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Extroversion - Introversion in the Context of Foreign Language Learning

Ali Siikrii Ozbay'
Tuncer Aydemir?
Yasemin Atasoy”

o

Abstract

An understanding of personality type can help teachers explain why students approach tasks differently: Some
are successful, while some fail to participate in class activities (Oxford & Ehrman, 1990); Wilz, 2000, (as cited
in Marefat, 2006, p.116). Many research studies, accordingly, have been done so far in an attempt to measure the
level of success in language learning between outgoing students and their reserved counterparts. The results of
these studies often turned out to be inconsistent, some showing a clear correlation between extroversion and
success in learning a language, and others failing to demonstrate that there is a positive correlation between
being extrovert and foreign language proficiency. The current study aimed at discovering the relationship, if any,
between learner personality types and their successes in foreign language learning. The researchers administered
the Myers-Briggs Type Indicator (MBTI) as a reliable instrument to determine the personality type for each
subject. Thirty-two male and sixty-eight female intermediate level prep students studying in a middle size
university in the north of Turkey participated in this study with, selected on a purposive sampling methodology.
The average of each learner’s scores on reading, writing, speaking and listening courses served as an index of
their success in language learning. The participants were also asked to fill out the MBTI questionnaire with two
options for each item. Individuals were classified on the basis of their self-reported preferences. Analysis of data
indicated that there is not a statistically significant relationship between learner personality type and success in
language learning.

Keywords: Foreign language learning, extroversion, introversion, Myers-Briggs Type Indicator (MBTI)
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1. INTRODUCTION

Today, it is still a common view that active and outgoing students are more successful in language
learning compared to anti-social or introverted ones. Kezwer (1987) argues that the misbelief is caused
by the fact that the extrovert people feel more confident to join or start new conversations in a target
language; thus, they tend to learn faster or improve their language skills positively. Therefore, the
focus of the study is extrovert and introvert personalities of EFL learners. Second Language
Acquisition is defined as the learning and adopting of a language that is not one’s own language (Gass,
2008). Considering all individuals have different personalities, behaviours, ideas and abilities, they all
may have different attitudes towards learning a foreign language. This process is a complex one and it
is influenced by many factors, one of the most important of which is the personality. Sharp (2003)
defines personality as a feature of individual differences which enters almost every area of life. It is a
complicated aspect which is affected by different factors such as ethnic background, culture,
environment, etc. Wilz (2000, p.29; as cited in Marefat, 2006), on the other hand, emphasises the
necessity of the awareness about the students’ personalities by the language teachers:

An awareness of student personality types allows teachers to have a better understanding
of the classroom dynamics and to be better able to determine what kinds of classroom
activities and strategies would be most effective with a majority of students in the class

(p. 29).

Personality is one of the most important factors that have an influence on foreign language learning
and extroversion and introversion are the two out of four pairs of personality types which have a prior
importance in language learning studies. Different personality types can be observed in students’
developing different learning styles for themselves, which indicate the fact that there is a close
connection between the personality of students, the style and the strategy that they develop in order to
learn and to success (Erton, 2010). In this case, foreign language teachers should learn more about the
students and increase awareness regarding the personal differences in language classrooms. This will
help them understand and appreciate the fact that not a personality type is more beneficial than the
other and that providing a successful instruction is only possible through identifying and
understanding their students’ individual differences.

Keefe (1979) defines the learning style as the composite of characteristic cognitive, affective, and
physiological factors which help the learner to perceive, interact and respond so that learning style is
about how the learner prefers to learn instead of what they learn. Furthermore, Krashen (1997, p. 39)
states the insubstantial characteristics of EFL (English as Foreign Language), comparing to ESL
(English as Second Language), in three points: (1) there are few opportunities for using target
language outside the classroom; (2) teachers are often non-native speakers of the target language; (3)
there is little time for foreign language instruction.

Extroversion and introversion are two of the most examined dimensions of personality that have an
influence on language learning. Carlyn (1977) notes that the Extroversion-Introversion (E-I) index was
designed to measure the person’s preferred orientation to life. Generally, an extrovert is defined as a
person who is sociable which makes him take full advantage of language use opportunities (Zafar,
2011). This makes most to believe that extroverts are more advantageous in language learning. An
introvert, on the other hand, is defined as a person who is restricted to his own thoughts and feelings
(Zafar, 2011). Their behaviour is associated with shyness, though this is only because of the fact that
most are not knowledgeable about the characteristics of this type. There are a number of studies about
this issue that argue that students with extrovert personality are better at learning a foreign language
while the others defend the opposite view in that there is no clear correlation between personality and
success in learning a second or foreign language.

The International Journal of Educational Researchers (IJERS) Sayfa 10



Table 1. Characteristic Behaviours of Extroverts and Introverts (Eysenck, 1965)

Extroversion Introversion
Sociability/Interaction  Like parties; need to have people to talk to Efsﬁa\;ed and distant except to intimate
. Crave excitement; act on the spur of the Do not like excitement; distrust the
Excitement ;
moment impulse of the moment
E . Carefree, easy-going, optimistic; like to Reliable, take matters of everyday life
xpenditure of ) y . : - . S
. laugh and be merry’; altogether their with proper seriousness; pessimistic;
energies : : . .
feelings are not kept under tight control quiet, retiring sort of person

. . . ] . Plan ahead; ‘look before they leap’; like
Risk-taking/planning ~ Take chances; generally like change a well-ordered mode of life
Interest in external

events Do not like reading or studying alone Fond of books rather than people

Skehan (1989) draws attention to the complex nature of second language acquisition process and
further asserts that it is not possible to make a comparison between extroversion and introversion in
terms of acquisition since they both have positive features. There seems to be need for this reason for
language teachers to be more aware and knowledgeable about this reality and instead of relying on
such intuitive feelings, they should provide introvert students with plenty of comprehensible input as
well as with chances to practice expressing themselves in the new language. In this way only, it is
possible that they can come to the understanding and appreciation that there is not an advantageous
group in language learning, instead, the methods and the strategies the teachers employed in the
classroom make one group superior to others.

2. METHODOLOGY

As stated above, many foreign language teachers believe that the students with the extrovert
personality are more advantageous in language learning since they are capable of creating more
situations for themselves to engage in conversation in the target language. This enrichment of
opportunities to speak the new language, they think, will positively affect the development of the
student’s proficiency in it. Although correct to some extent, it is not more than an intuitive feeling and
this constitutes the aim of this study to make it clear that there is not an advantageous student group in
language learning. It is possible that when the equal chances are provided through teaching methods
and so on, all the students will perform almost equally. With the aim of finding out the relationships
between the personality traits (Extroversion-Introversion dimension is the concern of this study) and
Foreign Language Learning, the following procedure was employed.

The study was done in the English Department of a middle size university in the north- eastern part of
Turkey. The participants in this study were 100 intermediate level prep students (32 males and 68
females) aged between 18 and 20 from different regions of Turkey, selected according to purposive
sampling methodology. The students were studying four skills in their English language classes;
listening, speaking, reading and writing, as separate classes at the time of study.

In order to answer the below research questions, Myers-Briggs Type Indicator (MBTI) questionnaire
was conducted in this study. The MBTI was used to describe different personality types and the
different ways individuals with these traits approach a task. It can be used as an aid in counselling,
communication, motivation, management and so on. Four bipolar scales are used: Extroversion-
Introversion, Sensing-Intuition, Thinking-Feeling, and Judging-Perceiving (Sharp, 2003).
Furthermore, as cited in (Hauser, 2005), (Myers, 1998, p. 173) note:

“The internal consistency of the four MBTI scales is quite high in all samples available to
date, whether computed using logical split-half, consecutive item split-half, or coefficient
alpha... [Additionally] test-re-test reliabilities of the MBTI show consistency over time,
with levels of agreement much greater than by chance. When subjects report a change in
type, it is most likely to occur in only one preference and in scales where the original
preference clarity was low” (p. 173).

The International Journal of Educational Researchers (IJERS) Sayfa 11



The guantitative data which were obtained through the MBTI questionnaire were processed into the
computer software, SPSS 16.0, in order to perform the statistical procedures. The questionnaire data
were analysed using descriptive statistical techniques such as frequencies and percentages. For further
analysis, a descriptive technique known as the Chi-Square test was used.

2.1. Research Questions
This study attempts to find answers to two main research questions:

1. Are there any relationships between personality and foreign language achievement in non-native
students of English language?

2. Is there a more beneficial personality type in foreign language learning?
3. RESULTS AND DISCUSSION

The results which were obtained from the analysis of the data collected in this study were presented on
the Chi-Square test table below with its the discussions with the aim of finding out whether there is a
significant relationship between the students’ grades and their extrovert/introvert tendencies.

Table 2. The Results of Chi-Square Test of Each Item

Questionnaire Item  Value df  Asymp. Sig. (2-sided)  Answer Choice A (%)  Answer Choice B (%)

Item 1 8,800 5 114 16 84
Item 2 1,336 5 ,931 58 42
Item 3 8512 5 ,130 57 43
Item 4 2,806 5 ,730 23 77
Item 5 3329 5 ,649 54 46
Item 6 6,406 5 ,269 78 22
Item 7 8,751 5 119 63 37
Item 8 6,508 5 ,260 85 15
Item 9 4481 5 ,482 41 59
Item 10 3818 5 576 18 82
Item 11 2411 5 ,790 64 36
Item 12 5444 5 ,364 62 38
Item 13 1,707 5 ,888 76 24
Item 14 1,908 5 ,862 58 42
Item 15 7137 5 211 53 47
Item 16 8,724 5 121 30 70
Item 17 3347 5 ,647 51 49
Item 18 4004 5 ,549 42 58
Item 19 2806 5 ,730 77 23
Item 20 3,133 5 679 79 21
Item 21 2902 5 715 20 80
Item 22 6,682 5 ,245 40 60
Item 23 5462 5 ,362 83 17
Item 24 3295 5 ,655 75 25
Item 25 2917 5 713 64 36
Item 26 6,736 5 241 48 52
Item 27 3520 5 ,620 78 22
Item 28 1602 5 ,901 44 56
Item 29 4019 5 947 50 50
Item 30 7255 5 ,202 69 31
Item 31 14,277 5 ,014 47 53
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Item 32 4,702 5 453 61 39
Item 33 9,386 5 ,095 50 50
Item 34 1900 5 ,863 29 71
Item 35 2,107 5 ,834 74 26
Item 36 2,751 5 ,738 74 26
Item 37 3330 5 ,649 66 34
Item 38 4681 5 456 62 38
Item 39 9,635 5 ,086 51 49
Item 40 2829 5 726 70 30

A typical extrovert is the one who takes chances and creates situations for himself to engage in
conversation in the target language. An introvert, on the other hand, needs to be provoked to speak by
the teacher. The first question asks the students what their attitudes towards the classroom discussions
are; whether they create chance to speak or wait the teacher to ask them a question. 16% of the
students stated that they are willing to speak almost all the time while the rest 84% stated that they do
not prefer to speak till it is really necessary.

Item 1: In classroom discussions;
A) It is me who speaks most of the time. (16%)
B) I speak only when necessary. (84%)

The second question is related to the preferences of the students toward the types of interactions in a
classroom environment. As it is known, a student with an extrovert personality does not like studying
alone while the opposite is true for a student with an introvert personality. 58 out of 100 students
stated that they prefer to do a project with their classmates through discussing their opinions, while the
rest 42 preferred to do it on their own. This finding indicates that 58% of the students showed an
extroverted tendency and 42% showed an introverted tendency which is almost equal to each other.

The third question asks the students if they are keen on initiating a conversation with the people they
see for the first time or they prefer to wait until others speak to them. 57% of the students stated that it
does not matter for them to speak first and the other 43% stated that they wait others to speak to them.
Extrovert students can take risks and answer the questions without much thinking. Introvert students,
however, need some time to be sure about the answer to the question. Only 23% of the students stated
they prefer quick answers, while 77% of them do not answer a question unless they are not sure.

The fifth question asks the students what they prefer to do when they are not in their moods. They
want to spend time with others (this can be a close friend or a family member and so on.) or prefer to
be alone. It seems that the answer rates of the students are very close to each other.

Item 5: When | am not in my mood;
A) | prefer to be together with my friends. (54%)
B) I prefer to be alone. (46%)

The sixth question asks the students if they consider themselves a social person or a reserved person
who likes to spend time on their own. 78% of the students stated that they are sociable while the 22%
answered that they are a retiring sort of person. On the other hand, question 7 asks the students if they
are good at expressing their feelings or they prefer to keep everything inside them. 63% answered that
they tend to speak while the 37% stated they do not very much like speaking. Extrovert people
naturally have more friends and they need to have people to talk to. Introverts are, on the other hand,
introspective and fond of books rather than people.

Question 8 aims at figuring out what the students feel when they are with other people. 85% of them
stated that they are happy with being around other people while only a small proportion (15%) claimed
that they feel tired around others and want to be away from such environments. As it is stated in the
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fourth question, an extrovert takes risks and he does not afraid of making mistakes which makes him
use trial and error method effectively. An introvert, however, is prudent and takes his steps cautiously.

In question 9, 41% of the students stated that they can use trial and error method effectively and the
59% of them stated that understanding something comes first. As it is the case in the fourth and the
ninth questions, extroverts are quick in answering the questions since they are not afraid of making
mistakes. Introverts, however, need to be sure of the answers to not to make a mistake. For question
10, 18% of the students chose the first option, while most of them (82%) preferred to choose the
second option “to answer a question or express their ideas”.

Like the sixth and seventh questions, question 11 also aims to figure out the basic characteristics of
extrovert/introvert personalities: being social/keen on speaking or being quiet and reserved. 64% of the
students stated that they like talking while the rest 36% expressed that they prefer to be quiet. A
typical extrovert craves excitement and something that proceeds slowly bores them. Introverts are,
however, looks for calm to be able to concentrate on their work. Question 12 measures the
characteristic features of these types. 62% of the students chose A while the other 38% chose B. This
shows that the number of the students who have extroversion tendencies is twice as much as the
number of the students who have introversion tendencies.

Item 12: Which of the following comes closest to describing how you usually feel or act?
A) | seek for dynamism and diversity. (62%)
B) I seek for calm where | engross in my work. (38%)

As social people, extroverts are, in almost all occasions, the initiator of the speeches. The introverts,
however, wait others to tell them something thus a conversation will occur. Question 13 is included for
this purpose. 76% of the students stated that it takes not much time to get to know them while the 24%
stated vice-versa. As stated previously, the extroverts do not like studying by themselves; they require
cooperating with others. The introverts, on the other hand, prefer to work on their own than in groups.
58% of the students stated that they like group interactions and the other 42% stated that they prefer to
work on their own. There is a need for language teachers to consider these results with caution since
the rates are quite close to each other, and they should provide all of the students with the activities
that are appropriate to their personalities.

The extroverts tend to act on the spur of the moment, not spending time thinking or making plans. The
introverts, however, like to plan ahead because they do not trust the impulse of the moment. It is clear
that the rates for question 14 is also very close to each other (53%-A). One other characteristic of the
people with an extrovert personality is the tendency towards speaking to somebody rather than writing
to him. The opposite of this situation is true with introverts. Such a preference of both types is also
valid for the tests applied in the schools, that is, a student with an extrovert personality prefers oral
tests while a student with an introvert personality prefers written tests. For question 15, 30% of the
students stated that they prefer oral tests, and the other 70% stated that they prefer written tests. The
difference seems to be big in between and the language teachers should also consider this factor.

Item 15: | consider myself;
A) to be more of a spontaneous person
B) to be more of an organized person

Question 16 measures the same characteristic of the personality types with the previous question.
What is different here is that the concern is not only the preferences of the students toward the exams,
but also toward the classroom environment in general. The results show that the huge difference in the
rates of question 15 seems to have decreased in this question to 51% level for students choosing A,
and the rest 49% B in case of the preference of oral tests versus written tests. Another question (17)
attempted to figure out the preferences of the students toward the kind of classroom interaction. 42%
stated that they prefer studying in groups; while 58% answered that they like one teacher-one student
classes.
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As it is stated several times throughout the previous questions, extroverts are social people and they
are good at initiating conversations. They are talkative, so, they need people to talk to. Introverts, on
the other hand, are quiet people and they need to be provoked to speaking. When we consider this in
terms of a classroom environment, a teacher should not ignore the quiet students assuming that they do
not know the answer; instead they should provoke such students to take part actively in classroom
activities.

Item 18: Which of the following comes closest to describing how you usually feel or act?
A) | prefer group classes which include student interaction. (42%)
B) I prefer 1 teacher - 1 student classes. (58%)

77% of the students chose A and the rest 23% B for question 19. Although the rate of those who stated
that they need to be provoked to speaking is a small one, the teacher should do his best to help these
students.

Item 19: Which of the following comes closest to describing how you usually feel or act?
A) | often must restrain myself from speaking to let other people speak.
B) I need to be provoked to speaking.

As it is stated before, it is easy to get to know extrovert people since they can easily share information
about themselves with others in contrast to the introverts who do not speak no matter what the issue is.
For question 20, 79% of the students stated that they can easily talk about themselves with others
while the 21% of them stated vice-versa.

The extroverts like to act on the spur of the moment, as stated earlier; they do not plan things ahead;
the introverts, however, plan ahead and want to know what they will be doing when the time comes.
The awareness of this characteristic will help teachers in giving time to their students, because the
time the students need differs from each other. One fifth of 100 students stated in question 21 that they
prefer to know ahead of time what they will be doing in most days while 80% of them answered that
they do not want to plan things ahead.

Question 22 aims to figure out resembles to that of the previous one. An extrovert craves excitement
and often sticks his neck out; he likes last-minute events. An introvert, on the other hand, tends to take
step within the compass of a plan. 40% of the students stated that they like emergency that makes
them work against time. 60% of the students stated that they do not like working under pressure.

