanlar
elbette kisa zaman once Tiirklerin de bir savastan giktigini akil etmezler ve savas sonrasinda
da aglik ve sefaletin tiim hiziyla devam ettiginin de farkinda degillerdir. Kendi vatanlarina
gelerek ekmek paras1 kazanmaya c¢alisan Tiirklerin her davranisi Almanlar irite eder. Asir1
milliyetcilerden, irkcilara ve ilimli olanlara kadar herkes kismen de olsa bu 6n yargilara tes-
lim olmustur. Tiirklerin ¢ok ¢ocuklu olmalari, ytliksek sesle konusmalari, giyimleri ve kadin-
larin kendilerini erkeklerden sakinan tavirlar1 Almanlar tarafindan medeni goriilmez.

“Pistiler yabancilar. Konugmalar1 bagirmaya denkti. Sasilacak kadar ¢ocuklar: vardi. Ka-
dinlar erkeklerden kagiyordu. Bir de tiim bu davranislarinin gevrelerinde nasil degerlendiri-
lecegini diisiinmeden Almanlara yaranmaya, sevimli olmaya kalkiyorlar” (Fiiruzan, 2002:
67).
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Ne var ki Frau Lemmer, Korkmaz ailesiyle iletisim kurmaya bagladiktan sonra degisme-
ye baglar her sey. Insan bilmediginden ve tanimadigindan korkar sdzii burada gergeklesir.
Kendi kiiltiirel degerlerine bagh kalarak yabancilasmaya ayak direten ve tipik Anadolu ailesi
olan Korkmaz ailesine misafir olan yasl kadin, onlarin igten ve samimi yaklagimlar1 karsi-
sinda biiyiilenir adeta. Bu Tiirklerin aciz oldugunu gostermedigi gibi, kapilarina gelen her-
kese yapacaklar1 bir muameledir. Almanlara hog goriinmek ve kendilerini kabul ettirebilmek
icin qirpinip duran bu yabanc insanlara, Alman halkina siiriilmiis kara bir leke gibi bakma
aliskanliginda olanlar ise, bu igcilerin kendiliginden gelmediklerini aksine hiikiimetleri tara-
findan davet edildigini unuturlar. Bireysel diisiinme ve konfor aliskanligi olan Almanlarin
komsusunun dahi kapisini galmamasi Alman toplumunu zamanla yalnizlagtirmistir. Bir oglu
bir de kiz1 olan Frau Lemmer, dairesinde kimseyle goriismeden tek basina yasamakta ve her
tiirli sikintisi ile kendi bas etmek zorundadir. Kendisi hastalandiginda yine kiiciik, kaba ve
medeniyetten uzak gordiikleri Korkmaz ailesi kosar yardimina. Bu durum onun basta kendi-
sini ve Alman toplumunu sorgulamasina neden olur. Daha uzun yillar bir arada yasayacak
olan bu iki toplumun, birbirinden olumlu bi¢imde faydalanmasina yerine asagilamalar ve
hakaretlerle zit kutuplar yaratmanin kimsenin yararina olmayacagmin bilincine varir Frau
Lemmer. Frau Lemmer akilli, olgun ve ayni zamanda giizel bir kadindir. Duygularina yenik
diiserek Tiirklere kars1 besledigi olumsuz diisiincelerden ¢abuk siyirir kendini. Hayat cosku-
sunu biiyiik oranda yitirmis olan bu kadmna hi¢ ummadig1 anda yine bir Tiirk ailesi olan
Korkmaz ciftinin bebekleri olan Ummiihan verir. Frau Lemmer ilk gordiigiinde, glizelligi
kargisinda saskina déndiigii Ummiihan, babasmin da dedigi gibi adeta bir nar gicegi tazeli-
giyle degistiriverir Berlin'in kasvetli havasini.

Romanin en olumlu karakterinin Giildane oldugu goze carpmaktadir. Giildane, Tiirki-
ye’deki yokluk durumundan kocasin1 motive ederek Almanya’ya gitmeleri i¢in ikna etmis ve
bu yabanci memlekete geldiklerinde de ailenin disariya agilan kapisi olmustur. Kocasinin
aksine dil 6grenmek igin elinden geleni yaparak bir kadin olarak yeni girdigi bu topluma
adapte olmaya calistigini gostermistir. Ote yandan kendi kiiltiiriinii de devam ettirerek geg-
misini unutma gibi bir egilim gostermez. Tiirkiye’de kdy hayatinda erkeklerin ¢alisip kadin-
larin ¢ocuk baktig1 donemler sona ermis, Almanya’ya giden aileler artik kari-koca ¢alismaya
baglamistir. Kapitalist sistemin bir gerekliligi olan az ¢ocukla yetinme ve hatta hi¢ ¢cocuk
yapmama hentiz Tiirkler arasinda kabul goren bir diisiince degildir. Cocuk hem insanlar1
calismaktan alikoymakta hem de isten yorgun gelen bireylerin kendilerine zaman ayirmala-
rin1 Onlemektedir. Bu nedenle az ¢ocuk yaparak ¢ok calismak ve bireysel ihtiyaglara 6ncelik
tanumak endiistri {ilkelerinde bir davranis modeli haline gelmistir.

Giildane de Almanya’da ¢alismak zorunda kalir. Esinin kagak isci olmasi ve bu nedenle
az para kazaniyor olmasi Giildane’yi ¢alismak zorunda birakir. Cocuklarin evde tek baslari-
na durmasi kimi zaman ag¢ kalmalarina da yol agar bu nedenle Frau Lemmer bebege bakma
sorumlulugunu tizerine almak ister: “Meine hiibsch, meine Schatzen. Siz ise gittiginizde ona
ben de goz kulak olurum. Ve ninniler sdylerim (...). Unutmusum fakat bellegimdedir” (Fii-
ruzan, 2002: 85).

Kadinlarin yaptig1 isler oldukga basittir, kimileri temizlik islerinde ve kimileri de fabri-
kalarda bantlarda ¢alisir. Ancak burada 6nemli olan kadinin aile igindeki roliiniin degiserek
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sO0z sahibi olmaya baglamasidir. Donemin geleneksel Tiirk aile yapisinda kadinlar, ¢ocuk
bakan ve ev igleri yapan kisiler konumundadir ve aniden Almanca 6grenerek toplumda sos-
yallesmeye bagladiklarinda hem giyimleri hem de davramislarinda degismeler gozlenir. Bu
degisim kadinin kocasmin baskisindan kurtularak birey olmaya basladiginin da bir goster-
gesidir.

Calisan annelerin karsilastig1 en biiyiik problem elbette ¢cocuklarin egitimi durumudur.
Almanya’da evde Tiirkge okulda Almanca konusan cocuklar kiiltiir catismas1 da yasarlar.
Aidiyet hissinin olmadig1 yerde kisi kendini boglukta hissederek, kisiligini kanitlama pesine
diiser. Bu durum da sug isleme oraninin artmasina neden olur. Korkmaz ciftinin ¢ocuklar:
hentiz kiigiiktiir ancak okuldaki Alman ¢ocuklari tarafindan 6tekilestirildiklerini de anlarlar.
Bir zamanlar “Juden Raus” diyen Almanlar artik “Tiirken Raus” diyerek Almanya’daki tiim

olumsuzluklarin sebebi olarak Tiirkleri gorme egilimindedirler.

Almanya ac1 vatan sozii ilk giden Tiirklerde bir slogan halini alir ancak sonraki nesiller
i¢in durum farkhdir. Tiim zorluklara ve 6tekilestirilmelerine ragmen Tiirkler memleketlerine
donmemekte 1srar ederler. Ne Tiirk ne de Alman olabilen ¢ocuklar ne yazik ki sadece Al-
manya’da degil ayn1 zamanda kendi memleketlerinde de dislanurlar. Tiirkiye’de Alamanci
sOzcligiiniin i¢ini dolduran ¢ok sey vardir. Akrabalarmin dahi bir siire sonra ‘Almanya’da
tuvalet temizleyerek para kazaniyor, Mercedes’e biniyor’ yakistirmasi gurbetcilerin halini
anlamadiklarini agikca ortaya koymaktadir.

Sonug

Fliruzan gog¢ ge¢misi olmayan ve sonradan bursla Almanya’ya giden bir yazar olarak,
gurbetci vatandaslarin yasadiklari sorunlar: dile getirmesi bakimindan basarili bir yazardir.
Erkeklerden, kadinlara ve ¢ocuklara kadar herkesin yasam miicadelesini ayr1 ayr1 verdigi
yurt disi macerasi memleketindeki sefaletten kurtularak rahata kavusmak amacirn tasir. An-
cak hesapta olmayan ve hatta kimileri de agilamayan bir y1gin problem de onlar1 bekler. Iti-
lip kakilmak, 6tekilesmek, kabul gormemek, hep gizlenerek yasamak ve goze batmadan ¢ar-
sida pazarda yiirtimek oldukga zordur. Yurt disinda yasayan Tiirklerin Almanlari memnun
etmek, memleketlerindeki akrabalarini memnun etmek, Alman hikimetinin takdirini ka-
zanmalk, is yerinde patronu mutlu etmek, komsularina hos goriinmek gibi daha bircok yii-
ktimliiliikleri vardir.

Eserde kendilerini calismak tiizere davet eden Almanya’ya giden Tiirk ailelerinin bir
temsilcisi olan Korkmaz ailesi ile kendi hiikiimetlerinin bu davetine ragmen yabanc: diis-
manlig1 yapan Alman toplumunun ug noktalarda birbirlerine karsi olan tavirlarinin, bir nok-
tada kesintiye ugrayarak insani degerlerin her seye galip geldigi vurgulanir. Otekilestirilen
ve her durumda yabanci oldugu hissettirilen Tiirkler, firsat verildiginde goniil zenginlikleri-
ni agarak karsidakini iyilikle beslemekte ve doyurmaktadir. Fiiruzan'in bu romani1 Alman-
ya’da ¢alisan Tiirklerin i¢inde bulunduklar: zor sartlar: degerlendirebilmek agisindan 6nemli
oldugu kadar, Almanlarin da iletisim kuruldugunda merhametli olduklarini ve bir arada

yasanabilir bir millet oldugunu gostermesi bakimimndan 6nemlidir.
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Temel Egitimde Almanca Ogretiminde Materyal Tasarimi

Dr. Ogr. Uyesi Fatma Karaman

Mugjla Sitki Kogman Universitesi

Ogrenme kavramimin tanimi incelendiginde yasanti sonucunda dgrencinin sahip oldugu
davraniglarinda meydana gelen degisiklik veya 6grenmenin, 6grenciye kalic1 bir davranis
kazandirma siireci olmasi 6n plana ¢ikmaktadir. Burada belirtildigi gibi 6grenme stirecinde
dikkat ¢ekici nokta Ogrenciye yasanti kazandirilmasidir. Cocuklar giinliik hayatlarinda
informal olarak deneyimledikleri durum ve olaylar neticesinde birgok sey 6grenebilmekte-
dirler. Formal bir ortam olan okulda ise yapay olarak diizenlenmis sinif ortaminda 6grenci-
nin 6grenmesi saglanarak 6grenciye hedef davranislar kazandirilmaya calisiilmaktadir. Dola-
yistyla yapay bir ortam olan siniflarda 6grenme eyleminin gergeklesmesi i¢in 6grencinin ger-
¢ek hayatinda sahip oldugu dogal akisa miimkiin oldugunca en yakin yasantisinin olustu-
rulmas1 gerekmektedir. C)grenci i¢cin gercek hayatmna en yakin yasanti yani 6grenme ortami
ise egitici materyallerle miimkiindiir. Clinkii 6gretim ortaminda materyal kullanimi dersi
formal bicimden ¢ikararak dogal bir 6grenme ortaminin olusmasina katk: saglayacaktir. Egi-
tici materyallerle zenginlestirilmis bir 6grenme ortaminda 6grencinin 6grenmesi 6grenme
malzemesine somut olarak dokunarak onu yasamasi; kitaptan okuyarak veya ogretmenden
duyarak 6grenmesinden daha zevkli, etkili ve kalict olmaktadir. Bu durum temel egitimde
yabanal dil olarak Almanca 6gretiminde de gecerlidir. Dolayisiyla yabanci dilde materyal
kullanimi1 soyut bir sistem olan yabanci dilin ¢ocuklar tarafindan somutlastirilarak kavran-
masinda 6nemli bir isleve sahiptir. Ciinkii ¢cocuklar egitici materyaller araciligiyla 6grenme
stirecinde bir¢cok duyu organmni kullanma imkani yakalamaktadirlar. Bu materyaller arasin-
da ders kitaplar1 gibi geleneksel kaynaklar degil;, 6grencilere farkli gelebilecek modern ve
glincel materyaller de yer almaktadir (Yiicel &Yilmaz, 2017: 82). Yabanc1 dil 6gretiminde her
ne kadar ders kitaplar1 hem 6gretmen hem de 6grenciler agisindan temel bir kaynak olarak
kabul edilse de ders kitaplarinin egitici materyallerle desteklenmesi, hedef davranisin kaza-
nimin1 saglayarak ogrenci agisindan daha kalic1 bir 6grenmenin olugsmasini destekleyerek
ogrencilerin derse karsi ilgi ve isteklerinin de artmasina katki saglayabilecektir. Bu noktada
ogretim materyalinin ne oldugunu acgiklamakta yarar vardir. Ogretim materyali s6z konusu
dersin Ogretim programinin uygulanmasi, dersin hedef kazanimlarinin hedef kitleye daha
etkili, hizli, kolay, keyifli ve verimli bir bigimde kazandirilmasina hizmet eden, egitici degeri
olan araglardir. Yani genel olarak “bir ders ile ilgili canli, cansiz, pratik ve teorik bilgi ve var-
liklarin hepsi ders materyali olarak adlandirilir” (Usun, 2012: 7). Ders materyali denildigi
zaman genellikle maliyetli ve ekstra is yiikii gerektiren materyaller akillara gelebilir. Ancak
kullanilmayan malzemelerden, geri doniisiimii miimkiin olan atik maddelerden dahi hicbir
maddi kaynaga ihtiya¢ duymadan 6gretim materyalleri hazirlanabilir. Ornegin tuvalet kag1-
d1 rulolarindan, yumurta kutularindan ve atik pil gibi bir¢cok maddeden 6gretmen yaraticili-
g1 kullanarak egitici bir materyal ortaya ¢ikarabilir. Yanpar’a gore en kotii sartlarda dahi
ogretmen yaraticiligini kullanarak materyal gelistirebilir. Ona gore en {icra koyde bile 6g-
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retmen, camuru kullanarak materyal gelistirebilmelidir. Ancak 6gretmenlerin ¢cogu milli egi-
tim bakanhig: tarafindan gonderilen kitaplar1 kullanarak kendilerini veya 6grencileri aktif
kilacak materyalleri az kullanmaktadirlar (Yanpar, 2006: 10-11). Yanpar'in vermis oldugu bu
ornegin yani sira 0gretmen adaylarmin yetistirildigi egitim fakiiltelerindeki aday 6gretmen-
lerin materyal konusunda daha istekli ve heyecanl olduklar1 sdylenebilmektedir. Bu konuya
iliskin olarak Kirmizinin yaptig1 bir aragtirmada 6gretmen adaylarinin ders kitaplar1 disinda
gerek teknolojik olanaklar1 gerekse de ek materyal kullanma konusunda gayret igerisinde
olduklar1 sonucuna ulasilmigtir (2011: 202). Dolayisiyla giin gectikce gerek teknolojideki ge-
lismeler gerekse de okullardaki 6grenme ortamlarmin daha da iyilestirilme ¢abalari, 6gret-
men adaylarinin da geleneksel 6gretim ortamlarindan farkli bir bigimde mesleklerini yapma
istegini artirmaktadar.

Asagida egitici bir materyalde bulunmasi gereken 6zellikler agiklanmigtir.

Egitici Materyallerde Bulunmasi Gereken Ozellikler

Bir materyalin 0gretim siirecinde kullanilabilmesi igin 6ncelikle 6grencinin 6grenmesine
hizmet ederek egitici bir degere sahip olmasi gerekmektedir. Ogrencinin 6grenmesini giigles-
tirecek, kafasiin karismasina neden olacak ve gelisim diizeyine uygun olmayan bir materyal
ogrenme siirecine hizmet etmekten ziyade bu siireci basarisizliga gotiiriir. Bu nedenle temel
egitimde kullanilacak 0gretim materyalinin sahip olmasi gereken bir takim Ozellikler bu-
lunmaktadir. Bu 6zellikler asagida siralanmstir.

Temel egitimde smif ortamina getirilen bir materyalde oncelikle giivenli olmas: 6zelligi
aranmalidir. Cocuklarin i¢inde bulundugu gelisim donemleri itibariyle hizli biiytimelerine
bagh olarak viicut koordinasyonlarinin dengeli olmamasi ve kaslarinin yeterince gelismemis
olmasi durumu goz oniinde bulundurularak 6grencilerin materyali diisiirebilmesi olasili-
gindan hareketle ¢ocuklarin saghgina zarar vermeyecek, herhangi bir kazaya neden olmaya-
cak nitelikte tasarlanmasi 6nemli bir husustur. Bu bakimdan 6gretmenler ¢ocuklarin gerek
kiigiik gerekse de biiyiik kas gelisimine yardimci olacak ve onlarin gelisimlerini destekleye-
cek nitelikte dgretme-6grenme etkinlikleri diizenlemelidir (Senemoglu, 2012: 29). Ornegin
derste Ogrencilerin sisirilmis balonlar i¢indeki kelimelerin Almanca anlamlarim1 bulmak igin
kullanilan balonlarin 6grenciler tarafinda patlatilarak kelimeye ulasmasi saglanmas: duru-
munda bazi 6grencilerde balon patladiginda ¢ikan sese karsi korku olabilir. Bu durumda
sinifta 0gretim icin segilen materyalden dolay: 6grencinin yasadigi korkma duygusu 6gren-
me siirecini olumsuz etkileyerek materyalin aslinda 6grenmeye hizmet etmesi diisiincesi
olumsuz bir sonucun ¢ikmasina neden olabilmektedir. Dolayisiyla materyal tasarlanirken bu
tarz glivenlik durumlarinin géz 6niinde bulundurulmas: 6nemli bir husustur.

Temel egitimdeki 6grencilerin i¢inde bulunduklar: yas itibariyle renkli olan materyalleri
daha iyi sececegi ve onlar i¢in daha ilgi cekici olabilecegi dikkate alindiginda materyallerin
miimkiin oldugunca renkli olmasina 6zen gosterilmesi gerekmektedir. Bunun yaninda ma-
teryal tasariminda tercih edilen rengin gercek hayattaki nesnenin sahip oldugu renk ile or-
tiismesi 6nemlidir. Ornegin cocugun dogada yesil olarak gordiigii ve 6grendigi agact mater-
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yalde mor olarak gormesi ¢ocugun zihninde bir ¢eligki ve karmasa yaratarak 6grenmesini
gliclestirecektir.

Bunun yaninda tasarlanan materyal ilk bakista kullanilan renkler, fiziksel gortiniimii ve
tasarim bigimi itibariyle 0grencileri derse motive edebilecek 6zellikte olmalidir. Bu baglamda
derste kullanilan materyaller sadece 6grencinin 6grenmesini desteklememekte ayni zamanda
ogrencinin motivasyonunun da artmasini saglayabilmektedir.

Materyal kullanmadaki 6nemli amaglardan biri de 6grencinin birden fazla duyu organi-
n1 bu stiregte kullanmasini saglamaktir. Bu nedenle yabanc dilde tasarlanan materyallerin
daha ¢ok duyu organlarina hitap ederek sekilde gelistirilmesine 6zen gosterilmelidir.

Tasarlanan materyal 6grencilerin dnceden 6grenmis oldugu bilgi ve becerileri harekete
gecirecek gekilde olmalidir. Ornegin mevsimler konusu icin gelistirilen materyalde 6grenci-
lerin onceki haftalarda 6grendigi aylar konusunu da tekrar etmelerini saglayacak nitelikte
olmalidir. Bu sekilde 6grenme malzemesi 6grencinin zihninde daha anlaml yapilandirilir.

Temel Egitimde Almanca Ogretiminde Materyal Kullanmanin Sagladig: Yararlar

Almanca 6gretiminde materyal kullanmanin sagladig: yararlar 6gretmen ve 6grenci agi-
sindan olmak tizere iki boyutludur.

Almanca 6gretiminde materyal kullanim1 6ncelikle 6grencilere zenginlestirilmis bir uya-
ric1 etkisi yapmaktadir. Ders kitaplarina kiyasla egitici materyaller dersin rutin olmasini en-
gelleyerek daha etkili bir uyaric1 6zellige sahiptirler. Ciinkii genel olarak ders kitaplarinda
yer alan {initeler ayni bigimde veya benzer alistirma tiirleri ile tasarlanmaktadir. Dolayisiyla
ogrenciler belli bir zamandan sonra kitaptaki bu diizene ve akisa alisarak derse karsi istekle-
rinde gerileme olma ihtimali s6z konusu olabilir.

Materyal kullanim:1 6grenme stilleri farkli olan ¢ok sayida 6grenciye ulasmay1 da sagla-
maktadir. Derste sadece kitaplarn kullanimi farkl farkl biligsel, duyussal 6zelliklere sahip
olan 6grencilerin tek kabul edilip her bireye 6zgii olan 6grenme stillerinin yadsitildig1 anla-
mina da gelmektedir. Bunun yaninda farkli materyallerle zenginlestirilmis bir ders diizene-

ginde bireysel farklilik gosteren ¢ok sayida 6grenciye ulasma imkani elde edilmektedir.

Materyal kullaniminin 6grenciye biligsel katkisinin yaninda duyussal katkis1 da mevcut-
tur. Clinkii derste egitici materyallerin kullanim1 sinifin formal olan yapisin1 yumusatarak
ogrencinin kendisini daha rahat hissetmesini saglayip sikici olan bir ders ortaminin 6grenci
acisindan daha keyifli hale gelmesine olanak verir.

Derste materyal kullanimi 6grencilerin yaraticiliklarimi kullanabilecegi 6grenme ortamla-
riin olusturulmasina katk: saglar. Tasarlanan materyalle 6grencilerde mevcut olan bilgi ve
beceriler daha kolay ortaya ¢ikarilabilir ve ¢ocugun ilerleyen yaslarda bilissel gelisimini de
olumlu yonde etkileyebilir. Bunun yaninda genel olarak yabanci dil 6gretiminin ¢ocuklarin
motor, fiziksel, sosyal ve duygusal gelisimlerine katki sagladig1 da bilinmektedir (Tavil,
2019: 130).
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Ogrencinin basta kendisine yabanci ve anlamsiz gelen dgrenme girdisini anlamlandir-
masini, soyut olani somutlastirmasmi saglar. “Materyallerin yalnizca egitim-6gretim araci
olmadig1, ayn1 zamanda yabana dil 6gretimindeki amag, deger ve metotlar: da temsil etmesi
gerektigi unutulmamalidir” (Tarakcioglu, 2012: 3). Her hazirlanan materyal ¢agdas egitim
anlayisinin savundugu biligsel, yapisalci, ¢oklu zeka kurami gibi yaklasimlar: da ortiik ola-
rak igerisinde barindirmaktadir. Ciinkii materyal tasariminda hedef kitle dikkate alinarak,
hedef kitlenin aktif dgrenmesinin saglanmasi diisiiniilmektedir. Ornegin yapilandirmact
ogrenme kuramina gore bigcimlendirilen yabana dil dersi sikilan, bir an 6nce dersin bitmesi-
ni bekleyen 6grenci profili yerine derse aktif katilan 6grenci profilini 6n plana ¢gikarmaktadir
(Bozlar Balc1 ve digerleri, 2017: 124).

Derste materyal kullaniminin 6gretmen agisindan da bir¢ok 6nemli faydalar: bulunmak-
tadir. Elinde hicbir materyal olmadan derse gelen 6gretmen ders anlatmak igin daha ¢ok
enerji harcamak durumunda kalirken; dersin amacina uygun olan, 6grencilerin 6grenme
stirecine hizmet edecek bir materyalle sinifa gelen 6gretmenin yiikii azalmis olacaktir. Ma-
teryal araciligiyla 6grenme siirecine 6grenci de dahil olacag icin etkilesimli bir ders saati
olacagindan 6gretmen de kirk dakika araliksiz konusan kisi roliinden ¢ikabilecektir. Mater-
yal ile 6gretmen hedef davranisi1 6grenciye daha etkili bir bicimde kazandirma olanag: elde
ettigi icin bagariya ulagsma olasilig1 da artacaktir.

Bu yararlarinin yaninda derste materyal tasarlamanin 6gretmene baslangicta is yiikii ve
maliyet ¢ikaran bir ugras olarak goriilse de bu durum tasarlanan materyallerin okulda uy-
gun bir yerde muhafaza edilip diger 6gretmenlerle paylagilmasiyla giderilmis olur. Bunun
yaninda okuldaki ogretmenler birbirleriyle fikir alisverisinde bulunarak materyal tasarim
stirecindeki is yiikiinii azaltip materyalin ekonomikligini saglayabilir.

Temel Egitimde Almanca Ogretiminde Ornek Materyal Tasarimlart

Egitici materyaller hazirlanmadan 6nce bir takim stirecler géz oniinde bulundurulur. Bu
siirecin ilk basamag1 hedef analizinin yapilmasidir. Hedef kazaniminin neler oldugu belirle-
nerek bu hedef kazanimin 6grenciye aktarilmasinda hangi yaklasimin segilecegi, bu yakla-
sima bagli olarak hangi yontem ve tekniklerin kullanilacag: belirlenmektedir. Bu asamadan
sonra hedef kitlenin yas, 6n 6grenmeleri, tutumlari, beklentileri 6grenme stilleri gibi bireysel
ozellikleri 6grencilerin 6grenmesi beklenen konuyla ilgili sahip olduklar1 bilgi ve beceriler
belirlenir. Sonugta da materyal bu 0Olgiitler goz oniinde bulundurularak tasarlanip gelistirilir
(Seferoglu, 2006: 16). Asagida yabanci dil olarak Almanca 6gretiminde kullanilabilecek 6rnek
materyaller yer almaktadir.
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Ornek Materyal 1: Die Uhrzeiten

Yukarida Almancada saatleri (Uhrzeiten) anlatmak igin kullanilan materyal yer almak-
tadir. Bu materyalin 6nceden bir boliimii yapilarak materyalin gerisini ise smnif ortaminda
ogrencilerin yapmasi saglanmistir. Bu amag igin 6ncelikle materyalin gatis1 tasarlanarak ma-
teryalin 6grenciler tarafindan tamamlanmasi gereken hali sinif ortamina getirilmis ve 6gren-
cilerin derse karsi ilgilerinin harekete gegirilmesi saglanmaya ¢alisilmistir. Birey kendi hazir-
ladig1 materyallerden %75 oraninda dogrudan 6grenme kazanimi elde ettigi (Baytekin, 2011:
152) icin temel egitimdeki 6grencilere soyut gelen saatler konusunun etkili bir bicimde akta-
rimi saglanmuisgtir.

52



Ornek Materyal 1.1: Die Uhrzeiten

Ornek 1'de saatler konusunda kullanilmak amactyla hazirlanan materyalin 6grenciler ta-
rafindan olusturulmasi igin gerekli olan diger malzemeler ikinci resimde yer almaktadir.
Yukarida da goriildiigli gibi somut bir saat tasarlamak icin gerekli olan sayilar, gege (nach)
ve kala (vor) ifadeleri renkli kartonlarla kesilmistir. Burada her bir 6grenciye bir saymnin ismi
verilerek 6grencilerden siras1 gelen sayinin materyal {izerinde uygun olan yere yerlestirilme-
si istenir. Ogrenciler bunu yaparken hem daha énceki haftalarda 6grendikleri Almanca say1-
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lar (die Zahlen) konusunu tekrar etme olanag1 elde edecek hem de materyal olusturma stire-
cinde yer alacaklari igin bir yagsant gecirerek yaparak yasayarak 6grenmis olacaklardir. Og-
renciler yine bu asamada gege (nach) ve kala (vor) kelimelerini de saat materyalinde uygun
yere koyarak tam olmayan zaman dilimlerini ifade ederken ihtiyac¢ duyacaklar1 edatlar1 kav-
ramis olurlar. Materyalin tamamlanmas: icin son asama ise giinliik hayatta siklikla kullani-
lan ¢eyrek var (viertel vor) ve geyrek gege (viertel nach) kelime grubunun materyalde uygun
yere yerlestirilmesidir. Bu kelime gruplarini ise 6gretmen kendi “viertel vor, viertel nach”
kelime gruplarmin ne zaman kullanilmas: gerektigini aciklayarak materyale yerlestirerek
son halini verir.

