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ABSTRACT

THE WASHBACK EFFECTS OF FOREIGN LANGUAGE COMPONENT
OF THE UNIVERSITY ENTRANCE EXAMINATION ON THE
TEACHING AND LEARNING CONTEXT OF ENGLISH LANGUAGE
GROUPS IN SECONDARY EDUCATION (A case study)

ERSURMELI SEVIMLI, SEVGIN
M. A. Thesis, Department of English Language Teaching
Supervisor: Assist. Prof. Dr. Berrin UCKUN
December 2007, 140 pages

The notion that tests have a strong influence on teaching and learning is
referred to as ‘washback’ or ‘backwash’. The nature of washback is divided into two
categories: negative and positive. Negative washback is commonly described as the
phenomenon in which teachers drop curriculum and teach toward tests. However, the
promoting of beneficial changes in language teaching programs through making
changes in examinations is called positive washback. Assumptions that washback
occurs automatically and inevitably have led to studies in various contexts of English
teaching and learning. Some of these washback studies have focused on high- stakes
examinations such as the National Examinations for Entrance into Universities.
However, there is not much research carried out on the washback effect of tests
within English as a Foreign Language (EFL) context in Turkey. This case study was
designed to examine the washback effect(s) of the Foreign Language Examination
(FLE), which is a component of the nationwide university entrance examination.

In some countries, beneficial backwash is aimed at when a new or revised
examination is introduced into the education system with the aim of improving
teaching and learning. However, in Turkey, FLE component of the university
entrance examination is not known to have such a purpose of improving the
classroom educational practices; in essence, the main function of the FLE is to select
prospective students that aim to study in a language-oriented department. Therefore,
this study aims to investigate the nature of washback that retrospectively reflects into
the teaching and learning behaviors of teachers and students alike in the foreign
language classrooms of 10" and 11™ grade high schools.

The FLE is an examination which can rightly be called of the recognition
type, and therefore productive skills of writing and speaking, as well as any aural
comprehension are totally neglected and untested. When this is the case, it was
doubtful if the teachers and students would be observed to be studying or practicing
these communicative language skills in the language classrooms. Thirteen FLE
teachers and 87 FLE students from six different high schools- Anatolian, Private and

Super
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High Schools in Gaziantep- were included in the study as participants. In order to
investigate the effects of the FLE on teaching and learning, (1) the classroom
activities of 11" grade FLE groups were observed; (2) during the observation
process, casual interviews were carried with teachers of those classrooms; (3) all
FLE teachers and all 10™ and 11™ grade FLE students in the study were administered
a questionnaire inquiring into the classroom practices of teachers and students and
opinions on the FLE; and lastly, (4) post-observation interviews were held with the
same teachers to clarify issues related to classroom observations and questionnaire
results. Unlike many studies of this kind, this study aspires to obtain data from the
dual perspective of teachers and students to compare and contrast information
obtained from both parties.

The results indicated that there is a negative washback effect of the FLE on
EFL teaching and learning in secondary schools. First of all, most of the teachers
claimed that there was no official curriculum which stated the learning objectives
and educational gain of the 11" graders although there is one; therefore, teachers and
students only held on the aim of success on the FLE. Secondly, all classroom
materials, teaching and assessment techniques were totally governed by the FLE,
rather than the more scientific and learned methodologies. Thirdly, most of the time
and energy that is expected to go into the teaching and learning of English was spent
on test-taking exercises and practices. Moreover, modes of instruction and variety of
classroom discourse were reduced to test-oriented practices; in other words, use of
methods and materials that are incompatible with standardized testing formats were
excluded all together from these classrooms. Finally, students did not develop
communicative skills, which should be the major goal of any language learning;
hence, they merely adopted a memorization approach with reduced emphasis on
critical thinking. The results of this research will have several implications for
teachers, administrators, and the Ministry of Education in relation to the undesired
effects of the FLE on high school English-oriented classrooms.

Key words: washback effect, Foreign Language Examination, English as a Foreign
Language, teaching and learning.
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OZET

UNIVERSITE SINAVININ YABANCI DiL B(")LI:JMI"JNI"JN LiVSE
SEViYEsiNQEKi INGILIZCE DiL GRUPLARININ EGIiTiM VEOGRETIMi
UZERINDEKI GERI ETKILERI (bir olgu ¢alismasi)

ERSURMELI SEVIMLI, SEVGIN
Yiiksek Lisans Tezi, Ingiliz Dili Egitimi ABD
Tez Danismani: Yrd. Dog. Dr. Berrin Ugkun

Aralik 2007, 140 sayfa

Smavlarin 6gretme ve 6grenme iizerinde giiclii bir etkiye sahip olmasi olgusu
‘geri etki’ olarak adlandirilmaktadir.Geri etki iki kategoriye ayrilir: olumsuz ve
olumlu. Olumsuz geri etki, genellikle, 6gretmenlerin miifredat: birakip sinava yonelik
bir 6gretim gelistirmeleri olgusu olarak tanimlanir. Diger yandan, olumlu etki,
sinavlarda yapilan degisikliklerin dil 6gretiminde faydali degisikliklere neden olmasi
sonucu olarak tanimlanir. Geri etkinin kendiliginden ve kacinilmaz olarak meydana
geldigi savunulari, Ingilizce 6gretim ve dgreniminin gesitli alanlarinda ¢alismalarin
yapilmasina yon vermistir. Baz1 geri etki ¢aligmalar {iniversiteye girig sinavlari gibi
ulusal boyutta hayati 6nem tasiyan siavlar tizerine odaklanmistir. Ancak, Tiirkiye’de
yabanci dil alaninda uygulanan sinavlarin geriye doniik etkisi iizerine yapilmis olan
pek fazla arastirma bulunmamaktadir. Bu olgu c¢alismasi, iilke ¢apinda uygulanan
{iniversiteye giris smavinin bir boliimii olan ingilizce Yabanci Dil Smavi’nin (YDS)
geriye doniik etkilerini incelemek i¢in tasarlanmustir.

Bazi iilkelerde, yeni veya iyilestirilmis bir smnav, Ogretim ve oOgrenimi
tyilestirmek amaciyla egitim sistemine konuldugunda faydali geri etki amaclanir.
Ancak, Tiirkiye’de, liniversite girig sinavinin bir parcast olan YDS nin sinif i¢i egitim
stirecini iyilestirme gibi bir amacinin olmadig1 bilinmektedir; 6ziinde, YDS nin esas
fonksiyonu, dil iizerine bir boliimde egitim gbérmeyi amaglayan ve basar1 vaat eden
gelecegin 6grencilerini segmektir. Bu ylizden, bu calisma lise 10 ve 11 yabanci dil
simiflarinda  hem Ogretmenlerin, hem de Ogrencilerin Ogretim ve &grenim
davranislarina geri etkisinin dogasini aragtirmay1 amaclar.

YDS, tam olarak bilgiyi tanima tipi bir simav olarak adlandirilabilir, ve bu
ylizden de duyugsal algilama kadar {iretken yazma ve konusma becerileri de
tamamiyla ihmal edilmekte ve test edilmemektedir. Durum bu olunca, dil siniflarinda
bu iletisimsel dil becerilerinin c¢alisildiginin  ve uygulandiginin  gézlemlenip
gbzlemlenmeyecegi siiphelidir. Alt1 farkli okuldan —Gaziantep’teki li¢ Anadolu, iki
Ozel ve bir Siiper Lise’den-13 YDS 6gretmeni ve 87 YDS 6grencisi katilimer olarak
calismada yer aldilar. YDS’ nin 6gretim ve 6grenim iizerindeki etkilerini aragtirmak
icin, (1) 11.



sinif YDS gruplarinin smif i¢i aktiviteleri gozlemlenmistir; (2) gozlem siirecinde,
gbzlemlenen siniflarin 6gretmenleriyle miilakat yapilmistir; (3) bu okullardaki tiim
YDS oOgretmenleri ve tim 10. ve 1l.smif YDS o6grencilerine, 6gretmen ve
ogrencilerin smif i¢i uygulamalarint ve YDS iizerine goriislerini sorgulamak i¢in
anket verilmistir; ve son olarak, (4) simif gozlemleri ve anket sonuglaryla ilgili
konular1 netlestirmek amaciyla 6gretmenlerle gézlem sonrast miilakat yapilmistir. Bu
tirden pek ¢ok calismanin aksine, bu calisma her iki taraftan elde edilen bilgileri
karsilastirip kiyaslamak icin Ogretmen ve Ogrencilerin farkli bakis acilarini
icermektedir. Elde edilen sonuglar YDS’nin liselerdeki 6gretim ve 6grenim lizerinde
olumsuz bir etkiye sahip oldugunu géstermistir. Ik olarak, 6gretmenlerin geneli,
miifredatin varolmasina ragmen 11. smiflarin O6grenim amagclari ve egitimsel
edinimlerini belirleyen resmi bir miifredatin bulunmamakta oldugunu iddia
etmislerdir; bu sebeple O0gretmen ve Ogrenciler yalnizca YDS’de basarili olmak
amacina tutunmuslardir. Ikinci olarak, tiim simif materyalleri, 6gretme ve smama
teknikleri, bilimsel ve Ogrenilmis kaynaklardan ziyade sadece YDS tarafindan
yonlendirilmektedir. Aym zamanda, Ingilizce 6gretim ve Ogrenimine ayrilmasi
beklenen zaman ve enerjinin ¢ogu sinava girme aligtirmalari ve uygulamalarina
harcanmaktadir. Ustelik, 6gretme yontemleri ve simf ici ders isleme ¢esitliligi siav
odakli uygulamalara indirgenmistir; baska bir deyisle, standart smav sekil ve
icerigiyle uyumsuz materyal ve yontemlerin kullanimi bu tip siniflardan tamamiyla
cikartilmigtir. Son olarak, Ogrenciler, herhangi bir dil 6greniminin baglica amact
olmas1 gereken iletisimsel becerileri gelistirememektedirler; bdylece, 6grenciler
yalnizca bir ezberleme yaklasimini benimserken elestirisel diisiinme becerileri daha
az vurgulamr olmustur. Bu g¢alismanin sonuglari, YDS’nin Ingilizce gruplarmm
egitimi tizerinde arzu edilmeyen sonuglarini ortaya koyarak, 6gretmenler, yoneticiler
ve Milli Egitim Bakanlig1 i¢cin 6nemli sayilabilecek sonug ¢ikarimi saglayacaktir.

Anahtar Kkelimeler: geriye doniik etki, Yabanci Dil Smavi, Yabanci Dil Ingilizce,
Ogretim ve 6grenim
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CHAPTER ONE
INTRODUCTION

1.1. PRESENTATION

This chapter includes the background information related to washback
research, statement of the problem, the purpose and significance of the study,
statement of the research questions, statement of the hypotheses, limitations of
the study, assumptions of the study, definitions of the terms and abbreviations.

1.2. BACKGROUND OF THE STUDY

Although washback is a term commonly used in applied linguistics
today, it is rarely found in dictionaries. Washback (Aldersen & Wall, 1993) or
backwash (Biggs, 1995, 1996) refers to the influence of testing on teaching
and learning. The concept is rooted in the notion that tests or examinations
can and should drive teaching, and hence learning, and is also referred to as
measurement-driven instruction (Popham, 1987). In order to achieve this
goal, a “match” or an overlap between the content and format of the test or
the examination and the content and format of the curriculum (or “curriculum
surrogate” such as the textbook) is encouraged. This is referred to as
curriculum alignment by Shepard (1990, 1991b, 1992, 1993). Although the
idea of alignment (matching the test and curriculum) has been described by
some as “unethical,” and threatening the validity of the test (Haladyna, Nolen,
& Haas, 1991: 4; Widen, O’Shea, & Pye, 1997), such alignment is evident in
a number of countries, Hong Kong being one example (Cheng, 1998a;
Stecher, Barron Chun, Krop,& Ross, 2000). This alignment, in which a new
or revised examination is introduced into the education system with the aim
of improving teaching and learning, is referred to as systemic validity by

Frederiksen and Collins (1989), consequential validity by Messick (1989,



1992, 1994, 1996), and test impact by Bachman and Palmer (1996) and Baker
(1991).

Wall (1997) distinguished between test impact and test washback in
terms of the scope of the effects. According to Wall, impact refers to ... any
of the effects that a test may have on individuals, policies or practices within
the classroom, the school, the educational system or society as a whole”,
where washback is defined as “the effects of tests on teaching” (Wall, 1997:
291).

Examinations have often been used as a means of control, and have been
with us for a long time: a thousand years or more with their use in Imperial
China to select the highest officials of land (Arnove, Altback, & Kelly, 1992;
Hu, 1984; Lai, 1970). Those examinations were probably the first civil service
examinations ever developed. Although the goal of the examination was to
select civil servants, its washback effect was to establish and control an
educational program, as prospective mandarins set out to prepare themselves
for the examination that would decide not only their personal fate but also
influence the future of the Empire (Spolsky, 1995a, 1995b).

The use of examinations to select for education and employment has also
existed for a long time. Examinations were seen by some societies as ways to
encourage the development of talent, to upgrade the performance of schools
and colleges, and to counter to some degree, nepotism, favoritism, and even
outright corruption in the allocation of scarce opportunities (Bray & Steward,
1998; Eckstein & Noah, 1992).

A broad view of construct validity claims that it encompasses aspects of
test use: the impact of tests on test-takers and teachers, the interpretation of
scores by decision-makers, and the misuses, abuses and unintended uses of
tests (Messick, 1989). The need to include aspects of test use in construct
validation originates in the fact that testing is not an isolated event; rather it is
connected to a whole set of variables that interact in the educational process.
Results obtained from tests can have serious consequences for individuals as

well as for programs, since many crucial decisions are made on the basis of



test results. The power and authority of tests enable policy-makers to use them
as effective tools for controlling educational systems and prescribing the
behavior of those who are affected by their results — administrators, teachers
and students. Schoolwide exams are used by principals and administrators to
enforce learning, while in classrooms, tests and quizzes are used by teachers to
impose discipline and to motivate learning (Stiggins and Faires-Conklin,
1992). Madaus (1988) states that tests represent a social technology deeply
embedded in education, government and business and they provide a
mechanism for enforcing power and control. Foucault (1979) views the
examination as the most efficient tool through which society imposes
discipline as it contains all the features needed for power and control.
Shohamy (1994) provides evidence from testing discourse to show that
decision-makers use tests for power and control, specifically for observation,
surveillance, quantification, classification, normalization, judgement and
punishment (Shohamy, Donitsa-Schmidt, Ferman, 1996).

The use of tests for scaling and standardizing an entire population has
long been typical of countries with centralized educational systems. Policy-
makers in central agencies, aware of the power of tests, use them to
manipulate educational systems, to control curricula and to impose new
textbooks and new teaching methods. In such settings, tests are viewed as the
primary tools through which changes in the educational system can be
introduced without having to change other educational components such as
teacher training or curricula. Furthermore, it is believed that the introduction
of national tests trigger additional factors that affect the educational process
(Shohamy, 1993a). The use of examinations to select for education and
employment has also existed for a long time; such as selecting candidates for
institutions of higher education (Bray & Steward, 1998; Eckstein & Noah,
1992). The effects of the examination on secondary education need to be taken
into consideration during the design process of such an examination with the
purpose of selecting candidates for college.

The degree of impact of a test is often influenced by several factors: the

status of the subject-matter tested, the nature of the test and the use to which



the test scores are put. There is often a distinction in the literature on
assessment between high- and low-stakes tests (Madaus, 1988): ‘high’ is
defined as situations when admission, promotion, placement or graduation are
directly dependent on test scores while ‘low’ implies the opposite. Most of the
studies of the impact of tests examine their effect on various behavioral,
attitudinal and educational aspects immediately after a new test has been
introduced into the educational system. Others examine the effects of the
examinations with selective purposes in the educational system. They tend to
focus on the immediate impact and neglect to track longer-term impact
(Shohamy, Donitsa-Schmidt, Ferman, 1996). The question thus arises as to
whether there have been washback effects over time, and if so, what the nature
of these effects has been.

Turkey is an exam-oriented country as witnessed by the number of the
nationwide examinations existing in the society, the results of which are used
for admission (OKS, OSS, ALES), promotion (KPDS, UDS), and placement
(OYS, KPSS, TUS). The purpose of this study is to examine the washback
effects of the FLE which is language part of OSS on the learning/teaching
activities in FLE classrooms at three types of high schools in Gaziantep,
Turkey.

1.3. STATEMENT OF THE PROBLEM

Testing has been used for decades, but concern about its influence has
recently increased. With this increased concern, the influence of tests has been
officially termed as ‘washback’ or ‘backwash’ (Biggs, 1995), and used as a
synonym for ‘impact’ in the field of language testing. Washback appears a
concern in education in general. This thesis study, however, will focus on
washback specifically in language education.

The term backwash is referred to the fact that testing drives not only the
curriculum, but also the teaching methods and students’ approaches to learning
(Crooks, 1988; Frederiksen, 1984; Frederiksen & Collins, 1989). However,
Spolsky (1994: 55) believed that “backwash is better applied only to
accidental side-effects of examinations, and not to those effects intended when

the first purpose of the examination is control of the curriculum”. In an



empirical study of an intended public examination change on classroom
teaching in Hong Kong, Cheng (1997, 1998a) combined movement and
motive, defining washback as “an intended direction and function of
curriculum change, by means of a change of public examinations, on aspects
of teaching and learning” (Cheng, 1997: 36).

As Cheng’s study showed, when a public examination is used as a vehicle
for an intended curriculum change, unintended and accidental side effects can
also occur, that is, both negative and positive influence, as such change
involves elaborate and extensive webs of interwoven causes and effects.

Although using high-stakes tests to change teaching and learning is a
common practice in many parts of the world, it has been found that there are
some high-stakes tests with unintended effects. For instance, the use of test
may be for other purposes, such as selection. Some researchers found that
most high-stakes tests produced negative washback effects (for example
Fredericksen, 1984; Bracey, 1987). The Foreign Language Examination (FLE)
which is a high-stakes test administered in Turkey does not seem to have an
officially intended washback effect on the curriculum or the teaching /learning
going on in classrooms. The only use of this examination seems to be selecting
candidates for university which may cause a lot of stress and pressure on the
students studying at secondary schools because to pass this examination is the
only way to study at one of the universities in Turkey. It does not seem fair
enough that only one examination decides if the students will study at
university or not. Even if this examination is supposed to be multi-faceted, one
who is very successful may fail this examination because it does not have any
sections letting him/her reveal his/her knowledge or skill. Moreover, on the
date s/he will take the examination, s/he might get sick or stressed out or,
experience something undesirable, and as a result, that might be followed by a
failure. All these reasons are expected to cause pressure and stress upon the
students studying at secondary schools.

After considering several definitions of washback, Bailey (1996: 259)
concluded that more empirical research needed to be carried out in order to

document its exact nature and mechanisms, while also identifying “concerns



about what constitutes both positive and negative washback, as well as about
how to promote the former and inhibit the latter”. This study is carried out to
identify washback effects of the FLE.

According to Messick (1996: 241-242), “for optimal positive washback
there should be little, if any, difference between activities involved in learning
the language and activities involved in preparing for the test”. The present
study aims to see if this ideal situation is true in our secondary schools.
However, the lack of simple, one-to-one relationships in such complex
systems was highlighted by Messick (1996: 242): “Apoor test may be
associated with positive effects and a good test with negative effects because
of other things that are done or not done in the education system”. In terms of
complexity and validity, Alderson and Wall (1993: 116) argued that washback
is “likely to be a complex phenomenon which cannot be related directly to a
test validity”. The washback effect should, therefore, refer to the effects of the
test itself on aspects of teaching and learning. The fact that there are so many
other forces operating within any education context, which also contribute to
or ensure the washback effect on teaching and learning, has been demonstrated
in several washback studies (e.g., Anderson at al., 1990; Cheng, 1998, 1999;
Madaus, 1988; Smith 1991a, 1991b; Wall, 2000; Watanabe, 1996a, Widen et
al.,1997).

In the studies conducted on washback, so far, intended or unintended
washback effects of examinations, usually English language tests, have been
investigated. Intended or unintended, washback effects of the examinations
may be positive or negative on teaching/learning activities in classrooms.
However, it does not sound a good way to study in accordance with one
specific examination in order to learn English. This study examines the
washback effect of an English language test on teaching/learning.

1.4. PURPOSE AND SIGNIFICANCE OF THE STUDY

Studies relating to the washback effect have been carried out in various
contexts of teaching and learning (Shohamy, 1993; Watanabe, 1996; Cheng,
1997). This is due to the necessary investigation of the particular educational

context in which the test takes place in order to evaluate the impact of a test in



an educational context. Cheng (2000: 12) points out the consequences of the
education phenomenon in washback studies, and further stresses that “whether
the washback effect is positive or negative will largely depend on how it works
and within which educational contexts”. Therefore, it is important to be aware
of its consequences and to investigate this education phenomenon in various
contexts. For this reason, this research has focused singularly on the Turkish
context, taking the form of a case study.

The purpose of this study is to investigate whether there is a washback
effect from the FLE (the Foreign Language Examination) on the teaching and
learning of FLE classrooms in three types of high schools; three Anatolian
High Schools, two Private high Schools and one Super High School in
Gaziantep, Turkey. These schools are only school types with FLE groups. The
first step of the study is to find out whether the FLE has washback effects on
teaching/learning activities in FLE classrooms and also whether its effect
shows differences among three types of high schools. To investigate the
answers to these questions, the following methodology will be employed: First
of all, classroom observations will be held in each school with the guideline of
an observation sheet. Next, all English teachers at schools in question will be
handed out questionnaires and also some related information will be obtained
through casual conversations with a teacher from each school to accomplish
the second step, that is, to find out if the educational background, awareness of
the FLE and curriculum, attitude to the FLE and textbooks, ways of teaching
and assessing and general views of the FLE of the teachers from three types of
high schools show differences. After the analysis of data, post-observation
interviews with the same teachers will be held. The purpose of post-
observation interviews is to verify data gathered from classroom observations.

Some studies deal only with teacher viewpoints. However, consideration
of student viewpoints is essential because they are the key participants directly
affected by the phenomenon. Therefore, all the students at three types of high
schools will be administered questionnaires, too. The purpose of distributing
questionnaires to the students is to find out whether the students studying at

three different types of high schools vary in their awareness of the FLE,



attitudes toward the FLE, attitudes toward their course books, attitudes toward
the learning activities in their classrooms.

Students tend to be influenced by their teachers due to the direct
relationship between teaching and learning; nevertheless, students’ views may
be different from, or independent of, their teachers’. For this reason, both
teacher and student perceptions will be focused on and compared in order to
see whether they think and feel differently about the FLE and
teaching/learning activities.

This study has a significance in terms of being the first study to
investigate the washback effect of a very prominent high-stakes examination
in Turkey. It is also important to find out if the FLE teachers and students are
affected by the FLE negatively or positively. If the results of the study give
support to a negative influence, its implication will be valuable for exam
preparation and implementation bodies, receiving institutions, school
administration, curriculum developers, Student Selection and Placement
Center, Central Council of Higher Education of Turkey, Ministry of
Education, and teachers and students. Moreover, if positive/negative effects
change according to school type, then the examination can be revealed of any
accusations of washback.

1.5. STATEMENT OF RESEARCH QUESTIONS

The purpose of this study is to investigate the washback effects of the
FLE on teaching and learning at three different types of secondary schools,
Anatolian, Private and Super High Schools. To realize this purpose, four types
of questions appear as research questions. First type of questions is to see
whether there are differences among the FLE teachers from different school
types. Second type of questions is to see whether the FLE students from
different school types show differences. Third type of question is to see
whether the teachers and students show differences toward the FLE. Lastly,
fourth type of question is to see if the classroom discourse reflect washback
influences from the FLE.

Research Question 1: Do the English teachers of three types of high
schools differ in terms of

a) demographic features and educational background?



b) their awareness of the FLE and the school curriculum?

c) their attitudes to the FLE?

d) their attitudes to the course books being used in their programs?
) their content of teaching?

f) the language teaching methodology they employ in the FLE

classrooms?
g) assessment techniques they use in their classrooms?
h) their general views related to the FLE programs and their teaching?

Research Question 2: Do the 10" and 11" grade FLE oriented students
studying at three types of high schools differ in terms of their
a) awareness of the FLE?

b) attitudes toward the FLE?

c) attitudes toward their course books?
d) attitudes toward the learning activities in their classrooms?
e) general views on learning and the FLE?

Research Question 3: Do teachers and students differ in their attitudes
and opinions related to the FLE and their teaching/learning experiences?

Research Question 4: Do aspects of the classroom discourse reflect
washback influences from the FLE?

1.6. ASSUMPTIONS OF THE STUDY

The first assumption is that other factors that may affect teachers and
students other than washback effect of the examination are supposed to be
eliminated because in both teacher and student questionnaires, they are asked
to report other factors affecting them other than the FLE. Also, the aim of the
study is clearly explained to the teachers and students who answer the
questionnaires and it is told that the results will be useful for them and
upcoming students and teachers. During classroom observations, the classes
are observed from the back seat and the students and teachers are assured that
the observation notes will be only used in the researcher’s study and the aim of
the observation is certainly not to see how good they are in the classroom but

to see their natural studying atmosphere.
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In addition, both teachers’ and students’ questionnaires and interviews
held with teachers are in their native language so that they can express
themselves, their views and feeling in a better way.

Based on the above reasons, it is assumed that the subjects have studied
as they always do during the classroom observations and they have answered
the questionnaires sincerely and; during the casual interviews, the teachers
have expressed their own feelings and opinions sincerely.

1.7. LIMITATIONS OF THE STUDY

There are several limitations of the current study. First of all, the data for
the study were gathered from six different high schools that were selected
randomly although there were two other high schools that have FLE groups.
Therefore, not all FLE groups in Gaziantep were included in this study.

Secondly, since the schools and subjects are restricted to Gaziantep, it
may not be right to generalize the results of the study to all FLE groups and
Teachers around Turkey. However, it should not be overlooked that the study
was administered at all types of high schools so, this makes the results of the
study rather reliable.

A further concern is related to the classroom observations carried out to
witness the teaching/learning activities at 11" grade FLE groups who were
expected to be relatively affected by the examination. Although questionnaires
were handed out to the 10" graders, these classrooms were not observed
because 11" graders were the ones who were supposed to be under the effect
of the FLEE since they would take the FLE the very same year.

Another concern is related to the interviews held with only one teacher
from each school. Most of the FLE groups in the study had more than one
teacher but the interviews were held with only one of the teachers. Also, the
classroom observation at each school was done during only one teacher’s
teaching. It would be better to witness the other teacher’s classroom activities
and to hear his/her opinions about the FLE via interview although s/he was
given questionnaire. However, the observed teacher was asked about the other

teacher’s practices.
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Finally, questionnaires cause another problem. Especially, some items in
the questionnaire forces the subject to choose one alternative. These items
bring a kind of restriction to the answers of the subjects; however, the
researcher tried to overcome this handicap by including some open-ended
questions so that they can express their opinions better.

1.8. DEFINITON OF THE TERMS AND ABBREVIATIONS

Washback: unpleasant after-effects of an event or situation (Collins
Cobuild Dictionary).

Washback (its meaning in the study): the influence of testing on
teaching and learning (Alderson & Wall, 1993).

High- stakes test: A high-stakes test is a test which has important
consequences for the test taker. If the examinee passes the test, then the
examinee may receive significant benefits, such as a high school diploma, a
scholarship, or a license to practice law. If the examinee fails the test, then the
examinee may receive significant disadvantages (http://en.wikipedia.org).

ALES: Academic Graduate Education Examination

KPDS: State Personnel Language Examination

KPSS: State Personnel Selection Examination

OKS: Secondary Schools Examination

OSS: Student Selection Examination

OYS: Student Placement Examination

The FLE: the Foreign Language Examination

TUS: Medicine Specialization Examination

UDS: University Foreign Language Examination
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CHAPTER TWO
REVIEW OF LITERATURE

2.1. PRESENTATION

This Chapter reviews the literature on washback. Definitions of
washback, origin of examinations and washback, functions and nature of
washback; and review of studies on washback are presented in this chapter.
2.2. WASHBACK
2.2.1. Definitions of Washback

The definition of the word ‘washback’ is often given as “the effects of
tests on teaching and learning”. Bachman and Palmer (1996) argued that the
washback effect of tests operates at two levels: the micro level, which means
the effect of tests on teachers and individual students in classroom settings,
and the macro level, which refers to the effect of tests on the educational
system and society as a whole.

Buck (1992) describes ‘washback’ as the effect of a test on what
teachers and students do in classrooms, that is on micro level. Pearson (1988)
examines the micro view of teaching and learning that might be influenced by
examinations. He points out that the public examinations affect the attitudes,
behaviors, and motivation of teachers, students, and parents. Alderson and
Wall (1993) also restrict the use of the term ‘washback’ to classroom behavior
of teachers and students and explain that tests are held to be powerful
determiners of what happens in classrooms.

Pierce (1992: 687), on the other hand , uses the term ‘washback’ on the
macro level to indicate “the impact of a test on classroom pedagogy,
curriculum development, and educational policy”. Cohen (1994: 41) also
views the macro aspects of washback with regard to “how assessment

instruments affect educational practices and beliefs”.
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However, the following studies on, ‘washback’ cover both the micro
level and the macro level: Biggs (1995) uses the term, ‘washback’ to indicate
that testing drives not only curriculum, but also teaching methods and
students’ approaches to learning. Shohamy, Donita-Schmidt, and Ferman
(1996: 299) explain that “the power and authority of tests enable policy-
makers to use them as effective tools for controlling educational systems and
prescribing the behavior of those who are affected by their results-
administrators, teachers, and students”.

In general, Bailey (1996: 259) outlines the definition of washback as
follows:

1) washback is defined as the influence of testing on teaching and
learning;

2) it is widely held to exist and to be important; but

3) relatively little empirical research has been done to document its exact
nature or mechanisms by which it works.

In the present study, washback is defined as the effect of test on
teaching and learning in classroom settings, which focuses on the meaning of
washback at the micro level.

2.2.2. Origin of Examinations and Washback

Examinations have long been used as a means of control: a thousand
year or more if their use in Imperial China to select the highest officials of the
land is counted (Arnove, Altback, & Kelly, 1992; Hu, 1984; Lai, 1970).
Those examinations were probably the first civil service examinations ever
developed. Although the goal of the examination was to select civil servants,
its washback effect was to establish and control an educational program, as
prospective mandarins set out to prepare themselves for the examination that
would decide not only their personal fate but also influence the future of the
Empire (Spolsky, 1995a, 1995b).

