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ABSTRACT 

INVESTIGATING ANATOLIAN HIGH SCHOOL STUDENTS’ AND ENGLISH 

TEACHERS’ PERCEPTIONS OF ENGLISH LANGUAGE ORIENTED COURSES 

CURRICULUM  

Bakay, Özge 

MA, Foreign Language Teaching Department 

Supervisor: Assist. Prof. F. Özlem SAKA 

June 2020, 143 pages 

The present study attempts to find out how the implementation of English language-oriented 

courses‟ curriculum (ELOCC) in the 11
th

 and 12
th

 grades is viewed by English teachers and 

students of the field. The major areas of investigation were the teachers‟ and students‟ 

perceptions of the overall curriculum implementation, coursebooks, and methodology of the 

teachers. 568 students and 31 English teachers from Anatolian high schools that have English 

language-oriented classes in Antalya took part in this study. The research was conducted 

through a mixed method. While the data were collected from students through a questionnaire 

and analysed through descriptive statistics, English teachers‟ semi-structured interviews, as 

well as students‟ focus-group interviews, were administered and examined by content 

analysis. Items of both interviews were in line with research questions: items about overall 

English language-oriented classes‟ curriculum, coursebooks, and methodology of the 

teachers. The main purpose to be achieved was to reveal in-depth data about this matter. With 

all the research completed, this study established an understanding of how the English 

language-oriented courses‟ curriculum is being applied. At the end of this study, it was 

concluded that neither teachers nor students were satisfied with overall curriculum 

implementation, coursebooks, and the methodology preferred. It was pointed out that the 

university entrance examination has a direct impact on methodology and curriculum, which 

also results in disfavour of coursebooks. In consideration of the data, some preventative and 

analytical suggestions were recommended. 

Keywords: English language curriculum, English language teaching, curriculum 

implementation, teacher perceptions, student perceptions, English language-oriented classes, 

methodology, coursebook   



iii 

ÖZET 

ANADOLU LĠSELERĠ ĠNGĠLĠZCE DĠL SINIFLARINDAKĠ ÖĞRENCĠ VE 

ÖĞRETMENLERĠN YABANCI DĠL PROGRAMINA ĠLĠġKĠN GÖRÜġLERĠNĠN 

ĠNCELENMESĠ 

Bakay, Özge 

Yüksek Lisans, İngiliz Dili Eğitimi Ana Bilim Dalı 

Tez Danışmanı: Dr. Öğretim Üyesi F. Özlem SAKA 

Haziran 2020, 143 sayfa 

Bu çalışma, 11. ve 12. Sınıf düzeyinde uygulanan İngilizce dil bölümü sınıfları 

müfredatının (ELOCC), İngilizce öğretmenleri ve bölüm öğrencileri tarafından nasıl 

algılandığını bulmaya çalışmaktadır. Başlıca araştırma alanları; genel olarak dil sınıfları 

müfredatı, ders kitapları ve öğretim yöntemleri hakkında; öğrenci ve öğretmenlerin 

algılarıdır. Çalışmaya Antalya il merkezinde bulunan Anadolu liselerinden, İngilizce dil 

sınıflarında okuyan 568 öğrenci ve bu sınıflardan sorumlu 31 İngilizce öğretmeni 

katılmıştır. Araştırma karma yöntemle yürütülmüştür. Elde edilen veriler öğrencilerden bir 

anket aracılığıyla toplanıp tanımlayıcı istatistikler yoluyla analiz edilirken, İngilizce 

öğretmenleriyle gerçekleştirilen yarı yapılandırılmış görüşmeler ve öğrencilerin odak grup 

görüşmeleri içerik analizi ile yorumlanmıştır. İki görüşmede de araştırma sorularıyla 

uyumlu olacak şekilde genel dil sınıfı müfredatı, ders kitapları ve öğretmenlerin öğretim 

yöntemleri hakkında sorular yer almaktadır. Ulaşılacak temel amaç, ilgili konu hakkında 

detaylı veriler ortaya koymaktır. Bu çalışmanın sonunda, İngilizce dil sınıfları 

müfredatının nasıl uygulandığına dair bir anlayış ortaya koyulmakla beraber, ne 

öğretmenlerin ne de öğrencilerin müfredattan memnun olduğu, ders kitapları ve tercih 

edilen yöntemlerin öğrenci beklentilerini karşılamadığı sonuçlarına varılmıştır. Üniversite 

giriş sınavının yöntem ve müfredat üzerinde güçlü ve olumsuz etkilerinin olduğu, bu 

etkinin ders kitaplarının reddedilmesine yol açtığı bağlamına ulaşılmıştır. Veriler dikkate 

alınarak, bazı önleyici ve çözümcül öneriler yapılmıştır. 

Anahtar Kelimeler: İngilizce müfredatı, İngilizce öğretimi, müfredat uygulaması, öğretmen 

algıları, öğrenci algıları, İngilizce dil dersleri, yöntem, ders kitabı, dil sınıfları, üniversite 

sınavı  
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CHAPTER I 

1. INTRODUCTION 

1.1. Introduction 

This chapter provides information about the study along with a summary of the goals, content, 

and suggested instructional and evaluation procedures of the English language curriculum 

offered at 11
th

 and 12
th

 grade levels. It also presents the research question, sub-questions, and 

the significance of the study. Finally, the chapter discusses the limitations of the study. 

1.2. Statement of the Problem  

The present study attempts to find out how English oriented courses‟ curriculum is 

implemented and experienced as it has been accepted as one of the major effects on students‟ 

career choices. The areas of problem to be studied include curriculum implementation, 

coursebooks, and the methodology employed in classes. In accordance with the regulations, 

guidelines, and studies, the focus of this study is to investigate the implementation of English 

language-oriented courses‟ curriculum (ELOCC) is viewed by English teachers and 

experienced by the 11
th

 and 12
th

-grade students of the public Anatolian high schools in central 

districts of Antalya/Turkey. 

Pursuing a career can be defined as a kind of lifestyle, a workplace atmosphere that is formed 

through this lifestyle, and lastly the use and improvement of various related skills of the 

career (Kuzgun, 1986). It is incredibly important to select a career for one‟s life as its effects 

will last lifelong. The process of selection can be changed or upgraded with the interaction of 

personal factors and on-going social relations. When considered from this point of view, it 

also can be defined as the final product of a dynamic process (Deniz, 2001). As the use of 

mass media becomes widespread and easier with each passing day in the globalizing world, 

political, social, cultural, and commercial relations have gained another dimension among 

communities. Therefore, the need for learning the language of other nations has emerged as a 

result of these multidimensional relations. 

Becoming a common language tool all over the world, English is the most economical way of 
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meeting through this need (Taşlı, 2003). Thus, the field of English Language Teaching has 

become an important occupation in the changing society and has started to become a more 

eligible option in the decision making of individuals. Individuals tend to make decisions about 

their professional choices with the help of various factors in different periods of their 

education. Secondary education level is the most concentrated period for this selection 

process. It is seen that students make more decisions and take steps at this stage (Deniz, 

2001). The high school from which students have been graduated at the secondary level is one 

of the factors affecting this choice. It can be seen in the studies conducted that students direct 

their career path according to the type of high school graduated (Ayık, Özdemir, and Yavuz, 

2007). According to the Regulation on Secondary Education Institutions by Ministry of 

National Education (MoNE); „Field includes more than one profession with common 

characteristics in secondary education institutions and states any of the programs that provide 

knowledge, skills, attitudes, behaviour and employment opportunities (Ortaöğretim Kurumları 

Yönetmeliği (OÖKY), 1961: item 4). 

Besides, the following two definitions are important for the study: 

„Curriculum consists of joint courses, field and branch courses, and elective courses in 

accordance with the students' interests, desires and abilities as well as their differences and the 

characteristics of the field they will be directed to.‟ (OÖKY, 2013: item 10b) 

„Field and branch courses are the courses that lead the student to the higher education 

programs or profession, business fields that he/she aims for, and lastly provide opportunities 

for development in this direction (OÖKY, 2013: item 10ç). 

When the Measuring, Selection, and Placement Center (ÖSYM) guidelines are examined over 

the years, it is noticeable that the selection of the field in high school necessitates the student 

to choose a profession from the same field in higher education during the transition to a 

single-step university in 1998. Thus, if a student who studies in the language field wants to go 

for a program at university from the mathematics/science field, while calculating the weighted 

secondary school achievement score (AOBP), the coefficient was being multiplied by 0.2 

instead of 0.5. This was causing the students to have a decrease in their scores. However, as of 

2011, the AOBPs of the students have been started to be calculated separately for each field. 

Starting from 2012, the application AOBP calculation was completely abolished and a new 
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coefficient multiplication of 0.12 was introduced for all with the term „secondary school 

achievement score‟. With the new application, an equal score calculation method was adopted 

for each student in terms of studying the programs they wanted to go for at the university.  

Nevertheless, students continue to move towards a specific field with the „optional courses‟ 

item in OÖKY at the secondary level and add the courses of their choice to the curriculum 

they prefer to study for the academic year (OÖKY, 2013: item 10d). Therefore, it seems clear 

that the removal of fields at secondary schools is not being applied in practice. The students 

still prefer to choose the courses which are related to the programs they are going to attend at 

the university, which means the former regulation informally continues with the application of 

studying in a specific field at 11
th

 and 12
th

 grade. 

Savran, Sert, and Uzun (1999) found in their study that the two most important factors that 

affect the foreign language ability related scores in the Student Selection Examination (ÖSS) 

are the general ability of the student and school achievement score. Also, Korkut-Owen, 

Kepir, Özdemir, Ulas, and Yilmaz (2011) revealed and listed findings for why students 

choose the program they study at the university. Among these findings, „My university 

entrance exam score is sufficient for this program.‟ is the second item on the table with a rate 

of 46.6% and field preferences in high school 'with a rate of 30.6%. This shows that the 

choice of field in high school and the success of the education program applied are two major 

factors that reveal the reflection on the Higher Education Examination (YKS) scores. 

Therefore, the present study will focus on ELOC in general. 

1.3. Purpose of the Study  

The present study attempts to find out how the application of English language-oriented 

courses‟ curriculum (ELOCC) is viewed by English teachers and students of the field. Also, 

the purpose of the current study is to present a profile of how English language-oriented 

courses‟ curriculum is implemented. 
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1.4. Research Question and Sub-questions 

This study aims to answer the following research question and sub-questions: 

1. What are the perceptions of students and teachers towards English language-oriented 

curriculum implementation in the 11
th

 and 12
th

 grades of public high schools? 

1.2. Which factors (school achievement, school counselling service, family, 

teacher, and school administration, etc.) are affecting the students in the stage 

of selecting the English language-oriented courses? 

1.3. What are the students‟ perceptions of the coursebooks which are being used? 

1.4. What are the students‟ perceptions of the methodology of their teachers? 

1.5. What are the teachers‟ perceptions of the English language-oriented courses‟ 

curriculum implementation? 

1.6. What are the teachers‟ perceptions of the coursebooks for the 11
th

 and 12
th

 

grades? 

1.7. What are the teachers‟ perceptions of the methodology of themselves? 

1.5. Significance of the Study 

This study hopes to establish an understanding of how the English language-oriented courses‟ 

curriculum (ELOCC) is being applied in the 11
th

 and 12
th

 grades. Therefore, the results of the 

present study will be of great benefit to everyone related to the field in many ways 

considering that English has been and still is the most widely spoken and preferred language 

all around the world.  First and foremost, it provides feedback about the implementation of the 

English language-oriented field‟s curriculum of public Anatolian high schools in 

Antalya/Turkey. In other words, it provides feedback about how the implemented curriculum 

is experienced by the students in the classroom as well as how the planned curriculum is 

perceived and implemented by the English teachers of the field. As a result, it helps the 

curriculum developers to visualize how their decisions on this curriculum are interpreted and 

practiced by the teachers and experienced by students in the classroom. It also serves the 

teachers to better understand how their implementation of the curriculum is being experienced 

by the students. 

The findings related to the problems in curriculum implementation can also assist teachers to 

improve their future performance and methodology as well as being used as a reference study 
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in not only pre- and in-service training programs offered by the Ministry of National 

Education (MoNE) but also English language teaching program‟s courses in universities. 

Becoming one of the few studies of English language curriculum implementation at 11
th

 and 

12
th

 grade of public Anatolian high schools in Antalya/Turkey, the present study hopes to 

shed light on the ongoing situation. 

This study also contributes to identify the problems encountered in reaching the goals of the 

present English language-oriented courses‟ curriculum from the perspectives of teachers and 

students. This way, the authorities might have a chance to reconsider their decisions by 

considering these issues in their attempts to improve a new curriculum. This study is also 

going to be a great benefit if the Ministry of National Education (MoNE) attempts to 

reconsider and make changes in the present English language curricula at the secondary level. 

Consequently, the difficulties faced, and suggestions made by the teachers, the results taken 

about the present implementation process, and how the students‟ experiences are assumed to 

serve useful information for the program development specialists when they have future 

attempts to upgrade.  

This study also contributes to the literature. In that sense, an examination of the English 

language-oriented courses‟ curriculum implementation in the Turkish context and the 

identification of the issues can provide perspectives for other similar education systems.  

1.6. Limitations of the Study 

This study is limited to the English language-oriented courses‟ curriculum implementation 

offered for the students studying at the eleventh and twelfth grades of public Anatolian high 

schools in Turkey during the 2018-2019 academic years. Considering the time and cost issues, 

in a study like this where there are students and teachers included, the researcher could not 

have control over the application and especially the interviews all around Turkey. Therefore, 

it is limited to the English teachers and students who were available and a part of language-

oriented courses from all over central Antalya and who were voluntary to took part in the 

qualitative section of the study. The other reason for including all central Antalya Anatolian 

High schools is that having a sample size around 360 and 1000 is seen suitable for making the 

sample representative of the actual population in survey studies (Fraenkel and Wallen, 2000; 

Jaeger, 1997). Lastly, the teachers and students were listed by the Educational Directorate of 
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Antalya after requested by the researcher. Even though the criteria for selection were 

explained to them, they stated that they could not find out in which Anatolian high schools 

there are English language-oriented courses. Therefore, they listed the number of Anatolian 

high schools as well as the total number of 11
th

 and 12
th

-grade students. As a result, the 

researcher has had to visit all Anatolian high schools in central Antalya to plan the study with 

definite numbers and clear information.  

Although an almost equal number of participants from each grade level (315 for 11
th

 grade 

and 253 for 12
th

 grade) participated in the study, the numbers of students were unequal if it is 

considered that their achievement levels were different. That is why; it is possible to say that 

not having an equal number of participants from a variety of achievement levels is a limitation 

of this study. The place where the questionnaires were applied and the time and duration of 

the application of the questionnaires were under the control of the researcher. But the type of 

assistance provided was one of the conditions which were beyond the control of the 

researcher. Therefore, other constraints are also assumed to exist as these conditions may 

differentiate teachers‟ and students‟ responses. Especially, the responses of teachers during 

the interview are assumed to be constrained with time as the duration was limited to the 

break-times by some of the headmasters at some schools.  

This survey is based on the teachers‟ and students‟ perceptions collected directly from them, 

and other people who took part in the design and implementation of the curriculum such as 

administrators are excluded. Moreover, the information collected from the participants was 

triangulated utilizing other instruments such as focus-group interviews (with students) when 

seen necessary. By doing so, the objectivity of the study is assumed to be more controlled. 

Furthermore, by using open-ended questions and by employing an appropriate data analysis 

procedure, the constraints to the objectivity of the study are less limiting. Lastly, to sustain the 

reliability and validity of the data collection instruments before all the applications, some 

measures are taken, which also excludes the other possible threats. 
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1.7. Definitions of Terms 

Anatolian High School: It refers to the institution where teenagers in Turkey receive the 

third stage of compulsory education. Teenagers attending the Anatolian high schools are from 

around the age of 15 to the age of 20. 

Curriculum Implementation: It is the process of implementation of English language-

oriented courses‟ curriculum including not only the instructional practice but the curriculum 

itself as well. 

English Language-Oriented Courses: This term refers to the 11
th

 and 12
th

-grade courses 

where all the students have willingly chosen to focus more on the English language. 

English Language-Oriented Curriculum: This term refers to the curriculum that has been 

designed by the Ministry of National Education (MoNE) specifically for English Language 

oriented courses. 

English Language Teaching: It is the process of teaching and learning English as a foreign 

language in public Anatolian high schools in Turkey. 

Ministry of National Education (MoNE): This term refers to the government minister 

which is responsible for education and training services all around Turkey. 

Students’ Perceptions: They are the opinions of students at 11
th

 and 12
th

 grades of public 

Anatolian high schools‟ English oriented courses in Antalya/Turkey about the English 

language-oriented curriculum. 

Teachers’ Perceptions: They are the opinions of English language teachers at 11
th

 and 12
th

 

grades of public Anatolian high schools in Antalya/Turkey about the English language-

oriented curriculum. 

University Entrance Exam: This term refers to the examination prepared and applied by 

ÖSYM in Turkey to select successful students for available placements at universities. 

  



8 

CHAPTER II 

2. LITERATURE REVIEW 

2.1. Introduction 

An overview of the thesis is going to be included in this chapter where the key issues and 

assumptions of the study are going to be focused on. Also, the primary purpose of the current 

study which is to investigating Anatolian high school English language courses‟ curriculum 

implementation will be discussed. Starting from the subject of English language teaching and 

its curricula in Turkey, deciding on a career, the factors that have a role in choosing a career, 

whether secondary education as a whole has a significant influence on this career decision 

path and lastly the impact of university entrance exams in the process are going to be 

comprehensively explored in order to reveal their essential roles in students‟ growth. In this 

respect, all the defined concepts regarding the subjects mentioned above are going to form the 

theoretical framework of the current study. 

2.2. Overview of Foreign Language Teaching in Turkey 

Starting from the foundation of the Turkish Republic in 1923, reforms in the field of 

education have taken place, which also affected foreign language teaching and learning in all 

levels of schools. One of the most notable reforms was to send tertiary-level students to 

Western countries to complete different academic studies. With this reform, students not only 

had a chance to expertise more on their academic lives but also learn different languages such 

as English, French, and German. Another notable reform was the foundation of „education 

colleges‟ (renamed as „Anatolian lycées‟ in 1974) (Alptekin and Tatar, 2011). These 

education colleges were prestigious public schools that provide the students with dual- 

language education in subjects such as Maths, Biology, and Physics, etc. in addition to the 

intensive language and literature teaching as a separate subject. The education colleges are 

now run by a national foundation, The Turkish Education Foundation (T.E.D) (Sarıçoban, G. 

and Sarıçoban, A. 2012). Similar developments also occurred in tertiary education to meet the 

standards. Although the medium of language stayed Turkish in almost all the state universities 

in Turkey, two English-medium state universities, namely; Middle East Technical University 

(METU) in 1956 and Boğaziçi University (formerly Robert College) in 1971 were created as 

a model. Through time, this type of university model has become quite popular, and later on 
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private universities have been founded with a similar teaching model. 

Once in every four years, the Board of Education and Discipline (TTK) organized meetings 

and discussed all the issues about Turkish education nationwide. Foreign language teaching 

did not have the priority as the problem of illiteracy was more urgent to focus on in the first 

decades of Republic. Still, it was the first mention in the National Education Summit in 1943. 

In the year of 1988, the first foreign language policy was established by TTK. "Level System 

for language teaching" in foreign schools were started to be used in the 1988-1989 academic 

year. In this system, while foreign language courses were compulsory in 1
st
 year of middle 

school, 2
nd,

 and 3
rd

 years of middle school, they were optional in second and third grades in 

high school. When a student preferred to have optional foreign language courses added to 

his/her curriculum, the score taken at the end of the year wasn‟t affecting the GPA of the 

student. After a year of application, this system was abolished and English as a foreign 

language became a mandatory class in the schedule again (Çelebi, 2006). 

Haznedar (2004) stated that the studies on foreign language teaching in Europe had led to 

similar studies to be worked on in Turkey and from 1997-1998 onwards, Turkey got in force 

the Law No. 4306, which is „4+4 School Reform‟. After this educational reform in 1997- 

1998, foreign language teaching was suggested to be added to the primary schools‟ 

curriculum as it was thought to be more beneficial for young learners. Çakır (2007) provides 

the following information about those years; starting with the reform, 2 hours (per week) of 

foreign language courses were placed into the 4
th

 and 5
th

 grades‟ curriculum. Also, 4 hours 

(per week) of foreign language courses were added to the 6
th

, 7
th

, and 8
th

 grades‟ curriculum. 

From 6
th

 grade to the end of 11
th

 grade, the students started to have 4 hours per week then. 

Besides, in this same educational reform, public high schools‟ schedule was also renovated by 

adding 2 hours of optional foreign language courses if the students are not studying ELOC in 

11
th

 and 12
th

 grades (Demirpolat, 2015). 

With the announcement of Law No. 184; „Re-structuring the secondary education‟ on 

07/06/2005, regarding foreign language teaching, the following changes were made. The 

public high schools will be phased out and re-named as „Anatolian high schools‟. 

 Starting from the year 2005, the duration of education for high schools will be 4 years 

and this change will be gradual from 9
th 

grade onwards. 
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 Foreign language-oriented high schools will re-structure their 4 years of education 

according to the new regulations. After all the students from the former regulations 

graduate these schools will also be renamed as „Anatolian high schools‟. 

 From primary education to the end of secondary education, the number of foreign 

language courses will be determined by adopting the European Union‟s foreign 

language „Levels System‟. 

Although these changes were affectless at the beginning, in 2007, foreign language-related 

multiple-choice questions were involved in High School Entrance Examination (OKS), which 

resulted in a greater interest in foreign language learning (Akdoğan, 2010). 

From 2005-2006 onwards, teaching methods and techniques started to be based on 

Constructivism in foreign language teaching. And with the new curriculum implemented, in 

order to improve the methodology, all English teachers in Turkey were invited to in-service 

training for a week (Demirpolat, 2015). 

As Çarıkçıoğlu (2019) stated, after the preparatory courses were removed from practice, the 

number of high school foreign language courses was frequently changed. For example, in the 

2006-2007 academic year, ten hours of compulsory English lessons were taught in the 9th 

grade, while in 2014-2015, 9 hours of compulsory English lessons were re-arranged as six 

hours (MEB, 2006; 2014b). 