Ornek Materyal 1.2: Die Uhrzeiten

Materyalin olusturulmus son hali yukarida goriindiigii gibidir. Materyal genel olarak
biitiinciil degerlendirildiginde gerek kullanilan renkler gerekse de tasarim olarak 6grenciler
agisindan ilgi gekici ve 6gretime hizmet edecek nitelikte oldugu anlasilmaktadir. Materyal
ogrencilerin 6n 6grenmelerini de harekete gecirecek 6zelliktedir. Ciinkii daha 6nce 6grenci-
ler tarafindan bilinen sayilar konusu da materyal olusturma siirecinde tekrar edilmektedir.
Dolayisiyla bu materyalin 6grencilerin 6n 6grenmelerini harekete gecirme, yeni 6grenmeleri
destekleme baglaminda islevsel oldugu soylenebilir. Materyaldeki diger dikkat cekici 6zellik
ise materyalin basitten zora dogru adim adim tasarlanmasi ve parcalardan bir biitiin olustu-
rulmasina olanak vermesidir. Siiphesiz ki gelisim 6zellikleri itibariyle temel egitimdeki 6g-
rencilerin soyut bir bicimde Almancada saatlerin nasil ifade edildigini kitapta gormesi veya
bunlarin tahtada kural seklinde yazilmasi tarzindaki 6grenme ortamlarina kiyasla 6grencile-
rin kendi 6grenme siireclerinde aktif olduklari, yasant1 kazandiklari, ilgi ¢ekici materyal kul-
landiklar1 6grenme ortamlarini daha egitsel, gercek hayata daha yakin ve daha keyifli olmak-
tadir.
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Ornek Materyal 1.3: Die Uhrzeiten

Yukarida tuvalet kagitlarinin bitmis rulolarindan yapilmis renkli kol saatleri bulunmak-
tadir. Ders materyali yapilirken dikkat edilmesi gereken bir nokta da materyalin ¢ok maliyet-
li olmamasidir. Ogretmen yaraticiligi ile el becerisini birlestirerek bu sekilde ekonomik bir
materyal de tasarlayabilmektedir. Bu materyaller smiftaki 6grencilerin sayilarina gore yapi-
larak her bir 6grenciye tasarlanan bir kol saatinin verilmesi amaclanir. Materyallerde de go-
riildiigii gibi her bir kol saati farkli farkli zaman dilimlerini gostermektedir. Ogrenciler bura-
da tahtaya gelerek kol saatlerini siniftaki diger arkadaslarina gostererek saatin ka¢ oldugunu
Almanca sdylemektedirler. Bu etkinlik bittikten sonra ise 6gretmen tarafindan saatlerin 6g-
rencilerde kalabilecegi sdylenerek 6grencilerin saatler konusu ile olumlu duygusal ve bilissel
bir bag kurmas: saglanir. Ciinkii 6grenci eve gittikten sonra da giin igerisinde kol saatini
takmak isteyecek ve gerek annesi, kardesleri gibi ¢evresindeki kisilere Almanca saatin kag
oldugunu soyleyebilecektir. Bu materyalle hedef kazanimin 6grencide kalici olmasi saglanir.
Goriildiigii gibi materyal sadece konu anlatim siirecinde degil; konunun pekistirilmesi ama-
cyla etkinliklerde de kullanilabilir. Kitaplarda yer alan bosluk doldurma bi¢imindeki meka-
nik ve soyut alistirmalar yerine bu sekilde elle tutulur, ilgi ¢ekici, 6grencinin yas grubuna

hitap eden, ona anlamli gelen materyaller daha ¢ok 6gretim giiciine sahiptir.
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Ornek Materyal 2: Die Korperteile
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Yukaridaki materyal ise viicudun boliimleri (Korperteile) konusunu igin tasarlanmastir.
Bu materyalin yapiminda kege ve pamuk kullanilmigtir. Goriildiigii gibi insan viicudunda
bulunan ayaklar, kollar, kulaklar, géz ve bas gibi boliimler kege yardimiyla olusturularak
mukavva ile yapilmis bir govde tizerine yerlestirilip insan viicudu olusturulmaktadir. Ma-
teryalde viicudun her bir boliimiine bir rakam verilmistir. Bu rakamlar kiigiik kagit parcala-
rina yazilarak smiftaki 6grencilere dagitilir. Daha sonra bastan baglayarak ogrencilerin gelip
kete ile yapilmig viicudun boéliimlerini teker teker yapistirip bir insan viicudu olusturmalar:
istenir. Tahtaya gelen 6grenci “Ich habe das Ohr” gibi sabit bir ciimle ile sahip oldugu organi
sOyler. Boylece 6grencilerin bulunduklar: yas grubunun ilgisini ¢ekebilecek tarzda egitici
degere sahip bir materyal olusturulmus olur.
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Ornek Materyal 3: Die Farben

Yukaridaki materyal Almancada renkler (die Farben) konusunu aktarmak igin tasarlan-
mistir. Ogrencilerin Almanca renkleri kavramasi amaciyla yine &grencilerin sahip oldugu
gelisim dénemine uygun olarak renkli bir tirtil diizenlenmistir. Ogretmen bunun igin on dort
tane farkli renkte ayaklari olan daireler kesmistir. Dairelerin sayilar1 6grenilmesi planlanan
renklerin sayisina gore farklilik gosterebilmektedir. Bu materyalde yine 6grencilerle birlikte
olusturulmaktadir. Oncelikle her bir 6grenciye renkli bir daire verilir ve daha sonra 6grenci-
lerin 6gretmen yardimiyla gelip bu dairelerle tirtili olusturmalari istenir. Ogrenciler bu ma-
teryali bir oyuncak gibi algilayarak formal olan bir smif ortaminda olduklarin1 unutarak bir
oyun parkinda olduklarinmi sanacaklardir. Dolayistyla okulda olduklari gibi zorunlu kilindig:
i¢in degil dogal bir ortamda keyif aldiklar: i¢in goniillii bir 6grenme gerceklesmis olacaktir.
Bu nedenle “6grencinin zorunlu oldugundan degil merak ettigi i¢in 6grendigi bir 6grenme
ortami yaratmak ic¢in Ogretmenlerin O0grenci merkezli yontem-tekniklerden, cesitli arag-
gereclerden ve materyallerden yararlanmasi gereklidir” (Kara, 2008: 217). Etkinlik olarak ise
glinliik hayatta 6grencilerin dikkatini ¢eken ve bir¢ok renkten olusan bir palyago ile konu
pekistirilebilir. Bunun yaninda yine 6grencilerin gelisim donemlerine uygun olarak bir bo-
yama etkinligi yapilabilir.
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Ornek Materyal 3.1: Die Farben

Temel egitimdeki dgrencilerin dondurmay1 sevdikleri bilinmektedir. Ogrencilerin bu
ozellikleri ise etkinliklerde kullanildiginda aslinda anne ve babalar agisindan olumsuz olarak
goriilen bu yas cocuklarin ilgileri 6gretim agisindan bir avantaja déniistiiriilebilir. Ornegin
renkler konusunda yukarida da goriildiigii gibi dondurma kiilah1 ve renkli olan dondurma
toplar1 tasarlanabilir. Ogrencilerin renkleri dogru dgrenip dgrenmediklerini test etmek ama-
ayla etkinlikte yazilan yonerge aracilifiyla dondurma toplarmin belirtilen renk siras1 dikka-
te alinarak kiilaha doldurulmasi istenir. Bu materyal kullanilarak 6grencilerin hem keyif ala-
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rak ogrendiklerini pekistirmeleri saglanir hem de renkleri 6grenip 6grenmedikleri de belir-
lenmis olur. Goriildiigii gibi materyal yardimiyla tasarlanan bu etkinlik hem 6grenileni pe-
kistirme hem de 6grencilerin eksik 6grenmelerini ortaya ¢ikardig igin 6lgme ve degerlen-
dirme islevine sahiptir.

Ornek Materyal 4: Die Kleidung

Yukaridaki materyal, kiyafetler (Die Kleidung) konusu igin tasarlanmigtir. Bu materyalin
ilk tasarim asamasinda kara kalem ile mukavva {izerine kadin ve erkek olmak {tizere iki be-
bek ¢izilmistir. Bu materyalin devami olarak ise icerisinde kiyafetlerin yer aldig1 bir gardirop
bulunmaktadir. Sinifta kiyafetlerin Almanca isimleri anlatildiktan sonra 6grencilerin tahtaya
gelip sectikleri kiyafetlerin Almanca kargiliklarini sdyleyerek bu bebekleri sectikleri kiyafet-
lerle giydirmeleri istenmektedir. Asagida bu materyalin tasarlanmis nihai hali yer almakta-
dur.
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Ornek Materyal 4. 1: Die Kleidung

Erken ¢ocukluk dénemlerinden itibaren oyun donemlerinde her ¢ocugun sahip oldugu
bir oyuncak bebek bulunmaktadir. Bu nedenle bu materyalin ¢ocuklarin ilgilerini ¢ekecegi
rahatlikla sdylenebilir. Yukarida da goriildiigii gibi pantolon, kazak, etek ve tisort gibi bircok
kiyafet bicilmis ve dikilmistir. Hemen hemen her ¢ocuk bebegine kiyafet dikmis ve giydir-
mistir. Cocuklar i¢in kag¢ yasina gelirse gelsinler ¢ocuklarinda hep hafizalarinda olan bu be-
bekler onlarin ilerleyen yasantilarinda da 6nemli bir anidir. Bu nedenle bu materyal tasarla-
nirken bu yas grubundaki 6grencilerin hosuna gidebilecek olan nesnelerin neler olabilecegi
dikkate alinmistir. Ciinkii “0gretmen, 6grenme siirecini planlarken, her asamada kendi bakis
agis1 yerine ¢ocuklarin diinyasini, onlarin bakis agilarini empati yoluyla yakalamak duru-
mundadir” (Hanbay, 2013: 65). Dolayisiyla bu materyal ile 6grencilerin hosuna gidecek bir
yasant1 6grenme siirecinde kullanilarak dogal bir 6grenme ortami olusturulmaya ¢alisilmak-
tadir. Burada her bir 6grenci tahtaya gelerek hosuna giden bir kiyafeti bebeklere giydirmek-
tedir.
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Ornek Materyal 5: Die Berufe
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Yukaridaki materyal meslekler (die Berufe) iinitesini aktarmak amaciyla tasarlanmaistir.
Bu materyalde 6ncelikle parmak kuklalar: oriilmiis ve igerisine pamuk doldurulmustur. Her
bir parmak kukla bir meslegin dis goriintiisel 6zelliklerini yansitmaktadir. Ornegin burada
ogretmen, doktor, ressam gibi meslek gruplarini temsil eden parmak kuklalar bulunmakta-
dir. Bu materyalin kullaniminda goniilliiliik esasina gore iki 6grenci tahtaya gelip parmakla-
rina ilerde hayalini kurduklari, olmak istedikleri meslekleri takarak bunlar1 Almanca soyle-
mektedirler. Oncelikle 6grenciler parmaklarina taktiklar: her kuklada karsilikli canlandirma
yaparak “Was bist du von Beruf?” sorusunu sormaktadirlar. Eger soruya cevap veren kiz
ogrenci ise “Ich bin eine Lehrerin”; erkek 6grenci ise “Ich bin ein Arzt” bigiminde Almanca
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yanit vermektedirler. Bu materyal 6grencilerin konugsma ve dinleme becerilerine katki sag-
lamaktadir. Materyal hazirlamadaki temel amag aktivitelerin beceri merkezli olmasin sagla-
yarak kazanimlari yapay olmaktan ¢ikarip daha iletisimsel hale getirmektir (Tarakcioglu,
2012: 14). Dolayisiyla bu materyalle 6grencilerin birbirleriyle iletisim kurabilecegi bir ortam
yaratilmig olur. Bu tarz bir materyalin 6gretim islevinin yaninda 6gretmenin smifa bu ma-
teryalle girmesi durumunda 6grencileri giidiileme, hedeften haberdar etme, ilgi ¢ekme gibi
bircok islevi oldugu da sdylenebilir. Alisila geldigi gibi 6gretmenin sinifa kitaplari ile gelme-
sinin 0grenci iizerindeki etki giicii materyalle gelmesindeki etki giiciinden kuskusuz cok
daha azdir. Ciinkii 6grenci igin ders kitab1 ciddi, sikic1 ve zorunlu olan bir gorevin yerine
getirilmesi gibidir.

Ornek Materyal 5.1: Die Berufe

Bu materyal de die Berufe {initesinde kullanilmak {izere tasarlanmistir. Etkinlik olarak
konunun pekistirilmesi amaciyla tasarlanan bu materyalde mesleklerin 6grenciler tarafinda
dogru bir bigimde yazilmas: planlanmistir. Bunun icin karton kahve bardaklar tercih edil-
mistir. Her bir bardagin tizerine mesleklerde gecen bir harf kegeli kalemle okunakl: bir sekil-
de yazilmigtir. Etkinlik yapilmadan once yukaridaki gibidir. Goriildiigii gibi materyalde
meslegin ne oldugunun kolay bir bigimde anlagilmasini saglamak icin 6grencilere ipucu ola-
rak s6z konusu meslekle ilgili olan malzemeler materyalde yer almaktadir. Ornegin berber
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icin makas, doktor igin ise steteskop tercih edilmistir. Bu etkinlikte 6grenciler tahtaya gelerek
birkag harfi 6nceden verilmis olan meslegin ne oldugunu tahmin edip mesleklerin Almanca-
s bardaklarla olusturmaktadirlar. Asagida etkinligin yapildiktan sonraki hali yer almakta-
dur.

Ornek Materyal 5.2: Die Berufe

Burada da goriildiigii gibi 6grenciler “Friseur, Pilot, Arzt ve Koch” mesleklerinin yazilis-

larmi pekistirmiglerdir.

Yukarida 6rnek verilen bu materyallerin yaninda 6grenme ortamlar1 oyun, drama ve
yapboz gibi cocuklarn ilgisini ¢ekebilecek farkli farkli yontem ve tekniklerle de zenginlestiri-
lebilir. Yapbozlarin ¢ocuklarin 6grenmesinde etkili oldugu bilinmektedir. Ciinkii “yapbozlar
hem ¢ocuklarin bir¢ok duyu organina hitap etmekte hem de pargcalar birlestikce ¢cocukta kii-
ciik parcalarla biiyiik resmi gérme yetenegini gelistirmektedir” (Kose, 2017: 286).

Sonug

Genel olarak farkli yas grubundaki 6grencilerin bulundugu tiim egitim kademelerinde
ayni tarz ve yontemde 6gretim yapilamadig: gibi temel egitimde Almanca 6gretiminde de bu
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durum goz oniinde bulundurulmalidir (Karaman, 2017). Cilinkii her yas grubunun 6grenme
bigimi kendine 6zgii 6zellikler tasimaktadir. Ozel anlamda da bu durum Almanca dgretimi
bakimindan ele alindiginda 6gretim siirecinin tasarimi daha da 6nem kazanmaktadir. Ciinkii
Almanca Ingilizce’ye kiyasla daha karmasik ve soyut bir yapiya sahiptir (Twain, 2014). Do-
layisiyla bu yapinin 6grenciye aktarim siirecinde salt kitaplar kullanilmamali, 6grenme or-
tam1 somut ve yaratict materyallerle zenginlestirilmelidir.

Yabana dil derslerinde ders kitaplarinda yer aldigr gibi bosluk doldurma bigimindeki
alistirmalar yerine 6grencilerin 6grenme stirecinde aktif olduklari, yasant1 kazandiklari, ya-
parak yasayarak ogrenmelerini saglayacak 6grenme ortamlar1 olusturulmalidir. Bu siirecte
cok cesitli etkinlik ve materyallere yer verilerek 6grencilerin yasa bagh olan gelisimsel ve
bireysel ozellikleri dikkate alinmalidir. Yabanci dilde tasarlanan materyal ve etkinlikler ara-
cligiyla siniflar formal ve sikici olmaktan ¢ikarilarak 6grencilerin keyif aldiklar: oyun alanla-
ria donistiiriilmelidir. Boylece temel egitimdeki o6grenciler i¢in anlamli ve kalic1 6grenme
saglanmis olur. Ogrencilerin zorunluluktan degil keyif alarak istekli bir bigimde dgrenmele-
rine olanak veren materyaller tasarlanmalidir. Yukarida verilen 6rneklerde oldugu gibi ta-
sarlanan materyaller sadece ders anlatim stirecinde degil etkinlik olarak da kullanilarak eko-
nomikligi ve iglevselligi arttirilmalidir. Son olarak belirtilmesi gereken énemli bir nokta ise
literatiir taramasi sonucunda alan yazinda temel egitimde Almanca 6gretimi igin materyal
gelistirme ¢alismalarinin olmadiginin fark edilmesidir. Bu nedenle Almanca 6gretimi igin

ihtiya¢ duyulan materyal gelistirme ¢alismalarina agirlik verilmesi gerektigi onerilmektedir.
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Neden Yabana Dil Ogretemiyoruz?

Dog. Dr. Biilent Kirmizi

Osmaniye Korkut Ata Universitesi

Giris

Yabana dil ilk, orta ve lisede diger dersler gibi 6gretmenlerin sinif ortaminda 6gretmeye
calistiklar1 herhangi bir ders olarak algilansa da aslinda Oyle degildir. Okullarda 6gretimi
yapilan fen bilimleri ile sosyal bilimler alanlarindaki dersler, smif ortaminda 6gretmenin
dersi anlatmasi ve ardindan da 6grencinin konuyla ilgili okumalar yapmasi ya da konular1
tekrar etmesi ile 6grenilebilir derslerdir. Matematigin ya da kimyanin mantig1, diinyanin her
olan o diinyaya adim attiktan sonra, bakis agilarinda bir kisim farkliliklar olsa dahi benzer
yollar1 izleyerek 6grenmeyi gerceklestirecektir. Matematik bir diinya ise dil bir evrendir ve
bu evren o kadar ¢ok unsurdan olusur ki, siif ortaminda 6gretmenin onlarca 6grenciye bu
evreni tanitmasi oldukc¢a zordur. Bu nedenle yabanci dil 6gretiminin ya da 6greniminin ba-
sarisizlikla sonuglanmasi {izerine yazilan bir¢ok arastirma makalesi, ortaya atilan fikirler ve
getirilen ¢oztim Onerileri su ana kadar yabanci dil 6grenme ve 6gretme noktasinda herhangi
bir fayda saglamamuistir.

Yabana dil 6grenmek igin bir¢ok neden siralanabilir 6rnegin, is bulmak, konferanslarda
sunum yapmak, es bulmak, kendi mesleginde kariyer yapmak, kitaplar1 orijinalinden yaban-
c1 dilde okumalk, ticaret yapmak, dini kaynagindan 6grenmek ve yurt disina yapilan seyahat-
lerde iletisim araci olarak kullanmak gibi. Tiirkiye’de yasayan neredeyse her vatandasin ha-
yali olan bir yabanci dil 6grenme istegi ne yazik ki tiim ¢abalara ve harcanan paralara rag-
men gerceklesmemekte ve her yeni girisim yeni bir hayal kiriklig1 ile sonlanmaktadir. Bu
noktada bir de insanlarin Tiirkiye’de yabanci dili nerelerde 6grenme imkanlariin olduguna
bakilmali. Bunlardan ilk akla gelen ilkogretim ve ortadgretim okullaridir ve ikincisi de ya-
banc dil dershaneleridir. Okullarda yabanci dil 6gretmenleri oncelikle kendilerine sunulan
ders miifredatina paralel bir ders isleme yiikiimliiliikleri oldugundan, kullandiklar: kitap ve
miifredat cergevesinde 6gretim yapmaktadirlar. Ogretmenlerin miifredat: takip ederken kul-
landiklar1 dil genelde ana dildir ve hedef dil neredeyse hi¢ kullanilmaz. Kullanilan yontemse
daha ¢ok dilbilgisi-ceviri yontemidir ki bu bilinen en eski yontemlerin basinda gelmektedir.
Smif ortaminda kirk dakikalik dersin yaklasik bes dakikas: yoklama, bes dakikas1 da dgren-
cilerin teneffiisten geldikten sonra derse adapte olmalariyla geger ve ardindan dersin bagla-
mast ile birlikte 6grenciler kitaplarini agarak o giinkii ders yapilmaya baglanir. Oncelikle
okuma parcasinda yer alan bilinmeyen sozciiklerin listesi 6gretmen tarafindan tahtaya yazi-
lir ve 6grencilerin bu kelimeleri onar kez yazmalari istenir, ancak bu kelimelerin farkli ctim-
lelerde nasil kullanildigina dair 6grencinin bir fikri yoktur. Yaklagik 30 6grencinin bulundu-

gu bir smifta 10 6grenci bir okuma parcasini tekrar tekrar okuduktan sonra, metinde yer alan
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gramer kurallarmin agiklanmas: ve 6grenci ¢alisma kitabinda yer alan alistirmalarin yapil-
mast ile ders sonlandirilir.

Yukarida anlatildig: bi¢cimde islenen yabanci dil dersinde dil becerilerinden iiretimsel
beceriye dayali olan yazma ve konusma becerilerine hi¢ yer verilmemistir. Bu ders isleme
bi¢imi esasen 0grenciler liseden mezun olana dek devam etmekte ve 6grenciler adini ve ne-
reli olduklarini sdyleyebilmenin disinda hig bir sey konusamamaktadir. Gramer her yabanc
dil 6gretiminde verilmesi gerekli olan birtakim formiillerdir ve ayn1 zamanda dilin matema-
tigidir. Ancak dil dersinin salt gramer odakli islenmesi, o dersi bir matematik dersine dontis-
tlirecek ve dilin asil islevi olan iletisim araci olmaktan ¢ikaracaktir. Gokdemir’in (2005: 254)
2001 yilinda Dokuz Eyliil Universitesi, Ege Universitesi, Izmir Ileri teknoloji Enstitiisii, Istan-
bul Universitesi ve Hali¢ Universitesinde grenim gérmekte olan hazirlik smifi 6grencileriyle

yapmis oldugu calismada su verilere ulagilmistir:

a. Ingilizce derslerinde agirlikli olarak teoriye yer verilmekte, pratik ya ikinci plana
atilmakta ya da hig yer verilmemekte;

b. Ingilizce derslerinde 6grenci katilimina yer verilmemekte, ders siirekli olarak dgret-
men merkezli islenmekte, 6grenciye dersin islenisiyle ilgili gorevler verilmemekte,

c. Yabana dil 6grenmede tiniversitelerin en uygun yer olduguna inanilmamakta,

d. Ingilizce hazirlik béliimiine devam eden dgrenciler bu dili grenmek igin yeterince
zaman ve ¢aba harcamamakta,

e. Bir yil olarak uygulanan Ingilizce hazirhik derslerinde Ingilizce ile birlikte ikinci bir
yabana dilin verilmemesi,

f. Okul idaresi yabana dil 6grenme konusuna énem vermemekte,

g. Ingilizce hazirlik veren {iniversiteler bu dersler i¢in uygun ortam ve sinuf sartlari sag-
layamamakta,

h. Ingilizce hazirlik veren {iniversiteler bu dili 6gretmek icin gerekli arag-geregleri yete-
rince sunamamakta,

i. Ingilizce hazirlik veren {iniversiteler izlenceyi yetistirmek igin uyguladiklari progra-
mi hizli stirdiirmekte,

j. Ingilizce hazirlik veren {iniversiteler bu derslerde dgrenciyi aktif hale getirecek bir
yontem kullanmamaktadirlar.

Bir yabanci dilin 6grenilmesi ve 6gretilmesi cok uzun zaman alan ve sabir gerektiren bir
stirectir ve bunun en iyi kanit1 yeni dogan ¢ocuklardir. Cocuk dogduktan sonra yaklagik iki
yil konusmaz ve siirekli dinler. Bu siire igerisinde okuma bilmez, gramer bilmez ve konusa-
maz. Dogumundan yaklagik iki yil sonra kiigiik sozciikleri seslendirmeye baglayan ¢ocuk
zamanla 0grendigi yeni kelimelerle climleler kurmaya baglar. Bu dogal dil 6grenme bigimi,
yapay olan smif ortaminda elbette miimkiin degildir, ancak dil 6gretiminde asil 6érnek alin-
mas1 gereken yontem de bu olmalidir. Smif ortaminda 6grencilerin stirekli olarak gramer
ogrenmesi, onlarin yabanci dili degil yabanc dille ilgili malumat edinmesini saglamaktadir.
Bu araba kullanmak isteyen birine arabanin tekerini, aynasimni, direksiyonunu gostermek
fakat asla koltuga oturtup kullanmay1 6gretmemeye benzetilebilir. Ogrencilerin yilsonu gel-
diginde yabanc dil defterlerinin bastan sona dolu oldugu fakat akillarinda kalan higbir seyin
olmadig goriilmektedir. Dogal dil 6grenme siirecinde gergeklesen anlama, konusma, okuma
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ve yazma siralamasi ne yazik ki smnif ortaminda okuma ve anlama ile sinirli kalmaktadir.
Lise mezunu olan bireylerin kendileri, aileleri ve meslekleri ile ilgili kendilerini ifade ede-
bilmeleri ve herhangi bir konuyla ilgili kisa bir metin yazabilmeleri bu kosullarda miimkiin
goriilmemektedir.

Ana dilin disinda sonradan 0grenilen yabanci dilde goriilen en biiyiik sikint1 iiretimsel
becerilere dayanan yazma ve konugma becerilerinin gelismemesidir. Bu noktada siralanabi-
lecek bir¢ok engelleyici vardir 6rnegin miifredat, sinava dayali sistem, ders kitaplari, okul
yonetimi ve dgretmen yetersizlikleri gibi. Ates ve Giinbay1'nin (2017) “Ortaokullarda Ingiliz-
ce Ogretmenlerinin Yabana Dil Ogretiminde Karsilagtiklar1 Sorunlar” baglikli ¢alismalarin-
da, basarisizliga etki eden faktorlerin baginda % 50 paya sahip olan kitaplar, % 42 ile okulla-
rin donanim agisindan yetersizligi, % 35.71 ile miifredatin 6grenci seviyesine uygun olmadi-
g1, % 28.57 oraninda ders saatlerinin yetersizligi, % 21.43 ile sinava dayali bir 6gretim siste-
minin olmasi ve 6grencilerin yabanc dile karsi olumsuz tutumlar: gosterilmistir.

Yukarida 6gretmenlere yapilan anket sonucu tespit edilen problemler elbette giderilmeli
ve Ogretimin gerceklesmesi noktasinda ciddi anlamda problemler olusturan sorunlardir.
Ancak 6grenciyi motive edecek yontemler kullanilmadig; siirece yukarida anilan sorunlarin
giderilmesi de bir anlam ifade etmeyecektir. “Motivasyon kavrami, yonlendirmek, harekete
gecirmek, tesvik etmek, giidiilemek ve bir seyi yapmaya istek duymak anlamlarina gelmek-
tedir” (Dellal & Giinak, 2009: 22). Ogrencileri &ncelikle yabanci dil 6§renmeye tesvik edecek
yontemde gramer 6gretimi yogun olmamali aksine hedef dilin bir iletisim araci olarak kulla-
nilmasi amaglanmalidir.

Aragtirmalar sonradan bir dil 6grenenlerde konusma ve yazma becerilerinin gelistirilme-
sinin 0zel ¢alismalar yapilmasini ongormektedir. Smif ortaminda verilen gramer bilgileri
ogrencilerin sadece test kitaplarindan ya da 6grenci ¢alisgma kitabindan konuyu tekrar etme-
leriyle pekismemektedir, ciinkii 6grenilen konularin mutlaka anlamli ctimlelerde yani metin
icerisinde goriilmesi gerekmektedir. Tekrarli okuma yontemi ile defalarca okunan basit me-
tinlerle baglanan okumalar, 6grenenlerin zihninde hem gramer yapilariin hem de basit
ciimle yapilariin yavas yavas yer etmesini saglayacaktir. Tekrar edilmeyen her bilgi unu-
tulmaya mahkiimdur gerceginden yola cikarak, tekrarli okumalar ile zamanla konusma ka-
liplar1 6grenenlerin zihninde kalic1 olarak yer almaya baslayacaktir. Seviyelere gore diizen-
lenmis olan kitaplar, bu yontem icin oldukca uygundur ve her kitabin yaklagsik 15-20 kez
okunmasi ile o kitapta verilen bilgilerin tam olarak edinilmesini saglamaktadir.

Tekrarli okumadan sonraki asama yazma becerisini gelistirmek olmalidir, ¢linkii yabanc
dil 6grenenler okuma yaparken hem hedef dildeki seslendirme problemlerini giderecek hem
de anlama becerilerini gelistireceklerdir. Burada bahsedilen yazma calismalar: yaratic1 yaz-
ma becerisini kapsamakla birlikte, mutlaka 6nceden gelistirilen bir program cercevesinde
uygulanmali ve siireklilik arz etmelidir. Ogrencilerin ve hatta iiniversite mezunu kisilerin
dahi en biiyiik sikint1 yasadiklar1 dil becerisi yazmadir, ¢linkii hem belirli bir diizen gergeve-
sinde olmali ve hem de tematik olarak isteneni verebilecek yeterlilikte olmalidir. Yabanc dil
ogrenen kisilerde yaratici yazma ¢aligmalar1 yapmadan once kendi ana dilinde calismalar
yaptirmakta fayda vardir. Almanca ve Ingilizce gibi yabanci dil boliimlerinde 6grenim géren
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ogrencilerden hedef dilde bir kompozisyon yazmalar istendiginde genelde rastgele ve dii-
zensiz bir metin ortaya koymaktadirlar. Oysaki kompozisyon bazi yapilarin kullanildig;,
belirli bir diizeni ve gercevesi olan bir metindir. Kompozisyonda kisiye verilen konu her ne
olursa olsun, kisi bir taraf olmak durumundadir fakat asil agiklamalarin giriste degil gelisme
kisminda dile getirmelidir. Ornegin, “Giiniimiizde insanlar teknolojinin insan hayatini ko-
laylagtirdigina inanmaktadir, bu konuda siz ne diisiiniiyorsunuz?” gibi bir konuda, kompo-
zisyonu kaleme alacak olan kisi giris kisminda tarafin1 belirlemek durumundadir. Asagida

ornek bir giris yazis1 verilmistir:

“Oncelikle séylemek gerekirse teknoloji yararlidir ancak zararlarinin oldugu da bir gercektir. Ote
yandan diinyada yasayan yaklasik 7 milyar insan var ve bunlarin tamam teknolojiden yararlanami-
yor. Bircok insan teknolojinin insan hayatin kolaylagtirdigini iddia edebilir ancak zararlar1 da unu-
tulmamalidir. Teknolojinin olumsuz yonlerinin oldugunu gosteren bircok kanit bulunmaktadir ve
insanlik her giin bunlarla yiizlesmek durumundadir.”

Yukarida bir kompozisyonun giris kismi1 verilmistir ve bu giriste yazilmasi istenilen ko-
nuya dair kisi kendi diisiincelerini ele veren kiigiik ipuglarini dile getirmistir. Burada goze
carpan bazi yapilar kullanilmistir 6rnegin, “6ncelikle sdylemek gerekirse” (first of all) ve “Gte
yandan” (on the other hand) gibi. Yabanc dil 6grenen kisilere oncelikle kendi ana dillerinde
yazma calismalar1 yaptirmanin gerekliligi burada yatmaktadir, 6grenen kisi ana dilinde
yazma becerisini pekistirmeli ve bunu da bir iki giin igerisinde degil uzun bir siireye yayma-
lidir. Ogretici durumunda olan kisinin rehberliginde her giin yazilacak 2-3 kompozisyon
artik zamanla baz1 yapilarin oturmasimni ve daha anlamli hale gelmesini saglayacaktir. Ayni
ana dilde oldugu gibi hedef dilde baslayacak olan yazma ¢aligmalar1 da benzer kaliplar ve
yapilarla olursa kompozisyon hem belli bir diizen icerisinde olacak hem de anlatilmak isteni-
len diisiince daha kolay dile getirilebilecektir. Ornegin dgrencilerin “some people believe

o oo /7S

that...”, “they argue that...”, “as a matter of fact...”, “in my opinion,...”, “people also say that...”,

/i

“in conclusion...”, “but on the other hand...”, “for my part...”, “some people suggest that...”, “I
absolutely agree...”, ”Another factor...”, “that is to say...”, “some claim that...”, “to my mind...”,
ve “I firmly believe that...” gibi yapilar1 oncelikle ana dillerinde kullanmaya baglamalar1 ve
ardindan da yabana dilde kullanmay1 6grenmeleri yazma becerilerini gelistirmede oldukca
kolaylik saglayacaktir. Ogretici bu ve buna benzer yapilari verirken giris, gelisme ve sonug
kisminda hangi yapilarin kullanilabilecegini 6rneklerle gostermeli ve 6grenenleri bu konuda

yonlendirmelidir. Asagida sonug kismina dair baska bir 6rnek verilmistir:

“For my part, 1 completely agree with that the technology has more disadvantages than
advantages. It gives rise to people’s health problems. It is harmful to the growth of the children.”

Yabana dil derslerinde mevcut olan problemlerin ¢ogu fiziki sartlarin yetersizligi, miif-
redat, sinava dayali sistem, kitaplar ve imkansizliklar gibi nedenlere dayandirilsa da asil
sorun smif igerisinde uygulanan yontem hatalarindan kaynaklanmaktadir. Artik giintimiiz-
de su bir gercektir ki uzun kelime listeleri hi¢bir zaman 6grenilememekte ve 6grenilse dahi
kalic1 olmamaktadir. Bir sozciigiin anlamlandirilmadan edinilmesi miimkiin degildir. Yuka-
rida verilen orneklere benzer yazma calismalar: rastgele yapilmamali belirli bir diizen ve
plan cercevesinde yapilarak 6grenenlerin s6z konusu yapilar1 hazmetmeleri saglanmalidir.
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Yaz1 caligmalarinin stirekli yapilmas: durumunda yukarida verilen kaliplar ya da yapilar
dgrenildiginden zamanla bunlarm konusma becerisini gelistirdigi de gdzlemlenecektir. In-
sanlar hedef dilde herhangi bir konu verildiginde ne konusacaklarin1 sasirmakta ve tek keli-
me dahi edememektedir. Bunun en biiyiik nedeni ise zihninde belirli bir konugma formunun
olmamasidir. Konusma formu, belirli bir diizen iceren ve kisinin bu diizen dahilinde ne ko-
nusabilecegini kafasinda tasarlamasidir. Ornegin ciimleye nasil baglayacagini ve nasil devam
ettirip sonuglandirmasi gerektigini bilmesi durumunda konu ne olursa olsun akici bir sekilde
konusabilecektir. Yazma ¢aligmalarini iyi siirdiiren birinin konugsma noktasinda sikint1 ¢ek-
mesi miimkiin degildir, ¢linkii insanlar genelde yazdiklar1 gibi konugsmaya egilimlidirler.
Ornegin bir kimsenin konusma arasinda “a majority of people hold the opinion that...” gibi bir
yap1 kullanmasi, karsidakinde hayret uyandirarak, dili ¢ok iyi kullandigina dair bir izlenim
uyandiracaktir. Yabanc dil 6gretiminde amag sadece kisinin adini ve nereli oldugunu sdyle-
yebilmesi degildir, aksine hedef dili giinliik hayatinda ya da mesleki hayatinda aktif olarak
kullanabilmesidir. Ancak Tiirkiye’de lise mezunlari, ilkokul 5. siniftan baglayarak yabanci dil
ogrenimi gormelerine ragmen, yabanci dilin simple present tense ya da present continius
tense oldugunu zannetmektedirler.