The use of examinations to select for education and employment has
also existed for a long time. Examinations were seen by some societies as
ways to encourage the development of talent, to upgrade the performance of
schools and colleges, and to encounter to some degree, nepotism, favoritism,

and even outright corruption in the allocation of scarce opportunities (Bray &
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Steward, 1998; Eckstein & Noah, 1992). If the initial spread of examinations
can be traced back to such motives, the very same reasons appear to be as
powerful today as ever they were. Linn (2000: 4) classified the use of tests and
assessments as key elements in relation to five ways of educational reform
over the past 50 years: their tracking and selecting role in the 1950s; their
program accountability role in the 1960s; minimum competency testing in the
1970s; school and district accountability in the 1980s; and the standards-based
accountability systems in the 1990s. Furthermore, it is clear that tests and
assessments are continuing to play a crucial and critical role in education into
the new millennium.

In spite of this long and well-established place in educational history, the
use of tests has, constantly, been subject to criticism. Nevertheless, tests
continue to occupy a leading place in the educational policies and practices of
a great many countries. The researchers such as Baker, 1991; Calder, 1997;
Cannell, 1987; Cheng, 1997, 1998a; Heyneman, 1987; Heyneman & Ransom,
1990; Kehaghan & Greaney, 1992; Li, 1990; Shohamy, 1993a; Shohamy,
Donitsa-Schmidt, & Ferman, 1996; Widen et al., 1997; and others have, over
many years, documented the impact of testing on school and classroom
practices, and on the personal and professional lives and experiences of
principals, teachers, students, and other educational stakeholders.

Aware of the power of tests, policymakers in many parts of the world
continue to use them to manipulate their local educational systems, to control
curricula and to impose (or promote) new textbooks and new teaching
methods. Testing and assessment is “the darling of the policy-makers”
(Madaus, 1985) despite the fact that they have been the focus of controversy
for as long as they have existed. One reason for their longevity in the face of
such criticism is that tests are viewed as the primary tools through which
changes in the educational system can be introduced without having to
change other educational components such as teacher training or curricula.
Shohamy (1992: 513) originally noted that “this phenomenon [washback] is
the result of the strong authority of external testing and the major impact it

has on the lives of test takers™.
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One example of these beliefs about the legislative power and authority
of tests was seen in 1994 in Canada, where a consortium of provincial
ministers of education instituted a system of national achievement testing in
the areas of reading, language arts, and science (Council of Ministers of
Education, Canada, 1994). Most of the provinces now require students to pass
centrally set school-leaving examinations as a condition of school graduation
(Anderson, Muir, Bateson, Blackmore, & Rogers, 1990; Lock, 2001; Widen,
O’Shea, & Pye, 1997).

Petrie (1987: 175) concluded that “it would not be too much of an
exaggeration to say that evaluation and testing have become the engine for
implementing educational policy”. Other than implementing educational
policy, examinations of various kinds have been used for a very long time for
many different purposes in many different places; such as for selection,
placement, graduation, admission, promotion and exemption. There is a set of
relationships, planned and unplanned, positive and negative, between
teaching and testing. These two facts mean that, although washback has only
been identified relatively recently, it is likely that washback effects have been
occurring for an equally long time. It is also likely that these teaching-testing
relationships are likely to become closer and more complex in the future. It is
therefore essential that the education community work together to understand
and evaluate the effects of the use of testing on all of the interconnected
aspects of teaching and learning within different education systems.

2.2.3. Functions and Mechanism of Washback

Traditionally, tests have come at the end of the teaching and learning
process for evaluative purposes. However, with the widespread expansion and
profilation of high-stakes public examination systems, the direction seems to
have been largely reversed. There is often a distinction in the literature on
assessment between high- and low-stake tests (Madaus, 1988): ‘high’ is
defined as situations when admission, promotion, placement or graduation are
directly dependent on test scores while ‘low’ implies the opposite. Testing can
come first in the teaching and learning process. Particularly when tests are

used as levers for change, new materials need to be designed to match the
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purposes of a new test, and school administrative and management staff,
teachers, and students are generally required to learn to work in alternative
ways, often work harder, to achieve high scores on the test. In addition to these
changes, many more changes in the teaching and learning context can occur as
the result of a new test, although the consequences and effects may be
independent of the original intentions of the test designers, due to the complex
interplay of forces and factors both within and beyond the school.

Such influences were linked to test validity by Shohamy (1993a: 2),
who pointed out that “the need to include aspects of test use in construct
validation originates in the fact that testing is not an isolated event; rather, it
is connected to a whole set of variables that interact in the educational
process”. Similarly, Linn (1992: 29) encouraged the measurement research
community “to make the case that the introduction of any new high-stakes
examination system should pay greater attention to investigations of both the
intended and unintended consequences of the system than was typical of
previous test-based reform efforts”.

As a result of this complexity, Messick (1989) recommended a unified
validity concept, which requires that when an assessment model is designed to
make inferences about a certain construct, the inferences drawn from that
model should not only derive from test score interpretation, but alsofrom other
variables operating within the social context ( Bracey, 1989; Cooley, 1991;
Cronbach, 1988; Gardner, 1992; Gifford & O’Connor, 1992; Linn, Baker, &
Dunbar, 1991; Messick, 1992). The importance of collaboration was also
highlighted by Messick (1975: 959): “Researchers, other educators, and policy
makers must work together to develop means of evaluating educational
effectiveness that accurately represent a school or district’s progress toward a
broad range of important educational goals”.

In exploring the mechanism of such an assessment function, Bailey
(1996: 262-264) cited Hughes’ trichotomy (1993) to illustrate the complex
mechanisms through which washback occurs in actual teaching and learning
environments. Hughes (1993: 2) explained his model as follows: a) The nature

of a test may first affect the perceptions and attitudes of the participants
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towards their teaching and learning tasks; b) These perceptions and attitudes in
turn may affect what “the participants” do in carrying out their work “the
process”, including practicing the kind of items that are to be found in the test;
c) these, in turn, will affect the learning outcomes, “the product” of the work.

Whereas Hughes focused on participants, processes, and products in his
model to illustrate the washback mechanism, Alderson and Wall (1993: 120-
121), in their Sri Lankan study, focused on micro aspects of teaching and
learning that might be influenced by examinations. Based on that study, they
drew up 15 hypotheses regarding washback, which referred to areas of
teaching and learning that are generally affected by washback. Alderson and
Wall concluded that further research on washback is needed, and that such
research must entail “increasing specification of the Washback Hypothesis”.
They called on researches to take account of findings in the research literature
in at least two areas: (a) motivation and performance, and (b) innovation and
change in the educational settings.

One response to Alderson and Wall’s (1993) recommendation was a
large-scale quantitative and qualitative empirical study, in which Cheng (1997,
1998a) developed the notion of “washback intensity” to refer to the degree of
the washback effect in an area or a number of areas of teaching and learning
affected by an examination. Each of the areas was studied in order to chart and
understand the function and mechanism of washback- the participants, the
processes, and the products- that might have been brought about by the change
of a major public examination within a specific educational context (Hong
Kong).

Wall (1996: 334) stressed the difficulties in finding explanations of how
tests exert influence on teaching. Wall (1999, 2000) used the innovation
literature and incorporated findings from this literature into her research areas
to propose ways of exploring the complex aspect of washback:

The writing of detailed baseline studies to identify important characteristics
in the target system and the environment, including an analysis of the current
testing practices (Shohamy et al., 1996), current teaching practices, resources
(Bailey, 1996; Stevenson & Riewe, 1981), and attitudes of key stakeholders
(Bailey, 1996; Hughes, 1993).
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The formation of management teams representing all the important interest
groups, for example, teachers, teacher trainers, university specialists, ministry
officials, parents and learners, etc. (cited in Cheng, 1998a).

Fullan explained that the “subjective reality” which teachers’ experience
would always contrast with the “objective reality” that the proponents of
change had originally imagined. According to Fullan, teachers work on their
own, with little reference to experts or consultation with colleagues. They are
forced to make on-the-spot decisions, with little time to reflect on better
solutions. They are pressured to accomplish a great deal, but are given far too
little time to achieve their goals. When, on the top of this, they are expected to
carry forward an innovation that is generally not of their own making, their
lives can become very difficult indeed. This may help to explain why intended
washback does or does not occur in teaching and learning. If educational
change is imposed upon those parties most directly affected by the change,
that is learners and teachers, without consultation of those parties, resistance is
likely to be the natural response (Curtis, 2000). In addition, it has also been
found that there tend to be discrepancies between the intention of any
innovation or curriculum change and understanding of teachers who are tasked
with the job of implementing that change (Andrews, 1994, 1995; Markee,
1997).

Andrews (1994, 1995) highlighted the complexity of the relationship
between washback and curriculum innovation, and summarized three possible
responses of educators in response to washback: fight it, ignore it, or use it
(cited in Heyneman, 1987: 260). By “fight it,” Heyneman referred to the effort
to replace examinations with other sorts of selection processes and criteria, on
the grounds that examinations have encouraged rote memorization at the
expense of more desirable educational practices. In terms of “ignoring it,”
Andrews (1994: 51-52) used the metaphor of the ostrich pretending that on-
coming danger does not really exist by hiding its head in the sand. According
to Andrews, those who are involved with mainstream activities, such as
syllabus design, material writing, and teacher training, view testers as a

“special breed” using an obscure and arcane terminology. Tests and exams
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have been seen as an occasional necessary evil, a dose of unpleasant medicine,
the taste of which should be washed away as quickly as possible.

The third response, “use it,” is now perhaps the most common of the
three, and using washback to promote particular pedagogical goals is now a
well-established approach in education. The question of who it is that uses it
relates, at least in part, to the earlier discussion of the legislative power of tests
as perceived by governments and policymakers in many parts of the world.
2.3. THE NATURE OF WASHBACK

The nature of washback is divided into two categories: negative and
positive.

2.3.1. Negative Washback

Negative washback is commonly described as the phenomenon in which
teachers drop curriculum and teach toward tests. To explain situations of
negative washback, Wall (1997) describes ‘principles’ that Madaus (1988)
presents about the impact of testing as follows: The power of tests is a
perceptual phenomenon, the higher the stakes attached to a test the more it will
distort the teaching process, past exam papers eventually become the teaching
curriculum, teachers adjust their teaching to fit the form of exam questions,
test results become the major goal of schooling, and the agencies which set or
control examinations eventually assume control over the curriculum (cited in
Wall,1997: 292).

Fish (1988) discovers that “teachers reacted negatively to pressure
created by public displays of classroom scores” (cited in Cheng, 2000: 9).
Noble and Smith (1994a: 6) also found that high-stakes testing could affect
teachers directly and negatively, and that “teaching test-taking skills and
drilling on multiple-choice worksheets is likely to boost the scores but unlikely
to promote general understanding”. From an extensive qualitative study of the
role of external testing in elementary schools in the
United States, Smith (1991b: 8) listed a number of damaging effects, as the
“testing programs substantially reduce the time available for instruction,
narrow curricular offerings and modes of instruction, and potentially reduce
the capacities of teachers to teach content and to use methods and materials

that are incompatible with standardized testing formats”.
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This narrowing was not the only detrimental effect found in a Canadian
study, in which Anderson et al. (1990) carried out a survey study investigating
the impact of re-introducing final examinations at Grade 12 in British
Columbia. The teachers in they study reported a narrowing to the topics the
examination was most likely to include, and that students adopted more of a
memorization approach, with reduced emphasis on critical thinking. In a more
recent Canadian study (Widen et al., 1997), Grade 12 science teachers
reported their belief that they had lost much of their discretion in curriculum
decision making, and therefore, much of their autonomy. When teachers
believe they are being circumscribed and controlled by the examinations, and
students’ focus is on what will be tested, teaching and learning are in danger of
becoming limited and confined to those aspects of the subject and field of
study that are testable.

Buck (1992: 141) expresses his opinion about the negative effects of
tests on teaching when he states that “it seems likely that translation tests
could have very negative washback indeed, and lead to activities which would
not be beneficial to second language learners “ (cited in Watanabe, 1996: 319).
However, his opinion is criticized as mere self-report without results of
systematic empirical research (see Watanabe, 1996). Smith (1991) also points
out that high-stakes testing has an influence on teachers both directly and
negatively. In order to explain ‘negative washback’, Alderson and Wall (1993:
115) cite Vernon’s (1956: 166) comment that “teachers tend to ignore subjects
and activities which are not directly related to passing the exam so that
examinations distort the curriculum”.

2.3.2. Positive Washback

On the other hand, some researchers view washback in a positive way
and believe that it is desirable in that it can bring about beneficial changes in
language teaching through changing examinations (Morris, 1972; Davies,
1985; Alderson, 1986; Pearson, 1988; Crooks, 1988). Morris (1972) considers
that examinations are necessary to ensure the implementation of new curricula.
Davies (1985) takes the view that a good test should be “an obedient servant
of teaching; and this is especially true in the case of achievement testing”

(cited in Cheng, 2000: 9). Swain (1985) recommends that those who design
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tests ‘work for washback’, while Alderson (1986) claims that curriculum
innovations should be encouraged through innovations in language testing.
Pearson (1988: 107) considers that good tests will be more or less directly
usable as teaching-learning activities. Similarly, good teaching-learning tasks
will be more or less directly usable for testing purposes, even though practical
or financial constraints limit the possibilities (cited in Alderson & Wall, 1993).
Crooks (1988) discusses the influence that evaluation activities in class
can have on students, proposing possible situations in that testing can have a
positive effect on them as follows: teachers stress the need for ‘deep learning’
rather than ‘surface learning’, use evaluation to assist students rather than to
judge them, use feedback to focus students’ attention on their progress set
high but attainable standards, and select evaluation tasks to suit the goals
being assessed (cited in Wall, 1997: 292).

However, rather than just describing the possible situations that trigger
negative or positive washback, some researchers have gone one step further to
consider implications for how to promote positive washback. According to
Hughes (1989: 2), backwash-washback can be harmful or beneficial; however,
“if testing always had a beneficial effect on teaching, it would have a much
better reputation amongst teachers”. For this reason, he suggests seven ways to
achieve beneficial backwash:

1. Test the abilities whose development you want to encourage.
Sample widely and unpredictably.

Use direct testing.

2
3
4. Make testing criterion-referenced.
5. Base achievement tests on objectives.
6. Ensure test is known and understood by students and teachers.
7.  When necessary, provide assistance to teachers.
Bailey (1996) also suggests some factors which might promote
beneficial washback from the literature, such as language learning goals,
authenticity, learner autonomy and self-assessment, and detailed score

reporting.
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2.4. DESIGNING RESEARCH ON WASHBACK

The aim of the research may be to investigate how tests influence
teachers’ internal factors such as personal beliefs about teaching, motivation or
how they influence students, their learning or their personal feelings, or how
they influence both. Also, the research may investigate the effects of the
examination on materials such as course books.

In order to gather data from teachers and students, it may be possible to
administrate interviews or questionnaires. In addition, classroom observation
is significant at this point because an attempt should be made to establish
credibility or to demonstrate “that the research was conducted in a way that
maximizes the accuracy of identifying and describing the object(s) of study”
(Brown, 2001: 225).To carry out an observation study, a set of data-gathering
instruments, such as observation instruments, preobservation instrumentsi
recording classroom events, and postobservation interviews,, needs to be
constructed. Another way to gather data is interview with teachers. The
researcher may have pre-observation interview before recording classroom
events and then have post-observation interviews. A valuable piece of
information, such as teachers’ personal beliefs about education, may also be
obtained through casual conversations with teachers (Watanabe, 2001: 30).
2.5. REVIEW OF STUDIES ON WASHBACK
2.5.1. Washback Effect of Examinations in Overall Education

Washback and the impact of tests more generally have become a major
area of study within educational research, and language testing in particular.
Therefore, most of the studies conducted on washback are on language
examinations. However, there are still some studies conducted on education in
general as in the following.

In his study of teachers’ beliefs about the influence of testing on the
classroom practices, Madaus (1988) compares the content of the actual tests
and the content of tests in the textbook in order to examine whether or not both
reflect what the curriculum says. It is found that both fail to measure what the
curriculum indicates that students should be able to know and do at certain

levels.
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Haas, Haladyna, and Nolen (1989: 8) conduct research into the effects
of external testing on teachers in junior high schools. They collect data
through questionnaires and teacher interviews. It is revealed from the study
that teachers believe the test scores are “routinely inappropriately used” to
evaluate teachers and that such inappropriate uses have harmful effects on
their teaching.

In a qualitative study about the effect of external testing in elementary
schools in Arizona, Smith (1991) reports that teachers have negative feelings
such as great anxiety, shame, and embarrassment related to their students’ test
results and believe that the test scores are used against them, despite the
perceived invalidity of the scores.

In addition, Cheng’s (1997) study embodies both teacher and student
opinions. She wuses questionnaires for teachers and students, teacher
interviews, and classroom observations to examine how the revised Hong
Kong Certificate of Education Examination (HKCEE) influences secondary
school teaching. She reports that the examination has the most ‘intensive’
washback effect on the contents of teaching so that fast changes occur in
teaching materials, which is due largely to the commercial characteristics of
the Hong Kong society and washback effect works slowly and reluctantly and
with difficulties in the methods teachers employ.

Cheng (1998, 1999) conducts a follow-up study that focuses on how the
revised HKCEE influences secondary school teaching. She (1998) reports the
impact of the examination change on student perceptions and attitudes toward
their learning. The findings from the questionnaires indicate that although
more teaching and learning activities are similar to the examination activities
over two years, in which the follow-up study is conducted, student perceptions
and attitudes toward the aspects of the examination remain unchanged. Cheng
(1999) also reports washback on teacher perceptions and actions by observing
three teachers over the two years. After observing the teachers’ oral lessons,
she discusses each teacher’s classroom activities in detail and concludes that
the interaction pattern of each teacher’s teaching in the classroom do not

reveal significant change.
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2.5.2. Washback Effect of Examinations in FL classrooms and programs

The study of washback has resulted in recent developments in language
testing, and measurement-driven reform of instruction in general education.
Research in language testing has centered on whether and how we assess the
specific characteristics of a given group of test takers and whether and how we
can incorporate such information into the ways in which we design language
tests. One of the most important theoretical developments in language testing
in the past 30 years has been the realization that a language test score
represents a complex of multiple influences. Language test scores cannot be
interpreted simplistically as an indicator of the particular language ability we
think we are measuring. The scores are also affected by the characteristics and
contents of the test takers, the characteristics of the test takers, the strategies
the test takers employ in attempting to complete the test tasks, as well as the
inferences we draw from the test results. These factors undoubtedly interact
with each other.(Cheng, Watanabe, Curtis, 2004: 4-5)

Nearly 20 years ago, Alderson (1986) identified washback as a distinct
area within language testing, to which researchers needed to turn our attention.
Alderson (1986: 104) discussed the “potentially powerful influence offsets”
and argued for innovations in the language curriculum through innovations in
language testing. At around the same time, Davies (1985) was asking whether
tests should necessarily follow the curriculum, and suggested that perhaps tests
ought to lead and influence the curriculum. Morrow (1986: 6) extended the use
of washback to include the notion of washback validity, which describes the
relationship between testing, and teaching and learning. Morrow also claimed
that “... in essence, an examination of washback validity would take testing
researchers into the classroom in order to observe the effects of their tests in
action”. This has important implications for test validity.

Alderson and Wall (1993: 120-121), in their Sri Lankan study, attempted
to do in establishing baseline data through observations of English classes in
Sri Lankan secondary schools prior to the implementation of an innovative
test. The baseline data are then compared with data collected after the test has
been introduced. In experimental terms, this procedure amounts to a one-group

pretest/post-test design. Wall and Alderson are appropriately cautious, given
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their lack of control over variables, about attributing the observed changes
solely to the test itself. Based on that study, they drew up 15 hypotheses
regarding washback, which referred to areas of teaching and learning that are
generally affected by washback. Alderson and Wall concluded that further
research on washback is needed, and that such research must entail “increasing
specification of the Washback Hypothesis”. These hypotheses regarding
washback from their review of the literature on language testing and their own

experience of discussing with teachers about their teaching and testing are as

follows:

1. A test will influence teaching.

2. A test will influence learning.

3. A test will influence what teachers teach; and

4. A test will influence how teachers teach; and by extension from (2)
above,

5. A test will influence what learners learn; and

6 A test will influence how learners learn.

7 A test will influence the rate and sequence of teaching; and

8. A test will influence the rate and sequence of learning.

9 A test will influence the degree and depth of teaching; and

10. A test will influence the degree and depth of learning.

11. A test will influence attitudes to the content, method, etc. of teaching
and learning.

12.  Tests that have important consequences will have washback; and
conversely.

13.  Tests that do not have important consequences will have no washback.

14.  Tests will have washback on all learners and teachers.

15. Tests will have washback effects for some learners and some teachers,

but not for others.

There are some studies conducted on washback that take only the
teacher’s factor into consideration, that is, those studies examine washback
effect of the examinations only from teachers’ point of view and select only
teachers as participants. On the other hand, some other studies focus on both
teachers’ and students’ views and believes in order to track down washback

effect. Firstly, here are some studies taking teachers’ believes into account:
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Spratt (2005) reviews the empirical studies of washback from external
examinations and tests that have been carried out in the field of English
language teaching from the point of view of the teacher so as to provide
teachers with a clearer idea of the roles they can play and the decisions they
can make concerning washback. What intervening factors the studies have
indicated influence whether and to what degree washback occurs are
examined. This examination highlights how much washback cannot be
considered an authomatic or direct effect of examinations. As a result, this
study shows how crucial a role the teacher plays in determining types and
intensity of washback, and how much teachers can therefore become agents
for promoting positive washback.

Watanabe (1996) observes the classroom practice of two different
English exam-preparation classes taught by two experienced teachers: one of
each teacher’s exam-preparation classes is grammar-translation oriented and
the other is not. From the classroom observations, it is found that translation-
oriented university entrance examinations do not influence the two teachers in
the same way, that is, the examinations induce washback on one teacher, but
not one the other. Watanabe, however, addresses teacher factors, such as
teachers’ educational background, personal beliefs, and teaching experience,
that might trigger or prevent washback from occurring, and concludes that
such factors may outweigh the effect of the entrance examinations.

Watanabe thinks there is a need for research into the washback effect of
the English component of the university entrance examinations in Japan.
Interviews with the teachers prior to classroom observations and also pre- and
post-observation discussions were conducted with each teacher. In accordance
with this study, it could be concluded that the presence of the entrance
examination caused only some types of negative washback (in the sense
expressed in a variety of public opinions) to only some aspects of some
teachers’ lessons.

In a study conducted by Li (1990), again teachers and also
administrators were participants, but students’ views and opinions were not
involved. The Matriculation English Test (MET; the reformed English test for

entrance to all universities in China) is an example that undoubtedly shows the
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existence of washback effects on the teaching of English throughout China.
Four years after the implementation of the reformed MET, Li (1990) did a
survey to examine whether or not teachers and administrators realized the need
for change and whether they initiated changes in their curriculum to promote
changes in the teaching situation. It is reported that there have been changes in
what is taught and all ELT instruction is MET-oriented.

The studies above include information provided by teachers, in which
only teachers’ views and beliefs are considered but do not encompass student
views and beliefs. However, the research conducted in Israel by Shohamy,
Donitsa-Schmidt, and Ferman (1996) on the long-term washback effect
includes both teacher and student perceptions. Through document analysis,
questionnaires, and interviews with teachers, students, and language
inspectors, they investigate the long-term impact of two national tests that
have been implemented in the late 1980°s. One is Arabic as a second language
(ASL) and the other is English as a foreign language (EFL). Results show that
there are different washback patterns for the two tests: whereas the impact of
the EFL test, which is a high-stakes test, has increased, the washback effect of
the ASL test, which is a low-stake test, has significantly decreased over the
years.

Hayes and Read (2000) completed a study of the impact of the
International English Language Testing System (IELTS) on the way
international students prepare for academic study in New Zealand. Classroom
observations, teacher interviews, teacher and student questionnaires, and pre-
and post-testing of the students were employed to establish the nature of the
two courses through a process of methodological triangulation. The study
showed clear evidence of washback effects in the IELTS preparation course
at School A. However, they did not seem to be the kind of positive effects
envisaged at the outset of this study, in the sense that the teacher and students
were narrowly focused on practice of the test tasks, rather than the
development of academic language proficiency in a broader sense. By
contrast, the course at School B appeared to address a wider range of
academic study needs and to promote the students’ general language

development.
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Alderson and Hamp-Lyons (1996), in a washback study of TOEFL
preparation courses in the United States, also consider both teacher as well as
student views. They compare TOEFL preparation classes and non-TOEFL
preparation classes by the same teachers as well as the teachers’ behaviors in
both types of classes through the use of three kinds of instruments: student
interviews, teacher interviews, and classroom observations. This study shows
that the TOEFL test affects both what and how teachers teach, but the degree
and kind of influence vary from teacher to teacher. It is thus concluded that the
washback of TOEFL does not result from the TOEFL test itself, but from
administers, material writers, and teachers.

Wall and Alderson (1993: 41-68) investigate the impact of a secondary-
school English examination in Sri Lanka on language teaching. In order to
determine whether the examination has an effect on teaching, they focus on
the relationship between the examination and the textbook, that is whether the
examination is intended to reinforce the textbook. Over a period of three years,
Wall and Alderson and a team of local teachers, who act as observers, visit
and observe classrooms in five different areas of the country. After classroom
observations, they interview the teachers observed. The findings from the
study indicate that the examination impacts on what teachers teach but not on
how they teach. However, Wall and Anderson conclude that “the supposition
of washback as currently formulated is an oversimplified account of the
relationship between tests and teaching”, and suggest that testers should
“guard against oversimplified beliefs that ‘good’ tests will automatically have

‘good’ impact”.

In another study conducted in China, Luxia (2005) examines the
reasons why the National Matriculation English Test (NMET) failed to bring
about the intended changes or washback effects although the NMET was
designed specifically to promote changes in ELT (English language teaching)
in schools apart from its primary function of selecting candidates for
institutions of higher education. For this purpose, data were collected through
interview and questionnaire from eight NMET constructors, six English
inspectors, 388 teachers and 986 students. The results show that the most

important reason for the test failing to achieve the intended washback is that
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the selection function and the function of promoting change are in many ways
in conflict with each other, making it a powerful trigger for teaching to the test
but an ineffective agent for changing teaching and learning in the way
intended by its constructors and the policymakers.

In the studies above the examinations whose washback effects have
been investigated are language examinations in general. However, there are
also some other studies that handle the examinations evaluating only one
specific skill of the students on English language. Two studies below are
examples of this type of examinations.

Stecher, Chun, and Barron (1999) conduct two statewide surveys-of
Washington principals and teachers- to study the impact of the Washington
educational reform on school and classroom practice. The teachers’ reports
about writing curriculum and instruction and data about school practices from
the principal surveys when trying to model the impact of the reform on
Washington Assessment of Student Learning (WASL) scores. The WASL test
in writing achieves more than a multiple-choice test of writing would do,
because students must produce an essay, not merely fill in blanks, identify
mistakes, or complete other writing- related tasks that can be assessed using a
multiple-choice format. Although the standards-based, test-driven reform
adopted in Washington has reduced the extent of the “washback” effect of
testing on instruction, it has not eliminated the effect altogether.

Ferman examines the washback effects of a national EFL oral
matriculation test, introduced by the Ministry of Education into the Israeli
educational system, with the officially expressed intent to utilize it as a means
of curriculum innovation and upgrading of language skills. The study
attempted to find whether this high-stakes test affected the educational
processes, the participants, and the products of teaching and learning, and if
so, how; it attempted to find whether the washback of the examination
innovation corresponded very closely to the effect intended by the
policymakers. Following four types of instruments were used: structured
questionnaires completed by students, structured interviews held with
teachers, open interviews held with three regional inspectors, and Document

Analyses of the Director General Bulletins and instructions issued by the Chief
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Inspector for English were performed to investigate the intentions of the test
designers. In conclusion, the EFL oral matriculation test resulted in strong
washback on the educational processes, the participants and the products of
teaching and learning in Israeli high schools.

In a study conducted by Hwang, besides washback effect of the
examination on teaching and learning, the relationship among the curriculum,
the textbooks and the examination is also examined as being different from
other studies. Hwang (2003) examines the washback effect of the College
Scholastic Ability Test (CSAT), a university entrance examination, on EFL
teaching and learning in Korean secondary schools. The study first
investigates the relationship among the curriculum, the school textbooks, and
the CSAT and; then examines if a washback effect from the CSAT exists. This
study further discerns the nature of washback and the variable(s) influenced by
the washback effect. For this purpose, data were collected through written
questionnaires for teachers and students and follow-up interviews for teachers.
The results indicate that the curriculum corresponds to the textbooks, while the
CSAT does not represent the curriculum, and that there is a negative washback
effect of the CSAT on EFL teaching and learning. The variable(s) influenced
by the washback effect are negative attitudes that the participants of the study
have toward the test.

The study conducted by University of Cambridge Local Examinations
Syndicate(UCLES) is different from the study above since it investigates the
effects of the examination only on language teaching materials. Saville and
Hawkey (2001) helped with the study which attempts to take sensitive account
of a wide range of the factors involved. The study examines the effect of tests
on language materials. In order to see the effects of IELTS on language
materials, the IATM, an instrument eliciting comprehensive information on
and evaluation of textbook and support materials was used to collect textbook
and related washback information from a sample of teachers selected as raters
from IELTS-oriented teaching programs. Although some raters think the
IELTS has negative washback effects on the materials, most of them find out
that it has a positive effect. However, the latter raters still have some

suggestions on supplementing the materials with some skills tested in IELTS.
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The present study examines the washback effects of the Foreign
Language Examination (FLE) of English on the teaching/ learning activities in
FLE classrooms in secondary education. This examination is taken by the
students who want to study at an English related department at one of the
universities in Turkey.

2.5.3. Studies Conducted on Washback in Turkey

Although there are not many, there are still a few studies conducted on
washback effects of language examinations within English as a Foreign
Language context, in Turkey.

Osken (1999) investigated the content validity and backwash effect of
the end-of-term Oral Assessment Test (OAT) administered at Hacettepe
University, Department of Basic English. The end-of-term OAT is a final
achievement test used to measure students’ oral language abilities. The
content validity of the OAT was investigated in terms of consistency between
the learning goals set for the students in the course book content and taught in
the language program and the content of the OAT. A related issue to the
content validity was the backwash effect of the OAT, which is the effect of the
test on teaching and learning in the classroom. This study included three
groups of subjects: 14 B-level subject teachers and two testers, 62 B-level
students and three administrators. To gather data, questionnaires were given to
the three groups of subjects mainly to obtain their opinions about the course
book content and the content of the OAT. Apart from that, the types of
speaking tasks in both the course book and the OAT were identified and
compared with each other with the aim of revealing consistency. The results of
the documentary analysis of the types of speaking tasks both in the course
book content and content of the OAT showed that although there were 13
types of speaking tasks occurring in the course book, only three of them were
on the OAT. This resulted in a low degree of the content validity of the OAT.
The results of the questionnaires supported the findings of the documentary
analysis above indicating that the majority of the speaking task types in the
course book were not included and tested in the OAT, which proved

inconsistency to a certain extent. In addition, through the questionnaires, it
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was revealed that students did not put a lot of time and effort in the classroom
on the types of the speaking tasks which were not tested and were of no value
in terms of passing or failing the OAT.