Various changes were made in Turkey to transform the national education system to a more 

qualified one and catch up with the standards of the European Union. With “Primary 

Education Law no. 6287” adopted on 30 March 2012, and also publicly known as “4+4+4”, a 

radical decision is made in the Turkish education system and put into practice. 8 years of 

compulsory education were abolished and an extended version of 12 years of compulsory 

education came in force. This Law brought along changes regarding foreign language 

teaching. It was determined that the grade where foreign language education begins will be 

the 2nd grade of primary school (MEB, 2012). Change concerning school hours made in 

foreign language education in Turkey and the necessary steps were taken regarding the 

content regulation.  
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2.3. Overview of Secondary Foreign Language Teaching Curricula of 2014 and 2017 in 

Turkey 

In this part, an overview of 2014 and 2017 curricula will be mentioned here with the 

following sub-topics; objectives, content, learning, and teaching and measurement/assessment 

dimensions, which are the main elements of the program development process. 

Board of Education and Discipline (TTK) accepted Education Law no. 103 on 26 November 

2014, which is the new foreign language teaching curriculum for high schools (9
th

, 10th, 11th, 

and 12
th

 grades). This new curriculum was going to be gradually in use starting from the 

2015- 2016 academic year (MEB, 2014). Then, it was decided by MoNE again that the 

redeveloping foreign language curriculum by TTK was going to be in force starting from 

2017- 2018 academic year first in 9
th

 grades and then in the 2018-2019 academic year in all 

grades with Rule No. 40 (MEB, 2017). 

With regards to their objectives and content, when basing philosophies both in 2014 and 2017 

Secondary Education English Curricula are examined, the content appears to be similar. Both 

curricula define English as a bridge between people whose mother tongue is different. Also, 

they view language as a means of communication but not a lesson to be learned. Highlighting 

why and how to teach a subject; both curricula associates four basic skills with achievements 

and states that a spiral structure based on repetitions should be followed in order to achieve 

this. Adopting the „Level System‟ in Common European Framework (CEFR), the curricula 

have got following proficiency levels: 9
th

-grade students at A1 / A2 level, 10
th

-grade students 

at A2 + / B1 level, 11
th

-grade students at B1 + / B2 level, 12
th

-grade students at B2 + level 

(MEB, 2014-2018). Aksoy Şimşek (2018) indicates that the 2014 curriculum adopted an 

eclectic approach while the 2018 curriculum was based on a holistic approach, an action-

oriented approach, and an eclectic approach. Both programs have similar general objectives. 

English teaching should be encouraging and fun for individuals who can use English 

effectively and fluently in learning environments. However, in the 2017 curriculum, the 

'independent learner' and „Education of values‟ features were emphasized in the goal part of 

the curriculum for the first time. 

When the program designs are analysed, in 2014, the sub-content of the program is presented 

as „functions, skills, exemplary use, suggested materials and tasks‟ while in the 2017 

curriculum, „functions and useful language examples, language skills and learning outcomes, 
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recommended materials and tasks‟. In both Curricula, in parallel to the CEFR, the same 

acquisitions covering skills/ functions were included in the same grades. As to the themes of 

the Curricula, it can be said that some of the existing themes in the 2014 curriculum were 

changed with more functional ones and some themes regarding the teaching of values were 

also added. It is possible to see the themes in grades 11
th

 and 12
th

 as it relates to the present 

study in Table 2.1. below: 

Table 2.1 The themes in 2014 and 2017 Curricula for 11th and 12th grades 

2014 2017 

 

Grade 11 

1. What A Life! 

2. Hard Times 

3. Future Jobs 

4. Back to the Past 

5. Hobbies and Skills 

6. Open Your Heart 

7. Facts from Turkey 

8. What if 

9. My Friend 

10. Habits: Now and Then 

 

 

Grade 11 

1. Future Jobs 

2. Hobbies and Skills 

3. Hard Times 

4. What A Life! 

5. Back to the Past 

6. Open Your Heart 

7. Facts about Turkey 

8. Sports 

9. My Friend 

10. Values and Norms 

 

 

Grade 12 

1. Music 

2. Friends 

3. Jobs 

4. Coming Soon 

5. Psychology 

6. Favours 

7. News Stories 

8. The Environment 

9. Technology 

10. Manners 

 

Grade 12 

1. Music 

2. Friendship 

3. Human Rights 

4. Coming Soon 

5. Psychology 

6. Favours 

7. News Stories 

8. Alternative Energy 

9. Technology 

10. Manners 

 

Considering the methodology, both of the curricula favoured the following approaches: 

cooperative learning, task-based learning, project-based learning, experiential learning, 

computer-assisted language learning (CALL), mobile-assisted language learning (MALL), 

and blended learning. The focus was on the interactive side of the Curricula and while 

preparing activities, the teachers were recommended to consider students‟ ages, interests, 

proficiency levels, the learning outcomes of the unit, and the themes. 
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The suggested materials for classroom use were also vary depending on the approach adopted 

in the class. The list provided in both curricula were as follows: written materials, pictures and 

graphics, real person, real objects or realia and models, sound records, television programs, 

and videos. The criteria for the material choice were that it should be dynamic, interesting, 

include language from real life, enable students to experience a sense of discovery, and 

address multiple senses at the same time. In the curriculum of 2017, in line with the newly 

added 'values education' principles, the materials to be used also depended on the age group, 

culture, ethics, and moral values of the students (Aksoy Şimsek, 2018). 

In both curricula, measurement and evaluation were not seen as merely a purpose, but a tool 

in the process. The tools of measurement were not negative reinforcements in learning 

English, but only conducted to better supervise learning. Instead of traditional evaluation 

methods such as multiple-choice, true/false, and space-filling, it was suggested to evaluate the 

natural use of language with activities that emphasize communication. 

Also, self-evaluation, peer evaluation, multiple feedback providers such as computer-aided 

materials were recommended for supervising. The selection of methods and tools appropriate 

for the nature of the skill to be assessed was of primary importance. In addition to written 

exams, exams that measure listening and speaking skills were added. Lastly, materials using 

information technology such as forums, video blogs, and electronic portfolios were 

introduced. 

2.4. Overview of Laws and Regulations regarding ELOC in Turkey 

In this section, some of the related regulations and laws described by the MoNE and 

ÖSYM will be overviewed.  
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2.4.1. MoNE 

The most related and important regulation described by the MoNE is Regulation of Secondary 

Education Institutions (OÖKY).  According to OÖKY which was last modified on the 5
th

 of 

October 2019, there are some items regarding ELOC courses and the present study. These 

items will be defined in this section to deepen the understanding of the literature review. The 

following items are retrieved from Ortaöğretim Kurumları Yönetmeliği (2013). While 

referring to the items; only the ones related to the study have been stated. 

Item No.10: Curricula in secondary education 

a) Curricula prepare the students for higher education, the profession, the life, and 

Curricula are approved by the Ministry of National Education. According to the 

characteristics of secondary education institutions, whichever courses will be started 

are stated in the weekly course schedule and program descriptions. 

b) Curriculum consists of common courses, field and branch courses, and elective 

courses in accordance with the students' interests, wishes, and abilities, as well as 

their differences and characteristics of the area they will be directed to and lastly 

school and program types. 

c) The common course is that each student must take until graduating from the 

secondary education institution. Moreover, it provides a minimum common general 

culture, is sensitive to social problems, aims to gain the awareness and power of 

contributing to the economic, social, and cultural development of the country and 

prepares the students for higher education programs. 

d) The field and branch courses direct the student to the higher education programs and 

/or profession and business areas they target and provide opportunities for 

development in this direction. 

Item No.11: The selection of courses 

1) The selection of the courses and explanations related to this are announced to the 

students by the school directorate in the first week of the second semester. 

2) Course selection is made by the student in February, within the knowledge of the 

parents, class teacher, and counsellor teacher depending on the opportunities of the 

school. Then, the information will be entered into the e-School system and the number 

of coursebooks needed is also entered into the Book Selection Module. The courses 
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that cannot be opened because the group cannot be formed are announced by the 

school administration. Students who choose these courses are directed to elective 

courses opened according to their preferences. The program of the students who do 

not choose any courses within the expected period is determined by the school 

administration. 

3) The elective course can be opened if there are at least 10 student requests. Even if the 

number of students decreases during the school year, the course continues to stay 

open. In common courses, class integrity is essential. These conditions are not sought 

in Research, Development, and Education Centre (ARGEM), where private education 

institutions, official private education institutions, special education classes, and 

special secondary education programs are implemented. 

5) Elective courses that cannot be opened due to lack of demand can be opened in a 

central school/schools upon the approval of the national education directorates, and it 

can be ensured that students take the elective courses in these schools / but their 

registers remain in the same school. 

Item No: 13: Coursebooks, educational materials 

1) Textbooks are determined by the Ministry of National Education and published in the 

Journal of Notices and / or electronically. 

Item No.45: Written and practice exams 

h) Examinations of foreign language lessons are completed in a written way and applied 

to measure listening, speaking, reading, and writing skills. 

Item No: 51: Grade regulation 

h) It is essential that students gain listening, speaking, reading, and writing skills in a 

foreign language course. Knowledge and skills are evaluated with written or applied 

exams, performance studies, and projects depending on their characteristics by using 

various measurement tools. If the course is taught by more than one teacher, the 

semester score of the foreign language course is determined according to the weighted 

average of the points given. When necessary, evaluation of skills can be made jointly 

with the decision of the council of teachers. 

Item No: 55: Year-end average point 
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2) The year-end success point is taken as the basis for calculating the graduation score. 

Item No: 64: Determination of the top students 

1) In the course, the student with the highest graduation score for the four-year education 

and training years is determined as the top of the school by the council of teachers. 

However, those who do not complete their internship despite all the courses are 

successful, and those who do not study at the school where they graduated, cannot be 

the top student.  

Item No: 78: The responsibilities of the director 

4) The duties, powers, and responsibilities of the director are: 

a) Before the academic year begins, he/she divides the workload and informs by formal 

documents. He/she distributes the tasks related to the lessons that teachers will take by 

taking their opinions when necessary.  

k) He/she ensures the organization of weekly course schedules, approves, and implements 

them. 

2.4.2. ÖSYM 

The measurement and evaluation process carried out through the exams in Turkey is 

implemented in two ways: central and school exams. Central exams are generally developed 

and administered by the MoNE or ÖSYM. The concept of “high-stake exams” for central 

exams in the literature is also used (Kumandaş, H., & Kutlu, Ö., 2010) 

According to Gurbuzturk and Kincal (2018), as to the connection between secondary 

education and higher education, one of the goals of secondary education can be stated as to 

train students for higher education. What the students are going to learn in higher education is 

largely build on the knowledge, skills, and experience gained in secondary education. For this 

reason, the success of students who have reached higher education depends on the quality of 

education in secondary education institutions. In terms of student abilities and preferences in 

the transition to higher education, whether they make appropriate choices and the programs 

they are placed are suitable for these abilities is a crucial problem. Repeatedly entering UEE 

might cause the problem that the population entering the exam gets larger. In the secondary 
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education level, as well as the compulsory basic courses, elective courses should also be 

included in the field in which the individuals will study in the programs of the school type 

they choose. Sub-areas where students' interests and abilities are more concentrated can be 

identified. According to these areas, those who will continue higher education with the 

guidance of secondary education institutions can be suggested what the areas they should 

choose in higher education (Gurbuzturk & Kincal, 2018). 

The good image of the teacher depends on the success of students in the UEE (Ünsal, 2015). 

The expectation to make students turn into successful narrows has become one of the teachers' 

professional roles. As defined by Yıldırım (2011), it is the real reason why the teaching 

profession turned into being a “technician teacher”. 

With the regulation that started to be implemented since 1999, the ÖYS (Student Placement 

Examination) was abolished and the university exam was based on ability-based ÖSS 

(Student Selection Examination). Secondary education GPA coefficient was increased from 

10% to 20%. And the students had to select the field which was related to higher education 

programs during secondary education (Eşme, 2014). 

Starting from 2006, one-step exam practice with the name of ÖSS continued, but some of the 

questions were similar to the ones in the ÖSS in previous years; while some others were 

prepared with the scope of the high school curriculum (ÖSYM, 2018). 

As of 2010, a new two-stage examination system has been launched. The first stage consists 

of questions assessing the adequacy of candidates for higher education in the YGS (Transition 

Exam to Higher Education). In the second stage exam LYS (Bachelor‟s Placement exam), the 

level of knowledge and skills are tried to be measured and points will be taken as the basis for 

placement in formal undergraduate programs except from open universities. 

In our country, the system was developed with changes in the historical process of the 

university entrance system and in 2017 the university entrance system has been finalized. 

(ÖSYM, 2018-a). In this framework in 2018 the name of the exam was determined as „Higher 

Education Institutions Exam‟ (YKS). In YKS, which will consist of one-stage but different 

sessions; TYT, AYT, and YDT. Verbal and numerical knowledge, language skills, and logic 

skills will be measured depending on the exam taken. The Basic Proficiency Test (TYT), 

which is the 1
st
 session of YKS, is mandatory for all candidates and the second session Field 
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Proficiency Tests (AYT) and 3rd session Foreign Language Test (YDT) is optional. But, a 

candidate, who wants to enter either or both of AYT and YDT, was required to enter TYT. 

Turkish, Social Sciences, Basic Mathematics and Science content were an existing source of 

questions in TYT. Questions related to students‟ field were also included. Turkish Language 

and Literature in AYT- Social Sciences-1, Social Sciences-2, Science questions were also 

included in different divisions available in the examination. Regardless of the type of score, 

TYT‟s contribution to placement score was determined as 40%; AYT / YDT as 60% (ÖSYM, 

2018-b; YÖK, 2018). 

In section two, it‟s clearly stated that „Those with a 2018-TYT score of 200 or above can 

attend other sessions of YKS without entering the 2019-TYT if they wish. For those who 

want to settle in an undergraduate program with SAY (Mathematics-Science), SÖZ (Turkish-

Social Sciences), EA (Turkish-Maths) or English Language field points in 2019 YKS (Even if 

2018-TYT score is 200 or above); it is mandatory to participate in 2019-AYT and/or 2019-

YDT sessions. 

In the YKS guide published every year, it is possible to see that, the fields are stated in Table 

4 where the information about universities is stated (ÖSYM, 2020). Besides, when Table 7 in 

the same guide is examined, it is possible to see that English Field is coded with no. 6311 

although the official application of English Field was abolished by MoNE. Documents such 

as “Frequently asked questions for higher education institutions exams” have been prepared 

and announced by the ÖSYM and the Higher Education Council (YÖK) to inform about 

changes on their website. 

The central exams held in Turkey are applied to select and place the students from different 

backgrounds in a higher education institution (Secondary-University). For that purpose, the 

central exams are important for teachers, students, and parents (Çetin and Ünsal, 2019). Also, 

Köse (1999: 52) states that pre-higher education and education, efforts of all stakeholders i.e. 

students, parents, teachers, etc. in this process are fully oriented towards the university 

entrance exam. 

To sum up, it can be stated that ÖSYM is one of the forthcoming institutions in Turkey as it 

has a role in high school students' career choice with its regulations and announcements. 
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2.5. The Concept of Career Choice with Theoretical Bases 

This concept can be defined as a process rather than being a final decision. Although the 

process itself aims to arrive at a final decision, it can be broadly defined as a long-term 

process that involves different stages in which psychological, sociological, physical, 

economic, and educational factors extensively contribute (NCDA, 2008). There are various 

theoretical approaches for career choice and even though these were developed from different 

theoretical bases, they were still used in either combined way or along with others. Holland‟s 

(1959, 1997) Personality Types and Work Environment, Schein‟s (1978) Career anchors, 

Bandura‟s (1997) Self-efficacy, Krumboltz‟s (1979) Social Learning Theory of Career 

Counselling and Lent, Brown and Hackett‟s (1994, 2000) Social Cognitive Career Theory are 

some of the prime approaches mentioned above. The current study embraced Krumboltz‟s 

Social Learning Theory and Lent, Brown, and Hackett‟s Social Cognitive Career Theory that 

anchored in Bandura‟s (1986, 2001) general Social Cognitive Theory while examining the 

factors that have an influence on career choice among high school students. Therefore, those 

two theories were specifically considered to show their relevance to career development. Both 

include not only social and cognitive factors but also, they stay sensitive to cultural aspects. 

Living in a social world, students tend to interact with their environment while seeking 

guidance for their career choice. In this way, having sociological backgrounds, both Bandura 

and Krumboltz emphasizes the importance of behaviour and cognition. 

2.5.1. Lent, Brown, and Hackett’s Social Cognitive Career Theory (SCCT) 

Social Cognitive Career Theory (SCCT) by Lent et al. (1994, 2000) gained prominence as a 

framework to investigate the reasons for career-related decisions of different kinds of 

populations. The theory itself states that career development and decisions can be best 

explored through the complex interaction among individual factors (i.e., self-efficacy, 

outcome expectancies, interests, and goals), personal factors (e.g., ethnicity, predispositions, 

and gender), and prior learning and achievement, that are all examined through the lens of 

Social-Cognitive Theory (Bandura, 1986, 2001). Lent et al. (2000) suggest that their theory 

has roots in Albert Bandura‟s social cognitive theory (1986, 2001) and that it explores basic 

academic and career interests‟ development, how educational and career choices are made, 

and lastly how academic and career success is achieved. To simply define SCCT, it can be 

said that people have a tendency to be interested in, perform better and pursue a career path 
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according to the areas where they have stronger self-efficacy beliefs and outcome 

expectations. Moreover, the other important aspect is that they need to be surrounded by 

environmental support and equipped with the necessary skills to continue pursuing their 

career paths (Lent et al., 2000). Self-efficacy beliefs are dynamic and may be changeable in 

different occupational domains. For example, one might feel very confident about scientific 

tasks whereas he feels less confident when it comes to social tasks. There are four ways of 

developing self-efficacy; personal performance accomplishments (successes and failures), 

vicarious experiences (e.g. observing others similar to you), social/verbal persuasion (i.e. 

encouragement from other people), and physiological (e.g. stress levels) and emotional states 

(e.g. moods and personal reactions). As for the term „outcome expectations‟, it is possible to 

define as one‟s beliefs about accomplishing behaviours, choosing to engage in an activity, 

effort, and persistence. It is basically the question of „What is going to happen if I do this?‟ to 

self. Both Bandura (1986) and Lent et al. (2000) state that people‟s interest in engaging in an 

activity, staying persistent, and finally having success is partly determined by these two terms: 

self-efficacy and outcome expectations. Another term that is focused on by both Bandura and 

Lent et al. is „personal goals‟. These goals are categorized into two: choice goals and 

performance goals. SCCT asserts that choice goals and performance goals are strongly linked 

to self-efficacy and outcome expectations. That is, people are more dedicated to succeeding 

in any activity where they feel they are closer to achieve their goals, which results in boosting 

their self-efficacy and realizing their outcome expectations. In other words, success and 

failure are the primary determiners for people while altering or confirming their expectations, 

self-efficacy, and lastly goals. SCCT is composed of three models: interest model, choice 

model, and performance model.  

2.5.1.1. Interest Model 

SCCT model of interest development (Lent et al. 1994, 1996) emphasizes how social 

cognitive variables contribute to a person‟s formation of interests. Interests may be shaped 

through either direct or vicarious exposure to a variety of activities. Aptitudes/abilities are the 

centre to one‟s interest, but perceived abilities surprisingly precede one‟s actual abilities. The 

formulation between these terms is as follows; abilities impact self-efficacy beliefs and 

anticipated outcome results thereby play an important role in the formation of a stronger 

interest for the action (Smith, M. S. 2002). While people keep developing their interests in a 

special activity, they also tend to put some goals for either sustaining or increasing their 
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involvement in the action. Then, with further involvement, they are likely to experience 

mastery as well as failure. In turn, this revises their self-efficacy, outcome expectations, and 

finally their interests through this on-going feedback procedure. Formation of interests will 

generally be complete around the time of late adolescence when the general interests in art, 

science, or social activities, etc. become more stable. But data on the stability of interests also 

show that there is a chance for further development or revision of interests in post-adolescent 

years due to the changes in self-efficacy beliefs or/and outcome expectations. To explain it 

more precisely, in these years people might get new learning experiences such as marriage, 

parenting, new job training, technological advances, etc. (Lent et al. 2002) 

In sum, it can be said that interests are likely to blossom when people feel themselves 

competent at performing in an activity and thereby have positive outcomes at the end of it. 

Even though one might have actual capabilities for a certain activity, when their environment 

does not provide them with enough exposure to direct or vicarious experience, these interests 

may end up with impedance of development. 

2.5.1.2. Choice Model 

SCCT model of choice development (Lent et al. 1994, 1996) builds on the interest model. 

Having set self-efficacy beliefs as well as outcome expectations, people are likely to follow 

certain career-related interests, which results in putting specific occupational and educational 

choice goals. If these choice goals are strongly held, known by others, supported by others, 

clear and specific, people become more dedicated to seeking to enter a major, university, job, 

or program. With the help of their subsequent failures and success, ultimately their further 

choice goals are revised or formed. 

Although academic and occupational choice goals are expected to be under the impact of 

interests, such constraints as family pressure, economic needs, educational limitations cause 

people to compromise their interests and revise their choice goals with the basis of more 

pragmatic considerations. These constraints, that are supported (financially and emotionally), 

barriers and opportunities, can be collectively labelled as „environmental influences‟. To sum 

up, it‟s possible to state that interests can be a better predictor of one‟s choices only when 

„environmental influences‟ do not have a negative influence on the person. If not, people will 

have to bypass their interests to pursue a more pragmatic and culturally accepted 
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consideration (Lent et al. 2002). 

2.5.1.3. Performance Model 

SCCT‟s performance model tries to predict and explain two prime aspects of performance: the 

level of success in one‟s educational or occupational pursuits and the degree of persistence of 

one‟s against the obstacles (Lent et al., 2002). From this point, SCCT will review the 

influence of self-efficacy, outcome expectations, and performance goals on success and 

persistence. According to Lent et al. (2002), ability, as mentioned above, is assumed to affect 

performance directly and indirectly. For instance, students with higher aptitude are more 

likely to succeed in and persist longer in an activity than the ones with lesser aptitude. To put 

it another way, students with higher aptitudes are also more motivated to persist, in turn, more 

possible to do better. Self-efficacy beliefs, outcome expectations, and abilities are the 

components of a concert and they influence performance goals. To explain it more simply, it 

can be said that people tend to set higher performance goals when they have a strong self-

efficacy belief of themselves (e.g. I can do this just like my friends.), positive outcome 

expectations, and area-related aptitudes. Otherwise, they are more likely to set lower-level 

goals, experience anxiety due to poorer performance, give up more quickly after facing 

obstacles, and consequently challenge themselves less academically as well as having less 

academic success. Regarding this, Bandura (1986) notes that a large overestimation of self-

efficacy may bring about the same results. For example, job trainees with overestimated levels 

of self-efficacy drastically set unrealistic goals and take on responsibilities that are beyond 

their capabilities, which results in failure and discouragement. Hence, Bandura (1986) states 

that performance goals that modestly exceed their current grasp are more optimum because 

this makes people to set high but attainable goals. Also, this leads people to stretch their 

current level and by this means to strengthen their self-efficacy beliefs and outcome 

expectations.  