Dil Bir iletisim Aracidir

Hangi dil olursa olsun dil, onu ana dil olarak konusanlar kadar yabanc: dil olarak konu-
sanlar i¢in de iletisimin hammaddesidir. Temel dil becerileri olan okuma, anlama, yazma ve
konusma aktivitelerinin tamamu iletisim kurmaya yarar. Giintimiizde sosyal medyanin hizla
yayilmasi ve herkes tarafindan kolayca ulasilabilir olmasi dilin temel misyonunun iletisim
oldugunu kanitlamaktadir. Herhangi bir dilin 6grenilmek ya da Ogretilmek istenmesine
ragmen Ogrenilememesi yukarida da belirtildigi gibi birtakim yontem hatalarindan kaynak-
lanmaktadir. Dilin 6gretilmesi siirecinde unutulmamasi gereken en 6nemli nokta, 6grenenle-
rin bu 6gretimle dili bir iletisim araci kullanip kullanamayacaklarini sorgulamaktir. Bu sor-
gulandig siirece 6gretici kendisini yeni 6gretim durumlarina gore giincelleyecek ve konuyla
ilgili aragtirma yapma ihtiyact hissedecektir. Ogretmenlerin agsmalar1 gereken birgok proble-
min her gegen giin artarak varli§in1 korudugu bilinen bir gercektir. Ancak yaklagsik sekiz yil
yabanci dil dersi goren 6grencilerin en azindan orta seviyede bir Ingilizce becerisine sahip
olmalar1 gerekmektedir. Yapilan arastirmalar, diinyada yabanc dil 6gretiminde en basarisiz

tilkeler siralamasinda sonlarda yer aldigimizi gostermektedir.

Gerek uluslararasi konferanslarda gerekse Tiirk {iniversitelerinde 6grenim gérmek tizere
gelen yabanci 6grencilerde, Arap tilkelerinden Afrika tilkelerine kadar birgok iilke vatanda-
stin Ingilizceyi aktif olarak ¢ok iyi bir bigimde kullanabildigi gériilmektedir. insanin mesle-
gini pazarlayabilmesinin kaginilmaz gereklili§i olan yabanci dil becerisi, artik giiniimiiz
diinyasinda hafife alinabilecek rastgele bir konu olmaktan gikmistir. Sirketlerin ulusalliktan
uluslararasi bir kimlige biiriindiigii bu dénemde yabanci dil bilmeyen tiniversite mezunlari-
na is hayatinda yer yoktur. Tiim bu gercekler egitim politikalarmna yon verenlerin, akade-
misyenlerin, 6gretmenlerin ve hatta velilerin konuyla ilgili kafa yormalarin gerektirmekte-
dir. Bu nedenle yabanc dil 6gretimi konusu detayl bir sekilde ele alinarak ders kitaplarin-
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dan miifredata kadar tekrar yapilandirilmasi gereken bir derstir. Songtin (1984: 134-135) ba-
sarisizlikla ilgili diistincelerini su sekilde dile getirir: “Egitim sistemini ve en son halka olan
tiniversiteyi, egitim diizeyinin diisiikliigii nedeniyle suclamak kolaydir. Ama bu diisiikliige,
o sistem icinde gorev alip, gorev bilincine varamamus kisilerce de neden olunmaktadir.”

Sovyetler Birligi uzaya ilk insan1 gonderdiginde ABD gegcici bir sok gecirerek kendilerini
bu konuda sorguya ¢ekmislerdir. Bir¢ok iilkeye asker sevkiyatini yaptiktan sonra, gonder-
dikleri askerlerin bolge diline hakim olmas1 gerektigi gercegi ile yiizleserek yeni yontemler
bulma arayisina girmiglerdir. Bu yontemlerden biri laboratuvar ortaminda uygulanan kulak-
dil aligkanlig1 yontemidir. Askerler 6nce bolge dilini kulakliktan siirekli ve tekrar tekrar din-
leyerek kulak dolgunlugu saglarlar ve sonra da artik ezberledikleri ciimleleri konusmaya
baglarlar. 1960’11 yillarin baglarinda ¢alismak iizere Almanya’ya ve Avrupa’nin diger iilkele-
rine giden yabanci iscilere de benzer yontemler uygulanmistir. Hem askerlerin hem de iscile-
rin ¢ok hizli bir sekilde bolge dilini 6grenmelerinin birgok nedeni olsa da en énemli nedeni
olabildigince hizl bir sekilde bolge halkina adaptasyon saglamaktir. Bu noktada hem isciler
hem de askerler sunun farkindadirlar, halkla iletisim kurmadikc¢a hedeflerine ulagmalar
imkansizdir ve her ne olursa olsun kendilerine yabanci olan bu dili 6grenmeleri gerekmek-
tedir. Tirkiye’de Ozellikle de ortadgretim kurularinda ve iiniversitelerde 6gretmenler, 6g-
renciler ve veliler bu bilin¢le hareket etmelidirler.

Yabana dil 6grenimi 6gretmenlerin oldugu kadar d6grencilerin de sorumlulugunda olan
bir alandir. Ogretmenlerin tiim ugras ve cabalarina ragmen sonug alamamasi 8grenci hatala-
rindan kaynaklanmaktadir. Ogretmenlerin yukarida bahsedildigi bicimde yontemler uygu-
lamasina karsin 6grencilerin duyarsiz ya da isteksiz olusu yabana dilin gereksizligine inan-
malarindan ve bosa zaman harcadiklarini diistinmelerinden kaynaklanmaktadir. Basarisizli-
ga olan inanglari, yabanci dilde o giine dek basariy1 yakalayamamigs olmalarindan kaynakla-
nir. Yabana dili iletisim dili olarak kullanirken hata yapma korkusu, 6grencileri dili kullan-
mama ydniinde motive etmektedir. Ogretmen ve gevre 8grencileri bu konuda rahat birakma-
I1 ve onlar1 cesaretlendirmelidir.

“Ogrenciler hata yapmaktan korkmayacaklari icin ders faaliyetlerine etkin bir sekilde ka-
tilmaktan vazge¢meyeceklerdir ve bu durum yabanci dil 6gretim siirecinde 6grencilerin mo-
tivasyonuna da olumlu yonde katki saglayacaktir”

Bu noktada 0grencilerin sosyo-kiiltiirel yapilar1 ve yetistikleri ¢evre geregi ilgi alanlar1
on plana g¢ikmaktadir. Ders kitaplarinda verilen okuma metinleri her &grencinin ilgisini
¢ekmeyebilir. Bu nedenle okutulacak metnin 0grencilerin dikkatini ¢ekmesi de 6nemli bir
unsurdur. Buna 6rnek olarak yetiskinlerin 6grenme aliskanliklar1 gosterilebilir ve bu konuya
Brundage ve MacKeracher (1980: 21-31) sdyle deginmektedir:

a. Kendi deneyimlerini sonraki 0grenimleri i¢in kaynak olarak degerlendiren veya bu
tiir deneyimleri baskalar: tarafindan deger goren yetiskinler daha iyi 6grencidirler,

b. Yetiskinler, kendilerince gecerli ve miikemmel olarak gordiikleri fikirlerine benzer
ogrenim hedefleri gelistirme siirecine dahil olduklarinda en iyi dgrenirler,
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c. Ogrenci, konuyu 6gretmenin sundugu gibi degil ancak kendi deneyimleri 1s18mnda
algilamak istedigi sekilde 6grenir,

d. Yetigkinler herhangi bir 6grenme etkinligine kendileriyle ilgili 6grenme yontemlerini
etkileyen bir takim diizenli tanimlamalar ve hislerle katilirlar,

e. Edindigi bilgiyi ¢oklu kanallar yoluyla isleyebilen ve “nasil 6grenilmesi gerektigi”ni
ogrenen yetiskinler digerlerine gore daha iiretici 6grencilerdir,

f. Yetigkinler, ders igeriklerinin kendi ge¢mis deneyimleriyle veya gilintimiiz ilgileriyle
ve ogrenme yonteminin de onlarin hayat deneyimleriyle ortiistiikleri bir ortamda en iyi 6g-
renirler.

Oneriler

Yabana dil 6gretiminde yapilan yanlslar ve bunlarin giderilmesi ile daha iyi nasil so-
nuglarin alinabilecegine dair goriislerin yer aldig:1 bu ¢alisma daha ¢ok “neden yabanc dil
O0grenemiyoruz?” sorusuna bir cevap niteligi tasgtmaktadir. Yabanci dil 6grenimi, salt teorik
bilgilerin yiiklenmesi ile gerceklesmemektedir. Bilgi yiiklemesi belki tarih, cografya, felsefe
gibi derslerde miimkiindiir ancak yabanci dil bu kapsama girmemektedir. Yabanci dil, bilim
alanlarindan sosyal bilimler sinifina dahil edilmekte ve 6gretimi noktasinda da o sekilde bir
tutum igerisine girilmektedir, ancak bu bir yanilgidir ve ne &gretimi ne de 6grenimi sosyal
bilimler dersleri gibi miimkiin olmaktadir. Bu durumda:

e Yabana dil 6gretmenleri diger brans 0gretmenleri gibi derse girip siirekli bilgi akta-
rim1 yapmakla gorevini yerine getirmis sayilmaz, aksine ogrencilerin anlam veremedigi bir-
takim formiiller ve sozciiklerle sadece yabanci dil derslerinden uzaklagsmalarina neden olur-
lar. Bu nedenle 6grencilerin her derste yeni ciimleler kurabilecekleri bir 6gretim tarzi benim-
senmelidir.

e Ogrenenler ister ortadgretim dgrenciler isterse yetigkin bireyler olsun mutlaka yas
durumlar1 goz oniine alinarak seviyelerine uygun okuma pargalar1 secilmeli ve gerek soz-
ciikler gerekse gramer yapilar:1 metin tizerinden verilmelidir.

e Ogretmenler 6ncelikle dil 6gretim yontem teknikleri konusunda hizmet ici egitim ala-
rak ya da ilgili kaynaklara ulasarak kendilerini siirekli giincellemeli ve daha 6nce benimse-
mis olduklar1 davranis modellerinden vazgecebilmelidirler.

e Ogrenciler neden yabanci dil 6grendiklerinin bilince varmali ve bu nedenle 6gret-
menler tarafindan siirekli motive edilmelidirler.

e Yabana dil 6grenimi 6grenciler tarafindan masa bagina mahk{im edilmemeli, hayatin
geneline yayilmalidir. S6zliik kullanma aligkanlig1 edinilmeli ve kullanimu siirekli hale geti-
rilmelidir.

e Universitelerde yabanc dil dersleri ilk y1l baglamali ve 6grenci diplomasini alana dek
devam etmelidir.

o Universiteler grencilerine yabanci dil smavi yaparak, uluslararasi gegerliligi olan 6g-
rencinin dil becerilerini gosteren belgeler diizenlemelidir.

e Okullarda mevcut yabanca dil siiflar1 arag-gere¢ bakimindan modernize edilerek
guncellenmelidir.
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o Ogzellikle {iniversitelerde yabanci dili sayesinde basariy1 yakalamis ve piyasa kosulla-
ria gore kendisini gelistirmis meslek sahipleri getirilerek 6grencilere 6rnek gosterilmeli ve
bu konuda tavsiyelerde bulunulmalidir.

¢ Gazete, dergi ve is ilan1 veren internet sitelerinden ornek ilanlar almmarak 6grencilere
gosterilmeli ve yabanci dil 6grenmenin is bulma noktasinda 6nemi dile getirilmelidir.

e Egitim politikalar: {ireten kisiler daha gergekci ve teoriden ziyade pratige énem veren
politikalar gelistirerek stirece katkida bulunmalidirlar.
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Yabana Dil Siniflarinda Ozerklik

Dr. Ogr. Uyesi Eda ERCAN DEMIREL

Necmettin Erbakan Universitesi

Giris

Yenicagin gereksinimleri degistikce, 6gretmen merkezli egitim her gegen giin popiilerli-
gini yitirmis ve yerini 6grenen merkezli yontem, teknik ve metotlar almistir. Bu baglamda,
yabanci dil siniflarinda da 6grencinin temel alindigi, aktif olarak 6grenmeye katildigi, 6g-
renme siirecinin tamaminda gorev ve sorumluluk aldig1 ortamlar1 yaratma geregi ortaya

cikmugtur.

Ogrenme, yasam boyu gabalamay: gerektirir ve bu yiizden de elbette ki okul digin1 da
kapsamakta ve boylece bireyin sorumluluk aldig: bir siirece gecisi desteklemektedir. Basari-
nin biiyiik Olgiide smif digi bireysel ¢cabaya dayandigi yabanc dil egitiminde (Lee, 1998,
5.282) de Ozerk diisiincenin 6nemi goz ardi edilemez. Bu sebeple, 6grenen dzerkligi, 6gretmen
ozerkligi ve 6gretmenin dzerklikteki rolii ve son olarak da ozerkligin desteklendigi sinif uygulamala-

rindan sirastyla bahsedilecektir.

Ogrenen Ozerkligi

Latince “autos” (6z) ve “nomos” (yonetim) kelimelerinden olusan (Ozdemir ve
Cok,2011,s.154) 6zerklik kavrami, kisinin kendisi ile ilgili karar alabilmesi, se¢imler yapabil-
mesi ve sorumluluklarini {istlenebilmesi olarak tanimlanabilir. Oz-belirleme teorisi kapsa-
minda Ozerklik, bireyin kendisi tarafindan onaylanan eylemlerle iliskilendirilir ve kisinin
kendi deger yargilarini temel alir (Chirkov ve Ryan, 2001,5.619). Kisacasi, 6zerklik kendi kri-
terleri Olciislinde karar verme siirecini yonetme becerisi olarak da agiklanabilir. Temel bir
ihtiyag¢ olarak kabul edilen 6zerklik, saglikli olma durumu (Ryan ve Deci, 2000, s.74), icsel
motivasyon (Chirkov ve Ryan, 2001), 6z-Orgiitleme ve se¢im yapma (Goger, 2016, s. 189)
ile iliskilendirilir.

Holec (1981,s.3) 6zerklik kavramini, ‘kisinin kendi 6grenme siirecinin kontroliinii kendi
eline alma becerisi’ olarak tanimlar ve 6zerklik kavramindan bahsederken, kisinin kendi 6g-
renme siireci ile ilgili sorumlulugu iistlenebilme becerisini vurgular. Ogrenen 6zerkligi yeni
bir kavram olmamasina ragmen, yabanci dil egitiminde sik¢a kullanilmaya baslamas1 ancak
90’11 yillarin basinda olmus (Smith,2008, s.395), ylizyilin basindan bu yana da 6zerlik kavra-
mina olan ilgi biiyiik 6l¢lide artmistir (Benson, 2006, s.21).

Ogrenen 6zerkligi icgorii, pozitif tutum, derinlemesine diisiinme kapasitesi ile karsilikli
etkilesim ve 0zyOnetim konularinda aktif olmaya hazir-bulunma halini gerektirmektedir
(Little,2003) ve buradan hareketle 6zerk 0grencinin, 6grenme siirecini yonetirken, kaynaga
ulagma yollarini bilme, kaynaktan etkili bir bicimde faydalanabilme, gerekli sorular sorabil-

me ve 0grenmeyi degerlendirebilme gibi temel becerilere sahip oldugu sdylenebilir.
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Ozerklik, her ne kadar “bagimsiz olma ve kendi kendini yonetme durumu” (Ozdemir ve
Cok, 2011, s.154) olarak agiklansa da Little (2007a,s.14) 6zerklikten “0grenenlerin bir seyleri
tek baslarmna yaptiklarindan ziyade kendileri igin yaptiklari olgusu” olarak bahseder ve
Ozerklik kapsaminda bagimsizligin bagimlilikla dengelendigi durumu
ve sonucunda ‘baglilik’ Little (1991) kavramini vurgular. Bu nedenle
ogrenme siirecinde sadece bireyin degil, sosyal ¢evrenin, 6gretmenin,
O0grenme ortammnin ve akranlarin da etkisi vardir, yani tam ve sinirsiz
bir ozgirlitkten bahsedilemez. Ancak hicbir 6grencinin yasam boyu
eslik edebilecek bir 6gretmeni de olamayacagindan (Littlewood, 1999,
p.73), ozerklik kavrami 6gretmenden bagimsiz bir siire¢ olarak yasam
boyu Ogrenme dahilinde degerlendirilebilmeli ve tiim hayata
uyumlandirilmalidir, ki bu da 6grenciler icin ancak simif deneyimi

Resim 1: Ozerkolmayanbirey ~ (Littlewood, 1999, s. 73) ile miimkiin olacaktir.

Aslinda 1990'da yayinlanan raporda (Dam, Eriksson, Little, Miliander,
ve Trebbi) ‘Bergen tanimi1’ olarak da gayet iyi bilinen 6grenen 6zerkligi detayl bir sekilde

aciklanmistir.

Ogrenen 6zerkligi, kendi ihtiyac ve amaglar1 dogrultusunda kendi 6grenme sorumlulu-
gunu almaya hazirbulunusluk ile karakterize edilir. Bu da sosyal ve sorumluluk sahibi bir
insan olarak bagimsiz ve digerleriyle igbirligi icinde hareket etmeye goniillii olma kapasitesi-
ni gerektirir (s.102).

Buradan hareketle, 6zerkligi en basit sekliyle Resim 2’deki gibi 6zerk ara¢ metaforu iize-
rinden agiklamak miimkiindiir. Ozerk arag, nasil etrafindaki tiirlii degiskenlerle etkilesim ve
isbirligi yaparak (yol durumu/ diger araglar/ hava durumu, vs.) karar verme, secimler yap-
ma, sorumluluk alma siirecini yonetebiliyorsa, aynt durum 0Ozerk birey i¢in de gegerlidir.
Etrafindan bagimsiz olmayacak bir sekilde, ancak karar verme, secim yapma, yonetim, so-
rumluluk gibi siirecleri kendi idaresinde barindirarak yoluna devam eder.
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Resim 2: Ozerk arag
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Ogretmen Ozerkligi ve Ogretmenin Ozerklikteki Rolii

Geleneksel 6gretim yontemlerinin aksine, 6grencilerin bagimsiz ve 6zerk 6grenen olma
ihtiyacimin artmast (Yang,1998), modern ¢agin gereksinimleri ve buna ayak uydurmak igin
ihtiya¢ duyulan yeterlilikler, 6grenciyi temel alan yontemlerin popiilerlik kazanmas: gibi
sebepler, ogretmenlerin siniflardaki geleneksel roliinii ve gorevlerini degistirmistir. Artik,

giiniimiizde “Ozerk 6grenciler” yetistirebilen “6zerk 6gretmenler” ihtiyaci dogmustur.

Ozerk 6gretmen ihtiyacindan once ashinda &zerklik kavramimin dogasina bakmak ge-
rekmektedir. Burada en temel nokta, elbette ki 6zerkligin temel ve evrensel psikolojik bir
ihtiya¢ olarak goriilmesidir (Erpelding, 1999; Jones,2000; Wilson,1993 akt. Pearson ve
Moomaw,2005; Skaalvik ve Skaalvik, 2014). Yani, aslinda dgretmenlikte 6zerklik kavrami
icin, Ogretilen, istek duyulan, olmas: gereken bir kavramin Otesinde 6zerkligin saf ihtiyag
halinden hareket etmek gerekir. Bu sebeple de, “diger profesyoneller gibi, doktorlar ve avu-
katlarin hastalarina/miivekkillerine yaptig1 gibi 6gretmenler de 6grencileri icin en iyi tedavi-
yi recete etme Ozgiirliigiine sahip olmalidir” (Pearson ve Moomaw, 2005, ss.38-39).

Ogrencileri igin en uygun olana karar verme siirecinde 6g-
retmen, herhangi bir sekilde sinirlarla riilmemelidir (bknz. Re-

sim 3). Aksi takdirde, sadece 6gretmeni degil 6grencileri, 6gren- ' ( ,
me ortamini ve Ogrenme siirecini de kapsayan bir olumsuzluk ® )
zincirinin ilk halkas1 kopmus olacaktir. Zira, 6gretmen 6zerkligi, ' (
hem kisisel motivasyon (Skaalvik ve Skaalvik, 2014; C)ztiirk,ZOll) [ )} ( o

hem de davranislar vasitasiyla 6grenci motivasyonunda etkilidir © ¢

@ onyS) i
@

(Dinger, Yesilyurt ve Takkac,2012). Ogretmenler, temel ihtiyaglari )

olan Ozerklige kavustuklarinda; motivasyonlarinin da artmas: el- Resim 3: Ogretmen tzerkigi yaa
bette sagirtic1 degildir. Daha rahat ve esnek sartlar, kararlarinda
yargilanmama, tek basina sinifiyla ilgili etkin kararlar alabilme 6zgiirliigii ve artan motivas-
yonla birlikte 6gretmenlerin “is doyumlar: ve memnuniyeti, profesyonellik artacak, stres ve
tlikenmiglik azalacaktir” (Oztiirk,ZOl 1; Person ve Moomaw, 2005; Skaalvik ve Skaalvik,

2014).

Ogretmen 6zerkligi kavrami yabanc dil literatiiriine Allwright (1990) tarafindan kazan-
dirilmis ve daha sonra Little (1995) tarafindan gelistirilmistir (akt. Benson, 2006,5.30). Ozerk
Ogretmenin sinir1 sadece simif ortami ya da sinif ici 6zgiirliik gibi anlagilmamalidir. Aksine,
bireyi, sinifi, okulu, okul disini, ve hatta hayat boyu 0grenmeyi de i¢ine alan bir siirecten
bahsedilirse, kavram daha net anlagilmis olur.

Bireysel bakimdan 6gretmen 6zerkliginden 6nce, 6gretmenin 6zerk 6grenen olmasi ge-
rektigi vurgulanmalidir. Ozerklik kavramini igsellestirememis, bununla ilgili yeterliklere
sahip olmayan bir 0gretmenin, sinifinda 6zerk davranislari tesvik etmesi, dgrencilerinin
ozerkligi icin adimlar atmasi beklenemez. Ogretmen, ancak ozerk olabildiginde ve &zerk
davraniglar sergilediginde, sosyal 6grenme kurami kapsaminda da degerlendirecek olursak,
ogrenciler icin etkili ve profesyonel bir rol model olusturabilir.

Ogrencilere, 6zerklik konusunda olumlu &rnek tegkil eden 6gretmenin énemle vurgula-
mas1 gereken bir husus da ailenin bu 6zerklik kavramini olusturmadaki destegi olacaktir.
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Oncelikle velilerin dzerklik ile ilgili bilgilendirilmesi ve 8grenci dzerkligi adina atilan adim-
lar i¢in gerekli olan okul-aile igbirliginin kurulmas: gerekmektedir. Zira, en basit hususlarda
bile 6grencilerin okulda aldig1 sorumluluklar1 evde almayisini gozlemlemekteyiz. Aile igeri-
sinde “Aman dur sen yapma!”, “Sen beceremezsin ki!”, “Ben senin yerine yaparim!” dili
“Harika bir segim!”, “Sen basarabilirsin!”, “Bu senin sorumlulugun!” diline gevrildiginde
bireylerin de daha fazla sorumluluk alma, kendisi i¢in hareket edip karar verebilme yetisi
gelisecektir. Bunun icin de Sekil 1'deki gibi etkili bir igbirliginin gerekliliginden s6z edebili-
riz. Ogretmen, bu etkili igbirligini dogru sekilde oturttugunda 6zerk sinif ortamini kurmak
da daha kolay olacaktir.

~_ /

Sekil 1: Ogrenen 6zerkligi icin etkili isbirligi

Sinif igerisinde dgretmen, 6grencilerin ilgi ve ihtiyaglar1 dogrultusunda, 6grencilerin ge-
ri-doniitlerini de degerlendirerek 6grenme siireciyle ilgili kararlar alir, 6grenme ortamini
diizenler, ders igeriklerini diizenler, materyal seciminde gerekli degisiklikleri yapar, yakla-
simlar konusunda cesur davranmir ve yeniliklere aciktir. Ogrenme siirecinde 6grencilerinin
aktif katiimin1 destekler ve onciiliik eder. Ogrencilerinin kendi 6grenme siiregleriyle ilgili
sorumluluk almalar1 hususunda onlar1 tesvik eder ve yol gosterir.

Lee (1998), 6zerklik agisindan yaptigr karsilastirmada bagimsiz 6grenme programlarina
kiyasla 6gretmenin ve akranlarin oldugu sinf secenegini destekler, zira bagimsiz 6grenme
programlarinda sadece yeterince motive olmus 6grenciler daha ilgili olabilirken, diger sege-
nekte 0gretmenler siif disinda da Ogrencileri bagimsiz 6grenme sorumluluklarini almada
destekler ve boylece de 6gretmen ve akran destegi gelisir.

Little (2007b)’a gore yabanci dil egitiminde 6gretmen;

e Smif iletisiminde tercih edilen arag olarak hedef dili kullanmal1 ve 6grencilerinde de
bunu saglamalidir.

e Ogrencilerini iyi 6grenme aktiviteleri bulmak icin devamli arayisa siiriikler, ki bu ak-
tiviteler tiim smifla paylasilir, tartisilir, analiz edilir ve degerlendirilir. Siirecin tamami hedef
dildedir ve baslangicta basit tutulur.
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o Ogrencilerine kendi grenme hedeflerini belirlemelerinde, kendi dgrenme aktivitele-
rini se¢gmelerinde yardimci olur ve yine hedef dilde onlar1 tartismaya, analiz etmeye ve de-
gerlendirmeye iter.

. Ogrencilerinin bireysel amaglar belirlemelerini, ancak bunlar1 gergeklestirmeye cali-
sirken kiiglik gruplarla igbirligi yapmalarini saglar.

o Ogrencilerinin, 6grenmeleriyle ilgili yazili bir kayit tutmalarim saglar: ders planlari
ve projeler, gerekli kelime listeleri, kendi {irtinleri olan her tiir metin.

o Ogrencilerine, bireysel olarak ve sinif olarak ilerlemeleriyle ilgili diizenli degerlen-
dirme yaptirir-hedef dilde.

Ozerkligin Desteklendigi Sinif Uygulamalar

Dil, degisen ve gelisen bir olgu oldugundan, yabanci dil 6greniminin kisa stireli ya da
sonu olan bir siire¢ olarak goriilmesi miimkiin degildir. Bu dogrultuda, dil 6grenimi stireci-
nin yasam boyu 0grenme kapsaminda degerlendirilmesi daha dogru olacaktir. Yabanc dil,
sadece smifta 0grenilenle yetinilemeyen, etkili pratik ve tekrar1 gerektiren ve dildeki siirekli
degisikliklerle hayat boyu siirecek bir eylemdir. Yasam boyu 0grenme kapsaminda deger-
lendirildiginde de yabanci dil 6grenme siirecinde 6zerkligin 6nemi anlagilmaktadir.

Geleneksel yabanc dil siniflarinda, 6gretmen bilgiyi aktarmakla gorevlidir, 6grenme du-
rumundan sorumlu tutulur ve 6grenme siirecinde aktif rol alir. Ogrenci ise 6grenmenin te-
melinde yer almaz, kendi 6grenme siireciyle ilgili aktif katilim ve sorumluluk almaz. Bu dii-
stincenin aksine, 6zerk 6grenmenin vurgulandig1 yabanci dil siniflarinda 6grenci kendi 6g-
renmesiyle ilgili siirecte etkin rol oynar, sinf i¢inde se¢imler yapabilir, 6grenme siireciyle
ilgili takip ve degerlendirmeyi yapabilir. Baglilik (interdependence) (Little, 1991) kapsamin-
da diisiiniildiigiinde 6grenenin tiimiiyle sinirsiz oldugu bir bagimsizliktan soz edilemez ve
bu smif ortami igin de gegerlidir. Ogrenen 6zerkligi yalnizca bireyi kapsamadigindan, 6gre-
nen-Ogretmen-akran igbirligine dayanan, 0grencilerin temel alindigi, onlarin ihtiyaglari ve
beklentileri dogrultusunda simif ortaminin diizenlendigi ve 6grencilerin de bu siirece dahil
edildigi bir simif ortaminin saglanmasi gerekir. Bununla birlikte bireyin bilgiyi yorumlamasi-
na ve dgrenme siirecine aktif katilimma dayanan yapilandirmaci 6grenme ortamlar: olus-
turmak yabanc dil siniflarinda 6grencilerin 6grenme siirecine etkin katilimlarini saglamada
faydali olacaktir (Gomleksiz ve Bozpolat, 2012, s. 98).

Ozerk dgrenme ortaminin olusturulmasi ve 6zerk dgrenciler yetistirmek icin 6ncelikle
lerini uyguladiklar1 pedagojik diyaloglar araciligiyla gelisir” (Little, 1995, akt. Benson,2006,
5.30). Ogretmen ozerk oldukga, 6zerk dgrenme ortamlari olusturacak, bunu deneyimleyen
ogrenciler de bu demokratik ve bireyi temel alan ortamda giiven duygusuyla kendinden
emin bir sekilde stirece katilacak ve sorumluluklariin bilincinde olacaktir. Boylece de 6zerk-
lik yeserecek, ogrenciler kendi 6zerklik siiregleriyle ilgili tiim sorumlulugu alacaktir, ¢iinkii
ozerklik stirecinde Ogretmenin ancak “belirli bir 6l¢li dahilinde yardimi”ndan (Dogan ve
Mirici, 2017, s.166) soz edebiliriz. Dil 0gretimi literatiiriinde 6gretmen 6zerkligi {izerine vur-
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gu yapilmasimin bir sebebi de 6gretmen 6zerkligi ve 6grenen 6zerkligi arasindaki iligkidir
(Benson,2006, s.30).

Sinif ici Oneriler, 6grenme siireci 6ncesi, 0grenme siiresince ve 6grenme sonucunda ola-
rak basitce gruplandirilabiliyor gibi goriinse de 6zerklik siireci hem yasam boyu 6grenme ile
iliskilendirildiginden, hem de 6grenme siirecinin biitiiniinii birbirinden tamamen ayirmaksi-
zin siirekli takip etmeyi gerektirdiginden ayr1 ayr1 parcalar degil de bir biitiin olarak deger-

lendirilmesi daha dogru olacaktir.

Oncelikle, 6grenci ilgi, ihtiyac ve hedefleri 6grencilerle birlikte belirlenmeli ve geri-
déniitlerle bu dogrultuda dgrenim igerigi konusunda ortak bir payda olusturulmalidir. Og-
renci ihtiyaglar: dogru sekilde analiz edilmeli, 6grencilerin de katilim, se¢im yapma ve karar
verme konularinda siirece dahil edildigi bir ortam olusturulmalidir. Ornegin, belirli bir kitap
dahilinde zorunlu bir miifredattan soz ediliyorsa dahi, 6grenci ilgi ve ihtiyaglar1 dogrultu-

sunda konularin igerigi ile ilgili degisiklikler, 6grencilerin de katkilariyla yapilabilir.

Ders materyali se¢imi konusunda, Ogrencilerin etkin katilimi motivasyon agisindan
onemlidir (Reybolds&Bai,2013). Mesela, 6grencilere okuyacaklar: metinler ile ilgili secenek-
ler sunulabilir. Boylece metni segebildiklerinde, kendi ilgileri dahilinde bir amag¢ dogrultu-
sunda okuduklarinda, 6grenciler elbette ki daha basarili olacaktir. Ayrica, basit bir sekilde,

kendi 6grenme stireglerine de etkin katilim saglamis olacaklardir.

Ogrenim siirecinin tamamini yonetmede, siiregle ilgili farkindalik olusturma adina 6§-
rencilere 6grenme stratejileri egitimi (bilissel/bilisotesi/sosyal-duygusal) verilmesi uygun ve
etkili olacaktir. Boylece 6grenciler hem neyi hem de nasil 6grenmeleri gerektigini, bunlar1
etkileyen faktorleri ve bilisotesi bir farkindalikla diisiinmeyi 6greneceklerdir ve “kendi 6g-
renmeleriyle ilgili daha fazla kontrol sahibi” (Benson, 2001, s. 149) olacaklardir.