Boylug (2003) investigates the agreement between the opinions of the
teachers and students related to the reading activities practised in the English
as a Foreign Language classes at the Foreign Language Track of Foreign
Language Oriented High Schools in Gaziantep, Turkey. It also aimed to see
how efficiently the teachers prepare their students for the Foreign Language
Examination, a reading-based examination, by employing EFL reading
activities. The teachers and the students of the high schools were
administered questionnaires to gather their opinions. The results indicated
that although there were no statistically significant differences between the
teachers and students’ opinions for most of the items, the classroom
application frequencies for almost all the items were quite low. The
interpretation of these results was that these activities are not conducted
efficiently, and even more important, that the students are not taught
strategies which are expected to help them to study independently.

Ari (2002) carried out a study examining the effects of changes made in
university examination system on the education in chemistry department in
faculty of science and arts.

2.6. EDUCATIONAL CONTEXT IN TURKEY
2.6.1. Foreign Language Education (FLE) Systems in High Schools

There are three types of high schools entailing FLE groups of students.
These high schools are named as Anatolian, Private, and Super High Schools.
Students receiving high scores from OKS, an examination taken immediately
after the completion of middle school, are accepted in Anatolian High Schools.
On the other hand, students passing the average score from OKS are accepted
in Private High Schools on condition that they meet their education fees.
Students are accepted in Super High Schools in accordance with their middle
school graduation degree score by central placement system, not OKS. It is
compulsory for students attending one of the above mentioned schools to
undergo one year English instruction based education (preparatory class). This

means these students have an overt idea referring to English as a foreign
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language, thus some of these students clustered in FLE classes with the
purpose of studying at an English related department upon overcoming the
FLE. Students are categorized into different fields of study according to
majors which they prefer to study at university at the very beginning of 10"
grade.

At Anatolian and Super High Schools, 11™ and10™ grade FLE students
are taught 14 periods of English. The 14- period-schedule is either taught by a
single teacher or shared between two teachers. On the one hand, at Private
High Schools, FLE classes comprise 20 periods for the 11" grade and 16
periods for the 10" grade and shared by two teachers. In most schools, the
most competent and experienced ones are chosen as FLE teachers.

2.6.2. The FLE Section of the University Entrance Examination

The test which is under scrutiny here is the Foreign Language
Examination (hereafter named FLE), a component of the nationwide
University Entrance Examination. The examination consists of the following
task types in the given number of items and all in the multiple-choice format:
sentence-level close (22); paragraph-level cloze (9); sentence completion (11
items); matching the question to the given answer (4 items); translation from
L1 to L2, L2 to L1 (8 items); paragraph completion (5 items); dialogue
completion (5 items); contextualized response (5 items); reading
comprehension items (21); and achieving textual coherence (10 items).

As will be seen, the contents of the test do not directly assess skills other
than that of reading comprehension. The basic language components being
assessed are grammar, vocabulary and idiomatic expressions in shorter or
longer contexts. Speaking, writing and listening components are not assessed
directly. The questions are all multiple choice type assessing recognition rather
than production. There is a reason here to predict that teachers and their
teaching will be influenced by these features of the examination.

The examination takes 150 minutes. Therefore, the students must get
prepared to do various type of questions within a limited time frame. In
addition, the examination takes place immediately the following Sunday after

the OSS (Student Selection Exam) involving Turkish grammar and literature,
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math, science and social sciences. It is a prerequisite for an FLE student to go
in for OSS prior to taking the FLE.

The purpose of the test is to select candidates for university education,
and as such is a high-stakes examination. All the universities in Turkey accept
students into their language programs based on their scores from the FLE. The
status of the test is, therefore, a highly honored and trusted one.

Having gone through the researches on washback, the researcher
examines the washback effects of the Foreign Language Examination (FLE) of
English on the teaching/ learning activities in FLE classrooms in secondary

education from both teachers’ and students’ point of view.
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CHAPTER THREE
METHODOLOGY

3.1. PRESENTATION

This chapter presents information regarding the current study’s design,
participants, instruments, data collection and analysis. This chapter will give
the readers an insight into the nature of the study and help them understand
better the procedures used in this study.
3.2. RESEARCH DESIGN

The present study is a case study on washback effects of the Foreign
Language (English) component of the National University Entrance
Examination in Turkey on the teaching / learning activities at three different
types of high schools in Gaziantep. This study was designed to combine
qualitative and quantitative research methods. The research was conducted
between September 2006 and January 2007, aiming to find out the effects of
the Foreign Language Examination in English on teaching and learning
activities in different classrooms. There were six high schools included in the
research. These six high schools were the only ones with an FLE group in
accordance with the list on the permission letter (see Appendix A). Three of
these high schools were Anatolian High Schools each of which had one 11"
grade FLE-oriented group and two of which also had one 10" grade FLE-
oriented classroom. Two of these six schools were Private High Schools. One
of them had one 11™ grade and one 10™ grade FLE classrooms and, the other
school had only one 11" grade FLE group. As to the Super High School, it had

lth

one 11™ and one 10" grade FLE oriented groups. There were 13 teachers and

lth

87 students to whom questionnaires were handed out in total. An 11 grade

FLE classroom from each school was observed and taperecorded by the



36

researcher and during these observations the English teachers of the observed
classroom was casually interviewed. All teachers whose classrooms were
observed had one aim. That was to enable their students to pass the FLE and to
study in one of the universities in Turkey. Both the 11" and 10™ grade groups
had 14 class hours of English at Anatolian and Super High Schools whereas
the 11" grade FLE groups had 20 and 10" grade groups had 16 class hours of
English. Each 11th grade FLE group was observed for six class hours. The
class hours the observations were done were chosen randomly.
3.3. PARTICIPANTS

Three different types of school have been included in the study to be
carried out; Anatolian, Private and Super High Schools. The study has been
practiced at three Anatolian High Schools (Merkez Antolian High School,
Akinal Anatolian High School, Tekerekoglu Anatolian High School), two
Private High Schools (Gaziantep College Foundation, Private Seckin High
School) and one Super High School (Gaziantep Super High School) so that the
effect of FLE on English language teaching and learning could be measured
for a variety of school types. All schools with an FLE group of students within
the Gaziantep central school administration region were included in the study
The participants in the study were 13 teachers of English and 87 students who
were studying in exam-oriented English Language classes.
3.3.1. Teachers

There were two male and eleven female teachers. These teachers were
English language teachers from six different schools in Gaziantep, Turkey.
Each teacher in the study was teaching both 10™ and 11™ graders. There were
two teachers from Gaziantep Anatolian High School, two from Akinal
Anatolian High School, two from Tekerekoglu Anatolian High School, two
teachers from Private Seckin High School, three from Gaziantep College
Foundation and two from Gaziantep Super High School. All these teachers
were surveyed and one teacher from each school, that is six teachers in total,
were casually interviewed and the classrooms of these six teachers were
observed and recorded for six class hours each. At two of Anatolian High
Schools and Super High School, there was only one FLE teacher for the 11"
grade FLE group, and at the other Anatolian High School, there were two
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teachers of the 11™ grade FLE group, one teaching for four class hours and the
other teaching for ten hours. The latter teacher’s classroom was chosen
randomly. The 11" grade FLE groups at Private High Schools had twenty
class hours shared by two FLE teachers teaching ten class hours each. One of
these teachers was chosen randomly to be observed in the classroom and
interviewed at each Private High School. Background and demographic
information on these teachers are given in a table format under Chapter four of
this study.

3.3.2. Students

The study involved eighty seven students, fifty four of them were the
11"™ graders (the ones who are in the last year of high school) and thirty three
of them were the 10" graders. Three of the students were male while eighty
four of them were females. Forty eight of these students were studying in three
different Anatolian High Schools, thirty of them being the 1" graders and
eighteen of them as the 10" graders. Students studying in two different Private
Schools totaled eighteen — twelve 11" graders, and six 10™ graders. Twenty
one students were studying in Super High School- twelve were 11" graders
and nine were 10™ graders.

All these students were studying in English streamed classes, so they
would take the FLE in order to be able to study in an English related
department at one of the universities in Turkey. All these eighty seven students
were surveyed with a questionnaire. Also, every 11™ grade classroom at each
school was observed, so classroom activities of fifty four students were
observed.

3.4. INSTRUMENTS

This study was designed to combine qualitative and quantitative research
methods. Classroom observations, teacher interviews, and questionnaires
(methodological triangulation) were employed to acquire firsthand, sensory
accounts of the nature of the classroom discourse. Classroom observations
were done with the guideline of an observation sheet (Watanabe, 1997a), (See
Appendix D). Sturman (1996) explained the value of using both qualitative
data (interviews, classroom observations, written open-ended comments) and

quantitative data in his washback study. Classroom activities were tape-
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recorded during these observations. Teacher interviews were held both during
the observations and after the completion of six hour classroom observation at
each school. It was translated into the teachers’ native tongue and certain
changes were made to make it conform to the setting of the current study. The
questionnaire included 53 items with five point Likert-scale items (5= strongly
agree, 4=agree, 3=undecided, 2= disagree, and 1= strongly disagree), “yes” or
“no” response items, and open-ended items.

3.4.1. Questionnaires

The responses to questionnaires provided both teacher and student data.
The questionnaire was adapted from a study conducted by Hwang in Canada
in 2003, which examined the washback effect of the university entrance
examination at the secondary school level in South Korea. Some modifications
in the teacher questionnaire were applied in accordance with the FLE and the
Turkish teaching and learning context. Seven items were added to the teacher
questionnaire (17, 29, 31, 47, 48, 49, 50) and twelve options were added to
item 52 which did not exist in its original. On the other hand, ten items were
omitted from the teacher questionnaire because of their irrelevance for the
present study. The student questionnaire was left intact.

The teacher questionnaire consisted of seven parts: background
information, awareness of the curriculum and the FLE, attitude toward the
FLE, attitude toward the textbooks used in the program, teaching methods,
testing methods and general views related to the FLE and their teaching. The
questions covered teacher reactions toward the FLE, perceptions of the FLE
and viewpoints about their teaching. Before the main questions, they were
asked some personal information, such as educational background, teaching
experience with the FLE, their teaching environment, and their experience in
the EFL teacher-training program. The teacher questionnaire mainly inquired
whether or not teachers were aware of the characteristics of the FLE, and its
connection to their classroom instruction.

The student questionnaire consisted of four parts: awareness of the
FLE, attitudes toward the FLE, attitudes toward course books, attitudes toward
the learning activities in their classroom. The student questionnaire asked

whether or not students were aware of what the FLE was like and how they
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studied for it, and what they felt about it. To better understand how they felt
about learning English and the FLE, the questionnaire began by asking
whether or not they had gone overseas to study English and whether they had
had private tutoring in preparation for the FLE. Item numbers and the category
they belong to in student and teacher questionnaires are given in the table
below.

Table 4.1. The Relation between Categories and Items on the Questionnaire

CATEGORY NUMBER OF ITEMS
Teacher Questionnaire
1.Awareness of the curriculum Items 1,2
2. Awareness of the FLE Items 3,4,5
3.Attitudes toward the FLE Items 6,7,8,9,10,11,12,13,14,15,16,17
4. Attitudes toward the course book Items 18,19,20,21,22
5.Content of teaching Items 23,24,25,26,27,28,29,30
6.Language teaching methodology Items 31,32,33,34,35,36,37
7.Testing methods Items 38,39,40,41,42
8.General views on teaching and the FLE | Items 43,44,45,46,47,48,49,50,51,52

Student Questionnaire

1. Awareness of the FLE Items 1,2,3

2. Attitudes toward the FLE Items 4,5,6,7,8,9,10,12
3. Attitudes toward the course book Items 13,14,15,16

4. Content of learning Items

17,18,19,20,21,22,23,24,25,26,27
28,29,30,31,32,33,34,35,36
5. General views on learning and the FLE | Items 37,38,39

Both the teacher and student questionnaires were translated from
English to Turkish. Then, the questionnaires were checked and compared with
the English versions of them by a collegue of the researcher. Both
questionnaires have some questions in common as well as have different ones.
Both questionnaires included five point Likert-scale items, ‘yes’ or ‘no’

response items, and open-ended items. Questions asking about attitudes
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toward the FLE and the course book were scaled according to degree of
agreement, from ‘strongly disagree’ to ‘strongly agree’. Questions concerning
teaching and learning and awareness of the curriculum and the FLE mainly
consisted of a ‘yes’ or ‘no’ response format. The teacher and student
questionnaires can be found in Appendix B and C.
3.4.2. Classroom Observation

The answers to questionnaires were supplemented with classroom
observations. Eleventh grade FLE oriented classrooms in each school were
observed for six class hours. One extra hour was spent to administer the
questionnaires to the teachers and the students. During each observation, the
lesson was tape-recorded especially to count the total use of English and
complete the missing parts of the notes taken by the researcher during the
observations (See Appendix G for sample lesson transcriptions). In addition to
these recordings, an observation sheet prepared by Watanabe (1997a) was
employed during each class as a guideline to observations (See Appendix E
for a sample lesson monitored). The observation sheets and class recordings
were mutually informative in reconstructing the discourse structure and the
classsroom events in the observed sessions. Most importantly, however, the
purpose of classroom observations was to eyewitness teaching / learning
activities in the classrooms and to verify questionnaire results.
3.4.3. Casual Interviews with Teachers

The written teacher questionnaire was supplemented with the interviews
with teachers. The interviews were not tape recorded but carrried out as casual
conversations in a friendly atmosphere. The main subjects discussed with
teachers were as follows: if the teachers are happy with his/her teaching in the
FLE program, if they are satisfied with what and how they are teaching,
comparison of their current and previous students, why fewer students prefer
joining the FLE programs in their schools, how successful their students are,

1™ graders

the materials they make use of, comparison of teaching 10" and 1
toward the FLE, as well as the activities carried out by the partner-colleague
that teaches the other half of the English hours. As Wall and Anderson (1993)

mentioned, it is important to complement the questionnaire responses with
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teacher interviews in order to obtain detailed insights. For this reason, the
interviews were held with the teacher participants during the observations after
or/and before class periods. After the interviews with the teachers, the topics
interviewed were written down on paper (See Appendix F). Also, after the
completion of observations, data from the examination of classroom activities
and sections of the FLE focused on during each class were presented in a
table. In order to verify the information given in the table and to learn the
reasons for why some sections of the FLE were focused on while some other
sections were not, the postobservation interviews were held with the same
teachers. The interviews were conducted in Turkish.
3.5. PROCEDURE
3.5.1. Pilot Study

The pilot study was conducted to measure the reliability of the student
and teacher questionnaires. In the pilot study, there were 31 new 10™ graders
and six teachers who were studying toward the FLE. These students had two
more years to take the FLE and were called new 10" graders within the
transition process that the school system was undergoing. The number of the
teachers in the pilot study was low, but all the teachers that taught the new 10™
graders in Gaziantep were included in the pilot study. In both teacher and
student questionnaires, there were both Yes/No questions and five point
Likert- scale questions. In student questionnaire, there were ten Likert- scale
items and ten Yes/No items, while the teacher questionnaire had 14 Likert-
scale items and 19 Yes/No items. All the Yes/No and Likert- scale items in the
student questionnaire had their counterparts in the teacher questionnaire but
not vica versa. Reliability analysis was applied to these 20 common items
answered by 31 students and six teachers, yielding an alpha value of .94. This
value showed that the questionnaires would reliably serve the purpose of the
study. Hovewer, in teacher questionnaire, there were an additional number of
four Likert-scale and nine Yes/No items which were not included in the
analysis. Therefore, an additional reliability analysis was run for the total of
the teacher questionnaire consisting of 14 Likert- scale and 19 Yes/No items
answered by six teachers. The alpha reliability score for this process was .64.

The same subjects were not included in the main study.
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3.5.2. Data Collection

As a part of this research, a preliminary step had to be taken before
actually investigating the washback effect of the FLE through questionnaires,
classroom observation and interviews. This step was to get permission from
the Directorate of Education in order to employ the study at six different
schools in Gaziantep.

After the implementation of this step, the data collection process started
in September 2006 and went on until January 2007, that is, the first semester
of 2006-2007 academic year. The data were collected from six different high
schools in Gaziantep, Turkey. These high schools consisted of three types:
three Anatolian High Schools, two Private High Schools and one Super High
School. During the semester, the 11™ grade FLE oriented classroom of each
school was observed for six class hours at different weeks. For observation,
11"™ graders were preferred since they would take the FLE the very same year
as the year the study was conducted. Each class hour was 50 minutes at all
schools except Super High School, where classes are 45 minutes. There are
two English teachers teaching each classroom and only one teacher’s classes
were observed at each school with the help of a classroom observation sheet
and all classroom activities during observation were tape recorded. It was
quite enough to observe each classroom for six class hours because there were
six different schools, so in total, observations took 36 class hours. Six class
hour observations for each school were completed in two weeks at two
Anatolian High Schools and in three weeks at the other Anatolian High
School. It took three weeks to complete the observations at Private High
Schools and Super High School. Each teacher left four class hours for
assessment test parallel to the FLE every week. It was not preferred to observe
the classrooms during the administration of these tests by the researcher.
Before the observation, the teachers and the students at each school were
assured that any information gathered from them would remain confidential
and would be used only for the purpose of this study, and also that this study

had no intention of evaluating their success in learning or teaching.
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After three or four hour classroom observations, one extra class hour
other than the six observation hours was used to administer the questionnaires
both to teachers and the students. They were asked to read all questions and
answer them sincerely.

Each teacher whose classroom activities were observed was also
interviewed during time breaks and before or after the classes. The interviews
were not tape recorded and they were held as casual conversations. During the
interviews, the teacher participants were guided by some questions or
comments and most of the time they were voluntary to talk and make some
comments without any questions. After the completion of classroom
observations, post interviews were held with these teachers in order to find out
the reasons for why they focused on specific parts of the FLE and never
studied on some skills tested in the FLE.

3.5.3. Data Analysis

After collecting all the data required for the investigation, both teacher
and student questionnaire responses were typed into SPSS 11.0 which is a
package program for statistical analyses in social sciences. Teacher and
student questionnaires were analyzed under separate headings and at the end
common questions were compared under a common heading. As a first step, a
table was formed showing demographical information and educational
backgrounds of teachers in accordance with the teacher questionnaire
responses. The student questionnaires do not require detailed information
about the students’ background; however a small table was also formed
including information related to their age, gender, if they were tutored or had
been abroad, the school they were studying at.

In addition, information obtained from the teacher questionnaires were
analyzed taking into account the school type participating teachers taught in;
therefore, school type was investigated as a differentiating factor among the
teachers. Similarly, student data from the questionnaires were analyzed in
terms of school type, as well as the grade level of the students, as 10" and 11"
grades. Next, ‘Yes’ or ‘No’ questions were examined through the application
of frequency counts separately for the teachers and the students, and presented

in percentages in a table and then, open-ended free responses given by the
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participants were translated into English. As to the 5 point Likert-scale
questions reflecting the degree of participant’s agreement, such items were
analyzed through Crosstabs, and any additional comments were translated into
English. After that, answers of both teachers and students to open ended
questions were translated into English. In the end, the common questions in
teacher and student questionnaire were specified and the responses given by
the teachers and the students were also compared.

Having completed observations six class hours of all schools, the
researcher designed a table comparing classroom discourse patterns for all six
teachers. The table contained seven categories adopted and modified from
another study (Hayes and Read, 2000). These categories were on what
teachers do in classrooms, such as giving students tasks under test conditions
or giving information on effective strategies to use in the test. Also, the
sections of the FLE were given in the table such as sentence completion or
dialogue completion to see how much of the classroom activities were
determined by the FLE. After listening to the tape recordings from classroom
observations and examining the completed observation sheets, the researcher
compiled all this information in a table in accordance with the minutes spent
on each category or section during the classroom observations. An additional
table was drawn to show the total use of English and the total use of Turkish
by each teacher and by the students in each classroom during the six class hour
observation in percentage. The purpose of forming this table was to see how
much the FLE affected the spoken component of language learning.

Interview data were recorded in Turkish in note forms and they were
fully phrased immediately after the interviews were held. This piece of
information was used to evaluate the questionnaire responses, that is, to verify
the questionnaires while commenting on some questions in the questionnaires.
After reading through the questionnaire data and the interview data, the
researcher combined them according to the common features. The comparison
of additional answers to both questionnaires is presented along with the tables,
and the interview data are inserted to confirm the results in the teacher

questionnaire. Once classroom observation table was formed, post-observation
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interviews with the same teachers were held. The purpose of postobservation
interviews was to find out why they emphasized some sections of the FLE
over others.

This chapter has described the participants in the study, the instruments
used, the procedures of the data collection, and the methods of data analysis.
The results from the questionnaire data, classroom observations and the

interview data will be presented in the following chapter.
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CHAPTER FOUR

RESULTS AND DISCUSSION

4.1. PRESENTATION

In this chapter, the results of the questionnaires, interviews and
classroom observations obtained through data analyses are presented.
4.2. TEACHER QUESTIONNAIRE
4.2.1. Results of the Teacher Questionnaires and Interviews

In order to answer the research questions of the study in the given order,
firstly teacher questionnaires are analyzed here (see teacher questionnaire in
Appendix B).

Research Question 1a: Do the English teachers of three types of high
schools differ in terms of demographic features and educational
background?

In order to answer this research question, a table was formed to display
the responses of the teachers to the first section of the teacher questionnaire.
Demographical features and educational backgrounds of the teacher

participants are given in Table 4.2.
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Name | Age | Sex School Degree | Major Years of teaching | Number | Certificate
Type of
English FLE Students
A 40-49 | M Anatolian B.ED EFL 21 6 9 English
High School Education Teaching
Methods
B 40-49 | F Anatolian B.ED EFL 18 3 12 English
High School Education Teaching &
Computer
C 40-49 | F Anatolian B.ED EFL 20 10 o
High School Education
D 40-49 | F Anatolian B.A. EFL 19 1 Education
High School Education Certificate
E 40-49 | F Anatolian B.ED. EFL 10 6 9 _
High School Education
F 40-49 | F Anatolian B.ED EFL 20 No 9 o
High School Education Answer
G 20-29 | F Private B.A. English 6 1 .
High School Literature
H 30-39 | M Private B.A. English 8 4 5 Education
High School | M.ED. Literature, Certificate,
ESL TOEFL,
Education Fulbright
I 40-49 | F Private B.ED. EFL 21 8 Cooperative
High School Education Teaching,
NLP
J 50-59 | F Private B.A. English 30 3 8 Post Graduate
High School | M.ED Literature, Diploma of
Education Education
K 50-59 | F Private B.A. English 30 3 8 Post Graduate
High School | M.ED Literature, Diploma of
Education Education
L 30-39 | F Super B.A. English 9 5 12 Education
High School Literature Certificate
M 30-39 | F Super B.A. English 9 o 9 Education
High School Literature Certificate,
Counseling

As presented in Table 4.2., there were six Anatolian High School

teachers, five Private High School, and two Super High School teachers. All

the teachers working at Anatolian High Schools were in the age range, 40-49.

Also, most of the Private High School Teachers were in the same range as

Anatolian High School teachers but two of them were younger while both

teacher of the Super High School were in the range of 30-39. All Anatolian

High School teachers graduated from EFL departments of Education Faculties.

As for Private High School teachers, four of them had English Language and

Literature degree three of whom also had Master’s degree in Education while
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one of them had EFL Education degree. As for two Super High School
teachers, they both graduated from English Language and Literature
Department. However, all the teachers that did not graduate from An
Education Faculty had a Certificate of Education, except one at one of the
Private High Schools. It can also be seen that the teachers working at
Anatolian and Private High Schools were mostly experienced teachers except
two Private School teachers whereas both of the teachers working at Super
High School were less experienced. As for teaching FLE, except one
Anatolian and one Private High School teachers, the teachers, in general, did
not seem to be quite experienced. One of the teachers did not answer the
question about duration of teaching FLE and also one of the Super High
School teachers was not experienced in teaching FLE. It can be realized that
the student population in FLE classrooms was not high and the numbers of
students given by the teachers were close.

In accordance with the table, the English teachers of three types of high
schools seem to differ in terms of demographic features and educational
background. Anatolian and Private High School teachers seem to be more
experienced than Super High School teachers. Also, most of the Private High
School teachers have master’s degree besides their English Literature degree
whereas Anatolian High School teachers have EFL Education degree and
Private High School teachers have English Literature degree.

Research Question 1b: Do the English teachers of three types of high
schools differ in terms of their awareness of the FLE and the school
curriculum?

In order to answer this research questions, the second section of the
teacher questionnaire under the title of Awareness of the FLE and the
Curriculum, was analyzed. This section had five items. First four questions are
Yes- No questions and the fifth one is a multiple-choice question. First four
items are in the following;

Do you know what the main objective and overall philosophy of the
curriculum is?

Do you follow the curriculum guidelines when you teach?
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Do you know what the FLE is like?
Do you know what skills are tested on the FLE?

In accordance with the questionnaires filled by thirteen teachers, all
teachers answered these four questions as Yes. So, they claim that they know
the main objective and overall philosophy of the curriculum and claim that
they follow the curriculum guidelines when they teach. All these teachers also
know what the FLE is like and what skills are tested in this examination. The
teachers wrote the skills that are tested as in the following: reading
comprehension, vocabulary, grammar, using knowledge of English language,
making inferences, translation, open-cloze, dialogue completion, paragraph
completion, specifying irrelevant sentence, sentence completion, use of
English, making comments.

The fifth item of this part is as follows;
Check what you think the purpose(s) of the FLE is (are).

a) to choose prospective students

b) to evaluate students’ academic competence

¢) to evaluate students’ rote-memorization skill

d) other, specify

Eleven of teachers checked ‘a’ only and the other two checked both ‘a’
and ‘b’. The answers to this question reveal that all teachers think that the
purpose of FLE is to choose prospective students.

As can be seen in Table 4.3. below, the answers to the five questions
related to ‘Awareness of the Curriculum and FLE’ indicate that all thirteen
teachers from three different types of school and with a variety of teaching
experience agree that they are aware of the curriculum and the FLE and that
the purpose of the FLE is to choose prospective students.

Table 4. 3. Items 1-5 Awareness of the curriculum and the FLE

Anatolian Private Super Total
High Schools | High Schools | High School
Yes No Yes No Yes No Yes No
Question 1 6 _ 5 _ 2 _ 13 _
% 100
Question 2 6 _ 5 _ 2 _ 13 _
% 100
Question 3 6 _ 5 _ 2 _ 13 _
% 100
Question 4 6 _ 5 _ 2 _ 13 _
% 100
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Research Question 1c: Do the English teachers of three types of high
schools differ in terms of their attitudes to the FLE?

In order to answer this research question, it was necessary to analyze the
third section of the teacher questionnaire, Attitude toward the FLE. This
section had 12 items from six to 17 which were all marked on a five-point
Likert-scale. The items require that the teachers read the statements and then
decide if they: (1) strongly disagree, (2) disagree, (3) neutral, (4) agree, (5) strongly agree

These questions were asked to see if attitudes of teachers toward the FLE
show differences in accordance with the schools they have been working in
and their teaching experience. As mentioned before, Crosstabs was applied for
each question in this section to show if the answers of teachers vary in
accordance with the school types they were working. The results for each
question are presented in a Table showing the mean differences among
different school types. The items from six to 17 will be analyzed in this order
from the perspective of school type and presented in the table format.

Table 4. 4. Item 6 ‘The FLE reflects the goals and objectives of the curriculum’

SCHOOL TYPES Disagree | Neutral | Agree Total
Anatolian High Schools 2 1 2 5
40,0% | 20,0% 40,0% | 100,0%
Private High Schools 0 3 2 5
60,0% 40,0% |100,0%
Super High School 0 0 2 2
100,0% | 100,0%

As can be seen in the table above, the percentage values show that the
teachers working in Anatolian high schools differ in their answers. Some of
the teachers in Private High Schools agree and some of them feel neutral while
the ones in Super High School agree with the statement.

Table 4. 5. Item 7 ‘FLE is valid to evaluate students’ communicative

competence that the curriculum encourages’

Strongly

SCHOOL TYPES Disagree | Disagree | Neutral | Agree | Total

Anatolian High Schools 1 4 1 0 6
16,7% 66,7% 16,7% 100,0%

Private High Schools 2 1 0 2 5
40,0% | 20,0% 40,0% |100,0%

Super High School 0 2 0 0 2
100,0% 100,0%
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In accordance with the percentages given for Question 7, majority of

teachers from three school types tend to disagree that FLE is valid to evaluate

students’ communicative competence that the curriculum encourages.

Table 4. 6. Item 8 ‘FLE enriches students’ knowledge of English language’

Strongly

SCHOOL TYPES Agree | Agree |Total

Anatolian High Schools 3 3 6
50,0% | 50,0% |100,0%

Private High Schools 0 5 5
100,0% |100,0%

Super High School 1 2 2
50,0% 50,0% |100,0%

As can be seen in Table 4.6., all the teachers from three different types of

high schools strongly agree that ‘FLE enriches students’ knowledge of English

language’. Therefore, the teachers from different school types do not show

difference in their answers to this item.

Table 4. 7. Item 9 ‘FLE improves students’ proficiency in English’

Strongly Strongly
SCHOOL TYPES Disagree | Agree | Agree Total
Anatolian High Schools 0 5 0 5

100,0% 100,0%

Private High Schools 1 0 4 5
20,0% 80,0% |100,0%

Super High School 0 2 0 2
100,0% 100,0%

The teachers did not differ in their opinions on FLE improving students’

proficiency in English. As can be seen in the table above, all the teachers from

three different types of high schools except one agree that ‘FLE improves

students’ proficiency in English’.

Table 4. 8. Item 10 ‘FLE motivates students to study English’

Strongly
SCHOOL TYPES Neutral | Agree | Agree |Total
Anatolian High Schools 1 2 2 5

20,0% 40,0% 40,0% | 100,0%

Private High Schools 0 2 3 5
40,0% 60,0% | 100,0%

Super High School 0 1 1 2
50,0% | 50,0% |100,0%
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Almost all the teachers in three different types of high schools agree that
the FLE would motivate students to study English.

Table 4. 9. Item 11 ‘My students should adjust their learning strategies to the
FLE’

Strongly
SCHOOL TYPES Neutral | Agree |Agree Total
Anatolian High Schools 1 4 1 6

16,7% 66,7% 16,7% | 100,0%

Private High Schools 1 2 2 5
20,0% | 40,0% 40,0% | 100,0%

Super High School 0 2 0 2
100,0% 100,0%

It can be said that all teachers have tendency to agree that ‘their students
should adjust their learning strategies to the FLE’, in general.

