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ABSTRACT

CRITICAL EVALUATION OF FOREIGN LANGUAGE EDUCATION P OLICY
WITH SPECIFIC REFERENCE TO ENGLISH LANGUAGE TEACHIN G IN
TURKEY

SAHIN, C. AKIN
Ph.D., Graduate School of Educational Sciences
Supervisor: Prof. Dr. Dingay KOKSAL

January 2013, 213 pages

This study aimed to analyse the problems relatefoteign language education
policy in Turkey’'s educational context to find osblutions with specific reference to
English language teaching. Furthermore, it aimedctitically evaluate the foreign
language education policies in the history of Tsinkeducational system. It handled them
from the perspectives of macro level policy and rmilevel implementation of foreign
language education. In doing so, it included suatiors as educational institutions,
teachers, administrators, parents, students, axtthoteks. Moreover, it examined the
decisions on foreign language education policied tmave taken place in the official
bulletins and national education councils from 188%ards. In this thesis seven research

guestions have been addressed and five assumpawadeen suggested.

In this study teachers of English have been salexteparticipants as they are central
to implementation of the foreign language educafiolicy. The entire population of this
research included all the Turkish EFL teachers wach English at Grades 4-8 of public

primary schools in Turkey.

445 teachers of English in 177 schools in Turkeymgieted the questionnaires and
returned them by mail. The data were analysed bgnsi@f inferential and descriptive
statistics. Nonparametric tests such as Spearnramk correlation coefficient, Mann
Whitney U test and Kruskal-Wallis test were empbbyw analyse the data. The

significance level was set @k.05. The findings indicate that there are a nundfer



Vi

problems with the foreign language education policylurkey. The problems relate to
teachers, students, textbooks, school principald, students’ parents. Furthermore, the
results show that undeveloped regions have motdgrs with foreign language teaching.

Keywords: foreign language education policy, foreign larggia curriculum,
implementation of foreign language curriculum, Eslglanguage teaching
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TURKIYE'DE YABANCI D iL EGITiM POLITIKASININ iNGiLizCE
OGRETIiMi BAGLAMINDA ELE STIiREL DEGERLENDIRILMESI

SAHIN, C. AKIN

Doktora, Egitim Bilimleri Enstitlsu
Tez Yoneticisi: Prof. Dr. Dingay KOKSAL
Ocak 2013, 213 sayfa

Bu calsma, Turkiye'nin gitim sisteminde yer alan yabanci dgi#em politikasi ile
ilgili sorunlari, ingilizce @retimi bgglaminda analiz etmeyi amaclagtm. Ayrica, Turk
egitim sisteminin tarihinde yer alan yabanci digiten politikalarini elgtirel olarak
incelemeyi amaclamgtir. Bu sorunlara, yabanci dilgé@im politikasinin makro diizeyde
planlanmasi ve bunun mikro seviyede ydrutilmesiiydien yaklsllmistir. Bu amacla,
egitim kurumlari, @retmenler, yoneticiler, aileler,géenciler ve ders kitaplar gibigeler
calismada yer almgtir. Ayrica, 1939 yilindagimdiye kadar tebfiler dergisinde ve @tim
suralarinda yer alan yabanci dgiem politikalari konusunda alinan kararlar incet@stir.

Tezde, yedi aggirma sorusu sorulmwe beg varsayim ileri surGlmgidr.

Ingilizce @retmenleri, yabanci dilgtim politikasinin uygulanmasinda 6nemli rol
oynadiklar icin bu camada yer almglardir. Argtirmanin ana kutlesini, ilkgretim
okullarinda doérdiincu, kimci, altinci, yedinci ve sekizinci siniflarimgilizce derslerine

gireningilizce @Gretmenleri olgturmustur.

177 okulda gorev yapan 44Bgilizce @Gretmeni anketleri tamamlayip postayla geri
gondermglerdir. Veri, ¢ikarsamali ve betimleyici istatistile analiz edilmgtir. Veriyi
analiz etmek i¢in Spearman’in siralama korelasyatsdyisi, Mann Whitney U testi ve
Kruskal-Wallis testi gibi parametrik olmayan testleullaniimistir. Anlamlihk dizeyi
p<.05 olarak alinnstir. Bulgular, Turkiye’de yabanci dil ggimi ile ilgili sorunlarin

oldugunu gostermektedir. Bu sorunlargrétmenler, @renciler, ders Kkitaplari, okul
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muddurleri ve @renci aileleriyle ilgilidir. Bundan bga, sonuglar, galmemsg bolgelerin

yabanci dil @retiminde daha ¢ok soruna sahip olduklarini gost&tedir.

Anahtar Kelimeler: yabanci dil gitim politikasi, yabanci dil gretim programi, yabanci

dil 6gretim programinin yiritulmedingiliz Dili 6 gretimi
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CHAPTER |
INTRODUCTION TO RESEARCH

1. Introduction

Human beings have made extensive use of languagesnmmunicate with one
another for ages. They have used them to meetdh#y needs and do business. When it
comes to the foreign languages, they have hadato lend teach them for the purpose of
communication. In doing so, they have interactedadly with the other people speaking
various languages. First of all, they benefitedrfrgrammar translation method to teach
and learn foreign languages in ancient times. Syesgly, they came up with new
methods making communication easier. However, adthods are still being used for the
time being. For example, grammar translation mether@ still used in Turkish education

system.

Foreign language education has recently accelethtedo globalization as it serves
as a significant instrument for communication, edion, and knowledge. Thus, people
seek to learn foreign languages in order to gdietter life. Parents require their children
to learn at least one foreign language so that ¢heyfind a good job. Businessmen wish to
learn foreign languages to do business abroad.dfidnal institutions wish to enable their
students to acquire knowledge of foreign languaggeshat they can catch up with the
developed countries’ technology. In addition to thbove mentioned instrumental
motivation that lies behind learning a foreign laage, there are other reasons for doing it.
Foreign languages enable individuals to be acoeeintith a wide range of cultures. In
other words, they learn about various culturestifeumore, they get to know different
customs, traditions, and languages. By comparitdos,situation contributes to discover

their own culture and language.

As for the choice of foreign languages, the Englistguage has advantages over the
other languages as it is used worldwide. Englisbsisd by more people than any other
language in the world. As a result, it has becomeoainent language in the international
media and internet has accelerated this process sithation has continued to such extent
that non-native speakers have outnumbered theenapeakers. When it comes to the

teaching and learning of English, the distincti@iween English as a second language



(ESL) and English as a foreign language (EFL) comss prominence. This distinction
relates to the learners’ familiarity with EnglisBtfevens 1992). Kachru (1992) asserts that
the distinction between English as a second larggaag English as a foreign language is
necessary in terms of educational context. For @kantnglish as a second language is
used in South Asia and English as a foreign langueg Turkey and Japan. The
performance varieties of English are used in tloeastries. Accordingly, these countries

have limited use of English in such areas as touasd trade.

Kachru (1986) classifies the users of English ititcee groups. The first group
involves native users for whom English is the fisstguage that they use in their life. The
second group includes non-native users who regagligh as a foreign language and uses
it in a restricted way. The third group consistsnoin-native users who make use of
English as an institutionalized second languagetyathat is used in India and Pakistan.
When it comes to the pedagogical implications faglish as an international language
(EIL), Kachru (1986: 122-123) suggests that “theversality of pedagogical model is
suspect: it has to be sacrificed for local, somtitigal, educational, and communicative

needs”.

Turkey is located between Europe and Asia, theoelinybining the two continents. It
Is a large country with a population of approxinhaté3 million. Its official language is
Turkish. The countries which border Turkey are &ydraq, Iran, Greece, Armenia,
Bulgaria, and Georgia. It has long been known asctiadle of civilization as it has been
home to a wide range of cultures. Thus, it encaedta number of foreign languages such
as Latin, Greek, Arabic, and Persian in ancienesinSubsequently, it made use of such
western languages as French, German, and Engliskkeép abreast of scientific
developments that existed in the western count8ege Turkey joined the United Nations
(UN) and became a member of the North Atlantic fye@rganization (NATO), the
English language became prominent in the educatfstem of Turkey. The other western
languages, French and German, became optionafjfol@nguages.

The language of education in Turkey is Turkish. I&hg which has the status of a
foreign language (EFL), is being taught in the vasiority of schools as a compulsory
foreign language for the time being. Thus, Turkeyohgs to the expanding circle that
consists of the countries where English is taugitrictively in EFL contexts (Kachru



1992). When it comes to German and French, theg baen taught as elective subjects in

the curriculum of many schools.

There exist public and private educational ingting in Turkey. However, public
educational institutions outnumber private educeionstitutions which are subject to the
same regulations as public institutions with respeceducational arrangements. The
Ministry of National Education is responsible foentrally providing administrative
arrangements and supervision related to schoolspexXor higher education. Thus, the
Board of Education and Disciplihattached to the ministry of education prepares the
school curriculum of Turkey. In other words, thanrework of the national curriculum is
designed at the macro level and implemented amilceo level. Accordingly, the foreign
language curriculum is centrally designed and imglsted by teachers. Therefore, foreign
language education policy involves macro level @olvhich relates to the framework of
the national curriculum and micro level implemeittatthat concerns foreign language

teaching practices of teachers (Wang 2006).

Educational activities are implemented by the wiovial directors of national
education appointed by the ministry. There existeptorganizations such as National
Education Councils which serve as the advisory dadrthe ministry. When it comes to
higher education institutions, they are subjecttite regulations of Higher Education

Council.

The research explores the problems related todgor&nguage education policy,
taking into account English language teaching (EBMY learning as it has advantages
over the other foreign languages such as FrenchGaerdchan. Furthermore, English is
regarded as a lingua franca all over the worldnasur country. Teaching English as a
foreign language will be analysed in terms of aenidnge of factors. These factors will be
handled in terms of foreign language education cgolat the macro level and its
implementation at the micro level. Furthermoregfgn language education policy will be
analysed from the perspectives of foreign languagaculum. Because foreign language
curriculum is a reflection of how foreign languagg@ucation policy is implemented. As
English language teaching and learning will be keohd English language teaching
curriculum will be taken into account. In doing stmcuments related to ELT issued by

! The Board of Education and Discipline (Talim vefiige Kurulu Bakanligi) aims to develop Turkey's
education system by means of research and devetdpRa example, it provides teaching materials.



Ministry of National Education (henceforth MONE) lwbe scanned and analysed.
Decisions concerning ELT made by the Board of Etlasaand Discipline (henceforth
BED) will be handled.

1.1 Research Problem

Foreign language education has been given impatandurkey for a long time.
However, it suffers from criticism for its failute promote foreign language proficiency
among Turkish students (Bancay-Aktuna & Kiziltepe 2005; Egel 2003kl 2008;
Kirkgoz 2007). It has been suggested that foremmgliage education policy has been
deficient in the process of implementation of fgreilanguage teaching and learning.
When literature on foreign language education phleld so far is scanned, the following
issues have been put forward in brief:

e There is a discrepancy between foreign languageadidm policy and its

implementation.

» Students do not have required levels of foreigglage learning.

» Students do not have enough motivation for forddgnguage learning.

* Schools lack required resources for foreign languadyication.

» Students cannot make extensive use of their gkidlg have received from
foreign language teaching.

The above mentioned problems concern the teaché&nsghlish in Turkey as they are
the most important implementers of English langutggehing. There are external and
internal factors that influence their implementatiof foreign language education policy
(Wang 2010). The external factors mainly includsources used for implementing the
policy while the internal factors consist of suettbrs as professional development and
understanding of the curriculum designed by poliakers. Another issue with respect to
the implementation of foreign language educatioicpas textbooks. They have important
functions while teaching foreign languages. Thisdgtwill examine to what extent the
textbooks are suitable for the students’ levelEmglish. In general, teachers of English in
Turkey think that time of instruction per lessom@ enough and that students are devoid
of motivation for mastering the language. How hoafsEnglish lessons and students’
motivation influence English language teaching wile analysed in this study.
Furthermore, parents’ roles will be taken into acto Finally, administrators at schools
are also thought to influence the implementationthaf foreign language teaching and



learning. Thus, the role of the school administsatwill be examined with respect to

implementation of foreign language teaching policy.
1.2 Purpose of the Study

This study aims to analyse the problems relatddriEign language teaching to find
out solutions in Turkey’s educational context wahecific reference to English language
teaching by evaluating critically the foreign laiage education policies in the history of

Turkish educational system.
1.3 Importance of the Study

First of all, the research will shed light on theoldems arisen in the foreign
language teaching policy of Turkey. It will handleem from the perspectives of macro
and micro levels of foreign language educationgyolin other words, it will deal with the
foreign language education policy at the macrollenel implementation of this policy at
the micro level. In doing so, it will include sudactors as institutions, teachers,
administrators, students, parents, and textbookss 3tudy is important because it will
contribute to the scientific field conducted indmn language education policy of Turkey,
mainly taking into account English language teaghiRurthermore, it will scan the
documents such as the Official Bullétilssued by the Turkish Ministry of National
Education and the reports prepared by National &itre Councild from 1939 onwards
with respect to the foreign language educationwk@y.

1.4 Limitations of the study

This study only involved the Turkish EFL teachetsovteachEnglish at Grades 4-8 of
public primary schools in Turkey. The findings abliave been different if the other
Turkish EFL teachers were taken into consideratidwus, the results obtained from the

study cannot be generalized to the other educdtcomiexts.

As the study covered all the regions of Turkeywds difficult to reach all the
Turkish EFL teachers mentioned above due to tingefimancial constraints. Thus, random

sampling strategies were employed to represenivtitde population. Furthermore, it was

? The Official Bulletin (Tebligler Dergisi) is issued by the Turkish Ministry ofatibnal Education. It
covers regulations and guidelines on educatiosakis.

% National Education Councils serve as the mostifsigmt advisory boards for the ministry. It ains t
increase the quality of Turkey’s education, therdbtermining education policies.



impossible for the researcher to control the comwlst when the written questionnaires
were administered to the Turkish EFL teachers.

The findings obtained from the questionnaire depamdoreign language teachers’
own attitudes towards foreign language teachingurkey. However, it is assumed that
the participants who teach in all the regions ofkéy reflect their real opinions about this

issue.
1.5 Research Questions

In this thesis seven research questions have bddressed. The questions are
presented as follows:

1- What is the English language teachers’ percepiidoreign language education policy
in Turkey?

2- How do the English language teachers approacimtplementation of foreign language
education policy in Turkey?

3- To what extent do the English language teacimpement the English language
curriculum?

4- What are the Turkish EFL students’ roles in iempénting the English language
curriculum?

5- What role do textbooks play in the implementaid the English language curriculum?
6- What are the school principals’ roles in implertigg the English language curriculum?
7- What are the parents’ roles in implementingEnglish language curriculum?

1.6 Assumptions

In this study five assumptions have been put fodwarhese assumptions are

presented in the following:

1- It is assumed that teachers of English havetivegattitude towards foreign language
education policy in Turkey.

2- It is assumed that the content of textbooksas appropriate for the Turkish EFL
students.

3- It is assumed that students’ parents fail tqgpsupthe English language curriculum.

4- It is assumed that teachers of English havécdiffy implementing the English language
curriculum.



5- It is assumed that Turkish EFL students undeeaehin pursuing the English language
curriculum.



CHAPTERIII
REVIEW OF FOREIGN LANGUAGE EDUCATION POLICY

1. An overview of the foreign language education fioy in Turkey

First of all, the history of foreign language edima policy executed so far in
Turkey will be presented in this research. The apasfor conducting different foreign
language education policies will be put forwardeHistory of foreign language education
policy conducted so far will be taken into accoimterms of two eras: the Pre-Republic
era and Republic era. While handling these periths, reasons that change foreign
language policies will be analysed from the perspes of philosophy, economy and
globalization. In the process of history of foreianguage teaching, foreign language
education policy will be handled as the importaetreent of the beginning phase of the

research.

Foreign languages taught in Turkey have variedutinout its history. Persian
language education took place due to close reksttipnwith Iran. Arabic language
teaching was given importance after the acceptahdslam. At first, western languages
found a significant place because of the techno@gievelopments in the area of the
military in the west. French was prominent and thHemglish and German gained
importance thanks to the relationship in the arfeth® military. However, French fell out
of favour due to political changes after 1950s. f@®T gained prominence when the
Turkish citizens went to Germany to work there raft860s. After Turkey started to do
business with other countries, such as Russia,aCd Japan, these countries’ languages

gained significance to communicate with their @tig.
1.1 The history of foreign language education in Tikey

The Turks have established a lot of states ranigorg Asia to Europe throughout its
history. Thus, they have had a wide range of mhstiips with other countries. It is not
surprising that they have been exposed to diffefanguages. To begin with, these
languages were mainly Arabic and Persian as thdycluse relationships with the eastern
countries. After they accepted Islam during themeof the Karahanlildr(932-1212),

especially Arabic dominated Turkish language. Imeotwords, following the relationships

* The Karahanlilar (Karahanlilar) was a Turkishestatated in central Asia.



with Muslim states, Arabic took advantage over Tahik After the Turks became Muslim
and began to move to the west, they made contatttPersian people. As a result, Arabic
and Persian started to influence Turkish intellaistuMoreover, the Turks adopted Arabic
script. As a result, Arabic became educational uaigg (Akyliz 2011). However, there
were few reactions against this situation. For edemKagarli Mahmut wrote Divan-i
Lugati’t TUrk to teach Turkish. He believed thatrKish was richer.

There were more books written in Arabic and PersMareover, although Turkish
was given importance, the poets and authors whdhgigl works in Arabic and Persians
were shown great respect. The Turks began to camesssuch western languages as
Latin, French, German and English during the refgtihe Ottoman Empire.

The era of the Seljuks included the combinatiortufures of Turkish and Iranian
people. As the written language in Persian wasngpréority, it was used as administrative
language. Furthermore, Latin was used as a comitionclanguage to make contacts
with Europe and the Byzantine. On the other haretsiBn was given priority as a

scientific and written language.

Turks and Persians lived in the same regions throwigcenturies. The fact that the
languages of both nations had close connections wite another was inevitable. An
intellectual Turk knew Turkish, Persian and Arabiarkish writers took Iranian literature
as an example and wrote their Ottoman poetry isi®er

The medrese’education in the era of the Seljlkaas dominated by Persian
language. As the palace favoured Persian, the Srgbets wrote their poems in this

language. Thus, the poetry language was Persian.

The most important educational institutions in @&oman era were medreses. The
Ottoman’s medreses were set up by taking examplédsedSeljuks. The books studied in
these educational institutions were written in Acdliecause it was regarded as a scientific

language.

On the other hand, there were free-boarding scHikel$nderufi schools which the

Christian youngsters attended for the bureaucaatit military purposes. They were taught

® Kaggarli Mahmut was a Turkish scientist who livedhie eleventh century.

® The medrese (medrese) served as education institutions prior to Republic of Turkey
"The Seljucks were a Turkish dynasty that ruled regions of central Asia.

® Enderun schools (Enderun Mektebi) educated students to obtain government service.
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Turkish, Arabic and Persian. Their education progre was regarded as superior to the

medreses.

It was of significance to read and understand the&se books in Arabic language
teaching. To begin with, grammar was learnt. Mdsthe books focused on morphology
and syntax. The teaching techniques depended ouctie@d as it was commonplace to
implement this sort of method at that time. Aralaoguage teaching was based on
memorization capacity of the students. The studevdse taught the rules about the
language. The language teaching was based on cbhemsien of the course books. Thus,

the students could not make use of the languagertonunicate.

It is not surprising that the methods employeddach such foreign languages as
Arabic and Persian were the same as the ones nsind imedieval ages. The methods
depended on grammar and interpretation of the .teReading comprehension was
paramount at that time. The Arabic language teachias the same as the Latin language
teaching implemented in other European countriesother words, language teaching

depended on rote learning and verbal transfer.

As the Ottoman Empire included lots of regions tsnmainland, it made use of
several foreign languages to pursue close reldtipaswith other states. It made extensive
use of Arabic and Persian to make contacts witha\states. On the other hand, it
benefited from Greek, Italian, the Bosnian languaggin and the Hungarian language to
communicate with the western countries. Howevee tlontacts made through these
foreign countries were implemented by the minogtgups who lived under the umbrella
of the Ottoman Empire. Thus, the Ottoman Empireeddpd on translation carried out by
those who sustained their lives as minority groups.

There were innovation movements with respect tocatiion from 1776 to 1839.
These innovations were implemented during the seigh Abdulhamit | (1774-1789),
Selim Il (1789-1807) and Mahmut Il (1808-1839).n@ivations were begun with the
opening of military schools. Teachers of foreigigior were employed in these schools as
well. Such western languages as French and Engksé introduced in their programmes.
Relationships with western countries were strengtdeand students were sent to these
countries. A medical school called Tiphane-i Amarel Cerrahhane-i Mamure during the
reign of Il. Mahmut in 1827 was opened for the mse of educating surgeons among the

Muslim people. The education was implemented imé&mne
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The rulers of the Ottoman Empire began to giverfiyido the need for modernizing
the equipment and training of their armies to keppwith the western countries in the
eighteenth century (Lewis 1961). They wanted themed forces to be trained up to the
level of contemporary western armies as regardwteal equipment, skill, and training.
These innovations were introduced with the helg-@nch instructors. Thus, the French
language became prominent as a western foreigudaeggin the Ottoman Empire at that

time.

Despite making attempts to prompt western langyabesnumber of Muslim Turks
who mastered European languages was still smalh ésult, those who instructed people
in the use of technical innovations in the army evEuropeans. Their instructions were

implemented by translation (Lewis 1961).

Following the declaration of Tanzinlat(1839-1876), modernization and
westernization movements in education came intgtemce. Westernization movement
were begun in military schools for the first tineitially, education of Western languages
entered the school programmes in these schools. i&sult, French was the first western

language to be taught in these programmes.

New educational institutions were required to kegpwith developments in the
western countries. The authorities wanted Muslimk @hristian citizens to have the same
responsibilities at the service of the Ottoman EmpMoreover, the Ottoman Empire
needed intellectuals who acquired western educat®ecommendations came from
western world to realize the reformations the Empiras committed to. As a result, a
school called Mekteb-i Sultdfiwhose education would be in French was opene868.1
France had played a significant role in setting thp school. Its education was

implemented mostly by French teachers.

A language school called Lisan Mektebi was openedl883 in the period of
Ottoman Empire. It aimed to enable civil servank®worked for foreign affairs to learn a
foreign language. The foreign languages were FrelBollish, German, Russian, Arabic

and Persian.

The reasons for making contacts with western stsiesimed from military and

commercial issues. The Ottoman Empire made clos¢iaeships with France through

® Tanzimat was the period of modernization and innovation
10 . .
It was the former name of Galatasaray Lisesi.
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capitulations. Consequently, French became popntang people who lived iistanbul at
the end of the eighteenth century.

As the Turkish course books did not exist to mamtae military schools at that
time, education was carried out through the courseks translated from foreign
languages. Education was implemented by the minagioups who knew French
(Demircan 1988). As French had advantages oven dtineign languages, most of the

laws, commercial agreements and correspondencecagted out by means of it.

As pointed out previously, education in the miltaand medical schools was
implemented in French. However, this sort of edocatvas regarded as unsuccessful as
the teachers could not cope with Turkish. The stheatitled ‘Mekteb-i Osmani’, was
opened to assist Turkish students in attendindg-teach Military College in the following
time. In this school the students were taught Freiibe teaching techniques depended on
reading and writing. Although the teachers weren€ne the education was viewed as
unsuccessful and abolished in 1874.

French language teaching was given importance heraDttoman schools as well.
This foreign language teaching was taught by theonty groups as foreign language
teacher education was not needed. Thus, the peveonknew a foreign language was
entitled to teach the language. The teaching metlepgénded on grammar translation as it

was popular at that time.

Non-Muslim people attended the schools run by @ansmissionaries. They used to
learn western languages rather than Turkish. Theas that belonged to the missionaries
accumulated after the Tanzimat period and becarnentirollable. Education started to be
implemented according to western standards aftgrgériod. The teaching methods used

in these schools were the same as the ones carrigi other western countries.

The missionaries who came mostly from western g@splayed significant roles in
teaching foreign languages. Children of non-Mushamilies were educated in their
schools. The foreign languages taught in theseadsheere Latin, Greek, French, Arabic,
Persian, Armenian and Hebrew. However, the foréggiguage teaching was under the

control of the minority groups.

The Turkish and English people met during the Gtasa1096-1270) for the first
time. Trade between these people increased in 1380@wever, they did business by
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employing translators. Nevertheless, the Englisiguage did not gain importance until the
nineteenth century. The Ottoman Empire began tbustness with the USA in the 1800s.
The relationships with America gained importanderahat time. Subsequently, education

began to be dominated by the Protestant schools.

Following the first American Protestant school ieifdt in 1824, the number of these
schools increased in the Ottoman Empire. The Aramrimissionaries had rich economic
resources and organizations. They regarded themattoEmpire as significant to enter
Asia (Akyuz 2011). Furthermore, Catholic schoolsrevepened by the missionaries.
France aimed to pursue religious, cultural and esva interests in the Ottoman Empire

thanks to these schools.

As pointed out above, it was not until 1900s thaglish language teaching became
important in the Ottoman Empire. It became compylso few schools such as the naval
academy. Being opposed to the fact that the Pastesthools did not teach any foreign
language, Cyrus Hamlin set dgtanbul Robert College in 1863. H. R. Robert dahate
some money to this school. To begin with, educatias implemented in the minorities’
languages and English. It was implemented only ngligh in the following years. The
school was handed over to Ministry of Education ealled Bgazigi University in 1971-
1972 education year (Demircan 1988).

German language teaching emerged in the Turkishasidnal context in the 1800s
when Germany’s technology was regarded as sopdistic It was introduced in a school
of military engineering initiated its education ¥93. Later on, it was taught in a

veterinary school. After 1908, it took place in@tleducational institutions.

The Ottoman Empire that entered the first Wold \Wlang with Germany closed the
schools opened by such opposing countries as Frengéand, Russia and lItaly. It brought
educators and experts to improve its educationesyst The German language was

introduced in secondary education.

Few people had opportunity to pursue educationrbefepublic period. Education in
western languages was under the control of mingrityips who lived in the Ottoman era.
Following the Independence War, Turkey had to gfieiggainst illiteracy as most of its
citizens did not know how to read and write. Thstfattempt was to provide people with
common public education. The previous governmeatsdcnot present normal education

to ordinary people. Literacy belonged to few peopl® knew such languages as Ottoman
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Turkish, Arabic, and Persian. Initially, Atatirk,hw is the founder of the Turkish
Republic, required all of his citizens to be wellieated. For this purpose, he launched a
campaign for education. Thus, the education focusedtly on primary education and
literacy. Such worldwide known scientists as Devaeygl Kihne were invited to Turkey
and consulted about new education systems. Howeeadigonal decisions came to the
forefront as Atatlirk gave importance to the natioraources. He thought that although
the previous governments wanted common public dgauahey failed in their attempts

because they imitated the other countries’ educaystem.

At the beginning of the republic era, the governtaegave priority to teaching of
Turkish rather than teaching any foreign langu&gewledge of a foreign language was
regarded as a tool to keep up with new technolbgieaelopments. It was supposed to be
implemented by means of translation.

The law on unification of educatibhcame into force in 1924 and all educational
institutions gathered under the umbrella of theistng of Education, thereby causing the
medreses to be abolished. The teaching of AralicRersian came to end in secondary
schools in 1929-1930 education year. Following #imwlishment of these languages,
western languages were supposed to take place icuthiculum of schools as compulsory
or elective. These languages were Latin, Italiae;n@n, French and English as shown in

the following table:

Table 2.1 The foreign languages taught in Turkeylfemircan 1988)

1924 1927 1935 1941 1950 1960

German + + + + + +
French + + + + + +
English + + + + + +
Italian + + + + + +

Latin - + +

Arabic + + + +
Persian + + +

The Arabic and Persian letters were regarded astabte for writing Turkish. Thus,
they were blamed for the low level of literacy argdrurks due to the difficulty of learning
these languages. Consequently, the reformers aresidorming the alphabet in order to

make Turkish easier to read and write (Ahmad 1993).

1 Unification of education refers to Tevhid-i Tedtisanunu.
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The students in the previous terms had difficulbping with learning any western
foreign language as there was discrepancy in ttgraphic systems. The students tried
to learn their subjects with Arabic letters. NewrKish alphabet based on Latin alphabet
came into exist on November,11928. One sound represented one letter in the new
orthographic system. Turkish Language Socfetyder leadership of Atatiirk focused on
forming Turkish language, thereby enabling studémtearn any western foreign language
by using Latin alphabet. There would be no disanepabetween the writing systems any
longer. The level of literacy went through a dramancrease with the help of the
introduction of the Latin alphabet (Ahmad 1993).

At the beginning of the republic period, foreigruedtion specialists were called on
to contribute to Turkish education system. Thereewmplications for foreign language
teaching in their reports. For example, John Deft@yn America suggested that different
schools teaching different foreign languages shaeldpened. According to Dr. Kiihne,
German language teaching should be taught in tegahschools.

Professor Albert Malche, who was Swiss, was entittefind out the necessities and
present his suggestions as regards high educafiofurkey in 1932. Following the
submitted reportdstanbul University was opened in 1933. Most ofiitst lecturers were
the scientists who escaped from Hitler's despotidiney were invited to Turkey to
contribute to high education of Turkey. To begirthyithey delivered their lectures in

German, but at the same time they were translatedlurkish by research assistants.

According to Malche, students should have had kadgé of a foreign language
before attending universities. Subsequently, hegsstgd launching the school of foreign
languages inistanbul University. This school was supposed t@he@erman, French,
English, Italian and Russian by employing foreignduage teachers. Thus, the students
who attended this school had opportunity to keepwiih foreign publications. He
suggested that foreign language education shoydmdeon comprehension of texts and

acquiring information.

On the other hand, the expected success did ngiechapm the above-mentioned
school. In 1939, National Education Council sugegghat, if necessary, students should
be provided with one-year foreign language edunaéfier senior high school, thereby
enabling them to acquire their own foreign langualye a consequence, the authorities

121t refers to Tiirk Dil Kurumu.
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made attempts to initiate foreign language teadtkrcation. They set up a school of
foreign languages to educate teachers of foreigguages under the umbrellaisfanbul

University.

Atatirk required the Turkish parents to educatér tti@ldren well on their own by
supporting the state. Accordingly, private Turkisthools were launched. As a result,
Turkish Education Associatidhwas set up in 1928. It attempted to open school9BO-
1931 education year. TEbAnkara College started its education with its kirghrten in
1930-1931 education year. It continued with itsvfaiy and secondary education as of
1931-1932 academic year. English preparatory cdassee begun in 1951-1952 education
year. TED Ankara College was the first school geby the association. Moreover, it was

the first private Turkish school to make use of ligtgas the medium of instruction.

TED Ankara College’s consolidated English instroes, which continued until
1951-1952 education year, caused other privateotstibat would present consolidated
foreign language instruction to be establishechasparents wanted their children to learn
foreign languages better (Demirel 2010). As a tedateign language instruction was
given great importance in those schools that ptedenonsolidated foreign language
instruction. The duration of the foreign languagstruction in these school’s programmes

was increased.

Following the developments in the internationahtiens after World War I, mass
communication gained significance for informatiorcleange. English language teaching
was given priority in education. The colleges whieére supposed to teach in a foreign
language came into existence as of 1955. Latesetbelleges were called Anatolian High
Schools as of 1975.

Apart from such western languages as English anan&g Latin language was
taught in high schools. It included a five-hourtiostion in a week. The instruction
consisted of Latin grammar, comprehension of regdand translation. This education
lasted from 1940 to 1960.

As stated above, the foreign language educatigkrabic and Persian was abolished

in 1927. Students were not accepted into religioigh schools. These schools launched

13t refers to Tirrk Bitim Dernesi abbreviated as TED.
%1t refers to Tirk Bitim Dernei.
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their education again in 1953. Students were taédghbic and Persian in addition to a

western language.

Civil service foreign language examinations to potenforeign language learning
among public officers came into existence as 0f919&cording to the regulation in the
Official Bulletin in 1939, the public officers wheished to be promoted to a higher status
and to receive monetary award were supposed todraegamination in which they would
translate a text from Turkish to the foreign langeiahey chose or vice versa. The
examinations were implementedistanbul University and Ankara Faculty of Languages,
History and Geography. The foreign languages ir@I¥*rench, German, English, and
Italian. They were executed twice in a year. Tlpgli@ation was abolished in 1965 thanks

to New Personnel Law 657. The application of prrmey was launched again in 1997.

The regulation titled Foreign Language CoursesPiablic Institutions was issued in
1968. Accordingly, Foreign Language Education Gefdr Public Officers was set up to
educate those who were to go abroad. The instngtiocluded English, German and

French. They were mainly implemented by the instmscof Gazi Education Institute.

French language teaching was viewed as the topuat&in in secondary education
until 1950. However, the number of the secondakgllestudents of English language
teaching exceeded the number of the students oickrianguage teaching in 1953-1954
education year. German language teaching becamsetiond foreign language teaching
following English language teaching in 1980-198ademic year.

The instructions in foreign language education ddpd on comprehension of
reading and translation of texts into Turkish dgrihe first period of republic. On the
other hand, they gave priority to grammar in seaeoypcducation. As a consequence, it
was assumed that these instructions were not sfotess required. Thus, foreign

language education courses outside school werenbegu

The secondary education programmes from 1949 t@ a&fiied to enable students to
read and comprehend the texts. According to thesgrgmmes, the students were

supposed to speak by using simple sentences.

As pointed out above, the teaching methods of gordanguages were based on
grammar translation method before republic eratlher words, the students depended on
grammar and translation. Nevertheless, the teaanigitpods in the first years of republic



18

period were supposed to be direct method (Demit®&88). Direct method was expected
to be widespread in educational institutions thatksk. V. Gatenby as of 1944.
Accordingly, students would do exercises with therds they learnt by heart. The students
would continue to speak regardless of mistakes tmagle during their speech. The
mistakes would be corrected after finishing th@eech. It is assumed that audio-lingual
method was partly implemented in 1970s. This mettaded with the course book titled
An English Course for Turks. The series of thesekbavere written in connection with
the Council of Europe, thereby focusing on struadtwituational teaching and including
mechanical drills. However, the course books thadents followed in Anatolian or other
high schools offering intensive foreign languageneafrom the countries where their
foreign languages were spoken. Although the otba&ching methods were expected to be
applied in foreign language teaching, grammar tedio® method was not abandoned.

This method has dominated foreign language educétioa long time.

As mentioned above, foreign language teaching wppased to be based on audio-
lingual method in 1970s. Accordingly, students wabée to understand what was talked
about and speak in a way that was understandabky Would express their feelings in

writing.

As for students who attended vocational schools,dim of the foreign language
teaching was to improve their professional skiigheir foreign language by making use
of translations, improving grammar, comprehensiérreading and learning technical
words. Preparatory classes were begun in vocatamaltechnical schools in 1983-1984
academic year to proceed to teach in a foreignuagg These schools were called
Anatolian Vocational and Technical Secondary Edaoalnstitution (the Official Bulletin
of MONE 1983).

The aim of foreign language teaching in higher atioa institutions before 1980
was to enable students to read and comprehend lwokiseir domain of science. The
students were expected to translate texts in agforianguage into Turkish. However,
according to the regulation of Teachers’ High S¢lesued by the Board of Education and
Discipline, the students were supposed to undetstdrat was talked about, to speak and

comprehend what was written in a text in their igmdanguage.

In some universities such as Middle East Technidalversity and Bgazici

University foreign language education is presente@nglish. The students who prefer
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these universities must sit for a proficiency exaation in English at the beginning of their
education. If they do not succeed in the examinatihey must attend a one-year
preparatory class in English to cope with the stutbj@ the following years. The
preparatory classes aim to enable students to waptieeir proficiency of their foreign

language. Thus, foreign language education hasibesrsively presented in these classes.

Foreign language education has been implementpdvate educational institutions
for a long time. The private educational instita8dhave been working in line with the law
of private educational institutions published ire tDfficial Gazette on 18 June 1965.
According to this law, these institutions are undespection and supervision of the
Ministry of National Education. These institutiomggulation and curriculum are approved
by the ministry. Today, private educational ingtdos are regulated according to the Law
of Private Educational Institutions approved one®iiaary 2007 and issued on 14 February
2007. This law regulates private schools estabdidhe foreigners as well. However, the
Ministry of National Education has the right topest them.

In addition to the above mentioned educationaituisdns, there are private foreign
language teaching courses implemented by suchreuttentres as Turk-American and
Turk-British in big cities such as Istanbul and Ark These centres assist learners in
improving their proficiency of English.

1.1.1 The influence of other countries on foreigrahguage education

Following the Turks’ adoption of Islam, Arabic arRkersian became prominent
foreign languages. Furthermore, the rulers andl@cteials made extensive use of them in
correspondence. However, there was a discrepanepadral life with respect to use of
languages. Turkish was their mother tongue, andthey used those above mentioned

languages.

On the other hand, it is not surprising that thek¥uused Arabic and Persian
languages as its bordering countries included taesi#hs and Arabs. Moreover, the
Seljuks and Ottoman Empire had close relationshigsthem.

Following the Ottoman Empire’s relationship withethwestern world due to
economic and political reasons, western languagésed significance. However, there
were few Muslim Turks who were familiar with thelseguages. Thus, the contacts with
the western countries were carried out by mingrtyups by means of translation.
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French gained prominence as the rulers decided ddemize the Turkish army
forces. Following the Tanzimat Period, modernizatwwas accelerated in other areas as
well. Nevertheless, there were no books writteifuinkish to pursue these modernization
movements. Thus, French books were utilized by mediriranslation. France had great
impact on spread of French among intellectualshen @ttoman Empire. Following the
French Revolution, spread of French was accelerated

Prior to World War |, close relationships with Gemmy were established. German
language became important due to military connestiéermany had a huge amount of
influence over spread of German in the Ottoman Eengnd the Republic of Turkey. The
scientists who escaped from Hitler's oppressivamegcame to Turkey. Most of them

worked for Turkish universities. As they spoke Genptheir language became prominent.

The English language was introduced to the OttoErapire by means of trade with
the English and American people. However, agreesneste carried out with the help of
translations done by the minority groups. Frencth @erman were replaced with English
after World War 1. Following America’s victory aget the other countries, relationships
with this country were accelerated. These relatigpsshad impact on English language

teaching in Turkey.

Today, English is the lingua franca due to usentdrinet, diplomacy, economy and
education. It is assumed that the number of noiwvanapeakers of English exceeds the
number of native speakers. Thus, the school cuancun the countries with respect to

foreign language teaching has recently been diedussder the term ‘World Englishes’.

The Russian language gained significance aftefriggnentation of U.S.S.R. at the
beginning of 1990. Following this event, relatidsetween Russia and Turkey improved.
Trade between these countries was accelerated., ThasRussian language gained
importance. As a result, Turkish businessmen haltdm Russian to do business with
Russian counterparts. On the other hand, tourissmhiz@ an impact on spread of the
Russian language. Consequently, Russian languagphing has taken place in some
schools’ curriculum. Furthermore, it has been taugh courses. For example, Turkish
Education Research Cerlftéeaches Russian. Furthermore, some universities imade

room for Russian language teaching. For examplgkd&d University has a department of

' Turkish Education Research Centre (TOMER) teachesws languages in some parts of Turkey.
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Russian translation and interpreting. Gazi Unitgrdias a department of Russian

Language and Literature.

As a result of relations with Japan and China, dapa and Chinese have been
regarded as necessary due to the economic issuese Two languages have been involved
in some schools’ foreign language programmes. Kample, Canakkale Onsekiz Mart
University has a department of Japanese languaghits.

1.1.2 The influence of globalization on foreign laguage education

Foreign language teaching policy has been influétgethe spread of English in the
world due to globalization, economy, and innovagion technology and computer. As
English is the common language of international mamication, it is the most demanded
language. Thus, it is mostly taught worldwide. Tokkowing reasons may be put forward
in connection with the spread of English in the @©Oral 2010: 61):

» The enduring effects of British colonialism,

* The influence of USA as a strong power due to atipal, technological,

economic and military effects since the end ofWarld War I,

« The influence of globalization which has speededingpe the collapse of
the Soviet Union and culminated with the greatorngtof America,

Some languages gain importance between speakerspeak different languages.
English is one of these languages treated as adifrgnca. Thus, people make use of it in
a wide range of areas in the world. It is assurhedl there has never been a language that
has spread as English in this century. When thd faeinternational communication via

internet came into existence, the spread of Engltsielerated.

As stated previously, the reasons for the spreadtmglish may precisely be
globalization, technology, diplomacy, economy amdnmunication. As a result of this

situation, it is suggested that non-native useisngflish outnumber the native users.

Kachru (1992) states that the spread of Englisbssccultures includes two parts.
One of them refers to those who speak English eis finst language, and the other refers
to those who speak it as an additional language.inyportant amount of the world’s
population makes extensive use of English as anseopforeign language. This situation
brings about many issues in foreign language edurcablicy, English language teaching

and learning, curriculum planning, and methodology.
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On the other hand, the use of English as a lingalach has implications for such
issues as curricula of teacher training programsggetstanding the sociolinguistic side of
the foreign language, and methodology of teachimd laarning. Thus, as the non-native
users of English outhumber the native users, thmeign language education policy is
supposed to be evaluated and designed in connegtibrthis situation. Furthermore, as
stated previously, this situation has recently beéscussed under the umbrella of world

Englishes.

As for the current sociolinguistic side of Engligkachru (1992) views it as three
concentric circles. These circles refer to the fiunmal load, the sorts of spread, and the
particular ways of acquisition of English in diféett cultural contexts. Accordingly, the
Inner Circle, which includes USA, UK, Canada, AaBfr and New Zealand, represents the
traditional, cultural, and linguistic bases of Hall The Outer Circle, which consists of
such countries as India, Pakistan, Kenya, and &b, feefers to the institutionalized non-
native types that stem from colonization. The Exjwag Circle, which consists of such
countries as Turkey, China, Japan, and so forgiresents the performance varieties of
English in terms of EFL contexts. The Expandingcléirdoes not have official position.
Furthermore, it has limited use of the languageisT because of being restricted in use of
the foreign language, these countries are suppiseéeésign their own foreign language
education policies unlike the countries involvedha Inner Circle and outer Circle.

1.1.3 The influence of the Council of Europe on fa&ign language education

The Council of Europe, which is an intergovernmkeatganization, was established
on 5 May 1949 by 10 countries. Today, being base&trasbourg (France), it has 47
member countries. It aims to develop common andodeatic principles in Europe.
Furthermore, it seeks to find common solutionshe thallenges that European society
encounters. It consists of the Directorate GenefaEducation, Culture and Heritage,
Youth and Sport which contributes to cultural, eatianal, youth, and sport issues in
member states. It has three subdivisions such @tOrate of Education and Languages,
Directorate of Culture and Cultural and Natural ikkgre, and Directorate of Youth and
Sport. They have also subdivisions. These subdivéshave their own tasks to deal with.
Furthermore, the Council of Europe seeks to suplpeguistic diversity and language
learning in the field of education. According torgpean Cultural Convention signed on

19 December 1954 and ratified on 5 May 1955, thev@ntion aims to promote mutual
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understanding among peoples of Europe and recibmareciation of their cultural
diversity. It also encourages the study of langaadfewas also signed on 19 December
1954 and ratified on 10 October 1957 by Turkey (@dwf Europe 2011).

It does not approve the idea of favouring one laggu as the medium of
communication in the European Union. It put forwasdesolution on 25 January 1969:

« if full understanding is to be achieved among tbhentries of Europe, the
language barriers between them must be removed,;

» linguistic diversity is part of the European cuétuheritage and it should,
through the study of modern languages, provide wacsoof intellectual
enrichment rather than be an obstacle to unity;

« that only if the study of modern European langudgssomes general will

full mutual understanding and co-operation be fdssn Europe;

* a better knowledge of modern European languagek leald to the
strengthening of links and the increase in inteomatl exchanges on which
economic and social progress in Europe increasitghends;

* a knowledge of a modern language should no longerelgarded as a
luxury reserved for an élite, but an instrumenirdbrmation and culture
which should be available to all (Council of Eurd869:2).

The European Centre for Modern Languages (ECMBpigstitution that belongs to
the Council of Europe. It is situated in Graz, Aiastlt works as an agent to promote the
teaching and learning of languages in collaboratigh the language policy of the Council
of Europe. It supports member states in implemgnlamguage education policies and

practices together.

The Language Policy Division implements intergoveemtal co-operation
programmes whose projects concern language edncptiicy. The Division has been
functioning since 1957. The Language Policy Divisibas developed a number of
instruments for the purpose of presenting standardenguage education. These are
Common European Framework of Reference for Langua@EFR) and European
Language Portfolio (ELP). They are arranged foringgdanning and assessing foreign and
second language learning in order to promote ioten@l competence (Council of Europe
2008).

The Council of Europe issued the Common Europeamdwork of Reference for
Languages in two draft versions in 1996. Subsedyetite document was revised and
published in English and French in 2001 as theldaekl on it was obtained from a large
number of users (Little 2001). It mainly aims toppart plurilingualism and the

development of the linguistic diversity of the peoprhe CEFR, which is a reference
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framework, describes a number of proficiency levelsforeign language learning.
Accordingly, it suggests three levels of foreigndaage proficiency. These are A1 and A2
(basic language user), B1 and B2 (independent Eggyuser), and C1 and C2 (proficient
language user) (Heyworth 2006). In short, a baseér san understand and produce simple
expressions. He or she can interact in a simple wayindependent user can understand
concrete and abstract topics. He or she can deserperiences and events. A proficient
user can express himself or herself fluently anglarty. He or she can understand

everything he or she heard.

The Language Policy Division has developed the pema Language Portfolio as a
supplementary instrument in support of plurilingsia which relates CEFR to learners’
needs. The European Language Portfolio was dewetlape piloted by the Language
Policy Division of the Council of Europe from 19%til 2000. Subsequently, it was
launched during the European Year of Languages (8@cil of Europe 2011). It is a
kind of document in which learners personally cacord and reflect on their language
learning and cultural experiences. Accordinglgriables learners to take responsibility for

their learning whether they are at school or oetsichool (Council of Europe 2008).

The ELP consists of three parts. It involves a leagg Passport that its owner
regularly updates. The learner is provided withrid where his/her language competences
can be defined according to common criteria acceptecurope. The Europass Language
Passport is an electronic version of the standamiguage Passport for adults. It can be
completed on line. The ELP also includes Languaiggrdphy which defines the owner’s
experiences in each language and which is arratoygdide the learner in planning and
evaluating progress. At last it includes the Dasgihere the learner collects samples of
his/her personal work and other documents as ew&ai his/her competence in the
languages s/he is learning. Portfolio models vagoeding to countries and educational
contexts. They have been accredited by the Europsaguage Portfolio Validation

Committee.