2.5.2. Krumboltz’s Happenstance Learning Theory 

The Happenstance Learning Theory (HLT) is the revised and improved version of the rather 

old theory “The Social Learning Theory of Career Decision Making” again proposed by 

Krumboltz in 1979. The most important concept in this theory is that through a variety of 

learning experiences, people can acquire different preferences for a variety of activities in 

their lives. This is the way of making sense of their activities due to the ideas they have 
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learned or taught through a long and complete series of learning experiences. According to 

Krumboltz (2009), these ideas can be acquired through both direct and indirect learning 

experiences. As to the learning experiences mentioned above, and to further explain why 

people behave the way they do, some concepts are identified within the theory; genetic 

influences, learning experiences in 2 sub-categories: instrumental learning experiences and 

associative learning experiences, environmental conditions and events, structured educational 

settings and the imperfect world. 

2.5.2.1. Genetic Influences 

According to HLT (2009), it can be concluded that there is nothing one can do to alter genetic 

inheritance after birth though Krumboltz accepts the fact that genetics plays a role in career 

assessment and choice. Therefore, people had better focus more on what they have a degree of 

control in their lives, which are environmental factors and events. Krumboltz supported these 

ideas with what he found out in Bouchard‟s study (2004). In this study, the results revealed 

that even vocational interests were of a substantial genetic basis. The heritability coefficients 

range from a low of .31 for the enterprising interest to a high of .39 for the Artistic interest. 

Schizophrenia has a heritability coefficient of .80, and the coefficient for intelligence at age 

26 is .88. 

2.5.2.2. Learning Experiences 

Learning is an ongoing process that might occur in a glance or a split-second. In daily life, 

people develop feelings towards others depending on their observations and generalizations. It 

is possible to have an impression of someone or an environment with a glance. Also, people 

learn quickly from other people‟s reactions if any action they take pleases or displeases them. 

Yet, this does not mean that new learning is all accurate, but they are learned, nevertheless. 

Krumboltz (2009) categorizes learning experiences in two categories: instrumental learning 

experiences and associative learning experiences. 

2.5.2.3. Instrumental Learning Experiences 

Krumboltz focuses the same term in his former study (1976) by emphasizing the importance 

of reinforcements. He posits that both positive and negative reinforcements influence people‟s 

life choices. For a high school student, these feedbacks can either be the disappointment right 

after s/he fails to solve a difficult problem, not praised or a look from one of the friends or 
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vice versa. These feedbacks may be verbal (“Good job!”) or physical (a pat on the back). 

These reinforcements always can arise a future dream career vision or failure in people‟s 

minds. 

2.6. High School and Career Choice 

There are different applications of university entrance examinations in the world. Higher 

education board published the regulation of 1999 with these following items:  

a. Increasing the weight of success in secondary education and removing the second 

phase exam, students are out of school unhealthy a large number of environments 

based on patterns, there will be the purification of the negative effects of memorization 

and solving multiple-choice questions 

b. Applying the field coefficients between secondary and higher education in order to 

remove the disconnection and also removing the obstacles against the graduates of 

vocational and technical high school students 

c. Higher Education Board tried to encourage individuals to choose suitable programs 

with their fields in secondary education. Weighted Secondary School Achievement 

Score (AOBP) was multiplied with 0.50 but multiplied with 0.20 when different fields 

than theirs are selected. Then they were added to the standard scores of the Student 

Selection Examination (ÖSS). 

Higher Education Board considered the reports prepared by ÖSYM in 2002 and increased the 

coefficients to which AOBP will be multiplied from 0.50 to 0.80 for candidates applying in 

their field. secondary education. The reason why the score points are added to students' ÖSS 

scores by increasing their weights is that students who are successful in secondary education 

are also more successful in higher education, which was proven by a couple of researches 

(Tavşancıl, 1989; Yağımlı, 2004). 

In our country, the latest system was shaped after numerous changes through the process in 

2017 when it has been finalized (ÖSYM, 2018-a). Within this framework, the name of the 

exam was determined as “Higher Education Institutions‟ Exam (YKS)” which consists of 

one-phase but different sessions (TYT, AYT, YDT) where verbal, numerical and foreign 

language skills that are logic and reasoning oriented will be measured. 
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The Basic Proficiency Test (TYT), which is the 1
st
 Session of YKS, is mandatory for all 

candidates. The second session: Field Proficiency Tests (AYT) and 3rd session: Foreign 

Language Test (YDT), on the other hand, are optional. But it is required that one enters TYT 

to be able to take part in AYT and YDT. The subjects included in TYT are Turkish, Social 

Sciences, Basic Mathematics, and Science. All the questions are related to a field in AYT 

(Turkish Language and Literature, Social Sciences-1, Social Sciences-2, and Sciences). 

Regardless of the type of score, TYT‟s contribution to the final placement score was 

determined as 40% and to AYT / YDT 60% (ÖSYM, 2018-b; YÖK, 2018) 

Students in Turkey who study at high school are generally young people between the ages of 

14-18. According to Super (1957), students between the ages of 14-18 are in the experimental 

stage of the research phase of professional development. Students start their higher education 

after graduating from high schools, which puts them charged with the responsibility to 

prepare students for the university. The fact that high schools need to achieve such a goal 

depends on their ability to provide their students with the necessary knowledge in order to 

have a high score from the university entrance exam. In a way, high schools are expected to 

educate their students and increase their level of readiness required for the university and the 

best predictor of the skills tried to be measured in university entrance examinations is the 

level of success achieved in high schools. 

2.7. Related Studies Abroad 

The study of Intansari (2013) investigated teachers' theories (beliefs) about teaching and 

learning English. In this cross-sectional survey study involving forty-two English teachers of 

fifteen Secondary Schools in the city of Sukabumi, West Java, the data from an open-ended 

questionnaire were obtained. A total of 3696 raw data items were collected and analysed both 

qualitatively and quantitatively. The relevant findings regarding the implementation of the 

curriculum in the daily process of teaching and learning English showed that there were gaps 

between the compulsory curriculum developed by the government and the curriculum applied 

at the classroom level. This departure from the compulsory curriculum guided the curriculum 

implementation process and led to the achievement of the basic goals of teaching and learning 

English, which were different from those specified in the compulsory curriculum. 
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Habeeb (2013) explored the curriculum in the context of perceptions and opinions of teachers. 

The questionnaires for this study were distributed to kindergarten teachers charged with 

teaching English in 30 kindergartens in five different districts in Kuwait. By completing 631 

questionnaires, information was provided on teachers' perceptions and views were based on 1) 

learning English at an early age, 2) the current English curriculum, 3) the teacher's need for 

effective training and 4) the difficulties faced by teachers. The results were subjected to one-

way variance tests to determine differences based on the school district, educational 

institution, and length of teaching experience. The results showed that teachers often agreed 

with the idea of introducing children to English at an early age. Their agreement with the 

curriculum designed with this purpose was rather weak. At the same time, the results show 

that teachers generally understood that they need to teach English and that they face 

significant difficulties in this role. Improvements in pre-service and in-service training were 

recommended as the most important caution if the Kuwait Ministry of Education were going 

to continue the application of the current curriculum. 

Indonesia and Turkey have experienced many educational reforms of EFL curricula 

development for decades. The study of Sari and Wardani (2018) focused on analysing the 

EFL curriculum designed for secondary schools in both countries to identify similarities and 

differences that were considered for a better improvement of quality in education. Therefore, 

the researchers sought to analyse the EFL curriculum of Indonesia in 2013 and the English 

National Curriculum for Secondary Schools in Turkey: rationale, objectives, and organization 

(instructional design, teaching materials, and evaluation). In the study, a qualitative 

descriptive design was used through document analysis of some curriculum documents. 

Findings revealed that the common aspects were the view of being student-centred and the 

main purposes of the EFL curriculum. However, the differences lied in instructional design, 

materials, and assessment. Indonesia was recommended to adapt technology-assisted tools for 

a better assessment. In order to obtain more data in further studies, it is recommended to 

conduct interviews and surveys as well as observations with teachers and students so as to 

find out their perceptions.  
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2.8. Related Studies in Turkey 

Demirel (1979) evaluated secondary education foreign language programs by taking the 

opinions of teachers. Findings dealing with the program dimensions showed the importance of 

giving the necessary importance to teaching basic skills in the language. Besides, content 

should be created according to the principle from easy to difficult, concrete to abstract, known 

to unknown. It was observed that the level of motivation varies according to school types. The 

teachers agreed that the class hours should be five hours at the 9
th

-grade level. Also, the class 

sizes should be arranged as 20-24. Assessment and evaluation of student success throughout 

the year and ensuring that teachers improve their profession by participating in domestic and 

international seminars as well as taking part in in-service trainings were among the 

recommendations made in the study. 

In Arslan‟s research (2005), the relation between 2004 Foreign Language Exam (YDS) 

prepared by the Measuring, Selection and Placement Centre (ÖSYM) and the Ministry of 

National Education's Board of Education and Discipline and the English program target 

behaviours applied in foreign language-oriented High Schools were measured. It was revealed 

that the objectives of the High School Foreign Language program contradict the behaviours. 

In other words, the cognitive domain taxonomy was not complied with while writing the 

target behaviour. It was stated that the content of foreign language-oriented high school is 

arranged according to the principle of learning from simple to complex, which is a spiral 

programming approach, and a student-centred approach. when the opinions of the English 

teachers about the foreign language-oriented high school English program and YDS were 

examined, it was concluded that the English teachers generally neither had enough 

information about the program development and its concepts, nor were attached to the 

program. 

In the doctorate‟s thesis carried out by Ersen Yanık (2007) she investigated the 

implementation of the English language curriculum of the 6
th

, 7
th

 and 8
th

 grades of public 

primary schools by teachers and how the students experienced the curriculum. The 

investigation mainly focused on the teachers‟ and students‟ perceptions of the curriculum 

goals and content, instructional strategies, evaluation and assessment procedures, learner 

attitudes as well as the problems the teachers faced during the curriculum implementation. 

Through a questionnaire for 368 teachers and 1235 students, the results revealed that the 
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implementation process of the curriculum was different depending on the facilities of schools 

and classrooms, teacher and student characteristics, and perceptions. The curriculum goals 

were achieved at a moderate level but there were some problems with the selection and 

organization of content. Instructional strategies such as teacher-centred and learner-centred 

were employed depending on the language skill, which the students had positive attitudes 

towards. The main problems faced during the process was due to the lack of materials and 

resources, the course-book, the learners, the classroom environment, and the curriculum. 

There was a difference in teachers‟ perceptions of curriculum goals and content regarding the 

school location, age, teaching experience, and educational background. Similarly, there was a 

difference with students‟ perceptions of the curriculum concerning their grade levels, gender, 

parents‟ educational and English level, and their previous English grade. 

In his research, Kefeli (2008) evaluated the English program prepared for the new four-year 

Anatolian High Schools. A qualitative study by taking the opinions of teachers was 

implemented. According to the findings obtained in this study, it was revealed that the 

preparatory class was recommended to be both after 5 years and 8 years of compulsory 

primary education to learn English. The findings also showed that the vast majority of the 

participants had a positive perspective on English education and trainings. It was understood 

from the opinions of the participants that the materials provided by MoNE were inadequate in 

their language teaching and the implementation of the language teaching methods in the 

program. Besides, it was revealed that most of the participants required support regarding the 

European Language Portfolio. Another result obtained from the research was that the methods 

(communicative approach, student-centred education, and multiple intelligence theory) 

envisaged to be used in English teaching were not sufficiently applied in the classroom. 

Yel (2009) aimed to evaluate the English lessons in her research conducted with the 

participation of 200 students studying at 9
th

- 12
th

-grade levels in Anatolian high schools and 

20 teachers teaching English. At the end of the study, the researcher revealed that the lessons 

were not effective enough to reach the goals of the program. Also, the materials were not 

sufficient to create a ground for communication and provide opportunities for learning-

centred activities. Lastly, the materials did not vary in the learning/teaching processes, and the 

evaluation was not compatible with the goals of the lesson. 
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Yaman‟s research (2010) was carried out to evaluate the dimensions, deficiencies, and issues 

encountered in the implementation of the English curriculum for Primary Schools 4th and 5th 

grades. The purpose, content, learning-teaching process, assessment of dimensions, 

deficiencies, and subjects were evaluated by getting opinions and impressions of teachers 

about the English Curriculum for primary education. For this reason, 121 participants of the 

study, who teach English in some elementary schools in Gaziantep Şahinbey and Şehitkamil 

districts, were chosen randomly in the 2009-2010 academic year. In order to examine the 

applicability of the program, teachers were given a questionnaire containing seven questions 

about the demographic distribution of teachers, objective, content, teaching-learning process, 

evaluation of the curriculum dimensions, a question about five questions in general, and a 

final open question. At the end of this research, the teachers participating in the survey 

indicated positive views and impressions about the program and its applicability was 

understood. According to the data obtained at the end of the research, some important 

differences were revealed depending on the gender of the teachers, their graduation fields, 

employment status, the classes they teach, the participation in the in-service training, or the 

new curriculum and a seminar about these trainings. 

In her master‟s thesis, Aslantürk (2011) thought that the changes in the English lesson being 

taught in Anatolian High Schools were affecting students‟ achievement. That is why, the 

investigation of the new English curriculum implemented in Anatolian High Schools was of 

great importance. As the teachers were seen at the core of the education, hearing teachers' 

views on the subject matter was significant. In this study, the mixed-method research design 

was employed in order to reveal how the new Anatolian High School English curriculum 

affects students‟ achievement from the teachers‟ perspective. The ex-curriculum was 

compared to the new curriculum. Questionnaires were the main tools to obtain data about 

perceptions of the English teachers about curriculum and coursebooks. With the aim of better 

explaining the quantitative data acquired, qualitative data were collected through the semi-

structured interviews. This way, quantitative data were used to support qualitative data. The 

researcher found out that teachers found neither the coursebook nor supplementary materials 

sufficient to be used in Anatolian high schools.  

In a study conducted by Çağlar and Merter, Kartal (2012), the opinions of English teachers on 

secondary education English curriculum in 2011 were examined in two provinces. The study 

group of the research consisted of 115 English teachers. After the analysis of the findings, the 
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results revealed that it was believed there was not a strong connection between the 

achievements in the program, content, and assessment, and the teachers had generally 

negative thoughts about learning-teaching situations and content. The teachers stated that the 

activities in the program were not learner-oriented, their applicability in the classroom 

environment was low and the lesson time was not sufficient for the related activities. 

In her study, Demirbulak (2016) aimed to investigate the opinions of the students and teachers 

about their English language curriculum applied in AÖL (Anatolian Teacher High Schools). It 

was also aimed to reveal the perceptions and thoughts about the teaching of English. The data 

were collected from 38 teachers through face-to-face interviews and from 3168 students 

studying in teacher high schools through a questionnaire developed by the researcher. 

Participants‟ perceptions of the applied English language curriculum were found negative. 

The student participants stated that they were afraid of the English course and therefore did 

not want to be an English teacher. It was claimed that a curriculum to be developed can reach 

more efficient results with teachers‟ and students‟ contributions. 

In his master‟s thesis, Erdem (2016) determined the problems encountered in English 

language learning/teaching as expressed by secondary school students and English teachers. 

In the research, a descriptive research method was used. The target audience of the research 

consisted of 24,850 secondary school students in Istanbul Sultanbeyli district and 143 English 

teachers working in the same region. The sample of the research consisted of 126 English 

teachers and 1261 secondary school students, of which 1201 students were selected by the 

proportional sampling method. Student and teacher surveys were used as data collection tools. 

Techniques of “frequency analysis”, “percentage analysis”, “average”, “standard deviation”, 

“independent samples t-test”, “one-way variance analysis (ANOVA)” and “Tukey test” were 

used to analyse the quantitative data collected from the research. Findings in the research that 

are related to the current study can be briefly summarized as follows: According to secondary 

school English teachers; lack of English lessons and library in schools, insufficient 

technological resources, unattractive textbooks, the chance of practicing English for students, 

insufficient lesson evaluation of students, are the most effective factors affecting the problems 

encountered in the process of learning and teaching English. 

In the study of Yücel, Dimici, Yıldız, and Bümen (2017), in which English curriculum for the 

last 15 years were examined within the framework of various criteria, it was aimed to 
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understand the developments in the programs. A document analysis method was used in the 

study. Two elementary (2006 and 2013) and four secondary education (2002, 2011, 2014, and 

2016) English curriculum was evaluated according to the program design principles in 

literature (scope, progressivity, continuity, integrity, balance, usefulness and flexibility) 

within the framework of the analysis. According to the findings, it was observed that the 

developments in the field of language education in the primary and secondary education 

English curriculum were followed and the innovations are tried to be included in the 

programs. It was concluded that primary education programs are generally in compliance with 

the design principles except for the flexibility principle, but the recommended periods were 

insufficient. Findings obtained from the analysis of secondary education programs showed 

that the communicative approach was adopted in the programs, but according to the 

researches, this approach was not fully understood by teachers and therefore could not be 

applied. However, it was determined that progress and continuity was paid attention to the 

design principles, but the scope, balance, usefulness, and flexibility were neglected. 

Especially in the 2011 secondary education curriculum, the interests, needs and readiness 

levels of the students were not taken into account in determining the objectives and content, 

the program was too long and complex, and the recommended time was insufficient, which 

suggested that the principles of balance, usefulness and flexibility were neglected. Based on 

the findings, suggestions for theory and practice were presented.  

The purpose of Özkan, Karataş, and Gülşen (2018)‟s research was the analysis of the foreign 

language education policies in Turkey between the years 2003-2013. The research was a 

descriptive study, and the document analysis method, one of the qualitative research methods, 

was used in the research. The data obtained were analysed through content analysis. 

Documents forming the working group of the research; development plans prepared and 

implemented between 2003 and 2013 were limited to national education councils, government 

programs, action plans, MoNE strategic plans, and related legislation. As a result of the 

research; amendments to the law on foreign language education and teaching, Turkish 

preparation of the regulation on the learning of different languages and dialects traditionally 

used by citizens in their daily lives, opening the course for the languages used by Turkish 

citizens in their traditional lives, opening the preparatory class in high schools, closing high 

schools, regulation on foreign language education and teaching reorganization of the 

curriculum, making curriculum changes in foreign language teaching, asking questions in the 
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field of foreign language in exams applied in the transition to secondary education were 

revealed. In primary education; it has been observed that the applications of foreign language 

lessons starting from the 2nd grades and gradual implementation, the Council of Europe and 

the European language development file, and textbooks have been put into practice since 

2013-2014 academic year. In order to measure the effectiveness of foreign education policies 

implemented between 2003-2013 years in Turkey, research based on the analysis of the 

opinions of the practitioners is recommended to be conducted. 

Aksoy Tosun (2018) studied the English language curriculum by basing it on the blended 

learning approach. This study aimed to determine teachers' views on the applicability of the 

2017 Secondary Education English Curriculum prepared based on the blended learning 

approach. It was a case study with a qualitative research design and content analysis as a data 

analysis method was employed. In the research, 20 English teachers from Anatolian high 

schools in Kocaeli were interviewed using the interview form developed by the researcher. 

Besides, to confirm the data obtained during the interviews, 2014 and 2017 Secondary 

Education English Curriculum, reports and studies of the Ministry of National Education, and 

the strategic plans of the schools included in the study were examined. According to teacher 

opinions, they neither had the necessary in-service training nor does MoNE supported course 

materials blended learning approach as well as Educational Information Network (EBA) and 

DynEd not containing content suitable for secondary school English lessons. Students' 

technology literacy was low, and they did not have the IT tools and internet connection. It was 

concluded that the inadequacy of providing computer support and expert support were 

obstacles to the implementation of the 2017 English Course Curriculum based on the blended 

learning approach. 

Another study which is related to the literature is conducted by Çarıkçıoğlu (2018). This 

master‟s thesis aimed to investigate the problems regarding ELT encountered at secondary 

school institutions in Çankırı. The target population of the study was students and English 

teachers from secondary schools that have English lessons as a foreign language. The 

researcher employed the qualitative method. The interviews for students and language 

teachers provided data that were analysed through content analysis. The open-ended questions 

prepared by the researcher are categorized into school administration, student, teacher, course 

materials, learning environment, and second language curriculum. This study was assumed to 

present in-depth data about the matter. It was concluded that teachers were not content with 
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students‟ motivation and English coursebooks but, they were pleased with foreign language 

policy and school administration. Another finding is that students know the importance of 

learning English. Yet, they have difficulty in communicating in the target language. Two of 

the solutions were recommended for the problems encountered were as follows: Teachers‟ 

participation in choosing coursebooks and technological equipment is crucial. An effective 

learning environment for students should be created. 

Gurbuzturk and Kincal (2018) aimed to analyse the transition to higher education in Turkey. 

In this framework, the structure of the selection exams from past to present, the effective use 

of physical capacity according to the conditions of the day, and educational arrangements and 

suggestions were discussed. The study was based on a descriptive model and was carried out 

through the examination of available print and electronic resources. This investigation was 

made starting from the 1970s till the time when the applications related to the transition to 

higher education became institutional with the establishment of ÖSYM. The data obtained 

were analysed by considering the changes in the selection exams, proposed models and 

practices and the points reached today in the transition to higher education. The findings 

obtained regarding the transition to higher education in Turkey until the 1970s showed that 

universities prepared their exam. Then, it was seen that in 1974, ÖSYM (as it was called as 

ÜSYM) took over the responsibility of selection and placement through the central 

examination. These exams were single stage in some years; in other years it was implemented 

in two stages. In cases where the demand increases in the transition to higher education, there 

were models and applications such as more student intake and dual education in universities 

with suitable physical capacity. In educational terms, models, and practices such as effective 

guidance starting with primary education and determining higher education programs that can 

be attended through multi-purpose programs in secondary education were observed. As a 

result of developments in the transition to higher education in Turkey and as long as the 

model and applications were evaluated as a whole, the quest for new models and practices of 

the supply-demand imbalance was predicted to continue. 