Table 4. 10. Item 12 ‘The FLE forces my students to study English harder’

Strongly

SCHOOL TYPES Agree | Agree |Total

Anatolian High Schools 2 3 5
40,0% 60,0% |100,0%

Private High Schools 2 3 5
40,0% 60,0% |100,0%

Super High School 1 1 2
50,0% 50,0% |100,0%

All teachers strongly agree that the FLE forces their students to study
English harder.

Table 4. 11. Item13 ‘I enjoy the teaching of the practice tests in preparation for
the FLE’

Strongly
SCHOOL TYPES Neutral | Agree |Agree Total
Anatolian High Schools 1 2 2 5

20,0% 40,0% 40,0% | 100,0%

Private High Schools 0 1 3 4
25,0% 75,0% |100,0%

Super High School 0 1 1 2
50,0% 50,0% |100,0%

As seen in Table 4.11, all teachers only tend to “strongly agree” that they
enjoy teaching of the practice tests.
During the interviews held with the teachers, the Super High School
teachers and one of the Anatolian High School teachers reported that they
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liked teaching from the practice tests while two Anatolian and two Private
High School teachers said that they would prefer to focus on writing or

speaking rather than practice tests.

Table 4. 12. Item 14 ‘I feel pressured about the FLE when I teach’

Strongly Strongly

SCHOOL TYPES Disagree | Disagree | Agree Total

Anatolian High Schools 1 3 1 5
20,0% 60,0% 20,0% | 100,0%

Private High Schools 2 3 0 5
40,0% 60,0% 100,0%

Super High School 0 2 0 2
100,0% 100,0%

Almost all teachers more or less disagree that they feel pressured about
the FLE when they teach and the teachers at Private High Schools tend to

disagree strongly.

Table 4. 13. Item 15 ‘I think the FLE is contrary to my teaching philosophy’

Strongly Strongly

SCHOOL TYPES Disagree | Disagree | Neutral | Agree | Agree Total

Anatolian High Schools 0 0 2 2 1 5
40,0% |40,0% | 20,0% |100,0%

Private High Schools 1 0 2 1 1 5
20,0% 40,0% | 20,0% | 20,0% |100,0%

Super High School 1 1 0 0 0 2
50,0% 50,0% 100,0%

The answers given to item 15 differentiate teachers based on the type of
school they teach at. Most teachers in Anatolian High Schools and the teachers
in Private High Schools believe that the FLE runs totally against their
philosophy of teaching English while teachers in Super High Schools do not
feel this way. This latter group’s perception of their objectives and job as
English teachers seems to be limited to preparing their students for the FLE.
Table 4. 14. Item 16 ‘The FLE must change in some ways’

Strongly Strongly

SCHOOL TYPES Disagree | Disagree | Agree Total

Anatolian High Schools 0 2 3 5
40,0% 60,0% |100,0%

Private High Schools 1 1 3 5
20,0% 20,0% 60,0% |100,0%

Super High School 0 0 2 2
100,0% | 100,0%
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Most of the teachers in Anatolian High Schools and in Private High
Schools tend to agree the statement although there are some who disagree. As
to the ones in Super High School, they all agree the FLE must change in some
ways. Super High School teachers reported that the FLE is not contrary to
their teaching philosophy in the question 15; however, they agreed that the
FLE must change in some ways in this question, which is somewhat
conflicting.

Table 4. 15. Item 17 ‘I think some types of knowledge and skills lack in FLE

groups’
Strongly Strongly

SCHOOL TYPES Disagree | Disagree | Neutral | Agree | Agree Total

Anatolian High Schools 0 0 1 2 2 5
20,0% |40,0% | 40,0% |100,0%

Private High Schools | 0 1 2 1 5
20,0% 20,0% | 40,0% | 20,0% |100,0%

Super High School 0 1 0 0 1 2
50,0% 50,0% 100,0%

The teachers in Anatolian High Schools and in Private High Schools
tend to agree in general that some types of knowledge and skills lack in FLE
groups and 50% of Super High School teachers have tendency to agree with
the proposition that students in FLE groups lack some types of language
knowledge and skills while 50% of them do not.

Research Question 1d: Do the English teachers of three types of high
schools differ in terms of their attitudes to the course books being used in
their programs?

In order to answer this research question, it was necessary to analyze the
fourth section of the teacher questionnaire. This section had 5 questions from
18 to 22. Questions number 20 and 21 were five-point Likert-scale while other
three were open ended items.

Item 18. Which course book(s) do you use?

All the teachers from different school types answered the question by

giving the names of text books and supplementary materials being used in

their classrooms.
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The names of the course books given by the Anatolian High School
teachers are as in the following: ELS periodicals, Building Skills, Advanced
English Grammar, Word Power, Assessment Tests, Paragraph Studies, First
Certificate.

The names of the course books given by the Private High School
teachers are as in the following: English Through Reading, First Steps into
Success, 20" Century English Short Stories, Enterprise, Dilko periodicals,
ELS Reading Comprehension Book, FLE Practice Books,

The names of the course books given by the Super High School teachers
are as in the following: First Certificate Gold and Heinaman First Certificate
Advanced Grammar and Vocabulary, Developing Vocabulary, Entering the
World of Grammar, Mastery of the English Reading, Dilko, ELS.

All the books given by the teachers of three different school types seem
to be toward the FLE. They all use ELS and Dilko that are known to be
periodicals for the FLE preparation. In answer to another item on the
questionnaire, all these books were said to be approved of by the Ministery of
Education for classroom teaching purposes in high schools.

Item 19. What is the criterion while selecting books? And whom are they
selected by?

In general, the teachers state that they, as the teachers of English and
the administrative bodies in the schools they cooperate in selecting the books
confirmed by the Ministry of Education to meet the needs of the students in
the FLE groups. A few Anatolian High School teachers inform that they select
their books independent of others based on their usefulness for the FLE. The
general and single criterion for selecting the course books appear to be their
concordance with the FLE.

Table 4. 16. Item 20 ‘The course book provides many practice tests for the

FLE’

Strongly Strongly
SCHOOL TYPES Disagree | Disagree | Agree | Agree
Anatolian High Schools 1 1 3 1
16,7% 16,7% |50,0% 16,7%
Private High Schools 0 1 1 3
20,0% | 20,0% | 60,0%
Super High School 0 0 1 1
50,0% |50,0%
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As can be seen in the table above, most of the teachers working at three
different high schools seem to agree this statement although there are still few
teachers who disagree.

Table 4. 17. Item 21 ‘If I teach the whole course book, then my students can
achieve high scores on the FLE’

Strongly Strongly

SCHOOL TYPES Disagree | Disagree | Neutral | Agree | Agree Total

Anatolian High Schools 1 3 1 0 1 6
16,7% 50,0% 16,7% 16,7% | 100,0%

Private High Schools 0 0 0 3 2 5
60,0% | 40,0% | 100,0%

Super High School 0 0 1 1 0 2
50,0% | 50,0% 100,0%

The teachers of Anatolian High Schools disagree that their students can
achieve high scores on the FLE if they teach the whole course book whereas
those of Private and Super High School teachers tend to agree this statement.
As seen in the table above, there is an obvious difference between the answers
of Anatolian High School teachers and the responses of the teachers of other
two schools. Once again, it is clear that Anatolian High School teachers do not
strictly follow an FLE program in their regular teaching practices and they
think the students need to study a varity of books and materials to achieve high
scores on the FLE.

It is important to note here that during the interviews held with six
teachers, they all reported that it was not possible to follow a style course book
in an FLE oriented classroom and they needed to provide students with as
many extra materials as possible. That is why, it is surprising to see that
Private and Super High School teachers “strongly agree” that the students can
achieve high scores on the FLE if they teach the whole course book; obviously
there does not seem to be a single course book for any of these classes.

Item 22. Do you have any comments to add concerning relations between the
curriculum and the FLE?

The comments by Anatolian High School teachers can be summarized

as follows: “Ministry of Education doesn’t have any programs related to FLE;
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so we, as teachers, prepare our own curriculum; Sections including question
types in FLE can be added to the curriculum;

The comments by Private High School teachers can be summarized as
follows: “There is not a resource book designed for the FLE even for the 10™
graders; The book used in 10™ grade classrooms is not for the FLE classes but
for regular 10" grade English classrooms; Examination system and the
curriculum should be interrelated; if we studied Speaking for four class
periods, we would get far from our goal”.

The comments by Super High School teachers can be summarized as
follows: The curriculum designed by the school and us, the teachers, and the
FLE are parallel.”

The teachers seem to be complaining that there are no books that are
specifically written for the FLE preparation students. Most teachers believe
that there should be conformity between the curriculum and the FLE contents.
Teaching spoken English is believed to be an unnecessary aspiration which
interferes with their true goal of preparing for the FLE.

The teachers of three types of high schools do not seem to differ in their
attitudes toward the course book in general because they all think that they
lack a course book directly toward the FLE.

Research Question le: Do the English teachers of three types of
high schools differ in terms of their content of teaching?

In order to answer this research question, it was necessary to analyze
the items from 23 to 30, in the fourth section of the teacher questionnaire,
Content of Teaching. Items from 23 to 26 are ‘yes’ or ‘no’ response items,
while items from 27, 28 and 29 are ranking questions. As to question 30, it is a
‘yes’ or ‘no’ response item with an additional ranking part. Items under this
section are only analyzed as frequency values expressed in table format.

Item 23. Do you teach the whole course book?

As can be seen in Table 4.18. below, five of thirteen teachers answered
as “No” while eight of them answered “Yes”. What is interesting is that
although all the teachers interviewed reported that they did not have a specific
course book or did not follow a specific book, there are eight teachers who

answered that they taught the whole course book. While Anatolian and Private
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High School teachers vary in their opinions related to course book use, Super
High School teachers tend to be in complete agreement with each other in their
responses to items 23, 24 and 25.

Table 4. 18. Items 23-26 Use of Books and Materials

Anatolian Private Super
High Schools | High Schools | High School Total
Yes No | Yes No Yes | No Yes No
Question 23 3 3 3 2 2 _ 8 5
% 61.5 | % 38
Question 24 3 3 3 2 1 _ 7 5
% 54 % 38
Question 25 2 4 2 3 _ 2 4 9
% 30.5 | % 69
Question 26 6 _ 5 B 2 _ 13 _
% 100

Item 24. Do you modify the content of the course book due to the FLE?
Seven of the teachers answered Yes, five of them answered No and one

of them did not answer the question (See Table 4.18 above).
Item 25. Do you skip over parts of the course book?

Five of the teachers answered the question positively while eight of them
answered it negatively. (See Table 4.18 above).

Item 26. Do you use extra materials in the FLE classes?

All the teachers answered the question positively (See the table above).
Anatolian High School teachers reported the extra materials they used, as in
the following list: Assessment tests, ELS, Practice Tests, Authentic Materials,
5-Minute Activities.

Private High School teachers reported the extra materials they used, as
in the following list: Articles, the materials in accordance with their needs and
levels, grammar, vocabulary, phrasal verbs and reading boks.

Super High School teachers reported the extra materials they used, as in
the following list: Grammar in Use, Vocabulary in Use, Grammar Way,
dictionaries, different types of questions.

Anatolian and Private High School teachers reported that they used
some other materials in their classrooms other than the ones toward the FLE
such as articles, authentic materials although during the classroom

observations, they were not observed to use those types of materials (See
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Appendix G, Lesson 1 and 2). On the other hand, the extra materials used by
the Super High School teachers seem to be more grammar and FLE based.
Table 4. 19. Item 27 ‘What areas do you think are emphasized in theories of
teaching English? Rank the skills’

Teachers at Teachers at Teachers at
Anatolian High Schools Private High Schools Super High School
1({2|3 |4 |[5|6 |Total [ Rate | 1 |2 |3 |4 |5 |Total| Rate | 1 | 2 | Total | Rate
Reading 612|512 (2|3 18 3 2121 |1(1 7 1 313 6 3
" 5136|6415 29 6 514 |5]|6|6/| 26 6 414 8 4
Writing
- 414|414 ]6]|6 28 5 4151422 17 3 6|6 12 6
Listening
. 1|13 [3|5]|4 17 2 316(6|5]|5 25 5 5105 10 5
Speaking
2162 |1 |1]1 13 1 613|244 19 4 11 2 1
Grammar
Vocabulary 3151 |5 (3]2 19 4 1111333 9 2 212 4 2

As can be seen in the table above, rankings given to each skill by six
Anatolian, five Private and two Super High School teachers are different. The
most emphasized skill is grammar according to Anatolian and Super High
School teachers while it is reading for Private High School teachers. Anatolian
School teachers think that writing and listening are the least emphasized skills
while Private School teachers think writing and speaking are the least
emphasized skills and Super High Schools think listening and speaking are the
least emphasized skills. It is obvious that none of these teachers are aware of
the value of communicative approaches to the teaching of English in ELT
classrooms, and therefore, do not aim at teaching
communicative skills. During the casual interviews, the teachers reported that
they could only emphasize grammar, vocabulary and reading in their
classrooms. One of the Anatolian High School teachers added that she would
love to focus on speaking but her students would never participate in these

types of activities.
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Table 4. 20. Item 28. ‘What areas do you emphasize in your language

classroom? Rank the skills’

Teachers at Teachers at Teachers at
Anatolian High Schools Private High Schools Super High School

1|2 (3 (4 |5|6 |Total Rate |1 |2 |3 |4 |5 |Total | Rate | 1 | 2 | Total | Rate

. 504135122 21 3 1124 |1]|1 9 1 314 7 3
Reading
L. 66|56 414 31 5 5145|615 25 5 6|6 12 5
Writing
. . 41116 |4 1]6]|6 27 4 215131212 14 3 515 10 4
Listening
. 31204 |2 (5|5 21 3 6|16|2|5|6]| 25 5 413 7 3
Speaking
21312 |1 |1]1 10 1 313|644 20 4 11 2 1
Grammar
Vocabulary 1{5|1 |3 [3]|3 16 2 41111133 12 2 202 4 2

* the ratings for the importance of the skills over a scale of six

As seen in Table above, Grammar and Vocabulary are the skill areas
most teachers spend the most amount of their time in teaching. Reading is the
second, listening is the third, speaking is the forth and writing is the last skill
area. Class observations carried out in FLE classes verify that especially
vocabulary and grammar are focused on and writing is not taught at any class
time hour. Also, during the interactions with the teachers following the
observations or at break time, the teachers confessed that they regret not being
able to focus on writing skills in the FLE classes, and speaking and listening
skills too, As a matter of fact, although they believe in the importance of these
skills and had regularly taught and practiced them in preparatory classes. More
specifically, they used to ask students to write compositions, essays and
expository writings as part of their writing projects and to present them in
class. However, they don’t include these activities in the FLE classes because
writing, listening and speaking skills are not tested at the FLE. These teachers
are aware of the shortcomings of such grammar-vocabulary centered and
exam-oriented practices in their programs because they receive such feedback
from their graduated students who come back to say that their teachers at
collegeare critical of their poor writing skills and blame their high school

English teachers who prepare them for the language programs in universities.
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Table 4. 21. Item 29. ‘What areas do you emphasize while teaching in

classrooms other than the FLE?’

Teachers at Teachers at Teachers at
Anatolian High Schools Private High Schools Super High School
1|2(3 |4 |5(|6 |Total Rate (1|2 |3 (4 |5 |Total| Rate | 1 |2 | Total | Rate

6115 |5(2]2 21 4 2141211 10 1 5103 8 4

Reading 3 |5 3 11 3 112]3 6 1
4 13|66 |4]|5 28 5 516(3]|]6|6/| 26 6 6|5 11 6

Writing | 3 5|6 4 15 4 51414 13 4
5164 (3|66 30 6 412151212 15 3 416 10 5

Listening 6 |4 6 16 5 21515 12 3
1|21 |1 [5]4 14 1 3131455 20 4 314 7 3

Speaking 4 12 5 11 3 6166 18 5
314(3 (|4 |1]1 16 2 65|63 |3| 23 5 1)1 2 1

Grammar 2 |1 1 4 1 313[2 8 2
21501212 (313 17 3 111144 11 2 202 4 2

Vocabulary 1 |3 2 6 2 41111 6 1

In accordance with the table above, when teaching in classes other than
the FLE, the teachers, in general, tend to teach vocabulary more than other
skill areas. The second skill area taught is reading, followed by speaking and
grammar are the third. Listening follows them and writing is the last skill.
Although the teachers, during the oral interviews, complained that they cannot
teach writing in the FLE oriented classes since it is not tested in the FLE, it
can be seen that they also do not teach writing in other classes, either.
However, speaking becomes the third skill area which is taught most, whereas
it is the fifth in the FLE classes.

Item 30. Did you change the weight of importance of these areas in the
classrooms? Rank the skills.

Question 30 asks if the teachers modify their teaching in accordance
with the FLE. Six teachers say Yes as seven teachers say No. Changes in
teachers’ strategies according to skills are presented in the second lines of
Table 4. 21. above. As seen in the table, these six teachers pay attention to
vocabulary and grammar, then reading. writing, listening and lastly speaking.
In view of the class observations, speaking, listening and writing are never
taught in FLE classes; however, because the questionnaire requires ranking,
that is why the teachers ranked these skills. Also, class observations show that

teachers who are observed in classrooms change their teaching according to
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with the FLE even though they say they do not. For example, they never use
the target language in the class and never do any writing or listening activities.

Research Question 1f: Do the English teachers of three types of high
schools differ in terms of the language teaching methodology they employ
in the FLE classrooms?

In order to answer this research question, the fifth section of the
questionnaire, Language Teaching Methodology, was analyzed. There were 7
questions in total, from 31-37. This section had six Yes/No questions and one
open ended question.

Table 4. 22. Item 31 ‘Are you concerned about the methods you use to teach

English?’

Anatolian Private Super Total
High Schools | High Schools | High School
Yes | No Yes No Yes | No Yes No
Question 31 1 5 1 4 _ 2 2 11
% 15.4 | % 84.6

As seen in the table below, eleven of the teachers answered “No” while
only two of them answered positively. One of two teachers who said Yes
sicerely admitted that she is concerned because only knowledge of English
language is focused on while other skills are not improved, and the other said
that she is concerned because she cannot teach English in the classrooms other
than FLE because the students do not pay attention to English since it will not
be tested in university entrance examination.

Item 32. What teaching methods do you use?

The answers given by the Anatolian High School teachers are as
follows: question-answer, teaching the subject with examples, revision,
reading, writing, making students do worksheets and practice tests.

The answers given by the Private High School teachers are as follows:
eclectic method, direct method, communicative method, suggestopedia,
natural approach, grammar translation, brain storming, question-answer,
translation, visual and affective, listening-speaking, class participation.

The answers given by the Super High School teachers are as follows:

question-answer, do exercises, use of worksheets, reading paragraphs.
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Private High School teachers seem to use communicative approaches
although they were not observed to do during the classroom observations.
Also, during the post observation interviews, they reported that they taught the
sections that their students failed during the assessment tests. However, Super
High School teachers admitted that she used only answering questions method
in the classroom while it cannot even be called methods.

Item 33. Are the methods you use suggested by the Teacher’s guide from the
curriculum?

As can be seen in Table 4.23, nine teachers answered “Yes” while three
teachers answered No. During the interviews held with six teachers, they all
stated that they did not have a written curriculum or teacher’s guide to follow.
Therefore, it is interesting to see nine teachers report that the methods they
used were suggested by the Teacher’s guide from the curriculum.

Item 34. Do you feel the methods you use help students prepare for the FLE?

As seen in Table 4.23, all the teachers except one answered “Yes” to
this question. Also, during the interviews, the teachers, in general, seemed to
be proud of their teaching and they thought they were successful in preparing
students for the FLE.

Item 35. Do you change your teaching methods as the FLE approaches?

As can be seen in Table 4.23, there were six teachers that answered the
question with “Yes” and seven teachers with “No”. Additional explanations
given by teachers who answered “Yes” are as the following: “Practice tests
and question-answer are more emphasized; assessment tests are employed
more often; as we make speaking practice when they are 9™ and 10™ graders,
we go into details of the FLE when they are 11" graders; in accordance with
the demands of the students, I try to help with them; only question-answer, |
focus on old FLE questions; I focus on using time appropriately during the
examination.” Even the teachers who said No stated that they increased the

number of assessment tests.
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Table 4. 23. Language Teaching Methods

Anatolian Private Super Total
High Schools | High Schools | High School
Yes No Yes | No Yes No Yes No
Question 33 4 1 3 2 2 _ 9 3
% 69 % 23
Question 34 5 1 5 _ 2 _ 12 1
%923 | %175
Question 35 4 2 2 3 _ 2 6 7
% 46 % 54

Item 36. Tell briefly about what activities you do in class (Reading aloud,
group work, peer work and so on)

Answers given by the Anatolian High School teachers are as in the
following: “Group work; reading aloud and sometimes one-to-one teaching;
individual or teacher-centered studying; role-play.”

Answers given by the Private High School teachers are as in the
following: “Working with whole class; teaching and evaluating; student
presentation; pair-work; variety is the key.”

Answers given by the Super High School teachers are as in the
following: “Question-answer; explaining the choices one by one and
revision.”

Table 4. 24. Item 37. ‘Do you change the classroom activities as the FLE

approaches?’
Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes | No Yes No Yes No
Question 37 5 1 2 3 _ 2 7 6
% 54 % 46

There are seven teachers who answered the question “Yes” as there are
six teachers who answered No. Almost all Anatolian High School teachers
seem to have accepted that they change the classroom activities as the FLE
approached. However, almost all the teachers state that “more tests are
employed for practice” and some add they “spend more time encouraging
students”.

Research Question 1g: Do the English teachers of three types of
high schools differ in terms of the assessment techniques they use in their

classrooms?
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In order to answer this research question, it was necessary to analyze
questions 38 to 42, in the sixth section of the teacher questionnaire, Testing
Methods.

Item 38. When you make up ‘internal tests for your students, what do you
focus on? (e.g., on the content of the textbooks you cover in class, or the
content of the past examination papers?)

Two teachers, one Anatolian and one Private High School teacher,
reported that they focused on both the content of the textbook they covered in
class and the content of the past examination. There were three teachers, one
Anatolian and two Private High School teachers, who wrote that assessment
tests were parallel to the FLE. Four Anatolian High School teachers, answered
that their internal tests were based on textbook and resource book they have
chosen. Three teachers, two Private and oneSuper High School teachers
reported that they focused on old FLE questions and also textbook when they
made up internal tests for their students. The other Super High School teacher
wrote that s/he focused on the FLE question types.

Table 4. 25. Item 39. ‘Do you modify the content of the test due to the FLE?

Give reasons’

Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes No Yes No Yes No
Question 39 4 2 3 2 2 _ 9 4
% 69 % 31

As seen in the table above, nine teachers answered the question Yes while
four teachers answered No. Answers given by the teachers are as the
following: “Test technique of the FLE is different, it requires answering in a
very short time; I use all question types so that the students gain experience
and get faster; for 10™ graders, I try to complete their lacking knowledge and
intensify grammar subjects; I add some reading tests to my classical exams; |
use the question types supporting the textbook and try to enable them to be
aware of question types which can be seen in the FLE; The aim is to be
successful in the FLE; Since I teach reading, 1 prepare the exams in
accordance with that, All my tests contain the question styles which appear in

the FLE.
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The responses given to the questions 38 and 39 show that some
Anatolian and Private High School teachers admittedly hold their internal tests
independent of the objectives of the FLE and follow hteir own curriculum.
Item 40. What kind of test format do you use to evaluate your students’
learning? (e.g., multiple-choice tests or alternatives, for example, performance
assessments, such as essay writing, composition writing, group discussions,
cloze tests, oral proficiency interviews)

The answers of the teachers are as follows: Multiple choice tests, cloze
tests, rewriting (paraphrasing), reading comprehension passages, learning new
vocabulary in context, all types of questions from FLE, word-formation,
grammar, writing, error correction.

Table 4. 26. Item 41. ‘Does the format you use appear frequently on the FLE?’

Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes | No Yes No Yes No
Question 40 5 1 4 1 2 _ 11 2
% 84.6 | % 154

As can be seen in the table above, eleven teachers answered the question
Yes as two teachers answered No. This would mean that almost all the
teachers uses multiple-choice tests similar to the FLE to evaluate the students’
success at school.
Item 42. Do you have any comments to add in terms of ways of assessing?
(e.g., if you use multiple-choice tests or performance assessment, how
appropriately do you use them to your students? Or do you think what you use
are valid to evaluate your students’ learning? Or is there anything to change?)
Some comments made by teachers are in the following: “Sometimes I
design tests as homework and then I answer them in the classroom; using tests
helps in terms of getting prepared for the exam, but it is significant to start
with the tests in accordance with the students’ level; I enable the students to
show what they have learnt and I modify the test in that match their
performance; Trial tests are definitely appropriate for FLE students, but some
FLE tests are too hard for students; I think that the assessment I use is only for
the FLE and lacks the communicative skills; I wish I could use classical type

of exams; [ make sure I am using a variety of techniques; sometimes I vary the
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level of difficulty; Multiple choice tests are suitable for the students to develop
the skill which are important for the FLE.

Research Question 1h: Do the English teachers of three types of
high schools differ in terms of their general views related to the FLE
programs and their teaching?

In order to answer this research question, the seventh section of the
teacher questionnaire, General Views on Teaching and the FLE, was analyzed.
Questions 43 to 52 are under this section. Three of these questions are ‘Yes’ or
‘No’ questions, one of them is multiple choice, and four of them are open
ended questions.

Item 43. Does teaching in FLE classrooms have any impact on your
professional satisfaction (self-confidence, taking pleasure in teaching, self-
esteem, so forth).

The answers of the Anatolian High School teachers are as in the
following: “I enjoy teaching and I remember the linguistic details and the
vocabulary I knew but weren’t able to use; so I believe I improve my
professional competence and skills; teaching in FLE classrooms is enjoyable
and makes me feel respected”.

The answers of the Private High School teachers are as in the
following: “These classrooms lead to developing the teachers; it is a higher
level of English, so sometimes it is challenging; The FLE group is a small
group, so it is more intimate; it is definitely enjoyable to teach an ambitious
group and also it requires responsibility to teach them when compared to other
English classes”

The answers of the Super High School teachers are as in the following:
“I try my best to be fruitful and this helps me to develop myself in terms of
experience.”

Table 4. 27. Item 44. Does FLE affect your students’ attitude and behavior in

classroom?
Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes | No Yes No Yes No
Question 44 6 _ 5 _ 2 _ 13 _
% 100
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All the teachers answered this question positively, so it is certain that
their students are affected by the FLE. The comments made by the teachers
related to this question are as follows: “They behave more maturely, I can see
them as my colleagues; FLE is the only thing on their minds. They ask the
FLE to be spoken not only in the classroom but also in other environments;
since they are under pressure, they get demoralized when they get a bad result
from a practice exam; that their enthusiasm makes me work harder and do
more various activities; they take English more seriously; they get stressed
but I help them, as the FLE approaches,”

Table 4.28. Item 45. Percent of the Students Placed at a Foreign Language

Institute of Higher Education During Previous Years

Anatolian Private Super
Item 45 High School High School High School
Teachers Teachers Teachers
1 2 |3 |4 (5 1|6 |1 2 |3 |4 |5 1 2
Percent of 72 165 |80]90|85({90| - 90190 |- |- - over
Students(%o) 50

As seen in the table above, most of the Anatolian High School teachers
claim that most of the students of theirs have been successful so far although
there are two teachers reporting that 65% and 72% of their students have been
placed at an institute of higher education. Some of the Private High School
teachers answered that 90% of their students have been placed at university
whereas one of them wrote ‘This is my first FLE classroom’ and one other
Private High School teachers said ‘In the past, the quality of the universities
was higher, now most students are placed in private universities’ and fifth
teacher didn’t answer the question at all. As to Super High School teachers,
one of them said ‘It varies from year to year but most students have been
successful” while the other Super High School teacher reported over 50% of
her students were successful during previous years.

When the rate of success of the students is compared according to the
school types, it is obvious that the success of the students at Anatolian and
Private High Schools was higher than the ones at Super High School. It can be

seen in Table 4. 2. “Background Information of the Teachers” that the teachers
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working at Anatolian and Private High Schools are more experienced than the
ones at Super High School. Also, three of the teachers working at Private High
Schools have master’s degree in education. These factors may be effective on
the success of the students.

Item 46. Do you think that the school administration makes a special effort for
FLE classrooms?

Ten of the teachers answered positively while two of them answered
negatively. One of the teachers answered both Yes and No since s/he thinks
the school administration pays attention to teacher selection and determining
class hours, but it is not helpful in other areas. Also, the teachers who
answered Yes specified in the questionnaire that the administration gives
importance to teacher selection and determining class periods, in general. As
to two teachers who answered No, one of them wrote that the administration
does not pay attention to FLE classrooms as much as they do to science
classrooms, as the other wrote that FLE students are ignored since they are
fewer in number.

Item 47. Do you give extra classes to your students, besides regular school
hours?

Nine of the teachers answered positively, four of them answered
negatively. “The teachers who said “No” specified that they do not have
enough time or that the students preferred private language courses. The ones
who said “Yes” generally specified that they answer students’ questions
individually during the break or their free class hours and some of them said
that they give extra classes to give the students feedback about the tests they
have already answered.

Table 4. 29. Attitude of School Administration & Extra Classes

Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes | No Yes No Yes No
Question 46 6 _ 3 2 2 _ 11 2
% 84.6 | %154
Question 47 3 3 5 _ 1 1 9 4
Y% 69 % 31

Item 48. Have any changes been made in the FLE?
As presented in the table below, eight teachers answered the question

positively as two teachers answered it negatively and three teachers did not
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answer. The answers by the teachers are as in the following: Cloze tests are
added; identifying the correct question to the given answer is added; paragraph
completion; the number of some question types has changed; identifying
questions to given statements are added; the number of paragraph types are
increased; the questions have become more difficult.

Item 49. Have the changes in the FLE affected your teaching in the classroom?
Table 4. 30. Changes in the FLE

Anatolian Private Super
High Schools | High Schools | High School Total
Yes No Yes | No Yes No Yes No
Question 48 4 _ 2 2 2 _ 8 2
% 61.5 | %15.3
Question 49 2 3 2 3 1 1 5 8
% 38.4 | %53.8

As presented in Table 4.29 above, five teachers answered question 49 as
“Yes” and seven teachers answered as “No” and one teacher did not answer.
The answers by the teachers are as follows: I started teaching in accordance
with the new FLE; I try to find and use the new question types from other
main text books; we pay more attention to the new sections; we didn’t use to
study cloze tests, but now we added it to our program.

Item 50. If you think the FLE affects your teaching, please comment on how
this happens (i.e., negatively/positively).