The ELP was initiated with the official approval tife Board of Education and
Discipline in 2001. Moreover, the annual ELP sem8n2001-2004 were organized and
funded by Turkey, Portugal, Italy, Luxembourg, &ain (Scharer 2004). In the first
stage of language project 20 state schools andpiawaite schools in Ankara and Antalya

were selected as pilot schools and applicationshi@mpilot studies were initiated in these
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schools. Teachers of English were admitted to mise training prior to pilot
applications.

The activities executed between the Council of parand Turkey with respect to
foreign language education were initiated in 198&ommission was established so that
foreign language education could be efficiently lienpented at that time. Accordingly,
education programmes were revised and preparatiene made to publish books. ‘An
English Course for Turks’ for English classes, ‘Wirnen Deutsch’ for German classes,
and ‘Je Parle Francais’ for French classes weréghda for the purpose of using them as
of 1972.

The activities of development and modernizatiorfaséign language education in
secondary education were initiated with the Cerfitne Foreign Language Education
Development. Education programmes and course baeks prepared by means of the
relationship between this centre and the CounciEofope (Demirel 2005). This new
programme took place in the Official Bulletin of N& issued on 4 June 1973. The
decision made by the Board of Education and Dis@plstipulated that the foreign
language programmes in lower and upper secondargaédn beginning from the first
grade of junior high schools should be implemerdsdof 1973-1974 and the foreign
language course books prepared according to theystém should not be used as of 1974-
1975. The above Official Bulletin of MONE number&d47 put forward suggestions on

teaching materials outlined as follows:

» Students’ books and workbooks should include pagtuhat will crystallize

the text.

* The objectives of syllabus and methods should faleee in teachers’
guidebooks.

» Sentence patterns and vocabulary to be taught ghest in teachers’
guidebooks.

e Students’ books should include dialogues and rgppassages, and attract
students’ attention.

* Workbooks should be prepared in parallel with stiistebooks and consist
of additional exercises.

The above Official Bulletin of MONE suggested thbjemtives of the foreign
language education programme. Accordingly, the aive of the foreign language
education programme is to enable students to:

e understand the foreign language when it is spokeoranal speed,
e speak in an understandable way,
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* read easily and understand what s/he reads,
e acquire the ability to express his or her thoughtsriting,
Finally, the above mentioned Official Bulletin of QINE put forward the following

teaching methods:

* Teaching should be implemented in the foreign laggu

« The mother tongue should not be used except foagatbky cases.

e« The meaning of the unknown words may be explaingdnbking use of
pictures, synonyms, and antonyms.

e Teaching should be based on oral exercises.

» Abstract grammatical rules should be avoided.

« Firstly, teaching should include listening and Heg and then it should
involve reading and writing.

» Translations should not be done except for obliyatases.

1.2 The history of English Language Teaching in Tikey

English language teaching has gone through drelséinges since it was introduced
in the programmes of educational institutions inkBy. Duration of English instruction
has changed thanks to policy changes in educat@obalisation and technical

developments in science have led to curriculum gaatn the Turkish education context.

English language teaching in Turkey has been gmere importance since Turkey
became a member of NATO in 1952 and started negwisawith the European Union
with the aim of receiving full membership. Thus,dgiish received precedence over such
western foreign languages as French and GermarayJdehglish is the sole foreign

language taught as a compulsory subject in theiSludducation context.

The introduction of the English language into th&Kish education context dates
back to the Tanzimat Period when modernization wedternization were regarded as
necessary in the area of armed forces. There wereesources in Turkish to follow
technological developments at that time. Thus,rtihers benefited from the books which

were written in foreign languages.

The first significant step in English language teag was to establish Robert
College. It was set up with the help of Americateeprise. Teaching through the medium
of English was initially implemented by this schobhter, its land was handed over to

Bogazici University.
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English began to play a significant role in the damof technology, diplomacy,
economy, and communication in the twentieth centitrys not surprising that English
became the only foreign language in Turkey in tBd0k. Following America’s victory
against the other countries in World War |l, Englgained importance compared to the
other foreign languages. Thus, the rulers made rfworiEnglish language teaching in the
curriculum. Furthermore, Turkish parents requirkélirt children to master English for a

wide range of reasons.

Foreign language departments in Gazi Orta Muallimektdbi and Terbiye
Enstitiisi® started their education with French language teadh 1941 to meet the needs
for foreign language teachers. English languagehieg was begun in 1944. It included a
two-year education. This education institute hatlaited its education as Orta Muallim
Mektebi and Terbiye Enstitii5iin 1926. It was named as Gagzjifim Enstitisd® in 1976
and Gazi Yiiksek gretmen Okult® in 1980 respectively. Its name was changed intzi Ga
Faculty of Education within Gazi University in 1982

Duration of instructions in above mentioned edwsainstitutes was raised to three
years in 1962-1963 academic year. Consequentiyastraised to four years in 1978-1979
academic year.

There were demands for English language teachinthen1950s. Consequently,
Maarif® Colleges were opened in 1955 to meet the needshéwe demands. These
schools which taught in English were openedstanbul,izmir, Eskiehir, Diyarbakir,
Konya, and Samsun. These colleges were viewedghssichools through Ministry of
National Education’s circular dated 09.03.1974 aodnbered 11108. Later, they were
named as Anatolian High Schools through the circdited 01.12.1975 and numbered
11459.

'® Gazi Faculty of Education started its educatioCaiege of Secondary School Teacher Training (Orta
Muallim Mektebi and Terbiye Enstitlist) in 1926. isme was changed into Gazi College of Secondary -
School Teacher Training (Gazi Orta Muallim Mektahd Terbiye Enstitlist) in 1929. It became Gazi
Institute of Education in 1976 and College of Teachraining offering 4 years of education in 1988.
name was changed into Gazi Faculty of Educatiobdigg attached to Gazi University in 1982.

7t refers to College of Secondary School Teachaitilhg.

'8t refers to Gazi Institute of education.

191t refers to College of Teacher Training.

20|t refers to education.
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A special regulation with respect to Anatolian Hi@thools, Galatasaray High
Schoof?, andistanbul Boys High School which teach some subjecssforeign language
was issued in the Official Gazette dated 27.10.18¥%bnumbered 15747. Accordingly, the
aim of these schools was to teach their studefageggn language, to enable them to finish
their secondary education through this foreign legge, and to get them to complete
efficiently their high education at home or abramith the help of it. The students who
completed the fifth grade of primary school and id exceed the age 13 could apply for
these schools. It was necessary for the studemp@s®the entrance examination in order to
be admitted to preparatory classes. Timetablesoapdr by the Ministry of National
Education were implemented in the first and sedenas of these schools. The aim of the
foreign language in preparatory classes was to rntaketudents ready for understanding
the topics in Maths and Science that were taughhat foreign language by means of
reading, writing, speaking, and listening. The 2uhforeign language education was
allocated 2-4 hours to Science and 2-4 hours tchdat the second term of preparatory
classes. The aim was to familiarize the studentls terminology so as to enable them to
pursue these subjects. The allocation of hourssfmaking, reading, punctuation and

composition in the foreign language teaching wéiddethe foreign language teachers.

Following World War Il, European countries soughtestablish relationships. They
had gone through severe devastation. Sir Winstamrddill required the states of Europe
to be united, thereby promoting the creation of@oeincil of Europe. As stated above, the
council of Europe was founded on 5 May 1949 byTeaty of London. It has had impact

on foreign language teaching across European agesmticluding Turkey since then.

The European Union was established following WoN@dr |l for the purpose of
preventing further violent conflicts among Europemuntries. The original aim was to
combine countries together by means of industma aconomic cooperation. Thus, the
European Coal and Steel Community was establishel®b1 with six members by the
Treaty of Paris. Turkey first applied for associatembership in the European Economic
Community in 1959. The Ankara Agreement was sigmedl963. It submitted its
application for formal membership into the Europ&mmunity in 1987. On the other
hand, Turkey has been trying to be a member of f@amo Union for a long time. This

situation has long influenced Turkey’s foreign laage education policy.

21|t refers to Galatasaray Lisesi.
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There have also been close relationships with socimtries as America, England,
France and Germany for foreign language teachingesd@ relationships have been
implemented by means of culture centres. A widgyeaof resources have been provided
thanks to these centres. Moreover, foreign languweageerts have come to Turkey. For
example, Professor E. V. Gatenby worked as a fauiuructor in Gazi Education
Institute from 1944 to 1952. He caused the audigdal method to be used in education.

The Council of Europe has carried out a great déalrojects to promote living
languages. The Council of Europe’s experts develdpe term ‘The Threshold Level in
the mid 1970s. The term was related to what a é&ashould be able to do when using the
language independently for communication in a cguim which that language was
spoken in everyday life. Thus, the learner hadetobgsic skills to communicate on a daily

basis.

Following the relationships between Turkey and @meincil of Europe, the Official
Bulletin of MONE issued on October 11, 1971 outtirbe English curriculum of public
schools implementing English medium education.dntions the objectives of the foreign
language education. Accordingly, the objectivestted foreign language education in
secondary schools are assessed as general anal.sBecieral objectives are to contribute
to personal development of the students. Specigctbes have practical and cultural
features. Practical objectives which refer to pdowy the ability of comprehension and
expression are to enable students to:

* Gain the ability of understanding the language thapoken at a normal

speed,

* Gain the ability of speaking in an understandaldg,w

« Acquire the ability of reading easily at a normpeed and understanding

what s/he is reading,

* Obtain the ability of expressing their thoughtsuiriting,

The above bulletin asserts that cultural objectiaes to enable students to be
acquainted with the country whose language they leaening and to penetrate the
country’s culture. The above mentioned objectivesimplemented in accordance with the
students’ age and capacity. Education will be im@eted by means of the target
language. Students will be made to do speakindistahing drills by making use of daily

situations. The native language will not be useamwhdoing the drills. Moreover, since
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translation from the mother tongue to the targeglege requires special proficiency,
students will not be made to do translation withmaistering the target language.

The modernization and development of foreign lagguéeaching in secondary
education were begun by means of the Centre foreDpment of Foreign Language
Education set up in 1972 alongside the Board ofcktion and Discipline. Foreign
language education programmes and textbooks wepaprd by means of the relationship
between this centre and the Council of Europe. grlogramme was issued in the Official
Bulletin of MONE in 1973. Education methods, matks;j and foreign language principles
were outlined with respect to secondary education.

On the other hand, such organizations as IN&HBnglish Language Education
Association) and British Council have been utilizegoromote English language teaching.
INGED was founded in 1995. It aims to bring togetBaglish language teaching staff
from all levels of education in Turkey. Furthermoiteaims to assist English teachers in
exchanging professional experiences, opinions, fartings by means of seminars and
workshops, thereby developing English language atut by employing new scientific
methods and techniques. INGED is also a membeABEFL (International Association
of Teachers of English as a Foreign Language) andsaociate of TESOL (Teachers of
English to Speakers of Other Languages). As fotidriCouncil, it is the organization
which aims to develop cultural relations betweemyl&nd and the other countries. It has
been working in Turkey since 1940. It aims to préen&nglish language teaching in

Turkey.

There were drastic changes in foreign language atbunc policy as of 1980. To
begin with, Foreign Language Teaching and Leariiogwas approved in 1983. This act
regulated foreign language education implementeeduncation institutions. According to
this act, the language of instruction in secondatycation is determined by the Ministry

of National Education.

The activities of foreign language education progres accelerated in the 1980s
and a commission was established for the purposgregaring the programme of the

Anatolian high schools. This programme was issuethe Official Bulletin of MONE

22t refers toingilizce Egitim Dernegi.
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dated 13 August 1984 and numbered 2170. The phascgf the programme are outlined
as follows:
* The development of four basic skills in languageckeng constitutes the
basis.

» Teaching should be meaningful and functional airaetheeting students’
needs.

» Teaching should be implemented by providing exasiple

* Learning should be based on practice.

e The language used during course hours should blskng

» Teaching techniques should include presentati@ttioe, and production.

» Teachers should not merely adhere to the known adstland techniques
but they should be creative and productive.

Such materials as flash cards and film strips whwoluld be used with new books
were sent to schools. Furthermore, teachers ofgiodlanguages were supposed to make

use of language laboratories.

As English was viewed as indispensable for keepipgwith new technological
developments and for pursuing career developmém, number of schools offering
English language teaching increased. There weretohama high schools and private
schools among these schools. In addition to thelseas, high schools called Super High
School§® which offered intensive English teaching were lelithed and started their
education as of 1991-1992 education year. Theseotltontinued their education until
2005. They were combined with Anatolian high scead of 2005-2006 academic year. In
other words, Anatolian High Schools and Super Higimools were gathered under the
umbrella of Anatolian High Schools. The educatiorsénior high schools was raised to 4
years at that time. This application excluded thedents who attended these schools
before 2005-2006 academic year. Furthermore, Bngligsparatory classes were abolished.
The aim was to extend English language teaching ayeeriod of time. The other reason
was that the students’ education load would abEte. accession of Turkey to European

Union had an impact on this resolution.

Turkey brought about innovations in foreign langai@glucation policy with respect
to secondary level education. First of all, thericulum of the Anatolian high schools was
revised. Prior to changes in the curriculum, Anatolhigh schools had seven-year
education that admitted graduates at the age dfald primary education. The students

received one-year preparatory English educatiomvthey started their education. In the

% They refer to Siiper Lise.
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second term of the preparatory education, ScieandsMaths classes were introduced to
familiarize them with basic terminology related tbese subjects. Following the
preparatory education, they continued their nore@dlication. In addition to English,
second foreign language was taught. Such subjecBi@nce and Maths were taught by
means of English instruction. The teachers who hlatigem were employed among the
graduates from universities which presented Engdsha medium of instruction. In
addition to these graduates, those who receivedapmmurses for English as a medium of

instruction were also employed to teach ScienceNdatths in English.

On the other hand, the above mentioned instrudtamh setbacks from the students’
viewpoint. First of all, there was a shortage o#lified teachers to present English as a
medium of instruction. The students had difficuitty coping with the books written in
English. Moreover, there was a mismatch betweenrtsieuction and central university
examination as the questions in this examinatiomewwesented in Turkish. In other
words, the students received instructions in Ehghed tried to answer the questions in
Turkish.

Discussions on abolishment of English as a meditimstruction were held due to
the unfavourable results. Although abolishmenthad sort of instruction was high on the
agenda, the authorities made room for it considesome particular schools. The
regulation took place in the Official Gazette is$ue different dates. According to the
article 18 of the Official Gazette dated 5.11.1989d numbered 23867 as regards
Anatolian High School Regulation, Maths and Sciemstructions are implemented in a
foreign language. However, these subjects are taaghurkish if any teacher to teach
them is not available. This regulation was issuethe Official Gazette dated 18.12.2004
as well. Accordingly, instruction of the subjects implemented in Turkish. However,
Maths and Sciences (Physics, Chemistry, and Biglogyn be taught in the first foreign
language if at least 12 students demand it andesather to teach them in this language is
available. As a result, English as a medium of leg is not used any longer in most of

schools offering intensive foreign language exdéepparticular schools.

The education system in Turkey included a five-ygaimary, a three-year-
secondary, and a three year high school educatimchvaimed to prepare the students for
high education. This system was changed with the ¥806 dated 18.08.1997 in the

Official Gazette. According to the article 1 of ghiaw, primary education institutions
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consist of eight-year schools. Moreover, continuedsication is implemented in these
schools and those graduating from them are prowd#da diploma of primary education.

The 1997 ELT curriculum was designed to promotegin@ity of English language
teaching for the purpose of complying with the laage teaching standards of the EU
(Kirkgoz 2009). It depended on communicative lampuaeaching. In other words,
teaching would depend on using language for a rafgarious purposes and functions.
Furthermore, students would improve communicatiath maintain interactions in English
by means of this approach. The Ministry of NatioBdlication designed the textbooks for
the students in Grades 4 and 5 in line with the aessiculum objectives.

The aim of the 1997 curriculum was to extend theation of primary education
from five to eight years. In doing so, it combinadnary and secondary education which
would last eight years. Furthermore, the 1997 culum had implications for English
language teaching. Accordingly, English languageheng was introduced in the fourth
and fifth grades of primary education. Thus, thpidoof Teaching English to Young
Learners (TEYLs) became prominent. Furthermorechie@ English to young learners
was introduced in teacher education curricula. Staeents in Turkey have been attending

an eight-year education since 1997.

Following the 1997 curriculum, support for Basic ugédtion Programme was
implemented from 2002 to 2007 in collaboration wiile European Commission. It was a
five-year project. It aimed to activate everybody €ducation, build new schools in rural
areas, support new curriculum, and promote edutatioth new textbooks and
professional development. It supported the Ministr\National Education to improve the
quality of basic education with respect to techggland teaching conditions. It had
implications for English language teaching. It ailte promote English language teaching

by introducing effective ELT classroom skills ardhniques.

English language curriculum for primary educatiorcluding Grades 4-8 was
prepared by the specialization commission and agprdy the Board of Education and
Discipline on February 2, 2006. The commission sleaith the curriculum in many
respects. Accordingly, it describes physical, cbgej socio-emotional, and
communicative development of young learners. Moeeoit puts forward what kind of
activities they should pursue when learning fordagmguages. It involves a large number

of variables in the foreign language teaching. &mample, it asserts that the teachers of
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foreign languages should make use of simulation @rnatization activities for the
teenagers. Furthermore, it suggests that a teashkable to deal with a number of
problems without getting support from the studepts’ents. On the other hand, teachers
are provided with useful tips on how to implemem English classes. They are given
sample lesson plans. The commission mainly puteda the following suggestions
(Ersoz et al. 2006)

* The activities that take place in students’ bookeutd be suitable for
development levels of the students.

» Learner-centred approaches should be adopted.

* The goals and objectives should be based on aidmatinotional and
skills-based model.

* A wide range of activities including singing, plagi drawing and dancing

should be used to teach English to the youngsters.

» Teachers should enable their students to commenicdinglish.

Close contacts were built up with England and Ao@eto promote English language
teaching in Turkey. To begin with, schools madesesgive use of publications in these
countries. The experts from these countries wenmswuted about English language
teaching programmes which took place in the culwiou For example, the authorities
benefited from L. Faucett and E.V. Gatenby, whoewknguists. Accordingly, audio-

lingual method was introduced to Gazi Educatiornitune.

As for the English textbooks used in schools, thaye been determined by the
Board of Education and Discipline attached to Mmyi®f National Education and issued
in the Official Bulletin of MONE. The English textlbks that were benefited from 1940 to
1993 are listed as follows:

Table 2.2 The English books taught in Turkey’s schools from 1940 to 1993

Years The author Schools The title of the book

1940-1949 Dr. L. Faucette Junior high schools | English Course Book

Senior high schools

Dr. L. Faucette English Course Book
1950-1953 Dr. L. faucette Junior high schools| English Course Book
E.V. Gatenby A Direct Method English Course

Senior high schoolg

Dr. L. faucette English Course Book
E.V. Gatenby A Direct Method English Course
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1954-1959 Dr. L. Faucette Junior high schools| English Course Book
E.V. Gatenby A Direct Method English Course
Nurettin Sevim-Emcet Ais English in Turkey
Senior high schoolg
Dr. L. Faucette English Course Book
E.V. Gatenby A Direct Method English Course
1960-1968 Dr. L. Faucette Junior high schools| English Course Book

E.V. Gatenby
Nurettin Sevim-Emcet Ais
ibrahim Ozgiir

Dr.L.Faucette
E.V.Gatenby
ibrahim Ozgiir

Senior high schoolg

A Direct Method English Course
English in Turkey
Basic English

English Course Book
A Direct Method English Course
Basic English

1969-1970 Dr. L. Faucette Junior high schools| English Course Book
E.V. Gatenby A Direct Method English Course
Senior high schoolg
Dr. L. Faucette English Course Book
E.V. Gatenby A Direct Method English Course
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As for the textbooks used in the schools that teadfjects in a foreign language,
they have been chosen among textbooks publishéarergn countries that the students’
foreign languages are spoken in. Thus, the syllallish is pursued in the schools that use

English as a medium of instruction depends on thos&s’ contents.

The textbooks used in Turkish universities varyrfrone university to another. The
textbooks which are used are uncertain. They moddpend on foreign language
departments. For example, Canakkale Onsekiz Maitddsity use a book titled Campus
Life that has been written by a commission. Thiskaims to provide the students with
communicative language teaching, thereby employanug skills. It introduces authentic
texts to the students. Prior to this book, thelteaks depended on English instructors’

decision.
1.3 The evaluation of national education council$iTurkey

The National Education Council of Turkey is the Hegt advisory board of the
Turkish ministry. It examines the issues relatedettucation and training and takes
decisions to develop the system of the Turkishonali education. The regulation of the
Turkish National Education Council is arranged adog to the Official Gazette dated
8.9.1995 and numbered 22398. The decisions tak#dreigeneral board of the council are
published in the Official Bulletin of MONE in founonths. The decisions of the council
are regarded as advisory. The ministry makes romnthfe decisions in its programme
according to the order of their precedence. Thastets go into effect following the

approval of the minister of the Turkish Nationalugdtion.

This part of the study scrutinizes the issues wibkpect to foreign language
education within the decisions taken in the natioeducation councils of Turkey
organized to date. The research covers the coustaitting from 17-29 July 1939 to the
present.

According to the first council on 17-29 July 193fiversity students in Turkey
faced the problem of dealing with foreign languagkication. In other words, higher

education had problems with foreign language edwtat-or example, there was no
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foreign language instruction in Ankara Faculty @w. istanbul University had difficulty
handling foreign language instruction due to lasiges sizes.

The first council suggested that it was impossithlat the students who lacked
knowledge of a foreign language would have a gagter education based on scientific
research. The council asserted that the issue refgio language education should be
solved prior to higher education. In other wordi®, $tudents were supposed to learn his or
her foreign language at senior high schools. Theeege three items on the agenda
discussed by the commission composed of profesgarsiversities. These items were as

follows:

* Attendance at foreign language instructions ananéxations is optional.

* Attendance and examinations are compulsory fossthelars and students
applied for attendance at the beginning of the ecacl year.

* Attendance at foreign language instructions isasjati. The students are
expected to attend them during their education rorsommer vacation.
They may have examinations without attendance. Kewexaminations
are compulsory.

The above mentioned proposals were put to the Tdte.first and second proposals
were rejected. Students’ compulsory attendanceratgn language was left to the decree

of the related institutions.

The issue of the initiation of foreign languagectesr education for secondary
education in Turkey was negotiated. According te dommission, it was necessary to
initiate a department that would present foreigrgleage teacher education to the students
who wanted to be teachers of secondary educatibe.cbmmission asserted that there
were complaints about foreign language instructibesause the people who had only
knowledge of the foreign language presented thethowt being required to have a
qualitative teaching post. Thus, the initiatiortlué department of foreign language teacher
education was regarded as useful in terms of varprdagogic reasons. Moreover, the
commission of the first national education courstipgested that the following sources
should be utilized for foreign language teachercatian:

« Attending courses opened for foreign language trachat istanbul
University,

« Admitting a large number of scholars to existingefgn language classes
at Ankara Faculty of Languages, History and Geduyap

* The talented students graduated from teachersitigaischools should be
made to enter German and French senior high schawds American
colleges for girls and boys. They should be madbedoreign language
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teachers after they have been sent to the courftsiesne-year period
where their foreign languages are spoken follovangexamination of the
Turkish language after graduating from these school

Overall decisions that were put forward with refexe to foreign language education
at the first national education council of Turkegre mainly based on foreign language
teacher education. It is not surprising that thenocd gave priority to this issue as there
was a shortage of foreign language teachers. Astgmbiout above, qualitative foreign
language teachers were required to teach foreiggukges. Following the establishment of
the Turkish Republic, the authorities tended tougemore departments at universities for
the purpose of educating more foreign languagehtzac As for foreign language
instruction at universities, the authorities triedencourage university students to follow
scientific developments through acquiring foreiganduage education. However, the
foreign language education was not free of probléerhe prominent problem was that the
schools did not have enough foreign language teachbus, the authorities tended to use
all possible means to find suitable foreign languteachers to employ at schools.

The second national education council held on 153-8firuary 1943 put forward
issues about books used for the purpose of eduacadccording to the council, it was
necessary for primary and junior high school teeche follow auxiliary books and
journals which would develop their professional Wtexige and career. As for the reading
books used at primary and junior high schools, abencil stipulated that the reading
books should be attractive to the primary and juhigh school students. In other words,
they had to appeal to the eye. Accordingly, theupgs that took place in reading books
had to be colourful.

The third national education council held on 2-18cBmber 1946 mentioned the
sources of teacher education for junior high schodélccordingly, junior high school
teachers should be educated at teachers’ high Ischiazulties and high schools of
universities. Foreign language education, pedagagy,general teaching methodology had
to be properly presented at these institutions.

The fourth national education council held on 228agust 1949 touched on
education institutes which were supposed to traachers for junior high schools. The
commission in charge of analysing the issues ajumir high school teachers stipulated
that these institutes had to be properly organizedcerning up-to-date needs and

conditions. The students who would enter a foréagiguage department of the education
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institutes had to pass written and oral examinatiorhe weekly timetable of foreign

language departments of the education institutes praposed by the commission as

follows:

Table 2.3 The weekly timetable of foreign languageepartments proposed in 1949

Lessons Grade 1 Grade 2
The Turkish Language 3 3
Vocational Lessons 4 4
Revolution History 2

The Foreign Language 19 19
The Second Branch 6 4
Total 32 32

As the table shows above, the number of weeklysmtours of foreign language

instruction is 19. The second branch in Grade @ ®urs a week and 4 in Grade 2. The

second branch referred to such lessons as Musysjd@h Education, and Painting Lesson,

for the junior high schools which were supposethtoease would have few teachers who

taught these lessons.

In addition to education institutes, the councilmti@ned senior high schools. The

commission asserted that senior high schools hayk lalass sizes so they had to be

reduced to a class of 30-40 students at most. @nother hand, the commission

complained about teaching methodology in senioh hsghools. It suggested that the

methodology pursued in these schools dependedashdes’ instruction and students’ rote

learning. It implied that the education in Turketlzat time depended on teacher - centred

instruction. Thus, the then senior high school etisl were thought to be deprived of the

ability to research, create, and reason. Moreother, council mentioned the period of

education in senior high schools. The commissiorthef council suggested that such

lessons as the Turkish Language and Literaturehd4&hemistry, and Geography could

be taught in three-year education. It proposedtti@foreign language teaching should be

spread over four years. The issue was put to the 8@ out of 103 commission members

voted in favour of four-year education. The couraijreed to appoint a coordinating

committee to form four-year curriculum of seniogHischools. A draft proposal of four -

year curriculum was prepared. Subsequently, it agreed that it should be presented to

the Board of Education and Discipline. The folloginable indicates the four-year

curriculum of senior high schools proposed:
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Table 2.4 The curriculum of senior high schools appved by the national education
council in 1949

Lessons Grade |Grade |Grade |Grade Total
1 2 3 4

Sci. |Lit. |Sci. | Lit.
The Turkish Language and Literature 4 4 4 3 6 15 18
Philosophy - - 2 3 6 5 8
History 2 2 2 2 2 8 8
Geography 2 2 2 - - 6 6
Maths 5 4 4 7 2 20 15
Physics and Laboratory - 4 4 4 1 12 9
Chemistry and Laboratory 4 3 3 - - 10 10
Natural History 2+1 2 2 2 2 11 11
The Foreign Language 5 5 5 5 5 2( 20
Painting Lesson 1 1 1 1 1 4 4
Music 1 1 1 1 1 4 4
Physical Education 1 1 1 1 1 4 a
Soldiery 1 1 1 1 1 4 4
Art History - - - 1 1 2 2
Weekly Hours 29 30 32 31 29 12p 1p3

Note: Sci. stands for Science and Lit. for Literature.

As the above table shows, the period of foreigmu@age instruction in senior high
schools has advantage over the other lessonstalitesindicates that the authorities at that
time gave importance to foreign language instructiéive hours per week were allotted

for foreign language instruction.

The seventh national education council held on S=g&bruary 1962 touched on
university entrance examinations. It asserted that universities should announce the
students’ levels which they demanded prior to tbmittance of them. Furthermore, it
suggested that the students who did not know amygio language should not enter higher
education. The council mentioned the initiationfa€ulties of education. Moreover, it
suggested that the two-year period of instructidnsome departments of education
institutes training junior high school teachers wast found sufficient. Thus, the
commission members agreed that the instructiorogeari foreign language departments of

education institutes should be raised to threesyear

On the other hand, the seventh national educatemail mentioned colleges and
senior high schools offering consolidated foreignguages. It put forward the following

suggestions:
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* In addition to ministry colleges presenting edumaton probation, senior
high schools which would teach the foreign languagk consolidation by
way of trial should be opened as well.

e Turkish teachers should be trained for foreign lexgg instruction and
some lessons taught in the foreign language iretbelsools.

* It would be appropriate to open senior high schadlering consolidated
foreign languages in various parts of the courgrgferably in the east.

Besides the above mentioned suggestions, the dasgsdrted that commercial high
schools presenting foreign language education ghdwd opened because not only
domestic and foreign commercial activities but alsdernational communication
increased. Furthermore, the council suggestedstaetarial schools which would present
consolidated foreign language education should nigated. As for the institutes that
trained teachers, the commission suggested thaigforlanguage teaching should be
compulsory in these places. Furthermore, it assdhat the teachers who succeeded in
state foreign language examinations should be geoviwith a degree of seniority as a

means of promotion after they entered their tearphofession.

The eighth national education council held from t8eber 28 to October % 1970
mainly touched on Turkish education system inclgdporimary, secondary, and higher
education and provided their definitions. A numbguniversities put forward their reports
as regards the system of secondary education snési@bout entrance to universities. For
example, Ege University complained about foreigngleage education in secondary
education of Turkey in its report. Its ideas armgarized as follows:

Foreign language education should sufficiently bgpleasized in secondary

education. The most fruitless foreign language atioie system of the world is

possibly implemented in Turkey. As the Turkish laage is different from the
western languages, this situation makes the forleigguage education more
difficult. However, contemporary foreign languageathing methods have

been developed. In the west different foreign laggs are taught in a short

time thanks to these teaching methods. Foreignukgg teaching should be

intensive and the students should benefit frombtieks written in their foreign

language.

The eighth national education council proposeddliewing timetable to be used in

lower secondary education:
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Table 2.5 Draft timetable of new lower secondary egtation proposed by the eighth
national education council

Compulsory Lessons Grades

I Il 11
Turkish 6 4 4

Social Studies 4 4 4
Science 4 4 4
Maths 4 4 4
Foreign Language 3 3 3
Physical Education 2 2 2
Music 1 1 1
Painting Lesson 2 2 2

Voluntary Lessons
Religious Education 1 1 -
Total 27 25 24

As the table shows above, the draft timetable bleddnged to the lower secondary
education proposed by the eighth national educatmmcil indicates that the period of
foreign language instruction is lower than the uppecondary education pointed out
above. This situation suggests that foreign languagching was given more importance
in upper secondary education. The table indicatas foreign language education was

viewed as compulsory with a three-hour instructiem week. The period of one lesson
was 45 minutes.

On the other hand, the eighth national educatiamcib touched on basic education
institutions. It asserted that the basic educasidmools were composed of five-year first
stage and three-year second stage of educatiastalitrons. Accordingly, lower secondary
education was the second stage of the basic edacdthe council stated that the draft
regulation of new junior high schools that were seeond stage of basic education was
prepared and would be implemented in all schoolsf 4974-1975. The council suggested

that the following new timetable would be impleneghin junior high schools as of 1974-
1975:

Table 2.6 Weekly course timetable of junior higlschools proposed by the eighth national
education council

Common Lessons Course hours according to the Grades

Grade VI Grade VII Grade VIII Total
Turkish 5 5 5 15
Maths 4 4 4 12
Social Studies 3 3 4 10
Science 3 3 3 9
Foreign Language 3 3 3 9
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Painting Lesson 1 1 1 3
Music 1 1 1 3
Physical Education 1 1 1 3
Morals 1 1 1 3
Total 22 22 23 67
Voluntary Lessons 4-8 4-8 4-8 12-24

(Students get at least four-hour
voluntary lessons every year)
Religious Education 1 1 - 2
Total 26(27) 26(27) 27 79(81)

As the table indicates above, the period of fordégnguage instruction is three hours
a week. It has the same amount of hours as Scitirftas advantages over such lessons as
Painting Lesson, Music, Physical education, and al4orThis table shows that foreign

language education is viewed as significant.

In addition to the above mentioned timetable oiqumigh schools, the council put

forward the following weekly course timetable thatonged to senior high schools:

Table 2.7 Weekly course timetable of senior high Bools implementing modern science and
maths programmes as of 1974-1975

Lessons Grade IX | Grade X Grade XI
(New) (Old) (Old)
Sci. Lit. Maths | Nat. |Lang.&

Sci. |Lit.
Turkish Language and Literature 5 4 5 3 3 6
Foreign Language 4 4 4 4 4 4
Geography 5 2 2 1 1 2
History - 2 2 2 2 3
Art History - - 2 - - 1
Philosophy Group - - - 3 3 6
Psychology - 2 2 - - -
Morals 1 1 1 - - -
National Security 1 1 1 1 1 1
Maths 5 6 2 8 3 -
Natural History - - - - 6 6
Chemistry - - - 6 6 -
Physics - 6 - - - -
Science 4 - 4 - - -
Geology - - - - 2 -
Physical Education 1 1 1 1 1 1
Elective 3 - - - - -
Seminar 1 1 4 1 1 -
Religious Education (1) (1) (1) - - -
Total 30(31) 30(31) 30(31) 30 30 30

Note: Sci. stands for Science, Lit. for Literature draohg. for language.

The above table shows that foreign language ledsaws advantages over the other
lessons. The period allotted for foreign languaggching is four hours per week. This

situation implies that students are expected torgquired knowledge of the foreign



44

language prior to higher education. Furthermore, ¢buncil states that the period of
foreign language lessons in the colleges affiligtethe Ministry of National Education is
nine hours. Therefore, the number of weekly colmsars in these colleges raises to 35
hours. However, the period of foreign languagerutiton in senior high schools in

general is four hours per week.

The above mentioned council’'s suggestions with eetsgo foreign language

education in secondary education are summarizéullaws:

Foreign language is a compulsory lesson for thdestis who wish to attend
secondary education. If necessary, school pringipey organize the foreign
language classes as A, B, and C levels. In thie saslents can be assigned
according to these levels considering their knogtedf the foreign language.
They can take elective lessons instead of thedoriEinguage. They can have
second foreign language among elective lesson®r Alfteir graduation the
students’ foreign language level is registered aB,for C in their files.

The eighth council mentioned in-service training\éites of teachers in general in

Turkey. Its decisions are summarized in the follayvi

Summer and evening schools are opened to enaltbersato get further
training. Courses and seminars are organized dotlibs can be trained in
service. Summer and evening schools are openetiebinstitutions training
teachers. The teachers who complete enough craditgiven the institute’s
certificate. Those who succeed in the courses aminsrs opened by ministry
of education are provided with certificates. To wiextent or how these
certificates are assessed in teachers’ appointmadiyyancement and
transference is organized with the regulations. Haehers who wish to get
further training or develop their profession insided outside Turkey are
provided with leave with or without pay under certeircumstances.

According to the assessment studies report of #wsibns of the tenth national
education council (23-26 June 1981) in 1983, faoreignguage education would be
gradually extended in line with Article 42 of theirKish constitution and the number of
Anatolian high schools would be increased. They ld/dae extended starting from the
densely populated provinces. On the other handgihert provided the number of schools
in Turkey and mentioned the facilities availablghese schools. The facilities reported are

in the following:
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Table 2.8 The number of facilities in the schoolsaported by the assessment studies
report of the decisions of the tenth national edudan council in 1983

Facilities Number
Physics laboratories 243
Chemistry laboratories 358
Biology laboratories 278
Joint laboratories 587
Foreign language laboratories 58
Libraries 580
Sports hall 247
Work and Art workshop 550

As the above table shows, the number of laboraailtted for foreign language
education lagged behind the others. Thus, foresgiguage laboratories would not be

sufficient for the students considering 1118 sch@blthat time.

The eleventh national education council held on BL-June 1982 mentioned the
institutes’ programmes which trained teachers fsideducation institutions. In doing so,
the council contextually categorized the departsasitthese institutes as primary and
auxiliary fields as a model. The following categonglicates the primary and auxiliary

fields with respect to foreign languages, therelghuling the other fields:

Table 2.9 The primary and auxiliary fields of insttutes’ programmes training teachers
proposed by the eleventh national education counails a model in 1982

Primary Field Auxiliary Field

Turkish 1- Turkish Language and Literature
2- One of the foreign languages

3- Social Studies

Foreign languages 1- Turkish

(English-German-French) 2- Another foreign language alongside one
foreign language

Music 1- Turkish

2- Painting Lesson

3- One of the foreign languages
4- Classroom teaching
Economy-Trade-Business-Cooperation- 1- One of the foreign languages
Tourism 2- Agriculture

Education of Religion and Ethics 1- Turkish

2- Arabic

3- One of the foreign languages
4- History

5- Philosophy

As the table indicates above, the council tendechtgsse prospective teachers to be
trained in two fields. As pointed out above, théegary was put forward as a model as it
was not definite. However, these primary and aamilifields would be implemented
according to the conditions of the institutes.
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On the other hand, the council put forward primand auxiliary fields of the
institutes’ programmes which trained teachers fo¥ secondary education in Turkey.

Some of these fields are presented in the followéide:

Table 2.10 The primary and auxiliary fields of insitutes’ programmes training
teachers for the secondary education proposed by ¢heleventh national education
council as a model in 1982

Primary Field Aucxiliary Field
Turkish Language and Literature 1- Foreign language
2- History
3- Geography
Music 1- Painting Lesson
2- Turkish
3- foreign language
Ceramics Arts 1- Painting Lesson

2- Graphic Arts

3- Handicrafts

4- Foreign language
Graphic Arts 1- Ceramics Arts
2- Painting Lesson
3- Handicrafts

4- Foreign language

English 1- Turkish

2- Second foreign language
French 1- Turkish

2- Second foreign language
German 1- Turkish

2- Second foreign language
Arabic 1- Turkish

2- Education of Religion and Ethics
3- Second foreign language

As the table shows above, the council tended tdlenarospective teachers to be
trained in two fields. As pointed out above, théegary was put forward as a model as it
was not definite. Nevertheless, these primary amdliary fields for the teachers to be
assigned in the secondary education would be imgréed according to the conditions of

the institutes.

The eleventh council mentioned in-service trainiofy teachers and personnel
working for the Ministry of National Education. fioing so, it categorized the in-service
training as traineeship, development training, pbng training, and field displacement
training. Accordingly, traineeship is organized fbose who have just taken a position.
They get to know the objective of the institute wehthey work following their preparatory
training. They acquire institutional attitude amtagnize their position and duties in the
institute. Development training is a kind of traigiorganized for the individuals who have

received their definitive appointment. They regtieir forgotten knowledge and skills
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thanks to this training. Promoting training is agad to cause the individuals to be
promoted to high-ranking positions. They shouldchedoreseen success criteria. The
personnel who succeed in this training are providih certificates. Promoting training is
implemented under the authority and responsibilitfyy regional education centres
thoroughly in cooperation with universities in aatance with the objectives and
principles determined by the ministry. In field plsscement training personnel wish to be
trained for the second field. The main objectivetia$ training that has complementary
feature is to meet the need for personnel recruitnre the different departments of the
institution in a short time. As for the teacheleyt may get the positions of management,
inspectorship, and the other expertness fields. dhencil provided the number of in-
service training according to the branches. Acewlyi, the number of in-service training
activities performed in the field of foreign langgaeducation from 1966 to 1977 was 120.
Compared to the number of other in-service trairaogyities in other branches, it can be

regarded as satisfying.

The twelfth national education council held on B8Bine 1988 mentioned eight-
year education and other issues related to educatimstitutions. The decisions that it put

forward are outlined in the following:

Compulsory education is supposed to be increasaigtd years considering
the essence of primary education. Consequentlyangements for the
children’s ages in five and three-year programrhas are consistent with each
other should be made possible. Classroom teachicidgpanch teaching should
be separately assessed according to every age’'gnoepds and developed
educational technologies. As for vocational andhméml secondary
educational institutions, they implement the progmes whose education
period is three or four years based on eight-yeargry education. A one-year
preparatory programme is implemented in the insbitg where some subjects
are taught in a foreign language. Teaching somgstshin a foreign language
in Anatolian high schools and similar private sdsdwas been a harmful way
for Turkish education based on Article 42 of ounsitution, that is, * No
language other than Turkish may not be taught tki$l citizens as their
mother tongue in educational institutions.” Measuege taken to cause the
lessons taught in a foreign language in Anatoleatmical high schools to be
taught in Turkish. In addition to Anatolian techalischools, in Anatolian high
schools Science and Maths taught in a foreign laggushould be taught in
Turkish. It is an unavoidable necessity to give ami@nce to foreign language
teaching in higher education institutions. Howevbere are drawbacks of the
tendency to use foreign languages as a languageluafation in faculties or
departments instead of Turkish so this situatiarukhsensitively be dwelt on.
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The commission’s report on foreign language edanaéind training took place in
the twelfth national education council. It dealtiwthe issues related to foreign language
education in detail. The council involved a widenga of occupational groups in the
commission such as academicians, teachers, andlgatiocipals. The foreign language
education and training commission initially putvi@ard situation assessment related to

foreign language teaching. Its assessment is edts follows:

The first important changes in the west have edistence 1950s. New
language theories and teaching methods have beerloded. Traditional
language teaching has gone through drastic chaf@mssidering the latest
developments in foreign language education in tleeldy the Ministry of
National Education, Youth and Sports has alwayseldged it due to the
relationship with the Council of Europe. Nevertlssleit is seen that foreign
languages are not taught in schools at a desivet despite the state’s positive
attitude, the public’s increasing interest in fgreilanguage teaching, and
measures taken. Students are required to acquimnenaaication performance
in line with the levels determined by the programsnué instruction under
optimal conditions.

On the other hand, the commission asserted thderstsi cannot reach the desired

level due to the following reasons:

Students are unable to perceive the significancehef foreign language.
Foreign language teaching is viewed as a tool eéldping culture rather than
pragmatism. A large number of students cannot npakgress in their lessons
as they do not know how foreign languages can &mieStudents can hardly
use the foreign language in oral communicatiorhascbuntry whose language
is taught is far away. Ease of promotion to a higjtade influences learning in
a negative way. The students in the upper secorathrgation who are anxious
about entering universities do not give enough ingree to the foreign
language which has little impact on general poaars in university entrance
examinations. Moreover, they pass over this edoeatt the end of their upper
secondary education. Instructions are aimed atighray knowledge rather than
providing skills in performing communication. Lesso are not arranged
considering group studies and exercises in commatiait are not sufficiently
included. Teaching materials such as videos andetias players are not
available in most of the schools. Suitable layofittlee classrooms and
necessary classroom atmosphere (U or O shapedaodasdayout) are not
provided due to insufficient number of classrooinsrease in schooling rate
makes education infrastructure insufficient so lasm size increases above
normal. This situation causes problems in Englidsses which a large
number of students select.
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The commission assigned to the foreign languagecatntin assessed foreign
language teaching from the standpoint of pre-seraitd in-service training. It put forward

the ideas of the commission members as follows:

Time allotted for pedagogic applications is not w@ylo during pre-service

training. Furthermore, satisfactory education i$ pvided with the aim of

assessment and evaluation in foreign language iteadh cannot be said that
in-service training courses organized by the mipismeet the needs
considering the present number of teachers of elamrguage. In general,
foreign language teachers are devoid of any chmnuase the foreign language
they are teaching so they cannot display requidncand of language in
foreign language classes.

The commission put forward some suggestions foiptirpose of solving the above
mentioned problems. It suggested that the studiesidrease productivity in foreign
language education should consistently continueveyer, it asserted that it takes time
and requires financial sources to provide suppemnaterials in order to keep the foreign
language alive, to equip schools with new techngl@mnd to newly organize pre-service

and in-service training.

The commission touched on the System of Languaggckency Levels which is the
level arrangement based on the principle of suogedsanching. The ministry made a
resolution to proceed with the System of Languagsid?ency Levels as of 1988-1989 in
junior and senior high schools excluding the scheodiich teach some lessons in a foreign
language. The commission members stated that #wuteon was deemed suitable by
them. They outlined the principles of the system mranner of its application as follows:

Each grade will be accepted as a level starting fitee first grade of the junior
high school to the final year of the senior highaa. Thus, the system will be
composed of six levels. The System of Languageid¢teaty Levels will be
compulsory in the first grade of the junior highhsol and voluntary in the
other remaining grades. An examination with cerggastem will be applied at
the end of each level. Foreign language teachers attend the application
will be provided with in-service training. Classros will include 25 students
on average. The student who succeeds in this exsiorinwill be provided
with a certificate indicating that he/she has caeted the level. The number of
weekly course hours of foreign language instructiolh be 5 for each level.
The system will gradually be put into practice. T$tadents who fail in the
final examination of the level may go out of thesteyn at will, and yet they
may enter the system if they would like to.
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Following the approval of the System of LanguagefiBiency Levels by the
commission members, they put forward the followstgdies to be implemented in the

short term:

The objectives and methods that belong to thednatie of junior high schools
should be determined. Thus, foreign language tegcstould be revised. The
units that take place in the textbooks should benged according to the new
education programme. In-service training for teastshould be arranged to
introduce the implementation of the new programee.for the long term
studies, education programmes including six leb@sed on communicative
approach should be developed. A measurement antlagea unit, an
authentic documentation compilation and a centrédieign languages should
be established.

The student who pursues foreign language educatitiin the System of Language
Proficiency Levels may stop this learning processrgy level and return to the system

after several years. According to the commissidie following method should be

implemented for the purpose of placing the student:

Being subject to a placement test including theelevthe student has
completed, s/he should be placed at a level seitéddl him or her. For
example, if a student discontinues foreign languadecation after s/he
completes the third level and wishes to get a feczate by returning to the
System of Language Proficiency Levels after threary, s/he should be
subject to the placement test involving the fitsee levels. If the student is
successful, s/he should continue the levels beginfriom the fourth level. If
the student is unsuccessful, s/he should continedevel suitable for him or
her despite completing it before. If the studenhtocwes foreign language
education with his or her own means during thegaewhen s/he has left, s/he
should have the placement test at top levels antineee the appropriate level.