Türkarslan (2019) studied the attitudes of students and teachers' opinions for the English 

course in secondary education. The study population included 977 students studying at 3 

public secondary schools and 6 English teachers working in these schools in the 2017-2018 

academic year in Zonguldak/Ereğli. The explanatory design of the mixed research method 

was preferred in this study. The data were collected through 3 collection tools: the 
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demographic information form, attitude scale for students, and structured interviews with the 

teachers. In brief, it was revealed that students‟ attitudes towards English did not 

meaningfully change according to gender, class level, having a family member knowing 

English at home, but there was a meaningful change according to study fields. Considering 

the sub-dimensions of the attitudes, girls‟ attitudes towards English were higher than boys; 

boys‟ attitudes towards the interestingness of the subjects and teaching style of the teacher 

were higher than the girls. It was found out that the students‟ attitudes towards general 

characteristics and importance of the course, the novelty of the subjects, and the methodology 

of the teacher did not change according to class level. Yet, the study field of the students was 

a meaningful factor. Having structured interviews with students was a suggestion made for 

future research studies. 
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CHAPTER III 

3. METHODOLOGY 

3.1. Introduction 

This study aimed to investigate students‟ perceptions in English language-oriented courses 

(ELOC) at Anatolian public high schools as well as their English teachers‟ perceptions of the 

English curriculum implementation for the 11
th 

and 12
th

 grades‟ curriculum. In this chapter, 

the overall research design, sampling and participants, data collection tools, data collection 

procedure, and data analysis procedure are going to be explained in detail. 

3.2. Overall Research Design 

The present study employed the mixed method (Creswell, 2006) since combining qualitative 

and quantitative research components strengthen a study‟s results section (Fitzpatrick, 

Sanders and Worthen, 2004). The overall aim of this study was to find out how the students‟ 

and teachers‟ perspectives are over the English language curriculum for English language-

oriented courses of 11
th 

and 12
th

 graders. 

For this purpose, the present study seeks to determine: (a) Students' perceptions of factors 

affecting English language-oriented course choice, the methodology of their English teachers 

and their current coursebooks; (b) English teachers' overall perceptions of the overall English 

curriculum, methodology of themselves, and lastly the coursebooks. The ultimate aim of this 

study is to allow researchers, teachers, and curriculum developers to obtain information on the 

effectiveness of English language courses‟ curriculum currently followed in public Anatolian 

high schools in Antalya/Turkey. In accordance with all these mentioned purposes, the current 

study was designed and conducted through mixed method which includes both qualitative and 

quantitative data collection tools. This study aims to search the teachers‟ and the students‟ 

views on the available ELOC‟s curriculum which is implemented at 11
th

 and 12
th 

grades 

descriptively and not to attempt to influence it. That is why a „survey‟ design is preferred as 

the research design. “Teachers‟ perceptions interview form”(see Appendix D) was conducted 

to collect qualitative data while the „Students‟ perceptions questionnaire form” (Appendix C) 

as well as „focus-group interviews‟ are conducted to gather quantitative and qualitative data. 

„Focus group interviews‟ (see Appendix E) were also employed to assess and improve the 

credibility and validity of the data collected by both of the tools used. The interviews for 
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teachers have been conducted by the researcher herself as she is also a teacher, which makes 

other teachers trust her more and open their ideas in a broader way. In this design, teachers‟ 

perceptions, implementations, and problems together with students‟ perceptions and problems 

are examined and explained through descriptive statistics and content analysis. 

The quantitative and qualitative data were collected in the second term of the 2018-2019 

academic year, in March and May, so that the learning outcomes included in the 

questionnaires could be evaluated correctly. 

3.3. Sampling and Participants 

The actual population of this study was all the English teachers implementing and all the 

students studying the English language-oriented courses‟ curriculum offered at the eleventh 

and twelfth grades of public Anatolian high schools in Turkey during the 2018-2019 academic 

school year. Yet, as the actual population cannot be known and the information about the 

numbers cannot be shared by MoNE, a sample group has been decided to conduct the study. 

As mentioned before, students are not officially choosing a field anymore, which means there 

aren‟t officially titled English language-oriented courses, but they are formed according to the 

dynamics of each school, which means MoNE cannot obtain the information and share it with 

the researcher through formal documents. Therefore, the researcher had to choose non-

probability sampling design; „convenience design‟. In the beginning, the researcher requested 

the number of English language-oriented courses all over Antalya but MoNE stated that the 

researcher must visit each school to find out whether they own these courses. That is why the 

current research population has been limited to the five central districts of Antalya where 

researchers can visit all the schools having English language-oriented courses. Although 

generalizing to a larger population was not the primary consideration in this study, to 

understand the intricacies of the sample and the topic deeply, the researcher has visited all the 

public Anatolian high schools in central Antalya instead of the available ones. 

3.3.1. Student Participants 

The student participants of the present study consist of 11
th

-grade students (253) and 12
th

-

grade students (315) studying in public Anatolian high schools in the city centre of Antalya 

province in Turkey. They are a mixed group in terms of backgrounds and linguistic 

competency. The background information of the participants is shared in Tables 3.1, 3.2, and 

3.3. 
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Table 3.1 Background information of student participants 

Background Variables Group F % 

Gender Female 230 40.5 

 Male 338 59.5 

 N 568 100 

Grade 11
th

 Grade 315 55.5 

 12
th

 Grade 253 44.5 

 N 568 100 

Mother’s Education Level Primary School 122 21.5 

 Middle School 105 18.5 

 High School 209 36.9 

 Associate Degree   30   5.3 

 Bachelor or Master‟s Degree 102 17.8 

 N 568 100 

Father’s Education Level Primary School   87 15.3 

 Middle School   94 16.5 

 High School 208 36.6 

 Associate Degree   42   7.4 

 Bachelor or Master‟s Degree 137 24.1 

 N 568 100 

Number of Siblings No sibling   83 14.6 

 One sibling 283 49.8 

 Two siblings 120 21.1 

 Three or more siblings   82 14.5 

 N 567 100 

Monthly Income 2200₺ or less 101 25.9 

2200-6499 ₺ 216 55.4 

6500₺ or more    73 18.7 

N 390 100 

 

Table 3.1 provides the demographic information of students. It shows that 40.5% of students 

are female (n=230) and 59.5% males (n=338), which makes 568 students in total. These 

students are from different grades, that is; 55.5% (n=315) of them are 11
th

 graders and 44.5% 

(n=253) of them are 12
th

 graders. When their mothers‟ educational levels are considered, 

21.5% of them (n=122) are graduates of primary school, 18.5% (n=105) middle school, 

36.9% (n=209) high school, 5.3% of them (n=30) hold an associate degree, 17.2% of them 

(n=102) hold a bachelor or master degree. When their fathers‟ educational levels are 

considered, %15.3 of them (n=87) are graduates of primary school, %16.5 (n=94) middle 

school, %36.6 (n=208) high school, %7.4 of them (n=42) have an associate degree, %24.1 of 

them (n=137) have a bachelor or master degree. When students‟ number of siblings 

considered, it seems that 14.6% (n=83) of them have no siblings, 49.8% (n=283) of them have 

one sibling, 21.1% (n=120) of them have two siblings, 14.5% (n=82) of them have three or 

more siblings. Lastly, when the parents‟ monthly income is considered, 25.9% (n=101) have 

an income of 2200₺ or less (hunger threshold), 55.4% (n=216) have an income between 
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2200-6499₺ (poverty threshold) and 18.7% (n=73) of them have an income of 6500₺ or 

more (welfare level). 

Table 3.2 Findings of whether or not students have private rooms for themselves for studying 

Choices F % 

I have a private study room at home. 425 74,8 

I share the study room with my sibling(s). 100 17,6 

I study in a room like a kitchen or living room which is 

commonly used. 

  30   5,3 

I study only in the living room because of the heating.     8   1,4 

I do not have a proper space for studying.     5   0.9 

N 568  100 

 

Table 3.2 includes information about the study spaces of students. When they are asked to 

choose one of the options to define their study spaces, 74.8% (n=425) of them answered with 

“I have a private study room at home”. Also, 17,6% (n=100) of them answered the item with 

“I share the study room with my sibling(s).”, %5,3 (n=30) “I study in a room like a kitchen or 

living room which is commonly used.” ,1.4% (n=8) of them stated that “I study only in the 

living room because of heating.” and lastly 0.9% (n=5) of them stated that “I don‟t have a 

proper space for studying.” According to this information, it can be said that most of the 

students have their own private spaces for studying and a considerable number of students 

either share their study spaces or haven‟t got a proper space in order to study. 

Table 3.3 Findings of students’ responses to “Economy” themed items 

Item Choice F % 

Do you work after school? 

 

Yes   54   9,5 

No 514 90,5 

N 568 100 

Do you think that your parents‟ economic 

condition has affected your field choice? 

 

Yes   69 12,2 

No 497 87,8 

N 568 100 

 

Table 3.3 includes the findings of “Economy” themed items. When the choices of students on 

the question of “Do you work after school?” are analysed, it can be seen that 90.5% (n=514) 

of them said “No.” and 9.5% (n=54) of them stated “Yes.” When the answers to the other 
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item of “Do you think that your parents‟ economic condition has affected your field choice?” 

analysed, it seems that 87.82% (n=497) of them chose “No.” and 12.2 (n=69) of them chose 

“Yes.”. Regarding these findings, it can be said that a great number of students do not work 

after school and that their parents‟ economic conditions have no effect on their field choice. 

3.3.2. Teacher Participants 

The teacher participants of the study consist of 31 English language teachers teaching 11
th

 and 

12
th

-grade students in Anatolian high schools. Table 3.4 below shows their background 

characteristics to have a deeper understanding of their content analysis of interviews. 

Table 3.4 Background information of teacher participants 

Code of the Participants Gender Age 
Year of 

Experience 

T1 Male 42 16 

T2 Female 35   6 

T3 Female 38   4 

T4 Female 46 23 

T5 Female 47 24 

T6 Female 46 23 

T7 Female 50 28 

T8 Male 45 21 

T9 Male 30   6 

T10 Female 44 20 

T11 Female 55 30 

T12 Female 42 20 

T13 Male 60 35 

T14 Female 48 25 

T15 Female 36 15 

T16 Female 33 10 

T17 Female 31   8 

T18 Female 41 19 

T19 Female 41 20 

T20 Female 38 12 

T21 Female 39 10 

T22 Female 51 23 

T23 Male 37 17 

T24 Female 45 18 

T25 Female 49 18 

T26 Female 43 22 

T27 Female 37 12 

T28 Male 36 15 

T29 Female 33 23 

T30 Male 45 15 

T31 Female 42 21 
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Table 3.4 shows that 22.6% of teachers are male (n=7) while 77.4% of them are females 

(n=24), which makes 31 teachers in total. To represent all the views, teachers from different 

ages and years of experience are preferred in this research. The teacher participants‟ ages 

ranged from 30 to 60 years, and they had 4 to 35 years of teaching experience. 

Table 3.5 Educational background information of teacher participants 

Bachelor‟s degree 30 

  Master‟s degree   1 

  
 

In response to the item of their last graduation degree; all the participants except one reported 

that they hold a bachelor‟s degree. The remaining one holds a master‟s degree. All the 

participants also reported that they were graduated from English Language Teaching (ELT) 

department, which is why it is not added to Table 3.5 above. 

3.4. Data Collection Instruments 

The current study has been designed to be conducted with mixed method as it has been 

mentioned before. The mixed-method design includes both quantitative and qualitative data in 

the process. Creswell (2013) stated that concurrent procedures where the researcher employs 

both quantitative and qualitative analysis of the research problem enables the researcher to 

integrate the information during the interpretation procedure of overall results. Also, with this 

design, the researcher can either sequentially or simultaneously make use of numeric 

information (e.g., on instruments) as well as text information (e.g., interviews) to represent 

both qualitative and quantitative information in the final database. Two types of data 

collection tools were employed in this study. Table 3.6, which is presented below, lists the 

research question and the data collection tools which intend to find answers to the research 

question. 

Table 3.6 Research question and data collection tools 

1. What are the perceptions of 

students and teachers towards 

English language-oriented 

curriculum implementation in the 

11
th

 and 12
th

 grades of public high 

schools? 

Students‟ Perceptions Questionnaire Form 

Students‟ Focus Group Interviews 

Teachers‟ Perceptions Interview Form 
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3.4.1. The Pilot Testing of Students’ Questionnaire/Interview and Teachers’ Interview 

Forms 

The validity of the items in Student Questionnaire and Teacher Interview was sustained in 

two ways: by expert opinion and by pilot-testing.  

While designing the Students‟ Questionnaire Form and Teachers‟ Interview Form that were 

developed by the researcher, the related literature about the English curriculum and the 

theories and practices in English language teaching, in general, were considered. Before the 

actual questionnaire and interview items were formed, the researcher visited 3 different 

Anatolian high schools from 3 different districts of Antalya to have an interview with students 

and teachers to design the items. Furthermore, the questionnaires and interview forms used in 

several master theses that focused on various English Language Curricula were also analysed 

(Yanık, 2007; Şavran, 2017). 

Prior to the actual administration, the student questionnaire and interview form were 

submitted to a group of three experts in the fields of „Curriculum Implementation‟, 

„Educational Sciences‟ and „English Language Teaching.‟ They reviewed and evaluated the 

items and statements in the questionnaire and interview forms. After all the suggestions, the 

forms were revised and pilot-tested to 4 students and 3 teachers from 3 schools. Teachers and 

students were explained the purpose and significance of the present study. At the end of the 

pilot-testing; group interviews were carried out to determine students‟ problems while 

replying to the questions. The questions below were directed: 

 How long did it take to complete the form? 

 What kind of problems did you face while completing the form? 

 Do you have any suggestions to add in or take out some parts on the forms? 

According to the answers given, the researcher updated the questionnaire and interview forms.  

3.4.2. Students’ Questionnaire Form 

The questionnaire was not been designed as a scale. It was in Turkish (while applying) and 

later was translated into English by the researcher. All the 568 questionnaire forms were self-

administered by the researcher with the permission by MoNE (see Appendix B). 

Questionnaires involved not only close-ended but also open-ended items. The purpose of 
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involving open-ended questions was to get in-depth information that might not be possible to 

obtain by close-ended items. The first set of questions in the questionnaire was about the 

students‟ background characteristics such as their gender, grade level, parents‟ educational 

level, parents‟ economic situation, whether they have study rooms, etc. These items were 

added to determine the general profiles of the students to better relate the respondents with the 

responses. The second section‟s items were about the students‟ perceptions of the overall 

curriculum and coursebooks as well as their thoughts on the methodology of their teachers. As 

to students‟ responses to the items regarding coursebooks and methodology and some items 

regarding the curriculum were open-ended to have depth information. As choosing a field at 

high school is a huge step in career development for the students, the motive for choosing to 

study in ELOC was questioned in different ways multiple times with different items. Lastly, 

the problems they encountered and revealed in questionnaire form were further resulted in 

being questions of focus group interviews. The student questionnaire was formed by 

considering pilot interviews with teachers and focus group interviews with 3 ELOC courses. 

Once again, the English language curriculum of MoNE could not be referred to (MEB, 2004a) 

as it was irrelevant with the actual applications and experiences of the students. 

3.4.3. Teachers’ Perceptions Interview Form 

The one-on-one semi-structured interview is one of the most common data collection methods 

in qualitative researches and a quite flexible and preferable way of asking people about their 

opinions and experiences (Harrell, Margaret & Bradley, and Melissa, 2009). Semi-structured 

interview has been conducted in the study as demographic data were also intended to collect. 

Since teachers were low in number compared to students, the researcher completed the 

interviews by herself to get the depth of detail from respondents. „The Teachers' Perceptions 

Interview Form‟ was prepared by the researcher based on the research questions and then the 

research questions are divided into sub-headings accordingly with additional questions to 

have a more detailed description of the context. The first section titled „Personal Information‟ 

involves open-ended questions and items about the teachers‟ background characteristics such 

as age, gender, educational background, and experience. The reason for asking this personal 

information is to provide a detailed profile to better understand the content analysis of the 

interview forms. 
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The actual items of the questionnaire, which were 5 in total, were derived from the pilot one-

on-one in-depth interviews with 3 English language teachers from different Anatolian high 

schools in different districts and by receiving relevant expert opinions from three different 

academicians who work in the faculty of educational sciences. Although the questions were in 

order on the form, the teachers preferred to answer each question by connecting it to another 

question to form a reason-result relation. To have a wider context on how the situation is with 

English language-oriented courses, teachers were also asked how their school management 

acts for them and what they think about teaching English language-oriented courses. As there 

is no curriculum specifically designed for ELOC (as stated by the teachers), the question 

regarding the curriculum in this section couldn‟t be related to the goals and purposes of the 

English Language Curriculum of Ministry of Education (MEB, 2004a). Therefore, the 

curriculum itself was being designed and applied by the English teacher herself/himself, 

which results in different ways of applications in each of the schools visited. Once again, 

since there are no specific coursebooks prepared for ELOC, the teachers had to either prepare 

their material or accept the fact that students study whatever outside source of coursebook 

they would like to use. As there were no common coursebooks (sometimes none) being taught 

in these schools, the researcher had to ask their common thoughts on provided state 

coursebooks and whether they would be willing to have another source of coursebooks 

designed specifically for them by MoNE. The form itself was in Turkish and the interview 

was carried out in Turkish language one-on-one. All legal permissions were taken from 

MoNE before. All the interviews were recorded and then transcribed into texts for content 

analysis. 

3.4.4. Focus-Group Interviews 

As Krueger suggested (1998, 2000), focus group interviews include in-depth group interviews 

where participants are selected as they are sampling a specific population that is going to be 

focused on a given topic. Also, its participants are selected on the criteria that they will have 

something to say on the topic chosen, are within the age-range, and are more comfortable 

while talking to the interviewer and each other (Richardson & Rabiee, 2001).  After the 

questionnaires were administered, the researcher has decided to carry out a focus group 

interview, rather than individual interviews. It was important to complete the focus group 

interviews after the Students' Perceptions Questionnaire is carried out to increase the 

reliability of the study. The questions of the focus group interview, which were all open-
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ended, were derived from the open-ended items of the Students' Perceptions Questionnaire 

after analysing them and so the researcher needs more information to elaborate the items. 

The focus-group interview was carried out in the Turkish language with four students (two 

11th graders and two 12th graders) and the interviewer took notes for the analysis. The 

students did not consent to be recorded. 

Four students from six schools were invited to the teacher‟s office to create a relaxed 

atmosphere for the interviewers. All the students were chosen randomly, and they were asked 

if they are voluntary. The interviewer asked additional open-ended questions when necessary 

not only to obtain more detailed information from the participants and to encourage them to 

speak their minds freely and clearly. The participants were not provided with any pre-set 

answers but rather were promoted to express their ideas in their own words. 

3.5. Data Collection Procedure 

The present study was carried out in the second term of 2018-2019 academic years, in the 

months of March-April-May. The study was conducted with 11
th

 and 12
th

-grade students 

studying in public Anatolian High Schools and EFL teachers teaching 11
th

 and 12
th

-grade 

ELOC students in these schools. There were 17 public Anatolian High Schools in the five 

central districts of Antalya province at the time of data collection (Antalya Provincial 

Directorate of National Education, 2018), all of which were used as a research setting in this 

study. The sample of EFL teachers in this research includes all the EFL teachers teaching 11
th

 

and 12
th

-grade ELOC students in public Anatolian High Schools in the city centre of Antalya 

at the time of data collection. Moreover, The Students' Perceptions Questionnaire was carried 

out with 568 11
th

 and 12
th

-grade ELOC students, which is the total number of the 11
th

 and 

12
th

-grade ELOC students studying in public Anatolian High Schools at the time of data 

collection. The ethical approval (see Appendix F) was received from Research Ethics 

Committee at Akdeniz University. Moreover, Before the questionnaires and focus-group 

interviews were conducted, necessary legal permission was received from Antalya Provincial 

Directorate of National Education (see Appendix B).  

During the data collection procedure, first, the questionnaires were applied, then focus group 

interviews with students were conducted, and lastly the interviews with teachers were 

completed. 
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3.6. Data Analysis Procedure 

All the data collection tools; The Teachers‟ Perception Interview Form, The Students‟ 

Perceptions Questionnaire Form, and Focus-Group Interview notes were analysed separately. 

Because there is no purpose in this study to interfere or relate thoughts with each other but 

rather describe the existing situation, descriptive statistics; frequency distributions, 

percentages, total numbers were calculated. 

To analyse the qualitative data obtained from the interviews and open-ended questions, first 

of all, the data were given codes under named themes by considering the research questions 

and the sections in both of the forms. As the themes were pre-determined, attention was given 

to make the identified codes place in the suitable themes. After that, with computations that 

were made, all the coded data under thematic categories were converted into frequencies and 

percentages. The data that is related to each open-ended item and obtained from each group of 

participants were displayed in separate tables. Moreover, all the sentences that are seen 

significant and noteworthy were directly added at the end of the analysis to further see the 

respondents‟ thoughts with their own words. 

Lastly, focus group interviews‟ data were also analysed descriptively with content analysis. 
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CHAPTER IV 

4. FINDINGS 

4.1. Introduction 

In this chapter, the findings of the study are going to be stated after explaining the objectives 

and research questions. In the light of the research questions, „Students‟ Perceptions 

Questionnaire Form‟, follow-up focus group interviews‟ and lastly „Teachers‟ Perceptions 

Interview form‟ results are to be examined in detail, item by item so as to obtain teachers‟ and 

students‟ opinions on English language-oriented courses‟ curriculum for 11
th

 and 12
th

 grades. 

This chapter presents the findings of the research which are going to be discussed in detail. 

The findings of the two of the data collection tools aimed at students will be provided in the 

same section. 

4.2. Findings of the Research SubQ1.1, 1.2, and 1.3 

Table 4.1 Research SubQ1.1, 1.2, 1.3 

SubQ1.1: Which factors (school achievement, school counselling service, family, teacher, 

and school administration etc.) are affecting the students in the stage of selecting the English 

language-oriented courses? 

SubQ1.2: What are students‟ perceptions of the coursebooks which are being used? 

SubQ1.3: What are students‟ perceptions on the methodology of their teachers? 