The typical extrovert is sociable; he likes parties and such occasions where he meets lots of people.
The typical introvert, however, fond of books rather than people; he tends to be alone most of the time
because this gives him energy. For question 23, 83% of the students stated that they like such
environments, which shows that they feel happy around other people while the rest 17% stated that
they give importance to privacy, that is, they do not feel comfortable around other people.

The extroverts are those who have good relationships with others; they are sociable and talkative,
while the introverts are retiring sort of people; they do not like speaking if they are not provoked by
others. Three fourths of the students chose A, and the other one fourths (25%) chose B for question 24.

Item 24: Which of the following comes closest to describing how you usually feel or act?
A) I am usually a ‘good mixer’
B) I am usually quiet and reserved.

Question 25 shows one of the differences between introverts and extroverts in work styles. As stated
in the question, an extrovert can concentrate not only on his work but also on what is going around.
This is possibly because of the fact that a person with an extrovert personality cannot concentrate on
something for a long time, instead he looks for diversity. An introvert, on the other hand does not pay
attention to what is going on and concentrate on his work. 64% of the students stated that they can
concentrate on both their work and what is going around them while 36% explained that the work
itself matters much more for them.
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In question 26, the concern is if the students are spontaneous or organized when they have something
to do. 48% of the students stated that they do not like to make plans; rather they want to find out the
necessities of that job as they go along. The remaining 52% answered that they prefer to organise their
job before they start. Question 27 also measures the participants’ preference toward socializing or
being alone. 78% of the students stated that they like to be with other people while the remaining 22%
stated vice-versa. As stated earlier, the extroverts find it difficult to concentrate on the same thing for a
long time and it is easy for them to concentrate on both their work and what is going on. What the
introverts need is a quiet environment. What is going around does not interest them. Contrary to other
question that measures the same thing, here the rate of A has lower while the rate of B is higher. That
is, 44% of the students stated that they look for inspiration outside themselves to be able to do a job
while the other 56% stated that they do not pay attention to other things except for their work.

Another question (29) emphasizes the talkativeness of an extrovert person versus reserved attitude of
an introvert person. The result an interesting one: 50% of the students chose A stating that they usually
introduce other when the time comes, while another 50% stated that they prefer to be introduced by
others. The typical extroverts are talkative and they usually show their energy or enthusiasm when
they communicate with others. The typical introverts are, on the other hand, retiring sort of people and
can usually not show their energy or enthusiasm if they speak to someone whom they do not know
well. For question 30, 69% of the students stated that they can easily communicate and also show their
energies while communicating. The remaining 31% stated that only when they speak to someone
whom they know well can they show their energy.

This question is about the decision-making process of both types; the extroverts like open discussions
and they prefer to talk the issue with others when they have a decision to make. The introverts,
however, are more to the point if they think the decision through on their own. 47% of the students
stated that in the process of decision making, they prefer to talk it over with others while the remaining
53% answered that they prefer to make a decision on their own. As a result of the test, this is the only
question that shows a relationship between the students’ personalities and their language learning
success (p.0,014, ‘p>0.05").

Item 31: When | have a decision to make;
A) | like to talk it over with other people. (47%)
B) I like to think it through on my own. (53%)

Because the extroverts are full of energy and enthusiasm especially when they are with other people,
to speak lots of people at the same time is a source of happiness and energy for them. The introverts,
however, prefer to talk to one person at a time since they do not like being in the centre of attention.
61% of the students stated in question 32 that it does not matter for them to speak either one or many
people. 39% of the students, however, stated that they feel more comfortable in case they speak only
one person at a time. The typical extroverts enjoy emergency that makes them work against time. The
typical introverts, on the other hand, need time and space to complete the tasks; they get stressed when
they have to work under pressure. Again an interesting result occurs here in question 33: 50% of the
students chose A by stating that they prefer their work to proceed quickly while the other 50%
declared that they need enough time and space to complete a task, otherwise they feel disturbed.

The people with extrovert personality do not spend time thinking before they speak; instead, they
speak and think. The introvert people, however, think carefully before speaking since they are quite
cautious in speaking as well as all the other cases. For question 34, 29% of the students stated that they
first speak and think while the remaining 71% stated vice-versa. This question also aims at measuring
the distinction between sociability and reservedness of the participants. 74% of the students stated in
question 35 that other people think of them as lively and outgoing while the remaining 26% declared
that they are seen as calm and reserved. The extroverts do not like making mistakes and this makes
them try different methods to solve the problems. The introverts, on the other hand, need a relaxed
atmosphere to concentrate and thus solving the problems. For question 36, 74% of the students stated
that they need different methods to solve tasks while the remaining 26% stated that what they need to
solve tasks is a relaxed atmosphere to be able to calm to concentrate. Extroverts tend to cooperate with
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others, discussing their ideas with other people, help them by coming up with creative ideas.
Introverts, however, prefer to be alone to come up with different ideas and solutions because they need
a relaxed environment to calm and think. For question 37, 66% of the students stated that group
discussion appeals to them while the remaining 34% stated that they need to be alone to be able to
come up with ideas.

As stated throughout the previous questions, extroverts like the things that make them work against
time; they crave excitement and tend to act on the spur of the moment. Introverts, on the other hand,
are organised people; they tend to plan thing ahead thus they won’t work under pressure. 62% of the
students chose A for question 38 by stating that they like last-minute events while the rest 38% stated
that they prefer to act according to their plans. Since extroverts are not afraid of making mistakes they
do not spend time thinking before making a judgment. Introverts, however, need to be sure before
making a judgment or expressing an opinion and so on. The results of question 39 are quite close the
each other. 51% of the students chose A while the other 49% chose B. As stated earlier, extroverts are
social people and they get energised around other people, so they do not miss such occasions.
Introverts, on the other hand, find the energy inside themselves and prefer to be alone; to be away
from such environments. Finally, for question 40, 70% of the students stated that they enjoy social
gatherings where they can meet lots of people while the remaining 30% of them answered that they
prefer to have time to themselves.

4. CONCLUSION

Due to the common belief among the practitioners that an understanding of personality type can help
teachers explain why students approach tasks differently; some are successful while some fail to
participate in classroom activities, the main objective of this study was to investigate the relationship,
if any, between learner personality type and his success in language learning. It was also aimed at this
study to discover the relationship between the students’ successes and their personality type:
extroversion vs. introversion. 40-item questionnaire was conducted with 100 intermediate level prep
students studying at Karadeniz Technical University. The questionnaire that was applied to
participants was Myers-Briggs Type Indicator, a reliable inventory in identifying personality types. In
fact, the questionnaire includes 93 items; however, only 40 questions were included in the
questionnaire for this study, since the main focus was on the extroversion/introversion dimension of
personality. The quantitative data which were obtained through questionnaires were entered into the
computer and SPSS 16.0 package was used to perform statistical procedures. The questionnaire data
were analysed using descriptive statistical techniques such as frequencies and percentages. For further
analysis, a descriptive technique known as the Chi-Square test was used.

This study intended to investigate the relationship, if any, between the learner personality type and his
success in foreign language learning. Personality is one of the most important factors that have an
influence on foreign language learning. Extroversion and introversion are two out of four pairs of
personality types which have a prior importance in language learning studies. There are differences
between these types in terms of the activities they enjoy, the teaching methods they require and so on.
In this case, it can be claimed that not all skills appeal on the same level to both extroverts and
introverts at the same time, that is, the skills at which the extroverts are better at are not same as the
ones the introverts are.

As to the answers to the research questions, the findings reported in the previous section indicate that
there is not a statistically significant relationship between non-native students’ personalities and their
foreign language achievement; accordingly, it seems that both of the personality types have their own
benefits to some extent so that it is not possible to make a comparison by considering the general
language proficiency of the EFL learners. Instead, language skills should be examined separately as in
the previous studies.

It can be argued that one limitation with such studies may be that the students’ cumulative scores they
got from the four skills; reading, writing, speaking and listening are taken as an index of their success
in learning a foreign language. As it is stated earlier in the study, the students with an extrovert
personality are good at speaking and listening while the students are with an introvert personality are
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more successful in writing and reading. To use the cumulative scores of these four skills as an
indicator of success in language learning did not work because the scores equalised each other. For
example; speaking and listening grades of an extrovert student pushed up his reading and writing
grades. The vice-versa was also experienced in the introvert students’ grades. To prevent such
equalisation, the writer should have used independent variables such as writing course grades or
speaking course grades which are the courses in which the introverts and extroverts are more
successful respectively. Finally, they should not be contented with only one type of data collection
instruments instead they should use a variety of instruments that investigate the personality from
different dimensions.
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APPENDIX

Myers-Briggs Type Indicator (MBTI) questionnaire:

1. Inclassroom discussions;
A. Itis me who speaks most of the time.
B. | speak only when necessary.

Other:

2. When we are to do a project as a homework;
A. 1 do it better with a group through discussing my opinions.
B. Ido it better on my own.

Other:

3. At the beginning of the school term;

A. |tend to speak first with others.

B. I wait till someone speaks to me.
Other:

When the teacher asks a question;

I want to answer it quickly.

I want to answer it when | know it for certain.
Other:

© > &

5. When | am not in my mood;
A. | prefer to be together with my friends.
B. | prefer to be alone.

Other:

6. Which of the following does correspond you best?
A. lamasocial person.

B. | am aretiring sort of person.

Other:

7. Which of the following does correspond you best?
A. | am an expressive person.

B. lam areserved person.

Other:

8. Which of the following does correspond you best?
A. | feel lively and energetic around other people.

B. Since | feel tired around other people, | prefer to be away from such an environment.
Other:

9. Which of the following does correspond you best?
A. | use trial and error method effectively.

B. Before trying anything, | prefer to understand it thoroughly.
Other:

10. Which of the following does correspond you best?
A. 1 make up my mind quickly and answer the questions.

B. I think broadly before answering the questions or expressing an opinion.
Other:

11. Which of the following does correspond you best?
A. I am usually a talkative person.

B. | am usually a quiet person.

Other:

12. Which of the following does correspond you best?
A. | seek for dynamism and diversity.
B. I seek for calm where | engross in my work
Other:

13. People think that;

A. | am easy to get to know.
B. I am hard to get to know.
Other:
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14. In classroom environment;

A. | prefer group interaction.
B. I prefer working by myself.
Other:

15. | consider myself;

A. to be more of a spontaneous person
B. to be more of an organized person
Other:

16. Which of the following does correspond you best?
A. | prefer oral tests.

B. | prefer written tests.

Other:

17. In classroom environment;

A. | prefer speaking to writing to somebody.
B. | prefer writing to somebody to speaking.
Other:

18. Which of the following does correspond you best?
A. | prefer group classes which include student interaction.
B. I prefer 1 teacher - 1 student classes.

Other:

19. Which of the following does correspond you best?

A. | often must restrain myself from speaking to let other people speak.
B. | need to be provoked to speaking.

Other:

20 Which of the following does correspond you best?

A. | easily share information about myself with others.

B. I do not like sharing information about myself with others.
Other:

21. In planning a trip;

A. | want to do whatever | feel like that day.

B. I want to know ahead of time what I’ll be doing most days.
Other:

22. In my daily work;
A. | rather enjoy an emergency that makes me work against time.

B. I usually plan my work so I won’t need to work under pressure.
Other:

23. At parties (or any other gatherings);
A. | always have fun.
B. | sometimes get bored.

Other:

24. Which of the following does correspond you best?
A. T am usually a ‘good mixer’
B. I am usually rather quiet and reserved

Other:

25. Which of the following does correspond you best?

A. | can concentrate on both my work and what is going on around me.
B. I concentrate more on the work itself than on the world around.
Other:

26. When | have a special job to do;

A. 1 like to find out what is necessary as | go along.
B. I like to organize it carefully before I start.
Other:

27. Which of the following does correspond you best?
A.l usually prefer to mingle with people.
B.I usually prefer to be alone.
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Other:

28. Which of the following does correspond you best?
A. I look for inspiration outside myself.

B. I engross in my work and | do not pay attention to other things.
Other:

29. Inalarge group;

A.l more often introduce others.
B.I more often get introduced.
Other:

30. When | communicate;
A. I usually show my energy and enthusiasm.

B. I usually do not show my energy unless | speak to somebody whom | know well.
Other:

31. When | have a decision to make;

A. | like to talk it over with other people.

B. I like to think it through on my own.
Other:

32. Which of the following does correspond you best?

A. It is easy for me to talk to one person as well as to many people.
B. | prefer to talk to one person.

Other:

33. Which of the following does correspond you best?

A. 1 am bored when my work proceeds slowly and monotonous.
B. I am irritated when | am disturbed and hurried.

Other:

34. Which of the following does correspond you best?
A. | tend to speak before | think.

B. I tend to think before | speak.

Other:

35. People view me;
A. as lively and outgoing.
B. as calm and reserved.
Other:

36. Which of the following does correspond you best?
A. | seek for different methods to solve tasks.
B. I seek for calm to concentrate.
Other:

37. Which of the following does correspond you best?
A. | come up with different ideas during discussions.
B. | come up with ideas while | am alone.
Other:

38. Which of the following does correspond you best?
A. | prefer to do things on the spur of the moment.

B. I prefer to do things according to my plans.

Other:
39. Which of the following does correspond you best?
A. I usually make snap judgments
B. I usually delay making judgements
Other:
40. Which of the following does correspond you best?
A. | enjoy social gatherings where | can meet lots of new people.

B. I enjoy being home alone and having time to myself.
Other:
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Auditory Recognition of English Problem-Causing Vowels Creating
Pronunciation Fossilization for Turkish English Majors
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Abstract
English vowels cause major problems to Turkish English majors because Turkish and English vowel inventory
do not match to a great extent. Turkish phonetic and phonological system has a significant impact on the
perception and production of English individual vowels and vowel contrasts. In this respect, vowels, which carry
the heart of syllables and words, fossilization in pronunciation and intonation get to be inescapable. The paper
aims to find out the auditory difficulty of the order of the problem-causing English vowel phonemes for the
Turkish-English majors and to determine to what rate can the non-native speaking participant distinguish such
vowel sounds and match them with their IPA signs when heard in isolation within given oral stimuli. This
research was designed to identify auditory perception rates of Turkish-English majors on English problem-
causing vowel segmental phonemes by 39 heterogeneous pre-intermediate English freshmen majors whose basic
background on English was different in a private university in Ankara, Turkey. A pre-test was constructed
wherein English problem-causing vowel phonemes were used as auditory stimuli in isolation, and the
participants were asked to match the IPA signs and phonemes articulated by the researcher. Since the
participants had serious perception and phonetic coding difficulties of vowels in the pre-test, a three-hour
teaching treatment was administrated to them. After waiting two weeks, the same pre-test was administrated as a
post-test, the results of which were submitted to SPSS 20 to determine the difficulty rates of English problem-
causing vowel phonemes for pre-intermediate Turkish-English majors. The rate of the order of difficulty
signaled that the vowel phonemes of English inventory that did not exist in Turkish were problematic for Turkish
English majors: [1], with a perception rate of 66, 67% [a]; with a perception rate of 48,72%, and [9], with a
perception rate of 48,72%. The results of the present study give supporting evidence to the SLM of Flege (1995)
in relation to categorical sound perception and discrimination pattern.
Keywords: auditory recognition, categorical perception, IPA symbols, vowel phonemes, fossilization, phonetic
coding ability [1, a, 3].

Ozet
Tiirkge ve Ingilizce iinlii dokiimlerinin bilyiik dlciide eslesmemesinden kaynaklanir. Tiirkce'nin fonetik ve
fonolojik sistemi ingilizce'de {inlii harf ve ses uyumu algis1 ve sesletimi iizerinde 6nemli bir etkiye sahiptir. Bu
anlamda, hecelerin ve kelimelerin odagini tasiyan {inlii harflerin telaffuz ve tonlamasinda kemiklesme
kacinilmaz olur. Bu calisma, Tiirk ingiliz dili égretmenligi 6grencileri i¢in sorunlu ingilizce iinlii harflerin
diizeninin isitsel zorlugunu bulmay1 ve anadili ingilizce olmayan katilimcilarin verilen sozlii uyacilarda bu {inlii
harfleri ayr bir sekilde duyduklarinda hangi oranda ayirt edebileceklerini ve Uluslararasi Fonetik Alfabe (IPA)
gosterimleri ile eslestirebileceklerini belirlemeyi amaglamaktadir. Bu arastirma, Ankara'da 6zel bir {iniversitede
Ingilizce temel altyapilar1 farkli olan alt orta seviye heterojen bir grup (n=39) birinci smif Ingiliz dili
amactyla yapilmistir. Ingilizce'de problem yaratan iinlii sesbirimlerinin isitsel uyaricilarin ayri olarak kullanildig1
bir 6n test yapilmis ve katilimcilardan arastirmacinin telaffuz ettigi bu sesbirimlerini IPA gdsterimleri ile
eslestirmeleri istenmistir. Katilimcilar 6n testte iinlii harflerle ilgili ciddi algilama ve fonetik kodlama sorunu
yasadigindan, dgrencilere ii¢ saatlik bir 6gretim uygulanmustir. iki haftanin ardindan, ayni 6n test bu kez son test
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olarak uygulanmis ve alt orta seviye Tiirk Ingiliz dili 6gretmenligi 6grencileri icin Ingilizce'de problem yaratan
{inlii sesbirimlerin zorluk oranlarini belirmek icin sonuglar SPSS 20 paket programina girilmistir. Ingilizce
dokiimiinde Tiikce'de bulunmayan iinlii sesbirimlerinin zorluk sirasi oranlart bu seslerin Tiirk Ingiliz dili
yiizde 48,72 ile [a]; ve yiizde 48,72 algilama oran ile [a]iinliisii gelmektedir. Bu galigmanin sonuglar1, kategorik
ses algis1 ve ayrim modeli ile iliskili olarak, Flege'in (1995) Konusma Ogrenme Modelini (The Speech Learning
Model) destekleyici kanitlar sunmaktadir.