The commission assigned to the foreign languageatan at the twelfth council of
national education mainly handled the issues alprablems in many aspects. The
commission members put forward their suggestiongife application of the System of
Language Proficiency Levels as pointed out abowkstated how the new system might
be applied to the Turkish education context. Theygested their solutions to the issues
with respect to the foreign language education imk&y at the end of their report as

follows:

» Special teaching techniques should be developed ther crowded
classrooms in compulsory situations.

e Special exercises and additional materials show@dptepared for the
students with different talents and autonomousistud
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* Measures should be taken to do an exchange prograsmitimthe countries
whose languages are taught for the purpose of mgnsliudents and
teachers to these countries in the summer months.

e Students and their parents should be provided wetilightening
information on the significance of the foreign laage.

* Maths, Physics, Chemistry, and Biology should hel in Turkish in all
sorts of senior high schools which are in the statti Anatolian high
schools and Anatolian vocational high schools, getl main concepts
related to these subjects should be handled iigiotanguage classes.

* Framework programmes should be prepared for thensedoreign
language and consolidated foreign language edurcatio

* Necessary measures should be taken to get sub@tdrnteachers to
implement the foreign language education in Gradasd 5 in the primary
schools.

e Such materials as portable cassette players ambwidhould be used in
foreign language education instead of laboratosyaitations which cause
loss of time and finance.

 The Turkish language classes should sensitivelyeim@hasized in the
institutions that train foreign language teach&rse structure of the foreign
language should particularly be taught.

* Anin-service training school of foreign languagésuld be established.

* Attempts should be made to get foreign films witbrkish or English
subtitles shown on TV.

* Foreign language education should be provided basedass media.

* Necessary measures should be taken to get secoe@yrfolanguage
education popularized.

* An official institution should be established to asare the foreign
language level in Turkey.

» Foreign language teachers should behave freely eiheosing sources.

» Foreign language specialists should be providetl wiholarships so that
they can research in their field and attend thersgsuand seminars in
foreign countries.

* Short and long term exchange systems between Twkdyinternational
institutions should be developed at the level ohosis considering
teachers, students, programmes, and course material

The report of the foreign language education aaihitrg commission was put to the
vote and accepted unanimously. As the council aggatdhe suggestions put forward by
the above mentioned commission, they took pladherresolutions. However, the council
suggested the abolition of the foreign language Bmdkish classes in universities while

expressing its precatory words.

The fifteenth national education council held orl3May 1996 mainly touched on
the primary, secondary, and higher education. Thencl suggested primary education

should include eight-year schools with non-stopcation and secondary education should
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be based on basic education and include at leasg¢-ylear education after preparatory
classes. A uniform diploma should be provided aéiight years. As for the secondary
education, the council asserted that foreign laggugaching rather than teaching in a
foreign language should take place in educationcofAting to the council, foreign

language teaching should be given importance angpuatsory foreign language education
should be converted into voluntary teaching. As ttee higher education, the council
suggested that knowledge of the foreign languageuldhbe evaluated in terms of

appropriate fields in the Student Placement Exataina

On the other hand, the council asserted that thstiex education programmes
should be developed to catch up with the educatiothe European Union countries.
Accordingly, the teaching of the languages avadaipl the European Union countries
should be considered in the secondary educatidruddey. The teaching implementation
of sciences, maths, and vocational courses inagiolanguage should be abolished. This
is because there has been a general belief inulblecppinion that the students graduated
from the schools which teach some subjects in aigarlanguage fail in the Student
Selection and Placement Examination as they leanse and maths in the foreign
language. Thus, foreign language teaching ratha&n teaching in a foreign language
should be implemented in the secondary educatibe. dvailable resources for foreign
language education in schools should be extendddnanessary equipment should be
provided. Moreover, any opportunity to receive eion abroad should be made available

to the teachers.

The seventeenth national education held on 13-1veiber 2006 touched on
Turkish education system in the process of Eurofraan membership and globalization.

The council suggested the following resolutions:

* National education policies that will support, deyeand extend lifelong
learning should be formed.

e Foreign language education methods should become= ractive and
productive. Moreover, foreign language educatiomtres should be
established in different regions of Turkey so tativil servants can learn
foreign languages.

» Foreign language education in the process of Eampmion membership
and globalization should be given importance ardividuals should be
made to learn at least one foreign language by sefaccelerated foreign
language education centres and website-aided tepemvironment.

e All schools should be made to prepare their ownsiteb in Turkish or
foreign languages to provide technology and infdromatransmission.
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 Teachers should be supported so that they can vmprtheir
communication skills in foreign languages.

The eighteenth national education council held &November 2010 suggested the

following:

* Training managers should be made to recognize rdiffesociety and
cultures and develop their foreign language skills.

* The teaching of all subjects should be implementedlurkish. The
teaching of some subjects in foreign languageslidimiabolished.

The Overall evaluation of national education colsicidicates that foreign language
education is given importance at the macro levélisTis because the authorities and
specialists have wished to catch up with new teldgyoavailable in the west. They have
put forward their ideas related to foreign languagecation in Turkey. However, these
ideas they have put forward to date have beendedaas advisory. The specialists who
have participated in nearly all the councils hassegated that foreign language education
should take place at schools. According to thentessary equipment and teaching
methods should be provided. When it comes to thecgwss of European Union
membership, the foreign language education hasntlgdeeen emphasized at the councils
of national education. This is because the auiberiend to integrate Turkish education
system with the educational context of the Europggaion members. They even go as far
as to argue that individuals in Turkey should lesetond foreign language due to the
process of adaptation to the European Union. Of nagonal education councils, the
twelfth council put great emphasis on foreign laaggi education in Turkey. As pointed
out above, the commission handled it in many aspdctdoing so, they put forward the
problems and solutions to it. They handled it frdme standpoint of macro and micro

levels.
1.4 The evaluation of English language teacher edatton in Turkey

Article 36 of the State Personnel L&wno.657 defines Education and Training
Service Class as “This class involves the teachssggned to the task of education and
training at the institutions included in the scapb¢his law.” Article 43 of the Basic Law of
National Educatioft no.1739 describes teachership as “It is a speetprofession which

241t refers to Devlet Memurlari Kanunu.
% |t refers to Milli Egitim Temel Kanunu.
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takes on the education and training of the state rmanagement task with respect to it.
Teachers are liable to execute their task in canpk with the objectives and basic

principles of Turkish National Education.”

The demand for foreign language teachers was methgy means before the 1930s.
The people who had knowledge of foreign languagerevadmitted in this way (Gatenby
1947). They were the people who graduated fromosdmngh schools teaching in foreign
languages or who learnt foreign languages abro&e feople who completed their
education in the field of philology were admittenl teaching profession by following
short-term initial teacher training as well. As timember of students increased in
education, foreign language teacher education wgarded as necessary. Education of
teachers of German, English and French was vievgegraminent as of 1938. Such
schools as Galatasaray High School, foreign langsatools and philology departments

did not suffice to teach students their foreigrglaage.

A two-year college of foreign languages to teachhhschool students began its
education thanks to the cooperation betwistéanbul University and Ministry of education
in 1938-1939 academic year. The students atterfded¢hool would be educated there in
their first year and then taught in the country wehihe language was spoken. Apart from
language lessons, they studied Turkish literaturd teacher education subjects. The
school was abolished due to the World War Il asdtuelents were not sent to France,

Germany and England. The students were assignedetoelevant departments of the

philology.

It was understood that a new policy on foreign lsage teacher education was
necessary. After the 1940s, the candidates wiliinge foreign language teachers trained

in the departments of foreign language teachirggduncation institutes.

Foreign language teacher education was begun in IGstitute of Education as of
1941. Accordingly, French language teacher educattarted in 1941, English language
teacher education in 1944 and German language deaetiucation in 1947. The
prospective English teachers studied grammar, ceitipo, and translation (Gatenby
1947). To begin with, the education in these schawtluded a two-year instruction. The
instruction duration of these departments was daisghree years in 1967-1968 academic
year. The three-year education of these instituias lengthened to four years in 1978-
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1979 academic year. Later on, these educatiortutistis were transformed to education
faculties of universities thanks to Decree Law dakely 20", 1982 (Dogramaci 2007).

On the other hand, a vast majority of Peace Corps fAmerica, who lived in
Turkey in 1960s, worked as English language teacHérey carried out this function until
1970s.

Schools of foreign languages were launched in Eraun 1971, inistanbul in 1972
and in Eskgehir in 1975 for the purpose of contributing mavarteet the need for foreign
language teacher education. However, the educatitmese schools of foreign languages

and philology focused on linguistics and literature

As demand for foreign language teachers increasedning classes came into
existence in 1974-1975 academic year. The instmdiours started after 5 p.m. As a last
resort, summer schools were begun for the purpbmegn language teacher education.

However, they failed to pursue suitable education.

As pointed out above, foreign language teacherseta through four-year
undergraduate programmes in newly established tfasubf education following the
closure of education institutes in accordance Wiihher Education Law issued in 1982.
However, the commission assigned to the task afrtem foreign language education and
training in 1991 asserted that there was no coatidin between the Council of Higher
Education and the Turkish Ministry of National Edtion in terms of scientific
innovations, curriculum, and implementation of taag practice. As for the problems that
the teachers encountered with respect to school @adsroom applications, the
commission put forward the following issues (MONE91):

* There are overcrowded classrooms in which Engighught.

e The teachers lack enthusiasm for teaching Frenah @arman in a

classroom with three or four students.

» Teaching materials are not distributed equallyctwosls.

» Students lack willingness and action.
» Teachers lack enough in-service training.

According to the above mentioned commission, thekish authorities had called on
foreign teachers since 1984 so that they couldhtéacTurkey in order to enhance the
quality of foreign language education through ttesrfework of bilateral agreements with
various countries. They were employed to teach ImosAnatolian high schools. The vast
majority of those teachers returned to their coestrafter two or four years due to
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inefficiency and inadaptability. Teachers of foreigrigin were chosen by the selection
commission established through bilateral agreemeétfawever, the operating performance
of those teachers was declining due to the follgwaasons (MONE 1991):

» Education applications and system differences,

e Teacher-student relationships,

» Differences of assessment and evaluation,

* Working conditions,

* Wages,

* The problem of using the host country’s language,

The 1997 education reform brought about drasticmgéa in the field of foreign
language teacher education. It had implicationsEoglish language teacher education as
English was introduced to the fourth and fifth gragrimary school students. Thus,
Teaching English to Young Learners (TEYLS) tookcplan the curriculum of the ELT
departments of faculties of education. The intrdiducof TEYLs made it possible for the
ELT departments to revise the teaching techniquets methods that the prospective

teachers of English would use in their future pseien.

On the other hand, the introduction of English tomary schools as a compulsory
subject brought about problems due to teacher apest Accordingly, classroom teachers
were encouraged by the school management to dfegitcsh language teaching courses in
order to teach English to Grade 4 and Grade 5 stadé’he Ministry of National
Education cooperated with the Open University Rgcaf Anadolu University to meet
English teacher shortage. Thus, the 1997 educagifamm brought about Turkey’s first
distance learning teacher education programme @¢dzk2007). This distance English
language teacher training programme began in 200Q-2cademic year. The prospective
teachers who graduate from this programme receBachelor of Arts degree in ELT by

attending face-to-face and distance education.

Following the introduction of the 1997 educatiorforen, Turkish Ministry of
Education gave importance to teacher developmsuess thereby setting up the In-service
English Language Teacher Training and Developmant (INSET) to arrange seminars
and workshops for teachers of English. Furthermtre,Ministry of National Education
agreed to cooperate with the English Language TeratAssociation in Turkey (INGED)
and the British Council (BC) for the purpose of implementation of the above mentioned

reform.
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2. An overview of foreign language education policin other countries

The research examines the foreign language eduacatticies pursued in other
countries in order to understand how foreign lagguteaching is implemented in other
EFL contexts. It involves such countries as Chilapan, Thailand, Iran, and European
countries. In doing so, at first it takes into ddesation the philosophy of foreign language
education policy to better understand the contexthich foreign languages are taught.

2.1 The philosophy of foreign language education fioy

Human beings have encountered various languagderedit from their own
languages for centuries. Thus, there are a largegauof speakers of different languages.
Consequently, they have come up with foreign lagguaaching and learning to deal with
issues related to the languages they are unfamilil. For example, Latin was the
dominant language and functioned as a lingua frantae middle ages. Therefore, people
had to learn this language at that time. Howewaipwing the technical and scientific
developments, people replaced Latin with such dantilanguages as French, German,
and English. The Turks encountered such languagesrabic and Persian to learn and
study as foreign languages prior to the republreope Subsequently, these languages were
replaced by such languages as French, German, aglisit When it comes to the
teaching methods, they were taught by means ofjtammmar-translation method which
was one of the most traditional methods. It wastiyased to teach Latin and Greek in
medieval Europe. It was utilized for the purposdaséign language education in Turkey
as well. The method emphasized the rules of granamdrtranslation from one language
into the other. Subsequently, it was replaced Imgromethods such as direct and audio-
lingual methods.

On the other hand, modern foreign languages grbdtmbk place in secondary
schools and universities in Europe (Mitchell 20085 for Turkey, modern foreign
languages started to take place in the Tanzimatrmefera in order to catch up with
technological and scientific innovations of Europdodernisation movements had also
impact on some Asian countries in terms of intrdiduc of modern languages. For
example, Japan made room for a new higher educatiotext including English language
teaching from the 1870s and English was introduoénl secondary education from the
1890s.
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When it comes to the philosophy of foreign languadacation policy in general, it
IS understood that there exist a number of facwdngh lie behind it. First of all, the
countries have benefited from foreign languageddigig business for centuries. The other
factors such as religion, social policies, commatan, globalization, technology, and
science have shaped foreign language policiesekample, the Catholic Church tried to
favour Latin on grounds of religious issues. Russ@ok place in China as first foreign
language in the 1950s on grounds of political refst. English has replaced Russian in
Eastern European schools since the collapse @dhkieet Union as of 1989. As for Turkey,
the above mentioned factors have influenced iteidor language education policy. For
example, the authorities tried to make extensive afsthe French language in order to

pursue contemporary education in particular schimollse Tanzimat era.

It has been suggested that foreign language educdias positive impact on
students’ education (Ellis 2008). Moreover, it cinites to students’ academic success.
Consequently, there is a general consensus amsegrobiers in the field of linguistics that
it is important for students to study foreign laagas. For example, Rivers (1968, as cited
in Els, Bongaerts, Extra, Os & Dieten 1984:161)gasgs the following reasons in favour
of teaching foreign languages:

» It aids their intellectual development;

It aids their cultural development by bringing thémo contact with the

literature written in other languages;

* It enriches their personalities by bringing thenwirrontact with other
customs, norms and ways of thinking;

» It will deepen their understanding of the way inievhlanguage, also their
native language, works;

e It enables them to communicate with speakers ofiffarent language,
either by means of the written word, or by meanthefspoken word;

* It contributes to better international relations.

Els (1994) makes contributions to our understandifigdefinitions related to
language policies in general. He contends thabnatiforeign language teaching policy of
a country is different from its national languaged anational foreign language policies.
Accordingly, the country maintains its own languageder the umbrella of its national
language policy and makes use of its foreign laggyaolicy to regulate the position and
use of foreign languages in the country, therelgylaging the use of foreign languages in
courtrooms. However, according to him, foreign laamge teaching policy deals with
teaching and learning foreign languages.
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Bamgbose (2003) states that language policy is somee explicit from the
standpoint of law, regulations, and a large numlbér measures determined by
governmental institutions. However, it can oftenitmplicit and inferred from observed
practices. Moreover, most language policy decisiorede in a country depends on
bureaucracy. They are taken by governmental instits and their implementation is

based on regulations made by bureaucratic officials

Educational policy plays an important role in detigring foreign language teaching
policy. It determines which foreign language muadtet place in education and decides on
the current and future needs for foreign languaggching and learning. From the
perspective of these needs, Els et al. (1984:15@gest the questions, “Does the
community consider it important that all its meng&now a foreign language, or is this
considered necessary only for certain professidoatains?, How many languages, and
which languages, are felt to be necessary?, Hoat gsethe demand for each individual
language?, Does everyone need the same skillse @ame level of command per skill?, Is
there a stable needs pattern™? Thus, a needs anhafsgreat significance for determining

foreign language teaching policy.

Apart from the above mentioned questions, there aaher factors that foreign
language teaching policy should take into accodiiese factors involve appropriate
teaching materials and teacher training. Furtheemtoreign language teaching policy
decides on which foreign languages have priorityeroether foreign languages in
education. It takes into consideration the questibwhether a foreign language starts in
primary education. It also determines to allochteduration of foreign language teaching

in educational context.

As for the factors that the policy maker should sider, four categories are put
forward (Els et al. 1984). These categories afdariguage policy factors, 2) psychological
factors, 3) linguistic factors and 4) educatioredtbrs. Language policy factors refer to
political issues pursued in a country. These malitissues need to be taken into
consideration. The country, for example, may maidanr for languages of neighbouring
countries. Furthermore, the language policy purdyed country may be shaped according
to the international organizations in which it ivolved. For example, the Council of

Europe may influence language policies.
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Psychological factors refer to the level of hargshelated to different foreign
languages and skills. It is assumed that if theifpr language learners study is too difficult
for them to cope with, they will be discouragednironastering it. Given that the foreign
language is easy enough to deal with, learners belimotivated and eager to learn it.
Accordingly, Els et al. (1984:164) put forward fledowing questions:

* What is the optimal age for learning foreign langes?

« What consequences does making a start with more tme foreign
language at the same time have?

Linguistic factors concern language distance wiméluences learning and teaching.
Given that the distance between two languages @l simwill be easy for a learner to
master the other language. As for educational factbey refer to teaching time, foreign
language skills, school curriculum, appropriateckéag materials and well-trained foreign

language teachers.

Shohamy (2006) states that decisions related gukage education policy (LEP) are
made by such central authorities as government caggen parliaments, ministry of
education, regional educational boards and schdtigs, it is not independent in many
aspects. It has close contacts with political, @p@nd economic elements. Accordingly,
LEP is put forward by political organs in top-dowranner. Schools and teachers comply
with these policies. Consequently, these policies then strengthened by teachers,
materials, curricula, and tests. However, LEP s akgarded as a bottom-up process to
bring about alternative language policies. It inéd into practice by formal education.
The educators that consist of teachers and prilscipge responsible for realizing the
language education policies in the educational exdntThe language curriculum is
designed by the above mentioned policies so tratidhguage education policy can be
implemented. Subsequently, the policy is translated textbooks and other teaching
materials. It deals with decisions to be impleménie educational institutions with
reference to language teaching and learning. Ttesisions involve these issues such as:
“which language(s) to teach and learn in schoolg®eM/(at what age) to begin teaching
these languages? For how long (number of yearshawds of study) should they be
taught? By whom, for whom (who is qualified to teand who is entitled or obligated to
learn) and how (which methods, materials, tests)#t(ibid. :76).
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In nearly all countries, foreign language educatpaticy is centrally planned and
implemented at the micro level, namely in educationstitutions. It goes without saying
that planning for foreign language education ispgllaby policy-making involving a large
number of objectives (Mitchell 2009). Baldauf, lndaZhao (2008:.235) put forward the
following dimensions related to language in edusatpolicy in terms of language

acquisition management (henceforth LAM):

* Access policyasks the questions of who must study what languaigesat
levels for what duration.

» Personnel policexamines what the requirements are for teachenirigi
selection, and employment, and in particular whethere are language
proficiency standards for teachers. This encompgaske question of
whether native speakers may be preferred over ativenspeakers.

e Curriculum policydefines what curriculum is mandated and by whom. It
also asks how it is developed and who is involved.

* Methods and materials policdescribes what teaching methods and
materials are prescribed. With methods, it sholdd axamine the extent to
which the method prescribed is actually implemented

* Resourcing policyasks how this is going to be paid for. Where do the
resources come from to support language acquisgifograms? Are they
adequate for the purpose? Does resourcing residcess for certain
groups? Are all languages in the polity resourdéd® by whom?

e  Community poliy is about agency. To what extent is the community
consulted about what languages are offered? Destsichave a choice of
language or are policies decided top down?

» Evaluation policyexamines the criteria that are used to measurinbect
of LAM. Are students required to sit for examinats@ What criteria do
they need to meet? Are these criteria congruerit thig required methods?
Are individual students’ linguistic and cultural eds catered for by the
criteria? Is teacher quality evaluated by studeatenation success?

» Teacher-led policyasks whether teachers have agency. Are teaches, giv
or do they take, some agency for LAM in their césss1t has been argued
that their agency or lack thereof contributes gigantly to the successful
management and implementation of programs.

Baldauf (2005) states that language policies inzotleas, laws, regulations, rules,
and practices aimed at getting planned languagagehaSuch policy may be put into
practice by means of language planning documeratislaBf (2005) goes as far as to argue
that language policy and planning take place dewiht levels. Accordingly, they are
regarded as a macro level which is in the politmalcess at the top and as a micro level

that is in the implementing process at the bottom.
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In parallel with Baldauf (2005), Spolsky (2004)tstathat language policy may take
place at various levels including the macro and the&ro levels. Accordingly,
sociolinguistics contexts within language policynga from the micro, e.g. families,
schools, religious organizations, the workplace] ktal government, and to the macro,

e.g. polities and supra-national organizations.

On the other hand, the factors that influence fpréanguage education policy may
change from country to country. In other words,efgn language policy may be
determined by various interest groups. For exanitghell (2009: 98) asserts that

Foreign language education policies cannot be iegbdyy ‘bureaucrats’ and

ideologists, but require a reasonable consensus@stadents, parents and the

wider community to take root and deliver a measofeforeign language
learning. Contexts have been identified where esiism for foreign language
learning has run ahead of formal educational prorige.g. for English in pre-
school education in Taiwan), and also contexts wlexisting provision has
been abandoned by the student clientele (e.g.abknd of German learning in
Hungary, or the failure to retain upper secondahposl| students in any kind of

foreign language learning, in the UK or Australihnsurprisingly it seems
foreign language education succeeds best whereia@ sonsensus supports it.

The foreign language education policy regarded rastid has been implemented
since 1990s. The starting age for foreign langulegening has been lowered due to
parental demands and allocating more time for Bhglearning (Mitchell 2009). The
Eurydice survey in Europe (2005: 39) asserts thatl¢ast half of all pupils in primary
education learn a foreign language in the majasftyhe countries. In many countries in
2002, 50 % or more of all pupils in primary educatlearnt at least one foreign language.
In Luxembourg, 80 % of all pupils at this level leatwo foreign languages or more. In

Estonia, Finland, Sweden and Iceland, at least 1@ ptipils were in this situation.”

It is not surprising that the Turkish educationtegs has been influenced by this
process. Foreign language education was introdintegrimary education with the 1997
Basic Education Reform. The students in Grade 4%md primary education in Turkey
have been studying a foreign language since thieducttion of the education reform in
order to promote closer educational integratiorwiite applications within the European
Union. The Official Bulletin of MONE issued in 199put forward the following

suggestions with respect to the philosophical aspgfdoreign language education:

* It opens the door to views on various cultures.
e It educates individuals so that they can be tolesad broad-minded.
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» |t strengthens the individual's views on his/helture.
* It makes it easy for the individual to identify tvihimself or herself at the
same time.

As for choice of languages in foreign language atlan, French, German, and
English have found place in Europe. However, Frehall advantages over the other
languages. Today, various languages take placehencurriculum of the European
countries. For example, English, French, GermaanB8p, and Russian accounts for 95 %
of all languages learnt in secondary education t#rge number of European countries.
However, English is the most taught language inlpedl countries. This situation implies
that it is the most dominant foreign language sddn primary and secondary education.
As a result, English is studied by 46 % of the stud in primary education, by 87 % of the
students in lower secondary education and by 90f ¥heo students in upper secondary
education (Eurydice 2005). As for German and Fretiody share the position of second
most taught language. A large number of Europeamtces make the learning of two
foreign languages compulsory in their educationexis.

As pointed out above, English has been regardea dsminant foreign language
studied in nearly all countries. Thus, it is notpsising that it plays a significant role in
foreign language education policymaking. The spreddEnglish has accelerated
worldwide since World War Il, thereby finding plarethe curriculum of all schools in the
world. Globalization, scientific inventions, tecHogical innovations, economy,
diplomacy, and internet have contributed to theeag@rof English. Thus, English has
advantages over the other foreign languages aketstplace in primary, secondary, and
higher education curricula around the world. Thiishas influenced foreign language
education policy at the international level in maagpects. Consequently, the language
norms have come under question in terms of worldlisimes (Bamgbose 2003; Jenkins
2009; Kachru 1986, 1992).

2.2 Foreign language education policy in China

English language teaching has been dominatinggor@inguage education policy in
China due to globalization. The spread of Engliak Accelerated since 1978 when China
adopted the Open Door Policy (Hu 2007). In otherdspEnglish has been the prominent
foreign language and gained importance among Chipesple. It is regarded as a foreign

language rather than an official language. Howeitdras been viewed as a tool to assist
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Chinese people in coping with modernization andobaglization. Furthermore, Chinese
people get economic benefits by the help of theisim¢ganguage.

Hu (2007) identifies three reasons for the spre&dEnglish in China: the
globalization of China, government promotion of Estgand English being important to
individuals. 1t is not surprising that globalizatiohas influenced China. China’s
globalization process has gained momentum sinpenéd World Trade Organization in
2001. Thus, English has become more prominent inaCsince then. Furthermore, the use

of internet has accelerated this process.

Today, this country is regarded as a developed topum terms of exportation of
goods. It exports a wide range of products to ttleerocountries. English language is
mostly used for the trade exchange. Furthermoeectiuntry has newspapers, televisions,
magazines and websites published or broadcastghsBrto introduce its developments to
the world. As for the Chinese government’s promoid English, the central government
has been trying to accelerate China’s integratmao the global world. When the country
won the bid to host the 2008 Summer Olympic Games entered the World Trade
Organization, English became significant for thiegnation process as it has been used as
a global language. Accordingly, demands for Enghalie gone up. The government has
been supporting English nationwide by means ofousriattempts.

To begin with, English has been promoted in then€e educational system. It has
been taught in a compulsory manner. The governimenbeen promoting English among
the ordinary people outside of the formal educati@ontext since the preparation for the

2008 Olympic Games.

As for English being important to individuals, pémpn China have been giving
importance to English so that they can pursue karid economic benefits. Moreover,
English is viewed as significant to get educatioaatl professional advancement. It is
assumed that English presents a competitive adyanta those who have a good
command of English. Accordingly, English proficigrend income are strongly correlated

due to China’s integration into the global world.

Hu (2007) suggests that the position of Englisthaneducational context has shown
differences since the foundation of the People’puRéc of China in 1949. As the new
Chinese government was not recognized by the Wesltaa time, it developed close

connections with the former Soviet Union, therebgnpoting the Russian language in the
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country. In other words, Russian had advantagestbeeother foreign languages. English
was restricted to few institutions. Many Engliskadeers had to change their education

profession in favour of Russian.

China began to establish economic relationshiph #ie western countries in the
early 1960s. Thus, the relationship with Engliskapng countries improved. English
language teaching was given priority. Furthermdrevas officially declared as the first
foreign language in China in 1964. However, thatmosof English lost ground during the
Cultural Revolution (1966-1976). In the early yeafsthe Cultural Revolution, English
was prohibited in the educational context as it wasught to imply bourgeois ideas.
Learning anything in connection with western comestrwas viewed as inconvenient.
Furthermore, teachers of English language and ther doreign language teachers were
exposed to ill-treatment. Nevertheless, English wasught into effect again in the
educational curriculum in the early 1970s as thenty began to establish new ties with
the western countries. When the Open Door Policy armnounced in 1978, the purpose
was supposed to mainly get benefits from foreigerse and technology to lead to
China’s modernization. In 1979, the government amced that foreign language
education was to support English as well as sudguages as German, French and
Japanese. However, English was given priority tbaeoe China’s modernization. As
China has been internationalized since the ea®04,9the governments have been taking

drastic innovations in connection with foreign laage education policies.

Education in China includes three levels of edwcatibasic education, higher
education, and adult education. Basic educationagms optional kindergarten education,
compulsory education, and three-year upper secgndar vocational education.
Compulsory education mostly includes the six-thsgstem: six-year primary and three-
year lower secondary education. As for higher etioicait has two sorts of programmes:
two- or three-year associate degree programs or-diodive-year bachelor's degree
programs. The postgraduate program includes a rsmsigree which takes two to three

years, and a doctoral degree that takes three gaagerage.

In Chinese educational system English Curriculuen&ards consists of a nine-level
system. Accordingly, students are supposed to geell2 at the end of primary school,
Level 5 at the end of lower secondary school, aedelL 8 at the end of upper secondary

school. Level 9 is arranged for more advanced siisde
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English is not taught in all kindergartens as colsqmy. Nevertheless, it is taught in
private kindergartens to attract parents with higbome. Furthermore, it is taught in
public kindergartens in big cities as parents negtheir children to acquire English at an

earlier age.

In 2001, China’s Ministry of Education put forwam@ document to make it
compulsory for those students at Grade 3 to getiféinglasses at school. Prior to the new
foreign language policy, the students at Grade  dtarted to get English classes. The

policy suggests that a school should present at fear English classes a week.

The Ministry of Education provides provinces angioas with freedom of action for
the implementation of the foreign language eduaapiolicy. Thus, the implementation of
primary English education differs throughout theolehnation due to regional variation.
Lower secondary schools present at least four Bmgliasses per week. Students should

have Level 5 at the end of these schools.

English language teaching is of significance immerof senior secondary school
entrance examinations. Such subjects as Englishne€é Mathematics, Physics,
Chemistry, and Politics take place in these examana. However, the content of this
examination differs from prefecture to prefectuiderefore, students have to prepare
themselves for the examinations because of theidbngntrance examination. Upper
secondary schools aim to develop students’ abtlityuse the English language. On

average, students are supposed to get Level & anith of senior secondary schools.

English takes place in university entrance exaronatirrespective of majors in
which students are interested. Therefore, Chinégdests are expected to be highly
motivated due to this situation. English languaggching has advantage over other foreign

languages at undergraduate level as universitiesggiority to English.

The Ministry of Education has issued a nationallagyls with respect to
undergraduate English programs. The syllabus ainpédpare undergraduate students for
being skilled in the English language. Furthermotepays attention to four skills. It
requires students to be good at English in orderojge with foreign affairs, education,
technology, science, trade, business, culture tl@adnilitary. It aims to enable students to
speak English with people who live in English speglcountries. Accordingly, all English
majors are supposed to take TEM4 (Test for Engllstiors 4) towards the end of the
second year and TEM 8 (Test for English Majorso8)ards the end of the fourth year.
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Non-English majors take college English classea sompulsory way. The aim of
college English classes is to enable students tmlynattain listening and speaking
abilities so that they can communicate well in thpeospective jobs. The syllabus requires
Chinese students to provide economic developmehirdernational interactions by means
of a good command of English. Moreover, it requselsools to provide their students with
computer-assisted language learning to learn om tlven. Students’ college English is
assessed mainly by means of two tests: CET4 (Gollagglish Test Band 4) and CET6
(College English Test Band 6). They are nationajlish proficiency tests and regarded as
important to college students. Those who succeédeise tests attain certificates. As these
certificates are used in the labour market, theywawed as significant as well.

There are various adult education programs in CiMwest of these programs require
learners to succeed in particular English exanonati In other words, they are exposed to
public English examinations. Therefore, they arpeexed to have a good command of
English.

2.3 Foreign language education policy in Japan

It is not surprising that the spread of English @ker the world has influenced
Japanese education system as well. Thus, Englighught extensively as a foreign
language in Japan. Furthermore, it is used in @ wahge of areas, i.e. trade, academic
study and overseas travel (Mckenzie 2008). As altteSnglish language teaching has a

profound impact on Japanese education system amnet\so

Sasaki (2008) suggests that the history of Englésiguage teaching in Japan
includes four periods. The first period lasted frdi@60 to 1945. English was first
introduced and brought into the educational conteainly for the elite at that time. The
second period continued from 1945 to 1970, wherigmgvas involved in the compulsory
education system for the first time. The third pdriasted from 1970 to 1990, when
English was viewed as a tool used for communicatty the foreigners who spoke the
language. The last period includes the presenbgen which a number of new policies

have been adopted.

The Japanese people have encountered a numbeaemnfdanguages in its history.
The Chinese language especially takes place antoge tlanguages. It has influenced
Japanese writing system for a long time (Mckenz@820The Japanese people made their
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first contact with the European countries when 8panish and the Portuguese came to
their country in the sixteenth century. Howevers ttontact did not last for a long time.
Following the relationships with these countriggeyt met the Dutch people by means of
economic relations. The Dutch language was stulojed few scholars. In doing so, they

led to the study of the other foreign languages.

English was introduced into Japanese society bynme&the Japan - US Treaty of
Amity and Commerce in 1858 (Butler & lino 2005). ridequently, America and Japan
initiated diplomatic relations, thereby leadingEnglish language teaching. Furthermore,
Japan gravitated towards the west during the Megiwhich lasted from 1868 to 1912. At
that time, Japan launched its modernization trertits modern education system. It was
native English speakers’ duty to teach English. tMok these native speakers were
Christian missionaries. English language teachingplemented by native speakers
depended on oral English (ibid). A foreign languagkeication system was set up in the
1890s and English, therefore, became the solegiotanguage.

It is suggested that the history of English languaglucation consists of two
alternating foci: English for practical purposesidinglish for entrance examination for
higher education (Butler & lino 2005). To start kyiEnglish education in Japan was taught
in connection with practical purposes which werengpted by the idea of modernization.

On the other hand, the English language fell insbagtour after Japan had managed
to survive few wars. The country slowed down thestemnization movement, thereby
causing nationalism to come up. The use of Englsshh medium of higher education was
replaced with Japanese. Foreign texts and teaeveres steadily abandoned in favour of
Japanese texts and teachers in the early 1900=o(KitKitao 1995, as cited in Butler &
lino 2005). Moreover, English was only used forderaic purposes and learnt with the
aim of reading texts instead of communication. tlmeo words, learners of English in Japan

focused on grammar, vocabulary, and translatiole@&usof communication.

The study of English lost priority during World Whras the language belonged to
the enemy (ibid). Later on, this situation was gexhin favour of English due to the

American military government. The education systélapan was adjusted at that time.

English was brought into practice as a subjectfd®947 by means of the education
reform. Subsequently, English was used for the ggemf communication. Thus, English
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language learning did not lose its academic purdtitrthermore, English was brought into
the entrance examinations to attend all high schimalapan as of 1956.

The Japanese ministry of Education, Culture, Spd8igence and Technology
(MEXT) got rid of grammar textbooks in favour of @ish 1 and English Il to form the
new subject in 1978, thereby enabling Japaneseerstsido acquire four basic skills.
Furthermore, the ministry set up English lIA to anbte listening and speaking skills,
English IIB to enhance reading, and English lICetthance writing skills. The current
Courses of Study for Junior High School were fornmed998, and those for Senior High

School were formed in 1999.

The regulation of English curriculum in Japan hasrbdesigned by the Courses of
Study that are revised once every ten years. Cowfsstudy focus on listening, speaking,
reading, and writing. The present curriculum airasptompt practical communication
abilities. However, it is assumed that Japaneselpdmve difficulty in speaking English
even though they know grammatical rules (Okuno 2007

Today, the Japanese educational system has sixeglaaation of elementary school,
three-year education of junior high school, threaryeducation of senior high school, and
four or two-year education of university. The firaine years of the education is

compulsory.

Most students in Japan start to study English esngpulsory subject in junior high
schools. However, they can prefer a second forkigguage other than English. As most
universities give priority to English language teiag in their entrance examinations, most

high schools teach English.

The MEXT planned to form a ‘Strategic Plan to Gudte “Japanese with English
Abilities™ to shape Japan’s English language teagtpractice (Honna &Takeshita 2005).
The policy aimed to accelerate Japan’s integratith the rest of the world. Furthermore,
it set a number of goals scheduled to be accongalisly 2008. According to these goals,
Japanese people were supposed to receive cenais & English language abilities. For
example, junior high school students were expettiguirsue basic communication such as
greetings and responses in English whereas seiglrsichool students were supposed to
have ordinary day-to-day communication abilitiesor®bver, university students were
expected to use English in their work.
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Japan has been discussing whether English shoutdrbduced into the elementary
schools as a mandatory subject (Honna & TakeslHii@b)2 The Ministry of Education,
Culture, Sports, Science and Technology declard®@8 that English was supposed to be
introduced into elementary schools as of 2002. Heweit was introduced as
‘comprehensive learning’ to avoid pressure in trgglage teaching. Accordingly, schools
would invite English speaking guests and commuaiocatth Japanese students. The
elementary schools were allowed to have a maximthloEnglish classes a year. The
introduction of English into elementary school wex targeted at teaching English skills.
On the contrary, it was aimed at providing studevite international awareness. In 2008,
the Ministry of Education, Culture, Sports, Sciearel Technology declared that English
would be taught at elementary schools once a weekragular class in Grade 5 and Grade

6. The new programme would start in 2011 (lkegasitatsumoto & Morita 2009).

The following timetables present lesson timetabtds Japanese schools. The
timetables belong to elementary education, lowetrolsegary education, and upper

secondary education.

Table 2.11 Elementary education of Japan: yearly kson timetable (2008)

Subject Number of yearly periods in each grade

1 2 3 4 5 6
Japanese language 272 280 235 235 180 175
Social studies - - 70 85 90 100
Mathematics 114 155 150 150 150 150
Science - - 70 90 95 95
Life environment studies 102 105 - - - -
Music 68 70 60 60 50 50
Art (drawing and handicrafts) 68 70 60 60 50 50
Home economics i ) i i 60 55
Physical education 90 90 90 20 90 20
Moral education 34 35 35 35 35 35
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per week

Special activities 34 35 35 35 35 35
Periods for integrated studies - - 105 105 110 110
Total periods per year 782 840 910 945 945 945
Average number of periods 23 24 26 27 27 27

Source:UNESCO-IBE 2011

According to the above timetable, each period ld&sminutes. As seen

in the

timetable, there is no foreign language subjectvéi@r, periods for integrated study make

up for this situation. The students carry out salvéopics including foreign language

conversation in these periods.

The following timetable that belongs to Japanesamehtary education will be

implemented in 2012.

Table 2.12 Elementary education of Japan: yebrlesson timetable (to be implemented in

2012)

Subject Number of yearly periods in each grade
1 2 3 4 5 6

Japanese language 306 [315 | 245 | 245 | 175 | 175
Social studies - - 70 90 100 105
Mathematics 136 175 175 175 175 175
Science - - 70 105 105 105
Life environment studies 102 105 - - - -
Music 68 70 60 60 50 50
Art (drawing and handicrafts) 68 70 60 60 50 50
Home economics i ) i i 60 55
Physical education 105 105 105 105 90 90
Moral education 34 35 35 35 35 35
Special activities 34 35 35 35 35 35
Periods for integrated studies - - 70 70 70 70
Foreign language activities i ) i i 35 35
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Total periods per year 853 910 945 980 980 980
Average number of periods 25 26 27 28 28 28
per week

Source:UNESCO-IBE 2011

As seen in the timetable, foreign language clastas in Grade 5. The curriculum
aims to enable students to acquire a positiveuddittowards communication and
familiarize them with the sounds and basic expogssof foreign languages. Accordingly,
students should learn the significance of verbahmanication and pay attention to
listening and speaking in the foreign languagedding so, students will go through
communication with people who have different cudsirin other words, the curriculum
will arouse students’ awareness of the foreign lagg and the culture where the language
is spoken. As mentioned above, Japanese studesfty finglish as a foreign language.
Thus, English is supposed to be selected for fareagguage activities. Each individual
school should form targets of foreign languagevéas for each grade whereas they
should consider students’ circumstances. Homeraauohers or the teachers who are in
charge of foreign language activities should madaching programmes and execute
classes. These teachers should get more peopleéadvim English classes. For example,
they can call on native speakers of the foreigguage or any person who is proficient in
the foreign language. The teachers should makefusech audio-visual materials as CDs
and DVDs to familiarize their students with sounihs the foreign language. The
instructions in the language should be in paraigh students’ interest. Furthermore, they
should involve such subjects as Japanese languagsc, arts, and handicrafts which
students have already studied. In other wordsinsteuctions should be integrated with the
other subjects that students learn. Moreover, ¢aehers should get students to enhance
their understanding of the Japanese language dhgeclby means of foreign language
activities (MEXT 2011).

The following tables present yearly lesson timedalf lower secondary education
of Japan. One of them belongs to the year 2008Fandther the year 2012.
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Table 2.13 Lower secondary education of Japan: yelgrlesson timetable (2008)

Subject Number of yearly periods in each

grade

7 8 9
Japanese language 140 105 105
Social studies 105 105 85
Mathematics 105 105 105
Science 105 105 80
Music 45 35 35
Fine arts 45 35 35
Health and physical education 90 90 90
Industrial arts and home economics 70 70 35
Moral education 35 35 35
Special activities 35 35 35
Elective subjects 0-30 50-85 105-165
Periods for integrated learning 70-100 70-105 70-130
Foreign language 105 105 105
Total periods per year 980 980 980
Average number of periods per week 28 28 28

Source:UNESCO-IBE 2011

According to the timetable, each teaching periatisi&0 minutes. As for the foreign
language, the periods are the same in each grasleshéwn in the table, the foreign
language has more periods than the other subjgcepefor the Japanese language and
mathematics. Foreign language and Mathematics sharsame number of periods. The
timetable implies that the Japanese ministry ofcatian takes the foreign language into

consideration.
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Table 2.14 Lower secondary education of Japagearly lesson timetable (to be
implemented in 2012)

Subject Number of yearly periods in each

grade

7 8 9
Japanese language 140 140 105
Social studies 105 105 140
Mathematics 140 105 140
Science 105 140 140
Music 45 35 35
Fine arts 45 35 35
Health and physical education 105 105 105
Industrial arts and home economics 70 70 35
Moral education 35 35 35
Special activities 35 35 35
Periods for integrated learning 50 70 70
Foreign language 140 140 140
Total periods per year 1,015 1,015 1,015
Average number of periods per week 29 29 29

Source:UNESCO-IBE, 2011

As shown in the table, foreign language teaching) inare periods than the other
subjects in total. As mentioned above, most stidehbose English classes to study. The
overall objective of foreign language classes itcoedary education is to enable students
to gain basic communication skills such as listgnispeaking, reading, and writing. In
other words, students should understand the spgsak&ntions when listening to him or
her, express their own feelings when speaking to ar her, understand the writer's
intentions when reading his or her writing, andtevrabout their own thoughts in the
foreign language. Thus, foreign language activiiiedude the main four skills. For
example, listening involves listening to Englishusds to familiarize with stress and

intonation. Students should understand the maintp@nd respond in a proper way when
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listening to questions and requests. Speaking megjuiamiliarizing with the basic
properties of English sounds. Students should carrgialogues with the listener to whom
they are speaking. They should deliver speechea particular topic. Reading involves
understanding the general outline of texts or etoriStudents should understand the
writer's intentions or viewpoints. Writing involvetaking notes or writing sentences
correctly by paying attention to the connectionsMeen words and sentences. Students
should express their own thoughts and feelingsegsrds the issues they have gone
through. Furthermore, they should compose compositby considering the connections
between sentences. Apart from everything else,ulapg activities should depend on
communication. Grammar should be used in favout. Gfeaching materials are supposed
to base on authentic situations. As for the sykalmusecondary education, it should be
integrated with foreign language activities at edamary schools. English should be chosen

for the purpose of foreign language instruction fME2011).

Although the Japanese Ministry of Education favared communication skills, it is
assumed that Japanese students fall short of shdkeas they study only for the purpose
of having entrance examinations (Hato 2005; Honn&a&eshita 2005). In other words,
they have to study English to get ready for theasmte examinations of high schools and

universities.

Teaching methods of English mostly depend on tleehiers at schools. Some
teachers of English present communicative langtegehing and some teachers are based
on traditional grammar. As the number of Englis$tinctions in elementary schools varies
from school to school, junior high school teacHerd it difficult to teach the students who
attend junior high schools for the first time. Thtlsese teachers have difficulty in finding
out how and what to teach at the beginning of Bhgtlasses. Moreover, as Japan has
significant difference in writing system, sentensteuctures, grammar and sounds in
comparison with English, the Japanese studentspiantdems when they start to learn the
foreign language (lkegashira et al. 2009).

2.4 Foreign language education policy in Thailand

The period of compulsory education in Thailandiisygears of primary and three
years of lower secondary education. Students wikd t@go on their education join three-
year upper secondary education or technical cdllegehey do not have national
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examinations at Grade 9. However, they receiveificates from their schools which
indicate grade point averages (GPAS) in each subjéey enter university by means of
GPA and the University Entrance Examination (Ha3@%0).

It is not surprising that Thailand’s education syst has been influenced by
globalization. First of all, this situation has lexlan educational reform period. This new
movement started in 1997 (Kulsiri 2006). The ainthe education reform was to enhance
Thailand’s global competitiveness. Accordingly, tharticipation of local administrative
institutions and the private sectors were consadl@rgroviding education by the state. The
state was supposed to provide education and ttpiMoreover, it was expected to enable
the private sector to provide education and trgniBducation was supposed to be in
combination with economic and social change. Theeldpment of science and
technology was expected to be in favour of natiat@telopment. Local administrative
institutions had the right to provide education gmdfessional training in harmony with
the need of that region (Office of the National Ealion Commission 1997).

Following the above mentioned education reform, Thai government issued the
National Education Act 1999 (NEA 1999). It aimedréwive Thai education to cope with
the economic, political, cultural and social crisifie government received the support of
different occupational groups to arrange this acthat it could do research on education.
This National Education Act presented definitioakated to educational issues. It required
lifelong education for all individuals of the sotyie uninterrupted development of
knowledge, and learning processes. Furthermore, ptigciples of the act required
consensus on policy and variety in implementataetgentralization of authority to local
administrative organizations and educational iasths, enhancing the professional
standards of educational personnel, and cooperatitn different stakeholders such as
families, private organizations, enterprises, attteiosocial organizations. According to
the act, the compulsory education is nine yeargdtires the Thai children to enrol in the
basic education institutions at the age of seveah atend them until the age of sixteen

(Office of the National Education Commission 1999).