One Super, one Private and two Anatolian High School teachers
commented that the FLE has been affecting their teaching positively. On the
other hand, three Anatolian and one Private High School teachers basically
reported that the FLE has been affecting their teaching negatively. One Super
High School teacher reported that if the exam had not taken place in the
current fashion, more effective teaching methods could be applied. Therefore,
we could possibly equip students with more proper language skills. One
Private High School teacher said that teaching is exam orientated. Thus, test-
type questions rather than open-ended creative answers are used, which leaves
less time for literature appreciation. And, one Anatolian High School teacher
complained that theoretical knowledge is supplied more than practical use of

the language, out of necessity.
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On the one hand, one other Private High School teacher stated that the
FLE has been affecting their teaching both positively and negatively. What
makes it positive is that students have the opportunity for self-development
during the process. And, what makes it negative is that students might not
make the correlation between their learning and the way teacher teaches. The
other Private High School teacher itinerated that since she has been fulfilling
the requirements of the FLE, she hasn’t been to come up with a firm
understanding of whether the FLE has been affecting her teaching positively
or negatively.
Item 51. Which of the following factors affect your teaching?
For this question, there are thirteen factors given as alternatives. More

than one factor can be chosen. These alternatives are as in the following:

a)  Preparing my students for the FLE

b)  The number of students in my class

c) My students’ motivation to learn

d)  The audio-visual instruments at my disposal

e) The school administration

f) Parental contribution and support

g) My colleagues

h)  The training & education I got in my university years

1) The enthusiasm I feel towards teaching English

1) The general student portrait of the school
k) The cultural make-up of the school’s neighborhood

Table 4.31. Factors Affecting Teaching

Anatolian | Private | Super | Total
HS HS HS
A 6 4 2 12
B 3 2 2 7
C 6 5 2 13
D 2 1 3
E 1 _ 2 3
F 1 _ 2 3
G 1 _ 1
H 4 1 1 6
I 5 5 2 12
J 3 2 5
K 1 B 1

As presented in Table 4.30., among the factors suggested that may
affect their teaching, Anatolian High School teachers identified FLE
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preparation and their students’ motivation as the most important factors
influencing their teaching, and their enthusiasm toward teaching English as the
second most important factor. Private High School teachers believed their
students’ motivation and their enthusiasm toward teaching English were the
most important factors affecting their teaching. Super High School teachers
thought FLE preparation, class size and student motivation, school
administration, parental contribution and support, teaching enthusiasm were
all affective on their teaching. In total, student motivation is the most popular
factor chosen by all the teachers without school difference and FLE
preparation and teaching enthusiasm are the second popular ones. FLE
preparation is the second most popular for the teachers of Private High
Schools while it is the most popular for the teachers of other types of schools.
That may be since English is emphasized at Private High Schools better even
at primary school classes not only in FLE classrooms. Anatolian high school
teachers thought teacher enthusiasm is second most important not the first
maybe because they know teaching toward the FLE brings about some
inadequacies on students. Super High School teachers chose school
administration and parental contribution as two of the most important factors
although the teachers of other schools did not choose them. The reason may be
the fact that school administration does not pay enough attention to FLE
groups and similarly parents of the students are not interested in their
children’s success sufficiently.

Item 52. If you don’t think the FLE affects you teaching, please comment on
why it doesn’t. What factors other than your teaching experience, beliefs and
personality affect and reflect your current teaching?

Eight of the teachers didn’t make any comments on this question since
they believe that the FLE affects their teaching. Two of the teachers wrote that
the FLE is a factor affecting their teaching methods and aims, and one of them
specified that her teaching is only geared towards the FLE. She further added
that is why she doesn’t introduce any methodological variations/diversions
while teaching and she added she loves this type of teaching a lot. One of the
teachers stated that the FLE does not affect her teaching because she started
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teaching from the beginning and the students are so ambitious that there is no
problem with studying reading comprehension extensively.
4.3. STUDENT QUESTIONNAIRE
4.3.1. Overview of the Student Questionnaire

In order to go on answering research questions in the first chapter,
secondly student questionnaires were analyzed (student questionnaire in
Appendix C).
4.3.2. Results of Student Questionnaires

Before answering the research questions related to the students, general
information about the student participants in the study is presented in a table.
As can be seen from the table below, there are fifty four 11" grade and thirty
three 10™ grade students, totally up to eighty seven students who answered the
questions. Forty eight of the students are studying in Anatolian High Schools,
while eighteen of them are studying in two different Private High Schools, and
twenty one of them are students at a Super High School. As seen in Table
433, ages of 11"™ graders change between 17 and 18, as 10™ graders are
between 15 and 17. Only three of the students are male and there are five
students who have studied abroad. One of them wrote that she studied in
England for a month and another student studied in South Africa for sixty
days. One student studied in Germany for three weeks and one other again in
Germany for twenty one days, while one of them did not specify where and
how long she studied. Also, there are twenty seven students who receive
private tutoring and twenty one of them are 11" graders.

Table 4.32 General Information about the Students

Age Study Tutored Number of Students in each School In
Range | Boys | Girls | Abroad | Students AHS PHS SHS | total

A B C |Total | A B Total | A

11" graders | 17-18 3 51 5 21 g8 |13 19 |30 5 |7 12 12 |54

10" graders | 15-17 0 33 0 6 1|7 18 6 6 9 |33

Research Question 2a: Do the 10™ and 11" grade FLE oriented
students studying at three types of high schools differ in terms of their

awareness of the FLE?
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In order to answer this research question, the first section of the student
questionnaire, Awareness of the FLE, was analyzed. In this section, there are
three items from 1 to 3. First two questions are Yes / No type and third item is
a multiple choice question.

Table 4. 33. Item 1 ‘Do you know what the FLE is like?’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No | Yes No Yes No Yes No
11" graders | 30 B 12 B 12 _ 54 B
% 100
10" graders | 18 _ 6 _ 9 _ 33 _
% 100
Total 48 18 ~ 21 | _ 87 ~
%100 %100 %100 % 100

All students without exception checked ‘Yes’. So, they all report that
they know what the FLE is like.

Table 4. 34. Item 2. Do you know what skills are tested on the FLE?

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes No Yes No Yes No
11™ graders | 30 _ 8 3 12 _ 50 3
% 92.5| % 3.5
10" graders | 16 2 4 2 7 2 27 6
%82 |% 18
Total 46 2 12 5 19 2 77 9
%95 | %5 | %66.6 | %27.8 | %90.4 | %9.6 | % 88.5 | %10.3

As seen in Table 4.34, nine of the students answered ‘No’ while all
the others answered ‘Yes’. Three out of nine students who answered ‘No’ are
1"t graders studying in Private High Schools and six others are 10" graders,
two from each school type. So, except nine, all the students say they know
what skills are tested in the FLE. . Also they wrote down the skills tested on
the FLE and the answers were similar as follows: Reading Comprehension,
Grammar, Translation, Vocabulary, Odd-One-Out, Sentence Completion,
Cloze Test, Paragraph Completion, Rephrasing Sentences, Knowledge of

English Language, Perception, and Concentration.

Item 3. Check what you think the purpose(s) of the FLE is(are).
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(a) to choose prospective students
(b) to evaluate students’ academic competence

(c) to evaluate students’ rote-memorization skill

(d) other, specify

Table 4. 35. Item 3. Purpose of the FLE

Anatolian Private Super Total
High Schools High Schools High School
a b |c d a b [ d al b [ d a b| ¢ d
11™ graders 14 (26|19 5 8 7 5 1 13111 6 _ | 35|44 30
10™ graders 9 12| 2 5 4 3 1 _ 6 8 1 4 119 |23 4 9
Total 23 (38 |21 |10 |12 [ 10| 6 1 ({19 (19| 7 4 | 54|67 |34 |15

For this question, the students had the right to check more than one
alternative, so they did. According to the questionnaires answered by the
students, “(a) to choose prospective students” was checked by fifty four
students, in total, and “(b) to evaluate students’ academic competence” was
checked by sixty seven students, and thirty four students checked “(c) to
evaluate students’ rote-memorization skill.” Also, there were fifteen students
who checked “(d) other” and specified other purposes for the FLE. Both 11"
and 10" graders checked (b) more than the other alternatives. As to the school
type, Anatolian High School students mostly checked (b), while Private High
School students mostly checked (a), and Super High School students who
checked (a) and (b) were equal. The number of answers to each option is
greater than the total number of students since one student checked more than
one alternative. The purposes specified by the students are as follows: To test
attention and reading comprehension, to choose clever students, to choose the
best students in their areas; to enable students to learn English; the
significance of which increases day by day; to choose students who have high
comprehension ability, to evaluate students who love English and who has
interest in English; to choose students who study regularly; to encourage
students to study English, and to test students’ knowledge related to English.

Research Question 2b: Do the 10™ and 11" grade FLE oriented
students studying at three types of high schools differ in terms of their
attitudes toward the FLE?
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In order to answer this research question, the second section of the
student questionnaire, Attitude toward the FLE, was analyzed. In this section,
there are nine questions from 4 to 12. Eight of these questions are five point
Likert-scale items and one question is a multiple choice question with two
options.

Table 4. 36. Item 4. ‘The FLE is valid to evaluate my communicative

competence’
Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 7 14 11 17 3 52
13,5% | 26,9% | 21,2% | 32,7% 5,8% | 100,0%
10" Graders 3 12 2 11 4 32
94% | 37.5% 6,3% | 34,4% 12,5% | 100,0%
SCHOOL TYPES
Anatolian High Schools 9 17 9 10 3 48
18,8% 35,4% 18,8% | 20,8% 6,3% 100,0%
Private High Schools 1 4 2 9 2 18
5,6% | 222% 11,1% | 50,0% 11,1% 100,0%
Super High School 0 5 2 9 2 18
27,8% 11,1% | 50,0% 11,1% 100,0%

There are both 11" and 10™ graders who agree and disagree the validity of
the FLE to evaluate their communicative competence. Both the students at
Private and Super High Schools tend to agree that the FLE is valid to evaluate
their communicative competence while the students at Anatolian High Schools
have a tendency to disagree.

The students who checked ‘disagree’ or ‘neutral’ gave similar reasons
as follows: We only learn English in theory; the FLE doesn’t give us the
chance to practice the things we have learned; speaking is important in
communication but we do not focus on it because the exam is based on
written English and grammar, so it does not help to develop communicative
skills. The FLE does not aim to practice language although a foreign language
is expected to increase people’s communicative power to help them express
themselves. Students are clearly very much aware of the limitations of the
FLE, as well as an awareness of communicative needs of a language learner,

and can earnestly admit this.
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Table 4. 37. Item 5. ‘The FLE enriches knowledge of English Language’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 0 1 3 22 26 52
1,9% 5,8% | 42,3% 50,0% | 100,0%
10" Graders 1 8 2 10 12 33
3,0% 24,2% 6,1% | 30,3% 36,4% | 100,0%
SCHOOL TYPES
Anatolian High Schools 1 8 4 17 17 47
2,1% 17,0% 8,5% | 36,2% 36,2% | 100,0%
Private High Schools 0 0 1 4 12 17
5,9% | 23,5% 70,6% | 100,0%
Super High School 0 1 0 11 9 21
4,8% 52,4% 42,9% | 100,0%

Most of the students, in general tend to agree the FLE enriches their

knowledge of English language.

The reasons specified by the students are as follows: we consolidate our
English when preparing for the FLE and we always feel we have to study to
improve our English language; it enriches our knowledge of English;
especially, vocabulary and reading although it prevents practice; we cover
grammar again and again while studying for the FLE, this enriches the
grammar; I feel my knowledge of language has enriched since I started
studying for the FLE; since we study a lot during the preparation for the FLE,
our knowledge of language enriches.

Table 4. 38. Item 6. ‘“The FLE improves my proficiency in English’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 2 5 12 16 19 54
3,7% 9,3% 22,2% | 29,6% | 352% 100,0%
10™ Graders 2 2 4 14 10 32
6,3% 6,3% 12,5% | 43,8% | 31,3% 100,0%
SCHOOL TYPES
Anatolian High Schools 1 4 9 15 18 47
2,1% 8,5% 19,1% | 31,9% 38,3% | 100,0%
Private High Schools 2 2 2 5 7 18
11,1% 11,1% 11,1% | 27,8% 38,9% | 100,0%
Super High School 1 1 5 10 4 21
4,8% 4,8% | 23,8% | 47,6% 19,0% | 100,0%

Almost all students without any grade or school type differences tend to

agree that the FLE improves their proficiency in English. Some students state
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their reasons as follows: Our level must be very high to pass the FLE and
each skill is available in the FLE to improve our English proficiency such as
vocabulary, reading, etc. The proficiency level of FLE students and other
students cannot be the same so, the FLE is very important. However, some
other students who disagree the statement report that practice is also
important to be proficient in English, but the FLE is only toward reading
comprehension. Thanks to the FLE we comprehend English; however, we
cannot speak the language, so it is not enough.

Table 4. 39. Item 7. ‘The FLE motivates me to study English’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 4 9 6 17 18 54
7,4% 16,7% | 11,1% | 31,5% 33,3% | 100,0%
10" Graders 3 1 7 12 10 33
9,1% 3,0% | 21,2% | 364% 30,3% | 100,0%
SCHOOL TYPES
Anatolian High Schools 5 8 10 14 11 48
10,4% 16,7% 20,8% | 29,2% 22,9% | 100,0%
Private High Schools 1 1 3 8 5 18
5,6% 5,6% 16,7% | 44,4% 27,8% | 100,0%
Super High School 1 1 0 7 12 21
4,8% 4,8% 33,3% 57,1% | 100,0%

Most of the 11™ graders and 10™ graders tend to agree that the FLE
motivates them to study English. There are more Private and Super High
School students who agree the statement than Anatolian High School students.

Some comments of the students are as follows: I focus on English while
studying for the FLE and I have to get motivated to reach the success; if there
was no FLE, I wouldn’t be interested in studying English; I am not sure
because sometimes I get bored of studying; I just study to pass the exam and
study at a good university; otherwise, I wouldn’t study for the FLE since I
don’t find it enough. I like English and there is an examination I have to pass,
so Yes it motivates me. Students do not to get any pleasure or satisfaction
from acquiring a foreign language because it is taught like a dead language,
such as Latin, and not like some language that enables them to connect with a

new culture and its people.



79

Table 4. 40. Item 8. ‘I like being tested on my knowledge’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11™ Graders 1 11 11 21 10 54
1,9% | 20,4% | 20,4% | 38,9% 18,5% | 100,0%
10" Graders 1 3 6 12 11 33
3,0% 9,1% 18,2% | 36,4% 33,3% | 100,0%
SCHOOL TYPES
Anatolian High Schools 2 8 7 19 12 48
4,2% 16,7% 14,6% | 39,6% 25,0% | 100,0%
Private High Schools 0 5 8 3 2 18
27,8% 44,4% | 16,7% 11,1% | 100,0%
Super High School 0 1 2 11 7 21
4,8% 9,5% | 52,4% 33,3% 100,0%

Both 11™ and 10™ graders mostly agree that they like being tested on
their knowledge. However, more 10™ graders tend to agree than 11" graders.
Private High School students do not necessarily enjoy being tested and Super
High School students agree that they like being tested on their knowledge.

Students comment on the statement as in the following: I am not sure
because sometimes I cannot answer some questions because of my excitement
although I know the answer; I like being tested on my knowledge, in this way,
I see what I know and I should know.

Table 4. 41. Item 9. ‘I feel pressure and anxiety about the FLE’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 3 11 9 15 16 54
5,6% 20,4% 16,7% | 27,8% 29,6% | 100,0%
10" Graders 4 7 8 8 6 33
12,1% 21,2% | 242% | 242% 18,2% | 100,0%
SCHOOL TYPES
Anatolian High Schools 4 9 9 16 10 48
8,3% 18,8% 18,8% | 33,3% 20,8% | 100,0%
Private High Schools 1 2 3 4 8 18
5,6% 11,1% 16,7% | 22,2% 44,4% | 100,0%
Super High School 2 7 5 3 4 21
9,5% 33,3% 23,8% | 14,3% 19,0% | 100,0%

As seen in the table above, in comparison with 10" graders, the 11"
grade students feel more pressure and anxiety about the FLE. As most of
Anatolian High School students agree the statement, Private High School

students seem to be the ones who feel the most pressure and anxiety about the
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FLE. This result ties with item 8 above where Private High School students
admitted they don’t like being tested, although they believe that their English
is enriched when studying for the FLE.

Students’ additional comments on the statement are as follows: To make
it to the university, I have to work regularly therefore, sometimes it makes me
depressed. The exam will affect my future and I always think I have to pass
the exam. Rather than stress and pressure, fear “Shall I succeed?” Not sure
because we will also take an exam on math and other lessons not only English;
I can overcome everything with my ambition and in time. I all the time feel
under pressure and I get stressed especially when I think my friends will
become successful and I won’t in the exam. I am definitely stressed because I
know what I will experience if I cannot pass it and for now, my only aim is to
pass the FLE. Passing the examination has become a real concern for these
students, and the satisfaction of learning a foreign language is overshadowed
under such an overwhelming stress.

Table 4. 42. Item 10. ‘The FLE forces me to learn more English’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 3 4 2 27 18 54
5,6% 7,4% 3,7% | 50,0% 33,3% 100,0%
10" Graders 3 3 4 14 9 33
9,1% 9,1% 12,1% | 42,4% 27,3% | 100,0%
SCHOOL TYPES
Anatolian High Schools 2 5 5 21 15 48
4,2% 10,4% 10,4% | 43,8% 31,3% 100,0%
Private High Schools 3 1 0 8 6 18
16,7% 5,6% 44.,4% 33,3% 100,0%
Super High School 1 1 1 12 6 21
4,8% 4,8% 4,8% | 57,1% 28,6% 100,0%

The majority of the 1 1m graders tend to agree that the FLE forces them to
learn more English as the 10™ grade students similarly tend to agree. Without
any school type differences, most of the students agree the statement.

Students reported their reasons as follows: One must learn English very
well in order to pass the FLE, and also it is necessary to reach a specific level
in order to pass this exam; for this reason it is obligatory to study a lot; this is a

competition and you have to know more than others in order to succeed; The
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FLE is a very comprehensive test, and we need to learn everything in detail
not to miss anything; as I see how hard the FLE is, | work harder; For now, we
only learn English for the FLE.

The comments of the students who checked “disagree” or “neutral” are
as follows: I want to learn English since I want to work for an international
company or study at an international school in the future. The FLE has molded
structures, so that it is enough to know them. My only goal is not to pass the
FLE, that is, I want to learn English as much as I can. The FLE doesn’t force
but I like learning English.

Table 4. 43. Item 11. ‘The FLE must change in some ways’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 5 9 17 10 12 53
9,4% 17,0% 32,1% | 18,9% 22,6% | 100,0%
10" Graders 5 9 8 6 4 32
15,6% 28,1% | 25,0% | 18,8% 12,5% | 100,0%
SCHOOL TYPES
Anatolian High Schools 3 9 15 13 7 47
6,4% 19,1% 31,9% | 27,7% 14,9% | 100,0%
Private High Schools 4 1 5 0 8 18
22,2% 5,6% 27,8% 44,4% | 100,0%
Super High School 3 8 5 3 1 20
15,0% | 40,0% 25,0% | 15,0% 5,0% | 100,0%

The 11™ graders mostly tend to agree that the FLE must change in some
ways whereas the 10" grade students mostly disagree. As to the school type,
the majority of Super High School students disagree that the FLE must change
in some ways while the students of Anatolian and Private High Schools tend to
agree the statement.

The comments made by the students are as follows: “It has every section
to evaluate our ability; each student is tested in every subject, so there is no
need to change;more reading comprehension should be added; listening and
writing should be added; paragraph questions should be changed; it is a very
tough examination, so the net score we are supposed to have should be
lessened; there are too many paragraph questions and during the examination,

they are very challenging; it must change in many ways since it depends on
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memorization and it is not an eliminating examination; however the change
shouldn’t be put into practice immediately”.
Item 12. If you didn’t have to take the FLE, what would you do? Check the

following statement.

(1 I would like to continue studying English.
2) I would not study English any more.

Most students checked number one; that is, if they didn’t have to take
the FLE, they would like to continue studying English. Five students who
checked ‘(2) I would not study English any more’ were from Anatolian High
Schools.

Table 4.44. Item 12

Anatolian Private Super Total
HighSchools | High Schools | High School
1 2 1 2 1 2 1 2
11™ graders | 25 4 12 B 12 B 54 3
% 100 | % 3.5
10" graders | 17 1 7 _ 9 _ 33 6
% 100 | % 7
Total 42 5 19 _ 19 _ 77 9
%87.5| %11 | %100 | % 0 %100 | % 0 | % 88.5 | %10.3

The Anatolian High School students stated their comments as follows:” I
like studying English or English is the second mother tongue, so to know
English is not a luxury; I study English since it will be useful to me in the
future.”

One Private High School student commented as follows: “I enjoy
learning languages; I also want to learn other languages.”

One Super High School student wrote the following sentence: “I got

bored of memorizing”.

Research Question 2¢: Do the 10™ and 11™ grade FLE oriented
students studying at three types of high schools differ in terms of their
attitudes toward their course books?

In order to answer this research question, the third section of the student
questionnaire, Attitude toward the course book, was analyzed. In this section,
there are four questions from 13 to 16. Two of these questions are five point

Likert-scale items and two others are open ended questions.
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Item 13. Which course book do you use?

The answers given by the students studying at Anatolian High Schools
were as follows: FCE Use of English, Select readings, test books for FLE,
ELS periodicals, “No textbook”, FLE books. It will be remembered that a
teacher of 10th grade explained that the book recommended by the Ministry of
Education is only for 10" graders not for us. Building Skills, Advanced
English Grammar, Word Power, Assessment Tests, Paragraph Studies, First
Certificate.

The answers given by the students studying at Private High Schools were
as follows: Enterprise, Dilko periodicals, ELS periodicals, ELS reading
comprehension.

The answers given by the students studying at Super High Schools were
as follows: Developing Vocabulary, Mastery of the English Reading, Dilko,
ELS.

When compared with teachers’ responses to the same question, students

listed more FLE oriented test booklets and materials which comes closer to
being the reality, as observed by the researcher herself.

Table 4. 45. Item 14. ‘“The course books provide many practice tests for the
FLE.

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 6 5 3 17 17 48
12,5% | 10,4% 6,3% | 354% | 354% 100,0%
10" Graders 0 4 1 17 10 32
12,5% 3,1% | 53,1% | 31,3% 100,0%
SCHOOL TYPES
Anatolian High Schools 4 7 4 17 11 43
9,3% 16,3% 9,3% | 39,5% 25,6% | 100,0%
Private High Schools 2 1 0 4 11 18
11,1% 5,6% 22,2% 61,1% | 100,0%
Super High School 0 1 0 13 5 19
5.3% 68,4% 26,3% | 100,0%

In response to item 14, most of the 11™ and 10™ grade students agree
that the course books provide plenty of opportunity to practice for the FLE.
Private High School and Super High School students believe this item about
their course books but Anatolian High School students do not altogether agree

with this statement
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The students” comments are as follows: The book doesn’t provide many
practice tests for FLE, but it can be helpful in terms of grammar and
vocabulary and reading. To me, it actually helps with basic English. Our book
is not test based, but grammar based. The style of the book is different from
the one of the FLE. It includes enough information a classical English book
requires, but it should have emphasized test techniques; it doesn’t give many
assessment tests toward the FLE. It includes exercises to improve the subject |
would like to and the books are toward FLE. In fact, our book is very tough
and detailed but that is for sure it is geared for the FLE.

Table 4. 46. Item 15. ‘If I study the whole course book, then I can achieve
high scores on the FLE’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree Total
GRADES
11" Graders 13 10 10 8 8 49
26,5% 20,4% 20,4% | 16,3% 16,3% | 100,0%
10" Graders 2 8 5 9 8 32
6,3% 25,0% 15,6% | 28,1% 25,0% | 100,0%
SCHOOL TYPES
Anatolian High Schools 12 10 6 10 5 43
27,9% 23,3% 14,0% | 23,3% 11,6% | 100,0%
Private High Schools 1 3 5 3 6 18
5,6% 16,7% 27,8% | 16,7% 33,3% | 100,0%
Super High School 2 5 4 4 5 20
10,0% 25,0% 20,0% | 20,0% 25,0% | 100,0%

Most of the 11™ graders tend to disagree that they can achieve high scores
with the help of their course book, whereas 10" graders tend to agree that they
can. As to the school type, Anatolian High School students show disagreement
with this idea, while Private High School and Super High School students tend
to agree.

Some Anatolian High School students reported their comments as
follows: “Only one book is not enough to pass the FLE and the course book
does not include assessment tests; the book is a textbook not in the form of
practice (test) book. It has different question types; to me, I have to read short
stories in English and answer questions toward the FLE”.

Some Private High School students reported their comments as follows:

“I don’t think so, only my knowledge of English language improves; in our
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book, there is grammar but there aren’t test techniques; I cannot decide
without trying. There is not only grammar at the FLE, there are also
interpretation and judgement questions; however, our book only gives
grammar; it is not necessary to depend on a book, and to get high scores is
one’s own success; in order to get used to test techniques of the FLE, it is
necessary to meet various question types; and this will happen by doing tests
of qualified publications; I cannot be successful by studying only one book;
only the course book is not enough, it should be supported by extra tution.”
Some Super High School students reported their comments as follows:
“If I study all resources of ELS, then Yes; if I study regularly and try my best
to learn, it is possible. Students seem to be in agreement that one course book
is not sufficient to prepare them for the FLE. As one student has said: “Only
my knowledge of English language improves”, which in their case does not
seem to be enough; they need to develop test taking strategies to be
successful.”
Item 16. ‘Do you have any comments to add regarding the FLE, or your
course book?’

The answers given by the 11™ graders are in the following: The FLE is
quite okay but if only we weren’t supposed to answer math questions, we are
usually torn to pieces trying to study for non-language sections of the
examination.

The answers given by the 10™ graders are as in the following: I believe
it would be better if practice is also taken into consideration; the FLE should
be changed, even abolished because it is not right to make people compete
against each other; the FLE is very important for us and I have to study hard to
reach my objectives but I like English in spite of everything; nobody can be
successful at the FLE with only the resource book suggested by Ministry of
Education and it is a must to buy extra books; in addition, the books toward
the FLE are quite expensive so the ones who aren’t financially capable will
have a lot of difficulties when they choose to take this examination.

Research Question 2d: Do the 10™ and 11™ grade FLE oriented

students studying at three types of high schools differ in terms of their

attitudes toward the learning activities in their classrooms?
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In order to answer this research question, the fourth section of the
student questionnaire, Learning Activities, was analyzed. In this section, there
are nineteen questions from 17 to 36. Twelve of these items are Yes / No
items, three of them are multiple-choice questions, three of them are ranking
questions, and one of them is open ended question.

Table 4. 47. Item 17. ‘Do you study the whole course book?’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No Yes No Yes No Yes No
11" graders | 12 15 9 3 9 _ 30 18
% 34.5 | %20.7
10" graders | 13 _ 6 _ 7 2 26 2
%30 (%23
Total 25 15 15 3 16 2 56 20
%52 | %31.2 | %83.3 | %16.7 | %76 | %9.5| % 64.3| % 23

All 10™ graders except two students studying in Super High School
agree that they learn the whole course book. As to the 11™ graders, fifteen
students in Anatolian High Schools and three students in Private High Schools
checked “No”; so, eighteen 11" grade students in total said that they do not
learn the whole course book while thirty of them accepted they learn the whole

1" graders

book. However, the difference between the answers of the 10" and 1
is noticeable. There are many more 1 1m grade students who report that they do
not learn the whole course book. Also, the number of 11" graders who claim
they do not learn the whole book is more than the number of students who
claimed they learn the whole book; in Anatolian High Schools while there are

1m graders in Private High Schools and none in Super High School

only three 1
claimed they do not learn the whole book.
Table 4. 48. Item 18. ‘Is the content of the course book modified because of

the FLE?’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes No Yes No Yes No
11" graders | 12 | 14 8 4 9 B 29 18
% 33.3 | %20.7
10" graders | 13 4 6 _ 9 _ 28 4
%32 |%4.5
Total 25 18 14 4 18 _ 57 22
%52 | %37.5| %77.8 | %22.2 | %85.7 | % 0 | % 65.5| %25.3
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In accordance with the table above, it can be seen that most of both 100
and 11" graders reported that the content of the course book is modified
because of the FLE. However, surprisingly, the percentage of the 10™ graders
who said their book is modified is higher than the percentage of the 11™
graders. This could be possible because 10th graders do use a course book
confirmed by the Ministry of Education, which may in turn be modified for
the FLE; on the other hand, 11th graders do not follow a single compulsory
book, and therefore change may not be needed in FLE preparation boks.

As to the differences among school types, in Private High School, all the
students answered the content of the course book is modified because of the
FLE as only four 1" graders reported that it is not modified because of the
FLE. As to the Anatolian High Schools, there are fourteen 11" grade and four
10™ grade students who specified that the content of the course book is not

modified because of the FLE.
Table 4. 49. Item 19. ‘Does your teacher skip over part of the course book?’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No Yes No Yes No Yes No

11™ graders | 9 17 3 9 1 4 13 30
%24 | %555

10" graders | 1 15 1 5 B 8 2 28
%23 | %85

Total 10 | 32 4 14 1 12 15 58
%21 | %66.7 | %22.2 | %77.8 | %4.7 | %57 | %17.4 | %66.7

As seen on the Table 4.48, most of the students report that the teacher
does not skip over parts of the course book. Except two students, all 10™
graders stated that the teacher does not skip over part of the book while more
than one fourth of 11™ graders state the teacher skips over parts of the course
book. Also, most of these students are from Anatolian High Schools. They
wrote that the teacher skipped unnecessary parts for them. The author’s
explanation for the earlier item could be a valid explanation for the situation
here, too.

Private High School 10th graders seem to be the least exam oriented
group that stick to their course book for all their learning, whereas all other

10th graders make use of extra materials.
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Table 4. 50. Item 20. ‘Does your teacher use extra materials in FLE classes?’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No | Yes No Yes No Yes No

11™ graders | 29 1 10 2 12 _ 51 3
%94.5 | %5.5

10™ graders | 16 1 _ 6 8 _ 24 7
%72.7 | %21.3

Total 46 2 10 8 20 _ 76 10
%95.8 | %4.2 | %55.5 | %44.4 | % 95 | % 0 | %87.3 | %11.5

There are only ten students who specified the teacher does not use extra
materials. Three of them are 11" graders and seven of them are 10" graders
most of whom are from Private High Schools.

The answers given by the 11™ graders are in the following: “In the
classroom we study on tests; our teacher brings worksheets and exercises from
various books; ELS periodicals; paragraph exercises, Dilko; cloze tests; FLE
and KPDS books suggested by their teachers; vocabulary books, other
grammar based boks; Word power, ELS.”