Ogrenme siirecinin her parcasinda 6grencileri 6z-degerlendirme konusunda yonlendire-
cek portfolyolar, raporlar, giinliiklerden yararlanilmalidir. Ogrenciler, bunlari etkin bir se-
kilde kullanabilecekleri dogrultuda yetistirilmelidir. Bu araglarla, giin sonunda/6grenme
stireci sonunda “Ben bugiin ne yaptim?”, “Bugiin ne 6grendim?” gibi sorularin cevabini
kendinde arayacak, kendi kendini sorgulayacaktir. Bu sekilde 6grenciler, hem siireci takip
edecek, hem de kendi 6grenme siiregleriyle ilgili 6z-degerlendirme boyutunda derinlemesine
diisiinme (reflection) sansin1 elde edeceklerdir. Ogretmen degerlendirmesi s6z konusu oldu-
gunda da, 6grenciler degerlendirme kriterlerinden haberdar edilir ve bdylece yine neye gore
degerlendirildigi konusunda farkindalik gelistirir. Bagka bir secenek de degerlendirme kri-
terlerinin miimkiin oldugu ol¢lide 6grencilerle birlikte gelistirilmesidir, bu da 6grencilerin

degerlendirme ile ilgili etkin katilimin saglayacaktir.

Sinif ortaminda dgretmen egemenliginin hitkiim stirdiigii, “0gretmen bilir” fikrinin Gte-
sinde 0grencilerin sinifta aktif olarak rol aldigy, siireci sorguladig1 bir ortam olusturulmalidir.
Dil 6grenme, 6ziinde pratik, uygulama ve bireysel ¢abanin hakim oldugu bir siirectir. Bu
siireci, sozlii anlatim (lecture) agirlikli bir hale getirip 6grencilerin pasif olarak bekletildigi
bir ortam yaratmak esasen dil 6gretimine ihanettir. Ders igerisinde ve ders disinda 6grencile-
rin aktif katihmlarinin saglandig: ortamlar olusturulmalidir.
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Simif dis1 gorevlendirmeler, 6devlendirmeler, arastirmalar da 6grenim siirecinin deva-
min ve siirekliligini saglamak adma 6grenciye yol gosterecektir. Ancak bunlar, 6grencileri
arastirmaya itecek sekilde olmalidir. Ogrenciler, okul dis1 calismalarda se¢im yapma ve karar
verme yetilerini giiclendirecek sekilde 6devlendirilmeli, gercek kaynaklara erisim saglamala-
r1 konusunda yonlendirilmelidir. Boylece, kaynaga ulasma konusunda bilgilenen 6grenciler,
ozerk adimlar atma yolunda cesur davranabilir.

Tiim bunlar, 6grencilerin 6zerk bireyler olmalarina pozitif katk: saglayacaktr.

Sonug

7 N 7 N

Sekil 2: Ozerk ortamlar araciligiyla dzerk bireyler yetistirme

Aslinda 6zerklik kavramini ii¢ boyutuyla birlikte sekildeki gibi agiklamak miimkiindiir.
Ogretmen, bu siirecte dzerkligi birey olarak kendisinde bulundurmalidir ki, 6zerk dgretmen
olarak ogrencilerine 6zerk 6grenme ortamlar: olusturabilsin ve 6grencilerinin 6zerkliklerini
gelistirmelerine katkida bulunabilsin. Ozerk sinif ortamlar1 6zerk 8grencilerin yetismesine
katki saglarken, ogretmenlerin kendi 6zerkliklerini deneyimleyebildikleri bir yer olarak da
ortaya ¢ikar. Buradan hareketle sekilden de anlasilacag: tizere, 6zerklik kavraminin olugma-
sinda buradaki elemanlarin tiimiiyle etkilesim igerisinde olmalar1 beklenir, ki bu da sonug

olarak sekildekine benzer, kendine giivenli, 6zerk, giiliimseyen yiizler olusturur.

Insanlarin kendileri icin yasamadig1 (Ozdemir ve Cok, 2011,5.152), aksine her anlamda
toplumun kriterlerine uyabilmek adina, “El alem ne der?” diisiincesiyle kendi sinirlarini be-
lirleyemedigi, cocuklarin en temel ihtiyaglarinin bile ebeveynler tarafindan karsilandig ve
sorumluluk verilmedigi, “0grenme” sorumlulugunun 6gretmene atildig1r toplumumuzda,
ozerklik kavraminin ne yazik ki tam olarak anlasilamamis ve yaygilasamamis oldugunu
sOylemek miimkiindiir. Bu baglamda, 6ncelikle toplumun bakis agisinin degistirilmesi, bu-
nun i¢in de dgretmenlerin bilinglendirilmesi gerekmektedir. Ogretmen yetistiren Egitim Fa-
kiiltelerinin burada rolii elbette ¢ok biiyiiktiir. Ogretmen adaylarmnin dzerklik becerisini ka-
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zanmig bireyler olmalar, ileride toplumu bilinglendirmeleri ve gelecek nesilleri 6zerk birey-
ler olarak yetistirmelerini saglayacaktir. Ogretmenler, kurduklari smif ortamlar ile gelecek
nesilleri aydinlatacak, onlara 6rnek olacak ve 6zerklik kavramini yayginlastiracaklardir. Boy-
lece de adim adim, 6zerk beceriler gosteren bireylerin yer aldigi, sorumluluklarimnin bilincin-
de bir toplum yapis1 kurmak miimkiin olabilir.
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Introduction

There is a growing body of literature that examines the specific features of academic
writing. In this body of work, definitions of academic writing have been suggested by many
scholars. Hyland (2009: 1) defines it as “ways of thinking and using language which exist in
the academy”. It is identified by Irvin (2010: 8) as “the form of evaluation that asks you to
demonstrate knowledge and show proficiency with certain disciplinary skills of thinking,
interpreting and presenting”. As for Burke (2010: 40), it refers to “what academics do most,
through publishing, communicating, and contributing to their knowledge”. From the
definitions, it is clear that academic writing goes beyond organizing appropriate academic
texts. It involves communicating with readers and showing the presence of writers. In other
words, the key to get credibility within the international academic community, where
English is the medium, is to present a strong authorial identity and to maintain a relationship

with readers.

The traditional view of academic writing ratifies that academic writing must be
objective, faceless and impersonal because science conveys empirical results that do not
reflect personal feelings or subjective opinions of individuals. Recently, it is treated as “a
persuasive endeavor that owes as much as to a writer's development of an appropriate
relationships with his or her readers, as the demonstration of absolute truth, empirical
evidence or flawless logic.” (Hyland, 2001: 549). He further explains the basis of this social-
constructivist view. The main point here is that there is always the risk of readers” objection
of writers’ claims. Thus, in order for writers to persuade their readers about the truth of their
claims, they need to signal their stance and engage their readers into their texts. Apparently,
successful academic texts are the reflection of writers” awareness of writer-reader interaction
in their texts, which is mostly accomplished by the employment of various linguistic devices.
One way in which this interaction in the text can be realized is the use of engagement

markers.

Several studies have suggested the prominence of metadiscourse in academic genres
(Cao and Hu, 2014; Capar, 2014; Hyland, 1998, 1999, 2004, 2010; Hyland & Tse, 2004, Ozde-
mir & Longo, 2014; Rezaei Zadeh et al. 2015). In these studies, engagement markers have
appeared to be a critical means of engaging readers in academic texts. Unfortunately, in the
literature on metadiscourse, how writer-reader interaction is maintained through
engagement markers (EMs) has received little attention (Hyland, 2002, 2005a; Sahragard &
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Yazdanpanahi, 2017; Mameghani & Ebrahimi, 2017). So as to address this gap, this study is
set to look at in detail how Turkish-speaking academic writers of English and American
academic writers use syntactic frames of EMs to engage their readers in their doctoral
dissertations. The main reason for the analysis of syntactic frames of EMs is that they possess
many pragmatic functions such as “recognizing the presence of their readers, pulling them
along with their argument, focusing their attention, acknowledging their uncertainties,
including, them as discourse participants, and guiding them to interpretations.” (Hyland,
2005a: 176). The overall distribution of EMs in a corpus may not be of help to identify which
pragmatic functions are accomplished by writers. Hence, the present study addresses this
issue by examining the syntactic frames of EMs in three corpora consisting of doctoral
dissertations written by American academic writers (AAWs), Turkish academic writers of
English who earned their PhD in the USA (TAWAs), and Turkish academic writers of
English who did their PhD in Turkey (TAWTs). It is also intended to figure out whether
academic writers follow the cultural conventions of their discipline or adapt the conventions
of academic community they are in. To this end, this paper seeks to answer 2 main research
questions:

1. What kinds of syntactic frames of engagement markers do American academic writers,
Turkish academic writers of English who earned their PhD in the USA, and Turkish
academic writers of English who did their PhD in Turkey employ to engage their readers in
their PhD dissertations?

2. Do American academic writers, Turkish academic writers of English who earned their
PhD in the USA, and Turkish academic writers of English who did their PhD in Turkey
significantly differ in their employment of engagement markers regarding their syntactic
frames?

Literature review

The view that the effectiveness of academic writing lies in the appropriate use of
linguistic features that writers apply to stamp their stance, to relate their readers, and to
achieve persuasion to get a place in their discipline is now well-established. In this regard,
metadiscourse is a means of linguistic devices to maintain these aims. This concept was
originally defined by Zellig Harris in 1959 to refer to “a writer’s or speaker’s attempts to
guide a receiver’s perception of a text” (Hyland, 2005b: 3). Dahl (2004: 1811) describes it as
“expressing the writer’s acknowledgment of the reader”. As for Adel (2006: 2), it is “text
about text. Metadiscourse is an element of the discourse about the evolving discourse, or the
writers” explicit commentary on her own ongoing text”.

In the literature on metadiscourse, a great deal of taxonomy has been provided by many
scholars. Vande Kopple’s (1985) taxonomy is a leading work from which much other
taxonomy has emerged. Adel (2006) suggests a taxonomy including two categories: meta-text
and writer-reader interaction. Hyland’s (2005b) taxonomy is one of the most commonly used
taxonomy in many studies about metadiscourse. This taxonomy consists of two categories:
interactive and interactional metadiscourse markers. Engagement markers are among the
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five sub-categories of interactional metadiscourse markers. Before explaining what
engagement markers refer to and what pragmatic functions they convey, let us focus on the
notion of audience in academic texts.

Hyland (2005b: 13) provides us with a detailed insight about who the audience is in
academic texts. Academic genres may have different audience depending on writers’
awareness of academic contexts. Writers build a concept of audience drawing on their
previous experiences in similar situations. Typically, “audience are the metadiscourse
features that the writer has chosen to”. The aims of writers and the convictions of the
academic community influences not only writers’ choices of metadiscourse features but also
writer-reader interaction in academic genres. Briefly, metadiscourse plays a pivotal role in
creating a bridge between a propositional content and readers. However, it must be admitted
that writers usually have difficulty in constructing meanings appealing for their audience.

Hyland (2005a) defines engagement as the ways that writers apply to make the
propositional content relevant to their readers. Engagement markers “are devices that
explicitly address readers, either to focus their attention or include them as discourse
participants.” (Hyland, 2005b: 53). Writers need to highlight or downtone the participation of
their readers in their texts so as to: a- address readers’ expectations of inclusion and manifest
disciplinary solidarity through the use of reader pronouns and interjections, b- direct their
readers to some critical points with the use of questions, directives, modals and references to
shared knowledge.

Hyland (2001) examines the construction of readers in a corpus of 240 research articles in
eight disciplines. The results showed that writers created dialogic interaction through
frequent use of first person pronouns and imperatives. Variations were also observed among
the disciplines. He concluded that clear awareness and engagement of readers are the key
points of successful academic writing. In another study in 2002, he focused on the use of
directives in a corpus including published articles, textbooks, and L2 students’ essays and
revealed different employment of directives in different genres and disciplines. He claimed
that directives enable writers to pull their readers in their texts in three main types of
activity: textual (a part of the text), physical (a research process or real world action) and
cognitive (a new argument). In 2005a, he examined the features of stance and engagement
through an analysis of 240 research articles from eight disciplines. He observed that stance
markers were five times more common than EMs in the corpus. This study also revealed
variations in the construal of stance and engagement depending on different disciplinary

cultures.

Drawing on an analysis of engagement markers in research articles in Humanities and
Science, Sahragard and Yazdanpanahi (2017) claimed that EMs were used more frequently in
research articles in the discipline of Humanities than in Science. In addition, directives were
more common in both disciplines and an increase in the use of EMs was observed in terms of
the decades of 1990s and 2000s. Recently, a study conducted by Mameghani and Ebrahimi
(2017) focused on the use of EMs in native English students” oral presentations extracted
from MiCASE corpus. This analysis showed that students applied engagement markers more
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frequently than attitude markers in their presentations. “You” and “see” were the most
common items of EMs in oral genres while the pronoun “you” is not preferred in written

academic genres.

Overall, the marking of engagement through a wide range of linguistic devices is crucial
in academic writing. Academic writers employ these linguistic devices to build an
appropriate interaction with their readers under the cultural norms and convictions of their
discipline. This study intended to investigate the employment of syntactic frames of EMs by
Turkish and American academic writers of English and the pragmatic functions of these
frames in an academic genre regarding the maintenance of writer-reader interaction.

Methodology
Corpus

As noted above the primary aim of this study was to explore cultural variations in the
use of EMs in doctoral dissertations. Thus, a corpus consisting of three sets of corpora
consisting of doctoral dissertations written by American and Turkish-speaking academic
writers of English in 2010-2016 was developed. All the dissertations that reflected many
disciplines regarding English Language (English Language Teaching, English Language and
Literature, Linguistics, and etc.) were selected randomly from the Thesis Center of Council of
Higher Education and the Proquest database. The corpus of American academic writers
(CAAW) was represented by 10 doctoral dissertations and comprised of 200.893 words. The
corpus of Turkish academic writers of English who did their PhD in the USA (CTAWA) was
comprised of 10 doctoral dissertations and 228.412 words. The last corpus (CTAWT) was
collected from 13 doctoral dissertations of Turkish academic writers of English who earned
their PhD at Turkish universities and had 217.035 words. The analysis was performed to
characterize the employment of EMs in particular sections of doctoral dissertations
(introductions, findings and discussion, conclusion and suggestions for further studies).

Instrument

This study adopted Hyland’s (2005b) taxonomy of metadiscourse and only category of
EMs including mainly 80 items were exposed to analysis. Since the ultimate aim of the
present study was to explore the use of syntactic frames of EMs, another well-known
taxonomy suggested by Biber et al. (1999) was utilized to categorize the syntactic frames of
EMs. Accordingly, five syntactic frames of EMs were established (adverbials, verbs, modals,
nouns and pronouns) based on the combination of two taxonomies (see Appendix 1).

So as to observe the concordances of items of EMs in each corpus, Wordsmith Tools 6.0,
one of the most commonly known software, was used. “Word Smith Tools provide almost
instantaneous display of word frequency lists; concordances, which allow all the uses of a
given word in its contexts; and lists of keywords, words that appear more often in a corpus
than chance alone would dictate” (Ghadessy et al., 2001: xix).
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Log likelihood (LL) statistics was applied to determine whether there were significant
differences in three sets of corpora regarding the use of syntactic frames of EMs. Baker et al.
(2006) define it as a test to calculate statistical significance that is commonly applied in
corpus analysis.

Data Analysis

In the first stage, each set of corpus was uploaded to Wordsmith program, and the items
of EMs were individually searched across each corpus. Each instance was also manually
checked to ensure that it was functioning as metadiscourse. For instance, the pronoun we can
be employed both to present authorial stance and to engage readers. All the instances of
“we” that referred to stance were eliminated. In some cases, where the output from an
automated analysis may not be reliable, human correction (post-editing) is required in
corpus-based language studies (McEnery, Xiao, & Tono, 2006).

In the second stage, the frequency counts of ten most frequent items of EMs were found
and normalized to per 100 words. The frequency distribution of syntactic frames of EMs
were also calculated and normalized to per 100 words. The percentage that they comprised
were also taken into consideration. To calculate the normalized frequency of an item, raw
frequency of the item was multiplied by 100 and then, the outcome was divided by the size
of the corpora. The normalized frequencies enabled us to figure out how often we could
come up with a particular item per 100 words.

In the last stage, log likelihood statistics was conducted to the raw frequency counts of
each syntactic frame of EMs in order to find out whether there was a statistically significant
difference between three corpora regarding the use of syntactic frames of EMs.

Findings and Discussion

The total number of 80 items of EMs were analyzed in three corpora. Table 2 summarizes
the overall distribution of EMs in the corpora in concern. They represented 28, 32 and 40 % of
CAAW, CTAWA and CTAWT, respectively. They were observed 1.5 times per 100 words in
CAAW and CTAWA while they comprised 40 % of CTAWT with an occurrence of 2.0 per
100 words. This finding go in line with some previous studies. For instance, Hyland and Tse
(2004) labeled the most frequent interactional metadiscourse markers per 10.000 words in L2
doctoral dissertations as: hedges (95.6), engagement markers (51.9), self-mentions (40.2),
boosters (35.3), and attitude markers (18.5). Lee and Casal (2014) revealed significant cross-
linguistic differences for the use of MD by English and Spanish-speakers of English.
Specifically, EMs were seen less frequently in English than in Spanish corpora.
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Table 1. Overall Distribution of Engagement Markers in Three Corpora

CAAW (TAWA (TAWT
Corpus size in words 200.893 228.412 217.035
Number of EMs(n) 3074 3540 4512
n /100 1.5 1.5 20
% 28 32 40

n: raw frequency of EMs

n /100: frequency of EMs per 100 words

This finding may suggest that TAWTs tended to create more interaction with their
readers than AAWs and TAWAs in their doctoral dissertations. Besides, the ways TAWTs
brought their readers into their doctoral dissertations revealed cultural conventions different
from AAWs. Suffice to add that TAWAs adopted the cultural conventions of AAWs which
was proved with the same frequency counts per 100 words in two corpora. This finding may
not be surprising since they earned their PhD degree in the USA and their readers were
mainly native academic writers of English. Their supervisor might also have influenced the
ways that TAWAs shape their dissertations on the basis of the expectations of readers.
Hyland and Jiang (2018) claims that comparative studies on metadiscourse have revealed
that a more reader-oriented approach with more reader guidance is a significant feature of
Anglo-American rhetoric. The overall distribution of EMs in three corpora showed that three
groups of writers maintained an Anglo-American construal of writer-reader interaction,
which is seen as the basis of successful academic writing in English.

A quick glance at Table 2 shows that the most frequented items of EMs were verbs. “Use,
do not, and see” were the mostly applied items in CAAW with an occurrence of 0.1 times per
100 words while “show, do not, and use” appeared to be the most common items in CTAWA.
Each of them accounted for 0.1 times per 100 words in the corpus in concern. Similarly, “find
and show” were used with higher frequencies of 0.1 per 100 words in CTAWT. “Use” was
seen 0.3 times per 100 words in CTAWT, which was the highest frequency count of the ten
most frequent EMs in three corpora. “Should” was also observed frequently in three corpora.
The pronoun “we” was common in CAAW and CTAWT while it was not observed as a
frequent item in CTAWA. Hyland (2005a) claims that we is the most frequently used item of
engagement markers as it emphasizes a shared understanding between the author and the
readers. This finding indicated that TAWAs developed an understanding of establishing an
indirect relationship with their readers, which was different from Turkish and American
academic communities in this field. In other words, they were reluctant to step into their
texts by emphasizing equality between them and their readers.
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Table 2. Ten Most Frequent Engagement Markers in Three corpora

CAAW (TAWA CTAWT

[tems of EMs n n/100 [tems of EMs n n/100 [tems of EMs n n/100
use 221 0.1 show 380 0.1 use 780 0.3
do not 207 0.1 do not 314 0.1 find 409 0.1
see 202 0.1 use 297 0.1 show 395 0.1
should 174 0.08 should 219 0.09 should 242 0.1
find 160 0.07 see 189 0.08 observe 21 0.09
we(inclusive) 159 0.07 follow 184 0.08 consider 184 0.08
take 127 0.06 consider 155 0.06 see 165 0.07
develop 99 0,04 find 149 0.06 state 138 0.06
show 9 0,04 note 143 0.06 we(inclusive) 154 0.07
determine 91 0,04 observe 92 0.04 analyze 112 0.05

n: raw frequency of each item of EMs

n /100: frequency of each item of EMs per 100 words

Table 3 displays the frequency distribution of syntactic frames of EMs in three corpora. It
seems that verbs were the salient syntactic frames of EMs utilized in three corpora. They
represented 77 % of EMs in CAAW and the frequency of 1.1 occurrences per 100 words. They
accounted for 86 and 88 % in CTAWA and CTAWT, with 1.3 and 1.8 instances per 100
words, respectively. Modals were the second frequented syntactic frame of EMs in three
corpora. However, they comprised of a small percent of EMs when compared to verbs. They
were seen 0.1 times per 100 words in three corpora. They represented 11 and 10 % of EMs in
CAAW and CTAWA, respectively while they had a smaller percentage in CTAWT (8 %).
Pronouns were the third applied syntactic frame in three corpora. They formed 9 % of
CAAW while they represented smaller percentages of 3 and 4 in CTAWA and CTAWT,
respectively. Nouns and adverbials appeared at lower frequencies in three corpora. This
result is not surprising since these two syntactic frames have less items. To summarize,
verbs, modals and pronouns were the most striking syntactic frames of EMs in three corpora.
TAWAs and TAWTSs shared similar writing habits with their American colleagues and made
noteworthy efforts to adapt a writing style required by the international academic
community regardless of their cultural background. However, establishing a clear writer-
reader interaction with the use of pronouns was a potential hindrance of TAWAs and
TAWTs. In addition, the doctoral dissertations written by TAWAs did not seem to meet the
discourse expectations of members of American community although their readers were

among this particular community.
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Table 3. Frequency Distribution of Syntactic Frames of Engagement Markers in Three

Corpora

Syntactic Frames of EMs CAAW (TAWA (TAWT

n n/100 % n n/100 % n n/100 %
Adverbials 0 0 0 1 0 0 0 0 0
Verbs 2376 1.1 77 3039 13 86 3938 1.8 88
Nouns 86 0.05 3 31 0.01 1 12 0.0 0
Modals 326 0.1 n 345 0.1 10 371 0.1 8
Pronouns 286 0.1 9 125 0.05 3 191 0.08 4

n: raw frequency of each syntactic category of EMs
n /100: normalized frequency of each category of EMs per 100 words.

%: percentage of each category to overall frequency of EMs

The frequency counts of verbs in the corpus revealed the core of writer-reader
interaction in doctoral dissertations and suggested that verbs were important means of
guiding readers to a particular propositional content on the basis of a shared knowledge in
their discipline. It is likely that the academic writers in concern established a kind of
interaction that aimed to prove the truth of the propositional content rather than engaging
their readers actively in their dissertations. In a way, they tended to be the authority in their
dissertations with the passive inclusion of their readers to some major points. By this way,
they might have opted for a credible and persuasive presentation of their claims. Modals
were the second most frequently applied syntactic frame of EMs in three corpora. Hyland
(2002) explains that modals reflect a writer-oriented approach by convincing the readers to
accept the claims of the writers. The taxonomy included five items in this category and
“should” as an item of modals was among the ten most frequent items of EMs in three
corpora. Apparently, they sought to downtone their claims and to leave the commitment to
their readers with the use of “should”.

Clearly, the most striking difference of engagement among three groups of academic
writers lies in the use of pronouns in this study. They were more favored by AAWs than
TAWAs and TAWTs. As Hyland’s (2001) claims, first person pronouns are important
linguistic devices of directing dialogic interaction in academic texts. The pronoun “we” is
basically utilized to equate writers with their readers and to present themselves as a member
of their discipline. In the genre of doctoral dissertation, novice academic writers know their
readers who are highly proficient in their field. Thus, addressing them directly might
increase the risks of readers’ refuting their claims. In our case, TAWTs and TAWAs might
have been cautious in claiming a similar position with their readers in their academic
community. In addition, the low frequencies of pronouns in CTAWA like in CTAWT
revealed that TAWAs sometimes followed the cultural conventions of Turkish academic
community even though their readers were predominantly native academic writers of
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English. However, as Hyland (2001) points out, referring to readers as equals in an academic
text is a sign of audience awareness of their readers, which is crucial in achieving the
persuasiveness of texts.

As a syntactic frame of EMs, nouns and adverbials had only two items, so their
frequency counts were lower than the other three syntactic frames. It is worth to mention
that “key” as an item of nouns were observed 85 times in CAAW while it was seen 12 and 31
times in CTAWT and CTAWA, respectively. The examples taken from CAAW and CTAWA
show that this item enabled writers to draw their readers’ attention to a critical point.

(1) The key divergence between Dickens's approach and theories of urban degeneration

is that such physical characteristics do not necessarily correspond to moral malformation.
(CAAW 2).

(2) So, the semantic content of a remnant is the key factor for it to be a remnant.
(CTAWA 3).

Having shown the frequency counts of syntactic fames of EMs, let’s figure out whether
the differences regarding the frequency counts are significant. As shown in Table 4, the
major differences between AAWs and TAWAs stemmed from the underuse of pronouns by
TAWAs, which was statistically significant with -87.15 LL value. As Hyland (2001) states, the
use of personal pronouns allows authors to explicitly bring their readers into their texts.
Seemingly, TAWAs did not have the tendency of building an explicit relationship with their
readers. This may be due to the fact that they were not aware of the expectations of their
readers, who were native academic writers of English. The LL value of nouns was calculated
-34.45. Verbs were overused by TAWAs with +18.56 LL value. Recall that nouns represented
the biggest percentage of EMs in CTAWT. The results enabled us to claim that TAWAs
sometimes followed the conventions of their field in Turkish academic community.

Table 4. LL Ratio of Syntactic Frames of Engagement Markers in CTAWA and CAAW

CTAWA 0 CAAW 0 LL Ratio ELL
() %1 (02) %2 (p<0.05)
Adverbials 1 0.00 0 0.00 +1.26 0.00000
Verbs 3039 133 2376 1.18 +18.56 0.00001
Nouns 31 0.01 86 0.04 -34.45 0.00002
Modals 345 0.15 326 0.16 -0.86 0.00000
Pronouns 125 0.05 286 0.14 -87.15 0.00004

Ol is observed frequency in Corpus 1

02 is observed frequency in Corpus 2

%1 and %2 values show relative frequencies in the texts.
+ indicates overuse in O1 relative to O2

- indicates underuse in O1 relative to O2
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As can be seen in Table 5, the greatest LL difference in the corpus was in the use verbs by
TAWTs (+279.16 LL) compared to AAWs. Nouns were underused by TAWTs with the LL
value of -68.85. Clearly, TAWTs sought to elaborate a relationship with their readers while
commenting on their prepositional content. The LL value of -27.10 in the use of pronouns
also proved that they TAWTs did not take account of explicit engagement of their readers in
their dissertations. However, Hyland (2005a) states that pronouns are the most explicit
means of pulling readers into discourse.

Table 5. LL Ratio of Syntactic Frames of Engagement Markers in CTAWT and CAAW

CTAWT CAAW LL Ratio ELL
(01) %1 (02) %2 (p<0.05)
Adverbials 0 0.0 0 0.0 0.00 0.00000
Verbs 3938 1.81 2376 1.18 +279.16 0.00008
Nouns 12 0.01 86 0.04 -68.85 0.00004
Modals 3N 0.17 326 0.16 +0.47 0.00000
Pronouns 191 0.09 286 0.14 -27.10 0.00001

O1 is observed frequency in Corpus 1
02 is observed frequency in Corpus 2
%1 and %2 values show relative frequencies in the texts.
+ indicates overuse in O1 relative to O2
- indicates underuse in O1 relative to O2

Table 6 illustrates the LL ratio of syntactic frames of EMs in CTAWT and CTAWA.
Similarly, the difference between TAWTs and TAWAs regarding the use of verbs was
proved to be statistically significant with +166.65 LL value. The LL value of pronouns in two
corpora in concern was found +17.47. This result once enabled us to point out that TAWAs
might not construct a notion of audience in their dissertations by engaging them actively to
their texts and positioning themselves in an equal situation with their readers. It is likely that
readers were “implied observes of the discussion” in CTAWA (Hyland, 2001: 552).
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Table 6. LL Ratio of Syntactic Frames of Engagement Markers in CTAWT and CTAWA

CTAWT (TAWA LL Ratio ELL
(01) %1 (02) %2 (p<0.05)

Adverbials 0 0.00 1 0.00 -1.34 0.00000
Verbs 3938 1.81 3039 133 +166.65 0.00005
Nouns 12 0.01 31 0.01 -1.75 0.00001
Modals 3N 0.17 345 0.15 +2.74 0.00000

Pronouns 191 0.09 125 0.05 +17.47 0.00001

Ol is observed frequency in Corpus 1

02 is observed frequency in Corpus 2

%1 and %2 values show relative frequencies in the texts.
+ indicates overuse in O1 relative to O2

- indicates underuse in O1 relative to O2

Having presented the quantitative findings of the study, I will focus on pragmatic
functions of these syntactic frames of EMs by drawing some examples from the corpus.
Verbs were more heavily employed in three corpora, suggesting an attempt to lead their
readers to a particular propositional content. Hyland (2004: 144) states that “directives are
the mark of self-assured writers in control of their readers”. So, it would not be wrong to
claim that academic writers in concern mostly highlighted where and what their readers
should engage in their dissertations with the use of verbs as a syntactic frame of EMs.
Looking at the examples below, we see that the writers tended to secure the ways they
convey the propositional content either by giving some proofs (example 4) and pulling
readers to a new argument (Example 5). Another point is that, verbs were predominantly
used by a predicative adjective controlling a complement to clause (Example 3) and a modal
(example 5) in our corpus. In Example 3, the writer simply directed the readers to focus on
the proposition in the extraposed to clause. Contrary to Hyland’s study (2002), the use of
imperatives as directives were very scarce in our corpus.

(3) “It is impossible to find a context in Turkish in which the subject is contrastively
focused and the wh---phrase is NDL” (CTAWA 4)

(4) “These representative anecdotes show how the CCSI privileges scene and agency and
marginalizes purpose, act, and agent.” (CAAW 3)

(5) “When we consider Devil on the Cross in terms of form, content, and interrelation
compared with the other works of Ngugi, we can see that it is the most complex and
challenging novel of all. (CTAWT 1)

Modals were the second most frequently applied syntactic frames of EMs in this corpus.
In the examples below, we see the authority of the writers in guiding their readers to
perform an action particularly to accept the truth of the proposition or the claim. Hyland
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(2002: 217) claims that “modals of obligation are typically writer-oriented as they signal what
the writer believes is necessary or desirable”. As mentioned in the literature review part,
directives have three main pragmatic functions: textual, physical and cognitive (Hyland,
2002). Textual acts help readers to focus on a particular part of the text, which was rare in our
corpus. Examples 3, 5, and 7 referred to cognitive acts where writers pointed to a new doma-
in of argument or a claim. In Examples 4, 6, and 8 readers were directed to involve the
research process (a physical act).

(6) Overall, these results should suggest that the course placed importance on practice
that was balanced with theory, and facilitated the improvement of vocabulary knowledge as
an addition. CTAWT 11)

(7) We need to do more to consider the psychological dimensions of literary realism,
particularly in the case of Howells, for whom writing served the purpose of working
through conflicted and nuanced feelings about his place in the struggles for social justice that
characterized his historical moment. (CAAW 1)

(8) This further suggests that Focus---V adjacency in Turkish and Basque should be
analyzed differently despite the similarities these two languages exhibit in root contexts.
(CTAWA 4)

So far, we have figured out that academic writers in concern were willing to express
their confidence in their arguments, lead their readers about what they should attend to in
these arguments and how they should follow the texts with the use of verbs and modals as
syntactic frames of EMs. These examples show that these academic writers followed a writer-
oriented way to build an interaction with their readers in their doctoral dissertations.