Anahtar Kelimeler: Isitsel algilama, kategorik alg1, IPA gosterimleri, {inlii sesbirimleri, kemiklesme, fonetik
kodlama yetenegi [1, a, 3]

o

1. INTRODUCTION

The present study investigates whether Turkish English majors have problems in their audition of
North American English vowels / through given oral stimuli. It also aims to determine whether vowel
inventory and vowel acoustic properties are equally good predictors of listeners’ cross-language
perception difficulty or lack thereof. A great majority of non-native English majors cannot hear the
difference between English vowel phonemes and sounds, and therefore they cannot categorically
discriminate them due to perceptual narrowing. In this research, the categorical audition of English
vowels by Turkish-English majors will be investigated.

Many studies on non-native speech and second language (L2) perception relationship suggest that
a second language learner hears with an L1 accent when listening to or perceiving the sounds of the L2
(Strange, 1995, 2007; Escudero, 2005). It is well-established that the learners’ native or first language
creates phonetic impacts on how they hear and categorize L2 sounds (e.g., Best & Tyler, 2007; Bohn
& Jang, 1997; Escudero, 2005; Flege, 1995; Flege). Having the similar vowels in L2 and L1 facilitates
auditory vowel discrimination.

2. LITERATURE REVIEW
2.1. A Comparison of English and Turkish vowel charts

English has 13 vowel phonemes while Turkish has only 8 vowels. In this respect, Iverson and
Evans (2007) stated that learning an L2 vowel system may be fundamentally different for individuals
with a larger and more complex vowel system than for those with a smaller and simple vowel system.

V Front \ Central 7 Back I
[ Front Back
Hich Tense liy) beat ,[.u,“,'l.t_“,)(.". /
BT T\ b [v] put
L bit F /
= = : I boat: [ Unrounded Rounded Unrounded Rounded
" Tense .[ke_y.l_t{a_n___\ A-— / (ow] boat |
Mi “Lax €] bet \ | i’/ oven | o s ) )
(@) bat | / I>] bought P
Low \ iothot | /
. : — Close i ii | u
. Adapted from Lane (2005: 2) -
English Vowel chart Turkish vowel chart

Source: Goksel, A. &Kerslake, C. (2005). Turkish: A comprehensive Grammar. Routledge.

English has 12 vowels and the four basic parameters for vowel description in English are front-back,
high-low, lip position (rounded-unrounded), and the added dimension tense/lax. Turkish has 8 vowels
that have two tongue hights, and this situation creates an audition problem for Turks.

A structural comparison of English vowels and Turkish vowels can be exhibited as follows:
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English vowel Turkish vowel phonemes English vowel Turkish vowel phonemes
phonemes phonemes
i: none u: none
1 i 0 u
e: e 0: 0
€ none 5 none
x none none y (i)
) w none 9 (0)
a a A none

With consonant sounds one can physically demonstrate the articulation of vowels by looking at a
mirror how to form the mouth to make the sounds in the mouth (oral cavity) wherein most of the
vowels come into being in there doesn't really look any different from each other in the languages of
the world. Many studies on non-native speech and second language (L2) perception relationship
suggest that a second language learner hears with an L1 accent when listening to or perceiving the
sounds of the L2 (Strange, 1995, 2007; Escudero, 2005). It is well-established that the learners’ native
or first language creates phonetic impacts on how they hear and categorize L2 sounds (e.g., Best &
Tyler, 2007; Escudero, 2005; Flege, 1995; Flege, Bohn & Jang, 1997). Having the similar vowels in
L2 and L1 facilitates auditory vowel discrimination.

2.2. Hearing the Vowel phonemes in L1 and L2

When many non-native learners hear the target language phones or phonemes that do not exist in their
mother tongue, they typically perceive such sounds through fused perception in a way closer to
phonemes or sounds that exist in their mother tongue. From a second language teaching (SLT) point of
view, this issue can have both practical and theoretical implications. Theoretically, the teacher could
look for the conditions that facilitate the development of the second language student’s ability to
differentiate the new phonetic categories. So, categorical perception is a phenomenon in which
labeling limits discrimination. This allows the listeners to recognize such sounds according to the
phonemic categories of their language and ignore unessential variations within a category. In practice,
the teacher can foresee the difficulties the students may experience distinguishing certain phonetic
contrasts in the second language.

2.3. Models of Sound Perception

There is a significant body of evidence suggesting that L1 and L2 speech sounds do emit particular
impacts over each other during the sound production.

2.4. Speech Learning Model (SLM)

Mother tongue influence has often been argued as one major contributor to learner difficulties of L2
phonemes, which means that L2 sounds that are different from the L1 sounds are often difficult to
perceive and produce. This fact is proven by Flege (1995) in his Speech Learning Model (SLM) by
saying that L2 learners are likely to judge L2 sounds as realizations of an L1 category due to their lack
of detection of the differences between L1 and L2 phonemes. If non-native L2 learners can become
aware of the phonetic and phonemic differences between an L2 sound and the nearest L1 sound, then
they can perceive the L2 sound more easily. If not, problems will certainly arise. SLM claims that
similarities, rather than differences, between the native and target languages are thus seen as the main
contributor to learner difficulties in terms of phonemes and phonetics.

The results of the present study give supporting evidence to the SLM of Flege (1995) in relation to
categorical sound perception and discrimination pattern, regarding native phonological influence and
learners’ perception of non-native phones in terms of their L1 phonological categories are not to be
falsified.

2.5. Perceptual Assimilation Model (PAM)

Another well-known model which is called Perceptual Assimilation Model (PAM), developed by Best
(1994), is an example of a feature-based model for sound discrimination for non-native speech sounds.
It makes predictions as to how one's native language influences the discrimination of two non-native
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sounds. It involves the attributions of L2 learners' discrimination problems to the phonetic similarity
between L1 and L2 sounds are the PAM. This an example of a feature-based model for sound
discrimination for non-native speech sounds because it makes use of native sound and target sounds
contrasts. PAM proposes that non-native sound and phonemic contrasts are perceived in terms of their
phonetic similarity to the phonological categories present in a non-native learners' native language
(Harnsberger, 2001). It postulates that “non-native speech perception is strongly affected by listeners’
knowledge (whether implicit or explicit) of native phonological equivalence classes, and that listeners
perceptually assimilate non-native phones to native phonemes whenever possible, based on detection
of commonalities in the articulators, constriction locations and/or constriction degrees used” (Chan,
2013: 182; Best, 1993; cited in Best, McRoberts, &Goodell, 2001: 777). The correspondence between
the native and target languages is seen as a vitally factor governing foreign language speech
perception because the degree of articulatory gestural similarity controls the equalization and sound
assimilation between native phoneme categories and non-native phones.

According to the PAM, only some non-native contrasts are difficult for mature listeners
(phonologically sophisticated listeners) to discriminate, whereas others should be easy to discriminate
even without prior training or exposure (Chen, 2013: 82). Apparently, PAM, firstly, assumes strong
phonological influence from the L1, and secondly, it suggests that the perceptual variations depend on
the differences in the gestural similarities and discrepancies between the non-native contrasts and the
native phonemes. "According to the PAM, only some non-native contrasts are difficult for mature
listeners (phonologically sophisticated listeners) to discriminate, whereas others should be easy to
discriminate even without prior training or exposure”. Chan, 2013: 83). For non-assimilationable
contrasts between L1 and L2, discrimination performance depends on how similarly the two sounds
are perceived to be non-speech sounds. The pattern of performance they obtained with adult listeners
across several experiments with non-native speech contrasts, as Best (1993), Best, McRoberts,
&Goodell, 2001) discovered, had been consistent with this prediction.

2.6. The Second Language Linguistic Perception (L2LP) model

Escudero (2005) proposed that the learners’ linguistic background predicts difficulty in learning new
L2 sounds. The models explain that when the non-native learners of a tongue are introduced to a new
speech sound, they filter and categorize it according to the sounds already present in their native
language. Escudero’s L2LP model states that a listener’s native sound perception should closely match
the same sounds that are produced in the listener’s native language (Escudero, 2005; Escudero, Simon
& Mitterer, 2012; Escudero & Williams, 2012). The model thus proposes an alternative way of
predicting non-native perception difficulties thorough acoustic comparisons of the native and target
language. In this respect, Kingston (2003) in terms of PAM, researched the ability of American
English learners to categorize German non-low vowels. Kingston (2003) found that pairs of vowels
contrasting minimally for the same feature in German often would not assimilate in the same way to
English vowels, so some instances of the same contrast between German vowels were more easily
discriminated than others. In addition, Imsri (2003) have found supporting evidence for the assertions
or basic premises of the PAM, found that inexperienced learners perceived non-native sounds
according to their L1 inventory. Likewise, Pilus (2002) pointed to learners’ better perception abilities
than production abilities in his data. But Proctor (2004) in his investigation of the production and
perception of Australian English vowels by Vietnamese and Japanese ESL speakers, he stated that
PAM was useful at explaining some aspects of L2 phonology, but it fell short in account for other
issues such as temporal transfer (the transfer of skills in the perception of duration). Strange, Akahane-
Yamada, Kubo, Trent, Nishi and Jenkins (1998) and Strange, Akahane-Yamada, Kubo, Trent and
Nishi (2001) pointed out that identification and discrimination of L2 vowels diverged significantly as a
function of the settings in which they were produced and presented.

Chan & Li (2000, pp. 80-81) and Stibbard (2004) indicated that, pertaining to the learning of vowel
length of English vowel phonemes, while some of the Chinese learners whose mother tongue is
Cantonese use a short vowel for a long one, some others produce a long vowel for a short one, and
some others produce a vowel sound which is somewhere in between the long and short vowels when
pronouncing either one. The audition problems of English vowels are often explained in terms of the
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inventory gaps between L1 and L2. L2 sounds non-existent in the native language are more difficult
than those shared by both the native and target phoneme inventories. The substitution sounds from the
target language often bear some articulatory and acoustic resemblance to the closest L1 sounds.

3. THE STUDY

In Brown (1995) argued that training with minimal pairs was far less useful. Perimutter (1989) carried
out a study in which ESL learners were given language instruction with a special emphasis on
pronunciation, and the findings showed that the students’ intelligibility improved. Derwing, Munro,
and Wiebe (1998) showed that long-term ESL individuals’ pronunciation can improve significantly in
a 12-week program emphasizing global production skills.

The present research addressed the following research questions:

1. Is there a meaningful difference between the pre and posttests?

2. What is the order of problematic vowel sounds for Turkish English majors after the pre-test?
3. Which vowel are sounds still problematic for Turkish English majors even after the post- test?
4. Do the participants need a further treatment?

3.1. The aim of the study

The aim of the present research was to see if there were significant results in training the first year
English majors with pre-intermediate backgrounds to differentiate contrasting vowel sounds in a
regular ESL classroom condition. Another goal of the study was to see to what extent it is a good
practice to exercises in training First year English pre-intermediate majors to perceive such vowel
contrasts. One final goal was to investigate the rate the audition and differentiation of vowels
categorically and contrasting vowel sounds English in terms of categorical perception.

3.2. Participants

39 native speakers of Turkish (30 females and 9 males) at the pre-intermediate proficiency level in a
full-time English Teacher Education 4-year program in a Foundation University participated in the
research in Ankara, Turkey. Did they range in age from 17 to 32 with a mean age of 24? All of them
are reported as normal hearing participants. They took place in this research on a purposeful voluntary
basis.

The participants had a heterogeneous group because they had state school backgrounds, coming from
a variety of 3- year high schools, such as Anatolian High Schools, Anatolian Teachers' High Schools
of Industry and Tourism, and State High Schools. None of them had a residency in an English
speaking country before.

Before the pre-test, as an educational training, they had a course titled ELT 108 Listening and
Articulation in which the perception, pronunciation, and transcription of English consonants, vowels,
and diphthongs from the present researcher who was also their pronunciation coach in that course.
During the exercises, cell phones, tape recorders, electronic dictionaries, dialogues in audio were
utilized.

3.3. Stimuli

According to Hyde et al. (2010), sound or phoneme presentation with oral stimuli cues facilitates
auditory processing both in infants and adults. The stimuli used in the pre and posttests were oral,
made by the pronunciation coach. In the oral presentation process, each question item was articulated
one by one by the researcher three times within five-second intervals. The test items were clearly and
distinctly articulated in forms of oral stimuli by the researcher one by one by three times within three-
second intermissions. The participants were asked to match the each oral vowel production with its
correct IPA symbol written on paper in five alternative multiple choice tests. Since the researcher was
the pronunciation coach of the participants that speakers’ voice matters in discriminating and
identifying speech as well (Pisoni, 1992) and thus Psychoacoustic differences can be controlled.
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3.4.Procedure

A pretest-posttest design was administrated to the participants to assess the categorical perception of
English vowel phonemes. In other words, a categorical discrimination audition test used in this paper
is different from Best at al. (2001) was conducted to investigate the participants' discrimination of
phonemes in isolation in the target language. In the classroom environment with no noise, the pretest
was administrated to the participants, who were asked to identify and then match the IPA symbol of
each vowel phoneme uttered by the researcher who was also their pronunciation coach.

After the assessment of the pretest, a three-hour intense training period took place; the students
attended audition, perception, and pronunciation sessions given by an instructor at a Foundation
University in Ankara, Turkey. The exercises varied among sessions, but in all cases, the students were
presented with tasks, recognition and production drills, which were very similar to the ones included
in the pre-test. Some more of the types of the practices which were utilized for auditory-perceptual
training of Turkish-English majors for three hours can be summarized as follows:

Vowel chart comparisons were made to perceive and hear the phonemic differences between L1 and
L2.

The minimal pair test aimed at mature the participants’ ability to differentiate English minimal pairs
in L2 vowel inventory.

Listen and repeat — practice: Listening and repeating was a repetitive and mechanical exercise that
was targeted to train the learners to make the right English sounds in the right sequence.

Isolation of phonemes in words as a practice: This was supposed to be a purely auditory activity,
not a spelling activity because the participants were training their brains to hear the sounds not
focusing on the letters involved in making those sounds.

Copying the speech of native speakers seemed to the best way to improve one’s audition ability and
pronunciation pertaining to connected speech so as to copy the speech of native speakers.

Listening to and repeating are nonsense words: It is often more useful if the sentences they were
listening to and repeating were nonsense. They just need to pay attention to the sound, not to the
meaning of what they’re saying.

4. RESULTS AND DISCUSSIONS

Data accumulated from the pre-test and post-tests were submitted to SPSS 20 statistical analysis.
General findings, based on the data analysis, can be presented in accordance with the research
guestions as follows:

4.1. Is there a meaningful difference between the pre and post-tests?

In order to find out whether there is a statistically significant difference between pre- and post-test
scores of the students, the Paired Samples T-Test is conducted assuming that the case for this sample
group requires parametric tests in use. Accordingly, the Paired Samples T-Test indicates that the post-
test scores (M= 9.46/12) are statistically significantly higher than pre-test scores (M= 7.44/12); t (38)=
-4.380, p < .05 as given in the table below:

Table 1: Paired Samples Test Scores for Pre- and Post-tests

FPaired Differences 1 df Sig. (2-
Mean Sid. Std. Error 95% Confidence tailed)
Deviation Mean Interval of the
Difference
Lower Upper
Pair  Qiot - )
; Plot 20256  2.88815 46247 -2.96187  -1.08941 -4.380 38 000

4
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4.2. What is the order of problematic vowel sounds for Turkish English majors after the pre-
test?

In order to find out the most problematic vowels, descriptive statistics is implemented regarding the
scores of the pre-test. Accordingly, taking 70 as the passing grade, the most problematic vowels are
noted as [a], [0], [3], [a]land [x] respectively.

Table 2: Descriptives for the most problematic vowels (pre-test results)

M Minimum  Maximum Mean Std. Deviation FPercentage

[al 39 00 1.00 5641 40907 56.41%
[w] 39 00 1.00 8974 30735 30.75%
[==1 39 1.00 1.00 o744 16013 07 44%
[ow] 39 00 1.00 o744 16013 O7_44%
2] 39 00 1.00 8205 asaTs 82 05%
[=:] 39 00 1.00 T892 42683 76 .02%
[u:] 39 .00 1.00 D487 22346 94.87%
[=] 39 00 1.00 4350 50236 43.500
[x] 39 00 1.00 BO23 46TST 69.23%
[al 39 00 1.00 2564 44236 25.64%
[e:] 39 00 1.00 Tea2 42683 T6.92%
[i:] 39 00 1.00 8718 33869 87_18%
Valid M (listwise) ag

4.3. Which vowel are sounds still problematic for Turkish English majors even after the post-
test?

In order to find out the most problematic vowels which stand still even after the post-test, descriptive
statistics is implemented embracing the scores of the post-test. Accordingly, taking 70 as the passing
grade, the most problematic vowels are noted as [4], [a], and [1] respectively. However, it is to be
noted that the cases for [A] and [u] seem to be cured, as they have the percentages above the average
by the post-test results given.