The answers given by the 10" graders are in the following: “We are
doing translations, reading books and learning problematic vocabulary and we
take exams every two weeks; Tests, exercises form various publications;
Dilko, Deep into Meaning; Actually we use extra materials as course books
because the book specified
by Ministry of Education is the same book as the book used in other
classrooms by other students who won’t take the FLE; We don’t study on a
course book, we use other materials focusing on the FLE.”

Extra materials clearly make up course book for these students when

no other book is made obligatory by the Ministery of Education.
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Table 4. 51. Item 21. ‘What areas do you learn most? Rank the skills.’

Anatolian High Schools  Private High Schools Super High School

11gr | Rate | 10gr | Rate | 11gr | Rate | 10gr | Rate | 11gr | Rate | 10gr | Rate

Reading 55 2 50 3 36 3 30 4 27 3 33 3

Writing 99 75 53 30 53 39

Listening | 102 90 66 24 66 43

Grammar | 57 24 15 9 15 17

4 4 4 4 4 4
5 6 6 3 6 6
Speaking | 106 | 6 85 5 57 5 24 3 57 5 41 5
3 1 1 2 1 2
1 2 2 1 2 1

Vocabulary | 26 43 25 6 25 9

As seen in the table above, without school type difference, all the
students reported that they learnt grammar vocabulary and reading most but it
is clear that writing, listening and speaking were the skills learnt least. Even
10™ grade students ranked in the same way as the 11" graders, that is, they
emphasized vocabulary, grammar and reading over writing, listening and
speaking. Also, classroom observations verified that the FLE students of three
types learn grammar and vocabulary and also, reading but they actually
studied on paragraph questions if they can be called reading materials (See
Appendix G, Lesson 3). The students were not observed doing any listening,
speaking or writing activities.

Table 4. 52. Item 22. ‘Do they change as the FLE approaches?’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No | Yes No Yes No Yes No
11™ graders | 8 22 10 2 8 3 26 27
%48 %50
10™ graders | 9 8 3 3 _ 9 12 20
%36.3 | %60.6
Total 17 30 13 5 8 12 38 47
%35 | %63 | %72.2| %27.8 | %38 | %57 | % 43.7 | % 54

As can be seen in the table above, in total there are 38 students who
reported the rates of skills change and 47 students who reported they do not
change as the FLE approaches. Most of the students studying at Anatolian and
Super High Schools reported they do not change while the ones studying at
Private High Schools reported they change. The students who stated they
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change either reported that they focus on reading or vocabulary more than
others or they checked Vocabulary, Grammar and Reading not the others,
which means they do not study the other skills at all.

Item 23. Tell briefly about what activities you usually do in class. (e.g.,
reading aloud, role-play, and so on)

The 11" grade students studying at Anatolian High Schools answered as
in the following: “The teacher hands out test and we answer it at home and
then check the answers in the classroom and our classes are teacher-centered
and we sometimes study individually and sometimes in groups; We also study
vocabulary by making sentences, and the teacher prepares worksheets on
grammar and they answer them in turns; we study Wordpower, vocabulary,
grammar, and phrasal verbs in a teacher-centered way. For grammar, we do
teacher- centered study and we all participate in class and during test hours we
study individually.

The 11" grade students studying at Private High Schools answered as in
the following: We do group work. We study vocabulary or phrasal verbs; our
teacher explains and we make sentences in accordance with the explanation so
that we put them our long term memory.

The 11" grade students studying at Super High Schools answered as in
the following: Role-play, vocabulary, grammar and phrasal verbs. Everybody
tries to make sentences with the vocabulary and as to the grammar, the teacher
prepares worksheets and we answer them in turns.

The answers given by the 10" students studying at Anatolian High
Schools as in the following: “The subject is taught by the teacher and related
tests and exercises are done by the students and they are checked with the
teacher and also, role-play is practiced with reading, vocabulary, or subject
teaching; the subject is told, examples are given, tests are handed out and
exercises in the book are done in turns.”

The 10" grade students studying at Private High Schools answered as in
the following: on specific days, translation is done and also there reading

classes; We emphasize the part we couldn’t understand.
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The 10™ grade students studying at Super High Schools answered as in
the following: Generally teacher-centered and individual studies are available.
We take assessment test every week. Reading aloud. Assessment tests.

Considering the responses given by the students, classroom methods
seem to exclude writing, speaking and listening all together. However, some
11th grade students wrote that they did role-play although such an activity was
never employed during the observation process.

Table 4. 53. Item 24 ‘Do the activities you do in class change as the FLE

approaches?’
Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes | No Yes No Yes No
11" graders | 17 12 6 6 11 2 34 20
%63 %37
10™ graders 4 11 5 1 2 2 11 14
%33.3 | %42.5
Total 21 23 11 7 13 4 45 34
%44 | %48 | %61 | %39 | %62 | %19 | % 51.7 | % 39

As seen in the table above, 11™ graders mostly report that the activities
they do in class change as the FLE approaches while 10™ graders mostly report
that they do not. As to the school type, most of the Private and Super High
school students state that the activities they do in class change as the FLE
approaches as most of the Anatolian High School students report that the
activities they do in class do not change as the FLE approaches. The Super
High School students and Private High School studetns seem to change the
activities they do more than Anatolian High School students as the FLE
approaches.

Some answers given by the students are as follows: Tests are
emphasized. I tend to do more and more tests. I read novels in English and this

improves my reading comprehension, in addition, I study vocabulary.
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Table 4. 54. ‘Item 25. Does your teacher give extra classes besides regular

school hours?’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes | No Yes No Yes No
11™ graders | 23 7 8 2 2 8 33 17
%61 %31.4
10" graders | 9 9 5 1 1 6 15 16
%45.5 | %48.5
Total 32 16 13 3 3 14 48 33
%67 | %33 | %72 | %16.7 | %14.3 | %66.7| %55 | % 38

Most of the 11" grade students report that their teachers give extra
classes while the 10™ graders checked Yes and the other half checked No. As
to the differences among school type, most of the Anatolian and Private High
School students report that their teacher gives extra classes besides regular
school hours while Super High School students say their teacher does not give
extra classes besides regular school hours.

The students wrote the activities they did in extra classes as in the
following: “We answer questions and do tests rather than teaching and
learning activities; Test; Vocabulary; grammar;

The Anatolian High School students wrote what kinds of lessons they
needed as in the following: “No need, he teaches enough; comprehending and
interpreting texts and grammar; practice and presentation; reading
comprehension; I need answering practice tests; exercises; tests; translation”.

The Private High School students wrote what kinds of lessons they
needed as in the following: “I think I am not good at grammar and I cannot
solve this problem on my own; we get all necessary parts; since we will get
test based examination, we need do more tests; if test techniques were given
in a better way at school, then we wouldn’t have to attend private courses;

The Super High School students wrote what kinds of lessons they
needed as in the following: “Test techniques; I would be happy if oral

dialogues were emphasized in classes; our teacher tries her best”.
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Table 4. 55. Item 26. ‘What areas do you spend the most time on your own

studying? Rank the skills’

Anatolian High Schools  Private High Schools Super High School

11gr | Rate | 10gr | Rate | 11gr | Rate | 10gr | Rate | 11gr | Rate | 10gr | Rate
Reading 55 2 50 3 36 3 30 4 27 3 33 3
Writing 99 4 75 4 53 4 30 4 53 4 39 4
Listening | 102 | 5 90 6 66 6 24 3 66 6 43 6
Speaking | 106 | 6 85 5 57 5 24 3 57 5 41 5
Grammar | 57 3 24 1 15 1 9 2 15 1 17 2
Vocabulary | 26 1 43 2 25 2 6 1 25 2 9 1

As seen in the table above, grammar, vocabulary and reading are the
skills all students spend the most time on their own studying while writing,
listening and speaking are the skills studied least. As can be seen in the Table,
even 10" grade students ranked in the same way as the 11" graders, that is,
they emphasized vocabulary, grammar and reading were emphasized over
writing, listening and speaking.

Table 4. 56. Item 27. ‘Do you change your study objectives as the FLE
approaches? If Yes, how do you change them? Rank the skills’

Anatolian Private Super Total

HighSchools | High Schools | High School

Yes No Yes No Yes No Yes No
n" 8 22 5 7 7 5 20 34
graders %37 | %63
10" 7 11 2 5 4 4 13 20
graders %39.4 | %60.6
Total 15 33 7 12 11 9 33 33

%31.2 | %68.7 | %38.9 | %66.7 | %52.3 | %42.8| % 38 | % 62

As presented in the table above, there are 54 students who answered the
question No while there are 33 students who answered Yes. Most of the
students studying at Anatolian and Private High Schools answered No as most
of students studying at Super High School answered Yes. Similarly to the
answers they gave to the question 22, the students, in general, checked

Grammar, Vocabulary and Grammar without ranking and they did not check
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the rest, which means they do not study Writing, Listening or Speaking at all
as the FLE approaches.
Table 4. 57. Item 28. ‘Do you often do self-study, relevant to the FLE, not

assigned by the teacher?’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes No Yes No Yes No
11" graders | 26 4 11 1 12 B 49 5
%90.7 | %9.2
10" graders | 16 2 2 4 8 1 26 7
%78.8 | %21.2
Total 42 6 13 5 20 1 75 12
%87 | %13 | %72.2 | %27.8 | %95.3 | %4.7| % 86 | %13.8

Most of the students without grade or school type differences state that
they often do self-study, relevant to the FLE, not assigned by the teacher.The
answers of some students are as follows: “No because what the teacher gives
is enough; no I got bored of English; Yes to intensify my knowledge; Yes I
have to prevail;of course I have to do to pass FLE; that is my future and I need
to focus on it by myself. English requires revision; as the seriousness of the
work increases and I remember against whom I compete, I emphasize my
individual studies, we take this examination for ourselves so we have to focus
on our shortcomings on our own; this job requires a lot of extra work; I know I
have to study a lot.

Table 4. 58. Item 29. ‘How much time do you usually spend on self-study to

prepare for the FLE in a week?’

Anatolian High Schools Private High Schools Super High School
0 1-7 | 8-14 | 15- |over | 0 1-7 | 8-14 | 15- |over | O 1-7 8-14 | 15- | over
h h h 21 22h h h h 21 22h h h h 21 22h
h H h
11" graders | 1 5 10 16 10 _ 3 _ 4 5 _ _ 3 4 5
10" graders | 1 4 8 B 2 B 3 2 2 2 7 3 |2 2 2
Total 2 9 18 25 [ 12 _ 6 2 6 7 _ 3 |5 6 7

Most of the 11" graders report that they study 15-21 hours or over 22
hours while most of the 10™ graders state that they study 8-14 or 15-21 hours.

So, the 11" graders study more than 10" graders. Most of the Private and
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Super High School students study over 22 hours as most of the Anatolian High
School students study 15-21 hours.
Table 4. 59. Item 30. ‘The time and effort I invested in preparation for the FLE

increased as the FLE approached.’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes No Yes No Yes No
11" graders | 27 3 9 3 11 1 47 7
%87 | %13

10" graders | 15 2 6 B 8 1 29 3
%87.9 | %9.9
Total 2| 5 15 3 19 2 76 10

%88 | %10.5 | %83.3 | %16.7 | %90.5 | %9.5| % 87.3 | %11.5

Most of the students without grade or school type differences accept that
the time and effort they invested in preparation for the FLE increased as the
FLE approached. However, there are still ten students in total who stated the
opposite.

The comments by the Anatolian High School students are as follows: “I
feel stress, pressure and fear when approaching the FLE; to relieve my
conscience I work harder; we need to spend more time and effort in practicing
what we have learnt; to be better and to become sufficient, I need to answer
more questions.”

The comments by the Private High School students are as follows: “Sure,
I try to cover everything; I must study more than ever since I have less time;
As FLE approaches I get more stressed and I increase my studying speed; The
time and effort I spend increases as the FLE approaches because I need to
cover everything and make up for shortcomings and do more and more tests;

The comments by the Super High School students are as follows:
“Definitely, because time is running out, I must try my best and succeed. A
study which gradually gains speed is required; As the examination approaches,
more and more rush is experienced; No because I need to work at verbal and
numeric lessons; No I got bored of English; I don’t want to do any more. No,

it isn’t something to be studied in two days, one should study regularly; As the
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FLE approaches, stress, fear and anxiety increases, and that is why I work
harder”.

The responses by the students indicate that stres and anxiety becomes
paralyzing and overwhelming as the examination approaches.
Item 31. What do you study on your own to prepare for the FLE? (Check the

following statement)

a. I study from the textbook my teacher taught in class.
b. I study the past exam papers or the FLE practice kit.
c. I study both (1) and (2).

d. Other, Specify

Most of the students from each grade and each school type specify that
they study both the textbook and the past exam papers or the FLE practice kit.
There are also a good number of students who only checked (2) study the past
exam papers or the FLE practice kit, again from each school type and grade.

Table 4. 60. Content of Studying for the FLE

Anatolian Private Super Total
High Schools High Schools High School
a|b |c d a b [ d al B | C d a b| ¢ d
11" graders 1 |13 14 |1 1 4 5 2 _ 3 9 _ 2 (2028 1
10™ graders Tle 10| | v |23 _|_|2117|_12]10]2] _
Total 2 |19|24 |1 2 6 8 2 _ 5|16 | _ 4 (30 )48 | 1

The comments by the students are as follows: “I study both because I
know I have to study a lot to pass FLE; I study the past exam papers and the
FLE kit since they are close to FLE questions; I study the books followed in
the private course I go on; I buy new resource books when I have the
opportunity; I read books and do translation; Test books.”

Table 4. 61. Item 32. ‘Did you adjust your learning strategies appropriate to
the FLE?’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes | No Yes No Yes No
11" graders | 24 6 12 B 10 1 46 7
%
10" graders | 15 2 2 4 7 2 24 8
Total 39 8 14 4 17 3 70 15
%81 | %17 |% 78 %22 |%81 | %14 | % 80.5 | %17.2
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Most of the students reported that they adjusted their learning strategies
appropriate to the FLE.

The comments by the Anatolian High School students are as follows: “I
can learn by writing, I memorize vocabulary and I study grammar by writing. I
study the books I have bought and they are toward the FLE; Knowledge of the
language, vocabulary, reading comprehension, translation; I try to read fast,
and have a better concentration; I learn more vocabulary for translation and
paragraph, and do exercises and study grammar for grammar knowledge;”

The comments by the Private High School students are as follows: “I
study the areas in accordance with the weight of importance; I put studying
English to the top of my list. I study regularly; I do more practice tests; we do
tests in accordance with FLE and learn vocabulary again in accordance with it,
we study reading comprehension and grammar; I try to focus on grammar and
vocabulary; We have to adjust because thousands of the FLE students do so”.

The comments by the Super High School students are as follows: “I try
to focus on old FLE questions and try to get used to those question types; we
do tests in accordance with the FLE, we learn vocabulary toward the FLE and
we study reading comprehension and grammar related to the FLE”.

Item 33. What do you think the best way of preparing for the FLE is?

The answers given by the Anatolian High School students are as follows:
“Practice a lot after learning grammar thoroughly; memorize vocabulary,
answer many questions; studying regularly and efficiently; studying
vocabulary intensely; trying to follow all the resources necessary for FLE.

The answers given by the Private High School students are as follows:
“It really requires more labor and effort than other areas; study hard, do
revision; to cover all English books written for FLE and to answer previous
FLE questions; improving yourself with vocabulary and knowledge of
language. Studying systematically by deciding where and how much lacking
parts I have. Studying all subjects followed at school and private course,
knowing a good number of vocabulary, being good at reading comprehending

and translation.”
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The answers given by the Super High School students are as follows:
“Studying regularly and relying on yourself; studying by knowing the test
techniques; tudying and finishing up with all the subjects and then learning
test techniques; doing tests and being practical and improving comprehension
skill”.

Item 34. What do you study to prepare for the ‘internal’ test that your teacher

makes up? (Check the following statement)
a) Ireview what I learned in class, focusing on the textbook.
b) Istudy the past exam papers like the practice kit of the past FLE.
c) Istudyboth (1)and (2).
d) Other, Specify
Most of the 11" and 10" graders state that they study both the past exam

papers like the practice kit of the past FLE and they review what they learned

in class, focusing on the textbook. Most of the Anatolian and Super High
School students state they study both while most of the Private High School
students state they review what they learned in class, focusing on the textbook.

Table 4. 62. Preparation for Internal Tests

Anatolian Private Super Total
High Schools High Schools High School
a|b |c d a b c d ag B | C d a b | ¢ d
11" graders 516 8 9 4 3 5 B B 3 8 1 9 (12|21 | 10
10™ graders 3131936 | _ | _ | _[|2]1]6] _|11]|4]15]3
Total 8 9 |17 |12 |10 | 3 5 _ 2 4 |14 | 1 [ 20| 16 | 36 | 14

The comments by the students of Anatolian High Schools are as follows:
“I study as always do; I study with my own resource books since I need to
study for the FLE; I do not study; I study on test boks; I believe they will be
helpful;

The comments by the students of Private High Schools are as follows: “I
do not study since I do not have difficulty in answering them; nothing special
since I study English everyday; our teacher makes us ready for FLE and that
i1s why she asks similar questions”.

The comments by the students of Super High Schools are as follows:
English cannot be separated; therefore that is necessary to study everything.

Our internal tests are toward the FLE.
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As it is understood from these statements, internal tests are basically
built on the FLE question types, so students do not study for these internal
tests in a different matter.

Table 4. 63. Item 35. ‘I think my teacher’s teaching toward the FLE has an

influence on my learning’

Anatolian Private Super Total
HighSchools | High Schools | High School

Yes No | Yes No Yes No Yes No

11™ graders | 30 _ 12 _ 10 2 52 2
% 96.3 | %3.7

10" graders | 17 _ 5 1 8 _ 30 1

%91 | %3

Total 47 _ 17 1 18 2 83 3
%97.9 | %0  [%95|%5 %86 | %9 | %95.4 | %35

Almost all the students think that their teacher’s teaching toward the FLE
has an influence on their learning.

The students’ comments are as follows: “Our teacher always does
activities towards the FLE; the teacher knows the best; the teacher thinks this
is more helpful and he is experienced; my teacher’s practices are toward the
FLE and mine, too; our teacher is experienced in FLE so I believe her
strategies will take us to success; she is effective in helping me improve the
subjects I do not remember or know; I learn many things related to FLE from
my teacher; she is the guide and she knows what we have to do and directs us
in that way; she has a lot of influence on my learning; easy techniques enable
us to like the classes and also can be learnt more easily.

Students can be seen to be learning test-taing strategies rather than
proficiency in the foreign language.

Table 4. 64. Item 36. ‘I think the FLE has the most influence on my learning.’

Anatolian Private Super Total
HighSchools | High Schools | High School
Yes No | Yes | No Yes No Yes No
11" graders | 17 12 4 6 7 4 28 22
%51.8 | %40.7
10" graders | 5 12 3 3 6 3 14 18
%42.5 | %54.5
Total 22 24 7 9 13 7 42 40
%48.9 | %50 | %39 | %50 | %61.9 | %33.3| % 48.3 | % 46
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Most of the 11™ graders think the FLE has the most influence on their
learning while the 10" graders think the FLE does not have the most influence
on their learning. Most of the Anatolian and Private High School students
think the FLE does not have the most influence on their learning as Super
High School students think the FLE has the most influence on their learning.

The students’ comments are as follows: It forces me to study, I have to
pass the exam; No, because I have interest in English. During my study for
FLE, many things have changed in my studying system; I would go on
studying English even if there was no FLE; Because that is my life; No
because we only learn molded structures of the FLE; The FLE only leads us to
learn English based on multiple-choice test technique; of course because that
is my life.

Research Question 2e: Do the 10™ and 11™ grade FLE oriented
students studying at three types of high schools differ in terms of their
general views on learning and the FLE?

In order to answer this research question, the fifth section of the student
questionnaire, General Views on Learning and the FLE, was analyzed. In this
section, there are three items from 37 to 39. They are open ended questions.
Item 37. If you think the FLE affects your learning, please comment on how
this happens. (i.e., negatively/positively).

The Anatolian High School students’ answers are as follows: “The
FLE educates me theoretically, provides with useful information but no gain in
terms of practice; the FLE affects me positively but I would go on studying if
there is no FLE; positively thanks to it I work harder; no negatively in fact but
it is an exam so it puts the students under stres; it contributes me a lot and I
have the knowledge of English as I have the one of Turkish; positively,
English has a very different learning process than other classes.

The Private High School students’ answers are as follows: “we learn
this while studying for FLE; this distinguishes us from other students; decrease
in practice but increase in test studies; no effect on speaking skill or
communication. It makes learning a must to us and that drives us away; it

improves comprehending, perceiving features and helps me express myself;
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since it gets me stressed, it has bad effects; we study a lot to get prepared for
the FLE and this helps us improve our English”.

The Super High School students’ answers are as follows: “It makes me
feel like a horse getting prepared for a race not like a person learning the target
language; the FLE doesn’t involve practice and a molded examination, so to
be honest I don’t think the questions are very qualified; I don’t believe it
affects efficiently since we focus on choices rather than speaking; it affects but
we cannot use what we learn in real life; it improves my comprehension skills
and helps me express myself.

Item 38. What are other factors that affect your learning? (i.e., future job,
parent concern, peer competition, interest, and so on)

Without grade or school type difference, the answers of the students
were similar. The students’ answers are as follows: Teacher factor. The
prestige I will have with my job in the future. Interest. Competition. Anxiety
for the future. Lots of job opportunities with English. My teachers are masters,
I have a peaceful life with my family and my friends. Computer games.
Founding my life on strong columns is my aim. I believe English will be
helpful in the future. My goals in life are a factor. Another factor is that
English is a language providing communication all over the world. First of all,
I like English and I want to have a related job to it. Economic, social and
personal pleasure. After my university education, I want to go abroad. My
parents.

Item 39. If you don’t think so, please comment on why the FLE doesn’t affect
your learning, and what are other factors that affect your learning?

The Anatolian High School students’ answers are as follows: “Since |
love learning English, it doesn’t have any effects; however, we must learn
more vocabulary and information as we revise our knowledge thanks to FLE;
the FLE is just an examination and I would go on studying English even if |
there wasn’t the FLE”.

The Private High School students’ answers are as follows: “If I focus

on the FLE, I don’t believe what I learn will be permanent; the only
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disadvantage of FLE is to enable students to learn test techniques and
memorization.”

The Super High School students’ answers are as follows: “I don’t know
to what extent such an exam can really test English proficiency levels; the FLE
teaches something but molded things and I want to learn a lot more”.

4.4.COMPARISON OF TEACHER AND STUDENT QUESTIONNAIRES

Research Question 3: Do students and teachers differ in their
attitudes and opinions related to the FLE and their teaching/learning
experiences?

In order to answer this research question, the common questions in
teacher and student questionnaires were analyzed and compared.

Both questionnaires have the question ‘1.Do you know what the FLE is
like?’ and all the teachers and all the students without exception checked
‘Yes’, as shown in the Table below. So, they all report that they know what
the FLE is like. Another question which is common in both questionnaires is
‘2.Do you know what skills are tested on the FLE?” As presented in the Table
below, all the teachers answered ‘Yes’ while there were nine students
answered ‘No’ among eighty seven student participants. Three out of nine
students who answered ‘No’ were 117 graders studying in Private High
Schools and six others are 10™ graders, two from each school type. That is
surprising to see there were students who did not know what skills were tested
on the FLE. All the teachers specified during the interviews held that the

students had assessment test every week. Especially, all 1"

grade students
were expected to have an idea about the skills they would be tested since they
all have assessments tests every week.

Table 4. 65. Teachers’ and Students’ Awareness of the FLE

Teachers Students
Yes No Yes No
13 _ 87 _
Question 1 | % 100 %100
13 _ 77 9
Question 2 | % 100 % 88.5 | %10.4
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Another common question was 3.Check what you think the purpose(s)
of the FLE is (are): (a) to choose prospective students, (b) to
evaluate students’ academic competence, (c) to evaluate students’ rote-
memorization skill, (d) other, specify’. Most of the teachers checked (a) to
choose prospective students as most of the students checked (b) to evaluate
students’ academic competence was checked by sixty seven students.

Table 4. 66. Item 4 ‘The FLE is valid to evaluate my/students’ communicative

competence’
Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers 3 7 1 2 _
23,1% | 53,8% 7,7% 15,4%
Students 10 26 13 28 7
11,9% | 31,0% 15,5% | 333% | 83%

The teachers in general disagree that it is valid while some of the
students agree and some disagree the statement. The teachers seem to be
aware of the students lack communicative competence due to the FLE.
During the interviews held with the teachers, one Anatolian and one Private
High School teachers sincerely reported that they did not do any speaking or
writing activities.

The students who checked ‘disagree’ or ‘neutral’ gave similar reasons
as follows: We only learn English in theory; the FLE doesn’t give us the
chance to practice the things we have learned; speaking is important in
communication but we do not focus on it because the exam is based on
written English and grammar, so it does not help to develop communicative
skills. The FLE does not aim to practice language although a foreign language
is expected to increase people’s communicative power to help them express
themselves. Students are clearly very much aware of the limitations of the
FLE, as well as an awareness of communicative needs of a language learner,
and can earnestly admit this.

Table 4. 67. Item 5 ‘The FLE enriches (students’) knowledge of English

Language’

1 9 5 32 38
Stranzly | 10,6% | 5.9% | 37,6% | Stremgly
Disagree | Disagree | Neutral | Agree | Agree
Teachers _ _ _ 4 9

30,8% | 69,2%

Students
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Both the teachers and the students agree that the FLE enriches knowledge
of English Language, in general, although there are still few students who
disagree.

The reasons specified by the students are as follows: we consolidate our
English when preparing for the FLE and we always feel we have to study to
improve our English language; it enriches our knowledge of English;
especially, vocabulary and reading although it prevents practice; we cover
grammar again and again while studying for the FLE, this enriches the
grammar; [ feel my knowledge of language has enriched since I started
significant.

Table 4. 68. Item 6 ‘The FLE improves my/ students’ proficiency in English’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers | _ _ 7 4
8,3% 58,3% | 33,3%
Students 4 7 16 30 29
4,7% 8,1% 18,6% | 349% | 33,7%

The teachers agree that the FLE improves their students’ proficiency in
English and the students mostly tend to agree that the FLE improves their
proficiency in English.

Some comments of the students are as follows: I focus on English while
studying for the FLE and I have to get motivated to reach the success; if there
was no FLE, I wouldn’t be interested in studying English; I am not sure
because sometimes I get bored of studying; I just study to pass the exam and
study at a good university; otherwise, I wouldn’t study for the FLE since I
don’t find it enough. I like English and there is an examination I have to pass,
so Yes it motivates me. Students do not to get any pleasure or satisfaction
from acquiring a foreign language because it is taught like a dead language,
such as Latin, and not like some language that enables them to connect with a
new culture and its people.

Table 4. 69. Item 7. ‘The FLE motivates me/ students to study English’

Strongly Strongly

Disagree | Disagree | Neutral | Agree | Agree

Teachers _ _ 1 5 6
83% | 41,7% | 50,0%

Students 7 26 13 29 28
8,0% 11,5% 14,9% | 33,3% 32,2%
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The teachers seem to agree that the FLE would motivate their students to
study English while there are some students who disagree althoughmost of
them agree the statement.

Some comments of the students are as follows: I focus on English while
studying for the FLE and I have to get motivated to reach the success; if there
was no FLE, I wouldn’t be interested in studying English; I am not sure
because sometimes I get bored of studying; I just study to pass the exam and
study at a good university; otherwise, I wouldn’t study for the FLE since I
don’t find it enough. I like English and there is an examination I have to pass,
so Yes it motivates me. Students do not to get any pleasure or satisfaction
from acquiring a foreign language because it is taught like a dead language,
such as Latin, and not like some language that enables them to connect with a
new culture and its people.

Table 4. 70. Item 8. ‘I feel pressure and anxiety about the FLE’

Strongly Strongly

Disagree | Disagree | Neutral | Agree | Agree

Teachers _ _ 1 4 6
9,1% | 36,4% | 54,5%

Students 2 14 17 33 21
2,3% 16,1% 19,5% | 37.9% | 24,1%

Most of the teachers agree that they feel pressured when teaching toward
the FLE as the students seem to agree that they feel pressure and anxiety about
the FLE. The students take the examination under strict time pressure and the
significance of the examination for the students is big. Therefore, they are
expected to be stressed. Also, during the casual interviews, the teachers
mentioned that their students are extremely stressed out because of the
examination.

Students’ additional comments on the statement are as follows: To make
it to the university, I have to work regularly therefore, sometimes it makes me
depressed. The exam will affect my future and I always think I have to pass
the exam. Rather than stress and pressure, fear “Shall I succeed?” Not sure
because we will also take an exam on math and other lessons not only English;

I can overcome everything with my ambition and in time. I all the time feel
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under pressure and I get stressed especially when I think my friends will
become successful and I won’t in the exam. I am definitely stressed because I
know what I will experience if I cannot pass it and for now, my only aim is to
pass the FLE. Passing the examination has become a real concern for these
students, and the satisfaction of learning a foreign language is overshadowed
under such an overwhelming stress.

Table 4. 71. Item 9. ‘The FLE forces me/ students to learn more English’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers 3 8 _ _ 1
25,0% 66,7% 8,3%
Students 7 18 17 23 22
8,0% 20,7% 19,5% | 26,4% | 25,3%

Most of the teachers seem to disagree that the FLE forces their students
to study English whereas the students tend to agree that it forces them to learn
more English.

Table 4. 72. Item 10. ‘The FLE must change in some ways’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers _ _ _ 5 7
41, 7% | 58,3%
Students 6 7 6 41 27
6,9% 8,0% 6,9% | 47,1% | 31,0%

All the teachers agree and most of the students agree that the FLE must
change in some ways.

Item 11.Which course book do you use?

The names of the books given by the teachers and the students are
common although the number of books given by the teachers is more than the
number books given by the students.

When compared with teachers’ responses to the same question, students
listed more FLE oriented test booklets and materials which comes closer to

being the reality, as observed by the researcher herself.
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Table 4. 73. Item 12. ‘The course book provides many practice tests for the

FLE?”

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers 1 2 _ 5 5
7,7% 15,4% 38,5% | 38,5%
Students 6 9 4 34 27
7,5% 11,3% 5,0% | 42,5% | 33.,8%

The teachers agree that the course book provides many practice tests for
the FLE and the students also tend to agree even if there are a few students
who disagree the statement and feel neutral.

Table 4. 74. Item 13. ‘If I study/teach the whole course book, then I/students

can achieve high scores on the FLE.’