The Thai Ministry of Education declared implemeimtatof the Basic Education
Curriculum 2001 as the core curriculum at the bésiel. The curriculum put forward
goals and learning standards. Furthermore, thecalum was supposed to be in harmony

with the principles of the National Education A&9D. The objectives of the curriculum
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focused on decentralisation of educational authdatlocal communities and schools as
they take part in important activities and prepavericulums in line with their actual
needs. Later, the Basic Education Core Curricul@®82was arranged to design learning
standards. The new curriculum enables schools jisstatheir learning time according to
their needs and priorities. The core curriculurpidaites that the joint efforts of the interest
groups must take place in education. In other wotldey must work together in the

process of planning, inspection, and functioninigaiMinistry of Education 2008).

The above mentioned curriculum mainly promotesnegacenteredness, learning
standards and decentralisation of central authawtylocal administrative authority.
According to the learning standards of foreign laages, the aim of the study of them in
Thailand has been designed for communication. Atingly, the study of foreign
languages requires interpreting what has been tesatdead from different types of texts.
It needs language communications skills to exchanfgemation, feelings, and opinions.
As for language and culture, it is important to ewrstiand connection between language
and culture of native speakers. Moreover, it isighificance to use the foreign language

appropriate to occasions and places (Thai Minstrigducation 2008).

The foreign language that is given priority in Tlairriculum is English although
Thailand has no colonial connection with Englishug, it is treated as a foreign language
rather than a second language (Hayes 2008). Tkee fatfeign languages which take place
in the curriculum are French, German, Chinese, rilzg& Arabic, Pali and languages of
neighbouring countries. However, the learning managnt of these languages depends on

the educational institutions.

The aim of the foreign language education policyoisenable learners to receive
positive attitude towards foreign languages anddim the ability to make use of foreign
languages for communication in different situatiohs doing so, learners will know
various cultures of the foreign countries and cgn¥éai culture to the world (Thai
Ministry of Education 2008).

The foreign language curriculum of Thailand outliriee main learning elements of
its foreign language education. These are langdageeommunication, language and
culture, language and relationship with other legyrareas, language and relationship with
community and the world. Accordingly, language éommunication requires making use

of foreign languages for listening, speaking, regdand writing. Furthermore, it consists
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of exchanging data and information, expressing ghtsi and feelings. Language and

culture are based on using of foreign languagdartoliarize with languages and cultures

of native speakers. Language and relationship otiiler learning areas require learners to

connect their knowledge in the foreign languagetteer learning areas they have already

studied. As for language and relationship with camity and the world, it is necessary to

use foreign languages in different places and &skah connection with the global world

(Thai Ministry of Education 2008).

The following table shows the primary educationriéag time framework which

covers grades 1-6 stipulated in the Basic Educaiome Curriculum 2008 in Thailand.

Table 2.15 Primary education of Thailand: Learnirg time framework

Learning area Number of hours per year in each grade
1 2 3 4 5 6
Thai language 200 |200 | 200 | 160 | 160 | 160
Mathematics 200 200 200 160 160 160
Science 80 80 80 80 80 80
120 120 120 120 120 120
Social studies, religion & culture:
History 40 40 40 40 40 40
Religion, Morality and ethics, civics,
culture and living in society, economics, 80 80 80 80 80 80
geography
80 80 80 80 80 80
Health and physical education
Arts 80 |80 | 8 | 8 | 8 | 80
Occupations and technology 40 40 40 80 80 80
Foreign language 40 40 40 80 80 80
Total yearly hours (Basic) 840 840 840 840 840 840
Learner development activities 120 120 120 120 120 120
Additional courses/activities provided by
the school, depending on the local 40 40 40 40 40 40
Situation and priorities
Total learning time per year 1000 | 1000 | 1000 | 1000 1000 100Q

Source:UNESCO-IBE 2011
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As shown in the above table, foreign language fegcltarts in Grade 1. The
number of hours is 40 for Grades 1-3. The hourfoign language teaching increase to
80 in Grades 4-6. This situation indicates that mwhestudent graduates from primary
education, he or she receives 360 hours of foreigguage teaching. As mentioned above,
the foreign language prescribed for the Thai edowcaturriculum is English. In other

words, when a student attends Grade 1, he or stoeieters English.

The following table shows the primary educationriéag time framework which

covers Grades 7-9 stipulated in the Basic Educ&iare Curriculum 2008 in Thailand.

Table 2.16 Lower general secondary education of THand: learning time framework

Learning area Number of hours per year in each
grade
7 8 9
Thai language 120 120 120
Mathematics 120 120 120
Science 120 120 120
160 160 160
Social studies, religion & culture:
History 40 40 40
Religion, Morality and ethics, civics,
culture and living in society, economics, 120 120 120
geography
Health and physical education 80 80 80
Arts 80 80 80
Occupations and technology 40 40 40
Foreign language 120 120 120
Total yearly hours (Basic) 880 880 880
Learner development activities 120 120 120

Additional courses/activities provided by
the school, depending on the local 200 200 200
Situation and priorities

Total learning time per year 1200 1200 1200

Source:UNESCO- IBE 2011
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As the above table shows, students at Grades télvee 360 hours of foreign
language instruction. This duration belongs to Taaguage, Mathematics and Science as

well. This shows that foreign language teachingjven importance.

The following table shows the primary educationriéag time framework which
covers Grades 10-12 stipulated in the Basic Edoic&liore Curriculum 2008 in Thailand.

Table 2.17 Upper general secondary educatiaf Thailand: learning time framework

Learning area Number of hours/credits in

grades 10-12
Hours Credits

Thai language 240 6

Mathematics 240 6

Science 240 6
320 8

Social studies, religion & culture:

History 80 2

Religion, Morality and ethics, civics,

culture and living in society, economics, 240 6

geography

Health and physical education 120 3

Arts 120 3

Occupations and technology 120 3

Foreign language 240 6

Total hours/credits over three years, 1640 41

grades 10-12 (Basic)

Learner development activities 360 -

Additional courses/activities provided by

the school, depending on the local 1600 -

Situation and priorities

Total learning time/credits per year over three 3600 -

Years (grades 10-12)

Source: UNESCO-IBE 2011. Note: One credit is equivalend@hours (normally per semester).

The above table shows that the duration allottefbiteign language teaching is the
same as the time allocated to Thai language, Mattiesnand Science. When a Thai

student finishes his or her upper secondary edutatie or she gets 240 hours or 6 credits
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of foreign language instruction. This situationigades that Thai ministry of education
gives importance to foreign language teaching aieitig other subjects.

Despite the above mentioned efforts made for impg¥English in Thai education
context, it is suggested that Thai learners of Bhdhll short of required proficiency level.
Moreover, it is suggested that Thai students’ eraton results in English have been
deteriorating. Thus, this situation leads to lowgksh proficiency and learning standards.
Furthermore, it indicates that the reform efforéekl influence on English language
teaching. It is attributed to various reasons. Adewly, the reasons are shortages of
appropriately qualified teachers, the influence umiversity entrance examinations, a
mismatch between teachers’ expectations and ssidelgs, and achievement inequalities

between urban and rural schools (Hayes 2010).

Apart from the above mentioned reasons why Thanbtra of English fail to attain
required English proficiency, Foley (2005) attrigsithis failure to various factors as well.
Accordingly, these stem from reckless implementatd compulsory English teaching in
Grades 1-3, the lack of teaching materials usedtter primary school students and
teachers, no exposure to authentic use of Engligbide the classroom, main focus on
only grammar, insufficient training of teacherscessive responsibilities of teachers, large
class size, inappropriate classroom managemerdtsitiy in the interpretation of the same

curriculum.
2.5 Foreign language education policy in Iran

According to the constitution of the Islamic Repabbf Iran, the ministry of
education provides general education which is cdsgoy and free of charge for all
Iranian citizens. Compulsory education normallytdaBve years and is presented to
children aged 6-10. The second five-year developnman of Iran stipulates that
compulsory education will last eight years. The patsory learning age will rise to 13. In
other words, it will cover primary and lower secang education. Primary education of
Iran is the first step of education which lastefixears and admits children at the age of 6.
Students have the final examination at the entia@f primary education. If they pass their
examination, they normally attend the following edliion system. Secondary education
consists of two levels: lower secondary educatioth @pper secondary education. Each of
these levels lasts three years. Students who geadien upper secondary education are
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admitted to higher education institutions if theycseed in the entrance examination for
university (UNESCO-IBE 2006).

The history of English language teaching in Iratedéack to 1836 when the first
elementary school was set up by the American mmssies (Borjian 2009). After 1925,
western languages were introduced to Iran by Ewampeligious institutions including
America, Britain, France and Germany. Christian smisaries were allowed to set up
schools in the country. During that time, the Aroan and British missionary schools
supported the English language. These schools twered over to the Iranian ministry of
education in the 1930s.

At the beginning of the twentieth century, the Fefefanguage gained prominence as
it was the lingua franca at that time. The Englastguage became prominent in the 1950s
when the Iran-America society was established dubé close relationship with America
so it began to replace the French language in theian education curriculum.
Furthermore, Fulbright activities started in 19%@greby focusing on English language
teaching in Iranian secondary education. The P&axps took part in English language
teaching in 1962 (Strain 1971). However, there wemablems with English language
teaching due to lack of appropriate English texksoand qualified English teachers,
overcrowded classes, being unfamiliar with modeschihiques of foreign language
teaching and demotivation of students (Borjian 2&ain 1971).

Foreign language education policy has encountemednsistency because of the
post-revolution political atmosphere in Iran. Tlevgrnment has attempted to ban English.
However, many industrial, economic, military, andustrial activities are implemented in
English in the world so the attitude towards Englies changed. At present, English is
regarded as a tool which enables all Iranian stisdencommunicate with the international
community for the purpose of defending the nati@ral international rights of the country
(Farhady & Hedayati 2009).

Although foreign languages taught in Iran are EsigliArabic, German and French,
English language teaching and learning has gaingabrtance due to developments in
technology and science in the world. Furthermama) has had close relations with other
nations recently so the English language has beéesn goriority as an international
language. For example, it has cooperation with ORG€anization of the Petroleum

Exporting Countries), the UN, and Islamic Confeee@rganization. Thus, Iranian parents
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require their children to learn English. Conseqlyerthere has been an increase in the
number of institutions which offer English languagaching in response to demands in
general. As the state schools fall short of Englesiguage teaching, parents urge their

children at the age of six to attend private lagguastitutes.

On the other hand, it is suggested that Iraniaméra of English are unable to use
English well and communicate as required. Theynateproficient in English and do not
have a required level of communicative ability ve tanguage. English language teaching
in Iran is regarded as problematic from teachend’ students’ perspectives. This situation
is attributed to lack of required resources antlelitontact with the foreign language

outside the classroom (Vaezi 2008).

English language teaching takes place for 4 howveek in junior high schools and
six hours in senior high schools whereas non-Engtisjors in universities receive 6-
credit English teaching. Three of these creditsigkto general English and the other three
to English for specific purposes which studentsingieir fields (Vaezi 2008).

English language teaching in universities is malged on translation as students
need to read and comprehend texts related tofthkls written in English. Moreover, the
language of instruction in Iranian universitiesingplemented in Persian so the Iranian
students do not have strong motivation for the nieedEnglish (Farhady & Hedayati
2009).

The following table shows the weekly timetable lné tower secondary education of

Iran.

Table 2.18 Lower secondary education of Iran: weekllesson plan

Subject Teaching hours per week per year
6 7 8
Persian Language and Literature 5 5 5
Mathematics 5 4 4
Natural Science 4 4 4
Religious Education 2 2 2
History 1 1 1
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Geography 1 1 1
Arabic 2 2 2
Social Science 1 1 1
Arts 2 1 1
Technical/Vocational Education 3 3 3
Foreign Language - 4 4
Defence Preparation (boys only) - - 1
The Koran 2 2 2
Total 28 30 31

Source: World Education Services, 2004

As the timetable shows, foreign language educasi@ants in the second year of
junior high schools. Each teaching period lastsrbutes. The teaching period allocated
for foreign language teaching, Mathematics and Matsicience has the same duration. As
mentioned above, English as a foreign languagebleas chosen in lower secondary

education of Iran.

The following table shows the weekly timetable thalongs to upper secondary

education of Iran.

Table 2.19 Upper secondary education of Iran: numlyeof units required in common
courses by branch

Subject Number of units by branch
Academic Technical/ | Skills
Vocational
The Holy Qu’ran 3 3 2
Religious Education 6 6 4
Persian Literature and Dictation 6 4 4
Grammar and Writing 6 4 4
Arabic 6 6 4
Foreign Language (English, German or French) 6 6 4
Social Science 2 2 2
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Economics 1 1 1
Physics 3 3 3
Chemistry 3 3 3
Physics Lab 1 1 1
Chemistry Lab 1 1 1
Mathematics 8 8 4
History of Iran 3 3 3
Geography of Iran 3 3 3
Biology, Hygiene and Environment 4 - -
Physical Education 3 3 1
Defence Preparation 1 1 1
Total Units 66 58 45

Source:UNESCO-IBE 2006

Each unit is equivalent to 30 academic hours intaéisée. The total number of units
refers to the three year programme. As the tald@shthe teaching period that belongs to
foreign language education is 6 units in the acacdémanch and technical/vocational

branch and 4 in the skill education branch.

As mentioned above, English language teaching eeped in Iranian education
system. Teachers of English make use of a mixtfirgrammar-translation method and
audio-lingual method in Iranian education. Readisghe most prominent activity in
English language learning. The Iranian ministryedfication determines the selection of
the textbooks. Teaching methodology is not corgmbllEnglish language teaching is
mostly teacher-oriented. As for English languagehéng in universities, instructors have
the freedom to select the textbooks and activiiege teaching English. Students mainly
study English for academic purposes in Iranian emsities. However, Iranian EFL

students have little chance to use their Englidbide the classroom (Noora 2008).

English language teaching in Iranian schools aorenable students to communicate
with the other people who speak the language. Tifestextbooks have been revised to

meet the needs of communicative approaches to dyegteaching. However, the system
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based on communication has not been put into peds students focus on their
performance on the tests rather than their commatiwee performance. Consequently,
teachers of English find it difficult to improveustents’ communicative ability by means
of the foreign language curriculum. Farhady and &yati (2009) suggest that English
language teaching is not at the desirable leviebalih the authorities make great efforts.

Today, it is suggested that the above mentioneblgms related to English language
teaching in Iran continue. Karimnia and Zade (208dygest that Persian learners of
English fall short of required communication asythearn it by means of formal

instruction. They have little chance to use it @égheir classrooms.
2.6 Foreign language education policy in Europearocntries

The teaching of classical languages was the prormiirgguistic study of European
educational context in the past. Foreign languaspching started to take place in
secondary education in the™8entury. Interest in foreign language educatiarekrated
following the industrial revolution and increasetiade. Thus, countries found it necessary

to communicate with other people from different miies due to foreign trade.

Following the 1950s and 1960s, European educatieysitm encountered a lot of
changes. Foreign language teaching became comneenglaing that time. However, it
has gone through fluctuations since then becaudgicpb developments have had
influence on the teaching of certain languages.example, the Russian language teaching

became prominent in some countries as of 1950.

Today countries which made room for the Russiaguage teaching tend to teach
other foreign languages. As for foreign languagegtit in European education, students
in German speaking countries choose from sevangli@ges. However, they mainly prefer
English. The French language teaching becomes pesthin English speaking countries.
In Nordic countries such as Denmark, Finland, Sweded Norway, English language
teaching has advantages over other foreign languafee English language has also
advantages over other foreign languages in the tel@dnean and eastern European

countries (Eurydice 2001).

From the 1980s to 1990s a number of European deanintroduced foreign
language teaching into their primary education. &mmple, Austria introduced foreign
languages in the group of compulsory subjects B819
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As for the methodology used in foreign languagehesy, the Council of Europe
provided its contribution by designing a Europegsteam of cumulative course credits for
foreign language instruction to adults in the 19Msreover, it took part in publishing
works to be used in threshold levels related tacbklsguistic concepts and functions
which need to be mastered by beginners. Theseestidive had impact on the design of
foreign language education curricula in a numbeifEafopean countries. Accordingly,

textbooks used in foreign language teaching haee bbhaped.

Most European countries have adopted the commuvecapproach in foreign
language teaching in their schools and have giviemify to oral skills. As for the foreign
language as the language of instruction, sevena@@an countries make room for foreign
languages to be used at school. English, Germa&memch are chosen as the language of
instruction. For example, Austria has promoted Bhghs a language of instruction for
other subjects. Consequently, every country in peirexcept Ireland, where English and
Irish are taught without being regarded as fordagrguages, stipulates that at least one

foreign language must be taught to students onmrgoatsory basis.

As pointed out above, significant innovations retbto compulsory foreign language
teaching in the earliest year of education toolkcglitom 1980s to 1990s. Accordingly,
compulsory teaching of the first foreign languatgats between the ages of 8 and 11 in
most European countries. However, a few countnieh sas Luxembourg, Norway, and
Austria initiate the first compulsory foreign larage at the age of six. In such countries as
Finland, Sweden, and Scotland authorities do ratat# any particular age so schools have
right to choose the appropriate age for compulsmngign language teaching. For
example, the teaching in most Finnish schoolssstdrthe age of 9, in Sweden at the age of
10, and in Scotland at the age of 10 or 11.

Most countries in Europe teach a second compul$mmgign language in their
schools. In doing so, the curricula of foreign laage education in most European
countries give priority to students’ autonomy ire tlearning process, students’ personal

development, communicative approach, and oralss{@urydice 2001).

When compulsory foreign language education wasdiited into primary education
in the 1990s, the countries encountered severdllgnes with respect to training foreign
language teachers as primary school teachers didave required proficiency in foreign

language education. As a result, this situation tedseveral adaptations for teaching
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profession at primary level. The countries whictiaduced this teaching at primary level
resorted to several resources to cope with thelgmd In-service generalist teachers
qualified to teach all subjects in the curriculumsome European countries had to get
provisional training to teach a foreign languagetheir students at primary level. For
example, a generalist teacher in Germany may heevehtance to obtain in-service training
to teach foreign languages after passing an exaimmaiowever, several countries such
as Greece, Spain, and Romania which have introdfmexign language teaching at

primary level employ teachers that are traineccabsdary level.

The foreign language is not compulsory in the cutdm of generalist teacher
training in some countries such as France, Portagal Norway. It may take place as an
elective subject. The administrators of schoolghiose countries employ teachers who
have attended courses in foreign language teacHiogyever, the foreign language in the

curriculum of primary level generalist teachernmg is compulsory in some countries.

Today foreign language teachers at primary levelteained by the same training
institutions which educate teachers of other subjetthe curriculum under the umbrella
of tertiary education level. The employment of fgrelanguage teachers at secondary
education level is relatively simple as they areuged with respect to qualifications and

examinations.

When it comes to in-service teacher training, itlésigned in various ways. As in-
service teacher traingnn the language area is regarded as expensive,qoostries have
made only a few courses compulsory and left thésaetto teachers to choose others. The
period of in-service courses varies from countryctmntry. Such public authorities as
ministry of education, ministry of culture, and nsimy of foreign affairs play significant

roles in financing study courses abroad for foréagiguage teachers (Eurydice 2001).

Support for language skills in the area of EuropEaion have been regarded as
essential for Europe’s success. Thus, the teadfilapguages has been promoted in terms
of the construction of Europe. Moreover, a numbeprmgrammes such as the Lingua
programme, the Socrates programme, the Erasmusapnotge, the Comenius programme,
and the Leonardo Da Vinci programme have beendaoted to support the teaching of
languages. The Lingua programme came into ford®90. It aimed to develop the quality
of language teaching in the European Union. Bedige$ingua programme, the European

Union brought about lifelong learning. AccordingG@ouncil Conclusions of 20 December
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1996 on a strategy for lifelong learning, positattitudes to lifelong learning should be
created both in individuals and in society gengrdtlrequires innovation in every sector.

It aims to improve communication skills and alsorpotes teaching of languages.

The European Parliament and the Council of the ji@an Union established an
action programme in the field of lifelong learniag of 15 November 2006. The action
programme includes six sub-programmes: Comeniugsnis, Leonardo da Vinci,
Grundtvig, the Transversal programme, and the Jannet programme. All of them
relate to the teaching and learning issues of aftigpants, and institutions providing
education. These programmes combine mobility, laggu and new technology.
Accordingly, Comenius consists of school educatignto the end of upper secondary
education. It encourages young learners to leareigo languages. Erasmus includes
formal higher education and vocational educatiotegtary level. It also covers doctoral
studies. It promotes mobility and innovative prees. Leonardo da Vinci embraces
vocational education and training. It also promadtesovative practices besides foreign
language learning. The Grundtvig programme contalinferms of adult education. It aims
to improve pedagogical approaches. The transvprsgramme contains a wide range of
activities with respect to learning. It promotesigaage learning and assists linguistic
diversity in the member states. When it comes ¢oJdan Monnet programme, it supports
particular issues with respect to European integrain the academic world. It mainly
supports teaching and research activities underuthberella of European integration

studies.

Europe has a wide range of multicultural and mobiial societies. This situation
needs mutual understanding and communication. Aaegly, the year 2001 was declared
the European Year of Languages to promote foreagguage teaching and the linguistic
diversity feature of Europe. It suggests that stteleshould know at least two foreign
languages until they complete their education. Téreysupposed to get benefit from their
knowledge of foreign languages by making use oftbh@ communicate with other people

in Europe.

The Resolution of the Council and of the Ministéss Education issued in 1976
touches on teaching of foreign languages. It suggisit all pupils should be provided
with the chance to learn at least one other Comiylanguage. Moreover, it asserts that
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before qualifying as a foreign language teachestualent should spend a period in a
country or region where the language he is supptwstzhch is spoken.

The 1995 European Commission White Paper on edurcaind training also
mentions foreign language teaching. Accordinglyquiiing new knowledge is the most
prominent priority. Support for mobility plays amportant role in getting new knowledge.
Thus, the member states have significant respditigi®ito realize this situation. As the
acquisition of language skills by European citizéras gained prominence, the 1995
European Commission White Paper on education adirig put forward the following

objectives and methods:
Aims

* Promote the learning of at least two Community ifrdanguages by all
young people.

* Encourage innovatory language-teaching methods.

» Spread the daily use of European foreign languagsshools of all levels.

* Foster awareness of Community languages and cstared their early
learning.

Methods

* Mobilising schools to provide learning of at leasie Community foreign
language as early as primary school.

» Define a “European quality label” quality label whiwould be awarded
according to the following criteria:

* Genuine use by all pupils of one Community forelgnguage at primary
school and of two at secondary school.

* Involvement of teaching staff from other EU MemB¢ates.

* Use of methods promoting self-learning of languages

» Creation of an organisation for contact between ngoyeople from
different Member States (including via informati@chnologies).

The fact that people in Europe have proficiencgemeral Community languages is
required if they want to benefit from their occupatin the border-free single market. It is
suggested that proficiency in languages enablespean citizens to gain the feeling of
being European so they get acquainted with itaugallivealth and diversity. Accordingly,
multilingualism gains significance from a Europestandpoint. It is necessary to acquire
foreign language learning at pre-school educatmnhss kind of education should take

place in primary education

On the other hand, Council Resolution of 31 Mard@®5l on improving and

diversifying language learning and teaching wittiia education systems of the European
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Union touches on foreign language education in ge@a countries. The resolution mainly
promotes the teaching of the languages of the Uicnording to it, the languages of the
Union have the same status. The Council stressaseitessity to:
e promote, by appropriate measures, qualitative ingmmeent in knowledge
of the languages of the European Union within th@ol's education
systems, with the aim of developing communicatikifisswithin the Union
and ensuring that all Member States’ languages auoliures are
disseminated as widely as possible,
» take steps to encourage diversification in the daggs taught in the
Member States, giving pupils during their schoaleea and students in

higher education the opportunity to become competeseveral languages
of the European Union.

The above mentioned necessities relate to genedavacational education which
are implemented at all levels. As for language rieay, specific attention should be
allocated for methods that improve reading comprsio& and writing as well as listening
comprehension and speaking to acquire communicaats. Thus, it is necessary to
make contacts with native speakers of the langudmeh is studied. Furthermore, students
should be provided with mobility to visit a county the Union whose language they are

learning during their education.

The Council Resolution issued in 1995 also promédesign language teaching in
childhood when they are at the most flexible andepsive stage of intellectual
development. In other words, the Community suppthrsteaching of modern languages

in primary schools. It promises to support thisowetion attempt.

As for training for languages teachers, languagmittg periods in member states
should be improved and strengthened. Accordingig, of significance to improve spoken
skills and study language learning strategies. Aiegc methods and getting new
knowledge of the culture of the country whose laggithey are learning should take
place in training. Prospective language teachealdhbe given priority to attend the
exchange programs with Member States.

On the other hand, as stated previously, the CbuwicEurope consists of the
Common European Framework of Reference for Langua@EFR), which mainly
presents a common basis for the arrangement ofudayey syllabuses, curriculum
guidelines, examinations, and textbooks in the nmenshates. It suggests what language
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learners have to learn so as to use a languageoimmunication. It also describes
proficiency levels which let learners’ progressnbeasured.

3. The current foreign language education policy iTurkey

As pointed out above, the Turkish education sydteeoretically gives importance to
foreign language education at the macro and mievell The policy makers have been
handling this issue and putting forward their decis at the national education councils.
These decisions have been published in the Offi8idletin of MONE. The decisions
involve such issues as textbooks, supplementampdeks, class hour schedules, and so
forth. The decisions taken at the macro level appesed to be implemented at the micro
level. Thus, the implementation of the foreign laage education is expected to be in
accord with the policies. The decisions on foreigmguage teaching in Turkey stipulate
that students must learn at least one foreign agguand use it perfectly. That is, they

must speak and understand the foreign language well

Although the policy makers in Turkey theoreticaliiye priority to foreign language
education, problems arise at the micro levgk(R008; Kirkgoz 2007). For example, the
teachers of English assert that their studentsnategood at mastering English due to
several reasons. In fact, this situation belongsther EFL contexts such as Iran, Thailand,
and so forth. The main reason is that the learasrexposed to limited English. That is,

they are likely to get English instruction in clessms.

The foreign language education policy of Turkey hio attracted criticism from
commissions set up by MONE. For example, the cosionsassigned to foreign language
education in 1991 outlined the problems arisingnfrthe foreign language education of
Turkey. Its members asserted that despite beinghgrtiee countries contributing to the
foreign language education, Turkey lagged behinegld@ed countries that made a move
to develop their education system. Briefly, theyt porward the following problems
(MONE 1991):

* There is a teacher shortage.

e Students cannot perceive the significance of foréagguages.

* Students cannot use the foreign language they @aenihg in oral

communication.

* The classes aim to provide knowledge instead cfgoring communicative
language.
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» Cassette players, projectors, videos, and overhmagectors that are
necessary for efficient foreign language teachiegnat available in a large
number of schools.

 There are overcrowded classrooms and there is rabku education
atmosphere.

« Textbooks and teaching materials are not innovatedccordance with
contemporary training and education conditions.

* There is a great deal of discrepancy between stadeprivate schools in
terms of the quality of foreign language educatiomurkey.

On the other hand, the commission put forward seoggestions to get rid of the
above mentioned problems. It suggested the follgwlutions to the problems stemming
from the foreign language education of Turkey (MONI®1):

* The Board of Education and Discipline should plagignificant role in
determining class hours, curriculum, and teachirggenmals in order to
prevent confusion in the Turkish education system.

« Common targets should be determined with respeittetdoreign language
teaching.

» Contemporary approaches should be followed whepapieg textbooks
and teaching materials.

» Teachers should be provided with in-service trgropportunities in order
to introduce new education programmes, teachinghodst and new
assessment and evaluation.

e Weekly course hours of foreign language educatemy widely from one
school to another. Furthermore, they vary widelshegear. Thus, this issue
should be crystalized.

The current foreign language education policy ofkéy depends mainly on English
language teaching because there has been an edréasand for it. Thus, nearly all the
schools teach English rather than the other foréagiguages. The authorities who take
decisions on English language teaching suggestdh@municative language teaching
should be given priority in Turkish education cotitén other words, the Turkish learners
of English should improve their communicative cotepee. They should be good at
communication while using English. Accordingly, dkang English should assist learners
in knowing how to communicate. Moreover, textbock®uld be designed according to

this approach.

On the other hand, foreign language education ypaticTurkey has recently been
influenced by the policies pursued by the CounciEarope. Turkish ministry of education
tries to keep up with the policies on foreign laage education in European countries.
Consequently, foreign language curriculum in Turkag been formed in accordance with
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the policies followed by the Council of Europe. Shioreign language education policy in
Turkey suggests that Turkish EFL students shouldemsse of the European Language
Portfolio. In doing so, they should acquire learaatonomy and self-assessment. They
should learn about the other countries’ culturesrédver, foreign language education
should be based on student-centred learning. Timerdudoreign language education policy
requires parents’ support for its implementatiortcévdingly, the parents should assist

teachers in implementing the curriculum.
3.1 Teaching English as a foreign language in prinmg schools

The eight-Year Basic Education Reform launched 9971 brought about a wide
range of innovations in education system of Turk&gcording to the article | of the Law
of National Education dated 16.8.1997 and numbéB&6, primary education consists of
eight-year schools with continuous education aretgates are provided with primary
education diploma. The primary education was raiBeth five to eight years. The
authorities aimed to open new schools, therebybksténg classrooms with thirty students

at most.

In addition to the above mentioned innovations, IEhglanguage teaching was
introduced in Grade 4 in line with the Council afrBpe. Elective second foreign language

took place in the programme as of Grade 6.

The Board of Education and Discipline arranged fineign language teaching
programme of Grades 4 and 5 of the primary educatid 997. The programme issued in
the Official Bulletin of MONE in October 1997 astetthat the programme would be
applied as of 1997-1998 education year. It is vidas innovative in many respects. The
general objective of the programme is to enabldesits to realize that there are languages
other than Turkish. First of all, it makes room fitwree foreign languages including
English, German, and French. Moreover, it supptres idea of initiating the foreign
language teaching at early age. According to thiéetiy foreign language teaching at
early age should inspire students’ interest inftneign language teaching. The principles
and suggestions that lie behind the programme dssutihne Official Bulletin of MONE are

outlined as follows:

« Foreign language education should be learner-akntre
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» Teachers should behave as a guide. They shouldinékeconsideration
communicative approach when teaching the foreigiguage. Moreover,
they should be acquainted with students’ psychokdgitatus.

* The needs of the age groups should be considered géiecting methods.

* The subjects should take into account the studeets.

* The teacher should be careful not to interrupt dbeversation between
students when correcting mistakes.

* As for the measurement and assessment, the rawattén examination to
oral examination should be 50 % to 50 %.

* The concepts and subjects should relate to studentgronment rather
than abstract approaches.

 The events in classrooms should be game weightedother words,
education should be fun oriented.

English language curriculum for primary educatioaluding Grades 4, 5, 6, 7 and 8
was prepared by a commission established by thedBafaEducation and Discipline in
2006. The issues related to foreign language tegcdmie presented in this commission’s
report in detail. The curriculum prepared at thecradevel requires teachers and schools
to implement it at the micro level. It gives prigrito learner-centred learning, thereby
considering neurolinguistic programming, multipheelligences and whole brain learning.

Furthermore, the commission presents syllabi favalbmentioned grades.

According to the programme, process-oriented amesm in which the learning
situation is prominent should be given importanEerthermore, it advocates cross-
curricular approach in which a number of subjects taught making use of a topic as a
central issue. Thus, topics should be relevantudests’ needs and have connection with
the real world. Moreover, it presents English laagg teaching materials to follow in
schools. When it comes to the curriculum of Gratlesd 5, it mainly depends on games,
songs, drawings, storytelling and drama. As fordetus in Grades 6, 7 and 8, the
curriculum encourages learner autonomy, partiaypatprediction, simulations and group

work. Accordingly, fluency is preferable to accuyac

The following table belongs to the weekly timetaldé the Turkish primary

education:



Table 2.20 The weekly timetable of the Turkislprimary education

Lessons

Classes
1 2 3 |4 5 6 7 8
Turkish 11 | 11| 11| 6 6 5 5 5
Maths 4 |4 |4 |4 | 4| 4| 4| 4
Social Studies 4 4 4
Science and Technology 3 3 4 4 4
Life Sciences 3 3 3 3
History of Turkish Revolution
@ | and Kemalism
o
§ Foreign Language 3 3| 4 4 4
-
g Religious Culture and Moral > > >
@ | Knowledge
>
£ | Visual Arts 2 |22 1|1] 1| 1] 1
o
O
Music 2 2 2 1 1 1 1 1
Physical Education 2 2 2 2 2 2 2 2
Technology and Design 2 2 2
Traffic Safety 1 1
Counselling / Social Activities 1 1 1
TOTAL 25 | 25| 25| 26| 26| 29 29 283
Foreign Language 1 1 1
Art Activity
0 Sports Activity 1 1 1
?
§ Thinking Training 1] 1| 1
©
& | Popular Culture 1 1| 1
1
O L
Media Literacy 1 1 1
Information Technologies 1 1 1
Chess 1

96
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Citizenship and Democracy Education il
Agriculture 1 1 1
The number of class hours selected 1 1 2
Free activities 5 5 5 4 4
Total class hours 30 30 3p 30 30 30 BO RO

The above weekly lesson plan belongs to the priredocation including Grades 1-
8. As the table 2.20 shows, foreign language edutaegins at Grade 4. The weekly time
table consists of ‘foreign language’, thereby noing a place to any particular foreign
language. However, this lesson implicitly referseiaglish language teaching. Moreover,
when it comes to the optional lessons, English adsantages over other foreign
languages. The students at Grades 4 and 5 takeir3Bmglish instruction whereas the
students at Grades 6-8 receive 4-hour instructfmtording to the timetable, foreign

language teaching has advantages over other lesgoept Turkish and Maths.
3.2 Teaching English as a foreign language in seaary schools

Prior to the eight-year basic education reform,atacational system included five-
year primary education, three-year lower secondadycation and three-year upper
secondary education. Moreover, there were schodighwoffered intensive foreign

language teaching.

According to the article 1 of the Official Gazetlated 28.11.1964 and numbered
11868, secondary general educational institutianssists of two parts including middle
school and high school. High schools are the ongishaprepare its students for higher
education. Middle schools prepare its studentshfgh schools and vocational schools.

Middle schools may take place in high schools.

Today the regulation of secondary education dag@422010 and numbered 27560
arranges procedures and principles of educatiqgmivtate and state-owned schools. These
schools are educational institutions which offeurfgear education after primary
education and prepare their students for highecatthn. Course books are determined by
Ministry of National Education and published by B@ard of Education and Discipline.
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The education system in Turkey related to seconddugation includes a variety of
schools which present general, vocational, andiieaheducation. In general, two types of
schools are available. They are state-owned amétpreducational institutions. The high
schools are categorized as general, vocationagioe$s, Anatolian and Science high
schools. General and vocational high schools ptedeihree-year education prior to the
basic education reform. Today, they present foaryeducation without preparatory
foreign language classes. However, there were Sugkrschools which offered one-year
preparatory English classes in general. Englisigdage teaching has been spread over

four years since the abolishment of these schools.

As pointed out previously, Anatolian high schoolera established as Turkish
parents required their children to learn Englishthiase institutions properly ([3ancay-
Aktuna & Kiziltepe 2005). To begin with, these solsopresented six-year education
together with one-year preparatory English clagges to the basic reform. The students
received approximately 24 hours of English instarcta week. Moreover, second foreign
language education was presented to the studdmesstlidents received German language
teaching in addition to English language teachlntgensive English instruction including
speaking, writing, listening and reading was prés@nto the students. The foreign
language teachers selected their teaching materatd mostly came from England. Such
publishers as Oxford, Longman and Heinemann supgpdhe schools offering intensive
English language teaching with teaching materia¢fuding books, CDs, video cassettes,
and suchlike. Anatolian high schools made use gliEimas a medium of instruction while
teaching Maths and Science. Thus, the studentsigied from these schools preferred the

universities which offered English as a mediumnstiuction.

Private high schools have been offering intensingligh language teaching for ages.
However, there are other private schools whichrdfiench, German, and lItalian. Some
parents would like their children to attend thesleosls due to intensive foreign language

teaching.

According to the Regulation of high schools offgrimtensive foreign language
dated 20.08.1999 and numbered 23792 issued by tM4iro$ National Education, these
schools are the ones which offer at least three-gelacation together with one-year
preparatory instruction in any foreign languageedé schools aim to present listening

comprehension, reading comprehension, speakingvatidg to its students prior to Grade
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9. Moreover, they require their students to keepvitp new technological developments.
The regulation stipulates that schools must haasscboms of 30 students. The modified
version of the Regulation dated 30.12.2004 and mueth25686 stipulates that students
must sit for central examination to be admittedthese schools. According to the

regulation, subjects are taught in Turkish with éxeeption of foreign language teaching.

The Regulation of foreign language education aathitig dated 31.05.2006 and
numbered 26184 arranges procedures and princidlepublic and private primary
education, secondary education, distance lear@ind,mass education. Accordingly, the
aim of formal, mass, and distance education imtbke students to acquire such skills as
listening comprehension, reading comprehensiorakspg, and writing, to communicate
in any foreign language they are learning, and @égetbp a positive attitude towards
foreign language education. Primary and secondaryrammes must complete each other.
Teaching materials are regularly developed accgrdm scientific and technological
principles, innovations, and the country’s requiests. The syllabi of compulsory and
elective foreign language classes are put intaceft#lowing the council’s approval. The
principles of foreign language education which Wi taken into account in formal, mass,

and distance education are as follows:

* The objective of foreign language education is mabde individuals to
acquire listening and comprehension, reading andnpecehension,
speaking, and writing.

* Teaching materials are regularly innovated in limgh scientific and
technological basis.

« Foreign language course programmes can be arraagidd from course
hours in primary education.

» Foreign language classes are included in primangagttbn beginning from
Grade 4. Elective foreign language teaching cannbkided as second
foreign language education beginning from the sgrade. Course training
programmes for foreign language besides lessonbeararried out in all
grades.

« The first foreign language as a continuation ofeign language
programmes of primary education is included in sdany schools and the
second foreign language takes place in those sshds®#med appropriate
by the council. Furthermore, elective foreign laage classes can take part
in support of compulsory foreign language classes.

The following table presents the weekly lesson dulee of Turkish secondary

education:
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Table 2.21 The weekly lesson schedule of Turkishcedary education

Categories Lessons Classes
of Lessons 9 10 11 12
Language and Expression 2 2 2 2
Turkish Literature 3 3 3 3
Religious culture and Moral 1 1 1 1
education
History 2 2
History of Turkish Revolution 2
n and Kemalism
§ Geography 2 2
3 Maths 4
S Geometry 2
€ Physics 2
g Chemistry 2
© Biology 2
Medical knowledge 1
Philosophy 2
Foreign Language 3 2 2 2
Physical education 2 2 2 2
Visual Arts and Music 1 1 1 1
National Security Information 1
Traffic and First Aid 1
Total 29 16 15 12
Language and Expression (2) 2)(3 (2)(3
Turkish Literature (1) (1) (1)
Maths @) | M) | )“)
o Geometry DA | AB) | 1P
3 physics 2B | @) | 2B
4 Chemistry 2B | @© | &
c_‘ﬁ' Biology 2B | 91 | AE)
S History (2) (2)(4)
= C_ontemporary Turkish and world (2)(4)
O history
Geography (2) @4 | 4
Psychology (2)
Sociology (2)
Logic (2)
Foreign language (2)(4) (2)(4) (2)(4)
Second foreign language (2)(4) 2)(4 2)(4
Other optional lessons Q) Q) (2
Total Q) Q) (2)
Counselling and guidance 13 14 17
Total class hours 30 30 30 30

As shown in table 2.21, foreign language lesson® laalvantage over other lessons
except few lessons such as Maths and the Turkigjubege. As pointed above, the weekly
timetable makes room for foreign language instefathentioning any particular foreign
language. However, English language teaching isepeel by the secondary school

students.
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3.3 Teaching English as a foreign language in higheducation

Turkey owns state-owned and private universitidse Tegulations governing these
educational institutions are determined by Highdudation Council. There are 103 state
and 65 private universities for the time being. Alivate universities offer intensive
foreign language teaching. Most of these univesithake use of English as a medium of
instruction. They offer one-year preparatory Erglsnguage instruction. However, given
that students pass exemption examination in Engtistihe beginning of their education,

they continue their education without preparatonglish education.

The regulation in the Official Gazette dated 0£0P8 and numbered 27074
arranges the principles of foreign language teachimd teaching in a foreign language in
higher education institutions. This regulation ageas purpose, scope, practice, and
assessment of the education with respect to forleigguage teaching. It covers all kinds
of foreign language teaching and teaching in aidgordanguage in higher education
institutions. According to the article 4 of the wégtion, the aim of foreign language
teaching is to teach the basic rules of the foréémguage to students, to enable them to
improve their foreign language vocabulary, to mékem acquire reading and listening
comprehension, and to let them express themselesigh speaking and writing.
According to the article 5 of the same regulatithve, students who first register for higher
education programmes are subject to foreign langpéarement examination arranged by
the rectorship at the beginning of academic yeanathey are enrolled. The scores which
the students gain determine whether or not theyeammpt from compulsory foreign
language classes, and, if any, from preparatorgidarlanguage classes. Furthermore, it
determines the foreign language proficiency lehelytwill attend in preparatory foreign
language classes. The students who fail to passfdhgEign language placement
examination or do not sit for this examination magend foreign language classes and
pass their examinations as required by the Law 25&bmpulsory foreign language
classes are scheduled and taught in two academmts teith no fewer than 60 hours.
Elective foreign language classes in the followiagns may take place for the students
who are exempt from the compulsory foreign languzlgsses. The Article 7 of the above
mentioned regulation stipulates the following piohes:

e Some graduate and postgraduate programmes in higdecation
institutions may be taught in a foreign languageubgh senate’s decision
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and the approval of General Council of Higher Edioca The subjects in
these programmes are supposed to be taught by tbaseing staff who
have a good command of the relevant foreign languag

Although education language in a higher educatstitution is Turkish in
general, some elective subjects may be taughfoneggn language fully or
partly. However, senate’s decision and the appro/&@eneral Council of
Higher Education are required.

Preparatory foreign language classes are openeaiversities which have
graduate or postgraduate programmes implementadfaneign language.
Based on the approval of General Council of Higkeucation, these
classes may be opened in other universities. Tudests who are entitled
to receive education in graduate or post graduaigrammes that do not
make room for teaching in a foreign language areatdiged to attend
these classes.

Weekly course load in preparatory foreign languatgsses which are
made up of two semesters may not be less than @&.hGourse load in
one semester may not be less than 260 hours.

The time spent on preparatory classes is not tak®nconsideration as
regards credit hours of the subjects which studargsobliged to study in
graduate or post graduate programmes.

The students who are exempt from foreign languadgacement
examination and those who pass the examinationr adtéending
preparatory classes are entitled to follow graduate postgraduate
programmes.

The student who does not succeed in the foreiggukage examination at
the end of the second semester of preparatory ¢tdlesvs a further
preparatory class for one or two semesters or imgsdis/her knowledge
of foreign language through his/her own means. Adiogly, if he/she
succeeds in the foreign language examination aketitk of semester, he
follows graduate or postgraduate programmes.

Even if the students of the faculty or institute ieth makes room for
elective subjects taught fully or partly in a fapeilanguage although their
education language is in Turkish do not succeethénforeign language
may attend graduate or post graduate programmegevéw, these students
take only those elective subjects that are taughkurkish excluding the
subjects that are taught in a foreign language.

Any student may be taught another foreign languagtonally in the
preparatory foreign language class in addition He foreign language
he/she studied in secondary education.

Examinations are carried out in a foreign languagegraduate and
postgraduate programmes which are implemented at thnguage.
Assignments and theses are written in that langaageell.

If the student who registers for a graduate prognamvhich teaches in a
foreign language fails to pass the foreign languagamination in the
second term despite attending preparatory foraagguage class is placed
by Student Selection and Placement Center in aivagut programme
whose education language is Turkish in another arsity or his/her
university at his/her pleasure.
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* The quality of education implemented in a foreignduage is inspected by
the Council of Higher Education. The authorizatiorcarry out graduate or
postgraduate programmes may be revoked throughpémmission of
General Council of Higher Education according t® tésults of inspection.

Foreign language education in Turkey has long lgtean importance in order to
pursue scientific and technological innovationscar the World. A number of different
foreign languages have been taught throughout igterip. They were mainly under the
control of minority groups prior to the republicaerHowever, following the law on
unification of education, drastic innovations camt® existence, thereby shaping foreign

language education policy in Turkey.

The issues about foreign language education in éjutkave been mentioned in
almost all of the national education councils. Rermore, serious problems have been put
forward in these councils, and a number of suggestin turn have been presented.

Actually, these problems relate to all EFL contarentioned above.

The current foreign language education policy inrkEy has recently been
influenced by the Council of Europe. Accordinglyetforeign language curricula pursued
at educational institutions have been shaped acmprdo criteria used by this

intergovernmental organization.
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CHAPTER IlI
FOREIGN LANGUAGE CURRICULUM IN TURKEY

1. An overview of foreign language curriculum

Curriculum takes an important place in foreign laage teaching because it consists
of overall decisions on it. When it comes to itéd&on of curriculum in general, it is not
easy to provide clear-cut explanation for it (Eg403; Marsh 2004). Marsh (2004: 3)
states that “defining the word curriculum is no yeasatter. Perhaps the most common
definition derives from the word’s Latin root, whicneans ‘racecourse’. Indeed, for many
students, the school curriculum is a race to beawseries of obstacles...” Egan (2003: 10)
states that “the field seems to have no clear &@doundaries”. However, curriculum is
related to education. It tries to answer how clkiidshould learn and what methods should

be employed to present better education to them.

Richards and Schmidt (2002: 139) provides the e&balefinition in the following:

1- An overall plan for a course or programme...Sucpr@gramme usually
states;

a) the educational purpose of the programme, in tefnagms or goals,

b) the content of the programme and the sequence ichwhwill be taught
(also known as the syllabus),

c) the teaching procedures and learning activities whih be employed (i.e.
methodology),

d) the means used to assess student learning (iessasent and testing ),

e) the means used to assess whether the programraehased its goals (i.e.
evaluation ),

2- The total programme of formal studies offeredabgchool or institution, as
in the secondary school curriculum.