Table 3: Descriptives for the most problematic vowels (post-test results)

M Minimum  Maximum Mean  Std. Deviation Percentage
(Al 39 00 1.00 7949 40907 79.49%
[u] 39 00 1.00 7949 40907 79.49%
[=] 39 00 1.00 1.0000 00000 100.00%
[ou] 39 00 1.00 9744 16013 97 .44%
[6] 39 00 1.00 8718 33869 87.18%
[2:] 39 00 1.00 8205 38878 82.05%
[u:] 39 00 1.00 0487 22346 94 .87%
[2] 39 00 1.00 4615 50504 46.15%
[x] 39 00 1.00 6667 47757 66.67%
[a] 39 00 1.00 4872 50637 48.72%
[e:] 39 00 1.00 8205 38878 82.05%
[i:] 39 00 1.00 9487 22246 94 .87%

Valid M (listwise) 39
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4.4. Do the participants need a remedial treatment?

As seen in the table above given, it is confirmed that the participants still need a further treatment
because the cut-off point is 70 points out of 100.

N Minimum Maximum Mean  Std. Deviation Percentage
[x] 39 .00 1.00 6667 AT757 66.67%
[a] 39 .00 1.00 4872 50637 48.72%
[=] 39 .00 1.00 4615 50504 46.15%

There is a problematic issue concerning the English language vowels [1], [a], and [s], even after the
posttest. Therefore, as a recommendation, the participants should undergo a further treatment of three
hours or more, which deserves to be another research of this type.

5. CONCLUSIONS

This research happens to be a pioneering study of its kind, which was carried out taking into
consideration the findings of other studies, and at the same time giving a little bit of more reality to
what Turkish English majors would face in hearing the categorical perception of vowels. One of the
main objectives of the study was to see if there was a significant improvement as a result of training
Turkish English majors in the perception of English vowel sounds classrooms. The fact that all the
trained students showed a significant improvement in the percentage of correct responses, with the
inadequate perception rates of [1] (66, 67 %), [a] (48,72%), and [a] (46, 15%) phonemes in English,
between the pretest and the posttest demonstrated that although recovery of sensitivity is very difficult
in Turkish-English majors, there are practical and economical ways to try to remedy this situation. The
findings showed that a perceptual training procedure was effective in training Turkish English majors
to perceive novel vowel sounds in English. Findings signal to categorical perception where sounds
close to a native-language vowel types facilitate perception and discrimination. Some studies have
shown that when adults are trained to discriminate novel phonetic and phonemic contrasts that are not
distinctive in their native language, their performance identifying the correct sounds in the target
language can improve (Bradlow & Pisoni, 1997; Rochet, 1995). So, this research goes in line with the
previously discovered results.
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APPENDIX
PRETEST AND POSTTEST
DEPARTMENT OF ENGLISH LANGUAGE EDUCATION
ELT 107 Listening and Articulation |
Prof. Dr. Mehmet DEMIREZEN
Identify the IPA sign of the articulated English speech sound by your pronunciation coach:

;)[a] ............. b)[g] ............. C)[A]d)[a] ........ o (]
i)' s ST G o
z) [3] ............. b)[g] ............. C)[A]d)[a] ..... ) [a]
;‘j"[b'{{] . s G -
Z)[oo]b)[o] ............. C)[u]d)[o] o [a]
2). s e PR G -
Z) [|] ............. b)[&]c)[e] .............. d) [u] ..... ) 4]
i) [A] .............. b)[a]c)[o] ............. d)[o] .......... .
Zj s R e .
;;).[.A.] .............. A T -
;)1'['&:’] ............. e G -
12, e a) [1]

b) [h] ¢) 0] d) [i:] e) [e1]
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Tertiary Level EFL Learners’ Use of Complex Prepositions in KTUCLE,
TICLE versus LOCNESS
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Abstract

The purpose of this study is to investigate the competence level of tertiary level Turkish EFL students in terms of
using complex prepositions in their expository argumentative essays. Yet, another aim is to find out the extent of
which they are successful in using these prepositions in their argumentative essays. Local learner corpus
KTUCLE (Karadeniz Technical University Corpus of Learner English) data was used in this study in order to
investigate the preposition use and the findings were compared with the findings of a native corpus LOCNESS
(The Louvain Corpus of Native English Essays) in an attempt to contrast the usages and reveal overuse and
underuse patterns in both corpora. This comparative interlanguage analysis of complex prepositions existing in
the range of the corpus data mainly searched for overused and underused or misused prepositions. Prepositions
in the semantic field of “reference” and “aboutness” in native English presented different colligational and
collocational contexts and environments but the degree of this variety is further enhanced in learner corpora used
in the study. Findings also suggested that overuse and underuse patterns of the prepositions in the scope of the
study presented various levels of divergence when compared with the native corpus. Implications of this for
English language teaching were also added to the end of the study.

Keywords: complex preposition, learner corpora, underuse, overuse
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1. INTRODUCTION

Analysis and description of written and spoken forms of language with various genre categories can be
done through corpus and corpus tools. Basically described as a compilation of the "performance™ data,
corpus is generally known as the naturally occurring language examples of learners that are stored and
accessed on computer. This huge amount of authentic data enables the investigations on the expression
of meaning in written and spoken forms by concentrating on data compiled according to real life
authentic examples. So, corpus as a rich and effective tool gives an opportunity to discover the
patterns of language use of non-native and native speakers. "Learner corpora", a component of Corpus
Linguistics serves to explore the lexical, grammatical and discourse developments of learners through
the analysis of the findings which creates an opportunity for solutions of the problems faced in
teaching and learning and understanding the SLA. With this in mind, the aim of the study is to
examine the development and the use of complex prepositions in the written production of KTU
DELL students. The cooperation between the findings in learner corpus and their contributions to
Foreign Language Teaching is considered as vital in this study. Technology and its developments
make it possible to obtain and store, access and use objective data automatically for analysis purposes.

Computer learner corpora (CLC), for the Sinclair (1996), are:

“...the electronic collections of authentic FL/SL textual data assembled according to
explicit design criteria for a particular SLA/FLT purpose. They are encoded in a
standardized and homogeneous way and documented as to their origin and provenance

(p.2)".

It is argued that systematic computerized collections of written texts belonging to the various types of
learners of language may have a crucial role in foreign language teaching (Leech, 1998; Aston, 2000).
The exploration of hardships that learners of another language experience is significant for EFL
learners for various reasons. In the identification of the problems, there is need to analyse and compare
the EFL learners' use of language with the native speakers' language use, which is called as
Contrastive Analysis Hypothesis (CAH).

The problem area that this study focused on is the use of prepositions such as “concerning” and
“regarding” by EFL learners. Our empirical knowledge tells us that such prepositions are not given
sufficient amount of focus in reference or pedagogical materials widely used for EFL learners. The
contention is that more information is needed to deal with the use of this lexical items and to monitor
their distribution in native and non-native English since divergence between the usage of target forms
by non-native and native speakers are not so clear.

Being an in- house learner corpus, KTUCLE (Karadeniz Technical University Corpus of Learner
English) is used to examine the written productions of EFL students with the aim of studying the
distribution of complex prepositions. Turkish International Corpus of Learner English (TICLE) as a
sub-corpus of ICLE (International Corpus of Learner English) is also employed in this study to see
whether the use of “concerning” and “regarding” cause problems in general for L1 Turkish speaking
English learners or not. ICLE is one of the large reference corpora and its Turkish sub-corpus (TICLE)
is used in this investigation. Adding such a significant corpora to the study makes the pedagogical
insights available for other learner population for further studies and pedagogical developments which
is depicted as "delayed pedagogical use" by Granger(as cited in Aijmer, 2009,p.13). Thus, using
KTUCLE, in-house learner corpora as a complement to larger corpus study makes it possible for in
house data to highlight specific language use in learner corpora.

The use of two learner corpora KTUCLE and TICLE and the reference corpora LOCNESS (The
Louvain Corpus of Native English Essays) helps to reveal the differences between the non-native and
native production. Quantitative and qualitative comparison of the collocational and colligational
distribution of complex prepositions underlines the specific areas in which learner usage diverges from
target native usage. Also, a native reference corpus makes it possible to establish the norms of native
production. The corpus study may serve to highlight specific issues and the results can be utilized to
develop pedagogical materials subsequently.
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1.1. Prepositions for Non-native Learners

Prepositions are the lexical items which reflect the relations between two grammatical elements,
prepositional complement, and the object. Three features of prepositions which are semantic,
morphological and syntactic features are introduced by Borjars, K. & Burridge, K. (2001).Considering
Semantic features Borjars, K. & Burridge, K. (2001) illustrates that the prepositions are the most
difficult elements to spot by structural criteria. Relationships between things and events are expressed
through the majority of the prepositions whose basic sense is spatial.

It is largely believed that prepositions are difficult for ESL learners (Jarvis & QOdlin 2000, p. 554).
Sinclair (1991, p. vii) notes that “one of the most common errors that learners make while learning
English is to use the wrong preposition”. According to Yates (1999) prepositions pose more problems
for the non-native speaker or learner of English than any other part of speech. Prepositions are
acknowledged as simple words yet learning them is complex for most learners and this complexity
largely remains in written and spoken communication. The existence of highly unpredictable and
language specific usages of prepositions supports the perception of difficulty in learning prepositions
(Celce-Murciaand Larsen-Freeman, 1999).

The definition and descriptions of prepositions regarding its forms and meanings are some of the
reasons behind the problems involving prepositions. The differences between the use of prepositions
in English and in the mother tongue of the ESL users also create complexity. Multiple meanings
accompanying the definitions could create confusion on the part of the learners. Being able to use
prepositions properly in communication takes more time for EFL learners because of the extension of
meanings to time, direction and such although space, place or location are seen as the interests that
prepositional meanings have been looked into.

Noun, verb and adjective complement prepositions may be understandable for second language
teachers. However, second language learners may have difficulty in finding the relation between
prepositions and their complements. Being aware of which words in the category of noun, verb and
adjective could be used with certain prepositions is significant for both teachers and learners. The
complexity of the descriptions of prepositions regarding its forms and meanings was referred by in
Swan (2001) in his words on which prepositions could create problems also to ESL learners, which
include “vocabulary problems, word order, -ing forms, prepositions before conjunctions and
prepositions and adverb particles” (p. 436).

The main focus of the collocation studies made so far was on the “core” prepositions and their usage
patterns. According to the results of the study conducted by Abushihab (2014) the participants made
179 grammatical errors of which 50 errors in the use of prepositions,52 errors in the use of articles in
their written productions. Prepositions have the second highest rank after the articles in the categorized
errors. It is argued by the author that this result is caused by the fact that English prepositions have
different functions when they are compared with Turkish ones. In Turkish language users treat
prepositions as suffixes attached to words, while English users acknowledge them as separate words.
This causes complexity for Turkish learners. Therefore, it is expected that Turkish learners could
commit such errors. The study conducted by Koroglu (2014) also reveals that the prepositional errors
are at the second rank after the articles. Her study reflects that prepositions are a problematic area for
the participants and the results of this study revealed that most of the learners misused prepositions,
omitted necessary prepositions or added unnecessary prepositions in their persuasive essays.
According to Hermet and Desilets (2009), preposition choice is responsible for 17.2% of all errors.
Each language has its own peculiar rules so the situation varies from one language to another
language. In writing mostly the preposition errors create a misunderstanding of the message conveyed
by the language user and it causes communication gaps. The study of Elkili¢ (2012) reveals that
Turkish students who are learners of English misuse the prepositions by either omitting or overusing
or changing them.

There are also some corpus studies which specifically investigate prepositions or include prepositions
in wider studies of learner corpus data. These could indicate that prepositions are problematic for
learners of English. In his corpus based study (Yuan, 2014), the effect of L1lover the L2 in written
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productions of learners of English has been investigated by exploring preposition misuses and L1
effect. The results show that EFL learners use L1 characteristics in their L2 writings unconsciously
and frequently misuse prepositions which are by, at, in, to, for, on, about, of, with, and as (Yuan,
2014). Arjan et.al. (2013) conducted a corpus-based study to analyse the use of prepositions of place,
in and on in the students’ argumentative essays, The Malaysian Corpus of Students Argumentative
Writing (MCSAW) was employed. There were three aspects which had been discussed: the mastery
levels, the developmental patterns and the common errors are discussed and the findings have revealed
that the learners face some difficulties in using these prepositions of place in their argumentative
essays.

Rankin and Scniftners' study revealed the fact that concerning and regarding are problematic for
learners because they overuse these prepositions and there is a constant inappropriate use of these
prepositions in various semantic and colligational environments even in higher levels. Reference and
aboutness of the semantic field creates difficulties for learners. This situation is explained by
illustrating the equivalents of concerning in German language with no peculiar distinction existed in
materials as the range of this semantic class of German prepositions are seen as equal to concerning
with no distinct colligational and collocational restrictions. Concerning is also overused as a topic
prominent device of a new discourse in the learner corpora although it serves to reintroduce a previous
information or event (Rankin & Schiftner, 2009).

According to the contrastive interlanguage analysis over- and underuse of complex prepositions exist
in all learner corpora. There are some variations and significant overuses of “concerning” and an
underuses of “in terms of” across all learner corpora when it is compared to the reference corpora
BNC. Regarding is overused too by all learner population but, the result is more striking in the use of
concerning (Rankin & Schiftner). Based on their L1 language the usage patterns of learners differs.
Usage of concerning as a topic fronting device carries the traces of L1 transfer for Dutch and German
learners. The study illustrates that all groups have difficulties in employing the appropriate
prepositions in the ‘aboutness’ semantic class in collocational and colligational environments. Again,
concerning is especially problematic in this study and its overuse can be overcome by employing a
different preposition (often a ‘core’ preposition) which would be more appropriate (Rankin &
Schiftner, p. 20).

1.2. Complex Prepositions

English prepositions can be simple prepositions, single words, or complex prepositions consisting of
more than one word. There is not much clear information of the wider class but they are used in many
different ways similar to prepositions and at the same time having relations with other lexical classes
like verbs or adverbs (Quirk et al., 1985, p. 667). Complex prepositions may be subdivided into two-
and three-word sequences. In two-word sequences, an adverb, adjective, or conjunction can be first
words, and the second word can be a simple preposition (usually for, from, of, to, or with). In the
strictest definition a complex preposition is a sequence that is indivisible both in terms of syntax and
in terms of meaning which is similar to prepositions (Quirk et al., 1985, p.669).

This study examines the range of prepositions belonging to this class; in regard to, with regard to, in
reference to. The full list of prepositions investigated in this study is given in methodology section.
The kinds of prepositions under study are used in various ways and one usage is with noun phrases
(NP). They are also used as topic fronting device in the initial clause position. To see the extent of
explicit attention given to those prepositions as a separate grammatical and lexical class, several
grammar reference books used in the English Department of in Karadeniz Technical University were
consulted, only to see that these lexical items don't take place in these reference books as a separate
grammatical and lexical class.

2. THE STUDY

A corpus-based lexical approach is employed to investigate both NS and NNS corpora in terms of the
use of complex prepositions in academic writing. It is expected that through a close examination of L1
and L2 writers’ use of complex prepositions, the result can be used as an indicator of L2 learners’
language competence in prepositional use.
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As mentioned before usage of prepositions in a non-target way was observed in a middle-size
university in the north east of Turkey and it was decided to conduct a study by using data from
KTUCLE which is made up of written productions of students following degree programs in English
Language and Literature Department. Data was sampled at Level 1 as KTUCLE-0 and Level 2 as
KTUCLE-1. Taking part in the Department of English Language and Literature degree program
necessitates the learners' achieving the Oxford Placement Test held by Karadeniz Technical
University. Learners at Level 0 ranged as “intermediate” while learners at Level 1 is “Upper
Intermediate”. Given that the learner corpora in KTUCLE are relatively restricted in size, the Turkish
component of ICLE/TICLE is employed with the purpose of providing additional reference point for
Turkish speaking learners. The information about the make-up of the learner corpora is given in Table
1.

Table 1.The learner corpora used in the study

Corpora No. of Texts/ Participants Number of Tokens
KTUCLE -0 193 32.657
KTUCLE -1 243 120.381
TICLE 280 203.923
LOCNESS 306 326.093
Total 1.022 683.054

The LOCNESS (326,093 tokens) corpus was used as the native corpus for comparison. This makes
contrastive interlanguage analysis possible through the analysis of the distribution and use of
prepositions in various learner corpora by comparing them with the usage in native corpus. The
variation, overuse and underuse patterns between the native and non-native usages in certain contexts
were identified.

Table 2. The list of prepositions under investigation

No Complex Prepositions Complex Prepositions
1 concerning

2 regarding

3 in terms of

4 in reference to with reference to

5 with regard to in regard to

6 in respect to with respect to

7 in respect of

The full list of prepositions investigated was given in Table 2 above. Concordances of these
prepositions were extracted from the learner corpora using AntConc 3.2.2.1w (Laurence, 2008).
Occurrences were also found in reference corpus LOCNESS. Then, with the aim of identifying usages
of complex prepositions concordances were sorted out manually.

Firstly, grammatical distributions of the prepositions were investigated. It was possible that learners
and native speakers used prepositions in different colligational environments. Concordances were
given codes according to the grammatical use of complex prepositions. Other grammatical uses were
coded according to the lexical class of the phrases that are post-modified by the prepositions such as
NP, VP, AdjP, etc. Then, the collocational study of the prepositions was handled by examining the set
of occurrences where a preposition post modify a NP and head nouns were divided into semantic
categories. It was anticipated that native speakers may have specific collocational choices for the
semantic class of nouns followed by complex prepositions and these choices may not exist in the
learner data.

3. RESULTS

The results of the study revealed some interesting patterns of underuse in all three learner corpora.
When the use of complex prepositions in KTUCLEO and KTUCLEL is compared, the use of regarding
and concerning remains the same and the usage of them doesn't increase in KTUCLEL, which is an
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upper intermediate corpus. The usage of regarding is slightly higher than concerning in TICLE and
the two prepositions have higher percentages than KTUCLE 0-1. Complex prepositions In/with regard
to and in/with reference are absent in intermediate KTUCLEQ while they exist in KTUCLEL1 at the
same rank with concerning and regarding. In / with reference to also doesn't exist in TICLE. As
Figure 1 indicates there is a development in KTUCLE data considering the use of prepositions. Apart
from in terms of the underuse of prepositions is revealed through this study with a comparison to the
LOCNESS.