Strongly Strongly
Disagree | Disagree | Neutral | Agree | Agree
Teachers 1 3 1 4 4
7,7% 23,1% 7,7% | 30,8% | 30,8%
Students 15 18 15 17 16
2,3% 16,1% 19,5% | 379% | 24,1%

As seen in the table above, most of the teachers seem to agree that their
students can achieve high scores on the FLE if they teach the whole course
book whereas the students are neutral that they can achieve high scores if they
learn the whole course book. There was not a significant difference between
the opinions of the teachers and the students (F=3.101, p=.98, df=1). During
the interviews, the teachers reported they did not have one specific course
book but they have many and other extra materials. Therefore, it is interesting
for the teachers to agree with the idea that teaching the whole course book can
help students get high scores.

During the interviews held with six teachers, they all reported that it was
not possible to follow a style course book in an FLE oriented classroom and
they needed to provide students with as many extra materials as possible. That
is why, it is surprising to see that Private and Super High School teachers

“strongly agree” that the students can achieve high scores on the FLE if they
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teach the whole course book; obviously there does not seem to be a single
course book for any of these classes.

Some Anatolian High School students reported their comments as
follows: “Only one book is not enough to pass the FLE and the course book
does not include assessment tests; the book is a textbook not in the form of
practice (test) book. It has different question types; to me, I have to read short
stories in English and answer questions toward the FLE”.

Some Private High School students reported their comments as follows:
“I don’t think so, only my knowledge of English language improves; in our
book, there is grammar but there aren’t test techniques; I cannot decide
without trying. There is not only grammar at the FLE, there are also
interpretation and judgement questions; however, our book only gives
grammar; it is not necessary to depend on a book, and to get high scores is
one’s own success; in order to get used to test techniques of the FLE, it is
necessary to meet various question types; and this will happen by doing tests
of qualified publications; I cannot be successful by studying only one book;
only the course book is not enough, it should be supported by extra tution.”

Some Super High School students reported their comments as follows:
“If I study all resources of ELS, then Yes; if I study regularly and try my best
to learn, it is possible. Students seem to be in agreement that one course book
is not sufficient to prepare them for the FLE. As one student has said: “Only
my knowledge of English language improves”, which in their case does not
seem to be enough; they need to develop test taking strategies to be
successful.”
Item 14. Do you learn/teach the whole course book?

As presented in the table below, most of the teachers and the students

answered the question Yes. However, there are still teachers and students

reporting they do not cover the whole course book.
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Table 4. 75. Items 14-17 Materials Used in the Classroom

Teachers Students
Yes No Yes No
Question 14 8 5 56 20
%61.5| %385 | %643 | %23
Question 15 7 5 57 22
% 53.8| %385 | %655 | %253
Question 16 5 8 15 58
%385 %615 | %173 | % 66.7
Question 17 13 _ 76 10
% 100 %873 | % 11.5

Item 15. Do you modify the content of the textbook due to the FLE?/ Is the
content of the course book modified because of the FLE?

As presented in the table above, most of the teachers reported that they
modify the content of the book due to the FLE and similarly most of the
students reported that the content of the course boo is modified due to the
FLE.

Item 16. Do/Does you/ your teacher skip over part of the course book?

As seen in the table above, most of the teachers reported that they do
not skip over part of the course book and in the same way, the students
reported that their teacher do not skip over part of the book.

Item 17. Do/Does you your teacher use extra materials in FLE classes?

As presented in the table above, all the teachers reported that they use
extra materials in FLE classes and most of the students reported that their
teachers use extra materials although there are still 10 students who answered
“No”.

Table 4. 76. Item 18. “What areas do you teach/learn most?’

Skills Teachers Students

Total | Rate | Total | Rate

Reading | 37 | 3 | 240 | 3

Writing 68 | 6 | 344 | 5

Listening 51 4 375 6
5 4
2

Speaking 53 353

133 1
Vocabulary 32 1 182 2

Grammar 32




110

As presented in the table above, the ranking of the teachers and the
students are similar. Vocabulary, Grammar and Reading are the emphasized
skills in accordance with the answers of the teachers and the students. Also,
Speaking, Listening and Writing are the least emphasized skills.

Item 19. Tell briefly about what activities you usually do in class. (e.g.,
reading aloud, role-play, and so on)

Both the teachers and the students gave similar answers to this question.
Both parties reported that they do exercises, do group work or sometimes work
in groups. Studying grammar, vocabulary. Reading aloud, etc.

Item 20. Do the activities you do in class change as the FLE approaches?

As presented in the table below, more than half of the teachers and
similarly more than half of the students answered that the activities they do in
class change as the FLE approaches. Also, both the teachers and the students
wrote that they do more and more tests.

Item 21.Do/Does you/ your teacher give extra classes besides regular school
hours?

As presented in the table below, most of the teachers reported that they
do extra classes and the most of students also reported that their teachers do
extra classes.

Table 4. 77. Items 20-21 Activities toward the FLE and Extra Classes

Teachers Students
Yes No Yes No
Question 20 7 6 45 34
% 53.8 %46.1 | %51.7 % 39
Question 21 9 4 48 33
% 69.2 | %30.8 % 55 % 38

Item 22. If you think the FLE affects your teaching/learning, please comment
on how the FLE affects your teaching/learning (i.e., negatively/positively).
Some of the teachers think that it affects their teaching positively
whereas others think it affects negatively. The ones who think that it affects
negatively reported that effective teaching methods cannot be applied because
of the FLE and their teaching is exam-oriented. The students in general think
that it affects positively since it makes them study harder but there are some
other who think it affects negatively since it makes them stressed or since they

cannot focus on speaking because of the FLE.
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Item 23. If you don’t think so, please comment on why the FLE doesn’t affect
your teaching/ learning, and what are other factors that affect your teaching/
learning?

Except one all teachers reported that it affects their teaching. As to the
students, there are a few students reporting that the FLE does not affect their
learning because they like English and want to learn it anyway.

4.5. RESULTS OF CLASSROOM OBSERVATION

Research Question 4: Do aspects of the classroom discourse reflect
washback influences from the FLE?

In order to answer this research question, classroom observation sheets
were analyzed and the tape recordings were listened and then the table below
was formed (See Appendix G) .

Table 4. 78. Test- related activities as a percentage of total observed time in

minutes
Anatolian Private Super
High Schools High Schools High School
Activities Teachers Teachers Teacher
A B C D E F
(240) (285) (240) | (240)  (240) (280)
min. min. min. min. min. min.
Teacher gives the students tasks under test conditions 30
Teacher gives the students the test to do at home (self-timed) 13 _ 5 10
Teacher gives feedback on student performance item by item 56 50 25 40 75 10
Teacher identifies answers in a text and explains 50 20 35 40 50 5
Teacher asks students to consider their strength and weaknesses
with respect to the test requirements 7 1 8 10 2
Teacher sets tasks under strict time pressure 30 4 85 30 40
Teacher gives information on effective strategies to use in the test 8.5 10 15 20 10 5
Sections of FLE
Fill in the blank with the most appropriate word or expression 40 110 35 50 25 75
Sentence Completion 35.5 80 45 40 35 35
Find the appropriate question to the given answer
Translation From English to Turkish
Translation From Turkish to English
Finding the closest sentence in meaning
Dialogue 3
Paragraphs 10 15 20 78
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With the help of a classroom observation sheet (See Appendix D), six
classrooms from six different schools with a variety of three types were
observed for the minutes given in the table above. The most popular activities
the teachers did in the classrooms were giving feedback on student
performance item by item and identifying and explaining answers in a text.
Most of the time, the teachers and the students were working on tests with
questions parallel to the FLE. The teacher read the questions and if the
students answered it correctly, s’he confirmed their answer or if they did not
answer it correctly, s/he said it told the correct answer and told why other
choices were incorrect. Also, the teachers read the statement or paragraph and
choices to identify the answer together with the students and then they
explained the question and answer. What is remarkable was the questions
answered during these activities were parallel to the FLE questions. However,
Super High School teachers do not seem to focus on these activities as much
as Anatolian and Private High School teachers.

In addition, most of the teachers set tasks under strict time pressure in
order to make their students answer the questions faster during the FLE. Also,
from time to time, the teachers told some students on which sections of the
FLE they were unsuccessful of successful. They sometimes gave the students
some tips about the techniques to answer questions during the FLE. The
teachers do not seem to give the students tasks under test conditions except
Super High School teacher for 30 minutes. However, during the interviews
held with the teachers, all the teachers without exception reported that they left
four class periods for an assessment test. Since the students were observed
while taking assessment test except Super High School students for 30
minutes, there is no information given for that activity for other school types
in the table.

As presented in the table above, ‘fill in the blank’ and ‘sentence
completion’ were the sections of the FLE most of the teachers focused on.
Super High School teacher seemed to spend a lot of time on ‘paragraph
studies’ while Private School teachers and one of the Anatolian High School

teacher spent short time paragraphs. There was only one Private High School



113

teachers who spent time on ‘dialogue’ although she spent only 5 minutes. It
was quite obvious that all the teachers without school type exception studied
only toward the FLE but there were some sections of the FLE on which none
of the teachers studied during the observations. These sections were ‘finding
the appropriate question to the given answer’, translation from English to
Turkish’, ‘translation from Turkish to English’, ‘finding the closest sentence in
meaning’. During the post observation interviews held with the teachers, they
were asked why they did not study on these sections at all although it was
clear they were teaching toward the FLE. The answers given by the teachers
were similar. Two of Anatolian High School teachers reported that they taught
all subjects related to the FLE and started to hand out assessment tests to the
students when they were 10" graders. They added that results of those
assessment tests showed that the students did not have any difficulties in
answering those sections of the FLE and that was why, they did not focus on
them. The other Anatolian High School teacher reported that they did not
study on those sections during the observations but they sometimes did. Two
Private High School teachers reported that they did not teach related to those
sections since their students did not make any mistakes in those sections. As to
Super High School teacher, she reported that she focused on those sections
when the students made mistakes in assessment test and she added her
students made mistakes in paragraphs and that was why, she focused on
paragraph questions, in general. Once again, it was clear how all teachers
taught toward the FLE because they emphasized on the question types of the
FLE their students had difficulty in answering in the classroom. As a result,
the sections of the FLE which students make most of the mistakes makes up
the curriculum. Another question asked to the teachers by the researcher was if
the other English teacher taught different skills in the same classroom. Each
teacher reported what the other teacher did in the classroom was very similar
and parallel what s/he did.

Table 4. 79. Amount of Spoken English in the Observed Classrooms

A B C D E F
Total use of English in % of the observed time (teachers) %55 %60 %20 %40 %40 %30

Total use of English in % of the observed time (students) %20 %15 %10 %10 %5 % 20
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Total use of English by the teachers and the students during the
classroom observations are presented in percentage in the table above. A,B,C
are Anatolian High Schools, D,E are Private High Schools and F is Super High
School. It seems that two of Anatolian High School teachers spoke English
while teaching more than others. Private High school teachers followed them.
Also it can be seen that the students studying at one of the Anatolian High
Schools and the Super High School spoke English more than other students.
However, it must be remarked that neither the teachers nor the student used
English to communicate but used Turkish. They used English to read aloud the
examples, instructions, exercises or definitions from the book or the material.
Therefore, if total use of English by students at some schools more than at
other schools, that means the students answered the questions, or read
exercises aloud more than others. For example, in school E, the students did
not read the exercises but their teacher read and explained them and they spent
some time on individual study. It can also be seen that the most individual
study was done by the students in FLE group at school C while at other two
Anatolian High Schools A and B, there was almost no time spent with
individual studies. As to Private and Super High schools, there was some time
spent with individual study. In addition, student participation was more at

Super High School as teacher explanation was more at Private High Schools.
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CHAPTER FIVE
CONCLUSION

5.1. PRESENTATION

This chapter revisits the findings of the study, discusses the implications
and gives suggestions for further research. The present study was designed to
examine if washback effects of the FLE exist. As reported in Chapter 1, the
presence of the washback was anticipated and the findings of this study
confirmed that there were washback effects of the FLE on teaching/learning in
secondary schools, and the nature of washback was characterized as negative.
5.2. DISCUSSION

Research Question 1a: Do the English teachers of three types of high
schools differ in terms of demographic features and educational background?
There were six Anatolian, five Private and two Super High School teachers.
Firstly, Super High School teachers were younger than the teachers working at
Anatolian and Super High Schools. Secondly, they differed in their
educational background. All Anatolian High School teachers graduated from
Education Faculties and most of the Private High School teachers graduated
from English Language and Literature but had master’ degree in Education
whereas Super high School teachers graduated from English Language and
Literature Departments and they did not have Master’s degree. Thirdly, the
teachers showed differences in years of teaching experience. Super High
School teachers were less experienced than Anatolian and Super High School
teachers. As a result, Anatolian and Private High School teachers seem to be

more qualified than Super High School teachers.
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Research Question 1b: Do the English teachers of three types of high
schools differ in terms of their awareness of the FLE and the school
curriculum? The responses given to the teacher questionnaire indicate that all
the teachers knew about the format of the FLE, its purpose, and skills tested.
In addition, all the teachers reported that the purpose of the FLE was to choose
prospective students. Classroom observations held also revealed that the
teachers knew the skills being tested very well since they mainly taught
students toward the FLE in the classroom.

Research Question 1c: Do the English teachers of three types of high
schools differ in terms of their attitudes to the FLE? The teachers’ attitude was
not negative toward the FLE although they accepted that FLE was not an
examination that could validly assess students’ communicative competence.
So, the teachers from all three types of schools seemed to have a positive
attitude toward the FLE, in general. However, they also thought that FLE
groups lacked some types of knowledge and skills and therefore, needed to
change in some ways. Besides, some Anatolian and Private High School
teachers reported that the FLE runs contrary to their teaching philosophy
whereas Super High School teachers reported that it agrees with their notion of
language teaching. Andrews highlighted the complexity of the relationship
between washback and curriculum innovation, and summarized three possible
responses of educators in response to washback: fight it, ignore it, or use it
(cited in Heyneman, 1987, p. 260). The responses of the teacher participants,
especially at Super High School, show that they choose to ‘use it’. During the
interviews held with the teachers with the exception of one Anatolian high
school teacher, all the teachers seemed happy about what and how they were
teaching. Although they were aware of the fact that their students lacked
communicative skills and learning a language was not possible by only doing
multiple choice questions, they were proud to be teaching toward the FLE.
Most probably, this was easier because they did not have to develop various
teaching methods or techniques, or appropriate teaching materials; answering
questions was enough. Also, they did not need to use the target language while

teaching since speaking skills were not tested in the FLE. Classroom
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observation results showed that all teachers used their native language to
communicate in the classroom atmosphere (See Appendix G).

Research Question 1d: Do the English teachers of three types of high
schools differ in terms of their attitudes to the course books being used in
their programs? Teachers stated that they, as the teachers of English and the
School administration worked together to select the course books in
accordance with the FLE. The attitude of the teachers working at Private High
Schools and the Super High School is more positive to the course book rather
than the attitude of the teachers working at Anatolian High Schools. The
results of the questionnaires verified with the interviews and classroom
observations showed that all of the teachers followed more than one course
book and used supplementary materials. None of these materials were
communicative when we look at answers to this section of the questionnaire.
This is specifically reason that the teachers at Anatolian High Schools tended
to have negative attitudes toward their course books while other teachers
seemed to have positive attitudes. The difference in teachers’ attitudes was
not reflected to their choice of materials because, in effect, all teachers
focused on the similar kinds of materials, such as the booklets that comprised
examples of past FLE. Madaus (1998) explains about the impact of testing as
follows: the power of tests is a perceptual phenomenon; the higher the stakes
attached to a test the more it will distort the teaching process. Past exam
papers eventually become the teaching curriculum, teachers adjust their
teaching to fit the form of exam questions, test results become the major goal
of schooling, and the agencies which set or control examinations eventually
assume control over the curriculum (cited in Wall, 1997: 292). Unfortunately,
all the teachers from the three types of schools adjusted their teaching to the
requirements of the FLE and past exam papers became the teaching
curriculum of the FLE groups.

Research Question 1e: Do the English teachers of three types of high

schools differ in terms of their content of teaching? All the teacher participants

from three different types of school emphasized grammar, vocabulary and
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reading over listening, speaking and writing in FLE groups. Classroom
observations showed that they never teach speaking, listening or writing
although they felt compelled to rank them in the questionnaire. FLE groups
lacked these skills for the sake of passing this examination. During the
interviews held with the teachers, most of them expressed that they did not
teach writing, speaking and listening because it would be a waste of time for
the students who were focusing on studying toward the FLE where these skills
are not assessed. Others reported that even if they wanted to teach these skills,
their students would not respond productively or enthusiastically since not
assessed they were not tested in the FLE. One of the teachers also added that
her students would not even let her use the target language in her classroom
instruction because it would make them feel far too stressful.

Research Question 1f: Do the English teachers of three types of high
schools differ in terms of the language teaching methodology they employ in
the FLE classrooms? Except one Anatolian and one Private High School
teacher, all other teachers expressed that they felt no concerns for the methods
they used to teach English. Most of the teachers wrote that they used
question-answer, grammar-translation, and practice tests (as if this can be
called a method as the language teaching methodology, while some others
wrote that they used direct method, eclectic method, listening-speaking,
however, during classroom observation, the teachers did not seem to use any
of these communicative methods. As for the classroom activities they used,
some teachers also wrote that they did individual or teacher-centered
activities, question-answer, revision or explaining the choices one by one.
Super High School teachers reported that they did not change the activities as
the FLE approached, while Anatolian High School teachers (except for one)
reported that they changed them, and some Private High School teachers
reported they made changes while some did not.

Research Question 1g: Do the English teachers of three types of high
schools differ in terms of assessment techniques they use in their classrooms?

The answers of the teachers indicated that the internal exams they prepared

were parallel to the FLE. All the teachers without school type difference used
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tests modeled the FLE. They used these tests since they did not want to draw
students’ attention away from the FLE although some of them wrote that they
wished they would use other types of exams. Maybe the practice of these
question types was also easier for the teachers to evaluate (being multiple-
choice or recognition type of questions generally) than the ones requiring
subjective evaluation of productive exam questions. Once again, it is obvious
that the FLE prevents students and teachers from assessing the use of English
as a means of authentic communication.

Research Question 1h: Do the English teachers of three types of high
schools differ in terms of their general views related to the FLE programs and
their teaching? All the teachers were proud of teaching FLE groups and they
thought teaching toward the FLE was a privilege given to them. Some
teachers thought that the FLE affected their students positively, for example;
it motivated them to study or made them more mature learners. However,
there were some other teachers who wrote that this examination affected their
students negatively because they got stressed and lacked communicative
skills. Also, except for some Private High school teachers, most of the
teachers reported that the changes in the FLE affected their teaching. Some
teachers reported that it affected their teaching positively while some others
reported that it affected them negatively because they were pressured to
lecture over multiple-choice questions. Although some of the teachers were
complaining about teaching toward the FLE, only answering constructed
questions which removed their students from productivity, there were no
teachers who tried to do any different in the classroom. This means the
teachers chose to use this situation.

From a general view to research question 1, the teachers of three types
of high schools show lots of similarities in their awareness of the FLE, their
attitudes toward the FLE, their content of teaching, the language teaching
methodology and assessment techniques they are using. They all use tests
toward the FLE or past exam papers as internal exams and tend to teach
toward the FLE in their English language classrooms. Also, almost all the

teachers report that there is no official curriculum for the 11™ grade FLE
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groups even though there is a curriculum (See Appendix H). This shows that
the teachers are so focused on the FLE that they do not even know there is a
specified curriculum. All the teachers of three school types think that this
examination motivates the students to study English and improves their
English. However, these teachers still have slight differences

in their attitudes toward the FLE. Anatolian High School teachers seem feel
relatively concerned about their teaching toward the FLE. Moreover, both
Anatolian and Private High School teachers mostly think that the FLE groups
lack some language skills whereas Super High School teachers do not seem to
have such a concern. That may be because English is given more importance
in Anatolian and Private High Schools, so they feel the students should also
have other language skills such as speaking, listening and writing.

Research Question 2a: Do the 10™ and 11™ grade FLE oriented
students studying at three types of high schools differ in terms of their
awareness of the FLE? Students were fully informed of what the FLE was
like. However, there were nine students who needed to be informed about the
skills being tested in the FLE. In addition, most of the students thought the
purpose of the FLE was to evaluate students’ academic competence while all
the teachers believed that the purpose of the FLE was to choose prospective
students. Therefore, the teachers need to inform the students about the purpose
of the FLE.

Research Question 2b: Do the 10™ and 11™ grade FLE oriented
students studying at three types of high schools differ in terms of attitudes
toward the FLE? The students from two different grades do not seem to differ
in their attitude toward the FLE; they tend to nurture neutral attitudes toward
the FLE, in general. The students from different school types have slight
differences in their attitude, especially Super High School students seem to
have relatively more positive attitudes toward the FLE while all the others are
closer to being ‘neutral’.

Research Question 2c: Do the 10™ and 11™ grade FLE oriented

students studying at three types of high schools differ in terms of attitudes
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toward their course books? 11" grade students seem to have more negative
attitude than 10™ graders toward their course books. Some comments by the
11th graders are as follows: The book doesn’t provide many practice tests for
FLE, but it can be helpful in terms of grammar and vocabulary and reading.
To me, it actually helps with basic English. Our book is not test based, but
grammar based. The style of the book is different from the one of the FLE. It
includes enough information a classical English book requires, but it should
have emphasized test techniques; it doesn’t give many assessment tests toward
the FLE. It includes exercises to improve the subject I would like to and the
books are toward FLE. In fact, our book is very tough and detailed but that is
for sure it is geared for the FLE. Similar to their teachers’, the attitude of
Anatolian High School students was negative toward the course book while
the students from other school types displayed attitudes that were between
being neutral and in agreement. The teachers and the students of the same
school type bore the same attitudes toward the FLE and the course books
being used. Probably, the students were affected by their teachers’ attitudes
because they reflected their teachers’ opinions to a great extent.

Research Question 2d: Do the 10™ and 11" grade FLE oriented
students studying at three types of high schools differ in terms of attitudes
toward the learning activities in their classrooms? Most of the students
irrespective of school type or grade difference wrote that their teachers used
supplementary materials. Also, the students, like their teachers, reported that
the aspects of language they learned most were grammar, vocabulary and
reading, and the ones they learned the least were writing, listening and
speaking. They emphasized the same skills while they were studying in their
own time. In addition, the students wrote that they worked on the tests or
worksheets handed out by their teachers during class hours or they studied
vocabulary and grammar in a teacher-centered way. The answers given by
different grades and school types were the same. Most Anatolian and Private
High School students reported that their teachers scheduled extra class hours
with their students while most of Super High School students reported that

their teachers did not lecture extra classes. Most of the students without grade
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or school difference increased the time and amount of study hours as the FLE
approached. Also, most of them reported that they studied from past exam
papers and the textbooks taught by their teachers to prepare for the FLE. They
also reported that they studied in the same way to prepare for the internal
which means that the achievement tests being used to assess classroom
learning is nothing other than past FLE papers. Some students wrote that the
FLE affects them positively while most of them wrote that it affects them
negatively because they lacked speaking skills and felt stressed because of
this examination. All these answers given by the students indicated the
negative washback effect of the FLE on teaching and learning activities.
What was surprising was that the 10" graders were affected by the FLE

almost as much as the 11"

graders although they had almost two years to take
the examination. This shows how such an examination has long reaching
retrospective influences over the educational system of a nation.

Research Question 2e: Do the 10" and 11" grade FLE oriented
students studying at three types of high schools differ in terms of general
views on language learning and the FLE? Both 11™ and 10" grade students
from three different school types expressed that the FLE forces them to study
and in this way it had positive effects on their learning; however, there were a
few students from each school type that reported that the impact of the FLE
on their learning was negative because it prevented them from developing
their speaking, writing and listening skill and led them to focus on molded
question types. Moreover, most of the studetns felt stressed and suffered
under the competitive circumstances of the FLE.

From a general view to second research question, the 10" and 11"
grade students seem to have similar views and attitudes toward the FLE in
general. However, the 1" graders seem to feel more stressed; that is
probably because they are closer to the FLE whose effect is very immediate
on them. As to the school type, the students of three school types have

similarities in their attitudes and views toward the FLE; however, they still

show some differences. Anatolian High School students do not think that the
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FLE is valid to evaluate their communicatice competence whereas the
students of other school types think it is valid. Furthermore, Super High
School students think the FLE must not change in any ways while the
students of other types think the opposite. This shows that Super High School
students are happier with the FLE and they do not want to be tested in their
communicative competence maybe since they find it easier to study
mechanically on tests. Once again, it can be seen that English as a whole is
significant in Anatolian and Private High Schools.

Research Question 3: Do teachers and students differ in their attitudes
and opinions related to the FLE and their teaching/learning experiences?
Firstly, teachers and students showed slight difference in their awareness of
the FLE. While all the teachers knew what skills were tested in the FLE, % 10
of the students did not know the skills which were tested in the FLE. However,
all the students were expected to be informed about the FLE by their teachers
once the students decided to take the FLE at the very beginning of the 10™
grade. Next, teachers and students differed in their opinions related to the
validity of the FLE. The teachers did not personally feel that the FLE was
designed to validly assess students’ communicative competence whereas the
students were undecided on this matter. Also, the teachers did not feel
pressured and anxious about the FLE altough the students felt under great
pressure because of this examination. It was interesting to learn that the
teachers did not feel accountable for their students’ success on the FLE
whereas their students were greatly stressed. In addition, the teachers believed
the FLE forced the students to learn more English, however, there were some
students who did not believe it forced them.

Classroom observations revealed that the students and teachers focused
on the FLE questions. There were no sincere efforts to change their classroom
practices to use the target language communicatively, or even productively.
One of Anatolian High School teachers, during the casual interviews, reported
that she wanted to use only the target language in the classroom and forbid the
use of Turkish at the very beginning of the year. However, the students would

not accept or obey this rule. Moreover, they told their teachers they would not
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talk to her at all if she went on that practice; as a result, the teacher gave up the
practice of using the target language in the classroom.
During the interviews held with the teachers, one Anatolian and one
Private High School teachers sincerely reported that they did not do any
speaking or writing activities. The students, in the questionnaire made
comments similar to their teachers’ as in the following: We only learn
English in theory; the FLE doesn’t give us the chance to practice the things
we have learned; speaking is important in communication but we do not focus
on it because the exam is based on written English and grammar, so it does
not help to develop communicative skills. The FLE does not aim to practice
language although a foreign language is expected to increase people’s
communicative power to help them express themselves. Students are clearly
very much aware of the limitations of the FLE, as well as an awareness of
communicative needs of a language learner, and can earnestly admit this.
From a general perspective to the third research question, the teachers
and students seem to have few differences. For example, the teachers do not
think that the FLE is valid to evaluate students’ communicative competence
but there are a good number of students who believe it is. The teachers are
educated in English and they know what skills are important in learning
English and what skills are tested in the FLE very well; therefore they can
clearly see that the FLE is not an examination that tests students’
communicative competence in English. Also, the teachers, in general, do not
think that the FLE forces their students to study harder whereas most of the
students report that the FLE forces them to study harder. That may be because
the teachers expect their students to study harder than they do whereas the
students think they study hard enough. Another possibility is that the teachers
think some other factors make them study such as motivation they give to
their students, the students’ interest in English.
Research Question 4: Do aspects of the classroom discourse reflect
washback influences from the FLE? Classroom observations showed that “fill
in the blank’ and °‘sentence completion’ item types of the FLE were

emphasized the most in the classrooms (See Appendix G, Lesson 1, Lines
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105-110). ‘Finding the appropriate question to the given answer’, ‘translation’,
and ‘finding the closest sentence in meaning’ were not studied at all during the
classroom observations. It was observed that ‘paragraph studies’ for reading
comprehension were also emphasized in Super High School while they were
studied for only a short time at Private High Schools and at one of the
Anatolian High Schools. ‘Giving feedback on student performance item by
item’ and ‘identifying answers in a text and explaining’ were the most
extensively used methods of teaching used by the teachers in the observed
classrooms. ‘Giving the students tasks under test conditions’ was only
observed at Super High School, which extremely reduced the time available
for teaching to merely testing hours. During post-observation interviews, most
of the teachers reported that they did not focus on the exercise types that the
students did not have difficulty in, and others specified they studied other
sections at other times when their classrooms were not observed. Therefore, it
could be concluded that the students from different school types had problems
with the same sections of the FLE. It may be inferred that the FLE has some
specific sections which do not require any more effort and exercise in general
and some other sections which seem difficult to the students. Therefore, the
teachers and the students, in general, focus on studying specific types of
questions. This indicates the obvious effect of the FLE on teaching /learning
activities.

Moreover, after the completion of classroom observations, total use of
English by the teachers and the students were counted and it was found that
neither the teachers nor the students used English to communicate but the
teachers used it while reading instructions, definitions or example sentences
and the students used it while reading exercises in their books. During the
interviews, the teachers reported that the students did not want them to use
English for communication purposes but they preferred to use their native
language, Turkish. Even some of the teachers added that the students would
not participate in the activities if the teacher chose to use English in the

classroom. The excuses of the students not to use English were as in the
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following: ‘Speaking is not a skill tested in the FLE; We feel more stressed
and anxious when we are expected to use English in the classroom’.
Therefore, the students lacked speaking skills as a negative washback of the
FLE.

Overall, the washback effects of the FLE on teaching /learning activities
were more than what was initially anticipated for secondary schools. The
teachers seemed to modify their teaching content, activities, methods, exams
according to the FLE and the students seemed to modify their learning, ways
of studying as was dictated by requirements of the FLE. It was not even the
total of the FLE that both students and teachers focused on but only specific
sections of it. The teachers seemed happy with this situation although they
realized that their students lacked some skills while the students felt anxious
about the examination. On the basis of these findings, it can be concluded that
the power of the FLE over teaching and learning in secondary schools of
Turkey is crippling. In order to raise test scores, teachers teach toward the test,
ignoring other language skills of the students, and students study only for the
test. Smith (1991) claimed that high- stakes testing influences teachers directly
and negatively. This claim, also, appears to be overtly true for the Turkish
secondary school education system.

From an overall perspective, the FLE has both negative and positive
effects on the classroom practices and student/teacher attitudes and beliefs in
10" and 11" grades. Firstly, it does not evaluate students’ communicative
competence, which has a great significance for learning a foreign language
efficiently, and that is why the students do not acquire communicative skills in
their language classrooms. However, the FLE greatly motivates students to
study English (to the satisfaction of teachers), even if mainly with the purpose
of achieving success in this examination; this realiy gives support to classroom
practices of learning grammar, vocabulary and reading through solving tests.
By this way, students’ passive recognition knowledge of English improves
even if not their communicative skills.

Another effect that could be considered positive is that it makes both

the teachers and the students feel competitive, and in this way they gain self-



127

confidence and develop a positive affect when they see that success is
attainable and the challenge of learning a foreign language can give its
immediate products of being able to read and understand in the target
language. This positive feedback leads to increased effort to learn. For
example, almost all teachers provide their students with extra materials (which
students positively respond to), teach their students test techniques which they
believe will produce success, and make them work hard on tests. Also, the
students, judged by their comments on the questionnaires, spend great effort to
get ready for the FLE by studying from a variety of test books and doing self-
study.