However, writers’ awareness of their readers can explicitly be signaled with the
employment of pronouns (Hyland, 2001). Recall that the pronoun “we” were among the ten
most frequent items in CAAW and CTAWT. Looking at the examples below, we can claim
that pronouns (we, our, and us) play a visible role in equating writers with their readers to
gain credibility as a member of their discipline in the lens of their readers as suggested by
Hyland (2005a).

(9) The most obvious answer to this question and as we can see in The River Between
shows that cultural autonomy did not mean a return to a pre-colonial tradition. (CTAWT 11)

(10) This section will discuss how findings of the preceding two chapters can enhance
our understanding of the practices of TV audience in relation to media audience studies.”
(CTAWA 6)

(11) ASR technology is behind many software programs for language learning, such as
Rosetta Stone, but also surrounds us in daily life through Siri for the iPhone and call centers
for large businesses. (CAAW 6)

To summarize, academic writers in concern basically tended to follow a writer-oriented
approach with the use of verbs and modals as syntactic frames of EMs, which were the
reflections of their authority in guiding their readers for the evaluation of the propositional
content and their claims. However, AAWs were also more concerned with establishing a
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more personal relationship with their readers by positing themselves as member of their
disciple as their readers. On the contrary, TAWTs and TAWAs were reluctant to identify
themselves as the participants of their discipline which may result from the fact their readers,
mainly their supervisors, were highly proficient in their discipline.

Conclusion

This study revealed that similar writing habits operate within English and Turkish
academic communities regarding the employment of particular syntactic frames of EMs in
three corpora. The academic writers” in concern attempt to address their readers by leading
them to follow their dissertations and to focus on some critical arguments or claims, which is
evident in their greater use of verbs. Modals as the second most frequented syntactic frames
of EMs provide academic writers with a more authoritative presentations of claims. They
simply instruct readers to understand an argument in the lens of the writers. It seems that
verbs and modals increase the distance between writers and readers. As Hyland (2002)
points out, impersonal style of engagement stresses the propositional content rather than
writers and contributes to rhetorical strategies of engagement. Apparently, the overall
impression of the conventions of Turkish academic community mostly comprises to much
indirectness similar to Anglo-American culture. It is probable that this impersonal and
authoritative style of engagement is a prerequisite in doctoral dissertations. What I mean is
that, doctoral students” ultimate aim is to convince their readers who have high field exercise
with high language skills in their disciplines about the truth of their argument. Thus,
distancing themselves from their readers and directing them to particular arguments might
be an appropriate strategy for the construction of relations with their readers in their
disciplinary-situated social context. As Kawase (2015) emphasizes, PhD theses are a type of
educational genre of apprenticeship education.

However, academic writers also need to find ways to reduce the distance with their
readers, which combines with the use of pronouns mainly “we, our, and us”. In a way,
pronouns function as a means of bringing readers in texts as active participants and making
the writer visible as a member of the academic community. In this study, the use of
pronouns as EMs is culturally variable. That is, they reflect a greater role in the engagement
of readers by positing writers as a member of their disciplines, which is highly favored by
AAWSs. As Duszak (1997) highlights, the communication with readers in Anglo-American
academic texts is more interactive and reader-friendly. Rather than following the path
decided by the writer, readers in these texts actively set the pace and the line of exposition.
On the contrary, TAWAs and TAWTs rely less on equating themselves with their readers. It
is likely that Turkish academic writers subscribe to a style of interaction dominated by vague
and objective formulations in their doctoral dissertations which may be specific to this
particular genre. It is surprising that TAWAs do not employ the linguistic conventions of
AAWSs but hold the cultural conventions of their discipline although they are in the territory
of English-speaking academic community. There may be a number of reasons for this
specific finding. Duszak (1997) explains that academic writers oscillate in their academic
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texts based on their social self-image and their perceptions of the readership shaped by the
phenomena of face and politeness. The construction of this self-image also goes hand in hand
with culture-bound preferences. Hyland (2002) claims that individual factors and preferences
have an influence on the choice of linguistic devices of academic writing. In our case,
TAWAs may be confronted with the problem of being a non-native speaker in a native
academic community and prefer to foster an indirect communication style. In line with this
issue, American academic community may be more tolerant for the use of various norms as
it consists of international academic members coming from different linguistic and ethnic
backgrounds.

The study contributes to our understanding of the employment of engagement markers
in two different academic communities. The examination of syntactic frames of EMs also
gives us detailed information about how these frames contribute pragmatically to writer-
reader interaction in doctoral dissertations in the fields related to English Language.

The results may also have implications for our teaching English for academic purposes.
As teachers, we need to see that the maintenance of writer-reader interaction is an important
aspect of successful academic writing and achieved by the strategical employment of various
linguistic features. Students should understand how and why they are using these features.
A good start in this direction would to be raise students” awareness of these features though
consciousness-raising method suggested by Hyland (2005b). Specialized corpora selected in
students’” academic field would also make a good material for students to comprehend the
linguistic conventions of cultural and intercultural communities in their field. Finally, this
study is limited to the analysis of one specific genre, it would not be wise to generalize the
results to all academic genres and academic writers. A further study could assess the
distribution of syntactic frames of EMs by comparing two or more genres such as master
theses and research articles.
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Appendix A

Adverbials Verbs Nouns Modals Pronouns
by the way Add let us (the) reader's key have to our (inclusive)
incidentally allow let's must us (inclusive)

analyse look at need to we (inclusive)

apply mark ought you

arrange measure should your

assess mount one's

assume note

calculate notice

choose observe

classify order

compare pay

connect picture

consider prepare

consult recall

contrast recover

define refer

demonstrate  regard

determine remember

do not remove

develop review

employ see

ensure select

estimate set

evaluate show

find suppose

follow state

go take (a look/as

imagine example)

increase think about

input think of

insert turn

integrate use

letx=y
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Introduction

The basic elements of the curriculum are objectives, content, learning-teaching processes
and assessment. That one of these elements is lacking or failing will negatively influence the
effectiveness of the program. One of these components is the assessment process, important
in terms of the recognition and placement of students, monitoring learning, determining the
level of learning and improving teaching. The occurrence of cheating in exams, which is
likely to be observed in the modern assessment processes, has become an education issue
which extends from primary school to university.

Certain general studies have been conducted in order to address this issue, Adibatmaz &
Kurnaz (2017), Kayisoglu, & Temel (2017), Lin & Wen (2007), McCabe (1997), Owenga et
al.(2018) Ramberg & Modin (2019), Semerci, (2003, 2004, 2006), Yildirim (1998). In these
studies, among the reasons for cheating in exams was generally found to be; education based
on rote and an abstract learning approach, negative teacher attitudes, indifference to
studying, personality disorders, that cheating in exams has become a habit, that classrooms
are overcrowded, that applications are inadequate, fear of getting poor marks and points
being lost due to minor errors. However, the aforementioned studies are a more general take
on cheating in exams encompassing the population from a diverse range of branches
including science, engineering, health and physical education. The attitude of teacher
candidates in English Language Teaching departments has not been studied adequately.

That original and creative studies be conducted is one of the most important necessities
for our education system to work well. At the very top of these necessities in the education
system that teachers, students, academics and researchers need to place importance on is the
effort to put forth original work and improve it. Not only does plagiarism and cheating
entail the utilisation of others' original work as if it was their own, it also leads the individual
to freeloading and laziness. Cheating has proven to be a critical problem in the education
systems of various societies throughout the ages. In this study, the term 'cheating’ is referred
to as an unwanted type of behaviour occurring in exams.
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Background to the Study

Language is the most effective tool of communication for people to express themselves.
People start learning the language spoken in their environment from very first day of their
lives. Foreign language is a multidimensional issue while learning, language and teaching
are the most primary ones.

The changes or improvements in language teaching methods for ages have always
reflected the changes or improvements in the proficiency levels that students have been in
need of. Language skills involve reading, writing, listening and speaking. These skills
emerge once the relevant centers in human brain work in coordination with each other.
Thus, language education, in a sense, may also mean to train these centers separately. The
contribution that recognizing a new culture and getting into contact with it through learning
a language will make people and societies be still of great significance like in the past times.

Foreign language education has been an issue of significance since the very first years of
the republic in Turkey. Language teachers have been sent to trainings both in Turkey and
abroad so that they could have great command of that foreign language. Foreign language
education has become one of the most crucial issues of Turkish education history since the
establishment of republic. It might be stated that there have been major developments in
maintaining the efforts of designing programmes for foreign language education in a
systematic way since 1990s once we have looked at the foreign language education reforms
from 1923 to present time.

The fact that English is a universal medium in international communication, business,
technology and science has greatly impacted the foreign language policies in the countries
where English is being spoken as a foreign language. A great number of countries using
English as a foreign language have put great efforts to adapt to changing trends in global
level by teaching English to learners at very young ages. “The universalization has affected
these countries deeply as English, one of the most significant tools of universalization, holds
the state of being a foreign language instead of being a mother tongue.” Tsuiand Tollefson
(2007) states. Besides, Nunan, 2003 also affirms that teaching English, being a universal
language, to especially younger generations of a country has significant outcomes with
regards to economic, social and technological advances of these countries.

It is an inevitable fact that education, especially foreign language education, as can be
inferred, has always been under the influence of the developments of that time period. The
role of technology in education cannot be regarded due to the widespread use of technology
and easy and quick access to it at the present time. The impact of technology in the
globalized world of 215 century and especially in education is very well known along with
the studies and investigations conducted in this field. Education has always been impacted
by the technological advances in each period of time.

In today’s world the computers have become very widespread and they have shrunk in
size to fit into our pockets while internet access is an indispensable part of our lives.
Considering all these facts, the computers and internet access especially will definitely have
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a place in our classrooms. However, this computerization trend shall definitely have some
drawbacks.

The tendency for cheating has been the shared issue of plenty disciplines and counted
among those violating the academic honesty policy. The social psychology, educational
sciences and sociology have explored the act of cheating within various theoretical contexts.

The recent studies have demonstrated that the act of cheating is a tendency encountered
in all levels of schooling and has become very common in recent years. The Institute of
Educational Sciences, California has declared cheating as an “epidemic” once it has been
found and analyzed that 75% of the high school students in the USA in 1987 attempted to
cheat. It has been demonstrated that the rates of cheating increased from 1960s to 1990s in the
USA. 1t is also stated that the tendency is getting higher at high school years and makes its
peak at universities. The literature, in its general terms, suggests that cheating stems from the
system of schooling, the lecturer and the students themselves. The fact that exam questions
are exactly the same as the information in the text books or lecture notes; that students write
these pieces of information on somewhere instead of studying this information and that
teachers value the results of the tests more than learning process force students towards act
of cheating. In addition to these, the rote-learning based education system, the common
exams along with the school exams, rote-learning and one-way evaluation, the assessment
and testing tools calling for the collection, recitation and presentation of the information are
considered among the reasons for cheating.

The lecturer is regarded as one of the reasons for cheating. This demonstrates that there
is a negative atmosphere in the classroom and that the lecturer lacks the necessary skills to
manage a classroom. Students being aware of the course content and objectives, the
instruction delivered with effective learning and teaching approaches and strategies as well
as learning and teaching processes that value individual differences are closely correlated
with the knowledge and calibration of the lecturer. Resorting to questions only in knowledge
level that solely requires the recitation of the content very often and multiple-choice tests that
stem from the lecturer himself/herself can be counted among reasons for cheating. The
reasons that stem from students are thought to be associated with various individual
variables.

Cheating in Exams

According to the Turkish Language Institution dictionary, the origin of the word 'cheat'
comes from Italian. It is defined as "the imitation of a work of art or a written text", "the work
of duplication", "exploiting someone else or non-regulatory material in order to answer the
questions in an exam', "a paper prepared in order to exploit it in an exam" and more to the
point of this study, "surreptitiously utilising a source of information in order to answer the
questions in an exam". In the Cambridge online dictionary it is expressed as “to behave in a

dishonest way in order to get what you want".
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According to Stevenson (2010), the act of cheating as such is referred to as ‘cheating’ in
English. This word also refers to meanings such as ‘deception’, ‘stealing’ and ‘cheating’.
Selguk (1995), emphasises that the distinction in question between the two languages is
striking and that it needs to be attended with regard to our systems of education and
training.

Cheating can also be defined as someone who gains high scores or winnings by
unethically exploiting sources of information without devoting adequate learning and/or
mental effort (Kapikiran, 2005, p.747). When cheating is mentioned, what comes to mind is
cheating while answering questions in exams or while doing homework. However, the most
prevalent meaning refers to that of cheating in exams.

Reasons for Cheating

Pedagogists have focused on human behaviour with the studies done on learning.
Senemoglu (2013, p. 97), explains behaviour as all the observable or non-observable explicit
or tacit activities of an organism. When approaching types of behaviour, acquired behaviour
(behaviour as a result of learning) is split into two as terminal and non-terminal behaviour.

Unwanted behaviour is in itself distinguished into two as behaviour which is acquired
under adverse cultural conditions, and behaviour that is the faulty by-product of education
and cheating is classified within this unwanted behaviour. Attitude is the source of all types
of human behaviour, and it is defined as the tendency of an individual to establish a possible
manner or behavioural form in the face of any event or situation (Inceoglu, 2004).

According to the commonly shared result of studies on the behaviour of cheating, the
factors affecting an individual can be listed as personal, situational factors and institutional
policies pursued (Ahmadi, 2012; Ozden et al., 2015; Polat, 2017).

In this context, the answers to the questions are requested so as to prove verbatim that
students prefer to cheat instead of preparing for the exam, and evaluation based more on the
exam results than the process of learning, all lead the student to cheat in exams (Alkan,
2008). Education systems based on rote-learning, central exams carried out next to the school
exams (Giines, 2014), education based on rote-learning and mono-evaluation in conjunction
with this, information gathering through measurement and assessment tools which are
oriented towards preparation, rote-learning and presentation (Wajda-Johnston et al., 2001),
are seen as the reasons for cheating within the education system.

It is considered that the reasons originating from students are in correlation with their
diverse personal variables. The studies related to gender are one of these personal variables
(Akdag & Giines, 2002; Pino & Smith, 2003; Underwood & Szabo, 2003), and studies related
to age (Finn & Frone, 2004; Murdock & Anderman, 2006; Newstead et al.,1996), examined the
relationship between personal characteristics and the behaviour of cheating. Furthermore,
student-related characteristics consisting of individual differences such as; attendance, the
habit of studying, the habit of reading and a professional ideal, can be shown as reasons
which lead to cheating in exams.
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Having said that, the instructor is seen as another factor among the reasons for cheating
in exams (Ozden et al., 2015; Seven & Engin, 2008). It shows that the teacher also plays a role
in allowing cheating to occur and since it is an unfavourable attack against the
responsibilities of the teacher, that such an event occurs indicates that the teacher's control
mechanism does not work adequately. Another is issue in cheating may be the anxiety of
students to make mistakes. It is quite normal for students to make mistakes in foreign
language classes. Yiicel &Yilmaz (2018) say that teachers may not deter students from
forming grammatically wrong sentences though they put their best efforts during the classes
to correct these errors. However, teachers may produce some reactions that are
pedagogically not appropriate with the fear that these errors may also affect other students
in the classroom. It is a fact that such reactions that teachers display with the intention of
error correction may ruin the interest and motivation of students towards foreign languages.

Techniques of Cheating

Cheating is expressed as academic dishonesty in international literature. It has been seen
that various ways are resorted to, such as covertly utilising a source in exams (Tan, 2006),
answering exam questions by surreptitiously using materials that have been pre-prepared
(ORourke et al,, 2010), students preparing small papers for aid, looking at the papers of
others, writing copies on the desk, and changing the exam paper (Selguk, 1995). In addition,
the issue of cheating has been tackled in this study as using prohibited sources to complete
exams and other academic assignments (Evans, Craig & Mietzel, 1993). Within this
framework, situations such as wusing technological tools like, smartwatches
(https://www.theage.com.au/opinion/is-it-cheating-to-wear-a-smartwatch-into-an-exam-
20150608-ghixg1.html), mobile phones etc., and using voice recording devices (Chugh, 2015;
Curran, K., Middleton, G. & Doherty, C., 2011). In addition to these; looking at others' exam
papers, talking to other students, looking at what is written on desks, walls etc., using
specifically prepared cheat material and forming contractual friend groups are employed as
cheating techniques and utilised by students.
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Problem

One of the most important problems in our education system is undoubtedly the
incidence of cheating in exams. The habit of cheating in exams poses a major dilemma in
every phase of education and training, and has become a route that many students and
academics resort to, ranging all the way from primary education to university level. It
exhibits itself as looking at the papers of other students in the exams, preparing small cheat
papers, surreptitiously looking at notebooks or textbooks and sometimes as resorting to
plagiarism in homework assignments. This is not a problem that only exists in our country, it
is accepted as a problem in almost every country and countless studies have been and are
being conducted on it. Unfortunately, when we view our country from this perspective, we
cannot say that this issue is being taken seriously enough and that many more studies should
be conducted in the same proportion to other countries. There are a lot of reasons for this, the
primary one being the general perception of society.

Research Questions

As mentioned before, a literature review has been carried out and it was found that there
are not many studies on cheating in exams relevant to teacher candidates of English
language and literature. For this reason, this study has been carried out. The research
questions are;

1. What are the attitudes of Teacher Candidates studying English Language and
Literature in Karabiik University towards cheating?

2. Do the attitudes of Teacher Candidates towards cheating differ on the basis of gender,
grade and age?

Methodology
Population of the study

The survey was realised in the autumn term of Academic Year 2019-2020, There were 101
students who took part in the survey voluntarily and studied in the English Language and
Literature department of Karabiik University. In total there were 75 male and 26 female
participants. The age range of the learners was in four age groups from 18 to 24 and over.
The learners were from four grades.

Instruments

A 67 question survey was administered among the students. After the attitude
statements were scored, an item analysis was conducted in order to choose the items that
work poorly. In the study, the Attitude scale concerned with Cheating by Semerci (2003),
was used. It included 67 closed ended questions. The KMO (Keiser Meyer-Olkin) value of
scale is 0.87, Bartlett test value is 16059.3 and Cronbach alpha is 0.96. These values mean that

105



the scale is valid and reliable. The 5-item Likert Scale was used in order to evaluate the

students responses to the questionnaire; from completely disagree, to completely agree

Data Collection and Analysis

The data collected from the participants was analysed by the Nonparametric Mann-
Whitney-U and Kruskal-Wallis tests and Descriptive Statistics in the SPSS (Statistical

Package for Social Sciences) Program.

Table 1 the distribution of the participants in terms of gender, grade and age

gender
Frequency Percent
Valid female 75 74,3
male 26 25,7
Total 101 100,0
grade
Frequency Percent
Valid 1grade 27 26,7
2 grade 27 26,7
3 grade 27 26,7
4 grade 20 19,8
Total 101 100,0
age
Frequency Percent
Valid 18-19 10 9,9
20-21 44 43,6
22-23 36 35,6
24- over N 10,9
Total 101 100,0
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age
18-19 20-21 22-23 24-over Total
Count Count Count Count Count
grade 1 grade gender female 6 9 4 0 19
male 2 4 1 1 8
Total 8 13 5 1 27
2grade gender female 2 N 3 0 16
male 0 5 1 5 n
Total 2 16 4 5 27
3grade gender female 0 14 10 0 24
male 0 1 2 0 3
Total 0 15 12 0 27
4 grade gender female 0 0 13 3 16
male 0 0 2 2 4
Total 0 0 15 5 20
Total gender female 8 34 30 3 75
male 2 10 6 8 26
Total 10 44 36 n 101

74% of the participants were female. A more homogeneous distribution was observed in
terms of grades. The first three grades have equal frequencies, approximately 27% and while
the remaining 20% are from fourth grade. In terms of age groups, it can be said that the
participants in the 21-22 age group have a higher rate with 43,6% compared to other age
groups. All statistical analysis was performed using IBM-SPSS (International Business
Machines-Software Package for Social Sciences) Statistics, Version 23-0 (Armonk, New York).
The significance level was set to 0.05. Non-parametric tests were used due to the non-
normally distributed data.

Table 2. Comparison of Mean Attendance Levels by Gender

Group Statistics
gender N Mean Std. Deviation Std. Error Mean p-value
43 female 20 2,4000 1,18766 ,26557 0,006*
male 6 1,0000 ,00000 ,00000
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The non-parametric Mann-Whitney U test was used to determine whether there was a
difference between men and women in terms of attendance levels for each item in the study.
As the p-value of the test was greater than o = 0.05 in 66 of 67 items, it is possible to say with
95% confidence that there is no difference between men and women. In other words, there is
no statistically significant effect of gender on participation levels. However, it was found that
there is a significant difference between men and women by the attendance level of item 43
(p=0,006< o = 0.05). For women, the mean participation level ( Iu-'l’l"“ =44 s higher than the

[l

mean level of men ( A=1 ).

Table 3. Comparison of Mean Attendance Levels by Grades

Descriptives
p-value
N Mean Std. Deviation Std. Error
VAR00007 1 grade 27 2,9259 1,32798 ,25557 0,039*
2 grade 27 2,8148 1,44214 27754
3 grade 27 3,7778 1,31071 ,25225
4 grade 20 3,0000 1,33771 129912
Total 101 3,1386 1,39305 ,13861
VAR00041 1grade 14 2,5000 1,40055 ,37431 0,042*
2 grade 4 4,2500 ,95743 AT7871
3grade 4 2,2500 1,50000 ,75000
4 grade 4 4,2500 ,95743 47871
Total 26 3,0000 1,49666 129352
VAR00043 1 grade 14 2,5000 1,34450 ,35933 0,038*
2grade 4 1,0000 ,00000 ,00000
3grade 4 2,2500 ,95743 47871
4 grade 4 1,5000 57735 ,28868
Total 26 2,0769 1,19743 ,23484
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The non-parametric Kruskal Wallis test was used to determine whether there was a
difference between four grades. As the p-value of the test was greater than a = 0.05 in 63 of
67 items, it is possible to say with 95% confidence that there was no difference in the mean
attendance level among grades, in other words, grade did not have an effect on mean
attendance levels. However, it was found that there was a statistically significant difference
between the age groups by the mean attendance level of item 7 (p=0,039< a = 0.05). For the

T
item 7, especially in the third grade, the average level (* = 3ITT ) s higher than other
three grades.

For the item 24, the average participation level of the first grade ( ¥ = 1,5920 ) is lower
than the higher grades (p=0,021< a = 0.05). For item 41, grades 1 and 3 were found to have a
lower mean attendance than grades 2 and 4 (p=0,042< a = 0.05). In the 44th item of the

The non-parametric Kruskal Wallis test was used to determine whether there was a
difference between the four age groups. As the p value of the test is greater than o = 0.05 in
all items, it is possible to say with 95% confidence that there is no statistically significant
difference between age groups. In other words, age has no effect on participation levels.

Discussion

It is possible to say with 95% confidence that there is no difference between men and
women. In other words, there is no statistically significant effect of gender on participation
levels. However, it was found that there is a significant difference between men and women
by the attendance level of item 43 (Since my cheating friends do not receive penalty in the end, I do

[l
not see any drawback in cheating). For women, the mean participation level ( X =24 ), is

[P
higher than the mean level of men ( = 1)

However, it was found that there was a statistically significant difference between the
age groups by the mean attendance level of item 7 (That the student might or might not resort to
cheating is dependent upon the conditions in which s/he finds herself). For item 7, especially in the
third grade, the average level is higher than other three grades.

For item 24 (People who resort to cheating are non-believers), the average participation level
of the first grade is lower than the higher grades. For item 41 (I do not regard friends who cheat
as honest people), the 1st and 3rd grades were found as having lower mean attendance than
the 2nd and 4th grades. In the 44th item (I do not trust my friends who resort to cheating) of the
survey, the highest participation was observed in 4th grade.
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The non-parametric Kruskal Wallis test was used to determine whether there was a
difference between the four age groups. As the p value of the test is greater than o = 0.05 in
all items, it is possible to say with 95% confidence that there is no statistically significant
difference between age groups. In other words, age has no effect on participation levels.

Conclusion

Cheating in exams hinders valid and reliable measurement and assessment of education
and training. Errors occurring in measurement due to cheating in exams can cause unwanted
situations such as student performance being misdetermined, injustice in placement for
education and profession, deficiency in professional competence and failure to achieve
adequate results in the assessment of the curricula being implemented.

As in the case of abroad (Hardigan 2004; McCabe et al., 2001; Owenga et al., 2018;
Ramberg & Modin, 2019; Simkin & McLeod 2010) and Turkey (Eraslan, 2011; Kayisoglu, &
Temel, 2017; C)zgiingéjr, 2008; Ozyurt & Eren, 2014; Semerci, 2003, 2004, 2006; Yangin &
Kahyaoglu, 2009; Yildirim, 2015), studies were conducted on the reasons for cheating in
exams, attitudes towards cheating, cheating techniques and cheating behaviour. Following
research have been found in the literature; Cheating persists in being a problem that
negatively affects the validity of measurement and quality in education. It is inadequate to
regard cheating as unwanted behaviour that solely occurs during exams. Determining the
attitudes and approach of students regarding cheating, as well as the factors which increase
and reduce cheating through scientific methods, is necessary in terms of the effectiveness of
the precautions that need to be taken in order to deal with this issue.

Within the context of education, cheating can be defined as an individual jauntily
utilising unmerited information, documentation or material which will serve the aim of
being supposedly successful or offset the chances of failing. The information, document or
material used in this sense does not have any value outside of serving this end, it is only a
way to attain ostensible success (Cetin, 2007, p.130). Although cheating is a kind of academic
fraud, students have a hard time distinguishing between the two concepts since the concepts
of cheating and academic fraud usually comprise the same meaning in many universities
and educational institutions. For this reason, universities and educational institutions need to
clearly and uncompromisingly define the terms of both cheating and of academic fraud for
students ( Kiigliktepe & Kiigliktepe, 2012, p.116).

Organizing activities and events that will boost the motivation of students in their
learning environments will also help students with their learning and teaching processes at
their university years. It is assumed that students will have more motivation and reasons to
learn towards the subject being taught once lecturers boost the motivation of students by
designing lessons equipped with real-life skills and examples. Thus, the tendency for
cheating will remain at lower levels. It is also believed that the action investigations with the
objective of improving students’ academic self-sufficiency and self-management skills as
well as their target setting tendencies will reduce the rate of cheating.
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To sum up, cheating is an issue in the education systems of every country. The
precautions for cheating during the exams can be increased in order for the learners to
graduate from educational institutions more consciously and well-educated. Before exams, if
the attitudes of students towards cheating can be revealed, it can be prevented. On the other
hand, education programmes can be improved by taking the attitudes of students into
account. It can be applied especially from the beginning in secondary school, which is when
students usually become aware of the possibility to cheat, to undergraduate education.
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Questionnaire

ATTITUDE SCALE REGARDING CHEATING

Gender: 1.female 2. male

Grade:1.12.23.34.4

Age: 1.18-19 2.20-21 3.22-23 4.24- over

Please write down your evaluations regarding the statements provided below in bullet points as numbers and into
parentheses.

(1) | completely disagree. (2) I mostly disagree (3) I partly agree
(4) I mostly agree  (5) | completely agree

1. Ifeel aninner sense of disturbance whenever | cheat. ()
2. Ifaperson resorts to cheating, s/he will see harm in committing fraud
in other areas of life as well. ()
3. (heating should not be done no matter what. ()
4. (Cheating entails being unjust to others' rights. ()
5. Students' success by cheating and even attaining rankings entail that others
are being treated unfairly ()
Proctor who ignores the student resorting to cheating is a party to the crime. ()
That the student might or might not resort to cheating is dependent upon the conditions in which s/he finds herself. ()

If a student copies, this means s/he is not mature enough. ()

v e N

Cheating from each other in exams is a mutualization. ()

10.  Durum miisait ise kopya cekmemek akilsizliktir. ()

11, Student who resort to cheating in the exams might also resort to fraud in other parts of their lives.
12. One who has a moral compass will not consider cheating. ()

13. Since almost everyone resorts to cheating, it cannot be regarded as bad behaviour. ()
14. The student who resorts to cheating is not honest. ())

15.  Someone who has self-respect cannot resort to cheating. ()

16. Itisimprudent not to cheat when there is opportunity to do so. ()

17.  Whatever the underlying reason, cheating is a form of theft. ()

18. (Cheating should not be resorted to, whatever the exam result is. ( )

19. Iffailing a term can be prevented, cheating can be excused. ()

20. There is no objectionable side to cheating as long as it is not caught. ()

21. Since cheating requires courage, the one who can do so should receive appraisal. ()
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22.
23.
24,
25.
26.
2].
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.

If the invigilator allows it, not cheating is imprudence. ()

The success attained by way of cheating is only deception. ()

People who resort to cheating are non-believers. ()

One who becomes successful by way of cheating deceives herself in reality. ()

People who do not resort to cheating are honourable. ()

Despite the risk of failing a term, cheating is not right. ()

The important thing is to get results, even if it be through cheating. ()

Cheating should not be considered a misbehaviour as long as it is not caught. ()

Itis hard to understand those who do not cheat when there is opportunity to do so. ()

The invigilator who condones cheating is a helpful person. ()

One who has self-respect will not resort to cheating. ()

Cheating is a kind of fraud. ()

Cheating has nothing to do with conscience, the education system forces these conditions. ()
Cheatingisasin. ()

If I was an invigilator, | would allow cheating to occur. ()

[ would intervene even if the one who is cheating is a friend. ()

[ would not cheat since | do not want to receive what is not within my claim. ()

It is natural for a student who has been done injustice to gravitate towards cheating. ()

If the student is constantly failing, cheating should be tolerated. ()

[ do not regard friends who cheat as honest people. ()

There is a beneficial side to cheating since it is a pre-preparation. ()

Since my cheating friends do not receive penalty in the end, | do not see any drawback in cheating. ()
[ do not trust my friends who resort to cheating. ()

If fraudulence is on the increase in a society, cheating is not an issue to be dwelled upon. ()
Being able to cheat is a praiseworthy behaviour. ()

If a person became accustomed to cheating since primary school, committing fraud would be much easier for her/him in later life. ()
A person should not cheat under any circumstances. ()

If I was an invigilator, | would not see a drawback to providing my acquaintances copies or condoning their behaviour of cheating. ()
We do injustice to others by resorting to cheating. ()

Cheating people should be condoned and helped. ()

The friend who wants to cheat should be helped. ()

A person who turned cheating into a behaviour is a potential fraud. ()

Since cooperation in exams solidifies friendships, it can even be considered beneficial. ()

[ like cheating. ()

A confident person would not resort to cheating. ()

Cheating is an exciting adventure. ()
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58.
59.
60.
61.
62.
63.
64.
65.
66.
67.

A person who has a sense of responsibility will not resort to cheating. ()

If others asked me for help in the exam, | would not see a drawback to providing copies. ()

If everyone copies, | would too. ()

Since it would hurt the national wealth to write on the desk, the walls, the heater core and eraser, | would not resort to cheating. ()

There is no drawback to cheat-coding as a reminder. ()
Cheating is forbidden by religion. ()
(heating students should be punished. ()

Forgiving the cheating student means incentivizing cheating. ()

Cheating is an affective behavioural disorder. ()

Not cheating is due to parental discipline. ()
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Applicability of The Language Teaching Approaches and Methods
in The Turkish Context

Assist. Prof. Dr. Burcin Yapia

Osmaniye Korkut Ata University

The fact pace of change and development in today’s world along with its strong
globalization trends affects job contents, occupational areas and approaches to education and
training. When education and training is the concern, it is inevitable that foreign language
teachers and educators- the represantatives of the globalization in the education arena- are
often confronted with the following question: “What method or what system do you use in
teaching a foreign language?” This question puts the approach, method and technique to be
used by the foreign language teachers at the center while teaching modern foreign

languages.