There is a striking overuse of a complex preposition “in terms of” in KTUCLEL and TICLE. This
complex preposition seems to have been used more than any other complex prepositions in all three
learner corpora and it is even higher than the reference corpora when it is compared to KTUCLEL.

In the LOCNESS, the overall occurrence of the six prepositions examined is 2.82 per 10,000 words.
The occurrence of the prepositions in all learner corpora except from KTUCLEL is lower in each of
the learner corpora examined. In the Turkish component of the ICLE has an overall occurrence of six
prepositions is 1.76. Normalized frequency of KTUCLEDO ranks lowest with 1.53. KTUCLE 1 ranks as
the first before LOCNESS with a frequency of 3,82 .

Figure 1. Frequency of the complex and marginal prepositions studied per 10,000w
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The distribution was statistically investigated by employing log-likelihood measures and can be seen
in Table 3 below.

Table 3. Distribution of prepositions (per 10,000 words) and statistical significance

KTUCLE 0 KTUCLE1 TICLE LOCNESS
Concerning 2.75 17.20 18.14 1.16
Regarding 0.98 9.31 4,75 0.73
In terms of 0.00 40.81 1.58 0.58
In/ with regard to 0.57 1.43 0.00 0.09
In/ with respect to/of 0.55 0.13 2.84 0.12
In/ with reference to 0.76 0.13 3.89 0.12

3.1. Colligation Patterns for “concerning”, “in terms of” and “regarding”

Figure 2 shows the preposition “concerning” which is mostly used to post modify NPs in 28 sentences
among 43 sentences involving this preposition, as for example “problems concerning” or “arguments
concerning”. The usage of “concerning” as a topic fronting device was seen in only three sentences
among 43. “Concerning” which has a very restricted usage when it is used as a topic fronting device
should be employed just to refer the instances in previous discourses. This structure is only traced in
the essays in reference corpora LOCNESS. Unlike the study conducted by Rankin and Scniftner's
(2009) “concerning” was not used by the students in L2 learner corpora to topicalize a situation
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appropriately or inappropriately. This usage is strikingly missing in all of the learner corpora while
overuse is revealed in Rankin and Scniftner's study and their usages cannot be considered as proper.

Figure 2. Colligational Patterns of “concerning”
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In all learner corpora concerning also wasn't used as a topic- fronting device unlike the study

conducted by Green et al. (2000). His study revealed that Chinese learners of English overuse this
marginal preposition as a topic fronting device to depict a new information rather than referring to
previous discussion or events. The sentences including “concerning” as a topic fronting device carry
the traces of previous referents as follows;

Concerning foster care, many children are bounced from home to home, with no means for
stability in their life. (LOCNESS)

Concerning vital issues like the running of the country, and foreign policy, the government
should continue to have the last say and not let the European Communities’ institutions
decide. (LOCNESS)

Concerning some matters the same laws will have to apply throughout Europe to make this
market effective. (LOCNESS)

In KTUCLE 1 “in terms of” is used as a topic fronting device to refer previous information as follows;

From creating world to now, there are always bad things and good things. ....In terms of good
and bad (harms or benefits for humankind), world is changing day by day, so one question is
in my mind because | am worried about future of world.

Improvement of technology is a necessary and beneficial...In terms of phone technology,
social web sites, computer technology, a new world was created.

Internet is also useful thing for students’ parents. In terms of internet, for instance, student is in
Istanbul and his/her parents are in Kastamonu, it seems that they have to miss each other.

But, after | had considered benefits, | could not help myself thinking about harms. This
thought directs me a question is that | now need to consider what can be harm(s) of internet. In
terms of my observations, | determined that there are three harms of internet which are lazing,
wasting time, and danger of destruction of our social values.
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Figure 3. Colligational patterns of “in terms of”
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Underuse of concerning may be prevented by focusing on its value as an element to refer previous
information instead of in terms of which is frequently used to reintroduce previous information. Only
the last sentence from KTUCLE] is tropicalizing new information with the help of “in terms of”".

“Regarding” or “in terms of” would be more appropriate for the contexts in which an element or
situation introduced to learners as discourse new information. But in all learner corpora the usage of
regarding as a topic fronting device is missing too, while it is employed in the essays in reference
corpus all the way similar to “concerning”.

Figure 4. Colligational patterns of “regarding”
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In LOCNESS regarding is used as a topic fronting device to topicalize the information as follows;

Regarding Algeria, presidential supremacy was quickly established. De Gaulle made
important decisions without consulting his minister or Prime Minister. (LOCNESS)

Regarding Europe too he was autocratic. Apprehensive ministers would learn at the same time
as the rest of the world at De Gaulle press conferences any change of French policies.
(LOCNESS)

The International Journal of Educational Researchers (1JERS) Sayfa 39



Interchangeability of complex prepositions as topic fronting devices which are semantically related are
not permitted because the usage of “concerning” is appropriate only when it is used to reintroduce the
information in the previous discourse. So, it is more appropriate to use “in terms of” and “regarding”.

Divergence of structural usage of the prepositions “concerning” and “regarding” isn't observed in
KTUCLEO and KTUCLEL and they are used as VVPs or NPs not as top or other structures. Yet in terms
of has more diverse usage structurally and it is the only topic fronting device in KTUCLEO/1 and
TICLE. All three prepositions are used as tops in reference corpora.

4. CONCLUSION

The wide ranging belief that Turkish EFL learners have problems with using the propositions
appropriately is confirmed by the findings of this study. The findings revealed underuse and overuse
patterns over a limited number of propositions on certain contextual situations and misused
prepositions in sentences which are not intended to carry these specific propositions when compared
with the reference corpus LOCNESS. Especially, the use of complex prepositions in the semantic field
of “reference” and “aboutness” presented problems for the users. Complex prepositions “concerning,
regarding and in terms of” were the selected propositions on which the study was done and it was
observed that these prepositions continued to be used in a non-target way throughout different
proficiency levels. The other propositions were observed to be having relatively low frequency in the
non-native corpora (KTUCLE and TICLE) and they were excluded from the initial analysis of the
study.

The use of non-native corpora as research tool for this study constitutes an important milestone in the
development of English proposition research in Turkey. This comparative investigation towards the
non-target usages of the complex prepositions “concerning”, “regarding” and “in terms of” in learner
corpora hinted important data related to the overuse and underuse and even misuse patterns of the
prepositions The L1 tertiary level Turkish EFL learners in this study seemed to have continuously
underused the prepositions (regarding and concerning) in all levels when compared to their native
partners.

The striking overuse of a complex preposition “in terms of” in KTUCLE 1 and TICLE compared to
the reference corpus can be due to the several reasons. This complex preposition seems to have been
used more than any other complex prepositions in all three learner corpora and it is even higher than
the reference corpora when it is compared to KTUCLE 1. The first reason may be that “in terms of” is
very similarly used with its Turkish equivalent “agisindan, yéniinden, bakimindan” in writing and for
this reason it may have been overextended to include English texts in similar ways by Turkish EFL
learners. Another reason may be that

Finally, the researchers™ contention is that there is a clear need to integrate proposition teaching into
the language teaching programs through explicit instruction, which may help raise EFL learners
awareness towards the lexical and structural limitations and variations in English language in an
attempt to achieve greater understanding and appreciation for the complicated structure of English
propositions while writing.
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Abstract
The history of teaching Turkish as a foreign language dates back hundreds of years. Individual studies and
formal projects in the field of teaching Turkish as a foreign language have gradually increased worldwide and in
Turkey especially in recent years. When it is compared with the studies on the other languages widely spoken all
over the world and considering the popularity of learning Turkish as a foreign language, it is estimated that the
works must be replaced on a professional level. In the process of teaching Turkish as a foreign language, there
are not only the cooperation problems in institutionalization but also the problems about the lack of
academicians and professionals and especially the capacities of the programs organized to compansate this
deficiency of academicians and professionals on the field. In the study, the evaluations on the efforts made over
the recent years in the process of teaching Turkish as a foreign language and the obtained results are presented.
The experiences of the academicians who were employed in the process of teaching Turkish as a foreign
language abroad and their contributions to the field were analyzed and 'narrative research' which is one of the
qualitative research methods were used to obtain the data.
Key Words: Teaching Turkish as a foreign language, Teaching Turkish as a foreign language abroad, narrative
research.

Ozet

Tiirkgenin yabanci dil olarak dgretimi gegmisi yiizyillar 6ncesine uzanir. Gegmisten giiniimiize Tiirkiye’de ve
diinyada 6zellikle son yillarda Tiirkgenin yabanci dil olarak 6gretimi alaninda resmi ve bireysel ¢aligmalar
giderek artmistir. Diinya iizerinde yaygin konusulan diger dillerle ilgili yapilan ¢alismalarla kiyaslandiginda ve
yabanci dil olarak Tiirkce Ogreniminin bu gilinkii popiilerligi géz Ontine alindiginda, bu alana yonelik
calismalarin profesyonel platforma oturtulmasi gerektigi diisiiniilmektedir. Tiirk¢enin yabanci dil olarak 6gretimi
stirecinde bir taraftan kurumsallagsmada is birligi sorunlar1 devam ederken diger taraftan 6zellikle alana yonelik
yetistirilmis uzman Ogretmen, akademisyen eksikligi ve eksikligi kapatmak igin diizenlenen programlarin
kapasiteleri de dikkat cekmektedir. Tiirkgenin yabanci dil olarak 6gretilmesi siirecinde son yillarda gosterilen
cabalar ve sonucta elde edilen kazanimlar iizerinde degerlendirmeler bu ¢alismada sunulmustur. Tiirkgenin
yurtdiginda yabanci dil olarak dgretimi siirecinde gorev almig akademisyenlerin tecriibelerinin Tiirkge 6gretimine
katkilar1 aragtirilmig, verileri elde etmek iizere nitel aragtirma yontemlerinden ‘anlati arastirmasi’ deseni
kullanilmustir.
Anahtar Kelimeler: Yabanci dil olarak Tiirkge 6gretimi, yabanct dil olarak Tirk¢enin yurtdisinda dgretimi,
anlati aragtirmasi.
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Giris

Tiirkiye’de ve diinyada 6zellikle son yillarda Tiirk¢enin yabanci dil olarak 6gretimi alaninda resmi ve
bireysel caligmalar nitel ve nicel Ozellikleri ile artarak giinlimiize kadar gelmistir. 11. Yiizyilda
Kaggarli Mahmud tarafindan yazilan Divan-1 Lugat-it Tiirk ile basladigi kabul edilen Tiirkgenin
yabanci dil olarak 6gretimi; bugiin Tiirkiye ve diinyanin bir¢ok iilkesinde yaymlanmis pek ¢ok eserle
cesitlenmis, konu ile ilgili bilimsel incelemeler, makaleler ve bildirilerle derinlik kazanmistir. Basili
eserler yabanci dil olarak Tiirkce Ogrenen oOzellikle degisik uluslardan Ogreniciler esas alinarak
hazirlanmis olmakla birlikte, her ulustan Ogreniciye hitaben hazirlanmis genel ¢alismalari da
icermektedir. Ancak giinlimiizde Tiirkiye’de akademik platformda yabancilara Tiirkge Ogretimi
uzmanlik alani altyapisinin yetersiz olmasi, yurtdiginda ve icinde alanda deneyimli Ogretim
elemanlarinin olmamasi, son zamanlarda her ne kadar bilimsel ¢aligmalar yogun olsa da siirecin heniiz
basinda oldugumuzu da gostermektedir.

Diger taraftan, 6gretimin en temel ve en 6nemli 6gesi olan ve dgretimde aktif rol alan kisileri, yabanci
dil olarak Tiirk¢e 6gretimi konusunda yetkin ve uzmanlasmig 6gretim elemani olarak yetistirmek tlizere
Tiirkiye’deki tiniversiteler biinyesinde yiiksek lisans ve doktora programlart agilmistir. Ancak sayilar
ve igerikleri yetersizdir. Programlarin disinda Tiirkge egitimi boliimlerinde okutulan ‘yabanci dil
olarak Tiirkce Ogretimi’ dersinin etkisiz oldugu diisiiniilmektedir. Yurtdisinda gdrevlendirilen
ogretmenler tarafindan egitimleri sirasinda alinan “Yabancilara Tiirkge Ogretimi Kursu® kifayetsiz ve
yetersiz uygulama olarak degerlendirilebilmektedir. Buna ek olarak, 6gretmenler mesleki gelisimde en
biiylik payin 6gretmenlik deneyimleri olduguna da inanmaktadirlar (Kusgu, 2014).

Yabanci Dil Olarak Tiirkce Ogretiminin Tarihi

Yabanct dil olarak Tiirk¢e Ogretiminin tarihi, ancak konuyla ilgili yazilan eserlerin kronolojik
incelemesiyle ortaya konabilmistir. Yabancilar i¢in Tiirkce eserler tarih siirecinde genellikle sozliikler,
konusma kilavuzlar1 ve dilbilgisi kitaplar1 seklinde karsimiza ¢ikmaktadir. Her zaman ilk 6rnek olarak
anilan; Kaskarli Mahmud tarafindan Araplarin Tirkceyi 6grenmesi amaciyla 1072-1074 yillan
arasinda yazilmis ‘Tiirk Dilleri S6zIigli — Divan’t Liigati’t Tiirk” adli sekiz kitaptan olusan eserdir.
Her bir kitap fiiller ve isimler olarak iki boliime ve bu boliimlerde kendi i¢inde alt boliimlere ayrilarak
eserde sistemli bir ¢alisma ortaya konmustur. Araplarla Tiirklerin tarih siirecinde karsilagmalari,
aralarinda gelisen olay ve olgularin yol agtig1 iletisim ihtiyaclar1 geregi Araplara Tiirk¢ce 6gretmek
tizere yazilan bir diger eser ise Memliikler doneminde, 13. Yiizyilda yazar1 ve yazildig1 yeri tam olarak
bilinmeyen ve bugiin orjinali Floransa’daki ‘Medicea Bibliotheca Laurenziana’ kiitliphanesinde
bulunan ‘Tiirk Dilinin Parlayan Incisi’ anlamma gelen Ed-Diirretii’l-Mudiyyefi’l-Liigati’t Tiirkiyye
adli sozliiktiir. (Zorbaz 2013 alinti Toparlt 2003). Memliikler déneminde yazilmig bir diger eser
‘Tiirklerin Dilini Anlama Kitab1’ anlamina gelen Kitabii’l-idrak li-Lisani’l-Etrak adl1 Esirii’d-din Ebu
Hayyan tarafindan 14.yiizyilda kaleme alinmistir. Bu donemde 6niimiize ¢ikan diger bir eser Italyan
tiiccarlar ve Alman rahipler tarafindan 13. — 14. yiizyillarda yazildig1 anlasilan ‘Codex Cumanicus’ —
Kuman Kitabi - adli eserdir. Bu alanda 6rnekleri ¢ogaltmak miimkiindiir.

Yabancilara Tiirk¢e konusunda Latince kaleme alinmis eserler de tarihi siiregte yerini almistir.
Ornegin, agiklamalar1 Latince olan bir Tiirkce dilbilgisi kitabr ‘Institutionum Linguae Libri Quatuor’ —
Dort Boliimde Tiirk Dilinin Esaslar adi ile 17. yiizyilda Hieronymus Megiser tarafindan yazilmustir.
Diger bir eser, 17. ylizyillda Tunus’ta Tiirkler arasinda alti yil tutsak olarak kalan ve bu siirede
Tiirkgeyi O0grenen Pietro Ferraguto tarafindan Grammatica Turchesca (Tiirk¢ce Dil Bilgisi) adi ile
kaleme alinmistir. 16. yiizyilda bugilin Floransa Merkez Milli Kitapligi’nda bulunan Regola Del
Parlare Turcho Et Vocabulario De Nom1 Et Verbi (Tiirk¢ce Konusma Kurallar1 ve Isim-Fiil Sozliikgesi)
adli eser Filippo Argeiti tarafindan yazilmistir (Zorbaz 2013 alint1 Dilagar 1970). 1800 lerde William
Redhouse tarafindan Erzurum’da tercliman olarak gorev yaptigi sirada Fransizlara Tiirkge 6gretmek
amact ile yazilmis ‘Grammaire Raisonnee de la Langue Ottomane’ Osmanl Dilinin Gerekgeli
Dilbilgisi adli kitap bu alana sunulmus bir diger eserdir. Fransizlara Tiirkge Ogretiminin doniim
noktalarindan biri olarak goriilen, batili anlamda ilk eser olarak kabul edilen Jean Denny ‘nin 1920 de
yazdig1, daha sonraki ¢alismalar i¢in klasik bir kaynak halini alan ‘Grammaire De Langue Turque’
Tiirk¢enin Dil Bilgisi adli eserdir.
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Osmanli-Fransiz iliskileriyle Fransizlarin Tiirk¢eyi 6grenmesi amaciyla yazilmis birden ¢ok eserin
yani sira Ingilizlerin Tiirkge dgrenmesi amaciyla da yazilmis birgok eser vardir. Ornegin babasi
Halep’te konsolosluk yaparken, orada dogmus bir ingiliz oryantalisti olan William Burckhardt Barker,
1800 li yillarda ‘A Reading Book of the Turkish with a Grammar and Vocabulary (Dil Bilgisi ve
Sozliiklii Tiirkce Okuma Kitab1) adli eseri kaleme almistir. Yine tarihi olay ve olgular ¢ergevesinde
gerceklesen iletisim ihtiyacindan ortaya ¢ikan ve Ingilizlerin Tiirkge Ogrenmesini saglamayi
amagclayan bir diger eser ise, William Redhouse tarafindan hazirlanmis konusma dili kilavuzudur. Eser
‘The Turkish Campaigner’s Vade-Mecum of Ottoman Colloquial (Tiirk Seferine Gideceklere Osmanli
Tiirk¢esinin Konugma Dili Kilavuzu) adiyla, 1800 lii yillarda kaleme alinmistir.