There is some confusion between curriculum andalbyl as to their definitions
because the terms are used in a different way auenterican and British explanation.
White (1988: 4) states that “ in a distinction tieatommonly drawn in Britain, syllabus
refers to the content or subject matter of an iwldial subject, whereas curriculum refers to
the totality of content to be taught and aims tadadized within one school or educational
system. In the USA, ‘curriculum’ tends to be synmoys with ‘syllabus’ in the British
sense”. Accordingly, syllabus is related to theteats of a course and the order where
they are taught. Thus, it has a restricted cond¢épivever, curriculum has broad meaning.
Moreover, it refers to any educational programmeg thuts forward the purpose of the

programme, teaching procedures, and learning goals.
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When it comes to foreign language curriculum, ifere to the planning,
administration, implementation, and evaluation b€ tforeign language programme.
However, foreign language syllabus deals with naeroissues and involves the selection
and grading of contents. Johnson (1989) stateshbet are three factors which influence
curriculum decision making. The first is policy whi takes decisions on curriculum
planning. The second includes pragmatic issuederklo time, resources, human, and
material. The third involves participants that tgiace in the curriculum process to
connect policy and pragmatics. In parallel with @sdn’s suggestions, McLaren and
Madrid (2004) mention five curricular stages:

1. Curricular design includes policy making decisidhat refer to overall

aims to meet national and local requirements.

2. Determining aims which involve the general and ipalar objectives are

established by schools in their curricular projects

3. Programme preparation consists of the developménteaching and

learning materials.

4. Classroom implementation includes the interactibrieachers, students,

and resources such as learning and teaching materia
5. Evaluation involves the assessment of the curniquiacess.

Language curriculum development becomes the matit tof second and foreign
language teaching. It mainly deals with selectidnteaching method, materials, and
learning activities. When it comes to the peopleoined in development of foreign
language curriculum, they include government agemcipoliticians, academics at
universities, parents, principals, teachers, andesits in schools (Marsh 2004). They try
to shape the curriculum. Johnson (1989: 3) predéet®lements involved in curriculum

development:

Table 3.1 Stages, decision-making roles andqatucts in curriculum development

Developmental stages

Decision-making roles

Products

1. Curriculum planning

Policy makers

Policy documnen

2. Specification Needs analyst Syllabus
Methodologists
3. Program implementation Materials writers Teaghimaterials

Teacher trainers

Teacher training programme

4. Classroom implementation

Teacher

Teaching acts

Learner

Learning acts
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According to the table above, the elements invoiwecurriculum development have
interacting position. The curriculum should be aeiné¢ to reach the intended outcome of
the second or foreign language teaching. In othedsy the decisions taken at the macro
level should be consistent with classroom implemgon at the micro level. Curriculum
planning is executed mainly by policy makers byduwing policy documents. In other
words, policy makers determine the aims of theiculum, thereby taking interest groups
into account. Program implementation determines dheice of teaching and learning
resources whereas classroom implementation reféhetinteraction between teachers and

learners in classrooms.

Tyler (1949: 1) makes a contribution to the litaraton curriculum development by

putting forward the following four questions:

1. What educational purposes should the school sealtain?

2. What educational experiences can be provided tiedikely to attain these
purposes?

3. How can these educational experiences be effegtorglanized?

4. How can we determine whether these purposes ang bdained?

According to Richards (2001: 1), the following quess are addressed with respect

to language curriculum development:

1. What procedures can be used to determine the dasftarlanguage
program?

2. What are learners’ needs?

3. How can learners’ needs be determined?

4. What contextual factors need to be consideredanrphg a language
program?

5. What is the nature of aims and objectives in teaghnd how can these be
developed?

6. What factors are involved in planning the syllabuasd the units of
organization in a course?

7. How can good teaching be provided in a program?

8. What issues are involved in selecting, adaptind,dasigning instructional
materials?

9. How can one measure the effectiveness of a languaggeam?

The above mentioned questions imply that a numbdacators such as planning,
implementation and goals are involved in languageiculum development. Moreover,
language curriculum development gives priority thatvknowledge and skills students
should have in schools. It also includes evaluatmrdetermine whether the language
program implemented has reached its objectivestHar words, it evaluates teaching and

learning.
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The language curriculum consists of a number otgsses such as needs analysis,
goal setting, syllabus design, methodology, testiagd evaluation (Richards 1990:
Richards & Rodgers 1986). Needs analysis is imphgsd to determine requirements of
teaching and learning of the foreign or second Uagg. It decides on priorities among
them. Moreover, it tries to receive data on who lgwrners are, their current level of
language proficiency, teaching materials, what &indl evaluation measures are needed,
who the teachers are, what training and experigm®ehave, and what constraints on time
and budget are. Needs analysis is an inevitablegbdanguage curriculum development
since it determines the context of the languaggrara and obtains data on the participants
involved in the program. Language curriculum goadfer to obtainable program aims
based on needs analysis (Brown 1995). In other syaitiey are general statement of
planned consequences of a language programme. gite\priority to what the program
aims to achieve in the future. Thus, goals sho@dlynamic process to keep up with
innovations. Syllabus design is one element of dagg curriculum development. A
syllabus deals with designation of the content ielbngs to a course of instruction and
categorize what will be taught and tested. Howewarriculum development is a more
extensive process than syllabus design sinceetmi@tes the needs of learners, the aims of
a program, course structure, teaching methods, rialateand the assessment of the

language program.

According to Taba’s model of curriculum processe36@: 12), the following steps

gain prominence:

Step 1: Diagnosis of needs

Step 2: Formulation of objectives

Step 3: Selection of content

Step 4: Organization of content

Step 5: Selection of learning experiences

Step 6: Organization of learning experiences

Step 7: Determination of what to evaluate and méaevaluate

Steps 3 and 4 are designated as syllabus deslgngnage teaching since it refers to

selection and arrangement of contents in a sequ&ickeards 1990).

Syllabus design is shaped by curriculum plannertaking their views on language
learning into account. Richards (1990: 9) suggtstsollowing types of syllabus:
1. Structural (organized primarily around grammar aedtence patterns)

2. Functional (organized around communicative funaj@uch as
identifying, reporting, correcting, describing )
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3. Notional (organized around conceptual categorigsh &s duration,

guantity, location)

Topical (organized around themes or topics, sudieatth, food clothing)

Situational ( organized around speech settingstatransactions

associated with them, such as shopping, at the, ladlke supermarket)

6. Skills (organized around skills, such as listerfmggist, listening for
specific information, listening for inferences)

7. Task or activity-based (organized around activitsegh as drawing maps,
following directions, following instructions)

ok

Methodology plays an important role in implemegtithe above mentioned
elements. It refers to the tasks and activities the teacher employs to obtain desirable
learning. The teacher decides how they are usdtieatime of teaching process. The
activities chosen at the teaching process depenth@mphilosophy of the program, the
roles of teachers and learners. When it comes gtinge and evaluation, they take an
important place in the language curriculum develepm(Brown 1995). The language

program is assessed by them.

Four kinds of tests gain significance while assepsthe process of taking
consequences of the language program: proficieesis,t placement tests, achievement
tests, and diagnostic tests. Accordingly, proficietests measure how well a learner can
use a foreign language. Placement tests are entptoyglace a learner at a suitable level.
Achievement tests measure how much of a foreigmuage a learner has learned.
Diagnostic tests aim to diagnose learners’ padicldarning problems. As for evaluation,
it aims to collect data on the efficiency of a laage program. It assists decision making in
judging the language curriculum development. Ineotvords, it is used to understand
whether the goals of the language program arei@ftior not. Moreover, it is employed to
understand how the language program works and baehéers and learners and teaching
materials go hand in hand. Data received from e@lno process are used to improve the
language curriculum. Two types of evaluations ampleyed to assess the language
program (Richards 1990): summative evaluation imeleted at the end of a program to
measure how efficient it was and formative evabraticarried out at the time of

implementation of a program to revise and modify it
1.1 Factors affecting foreign language curriculum

Planning foreign language curriculum requires a lwoation of factors. These
factors, as shown in the Johnson’s model, are yotiakers at the macro level and
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teachers and learners are at the micro level. Tiiellenlevel factors refer to teacher
trainers, methodologists, administrators, and metewriters. Moreover, textbooks,

financial support, time, human resources may betorigese factors.

Planning foreign language curriculum enables thecples of teaching and learning
to combine with the characteristics which teaclzers learners have (McLaren & Madrid
2004). These characteristics involve teachers’hiegcrole and experiences, learners’
proficiency level and motivation, and learners’itattes towards foreign language
teaching. Furthermore, a country’s educationalgyghilays an important role in designing
its foreign language curriculum (ibid). Stern (198376-280) suggests the following
factors that influence foreign language curriculoina country:

1. Linguistic factors (i.e. linguistic similarity )

2. Social and cultural factors (i.e. learners’ attés towards L2)

3. The historical setting and the national or inteorad! political situation (

i.e. selection of particular L2)

4. Geographical aspect ( i.e. geographical distantedas the countries)

5. Economic and technological development ( i.e. ennodnvestment and

technological training)

6. Educational framework (i.e. the beginning age afpalsory education)

The above mentioned factors gain prominence wrakgiing the foreign language
curriculum. However, when it comes to Turkey's eatianal context, economic and
technological developments are of significance ucspe its foreign language curriculum.
For example, parents and students request for $fngdinguage teaching in schools as
English has advantages over other foreign langudgegish learners of English believe
that they will find a well-paid job when they hawe good command of English.
Furthermore, the English language is used in waahge of areas in technology. Nearly all
terminology related to computer usage is formelinglish. Thus, English is given priority
in the technological era.

On the other hand, educational framework shapefoteegn language curriculum in
terms of compulsory education. In other wordsgfers to the educational situation of a
country. For example, the period of compulsory @tioa in Turkey extended over eight
years. Consequently, the beginning age of foreapiguage education started at the age of
nine or ten. Moreover, educational framework maken@om for other foreign languages

according to the demand for them. However, thigasibn depends on economic and
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politic decisions. If a country wishes to develtgeaconomic or politic ties with one of its
neighbouring countries, it may let its educatidnamework teach the country’s language.

1.2 Teachers’ implementation of foreign language cticulum

Implementation denotes the realization of the culam. In other words, it refers to
practice. Thus, in-service training gains impor&afrom the standpoint of implementation.
However, there are other factors that influencelementation. These factors refer to
resource support such as materials and the endogh tbo be acquainted with the

curriculum (Fullan & Pomfret 1977).

Governments are responsible for foreign languageicalum in countries, as in
Turkey, which has centralized administration. lhestwords, they design their curriculum
policy. In doing so, they determine which foreigmduage(s) should take place, how many
hours of instruction should be presented to stiglemhbich textbooks should be followed,

and so forth.

As pointed out above, curriculum determines theraVg@lanning of education in
schools. In other words, it dictates what shouldtdgght in an educational institution.
Accordingly, administrators and teachers followsthalecisions taken in the curriculum.
However, teachers are mainly responsible for thplementation of the curriculum in
schools. Thus, the success of the curriculum dep@mdteachers’ performance behind
closed doors. Teachers’ implementation should b&mony with the curriculum in order
to reach the aim. However, problems may come uptduearious reasons during the
process of the implementation. Consequently, thasblems are likely to influence
foreign language education in a negative way. heowords, there will be a mismatch
between the curriculum designed at the macro lendlimplementation at the micro level.
Thus, feedback mechanisms are inevitable in owawroid the problems that may arise in
the process of the curriculum implementation (FukaPomfret 1977). Dellar (1992: 16)
states, “...policy implementation is best viewed ge@cess of ‘interactive modification’.
That is, a process whereby the policy innovatioomgt modifications to be made to the
adopting organization (the schools) and where tdep@ng organizations prompt
modifications to be made to the policy innovationa complex and dynamic manner.”
Accordingly, information flow is sophisticated ihe process of macro level policy and
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micro level implementation. Thus, from the standpmf this interactive modification,
teachers should be familiar with the top-down aatiddm-up process of the curriculum.

Teachers’ roles in implementing the curriculum Br@vitable. They should predict
the curriculum correctly and implement it as reqdirThus, teacher education programs
gain importance to pursue the curriculum. Pre-senteacher education should assist
student teachers in collaborating with each otlethe implementation of curriculum
requires cooperation. Markee (1997: 53) statesefdhshould be a link between what
teachers do in the classroom and what they disoudseir graduate program classes: If
teachers are to become competent language teagtofgssionals, they must be able to
complement experience with theory.” Accordingly,rraaulum innovations should be
introduced in the pre-service teacher educatiothabstudent teachers can be acquainted

with the implementation.

On the other hand, the success of the implementapends on teachers’ correct
interpretation of the curriculum (Spillane, ReigeReimer 2002). Hill (2003: 272) points
out that “Teachers formulate their own interpretatof such reforms [educational reforms]
and that those interpretations are based on their ypews of teaching, their opportunities
to learn about policy.” Accordingly, given that ¢éd&rs lack information on the curriculum
and sufficient resources, they may not interprebitectly, thereby leading to malpractice.
Thus, policy makers should make sure that teadhave an in-depth knowledge of the

curriculum.

Such factors as “motivation and will” (Mclaughli®87: 173) play an important role
in implementing the curriculum. Given that learnefsa foreign language lack enough
motivation to pursue the instructions, teachers mot find it easy to keep up with the
curriculum innovations. Likewise, provided that dears have lack of the will to keep

abreast of it, there is little chance to pursue it.

School principals and middle-level managers are sdsponsible for implementing
the curriculum (Wang 2010). They facilitate the lempentation of the curriculum in
schools. Thus, they assist teachers in implementiagurriculum by providing resources
such as projectors and interactive whiteboards. é¥@w sometimes, they cannot afford to
provide these materials due to financial problefais, a number of policies do not come

into existence and its implementation becomes isiptes
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As pointed out above, from the standpoint of immatation, problems may come
up within the centralized administration. Thattlse transmission of policy content may
come up with difficulties while passing from thepttevel decisions through the middle-
level administrators to the bottom-level impleméinta Teachers receive the decisions
taken at the top-level and try to implement thenive@ that they have difficulty in
implementing them, they are likely to modify oreej them (Morris & Scott 2003). Thus,
there should be a good balance between the top-fmlecies and the bottom-level
implementation. Hope and Pigford (2001: 44) stapeincipals and teachers are more
likely to embrace policies that match or approxindbeir concepts of teaching and
learning or at least do not conflict substantiallgth fundamental and long-held
pedagogical traditions. Educational policies th@npete or conflict with the pedagogical
beliefs of educators are more likely to experiedelyed implementation or suffer from
superficial implementation.” As such, it is diffituo implement the curriculum without
meeting the principals or teachers’ expectatiorss a¥oid the undesirable side effects of
the implementation, middle-level managers, prinsipand teachers should also be
involved with policy development. Hope and Pigf¢2801: 45-46) suggest three stages to
execute the educational policy implementation frdma standpoint of principals: The
initiation stage, the implementation, and the tosbnalization stage. Accordingly,
teachers are introduced to the innovation in th&ation stage. The implementation
involves support and assessment provided by paigig-eedback during the process of
implementation is inevitable in this stage. Priat$pmake sure that policy is embedded in
their schools. Given that this stage comes intesterce, a number of barriers will

disappear.

Policy makers sometimes make innovations in theicum to bring about
developments in their educational system. As pdiatsove, given that implementers resist
them, they are unlikely to come into existence.WdsDoukas (1995: 53) states that
“...curriculum innovations are seldom actually implmed as intended in classroom”.
The above mentioned researcher puts forward therfathat influence the implementation
of innovations. Accordingly, teachers’ attitudesl deliefs, teachers’ understanding of the
innovation, teacher training, teachers’ judgementthe feasibility and practicality of the
innovation, and communication play an importane ol implementing innovations in the

curriculum. Thus, teachers are the major implemsrdethe foreign language curriculum.
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2. An evaluation of English language teaching in #ncurriculum of Turkish education

The primary and secondary education follows théabykes of foreign language
education determined by the Board of Education @isdipline attached to the Ministry
of National Education. The syllabuses include tbetents of textbooks published in the
Official Bulletin of MONE. However, syllabuses ajdreign language education in the first
academic year of higher education institutions ameertain. They usually depend on
decision of instructors of foreign language teaghihhere has not been enough research

on foreign language instruction related to the fisademic year of universities.

Law no0.2923 dated 14.10.1983 on foreign languageattn and training organizes
education of foreign languages in educational imstins in Turkey. According to this law
published in the Official Gazette dated 19.10.8&hssubjects as Ataturk’s Principles and
History of Turkish Revolution, Turkish Language ddterature, History, Geography, and
Religious Culture and Moral Knowledge cannot beghduin a foreign language. The
article 2 of the above mentioned law stipulate$ the subjects taught in foreign language
education and training in primary, secondary andgssmeducation institutions will be
determined by Ministry of National Education. Acdmry to the relevant article, the
subjects taught in foreign language education aaidihg in higher education institutions

will be determined by Higher Education Council.

As pointed above, English language teaching haarddges over the other foreign
languages in the educational context of Turkeyhds long been given priority by the
Turkish governments. The reasons why it has beeangmportance in Turkey depend on
choice made by parents and studentsg@idgay-Aktuna & Kiziltepe 2005). Thus, it has
long taken part in the curriculum of Turkish edimat The authorities such as policy
makers and senior officers take decisions on tbrsiaulum at the macro level and its

implementation is left to teachers.

Textbooks play a significant role in the TurkishLE€ontext from the standpoint of
the foreign language curriculum (ibid). They arenpowsed by a group of experts appointed
by the government. These books are used acrosotimdry. They are expected to follow
the decisions taken in the curriculum. Accordinghgy represent the syllabus prepared
according to the curriculum to a great extent aiothte what teachers should teach. As for
the teachers, they make plans according to thesesedooks. Furthermore, they are
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supposed to follow the contents of these cours&kdofs for the students, they acquire
what are taught in these textbooks. Richards (1928) contend that the textbooks are
used in reference to the curriculum. He goes asafato state that “if one wants to
determine the objectives of a language programkitie of syllabus being used, the skills
being taught, the content the students will stdhg the assumptions about teaching and
learning that the course embodies, it is often sy to look no further than the
textbooks used in the program itself ”. Furthermdre asserts that resources such as
textbooks and materials employed in the educatiawitext represent the hidden

curriculum.

As pointed above, foreign language education begjiirtbe fourth grade of primary
education and continues until graduation from theigry education. English is taught
throughout the country. However, hours of instructof the English language vary in the
Turkish education system. In other words, the numifehours of instruction which
learners of English receive is not the same. Thisaton is true for private and state
schools. Some schools have preparatory classeenpires intensive English courses
whereas many schools do not provide these cla3$es.situation is true for Turkish
universities. For example, most of the private ersities present intensive English courses
whereas many state universities lack preparat@agsels. Consequently, learners of English
across the country receive different types of Eiginstruction. They have different types
of proficiency levels of English due to differeniracular activities when they enter the

tertiary education.

Primary education in Turkey is compulsory for therkish students. It lasts eight
years. As pointed above, foreign language educatiaimly depends on English language
teaching in the Turkish educational context. Englianguage teaching in primary
education is implemented according to the 2006 iEndghnguage curriculum prepared by
a group of seven experts, five of whom are academica Turkish university. It covers
Grades 4-8. It stipulates that textbooks, teachwride book, and student’s workbook have

to comply to the curriculum.

The 2007 English language curriculum for the nigtlade secondary education
focuses on communicative language teaching, fomguage skills, learner-centred
approach, and coherence with the Common Europeamdwork of Reference for

Languages. The program requires students to deviedopselves by recognizing different
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cultures from the standpoint of social interactibikewise, it aims to enable students to
enjoy learning the foreign language, communicatth wieople from different cultures,
improve their language skills, and to be in harmenth the measures in the Common
European Framework of Reference for Languagessderés that it is in harmony with
psychomotor domain, cognitive domain, sociolingasstand four language skills. The
program aims to enable the ninth grade studentdtain Level A2.2 at the first term and

A2.3 at the second term.

The 2007 English language program for the nintldgrstudents gives place to the
following topics studied alongside grammar (Demateal. 2007):

e Society and life

* Values

» History and tourism

* Imagination and plans
e Communication

* Science
o Art
* Sports

e Success and unsuccess

As seen above, there are nine topics, six of kvBiould be selected and presented
to students. Moreover, there are content recomntiem$aprovided alongside the topics.
However, it is not necessary to present these ntmtelowever, the contents to be selected
must be in harmony with the topics and the aimhefgrogram. Each of the topics must be
designed in order to take 18 hours (six weeks)ed different contents must be selected
and presented in accordance with each topic. TemafeEnglish must be provided with
CDs for listening activities. CDs must contain gexthich must be read, if possible, by
native speakers with correct pronunciation, strasd,intonation. Visual elements must be

used for the texts.

The 2007 English language program stipulates #shing must be meaningful and
based on interaction. Language learning must becedsd with cultural elements.
Moreover, it must be in the direction of studemspectations. According to the program,
teachers should promote self-assessment of theiests. They should behave like a guide
in order to promote learning. In other words, tisépuld support learner autonomy. Peer

correction should be given priority. Systematioesrshould be corrected.
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When it comes to the main characteristics of th@&72Bnglish language program, the
following issues are put forward (Demirel et al0Z015-16):

e The program is grounded on communicative approach.

* The achievements in the program are designed iardadfocus on four
language skills and learner- centeredness.

» The program is grounded on the acquisition of ragtam, comprehension,
guestioning, sequencing, classification, summagiziassociation, and
matching.

e The program has been prepared on the basis of ¢nem©n European
Framework of Reference for languages.

Demirel et al. (2008) state that the 2008 Englstguage curriculum for the tenth
grade secondary education is aimed at developirtgrcultural competence and
communicative competence in accordance with stgdeméntal development levels. The
program considers self-assessment of the studéntms to enable the students to
discover their own capacities. It has been designdohe with classes of approximately
108 hours. It consists of samples of performanogept for the purpose of measurement
and evaluation. It takes into account the appra#cstudent-centeredness and individual
differences. Furthermore, it considers the Commorogean Framework of Reference for
Languages which identifies language users as B#sac (A1-A2), Independent User (B1-
B2), and Proficient User (C1-C2). Accordingly, theopgram aims to enable students to
have Independent user (B1). The general aims offalegn language teaching are to

enable students to:

* Enjoy learning the foreign language,

* Recognize the culture in which the foreign languiaggpoken,
* Improve their language skills,

e Enrich their vocabulary in the target language,

* Make their cultural values known to the foreigners,

Consequently, the program has connection withaheviing elements:

» Cognitive, affective, and psychomotor domain
e Communicative competence

e Intercultural competence

e Learner autonomy

* Self-assessment

As presented in the 2007 English language progaarthe ninth grade students, the
programme prepared for the tenth grade studentesmalom for the following topics:
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Society and life

Values

History and tourism
Imagination and plans
Communication
Science

Art

Sports

Success and unsuccess

As seen above, there are nine topics within thendraork of the 2008 English

language curriculum. The program stipulates that cfi them must be selected and

presented to students. Apart from the topics, theeecontent recommendations related to

these topics. It is not mandatory for teacherspplyathem. However, they can choose

those which must be in line with the Basic Law aftidnal Education. Six hours must be

allotted to provide each content. As for the tep#ts) the program stipulates that the

activities which take part in the textbooks must beeaningful and based on

communicative approach. Moreover, they must involksual elements. The teachers

should enable their students to acquire autonordysaif-assessment. In other words, the

teachers should promote self- learning. When iteono the students, they are expected

to:

Regulate their learning processes,
Assess their learning,

Maintain lifelong learning,

Associate learning with subject matter,
Use technology,

As for the learning methods mentioned in the 2@0b®)jliage program, the following

activities take place:

Brain storming
Demonstration
Question and answer
Role play

Drama

Simulation

Group activities
Educational games

The 2008 English language program stipulate thasom@ment and assessment must

involve four language learning skills. Listening ilskinvolves listening to short

conversation, dialogues, and conferences. Speakitigonsists of interview, describing a
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picture, and problem solving. Reading skill regsifending main theme. Writing skill
involves writing a letter, a report, and a messageachers can evaluate students’
performance by observing their activities, theretaking into account individual
differences. Apart from the evaluation techniquestioned above, student portfolios and
peer assessment are considered in the programti@sewith short answers, multiple-
choice questions, matching questions, and open dempestions can be employed

according to the program.

A new program was designed on"™24ugust, 2011 in order to regulate the English
language teaching in Turkish secondary educatictuding preparatory classes, which
would be implemented as of 2011-2012 educationak.y@extbooks will be used in

accordance with the English language curriculurof&012.

The 2011 program covers general and vocationalnskeey education. It has similar
characteristics with the 2007 and 2008 programs. fbhowing elements are put forward

in this program (Cakir et al. 2011):

* It aims to improve the quality of foreign languagaching in Turkey.

e It aims to enable students to use English as a eoruative tool.

« It has been designed in order to develop studemer'cultural competence
and communicative competence with respect to cognitffective, and
psychomotor domains in line with their mental depahent levels.

e It focuses on four language skills.

* It aims to let students recognize their abilitiad assess themselves.

e It consists of measurement and assessment withaitine of assisting
teachers in evaluating their students’ performance.

* It gives importance to student-centeredness angeraton.

e Teachers should develop materials in accordanceh vidividual
differences.

* The authors benefit from the Common European Frarlewf Reference
for Languages while designing the program.

» The proficiency levels of students are determirmedine with Basic User
(A1-A2), Independent User (B1-B2), and Proficiersteld (C1-C2).

The mission of the 2011 program is to enable stisden

* Develop knowledge, skill, and attitude,

* Associate their learning with subject matter,

* Apply learning in real life,

* Comply with lifelong learning,

» Enrich their vocabulary in the target language,

» Decide to learn at least one foreign language lig\eg the need to learn
a foreign language,
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When it comes to the scope of the 2011 languaggr@no, the following factors are
suggested:

e students’ mental development,

» four language skills,

* self-assessment,

« development of intercultural competence,

* learner autonomy,

» fluency and accuracy in the target language,
» learning together,

Such learning domains as listening, speaking, mgjtand reading have been cited in
the 2011 language program. Accordingly, listenimgpives intensive, selective, extensive,
and interactive elements. For example, listenimguires answering the questions after
listening to the text and writing down the main ngei following a short presentation.
Furthermore, students should be encouraged in ¢odesten to MP3 or DVD in English
outside the classroom. Speaking consists of iméatintensive, transactional, and
extensive elements. The following talking points put forward:

e Dialogues

» Discussions

e Impromptu speech

* Interviews

* Introduction of books

* Presentations

* Role-play

* Interactive games

» Story telling

In reading students should understand the maintgoiiey evaluate the texts and
tell whether or not they agree to the opinions sstgd in the text. In other words, they put
forward their critical thinking. Moreover, they skhd improve their vocabulary and
recognize the intercultural elements. They shouwlthrearize the text as well. As for
writing, students should pay attention to coherearta cohesion at the time of writing. For

example, they can describe a picture or finishnaomplete sentence.

When it comes to the attainments obtained in tHELZBnglish language program,
they involve language proficiencies from Al to Qi accordance with the cyclical
approach. Furthermore, the program covers commi@anatents in line with language
proficiencies. For example, the common attainmsuaggjested for Basic User (Al) include
Al.1 (Al.1.1 and A1.1.2 and A1.2 (A1.2.1, A1.2.8d&A1.2.3). As for grammatr, it should
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be imbedded in speaking, listening, reading, antngr Students should be provided with
grammatical rules implicitly. Instead of focusing the rules, students should improve

their learning skills.

The 2011 curriculum program mentions issues abtsutapplication in schools.
Accordingly, the foreign language curriculum hasm@repared in reliance on proficiency
levels (A1-C1l) determined by the Common Europeaaméwork of Reference for
Languages. Secondary schools are grouped into tespories: Non-Anatolian-type
schools (i.e. upper secondary schools), Anatolae-schools (i.e. science high schools),
and upper secondary schools with preparatory da@se schools of social sciences).
Students in preparatory classes and Grade 9 ofufiper secondary schools with
preparatory classes and those who are in Gradeothef secondary schools are provided
with placement tests to determine their proficielesels in 2011-2012, provided that there
are sufficient physical conditions and teacherse $tudents who obtain 60 on a 100-point
grading scale can transfer to an upper level om#ses of the levels A1-A2. Those who do
not sit for the placement test receive Al. Studevite have the same proficiency levels
can be educated together, irrespective of thegsotms. The students in grades 10-12
within the context of non-Anatolian-type school® daught English in line with A.lll
English language curriculum prepared for gradesl20The students in grades 10-12
within the context of Anatolian-type schools aradiat English in line with B.lll English
language curriculum prepared for grades 10-12. Stbdents in grades 10-12 within the
context of schools with preparatory classes arghfatnglish in accordance with C.lI

English language curriculum designed for grade42.0-

The 2011 program prepared for secondary educatekesiroom for the following

topics:

e Individual and society

e Values

e Education

* Professions

* Dreams and plans

* Youth

* Sports

« Personality and character
e Health and nutrition

¢ Nature and environment
e« Communication
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» History

e Tourism

e Our country
e Our world

* Feelings

e Art

e Science and technology
 Economy

* Design

* Success and unsuccess
* Security

In addition to the above mentioned topics, thelnsteoontent recommendations to be
examined alongside these topics. However, it ismahdatory to deal with them. The
contents to be selected must be in line with thsicbaims of the Turkish national
education. The following table indicates humbetha topics and contents alongside the

proficiency levels (Cakir et al. 2011: 15):

Table 3.2 The topics and content recommentilans in the 2011 English language

program

Language proficiency levels Number of topics Numbeof contents
Al1l 6 18
Al2 6 18
A2.1 8 24
A2.2 8 24
A.2.3 8 24
B.1.1 8 24
B.1.2 8 24
B.2.1 10 30
B.2.2 10 30
Cl1 - -

One topic at levels A1-A2 must be arranged in sughay that it is taught in 18-hour
class. There must be three contents in each topiceach content must be taught in six-
hour class. One topic at levels B1-B2 must be gednn such a way that it is taught in 36-

hour class.
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One CD must be provided alongside every book. histe texts must be read, if
possible, by native speakers and by different peopk for textbooks, they must be
arranged in accordance with the topic, contents, language proficiency levels. Four
language skills must be equally given importancecabulary must be taught through
communicative methods. Reading passages must I&blsuifor students’ levels and
extracted from texts, news, stories, and poemsaordance with real life. In listening

activities teachers must use CDs.

The 2011 English language curriculum determineshie@ and learners’ roles in
foreign language teaching. Accordingly, teachersstmbehave like guides, thereby
enabling students to assess themselves. They raysatfention to learner autonomy. In
other words, learner-centeredness must be givemityriAs for students, they must use

English as a communicative tool. They must regulagg learning processes.

According to the 2011 English language program,hsueethods as lecture,
discussion, case study, demonstration—performgsrodlem solving, and individualized
study must be employed. Furthermore, it must inecduch group learning techniques as
brain storming, demonstration, ask and answer, plaging, drama, simulation, pair and
group studies, and educational games. As for measnt and assessment, four learning
skills must be equally included. However, in doswg the characteristics of each skill must
be considered. The tools and methods for measuteamednassessment are qualitative and
quantitative assessments. The qualitative assessnm»olve oral presentations, projects,
performance, rubric, students’ portfolio, obsemmaficontrol lists, self-assessment, peer
assessment, and group assessment. The quantégBessments include questions with
short answers, open-ended questions, multiple-ehgiestions, matching questions, and

true-false questions.

When it comes to the English curriculum and sylkdsuof Turkish universities, they
are designed and implemented by them (Kirkgoz 2008jversities in Turkey have their
own departments that are responsible for teachasickEnglish, most of which are called
school of foreign languages. They prepare their tewtbooks and materials. Moreover,
they evaluate their students’ success in Englistih wheir own resources. Textbooks,
methods, and techniques employed in English largytegching vary from university to
university. In other words, there are no uniforranstards in the context of universities

which teach compulsory English stipulated by then@i of Higher Education.
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2.1 Elementary school curriculum innovation in Turkey

As pointed above, the Ministry of Turkish Educatisnresponsible for centrally
designing the English language curriculum and byk&s of the educational system of
Turkey. For example, course books prepared forungon of English are determined and
distributed by the ministry. Thus, the implemematiof the curriculum must be in

harmony with the top level policies.

English language teaching took place within thetexinof Turkish primary schools
following the 1997 curriculum innovation when thenpary education was extended from
five to eight years. Accordingly, English languagaching was introduced into the fourth
and fifth grade education. Nine or ten year-olddetus began learning English. Thus,
teaching English to young learners (TEYL) becamenpnent in terms of language

acquisition and learning in Turkey.

In Turkey, teachers of English tend to employ granntranslation method,
irrespective of the other methods suggested byotheial documents (Kirkgoz 2008).
Thus, the curriculum innovation adopted commumeatianguage teaching based on
functional use of language for meaningful objecivAccordingly, teachers of English
involved in TEYL were supposed to change theirtiadeés towards English language

teaching.

The 1997 curriculum brought about implicationstiEacher education at the faculties
of education in Turkey. In other words, it influencthe way the student teachers were
educated. The courses of teaching English to ydeagers were introduced into the
curriculum of ELT departments. Hence, the traireschers began being acquainted with

methods of teaching English to young learners.

The current English language teaching for primatycation has been implemented
according to the 2006 English language curricullinnas issued on February®,a2006.
It covers Grades 4 to 8 of Turkish primary educatiti stipulates that course books,
teachers’ books, and students’ workbooks must titten according to the curriculum.
Activities in textbooks must be in harmony with dgats’ development levels. Four
language skills must equally take place and CDst inesnvolved in these textbooks. In

addition to them, the programme suggests that ezacthould be provided with English
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language teaching materials. These materials shoaddist of supplementary materials

(.e. teachers’ books and video cassettes).

In Turkish explanations, Ersoz et al. (2006) sthtt the program has benefited from
structural (i.e. grammatical structures), situadiofi.e. the context where interactions
happen), topical, notional, and functional (i.eamgmatical rules, notions, syntactic
structures, usage, and functions in coherent disepuprocedural and task-based (i.e.
tasks which have connection with students’ realldvtanguage needs), and skills-based

(i.e. linguistic and academic skills) approaches.

The program mentions the requirements of the yolseayners aged 10-12.
Accordingly, they should be provided with opportynito personify their learning
experiences. Teachers should be sensitive to tle®ds and spiritual conditions. The
young learners should be given chance to behawpentiently. Self-study, pair work, and

group study should take place in language teaching.

On the other hand, the 2006 language programmef@ard some suggestions for
further activities with respect to English languagaching. These suggestions involve

listening to music, role-play, sports, games, satiahs, drama, and puzzles.

As for teachers of English, they should avoid mgkuse of Turkish in English
classes. In other words, English classes shouloinpéemented in English. The teachers
should assist their students in developing theilissknd adopt lifelong learning. They
should get support from students’ parents. In daingthey should inform the parents of
innovations in English language teaching. Moreovee, parents should be required to
make sure that their children are interested infthheign language and other cultures. If
possible, they can provide their children with bsokideos, and other resources in

English.

The 2006 English language curriculum aims to bratgput the following goals,
approaches, techniques, and methods in order tmgteo English language teaching in
Turkey (Ers6z et al. 2006):

e It aims to raise young learners’ awareness of legra foreign language.

e It aims to increase students’ motivation for leaghEnglish and improve
their attitudes towards English and other cultures.

* It aims to increase students’ interest in learriinglish.
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» |t gives importance to student-centred learning.

e It requires students’ parents to participate in fhmecess of foreign
language education.

* It gives priority to learner autonomy.

* It adopts a cross-curricular model which let stuslenquire and connect
experience and knowledge.

* It requires communicative language teaching.

* The cyclical format which gives opportunity to syuthe same topic more
than once.

e |t adopts a topic-based approach where topics hosenm in a cross-
curricular atmosphere.

e It suggests a wide range of activities such as gammengs, drama, and
story-telling.

When it comes to the evaluation of English languagehing, it must be in harmony
with the teaching methods and techniques. Ersoal.e{2006: 24) state that “...the

suggested evaluation devices are all taken from Bbheopean Language Portfolio.
Accordingly, the three elements of the ELP deteadiby the Council of Europe will be
considered in evaluation procedures. Thus, therprdinds it useful to pursue portfolio
assessment in primary education. However, it asdleat the validity and reliability of an

evaluation can be increased by training teachettseiiollowing skills (ibid.: 27):

* observing, interpreting, and documenting learnesg of language,

» designing classroom tests and assessment tasks,

* analysing test results,

» providing diagnostic feedback to learners,

» evaluating the quality of tests and assessmens task

« evaluating the quality of learners’ language pem@nces according to
rating scales,

* writing evaluative reports for program administrato

As pointed above, the 2006 English language cuuugives priority to learner
autonomy as it depends on learning and learneeceshtess. Accordingly, students are
expected to choose their own learning styles. Tiogram suggests the following useful
tips in order to promote learner autonomy from stendpoint of teachers (Erséz et al.
2006: 121-122):

* Encourage students to be interdependent and to eadidctively.
» Ask student to keep a diary of their learning eigreazes.

* Explain teacher/student roles from the outset.

* Progress gradually from interdependence to indeperel

« Give the students projects to do outside the cassr
e Have the students design lessons or materials tiséx@ in class.
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* Instruct students on how to use the available megocentres.

* Encourage the students to use only English in class

» Stress fluency rather than accuracy.

» Conduct sessions to assist learners in gaininghtsinto their learning
styles and strategies.

2.2 The influence of European Language Portfolio

The ELP aims to develop learner autonomy and sskssment, thereby assisting
language learners in promoting intercultural awassnIn other words, the ELP represents
the Council of Europe in terms of participatingthre cultural diversity. Moreover, the
philosophy of ELP lies behind lifelong learningdividuals’ language learning continues
through social requirements so they can contach wther people speaking different
languages. Thus, the ELP assists them in develdpmguage learning skills and record
their development. Accordingly, the learners obtamlependent language learning.
Furthermore, they can recognize and follow the dfibe@ of the language learning
programmes because they are aware of their pro@giéevel in a foreign language. The
ELP owner evaluates his or her proficiency in fgnelanguages by employing the six
levels (A1-C2) and five skills (listening, readingpoken interaction, spoken production,
writing. The following table shows an individualself-assessment (Council of Europe
2004: 5):

Table 3.3 The self -assessment grid with respecttioe ELP

Al A2 Bl B2 C1 Cc2

Listening

Reading

Spoken interaction

Spoken production

Writing

To begin with, the ELP activities in Turkey starteg considering learners of
English in public and private schools. Turkish eatignal authorities selected students in
secondary schools for the task of implementing Eh® as they had enough language
awareness to cope with the implementation of th®.ELwenty schools in Ankara and

Antalya were involved in this study, employing asfeheir English teachers. The teachers
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selected from each of twenty schools took partinnaservice training program under the
supervision of the Board of Education and Discilin Ankara. The first seminar came
into existence in 2001. The ELP project was dedtlh w detail and its implementation
was introduced. The implementation stage begarhén academic year of 2002-2003

(Demirel 2004). Thus, Turkey has participated & BLP project since 2001 (Egel 2009).

As shown in Table 3.4, the number of pilot schantgeased to 30. The ELP was

implemented in nine cities. 1357 students werelireain this project.

Table 3.4 Numerical distribution of the ELP pilot groups (Demirel 2005)

City Number of schools Number of teachers Number aftudents
Ankara 12 24 486
Antalya 7 14 224
Istanbul 5 10 285
[zmir 1 2 76
Adana 1 2 80
Gaziantep 1 2 72
Bursa 1 2 48
Edirne 1 2 46
Duzce 1 2 40
Total 30 60 1357

The second ELP commission was organized under utpenrgsion of the MONE,
thereby forming a junior model for children aged1¥) The ELP project was piloted in 15
primary schools. It was sent to the Council of Fh@rgo that it could be validated in 2006
and approved by the European Validation Commitidee following table shows the

numerical distribution of the ELP pilot groups aifrpary education (Egel 2009: 7):
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Table 3.5 The numerical distribution of the ELP pilot groups of primary education

City Number of schools Number of teachers Number aftudents
Ankara 7 28 357

Istanbul 4 16 285

zmir 1 4 86

Gaziantep 1 3 66

Bursa 1 3 54

Duzce 1 3 36

Total 15 56 884

As stated previously, the studies on the ELP inké&urhave been executed since
2001. The Turkish Ministry of Education gives imfaorce to these studies on the ELP
project. There is a website of the Turkish MinisbfyEducation on the internet (skgp://
adp. meb. gov. tr /indexhtm). The students aged 10-14 and 15-18 can ibérah this

website by choosing their age groups and compldtiedfiles. First, the learners should

read the instructions on how to complete the fildge website aims to assist the learners in
recording their own development in the foreign laages they are learning. As pointed
above, the learners will be aware of their proficie level. On the other hand, given that

the learners are too young, they will need parentsachers’ assistance (Mirici 2008).

The European Language Portfolio takes part in tneign language curriculum in
Turkish education. In other words, the foreign laage curriculum in Turkey is prepared
in line with the Common European Framework of Refiee for Languages (CEFR). For
example, the 2007 and 2008 curriculums make roanthi® ELP. Demirel et al. (2007)
state that the ninth grade program has been pmikpaith reference to the Common
European Framework for Languages. Thus, the pesfay levels (A1-C1) are considered
in this program. The programme is aimed at enablimg ninth grade students to
communicate at a basic level (A2) at the end of nheh grade education (ibid.: 16).
Furthermore, the 2007 curriculum gives place td-astessment grid. Likewise, the
English language curriculum mentions the ELP. Dehat al. (2008) state that the tenth
grade program has been designed with respect ©dhenon European Framework which

aims to promote learner autonomy, intercultural camication, and lifelong learning by
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providing standards. The 2008 language progranulstigs that the tenth grade students
must obtain B1 Independent user in order to comoatei Furthermore, the 2011 English
language curriculum of secondary education giveepta the ELP, considering proficiency
levels A1-C1. Cakir et al. (2011) state that thhi@ements include cyclical approach
with reference to language proficiency levels amdriing skills (listening, speaking,

reading, writing) mentioned in the program. Accagly, the program aims to have the

levels from Al to C1. Moreover, it presents langaiagntents with respect to these levels.
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CHAPTER IV
METHODOLOGY

1. Research Design

It is difficult to reach all the teachers who teaohpublic primary schools across
Turkey as the size of the population is large, Thius study has been conducted through
samples. However, it is of significance to indec#tat the teachers selected for samples
represent the whole population. In other wordsy gteuld be representative of all English
teachers who work in public primary schools in TaykThe overall population does not
include a list of all English teachers. Therefalester random sampling has been selected
because it is regarded as more influential witgdamumbers of classes (Fraenkel, Wallen
& Hyun 2012). In doing so, cities have been sebbdtem the seven regions of Turkey
according to their development levels because dsserted that there is a relationship
between socioeconomic development and educatiohtéhl& Niazi 2011;Yanik 2007).
Moreover, towns in the regions of these cities hbheen selected by using the same
method. Furthermore, two-stage random sampling deesh selected alongside cluster
random sampling in order to get reliable findingsn the population. In doing so, at least
five primary schools have been selected from eath and town randomly and the
questionnaires have been administered to the tesmafeEnglish who teach in these
primary schools.

As pointed out above, seven regions of Turkey Hzeen considered according to
their socioeconomic positions in this study. Thieimation on the developmental states of
the cities has been taken from the research ooeesomnomic arrangement of the cities and
regions conducted by state planning organizatidRT(2003). Consequently, three cities
have been selected from each region. The firsttakes place near the top (developed),
the second one near the centre (developing) andthihrd one near the bottom
(undeveloped) according to their socioeconomic kgweent levels. Likewise, the two
towns from each city have been selected througtsdhge methodology (DPT 2004). The

cities and towns are listed in the following table:
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Table 4.1 The cities and towns selected accandito their socioeconomic development
levels

Regions Cities Towns Socioeconomic developmental
levels of the cities and towns
Kocaeli 1
Gebze 1
Golcuk 2
Kirklareli 2
. Lileburgaz 1
Marmara Region
Vize 2
Sakarya 3
Akyazi 1
Hendek 2
Denizli 1
Civril 1
Acipayam 2
Manisa 2
. Turgutlu 1
Aegean Region
Kirkagag 2
Kutahya 3
Tawanli 1
Simav 2
Eskisehir 1
Cifteler 1
Alpu 2
Newehir 2
. . Avanos 1
Central Anatolia region
Derinkuyu 2
Aksaray 3
Ortakdy 1
Eskil 2
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Antalya 1

Alanya 1

Gazipaa 2

Isparta 2

Mediterranean Region Egirdir 1
Yalvac 2

Osmaniye 3

Kadirli 1

Duzigi 2

Bolu 1

Gerede 1

Mudurnu 2

Duzce 2

Black Sea Region Akcakoca 1
Yigilca 2

Tokat 3

Turhal 1

Erbaa 2

Gaziantep 1

Nizip 1

Islahiye 2

Adiyaman 2

Southeastern Anatolia Region Besni 1
Kahta 2

Mardin 3

Kiziltepe 1

Midyat 2

Malatya 1

Yesilyurt 1

Akcadas 2

Erzurum 2

Eastern Anatolia Region Askale 1
Tekman 2

Bingodl 3

Geng 1

Karliova 2
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1.1 Participants

In this study teachers of English have been salexteparticipants as they are central
to implementation of the foreign language educatmoiicy (Li 2010). The entire
population of this research includes all the TurkiSFL teachers who teach English at

Grades 4-8 of public primary schools in Turkey.
1.2 Instruments

In this study mixed research designs which are tijjaéime and qualitative methods
of data collection have been utilized. In doing slmcumentation analysis, written

questionnaires and interviews have been employed.
1.2.1 Documentation Analysis

As for documentation analysis, documents relatmdoreign language education
issued by the Turkish Ministry of National Educatiocthe Board of Education and

Discipline, the Higher Education Council and theu@adl of Europe have been scrutinized.

First of all, documentation analysis has been edrout to better understand the top-
level decisions taken by policy makers. Accordinghe decisions taken with respect to
foreign language education at the national educatauncils in Turkey as of 1939 have
been put forward and analysed. These decisiondvievihe aims of foreign language
teaching, foreign language teacher education, amgbestions for foreign language
education curriculum. Furthermore, the decisiondaraign language teaching published
in the Official Bulletin of MONE as of 1939 havedreanalysed. The documents issued by
the Turkish Ministry of Education, the Board of Edtion and Discipline and the Higher
Education Council have been scanned and analySkateover, the documents issued by
the Council of Europe have been taken into accdetause the foreign language

education policy in Turkey has recently been infleed by its decisions.
1.2.2 Interview and Written Questionnaire

In this study the written questionnaire was devetbpy means of data collection
technigues by the researcher. First of all, theudwnts on foreign language education
policy in Turkey were scanned and analysed. Agdtpteviously, these documents belong

to the Official Bulletin of MONE and the nationaHwcation councils. Furthermore,
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English language curricula of the Turkish educatlomstitutions were examined.
Literature on foreign language education policy (¢a2006: Yanik 2007: Karavas-
Doukas 1995) was scanned. The studies on foremguége curriculum (Johnson 1989:
Taba 1962: Tyler 1949) were taken into accounbrRa forming the questionnaire items,
five teachers of English who teach at Turkish prymechools were orally interviewed (see
Appendix A and B). Although the interview questiomg&re written in English, the
interviews were conducted in Turkish in order t@idvmisunderstanding. Following the
literature review and interviews, an initial itenrogb was formed (Dornyei 2003;
Oppenheim 1992). Subsequently, the questionna@nesitvere prepared as the close ended
format in the form of five-point Likert scale.