 

The first research question aimed to reveal public Anatolian high schools‟ 11
th

 and 12
th

-grade 

students‟ perceptions of their field in general by asking general questions regarding school 

achievement, school counselling service, family, teacher, and school administration. To find 

out these students‟ perceptions of their field, the Students‟ Perceptions Questionnaire Form 

was first used in this research. Then focus group interviews were completed. The findings are 

discussed according to their order in the questionnaire that was submitted to the students. The 

tables are named according to the statements in the research instrument so that the findings 

revealed can be understood clearly. 
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4.2.1. Findings of SubQ1.1 

Concerning the first research question, sub-question 1.1 has been asked in the questionnaire 

form to better depict the current situation of the ELOC selection process. As many of the 

students mostly complained about how difficult for them to select a field for their future, this 

question has been formed as stated here; “Which factors (school achievement, school 

counselling service, family, teacher and school administration, etc.) are affecting the students 

in the stage of selecting the English language-oriented courses?”. 

Table 4.2 Findings of who is the most influential for students while deciding on their field 

Choice   F   % 

Me 484 85,2 

Teacher(s)   26   4,6 

Father   15   2,6 

Friends   14   2,5 

Relatives     9   1,6 

Sibling(s)     8   1,4 

Mother     5   0,9 

Counsellor     4   0,7 

School management     3   0,5 

N 568  100 

 

Table 4.2 includes findings of students‟ choices on the item of „Who was the most influential 

person while deciding on your field?‟ 85.2% (n=484) of them chose the item of “Me”, 4.6% 

(n=26) of the students chose the item of “Teachers”, 2.6% (n=15) of them chose “Father”, 

2.5% (n=14) of them chose “Friends”, 1.6% (n=9) of them chose the item of “Relatives”, 

1.4% (n=8) of them chose “Siblings”, 0.9% (n=5) of them chose “Mother”, 0.7% (n=4) of 

them chose the item of “Counsellor” and lastly 0.5% (n=3) of them chose the item of “School 

management”. As stated in the table, it can be noted that while students are making decisions 

about their field choice for the 11
th

 and 12
th

 grades, the most influential person is the student 

himself/herself. 
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Table 4.3 Findings of why students decide on studying at English language field 

Choice  F  % 

This field contributes to me as I want to live abroad. 288 50,9 

This field provides me with professional advantages 121 21,4 

This field helps me understand foreign films/TV 

series/books/music etc. 

110 19,4 

This field contributes to me because I live in a tourist area.   37   6,5 

This field helps me become more active on social media 

(Instagram, Facebook, Twitter vb.). 

  10   1,8 

N 566  100 

 

Table 4.3 consists of findings from the item of “Why students decide on studying at the 

English language field?” 50. 9% (n=288) of them chose the item of “This field contributes to 

me as I want to live abroad.”, 21.4% (n=121) of them selected the item of “This field provides 

me with professional advantages.” , 19.4% (n=110) of them selected the item of “This field 

helps me understand foreign films/TV series/books/music, etc.”, 6.5% (n=37) of the students 

chose the item of “This field contributes to me because I live in a touristic area.” and lastly 

1.8% (n=10) chose the item of “This field helps me become more active on social media 

(Instagram, Facebook, Twitter vb.).” 

Table 4.4 Findings of where/from whom students get information while choosing English 

language field 

Choice  F  % 

Nobody 150 26,7 

Internet/social media 148 26,4 

Field teachers 114 20,3 

Family   56 10 

Friends   41   7,3 

Class teacher   30   5,3 

Counselling services   16   2,9 

Private teaching institution     6   1,1 

N 561 100 

 

When students have been asked, “Where or from whom did you get information while 

choosing the English language field?” 26.7% (n=150) of them selected the item of “Nobody” 

26.4% (n=148) of them selected the item of “Internet/social media”, 20.3% (n=114) of them 

selected the item of “Field teachers”, 10% (n=56) of them selected the item of “Family”, 7.3% 

(n=41) of them selected the item of “Friends”, 5.3% (n=30) of them selected the item of  
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“Class teachers”, 2.9% (n=16) of them selected the item of  “Counselling services” and lastly 

1.1% (n=6) of the students selected the item of  “Private teaching institution”. 

Table 4.5 Findings about which factor was outstanding while deciding on English language 

field 

Choice F % 

I like the English language. 305 53,7 

I am good at English. 101 17,8 

I have not got any reason.   41 7,2 

The career I want to have in the future is English language related.   38 6,7 

The higher education program I want to study is English language related.   27 4,8 

My grade-point average is only enough for this field.   22 3,9 

My family wants me to choose the English language field.   10 1,8 

My best friend has chosen the English language field.     8 1,4 

The quality of the education in this field is high.     8 1,4 

All other fields have been full.     5 0,9 

School‟s management wanted me to study in this field.     3 0,5 

N 568 100 
 

Information about which factor was outstanding while deciding on English language field is 

displayed in Table 4.5. The findings from  the item of “Which factor was outstanding while 

deciding on English Language field” has revealed that 53.7%  (n=305) of the students 

selected “I like the English language.”, 17.8% (n=101) of the students selected the item of  “I 

am good at English lessons.”, 7.2% (n=41) of the students has selected the item of “I haven‟t 

got any reason.”, 6.7% (n=38) of the students has selected the item of “The higher education 

program I want to study is English language-related.”, 4.8% (n=27) of the students selected 

the item of “The career I want to have in the future is English language-related.”, 3.9% (n=22) 

of the students selected the item of  “My grade-point average is only enough for this field.”, 

1.4% (n=8) of the students selected the item of “The quality of the education in this field is 

high.”, 1.4% (n=8) of the students selected the item of “My best friend has chosen the English 

language field.”, 0.9% (n=5) of the students selected the item of “All other fields have been 

full.” and lastly 0.5% (n=3) of the students selected the item of “School‟s management 

wanted me to study in this field.”. 

An item has been added to the questionnaire to find out the characteristics of the occupational 

groups that the students want to pursue. The findings are shown in Table 4.6 below. 
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Table 4.6 Findings about the characteristics of the occupational groups that the students want 

to pursue 

Choice  F  % 

Having a profession that I dream about 306 54,7 

Having a profession financially strong 110 19,7 

Having a profession that is easy to find a job   57 10,2 

Having a profession providing me a status in the society   42   7,5 

Having a profession that will be a top career in the future   29   5,2 

Having a profession that can make me find a job in my neighbourhood      7   1,3 

Having a popular profession     5   0,9 

Having a profession that my parents wished but could not have     3   0,5 

N 559 100 

 

Table 4.6 displays data about the characteristics of the occupational groups that the students 

want to pursue. The close examination of the “What is the most important quality of the 

profession you want to have in future?” item reveals that more than half of the students 

(54.7%) want to have a profession that they dream about. Besides, close to one-fourth of the 

students (19.7%) stated that having a financially strong job matter to them. A small 

percentage of the students (10.2%) want to have a profession that is easy to find a job, 

whereas some (7.5%) of the students wish to have a profession providing them a status in the 

society. Another group of students (5.2%) state that having a profession that will be top 

careers in the future is the most important to them. Lastly, 1.3% of the students want to have a 

profession that can make them find a job in their neighbourhood, whereas (0.9%) of them 

wish to have a popular profession and only a few of the students (%0.5) state that having a 

profession that their parents wished but they couldn‟t have is the most important thing for 

them in this process. 

A group of items that also questions students‟ motivations have been added to the 

questionnaire to reveal students' opinions on their preference of field and aspects of the 

transition to university. The findings of the items have been depicted in Table 4.7 below. 
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Table 4.7 Findings about students' opinions on their preference of field and aspects of 

transition to university 

Item Choice F % 

While choosing your field, did you think 

about how it is going to be one of the top 

careers in the future? 

Yes 385 67,8 

No 183 32,2 

N 568 100 

Do you think you have been informed 

enough about your field by your teachers? 

Yes 249 43,8 

No 319 56,2 

N 568 100 

Do you think you have made a mistake 

with your field choice? 

 

Yes   72 12,7 

No 496 87,3 

N 568 100 

Do you think it is important to see how 

successful the English language field is in 

your high school before you choose that 

field? 

Yes 384 67,7 

No 183 32,3 

N 567 100 

Do you plan on studying a degree at any 

university? 

 

Yes 537 94,9 

No   29   5,1 

N 568 100 

Do you think you would choose the 

English language field anyways even if 

you will not study a degree at any 

university? 

 

Yes 460 84,4 

No   85 15,6 

N 545 100 

Do you think you will need help from a 

private teaching institution to pass the 

university entrance exam? 

 

Yes 373 68,6 

No 171 31,4 

N 544 100 

Did you search on which programs you are 

interested in at university? 

 

Yes 332 61,1 

No 211 38,9 

N 543 100 

 

Table 4.7 displays data about students' preferences of field and transition to university. After 

closely examining the students‟ responses about the item of “While choosing your field, did 

you think about how it is going to be one of the top careers in the future?” it seems that 

majority of the students (67.8%) responded positively while almost one-third of them (32.2%) 

responded negatively. Another item that is “Do you think you have been informed enough 



52 

about future careers by your teachers?” reveals that more than half of the students (56.2%) 

responded with „No‟ while a considerable percentage of respondents (43.8%) claimed „Yes‟. 

When the responses to the item of “Do you think you have made a mistake with your field 

choice?” is considered, approximately 87% of the students claimed that they didn‟t make any 

mistake with their choice of field though students were claiming that they did make a mistake 

with their field choice. 

One other item that is “Do you think it‟s important to see how successful the English 

language field is in your high school before you choose that field?” reveals more than two-

thirds (67.7%) of the students think that it‟s important to see how good your high school is 

with university entrance exams before they choose a field there whereas almost one-third of 

the students (32.3%) state that it‟s not important for them to see how good the school is with 

university entrance exams. When students have been asked “Do you plan on studying a 

degree at any university?” a great amount of them (94.9%) responded positively while a few 

from the group (5.1%) responded negatively. The item of “Do you think you would choose 

English language field anyway even if you won‟t study a degree at any university?” shows 

that a great majority of the students  (84.4%) stated that they would choose language field 

even if they do not study a degree at any university whereas, 15.6% of the students responded 

negatively. Another item of “Do you think you will need help from a private teaching 

institution to pass the university entrance exam?” reveals that more than two-thirds of the 

students (68.6%) think they will require private teaching institution to pass the university 

entrance exam, while almost one-third of the students (31.4%) believe that what their school 

offers to them is enough to pass the university entrance exam. 

Lastly, the responses to the item of “Did you search on which programs you are interested in 

at university?” reveals that the majority of the students (61.1%) have stated that they have 

been searching on university programs and that they did make a choice accordingly. Yet, 

more than one-third of the students (38.9%) have stated that they have not searched on any 

program or any university before they decide on their field. 

Three more items have been added to the questionnaire to find out if there were counsellors at 

school in the process of selecting a field. The findings are stated in Table 4.8 below: 
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Table 4.8 Findings about high school counselling services 

Item Choice F % 

Is there a counsellor at your school? Yes 522 93,11 

No   46   6,89 

N 568 100 

Have you been applied an „aptitude test‟? Yes   98 17,3 

No 470 82,7 

N 568 100 

Have you been applied an „interest test‟? Yes   54   9,5 

No 514 90,5 

N 568 100 

 

Table 4.8 displays data about counselling services at Anatolian high schools in Antalya. The 

first item questioned was “Is there a counsellor at your school?” The responses of the students 

show that almost all the schools (93.11%) have a counselling service and a counsellor, still, 

there are a few numbers of students (6.89%) stated that they have not got any counsellor in 

their school. Another item that is questioned is that “Have you been applied an „aptitude 

test‟?” a majority of the students (82.7%) responded that they haven‟t been applied an 

aptitude test by their school (teachers or counsellors). Also, a small amount of the students 

(17.3%) stated that they have been applied an aptitude test, not from their counsellor but their 

class teachers. The students who have been applied an interest test are low in percentage 

(9,5%) compared to the ones applied an aptitude test. 

Table 4.9 Students’ overall perception of contentedness with their field choice 

Item Choice F % 

Is the fact that you are studying in the 

English language field content you? 

 

Yes 527 92,8 

No 41 7,2 

N 568 100 

 

When the questionnaire item of “Is the fact that you are studying in English language field 

content you?” analysed, as displayed in Table 4.9, 92.8% (n=527) of the students chose “Yes” 

whereas 7.2% (n=41) of the students chose “No” as an answer. This indicates that almost all 

the students are content with ELOC selection. 
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4.2.2. Findings of SubQ1.2 

Regarding the research sub-question 1.2 of „What are students‟ perceptions of the 

coursebooks for 11th and 12th grades?‟, the students are asked the item of „Are you pleased 

with the coursebooks provided by the government for English language field?‟. After the 

analysis of the answers to this item, it has been revealed that most of the students are not 

pleased with the coursebooks provided. Therefore, students are asked to define their reasons 

briefly in a focus-group interview conducted with 4 students. Table 4.10 below shows the 

results taken after the questionnaire. 

Table 4.10 The perceptions of the students regarding the coursebook 

Item Choice F % 

Are you content with the current state 

coursebooks which you are using in your 

field? 

Yes 103 18,1 

No 465 81,9 

N 568 100 

 

The findings of the other item that “Are you content with the current state books which you 

are using in your field?” show that more than three fourth of the students (81.9%) responded 

“No.” and almost one-fourth of the students (18.1%) responded “Yes.” This reveals the fact 

that the students are not pleased with the current coursebooks provided by the government. 

The brief focus-group interview with the students after the application of the questionnaire, 

such themes as „internal evaluation‟ and „external evaluation‟ have been formed. These 

mentioned themes are shown in Table 4.11 with their codes and frequency. 
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Table 4.11 The perceptions of the students regarding the coursebook 

Sub-theme Code Frequency 

Internal Evaluation 

It does not help us get ready for the 

university entrance exam. 

24 

The content does not interest me. 17 

It is an inadequate book for our 

department. 

13 

It is not favourable.  7 

I do not think it serves to me.  5 

There are too many mistakes inside.  3 

It is above my level.  2 

External Evaluation 

We do not even use it. 11 

All the other additional source of 

books is too expensive. 

 6 

We are still waiting for the MoNE to 

deliver us those coursebooks. 

 4 

We prefer to use internationally 

published coursebooks. 

 3 

I am fed up with photocopying the 

coursebook all the time. 

 2 

 

When Table 4.11 is examined, it is clear that the perceptions of the students regarding the 

coursebook they prefer to use have been listed and summarized under two themes. Students‟ 

perceptions regarding the coursebooks are predominantly under the “Internal Evaluation” 

theme with 75 frequencies. The other theme of “External Evaluation” consists of 26 

frequencies. When the codes under the “Internal Evaluation” theme have been analysed, it can 

be viewed that the most recurring codes are; “It doesn‟t help us get ready for the university 

entrance exam.”, “The content does not interest me.” , “It‟s an inadequate book for our 

department”, “It‟s not favourable”, “I don‟t think it serves to me.” and the others. When the 

codes under the “External Evaluation” theme have been analysed, it can be observed that the 

most recurring codes are; “We don‟t even use it.”, “All the other additional source of books 

are too expensive.”, “We‟re still waiting for MoNE to deliver us those coursebooks.” and the 

others. Some of the views of the students taken from the themes are written below: 

S1, who is the student who does not think that the books are adequate for their department, 

put her thoughts into words with these sentences: 
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“The books provided by the government are of no use to us. It is not even adequate for 

the university entrance exam. We had to buy another source of coursebook, but it also 

includes many mistakes inside. What is more shocking is that it is so much expensive. 

(S1) 

Stating that she is not using the coursebook the government (MoNE) provided them with, S2 

believes that the current additional coursebook they bought is too low with its level and not 

helping them get better for the university entrance exam. 

“We don’t even use the book MoNE provided us for free! But the other book we prefer 

to use is too easy for us. I believe we made the wrong choice while buying this 

additional book.” (S2) 

Stating that internationally published coursebooks instead of local coursebooks would be 

more beneficial for them, S9 expressed his ideas as given below: 

“I find it better when English coursebooks are international publications while 

learning the English language. Unfortunately, all the local English coursebooks 

provided us by the government are not good enough to learn English. (S9) 

Asserting that local English coursebooks provided by MoNE have no function for and 

connection with the university entrance exam, S13 thinks that all the alternative sources of 

coursebooks are too much expensive for them to buy. Yet, they must buy them anyways. S13 

stated: 

“The local English coursebooks provided by the government are completely irrelevant 

to the university entrance exam. Therefore, I had to go and buy a set of alternative 

local English coursebooks, which cost me a fortune!” (S13) 

Asserting that no local coursebooks arrived in their school, S19 puts her thoughts into words 

like below: 

“Yes, we are employing all the coursebooks provided by the government and we have 

to! Yet, where is the coursebook? Is it okay that sometimes it is delivered on time and 

other times we must wait for it for 2 months? The worst thing is that when they arrive, 



57 

all I have is a disappointment. It is not good enough and has so many mistakes inside! 

No need to mention it is completely irrelevant to the exam! (S19) 

Believing that the coursebooks they have are irrelevant with the current university entrance 

exam, S40 states: 

“I don’t think that these books are relevant to the exam I am going to take at the end 

of the year. Why do I bother to learn it then? (S40) 

The other views existing in the themes are stated below: 

“It’s already obvious that the governmental coursebook is irrelevant. That’s why I 

prefer to use an additional source of local coursebook even though I had to pay a lot.” 

(S22) 

“The book we have wasn’t related to the university entrance exam. All my friends in 

the class had to buy an additional source of local coursebook except me. I did not 

have enough money for that. Therefore, I had to photocopy some of the tests and 

subjects to study for the exam.” (S25) 

“It’s irrelevant with the current university entrance examination.” (S31 and S32) 

“I have been studying for three years now. Still, it is like every year the coursebook is 

the same. It is like a recurring unit of subjects. What is more, it’s stressing that the 

coursebooks are not related to the university entrance examination.” (S39) 

“If somebody asks me whether I have ever used the local coursebook provided by the 

government, I can give them a negative reply. This fact never changes. Students at 

high schools have to buy an additional source of local coursebook to prepare for the 

university entrance exam.” (S44) 

“Our coursebook is completely irrelevant to our university entrance examination. The 

other books I bought are too expensive.” (S49) 

“This coursebook we have is not specifically designed for the English language 

department.” (S50) 
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“The coursebooks we are using now does not include all the information we need to 

learn for the university entrance examination. There are not enough tests and quizzes 

inside. Therefore, I had to buy an additional source of local coursebooks for the exam 

It’s obvious that they need to upgrade their coursebooks for the English language field 

or they need to have a change of examination design.” (S52) 

“My friends and I didn’t want the governmental English coursebooks to be taught in 

the courses. Hence, we requested our teacher to buy an additional source of English 

coursebooks. Yet, we did not buy the book we asked for, either. It was too expensive 

and not comprehensive enough for the current university entrance examination.” 

(S57) 

“I think that our coursebooks cannot be useful for anyone in the English language 

field. It’s not comprehensive, quality or relevant.” (S58) 

4.2.3. Findings of SubQ1.3 

Regarding the research sub-question 1.3, students‟ perceptions of satisfaction on their field 

and methodology of the English teachers have been revealed with two of the items in the 

questionnaire. The findings of these items have been shown in Table 4.12 below. 

Table 4.12 Findings from students’ perceptions of satisfaction on their field and methodology 

of the English teachers 

Item Choice F % 

Are you content with the way English 

field lessons are being taught? 

Yes 420 73,9 

No 148 26,1 

N 568 100 

Do you think the number of English field 

related lessons is enough in the 

curriculum per week? 

Yes 478 84,2 

No   90 15,8 

N 568 100 

 

The findings from the item of “Are you content with the way English field lessons are being 

taught?” reveals that 73.9% (n=420) of the students chose “Yes”, and 26.1% (n=148) of them 

chose “No”. And the last item of “Do you think the number of English field related lessons is 

enough in the curriculum per week?” reveals that 84.2% (n=478) of the students chose the 

option of “Yes” while 15.8% (n=90) of the students chose the “No” option. In agreement with 

the previous findings, it is possible to say that a great number of the students are content with 

their teachers‟ methodology and the number of English courses. After being asked what the 
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reason is in the focus-group interview, they stated that being taught by one teacher for 15-18 

hours a week gets them to be bored sometimes. Therefore, this question has been linked to the 

Research Sub-question 3 since they find the number of English courses enough due to having 

a single teacher for all field related English courses. 

Students (only the ones who responded negatively to the related questionnaire item) are asked 

in the focus-group interview “Can you briefly describe the way you wanted to be taught your 

field related lessons?”. Based on students‟ responses, such themes as „Classroom atmosphere‟ 

and „Curriculum/educational system‟ have been formed and listed in Table 4.13 below with 

their codes and frequencies. 

Table 4.13 Perceptions of students on the methodology of English teachers 

Sub-theme Code  Frequency 

Classroom Atmosphere 

Courses should be more interesting. 15 

There should be different methodologies 

used. 

14 

Courses should be taught with the focus on 

speaking. 

13 

There should be various activities.   8 

Teachers should mind us more.   8 

We should be more active.   7 

We should solve more tests.   5 

The courses should be more instructive and 

organized. 

  5 

 

The courses should be taught more 

explicitly. 

  4 

Technological devices (Smartboard, 

projector etc.) in class should be used 

more. 

  3 

There should be less homework.   2 

Curriculum/Educational 

system 

All 4 skills (Listening, Speaking, Reading, 

and Writing) should be taught. 

24 

Grammar-based teaching should come to a 

stop. 

  9 

Exam-oriented teaching should come to a 

stop. 

  7 

British Literature classes should not be a 

substitute for solving tests. 

  5 

Different languages like Russian, French 

should be added to the curriculum. 

  4 

There is not enough     2 

The instruction is poor.   2 

Field related lessons should be taught by 

different teachers. 

  2 
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After the close examination of Table 4.13, the perceptions of the students on the methodology 

of English teachers have been listed under two themes: „Classroom atmosphere‟ and 

„Curriculum/educational system‟. Under the first theme „Classroom Atmosphere‟ the students 

have mainly stated their thoughts on this subject with 84 times of frequency. On the other 

hand, the second theme „„Curriculum/educational‟ have shown 55 frequency with different 

codes. When the codes under the theme „Classroom atmosphere‟ have been analysed, it can 

be seen that the most recurring codes respectively are „Courses should be more interesting.‟, 

„There should be different methodology use.‟, „Courses should be taught with the focus on 

speaking.‟, „There should be various activities.‟, „Teachers should mind us more.‟ „We should 

be more active.‟ After the thorough examination of the codes under the theme 

„Curriculum/educational‟, it can be stated that the most recurring codes respectively are; „All 

four skills (Listening, Speaking, Reading and Writing) should be taught.‟, „Grammar-based 

teaching should come to a stop.‟, „Exam-oriented teaching should come to a stop.‟, „British 

Literature classes shouldn‟t be a substitute for solving tests.‟, and the others listed above. 