1ngilizlere Tiirkge Ogretimi tarihinde daha baska eserlerin de bulunmasinin yan sira, Fransizlar gibi
Ingilizler de Tiirkge 6gretimini kurumsallastirmis ve 1814 yilindan itibaren ‘dil oglani’ yetistirmeye
baslamislardir (Zorbaz 2013).

Tiim bunlarin disinda farkli milletlere Tiirk¢eyi 6gretmek amaciyla daha birgok eser kaleme alinmstir.
Ornegin; Yunanlara Tiirkce ogretmek amaciyla 1812 Aleksandriades, Almanlara 1829 da Artin
Hindoglou, Ruslara yine 1829 da Senkovskiy, Macarlara 1875 te Blaint Tiirk¢e 6gretmek amaciyla
eserler kaleme almislardir (Ozcam 1997).

Biiyiik cografyalara hitkkmeden bir milletin karsilastigi milletlerle olan iligkisi siirecinde, o milletler
tarafindan dilinin 6grenilmesi ihtiyacinin, ortaya degerli eserler ¢ikardigi goriilmektedir. Yabancilara
Tiirkce 0gretiminde cumhuriyet doneminde Tiirkiye kaynakli su eserler karsimiza ¢ikmaktadir ;1965
yilinda Kenan Akyiiz’iin yazdig ‘Yabancilar i¢in Tiirkge Dersleri Konusma, Okuma’, 1969 yilinda H.
Ayta¢ ve M. Agah Onen’in ‘Yabancilar I¢in A¢iklamali Uygulamali Tiirkge’, 1979 da S.S. Uysal’m
Yabancilara Tiirkge Dersleri, 1981 de K. Can’in ‘Yabancilar i¢in Tiirkge Ingilizce A¢iklamali Tiirkce
Dersleri’, 1982 de M.Hengirmen - N.Kog’un ‘ Tiirkge Ogreniyoruz’, ve diger kitaplar. Her giin bir
yenisi eklenen bu tiir eserlerin niteligi de giderek artmaktadir.

Tim bu yapitlarin devami olarak, yabanci dil olarak Tiirk¢e 6gretimi ge¢misten giiniimiize uzanan
siirecte Ozellikle son yillarda gittikge geligsmis, ¢ok cesitli bilimsel ¢alismalarla zenginlesmis ve
Tiirkiye’de artik Milli Egitim Bakanligi ve Yunus Emre Enstitiisii calismalariyla kurumsallagsma
yoluna gidilmistir.

2.2 Giiniimiizde Yurtici ve Yurtdisinda Yabancilara Tiirkce Ogretimi

Dil 6gretiminde; kullanilan materyaller, bu materyallerin nitelik ve nicelikleri kadar, dgretmenin
nitelikleri de ¢ok 6nemlidir. Tiirk¢enin yabanci dil olarak 6gretiminde, yabancilara Tiirk¢e 6gretecek
yetkin bilgiye sahip uzman ihtiyaci, diinya tizerinde Tiirk¢e 6grenme talebi ile dogru orantili olarak
her gegen giin artmaktadir. Ogretimin en temel ve en dnemli dgesi olan ve 6gretimde aktif rol alan
kisileri, dogrudan yabancilara Tiirk¢e dgretimi iizerine yetkin ve uzmanlagsmig 6gretim elemani olarak
yetistirmek amaciyla, Tiirkiye’deki ¢esitli iiniversitelerin biinyesinde siirli sayida yiiksek lisans ve
doktora programlart bulunmaktadir. Yabanci dil olarak Tiirk¢e 6gretimi tizerine herhangi bir lisans
programi ise heniiz bulunmamaktadir. Yiiksek lisans ve doktora programlarina ek olarak, yabancilara
Tiirkce 6gretimi siirecinde uzmanlasmak isteyenlere iiniversitelerde TOMER araciligiyla ve ¢cogu kez
de Yunus Emre Enstitiisii'niin {iniversitelerle yaptigi is birligi ile Yabancilara Tiirkge Ogretimi
Sertifika Programlar diizenlenmektedir. Bu sertifika programlarina dil, dil edebiyat, dilbilim bdliimii
gibi lisans mezunlari katilabilmektedirler.

Ik olarak 1984 yilinda Ankara Universitesi biinyesinde agilan Tiirkce Ogretimi Arastirma
Merkezi’nde baglayan yabancilara Tiirkge Ogretimi caligsmalari, zamanla Tirkiye’deki diger
tiniversitelere de yayilmistir. Genellikle Tiirkge Egitimi bdliimlerinin bir alt caligsma alan1 olarak islev
goren Tiirkcenin yabanci dil olarak dgretimi ¢alismalari, {iniversitelerde TOMER (Tiirkge Ogretimi
Arastirma ve Uygulama Merkezi) birimlerinde gergeklestirilmistir. Giiniimiizde Tiirkiye’deki
tiniversitelerin biinyesinde bir¢ok agidan standart bir program izlemeseler de faaliyet gosteren toplam
85 TOMER birimi bulunmaktadir (Boylu ve Basar, 2016).
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Tiirkgenin yabanci dil olarak Ogretimi uygulamalart Tiirkiye merkezli olarak iki ana koldan
yapilmaktadir. Bunlardan birincisi yurtdisindan Tiirkiye’ye egitim almak {izere gelen yabancilara,
yurtiginde iiniversitelerde, Tiirkge Ogretimi Merkezlerinde (TOMER) verilen yabancilara Tiirkge
egitimi etkinlikleri, ikincisi ise yurtdisinda, farkl iilkelerde cesitli iiniversitelerde bulunan Dogu
Dilleri ya da Tiirkoloji boliimlerinde, ya da Yunus Emre Kiiltiir Merkezlerinde Tiirkiye’den gorevli
olarak gonderilen uzmanlar ve akademisyenler tarafindan yapilan yabanci dil olarak Tiirk¢e 6gretimi
etkinliklerini icermektedir.

Bugiin Tiirkiye Cumhuriyeti Devleti, Bakanliklar Aras1 Ortak Kiiltiir Komisyonu ve 2009 yilinda
kurulan Yunus Emre Enstitiisii’niin resmi ¢aligmalarina bagli olarak, anadili Tiirk¢e olan uzmanlarin,
yurtdisginda Tiirkgenin yabanci dil olarak &gretildigi iiniversite, bolim ve merkezlerde
gorevlendirilmeleri ile yurtdisinda Tiirk¢enin yabanci dil olarak 6gretimini kurumsal ve resmi diizeyde
ylritmektedirler. Yurtdisinda bu alanda gorev yapan uzmanlar, gorev yaptiklar1 iilkelerde
karsilastiklart durumlarla ilgili yasadiklart olumlu olumsuz tiim tecriibeleri Tiirk¢ge dgretimi siirecine
yardimer olacak sekilde bilimsel verilere ve calismalara doniistirmektedirler. Ancak ayni alanda
hizmet veren bu iki kurum arasindaki koordinasyon eksikligi, hem de akademik alt yap1 yetersizlikleri
ortadayken yurtdisina uzman olarak gonderilen 6gretim elemani profili ve sonugta ortaya g¢ikan
caligmalar hakkindaki altyapinin niteligi iizerine 6nemli veriler de sunmaktadir.

3. Calismanin Amaci

Tim bu ¢alismalar incelendiginde, bugiline kadar Yabancilara Tiirk¢e 6gretimi ile ilgili birgok ¢alisma
yapilmasina ragmen, anlati arastirmasi deseninde bu tecriibelerin siirece birebir yansimalari ile ilgili
birinci agizdan verilerin olmadigi goriilmistiir. Calismanin amaci kullanilan arastirma deseninin de
ongordiigi sekilde birinci agizdan verileri siniflandirmak bilimsel alana dolaysiz olarak aktarmak ve
miimkiin oldugunca nesnel veri ve sonuglara ulagsmaktir. Bu da calisma deseninin bize sundugu,
verilerin elde edilmesinde giivenilirlik ve gecerlilik kaygilarinin diger yontemlere gore diisiik seviyede
oldugu, en biiyiik avantajlardan biridir.

Yontem
Arastirma Modeli
Bu aragtirma, ‘anlati” modeli benimsenerek gerceklestirilmistir.
Anlat1 Arastirmasi nedir?

Tecriibeleri anlamanin ve anlamlandirmanin bir yoludur anlati aragtirmasi. Arastirmact ve
katilimei(lar) arasinda farkli sosyal etkilesim ortamlarinda, farkli yer ve zamanlarda gergeklesen bir
stirectir. (Clandinin ve Connelly, 2000 alintt Saban ve Ersoy, 2016). Dogrudan insanlarin
deneyimlerine odaklanmasi nedeniyle ‘anlati” modeli; egitim, saglik, sosyoloji, psikoloji, drgiitsel
caligmalar gibi birgok alanda kullanilmaktadir.

Anlati arasgtirmasinin egitimde kullanilmasini belirleyen sebeplerinden biri insanlarin, bireysel ve
sosyal olarak hikayelere doniistiirebilecekleri deneyimler yasamasidir. Arastirmaci, anlatilan hikayenin
bir yerinden tutup onu derlemektedir. Aslinda insanlarin bireysel deneyimlerini, gozlemlerini,
konugmalarin1 veya duygularimi aktarma yolu olarak hikaye, onceki kusaklar tarafindan giiniimiize
kadar ulagan bir yontemdir (Saban ve Ersoy, 2016). Anlati arastirmasi modelinde hikayeden
deneyimlere uzanilir ve bu deneyimler aragtirmanin analiz siirecinde, arastirmanin amacina uygun
olarak farkli agilardan degerlendirmeye tabi tutulmaktadir.

Anlat1 aragtirmalarinda arastirmaci en ¢ok katilimeinin deneyimlerini kesfetmekle ilgilenmektedir. Bu
deneyimler sosyal ve bireysel olarak ikiye ayrilabilir. Sosyal deneyimler katilimcinin digerleriyle
etkilesimi sonucu, bireysel deneyimler ise kendi basina edindigi tecriibelerden ortaya ¢ikmaktadir.
Anlati arastirmasi analizinde izlenmesi gereken siire¢ sirasi ile bireysel deneyimler, deneyimlerin
kronolojik siralamasi, bireysel hikayelerin toplanmasi, yeniden hikayelestirme, temalar i¢in kodlama,
baglam ya da ortam, katilimcilarla ig birligi gibi adimlari icermektedir (Saban ve Ersoy, 2016).

Anlat1 arastirmasi hakkinda yapilan incelemelere bakildiginda konu ve konunun detay1 ile ilgili ¢esitli
goriislerin ileri siiriildiigii goriilmektedir. Ornegin Beseri Bilimler igin Anlati Yontemleri’nde
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Catherine Kohler Reissman (2005) anlat1 arastirmasi ve analizinde;
1. Arastirmaya katilan katilimci tarafindan anlatilan hikaye. (anlati)
2. Arastirmaci tarafindan bu hikayenin yorumlanmasi (anlatinin anlatisi)

3. Okuyucunun hikayeyi algilamasi yada kendi diinyasinda yeniden yapilandirmasi (anlatinin
anlatisinin anlatisi) seklinde li¢ asama oldugunu belirtmektedir.

Asagida bir 6rnegi sunulan anlati arastirmasi tiim bu agamalar1 igermektedir. Aragtirmada katilimcinin
konu hakkinda bireysel ve sosyal deneyimleri kesfedilmeye ¢alisilmakta, anlati; zaman, mekan ve
etkilesim baglaminda analize tabi tutulmaktadir.

4.3 Veri Toplama Araci

Bu ¢alismada ‘anlati1 arastirmasi yontemi’ ile elde edilen verilerin analizi, Tiirkgenin yabanci dil olarak
Ogretimi tecriibelerinin, siirece nasil yansidig1 sorusuna cevap vermektedir. Arastirma; soruya yetkin
cevap bulmak ve agiklama getirebilmek i¢in Onceden hazirlanmig, ydnlendirmesi arastirmaci
tarafindan belirlenmis agik uglu sorularin yurtdisinda gorev alarak yabancilara Tiirkge Ogretimi
hakkinda tecriibe kazanmis kisilere yoneltilmesi ile yapilmis goriismeleri igermektedir. Analizi
yapilacak hikaye ve deneyimlere ulagmak {izere goriismeciye yonlendirilen sorular su sekildedir;

e  Bransiniz Nedir?

e Neden Yurtdisinda gorev almak istediniz, gorev tecriibenizin yeri ve siiresi nedir?

e Gorev siirecinde yurtigi ve yurtdisinda yasadiginiz olumlu tecriibeleri bashklar halinde siralar
misiniz?

o Gorev siirecinde yurtici ve yurtdisinda yasadiginiz olumsuz tecriibeleri basliklar halinde
swralar misiniz?

e Gorev siirecinde konu ile ilgili yaptiginiz bir ¢alisma oldu mu? Olduysa nelerdir?

o Sizce yurtdisi gorevinizin mesleki gelisiminize ve kariyerinize katkilart oldu mu? nelerdir?

o Sizce yurtdisi tecriibelerinizin Tiirk¢e Ogretimi siirecine ve sonrasina genel anlamda
yansimalart nasil olmustur, a¢iklar misiniz?

e Gdrev siirecinde ya da sonrasinda yaptigimiz bilimsel akademik ¢alismalar oldu mu?
Nelerdir?

o  Gorev siiresince edindiginiz tecriibeler isiginda, Yabanci dil olarak Tiirkce oOgretiminin
bugtinkii konumunu ve durumunu degerlendirir misiniz?

Veri Toplanan Arastirmaci Ozellikleri

Calisma 2013 ve 2016 yillarinda iki ayr1 cografyada yer alan farkli egitim sistemlerine sahip iki
tilkede, farklr alanlarda egitim aldiklar1 sirada yabanci dil olarak Tiirk¢e 6grenen tiniversite 6grencileri
ile bu siireci ydneten akademisyenden olugmaktadir. Ogretim siirecindeki tecriibelerini anlatan
katilime1, akademisyen; Tirkiye’nin giineyinde bulunan bir iiniversitede uzun siiredir anadili Tiirkce
egitimi alaninda gorev yapan, doktora derecesini halk bilimi alaninda almis, iki farkli {ilkede belli
stirelerle yabancilara Tiirkge 6gretimi alaninda resmi olarak gorev yapmistir. Calisma, Kasim 2016 da
hala yurtdisinda yabancilara Tiirk¢e 6gretimi gorevini siirdiiriirken, ag {izerinden kendisiyle yapilan
roportajini ve bu siirecle alakali anlattig1 tecriibelerini igermektedir.

Veri, Analiz ve Yorumlar
Anlat:
Bransim Tiirk Dili ve Edebiyati.

Neden Yurtdisinda gérev almak istediniz, gorev tecriibenizin yeri ve siiresi nedir? Neden
Yurt disinda gérev almak istedim, ¢iinkii yabancilara Tiirk¢e 6gretimi ¢ok keyifli bir is
oldugunu diistintiyorum. Daha onceden bir yurtdisi tecriibem olmustu ama orada
ogrenciler zaten Tiirkceyi ogrenmislerdi o nedenle bu tecriibeyi ¢ok, hmmm.. Tiirkceyi
yabancilara yabanct dil olarak 6gretme anlaminda ¢ok yasayamamistim, zaten kisa stire
kalmistim. Keyifli oldugunu anlamamin sebebi Istanbul’da Yunus Emre Enstitiisii is
birligi ile bir sertifika programina katildim, Ocaktan Subat ayina kadar bir ay olmak
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iizere. Istanbul Universitesi Dil Merkezinde bir kurs gérdiim ve bu kursta hem teorik
bilgiler hem pratik, uygulamaya dayali bilgiler aldim ve orada ders anlattim. Ders
anlatirken ve izlerken oradaki hocalari ve dgrencileri, yabanct bir kiiltiirle tanismanin
cok keyifli bir is oldugunu, karsilikli olarak bu anlamda kiiltiirlerarast bir iletisim
saglamak ¢ok keyifli diye diisiindiim ve o nedenle bu gorevi burada yerine getiriyorum ve
cok da giizel bir tecriibe. Gorev tecriibemin siiresi heniiz alti ay oldu ve ne kadar siirecegi
konusunda hentiz bir bilgim yok.

Yurtdisinda fakli zamanlarda iki farkli {ilkede yabancilara Tiirkce Ogretmekle gorevlendirilen
akademisyen Tirk Dili ve Edebiyati lizerine ihtisas yapmustir. Tiirkiye’de ise Tiirk Dili Okutmani
olarak gorev yapmakta ve anadili olarak Tirkce 6gretmektedir. Yurtdisinda ikinci kez gorev almak
istemesinin baglica sebebinin yabancilara Tiirkce Ogretiminin ¢ok keyif aldigi bir is oldugunu
diisiinmesi oldugunu belirtmistir. Fakat bunun keyifli bir is oldugunu diisiinmesi, yurtdisinda ilk defa
gorev almasmin ardindan olusan bir diisiince olmadigir dikkat ¢ekmektedir. Bu siirecin keyifli
oldugunu diisiinmesine yol agan olay katildig1 bir sertifika programi olmustur. Bir ay siire ile katildig
sertifika programi Istanbul Universitesi Dil Merkezi’nde Yunus Emre Enstitiisii is birligi ile
gerceklesen bir kurstur. Kursta aldig: teorik bilgiler ve sonrasinda aktif olarak anlattig1 drnek ders ve
diger katiimcilarinda 6rnek ders uygulamalarini izlemesi kendisinde bu diislincenin olusmasina yol
acmistir. Kendisinde bu diislincenin olugmasinin ardindan gorev aldig: ikinci iilkede ayn1 duygu ve
diisiinceleri devam etmistir ve bu gérevin ¢ok giizel bir tecriibe oldugunu diisiinmektedir. Ilk gérev
yerinde, oradaki Ogrencilerin Tiirkgeyi zaten bilmesinden kaynaklandigimi diisiindiigii yabancilara
Tiirkce 0gretimi ¢alismalarindan zevk alamamasi durumu, bu ilk gorevinin konuyla alakali olarak
kendisinde fark ettigi bir etkilesim, gelisim ve farkindalik olugturmadigini gostermektedir.