Obviously, the ways teachers have gone through in teaching foreign languages have
seen enormous changes over the past century before it has reached its current situation. In
the 20th century, the teaching of modern languages has progressed through three major
periods which can be grouped as follows:

1. Direct Language Teaching Period
2. Audio-Lingual Teaching and The Innovative Methods of the 1970’s
3. Communicative Language Teaching Period.

These periods play a significant role with a view to the development of the approaches
and methods all of which have in a way contributed to the foreign language education
around the world. Accordingly, in order to be aware of the features of the approaches and
methods under discussion, the starting point is going to be to investigate the approaches and
methods according to their theory behind- if there is any. As for the applications of these
approaches and methods, the teaching context of English in Turkey is going to be dealt with
specifically.

Grouping has been done mainly in terms of three views that are (i) structural, (ii)
interactional and (iii) functional-based. There are also the ones that combine these views

along with the ones without a specific theory behind.

The first and traditional view is the structural, the view that language is a system of
structurally related elements for the coding of meaning (Richards & Rodgers, 2001). The
methods that embody this view are the Oral Approach and Situational Language Teaching,
Audio-lingual Method (ALM), Total Physical Response (TPR) and the Silent Way.
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The oldest one of these methods is the Situational Language Teaching which was
developed by British applied linguists from the 1930s to the 1960s. According to it, spoken
language was the primary focus; new language points are introduced orally first and
practiced situationally. Also, the target language is the language of the classroom. In the light
of these principles, this method has been used in the language classes in Turkey because it is
a traiditional way of teaching English regarding the test types and proficiency exams that
students are to pass.

With the combination of structural linguistic theory and behaviorist psychology, ALM
was developed in the U.S.A which was a teacher-dominated, speech-focused method like
Situational Language Teaching. However, Richards & Rodgers (2001) stated that it focuses
more on using drills and dialogues with the audio-visual aids than Situational Language
Teaching in Britain. Although it began to fall from favor in the late 1960s, Audiolingualism
and materials based on audiolingual principles continue to be used today.

On the other hand, when it comes to Turkey’s situation, ALM can be accepted as a good
method to use to improve speaking; however, as a structural method, it may cause students
to have difficulty in transfering the patterns and phrases into writing skill, for instance. It is
also a time-consuming method. The curriculum of Turkey is filled with lots of grammar
subjects to teach. Then, this method can be applicable in the initial stages of teaching at the
beginning level in order to establish some rules and get students to be acquainted with
English.

TPR is a grammar-based method as well which was developed by James Asher in 1977. It
gives primary importance to listening comprehension, and students practice their
comprehension by acting out teacher commands. This is one of the innovative methods of
the 1970’s in line with modern scientific developments in the related areas. Then, it is a little
bit different than the previous methods discussed, although they are all structural based
views. For instance, on the contrary to ALM and Situational Language Teaching, students in
this method are expected to understand the target language before speaking, and errors are
tolerated in the very first stages. Also, the teacher takes into consideration the students’
feelings in this method. As the young learners are active and can get bored easily, this
method can be fruitful for this group of learners. On the other hand, it is again a time-
consuming method and not suitable to teach everything using this method in the Turkish
context as well.

The last method based on structural view is the Silent Way. Although people did learn
languages through the ALM, one problem with it was the students’ inabilitiy to transfer the
habits they had mastered in the class to communicative use outside it (Larsen & Freeman,
2000). Other than this, Silent Way opposes to the behavioristic approach of TPR, ALM and
Situational Language Teaching. In this method, learning is facilitated if the learner discovers
and creates by problem-solving. Silence is used as a tool. Like TPR, and in contrast to ALM
and Situational Language Teaching, errors are important and not corrected immediately, and
learning takes place in time. For the context in Turkey, this method is too hard to apply
because of the limited time for the teachers to get prepared and to cover the topics in the
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comprehensive curriculum. It may also bore the students, and they may have difficulty in
following the procedure because Turkish students are mostly used to active teachers who are
responsible for talking in the classroom, guiding the students and conducting the lessons.

Second group is the interactional view-based approach which focuses mostly on social
interaction in education. This approach (Whole Language Approach) emerged as an
alternative aproach with the decline of popular methods of the 1970’s. Unlike the structural
view-based methods which have had limited touch on social interaction, it suggests that
learning should be through interaction and learner-centered. It also adopts Gestalt
psychology and claims that learning should proceed from whole to part. However, other
than the methods discussed so far, it supports the view to use L1 in the class which will
facilitate second language (L2) learning. It is advantageous to use it in Turkish classes
because it makes use of activities and events that are connected to the learners’ lives and
needs. Furthermore, it can further help learning to be relatively more permanent by using
authentic materials as in ALM. However, it is not suitable for beginners and elemantary
students because it emphasizes fluency over accuracy by moving from L1 to L2. First level
students may have difficulty in absorbing the features of L2, so they will not be able to use
the language fluently.

The last view that approaches and methods are built upon is the functional view. The
emphasis is on the communicative and semantic function of the language. It includes four
approaches and methods; they are The Direct Method (DM), Communicative Language
Teaching (CLT), Content-based Instruction and Task-based Language Teaching (TBLT).

Unlike Grammar-Translation Method (GTM) which has based its principles mostly on
translation, DM claimed that language can be taught directly. As in ALM and Situational
Language Teaching, language is primarily speech, and the target language is used in the
classroom unlike Whole Language Approach. The main purpose is the communication, so
pronunciation attracts the attention. Therefore, it sees the classroom as the natural setting,
and a topic-based syllabus is used. This point of view can restrict its use in Turkey. As the
classroom and schools are failed to meet the required extra material, it may not be suitable
for the implication of such syallabus. Also, this method requires native (or near-native-like)
teachers, which restricts its use as well. Lastly, as a communicative method, it is more
suitable to use in private courses in Turkey with students whose aim is to go abroad and
communicate with native speakers.

The second method is the CLT. With the decline of ALM in the U.S.A and Situational
Approach in Britain, communication has begun to gain popularity. As a result,
communication-based approaches and methods with the functional view behind have
appeared. One of the leading methods of them is the CLT. According to this method,
speaking skill and functions are emphasized over forms. As a highly popular method all
over the world, CLT and other functional view-based methods display distinctive features
from the structural based ones in that they focus on fluency and communication; however,
they display some similarities with the interactional based ones in that there is also
communication involved. Under Turkey’s circumstances, there are lots of coursebooks used
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based on this method which emphasize the use of English in actual conversation. Naturally,
the method contributes to the active role of the learners other than the traditional ones, and
they are recommended by the teacher which most probably affects learning positively.
However, it is not that easy to accept it as a comprehensive and applicable method for every
situation. In Turkey, for example, most of the instutions (private or state) arrange their
schedule according to the needs and expectations of the circumstances in Turkey. Besides,
English is taught as a foreign language and is evaluated with some exams which are mostly
composed of mechanical exercises and complicated words. As it is the situation, the use of
CLT method extensively may not be helpful in Turkey in the long run.

Other two approaches that belong to this group which are relatively new are Content-
based Instruction and TBLT both focusing on communicative competence by using authentic
and meaningful communication along with the CLT (Richards, 2002). However, the
distinctive feature of Content-based Instruction is that teachers are encumbered by different
tasks, which makes it more challenging in terms of its application in Turkey. Language
teachers in Turkey already face workload burden as the activities are teacher-driven.
Teachers using Content-based approach are required to develop the lesson based on the
subject matter, which means that the teachers must have some knowledge about many
contents. On the other hand, this approach can be used effectively in private courses in

Turkey because of their suitable and more flexible conditions.

TBLT is also a relatively new and popular approach. In this approach, all the learning
and teaching context is based on tasks. Learners are believed to get motivated and feel more
eager for learning English by accomplishing some tasks. In Turkey’s situation, tasks are
widely used from simple to complex in approximately all type of schools and proficiency
levels in the field of English education. Yet, the use of tasks is restricted to the homework
assignments, so the students may feel lost in the work and find it as a burden on them.

So far, the approaches and methods that are based on structural, interactional and
functional view of language have been discussed. However, there are others which can not
be categorized under one of the headings above. For instance, Community Language
Learning method sees language both as a structural and interactional process. The content is
determined by the participants who create sentences. Although the aim is the
communication, translation is so extensively used that knowledge of grammar becomes
inevitable. It also sees the class as a community and aims to create a warm community
atmosphere. When the application of this method is the concern, it might be useful because
the threats of a traditional teaching and learning atmosphere is tried to be prevented. Thus,
the use of this method can contribute to the learning process of the adults. Adults are afraid
of making mistakes and feel uneasy in the courses in Turkey. Furthermore, translation can be
a helpful technique in that adults in Turkey tend to compare English language with the
Turkish language. However, the most problematic part of the application of this method is
that it has no syllabus. The lesson begins with a Turkish sentence created by one of the
learners in the class. This can be an unsuitable technique considering the English language
learners in Turkey. Students may get bored trying to create sentences over and over because
of the relatively passive role they usually have while learning. Also, there are lots of subjects
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to teach and learn, but students can not be expected to be knowledgeable about the
structures and their use.

Other two approaches which are Competency-based Language Teaching and
Cooperative Language Learning view language as both functional and interactional.
Cooperative Language Learning approach aims to develop communicative interaction in the
classroom. It focuses more on the relationship among the students than Community
Language Teaching and CLT discussed so far. Cooperative Language Learning takes its
premises from Piaget’s and Vygotsky’s emphasis on social interaction in learning. As the
name suggests, it focuses on working together cooperatively rather than competitively. One
of the distinctive features of this approach other than the mentioned so far is that it is a
communicative one and aims to develop communicative competence through using small
group and colloborative activities. The teacher is also less-dominant. In addition to its being
an approach and not suggesting a specific procedure, it does not present a syllabus which
makes the application of this approach difficult in Turkey. As the state schools in Turkey are
expected to follow a curriculum and syllabus strictly, it is hard for the teachers to apply it
systematically by taking an active role continuously such as selecting some materials and
establishing physical arrangements of the classroom according to the group and pairworks.
On the oher hand, it may be helpful to use information gap and groupwork activites for
practice in order to fulfill the aim of social interaction.

The other functional-interactional view-based approach is the Competency-based
Language Teaching. This approach puts emphasis on the outcomes of the learning process in
contrast to most of the methods and approaches mentioned. Also, it focuses more on
competency of the language rather than the subject. This approach can be effective in
providing insights to the development of the English language learners. As a humanistic and
individualized approach that centers on the needs of the learners, it may be useful in Turkish
context as well. It may also encourage students to master their productive and receptive
skills.

The last method combining functional and structural view is the Natural Approach
developed by Krashen and Terrell. Although Krashen’s theories are not directly associated
with CLT, Natural Approach and CLT display compatible principles. For example, both de-
fine instructional objectives in semantic and communicative terms and use L2 as a medium
of instruction with meaningful and communicative classroom activites. Unlike proponents of
CLT, however, Krashen and Terrell give little attention to theory of language (Richards&
Rodgers, 2001). Techniques in the Natural Approach are borrowed from other methods such
as TPR (command-based activities)) DM (mime, gesture and context are used to elicit
questions and answers) and CLT (groupwork). Even though it adopts a communicative
approach to language that makes it functional, it views language learning, like
audiolinguists, as mastery of structures by stages which reveals its structural side as well
(Richards & Rodgers. 2001). The principles of this method may be instrumental in designing
a curriculum in the Turkish context which encourages communication. In addition, while
beginner language learners get accustomed to the new language, their silence can be
beneficial. This can prevent them from feeling alienated in the English language class at the
beginning. On the other hand, Natural Approach has received a lot of ciriticizms in terms of
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its implications in the world. For instance, Omaggio (1986) stated that some students may
not be motivated to produce the target language in the absence of any expectation or
requirement that they do so. She must have referred to that question in her words that is
“How can foreign language learners learn a foreign language without any explicit
explanation?” This problem also matters in Turkey’s learning context. Learners in Turkey are
used to teacher-dominated classrooms probably because they expect to see an all-knowing
teacher in the class. Besides, this method is recommended for beginner level students, but
these students in Turkey may feel lost in English before they are totally into it. Therefore, it
may create a problem for beginner students as well.

The last category of approaches and methods empowers no specific language theory
behind. From the earliest to the most recent, these are Grammar-Translation Method,
Suggestopedia, Multiple Intelligences, Neurolinguistic Programming and the Lexical
Approach. To begin with GTM, it is a traditional method and its objective is to teach
grammar emphasizing reading skill and translation. In contrast to most of the
communicative approaches, it advocates deductive teaching and L1 use in the classroom. As
a traditional and teacher-dominated method, it has still been widely used in Turkey;
however, its effectiveness is debatable. This method was one of the first methods and was
developed based on the needs of its time. Then, the reason why it is applied in Turkey is that
it is well-suited to the conditions in Turkey. Private courses and high school students
preparing for LYS (Undergraduate Placement Exam) in Turkey use this method widely.

Suggestopedia is one of the humanistic approaches which does not suggest a specific
theory of language. The rationale behind it is the power of suggestion, and it aims to remove
the negative effects of the psychological barriers that learners bring with them to the
language learning situation. With a view to this aim, Suggestopedia is like The Natural
Approach and its Affective-Filter Hypothesis. However, as the steps are not defined
explicitly in an organized way, teachers in Turkey may find it hard to apply it completely as
part of the curriculum while teaching English. It may only be helpful in private courses for
adults who have prejudice views against learning English.

Another approach that lacks basic elements of language learning theories is the Multiple
Intelligences. Like Suggestopedia, it does not limit the language to linguistics. It aims to
enable students to reveal their potential and develop different types of intelligences.
Accordingly, the application of this approach in Turkey may be helpful for teachers and the
learners to evaluate themselves with a different point of view in the context of English
language. On the other hand, it is always not easy to use diverse techniques and materials
appealing to all senses because of the number of the students, limited time and vast subject
areas involved.

Like Multiple Intelligences, Neurolinguistic Programming lacks a language theory and
was developed as an alternative form of therapy. The main aim of this humanistic
philosophy is to make people be aware of their potential power and control their lives. That’s
why this philosophy does not directly refer to language education, which restricts its use in
Turkey. It may be helpful particularly for the students who have some difficulty in learning
English.

122



The last approach which is claimed to lack a coherent learning theory is the Lexical
Appraoch. However, it has received interest as an alternative to grammar-based approaches.
Like the Communicative Approach, it places communication of meaning at the center of
language learning which leads to great emphasis on the main carrier of meaning: vocabulary.
Then, its distinctive feature stems from its understanding of the lexis and its contribution to
language learning. In contrast to ALM, errors are tolerated for the sake of fluency. As for its
application in Turkey, the potential problem may be the lack of specific guidelines for a
lexical syllabus. How are the words going to be dealt with? How will the teachers make full
use of the words? On the other hand, it may be helpful in private courses in Turkey with an
instructional methodology that puts emphasis on language use because students in Turkey
are expected to be knowledgeable about lots of words, but they have difficulty in
remembering the words and most importantly using them in context.

Considering all the approaches and methods discussed above, it can be concluded that
there is going to appear more of them in language education arena. As Kumaravadivelu
(1994) stated the widespread dissatisfaction with the conventional concept of method will
probably lead to more systematic, coherent and relevant alternative to method.

It can not be ignored that communication and interaction in terms of foreign languge
education are striking requirements in today’s world. That’s why teachers have begun to
question themselves about the usefulness of their methods. Especially in the countries such
as Turkey where the education system is based on traditional curriculum and teaching
context, teachers, learners and even parents feel suspicious about the efficiency of teaching
and learning process. Therefore, they gradually ask for native speaker teachers to teach
English in Turkey.

As Pennycook (1989) put forward, although there has spread a search for new
approaches and methods, the crucial point should be a clearer understanding of the situation
suggesting that teachers make a whole series of decisions about teaching based on their own
educational experiences, personalities, their particular instutional, social, cultural and
political circumstances, their understanding of their particular students’ collective and
individual needs, and so on. In this respect, teachers and the educational context are the two
significant factors impacting foreign language learning.
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Postgraduate Students’ Commitment to Their Claims:
A Corpus-Based Study of Doctoral Dissertations

Assist. Prof. Dr. Fatma Yuvayapan

Kahramanmaras istiklal University

Introduction

Traditionally, academic writing is viewed as a presentation of factual and objective
information. On the contrary, consisting of a wide range of genres, academic writing fulfills
an ultimate purpose for a scholar: becoming a member of the discipline. It is also substantial
to convey the propositional content in an organized way, to grasp the readers’ attention and
convince them, and to stamp authorial stance in this process. As defined by Burke (2010)
academic writing is “what academics do most, through publishing, communicating, and
contributing to their knowledge” (p. 40).

While writing an academic text, academic writers create a kind of self which is called
stance. Biber (2006) defines stance as the expression of “many different kinds of personal
feelings and assessments, including attitudes that a speaker has about certain information,
how certain they are about its veracity, how they obtained access to information, and what
perspective they are taking” (p. 99). The construction of stance is shaped by the academic
community that academics are involved in. This means that, we as academics of a particular
discipline build our stance based on the conventional norms of our discipline.

The growth in English medium publications in all disciplines has brought about global
academic writing conventions not only in contexts where English is the official language but
also where it is spoken as a foreign language. This said, English has a global status in the
exchange of academic knowledge (Hyland, 2009), which has forced nonnative academics of
English to follow the global conventions of their world to construct themselves as credible
scholars. It is this purpose which guide us to make use of linguistic devices of our disciplines
in building knowledge and authorial stance in academic texts.

Recently, metadiscourse (MD) has emerged as a key linguistic device in the global
academic world to gain credibility by projecting authorial stance. In its broad terms, MD is
described as “expressing the writer’s acknowledgment of the reader” (Dahl, 2004, p. 1811).
He further explains that it is a multifunctional concept having many different linguistic
features that fulfill many pragmatic functions in a text, one of which is the reflection of
commitment to the propositional content. This pragmatic function is mainly achieved with
the use of boosters, a sub-category of MD taxonomy suggested by Hyland (2005).

Previous studies have not treated the pragmatic functions of boosters in much detail.
Most of them have tended to explain the balancing pragmatic functions of them
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(commitment and detachment) when they are used with hedges, another subcategory of MD
in research articles (Doncheva-Navrotileva, 2016; Farrokhi & Emami, 2008; Hyland, 2000;
Millan, 2008; Vassileva, 2001; Vazquez & Giner, 2009). A study conducted by Akbas &
Hardman (2018) examine another genre and analyzed the commitment/detachment
strategies in the discussion sections of dissertations. How writers establish the degree and
expression of commitment varies across cultures and languages, which may bring about
cross-cultural misunderstanding in academic negotiation (Vassileva, 2001). Besides, the use
of linguistic devices is also genre-specific, hence the analysis of one particular genre may not
give insights about the cultural and global linguistic norms. It is therefore the aim of this
study to identify how the degree of commitment is maintained by native and Turkish-
speaking academic authors of English in their doctoral dissertations. Specifically, it is
intended to reveal different degrees of commitment with a closer inspection of syntactic
frames of boosters.

Literature Review

As Hyland (2005) defines, boosters are words “to close down alternatives, head off
conflicting views and express their certainty in what they say” (p. 53). He further explains
that instead of enlarging the positions, writers tend to narrow the diversity and emphasize
certainty in a text with a confident voice through the use of boosters. They also enable
writers to establish rapport with their readers by sharing mutual experiences necessary to
draw the same conclusions in addition to playing a pivotal role “in conveying commitment
to text content and respect for readers” (p. 53).

Donctheva-Navrotileva (2016) states that boosters can be used in the form of various
lexico-grammatical markers, such as modal verbs (e.g., may, would, must), lexical verbs (e.g.,
suggest, think, show), adverbs (e.g., possibly, certainly, obviously), adjectives (e.g., probable,
potential, evident) and phrases (in fact, in our view), indirect and parenthetical constructions,
passives and if-clauses. They also reflect some rhetorical strategies applied by writers to gain
acceptance for their work in the lens of their readers. As put by Hyland (1998), boosters
convey writers’ attitude to readers apart from establishing commitment. The crucial
importance of boosters in presenting writers’ negotiation with readers lies in the fact that
writers are expected to convince their readers, who are particularly the members of their
discipline, about the truth of the propositional content with the use of disciplinary-based
linguistic convention so as to establish solidarity with readers and to engage in their
communities as credible members.

The degree of commitment/detachment depends on the interplay of several factors: the
cultural background of the writer, the epistemological and literary tradition and genre and
disciplinary-specific conventions (Dontcheva-Navrotileva, 2013). She further summarizes the
nature of Anglo-American academic culture, which is highly competitive due to size and
cultural heterogeneity. Thus, their members take a reader-friendly style and put great effort
on convincing their readers. They also opt for more explicit authorial stance and discourse
organization. On the other hand, as Akbas and Hardman (2018) reveal, the tendency of
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claim-making of Turkish writers in their L1 is rested on a more definite and authoritative
nature with the use of boosters. However, while writing in L2 they adopt a more tentative
style in presenting their claims with a frequent use of hedges.

The literature on hedges and boosters has highlighted several cross-cultural studies
examining mainly a specific genre: research articles. In a corpus of research articles in
English, Bulgarian and Bulgarian English, Vassileva (2001) observed considerable differences
in the overall distribution and functions of hedges and boosters, which might have resulted
in different rhetorical and educational traditions. Similarly, Dontcheva-Navrotileva (2016)
found native and Czech writers of English employed different degrees of commitment in
their claims to convince their readers in their research articles in the field of linguistics.
Examining hedges and boosters in research articles in two disciplines written by native and
non-native writers, Farrokhi and Emami (2008) displayed similarities and differences
between the two groups of academic writers. To illustrate, in both corpora, boosters were
seen in discussion and conclusion sections and lexical verbs as boosters were the most
frequented category.

One study conducted by Akbas and Hardman (2018) involved the analysis of another
genre in academic writing. They examined a corpus of ninety discussion sections of
dissertations written by native speakers of Turkish (TL1), English (EL1) and Turkish
speakers of English (EL2) so as to identify and classify the choices made by the authors for
expressing commitment/detachment in presenting knowledge claims. They observed
similarities and differences across the groups. Turkish L1 writers tended to be less
interpersonal but highly authoritative while native and Turkish writers of English were more
cautious presenting their claims. In her MA thesis, Alg1 (2012) investigates hedges and
boosters in L1 and L2 argumentative paragraphs and observed that Turkish students of
English tended to soften their claims while writing in L2 although they had similar
employment strategies in terms of the variation of hedges and boosters with native students
of English.

Some previous studies are also concerned with cross-disciplinary aspects of the use of
boosters and hedges. Millan (2008) investigated the use of hedges, boosters and
approximators in a corpus comprising 96 research articles in different disciplines and
revealed that the balance among these devices negotiate meaning between writer and reader.
The degree of commitment should be carefully balanced to facilitate publication. In another
cross-disciplinary study, Vazquez and Giner (2009) specifically focused on the use of
boosters in a corpus including research articles in three disciplines. The analysis of boosting
showed differences in occurrence of boosters in different disciplines, which were resulted
from the norms of those disciplines.

Overall, different from other kinds of writing, academic writing fulfills various
pragmatic functions. Among them the way the writers seek to balance the level commitment
is clearly prominent. The expressions of commitment are collectively known as boosters that
assist writers to create solidarity with readers who are the members of their disciplines. They
are also regulated by cultural, disciplinary and genre- based conventions, so studies are
needed to identify these conventions.
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Methodology

Rested on contrastive interlanguage analysis approach, the present study analyzed the
use of boosters in doctoral dissertations written by native and Turkish writers of English to
identify similarities and differences between two academic communities.

Corpus

An electronic corpus comprising of with 120 doctoral dissertations written between 2010-
2015. TACE (The corpus of Turkish- speaking academic authors of English) included 60
dissertations totaling 1.330.093 words across 3 disciplines (English Language Teaching,
English Language and Literature and Linguistics). TACE was selected randomly from Thesis
Center of Council of Higher Education. Similarly, NACE (The corpus of native academic
authors of English) consisted of 60 dissertations totaling 1.202.456 words. The dissertations in
this corpus were selected randomly from many disciplines regarding English language such
as Education, English literature, Linguistics, Comparative Literature, Cognitive Science. The
reason underlying beneath this change was there are various departments regarding English
language in the USA. NACE was selected randomly from the Proquest database.

The analysis was performed through the sections “Introductions, Findings and
Discussion, Conclusion, Suggestions for further studies". All titles, tables, figures, quotations
and paraphrases were excluded. Hyland’s taxonomy of MD (2005) was utilized as an
instrument to analyze boosters in the corpus. There are mainly 64 items of boosters in this
taxonomy. To categorize these syntactic frames of boosters, the taxonomy of Biber et al.
(1999) was utilized. The category related to grammatical devices was used to express stance.
Based on this taxonomy, four syntactic frames of boosters were established: stance
adverbials, stance adjectives, stance verbs and modals.

Data Analysis

Wordsmith Tools 6.0 was applied to examine the frequency distribution of boosters in
both corpora. Additionally, log likelihood analysis was calculated to find out whether there
was a statistical difference between the two corpora in terms of the overall distribution and
syntactic categorization of boosters.

Each set of corpus was uploaded to Wordsmith program and a total of 64 items of
boosters were individually searched across each corpus. After raw frequencies of overall
occurrence and category of boosters for each corpus were calculated, they were normalized
per 10.000 words to compare each corpus. In order to find out whether there was a
statistically significance between two corpora regarding the overall and -categorical
distribution of boosters, log likelihood statistics was conducted to the raw frequencies.
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Findings and Discussion

Table 1 displays the overall frequencies and percentages of boosters in the two corpora.
They occurred 9354 and 10143 times in CTAE and CNAE, respectively. The frequency counts
of boosters were higher in CNAE than in CTAE, which may indicate that Native academic
writers of English (NAAEs) had the tendency of making more assertive claims than Turkish-
speaking academic writers of English (TAAESs).

Table 1. Overall distribution of boosters in two corpora
(TAE (NAE

Boosters n n/10.000 n n/10.000

9354 70.3 10143 84.3

n: raw frequency of boosters

n /10.000: frequency of boosters per 10.000 words

%: percentage of boosters to overall frequency of IMDMs
(-): indicates underuse in CTAE relative to CNAE

(+): indicates overuse in CTAE relative to CNAE

As seen in Table 2, log likelihood analysis was performed to find out whether the two
corpora significantly differed from each other with respect to the use of boosters. The LL
value was found -161.12, which emphasized a significant statistical difference between the
two corpora.

Table 2. LL ratio of boosters in two corpora

(TAE (NAE LL Ratio ELL
(p<0.05)
01 %1 02 %2
Boosters 9354 0.70 10143 0.84 -161.12 0.00001

O1 is observed frequency in Corpus 1

02 is observed frequency in Corpus 2

%1 and %2 values show relative frequencies in the texts.
+indicates overuse in O1 relative to O2

- indicates underuse in O1 relative to O2

As seen in Table 3, both TAAEs and NAAEs sought to take a strong stance with the use
of stance verbs as boosters, which is in line with Farrokhi and Emami (2008). Clearly, they
accounted for higher frequencies than any other syntactic frames of boosters with 41.2 and
46.0 times per 10.000 words in CTAE and CNAE, respectively. Academic authors often prefer
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to use boosters when they feel confident about the truth of the propositional context, which
may be reported by verbs. Thus, stance verbs might have taken a lion’s share in the syntactic
frames of boosters. Stance adverbials and stance adjectives appeared to be at parallel
frequencies of 12.8 per 10.000 words in CTAE but in CNAE stance adverbials were the
second most frequented syntactic frame with a frequency of 21.3 per 10.000 words and
followed by stance adjectives appeared at 11.6 times per 10.000 words. Modals constituted a
small part of boosters in the corpora. Since there was only one modal verb (must) in this

category, the frequency counts would not be considered too low.

Table 3. The frequency distribution of syntactic frames of boosters in two corpora

(TAE (NAE
Subcategories of n n/10.000 % Subcategories of n n/10.000 %
Boosters Boosters
Stance verbs 5831 4.2 62 Stance verbs 5543 46.0 55
Stance adjectives 1676 12.8 18 Stance adverbials 2568 213 25
Stance adverbials 1669 12.8 18 Stance adjectives 1404 11.6 14
Modals 178 13 2 Modals 628 5.2 6

n: raw frequency of each syntactic category of boosters
n /10.000: normalized frequency of each syntactic category of boosters per 10.000 words.

%: percentage of each category to overall frequency of boosters

Table 4 illustrates the findings of log likelihood analysis. Although having the lowest
frequency of occurrence in both corpora, modals had the highest LL value with -313.71. It
appears that it played a pivotal role on the construal of authorial stance in CNAE while it
was not preferred by TAAEs. With -293.68 LL, stance adverbials also revealed to be a
statistically significant syntactic frame of boosters. No statistical difference was seen between
CNAE and CTAE in terms of the use of stance adjectives and stance verbs. It seems that both
TAAEs and NAAEs had similar tendencies to signal their stance through stance verbs and

adjectives.
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Table 4. LL ratio of syntactic frames of boosters in two corpora

Subcategories of Boosters (TAE CNAE LL Ratio ELL
n n (*p< 0.05)
Modals 178 628 -313.71 0.00002
Stance adverbials 1669 2568 -293.68 0.00002
Stance verbs 5831 5543 -1.17 0.00000
Stance adjectives 1676 1404 +4.45 0.00000

n: raw frequency of each syntactic category of boosters
(-): indicates underuse in CTAE relative to CNAE

(+): indicates overuse in CTAE relative to CNAE

Now that we have seen the frequency distribution of boosters in the two corpora, let us
reveal how each category of boosters enabled both groups of academic writers to signal their
authorial stance. Show, find and think were seen as the most frequent three items of stance
verbs as boosters. In fact, the examples below will show how writers balance the degree of
commitment to their claims. In the first two examples, the authors made assertive claims
with the use of “clearly”, an adverb of boosters, and the pronoun “I”, the key of explicit
stance.

(1) Additionally, comparison of the table 28 and 29 clearly shows that many 5-word
sequences are incorporated into 6-word sequences (CTAE 55).
(2) Lfind inquiry into acts applicable to other assertions the CCSI makes (CNAE 3).

In examples 3 and 4, they attempted to minimize their role in evaluating the data with
the use of a hedge (should) and with an embedded clause with anticipatory it. In this way, the
propositional content became more appealing to readers as they discover it themselves
rather than being exposed to them by the writer. This practice of giving prominence to the
propositional content reinforce the traditional view of academic writing as impersonal and
contribute to writers” invisibility.

(3) Using speaker and vowel as random effects will both harden against (and
test) the idea that the acoustical correlates of nasality differ across different speakers’
productions, and comparison between the English and French results should show
whether our English and French speakers are performing nasality differently in our
different languages (CNAE 18).

(4) It will be shown that in the classrooms, a verbal CIK is always initiated as a second
pair part of a question-answer adjacency pair, in the form of a non-answer response (CTAE
20).

The second subcategory of boosters are stance adverbials. As Biber (2006b) states, stance

adverbials are one of the most common grammatical devices to express stance with “no
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explicit attribution” (p. 99). The overuse of them in NACE proved that, this syntactic
category is particularly valuable for NAAEs unlike TAAEs as it increases the level of
commitment but distances authors from the claims. The items always and clearly_were mostly
applied in both corpora. In the examples below, the authors emphasized a high degree of
certainty of their claims and generalize the truth of their claims with the use of always and
clearly. It is assumed that their claims can be easily understood by the readers who are
possibly the members of their academic community. By this way, they attempted to establish
solidarity with their readers and get a place in their academic community. As Hyland (1998)
claims that when using such adverbials, authors believe that their claims can be easily

understood by the members of their academic community.

(5) Notably, the amount of regular exposure to Welsh language media does not correlate
with any improved fluency outcomes in this HS sample set, nor is the entire set of measures
which make up the fluency complex always affected even by those variables which I found
to be significant (CNAE 34).

(6) On the other hand, the macrostructure of a text clearly has a linguistic reality as the
complex linguistic forms such as pronouns, discourse connectives, adverbs, etc., are used to
signal the macrostructure (CTAE 26).