The validity and reliability of the questionnairachto be provided in a number of
ways. The validity of the questionnaire was obtdiime two ways which included expert
opinion and pilot-testing. First of all, the quesinaire was submitted to two experts in the
field of foreign language curriculum and Englisimndaage teaching. They were asked to
examine the questionnaire and decide whether itdveasure what the study aimed to
investigate. Following the experts’ suggestions tfte questionnaire items, they were
pilot-tested by a representative sample of teaabielEsglish who teach in primary schools
in Canakkale and Bursa. Sixteen participants tdakepin this pilot study. The teachers
spent 15-20 minutes on completing the items. Fofigwhe pilot study, Cronbach’s alpha
was employed by means of SPSS 15.0 in order todiintdhe reliability level of the items.
The reliability coefficient of the questionnaire sv@und to be .88.

The questionnaire consists of two parts (see Apge@dand D). The first part
involves demographic information on the teacherrattaristics such as gender, age,
educational qualification, and so forth. The secpad includes 50 items which consist of
six groups: foreign language education policy, heas' roles, students’ roles, textbooks’
roles, school principals’ roles, and parents’ rolHse participants were asked to rate each
item by means of their level of agreement: 5= gilpmagree, 4= agree, 3= undecided 2=

disagree, and 1= strongly disagree.
1.3 Procedures of data collection

After the cities and towns were selected from aagion, five primary schools were

also selected from these cities and towns randaylgneans of the website of MONE on
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internet. Accordingly, 105 schools were selecteanfithe cities and 210 from the towns.
The total number of the schools was 315.

Following the permission obtained from the GenelRitectorate of Primary
Education of the Ministry of National Education €s&ppendix E) in order to administer
the questionnaires to the teachers of English wholt at eighth-year primary schools, the
research was initiated by the researcher. In ds@ghe questionnaires were sent to each
school by mail which was randomly selected. An émais sent to each school three
weeks later in order to remind the principals @& tjuestionnaires. Furthermore, almost all

of the schools were called besides sending emails.

1.4 Data analysis

177 schools (56.2%) out of 315 schools returnedgthesstionnaires by mail. 450 of
the teachers of English completed the questiomnaidfdowever, five of these
questionnaires were regarded as unreliable andaett from the data analysis. As a
result, 445 questionnaires were taken into conataer. Following the transfer of the data,
measurement scales were determined and put intprtggamme. Cronbach’s alpha was
used in order to compute the reliability level log items. The reliability coefficient of the
questionnaire was found to be .87. The significdacel was set gi<.05. Prior to the data
analysis, one sample Kolmogorov-Smirnov test wapleyed to examine whether or not
the findings obtained from the data was normalbtributed. The data were analysed by
means of inferential and descriptive statistics.fétsdescriptive analysis, frequencies and
crosstabs were employed. When it comes to the e@nfed statistics, as the normal
distribution was not found and the data were ofdim@nparametric tests such as
Spearman’s rank correlation coefficient for theatienship between variables, Mann
Whitney U test and Kruskal-Wallis test for the diftnce between variables were

employed.
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CHAPTER YV
RESULTS

1. Findings and Discussion

Table 5.1 shows the demographic information ablmeiteachers who participated in

the study:

Table 5.1 The demographic information about the paicipants

Demographic Medi. East. A. | Aegean | South. Centr. Black S. | Mar. Total
| - Re. Re. Re. A. A. Re. Re. Re.
nformation
Re.
Gender
Female 49 58 43 58 36 56 a7 347
(77.8%) | (81.7%) | (72.9%) | (81.7%) | (73.5%) | (73.7%) | (83.9%) | (78%)
Male 14 13 16 13 13 20 9 98
(22.2%) | (18.3%) | (27.1%) | (18.3%) | (26.5%) | (26.3%) | (16.1%) | (22%)
Total 63 71 59 71 49 76 56 445
(14.1%) | (16%) (13.2%) | (16%) (11%) (17.1%) | (12.6%)
Age
21-30 26 49 23 49 26 44 28 245
(41.3%) | (69.0%) | (39.0%) | (69.0%) | (53.1%) | (57.9%) | (50.0%) | (55,1%)
31-40 27 19 25 18 14 26 23 152
(42.9%) | (26.8%) | (42.4%) | (25.4%) | (28.6%) | (34.2%) | (41.1%) | (34,2%)
41-50 9 2 8 2 5 5 3 34
(14.3%) | (2.8%) (13.6%) | (2.8%) (10.2%) | (6.6%) (5.4%) (7.6%)
Over 50 1 1 3 2 4 1 2 14
(1.6%) (1.4%) (5.1%) (2.8%) (8.2%) (1.3%) (3.6%) (3.1%)
Educa. Qualifi.
B.A a7 57 56 65 44 70 46 385
(74.6%) | (80.3%) | (94.9%) | (91.5%) | (89.8%) | (92.1%) | (82.1%) | (86.5)
M.A 12 13 3 5 4 6 7 50
(19.0%) | (18.3%) | (5.1%) (7.0%) (8.2%) (7.9%) (12.5%) | (11.2%)
Ph.D 4 1 - 1 1 - 3 10
(6.3%) (1.4%) (1.4%) (2.0%) (5.4%) (2.2%)
Depart. of grad.
ELT 51 46 43 59 38 55 38 330
(81.0%) | (64.8%) | (72.9%) | (83.1%) | (77.6%) | (72.4%) | (67.9%) | (74.2%)
ELL 8 20 12 10 6 14 16 86
(12.7%) | (28.2%) | (20.3%) | (14.1%) | (12.2%) | (18.4%) | (28.6%) | (19.3%)
ACL - 1 3 - 1 1 - 6
(1.4%) (5.1%) (2.0%) (1.3%) (1.3%)
Tl - 2 - - 2 - 4
(2.8%) (2.6%) (0.9%)
Other 4 2 1 2 4 4 2 19
(6.3%) (2.8%) (1.7%) (2.8%) (8.1%) (5.3%) (3.6%) (4.3%)
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How many years?

Lessthan 1year | 1 7 1 2 4 - 1 16
(1,6%) | (9.9%) | (1.7%) | (2.8%) | (8.2%) (1.8%) | (3.6%)
1-5 8 25 9 30 9 16 8 105
(12.7%) | (35.2%) | (15.3%) | (42.3%) | (18.4%) | (21.1%) | (14.3%) | (23.6%)
6-10 27 15 16 18 14 29 21 140
(42.9%) | (21.1%) | (27.1%) | (25.4%) | (28.6%) | (38.2%) | (37.5%) | (31.5%)
11-15 20 19 26 16 14 27 20 142
(31.7%) | (26,8%) | (44.1%) | (22.5%) | (28.6%) | (35.5%) | (35.75) | (31.9)
16-20 4 4 3 4 3 3 2 23
(6.3%) | (5.6%) | (5.1%) | (5.6%) | (6.1%) | (3.9%) | (3.6%) | (5.2%)
Over 20 3 1 4 1 5 1 4 19

(4.8%) | (1.4%) | (6.8%) | (1.4%) | (10.2%) | (1.3%) | (7.1%) | (4.3%)

How many class

hours?
Less than 15 - 1 2 - 1 2 - 6
(1.4%) (3.4%) (2.0%) (2.6%) (1.3%)
16-20 23 17 21 4 12 8 12 97
(36.5%) | (23.9%) | (35.6%) | (5.6%) (24.5%) | (10.5%) | (21.4%) | (21.8%)
21-25 19 27 23 22 17 33 15 156
(30.2%) | (38.0%) | (39.0) (31.0%) | (34.7%) | (43.4%) | (26.8%) | (35.1)
26-30 19 25 12 43 19 27 27 172
(30.2%) | (35.2%) | (20.3%) | (60.6%) | (38.8%) | (35.5%) | (48.2%) | (38.7%)
Over 30 2 1 1 2 - 6 2 14
(3.2%) (1.4%) (1.7%) (2.8%) (7.9%) (3.6%) (3.1%)
How many
students?
Less than 20 2 2 2 2 6 2 3 19
(3.2%) (2.8%) (3.4%) (2.8%) (12.2%) | (2.6%) (5.4%) (4.3%)
21-25 9 26 13 5 18 15 14 100
(14.3%) | (36.6%) | (22.0%) | (7.0%) (36.7%) | (19.7%) | (25.0%) | (22.5%)
26-30 20 28 14 22 12 34 7 137
(31.7%) | (39.4%) | (23.7%) | (31.0%) | (24.5%) | (44.7%) | (12.5%) | (30.8%)
31-35 15 10 19 29 5 12 21 111
(23.8%) | (14.1%) | (32.2%) | (40.8%) | (10.2%) | (15.8%) | (37.5%) | (24.9)
Over 35 17 5 11 13 8 13 11 78

(27.0%) | (7.0%) | (18.6%) | (18.3%) | (16.3%) | (17.1%) | (19.6%) | (17.5%)

Which method?

CLT 46 48 37 41 27 54 32 285
(73.0%) | (67.6%) | (62.7%) | (57.7%) | (55.1%) | (71.1%) | (57.1%) | (64%)
GTM 11 15 10 20 10 13 15 94
(17.5%) | (21.1%) | (16.9%) | (28.2%) | (20.4%) | (17.1%) | (26.8%) | (21.1%)
CLT+GTM 6 6 12 10 11 9 7 61
(9.5%) (8.5%) (20.3%) | (14.1%) | (22.4%) | (11.8%) | (12.5%) | (13.7%)
Other - 2 - - 1 - 2 5
(2.8%) (2.0%) (3.6%) (1.1%)

Table 5.%° indicates that 347 (78%) out of 445 teachers afliEh who participated

in the study are female teachers and 98 (22%) ale teachers. The participants in the

% Some phrases had to be abbreviated due to spaimtitn. For example, Medi. Re. stands for
Mediterranean region, East. A. Re. for Eastern dliwt region, South. A. Re. for Southeastern Anatol
region, Centr. A. Re for Central Anatolia regionaék S. Re. For Black Sea region, and Mar. Re. for
Marmara region. The long form of the abbreviatetapbs under the demographic information columnstake
place in the part of Appendices.
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Black Sea region outnumber the participants inatheer regions. The participants in the
age group 21-30 outnumber the participants whdratke other age groups. The number
of the participants who have a B.A degree is 3&5®), 50 (11.2%) a M.A degree, and
10(2.2%) a Ph.D degree. This means that the pazanhts who have a B.A degree
outnumber the number of the other participants. miagority of the participants belong to
the department of English language teaching. Thabeu of these participants is 330
(74.2%). When it comes to the teaching experienids,centred in 11-15 followed by 6-
10. This means that the number of participants Wwlawe 11-15 years of teaching
experience is 142 (31.9%) followed by the numbeteaichers who have 6-10 years of
teaching experience. 172 (38.7%) teachers statgdhay taught 26 to 30 hours per week.
The number of these teachers outnumbers the otheffer class sizes, 19 (4.3%) teachers
suggested that they had classes of less than @énés) 100 teachers (22.5%) classes of 21
to 25 students, 137 (30.8%) teachers classes &b 3® students, 111 teachers (24.9%)
classes of 31-35 students, and 78 (17.5%) teacd@sses of over 30 students. When it
comes to the teaching methods, 285 (64%) partitspanggested that they preferred
communicative language teaching, 94 (21.1%) grammzaoslation method, 61(13.7%)
communicative language teaching and grammar tramslanethod, and 5(1.1%) other
methods such as audio lingual method.

1.1 Results of the first question

The first question was put forward to examine wihat English language teachers’
perception of foreign language education policylurkey is. This question refers to the
items 1, 2, 4, 7, and 8. Table 5.2 shows female raate English language teachers’

perception of the policy.

Table 5.2 English language teachers' perceptiomf foreign language education policy
in Turkey

Gender |
female male Total
Count 81 30 111
STRONGLY % within
DISAGREE 23.3% 30.6% 24.9%
Gender
1. The foreign Count 199 49 248
. YRPTTT
language education DISAGREE é)evr\llgzlrn 57.3% 50.0% 55.7%
ﬁglel?gmeets students Count 33 3 36
. YR
UNDECIDED % within 9.5% 3.1% 8.1%
Gender
Count 28 14 42
AGREE % within 8.1% 14.3% 9.4%
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Gender
Count 6 2 8
STRONGLY | % within . o s
NGREE Gender | 17% 2.0% 1.8%
Count 347 98 445
SO
Total Yo within | 4 55 395, 100.0% 100.0%
Gender

As table 5.2 indicates, 23.3% (81) of the femasehers and 30.6% (30) of the male
teachers strongly disagree with the item. Furtheen®7.3% (199) of the female students
and 49 (50%) of the male teachers disagree wighdpinion. The results show that the
majority of the teachers (80.6%) have a negativeude towards the foreign language
education policy regarding the students’ needsurkdy.

Table 5.3 The patrticipants' response to the ite 1 according to the developmental levels of
the regions

1. The foreign language education policy in Turkey mets students’ needs.
Developed region Developing region Undeveloped regi
Gender Gender Gender
Female | Male | Total Female | Male Total Female| Male Total
Strongly 27 10 37 18 6 24 36 14 50
Disagree (24.5%) | (16.8%) | (19.4%) | (17.4%) | (30.8%) | (35.9%) | (32.1%)
Disagree 20 14 84 65 18 83 64 17 81
9 (55.6%) | (60.7%) | (58.1%) | (60.1%) | (54.7%) | (43.6%) | (51.9%)
. 15 10 1 11 9 1 10
Undecided| 14 L 0.0%) | (9.3%) | 3.2%) | 8.0%) | (7.7%) | (2.6%) | (6.4%)
Agree 10 > 12 12 5 17 6 7 13
9 (7.9%) | (11.2%) | (16.1%) | (12.3%) | (5.1%) | (17.9%) | (8.3%)
Strongly > 1 3 2 1 3 2 0 2
Agree (2.0%) | (1.9%) | (3.2%) | (2.2%) | (1.7%) | (.0%) (1.3%)
Total 123 28 151 107 31 138 117 39 156

As table 5.3 shows above, 80.1 % of the particjpanthe developed region, 77.5 %
of the participants in the developing region, antl & of the participants in the
undeveloped region gave a negative response titethehat reads, “The foreign language
education policy in Turkey meets students’ need$é results indicate that the negative
response rate of the participants who teach inuthgeveloped region outnumbers the

response rate of the other participants.
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Gender
female male Total
Count 70 24 94
YRYYIT
STRONGLY DISAGREE | % within 20.2% 24 5% 21 1%
Gender
Count 178 46 224
DISAGREE % within o o o
2. The foreign Gender 51.3% 46.9% 50.3%
language education Count 65 16 81
A X YR
policy in Turk_ey is | UNDECIDED % within 18.7% 16.3% 18.2%
made according to Gender
needs analysis. Count 30 11 41
YRy
AGREE o within | g 5y 112% | 9.2%
Gender
Count 4 1 5
YR
STRONGLY AGREE % within 129 1.0% 11%
Gender
Count 347 98 445
YRy
Total 76 Within | 4 ) 00 100.0% | 100.0%
Gender

Table 5.4 shows that 20.2% (70) of the female technd 24.5% (24) of the male
teachers strongly disagree with the question itetd@eover, 51.3% (178) of the female

teachers and 46.9% (46) of the male teachers @sagith this item. Given that the

numbers are combined, 71.4% (318) out of 445 teactnk that the foreign language

education policy in Turkey is not made accordingh® needs analysis.

Table 5.5 English language teachers' perception akeeds analysis with respect to changes

Gender
female male Total
Count 10 2 12
STRONGLY DISAGREE | 9% withi
%o within | 5 oo, 2.0% 2.7%
Gender
Count 25 4 29
| DISAGREE % within
Ee?(?re mZIEi?wmgh:nUtes Count 19 ! 26
King 9°S UNDECIDED % within
to the foreign language d 5.5% 7.1% 5.8%
education policy in Gender
Turkey. Count 121 31 152
AGREE 9% withi
HWIthin | 21 906 | 31.6% | 34.2%
Gender
Count 172 54 226
STRONGLY AGREE 9% withi
HWIthin | 49 60 | 55.1% | 50.8%
Gender
Total Count 347 98 445
YR
o Within | 106006 | 100.0% | 100.0%
Gender
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Table 5.5 indicates that 49.6% (172) of the femadehers and 54% (55.1) of the
male teachers strongly agree with the questionnéama. 34.9% (121) of the female
teachers and 31.6% (31) of the male teachers dgat@ needs analysis should be carried
out before making changes to the foreign languageation policy in Turkey. The results
show that the majority of both male and female hees (85%) think that a needs analysis
should be implemented. This means that the tea@reraware of the significance of the

needs analysis.

Table 5.6 English language teachers' approval of foreign language education policy
in Turkey

Gender
female male Total
Count 36 9 45
STRONGLY DISAGREE | % within
Gender 10.4% 9.2% 10.1%
Count 141 38 179
YR
DISAGREE owithin | 40 606 | 38.8% | 40.2%
Gender
7. | embrace the foreign Count 97 27 124
. . PRI
!anguage education policy UNDECIDED % within 28 0% 276% | 27.9%
in Turkey. Gender
Count 64 18 82
PRI
AGREE Howithin | 40 406 | 18.4% | 18.4%
Gender
Count 9 6 15
STRONGLY AGREE % within 2.6% 6.1% 3.4%
Gender
Count 347 98 445
Total Yowithin | 146006 | 100.0%4 100.0
Gender

Table 5.6 shows that the majority of both femald arale teachers are unlikely to
accept the foreign language education policy. Thesresults indicate that 10.4% (36) of
the female teachers and 9.2% (9) of male teachmmsec'strongly disagree”. 40.6% (141)
of the female teachers and 38.8% (38) of the nedehers took a negative attitude by
choosing “disagree”. Consequently, 224 (50.3%) afud445 teachers adopted a negative
attitude.
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Table 5.7 English language teachers' perception a@inovations in the foreign language

education policy

Gender
female male Total
Count 13 8 21
o
STRONGLY DISAGREE é)wnhm 3.7% 8.2% 4.7%
ender
Count 106 30 136
YR
DISAGREE ge"r‘]’gg'r” 305% | 30.6% | 30.6%
8. | am informed of Count 70 >3 93
innovations in the foreign ——
language education policy inUNDECIDED (é)evr\:gglrn 20.2% 23.5% 20.9%
Turkey. Count 143 33 176
YR
AGREE é’e"r‘]’g';'r" 412% | 33.7% | 39.6%
Count 15 4 19
YR
STRONGLY AGREE é)evr\]/g?rn 4.3% 2.1% 4.3%
Count 347 98 445
YRV
Total é’e"r‘]’g';'r" 100.0% | 100.0%| 100.0%

As table 5.7 indicates, 4.3% (15) of the femalecheas and 4.1% (4) of the male
teachers strongly agree that they have knowledgetatihe policy. Furthermore, 41.2%
(143) of the female teachers and 33.7% (33) ofntlaée teachers suggest that they know

about it. As a result, the number of the teachdrs suggest that they are informed of the

policy outhumbers those who claim that they are not

1.2 Results of the second question

The second question was addressed to explore hevignglish language teachers

approach the implementation of foreign languagecation policy in Turkey. This

question refers to the questionnaire items 3, 8,GarThe following table shows the results

of the second question:

Table 5.8 English language teachers' approla to the implementation of foreign language

education policy

3. The implementation of foreign language educatiolgrequency Valid Cumulative

policy in Turkey has been monitored and evaluated. Percent Percent
STRONGLY DISAGREE 41 9.2 9.2
DISAGREE 165 37.1 46.3
UNDECIDED 144 32.4 78.7
AGREE 89 20.0 98.7
STRONGLY AGREE 6 1.3 100.0
Total 445 100.0
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5. It is necessary to evaluate how foreign language Frequency Valid Cumulative

education policy in Turkey is implemented. Percent Percent
STRONGLY DISAGREE 7 1.6 1.6
DISAGREE 10 2.2 3.8
UNDECIDED 13 2.9 6.7
AGREE 221 49.7 56.4
STRONGLY AGREE 194 43.6 100.0
Total 445 100.0

6. Feedback is necessary to show the results of the . .

implementation of the foreign language education | Frequency Valid Cumulative

L Percent Percent

policy in Turkey.
STRONGLY DISAGREE 4 9 9
DISAGREE 10 2.2 3.1
UNDECIDED 8 1.8 4.9
AGREE 209 47.0 51.9
STRONGLY AGREE 214 48.1 100.0
Total 445 100.0

Table 5.8 shows the results of the questionnasrast3, 5, and 6. Accordingly, as for
the item 3, 206 (46.3%) participants do not aghed foreign language education policy
has been monitored and evaluated. Only 95 (21.3#)cppants agree that it has been
monitored and evaluated. Thus, the participants edhoot agree with this item outnumber
those who agree with it. Given that “undecided’taken into consideration, the total
number of these opinions indicates that therepsohlem with the process of monitoring
and evaluating the policy. As for the item 5, 493.8%) teachers of English thought that
it iIs necessary to evaluate how foreign languagecatbn policy in Turkey is
implemented. This means that a large number oheracare aware of the significance of
evaluating the policy. When it comes to the fee&baa the policy, 423 (95.1%)
participants suggested that feedback is necessatyotwv the results of the implementation
of the foreign language education policy in TurKElge majority of the teachers agree with
this item. This result implies that feedback isighificance to pursue the foreign language

education policy in Turkey.
1.3 Results of the third question
The third question was asked to examine to whaerexthe English language

teachers implement the English language curricul@iims question is related to the
questionnaire items 9 to 21. The following tablews the results:



Table 5.9 English language teachers' attitude towals the items 9-12
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9. I conduct my lessons in English all the Frequency valid Percent Cumulative
time. Percent
STRONGLY DISAGREE 8 1.8 1.8
DISAGREE 162 36.4 38.2
UNDECIDED 68 15.3 53.5
AGREE 179 40.2 93.7
STRONGLY AGREE 28 6.3 100.0

10. I focus on fluency rather than accuracy. Fraque Valid Percent ggrmcg:?[tive
STRONGLY DISAGREE 10 2.2 2.2
DISAGREE 108 24.3 26.5
UNDECIDED 79 17.8 44.3
AGREE 203 45.6 89.9
STRONGLY AGREE 45 10.1 100.0
g o tader 10 U5 e Mo cquoncy | Vallapercent | CLTUR®
STRONGLY DISAGREE 16 3.6 3.6
DISAGREE 137 30.8 34.4
UNDECIDED 133 29.9 64.3
AGREE 141 31.7 96.0
STRONGLY AGREE 18 4.0 100.0

12. | encourage my students to study in paiErequency valid Percent Cumulative
or groups. Percent
STRONGLY DISAGREE 3 g v
DISAGREE 22 4.9 5.6
UNDECIDED 18 4.0 9.7
AGREE 249 56.0 65.6
STRONGLY AGREE 153 34.4 100.0

Table 5.9 shows the findings related to the questdoe items in detail.
Accordingly, 207 (46.5%) out of 445 participantyda positive attitude towards the item
9. This means that these participants suggestédhbn conduct their lessons in English
all the time. However, 170 (38.2%) participants @dd a negative attitude. The 2006
English language curriculum stipulates that EngtiEisses must be conducted in English
all the time. Thus, a large number of English laaggiteachers have difficulty complying
with this situation. According to the response he item 10, 248 (55.7%) out of 445
teachers suggested that they focus on fluencyrrétla@ accuracy. This implies that the
majority of the teachers give importance to fluemtyle speaking. As for the item 11, 159

(35.7%) participants had a positive attitude towaite European Language Portfolio. On



145

the contrary, 153 (34.4%) participants suggestatittiey do not encourage their students
to use it. Accordingly, a large number of particifs|ado not have enough information
about the significance of the ELP. When it comedht® item 12, a large number of
participants (90.4%) suggested that they encouthgi students to study in pairs or
groups. This means that the teachers are awahe significance of studying in groups.

Table 5.10 A correlation test related to the item @nd age group

| conduct my
lessons in English | Age group
all the time.
| conduct my Correllaltion 103(¥)
lessons in English | Coefficient '
all the time Sig. (2-tailed) . .029
Spearman's rho -
Correlation 103(%)
Age group Coefficient :
Sig. (2-tailed) .029

*p<.05

As table 5.10 indicates, Spearman’s rank corralatioefficient was employed to
investigate if there was a statistically signific@ssociation between age group with the
item that reads,”l conduct my lessons in Englishthé time”. Spearman’s rho was
calculated (Spearman’s rho=.103, p=.029). The G@irom was statistically significant at

the .05 level. However, it indicated a weak asdamisbased on Cohen’s criteria.

Table 5.11 A correlation test related to the item 1 and educational qualification

Educational | er:jcourage my
ualification students to use
q ELP.
Correlation
Educational Coefficient .062
qualification . :
Sig. (2-tailed) . 189
Spearman's rho :
| encourage my Correlation 062
students to use Coefficient
ELP. Sig. (2-tailed) 189

*p<.05

As table 5.11 shows, to examine if there was assitally significant correlation
between the results obtained from the questionrit@ine 11 and educational qualification,
Spearman rho was computed (Spearman’s rho=.06289). The result indicated that
although there was a weak correlation between themas not statistically significant
(p<.05).
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Table 5.12 The participants' response to the itemllaccording to the developmental levels
of the regions

11. | encourage my students to use the three compents of the European Language
Portfolio (ELP).
Developed region Developing region Undeveloped region
Gender Gender Gender
Female | Male Total Female| Male Total Female| Male Tol
Strongly 6 2 8 2 1 3 4 1 5
Disagree | (4.9%) | (7.1%) | (5.3%) | (1.9%) | (3.2%) | (2.2%) | (3.4%) | (2.6%) | (3.2%)
bisagree | 37 5 42 28 12 40 39 16 55
9 (30.1%) | (17.9%) | (27.8%) | (26.2%) | (38.7%) | (29.0%) | (33.3%) | (41.0%) | (35.3%)
Undecided 36 10 46 30 9 39 39 9 48
(29.3%) | (35.7%) | (30.5%) | (28.0%) | (29.0%) | (28.3%) | (33.3%) | (23.1%) | (30.8%)
Adree 39 11 50 44 6 50 31 10 41
9 (31.7%) | (39.3%) | (33.1%) | (44.1%) | (19.4%) | (36.2%) | (26.5%) | (25.6%) | (26.3%)
Strongly 5 0 5 3 3 6 4 3 7
Agree (4.1%) | (.0%) (3.3%) | (2.8%) | (9.7%) | (4.3% (3.4%) | (7.7%) | (4.5%)
Total 123 28 151 107 31 138 117 39 156

According to table 5.12 above, 50 % of the partioig in the developed region, 43
% of the participants in the developing region, &@ % of the participants in the
undeveloped region suggested that they are unlikegncourage their students to use the
three components of the European Language PortfBli#). The findings indicate that
the negative response rate of the participantBenundeveloped region is higher than the

others.
The following table shows the findings with respicthe questionnaire items 13-16:

Table 5.13 English language teachers' attitude towds the items 13-16

13. | promote learner autonomy in my classes. Frgy Valid Percent ggrmcg:]e;tlve
STRONGLY DISAGREE 2 A 4
DISAGREE 15 3.4 3.8
UNDECIDED 62 13.9 17.8
AGREE 283 63.6 81.3
STRONGLY AGREE 83 18.7 100.0

14. | create a self-learning environment for MY o quenc valid Percent Cumulative
students. q y Percent
STRONGLY DISAGREE 3 s g
DISAGREE 48 10.8 11.5
UNDECIDED 76 17.1 285
AGREE 255 57.3 85.8
STRONGLY AGREE 63 14.2 100.0
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15. I use such activities as music, games, Frequenc valid Percent Cumulative
sports, and role play while teaching English q y Percent
STRONGLY DISAGREE 1 2 2
DISAGREE 19 4.3 4.5
UNDECIDED 24 5.4 9.9
AGREE 233 52.4 62.2
STRONGLY AGREE 168 37.8 100.0

16. I use such activities as simulation and Frequenc valid Percent Cumulative
dramatization. q y Percent
STRONGLY DISAGREE 2 A4 A4
DISAGREE 36 8.1 8.5
UNDECIDED 41 9.2 17.8
AGREE 265 59.6 77.3
STRONGLY AGREE 101 22.7 100.0

As table 5.13 indicates, 366 (82.3%) participasigjgested that they promote
learner autonomy. This implies that the majorityhaf teachers take learner autonomy into
consideration. According to the findings of themtd 4, 318 (71.5%) participants stated
that they create a self-learning environment feirtetudents. This means that the teachers
are aware of self-learning environment. Thus, thdifigs obtained from the items 13-14
support the teachers’ positive attitude towardsnieaautonomy. When it comes to the
item 15, a large number of participants (90.2%) aaubsitive attitude towards the item.
This means that these teachers make their lessgogable by using such activities as
games while teaching English. As for the item 16 882.3%) participants gave positive

response to the item. They suggested that they oekef simulation and dramatization.

Table 5.14 A correlation test related to the item 3 and educational qualification

Educational | promote learner
qualification autonomy in my classes
Correlation
Educational Coefficient 031
qualification
Sig. (2-tailed) .509
Spearman's rho :
| promote learner | Corrélation | o,
autonomy in my Coefficient
classes Sig. (2-tailed) | .509

*p<.05
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As table 5.14 indicates, the correlation betweencational qualification and the
findings gained from the questionnaire item thads “I promote learner autonomy in my
classes” was examined by means of Spearman’s @né&lation coefficient. There was a
positive correlation between them (Spearman’s rl884, p=.509) but this correlation was

not statistically significantp<.05).
The following table indicates the findings obtairfexin the items 17-19:

Table 5.15 English language teachers' attitude towds the items 17-19

17.1 promote student self-assessment. Frequency Valid Percent Cumulative Percent
STRONGLY DISAGREE

DISAGREE 35 7.9 7.9

UNDECIDED 59 13.3 211

AGREE 280 62.9 84.0

STRONGLY AGREE 71 16.0 100.0

18'.' make use of portolio assessment Frequency Valid Percent Cumulative Percent
while measuring student success.

STRONGLY DISAGREE 7 1.6 1.6

DISAGREE 60 13.5 15.1

UNDECIDED 92 20.7 35.7

AGREE 222 49.9 85.6

STRONGLY AGREE 64 14.4 100.0

19. 1 have sufficient English teaching Frequency Valid Percent Cumulative Percent
resources.

STRONGLY DISAGREE 18 4.0 4.0

DISAGREE 77 17.3 21.3

UNDECIDED 59 13.3 34.6

AGREE 201 45.2 79.8

STRONGLY AGREE 90 20.2 100.0

As Table 5.15 indicates, 351 (78.9%) participarmtsmote student self-assessment
according to the results obtained from the itemThus, this situation supports the items
13-14. As for the item 18, 286 (64.3%) participagése positive response to the item.
This implies that they make use of portfolio assess while measuring student success.
They consider a wide range of assessment toolsasiphojects prepared by their students.
When it comes to the item 19, 291 (65.4%) participauggested that they have sufficient
English teaching resources.
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Table 5.16 The participants’ response to Englisheiching resources according to the
developmental levels of the regions

19. I have sufficient English teaching resources.

Developmental level 1 Developmental level Il Developmtal level 111

Gender Gender Gender

Female | Male Total Female| Male Total Female| Male Tol
Strongly 3 1 4 3 0 3 11 0 11
Disagree | (2.4%) | (3.6%) | (2.6%) | (2.8%) | (.0%) (2.2%) | (9.4%) | (.0%) (7.1%)
Disagree 22 5 27 13 2 15 26 9 35

(17.9%) | (17.9%) | (17.9%) | (12.1%) | (6.5%) | (10.9%) | (22.2%) | (23.1%) | (22.4%)
Undecided | 20 6 26 16 3 19 9 5 14

(16.3%) | (21.4%) | (17.2%) | (15.0%) | (9.7%) | (13.8%) | (7.7%) | (12.8%) | (9.0%)
Agree 51 9 60 59 18 77 48 16 64

(41.5%) | (32.1%) | (39.7%) | (55.1%) | (58.1%) | (55.8%) | (41.0%) | (41.0%) | (41.0%)
strongly | 27 7 34 16 8 24 23 9 32
Agree (22.0%) | (25.0%) | (22.5%) | (15.0%) | (25.8%) | (17.4%) | (19.7%) | (23.1%) | (20.5%)
Total 123 28 151 107 31 138 117 39 156

According to table 5.16 above, 20.5 % of the pgrdéicts in the developed region,

13.1 % of the participants in the developing regiand 29.5 % of the participants

suggested that they lack sufficient English teaghi@sources. Given that all the negative

response rates are taken into account, the respa@iseof the participants in the

undeveloped region is high. This means that théiggaants in the undeveloped region

have difficulty handling the teaching resources.

The following table shows the findings obtainednirdghe item 20 by means of

crosstabs, thereby taking the category 8 in Pamt@account:

Table 5.17 English language teachers' attitudewards class sizes

LESS THAN 20 | 21-25 | 26-30 | 31-35 Sg’ ER | Total

DISAGREE | 20 WININSIU- | 57 104 11.0% | 3.6% | 27% | 26% | 56%
Count 6 45 24 17 5 117
Count_

DISAGREE | % within stu. | 37 oo, 45.0% | 321% | 15.3%| 64%| 26.39
on aver.
Count 0 10 14 13 3 40
count_

UNDECIDED | % within stu. | 5o, 100% | 102% | 11.7%| 3.8% | 9.0%
on aver.
Count 6 26 23 16 27 148
Count_

AGREE b Within Stu. | 37 590 26.0% | 31.4% | 41.4%| 34.6%  33.3
on aver.

CTRONGLY govuwrg1 __ 3 8 31 32 a1 115

AGREE b - | 15.8% 8.0% | 22.6% | 28.8%| 5260 2589
on aver.
Count 19 100 137 111 78 445
Count_

Total | % within stu. | 41 5o 100.0%| 100.09% 100.0% 100.0% 100.(

on aver.

%
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As table 5.17 shows, the majority of the particigaiind it difficult to cope with
large class sizes. That is to say, 263 (59.1%)obu45 participants suggested that their
class sizes make it difficult for them to conduuit English classes. According to the
above table, 68 (87.2%) out of 78 teachers who kkagses of over 35 students suggested
they have difficulty handling their class sizes. (78.3%) out of 11 teachers who have
classes of 31 to 35 students gave positive resptnglee item. 74 (54.1%) out of 137
participants stated that they find it difficult tkeal with large class sizes as well. The

findings imply that those who teach a large clasgetdifficulty dealing with this situation.

Table 5.18 The participants’ response to class sgaccording to the developmental levels of
the regions

20. My class sizes make it difficult for me to congtt my English classes.
Developmental level 1 Developmental level Il Developmtal level 111
Gender Gender Gender
Female | Male Total Female| Male Total Female| Male Tal
Strongly 5 1 6 6 3 9 8 2 10
Disagree | (4.1%) | (3.6%) | (4.0%) | (5.6%) | (9.7%) | (6.5%) | (6.8%) | (5.1%) | (6.4%)
Disagree 35 6 41 35 10 45 24 7 31
(28.5%) | (21.4%) | (27.2%) | (32.7%) | (32.3%) | (32.6%) | (20.5%) | (17.9%) | (19.9%)
Undecided | 12 3 17 9 1 10 12 1 13
(11.4%) | (10.7%) | (11.3%)| (8.4%) | (3.2%) | (7.2%) | (10.3%) | (2.6%) | (8.3%)
Adree 42 9 51 33 9 42 38 17 55
9 (34.1%) | (32.1%) | (33.8%) | (30.8%) | (29.0%) | (30.4%) | (32.5%) | (43.6%) | (35.3%)
Strongly 27 9 36 24 8 32 35 12 47
Agree (22.0%) | (32.1%) | (23.8%) | (22.4%) | (25.8%) | (23.2%) | (29.9%) | (30.8%) | (30.1%)
Total 123 28 151 107 31 138 117 39 156

As table 5.18 indicates above, 57.6 % of the pa#dids in the developed region,
53.6 % of the participants in the developing regiamnd 65.4 % of the participants in the
undeveloped region indicate that their class smake it difficult for them to conduct their
English classes. The positive response rate opéngcipants in the undeveloped region

shows that there is a problem with class sizekigregion.

The following table shows the results of the questaire item 21 by taking the
category 7 in Part A into consideration:

Table 5.19 English language teachers' attitude towds class hours

LESS THAN 15 | 16-20 | 21-25| 26-30 O\égR Total
STRONGLY go\xm‘m __ 2 24 45 42 5 118
DISAGREE | /""" 33.3% 247% | 28.8% | 24.4%| 35.7%  26.5%
Count 2 36 43 56 3 140
count.
DISAGREE r{‘;m;h'”dass 33.3% 37.1% | 27.6% | 32.6%| 21.4% 31.5%
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Count 0 10 16 27 2 55
UNDECIDED Z‘gzvri;hi” class | o 10.3% | 10.3% | 15.7%| 14.3%  12.49
Count 2 23 38 33 4 100
AGREE Z‘gzvri;hi” class | 33 306 23.7% | 24.4% | 19.2%| 28.69  22.5%
STRONGLY OC/oOvl\J/::Lin class > : - - ° -
AGREE P 0% 41% | 9.0% | 81% | .0% 7.2%
Count 6 97 156 172 14 445
Total Z‘gzvri;hi” class | 100.0% 100.0%| 100.09 100.0% 100.0% 100.0%

As table 5.19 shows, 258 (58%) out of 445 partiipalid not approve the item 21.
Accordingly, the majority of the teachers thoudhdttthe number of class hours per week
is not enough for them to conduct their Englishssés. 4 (66.7%) out of 6 teachers who
teach less than 15 hours, 60 (61.9%) out of 97hewacwho teach 16 to 20 hours, 88
(56.4%) out of 156 teachers who teach 21 to 259)@8 (57%) out of 172 teachers who
teach 26 to 30 hours, and 8 (57.1%) out of 14 t@cdid not accept the item 21. The
majority of the teachers, regardless of how manyrfhiper week they teach, thought that

teaching hours do not suffice to conduct Englisissbs.

1.4 Results of the fourth question

The fourth question was addressed to examine Vieat airkish EFL students’ roles
in implementing the English language curriculum. iiee questionnaire items 22-31 were
employed to find out the answer to this questidme Tollowing table consists of the items
22-25:

Table 5.20 English language teachers' attitude towds the items 22-25

22. My students embrace self-learning. Frequency lid\Rercent glejrrglej:f;“ve
STRONGLY DISAGREE 31 7.0 7.0
DISAGREE 132 29.7 36.6
UNDECIDED 121 27.2 63.8
AGREE 145 32.6 96.4
STRONGLY AGREE 16 3.6 100.0
23. My students have sufficient motivation for . Cumulative
y Frequenc Valid Percent
learning English. q y Percent
STRONGLY DISAGREE 50 11.2 11.2
DISAGREE 161 36.2 47.4
UNDECIDED 110 24.7 72.1
AGREE 105 23.6 95.7
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STRONGLY AGREE 19 4.3 100.0

24, My students like speaking English in Frequency valid Percent Cumulative
English classes. Percent
STRONGLY DISAGREE 51 11.5 115
DISAGREE 155 34.8 46.3
UNDECIDED 90 20.2 66.5
AGREE 122 27.4 93.9
STRONGLY AGREE 27 6.1 100.0

25. My students like studying in pairs and Frequency valid Percent Cumulative
groups. Percent
STRONGLY DISAGREE 8 1.8 1.8
DISAGREE 41 9.2 11.0
UNDECIDED 39 8.8 19.8
AGREE 263 59.1 78.9
STRONGLY AGREE 94 21.1 100.0

As table 5.20 shows, 163 (36.7%) out of 445 panéicts adopted a negative attitude
towards the item 22. The number of those who gapesttive response to the item is 161
(36.2%). The number of those who are undecidedtabmul2l (27.2%). Accordingly, the
participants are uncertain about this issue. Algfothe teachers give importance to self-
learning, their students are likely to be reluctanémbrace self-learning. The response to
the item 23 indicates that 211 (47.4%) out of 44Bipipants adopted a negative attitude.
This means that these teachers thought that stk motivation for learning English.
However, 124 (27.9%) of the participants gave atpesresponse. Most of the students
lack motivation for learning English given that #ile responses are taken into account. As
for the item 24, 206 (46.3%) participants suggeshed their students do not like speaking
English in English classes. On the other hand, (B®5%) participants suggested the
opposite. When it comes to the item 25, the mgjaftthe participants (80.2%) gave a
positive response to it. This means that the stisdée studying in pairs and groups. The

following table shows the findings obtained frore ftems 26, 27, and 28:

Table 5.21 English language teachers' attitedtowards the items 26-28

26. My students can use English in rea| Frequency valid Percent Cumulative
life. Percent
STRONGLY DISAGREE 115 25.8 25.8
DISAGREE 170 38.2 64.0
UNDECIDED 94 21.1 85.2
AGREE 59 13.3 98.4
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STRONGLY AGREE 7 1.6 100.0

27. My students have opportunities to . Cumulative
learn English independently. Frequency Valid Percent Percent
STRONGLY DISAGREE 102 22.9 22.9
DISAGREE 177 39.8 62.7
UNDECIDED 81 18.2 80.9
AGREE 74 16.6 97.5
STRONGLY AGREE 11 2.5 100.0

28. My students keep a diary of their Cumulative
language learning experiences in Frequency Valid Percent | 5
English.

STRONGLY DISAGREE 120 27.0 27.0
DISAGREE 210 47.2 74.2
UNDECIDED 65 14.6 88.8
AGREE 47 10.6 99.3
STRONGLY AGREE 3 7 100.0

As table 5.21 shows, 285 (64%) participants suggketat their students cannot use
English in real life according to the item 26. As the item 27, 279 (62.7%) out of the
participants suggested that their students do @et hopportunities to learn English

independently. Accordingly, even if the teacherskEofylish encourage their students to

have self-learning environment, the students miag fi difficult to study independently

due to lack of opportunities. According to the it@8) 330 (74.2%) out of 445 participants
suggested that their students do not keep a diatyed language learning experiences in
English. Consequently, the students are unlikelyusue extracurricular activities outside

the classroom. The following table shows the resalitained from the items 29, 30, and

31:

Table 5.22 English language teachers' attitude towds the items 29-31

29. My students use internet or other resoulces. -\ anc valid Percent Cumulative
to improve their English. q y Percent
STRONGLY DISAGREE 28 6.3 6.3
DISAGREE 85 19.1 25.4
UNDECIDED 77 17.3 42.7
AGREE 214 48.1 90.8
STRONGLY AGREE 41 9.2 100.0

30. My students use the three components pf . Cumulative
the ELP. Frequency Valid Percent Percent
STRONGLY DISAGREE 75 16.9 16.9
DISAGREE 165 37.1 53.9
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UNDECIDED

126 28.3 82.2
AGREE 72 16.2 98.4
STRONGLY AGREE 7 1.6 100.0
31. Such exams as placement tests (SBS) Cumulative
negatively influence the way my students | Frequency Valid Percent Percent
learn English.
STRONGLY DISAGREE 28 6.3 6.3
DISAGREE 75 16.9 23.1
UNDECIDED 62 13.9 37.1
AGREE 123 27.6 64.7
STRONGLY AGREE 157 35.3 100.0

As table 5.22 indicates, 255 (57.3%) out of thdipi@ants gave a positive response
to the item 29. They suggested that their studesgsnternet or other resources to improve
their English. As for the item 30, 240 (54%) papants suggested that their students do
not use the European Language portfolio. Whenmeto the findings related to the item
31, 280 (62.9%) participants suggested that suemaations as placement tests (SBS)
negatively influence the way their students leanglish. This means that the majority of

the teachers thought that English questions agkékel examinations are not appropriate

for the methodology pursued by the teachers.

Table 5.23 The participants’ response to thelEP? according to the developmental levels

of the regions

30. My students use the three components of the Eapean Language Portfolio (ELP).
Developmental level 1 Developmental level Il Developmtal level 111
Gender Gender Gender
Female | Male Total Female | Male Total Female| Male Tal
Strongly 19 4 23 17 4 21 20 11 31
Disagree | (15.4%) | (14.3%) | (15.2%) | (15.9%) | (12.9%) | (15.2%) | (17.1%) | (28.2%) | (19.9%)
Disagree 42 10 52 36 12 48 52 13 65
(34.1%) | (35.7%) | (34.4%) | (33.6%) | (38.7%) | (34.8%) | (44.4%) | (33.3%) | (41.7%)
Undecided 37 6 43 31 12 43 30 10 40
(30.1%) | (21.4%) | (28.5%) | (29.0%) | (38.7%) | (31.2%) | (25.6%) | (25.6%) | (25.6%)
Agree 23 6 29 22 3 25 14 4 18
(18.7%) | (21.4%) | (19.2%) | (20.6%) | (9.7%) | (18.1%) | (12.0%) | (10.3%) | (11.5%)
Strongly 2 2 4 1 0 1 1 1 2
Agree (1.6%) | (7.1%) | (2.6%) | (.9%) (.0%) (.7%) (-9%) (2.6%) | (1.3%)
Total 123 28 151 107 31 138 117 39 156

According to table 5.23 above, 49.6 % of the pgréicts in the developed region, 50
% of the participants in the developing region, &@id6 % of the participants in the
undeveloped region suggested that their studeatsraikely to use the three components

of the European Language Portfolio (ELP). The negakesponse rate of the participants
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in the undeveloped region is higher than the oth&cgordingly, the participants in the
undeveloped region have more difficulty coping wiihP.