Gorev siirecinde yurtici ve yurtdisinda yasadiginiz olumlu tecriibeleri basliklar halinde
swralar misumiz ? Yurt igi ile ilgili bir, mmm... su anda bir konu yok, yurtdisinda gérev
yaptigim icin. Olumlu tecriibelerim sunlar;, mm... burada benim de onlarla birlikte Tiirk
diline ait bir seyler 6grendigimi, yeni tecriibeler edindigimi fark ediyorum. Bir sozciigii
anlatirken, ya da bir konuyu anlatirken aymi zamanda buradaki konusulan Fransizca
yabanct dil, onunla kiyaslama sansim oluyor. Tiirk¢enin zenginligini bir daha fark
ediyorum. Bir sozciigiin bir¢ok anlama geldigini ve ne kadar da zengin bir soz
dagaraigimizin oldugunu bir kere daha fark edip, mmm dilim.. Tiirk¢emizle gurur
duyuyorum. Mmm.. olumliu tecriibeler... smif icerisinde ben de bir seyler dgreniyorum.
Etkinlikler yapma yoluna gidiyorum. Bir seyleri ogretmek icin kendimi gelistirmek
zorunda oldugumu fark ediyorum. Hmmm.. materyaller gelistiriyorum. Yeni materyaller
bulmaya c¢alistyorum. Taktikler gelistiriyorum. Dersi daha eglenceli hale getirmeye
calistyorum. Ve biz dersin sonunda ¢ok keyifli olarak ayriyoruz, bunun da farkina
varyorum.

Katilimei; gorev siiresince yurt iginde olumlu tecriibe olarak degerlendirebilecegi bir sey yasamadigini
¢linkii yurtdisinda goérevde oldugunu belirtmis ve bu yurtdig1 gérevinin kendisinde bireysel ve sosyal
baglamda ve ek olarak mesleki agidan bir¢ok etkilesime yol actigini anlatmistir. Olumlu tecriibe olarak
kazanimlari; daha once uzun sayilabilecek meslek hayati boyunca yasamadigi yeni deneyimler
edindigini fark etmesi olmustur. Nedir bu deneyimler? Mesela Ogretimini yaptig1 kendi anadili ile
orada farkli anadile sahip 6grencilerle iletisimi siirecinde iki dil arasinda kiyaslama yapabilme olanagi
bulmustur. Bu kiyas kendisinde anadili Tiirk¢e ile ilgili daha 6nce tam olarak bilemedigi veya fark
edemedigi bir durumu net olarak anlamasina yol agmis ve kendisinde kendi dili ile alakali 6zellikle
kelime hazinesi ve anlam zenginligi konusunda bir takim pozitif diisiinceler olusturmasin saglamistir.

Yabancilara Tiirk¢e 6gretimi siirecinde edindigi olumlu tecriibelerden bir digeri ise kendisinin bireysel
ve mesleki gelisimine dair olmustur. Smif i¢inde yapilan G6gretim siirecinde &grencilerle olan
etkilesimi sonucu yeni seyler 6grendigini belirtmigtir. Yasadigi olay siirecinde bu etkilesimler
kendisini yeni egitim 6gretim etkinlikleri yapmaya yoneltmis, kendisini gelistirmesi i¢in giidiilemis,
zorlamis ve bunun sonucunda da katilimci, 6gretim siirecinde yeni materyaller bulmak, yeni
materyaller ve taktikler gelistirmek, dolayisiyla dersi daha eglenceli hale getirmek i¢in ¢abalamustir.
Bireysel ve mesleki olarak deneyimin kendisine kazandirdigi bu gelisimler, 6gretim siireci sonunda,
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stireci yasadig kisilerle birlikte alinan ortak bir zevke doniismiis ve katilimci bu yasadigi bu zevkin
farkina varmigtir. Farkindaligiin ve mesleki doyumunun bu noktada arttigi goriilmektedir.

Olumsuz tecriibeler ise, soru dort; mmm.... Olumsuz tecriibeler neler... mm... mm..
burada mm.. oncelikle géreve baslamadan once bir yerlesme problemi yasiyoruz ve bir
yurt edinene kadar, bir ev edinene kadar, bir ¢evre edinene kadar, mm... bir ¢ok
zorluktan gegtim. Hmm... Tek basima her seyle basa ¢cikmak zorunda kaldim. Bu benim
icin ¢ok daha zor ve uzun bir siire¢ oldu, yerlesme siireci, tek basima kaldigim igin. Ama
ayni zamanda mm.. her seyi burada tek basima da yapabilecegim ve bunun devamini da
getirebilecegim kanisini olusturdu bende, daha bir giiven, daha bir cesaret verdi. Mm...
bunun disinda, bir olumsuz tecriibe yasamadim. Hmm.... Tabi ikinci dil olarak bir dil
bilmekte onemli diye diigiiniiyorum en azindan ogrencilere hitap etmek agisindan,
elementeri (ingilizce elementary kelimesi) seviyesinde, ilk seviye asamasinda, burada
konusulan dili de bilmenin énemli oldugunu fark ediyorum. hmmm.... tam olarak tabi,
hakim olunmasa da bir anlamda iletisim kurabilecek yeterlilikte, bir diizeyde, bir ikinci
dilin varlig1 sinif icerisindeki iletisimi saglama anlaminda onemli diye diisiiniiyorum. Ilk
asamalar igin tabi ki bunu diisiiniiyorum. Bir siire sonra Al seviyesindeki ogrenci mm...
en azindan kendini ifade edebilecek duruma geldiginde belki artik sadece Tiirkce olarak
ifade etmek gerekebilir bazi geyleri.

Katilimeinin yurtdisinda yabancilara Tiirkce 6gretiminde gorev almasi siirecinde yasadigi olumsuz
tecriibeleri olmustur. Bu tecriibeler cogunlukla goreve fiilen baglamadan 6nceki siiregle ve bir kismi da
gorev sirasinda yasanilan fark edilen olaylarla ilgili olmustur.

Goreve baslayana kadar yasadigi en biiyiik sorunun gittigi iilkede ikamet etme, yer, yurt bulma sorunu
oldugunu belirtmis, hatta kedine ait ¢evresinin, tanidik, bildik kisilerin olmamasinin bu durumu daha
da kotiilestirdigini sOylemistir. Daha 6nce hi¢ bulunmadig: ve ilk kez gdreve gonderildigi zaman
deneyimledigi iilke kosullar1 ve sisteminin, yerlesme ve goreve baglama doneminde, tek basina basa
¢tkmak zorunda kaldig1 cok zorlu ve uzun bir siireci kapsadigini ifade etmistir. Bu siirecte yasadigi
tiim olumsuzluklar her geyi tek basina yapabilecegi ve hatta bunun devamimni da getirebilecegi kanisini
kendisinde olusturmustur. Burada yasanan kotii ve {iziicii olaylar psikolojik yipranma, zorlanma, farkl
ortamlarda ¢ok farkli sorunlarla basa ¢ikmaya ¢alisma, bir bakima yasam miicadelesi verme siireci,
aynt zamanda kendisinde duygusal ve psikolojik agidan birtakim kazanimlara da yol agmustir.
Kendisine olan giiveni artmis, cesareti giiclenmis ve daha iyisini ve fazlasin1 da yapabilecegini
hissetmistir. Bir taraftan kaybettigi enerji ve psikolojik dinamikleri baska bir taraftan kazan¢ olarak
hanesine eklemistir. Bedel 6deyerek bazi duygusal kazanimlara elde etmistir.

Bu siirecte katilimeinin kendisinde fark ettigi olumsuz bir taraf ise, kendi ana dili disinda en azindan
A2-B1 seviyesinde gittigi lilkenin dilini bilmemesinden kaynakli yasadigi iletisim sorunlari olmustur.
Yasadig1t olay sonucu ikinci bir dil bilme ihtiyacim1 kesinlikle hissetmis ve bu konunun elzem
oldugunu diisiinmiistiir. Hatta gorev yaptigi iilkenin dilini belli oranda bilmenin, hitap ettigi 6grenci
kitlesinin Tiirkge seviyesini Al-A2 ye getirene kadar 6gretim siirecini kolaylastiracagini, 6grenciyle
arasindaki 6zellikle sinif ici iletisimi giliglendirecegini ifade etmistir.

Mmm.. besinci soru; Gorev siirecinde konu ile ilgili yaptiginiz bir ¢alisma oldu mu?
Olduysa nelerdir? Herhangi bir, boyle bir ¢calismam olmadi.

Katilimc1 gorev siirecinde, yabancilara Tiirkge dgretimi ile ilgili herhangi bir ¢aligmasinin olmadigin
belirtmistir. Bu tiir ¢galigmalar icin belki de heniiz yeterli siire ve seviyede deneyim edinmemis oldugu
distiniilmektedir.

Sizce yurtdisi gorevinizin mesleki gelisiminize ve kariyerinize katkilart oldu mu?
nelerdir? Evet mutlaka: mesleki gelisimime ve kariyerime katkilart oldugunu
diistintiyorum. Ciinkii Tiirkiye’ve dondiigiimde bu isi yapma sansim olursa, yani
yabancilara Tiirk¢eyi ogretme gibi bir goérevim olursa, bunu ¢ok daha biiyiik bir
rahatlikla yapabilecegimden eminim. Hmmm... ve belki bu alanda baska ¢alismalarin da
kapilarint agacaktir diye diistiniiyorum.
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Yurtdisinda Tiirk¢enin yabanci dil olarak 6gretimi siirecinde gorev alan katilimei, bu gorevin kendi
kisisel ve mesleki gelisimine katkilari oldugunu diisinmektedir. Ciink{i bu gorev tecriibesi ona bu
alana daha yetkin hale geldigini hissettirmis ve Tiirkiye’de bdyle bir gorevi yapma durumunda olursa
kendisini ¢ok daha rahat hissedecegini, siirecin kendisini ¢ok fazla zorlamayacagini diigiindiirmistiir.
Bu deneyimlerinin kendisini bu alanda ileride bazi akademik ¢alismalar yapmaya goétiirebilecegini de
diistinmektedir.

Sizce yurtdisi tecriibelerinizin Tiirk¢e ogretimi siirecine ve sonrasina genel anlamda
yvansimalart nasil olmustur, agiklar misimiz? Hmmm... bu soru ile ilgili saniyorum az
once yanit vermis oldum.

Yurtdis1 6gretim deneyimlerinin Tiirkge 6gretimi siireci ve sonrasina genel anlamda yansimalari ile
ilgili olarak, katilimci mesleki gelisim ve kariyere katkilari disinda bir konuyu kapsamadigim
sOylemektedir. Katilimcinin kendisi meslegine ve kariyerine olan katkilariin yani sira, kazandigi
tecriibelerin ve bu tecriibeler 1s18inda ya da yaptigl/ yapacagi calismalarin Tiirkgenin yabanci dil
olarak Ogretilmesi alanina ve siirecine nasil ve ne kadar bir katki saglayacagi konusunda herhangi bir
diisiince belirtmemistir.

Gorev siirecinde ya da sonrasinda yaptigimiz bilimsel akademik ¢alismalar oldu mu?
Nelerdir? Su anda boyle bir ¢calisma icerisinde olmak bir basvuru, baslangici yapmaya
calistyorum. Burada yasayan Tiirklerin mm... konusmak mm... yani konugsmasi gerektigi
dillerle ilgili bir ¢calisma yapiyorum. Tiirkce ile ilgili degil ama burada konusulan ulusal
dillerle ilgili Tiirklerin yeterlilikleri konusunda ve neler yapilmasi konusunda bir ¢alisma
yiiriitecegim, eger olursa.

Katilime1 bu soru i¢in yapmayr diisiindiigli baslangic asamasinda olan akademik bir calismadan
bahsetmistir. Bahsettigi ¢alisma yaptig1 gorev ile dogrudan alakali degildir. Goérev yaptig iilkenin
sartlarina gore orada daha kolay akademik calisma yapabilecegi, kendisi i¢in elverisli olabilecek,
iilkenin orada yasayan Tiirk niifusu ile ilgili sorunlara egilen bir konu iizerinde ¢alisma yapmay1
planlamaktadir. Bu baglamda, yabancilara Tiirkce Ogretimi deneyimlerini igeren bir ¢alisma
yapmamasi / yapamamasi alan i¢in bir kayip olarak degerlendirilmektedir. Bu noktada yabancilara
Tiirk¢e 6gretimi bu tilkede Tiirkee, Tiirkiye ve Tiirkler ile ilgili lizerinde ¢alisilabilecek 6nemli konular
siralamasinda ¢ok iist siralarda goriinmemektedir. Ulkedeki Tiirk niifusunun iilke dilleri ile ilgili
sorunlart katilimcimin kisisel giindemi, bakist ve kendisi i¢in islevselligi baglaminda daha iist siralarda
yer almaktadir.

Gorev siiresince edindiginiz tecriibeler 1s1ginda, Yabanct dil olarak Tiirkce ogretiminin
bugiinkii konumunu ve durumunu degerlendirir misiniz? Mm... bence bulundugum iilkede
herhangi bir Tiirkoloji kiirsiisii olmadigindan yabanci dil olarak Tiirkgenin 6gretiminin
¢ok ¢ok burada onemli oldugunu diisiiniiyorum. Mmm... gerek burada Tiirklerin varlig
dolayisiyla gerekse yabancilarin Tiirkceye karsi ilgileri dolayisiyla mm... bu... Tiirkgeyi
burada égretmek ¢ok onemli. Ciinkii bir talebin, merakin oldugunu fark ediyorum. Tiirk
kiiltiiriiniin ¢ok kapsamli ¢ok genis alanlara yayildigimi da diisiinecek olursak, cografi
alanlara, mm... merak edilen bir toplumuz ashinda ve farkli bir kiiltiiriimiiz var. Bu
kiiltiirle de i¢ ice gegcmis tabi ki bir dilimiz var. Bu dili anlatmak ayni zamanda Tiirk
kiiltiiriinii de dogru anlamda burada anlatmak anlamina geliyor. Kiiltiirlerarast bir bag
kurulmug, bir koprii kurulmus oluyor. Bu nedenle mm... buradaki iiniversitelerde bir
Tiirkoloji  kiirsiistiniin olmasi gerektigi kanisi, kanaatindeyim. Bu sekilde. Tesekkiir
ediyorum.

Katilimc1 daha 6nce gorev yaptig1 tiniversitede bulunan ve birgok iilkedeki iiniversitelerde bulunan
Tiirkoloji kiirsiisiinlin burada olmayisindan hareketle, yabanci dil olarak Tiirkge 6gretiminin bu tlilkede
desteklenmesini ¢ok nemli bir nokta olarak gérmektedir. Kiirsii yoksa bu derslerin varligi ¢ok dnem
arz ediyor o halde demistir. Ustelik iilkedeki Tiirk niifusu ve yabancilarin Tiirk¢eye olan ilgilerine
bakildiginda bu iilkede Tiirk¢e 6gretmenin goz ardi edilemeyecek ¢ok onemli bir nokta oldugunu
diisiinmektedir. Ulkede gevresinde fark ettigi Tiirkce 6grenmeye olan talep ve merak bu diisiincesini
beslmektedir. Bu merakin ve talebin, Tiirklerin farkli bir kiiltiire sahip olmasi, Tiirk kiiltliriiniin genis
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cografyalara yayilmasi gibi sebeplerden kaynakladigini diisiinmektedir. Dil ve kiiltiirlin birbirinden
ayrilmaz bir konumu oldugundan dil &gretiminin bir anlamda kiiltiir 6gretimi olduguna dikkat
cekmektedir. Dolayisiyla buradaki yabanci dil olarak Tiirk¢e Ogretimini ashinda kiiltiirimiizii de
anlatmak ve kiiltiiriimiiz hakkinda bilinen yanlis bilgileri ve dnyargilar1 da diizeltmek adina bir firsat
ve sans olarak degerlendirmektedir. Yabanci dil olarak Tiirk¢e 6gretimi dersleri yoluyla kurulabilecek
kiiltiirlerarast bir bag, bir koprii, kendimizi ve kiiltiirimiizii dogru anlatma ve aktarma c¢abalarina
destek olabilecek bir siire¢ olarak algilanmaktadir. Ciinkii iilkede Tirkler hakkinda olugmus olumsuz
kanilari olumluya g¢evirmek gerektigini hissetmektedir katilimei. Tiirkge Ogrenmeye olan talep,
kiiltiirimiizii dogru aktarma kaygilari, kiiltiirlerarasi bir bag olusturma ihtiyaci katilimei diigiincesinde
burada bir Tiirkoloji kiirstiniin olusturulmasinin elzemligini ortaya koymaktadir.