Some of the views of the students taken from the themes are worded as follows: 

S1, who thinks that speaking should be given more importance states as follows: 

“I wish the courses would be taught by focusing more on spoken production and 

interaction rather than English grammar.” (S1) 

S2 expresses that Grammar has been overtaught and other skills are completely ignored by 

saying as follows: 

“We are learning about the grammar rules repeatedly. And what is worse is that we 

hardly ever learn anything about speaking, listening, reading, or writing. How is it 

possible for me to have a better command of English when there is not enough 

exposure? I am completely fed up with being taught English grammar 15 hours every 

week. The fact that I am doing my best to improve my speaking does not mean that the 

rest of my friends will go to different universities without mastering the English 

language. I am fully unhappy with the way I am being taught right now. I prefer more 

interactive skills rather than merely taught explicit grammar rules. There is this fact of 

the university entrance examination. It is like a huge dilemma. What should we do: 

prepare for university entrance examination or have fun and focus on the English 

language as a whole?” (S2) 
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S7, who found it more logical to have a speech-based teaching environment than a grammar-

based one, states as follows: “ 

“It would be more helpful and pragmatic to integrate speech-based activities to the 

courses for people to overcome the fear of speaking.” (S7) 

Expressing the lack of smartboard, S10 and S29 said: 

“I don’t get it! We are living in a world where people are fully equipped with 

technological devices as well as with the knowledge to use this technology. Yet, we 

have smartboards here in courses for nothing! Our teacher is completely ignoring the 

smartboard use during courses.” (S10) 

“I would rather my teachers to teach any subject matter through the use of 

smartboards.” (S29) 

S15 and S16, who made recommendations about the enrichment of the teaching environment, 

transferred their thoughts about the English language-oriented courses as follows: 

“Entertaining as possible, not bothering, using relevant, visual, and auditory 

materials, my friends’ teachers are making their courses more entertaining and 

enjoyable. They don't bother their students.” (S15) 

“I would like to be taught with visual and auditory materials by focusing on speaking 

and writing. We were like robots for the school, yet, it would not work. Teachers 

should teach these courses interchangeably. Hours are not enough because the lessons 

are not efficient. I don't think it's my fault when choosing a department because no 

other space has been opened.” (S16) 

Stating that learning a foreign language is important, S17 states as follows: 

“More attention should be paid to the students and I wish the MoNE could give more 

importance to second foreign language learning.” (S17) 

Referring to the inconsistency between the curriculum and the university examination system, 

S51 asserts as follows: 
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“It’s obvious that the university entrance examination is irrelevant to the curriculum 

we have been using.” (S51) 

Other students‟ views of the themes are as follows: 

“Unfortunately, theoretical education, which is embedded throughout our education 

system, remains in theory in the English language-oriented courses. The number of 

students who can use the language is low in number.” (S37) 

“I am very bored of this rote-learning based education. I'm not happy with my 

teacher's methodology.” (S38) 

“I would like the lessons to be taught to me with the help of smartboard, digitally on 

the internet.” (S39) 

“I want to practice English more in class. The teacher herself is not even speaking any 

English with us. It would be so much fun is we also have speaking activities. (S40) 

“I hate the fact that we are only solving multiple-choice questions in class. There is no 

other way for us to be successful. Still, I would prefer my teachers to focus on the tips 

and explain to us all the subject matters in a more detailed way.” (S56) 

“I am aware that we have to focus on the way the university entrance examination is. 

Therefore, I expected my teachers to teach us the tips and techniques of solving 

multiple-choice questions. Also, I guess some of us are quicker learners than others, 

which means we need special and more attention. We are getting bored while the 

others try to catch up with us.” (S70) 

“There are different types of multiple-choice questions in the university entrance 

examination. Therefore, the teachers must explain to us how to solve different types of 

questions with techniques. Well, I wish the other lessons such as Turkish, Geography, 

History, etc. would be given more attention and the teachers of these subjects would 

care more about ELOC. The last thing I want to say is that I would prefer my English 

teachers to provide us with more assignments.” (S72) 

“The only thing I can ask for is that our teachers should carry out their activities 

focusing more on speaking.” (S74) 
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“I can’t understand my friends. How can we focus on speaking? They complain about 

how much we need speaking based activities in class. How is it possible when we are 

up against a huge exam? We cannot implement the current school curriculum. We 

must concentrate on memorizing all the information and vocabulary and accept the 

fact that studying in an Anatolian high school means getting prepared for the 

university entrance examination. Still, I would love to have more equipment at school 

available only for ELOC.” (S76) 

“There are no speaking related activities employed in our courses. I heard from my 

friends that they do focus on speaking sometimes. I would rather have speaking-based 

activities rather than solely focus on the upcoming university exam. I must admit that I 

have started to think about changing my school only because of this reason. I feel like 

I will have difficulty in studying at the university with my current level of speaking.” 

(S79) 

“I would love to be in a class full of entertaining activities.” (S85) 

“The courses should be more entertaining, highlighted with short films, songs or 

stories. They also should be more appealing and grab our attention.” (S87) 

“Speaking as a skill is completely ignored. All the time, we only focus on the 

memorization of the grammar rules as well as vocabulary. I am about to be a 

graduate, but my knowledge of English is only limited to English grammar.” (S88) 

“I am happy with the way I am being taught right now. If there were speaking based 

activities during class, it would be a lot better, but we do not have enough time for 

that. Sometimes, when I subsequently learn new grammar topics and techniques for 

solving questions, I am getting extremely bored. Yet, I cannot decide what is normal 

and what is not. Our whole life depends on the university entrance examination.” 

(S89) 

“I am studying English here, but I don’t use the language itself for communication. I 

do not find it amusing. I do not like to learn grammar all the time. It is not fun.” (S92) 

“I am quite content with the way I am being taught. What else can they do? We cannot 

just focus on speaking when we must get ourselves prepared for a highly difficult 
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university entrance examination. We have two types of English in high school: English 

as a means to pass the university entrance examination and English as a dream 

defined in the curriculum. (S94) 

“I don’t think my teachers are equipped and skilled. I haven’t upgraded my English 

knowledge with what I am taught until today.” (S3) 

“I would like to have courses which are fun and without the stress of university 

entrance examination. Learning anything right now is making me nervous and bored. I 

feel like I am detached from English that is going to be my major at university. I think 

the current system is a failure. The English language-oriented courses and the 

curriculum are ineffective.” (S12) 

“To have a greater command of the English language, our studies should include 

more speaking-based activities.” (S21) 

“I would like my courses to be taught in a way that is not boring, clear, 

comprehensible, briefly and to the point.” (S32) 

4.3. Findings of the Research SubQ1.4, 1.5 and 1.6 

Table 4.14 Research SubQ1.4, 1.5, 1.6 

1. SubQ1.1: What are the perceptions of students and teachers towards English language-

oriented curriculum implementation in the 11
th
 and 12

th
 grades of public high schools? 

1.4. What are the teachers‟ perceptions of the English language-oriented courses‟ curriculum 

implementation? 

1.5. What are the teachers‟ perceptions of the coursebooks for the 11
th
 and 12

th
 grades? 

1.6. What are the teachers‟ perceptions of the methodology of themselves? 

 

The first research question aimed to reveal public Anatolian high schools‟ 11
th

 and 12
th

-grade 

ELOC teachers' perceptions of their overall curriculum. To find out these teachers‟ 

perceptions of ELOCC, the Teachers' Perceptions Interview Form was conducted in this 

research. The findings are discussed according to the same order in the questionnaire that was 
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submitted to the students. The tables are named according to the statements in the research 

instrument so that the findings revealed can be understood clearly. 

4.3.1. Interview Warm-up Items to Depict the ELOC Context from the Teachers’ 

perspectives 

In relation to the SubQ1.4, 1.5, and 1.6, two sub-items have been directed to the teachers in 

the interview form to better depict the current situation of ELOC. The second item has been 

given importance as it also provides perceptions of teachers towards their teaching. 

Table 4.15 Interview warm-up questions 

A. What is the attitude of school management towards ELOC? 

B. What are your views on teachers who will take part in language courses? 

 

As many of the teachers mostly complained about how negative their school administrations 

are in the pilot interviews, the following item has been formed as stated here; “What is the 

attitude of school management towards ELOC?” Table 4.15 demonstrates 2 items extracted 

from teachers‟ interview form to enlighten the context to better understand the background of 

ELOC. 

Regarding item A in the interview form, themes of „Positive Attitude‟, „Negative Attitude‟, 

and „Neutral Attitude‟ have been formed and demonstrated in Table 4.16 with their name of 

theme, codes, and frequency number. 
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Table 4.16 Attitudes of the school management towards ELOC 

Sub-Theme Codes Participants’ information Frequency 

Positive  

Attitude 

They support us T4, T5, T8, T9, T10, T11, 

T12, T26, T27, T28, T29, 

T30 

12 

They are positive T3, T4, T6, T7, T13, T15  6 

They care about us T18, T19, T24, T25  4 

They are helpful  T13, T24, T25  3 

If students want 

ELOC, they support 

us. 

T14, T16  2 

They are encouraging T28, T30  2 

Neutral 

Attitude 

They are neutral T22, T23  2 

Negative 

Attitude 

They have 

prejudgements  

T1, T2, T20, T21  4 

They prioritize other 

fields. 

T1, T20, T24  3 

They do not want 

ELOC. 

T1, T12  2 

ELOC is an 

alternative class for 

Turkish-Social 

Sciences field for 

them. 

T1, T20  2 

They let us have 

ELOC because they 

must. 

T1, T20  2 

When Table 4.16 is examined, the opinions of teachers about the school administration‟s 

attitudes towards ELOC are summarized under 3 themes. The number of themes of „Positive 

attitude‟ that teachers expressed the approaches of school administration consists of 31 times 

of frequency. The three repeating codes included in this theme are „They support us‟, „They 

are positive‟, „They care about us‟ and lastly „They are helpful‟. 

When the other themes are examined, it is seen that the codes under the „negative attitude‟ 

include the most repeating codes respectively are „They have prejudgements‟, „They prioritize 

other fields‟ and lastly „They don‟t want ELOC‟. When it comes to the last theme „neutral 

attitude‟, it can be seen that the only recurring code is „They are neutral‟. Some of the views 

regarding all those abovementioned codes are stated as below. 



67 

The views regarding the theme „positive attitude‟. 

Stating that their school administration is mostly positive, T3 asserts as follows: 

“My school is really supportive and mostly positive about English courses. We have 

had an ELOC or more every year till now.” (T3) 

Believing that school administration is the leading factor to their success with their support, 

T4 states as follows: 

“They are extremely supportive, and this is one of the reasons that we are motivated 

and successful in ELOC. If we were not supported by them, we could not have been 

dealing successfully with this much intensive working environment. If the students and 

teachers are willing to have ELOC for 11
th

 and 12
th

 grades, it is really important that 

the school administration to fully support this as the schedule is being prepared by 

them and also the permission to increase the number of English language-oriented 

courses is again up to school administration to decide. As they have witnessed that we 

are successful in ELOC with high rates of university exam grades, we have had no 

problems until now.” (T4) 

One of the teachers (T19) stated again that they have got the full support of their school‟s 

administration, remarks as follows: 

“We have an English teacher among the staff of the school administration. He is the 

assistant headmaster. This means that he can understand what we are trying to 

achieve and how much effort we are putting in these courses. Thanks to him and of 

course the other staff again, we have a chance to focus more on informing and raising 

awareness of our ELOC students. We have no doubt that we will always be fully 

supported by them, which matters a lot.” (T9) 

Stating that their school administration is extremely helpful and supportive, T10‟s and T11‟s 

thoughts are as follows: 

“They support us. Sometimes some problems are coming up regarding the profile of 

the students in ELOC but they still back us up all the time. But they do not accept any 

behavioural problems of the students.” (T10) 
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“They were quite supportive. They made sure that we have an ELOC at school. They 

always supported our ELOC students with everything they needed.” (T11) 

Some other participants‟ thoughts on the positive attitude of school administration are stated 

as follows: 

“Our school is positive and supportive of ELOC. Whatever happens, they believe that 

ELOC should take place in our school as long as we want it. They believe our teachers 

are well-equipped and have got high standards for these ELOC courses. Having 

enough English teachers at school is another factor leading to this. Well, I can admit 

the fact that they are more voluntary and willing than us teachers to have this ELOC 

at school.” (T15) 

“In this school, they highly give importance to have ELOC. They want to open up 

ELOC and they always are supportive. We have enough English teachers, which is 

another important reason for that. It’s possible to say that we have too many teachers 

who are willing to teach these courses because it is highly preferred.” (T19) 

“They are doing whatever possible they can. Yet, it is a pity that they do not have 

enough knowledge of ELOC, and they believe it is not necessarily needed and should 

be preferred less. They have little idea about what the profile of an ELOC student is or 

what kind of exams these students are going to take for the university, which causes 

some problems. Still, they are aware that ELOC students generally have successful 

results from the university entrance exam that’s why they try to let us have ELOC 

when we request.” (T24) 

“We haven’t encountered any serious problems before. They generally try to support 

us.  Especially the headmaster at school encourages us to teach those courses. If 

English teachers request conferences for students to get to know about universities 

and programs in them, they are helping us to find an instructor from the university to 

do so. They try to be as supportive as possible.” (T26) 

“Yes, we have never had any serious problems before. They generally supported us to 

have these courses at school. That matters a lot because when there is enough support, 

students feel more motivated.” (T27) 
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“It changes from one year to another depending on who your headmaster is. I can say 

that this year we are more supported than ever. This is of course all due to our 

headmaster. He closely is interested in ELOC. He tries to participate and help out in 

everything we are doing.” (T29) 

The views regarding the theme „negative attitude‟: 

Stating that their school administration is mostly negative, T1 asserts as follows: 

“In our school, they are mostly unwilling to have ELOC courses. They have to let the 

students study in the English field as it’s the law to accept students’ applications if 

there are enough (at least 10). Unfortunately, I can clearly say that the school is not 

positive about ELOC.” (T1) 

During the interview, mentioning that the school administration staff are quite prejudiced 

about ELOC and that they think the other courses (Mathematical-Science oriented courses 

and Turkish-Mathematics oriented courses) are to be given priority as they supposedly have a 

richer list of programs that can be chosen after the university exam, T20 states as follows: 

“They are completely prejudiced against ELOC. If the final decision was in their 

hands, they would not allow us to teach ELOC, but it is not, and they have to formally 

put the applications into the process. It is a real pity to accept the fact that they care 

more about Mathematical-Science oriented courses and Turkish-Mathematics oriented 

courses. They are leaving the students with one option as there are no Turkish-Social 

studies-oriented courses at school: ELOC.” (T20) 

Some other views expressing that school administration has got a negative attitude are as 

follows, 

“They believe that ELOC students choose these courses because they cannot achieve 

Mathematical-Science oriented or Turkish-Mathematics oriented courses. Thus, they 

are mostly the most undisciplined, unsuccessful, and potentially problematic students 

at school. To them, these students believe that ELOC is the only place they can 

graduate from high schools. Even many of the teachers except English at school agree 

with the school administration on this.” (T21) 
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“As Mathematical-Science oriented and Turkish-Mathematics oriented courses are 

more well-known and accepted as a path to have a good profession, they don’t know 

about what kind of an examination system it is for ELOC or how many questions we 

need to solve for a good grade. They have no idea how challenging it is to study in 

ELOC, and this results in being kept at the background all the time. The students also 

feel that and feel less motivated.” (T24) 

The views regarding the theme „neutral attitude‟, 

Stating that their school administration is completely neutral and the views of T22 and T23 

are stated below: 

“They are completely neutral. They don’t oppose to the idea of having ELOC at 

school, but they do not try to motivate us, either.” (T22) 

“They are mostly neutral, and we are happy with the way they are. We are doing the 

best we can do. We have never requested anything from them. This might be the 

reason that they are always neutral.” (T23) 

Regarding the second sub-item of the interview: “What are your views towards teachers who 

will be responsible for language-oriented courses?” the themes, codes, and participant 

information formed according to the answers to the interview item are shown in Table 7. 

After a thorough analysis of their answers, themes of „Teacher‟, „Educational system‟, and 

„Students‟ have been determined. All the mentioned themes and their codes have been stated 

with the number of their frequency in Table 4.16 below. 
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Table 4.17 English teachers’ views regarding a person who will be in charge of ELOC 

Sub-Theme Codes Participants’ information Frequency 

 

 

 

 

 

 

 

 

Teachers  

Voluntariness  T1, T2, T3, T5, T6, T8, T9 T10, 

T11, T12, T14, T18 T19, T23, 

T26, T27, T28 T29, T30, T31 

19 

Experience T1, T2, T5, T6, T8, T12, T13, 

T14, T22, T24, T29, T30, T31 

13 

Dedicatedness T4, T15, T16, T17, T29   5 

A good command of 

English 

T2, T20, T30  3 

A teacher who is 

renovative 

T10, T11, T13  3 

Responsible T7  1 

Mastery of university 

entrance examination 

T4  1 

 

 

 

 

Educational 

System 

Need for taking 

language proficiency 

tests 

T2, T3, T5, T9, T12, T14, T18, 

T19, T30, T31 

10 

No need for taking 

language proficiency 

tests  

T1, T4, T8, T11, T25  5 

Final decision made 

by administration 

T14, T18, T19, T20, T29  5 

Two teachers for one 

class 

T2, T11, T24  3 

Need for an ELOC 

curriculum  

T1, T3  2 

 

Students 

Profile of the students T1, T15, T16, T17, T21  5 

Dialogue with the 

students 

T2, T24   2 

 

When Table 4.17 was examined, it is seen that the views regarding the teachers who are going 

to be responsible for ELOC have been listed under three themes: „Teachers‟, „Educational 

system‟, and „Students‟. According to the information stated above, the theme of „Teachers‟ 

outnumbers the other themes with the most frequency number. The other themes of 

„Educational system‟ and „Students‟, on the other hand, can be seen with differing 

frequencies. After a close examination of the theme „Teachers‟, the most recurring codes are 

„Voluntariness‟, „Experience‟, „Dedicatedness‟, „A good command of English‟, and the 

others. As to the theme of „Educational System,‟ the most recurring codes are „Need for 

taking language proficiency tests‟, „No need for taking language proficiency tests‟, and „Final 

decision made by administration‟, and the others. The codes regarding the theme „Students‟ 

seem to be split in halves: „Profile of the students‟ and „Dialogue with students‟ Some of the 

views regarding all items in Table 4.17 are stated as below. 
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Thinking that volunteer and experienced teachers are important in language courses, T1's 

thoughts are as follows: 

“We also have very good language class teachers. We are three persons managing the 

language field as we like to do so. It is a cycle; we take turns in order. If the language 

class is started in 11th grade, my colleague takes 11
th

 graders and continues to 12
th

 

grade. Then he waits in the line for another turn. Those who are volunteers should 

have experience in language proficiency exams in Turkey. (T1) 

Listing the features that the teacher should have, T4 stated the following in his views: 

“First of all, the teacher must be equipped. He/she must be equipped in terms of using 

the technology and must be competent in the language field. I do not think evaluation 

with exams is a real success sign. First, a serious dedication is required to teach a 

language class. 

It is a little more tiring than working in other fields. You must be more disciplined. 

First, you are the key point of the child's whole life about the future.” (T4) 

Expressing that volunteering is the most important criterion for teachers teaching the language 

courses, T8 also states that the language exams to be applied to teachers are not needed: 

“Volunteering is more forthcoming here. Let us say I have a lot of experience in this 

field, so I start the language courses. Also, you should save your face at the end of 

these 2 years. If you are preparing for the language field, children will have to enrol 

in the universities they aimed to. The entering rate to the university has a huge effect. 

A volunteer teacher accepts that he/she will succeed in doing so.’ (T8) 

Stating that success will result from willingness and experience, T10 stated that putting 

language proficiency exams as a condition is alright, as follows: 

“We were chosen because we are volunteers. In terms of taking a language exam, we 

are graduates of Hacettepe University, meaning we are teachers who have taken the 

necessary exams before. Volunteering should be the first thing in this job. The teacher 

can be very successful, but if he does not want to, you cannot make him do anything. 

But if the demand is too high among the teachers, then some criteria can be set. These 
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criteria are governed not by teachers. What brings success is a willingness in the first 

place, then there may be an obligation to take the language exam.” (T10) 

Considering that two teachers should share the English courses, T2 and T11 also look 

positively at taking language proficiency exams. They state their thoughts as follows: 

“It is very important to master the language. Therefore, the requirement to enter YDS 

can be sought. I think it might be important in my experience. I think that two teachers 

should share the load, because there might be points missing from a single teacher, or 

something that they cannot teach quite well. That is why there is a need for the other 

teacher’s support. I am in favour of two teachers sharing the load.” (T2) 

“I agree. Different teachers should enter the same class. There is no rule that a single 

teacher will always be assigned to the whole courses. Anyone volunteer can do it. The 

teacher should also renovate himself/herself. He/she must take language exams. But 

the score received cannot be a criterion.” (T11) 

The thoughts of T9 and T19 who gave a positive opinion about the exam are as follows: 

“A teacher who wishes to teach in language courses can be subjected to a language 

exam to see if he/she is academically qualified. Successful results can be obtained. If 

possible, they can take this exam every year. In this way, it keeps both their knowledge 

fresh and proves their willingness to work.” (T9) 

“I think it should be a criterion, too. Because the teacher who will prepare the 

students for the exam needs to keep their knowledge at a certain level. When they 

cannot answer even the easiest, simplest questions, the students lose their respect for 

the teacher. YDS has got questions that are almost the same level as the university 

entrance exam. They must take the exam because this test measures the English 

knowledge of the teacher.” (T19) 

Stating that the presence of an authority is important in determining the teachers who will 

teach the language courses, T20 states: 

“The head of the English department or the competent person should evaluate the 

teacher, look at his/her motivation to work, strategies and principles. According to 
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this, if a person can teach the language courses, he/she should be assigned and 

guided. Apart from that, I do not want any teacher to be assigned to the language 

field. Taking the language proficiency exams means spending money and studying for 

it, that’s why they don’t want to.” (T20) 

Those who thought that the student profile would affect the quality of the language courses 

and the attitude of the teacher, T1 also said: 

“The student profile is also very important. As a teacher, if you can determine the 

student's needs by seeing the profile, you will be ready for it. With your preparation, 

you see the deficiency and prepare yourself in that direction and then prepare the 

student. To my idea, this brings success. There may be situations that it does not 

depend on the student's learning capacity, special conditions, success in other lessons 

but failure in English, etc. I think, they all change depending on who you are. Because 

all of them are individuals, their needs therefore their preparation is different.” (T1) 

Addressing issues such as two teachers for one class, willingness, and experience, T24 has 

also identified dialogue with students as an important criterion: 

“If everyone is willing, students will somehow find their way to success. Two teachers 

can teach the same class. One of them will be a teacher who has been working for 

years and has a lot of courses. You can learn to teach better with the guidance of an 

experienced teacher. Apart from proficiency, the communication of the teacher with 

the other teachers and the dialogues with the students is very important.” (T24) 

Other views on the themes are as follows: 

“I think first of all experience, then willingness and lastly exam.” (T5) 

“Volunteering is important in this job. I don't know how accurate it is to take the 

language proficiency exams because language exams are not evaluating the four skills 

anyway.” (T8) 

“It is based on the principle of voluntariness. Experience is also important. There are 

no inexperienced teachers in our school right now. But I still think that any teacher 
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who wants can overcome this. Lastly, I think that language exams should be taken.” 