1.5 Results of the fifth question

The fifth question was asked to investigate whde rtextbooks play in the
implementation of the English language curriculufthis question is related to the
guestionnaire items 32-42. The following table shdhe results obtained from the items
32-35:

Table 5.24 English language teachers' attitude towds the items 32-35

32. Textbooks have CDs. Frequency Valid PercentcumUIatIVe
Percent
STRONGLY DISAGREE 101 22.7 22.7
DISAGREE 97 21.8 44.5
UNDECIDED 19 4.3 48.8
AGREE 171 38.4 87.2
STRONGLY AGREE 57 12.8 100.0
33. | use CDs with textbooks. Frequency Valid Petrce Cumulative
Percent
STRONGLY DISAGREE 74 16.6 16.6
DISAGREE 125 28.1 44.7
UNDECIDED 47 10.6 55.3
AGREE 150 33.7 89.0
STRONGLY AGREE 49 11.0 100.0
34. Activities in the textbook are suitable for, . Cumulative
, - Frequency Valid Percent
students’ proficiency levels. Percent
STRONGLY DISAGREE 84 18.9 18.9
DISAGREE 140 315 50.3
UNDECIDED 88 19.8 70.1
AGREE 105 23.6 93.7
STRONGLY AGREE 28 6.3 100.0
35. Activities in the textbooks promote . Cumulative
Co . Frequency Valid Percent
communicative language teaching. Percent
STRONGLY DISAGREE 81 18.2 18.2
DISAGREE 130 29.2 47.4
UNDECIDED 90 20.2 67.6
AGREE 131 29.4 97.1
STRONGLY AGREE 13 2.9 100.0

As table 5.24 indicates, the findings obtained frtme item 32 shows that 228
(51.2%) gave a positive response. They suggesstdetktbooks have CDs. However, 198
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(44.5%) participants did not accept it. The findirgd the item 33 indicate that the number
of those who gave a positive and negative respisnsqual. Thus, half of the participants
thought the opposite. As for the item 34, 224 (%0).4ut of 445 participants suggested
that activities in the textbook are not suitabledtudents’ proficiency levels. The majority
of the teachers are not satisfied with the contehtbe textbooks. When it comes to the
item 35, 211 (47.4%) participants gave a negatesponse to it. That is to say, the
majority of the participants thought that actiwtien the textbooks do not promote
communicative language teaching. The following ¢asthows the results of the items 36-
39:

Table 5.25 English language teachers' attitude towds the items 36-39

36. The language items used in the textbooks Frequenc valid Percent Cumulative
are authentic. q y Percent
STRONGLY DISAGREE 53 11.9 11.9
DISAGREE 142 31.9 43.8
UNDECIDED 111 24.9 68.8
AGREE 130 29.2 98.0
STRONGLY AGREE 9 2.0 100.0
37. Vocabulary items are suitable for student\;’Fre uenc valid Percent Cumulative
English language proficiency levels. q y Percent
STRONGLY DISAGREE 67 15.1 15.1
DISAGREE 120 27.0 42.0
UNDECIDED 82 18.4 60.4
AGREE 156 35.1 95.5
STRONGLY AGREE 20 4.5 100.0
38. Students like using textbooks. Frequency Viakdcent Cumulative
Percent
STRONGLY DISAGREE 81 18.2 18.2
DISAGREE 136 30.6 48.8
UNDECIDED 90 20.2 69.0
AGREE 124 27.9 96.9
STRONGLY AGREE 14 3.1 100.0
39. Textbooks meet students’ needs to imprm/%re uenc valid Percent Cumulative
their English. q y Percent
STRONGLY DISAGREE 94 21.1 21.1
DISAGREE 165 371 58.2
UNDECIDED 96 21.6 79.8
AGREE 81 18.2 98.0
STRONGLY AGREE 9 2.0 100.0
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As table 5.25 shows, 195 (43.8%) participants goirtut that the language items
used in the textbooks are not authentic. In otherdg; the majority of the participants
gave a negative response to the item 36. Accordinghe item 37, 187 (42.1%)
participants suggested that vocabulary items arsuitable for students’ English language
proficiency levels. However, 176 (39.6%) thoughe thpposite. As for the item 38, 217
(48.8%) participants gave a negative response Tis implies that their students may not
like using textbooks. According to the item 39, 258.2%) out of 445 participants gave a
negative response to the item. In other words, theuyght that textbooks do not meet

students’ needs to improve their English.

Table 5.26 The participants’ response to textbookaccording to the developmental levels
of the regions

39. Textbooks meet students’ needs to improve theinglish.
Developmental level 1 Developmental level Il Devegbmental level 111
Gender Gender Gender
Female | Male Total Female Male Total Female Male Total
Strongly 25 6 31 17 6 23 33 7 40
Disagree | (20.3%) | (21.4%) | (20.5%) | (15.9%) | (19.4%) | (16.7%) | (28.2%) | (17.9%) | (25.6%)
Disaaree 45 10 55 47 11 58 38 14 52
g (36.6%) | (35.7%) | (36.4%) | (43.9%) | (35.5%) | (42.0%) | (32.5%) | (35.9%) | (33.3%)
Undecided 25 6 31 24 7 31 27 7 34
(20.3%) | (21.4%) | (20.5%) | (22.4%) | (22.6%) | (22.5%) | (23.1% | (17.9%) | (21.8%)
Aaree 25 3 28 17 7 24 18 11 29
9 (20.3%) | (10.7%) | (18.5%) | (15.9%) | (22.6%) | (17.4%) | (15.4%) | (28.2%) | (18.6%)
Strongly 3 3 6 2 0 2 1 0 1
Agree (2.4%) | (10.7%) | (4.0%) (1.9%) | (.0%) (1.4%) (-9%) (.0%) (.6%)
Total 123 28 151 107 31 138 117 39 156

As table 5.26 shows above, 56.9 % of the parti¢gpanthe developed region, 58.7
% of the participants in the developing region, &&19 % of the participants in the
undeveloped region suggested that textbooks an&kelynlto meet students’ needs to
improve their English. The response rates are dlrttfus same. This means that the
participants share common reaction to textbookgaradess of the developmental levels of

the regions.
The following table shows the results of the itet@s42:

Table 5.27 English language teachers' attitudewards the items 40-42

40. Reading passages are suitable for student:?:’re uenc valid Percent Cumulative
English language proficiency levels. q Y Percent
STRONGLY DISAGREE 88 19.8 19.8

DISAGREE 161 36.2 56.0
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UNDECIDED 73 16.4 72.4
AGREE 113 25.4 97.8
STRONGLY AGREE 10 2.2 100.0

41. Textbooks provide students with culture Frequenc valid Percent Cumulative
from other countries. q y Percent
STRONGLY DISAGREE 39 8.8 8.8
DISAGREE 109 24.5 33.3
UNDECIDED 74 16.6 49.9
AGREE 195 43.8 93.7
STRONGLY AGREE 28 6.3 100.0

42. Textbooks include an appropriate balance P_Lfre uenc valid Percent Cumulative
four language skills. q y Percent
STRONGLY DISAGREE 60 135 135
DISAGREE 145 32.6 46.1
UNDECIDED 86 19.3 65.4
AGREE 136 30.6 96.0
STRONGLY AGREE 18 4.0 100.0

As table 5.27 indicates, the results of the itensdOw that there is a problem with
the reading passages in the textbooks. Accordi2gl9,(56%) out of 445 participants gave
a negative response to this item. In other woltsy thought that reading passages are not
suitable for students’ English language proficiefemels. As for the item 41, the majority
of the participants gave a positive response fbhiat is to say, they thought that textbooks
provide students with culture from other countrigscording to the item 42, 205 (46.1%)
teachers gave a negative response to it. In otbedsythey thought that textbooks do not

include an appropriate balance of four languagisski

1.6 Results of the sixth question

The sixth question was addressed to examine wieast¢hool principals’ roles in
implementing the English language curriculum aree Tollowing table shows the results

obtained from the items 43-46:

Table 5.28 English language teachers' attitudewards the items 43-46

43. | get support from the principal for

implementing the English language Frequency Valid Percent Cumulative
_ Percent

curriculum.

STRONGLY DISAGREE 36 8.1 8.1

DISAGREE 102 22.9 31.0

UNDECIDED 85 19.1 50.1
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AGREE

188 42.2 92.4
STRONGLY AGREE 34 7.6 100.0
44. The principal provides me with English
teaching materials in order to keep up with . Cumulative
. > . . Frequency Valid Percent
innovations in the English Language Percent
curriculum.
STRONGLY DISAGREE 45 10.1 10.1
DISAGREE 135 30.3 40.4
UNDECIDED 91 20.4 60.9
AGREE 150 33.7 94.6
STRONGLY AGREE 24 5.4 100.0
45, The principal informs me of the Cumulative
implementation of the English language Frequency Valid Percent Percent
curriculum.
STRONGLY DISAGREE 38 8.5 8.5
DISAGREE 142 31.9 40.4
UNDECIDED 102 22.9 63.4
AGREE 141 31.7 95.1
STRONGLY AGREE 22 4.9 100.0
46. The principal motivates me to keep up :
o : . ; . Cumulative
with innovations in foreign language Frequency Valid Percent
i \ Percent
education policy.
STRONGLY DISAGREE 37 8.3 8.3
DISAGREE 138 31.0 39.3
UNDECIDED 95 21.3 60.7
AGREE 150 33.7 94.4
STRONGLY AGREE 25 5.6 100.0

As table 5.28 indicates, the majority of the pa@paats (49.8%) adopted a positive
response to the item 43. This means that thesadesathought that they get support from
the principal for implementing the English languamgriculum. As for the item 44, 180
(40.4%) out of 445 participants gave a negativgporse to it. This means that these
teachers thought that the principals are unlikelprovide English teaching materials. On
the other hand, 174 (39.1%) participants preseatpdsitive response. Accordingly, these
teachers are uncertain of their attitudes towandsitem. According to the item 45, 180
(40.4%) participants provided a negative respoose However, 163 (36.6%) participants
responded positively. When it comes to the item #@, participants shared the same
attitude from the perspective of negative and pasitesponses. That is to say, the number
of those (175) who gave positive and negative nespas equal. As stated above, the
participants are uncertain about their respongkisatem as well.
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Table 5.29 The participants’ response to the schogpfincipal’s support according to the
developmental levels of the regions

44. The principal provides me with English teachingnaterials in order to keep up with
innovations in the English language curriculum.
Developmental level 1 Developmental level Il Developmtal level 111
Gender Gender Gender
Female | Male Total Female| Male Total Female| Male Tol
Strongly 12 3 15 6 1 7 18 5 23
Disagree | (9.8%) | (10.7%)| (9.9%) | (5.6%) | (3.2%) | (5.1%) | (15.4%) | (12.8%) | (14.7%)
Disagree 31 7 38 33 9 42 43 12 55
9 (25.2%) | (25.0%) | (25.2%) | (30.8%) | (29.0%) | (30.4%) | (36.8%) | (30.8%) | (35.3%)
Undecided 29 7 36 19 6 25 19 11 30
(23.6%) | (25.0%) | (23.8%) | (17.8%) | (19.4%) | (18.1%) | (16.2%) | (28.2%) | (19.2%)
Adree 42 10 52 44 13 57 32 9 41
9 (34.1%) | (35.7%) | (34.4%) | (41.1%) | (41.9%) | (41.3%) | (27.4%) | (23.1%) | (26.3%)
Strongly 9 1 10 5 2 7 5 2 7
Agree (7.3%) | (3.6%) | (6.6%) | (4.7%) | (6.5%) | (5.1%) | (4.3%) | (5.1%) | (4.5%)
Total 123 28 151 107 31 138 117 39 156

As table 5.29 shows above, 35.1 % of the parti¢gpanthe developed region, 35.5
% of the participants in the developing region, &@ % of the participants in the
undeveloped region suggested that their schootipais are unlikely to provide them with
English teaching materials in order to keep up witovations in the English language
curriculum. The findings indicate that the partamps in the undeveloped region have

more difficulty getting support from their schoalnxipals.
1.7 Results of the seventh question
The seventh question was put forward to investigeit@t the parents’ roles in

implementing the English language curriculum arée Tollowing table presents the

findings which belong to the items 47-50:

Table 5.30 English language teachers' attitedtowards the items 47-50

47. Students’ parents know about innovations in ﬂll—ere uenc valid Percen Cumulative
foreign language education policy. q y Percent
STRONGLY DISAGREE 196 44.0 44.0
DISAGREE 171 38.4 82.5
UNDECIDED 49 11.0 93.5
AGREE 25 5.6 99.1
STRONGLY AGREE 4 .9 100.0

48. Students’ parents provide their children with Frequenc valid Percen Cumulative
such resources as books and videos in English. q y Percent
STRONGLY DISAGREE 106 23.8 23.8
DISAGREE 150 33.7 57.5
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UNDECIDED 70 15.7 73.3
AGREE 109 24.5 97.8
STRONGLY AGREE 10 2.2 100.0

49. Students’ parents encourage their childreretg l?ire uenc valid Percen Cumulative
interested in learning English. q y Percent
STRONGLY DISAGREE 80 18.0 18.0
DISAGREE 128 28.8 46.7
UNDECIDED 97 21.8 68.5
AGREE 126 28.3 96.9
STRONGLY AGREE 14 3.1 100.0

50. | ask for help from students’ parents to maévaFre uenc valid Percen Cumulative
their children to learn English. q Y Percent
STRONGLY DISAGREE 26 58 5.8
DISAGREE 53 11.9 17.8
UNDECIDED 38 8.5 26.3
AGREE 241 54.2 80.4
STRONGLY AGREE 87 19.6 100.0

As table 5.30 indicates, the majority of the paptnts (82.4%) presented a negative
response to the item 47. This means that the sisidesrents are not aware of innovations
in the foreign language education policy. As foe tkem 48, 256 (57.5%) out of 445
parents provided a negative response. Thus, teeshdrs suggested that the parents are
unlikely to provide their children with such resoes as books and videos in English.
According to the item 49, the majority of the pagants (46.8%) presented a negative
response to it. That is to say, they suggested ttietstudents’ parents are unlikely to
encourage their children to be interested in legyinglish. When it comes to the item 50,
a large number of participants (328) gave a pasitesponse to it. Accordingly, the
teachers usually ask for help from students’ pareatmotivate their children to learn

English.

Table 5.31 The participants’ response to thgarents’ support according to the
developmental levels of the regions

48. Students’ parents provide their children with sich resources as books and videos in

English.

Developmental level 1 Developmental level Il Developmtal level 111

Gender Gender Gender

Female | Male Total Female | Male Total Female| Male Tol
Strongly 22 7 29 14 5 19 49 9 58
Disagree | (17.9%) | (25.0%) | (19.2%) | (13.1%) | (16.1%) | (13.8%) | (41.9%) | (23.1%) | (37.2%)
Disagree 43 11 54 34 12 46 30 20 50

(35.0%) | (39.3%) | (35.8%) | (31.8%) | (38.7%) | (33.3%) | (25.6%) | (51.3%) | (32.1%)
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Undecided 24 3 27 20 7 27 14 2 16
(19.5%) | (10.7%) | (17.9%) | (18.7%) | (22.6%) | (19.6%) | (12.0%) | (5.1%) | (10.3%)

Agree 30 5 35 38 7 45 23 6 29
(24.4%) | (17.9%) | (23.2%) | (35.5%) | (22.6%) | (32.6%) | (19.7%) | (15.4%) | (18.6%)

Strongly 4 2 6 1 0 1 1 2 3

Agree (3.3%) | (7.1%) | (4.0%) | (.9%) (.0%) (.7%) (.9%) (5.1%) | (1.9%)

Total 123 28 151 107 31 138 117 39 156

According to table 5.31 above, 55 % of the partiais in the developed region, 47.1
% of the participants in the developing region, &813 % of the participants in the
undeveloped region adopted a negative respongetibeim that reads, “Students’ parents
provide their children with such resources as bawid videos in English.” Given that the
response rates are taken into consideration, tiigipants in the undeveloped region have

more difficulty getting support from the studerggrents.
1.8 Results of the first assumption

The first assumption that has been made is thahéea of English have negative
attitude towards foreign language education poliay Turkey. Accordingly, the
questionnaire items 1, 2, and 7 have been takencomsideration. The following table

indicates the findings with respect to it:

Table 5.32 English language teachers' negative dtide towards foreign language
education policy

Turkey meets suudents needs. | Freauency | valid Percent oot Ve
STRONGLY DISAGREE 111 24.9 24.9
DISAGREE 248 55.7 80.7
UNDECIDED 36 8.1 88.8
AGREE 42 9.4 98.2
STRONGLY AGREE 8 1.8 100.0

2. The f_oreign Ianguagc_—z education policy ir_1 Frequency valid Percent Cumulative
Turkey is made according to needs analysis. Percent
STRONGLY DISAGREE 94 21.1 21.1
DISAGREE 224 50.3 715
UNDECIDED 81 18.2 89.7
AGREE 41 9.2 98.9
STRONGLY AGREE 5 1.1 100.0

7. I_em_brace the foreign language education Frequency valid Percent Cumulative
policy in Turkey. Percent
STRONGLY DISAGREE 45 10.1 10.1
DISAGREE 179 40.2 50.3
UNDECIDED 124 27.9 78.2
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AGREE 82 18.4 96.6
STRONGLY AGREE 15 3.4 100.0

As table 5.32 shows, the participants have negadititude towards the foreign
language education policy. According to the fitetm, 359 (80.6) out of 445 participants
adopted a negative response towards it. Only 5@%)Lparticipants agreed with this item.
As for the second item, 318 (71.4) out of 445 pgréints suggested that the foreign
language education policy in Turkey is not madeostiag to needs analysis. When it
comes to the item 7, 224 (50.3%) out of 445 pandiots suggested that they do not
embrace the foreign language education policy irkéy Given that the findings obtained
from these items are taken into account, teacherfSnglish have a negative attitude
towards the foreign language education policy inrk€y. Consequently, the first
assumption about English language teachers’ adtittmivards the policy has been

confirmed.

Table 5.33 Correlation analysis between the itemdnd years of teaching experience

The foreign
language
education policy,
in Turkey meets
students’ needs.

Years of teaching
experience

The foreign | Correlation
language education coefficient

policy in Turkey

meets students’ Sig. (2-tailed) | . .391
Spearman's rho| needs.

.041

Correlation

Years of teaching | ~qefficient .041
experience

Sig. (2-tailed) | .391

*p<.05

As table 5.33 shows, a correlation was computeorder to investigate whether or
not there was a statistically significant assocratbetween the results obtained from the
questionnaire item 1 and years of teaching expegiai the English language teachers.
The Spearman rho was employed due to the ordinal (Bpearman’s rho=.041, p=.391).
The results obtained from the questionnaire itemevgmsitively correlated with years of

teaching experience. However, this correlation m@sstatistically significantp<.05).
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Table 5.34 Correlation analysis between theem 7 and educational qualification

. | embrace the foreign
Educational :
o language education
qualification 27"
policy in Turkey.
Correlation
Educational Coefficient .036
qualification - -
S <th Sig. (2-tailed) | . 447
pearman's o embrace the Correlation 036
foreign language | Coefficient ’
education policy in — :
Turkey. Sig. (2-tailed) | .447

*p<.05

As table 5.34 indicates, the relationship betweéncational qualification and the
findings gained from the questionnaire item 7 wean@ned by means of Spearman’s rank
correlation coefficient. There was a positive clatien between them (Spearman’s rho=

.036, p=.447) but this correlation was not stat#ly significant p<.05).

Table 5.35 A Mann-Whitney test related to ta item 1 and gender

The foreign language education policy in Turkey taetudents’ needs.

Mann-Whitney U 16215.000
Wilcoxon W 21066.000
z -779

Asymp. Sig. (2-tailed) | .436
a Grouping Variable: Gender
*p<.05

As table 5.35 shows, a Mann-Whitney test was enguloyo investigate the
difference in the results obtained from the pagphats (male and female) related to the
item that reads, “The foreign language educatidicy@n Turkey meets students’ needs”.
This test did not reveal a significant differen@dvieen these variables (U=16215, p=.44)
at the .05 level.

Table 5.36 A Kruskal-Wallis test related to the iten 2 and educational qualification

The foreign language education policy in Turkeynsde according to needs

analysis.
Chi-Square 576
df 2
Asymp. Sig. .750

a Kruskal Wallis Test
b Grouping Variable: Educational qualification

*p<.05
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As table 5.36 indicates, a Kruskal-Wallis test wiaed to examine the difference in
the findings obtained from the questionnaire itémattreads, “The foreign language
education policy in Turkey is made according todseanalysis” across the participants’
educational qualifications (B.A, M.A and Ph.D). Thest revealed no statistically
significant difference between these variabjé62, N=445) =.58, p=.75.

1.9 Results of the second assumption

The second assumption is that the content of tektbas not appropriate for the
Turkish EFL students. The results with respechis assumption refer to the questionnaire

items 34 and 40. The following table shows theifigd related to the second assumption:

Table 5.37 English language teachers' negatiattitude towards the content of textbooks

34. Activities in the textbook are suitable for Frequenc valid Percent Cumulative
students’ proficiency levels. q y Percent
STRONGLY DISAGREE 84 18.9 18.9
DISAGREE 140 315 50.3
UNDECIDED 88 19.8 70.1
AGREE 105 23.6 93.7
STRONGLY AGREE 28 6.3 100.0

40. Reading passages are suitable for student?_lre uenc valid Percent Cumulative
English language proficiency levels. q y Percent
STRONGLY DISAGREE 88 19.8 19.8
DISAGREE 161 36.2 56.0
UNDECIDED 73 16.4 72.4
AGREE 113 25.4 97.8
STRONGLY AGREE 10 2.2 100.0

As table 5.37 indicates, teachers of English sugdabat the content of textbooks is
not appropriate for the Turkish EFL students. Timelihgs show that a large number of
teachers are against the idea that the contenthah tis appropriate. 224 (50.4%)
participants gave a negative response to the i#®nTBat is to say, they thought that the
activities in textbooks are not suitable for studeproficiency level. Moreover, 249 (56%)
participants suggested that reading passages dresuitable for students’ language

proficiency levels. Accordingly, the second assuorphas been proved.



166

Table 5.38 A Kruskal-Wallis test related to the iten 40 and department of graduation

Reading passages are suitable for students’ Erlgligfuage proficiency
levels.

Chi-Square 5.085

df 4

Asymp. Sig. 279

a Kruskal Wallis Test

b Grouping Variable: Department of graduation

*p<.05

As table 5.38 indicates, a Kruskal-Wallis test wiasd to examine the difference in
the findings gained from the participants who halféerent departments of graduation

with respect to the item that reads, “Reading pgesare suitable for students’ English

language proficiency levels”. The test did not shawtatistically significant difference
across these departments of graduaiip, N=445) =5.09, p=.28 at the .05 level.

1.10 Results of the third assumption

The third assumption is that students’ parents failsupport the English language
curriculum. The following figure shows the resulté the item 48 to test the third

assumption;

Table 5.39 English language teachers' negatieétitude towards parents’ support for

foreign language education policy

48. Students’ parents provide their children wjth ) Cumulative
such resources as books and videos in English. Frequency Valid Percent Percent
STRONGLY DISAGREE 106 23,8 23,8
DISAGREE 150 33,7 57,5
UNDECIDED 70 15,7 73,3
AGREE 109 24,5 97,8
STRONGLY AGREE 10 2,2 100,0

Total 445 100,0

As table 5.39 indicates, 256 (57.5%) out of 443ipi@ants gave a negative answer

to the item 48. This means that students’ paremtsad enable their children to have access

to teaching materials outside classroom. Thusthiné assumption has been confirmed.

Table 5.40 A Kruskal-Wallis test related to the iten 48 and age group

videos in English.

Students’ parents provide their children with ste$ources as books and

Chi-Square 3.181
df 3
Asymp. Sig. .365
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a Kruskal Wallis Test

b Grouping Variable: Age group
*p<.05

As table 5.40 shows, a Kruskal Wallis test indidate statistically significant
difference in the findings obtained from the itehatt reads, “Students’ parents provide
their children with such resources as books andogdn English” across four age groups,
v? (3, N=445) =3.18, p=.37 at the .05 level.

1.11 Results of the fourth assumption

The fourth assumption is that teachers of Engliatehdifficulty implementing the
English language curriculum. The question item®22thave been employed to test this
assumption because the items are viewed as impddapursue the English language
curriculum without any problem. The following figes show the findings obtained from
the items 20-21:

Table 5.41 English language teachers' negatia#titude towards class sizes

20. My class sizes make it difficult for me to . Cumulative
conduct my English classes. Frequency | Valid Percent  ~n 0
STRONGLY DISAGREE 25 5,6 5,6
DISAGREE 117 26,3 31,9
UNDECIDED 40 9,0 40,9

AGREE 148 33,3 74,2
STRONGLY AGREE 115 25,8 100,0

Total 445 100,0

As Table 5.41 indicates, 263 (59.1%) participantggested that their class sizes
make it difficult for them to conduct their Englistasses. Thus, they adopted a negative

attitude towards it.

Table 5.42 English language teachers' negative attitudewards class hours

21. The number of class hours per week is . Cumulative
enough for me to conduct my English lessong, Freauency Valid Percent =5 0y
STRONGLY DISAGREE 118 26,5 26,5
DISAGREE 140 315 58,0
UNDECIDED 55 12,4 70,3
AGREE 100 22,5 92,8
STRONGLY AGREE 32 7,2 100,0

Total 445 100,0

As table 5.42 shows, 258 (58%) out of 445 partiwipaagreed that the number of
class hours per week is not enough for them to wcinitheir English lessons. This means

that they have a problem with the period of Englisstructions. They thought that the
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period allocated for English instructions per weekhort. Given that the findings gained
from the items 20-21 are taken into consideratiba,fourth assumption has turned out to

be proved.

Table 5.43 A Mann-Whitney U test related to the itex 20 and gender

My class sizes make it difficult for me to conduty English classes.

Mann-Whitney U 15805.000
Wilcoxon W 76183.000
z -1.107

Asymp. Sig. (2-tailed) | .268
a Grouping Variable: Gender

*p<.05

As table 5.43 shows, A Mann-Whitney test revealed statistically significant
difference in the results obtained from male amddie participants as regards the item that
reads, “My class sizes make it difficult for mecmnduct my English classes”, (U=15805,
p=.27) at the .05 level.

1.12 Results of the fifth assumption
The fifth assumption is that Turkish EFL studentsdderachieve in pursuing the

English language curriculum. The questionnaire i@8nhas been employed to test this

item. The following figure shows the findings:

Table 5.44 English language teachers' negatiedtitude towards students’ use of
English in real life

26. My students can use English in real life. Frequency valid Percent Cumulative
Percent
STRONGLY DISAGREE 115 25,8 25,8
DISAGREE 170 38,2 64,0
UNDECIDED 94 21,1 85,2
AGREE 59 13,3 98,4
STRONGLY AGREE 7 1,6 100,0
Total 445 100,0

As table 5.44 indicates, 285 (64%) out of 445 paoréints thought that their students
are unlikely to speak English in real life. This ane that they cannot use their foreign
language outside classrooms. Accordingly, Engliahglage teaching is limited to

classrooms. Thus, the fifth assumption has beevegrto
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Table 5.45 A Mann-Whitney U test related to th item 26 and gender

My students can use English in real life.

Mann-Whitney U 16973.000
Wilcoxon W 21824.000
z -.028

Asymp. Sig. (2-tailed) | .978
a Grouping Variable: Gender
*p<.05

As table 5.45 shows, A Mann-Whitney test indicatea statistically significant
difference in the results obtained from male amddie participants as regards the item that
reads, “My students can use English in real li{feJ516973, p=.98) at the .05 level.

The results of this research indicate that theiqpants had different attitudes to the

questionnaire items. It is assumed that they wemsisve to these items.

A large number of participants thought that thesigm language education policy in
Turkey does not meet students’ needs. In other syahgy disproved the foreign language
education policy in Turkey. Moreover, they thougihdit the foreign language education
policy is not made according to needs analysis. fifténgs indicated that they are aware
of the components that make up the foreign langeageation policy. For example, they
suggested that a needs analysis should be camrtearior to changes to foreign language
education policy. According to them, feedback i€assary to show the results of the

implementation of foreign language education poircyurkey.

The results showed that the participants supparnés autonomy, self-assessment,
and self-learning environment. However, they hawkcdlty coping with the ELP which
is the most important component of the currentifprdanguage education policy in

Turkey.

Learner autonomy plays an important role in fordegmguage teaching (Cakir et al.
2011; Demirel et al. 2007; Ers6z et al. 2006). ding significance as it promotes self-
learning and self-assessment. Thus, it should engpriority in the foreign language
education. This research showed that foreign lageglearners in the other countries that
have an EFL context are unlikely to have a goodmamnd of English as they are not
exposed to the target language outside classrobmsdme is true for the foreign language

learners in Turkey. The study indicated that altfouhe teachers give importance to
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learner autonomy, they are unlikely to encouragsr tetudents to use the ELP which
makes room for learner autonomy and self-assessmins, foreign language teachers
should enable their students to make use of thedean Language Portfolio (ELP).

Moreover, they should encourage their studentsiteyg extra-curricular activities.

According to the findings, Turkish EFL teachers maise of a number of activities
such as dramatization, simulation, role play, muammd games while teaching English.
They use portfolio assessment while measuring stusigccess. The findings show that
they have enough English teaching resources. Hawageording to the results, they have
difficulty dealing with class hours and class sizikds assumed that these issues cause

problems from the standpoint of the participants.

The findings indicated that the students learriimglish have difficulty mastering
the target language. For example, they lack matimaor learning it. According to the
majority of the participants, the students areketi to use English in real life. They are
unlikely to take part in an activity outside classm to improve their English. According
to a large number of participants, their studemés umlikely to use the ELP. Thus, the
students do not pursue extra-curricular activitietside classroom so learning is restricted
to the classrooms. Furthermore, they thought thah sxaminations as placement tests
(SBS) negatively influence the way their studee@h English. However, according to

them, the students like studying in pairs and gsoup

Such examinations as placements tests (SBS) hange Been criticized as they
negatively influence students’ attitude towardsign language teaching. The same is true
for such countries as China and Iran. It is suggk#tat foreign language students tend to
study grammar due to the examinations. This rekesttowed that the teachers think that
the examinations which cover English tests negptiviluence students’ attitude towards
foreign language teaching. Thus, the examinatiohglwinclude English tests should

focus on communicative aspect of foreign languagehing.

When it comes to the textbooks, the majority of fheeticipants suggested that
textbooks have CDs and nearly half of them useeti@Ss along with the textbooks.
According to them, textbooks present culture fraimeo countries. However, the majority
of the participants thought that activities, vodaby items, and reading passages in the

textbooks are not suitable for students’ Englisiglaage proficiency levels. According to
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them, activities in the textbooks are unlikely toqote communicative language teaching.
As a result, a large number of participants suggktiat textbooks do not meet students’
needs to improve their English. Thus, the contesfitsuld be revised by asking the
teachers’ opinions. In doing so, the teachers shgel involved in this process. More

importantly, CDs should be used along with text®ok

As for the school principals, the majority of tharficipants suggested that they get
support from them. Nearly half of them except towvde who were undecided thought that
the principals motivate them to keep up with inrtaves in the foreign language education
policy in Turkey. However, the majority of them thght that the school principals are
unlikely to provide them with English teaching mabs so that they can keep up with
innovations in the English language curriculum. é&cingly, the principals should be
made to be fully acquainted with the foreign largriaurriculum so that they can support
the foreign language teachers. Furthermore, midiel managers should be informed of

innovations in the foreign language education polic

When it comes to the students’ parents, a largebeuraf participants thought that
they ask for help from students’ parents to moevéteir children to learn English.
Nevertheless, the majority of the participants sst¢gd that the parents are unaware of
innovations in the foreign language education poiic Turkey. According to them, the
students’ parents are unlikely to provide theirdrein with such resources as books and
videos in English. Furthermore, they are unlikety éncourage their children to be
interested in learning English.

The 2006 English language curriculum stipulates fibveign language teachers must
get support from students’ parents. As stated pusly, a large number of participants
suggested that the parents are unaware of innoatiothe foreign language education
policy in Turkey. Thus, the parents may not encgeraheir children to pursue the
European Language Portfolio in this situation. Fennore, the majority of the participants
suggested that the parents are unlikely to proEglish teaching resources. The Turkish
EFL teachers should inform students’ parents obwations in the foreign language
curriculum. In doing so, they can get support frone parents. Otherwise, foreign
language teaching in Turkey will remain restrictedclassrooms due to lack of extra-

curricular activities.



172

According to Johnson (1989), policy makers, needalyats, materials writers,
teacher trainers, teachers, and learners get iedoln curriculum development.
Furthermore, evaluation of foreign language teaghim an essential element of the
curriculum (Mclaren & Madrid 2004). Accordingly, ly makers shape curriculum
planning at the top level. Subsequently, classraoplementation comes into existence at
the bottom level. When it comes to this study,tfio$ all, it examined the top level

decisions on the foreign language teaching, and @nalysed classroom implementation.

This study suggests that the top level state atitt®in Turkey theoretically give
importance to foreign language teaching. For examphe 2006 English language
curriculum came up with a wide range of techniqaggroaches, and methods. Briefly, it
aimed to raise young learners’ awareness of legraiforeign language. Nevertheless, this
study indicated that the foreign language educaiaicy in Turkey is unlikely to be made
according to needs analysis. Moreover, there isoll@m with evaluation of the policy.
Thus, the policy makers should take needs anadygisevaluation into account. In doing
so, foreign language teachers should be askedtaderfeedback on the foreign language
teaching. More importantly, a needs analysis shbelgerformed before making changes
to the foreign language teaching. In doing so, Thekish EFL teachers should get

involved in this process.

Foreign language education policy in a countryhigped by many factors (Els et al.
1984). First of all, authorities determine the fgrelanguage which has advantages over
other foreign languages. As stated previouslys ihot surprising that English is taught
worldwide. In other words, it is viewed as a lingtanca all over the world. Furthermore,
the issues which underlie English language teachag long been discussed under the
umbrella of world Englishes (Bamgbose 2003; Jenk2@99; Kachru 1986, 1992).
According to Kachru (1992), there are concentnicles with respect to the sociolinguistic
side of English. They are Inner Circle that incleid$SA and UK, the Outer Circle which
involves India and Pakistan, and the Expanding I€iwhich consists of Turkey and
China. That is to say, English is taught as a gprdanguage in Turkey. This situation
means that English is limited to classrooms. Theetts who learn the English language
in an ESL context may continue being exposed tadhget language outside classroom.

However, the students who learn the English langua@n EFL context are unlikely to be
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exposed to the target language outside classrotims, foreign language curriculum in
Turkey should be formed according to an EFL context

More importantly, there should be greater consgsten foreign language education
policy. This study has revealed some inconsistppti@ations in the policy. For example,
innovations with respect to the System of Languigiciency Levels in foreign language
education were made in 1988-1989 education yeacomngly, the foreign language
education was regarded as compulsory in the freedeyof secondary education. However,
this system was abolished in 1989-1990 academic yea

To sum up, foreign language teaching in Turkey khdae handled in conformity
with an EFL context. That is to say, teaching aatriing environments are different from
those that take place in an ESL context. Accorginglethods, approaches, and techniques
used for foreign language teaching in Turkey shduddin accordance with students’
learning environment. As these students are expdsedimited target language,
dramatization and simulation should be given ptyori-oreign language teachers should
focus on extra-curricular activities as well. Mangportantly, textbooks should be formed
in compliance with EFL contexts. Consequently, dleeisions taken at the macro level
should be properly translated into practice dorté&imicro level.
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CHAPTER VI
CONCLUSION

1. Conclusion

Foreign language education policy in Turkey waslyseal from a wide range of
perspectives in this study. In doing so, the stiabk macro level policy and micro level
implementation into consideration (Baldauf 2005; nigya2006). In other words, the
framework of the study depended on these factsSoAthe macro level policy, the study
analysed the documents issued by the policy makersrkey. These documents involved
the decisions that took place in the national etimcacouncils from 1939 onwards.
Moreover, official bulletins of MONE were scannedidok into the regulations related to
foreign language education policy in Turkey fron332%nwards. Furthermore, the other
regulations issued by the Turkish Ministry of Natb Education and Higher Education
Council were scanned in order to analyse foreigiguage education. Some commission
reports with respect to the foreign language edmicah Turkey were also scanned and

examined.

As stated previously, macro level policy and midevel implementation were
considered for the purpose of analysing the foréégryuage education policy in Turkey.
Furthermore, the historical background of the policas taken into account as well. In
doing so, this process was divided into two pasts:republic and post-republic era. The
study aimed to put forward the reasons why the lemel authorities preferred some
particular foreign languages. Moreover, Englistglaage teacher education was taken into

consideration to better understand foreign languegehing in Turkey.

Els (1994) distinguishes between national foreignglage teaching and national
foreign language policies. According to him, naéibforeign language teaching policies
cope with teaching and learning foreign languagkes.for national foreign language
policies, they regulate the position of foreigndaages in a country. Accordingly, this

study took national foreign language teaching palt¢o consideration.

The philosophy that underlies foreign language atioc in general was taken into
account. In other words, the philosophy of foreigmguage education policy was
examined in detail. Furthermore, the advantagestudying foreign languages from the
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standpoint of learners were taken into account. fHotors that shape foreign language

education were put forward.

On the other hand, the foreign language educatmbigi@s pursued in the countries
which belong to “the expanding circle” (Kachru 1992re analysed to better understand
their characteristics in common. These countriesevighina, Japan, Iran, and Thailand.
The results obtained from these countries indicttatithe top-level state authorities give
importance to foreign language education for thepgse of instrumental motivation. In
other words, foreign language teaching is regaatedssential at the macro level policy.
However, practice in this area is not at an acddptdevel at the micro level
implementation. That is to say, foreign languageriers fall short of required levels as
they are unlikely to use the foreign language detsiassrooms. They lack communicative
aspect of that language as they are not exposadthentic language input. Thus, foreign

language teaching in these countries suffers fnoticism.

The findings obtained from the documents mentioabdve indicate that the top
level state authorities in Turkey have long givemportance to foreign language education
since the Tanzimat period for the purpose of teldgical innovations in science,
economy, diplomacy, and so forth. According to therisions taken in the national
education councils and the official bulletins of MBE, in general, students learning a
foreign language have been required to have a gowuinand of their foreign language by
using four skills, namely speaking, writing, lisieg, and reading. However, following the
1997 education reform, approaches to foreign lagguteaching were substantially
changed. Moreover, radical suggestions were praptsanks to the Council of Europe.
For example, the European Language Portfolio (EWB3 initiated in Turkey in early
2000s.

As stated previously, foreign language teachingurkey is mainly based on English
language teaching. Thus, this study took it intcoaot, thereby considering English
language curriculum and teachers of English. Inrtshihe current foreign language
education policy in Turkey involves communicatianduage teaching, the ELP, learner
autonomy, self-assessment, intercultural competenparents’ support for its
implementation. Thus, these factors were emplogeatder to shape the framework of the
study. Moreover, in addition to the factors mengidrabove, the school principals’ support

for foreign language teaching was taken into carsition (Wang 2010).
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Although foreign language education has long baeaengimportance in Turkey, it
has been criticized as it fails to promote forelgnguage proficiency among Turkish
students (Dgancay-Aktuna & Kiziltepe 2005; Egel 2003kl 2008; Kirkgoz 2007).
Briefly, it is suggested that students do not hasguired levels of foreign language
learning. Moreover, it is also suggested that fpreilanguage education differs
considerably among educational institutions. Acoaly, the findings obtained from this

study support the research on foreign languageadidumccarried out previously in Turkey.

Nearly all of the results obtained from this stunlgicated that there are a number of
problems with the foreign language education poiicylurkey. The problems relate to
teachers, students, textbooks, school principald, siudents’ parents. Thus, teachers of
English adopt a negative response to the currengigio language education policy in

Turkey.

This research showed that there are a number oblgms with classroom
implementation of foreign language teaching. lassumed that a discrepancy may arise
between the macro level policy and micro level iempéntation while transferring policies
into practice. Thus, the foreign language teackkaild be made to interpret the policies
correctly. More importantly, the policy makers shlibenable the teachers to have an in-
depth knowledge of the curriculum. Otherwise, tlachers will form their own
interpretation which is based on their prior teaghstyles. Moreover, school principals,

middle-level managers, and students’ parents shgrtlthvolved in this process.

The results indicate that the teachers of Engliblo teach in undeveloped regions
have more difficulty handling the implementationtloé foreign language education policy.
Thus, these teachers should be supported in thplementation of the curriculum.

2. Implications for teachers

This study is important to find out the problemstlie foreign language education
policy in Turkey. In doing so, it presents a numbésuggestions for these problems. It
involved significant factors that shape the polidgcordingly, foreign language education
policy was analysed from the standpoint of fordagmguage curriculum as it is a reflection
of how foreign language education policy is impleteel (McLaren & Madrid 2004).
Moreover, as stated previously, it was examinedtdiing teachers, textbooks, and

students’ parents into account. It also includdtbstprincipals.
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As EFL teachers play a significant role in forelgnguage education policy, they are
regarded as main implementers of the policy (KadYaukas 1995; Wang 2006). Thus,
English language teacher education gains importancerder to pursue the foreign
language education policy in Turkey. In other wortlew English language teachers
perceive and implement the policy in the classrasmmportant. The success of the
English language curriculum determined by the pohakers depends on their perception
of the policy. Thus, the curriculum should be prepaaccording to the current foreign
language education policy. Furthermore, the culuimushould be in harmony with the

teachers’ practice in the classroom.

Pre-service English teacher education curriculum $ignificant responsibility for
shaping pre-service teachers’ attitude towards iEImganguage teaching. It prepares the
student teachers for the teaching career which wikyave in the future. In doing so, it
shapes their beliefs about teaching English. TR, student teachers should acquire a
wide knowledge of English language teaching durihgir education. They need to
incorporate their knowledge that they acquire mEmglish teacher education programs in

their future teaching practice.

On the other hand, pre-service English teacheragaturccurriculum in Turkey needs
to be prepared and implemented according to thelshemalysis. The success of the
curriculum is based on this analysis (Graves 2009)oing so, it should be based on

teaching practice and feedback received from sshool

The teachers’ prior knowledge plays an importaré i@ implementing foreign
language education policy. Thus, the curriculunedeined by the ministry of education
and pursued in schools should be introduced toBREe student teachers during their
education. Thus, these students will be acquaiwiddthe curriculum pursued in schools
prior to teaching practice. Farrell (2009: 182}estathat

The ideals that novice teachers may have formethgluhe teacher-
education program are often replaced by the resalif the social and political
contexts of the school. One reason may be thahéeaaucation programs are
unable to reproduce environments similar to the@sehers face when they

graduate. Consequently, many novice teachers fate leope on their own in a
“ sink-or-swim” situation.

The same is true for the Turkish educational cdnt&kere are many different
educational contexts and linguistically diversedstuts. The EFL student teachers should

be acquainted with this diverse situation in otderope with different teaching contexts.



178

Richards and Farrell (2005) state that teacher Idpweent covers general
development. It aims to promote teachers’ profesdialevelopment in education. This
professional development refers to such areas dgecitmatter knowledge and
understanding of curriculum and materials. AccogtlinTurkish teachers of English need
to have many features for professional developnfandt of all, it is inevitable that these
EFL teachers will master subject-matter knowledgeloing so, they should keep up with
innovations in methodology and second language isitign research. Thus, they can
learn how to manage large classes. Furthermorg,ddue cope with linguistically diverse

students.

On the other hand, Turkish EFL teachers should dspianted with the current
foreign language education policy and curriculunmieet their students’ needs. As stated
previously, the current foreign language educapoticy of Turkey has recently been
influenced by the Council of Europe. Accordinglgainer autonomy gains prominence.
Learner-centered teaching is given priority. Thligrkish EFL teachers should try to
understand how their students are learning. Momedkiey should act as facilitators. They
should have necessary knowledge about this metbggoln-service training for these
teachers is necessary to keep up with the issuasedoout previously (Freeman 1982).
The EFL teachers should attend this training. Meeeothe school principals should

encourage them to be involved in this training.

Turkish EFL teachers should adopt reflective teaghin order to evaluate their
performance. In doing so, they will try to undenstdeaching processes in the classrooms.
They will observe themselves, gather data abolur thaching, and make use of it for self-
assessment (Richards & Lockhart 1994). Accordintlg, EFL teachers can evaluate their
teaching in the classroom. They can ask whethewobthey comply with the curriculum
determined by the ministry of education. Given tihaly do not pursue the curriculum, it is
inevitable that there will be a discrepancy betwtdenforeign language education policy
and their teaching practice. However, if they thihlat the foreign language education
policy does not conform to their beliefs about Estglanguage teaching, it is possible that
they will not pursue the curriculum. Thus, in-seevtraining gains importance in order to

enable them to get acquainted with the Englishdagg teaching programs.

Textbooks play an important role in English languagaching. They act as a

syllabus for teachers and students in Turkey, whielongs to the expanding circle.
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Furthermore, they provide language input and coodisial elements. They assist teachers
in planning the courses and make it easy for learteeacquire the target language. The
learners who are in an EFL context are not exptus#uk target language in real life. Thus,

textbooks fill this gap.

The selection of textbooks is of significance toeme¢he students’ needs for
mastering the target language. EFL teachers shtakid into account the content of
textbooks. For example, they should investigate tway present the linguistic structures.
Moreover, they should consider whether or not tHespiistic structures are appropriate

for the students’ levels.

As textbooks are distributed by the ministry of ealion, feedback received from
Turkish EFL teachers comes to the forefront. Foltmnythe selection and use of the
textbooks in schools, the teachers should givelf@eld on them. In doing so, they should
consider a number of features of the textbooks. &ample, they should take into
consideration the level of difficulty of the readipassages. Consequently, the content of
textbooks should be revised by taking into accdbatteachers’ feedback. Turkish EFL
teachers should be involved in the process of azgtion of textbooks. As they are aware

of the inappropriate sides of the textbooks, thay r@organize their contents.

Turkish EFL teachers make use of textbooks in thescooms all the time. That is,
the textbooks are the key components of Englislydage teaching in Turkey. The
contents of them may be too difficult for some sksto cope with. Thus, the contents

should be adapted for use by these classes.

Today technology is changing rapidly. We live i ttomputer-dominated century.
Thus, Turkish EFL teachers cannot lag behind taisetbpment. The use of textbooks may
not be sufficient to pursue teaching process with@ing technology. They should be
accompanied by CDs, videos, workbooks, and worksh@bdese supplementary materials

should be used to consolidate the teaching process.

As pointed out previously, the Council of Europes lad an impact on the foreign
language education policy. It promotes knowledgeothfer countries’ cultures. Thus,
Turkish EFL students need to be acquainted with dtieer countries’ cultures. The
teachers should provide the students with crogsi@ll elements while using the
textbooks. The Turkish EFL students can inform offeople of Turkish culture thanks to

the cross-cultural elements.
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Turkish EFL teachers should, if necessary, maketments of the textbooks easier
for the students whose language proficiency leasdslow. More importantly, they should

focus on vocabulary in the textbooks by using cante

It may not be sufficient for students to study niavguistic structures once. Thus,
these structures should be taught in context apdated in other units (Cunningsworth
1995). As a rule, linguistic structures are givenai sequence. The teachers should, if
necessary, change the order of the sequences. iFhalhey should prioritize some

structures so that the students can internalize thehe long-term memory.