5. Sonug, Tartisma ve Oneriler

Anlati arastirmasi silirecinde tanimlanan problem ya da olgu; yurtdisinda yabanci dil olarak Tiirkge
Ogretimi tecriibelerinin Tiirk¢eye katkilar1 ve yansimalarimin neler oldugu iizerinedir. Tanimlanan bu
durum i¢in yurtdisinda bu alanda iki farkli iilkede gorev almis bir 6gretim elamani amagli olarak
secilmigtir. Segilen bireyin siirecteki tecriibelerini, yasadiklarint ve bu yasadiklarindan kendisinde
olusan kisisel yansimalarini hikayelestirerek anlatmasi, aktarmasi ve bu anlatilarin toparlanmasi
saglanmigtir. Sonraki adimda anlatilan hikayeler arastirmaci tarafindan analiz edilerek, yeniden
yorumlanmistir. Katilimcinin ge¢mis yasantisi, tecriibeleri ve bugiinii ile ilgili bilgiler isbirligi
igerisinde hikayeye destek olacak noktalarda toplanmis ve sonug olarak bu boliimde bu deneyimlerle
ilgili biitlinciil bir hikaye olusturulmus ve rapor ¢ikartlmigtir.

Saban ve Ersoy (2016) anlati arastirmasimin egitim alaninda kullanilmasi konusunda su agiklamay1
yapmaktadir:

Egitimde anlati bir yeniligin uygulamaya yansitilmasinda, bir sorunu ya da durumu
deneyimleyen ogretmenin bakisiyla sorunun anlasiimasinda, basarili 6gretmenlerin kigisel ve
egitimsel gecmigslerini incelemede, oOgretmenlerin mesleki gelisimlerini iyilestirmede vb.
konularda gergeklestirilebilmektedir.

Bu anlati arasgtirmasi ve anlatinin analizinde, durumu deneyimleyen Ogretim elemaninin bakig
acisindan alana yansittiklar1, hikayede durumun igerisinde barindirdigi olumlu ve olumsuz taraflar,
katilimer ve alan baglamindaki kazanimlar, mesleki ve kisisel gelisim gibi konular degerlendirilmeye
tabi tutulmustur. Sonucta anlati analiz siireci; olay, hikaye ve ortam acgilarindan asagidaki sekilde
incelenmistir;

Olaylar, hikayeler ve ortam;

Olay-hikaye drgiisii: Tirkiye’de bir tiniversitede Tiirk dili okutmani olarak gbrev yapan bir 6gretim
elemaninin, Milli Egitim Bakanlig1 tarafindan yabancilara Tirk¢e 6gretimi alaninda gorev yapmak
tizere yurtdisinda 2013 ve 2016 yillarinda, farkli cografya ve sistemde yer alan iki iilkede
gorevlendirilmesi ve bu siirecte 6gretim elemanmin yasadiklaridir. Ogretim elemani bu siiregteki
deneyimlerini, hikayesini kendi slizgecinden gegirerek konuya odakli yonlendirilmis sorulara, sozlii
olarak cevap vermis, agiklamalar getirmistir. Ogretim elemaninin deneyimleri, gorevlendirilme siireci
ve gorev slirecinde yasadiklar1 ve bu yasadiklarinin kendisinde olusturdugu diisiince, degisim ve
farkindaliklar hikaye ile aktarilmigtir. Katilimei, sunulan sorulara cevap verirken olusturdugu
hikayesinde ilk gorev yaptig: iilke ile su anda gorev yaptigr iki iilkeyi diisiincesinin arka planinda
kiyaslamakta, bu da hikayedeki ortamin anlatiya zenginlik katmasina, anlatinin daha genis acidan bir
bakisla olusturulmasina yol agmaktadir. Daha 6nce kisa siireligine de olsa bagka bir iilkede ayn1 gorevi
yapmis olmasi olayin sentezine yardimci olmustur.

Gorevilendirme agsamasi: Katilimc1 6gretim elemani gorevlendirme siirecini iki kez yasamistir. Farkl
sistemlerle idare edilen ve farkli cografyalarda bulunan iki iilkede gorev alirken karsilastigi problemler
genel bashklar altinda ortak ancak ayrmtilarinda farklidir. ikinci iilkede goreve atanmasindan sonra
yasadig, lilkede yerlesme problemi birinci iilkeye nazaran ¢ok daha cetin ve zorlu ge¢mistir. Yabanci
bir lilkede ilk kez gdrev yapma siirecini deneyimlemis ve bu deneyim kendisinde olumlu olumsuz bir
takim diisiinceler olusmasini saglamistir, ancak deneyim tektir ve kiyaslama imkani olmamustir. Tlk
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deneyimi sirasinda kendisinde olusan disiinceler; bulundugu yabanci iilkede iilke insani ile iletisim,
gbrev yapacagi Universite ortami ve yaklasimi, lilkede bulunan Tirkiye Cumhuriyeti vatandaslari,
resmi gorevli Ogretim elemanlan ile yardimlasma, iilkede bulunan Tiirkiye Cumbhuriyeti resmi
temsilcisi konumundaki Biiyiikel¢ilik ve konsoloslugun siiregteki rolii ve siirece katkisi seklinde
siniflandirilmistir. Olayin zamansal baglaminda ilk deneyimi ile ikinci deneyimi arasinda olgunlagsma
stireci gecirmis olabilecegi muhtemeldir. Birinci deneyimi ikinci deneyimine hazirlik basamagi
asamasi olarak degerlendirilmistir. Bu durumda ikinci ve ya li¢lincii deneyimlerin olaylara daha giiclii
ve bilingli sekilde yaklasim olusturmasi, psikolojik ve duygusal olarak hazirlamasi ve Ogretim
elemaninin kendisinin de ifade ettigi gibi ‘daha kendine giivenli ve cesaretli’ olarak goreve adim
atmasina yardimci olmasi agisindan ¢ok daha 6nemli olmustur. Buna uzmanlagma siireci de denebilir.

Bu uzmanlagma ve tecriibe kazanma siirecinde dnceki deneyimler sonraki yagantilar i¢in dgretici ve
destekleyici konumdadir. Her kazanilan bilginin bir sonrakine zemin hazirlamasi yapilandirmaci
yaklagim acisindan ele alinmistir. Vygostsky’ ye gore yapilandirmacilik bir anlamlandirma stirecidir
ve karsilikli etkilesimle gerceklesir. J. Dewey’e gore kisiler bilgiyi gecmis yasantilariyla
yapilandirirlar. Bu nedenle bilgi, deneysel ve 6zneldir. Bilgiye ulasmada herkes icin ortak bir yol
yoktur. Bireyler ge¢misteki yasantilarla yeni yasantilart birlestirip kendi analizlerini yaparak,
O0grenmeyi zihinlerinde yapilandirdiklart bi¢imiyle olustururlar. Sahip oldugu ile yeni 6grendikleri
arasinda bag kurup onlar1 kendi potasinda sentezleyip biitiinlestirerek yeni olana ulasirlar. Miicadeleci,
merakli, sabirli olmak yapilandirmaci 6grenmenin 6zellikleridir. Ogrenenler bilgiyi kesfederek,
yasayarak, yorumlayarak ve cevre ile iletisim kurarak yapilandirir. Icerik ve siireci eszamanli olarak
Ogrenilmis olur. Bilgi, 6grenenin var olan deger yargilar1 ve yasantilan tarafindan {retilir. Boylece
bireyin etkin 6grenme, elestirel diisiinme, problem ¢dzme becerileri gelisir. (Sasan, H.H. 2002).
Uzmanlagma silirecinde Ogretim elemaninin yasadiklart yapilandirmact temele tam olarak
oturmaktadir.

Gorev siireci: Ortam; Dil; katilimcinin gérev yaptigi ilk iilkede Tiirk¢eyi yabanci dil olarak 6grenen
ogrencilerin Tirkge dil seviyeleri yiiksektir ¢ilinkii Tiirkiye iilkesi ve dili boliimii 6grencileridir ve
Tirkge hazirlik okumuslardir veya okumaktadirlar. Tiirkgeyi neredeyse C1-C2 seviyesinde
bildiklerinden 6grencilere A1-A2, B1-B2 seviyelerinde Tiirkge bilgisi degil, ileri seviye bir Tiirkce
ogretimi yapilmistir. Ogretim eleman1 gorev yaptigi ikinci iilkede Tiirkgeyi yabanci dil olarak
o0grenmekte olan Ogrencilere bu kez Al1-A2 gibi daha temel seviyede Tirkce Ggretimi yapmuigtir.
Ogrenciler Tiirkgeyi yabanci dil dersi olarak almaktadirlar ve farkli boliimlerde okumaktadirlar. Bu iki
deneyimde yasadiklari farklidir. ilk deneyimde iilke insam ile iletisimde iilke dilini hi¢ bilmemesinden
kaynakli sorun yasamis ancak 6grenci hedef kitlesi ile iletisimde sorun yagamamistir ve dolayistyla
Tiirkge Ogretme konusunda yabancilara Tiirk¢ce Ogretiminde zorlanmamis ancak ne Ogretecegi
konusunda materyal eksikligi yasamistir. Ciinkii 6zellikle yabancilara Tiirk¢e 6gretimi konusunda ileri
seviye i¢in hazirlanmis eserlerin sayisi az, temel seviyede materyallerin daha ¢ok oldugu
goriilmektedir.

Ikinci gorev yapilan yerde 6gretim elamani, iilkede konusulan ii¢ resmi dilden ikisini hi¢ bilmedigi
ticlinciisiine ise ancak A1l seviyesinde hakim oldugundan iilke insani ile ama en ¢okta 6grenici kitlesi
ile arasinda dil problemi yasamistir. Ciinkii iilkede bulunan Tiirk niifusu bir anlamda sosyal ¢evrede
iletisimini kolaylagtirmistir. Ancak smif iginde Ogrencilere Tiirkgeyi anlatirken anlasilmayan,
anlamakta zorlanilan noktalarda &grencilerin dilini temel seviyede konusamadigindan problem
yasamis, deneyimledigi durumdan gorevlendirilen 6gretim elemanlarinin en azindan A2 seviyesinde
bir dil bilinmesinin 6zellikle smif ici iletisimde ¢ok dnemli oldugu sonucunu ¢ikarmistir. Tabi bu A2
seviyesi konusma becerisini mutlaka iceren bir yeterliligi isaret etmektedir.

Dil, Gorevlendirme iizerine

Yabancilara Tirk¢e Ogretimi igin yurtdisinda gorevlendirilen Ogretim elemanlarindan istenen,
yurtdisinda gorev almasi i¢in gerekli dil yeterliligi sinav puani, konugma becerisini gosteren bir puan
olmadigindan, bu tiir ulusal siavlar ise konugma becerisini 6l¢gmediginden ve yansitmadigindan, puan
olarak gerekli kriterleri saglasa da igerik olarak ihtiyaca cevap vermemektedir. Sonucta yurtdigina dil
puan1 kriterleri karsiladigi ig¢in gonderilen 6gretim elemanlart gergekle yiizlestiklerinde sorunun
Oonemini daha iyi kavramaktadirlar. Bu durum gorevlendirmeyi yapan kurumlarca gézden gecirilmeli
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ve yurtdisinda yabancilara Tiirk¢e 6gretimi gorevlendirmesi siirecinde de daha profesyonelce adimlar
atilmalidir. Ayrica gorevlendirilen 6gretim elemanlart miimkiinse o iilkenin dilini bilenler arasindan
secilmelidir. Bir dili bilip ancak gdrevlendirilecek tilkenin dili ile ilgili hi¢bir bilgisi olmayan adaylar
secilmemelidir.

Ayrica, yabancilara Tiirkge 6gretiminde gorev yapmayi diisiinen dgretim elemanlarinin, yurtdigina
ciktiklarinda i¢inde bulunacaklar1 uluslararasi ortam ve oOgrencilerle paylasacaklart 6gretim
stirecindeki iletisim problemlerini azaltmak adina, en az bir yabanci dile ve yine en az A2 seviyesinde
konusma becerisine sahip olmaya 6zen gostermeleri gerekmektedir.

Mesleki ve kigisel gelisim

Ogretim elemaninin iki gérev siirecinde de kisisel ve mesleki gelisim yasadig1 anlasilmistir. Ozellikle
ikinci gorev yeri yasadig1 zorluklar agisindan kisisel, duygusal gelisimine, karsilagtig1 6gretim ortami
kapsaminda da mesleki gelisimine biiyiik katkilar saglamistir. Ogretim eleman:1 yabancilara Tiirkce
Ogretimi alanindaki eksiklikleri hem kendi acisindan hem de bulundugu iilke agisindan yasayarak
farketmis ve bu durumu icsellestirmistir. Yurtici ve yurt disinda bu alanda gorev yapmaya devam
ederse alana artik faydali calismalar saglayabilecegini, daha ozgilivenle Ogretim yapabilecegini
disiinmektedir. Bu diisiincesinin baslangici ikinci gorev yerine gitmeden once katildig1 “Yabanci Dil
Olarak Tiirkce Ogretimi’ sertifika programi olmustur. Bu asamada igerik acisindan nitelikli sertifika
programlarmin yabancilara Tiirkce Ogretimi ¢alismalarina katkisi oldugu diisiniilmektedir. Alana
profesyonel katki saglayacak diger bir durum ise tecriibeli 6gretim elemanlarma sahip olmaktir.
Gorevlendirmelerde bu hususlarin da dikkate alinmasi gerekmektedir.

Ogretim eleman: yurtdiginda bulundugu siirede sosyal etkilesimler yoluyla, yillardir kendi iilkesinde
Ogretimini yapti§i kendi anadili ve kiltiri ile ilgili yeni farkindaliklar kazanmistir. Yurtdist
deneyimleri bir anlamda kendi kendini kesfetme siirecini olusturmaktadir. Yurtdiginda 6gretim
programinda etkin rol almasi katiimcinin kendi dilini yeni acilardan kesfetmesine, kendi iginde
yolculuga ¢ikmasina da yol agmistir. Bu agidan oldukga faydali oldugu diistintilmektedir.

Tim bu deneyimlerin Tiirk¢eye yansimalari siiphesiz olumlu olmaktadir. Bu tiir deneyimlerin Tiirkce
ile ilgili yeni galigmalar1 beraberinde getirecegi ongoriilmektedir. Her 6gretim elemani kendi bakis
acisindan deneyimleri 15181inda yabancilara Tiirkge Ogretimine yeni agilar kazandirmaktadir. Bu
nedenle olusturulan materyallerin bu alanda tecriibe kazanmis akademisyenlerce hazirlanmasi alana
ayag1 yere basan eserler ve materyaller sunmaktadir.

Alanla ilgili farkli problemler mevcuttur. 2010 yilinda Milli Egitim Bakanligi’'nca Marmaris’te
diizenlenen ‘Yabanci Dil Olarak Tiirkce Ogretimi ve Ogretmenligi Calistayr’ nmin sonug raporunda;
mevcut lisans programlarinin (Tiirk Dili ve Edebiyati, Tiirk¢e Egitimi Bolimi vb.) yabancilara, Tiirk
soylu ve akraba topluluklara ya da yurt disinda yasayan Tiirklere Tiirkgenin 6gretilmesi amaciyla
kurulmadigi, Tirkiye’de Tiirkgenin yabanci dil olarak 6gretimi alaninda herhangi bir lisans programi
bulunmadigi, bulunan c¢ok az sayidaki lisansiistii programlarmnin icerik ve kapsam agisindan
birbirlerinden farkli oldugu, yurtdisinda Tiirk¢e 0&gretmek igin Bakanlik¢a gorevlendirilen
Ogretmenlere yonelik hizmet i¢i egitimin yetersiz kaldigi, bu konuda hizmet veren kurumlar arasinda
isbirligi ve esglidim bulunmadig: belirtilmektedir (MEB, 2010:152).

Yabancilara Tiirk¢e 6gretimi konusunda alan uzmani yetistirecek tam tesekkiillii lisans ve lisansiistii
programlarin heniiz olmadig1 goriilmektedir. Ozellikle bu alan icin belirlenmis amag, yontem, teknik
ve programlar heniiz agilmamustir. Ozellikle bu alanda yetismis akademisyen yoktur; uzmanlasan ve
uzmanlagmaya calisan akademisyen ve ogretmenler Tiirk dili ve edebiyati, Tiirkce 6gretmenligi,
yabanci diller egitimi veya dilbilim boliimlerinden bu alana yonelmislerdir. Bu agidan bakildiginda
yabanci dil olarak Tiirkge Ogretimi tam anlamiyla profesyonelce hizmet veren bir birim heniiz
olamamigtir ancak profesyonellesme siirecinde ilerlemektedir. Bu siiregte yabanci dil 6gretim
stirecinin ozelliklerini bilen, yabanci dil olarak Tiirkge 6gretimi metodolojisini bilip uygulayabilen, dil
Ogretimi yontem ve tekniklerinden anlayan, 6grenici kitlesine gore dil 6gretimi plan1 hazirlayabilecek,
Tirkgeyi anlam, bigim, ses, koken, dilbilgisi bakimindan iyi bilen Tiirk¢ce 6gretmenlerinin
yetistirilmesi gerekmektedir.
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Yukarida tizerinde durulan eksikliklerin giderilmesi ve yabancilara Tiirk¢e dgretiminde bagimsiz bir
alanin olusturulmasi ¢ok 6nemlidir ancak sunu da eklemek gerekir ki alanda goérevlendirilen kisilerin
Tiirk¢e egitimi, dilbilim, yabanc diller egitimi, Tiirk dili ve edebiyati egitimi gibi konuyla yakindan
alakali alanlardan seg¢ilmesi alandaki c¢aligmalara ve yaklasimlara biiyiik zenginlik ve yetkinlik
katacag1 ve ¢ok daha genis acilardan ve bircok koldan yabancilara Tiirk¢e 6gretimine kazanimlar
saglayacag1 ongdriillmektedir.
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