(T12) 

“I think anyone that has studied English language teaching can become a teacher in 

the language field. However, after a few years, a difference emerges: As you get 

involved, you get to know more and more of the details. Therefore, people who 

volunteer to follow them should aspire to this job. I say volunteering is in the first 

place.” (T19) 

“Not everyone can be a language field teacher. It is necessary to love rather than 

being experienced, to be very devoted. It is not like an ordinary class; they must be 

very attentive to them. Of course, to be experienced matters, too. Language exams are 

important, but I do not think there is much difference between those who take the exam 

and those who do not. The teacher does not have the choice to say I do not want to. 

He/she must fulfil the given task. However, it is very important that he/she is someone 

that loves those courses and spends time on them.” (T29) 

“The important thing is the experience and teacher standards.” (T13) 

“I think there should be a selection system. The teacher, who will teach the language 

field, should have a good command of grammar. For example, let us imagine that 

he/she was a teacher who had worked in primary school for 10-15 years. I think 

he/she should not teach the language class right after he/she was relocated to a high 

school after 15 years. After a couple of years, maybe. In my opinion, not only the 

language field, but also the teacher who entered the 9th grade should have certain 

features. Teachers should be placed in courses according to the level of the child. 

Experienced people who do not want to take the language exam are also existing.” 

(T21) 

“I think volunteering should be essential. I do not think it will be very useful if 

somebody forced. The experience is of course important, but I think someone new to 

the profession will be more enthusiastic.” (T26) 
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4.3.2. Findings of the items regarding ‘SubQ1.4, SubQ1.5 and SubQ1.6’ 

Although the sub-questions have been planned to ask separately, the teachers preferred to 

answer all three sub-questions together. During the flow of the semi-structured interview, the 

researcher decided not to stop them as the concepts of „curriculum‟, „coursebooks‟ and 

„methodology‟ are closely connected in teaching. Therefore, regarding the study‟s research 

question; What are the perceptions of students and teachers towards English language-

oriented curriculum implementation in 11
th

 and 12
th

 grades of public high schools?‟, the 

participant teachers were asked to talk about their formal curriculum provided by the MoNE 

and their actual applications of the curriculum in detail (the number of the each subject matter 

provided in the curriculum, planned materials for ELOCC, recommended methodology, 

learning outcomes, the number and the style of examination, etc.). After a thorough analysis 

of their answers, themes of „Methodology‟, „Curriculum in general‟, „Other sources of 

coursebooks‟, „The number of the English courses‟ and „Recommendations‟ have been 

determined, which consists of all the necessary answers of sub-questions. All the mentioned 

themes and their codes have been stated with the number of their frequency in Table 4.18 

below. 

Table 4.18 Perspectives of teachers on curriculum, coursebooks and methodology 

Sub-Theme Codes Participants’ 

information 

Frequency 

Methodology 

I focus mainly on grammar. T1, T2, T4, T5, T6, T9, 

T10, T17 T18, T19, 

T20, T21, T22, T23, 

T24, T25  

16 

My focus is on the university 

entrance examination. 

T2, T4, T5, T6, T9, 

T13, T19, T20 T22, 

T24, T25, T29, T31 

13 

I do not focus on skills. T2, T4, T5, T6, T10, 

T19, T20, T22, T29, 

T30 

10 

I do not teach literature in 

Literature courses. 

T1, T2, T10, T16, T15, 

T17 T19, T20 

8 

I focus mainly on pilot university 

entrance examinations 

T1, T19 2 

I am elective depending on my 

students' needs. 

T8, T29 2 

I assign my students with 

specific and periodic homework. 

T24, T25 2 

 I teach the subjects repeatedly 

for my students not to forget. 

T10 1 
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When Table 4.18 is examined, the opinions of teachers about the teaching methodology and 

curriculum of the ELOC have been summarized under 5 themes. Accordingly, the teachers 

 

Table 4.18 continued   

Curriculum 

in general 

I develop/adapt my curriculum. T1, T2, T7, T10, T13, 

T19 

6 

There is no ELOC curriculum 

offered by the MoNE. 

T1, T3, T9, T13, T14, 

T24, T25, T31 

8 

Another 

source of 

coursebooks 

The coursebooks provided by 

MoNE is inefficient. 

T2, T10, T14, T17, 

T15, T16, T19, T24, 

T25, T26, T27, T28, 

T31 

13 

I must use other sources of 

coursebooks as my students 

prefer them. 

T1, T8, T15, T16, T17, 

T26, T27, T28, T29, 

T30 

10 

I must create my coursebook. T14, T25, T26, T27, 

T28, T29  

6 

The number 

of English 

courses 

The number of English courses is 

not enough. 

T1, T2, T10, T19, T24, 

T25, T29, T31 

8 

The number of English courses is 

enough. 

T11, T12, T22, T26, 

T27, T28 

6 

Suggestions 

The students should decide 

which department they want to 

study in 10
th
 grade 

T2, T3, T4, T5, T6, T7, 

T11, T12, T13, T15, 

T16, T19, T21, T26, 

T29, T30, T31 

17 

The MoNE should provide 

specifically designed ELOC 

coursebooks. 

T1, T2, T20, T22, T25, 

T26, T27, T28, T29, 

T31 

10 

The MoNE should provide us 

with an appropriate curriculum 

developed for ELOC. 

T4, T5, T6, T7, T13, 

T20, T26 

7 

The MoNE should let us order 

another source of coursebooks. 

T3, T4, T5, T6, T12 5 

If the curriculum will be re-

developed, teachers‟ opinions 

should be taken. 

T11, T19, T26, T27, 

T28 

5 

A series of coursebooks designed 

for ELOC should be provided by 

the MoNE 

T9, T10, T13, T19 4 

At least 2 teachers should teach 

ELOC at the same time by 

sharing English courses. 

T18, T26, T29, T30 4 

 In 12
th
 grade, students should be 

directed to solve multiple-choice 

questions to score better in 

university examination. 

T1, T3 2 
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who expressed their thoughts under the theme of „Methodology‟ recurring 54 times 

outbalanced under this theme. 

When the other themes are analysed, a total of 14 codes under the theme of „Curriculum in 

general‟, a total of 29 codes under the theme of „Another source of coursebooks‟, a total of 14 

codes under the theme of „The number of English courses‟ and lastly 54 times of 

„Suggestions‟ can be defined. 

After a closer look at the theme „Methodology‟ (Also the sub-question 1.6), it can be 

understood that the teachers do not follow the methodology coherent with the curriculum 

provided by the MoNE. When the codes in the theme of the „Methodology‟ are analysed, it is 

seen that the most repetitive codes are „I focus mainly on grammar‟ and respectively, „My 

focus is on university entrance examination.‟, „I don‟t focus on skills.‟, „I don‟t teach 

Literature in Literature courses.‟ and others. When the codes in the „Another source of 

coursebooks‟ theme are examined (Also the sub-question 1.5), it is possible to see that the 

most repetitive codes are „The coursebooks provided by MoNE is inefficient‟, „I must use 

other sources of coursebooks as my students prefer them‟ and lastly „I must create my 

coursebook.‟. When the codes in the theme of „the number of English courses‟ are examined, 

it is obvious that the teachers were split almost in halves with disagreement. The most 

repeated codes are „The number of English courses is not enough.‟ With 8 times of frequency 

and „The number of English courses is enough.‟ with 6 times. After the codes in the theme of 

„Suggestions‟ are examined, the most repetitive codes show that teachers mostly agree on the 

fact that the students should select which department they want to study in 10
th

 grade instead 

of 11
th

 grade. Also, they think that „MoNE should provide specifically designed ELOC 

coursebooks.‟, „MoNE should provide us with an appropriate curriculum designed for 

ELOC.‟, „MoNE should let us order another source of coursebooks.‟, „If the curriculum will 

be re-designed, teachers‟ opinions should be taken.‟ and others. It can be understood that a 

considerable number of teachers would like to have a complete change in curriculum and 

coursebooks. 

Some views of the codes in the themes are expressed in detail as follows: 

Stating that „the curriculum‟ should be elaborated, and that „the curriculum‟ is not suitable for 

ELOC, T1 also stated that MoNE should do something in terms of other sources of 

coursebooks and reference books by uttering these words: 



79 

“If we consider the 11
th

-grade curriculum for other courses, it is not completely 

irrelevant to the 11
th

 grade ELOC curriculum. Still, I prefer it to be more elaborate by 

specifically focusing on the university entrance examination. During my 12-hours 

courses, I mainly focus on the subjects in the 11
th

-grade curriculum and start by 

teaching grammar and sometimes focus on vocabulary range as well as reading skills. 

It is not possible to focus on other skills defined in the curriculum as we only can aim 

the best score for the university exam. Our students would rather buy other sources of 

coursebooks than provided government coursebooks as they do not find them relevant 

to their studies. I am trying my best to help them guide their studies with those 

coursebooks, too as this is their request. We are doing the yearly plan with my 

students by negotiating at the beginning of the year. We try to stick with the current 

provided curriculum. Yet, I also try to respect my students’ choices of using another 

source of coursebooks while planning the educational year. Although the British 

Literature class is present in their weekly program, my students and I agree that the 

number of English lessons is inefficient, so we must focus on the exam subjects as 

much as possible. As a result, we do not teach British Literature courses but must 

focus more on university entrance examinations. Though we must assess our students 

with regular exams aiming to reveal the achievement of the curriculum, our students 

are preparing themselves for a language-proficiency kind of a test, which means we 

are contradicting ourselves. The MoNE should do something in terms of resources and 

coursebooks.’ (T1) 

Stating that a mostly Grammar-based course is being taught, T2 stated that the number of 

ELOC hours may be increased and that field selection should be taken back to the 10
th

 grade 

again. 

“We are free to design the ELOC curriculum ourselves, but it's not something we 

wrote down. You are asking if you can see it, but I cannot tell you that it is something I 

am planning and writing day by day like a yearly schedule. Based on any existing 

English curriculum provided by the MoNE, we are adapting our curriculum to be 

applied in English language-oriented courses. Of course, we are having difficulty in 

adapting it as we do not have enough time or the motivation to focus on skills. As the 

books submitted for this curriculum did not serve the exam, my students wanted to 

employ other resources to prepare themselves for the university entrance examination. 
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As to the literature courses, I can’t focus on literature due to two reasons: first, it’s 

not existing in the examination system with its subjects and second, we don’t even 

have enough time to teach exam-related skills. As my students complain all the time 

how behind the planned schedule they are, the main objective during both the 

planning and the courses is always on mastering English grammar. Therefore, I 

assume I always teach my lessons with the aim of exam preparation as it serves more 

to the students. As a result, we are ignoring the importance of skills taking part in the 

actual curriculum. It is like we have an exam ahead us that we need to run as fast as 

we can. Having an increase in the number of English courses would make it much 

easier. Also, having other resources for teaching would be more fruitful for my 

students. I completely agree with my friends that the selection of a field had better 

start around 10
th

 grade again. When it is 11
th

 grade, it’s too late for my students to get 

prepared well for the university examination.” (T2) 

T3, who thinks that the syllabus to be created should be prepared specifically for the English 

language-oriented courses and that the field selection should be taken to the previous year, as 

T2 suggested, expressed his thoughts as follows: 

“We (English teachers) employ the resources the students share with us. We help our 

students solve the multiple-choice questions. Since there is no specific curriculum 

designed for us, we have no other choice to do so. I wish the curriculum would be 

created specifically for the English language field. Yet, if the MoNE is not going to 

create enough resources like 9
th

 and 10
th

 grades, it is better to request a private 

publishing company to create resources for us. I remember the times when students 

were choosing the English language field after the end of 9
th

 grade. It was much better 

that way. We had 18 hours of English courses and there was also English preparatory 

year for them to power up their English knowledge.”  (T3) 

“We have rules governed by MoNE not to use any other resources. This is the way we 

must live on. We are not allowed to buy any other books than the ones provided by the 

MoNE. If we are asked which books would be more helpful for the university entrance 

examination, we suggest the one we find the most useful to our students. Of course, 

they are completely free to decide which book they are going to use in this procedure. 

In our school, my students prefer to use the book provided by the MoNE. Therefore, 
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they are finding it difficult to catch up with the other students in different schools.” 

(T8) 

“Since the English language field neither has a book, nor has a curriculum, as a 

school, we create our curriculum based on YDS Publishing's annual plan and 

curriculum, which is compatible with the EBA platform. In our university preparatory 

courses, we emphasize the explicit presentation of the English grammar. Students are 

expected to gain the skills for the university entrance examination. The MoNE does not 

offer any ELOC curricula. But the province of Antalya offers a plan for ILBAP (The 

project of Increasing Primary and Secondary Schools’ Academic Achievement). It 

would be nice to have a coursebook which is designed and published for English 

language-oriented courses.” (T9) 

“When I was teaching 11
th

 graders, I mainly emphasized the English grammar. 

Generally, I try to ignore the skills defined in the curriculum as we do not have 

enough time for them. Towards the end of the second term in 11
th

 grade and at the 

beginning of 12
th

 grade, I revise all the grammar subjects available in the exam again. 

I highly prioritize revisions as the students tend to forget about everything you teach 

through time. Especially revising the grammar subjects by dividing them into units is a 

necessity. Therefore, it is possible to say that I mainly teach grammar explicitly. The 

coursebooks provided by MoNE are coherent with the curriculum but completely 

irrelevant to the examination for university entrance. How can I employ the 

curriculum and the coursebook provided when my students are completely 

demotivated? As a result, we design and plan our curriculum by sticking to the 

functions of MoNE. I cannot teach British Literature subjects, either. As studying in 

ELOC or any other field has become optional, we cannot always have enough hours of 

courses for English. Lastly, I must mention the need for a new coursebook designed 

only for ELOC.” (T10) 

Stating that the number of English courses is enough and if a new curriculum possibly is 

going to be designed, teachers‟ opinions should be taken, T11 speaks as follows: 

“The number of English lessons (15 hours) is more than enough. If we had more 

courses with them, our students would be tired out and bored of us. I completely agree 

with my friends on taking the opinions of the teachers is important for a real and 
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functioning curriculum. Additionally, such the applications we had before as having 

English preparatory courses at the beginning of high school education and choosing a 

field at the end of 9
th

 grade should be brought back to the agenda again.” (T11) 

Criticizing about not having a specifically designed curriculum for ELOC, T13 indicates his 

expectation of having a new coursebook and curriculum designed specifically for them by 

MoNE by saying as follows: 

“I am preparing all the necessary material I am going to employ throughout the 

school year by myself. I must consider my students’ economic conditions. MoNE does 

not serve us with a specifically designed ELOC curriculum. The university entrance 

examinations: especially English, do not evaluate the four skills as defined in CEFR 

(2011) and our current curriculum. That is why we must put other resources that are 

published with the aim of university preparation to use. As English teachers, we are 

developing a new curriculum by planning out all two years; 11
th

 and 12
th

 grades. 

There should be a change with the timing of field selection, too. While all my friends 

are using what is provided by MoNE, I have to re-plan, re-develop, and put so much 

thought into what I am going to do all two years for my students. I hope there will be a 

change soon.” (T13) 

Emphasizing the importance of having two different English teachers responsible for ELOC, 

T18 states her ideas as follows: 

“Having two different English teachers teach ELOC is more advantageous. It helps 

both the teachers and the students to benefit more from the educational activities. If I 

fail to teach a topic as my methodology and character are different, or simply I am 

just not motivated, I request my friend to continue where I left last. Or, I simply do not 

like focusing on reading and my friend is very good at it. This means my students learn 

better and entertain English courses more. Can you think of teaching the same kids 

15-18 hours a week all alone? It is mutually boring.” (T18) 

Defending that MoNE should enter an agreement with private publishing companies, thereby 

provide ELOC with better resources, T20 also suggests that ÖSYM (Measuring, Selection, 

and Placement Centre) should start measuring all four skills defined by CEFR (2011) and the 

curriculum. T20 states as follows: 



83 

“We have got 14 hours of English courses. Generally, the focus is on teaching 

grammar, which is essential for the university exam. There should be an agreement 

with a private publishing company for more resources. The only thing my students are 

requesting is to solve multiple-choice questions every day. I cannot be able to centre 

upon four skills defined in the curriculum but does not exist in the university entrance 

examination. I would prefer one teacher for all 14 hours as the students tend to 

compare both teachers, which causes unease. Lastly, I would like to have an actual 

yearly and daily plan ready for use and published on EBA.” (T20) 

Other views regarding the themes are stated as follows: 

“We would expect MoNE to not only have a study on British literature and serve us 

with a newly developed curriculum and coursebooks. This helps both the students and 

the teachers a great deal. I am not sure why they officially decided to change the 

regulations of choosing a field at high school (though it still exists in practice). The 

number of English related courses is enough. There is not an exact number set for 

English language-oriented courses, but it all depends on the administration. We used 

to have 10 hours, but we increased the number to 18 hours now. With the official 

change in field selection, the students started to study in a field starting from 11
th

 

grade now. This should be brought back to how it was. I am not defending or 

expecting of developing a new curriculum, but they need to find a solution to the 

problem of inconsistency between the curriculum and the university examination 

system. Thus, English teachers may proceed to teach more professionally by not being 

bothered with all these extra stuff (photocopying, planning, solving multiple-choice 

questions, etc.). Having an agreement with any private publishing company would be 

alright for us.” (T26) 

“This is a dilemma. We have the book sent us by MoNE. The students have other 

books they wanted to buy as it serves to them more. We would like to stick up with the 

curriculum. Whereas, the students prefer to solve multiple-choice questions. No 

teaching through the use of English while the courses are English-oriented. I do not 

know what to say about this. At least they had better bring back the former regulation 

of choosing a field at the beginning of 10
th

 grade. This way we can load our students 

with more grammar and techniques for the university entrance examination.” (T30) 
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“I have started to teach this class starting from 11
th

 grade. My colleague and I have 

decided to teach this class together. What we aimed at the very beginning was to 

handle the grammar knowledge part in 11
th

 grade. When they start 12
th

 grade, the only 

thing we were going to only solve multiple-choice, exam-related questions. We 

partially could achieve what we planned. We had to use British Literature courses as 

a replacement for solving questions. Nearly 4-5 years ago, the kids were choosing the 

field when they start 10
th

 grade, which was much better. The whole thing I just 

mentioned is what we call the curriculum. There is no way we can motivate our 

students by focusing only on four skills as defined in the curriculum. There should be a 

new curriculum specifically designed for us. An increase in the number of English 

related lessons and an agreement with a private publishing company are two other 

things I really would be happy to hear.” (T31) 

“What we try to achieve here is to get the students to be prepared well for the 

university entrance exam. This is the definition of being a favourable teacher for my 

students now. I start with a class when they are in 11
th

 grade and first handle the 

grammar part quickly. With loads of revision and assessment, I am dividing months to 

the weeks by focusing on the grammar subjects. Also, I am trying to focus on the 

special techniques of solving different types of multiple-choice questions. All the 

teaching is aiming to achieve the university exam. Before the change with field 

selection starting in 10
th

 grade, we used to have more time and could focus on skills. 

Now, the students are changing their field in 11
th

 grade, which makes us teachers be in 

a hurry to complete all the topics existing in the exam. The other thing I want to 

mention here is that as we are not allowed to use any resources that are not provided 

by MoNE, we expect them to send us some quality resources for use.” (T4) 

“There should be a more quality and exam-related coursebook for use. Secondly, they 

had better bring back the former regulation of choosing a field at the beginning of 10
th

 

grade.” (T7) 

“Field selection is to start when the students are 10
th

 graders. We do have enough 

number of English-oriented courses. I want to have resources that are specifically 

designed for us.” (T12) 
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“Our priority is on the English part of the university entrance examination. In this 

exam, the types and content of the questions tend to change every year. This means a 

constant change with your plans and a continuous preliminary preparation. Not 

everyone is voluntary to teach ELOC as it also means a continuous process of 

preparing your material. I am not sure if MoNE is going to do anything about it, but 

this is the system we are in right now.” (T14) 

“I try to organize myself and create materials and resources for my students. Yet, it is 

not always enough as the students want to solve as many questions as possible to get 

prepared for the exams. Therefore, they order some other resources and bring them to 

class to ask me to explain all the subjects and questions they could not understand. 

Having a curriculum irrelevant to the current exam system, I have no other choice but 

to use the resources my students provide me with. There is a necessity for an effective 

and relevant to the exam coursebook and other resources. Some time ago, we have 

had English preparatory courses. It was truly blissful. After a whole year of English 

preparatory class, even my former students would teach my current students now.” 

(T25) 
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CHAPTER V 

5. DISCUSSION AND RESULTS 

5.1. Introduction 

This chapter presents the findings of the research. The teachers‟ and students‟ perceptions of 

which were collected through the Students' Perceptions Questionnaire, Teachers' Perceptions 

Questionnaire and a focus-group interview are going to be discussed in a detailed way. The 

discussion of the findings is made within the scope of the research questions and presented 

separately under relevant sub-sections. In this section, a summary of the problems faced in the 

curriculum are also going to be presented. The brief information about the differences 

between teachers‟ and students‟ perceptions of their background characteristics is also 

provided. The results are going to be discussed considering the relevant theories and research. 

The findings of the two research questions will be discussed interrelatedly. To attain the 

answers to the research questions presented in chapter I, the literature review and the findings 

revealed in the previous chapters will help this chapter to be discussed and concluded. 