Regarding the use of stance adjectives, it was seen that a wide range of item in this
category were frequented in both corpora. Among them clear, certain, true and established had
the top ranges in the occurrence list. The author of example 7 clearly conveyed a personal
attitude towards the propositional context. Biber et al. (1999) explain that some stance
markers are implicit but they can be easily recognized by readers. In example 8 and 9, the use
of a particular grammatical structure of stance (It + adjective + extraposed complement
clause) allowed the writers to weaken their commitment to the truth of the proposition but to
emphasize the truth of the proposition itself. It might have been a rhetorical strategy used to
establish impersonality and to negotiate available space for their readers to get involved in
their doctoral dissertations. As Hyland (1998) claims the main reason for authors’ creating a
distance between themselves and their texts is “the suppression of author’s voice and the
creation of a discourse where the research appears to speak for itself” (p.18).

(7) Humanitarian and human rights discourses and practices do share certain goals with
roots in Enlightenment thought, namely, justice for individuals regardless of place of birth or
station and the mitigation of suffering (CNAE 1).

(8) T2 rarely incorporates a textbook into his classes, but it is clear that he is the

repository of all information (his age, time teaching, and subject of history doing nothing to
convey otherwise) (CNAE 19).

(9) In terms of a long colonial tradition, it is true that in most power equations the land
has frequently been feminized (CTAE 21).

Modals were the least frequently employed syntactic category of boosters in both
corpora but they certainly have a pragmatic value on the construal of stance. The statistical
significance between the two groups of writers showed that NAAEs strongly presented their
commitment to their claims with the use of must as boosters while TAAEs were more likely
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to downtone their self. In both examples below, the use of must as boosters highlight
significance of the claims and leave no room for readers to comment on alternative options of
the truth.

(10) Furthermore, teachers themselves must constantly match the vast amount of content

to the content of their own classes, making online use unwieldy and inconsistent (CNAE 26).

(11) While this argument is based on the theoretical framework of the wh-question
formation study in Turkish, it must inevitably have a reflection on an experimental
psycholinguistic analysis of the phenomenon (CTAE 14).

To summarize the overall discussion of the analysis presented here, boosters reflect to
what extent authors are confident in the truth of proposition. They are also a means of
building a bridge towards the audience. Typically, authors apply boosters to propose a
strong claim about a proposition or to down play their self by minimizing their role in the
evaluation of the data. By doing so, they also engage readers directly into the text. More
prominently, boosters function as a linguistic device for writers to construct a shared context
with readers who are highly proficient writers in the genre of doctoral dissertations. As a
result they may get a place in their discipline in the lens of their specific readers.

Conclusion

It was observed that boosters were employed frequently in both corpora but there was a
statistical difference between them with respect to the use of boosters to build their stance in
their doctoral dissertations. The syntactic frames of boosters encompassed four sub-
categories: The most frequent syntactic category was stance verbs in both corpora. Stance
adverbials as boosters had the second range followed by stance adjectives in CNAE.
In CTAE, stance adjectives and stance adverbials appeared at similar normalized
frequencies. Modals were the least frequented category in both corpora. A
statistically significant difference was found in the use of modals and stance
adverbials in the two corpora.

Stance verbs fulfill a prominent pragmatic function: to raise or weaken the level of
commitment to the certainty of claims. Stance adverbials function to rhetorically evaluate the
propositional content based on the mutual knowledge shared by writers and readers. The
underuse of stance adverbials suggested that TAAEs displayed lower commitment to their
claims unlike NAAEs. They might avoid stamping an equal position with their readers,
which might be a cultural convention in Turkish academic community. The strength of
commitment to the proposition is also reinforced with the use of stance adjectives. In a way,
they carry the writers” authority impersonally. Modals are employed when writers attempt
to emphasize the force of the proposition and to limit the negotiation space with readers,
which is considered to be an apparently risky tactic for TAAEs unlike NAAEs.

The results need to be treated from a pedagogical perspective. It is globally advisable
that nonnative authors should maintain the conventions of English-speaking academic
communities to gain credibility in this world. However, in some specific genres like
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dissertations, they also need to preserve the culture-specific linguistic norms to achieve
persuasion and membership in their community. Hence, a clear awareness of boosting and
its pragmatic functions is essential to the acquisition of cultural and global norms in
discipline of academic authors, which can be a good reason to give them priority in academic
writing courses especially offered for postgraduate students.

Taken together, the findings of this study confirm how academic authors balance the
degree of their commitment by using particular syntactic frames of boosters. Cross-cultural
analysis is also necessary to reveal cultural norms of academic communities. A wider scope
of cross-cultural examination of boosting and its syntactic frames in different genres might
show us the discourse practices of boosting in different academic genres and cultures
because academic authors have different social needs in constructing their stance in different

genres.
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Definition of Classroom Management

With respect to the definition of classroom management, researchers addressed the issue
from different perspectives and generally described classroom management as teacher’s
struggle to manage classroom activities such as social interaction, learning and student
behaviour (Burden, 2005; Good & Brophy, 2006). According to Rekabdarkolaei (2011),
classroom management in language teaching has created a problem for teachers of all levels.
However, Backes & Ellis (2003) define classroom management as a task that every teacher
need to deal with everyday. According to Korpershoek, Harms, de Boer, van Kuijk, and
Doolaard (2016), classroom management means creating an opportunity for students to have
an exciting and appealing student learning atmosphere.

From the perspective of Tal (2010), classroom management is a process which
incorporates planning and assessment during the application, and a final evaluation that
considers the issues concerning students and their environment. It aims to foster
development in the activities conducted for the students” emotional comfort and learning in
the class. In other words, classroom management could be defined as the teacher’s ability to
manage the class with the intention of ensuring the students’” emotional comfort and
learning.

According to Trussell (2008), classroom management is a complicated task involving
lesson planning, provision of a safe learning setting, teaching students, and appropriately
tackling with student behaviour problems. Even though teachers could not control the
number of students taught in their classrooms, they can control the way in which the
classroom is set up, and this contributes to a safe classroom atmosphere.

Evertson and Weinstein (2006) identified classroom management as "the actions teachers
take to create an environment that supports and facilitates both academic and social-
emotional learning" (p. 6). They particularly put emphasis on the ways and procedures in
which a teacher tries to achieve target classroom environment for learning. These involved
the following elements: Supportive relationships; organizing and executing an instruction to
optimize learning; employing management methods encouraging student engagement,
promoting life skills and self-control, and adopting interventions to help overcome
behaviour problems. Based on these factors, it can be revealed that classroom management is
more complicated than just adapting and setting the rules to manage student behaviour.

According to Stronge (2002), "Successful classroom management involves much more
than rules and discipline. Indeed, research into classroom management demonstrates that
effective teachers are those who are proactive about student behaviour, involving students in
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the process of establishing and maintaining rules and routines" (p. 26). For Stronge, it can be
suggested that one key factor is to become proactive by introducing policies and procedures
before they are necessary. The second fundamental factor is to let learners take part in the
development of those policies and procedures.

Brophy (1987) and Good (1981) also underscore that the teacher is the main component
of effective classroom management. Teacher behaviour affects student behaviour and
success. Effective teachers create, apply, and sustain a classroom environment that supports
learning. This approach defines classroom management as more than simply student
discipline, rather, claims that teachers make to encourage students and form a
functionallearning environment which is the element of classroom management. Sanford,
Emmer, and Clemments (1983) add, “A well-managed classroom is a task-oriented,
predictable environment where children know what is expected of them and how to
succeed” (p. 56). Again, the teacher is the core of creating and sustaining this task-oriented,
predictable environment.

Considering the definitions of classroom management presented above, it can be stated
that classroom management is at the centre of teaching and learning process and also a
prerequisite for establishing and maintaining an effective learning environment. Besides this
information, in order to understand classroom management as a concept, the models
approaching classroom management from different perspectives were presented in the

following section.

Models of Classroom Management

Based on the understandings of child development and teachers” endeavours and beliefs
on management, Wolfgang and Glickman (1986) put forward three models of psychological
thought: relationship-listening, confronting-contracting, and rules/rewards-punishment.
Based on child development theory, relationship-listening focused on humanistic and
psychoanalytical theory. It claimed that the child develops from inner potential whereas he is
in control of himself and his behaviour. On the other hand, confronting-contracting is based
on social learning theory and argued that a child develops from both inner and outer forces
including the relationship with the adult; and rules/rewards-punishment grew out of
behavioural learning theory. According to this model, the child develops through reinforcing
consequences and external conditioning (Wolfgang & Glickman, 1986).

These three schools of thought could be put on a continuum that illustrates three
possible approaches to classroom interaction: noninterventionist (relationship-listening),
interventionist (rules/rewards-punishment), and interactionalist (confronting-contracting;
Wolfgang & Glickman, 1986). These approaches refer to levels of teacher control and range
from those management principles that are highly student-centred to those which are highly
teacher-centred. That is to say, interventionist, noninterventionist, and interactionalist
teachers differ essentially concerning power (Witcher et al., 2008).

A high degree of teacher control belongs to the characteristic of the interventionist mo-
del, while the noninterventionist model is the least directive. Between the two extremes is the
interactionalist model, which underscores collaboration. Teachers' management techniques
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can be grouped according to these models and, even though teachers may put all three
models into use, one model usually predominates (Witcher et al., 2008). In light of the
mentioned information, we can say that today's classroom management approaches rely on
these three models.

It can be said that traditional behaviour modification ensures the basis for the
interventionist approach. Behaviourist approaches like those of Lee Canter and Fred Jones
propose that external environmental conditions, such as reinforcement and punishment, are
what influence the individual (Wolfgang & Glickman, 1986). Within the scope of this
approach, the child is conditioned by the neighbourhood. It is the teacher who interferes and
controls this neighbourhood. The teacher takes action over disruptive behaviours and uses
directive techniques to encourage the child for suitable and constructive behaviour.

Theories of Classroom Management

Question

Student-directed

Collaborative

Teacher-directed

Primary responsibility for
management

Student

Joint

Teacher

Goal of management

(aring community focus and
self-direction

Respectful relationships,
academic focus

Well organized, efficient,
academic focus

Time spent on management

Valuable and productive

Valuable for individual
but not for group

Wasted

Relationships within
management system

Caring, personal relationships

Respect for each other

Non-interference with each
others’ rights

Provision of student choice

Wide latitude and freedom

Choices within teacher
defined options

Very limited

Primary goal in handling
mishehaviour

Unmet need to be explored

Minimize in group,
pursue individually

Minimize disruption, redirect

Interventions used

Individual conference, group
problem solving, restitution,
natural consequences

Coping skills, natural and
logical consequences,
anecdotal record keeping

Clear communication, rewards
and punishments, behaviour
contracting

Individual differences

Extremely important

somewhat important

Minor importance

Teacher power bases Referent, expert Expert, legitimate Reward, coercive
Charney, Faber and Mazlish, . .
Theorists Gordon, Kohn, Putnam and Curwin and Mendler, Axelrod, Cangelosi, Canter,

Burke

Dreikurs, Glasser

Valentine

Table 1. Theories of Classroom Management, Levin, J., & Nolan, J. F. (2000, p. 92)

Taking these three different models into consideration, the following section provides

comprehensive information about the components of effective classroom management.
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Components of Effective Classroom Management

There are a good number of components of effective classroom management, many of
which occur long before students step into a classroom. This section gives information about
the components or strategies of effective classroom management such as;

¢ Behaviour management

¢ Rules and expectations

e Rewards, punishments and consequences
¢ (lassroom organization

e Curriculum and instruction

e DPositive classroom environment

e (lassroom procedures

e GSafety and predictability

e Dositive teacher/student relationships

e Specific, contingent praise

Emmer, Evertson, and Anderson (1980) put forward that the first day of school is crucial
in deciding on the success of the school year. Marzano, et al. (2003) state, “virtually all of this
research points to the beginning of the school year as the linchpin for effective classroom
management” (p.92). Teachers should be proactive in their thinking about classroom
management and get prepared before school starts to create and maintain effective classroom
environments. Being proactive versus reactive in the area of classroom management is
essential (Ackerman, 2008). Specific components of classroom management include
behaviour management, classroom organization, curriculum and instruction, positive
classroom climate, and positive teacher-student relationships. In a study by Eisenhart (1977),
teachers who were regarded as effective classroom managers devoted the beginning of the
year to the physical classroom arrangement, establishment of a plan of routines, and rewards
and recognition. These components when consistently utilized in a classroom will help
teachers achieve a greater chance of success in the area of classroom management. Maag
(2001) emphasized this element of proactivity by stating, “teachers should spend as much
time developing positive, proactive behaviour management plans as they spend developing
instructional lesson plans” (p.182). This statement reinforces the concept that classroom
management is an integral component of teaching.

Behaviour management: One of the major elements of classroom management is the
behaviour management of students. Maag (2001) defines behavioural management as
“analyzing behaviour, deciding what to change, collecting information on the behaviours of
concern, using schedules of reinforcement, and monitoring progress” (p. 181). Teachers are
consistently having to deal with behavioural problems in classroom management. Marzano,
et al. (2003) states, “teachers generally believe that they are not only unprepared to deal with
disruptive behaviour, but the amount of disruptive behaviour in their classes substantially
interferes with their teaching” (p. 27). With this emphasis on behaviour management,
teachers should think of how they are going to deal with this issue. There are several
components of behaviour management including rules and expectations, rewards, and
consequences, and student feedback.

138



Rules and expectations: Palumbo and Sanacore (2007) suggested students have more
potential to work harder and produce higher quality work if their teachers are well-
organized and maintain consistent standards (rules) and expectations. Emmer, Evertson, and
Worsham (2003) explain rules, “...vary in different classrooms, but all effectively managed
classrooms have them” (p. 17). These standards and expectations must be communicated to
the students to enable them to be successful in the classroom. Emmer and Evertson (1981)
warn about uncertainty about teacher expectations leading to a wider variety of student
misbehaviour. The lack of vigilance regarding expectations on the part of the teacher
increases the inconsistency of applying consequences.

Effective teachers integrate rules and procedures into a workable classroom system
(Emmer & Evertson, 1981). Rules should be plain, certain, understandable and measurable,
but inclusive enough to cover all desired behaviour (Barbetta, Norona, & Bicard, 2005).
Simonsen, Fairbanks, Briesch, Myers, and Sugai (2008) also suggest rules be stated positively,
posted in the classroom, and systematically and explicitly taught to the students. A frequent
review should also be a component of teaching rules. Simonsen et al. (2008) also encourage
feedback for students in the area of rules. This feedback is associated with the decline in off-
task and disruptive behaviour, rise in academic engagement, and leadership and conflict
resolution among students. To maximize the effectiveness of rules, teachers should integrate
them with a broad behaviour control plan. This integration allows the rules to be connected
with consequences, therefore maximizing their effectiveness (Little & Akin-Little, 2008).

Emmer and Evertson (1981) add that better classroom managers set clear expectations
for behaviour, academics, and classroom procedures at the beginning of the year. Stewart,
Evans, and Kacynski (1997) state, “One of the most important teacher effectiveness factors is
high expectations, a belief that all students can learn” (p.56). Students should receive specific,
frequent feedback from teachers (Stewart, et al., 1997).

Rewards, punishments, and consequences: Classroom management programs consist of
rewards (also known as reinforcers) and punishments (also known as consequences). A
healthy balance should exist between these two components (Pedota, 2007). Consequences
can be positive or negative (Wong & Wong, 1998). According to Wong and Wong, rewards
are positive consequences stemming from once students comply the rules and penalties are
negative consequences stemming from once students break the rules. Emmer and Evertson
(1981) strongly suggest consequences should be quick and consistent, not general reminders
or empty threats.

Natural rewards are encouraged in classroom management (Little & Akin-Little, 2008).
These natural rewards are reinforcers relating to choice theory in which students who make
positive choices receive positive rewards. Little and Akin-Little (2008) also contend that
consequences should be selected and explained to students prior to student misbehaviour.
Rewards and punishments should be consistently incorporated into classroom rules and
expectations (Wong & Wong, 1998).

Classroom organization: Classroom organization refers to the physical arrangement and
the organization of the materials in the physical room. Stewart, et al. (1997) state “It is in the
classroom that teachers have the greatest control over conditions that affect learning and
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behaviour” (p.55). The physical set-up of the classroom can affect both student and teacher
behaviour (Stewart, et al., 1997; Weinstein, 1992). Wong and Wong (1998) also present the
concept of teachers preparing the classroom for the first day of school and for every school
day. This preparation includes the physical classroom, the teaching and learning materials,
and the teacher.

Components of an organized classroom include clearly defined spaced used for different
purposes. A well-arranged classroom setting may lead to student achievement and
behaviour (MacAulay, 1990). Stewart, Evans, and Kacynski (1997) advocate keeping the
classroom orderly and well organized to achieve the maximum level of student participation.

Student seating is another area of classroom organization. All students should have a
certain view of the teacher. Seating should match lesson purpose. Desks in rows indicate
individual tasks, clusters of desks indicate group work and more social environments.
(Bettenhausen, 1998). Students who need help with attention should be seated in specific
areas in the classroom. Highly distractible students should sit away from distractions such as
the pencil sharpener, trashcan, and windows. Students who are in the front, centre of the
room have the tendency to be in more interaction with the teacher (Stewart, et al., 1997).
Teachers should rotate students to ensure everyone has an opportunity to sit in these areas.

The effective teacher is a prepared teacher. This preparation in the area of classroom
organization allows teachers to maximize student achievement by minimizing student
misbehaviour.

Curriculum and instruction: Another component of classroom management is found in
the actual curriculum and instruction taking place. The curriculum is mainly mandated by
the school or district, but teachers need to present the content in meaningful ways to help
students learn more effectively. Weade and Evertson (1998) defend effective classroom
management and instruction are intertwined and in a continual dynamic relation. They are
not separate domains. Students and teachers work together. Lessons are constructed to reach
instructional goals. Classroom management and instruction are occurring at the same time.

Effective teachers adopt a good variety of instructional strategies to teach students.
Schussler (2009) states, “...when students perceive they have opportunities to succeed on
authentic tasks through the flexible instruction of their teachers, they are more likely to
engage” (p.118). These strategies may include cooperative learning, implementation of
effective homework, best questioning practices, and activities which enable students of all
modalities to grasp the material being taught. Teachers also know when and how to use such
strategies with different students. Schussler (2009) adds, “teachers manage classrooms to
facilitate student engagement when they demonstrate enthusiasm for authentic content and
purposely use instructional strategies to capture students’ interest (p. 118).

Instruction allows students to practice taught procedures (as mentioned in positive
classroom environment). Brophy (1987) states, “Successful classroom managers maximize
the time students spend engaged in academic tasks; they also maximize their students’
opportunities to learn academic content” (p.3). Effective classroom managers utilize the
students being familiar with classroom procedures to gain instruction throughout the year.
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Positive classroom environment: “Creating a positive and engaging classroom
atmosphere is one of the most powerful tools teachers can use to encourage children’s
learning and prevent problem behaviours from occurring” (Conroy, Sutherland, Snyder, Al-
Hendawi, & Vo, 2009, p.18). Brophy (1987) also emphasized the need for teachers to create
and maintain a positive classroom environment to support student learning. One way to
create a positive classroom environment is to provide structure to the classroom. Simonsen et
al. (2008) define structure as, “the amount of teacher-directed activity, the extent to which
routines are explicitly defined, and the design or physical arrangement of the classroom” (p.
323). Structuring the classroom environment consists of a combination of each component of
classroom management to provide the best learning environment for students. Integrating
structure and fairness with well-defined expectations in a caring environment are
components of good teaching (Pedota, 2007).

Teachers control the climates in their classrooms. Classroom climates do not happen by
chance. Careful attention is necessary to structure the classroom environment. Structuring
the classroom environment involves creating and teaching classroom procedures.

Classroom procedures: Procedures are not the same as rules and expectations. Wong and
Wong (1998) define procedures as “simply a method or process for how things are to be do-
ne in a classroom” (p. 169). Teachers must prepare their classroom procedures to maximize
instruction effectiveness (Pedota, 2007). Teachers solve problems through prevention.
Emmer and Evertson (1981) concluded more effective teachers spent considerable time at the
beginning of the school year teaching their students classroom procedures. These procedures
must be well-planned and thought out before school ever starts. Schools may support
teachers’ efforts by creating schoolwide rules and procedures to provide a framework for
individual classroom procedures (Sanford et al., 1983).

The creation of procedures in the context of an organizational system for time, materials,
and student interactions will enhance the classroom environment (Freiberg et al., 2009).
Effective classroom teachers create activities such as collecting and distributing papers
without wasting instructional time. A wide variety of corporate activities and transitions
must be carefully considered (Palumbo & Sanacore, 2007). Sanford et al. (1983) suggest
procedures for moving students in and out of groups, cues to signal student movement, and
expected student behaviour while in groups. Once the procedures are created and explained
to the students, they must be rehearsed. Wong and Wong (1998) contend procedures must be
explained, modelled, demonstrated, and practised. These actions must be reinforced and
retaught until the procedure becomes second nature to the students.

Safety and predictability: Bettenhausen (1998) advocate teachers providing a climate of
safety and predictability for their students. Keeping a high ratio of positive attention to
negative attention helps teachers with this environment. Structuring the learning
environment adds to the safety and predictability level of the classroom. Sewall and
Chamberlin (1997) confirm safety in schools are a major concern for parents. “Effective
prevention involves the establishment of predictable, positive environments that support
students” behavioural and academic needs” (Moore Partin, Robertson, Maggin, Oliver, &
Wehby, 2010, p. 177).
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Positive teacher/student relationships: Finally, building positive relationships between
teachers and students is a key element in effective classroom management. Marzano et al.
(2003) state, “teacher-student relationships are the keystone” (p.41). Teachers become models
for their students. Sheets and Gay (1996) propose many behavioural problems are caused by
a breakdown in the teacher/student relationship.

Dynamics of an effective teacher/student relationship have been defined by Wubbels,
Brekelmans, Van Tartwijk, and Admiraal (1999). The dynamic can either be dominance
versus submission or cooperation versus opposition. Dominance refers to the clarity of
purpose (both academic and behavioural) and content and expected behaviour. Submission
refers to lack of clarity and purpose. Cooperation refers to concern for the needs and opinion
of others or a team player spirit. Opposition refers to active antagonism towards others. The
authors suggest the best teacher-student relationship has an equal balance of dominance and
cooperation/corporation.

Sheets and Gay (1996) contend “the quality of personal relationships between students
and teachers has a significant influence on classroom conflicts and disciplinary actions” (p.
84). There may be teachers who do not realize or understand the connection between
behavioural problems in the classroom and their own personal behaviours. Often times
teachers remove students from the classroom rather than working to solve problems.

Specific, contingent praise: Praise is defined as “a positive statement by the teacher when
desired behaviour occurs, informing the students what they specifically did well” (Simonsen
et al., 2008, p. 362). “Teachers regularly use praise as an instructional strategy to increase the
occurrence of children’s positive social and academic behaviours” (Conroy, Sutherland,
Snyder, Al-Hendawi, & Vo, 2009, p.18). While praise can be considered a reward for positive
behaviour, there are implications of specific, contingent praise which relates to the
motivation of students. Simonsen et al. (2008) further add, “the effect of praise is bolstered
when specific and used in conjunction with other strategies” (p.363). Further support of
praise is seen in increased correct responses, work productivity, accuracy, and academic
performance. Reese (2007) explains the one-on-one connection between teachers and
students often involves praise. This praise is a powerful tool in establishing an environment
of respect in the classroom. Maag (2001) contends “teacher praise has been supported as one
of the most empirically sound teacher competencies” (p.182).

Bartholomew (1993) defines four purposes for effective praise: a) recognizing and
showing interest, b) encouragement, c) describing what is seen in behaviour, and d)
evaluating performance. Marzano, Pickering, and Pollack (2001) remind that praise is most
effective when related to a specific accomplishment, and verbal affirmation is more effective
than tangible rewards.

All in all, it can be revealed that when these components are integrated into classroom
management procedure, the result could be effective for both teachers and students. The
detailed benefits of effective classroom management could be suggested as below.
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Benefits of Classroom Management

While the benefits of classroom management may seem obvious, there are several
specific benefits teachers will be able to reap when effectively managing their classrooms.
These specific elements include positive classroom environments, increased instructional
time, and decreased risk for teacher burnout. These benefits ultimately reap a harvest of
increased student achievement.

Increased instructional time

Classroom environment also contributes to maximizing instruction by the utilization of
structure. Wong and Wong (1998) state, “increase the amount of time the student is working,
and you increase learning” (p.204). Simonsen et al. (2008) add, “Students in high structure
classrooms exhibited greater task involvement, friendlier peer interactions, more helpful
behaviours, more attentive behaviour, and less aggression” (p.357). Engagement means how
a student takes part in classroom instruction. The engagement is the best conciliating factor
between instruction and academic achievement. Little and Akin- Little (2008) further
recommend, “If possible, 70% of classroom time should be devoted to academic activities. If
students are engaged in interesting academic activities, disruptive behaviour will be less
likely” (p.228). Cooperative learning activities help to achieve this goal. Students who are
more engaged in learning are less likely to participate in inappropriate behaviours
(Simonsen et al., 2008). Brophy and Evertson (1976) state, “Teachers who have few discipline
problems, therefore, have most of their time available for teaching and are more likely to
teach successfully compared to teachers who spend significant amounts of time fighting for
attention or trying to deal with severe disruptions and discipline problems” (p.54).

The intertwining of classroom management concepts is seen in the final component of
increased instructional time. Classroom organization and environment help increase
instruction time. Teachers provide activities that begin students working immediately and
ensuring there is enough work for students for the entire period. Establishing, explaining,
reviewing, and modifying the rules, routines, and procedures will help teachers allocate the
maximum amount of time to instruction (Pedota, 2007). Instruction time also helps decrease
problem behaviour and promotes a positive classroom environment. This classroom
management matrix supports and depends on each particular component. Each component
is essential for classroom management to operate to its fullest potential.

Decreased teacher burnout

Teachers who are consistently stressed in the classroom from poor classroom
management are more likely to burn out than teachers who learn how to manage their
classrooms effectively. Chang (2009) indicates student behaviour stressors from students’
inappropriate behaviour are a leading cause of teacher burnout. McCarthy, Lambert,
O’Donnell, and Melendres (2009) state, “teaching is widely considered to be a demanding
profession with an attendant high risk for stress and burnout” (p.282). Martin, et al. (2012)
state “efficacy in student engagement and instructional management appear to be salient
predictors of classroom interactions that influence teachers” stress from student behaviours
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as well as their sense of personal accomplishment, job satisfaction and ultimately their
intention to leave” (p. 548). Lambert, McCarthy, O'Donnell, and Wang (2009) add, “teachers
experiencing high rates of stress and burnout may be less capable of creating positive social
environments for children and may even become role models for negative social behaviours”
(p.986). This modelling of negative social behaviours is especially critical at the elementary
level because of social development. Modelling negative behaviour may have a domino
effect as students may exhibit more negative behaviour in the classroom, which in turn may
cause teachers more stress and burnout more quickly.

Increased student achievement

Walker (2009) states, “the best teachers don’t simply teach content, they teach people”
(p.122). Teachers should always be thinking of the students and what is best for them.
Increased student achievement is a direct benefit of effective classroom management.
Anderson, Evertson, and Brophy (1979) determined more effective teachers in classroom
management accomplish more instructional time, more content covered, and greater student
participation. Evertson and Harris (1992) further add the amount of instructional time spent
is often related to student achievement. This connection adds to the benefits of classroom
management. With the first benefit of good classroom management follows the next of
increased student achievement.

Conclusion

This chapter aimed to provide insights into classroom management as a fundamental
component of effective learning and teaching environment. To this end, it started with the
definition of the concept and then presented models suggested for classroom management.
The chapter also touched upon the components of effective classroom management and
ended with the benefits of managing the classroom efficiently.
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Introduction

Since the introduction of the term ‘communicative competence’” by Hymes (1972) and the
term ‘interlanguage’” by Selinker (1972), the study of compensation strategies (CSs) used by
language learners has been a central key issue in the field of Second Language Acquisition
(SLA). From a pedagogical perspective, Canale and Swain (1980) and Canale (1983) propose
‘strategic competence’ as one of the four components of ‘communicative competence’.
Canale (1983) describes ‘strategic competence’ as the “[...] mastery of verbal and non-verbal
communication strategies” that enable the learner to overcome difficulties when
communication breakdowns occur (p.10-11). According to Selinker (1972), in addition to
autonomous developmental features learners’ native language (L1) exerts a powerful
influence on the structure of their interlanguage (p. 214). Thus, learners may also employ L1-
based CSs. The terms ‘communicative competence” and ‘interlanguage’, proposed in the
same year, are thought to be a strong source of motivation to study CSs learners use due to
inadequate linguistic background (Corder, 1983).

Over the course of four-decade history of CSs, researchers have proposed different labels
to refer to such strategy use by learners. These include ‘Coping Strategies” (Savignon, 1972),
‘Communicative Strategies’” (Corder, 1983; Dobao & Martinez, 2007); ‘Compensation
Strategies” (Tajeddin & Alemi, 2010), ‘Compensatory Strategies’ (Poulisse, 1990; Kalebic,
2007), “Communicational Strategies’ (Varadi, 1980) and ‘Communication Strategies” (Feerch &
Kasper, 1983; Tarone, Cohen, & Dumas, 1983; Ervin, 1979). In spite of differences in
terminology, they all refer to strategies used in times of L2 communicative crisis “[...] which
occurs when language structures are inadequate to convey the individual’s thought”
(Tarone, 1977, p.195).

Depending on the researcher’s approach - whether it be psycholinguistic, interactional or
functional — different classifications may be used, often leading to different results
(Jamshidnejad, 2011, p. 3758). For example, proponents of the psycholinguistic approach
(Feerch & Kasper, 1983), which began with the analysis of non-native speakers” (NNS)
interaction with native speakers (NS), point out that second language speakers resort to CSs
to fulfill their communicative goals in instances of linguistic challenge. One possible
drawback to this approach is that interlocutors” influence on strategy use is not taken into
consideration, but only the strategies occurring during the planning phase of communication

are taken into account.
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Unlike the psycholinguistic approach, the interactional approach acknowledges the
influence of both the speaker and the hearer on the interaction and redefines CS as “[a]
mutual attempt of two interlocutors to agree on a meaning in situations where requisite
meaning structures do not seem to be shared” (Tarone 1980, p. 20). More than one
individual’s involvement naturally brings sociolinguistic variables into play. Jamshidnejad
(2011) has proposed a functional approach which emphasizes the functions of CSs in
language learners’ communicative interaction. While the first two approaches focus more on
the transfer of meaning, the functional approach claims that in addition to meaning transfer
learners employ CSs to promote L2 accuracy and to keep communication channels open.

All of the above mentioned approaches have been employed to investigate different
aspects of CSs such as their teachability, the effect of proficiency on CS use, the correlation
between task and selection of CSs and the effects of L1 background. The teachability of CSs is
one of the more widely investigated aspects and has been a controversial issue in SLA
research. As highlighted in many studies (Bongaerts & Poulisse, 1989; Bongaerts, Kellerman,
& Bentlage, 1987; Paribakht, 1985 as cited in Dornyei, 1995), explicit strategy training might
be useless since strategic competence (and CSs) evolves in learners” native language and can
also be transferred to other languages. Therefore, Kellerman (1991) suggests, “[t]each the
learners more language and let the strategies look after themselves” (p. 158). However,
among those in favor of strategy training (Brooks, 1992; Chen, 1990; Feerch & Kasper, 1983,
1986; Haastrup & Phillipson, 1983; Paribakht, 1986; Rost, 1994; Rost & Ross, 1991; Savignon,
1972, 1983, 1990; Tarone, 1984; Tarone & Yule, 1989; Willems, 1987 as cited in Dornyei, 1995),
Dornyei (1995) and Maleki (2007) strongly support strategy training, asserting that when the
learners are given explicit instruction on the use and selection of CSs, they are able to employ
CSs more effectively than their counterparts who do not receive such instruction.