Textbooks should make room for four skills whicle aentral to English language
teaching. The teachers should equally give impodato these skills, namely, reading,
listening, speaking and writing. For example, tisdpuld not skip pronunciation drills in
the textbooks. Moreover, they should present conmcatiie interactions by means of

dramatization.

When it comes to the authenticity of the languagetent of the textbooks, the
teachers can present them by means of simulatimenGhat the textbooks do not provide
enough authentic content, the teachers should fgedback on them so that they can
include this content the following year. The feedban textbooks should be taken into
account by the authorities. Consequently, necessaisions should be made.

The use of L1 in the L2 classrooms has long bedmatéd. There is not a general
consensus about this issue (Ellis 2008). Inteni¥eof the mother tongue in foreign
language teaching has long been stated. It isestigg that the influence of the native
language must not be ignored (Brown 2007). EIlB0E suggests that learners must be
exposed to L2 input to a great extent from an adgonist perspective. He also states that
L1 can be used to scaffold learner production framsociocultural perspective.
Accordingly, the use of L1 depends on differenttrunstional contexts. Turkish EFL
teachers, if necessary, should make use of theisfulenguage in the classrooms as
Turkish EFL students are not exposed to Engliskideatthe classrooms. Furthermore, they
should collaborate with teachers of the Turkistglaage in order to pursue their teaching
process. Consequently, the teachers of the Tutkisluage can explain some linguistic
structures which students find it difficult to cop&h. For example, they can focus on the
differences between adjectives and adverbs in $hrkihus, the students can find it easy

to learn the differences between adjectives anéradvin English.
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In Turkey there are a wide variety of foreign laaga instructions. That is, the
instructions show variations in state and privatieosls. A number of subjects are taught
in a foreign language in some private and stateash As sated above, as English has
advantages over the other foreign languages ireteelools, the subjects are taught in
English. However, advantages and disadvantagesgiish medium instruction have long
been debated. In general, many researchers sutjgesEnglish medium instruction is
useful for mastering the language. However, sorsearehers state that English medium
instruction falls short of expectations (Kirkgoz(08). The studies conducted by a few
researchers in Turkey indicate that there are problin practice (Sert 2008; Kirkgoz
2008). These studies show that students have wutifiqperceiving English language
instruction. They also indicate that this instrantiis problematic and the Turkish EFL
students lack motivation for English-medium instime. Thus, the effect of teaching
subject matters in a foreign language on foreigiglage teaching in Turkey should be
analysed in detail. Given that students cannot cuife English medium instruction, the

problems should be put forward and solved by theansities and ministry of education.

As pointed out previously, following the 1997 cauium reform, English was
introduced to Grade 4 and Grade 5 students. Theaéidnal integration with the European
Union countries influenced this decision. Consetjyenreaching English to Young
Learners (TEYLS) was introduced into ELT prograrh$aaulties of education in Turkey.
Young learners have been exposed to English lamgtesghing since then. Accordingly,
teachers have been regarded as facilitator of éhehtng process. Students have been
expected to participate in their learning proc&ferent learning styles have been taken
into account (Kirkgoz 2008). Turkish EFL teachefsoldd make use of different
approaches and activities while teaching youngnkxar They should benefit from games,
songs, simulation, and dramatization as these stsidgart a foreign language that is
different from theirs. The current foreign languasgication policy in Turkey promotes
learner autonomy and self-assessment. Thus, tebersashould encourage Grade 4 and
Grade 5 students to use the European LanguageRortbiven that these students learn
how to use the ELP at these grades, they are likelsontinue with it. Later, they will

consciously approach the target language.

A number of different methods have long been usdtie classrooms. However, the

grammar translation method is widely used by thekiB EFL teachers across Turkey.
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Although the English language curriculum for prim&ducation in Turkey stipulates no

particular methodology, it implicitly favours commuagative language teaching (Ersoz et
al. 2006). It suggests that recent approacheseratatlearner-centred teaching. Thus,
process-oriented approaches should be acceptetheFRuore, it points out that because
English is taught in isolation in almost all of thehools, it should be taught by means of a

cross-curricular model in which the target languagts as an interactional tool.

Freeman (2000) suggests that teachers can seteatling methodology different
from a specific method imposed by authorities. Tigag methods are likely to change
from context to context. Accordingly, Turkish ERtachers should make use of a method
which meets their students’ needs to a great extienloing so, they can take into account
multiple intelligences, communicative language béag, task-based language teaching,

and eclectic language teaching.

It is not surprising that teaching materials playcracial role in EFL teachers’
teaching process. The EFL learners depend on teaamaterials in an EFL context. Thus,
the selection, adaptation, and creation of teachiatgrials gain importance in the foreign
language education policy and teaching process dNur®91). In other words, they are
significant elements of the curriculum. Turkish Etelachers should select the appropriate
teaching materials. However, they should comphhwiite teaching context. For example,
given that Turkish EFL learners’ language proficigtevel is low, the teaching materials
should be selected in accordance with it. Otherviise learners cannot cope with them.
Nunan (1991) states that choosing materials is rtapbbecause they meet the objectives
of the curriculum. He goes as far as to argue timey should be appropriate for beliefs
about language learning. There are many advant#gesking extensive use of materials
in English language teaching process. Thus, TurkiBh teachers can design their own
materials apart from ready-made materials. For g@anthey can prepare worksheets for

their students

In Turkey some primary and secondary schools dffegnsive English teaching
which lasts one year. Benseler and Schulz (198 $ihat intensive courses and programs
aim to develop students’ general language profayieim academic context. They also
suggest that these programs enable students toexaerded daily instruction. Turkish
EFL teachers should maintain a good balance whaehing the four skills in intensive

English teaching. In doing so, they should consither students’ language proficiency
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level. Otherwise, intensive English program wilkdeto disappointment. English should be
the medium of instruction insofar as possible. Htedents should be provided with
feedback. Their performance should frequently baluated. Moreover, extra-curricular

activities should be presented to the studenthaahey can use English in real life.

It is not surprising that technology plays an impot role in foreign language
teaching. There have been many innovations in tb& af technology. With the advent of
new technology, computers have become an indisplnpart of our lives. Consequently,
computer-assisted language learning has become admponent of English language
teaching. Turkish EFL teachers should benefit fammputers to a great extent. There are
many advantages of using them in English languegehing. Firstly, they promote learner
autonomy since students can use them inside amstteudf the classroom. Secondly, they
can provide feedback so students may find it eassheck the results of their grammar
practice and vocabulary study. Thirdly, students ogpeatedly be exposed to language
input by means of computers so they may get a gootnand of English. With the advent
of internet, learners of English benefit from iateive multimedia language programs.
These learners are supposed to use a bilinguabmliey, do a reading assignment, study
grammar and check their pronunciation by meansheflanguage programs (Fotos &
Browne 2004). Turkish EFL teachers should encouthge students to use interactive
language programs on internet. As almost all ofTtaekish EFL students are not exposed

to authentic English, these programs will assisirthin getting access to it.

There are many factors that influence foreign lagguteaching. These factors
include teachers’ roles, learners’ roles, prin@pedles, textbooks, and so forth. They have
a close relationship with one another. In additiorthese factors, there are a number of
factors which influence these learners’ performanthese factors include affective
variables, language learning strategies, and laggul@arning styles. Accordingly,
affective variables include a number of persondttgtors that play an important role in
foreign language teaching. It is not surprisingt tlemarners of English have different
personality factors which influence their attitudesvards English language learning.
Thus, Turkish EFL teachers cannot ignore the affectariables that influence learners’
foreign language learning process. For examplesrgthat they find out that their students
have low motivation, they can try to find ways herease their motivation. In addition to

low motivation, students may go through high leveisanxiety in the learning process.
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Almost all of the second language researchers hawvg known that anxiety is often
connected with foreign language learning (Horwkbywitz & Cope 1986). Thus, Turkish

EFL teachers should find out reasons for studemtsiety and try to deal with it.

Language learning strategies have long been sehrbliethe second language
researchers. In doing so, the researchers take antmunt different contexts and
proficiency levels of the learners. Language leagrstrategies play an important role in
language teaching process. Oxford (1990: 1) sthtds

Language learning strategies are steps taken bigrstsito enhance their own
learning. Strategies are especially importantdogliage learning because they
are tools for active, self-directed involvement,ethis essential for developing
communicative competence. Appropriate languageaiegrstrategies result in
improved proficiency and greater self-confidence.

As the strategies turn out to be important in teéaching process, Turkish EFL
teachers should consider the advantages of usem.tkor example, they can tell their
students to make use of a number of valuable giesteThat is to say, they should enable
their students to be aware of language learniragesires. It will be to their benefit to know
a number of strategies. For example, while readingxt, they may find it difficult to
know all the words in it so they can guess the nmgaftom the context. In doing so, they

can take their own responsibility without appealioghe teachers for help.

Language learning styles relate to learners’ pei#tgrand focus on their preference
for learning (Wintergerst, Decapua & Verna 2002)rkish EFL teachers should take into
account their students’ learning styles before thegpare their lesson plans. In doing so,
they should observe how their students preferamleOtherwise, there will be a mismatch
between teaching and learning process. Given tletEFL teachers consider students’

learning styles, they will be willing to particigain the teaching process.

Foreign language education has recently shiftedh fteacher-centred to learner
centred teaching. Learner-centred teaching givesifyrto students’ needs for learning a
foreign language from the standpoint of foreignglaage education policy. In this model
of teaching, teachers act as a facilitator. Stigléake their own learning so learner
autonomy gains importance in learning the foreeymgluage. In other words, learners take
part in their learning process. They evaluate tlo@n learning. Furthermore, they are
aware of their own goals. Turkish EFL teachers khaletermine some strategies for

promoting learner-centred teaching. In other wotldsy should give importance to learner
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autonomy. Given that Turkish EFL students acquek-directed learning, the teaching

process will accelerate. Furthermore, the teacheaghing load will diminish.

It is important that Turkish EFL students developaavareness of English which can
be learnt best. Thus, Turkish EFL teachers shouwtt@age their students to make use of
the European Language Portfolio so that they caaimlself-evaluation. In doing so, they
can raise their students’ awareness of learnemauoty. Furthermore, the teachers should
encourage their students to study English on tweim outside the classroom. Thus, they

will not depend on the teachers’ assistance altithe.

3. Recommendations for future study

This research suggests that the use of the Eurdpsaguage Portfolio in Turkish
educational institutions should thoroughly be haddltaking foreign language students
into account. That is to say, the future study oglih language teaching should find out

to what extent the ELP is practised by these stisden

Teacher training process and in-service traininggm@ams can be evaluated.
Furthermore, Turkish EFL teachers can be questiabedt their BA education process to
gather data about how they recognize the items asi@utonomy, motivation, strategy use,

material production, and so forth.
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APPENDIX A

Interview Questions:

1- What do you think about the foreign languagecatian policy with specific reference
to English language teaching in Turkey? What aeehiiggest challenges that you face in
implementing the foreign language education policy?

2. Do you have any opportunity to receive informatiabout the foreign language
education policy in Turkey? If not, why?

3. Do you think that parents and school princigatslitate English language learning? If
not, why? How do your students approach Englisguage teaching?

4. Do you think that the English language curriaulsatisfies students’ needs? If not,
why?

5. What difficulties do you encounter while implemiag the English language
curriculum?

6. Is there anything else you can tell me aboutiti@ementation of foreign language
education policy with specific reference to Englishguage teaching?
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APPENDIX B

Gorisme Sorulart:

1. Turkiye’deIngilizce @retimi baglaminda yabanci dilgtim politikasi hakkinda ne
disinUyorsunuz? Yabanci diggm politikasini uygularken kadastiginiz zorlu
gorevler nelerdir?

2. Turkiye’de yabanci dil @tim politikasi hakkinda bilgi almak icin imkaninaar
mi? Eser yoksa neden?

3. Ebeveynlerin ve okul mudurlerininjingilizce’nin @renilmesine kolayliklar
getirdiklerine katiyor musunuz? g&r katilmiyorsaniz, neden? gfencileriniz,
Ingilizce @renime nasil yakkamaktadirlar?

4. Ingilizce ders programinin géencilerin ihtiyaclarini  kasladigini  distniyor
musunuz? Eer diglinmuyorsaniz, neden?

5. ingilizce ders programini uygularken ne gibi zorduikd kagilasiyorsunuz?

6. Yabanci dil gitim politikasini uygulama konusunda bana anlgtaua bgka bir
sey var mi?
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APPENDIX C

TEACHER QUESTIONNAIRE ON CRITICAL EVALUATION OF FOR EIGN
LANGUAGE EDUCATION POLICY WITH SPECIFIC REFERENCE T O
ENGLISH LANGUAGE TEACHING

Dear colleague,

| am a Ph.D student in the department of Englisihguage Teaching at Canakkale
Onsekiz Mart University. | am conducting a studyiteed “Critical Evaluation of Foreign
Language Education Policy with Specific ReferenceEnglish Language Teaching in
Turkey”. This questionnaire is designed to invesigyour perceptions of foreign language
education policy with specific reference to EnglisAnguage teaching and its
implementation. Your answers to the questionnaitebe kept confidential and used only
for scientific research.

Please put a mark ( X ) next to the item whichew# your opinion best. | thank you in
advance for your cooperation and time.

C. AKIrSAHIN
English Instructor
School of Foreign Languages
Canakkale Onsekiz Mart University
asahin68@yahoo.com

Part A. Personal Information (Please complete theollowing items by marking them
with (X).)

1- Your gender: ( )female ( ) male

2.Yourage : ( )21-30 ( )31-40)41-50 ( )over50

3. Your educational qualification: ( )B.A )M.A ( ) Ph.D

4. The department of graduation: ( ) English LaggTeaching
( ) English Language and Literature
( ) American Culture and Literature
( ) Translation and Interpreting

The other one? Please state:

5. The name of the town or city where you teachliBhg




199

6. How many years have you been teaching Engligh?) Less than one year ( ) 1-5( )
6-10 ( )11-15 ( )16-20 ( ) over 20

7. How many class hours per week do you teach &mg)li ( ) Lessthan 15 ( ) 16-20
( )21-25 ( )26-30 ( )over30

8. How many students on average do you have inaoghsh classes? ( ) less than 20
( )21-25 ( )26-30 ( )31-35 ( )ovér3

9. Which method(s) do you favour? ( ) Commatii@ Language Teaching
() Grammar Translation Method

The other one (s)? Please state:

Part B. Please put a mark ( X ) next to the item wich indicates your idea.

Strongly Agree
Undecided
Disagree

Strongly Disagree

Agree

I. Foreign Language Education Policy

1. The foreign language education policy in Turkesets students’ needs|

2. The foreign language education policy in Turkesnade according to
needs analysis.

3. The implementation of foreign language educapiolicy in Turkey has
been monitored and evaluated.

4. A needs analysis should be carried out befol@mgahanges to the
foreign language education policy in Turkey.

5. It is necessary to evaluate how foreign langledycation policy in
Turkey is implemented.

6. Feedback is necessary to show the resulteadfrthlementation of the
foreign language education policy in Turkey.

7. | embrace the foreign language education patichurkey.

=]

8. I'am informed of innovations in the foreigndaiage education policy i
Turkey.

[l. Teachers' roles

9. I conduct my lessons in English all the time

10. I focus on fluency rather than accuracy.

11. I encourage my students to use the three coemp®f the European
Language Portfolio (ELP): the Language Passpagtl. inguage Biography
and the Dossier.

12. I encourage my students to study in pairs ougs.

13. | promote learner autonomy in my classes.

14. | create a self-learning environment for mydstuts.
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15. | use such activities as music, games, spamtsrole play while
teaching English.

16. | use such activities as simulation and drazattn.

17. | promote student self-assessment.

18. I make use of portfolio assessment while méagstudent success.

19. I have sufficient English teaching resources.

20. My class sizes make it difficult for me to cantimy English classes.

21. The number of class hours per week is enougméoto conduct my
English lessons.

I1l. Students’ roles

22. My students embrace self-learning.

23. My students have sufficient motivation for liag English.

24. My students like speaking English in Englisisses.

25. My students like studying in pairs and groups.

26. My students can use English in real life.

27. My students have opportunities to learn Enghislependently.

28. My students keep a diary of their languageniegrexperiences in
English.

29. My students use internet or other resourc@spoove their English.

30. My students use the three components of thepgean Language
Portfolio (ELP): the Language Passport, the LanguBiggraphy, and the
Dossier.

31. Such exams as placement tests (SBS) negainfleignce the way my
students learn English.

V. Textbooks’ roles

32. Textbooks have CDs.

33. | use CDs with textbooks.

34. Activities in the textbook are suitable ford#uats’ proficiency levels.

35. Activities in the textbooks promote communicatianguage teaching.

36. The language items used in the textbooks dheatic.

37. Vocabulary items are suitable for students’lEhdanguage proficienc
levels.

38. Students like using textbooks.

39. Textbooks meet students’ needs to improve Egtish.

40. Reading passages are suitable for studentéi'skrignguage proficienc
levels.

41. Textbooks provide students with culture fromeotcountries.

42. Textbooks include an appropriate balance af lemguage skills.

V. School principal’s roles

43. | get support from the principal for implemeggithe English language
curriculum.

44. The principal provides me with English teachimaterials in order to
keep up with innovations in the English Languageiculum.

45. The principal informs me of the implementatadrihe English languagg
curriculum.

D

46. The principal motivates me to keep up with watmns in foreign

language education policy.

VI. Parents’ roles
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47. Students’ parents know about innovations irfdheign language
education policy.

48. Students’ parents provide their children withtsresources as books
and videos in English.

49. Students’ parents encourage their childreretmterested in learning
English.

50. | ask for help from students’ parents to mdgwaeir children to learn
English.

End of the questionnaire
Thank you for your participation.
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APPENDIX D

TURKIYE'DE YABANCI DIiL EGITiM POLITIiKASININ iINGiLizCE
OGRETIiMi BAGLAMINDA ELE STIREL DEGERLENDIRILMESI iLE iLGiLi
OGRETMEN ANKET i

Degerli Meslektaim,

Canakkale Onsekiz Mart Universitesi'ndimgiliz Dili Egitimi boliumunde doktora
ogrencisiyim. “Turkiye'de yabanci dilggim politikasinin ingilizce @retimi bgzlaminda
elestirel deserlendirilmesi” balikh bir calisma yapiyorum.Bu anket,Ingilizce @retimi
baglaminda yabanci dil @im politikasi ve uygulanmasi konusunda algini@astarmak
icin olusturulmustur. Ankete verdiiniz cevaplar, gizli tutulacaktir ve sadece bililse
aragtirma icin kullanilacaktir.

Litfen distincenizi en iyisekilde yansitan bolime (X)sareti koyun. Isbirliginiz ve
ayirdiginiz zaman icisimdiden tgekkir ederim.
C. AK§AHIN
Ingilizce Okutmani
Yabanci Dilltksekokulu

Canakkale Onsekiz Mart Universitesi
asahin68@yahoo.com

Bolum A. Kisisel bilgiler (Lutfen gagidaki baluklara (X) koyun.)
1- Cinsiyetinizz. () Kadin () Erkek
2. Yasiniz :()21-30 ( )31-40 ( )41-50Q )50 yauzeri
3. Mezuniyet dereceniz: ( ) Lisans ( ) Yuksek lisans ( ) Dot
4. Mezun oldusunuz bolum: ( )ingiliz Dili Egitimi

( )ingiliz Dili ve Edebiyati

( ) Amerikan Kulttri ve Edebiyati

( ) Mitercim-Tercimanhk

Baska bir boélim varsa lutfen yazin:

5. Gorevli oldugunuz il/ilge:

6. Ingilizce @Gretmenliginde deneyiminiz: ( ) Biryldanaz ( )1-5( )6-10 Y11-
15 ( ) 16-20 ( ) 20 uzeri
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7. Haftalik ingilizce ders saati sayisi toplami: ( ) 15denaz ( )16-20 ( )21-25
( )26-30 ( )30 uzeri

8.1ngilizce derslerinizde ortalama @renci sayisi  ( )20denaz ( )21-25 ( )
26-30 ( ) 31-35 ( ) 35 uzeri

9. Destekledginiz yontem: ( Jletisimsel dil Gretimi
( ) Dilbilgisi-ceviri yontemi

Baska bir yontem varsa lutfen yazin:

Bolum B. Latfen dustncenizi ifade eden bdlime ( X )sareti koyun.

I. Yabanci dil egitim politikasi

Kesinlikle katilmiyorum

Katilmiyorum

Kararsizim

Kesinlikle katiliyorum
katiliyorum

1. Turkiye'de yabanci dilgtim politikasi Grencilerin ihtiyacini
karsilamaktadir.

2. Turkiye’de yabanci dil@tim politikasi intiya¢ analizine gore
yapilmaktadir.

3. Turkiye'de yabanci dilgtim politikasinin uygulanmasi izlenmekte ve
degerlendiriimektedir.

4. Turkiye'de yabanci dilgtim politikasina dgisiklik yapiimadan énce
bir ihtiyag analizi yapiimaldir.

5. Turkiye'de yabanci dilgtim politikasinin nasil yurituldgii konusunda
degerlendirme yapilmalidir.

6. Turkiye'de yabanci dil@tim politikasinin uygulanmasina ait sonuclarj
gOstermek acisindan geribildirim gereklidir.

7. Turkiye'de yabanci dil@tim politikasini benimsiyorum.

8. Turkiye'de yabanci dil politikasindaki yeniléd konusunda
bilgilendiriimekteyim.

1. O gretmenlerin roli

9. Derslerimi her zamaimgilizceyi kullanarak yiiritiiyorum.

10. D@sruluktan daha ziyade akicilik Gizerine odaklantyarum

11. @rencilerim_i, Avrupa Dil Portfolyosu’nun bigenleri olan Dil
Pasaportu, Dil @enim Gec¢mii ve Dil Dosyasini kullanmalari konusunda
tesvik ediyorum.

12. Gerencilerimi ikiserli ya da gruplar halinde ¢ginalari konusunda geik
ediyorum.

13. Derslerimde grenci 6zerklgini (learner autonomy) $gik ediyorum.

14. Gerencilerim icin kendi kendinegienme ortami yaratiyorum.
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15.Ingilizce @retirken, mizik, oyun, spor ve rol yapma gibi fgatlerden
yararlaniyorum.

16. Simulasyon ve drama gibi faaliyetleri kullarmya.

17. Gsrencilerin kendi kendilerini deerlendirmelerini tgvik ediyorum.

18. Gerencilerin baarisini 6lgerken portfolyo @erlendirmesini
kullantyorum.

19.Ingilizce @retimi igin yeterli kaynaklara sahibim.

20. Sinif mevcutlaringilizce derslerimi yuritmemi zogariyor.

21. Haftalik ders saati sayisi topladmgilizce derslerimi yiiriitmem igin
yeterlidir.

. O grencilerin rolu

22. Grencilerim kendi kendinegienmeyi benimsemektedirler.

23. Gerencilerim, ingilizce @renmek icin yeterli motivasyona sahipler.

24. Gprencilerim, ingilizce derslerindéngilizce kongmaktan
hoslanmaktadirlar.

25. Gsrencilerim, ikierli ya da gruplar halinde catnaktan
hoslanmaktadirlar.

26. Grencilerim, ingilizceyi gercek hayatta kullanabilmektedirler.

27. Grencilerimin,ingilizceyi ba&imsiz olarak grenmek icin firsatlari
vardir.

28. Gsrencilerim, dil @renim deneyimleri iciringilizce gunlik
tutmaktadirlar.

29. Gprencilerim, ingilizcelerini gelitirmek icin internet ya da ger
kaynaklari kullanmaktadirlar.

30. @rencilerim_, Avrupa Dil Portfolyosu’nun bigenleri olan Dil
Pasaportu, Dil @enim Gecmii ve Dil Dosyasini kullanmaktadirlar.

31. SBS gibi seviye belirleme sinavlargréncileriminingilizce’yi 6grenme
yontemlerini olumsuz olarak etkilemektedir.

IV. Ders kitaplarinin rol

32. Ders kitaplarinin CD’leri vardir.

33. Ders kitaplari ile birlikte CD kullantyorum.

34. Ders kitaplarindaki aktivitelegéencilerin seviyelerine uygundur.

35. Ders kitaplarindaki aktiviteler ilgimsel dil Gretimini tegvik
etmektedir.

36. Ders kitaplarinda kullanilan dil gercek hayaghnmadir (authentic).

37. Kelimeler, @rencilerin seviyelerine uygundur.

38. Gerenciler ders kitaplarini kullanmayi sevmektedirler

39. Ders kitaplariingilizcelerini gelstirmede @rencilerin ihtiyacini
karsilamaktadir.

40. Okuma parcalari goencileriningilizce seviyelerine uygundur.

41. Ders kitaplari, grencilere dger tlkelerin kaltarind vermektedir.

42. Ders kitaplari, dort dil becerisiniebir sekilde vermektedir.

V. Okul muduarinin roli

43.1ngilizce @retim programini uygularken okul miduarinden destek
aliyorum.
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44, Okul mudurtingilizce @retim programindaki yeniliklere ayak
uydurabilmem icin bankngilizce @&retim materyalleri sslamaktadir.

45, Okul mudurtingilizce @retim programini uygulama konusunda beni

bilgilendirmektedir.

46. Okul mudurd, yabanci diggim politikasindaki yeniliklere ayak
uydurabilmem igin beni motive etmektedir.

VI. Ailelerin roli

47. Gerencilerin aileleri, yabanci dilggim politikasindaki yenilikleri
biliyorlar.

48. Gerencilerin aileleri, cocuklariningilizce kitaplar ve videolar
sglamaktadirlar.

49. Gerencilerin aileleri, cocuklariningilizce @grenmeye ilgi duymalari icir
tesvik etmektedirler.

50. Gsrencilerin ailelerinden, ¢cocuklariimgilizce @Grenmek igin motive

etmeleri konusunda yardim istiyorum.

Anketin sonu
Katiliminiz igin tesekkur ederim.
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APPENDIX F

Turkish Summary
(Turkce Ozet)

Bu calsmada, Turkiye'desimdiye kadar ydrttilen yabanci digigm politikalarinin
tarihi ile ilgili bilgiler verilmektedir. Farkli yaanci dil gitim politikalarinin nedenleri
sunulmaktadirSimdiye kadar yuruttlen yabanci digigm politikalarinin tarihi, Osmanli
donemi ve Cumhuriyet dénemi adi altinda ele alimadhk. Bu dénemler ele alinirken,
yabanci dil gitim politikalarina yon veren nedenler, felsefeoe&mi ve kiresellgne
acisindan analiz edilgtir. Yabanci dil gitim politikasi, tezin bglangi¢c safhasinda énemli
unsur olarak ele alingtir. Tezin konusu kisacgagida sunulmaktadir:

» Turkiye'de yabanci dil g@tim politikasinin tarihi ve bunu etkileyen

unsurlar,

e Yabanci dil gitim politikasinin, Milli Egitim Suralari ve Tebjler
Dergisi'nde ¢ikan kararlar goultusunda incelenmesi,

* Diger ulkelerde yer alan yabanci dgitm politikalarinin analizi,

» Turkiye'de yurutulen buginkt yabanci dgigem politikasinin incelenmesi
ve Milli Egitim Bakanlgl tarafindan ¢ikarilan dokimanlarin analiz
edilmesi,

« Yabanci dil gitim politikasi altinda ingilizce @&retim programinin
incelenmesi,

« Turkiye'de ingilizce @retmenlerinin yetitiriimesine ait stirecin analiz
edilmesi,

« Calismanin sonunda, Turkiye'dingilizcenin yabanci dil olarakggetimi
icin 6nerilerin sunulmasi,

Tez, Fransizca ve Almanca gibi yabanci dillere $lyadaha ¢ok avantaja sahip
oldugu icin Ingilizce @retimi tzerine daha cokgalik vermistir. Diger bir neden ise,
Ingilizceye ulkemizde oldiu gibi diinyada ortak ileim dili olarak bakilmasidir. Bu
nedenle, ingilizcenin yabanci dil olarak goetimi, cok yonlu faktorler acisindan

incelenmitir.

Diger yandan, yabanci diggim politikasi, yabanci dil gretim programi agisindan

ele alindi. Cunkl yabanci dilgietim programi, yabanci dilggim politikasinin bir
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yansimasi olarak ileri surilmektedir (McLaren & Nia@d2004). Temel olarakngilizce
ogretimi ve @renimi ele alindyl icin, ingilizce @retim programi analiz edildi. Boylece,
Ingilizce @retimi ve @renimi ile ilgili olarak, Milli Egitim Bakanlgi ve Talim ve Terbiye

Kurulu Bakanligi tarafindan alinan kararlar incelendi.

Egitim politikasi, yabanci dil @tim politikasini belirlemede ©6nemli rol
oynamaktadir Hangi yabanci diligiem politikasinda yer almasi geregini ve yabanci
dil 6gretimi icin buglnki ve gelecekteki ihtiyaclarin allugunu belirler. Bu ihtiyaclar
acisindan, Els ve gerleri (1984: 158%u sorulari ileri stirmektedirler, * Toplum, butin
bireylerin bir yabanci dil bilmesini 6nemli buluyonu ya da bunun belli meslekler icin
gerekli oldgunu mu dginuyor? Kag tane yabanci dil veya hangi yabanderdgerekli
bulunuyor? Her bir dil icin talep ne kadar? Herleg® becerilere ya da seviyeye gerek
duyuyor mu? Kalici bir ihtiyac 6rigevar m1? Bu nedenle, yabanci dgigm politikasini
belirlemede ihtiya¢ analizi 6nemlidir. Yukaridarilsurtlen sorularin yaninda, yabanci dil
egitim politikasinin dikkate almasi geregtiunsurlar vardir. Bu unsurlar, uygurgrétim
materyallerini ve gretmenlerin yettiriimesini kapsamaktadir. Ayrica, yabanci diiten
politikasi, eitimde, hangi yabanci dillerin dncgii olduguna karar verir. Yabanci dil
egitiminin, ilkogretim okullarinda bgayip bglamamasina karar verir. Ayricagigmde,
yabanci dil @retiminin siresini de belirler.

Politikacinin  dgiinmesi gereken unsurlarla ilgili olarak, dort kateg ileri
surtulmektedir (Els vd. 1984). Bu kategorilgmlardir: 1) Dil politikasinin unsurlari 2)
Psikolojik unsurlar 3) Dil unsurlari 4) gdim unsurlari. Dil politikasinin unsurlari, bir
ulkede yer alan siyasi konulari kapsar. Bu siyasitkar dikkate alinmalidir. Organ, bir
ulke konyu ulkelerin dillerine yer verebilir. Bundan ¢k, Ulkede yuratilen yabanc dil
politikasi, o tlkenin dahil oldtu uluslararasi kurullar tarafindaryekillenebilir. Orngin,
Avrupa Konseyi yabanci dil politikalarini etkileyb Psikolojik faktorler, farkli yabanci
dillerin zorluk seviyesi ile ilgilidir. Eer, Grencilere verilen yabanci dilgéenilmeyecek
kadar zor ise, bu diligenmede cesaretlerinin kirllagadistinulmektedir. Dil unsurlari,
ogretim ve @renimi etkileyen dil farklilgini icermektedir. Eer iki dil arasinda farklilik az
ise dili @grenmek, @renen acisindan kolay olacaktigittn faktorleri, &sretimin suresini,
yabanci dil becerilerini, dersgtetim programini, uygun gietim materyallerini ve iyi
egitilmi s yabanci dil @retmenlerini kapsamaktadir.
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Yabanci dil gitim politikalari, kiresellgme, ekonomi, teknoloji ve bilgisayar alanindaki
yenilikler nedeniyleingilizcenin yayilmasindan etkilenmektediringilizce, uluslararasi
iletisimin ortak dili oldu icin en cok talep edilen dildir. Bu nedenle, déidg en cok
ogretilen ve @renilen dildir.Ingilizcenin yayilimasi ile ilgili olaraksagidaki nedenler ileri
surulebilir (Oral 2010: 61):

« Ingiliz koloniciliginin devam eden etkisi,

« Ikinci diinya sav@ndan beri politik, teknolojik, ve askeri giicti natge
Amerika’nin gugla bir kuvvet olarak etkisi,

* Sovyetler Birlgi'nin dagilmasiyla ve Amerika'nin buyik zaferiyle
sonuclanan kiresefimenin etkisi,

Turkiye'de gretilen yabanci diller, tarih boyuncaggmistir. iran’la yakin iliki
nedeniyle Farscagpetimi yer aldi. Islamiyet kabul edildikten sonra Arapcgrétimine
onem verildi. Batida askeri alandaki teknolojikigmeler nedeniyle, bati dilleri 6nemli bir
yer buldu. Balangigta, Fransizca 6nemliydi. Sonra, askeri attakingelsmeler sayesinde
Almanca veingilizce 6nem kazandi. 1960’lardan sorygilér calsmak icin Almanya’ya
gittiginde Almanca 6nem kazandi (Demircan 1988). Sortaidlerde Turkiye, Rusya,
Cin, ve Japonya gibi tlkelerle ticaret yaparkenilikelerin vatandgariyla iletisim kurmak
icin o ulkelerin dilleri 6n plana giktr.

Tarkiye’de yabanci dil gretimine uzun siredir énem verilmektedir. Bununla
birlikte, Turk Grencilerinin yabanci dil seviyelerini gglirmede baarisiz olduklari ileri
surulmektedir. Bundan dolayi, yabanci diréimi olumsuz elgirilere maruz kalmaktadir.
Turkiye'de yabanci dil g@tim politikasi alaninda yapilan atamalar, politika ile
uygulama arasinda uyumsuzluk aqtdau ileri sirmektedirler (Dgancay-Aktuna &
Kiziltepe 2005; Egel 200951k 2008; Kirkgdz 2007). Yabanci diggmi tzerine yapilan

yazili eserler incelengiinde, aagidaki sorunlar ileri strilmektedir:

« Ogrenciler,ingilizce @&retiminde istenilen seviyelere sahipsdier.
+ Ingilizce @Gretmeni yegtirme ile ilgili sorunlar var.
* Yabanci dil gitim politikasinda sureklilik yok.

» Politikacilar yabanci dil @tim politikasi icin iyi niyetle @retim programi
hazirlamaktadirlar. Ancak uygulama slreci, istenigtandartlara ayak
uyduramamaktadir.

 Ingilizce Gretimi, siniflarin kalabalik okw nedeniyle zordur.
« Ingilizce ders kitaplarinin icedii 6grencilerin seviyelerini gmaktadir.
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« Ingilizce @retmenlerinin kullangys materyaller @rencilerin Ingilizce
bilgisini artirmak icin yeterli dgl.

« Ogrenciler, yabanci dil genimi icin yeterli motivasyona sahip glker.

« Ogrenciler, yabanci dil @timinde elde et@ii becerileri cok iyi
kullanamamaktadirlar.

Tarkiye'de yabanci dilggim politikasi ile ilgili olan kuramsal tagmalar temel
olarak yukaridaki sorunlari ileri sturmektedir. AkRcabu sorunlara detayli analizle
yaklasiimadgl icin kesin ¢6zim bulunamamaktadir. Cunkl bazi udas dikkate
alinmamaktadir. Bundan dolayi, bu e¢ala, bircok acidan 6nemlidir. Bu sorunlara,
yabanci dil gitim politikasinin makro dizeyde planlanmasi ve lnynmikro seviyede
yuratilmesi yonunden yalkdamistir. Bu amagcla, @tim kurumlari, @retmenler,

yoneticiler, aileler, grenciler ve ders kitaplari ¢catnada yer alnstir.

Yabanci dil gitim politikasinin uygulanmasini etkileyen faktgden en onemlisi
yabanci dil gretmenleridir. @retmenler, yabanci dilggim politikasini uygularken bazi
sorunlarla kanlasirlar. Bu sorunlarin, yabanci dil g&m politikasini uygulamada
kullanilan kaynaklarla ilgili oldgu distncesi ileri surtlmektedir. @er sorunlar,
politikacilar tarafindan tasarlanangrétim programini dgru anlama ve uygulama ile
ilgilidir. Yabanci dil egitim politikasinin uygulanmasinda ortaya ¢ikapedibir sorun ders
kitaplaridir. Cunkd bir yabanci dili goetirken 6nemli gorevileri vardir. Bu nedenle,
calsmada, ders kitaplarinin giencilerin Ingilizce seviyelerine ne odlgiide uyglu
incelenmitir. Tirkiye’de, genel olarakngilizce @Gretmenleri, ders saatleriningi@tim
acisindan yetersiz oldunu ve @rencilerin dili ¢grenmede motivasyonlarinin yetersiz
oldugunu digunmektedirler. Okul muddurlerinin vesienci velilerinin de yabanci dilgeim
ve @retimi uygulamasinda etkili olduklarini ileri surkiedirler. Bu nedenle, yabanci dil

egitim politikasi ile ilgili olarak, yukarida yer atedistinceler cakmada incelenngtir.
Bu calsmada, yedi agirma sorusu soruldu ve pearsayim ileri surtldi:

1. Turkiye’'de ingilizce @retmenlerinin yabanci dilggim politikasi ile ilgili
algisi nedir?

2. Turkiye'de ingilizce @retmenlerinin yabanci dil gitim politikasinin
yurutulmesine yakkami nasildir?

3. Ingilizce @retmenleri Ingilizce @retim programini  ne olcude

uygulamaktadirlar?

Ingilizce @retim programini yuriitmedestencilerin roli nedir?

Ders kitaplari Ingilizce @retim programini yiritmede nasil bir rol

oynamaktadir?

6. Ingilizce @retim programini yiritmede okul midirindn rolu redi

ok
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7. Ingilizce @retim programini yiritmede ailelerin rolt nedir?
Varsayimlarunlardir:

1. Turkiye’'de ingilizce @&retmenlerinin, yabanci dilggim politikasina kagi
olumsuz tutum takindiklari varsayiimaktadir.
2. Ders kitaplarinin iceginin dgrencilerin seviyesi icin uygun olmai
varsayllmaktadir.
3. Ogrenci velilerinin ingilizce @retim programini desteklemede yetersiz
kaldiklari varsayiimaktadir.
4. Ingilizce @retmenlerinin, Ingilizce @retim programini  yuritmede
zorluklar ygadiklari varsaylimaktadir.
5. Ogrencilerin, Ingilizce @&retim programini  yiritmede az sba
gosterdikleri varsayilimaktadir.
Ingilizce @retmenleri yabanci dil gim politikasinin uygulanmasinda énemli rol
oynadiklari icin bu ¢cagmada yer aldilar (Li 2010). Bu gtamanin ana kutlesi, ilkgretim
okullarinda 4’ ncui, 5’ inci, 6’ nci, 7° nci, ve 8ici siniflariningilizce derslerine giren

Ingilizce @retmenlerini kapsamaktadir.

Ana kutlede yer alan buturgéetmenlere ulgmak zor oldgu icin calsma, 6rneklem
yontemiyle yuruttlmgtir. Ancak, orneklem yontemiyle secilegrétmenlerin ana kuitleyi
temsil etmeleri 6nemlidir. Bir l3&a deysle, Turkiye'de ilk@retim okullarinda c¢ajan
Ingilizce @retmenlerini temsil etmelidir. Ana kiitléngilizce @retmenlerinin tam listesini
icermemektedir. Bu nedenle, blyuk sayilar icerem lditlede etkin rol oynayan ‘kiimeden
gelisiglzel 6rnekleme’ yontemi secilgtir (Fraenkel vd. 2012). Bu amacla, iller getie
dizeylerine gore Turkiye'nin yedi bolgesinden sagitir, ciinkll sosyoekonomik geine
ile egitim arasinda ikki oldugu iddia edilmektedir (Akhtar & Niazi 2011; Yanik @D).
Ayrica, bu illerin ilceleri de ayni yontemle seciktir. Ana kitleden guvenilir bulgular
almak icin ‘kimeden galiglizel 6rnekleme’ yontemi yaninda ‘ikisamali gelsigiizel
ornekleme’ de secilrgiir. Her ilden ve ilgeden Balkogretim okulu geliguzel secilmg ve
Ingilizce olarak yazilngi anketler bu ilkgretim okullarindaingilizce dersleri veren

Ingilizce @Gretmenlerine uygulanrtir.

Bu calsmada, niteliksel ve niceliksel veri toplama yontemkapsayan karma
argtirma yontemi uygulanmgtir. Anket uygulamasindan 6nce, dokiman analizi ve

Ingilizce @retmenleriyle mulakat yapilstir.

Bu calsmada anket, agarmaci tarafindan veri toplama teknikleriyle gtluruldu. ilk

once, Tuark e@itim kurumlarinin @retim programlari incelendi. Yabanci dilgigm
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politikasi Uzerine yapilan kaynak taramasi gerggkieli (Wang 2006: Yanik 2007:
Karavas-Doukas 1995). Yabanci d@rétim programi Gzerine yapilan gahalar incelendi
(Johnson 1989: Taba 1962: Tyler 1949). Anketinijger olusturmadan once kdngilizce
ogretmeni ile sozel olarak milakat yapildi. Sonrakesankapali uclu sorulari kapsayan

besli likert 6lgegi formunda olgturuldu.

Anketin gecerlilgi ve guvenirlgi birkag yontemle gdandi. Anketin glvenirfi
uzman gorgl alinarak ve deneme testi yapilaraglaadi. Anketin guvenirfiini bulmak
icin SPSS 15.0 kullanildi. Anketin glvenirlik kagsst .88 olarak bulunmtur.

Milli E gitim Bakanlginin onayi alindiktan sonra hazirlanan anketlegjlese 315
okula posta yoluyla génderildi. 177 okulda gorepama 450 gretmen ¢cakmada yer aldi.
Ancak, 5 anket guvenilir bulunmagli icin argtirmaci tarafindan veri analizine dahil
edilmedi. Veri analizinde SPSS 15.0 programi kulthn Veri, sirali dlcekli oldgu ve
elden edilen bulgular normal giima sahip olmadgh icin parametrik olmayan istatistiksel
yontemlerden yararlanildi.

Elde edilen bulgulara goére, gahaya katilan gretmenlerin blylk ggunlugu
Tarkiye’de uygulanan yabanci dil gigim politikasinin ~ @rencilerin  ihtiyacini
kargilamadgint  diginmektedir.  Ayrica, blyuk @onlugu bu  politikay
benimsemediklerini ortaya koymaktadir. Ancak, yabahl egitim politikasini olgturan
unsurlar konusunda bilingli olduklari gorulmekted®@rnesin, yabanci dil gitimi icin

yapilacak dgisiklikler icin ihtiyac analizinin yapilmasini 6ne stiektedirler.

Elde edilen bulgular, getmenler, @renciler, ders kitaplari, okul mudurleri ve
ogrenci velileri ile ilgili sorunlarin oldgunu gostermektedir. genen 6zerkfii acisindan
onemli yer tutan Avrupa Dil Portfolyosu'nungi@tmenler tarafindan yeterinceswik
edilmedpi ve kullaniimadg anlailmaktadir. (Eretmenler, siniflarin kalabalik olmasi
nedeniyle Ingilizce derslerini zorlukla yuruttiiklerini ileriusmektedirler. Ayrica, ders

saatlerinin yetersiz oldwnu digunmektedirler.

Ankete katilanlar, grencilerin motivasyonu konusunda olumsuz tutum
belirtmektedirler. Ayrica, onlara gore gi@nciler, ingilizceyi gercek ygamda
kullanamamaktadirlar ve derssohda yabanci dillerini galiirme amaciyla bir faaliyette
bulunmamaktadirlar. getmenler, Seviye Belirleme Sinavi'nin (SBSYrencileri,
Ingilizceye cakma yontemleri agisindan olumsuz yonde etkiedidisiinmektedirler.
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Bulgulara gore, ders kitaplariyla ilgili sorunlaesgnmaktadir. Camaya katilan
Ingilizce @retmenlerin  blyik gaunlugu, ders kitaplarinin @ encilerin  ihtiyacini
karsilamadgini disinmektedir. Ders kitaplarinda yer alan okuma pargain ve
etkinliklerin @grencilerin dil seviyelerine gére olmagliileri strtlmektedir. Ayrica, ses

CD’lerinin yeterince kullaniimagi anlagiimaktadir.

Okul miudurlerinden destek alinmakla beraber, butegies Ingilizce ders
materyallerini sglamada yetersiz kalgh gorilmektedir. Ayrica, gretmenler,ingilizce
dersi programini yuritme konusunda okul mudurlarirkendilerini yeterince motive

etmediklerini ileri sirmektedirler.

Calsmaya katilan Ingilizce @retmenlerine gore gienci aileleri, cocuklarini
Ingilizce @retimi konusunda desteklemede yetersiz kalmakeadifilelerin, yabanci dil

egitim politikasinin getirdgi yeniliklerden habersiz oldw anlgiimaktadir.

Yabanci dil @retmenleri, yabanci dilggtim politikasindaki yenilikleri ¢cok iyi takip
etmelidirler. Yapilan d&siklikleri dogru bir sekilde yorumlayip uygulamalari dnemlidir.
Ingilizce, Turkiye'de yabanci dil olarakgtetiimektedir. (grencilerin, bu dil ile ders
disinda kagilasmalari ¢ok sinirlidir. Bu nedenlegrétmenler grenen Ozerkfi tesvik
etmelidirler. Bu amagla, Avrupa Dil Portfolyosu’néprenciler arasinda yaygin biekilde

kullanilmasini sglamalidirlar.

Ders kitaplari olgturulurkeningilizce @Gretmenlerinin gorgleri dikkate alinmahdir.
Bu amacla, geribildirim mekanizmasinin ¢ok iyi galasi dngorilmektedir. Ses CD’leri

ders kitaplari ile kullaniimahdir.

Okul maddurlerinin ve grenci velilerinin yabanci dile yapacaklari katknsderece
onemlidir. Yabanci dil gtim politikalarinda gercekken yenilikler konusunda, okul

muddarlerinin ve @renci velilerinin bilgilendiriimeleri gerekmektedir

Diger yandan, elde edilen bulgulara gore, azsgesi bolgelerde gorev alaimgilizce
ogretmenlerinin kaynak konusunda daha fazla sikieittikleri anlgiimistir. Bu nedenle,
yabanci dil gitim politikasina kagi daha olumsuz diinceye sahipler. Bu bdlgelerde

gorev yapan gretmenlerin daha fazla desteklenmeleri gerekmektedi