Although some studies related to English as a foreign language were found on Anatolian high 

schools (Tosun, 2007; Demir Ayaz, Ozkardas, Ozturan; 2019), on the evaluation of the 

English curriculum implemented at the 4th and 5th-grade primary state schools (Erdoğan, 

2005), on English language curriculum implementation in 6th, 7th and 8th grades of public 

primary schools through teachers‟ and students‟ perceptions (Ersen-Yanık, A. 2011), on 

teachers‟ perceptions about the new English curriculum and coursebooks used in Anatolian 

high schools (Aslantürk, S. 2011) and some were on prep courses of Anatolian high schools 

(Şahin, 2005; Yiğit, 2003), no study was found on the perceptions of students and teachers 

about the Anatolian High School English language-oriented courses‟ curriculum 

implementation. Besides, among those mentioned studies and others, none of them was found 

related to what is currently being researched. 

5.2. Teachers’ and Students’ Perceptions 

Teachers‟ and students‟ perceptions are going to be discussed under four sub-sections: factors 

affecting the students while selecting ELOC, overall curriculum, coursebook, and 
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methodology. The students' answers in the following section are given priority and discussed 

first as it will provide a broad understanding of the context. 

5.2.1. Factors affecting the students while selecting ELOC 

The findings of SubQ1.1 with the headings of the selection of language field, school 

achievement, and school counselling service, family, teacher, and school administration are 

going to be discussed separately. 

While selecting the English language field, the most influential person is stated as the student 

herself/himself. It is possible to say that teachers are secondly influential on students‟ choices. 

Although it is also possible to assume that family members and friends are slightly influential, 

school management and counselling services seem to have almost no influence on this 

process. Counselling services were expected to be more active in the process by being more 

informative and directive about field choice. Finding that student herself/himself is the most 

influential was surprising. 

According to the findings again, the most influential motivation while students are deciding 

on the English language field can be assumed as the wish to live in another country.  At the 

same time, it can be said that whether the field they chose provides them with professional 

advantages is another motivation source they consider while making up their minds. The third 

factor which was important for them was their effort to understand foreign films/TV 

series/books/music etc. 

With the findings regarding the field selection as well as transition to university, it‟s possible 

to say that most of the students in 10
th

 grade find it significant to get informed about the 

universities and their programs although they are not provided enough support by their 

schools. Yet, these students still believe that they did not make any mistakes with their field 

choice. Also, it is possible to accept that majority of the students are planning to continue 

higher education. Surprisingly, the students stated that they would still be happy with their 

field choice even if there was not an exam to take for university, which means no source of 

stress. Another thing revealed is that how former English language graduates performed with 

university entrance exams were a factor that affected students‟ field choice. The last 

information revealed is that more than two-thirds of the students believe the current 

curriculum being applied, teaching methodology and the coursebooks being employed are not 
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enough for them to pass the university entrance exam, which results in enrolling an additional 

source of educational help from a private teaching institution. 

Regarding the source of information in the stage of field selection, it can be presumed that a 

great number of students have had nowhere to get information from while they are deciding 

on their field at high schools. The rest of the students have got information firstly and mostly 

from the internet/social media and then with the order of field teachers, family, friends, and 

class teachers. It is also possible to assume that counselling services at the mentioned school 

have not provided the students with necessary information about the English language field. 

As regards to the most outstanding reason for the selection, it is probable to say that it was 

that students have got a liking for English. Likewise, the idea that they are skilled at learning 

English has been the second outstanding factor for students while making a choice. Looking 

at the data analysed, it was surprising that the item of „I haven‟t got any reasons‟ has been 

considerably chosen by the students. Hereby, it is possible to say that a small amount of the 

students has randomly chosen the English language field although they have not got any 

reasons to do so. 

According to the findings about students‟ ideal profession choices, it can be said that the most 

significant reason while making a professional choice for the future is to have the job that is 

dreamed about. The second most significant reason for the students is to have a job that will 

provide them with a financially strong life. And some other reasons that are of importance for 

the students are having a profession that is easy to find a job, having a profession providing 

somebody a status in the society and lastly having a profession that will be a top career in the 

future. 

Lastly, the students are asked whether they are content with their choice of ELOC to reveal 

their overall perception of contentedness. The analysed information about students‟ overall 

perception of contentedness with their field choice shows that almost all the students are 

content with ELOC selection. 

5.2.2. Perceptions of Overall Curriculum 

After the codes in the theme of „Curriculum in general‟ and „Suggestions‟ were examined, the 

most repetitive codes were found: „I design my curriculum.‟ and „There is no ELOC 

curriculum offered by the MoNE.‟ These codes were referred to by 26 teachers out of 31.  In 
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the light of the data above, the teachers were asked why they do not prefer to use the provided 

current curriculum. Then, they clearly stated that the students want their studies to focus 

mostly on the subjects existing in the university entrance examination. Therefore, it is clear 

that teachers were having difficulty in implementing the available curriculum since the 

students were reluctant to learn any other irrelevant subject matter with the university 

entrance examination. From this point of view, it can be said that teachers require flexibility 

in choosing what subject matters they think the students benefit the best Also, the results in 

this study surprisingly revealed that when teachers refer to their curriculum, they think it as 

the yearly plans and the coursebook.  

As stated in the English curriculum for Secondary schools, the 9
th

-12
th

 grade English 

curriculum (See Appendix A) has been designed in accordance with the descriptive and 

pedagogical principals of The Common European Framework of Reference for Languages 

(CEFR). On the other hand, the students are going to participate in the university examination, 

the second part of which will be in the English language. The teachers indicated that the 

university exam selects students according to how good of a grammar command they own. 

The present findings confirm that teachers are not content with the present curriculum. This 

finding appears quite consistent with Çarıkçıoğlu‟s study (2018) on perceptions of teachers 

and students on high school English curriculum. In her study she also confirmed that both the 

teachers and their students find the current curriculum for 9
th

 to 12
th

 grades inefficient and the 

curriculum needs more development by considering the faced problems. 

The findings also partially agree with Ersen-Yanık‟s MA (2007) thesis. She also found out 

that teachers were not happy with curriculum implementation due to certain factors that can 

be divided into categories: school-level factors, coursebook(s), students, the curriculum itself, 

and the classroom environment. It is also partially compatible with Şavran‟s study (2017). He 

revealed that English teachers perceive the Vocational and Technical Anatolian High School 

(VTAHS) English curriculum as ineffective.  

It was revealed that both the teachers and the students lack of confidence in the present 

curriculum. This affects their desire in different ways. The same finding can be seen in 

Kefeli‟s study (2008). She stated that neither students nor teachers believe English can be 
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learned with such a program, which resulted in a lack of confidence in the current program. 

This seemed to affect students in terms of their desire, and motivation in class. 

Similarly, questionnaire items revealed that students are not content with the current 

curriculum implementation, either. This finding was also proved to be true by Demir Ayaz et 

al. (2019). The themes extracted from focus-group interviews were, „All four skills 

(Listening, Speaking, Reading and Writing) should be taught.‟, „Grammar-based teaching 

should come to a stop.‟, „Exam-oriented teaching should come to a stop.‟ and the others. The 

remaining students were aware that they must study grammar if they want to score high in the 

university entrance examination. Another problem that came up here was that students have 

got an intense number of English in ELOC. This means English will have a higher effect on 

their report card. Therefore, English not only will shape the time they spend but also affect 

their grades when entering a university. From this point of view, it is possible to see them 

more frustrated when there is not a connection between the high school examinations and 

UEE. It was surprising to see that some of the students complained about entering the 

university with no actual skills knowledge of English. 

Students' success in the UEE does not fulfil their requirements for the university program they 

will study. In our country, the system of student selection and placement exam is not very 

effective; Candidates who answer a certain part of the questions correctly can be placed 

directly in the higher education programs they wish to enrol (Gurbuzturk, O. & Kincal, R.Y., 

2018). The students directly stated that their biggest source of motivation is entering a 

university. This forces them to accept/ask for grammar-based teaching instead of the 

communicative method defined in the curriculum and coursebook. Also, they sometimes feel 

demoralized due to the contradiction between school exams and UEE. 

On the other hand, it‟s possible to assume that the teacher will have difficulty in teaching 

ELOC courses as the motivation to study in ELOC differs among students, but the school 

administration and families expect the teachers to make their students enrol in a university 

after graduation.  

As can be seen in the findings section, the teachers specified that the available curriculum 

does not serve the university entrance examination. So, English teachers try to employ the 

resources the students share with them. 
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Lastly, the needs analysis conducted by the British Council and TEPAV (2014), reported 

relevant findings to the present study. When teachers were inquired about their methodology, 

they stated that they are in favour of communicative language methodology; however, some 

institutional factors were withholding them from employing this methodology.  One and 

foremost of these factors was the necessity to get students to be ready for the upcoming UEE. 

Two other codes under the theme of „Suggestions‟ were “MoNE should provide us with an 

appropriate curriculum designed for ELOC.”, and “If the curriculum will be re-designed, 

teachers‟ opinions should be taken.”. This indicates that teachers are looking for ways of 

finding a solution to their curriculum problems. Also, they emphasize the importance of 

involving teachers actively in curriculum development. British Council and TEPAV (2014) 

also suggested that the present grammar-based curriculum should be redeveloped by 

considering the teachers‟ capabilities and lower level motivation of students after graduating 

from primary schools. Although the curriculum development has been completed during these 

years, UEE still is the same, which results in a disharmony. 

The teacher participants stated that having English preparatory courses was truly blissful. 

They had 18 hours of English courses and there was also English preparatory year for the 

students to power up their English knowledge. This is a finding which came out in the flow of 

the study but completely unseen. This finding provides additional information about 

Aslantürk‟s study (2011) on preparatory courses. In her study, she found out that teachers 

were negative about not having prep courses as it also decreases the number of English 

lessons. But for the English field, the teachers were on agreement that English preparatory 

courses are necessary, and it helps the students a lot. 

5.2.3. Perceptions of Coursebooks 

This part will be discussed connectedly through the results of the sub-questions of teachers 

and students.  

According to the results obtained in this research, the common problems about ELOC come 

up since the coursebooks do not meet the criteria in the literature. Also, they are not able to 

meet the expectations of the students and teachers in the language teaching and learning 

process. Only 18.1% of the students stated that they are happy with the available coursebook. 

Surprisingly, 69% of the teachers stated they are okay with the coursebooks, but they also 

clarified themselves by saying that it is now allowed to use any other source of coursebooks. 

The idea in common is that it affects the learning process negatively. These findings for 
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coursebooks point out that students and teachers need a new source of coursebooks. 29 

teachers out of 31 asserted that they were dealing with the stress of creating the best source of 

class material for their students as the coursebook provided by MoNE was irrelevant to the 

current university entrance examination. Also, the questionnaire findings of the item that “Are 

you content with the current state books which you are using in your field?” showed that more 

than three-fourths of the students (81.9%) were not content with the coursebooks they were 

expected to study. Similarly, students stated in the interview that they were not pleased with 

the current coursebooks provided by the government as it does not serve their purposes of 

passing the university entrance examination. A great many of the students also mentioned that 

the free coursebooks were being delivered after weeks the term started. This causes the 

students to wait for the teacher to create more materials for class, which means more 

workload for the teacher, too. Both students and teachers commented in the same way on 

coursebooks. Demir Ayaz et al. found corresponding results with the current study.  They 

revealed that the students were suggesting the coursebooks to be revised. 

Although students/teachers have been complaining about the irrelevancy of their coursebooks 

with UEE, the UEE itself is supposed to be relevant to the coursebooks taught in schools.  

The results of Kefeli‟s study (2008) are correspondent with the present study. The materials 

provided by MoNE were lacking to practice student-centred lessons. Therefore, insufficient 

materials resulted in more workload on the shoulders of the teachers. Although this finding is 

similar to the present study, there are also some contradictions. The teachers in Kefeli‟s study 

(2008) were not preparing extra materials by themselves, instead, they were preferring to use 

MoNE‟s materials, which causes the lessons to become more teacher centred. In the present 

study, teachers prepare extra materials almost every school day for the students as they 

believe it is better if students solve multiple-choice questions from different publishing 

houses. Another fact revealed is that teachers tend to equate their students‟ success with 

themselves, which resulted in putting more effort into preparing materials to motivate 

students. 

It was promising to see that while forming or choosing a substitute for the coursebooks, the 

teachers let the students have a say. In literature, Weimer (2002) suggests that if students are 

engaged, involved, and connected with a class, they feel motivated to work harder, and it can 

be seen in so many studies that working harder on task results in more learning. Nunan (1988) 

also stated it is important to get students to be involved directly in the decision-making 
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process of the content of the curriculum and methodology in order to achieve a learner-

centred classroom. Although most of the classroom teaching is still teacher-centred, this 

allows students to become partly involved and more motivated while learning. Therefore, 

contrary to Kefeli‟s study (2008), teachers partially achieved to have learner-centred courses 

by letting the students decide how to adapt to the current curriculum. This way, the students 

not only were included in the curriculum, but also took place in the preparation or selection of 

the materials. The results of the present study also provide evidence for the finding in Kefeli‟s 

study (2008) about students‟ diversion of their importance towards university entrance 

examination. 

Kaplan (2013), in his master‟s thesis, also revealed that the coursebooks were not qualified 

for teachers and students. The present study confirmed that the coursebooks need to be re-

developed according to students‟ and teachers‟ needs just as Kaplan‟s study. 

Similarly, O‟Neill (1982) and Cunningsworth (1985) also highlighted that while choosing 

coursebooks, teachers should consider their students‟ needs and preferences, which results in 

better communication among them. This was a positive outcome of not having ready-to-use 

and quality coursebooks in class. The proposed methods in the curriculum by MoNE lack 

materials supporting those methods. As a result, the teacher must let students partly involved 

in the process of choosing/creating materials after having a conversation with them.  

It was revealed that neither teachers nor students found the coursebooks good and that 

additional or alternative resources were needed. This also confirmed the findings of 

Çarıkçıoğlu (2019). She concluded that since the same coursebooks have been sent to all 

types of High schools (Social sciences high school, Anatolian high school, Vocational-

technical high schools etc.), the needs of students were completely neglected. Thus, it is clear 

from both studies that a single type of coursebook cannot be used to teach all types of high 

schoolers. 

5.2.4. Perceptions of Methodology 

This part will be discussed connectedly through the results of the sub-questions of teachers 

and students.  

As to the methodology of their English language field related lessons, there is a slight 

decrease with the contentedness of the students although almost all stated that they are happy 
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with their field choice. 73.9% of them stated that they are happy with the way they are taught. 

At the same time, the students stated their dissatisfaction with the current state books they are 

provided with for their English courses. As the teachers could not be able to follow the 

present methodology available in the curriculum, the students were asked what specifically 

they were pleased with the methodology. The results demonstrated three topics to be 

discussed.  

First, they were okay with the methodology as this was what they requested from their 

teachers. The way the teachers teach is simply grammar-based. Most of the time the students 

are expected to memorize grammar rules and solve multiple-choice questions in a limited 

time. Skills defined in CEFR and in the National ELOCC‟s curriculum are mostly ignored 

with a common agreement between teachers and students. This is a result of UEE‟s 

irrelevancy with curriculum and coursebooks. 

Second, they still would prefer the teachers to involve more technological applications. Not 

utilizing technology in class might mean the teachers are lacking the knowledge to use this 

technology or they simply do not prefer to. Yet, the students stated they have smartboards in 

classes ready to use. This partly means the classes are teacher-centred as the teacher is the 

only source of teaching except the coursebooks. Bağçeci & Yaşar (2007) also revealed that 

students in Anatolian high schools find the methodology of their English teachers insufficient 

as their teachers were not integrating technological applications for instructional purposes. 

Han and Okatan (2016) also found out that the teachers were positive about using interactive 

whiteboards during courses, yet, they were not fully capable of. Kaplan‟s (2013) results also 

lead to similar conclusions with the present study on methodology. In his thesis, Kaplan found 

out that teachers‟ methodology of English teaching needed updates with in-service trainings 

according to teachers themselves and parents. 

The last topic to be discussed is that the students are bothered by the fact that they cannot use 

the language itself to practice. They find themselves short of speaking English but there seems 

to be nothing they can do to fix it when they have an upcoming UEE. In a way, the students 

accepted this situation, but they still feel inadequate.  

The findings from focus group interviews show that the students could not agree among 

themselves. Some of them favoured the methodology defined in the curriculum while others 
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found their teachers‟ exam-oriented methodology okay. And some others were worried about 

not integrating technological devices and materials inside the class. These results here provide 

evidence of the previous results about the curriculum. Seen as a guide, the curriculum can be 

shown as the reason for this disagreement. That is why it needs to be developed again with 

views of teachers and students as well as considering the challenges they both faced. 

After a closer look at the theme „Methodology‟ extracted from teachers‟ interviews, it can be 

understood that the teachers do not follow the methodology coherent with the curriculum 

provided by MoNE. When the codes with the theme of the „Methodology‟ in Teachers‟ 

interview were analysed, it can be seen that the most repetitive codes were „I focus mainly on 

grammar‟ and respectively, „My focus is on university entrance examination.‟, „I don‟t focus 

on skills.‟, „I don‟t teach Literature in Literature courses.‟ and others. The most significant 

point to be focused here is that although the curriculum provided by the MoNE (provided in 

Appendix A) focuses mainly on skills as designed according to CEFR, the teachers clearly 

stated that they cannot focus on skills as the university entrance examination is completely 

different. When the codes in the theme of „Curriculum in general‟ were examined, it was 

visible that the most repetitive codes respectively were „I design my curriculum.‟ and „There 

is no ELOC curriculum offered by the MoNE.‟ When the teachers were asked why they do 

not prefer to use the provided current curriculum, they clearly stated that the students want 

their studies to focus mostly on the subjects existing in the university entrance examination. 

Therefore, they reject to learn any other irrelevant subject matter taking part in the 

curriculum. Çetin, A., & Ünsal, S. (2019) revealed in their study that two teachers asserted 

that central examinations negatively affected their personal and professional development. It 

was underlined that central examinations prevented them to be socialized and robotized them. 

Similarly, these examinations were increasing the teachers' workload. 

5.3. Pedagogical Implications and Suggestions for Further Studies 

Suggestions for further studies are offered in this section regarding the English language-

oriented curriculum development, school and classroom contexts, and teacher methodology 

development based on the major findings of the study. Despite the limitations of the present 

study such as the length of the implementation period and the limited sample size, the results 

provide several implications and suggestions for further research. 
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1. The most important implication which can be grasped from this study is the necessity 

of English language-oriented courses‟ curriculum implementation evaluation. The 

researcher had difficulties in finding previous studies of ELOC curriculum or ELOC in 

any other way, which shows a deficiency of studies of curriculum evaluation in public 

Anatolian High Schools on English language-oriented courses.  

2. Although the target population appears to be the public Anatolian high school English 

teachers, English language-oriented courses‟ students in central Antalya, the 

accessible population was all the Anatolian high school English teachers and English 

language-oriented courses‟ students in Turkey. Therefore, the research results cannot 

be generalized to private high schools or other public Anatolian high schools because 

those schools might have different settings. Further study is necessary to reveal their 

situation. 

3. Both students and teachers asserted that there needs to be a new curriculum developed 

specifically for ELOC. Using the same curriculum for all types of high schools and 

being partly or mostly irrelevant to the UEE causes a lot of challenges to teachers and 

students. MoNE is suggested to first take a step by conducting a needs analysis in 

Turkey. Then, it is recommended to have interviews with teachers around Turkey on 

developing a specified curriculum for ELOC. If interviews are not possible to make, a 

more economical way of realizing this might be applying questionnaires uploaded on 

MoNE‟s website with time intervals and collect teachers‟ views on the topic. This 

way, the feedbacks and recommendations coming from them would be the real source 

of the curriculum to be developed. Also, the results in this study revealed that what 

teachers think as their curriculum is the yearly plans and the coursebook. Therefore, 

they should be provided with a written curriculum specifically designed for ELOC. 

4. It can also be suggested that teachers receive in-service trainings on upgrading their 

methodology and use of technological materials in class as well as creating their 

materials. This can be completed with the support of MoNE. Higher education 

institutions might also involve in the process of teacher trainings.  

5. While the formal process of field selection was abolished, students were still placed 

into field-oriented courses. Yet, the process itself is being completed without enough 

guidance and support from the school. Therefore, some students find themselves 

unhappy with their choice while some others did not even know the upcoming results 

of this choice. This process should be carried out with attention and more support. The 
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deeper understanding of how this process is fulfilled can be revealed through further 

researches. 

6. The findings of the study partly confirmed the inadequacy of counselling services in 

the process of field and career selection. Counselling services are supposed to play a 

significant role in this process and is recommended to be more actively involved by 

informing them and providing guidance when needed. Starting from 9
th

 grade, 

counsellors can take a vital part in students‟ lives by periodically seeing them and 

shaping their dreams for future careers.  

7. It was revealed in the study that the same books designed by MoNE were sent to all 

Anatolian high schools and all fields. The students in different fields have different 

schedules where the number of English courses also differs. Therefore, the same book 

cannot be used for English language-oriented courses while it might be used in the 

Maths-Science field. Since the focus is on English with ELOC, specifically designed 

English coursebooks should be sent to these courses. Otherwise, students cannot be 

motivated to learn, and the workload of the teachers becomes too heavy. MoNE has 

been recommended acting upon this problem. 

8. Although the present curriculum consists of all four skills and is mainly 

communicative methodology based, the university entrance examination does not 

involve questions regarding skills in language teaching. This causes confusion and 

complexity among the teachers and students. There is an emergent necessity for this 

confusion to end. The teachers are having challenges in adapting themselves to 

students‟ needs but also having to catch up with the curriculum that must be taught 

throughout the year. MoNE either should have an agreement with ÖSYM on designing 

a new system of university entrance examination or should investigate the fact that 

UEE focuses on grammar-based multiple-choice questions.  

9. Regarding the UEE, again, MoNE should provide the teachers with an additional 

source of test books and mock exam books with the intention of preparing the students 

better for the UEE that involves grammar-based multiple-choice questions (if not 

changed). Or, if they cannot prepare these materials, they should allow teachers to 

agree with a private publishing company to order books for exam preparation. Yet, it 

is important to consider this only a small part of the standard curriculum. Classroom 

teaching can be organized by dividing into skills (75%) and exam preparation (25%) 

courses. 
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10. The public Anatolian high schools do not have a standardized division of class hours. 

This results in different applications among Anatolian high schools. Some schools 

have 18 hours of English while others have 14 hours. This is a disadvantage for 

students who have got 14 hours of English compared to others. Therefore, the decision 

of the number of English courses per week should be definite and not up to what the 

administration decide in order to be fairer. 
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