Unlike the controversy on the teachability of CSs, researchers (Aliakbari & Allvar, 2009;
Ting & Phan, 2008; Wang, 2005; Wannaruk, 2003; Chen, 1990) who investigated the effect of
proficiency level on CS use have consistently reported that a relationship exists between
these variables. For example, Chen (1990) demonstrated that learners at lower proficiency
levels use CSs more frequently than learners at higher proficiency levels. Along the same
lines, Kalebic (2007) found that while low proficiency learners tend to resort to L1 based CSs,
high proficient learners employ more L2 based CSs when they encounter problems during an
interaction. Such a difference may be attributed to the learner’s target language repertoire
(vocabulary, grammar etc.).

Some research (DeKeyser, 1991; Dobao, 2001; Rababah & Bulut, 2007) has also been
conducted to reveal whether certain task types, such as interview, role play and picture
description, have an influence on the use of CSs. DeKeyser (1991) compared interviews with
picture descriptions as different tasks and found that learners prefer different CSs in
different tasks. Furthermore, Rababah and Bulut (2007) used interview and role-play tasks in
their study to see whether they affect CS use. They (2007) report that the frequency of CS
employment is significantly higher in interview tasks as relative to role plays. This could be
because interview tasks require considerably more vocabulary in order to keep the
communication going, which makes it more challenging and demanding. Therefore, it can be
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concluded that learners resort to CSs more frequently when performing more demanding
tasks.

Of significance to this paper, many researchers have scrutinized the effect of
participant’s L1 background. In a pioneering study, Tarone (1977) compared nine learners
coming from different L1 backgrounds (three Turkish, three Spanish, and three Mandarin) to
find out whether learners’” L1 had an effect on their CS use in the target language. All
learners were shown two simple drawings and were then required to describe what they saw
in both their native language and in English. The results showed that participants mostly
used avoidance, paraphrasing, conscious transfer and appeal for assistance when they
encountered a problem while communicating in English regardless of their L1 background.
By comparing the learners within and across L1 backgrounds, she claims that strategy
preference might not be directly related to the learners” L1 background but to some other
variables such as personality and level of proficiency (1977).

With an interactional approach, Tarone and Yule (1987) conducted a study in order to
find out whether use of CSs varies depending on the L1 and cultural background of the
interlocutor. Since the aim was to compare CSs employed by learners coming from different
L1s, they paired NNSs of English coming from Asia and South America and asked them to
describe the pictures to their partners. The results showed that learners take the listener’s L1
and cultural background into account and, thus, the selection of CSs might be affected by the
listener. Similarly, Rababah and Bulut (2007) compared learners of Arabic from different L1
and cultural backgrounds to find out whether they used different Compensatory Strategies
(CpSs). They concluded that “there are differences between the individual learners’ use of
CpSs according to their native language” (p. 99), but did not refer to listener’s L1 or cultural
background.

The study

As can be understood from the studies mentioned above, in order to investigate different
aspects of CS use, some researchers investigated NS — NNS interactions (Tarone, 1981;
Poulisse, 1990; Chen, 1990; Wannaruk, 2003; Mei, 2010) while some others preferred NNS —
NNS interactions (Ting & Phan, 2008; Bada, 2010; Jamshidnejad, 2011; Yazdanpanah, 2012) to
collect data. In addition, much research has been done on the use of CSs by participants
coming from different or same L1 backgrounds. Even though these studies were designed
for different purposes, when their results are compared, it becomes clear that the
interlocutor’'s L1 background influences CS selection. However, to the best of our
knowledge, no research that specifically focuses on listener’s un/familiarity with the
speaker’s L1 background has been reported. This study, therefore, aims to investigate the
types and functions of CSs utilized by a group of Turkish EFL learners when interacting with
a Turkish instructor and an American instructor who is not familiar with their native
language. Toward this end, we aim to answer the following research questions:

1. What kind of compensation strategies do Turkish EFL learners use in their oral
communication tasks?
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2. What is the ratio of L1 and L2-based CSs Turkish EFL learners use in their oral
communication tasks?

3. Is there a relationship between language-based strategies (L1 vs. L2) and the
instructor’s L1 background when Turkish EFL learners communicate with their instructors?

4. Is there a relationship between CSs (sub-categories of L1 and L2-based strategies)
Turkish EFL learners use and instructor’s L1 background?

Method
Participants

The participants of the study were two instructors of English (one Turkish and one
American) and 20 university level students studying intermediate English at one of the
intensive language programs in Turkey. In this program, students take a placement test
which determines their level of English proficiency according to CEF (Common European
Framework). They then embark on a one-year intensive program of study at the appropriate
level. At the end of every eight weeks, students take a level test and either repeat the same
level or continue to the next level. As the data were collected during the second eight-week
period, there were not enough intermediate level groups for random selection. Also, we
needed one Turkish and one non-Turkish instructor teaching the same group of students to
volunteer to participate in the study. Thus, the group selected was one of convenience. We
chose an intermediate level class because this is the stage when oral quizzes are in interview
format and are therefore more interactive.

Data collection procedures

Students study for eight weeks at each level and are given one oral quiz per week,
excluding the first and the last weeks of the teaching quarter. These quizzes are based on
what is covered in the previous week and are conducted in an interview format. There are
various methods to collect data for the identification of CSs such as role-plays (Hieand Yin,
2008), picture descriptions (Poulisse & Schills, 1989; Flyman, 1997), definition formulations
(Dornyei, 1995) and interviews (Bada, 2010; Lam, 2006; Rababah & Bulut, 2007). In this study,
we collected data through instructor-student interviews which regularly served as the
weekly oral quizzes so as not to interfere with the normal procedure, making the data
collection more natural. Another reason for selecting intermediate level students is that we
did not have students at a higher level, and starting with levels lower than intermediate
would necessitate using research-oriented data collection procedures.

Oral quizzes were usually done on Thursday afternoon in one-to-one sessions. Students
came prepared to discuss a designated topic with the instructor. The only difference from the
normal oral quiz procedure was that instead of voice recording — the usual procedure for any
evaluative task in the institution- interviews were video-recorded with the consent of the
students and instructors. Each student spent 3-5 minutes speaking with the instructor.
Instructors took turns, and every week one instructor did the interviews. Even though we

150



recorded oral quizzes of 20 students for six weeks, we decided not to use the first oral quiz
recordings for both instructors because we noticed that the students were not yet
comfortable with their instructors. The interview topics were as follows: manners (Turkish
instructor), favorite games (American instructor), family (Turkish instructor) and favorite
possession (American instructor).

After recording the interviews, we transcribed the data using the Backbone Transcriptor
(Widmann & Sanchez-Tornel, 2010). It was initially developed for an EU Project called
Sacodeyl and later adapted and improved for another EU Project called Backbone. The
transcriptor can be used to transcribe audio or video recordings, and its features allow
transcribers to include meta-data and special notes that can be used effectively at coding and

analysis stages.

Identification, classification and analysis of CSs

In the related literature there are various taxonomies (Tarone, 1977; Faerch & Kasper,
1983; Bialystok, 1983 and 1990; Corder, 1983; Paribakht, 1985; Willems, 1987; Poulisse, 1993;
Bada, 1993; Dornyei & Scott, 1995, 1997; Rababah, 2002) aiming to identify and classify CSs
under different main categories such as reduction and achievement strategies (Faerch &
Kasper, 1983), direct, interactional and indirect strategies (Dornyei & Scott, 1995, 1997), L1
and L2-based strategies (Bialystok, 1983; Bada, 1993; Rababah, 2002). Even though the
taxonomies differ greatly in terms of terminology and general categorization rules, Bialystok
(1990) illustrates that when the main categories are deleted, the sub-categories are more or
less the same across the taxonomies by Tarone (1977), Feerch and Kasper (1983), Bialystok
(1983) and Paribakht (1985).

Taking this approach into consideration, we decided not to limit the classification to one
taxonomy only, but rather to be more eclectic. We therefore adopted a bottom-up approach,
moving from the data set to taxonomies. Since one of the aims of this study was to compare
speakers” use of L1- and L2-based strategies according to Bialystok (1983), Bada (1993) and
Rababah (2002), we decided to classify the CSs under two main categories: L1 and L2-based
strategies. Also, we did not limit ourselves to the functional, interactional and
psycholinguistic approaches to CSs. In the classification and coding of the data, we mostly
exploited Dornyei and Scott’s (1995, 1997) ‘inventory of strategic devices” which can be
considered as the comparison and elaboration of earlier taxonomies. After coding and
classification, the data were analyzed using SPSS frequency count and Chi-square tests.

Results and Discussion
CSs used by Turkish EFL learners

The results presented in Table 1 show that a total number of 579 CSs were used by 20
students in four oral quizzes conducted by one Turkish and one American instructor of
English in a four-week period. In total, approximately six hours of recording were
transcribed and coded.

151



Table 1. Overall comparison of CSs used by Turkish EFL learners

Strategy Frequency Percentage
= Foreignizing 3 0.5
8 Literal Translation 28 4.8
= Code switching 46 8.0
L1-based total 77 13.3
Asking for confirmation 1 0.2
Generalization 2 0.3
Use of all-purpose words 2 0.3
Word coinage 2 0.3
Approximation 3 0.5
Message Abandonment 4 0.7
Topic avoidance 5 0.9
% Mimes and gestures 8 1.4
g Asking for repetition 10 1.7
Expressing non-understanding 24 4.1
Feigning Understanding 2] 47
Other repetition 27 47
Asking for clarification (L2) 38 6.6
Use of filler 4 7.3
Self-repetition 108 18.7
Self-repair 199 344
L2-based total 502 86.7
TOTAL 579 100

Data presented in Table 1 aim to answer the first two research questions. With the first
research question we wanted to identify the most commonly used CSs by this group of
Turkish EFL learners. In analyzing the data, we noticed that their level of use can be
categorized as ‘high’, ‘medium’ and ‘low’ use, and thus we will discuss the results related to
the first two categories only. We categorized ‘self-repair’ and ‘self-repetition” as ‘high” use
category; ‘code switching’, ‘“use of filler’, ‘asking for clarification’, ‘literal translation’, “other
repetition’, ‘feigning understanding’, ‘expressing non-understanding’, ‘asking for repetition’

and ‘mimes and gestures’ as * medium’ use category.

Within the category of ‘high’ use, ‘self-repair’ has been found to be the most commonly
used CS by this group of students. Out of 579 CSs identified in the data, 199 (34.4%) were
‘self-repair’ strategies. ‘Self-repair’ refers to learners’ noticing their own mistakes while
speaking and making attempts to convey the message correctly. The examples given below
show how this strategy is employed at word or group level (Bada, 2010) when the speaker

makes a mistake in his/her speech:
1. Word level correction:
Student: ...I have one cousins and two [grandparent] grandparents.

2. Group level correction:
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Instructor: Okay. So, what does it look like, a little? Can you explain a little bit about what it
looks like, the ring?

Student: [She look], it looks flower, diamond.

The second most commonly used strategy was ‘self-repetition” which refers to repeating
an utterance immediately after saying it (Dornyei & Scott, 1997). According to Bada (2010),
‘self-repetition” can be at word or group level again. There were 108 cases of ‘self-repetition’,
reflecting 18.7% of total CS use. The samples below illustrate that speakers repeat their own
utterances in order to buy time or to fill the gaps both at word and group levels:

1.Word level self-repetition:

Instructor: Okay. Do you fight? For example, you will do the cleaning, I will do the washing. Do
you fight with your sister?

Student: [Sometimes] sometimes [she] [she] she says "why every time I am doing?”
2. Group level self-repetition:

Student: ... Apple Company has produced this phone. [The many consumers love] the many
consumers love the phone.

In a similar study (Geng, 2007), ‘filler” and “self-repair’ were classified under the category
of ‘repetition’, and it was found that repetition was the most commonly used CS. However, a
closer look at the definition and examples for ‘filler’ reveals that it overlaps somewhat with
‘self-repetition” category in this study. Taken this way, it can be extrapolated that the results
of the current study agree with the findings by Geng (2007) that self-repetition and self-repair
are the two most commonly used CSs, but in reverse order of preference.

Starting with ‘Code switching’, the third most commonly used CS, we present the
strategies in the category of ‘medium’ use. Using L1 or L3 while speaking in L2 is referred to
as code switching or language switch (Dornyei & Scott, 1997). It was used 46 times and
reflects 8% of the CSs used by the participants. Mei and Nathalang (2008) attribute the
frequency of the ‘code switching’ strategy to the students’ level and contend that at lower
levels students use this strategy more frequently. Thus, the results of this study contradict
their findings because even though the students who participated in this study were at
intermediate level, they still frequently resorted to ‘code switching’.

Code switching might be consciously used in order to compensate for linguistic
inadequacies, or it might be the reflection of L1 habits unconsciously transferred as a gap-
filler to the target language. The following examples illustrate these two alternatives,

respectively:
Instructor (Turkish): About us? We can see them and not hear? Is it okay or what?
Student: I think it is listen but [sallamiyorlar hocam]

In this example, the student cannot remember the phrase “they do not care”, so she has
to use the Turkish equivalent. However, similar to the example given below, in some cases
speakers sometimes code switch in order to fill the gaps, and in this case it generally occurs
at the word level. In the code switching example given below, the student obviously does not
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expect the American instructor to know the word “yani’ in Turkish. Thus, such a linguistic
behavior can only be attributed to an L1-based gap-filler habit:

Instructor (American): Who do you play monopoly with?
Student: With friends [yani] sometimes sometimes my family with my family.

“Use of filler” is the fourth commonly used CS, and speakers resort to this strategy to gain
time, to fill pauses in order to avoid communication breakdowns, or to keep the
communication going when they encounter a difficulty (Dornyei & Scott 1997). This strategy
was used 42 times, or 7.3% of total CS use. A study by Smith (2003) conducted in a computer-
mediated communication (CMC) environment also reports a similar finding, namely, that
‘fillers” are among the most commonly used four CSs by intermediate-low level ESL
students. In the first example given below, the speaker describes chess pieces. Since
describing them is hard for the speaker, he encounters a problem. Consequently, he tries to
gain time to form the expected answer by posing a rhetorical question:

Student: [How can I describe?] Eight pawns and each of these each of types these types of pieces
moving is different [you know].

However, in the second example the speaker supplies a filler, thereby avoiding a pause
or breakdown in her message. As a result, her speech becomes more fluent:

Student: Okay. I start. My favorite game monopoly, [you know]. Monopoly is similar to real life.

‘Asking for clarification in L2 is the fifth most commonly used CS among the learners
who participated in this study. It was used 38 times and reflects 6.6% of total CS use. This
strategy refers to asking for clarification of a word, meaning or structure. Clarification
requests can be direct questions such as “What do you mean?”, or the speaker might repeat
the sentence or the part of it uttered by the interlocutor with a question intonation (Dérnyei
& Scott). In this study, it is observed that students did not ask the interlocutor direct
questions to clarify the utterance, instead repeated the word or the part of the sentence they
could not understand. The first example shows that the speaker is unfamiliar with the word,
so “courteous” is repeated with a rising intonation to ask for clarification:

Instructor: Okay. Do you think this is courteous?
S: [Courteous?]
Instructor: Polite.

However, in the second example the speaker wants the interlocutor to explain what is
meant by “real people”.

Instructor: You play this game with real people!
Student: [Real people?]
Instructor: Not a computer.

The sixth commonly used CS was ‘literal translation” and was used 28 times (4.8%). It
refers to translating an expression directly from L1/L3 to the target language and can happen
at the word, phrase or sentence level (Dornyei & Scott, 1997). Speakers might use literal
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translation in order to transfer the meaning of L1-based utterances such as idioms, proverbs
and grammatical structures. The following represent samples from the data:

Example 1:

Student: I [enter] the internet. (Optimal meaning: I connect to the internet.)
Example 2:

Student: [I am fastened hands and foot.] (Optimal meaning: I am hands tied.)

In the first example given above, the speaker translates a Turkish word into English.
Even though the grammar of the sentence is correct, it will make real sense only to a Turkish
speaker of English as the words ‘connect” and “enter” have a single counterpart in Turkish.
The second is an example of word by word translation of a Turkish idiom. In that sentence,
the speaker tries to express in a more elaborate way how helpless she was when she lost the
ring. Therefore she uses a direct translation of a Turkish idiom without considering whether

it is meaningful in the target language.

The seventh CS, ‘other repetition’, was used 27 times (4.7%) by the participants of this
study. According to Dornyei and Scott (1997), speakers generally resort to repeating what the
interlocutor says in order to gain time in spite of understanding what is said. In the example
below, the speaker repeats part of the question for the sake of gaining time during utterance
construction. The speakers might use this strategy in order to avoid pauses and to show that
they understand what is asked and are contemplating an answer, as in:

Instructor: Okay. What about respecting their classmates?

Student: [Classmates] It is also very important because they are same place. And so it is also

important.

‘Feigning understanding’ is the CS learners used to compensate for a lack of
understanding in order to maintain communication without a breakdown. It was the eighth
CS and was used 27 times (4.7%) by the learners. In this CS, despite not understanding the
message, the speaker attempts to keep the communication going by talking as if s/he
understood what was asked (Dornyei & Scott, 1997). Feigning understanding is manifested
in the following example from the learner data:

Instructor: Okay. What did you do about? What did you do about it?
Student: [Generally, wash the their hands]

Instructor: Okay. Shall I repeat the question again? Imagine that one of your friends came home
and they behaved badly to your family?

Student: No.

The instructor wants the student to talk about what she did when her friend behaved
badly toward her family members, but the speaker does not have an adequate answer since
she did not understand the question. However, to maintain communication, she replied as if
she had understood the question.
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‘Expressing non-understanding’” was another CS used by the learners and is ranked
ninth in terms of frequency of use (24 times, or 4.1% of total CS use). When the speaker could
not understand the question or the message, s/he directly expressed that the message was
not understood (Dornyei & Scott, 1997) using an expression such as, “I don’t understand”.
The example given below clearly shows that the speaker could not understand the utterance
by saying, “I don’t understand”. In this example, the student did not understand the
message at all and expressed her non-understanding directly. The next turn by the instructor
includes an elaboration of the utterance in order to make the message clear to the students:

Instructor: Okay. Is there anyone else you might consider family that is not related to you as a

blood relative?
Student: [I don’t understand]
Instructor: Okay. You know blood relative!

‘Asking for repetition” was ranked tenth in terms of frequency of use by the learners who
participated in this study (10 times, which refers to 1.7% of the total CS use). This strategy is
utilized when the speaker cannot understand or hear something properly (Dornyei & Scott,
1997). In the examples given below, the speakers could not understand the message clearly
most probably because of long and complicated sentences. Therefore, they want the
interlocutor to repeat the questions by saying “Please again”, or “Can you say it again?”

Example 1:

Instructor: Okay. Now, I have a question for you. How do you feel about the fact that people must
always get out of the way of cars?

Student: [Please, again]

Example 2:

Instructor: How does bad behavior in the classroom affect the teacher’s ability to teach?
Student: [Can you again say?]

Instructor: Okay. How does bad behavior in the classroom affect the teacher’s ability to teach?

The last CS we include in the analysis is ‘mimes and gestures’, which is ranked eleventh
in terms of frequency of use among the learners who participated in this study (8 times, or
1.4% of total CS use). According to Dornyei and Scott’s classification (1997), it refers to
describing whole concepts nonverbally, or accompanying a verbal strategy with a visual
illustration. When the speaker cannot utilize a word or a structure, s/he may resort to
nonverbal or paralinguistic strategies in order to describe the entire concept. In some cases
this can be a strategy to abandon the message while in other cases it may refer to efforts to
keep communication channels open. Such situations are illustrated in the following excerpts:

Instructor: Think about your parents. And when they come your home, how do they behave?

Student: They they are relax. Because they they are my friend. And my home [shakes head to
show “I cannot talk”]
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In this example, the speaker tries to explain how her parents behaved in a specific
situation. However, she cannot continue speaking, most probably because of inadequate L2
vocabulary. She therefore stops talking and abandons the message by shaking her head.
However, in the following example, the student uses this very same strategy to keep
communication channels open signaling that he wants the instructor to repeat the question:

Instructor: Okay. 1 have a question for you. Have you ever had a friend over to your home who
behaved badly to your family?

Student: [he wants the instructor repeat the question again with a hand gesture]

The remainder of the CSs used by the learners who participated in this study were small
in number — less than 1% of total strategy use. For this reason they are categorized as ‘low’
use CSs. These CSs included ‘asking for confirmation’, ‘generalization’, ‘use of all-purpose
words’, “‘word coinage’, ‘approximation’, ‘foreignizing’, ‘message abandonment’ and ‘topic
avoidance’. Among these strategies the infrequent use of ‘message abandonment’ (0.7%) and
‘topic avoidance’ (0.9%) was noticeable. They were used only nine times, or 1.6% of total CS
use. Such a result shows that students at this level compensate in different ways for their lack
of linguistic resources rather than giving up on communication. However, this result may
have more to do with the nature of the task because weekly oral quizzes are used for
evaluation purposes, which may be the major motivating source for students to find a way to
maintain communication.

The ratio of L1 and L2-based CSs

The second research question aimed to investigate the ratio of L1 and L2-based CSs used
by this group of learners. As can be seen in Table 1, out of 579 CSs only 77 (13.3%) of them
were L1-based, while 502 (86.7%) of them were L2-based. Such a difference shows that when
students at this level lack the linguistic tools to communicate in the target language, they
mostly resort to L2-based strategies to maintain communication in the target language.
However, in some instances they persisted in the target language, which led to
communication breakdowns (message abandonment and topic avoidance). However, this
occurred in only nine cases, which reflected a mere 1.6% of the total CSs used, as mentioned
above. Also, out of 20 different kinds of strategies used by this group of learners, only three
were Ll-based while 17 of them were L2-based. Among Ll-based strategies, the most
commonly used was ‘code switching’, which was followed by ‘literal translation” and
‘foreinizing’. Out of 17 L2-based CSs those most commonly used were ‘self-repair’, “self-
repetition” and “use of filler’. Such a variety shows that learners at this level usually become
aware of their mistakes once they produce an utterance and utilize their own resources for
correction. In addition, they are able to manipulate the interaction through ‘self-repetition’

and ‘fillers’, which are commonly observed in L1 interaction.
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The effect of instructor’s un/familiarity with students’ L1 on students L1 vs. L2-based
CS preference

The third research question examines whether an instructor’s un/familiarity with
students” L1 has an effect on L1 or L2-based CSs used by students. Table 2 presents four
categories of use depending on language-based CSs (L1 vs. L2) and instructor’s L1

background (Turkish vs. non-Turkish).

Table 2. Language-based strategies (L1 vs. L2) and instructor’s L1 background

Strategy Frequency Percentage
L1-Based with L1-background instructor 49 8.5
L1-Based with L2-background instructor 28 48
L2-Based with L1-background instructor 237 40.9
L2-Based with L2-background instructor 265 45.8
Total 579 100

Fisher’s exact test p<.01

The results show that the relationship between language-based strategies and
instructor’s L1 background is statistically significant at p<.01 level. As can be seen in Table 2,
the ratio of L2-based CSs is higher for both L1-background and L2-background instructors. It
can be contended that when possible, students generally prefer L2-based CSs even when
interacting with a Turkish instructor. However, while students preferred to use more of their
L1-based strategies (49 times, which refers to 8.5% of total use) when interacting with the
Turkish instructor, they preferred more of their L2-based strategies (265 times, which reflects
45.8% of total use) when interacting with the American instructor. This result indicates that
instructor’s un/familiarity with the students’ native language is an important factor in
students” selection of L1 or L2-based CSs. They seem to feel more at ease resorting to L1-
based CSs when interacting with a Turkish instructor. However, when interacting with an
American instructor, they seem to be aware of the fact that L1-based strategies may not

compensate for the lack of a word or structure in the target language.

Specific CSs preferred by students when interacting with instructors un/familiar
with their L1

The last research question aimed to find out if students preferred specific CSs when
interacting with instructors who are un/familiar with their L1. As can be seen in Table 3,
regardless of type of strategy (L1 vs. L2-based), we explored what specific sub-strategies they
preferred. We also ran inferential statistics (Chi-square) to find out if there was a significant
relationship between instructors’ being un/familiar with students” L1 and the CSs students
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preferred when interacting with their instructors. Chi-square results showed that there is a
significant relationship between CSs used by students and instructor’s L1 background at
p<.01 level (x>=54.479). The result of a Cramer’s V test also reflects a moderate level of

association between these two variables (.307).

Table 3. CSs used by students and instructor’s L1 background

Interaction with L1-background Interaction with L2-background
instructor instructor
(Ss Frequency Percentage Frequency Percentage

Expressing non-understanding 16 2.8 8 1.4
Feigning understanding 16 2.8 N 1.9
Other repetition 12 2.1 15 2.6

Self repair 94 16.2 105 18.1

Self repetition 43 74 65 1.2

Use of filler 17 2.9 25 43

Mime and gesture 5 0.9 3 0.5
Code switching 40 6.9 6 1.0
Literal translation 9 1.6 19 33
Asking for dlarification (L2) 21 3.6 17 29
Asking for repetition 8 1.4 2 0.3
Others* 5 0.8 17 2.9

TOTAL 286 49.4 293 50.6

*Strategies used fewer than five times in total were lumped together as ‘others’ category
for statistical purposes (foreignizing, approximation, asking for confirmation, generalization,
message abandonment, topic avoidance, use of all-purpose words, word coinage).

A closer look at the data in Table 3 reveals that the significant interaction between these
two variables is based on different preferences in six CSs. Students used three of these six
strategies more frequently when interacting with the Turkish instructor and the three other
when interacting with the American instructor. The ones they used more frequently with the
Turkish instructor were ‘expressing non-understanding’, ‘code switching’ and ‘asking for
repetition’, whereas the three strategies they used more frequently with the American
instructor included ‘self-repetition’, “use of filler" and ‘literal translation’. Such a difference
does not seem to be a coincidence. When using ‘expressing non-understanding’ with the
Turkish instructor, students may be hoping that the instructor will simplify the target
language with the understanding that the instructor herself went through the very same L2
process and therefore should empathize with her learners.

Students may prefer ‘asking for repetition” for a similar reason, namely, that the Turkish
instructor should modify her speech and “be more Turkish” when speaking in English to
ease understanding. ‘Code switching’ is another strategy that learners used more frequently
with the Turkish instructor (6.9% vs. 1.0%). As expected, this strategy contributed most to the
significant interaction between the two variables. With the American instructor they used
this strategy six times, and it may not have been deliberate code switching but perhaps an L1
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habit they carried into their target language interaction even with someone who would not
understand what they said.

The second group of CSs which seem to have contributed to this relationship includes
‘self-repetition’, ‘use of filler'’ and ‘literal translation’. Students used the ‘self-repetition’
strategy more when interacting with the American instructor then when interacting with the
Turkish instructor (7.4% vs. 11.2%). As stated in earlier sections, this strategy is mainly used
by learners as a filler and to gain time in their effort to produce better language. A similar
tendency is seen with the ‘use of filler’ strategy with students using more of it with the
American instructor than with the Turkish instructor (2.9% vs. 4.3%). These two strategies
seem to have served similar functions, especially when interacting with the American
instructor. Likewise, ‘literal translation’ is also a strategy that students resorted to more
frequently when interacting with the American instructor (3.3% vs. 1.6%). Even though
Jamshidnejad (2011) claims that “...when two participants shared an L1, a literal translation
strategy can be used for conveying the meaning” (p. 3764), the results of this study show that
learners also use literal translation while speaking with a native speaker. Apparently, this
strategy replaced ‘code switching’, used more frequently when interacting with the Turkish
instructor. As they did not expect the American instructor to understand them when they
used ‘code switching” and did not have sufficient language tools to express themselves, the
students needed an alternative way to express their ideas in the target language. ‘Literal
translation” can be considered as a good strategy despite posing a semantic challenge for an
instructor who is not familiar with the native language of the students using it.

Conclusion

This study investigated CSs employed by Turkish learners of English while interacting
with a native speaker instructor and a Turkish instructor of English. We also explored
whether strategy selection is affected by interlocutors’ familiarity with the speakers” L1. The
results of the study revealed that learners resorted to three different L1-based and sixteen
different L2-based CSs either to keep communication channels open or to compensate for
their linguistic deficiencies. Out of 579 strategy uses, CSs (message abandonment and topic
avoidance) leading to communication breakdowns were employed only nine times (1.6%).
This suggests that the aim of strategy use was mainly to keep the communication going. In
addition, when the students could not catch the question or message, they wanted their
instructors to repeat or clarify their utterances in order to negotiate meaning.

Similar to the findings of Rababah and Bulut (2007), the results showed that learners of
English are risk takers; they do their best to send the message as clearly as possible despite
limited linguistic resources. The findings also showed that the instructors’ un/familiarity
with the speakers’ L1 affected both the selection and function of CS use. Even though there
isn’t an appreciable difference between the Turkish and American instructor with regard to
the total number of L2-based strategies, speakers seem to have felt more comfortable using
L1-based strategies while interacting with a Turkish instructor. Apart from the frequencies,
the examples clearly indicate that the speakers know that the Turkish instructor can
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understand them when they speak in their L1, encouraging them to code switch when they
encounter a limitation in their linguistic resources. Since they used code switching to
compensate for linguistic inadequacies and convey a message to the interlocutor only while
speaking with a Turkish instructor, this strategy did not cause communication breakdowns.
However, while communicating with the American instructor, they used code switching as a
gap-filler to stimulate activation of English lexicon or just uttered words in L1 as the
reflection of their L1 habits and did not even notice them. Even though speakers did not
resort to code switching for the sake of compensating for their linguistic limitations, they
resorted to literal translation (3.3%) when they could not convey the message properly in the
target language while interacting with the American instructor.

It should also be noted that ‘paraphrasing” or ‘circumlocution” has been reported to be a
commonly used CS in oral communication tasks by some researchers (Rababah & Bulut,
2007; Dobao, 2001). However, in the data collected for this study, as the tasks were pre-
determined and students were prepared to talk before they had the interview, and the
content did not require sophisticated language, we did not identify a “paraphrasing’ strategy.
Such a result may be attributed to the task type and content.

The findings of this study illustrate that for the purpose of communicating effectively,
learners resort to CSs regardless of interlocutors’ un/familiarity with the L1 of the speakers.
However, they seem to be well aware of the instructor’s proficiency or lack thereof in their
L1, which consciously or unconsciously informs them of which CSs would be most
efficacious. They also seem to know which CS works better with someone who is familiar
with their L1, and which works better with someone who is not familiar with their L1. As the
aim of CS use should be to keep communication channels open, an ability to use CSs
appropriately in times of crisis might enable learners benefit more from the interaction
regardless of the instructor’s un/familiarity with the learner’s L1 and CSs that the learner

uses.

In conclusion, from a pedagogical perspective, this study proposes that as long as the
learners prefer risk-taking to avoidance, CSs would help them overcome communication
breakdowns by keeping the conversation going. Similarly, Larsen-Freeman and Long (1991)
point out that the ability to keep communication channels open is very important because a
learner will most probably benefit from extra ‘modified input’ provided by the interlocutor
as long as the learner does not abandon conveying his message. Indeed, keeping the
communication going by using CSs in times of difficulty is one of the main aims of a
language learner (p.126). Otherwise, the learner might not be able to improve his
interlanguage due to deficient input as a result of communication breakdowns. In addition,
Shehadeh (1999) suggests that if learners do not give up stretching their interlanguage
capacity, they can add needed language tools to their interlanguage repertoire, which would
result in actual language learning. Therefore, as Hatch (1978) advises “finally, and most
important, the learner should be taught not to give up” (p. 434), but to keep the
communication channel open whether it be through an L1-based or an L2-based CS.
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The current study investigated how learners of English at the intermediate level used
CSs when interacting with their two instructors, one familiar with their L1 and one
unfamiliar with their L1. Further research may look at how learners at different levels
interact with instructors who are un/familiar with their L1 as the availability and variety of
linguistic resources may change students’ preference. Such a change may have strong
pedagogical implications as to the level at which students should be exposed to native
speakers of the target language.
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