As much as it is positive to see the teachers and students study hard
toward a goal, the FLE restrains them with multiple-choice questions and
prevents them from being able to use the language creatively. Therefore, if the
style of the examination were adequate to motivate the students to develop all
four skills, the students would achieve a higher proficiency with so much
effort going into the learning process. Also, the comments by the students
show that they are, both at 10" and 11th grade, quite aware of what and how
they should study and they adjust their learning toward the FLE. Most of them
admit they lack speaking, writing and listening skills, and therefore cannot
express themselves in English. Moreover, most of the students feel the stress
caused by the exam to have a negative effect on their studies. Another
unfortunate observation by the students is that FLE forces them to
memorization and rote-learning and that after taking the examination they will
forget most of the knowledge they have accumulated. Even the internal
examinations in their schools are based on past FLE papers or tests geared for
the FLE in general. The unpleasant result of all this is that when students pass
the university entrance examination and start studying in an English-medium
program or other language related disciplines, they are likely to fail in using
English in an efficient way for learning purposes at university level.

5.3. IMPLICATIONS OF THE STUDY
Once negative washback is observed in a study, it is necessary to

consider how to bring about desirable washback, or at least, how to reduce or
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avoid the negative washback.(Hughes, 1989; Bailey, 1996). Cheng (2000)
mentioned that the washback effects of tests tend to depend on the educational
systems. Based on the literature, this study suggests some ways to reduce the
negative washback.

Firstly, if it seems difficult to change the system then something can be
done to reduce the washback effects of the FLE. The test developers need to
consider the correspondence between the FLE and teaching/ learning activities
in secondary schools because the test they design has a drastic effect on the
teaching learning context. The test is administered only to select students for
placement at a college for higher education. Nevertheless, it should also aim at
improving the classroom instruction and learning objectives of the FLE groups
in high schools. In addition, a parallel curriculum to these objectives should be
designed by the curriculum designers. Hwang (2003) found that the College
Scholastic Ability Test (CSAT), a university entrance examination had the
power over EFL teaching and learning in secondary schools of South Korea.
Also, he suggested that the curriculum designers and the test developers need
to consider the correspondence between the curriculum and the CSAT. That is,
the curriculum designers should establish goals appropriate to the level of
student ability, and the test designers should reflect the goals of the curriculum
in the CSAT in order to assess student achievement of the curriculum.

Secondly, from the conducted study, it was inferred that the FLE had
an extreme impact on the teaching/learning activities of the FLE groups.
Because of this examination, the students felt very stressful and they thought it
was the turning point of their lives. It does not seem fair to be able to get
placed into a university based on a single examination. Therefore, a change in
the system could be suggested.. Maybe the students can take an examination
every year of high school to assess their levels and when they graduate the
high school, they decide if they can study at one of the universities or which
university programs they can study at with their accumulated points. Another
solution may be placing students at a university considering their success

during their high school education.
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Thirdly, the FLE measures reading, grammar, vocabulary and
translation skills of the students. It does not measure productive skills such as
writing and speaking; or listening, which is a receptive skill. As a result of
this, the teachers do not teach these skills although some of them admit that
such a neglect is contrary to their teaching philosophies. All the teacher
participants hold teaching certificates and are well-educated and trained in the
various language teaching methodologies at universities that they graduated
from but unfortunately they are not able to reflect their learning into their
language teaching environment. They do not need to practice a variety of
teaching techniques while teaching toward the FLE because it is sufficient to
teach their students grammar and vocabulary in addition to test taking
strategies. Therefore, test designers need to change the contents of such
examinations or add some sections testing the skills that lack. In this way, the
teachers will make effort to teach these skills and the students will become
motivated to learn a foreign language in a functional manner. It is quite
possible to test students’ communicative skills through written examinations.
Turner and Upshur (1996: 60-61) developed EBB scales, defined as a scale
that is “empirically derived, requires binary choices by raters, and defines the
boundaries between score levels”. These scales were developed for speaking
tests such as story retell. They found these scales very accurate and
recommended using this type of scale in assessing high-stakes tests.
Technology is gradually making it possible to grade essays and compositions
on a large scale through computer programs. It is thus helpful to consider these
scales when designing high-stakes tests with productive skill tasks.

5.4. SUGGESTIONS FOR FURTHER RESEARCH

This study has investigated the washback effects of the FLE in the
context of Turkey, on which no empirical research has been reported.
Classroom observation, interview, questionnaire and post-observation
interview were the instruments used for the study as suggested by the
researchers who have studied washback. This study can be useful pioneering
work for those who will do research concerning washback within the Turkish

context.
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The results of the study indicate that the teachers of three different
school types, Anatolian, Private and Super High Schools differ in their
attitudes toward the FLE and English. A further study may be carried out in
order to reveal the reasons of these differences.

Moreover, the study reveals that the students who pass the FLE and start
studying at a university will lack communicative skills. Administering a study
including university students who have just passed the FLE and university
entrance examination would be worthwhile.

Finally, during the visits to the schools, it was realized that the students
other than the FLE groups are unwilling to study English and want to study on
other subjects because they will not be tested in English. A further washback
study from those students’ aspect may also be influencial to emphasize the

effects of examinations on our education system.
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APPENDIX A

The title of the thesis was wrongly entitled on account of a secretarial error.
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APPENDIX B

Ogretmen Anketi

“Ingilizce Yabanci Dil Smavinin(YDS) Ogrenme ve Ogretmeye Etkisi” iizerine
yapilan bu ¢aligmada, 6gretmenler tarafindan doldurulacak bu anket onlarin YDS ‘ye
yonelik tepkileri ve 6gretme bakis acilar1 hakkinda bilgi saglayacaktir.

Liitfen sorular1 elinizden geldigince dikkatli yanitlayiniz. Anlamadiginiz sorular varsa
liitfen yardim isteyiniz.

Kisisel Bilgiler
1. Isim:
2.Yas:  20-29 _30-39 _40-49  50-59 60 tizeri
3. Cinsiyet:  Bay Bayan

4. Calistiginiz Okul:

5. Varsa Daha Once Calistigiiz Okullar:

6. Mezun Oldugunuz Okul/B6liim; Lisans:

Yiksek Lisans:

7. Ne kadar zamandir ingilizce Ogretmenligi yapiyorsunuz?

8. Kag yildir YDS gruplarinin lise son sinif 6grencilerini okutuyorsunuz?

9. Kag yildir YDS siniflaria giriyorsunuz?
10. YDS disinda Ingilizce 6grettiginiz siniflar var m1? E H
Eger yanitiniz evetse, hangilerine ve kacar saat giriyorsunuz:

11. Haftada kag saat YDS dersiniz var?
12.Her sinifta kag¢ 6grenci var?

13.Su anki 6grenci sayiniz kag?
14. Su ana kadar hig Ingilizce Ogretmenligi alaninda bir egitim programina
katildiniz m1?E H
Eger yanitiniz evetse, kisaca programin igeriginden
bahsediniz.

15.Hi¢ miifredata yonelik hizmet i¢i 6gretmen egitim programina katildiniz m1?
E H
16.Herhangi bir sertifikaniz var m1? E H
Eger yanitiniz evetse, ne tiir bir sertifika?( 6rnegin Ogretmenlik sertifikas1 gibi)
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Cevap Tiirleri: Asagidaki sorular: yanitlarken farklh cevap tiirleri ile
karsilasacaksiniz.
1 Baz sorular da verilen ciimleyi okuyup verilen derecelerden birine karar
vereceksiniz:
(1) Kesinlikle katilmiyorum
(2) Katilmiyorum
(3) Kararsizim
(4) Katihyorum
(5) Kesinlikle katilryorum
2 Baz sorular basit bir sekilde (E) evet veya (H) hayir diye
yanitlayacaksiniz.
3 Baz sorulari sadece tik( V) atarak yamtlayacaksiniz.
4 Baz sorular derecelendirme gerektiriyor.
5 Baz sorular ise kisa yazih cevaplar gerektiriyor.

Miifredat ve YDS Konularindaki Farkindahginiz
1. Miifredatin genel amaclar1 ve felsefesi hakkinda bilginizvarom? E. H
2. Siniflarda ders iglerken miifredattaki talimatlari takip ediyor musunuz? E H
3. YDS nasil bir sinavdir? Bilginiz var m1? E H

4. YDS ‘de hangi becerilerin test edildigini biliyor musunuz? E H
Eger yanitiniz evetse, hangi beceriler?:

5. YDS ’nin amaci sizce hangisi veya hangileridir?
a) Gelecek vadeden 6grencileri segmek.
b) Ogrencilerin akademik yetenegini/yeterligini degerlendirmek
¢) Ogrencilerin ezber yeteneklerini degerlendirmek
d) Diger,
belirtiniz:

YDS'ye (Yabanci Dil Sinavina) Yonelik Tutumunuz

6. YDS, miifredatin amaglarini ve hedeflerini yansitryor mu?

(1) (2) ) “4) ()

Sebeplerini Bildiriniz:

degerlendirebilecek gecerli bir sinavdir.

(1) (2) 3) 4) (5)

Sebeplerini Bildiriniz:

8. YDS, dgrencilerin Ingilizce dil bilgisini gelistirir.
(1) (2) 3) “4) )

Sebeplerini Bildiriniz:
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9. YDS, dgrencilerin Ingilizce yeterlik seviyesini gelistirir.

(1) 2) €) (4) ©)

Sebeplerini Bildiriniz:

10. YDS, dgrencileri Ingilizce ¢alismaya motive eder.

(1 ) 3) 4) )

Sebeplerini Bildiriniz:

11. Ogrencilerim kendi grenme ydntemlerini YDS ‘ye gore uyarlamalilar.

(1) 2 €) (4) ©)

Nasil?:

12. YDS, dgrencilerimi daha ¢ok Ingilizce ¢alismaya zorlar.

(1) 2) €) (4) ©)

Sebeplerini Bildiriniz:

13. Ogrencilerimi YDS'ye hazirlarken sinava hazirlik testleri ¢ozdiirmekten
hoslantyorum.

(1) 2) €) (4) ©)

Sebeplerini Bildiriniz:

14. Ders anlatirken YDS yiiziinden kendimi baski1 ve stres altinda hissediyorum.

(1) 2) ) “4) ()

Sebeplerini Bildiriniz:

15. YDS benim 6gretim tarzima ve felsefeme ters diismektedir.

(1 2) 3) 4) )

Sebeplerini Bildiriniz:

16. YDS baz1 yonlerden degistirilmelidir.
(1) (2) 3) 4 ()

Sebeplerini Bildiriniz:

17. YDS gruplarinda eksik kaldigina inandiginiz bilgi/beceri tiirleri oluyor mu?

(1) ) 3) “4) )
Aciklayiniz:

Ders Kitabina Yonelik Tutumunuz

18. Hangi ders kitabini veya kitaplarini kullaniyorsunuz?
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19. Kitaplar neye gére kim tarafindan seciliyor?(Milli Egitim, Okul, Ogretmen,
vS.)
Eger siz belirliyorsaniz, neye gore belirliyorsunuz:

20. Kitap YDS ‘ye yonelik bir¢ok hazirlik testi iceriyor.
(1 2) 3) 4) )

Sebeplerini Bildiriniz:

21. Eger kitabin tiimiinii islersem, o zaman 6grencilerim YDS'de yliksek puanlar
alabilirler.
(1) (2) 3) 4 )

Sebeplerini Bildiriniz:

22. Miifredat ve YDS arasindaki iliskiye yonelik bagka yorumlariniz varsa yaziniz:

Ders Isleme ve Ogretme

23. Ders kitabinin tiimiinii isliyor musunuz? E H
Sebeplerini Bildiriniz:

24. YDS i¢in kitabin igerigini degistiriyor musunuz? E H
Sebeplerini Bildiriniz:

25. Kitabin bazi boliimlerini atladiginiz oluyor mu? E H
Eger yanitiniz evetse, hangi kisimlar?

Neden?:
26. YDS smiflarinizda ek materyal kullantyor musunuz? E H
Eger yanitiniz evetse, bunlar hangileridir?:

Bu ek materyallerle hangi becerileri gelistirmeyi amagliyorsunuz?

27. Sizce Ingilizce 6greniminde hangi beceriler agir basmaktadir?(Onem sirasina
gore numaralandiriniz.)

a) Okuma___ b)yazma__ c) dinleme  d) konusma e) gramer___f) kelime _

28. Sinifta daha ¢ok hangi alanlara agirlik veriyorsunuz?
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a) Okuma___ b)yazma__ c¢) dinleme  d) konusma e) gramer_ __ f) kelime

29. YDS gruplarmnin disindaki siiflarda ingilizce 6gretirken (yada YDS gruplarina
derse girmeden 6nce) asagidaki becerilerden hangilerini 6gretmeye gayret
gosterirdiniz? (Onem sirasina gore siralayiniz.)

a) Okuma___ b)yazma__ c¢) dinleme  d) konusma e) gramer_ _ f) kelime

30. YDS gruplarma girdiginizde bu alanlarin agirligint degistirdiniz mi? E H
Eger yanitiniz evetse, nasil degistirdiniz?(Onem sirasina gore siralayiniz.)

a) Okuma___ b) yazma___ c¢) dinleme___d) konusma e) gramer___f) kelime_

31. Okul idaresinin YDS siniflar1 i¢in 6zel bir ¢aba sarf ettigini diisiiniiyor
musunuz?
(materyal destegi, 6gretmen secimi, ders saatlerinin belirlenmesi, 6grenci degisim
programina destek, vb.) E H

Acgiklaymiz:

32. Okulun belirledigi programin yani sira 6grencilerinizle fazladan ders yapiyor
musunuz? E H
Sebeplerini Bildiriniz:

Eger yanitiniz evetse, ne tiir ilave dersler( gramer, dinleme...):

Ne tiir materyaller kullantyorsunuz?:

Ogretim Yéntemleri

33. Ingilizce dgretirken kullandigimz yoéntemler hakkinda endiseleriniz var mi1?
E H
Eger yanitiniz evetse, ne tiir endiseler?:

34. Hangi 6gretim yontemlerini kullantyorsunuz?

35. Kullandiginiz 6gretim yontemleri miifredatin ‘Ogretmen Kilavuzu’nda énerilen
yontemler mi?E H

36. Kullandigimiz 6gretim yontemlerinin 6grencilerin YDS ‘ye hazirlanmalarina
yardimci olduguna inantyor musunuz? E H
Eger yanitiniz evetse, nasil?:

37. YDS ‘nin yaklastik¢a 6gretim yontemlerinizi degistirir misiniz? E H
Eger yanitiniz evetse, nasil?:
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38. Derste kullandiginiz aktiviteleri 6zet seklinde anlatir misiniz?(bireysel veya
ogretmen odakli ¢calisma, bire bir, ikili veya grup ¢alisma,sesli okuma,v.b.)

39. Sinif igi aktiviteleri YDS yaklastikca degistirir misiniz? E H
Eger yanitiniz evetse, neden ve nasil?:

Smif i¢i Siav Yontemleri

40. Okul i¢i sinavlarda ne tizerine odaklanirsiniz?(6rnegin ders kitab1 konulart mi
yoksa eski YDS'de ¢ikan sorular {izerine mi?)

41. YDS’ye gore sinavin soru igerigini ayarliyor musunuz?(6rnegin YDS,

paragrafta
anlam biitlinliiglinli bozan ciimleyi bulmaya yonelik sorular i¢eriyor sizde bu tarz
sorular1 kendi testinize uyguluyor musunuz?) E H

Sebeplerini Bildiriniz:

42. Ogrencilerinizin 6grenmesini degerlendirmek igin ne tiir bir stnama bigimi
kullantyorsunuz?(6rnegin; ¢oktan segmeli testler, deneme yazilar1 yazdirma,
kompozisyon testleri gibi 6grencinin performansini 6lgen bigimler, konusmaya
yonelik grup tartismalari, bosluk doldurma, sézel yeterligi 6l¢en miilakatlar
vb.)

Neden bu sinama bi¢imini kullaniyorsunuz?

43. Sizin kullandiginiz sinama bi¢imi YDS’de sik¢a goriiliiyor mu? E H

44. Sinama yollar1 agisindan eklemek istediginiz herhangi bir yorumunuz var
mi1?(6rnegin; eger ¢oktan se¢meli testler veya performans olgen sinavlar
kullantyorsaniz, bunlar1 6grencilerinize nasil uygun bir sekilde
uyguluyorsunuz? Veya kullandiginiz sinavin 6grencilerinizin 6grenmesini
degerlendirmek i¢in gegerli oldugunu diisiiniiyor musunuz?Y oksa degisecek
seyler var m1?)

Ogretiminiz Uzerine Genel Bir Bakis Acis



147

45. YDS derslerine girmek sizin mesleki tatmin duygularinizda bir degisiklik
yarattyor mu?(Kendinize giiven, 6gretmenlikten zevk almak, sayginliginiz
,v.b.)

46. YDS, 6grencilerinizin sinif igindeki tavir ve davraniglarini etkiliyor mu?E
H

Eger yanitiniz evetse, ne

sekilde?

47. Gegmis yillardaki YDS 6grencilerinizin basar1 durumlar1 neydi? Yiizde kagi
dille ilgili bir boliime
yerlestirildi?

48. Calismakta oldugunuz okulun ge¢mis yillardaki YDS 6grencilerinin basarisi
acgisindan durumu nasil?

49. Bugiine kadar YDS’de herhangi bir degisiklik oldu mu? E H
Eger yanitiniz evetse, bildiginiz kadariyla neler oldugunu yaziniz:

50. Smavdaki degisiklikler sizin sinif i¢erisindeki 6gretiminizi etkiledi mi?E _ H

E_ger yanitiniz evetse, nasil etkiliyor:

51. Eger YDS sizin ders isleyisinizi etkiliyorsa liitfen ne sekilde etkiledigine gore
yorum yapiniz(Ornegin pozitif mi yoksa negatif
mi?)

52. Ders isleyisinizi ve 6gretiminizi etkileyen faktorler agagidakilerden
hangileridir?
(Birden fazla isaretleme yapabilirsiniz).
a) Ogrencileri YDS’ye hazirlamak
b) Smifin 6grenci sayisi
c) Smiftaki 6grenme motivasyonu
d) Siniftaki 6grenme arag ve gerecleri
e) Okul Yonetimi
f) Veli katki ve ilgisi
g) Diger meslektaslarim
h) Aldigim 6gretmenlik egitiminin bana 6grettikleri
1) Meslegime kars1 istek ve ilgim
j) Okulun genel 6grenci yapisi
k) Okulun bulundugu semtin kiiltiir yapis1
) D) P4 PPN
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53. Eger YDS sizin ders isleyisinizi veya anlatmanizi etkilemiyorsa liitfen neden
etkilemedigi konusunda yorum yapimz. Ogretim deneyiminiz, inanglariniz ve
kisiliginiz disinda etkili olan diger faktorler
nelerdir?

Katiminiz i¢in ¢ok tesekkiirler.
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APPENDIX C

OGRENCIi ANKETI

“Ingilizce Yabanci Dil Sinavinin(YDS) Ogrenme ve Ogretmeye Etkisi” iizerine
yapilan bu ¢alismada, 6grenciler tarafindan doldurulacak bu anket onlarin YDS ‘ye
yonelik tepkileri ve 6gretme bakis acilart hakkinda bilgi saglayacaktir.

Liitfen sorular1 elinizden geldigince dikkatli yanitlayimmiz. Anlamadiginiz sorular varsa

liitfen yardim isteyiniz.
Kisisel Bilgiler

Yas:

Cinsiyet: Bay Bayan

Okul:

Ingilizce Ogretmeninizin Adr:

Haftada kag saat Ingilizce dersi aliyorsunuz?:

Ingilizce egitimi almak icin hi¢ yurt disia ¢iktimz nu? E H

Eger yanitiniz evetse, nerede ve ne kadar siireyle egitim aldiniz?

YDS’ye hazirlanirken hig 6zel ders aldiniz m1? E H

Cevap Tiirleri: Asagidaki sorular: yanitlarken farklh cevap tiirleri ile
karsilasacaksiniz.
2 Baz sorularda verilen ciimleyi okuyup verilen derecelerden birine karar

vereceksiniz:
(1) Kesinlikle katilmiyorum
(2) Katilmiyorum
(3) Kararsizim
(4) Katihyorum
(5) Kesinlikle katiliyorum

2 Baz sorulari basit bir sekilde (E) evet veya (H) hayir diye yanitlayacaksimiz.

3 Bazi sorular sadece tik( V) atarak yamitlayacaksiniz.

4 Baz sorular derecelendirme gerektiriyor.
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5 Baz sorular ise kisa yazih cevaplar gerektiriyor.
YDS Konusundaki Farkindahgimz

5. YDS nasil bir sinavdir? Bilginiz var m1? E
H

6. YDS’de hangi becerilerin test edildigini biliyor musunuz? E
H
Eger yanitiniz evetse, hangi
beceriler?:

3. YDS ’nin amac1 sizce hangisi veya hangileridir? isaretleyiniz.
a) Gelecek vadeden 6grencileri segcmek
b) Ogrencilerin akademik yetenegini/yeterligini degerlendirmek
¢) Ogrencilerin ezber yeteneklerini degerlendirmek
d) Diger,belirtiniz:

YDS'ye (Yabanci Dil Sinavina) Yonelik Tutumunuz

(Asagidaki ifadelere Katilma derecenizi belirtiniz.)
(1)Kesinlikle katilmiyorum(2)Katilmiyorum(3)Kararsizim(4)Katiliyorum(5)Kesinlikle
katiliyorum

4. YDS benim iletisim becerilerimi degerlendirebilecek gecerli bir sinavdir.

(1) (2) ) 4) ()

Sebeplerini Bildiriniz:

5. YDS Ingilizce dil bilgisini zenginlestiriyor.
(1 2) 3) 4) )

Sebeplerini Bildiriniz:

6. YDS benim Ingilizce yeterlik seviyemi gelistiriyor.
(1 ) 3) 4) )

Sebeplerini Bildiriniz:

7. YDS beni Ingilizce ¢alismaya motive ediyor.

(1 2) 3) 4) )

Sebeplerini Bildiriniz:

8. Bilgilerimin test edilmesinden hoglanirim.
(1) ) 3) @) 5)
Sebeplerini

Bildiriniz:
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9. YDS yiiziinden kendimi baski1 ve stres altinda hissediyorum.

(1) (2) 3) “ ()

Sebeplerini Bildiriniz:

10. YDS beni daha fazla Ingilizce 6grenmeye zorluyor.

(1 ) 3) 4) )

Sebeplerini Bildiriniz:

11. YDS baz1 yonlerden degistirilmelidir.
) (2) 3) 4) (5)

Sebeplerini Bildiriniz:

12. Eger YDS’ye girmeniz gerekmeseydi, ne yapardiniz?(Size uyan secenegi
isaretleyiniz)

(1) Ingilizce ¢alismaya devam etmek isterdim.

(2) Bundan béyle ingilizce ¢alismazdim.

Neden? :

Ders Kitabina Yonelik Tutumunuz

13. Hangi ders kitabin1 veya kitaplarini
kullaniyorsunuz?

14. Ders kitabimiz YDS ‘ye yonelik bir¢ok hazirlik testi iceriyor.
(1 ) 3) 4) )

Sebeplerini Bildiriniz:

15. Eger ders kitabimizin tiimiine ¢aligirsam, o zaman YDS'de yiiksek puanlar
alabilirim.

(1) (2) €) 4) ()

Sebeplerini Bildiriniz:

16. YDS veya ders kitab1 hakkinda eklemek istediginiz baska yorumlariniz varsa
yaziniz:
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Ogrenme
17. YDS dersinde ders kitabinin tiimiinii isliyor musunuz? E H
18. Ders kitabinizin icerigi YDS’ye gore uyarlanmis m1?  E H
19. Ogretmeniniz kitabin bazi béliimlerini atliyor mu? E H

Eger yanitiniz evetse, ders kitabinin hangi kisimlarini atliyor?

20. YDS derslerinde 6gretmeniniz ek materyal kullaniyor mu?E H
Eger yanitiniz evetse, bunlar nelerdir?:

21. YDS dersinde en ¢ok hangi becerilere agirlik veriliyor?(Onem sirasina gore
numaralandiriniz.)

a)okuma___ b) yazma___ c) dinleme___d) konusma e) gramer___f)
kelime

22. YDS yaklastik¢a becerilere verilen agirlik degisiyor mu? E H
Eger yanitiniz evetse, nasil degisiyor?(Onem sirasina goére numaralandirimz.)
a)okuma___ b)yazma__ c) dinleme  d) konusma____ e) gramer__ f)
kelime

23. Derste yaptiginiz aktiviteleri 6zet seklinde anlatir misiniz?(bireysel veya
ogretmen odakli caligma, bire bir, ikili veya grup ¢aligmasi, sesli okuma, rol alma,

v.b.)

24.YDS yaklastikca derste yaptiginiz aktiviteler degisiyor mu? E H
Eger yanitiniz evetse,
nasil?

25. Okulun belirledigi programin yani sira 6gretmeniniz size fazladan ders veriyor

mu?
E H
Eger yanitiniz evetse, ne tiir ilave dersler veriyor?( gramer, dinledigini anlama
vb.):

Siz ondan ne tiir dersleri daha fazla vermesini bekliyorsunuz? (yani, ne tiir
derslere ihtiyaciniz
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var?)

26. Bireysel olarak ders ¢alisirken en ¢ok hangi beceriler iizerine zaman
harcarsiniz? (Onem sirasina gore numaralandiriniz).

a)okuma___ b) yazma___ c) dinleme___d) konusma e) gramer___ f)
kelime

27. YDS yaklastikca becerilere verdiginiz 6nem sirasini degistiriyor musunuz?E

H

Eger yanitiniz evetse, nasil degistiriyorsunuz? (Onem sirasina gore
numaralandiriniz).

a)okuma___ b) yazma___ c¢) dinleme___d) konusma e) gramer___f)
kelime

28. Ogretmenin ddevlendirmesi disinda, siklikla YDS’ye yonelik bireysel
caligmalar yapiyor musunuz?
E H

Neden veya neden degil?

29. YDS’ye hazirlanmak icin genellikle haftada kag saat bireysel olarak
caligirsiniz?
_ Osaat  1-7saat  8-14saat  15-21saat 22 saatten fazla

30. YDS i¢in hazirlanmakta kullandigim zaman ve ¢aba, YDS yaklastik¢a artiyor
mu?
E H
Sebeplerini Bildiriniz:

31. YDS’ ye hazirlanmak i¢in bireysel ¢alismalarinizda ne veya nelere c¢alisirsiniz?
(Asagida size uyan segenegi isaretleyiniz.)
(1) Ogretmenimin derste isledigi ders kitabina ¢alisirim.
(2) YDS alistirma kitab1 veya eski sinavlara caligirim.
(3) Hem (1) hem de (2)’ ye ¢aligirim.
(4) Diger, Belirtiniz:

Neden?

32. Ogrenme stratejilerinizi, YDS ye uygun olarak uyarladimiz mi? E H
Eger yanitiniz evetse, bunlar nelerdir?

33. YDS i¢in hazirlanmanin en iyi yolu sizce nedir?
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34.0gretmeninizin olusturdugu sinif i¢i sinavlara hazirlanmak igin ne ¢alisirsiniz?
( Asagida size uyan segenegi isaretleyiniz.)
(1) Ders kitabina odaklanarak derste 6grendiklerimi gdzden
geciririm.
(2) Gegmis YDS alistirma kitap¢igi gibi gegmis sinavlara c¢aligirim.
(3) Hem (1) hem de (2)’ye caligirim.
(4) Diger, Belirtiniz:

Neden?

35. Ogretmenimin YDS’ye yonelik ders isleyisi grenmem iizerinde etkilidir. E
H

Sebeplerini Bildiriniz:

36. YDS’nin 6grenmem iizerinde en fazla etkiye sahip oldugunu diisiiniiyorum.E__
H

Sebeplerini Bildiriniz:

1. Eger YDS’nin 6grenmenizi etkiledigini diisiiniiyorsaniz, liitfen YDS nin
ogrenmenizi nasil etkiledigi hakkinda yorum yapiniz (yani, olumlu yada
olumsuz).

2. Ogrenmenizi etkileyen diger faktdrler nelerdir? (gelecekteki isiniz, anne baba

kaygist,
rekabet, ilgi, 6gretmen faktorii, Ingilizcenin iilkemizdeki prestiji,
vb.)

3. Eger YDS sizin 6grenmenizi etkilemiyorsa liitfen neden etkilemedigi
konusunda yorum yapiniz.

Katiliminiz icin cok tesekKkiirler.
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APPENDIX D



156

APPENDIX E
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APPENDIX F
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APPENDIX G
LESSON 1
Tekerekoglu Anatolian High School
15.12.2006

TRANSCRIPTION OF A SAMPLE LESSON
Line 1: T: Giinaydin!
S: Giinaydin hocaam!
T: Eveet, kim gelmedi ya bugiin?
S: Herkes burda hocam!
Line 5: S: Evet hocam bende burdayim!
T: Peki bir saniye ¢ocuklar, su defteri bir dolduriym, ondan sonra vericem
cevap anahtarini sinavin.
S: Hocam zordu ya!
T: Oyle mi? Peki!
Line 10: (silence)
T: Eveeet... 1.B, 2.C, 3.D, 4.D (the teacher goes on giving the answer key
for the test for six minutes)..... Var m1 kagirdiginiz?
S: Hocam hocam 98 neydi?
T: B, tamam m1 ¢ocuklar?
Line 15: S: Bir dakika hocam kontrol ediyoruz.
T: Tamam bekliyorum.
(the students check their answers for fourteen minutes)
T: Evet 1 ve 10 aras1 var m1 relative clauselarla ilgili soru?
S: 3 hocam niye B olmadi?
T: Kizim B olur mu hi¢? Burda relative pronoun 6zne durumunda.
Line 20: S: Ayyy inanmiyorum ya!
T: Var m1 bagka? Boyle basit hatalar yaparsaniz kizarim.

S: 5 hocam.
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T: 5 mi var? Simdi burda preposition var o zaman which olacak iste. Degil

S: Evet.

T: Baska var m1 10’a kadar?

S: Hayir hocam buralar kolaydi.
T: 11-22 aras1?

S: 12.

Line 30: T: 12 mi? Peki..Ilk ciimleye bak he demis..

S: Ayyy tamam tamam anladim hocam, ikinci kisimda his demesi gerekir.
T: Yaa iste dikkatli olun.
S: 15 hocam

T: Simdi climleyi ikiye bolelim. Birinci kismin sonuna there getirdigimde

Line 35: where yerine geger.

S: Dogru hocam
S: 21’aciklar misiniz hocam?
T: Ordaki tense uyumunu goremedik mi? Sadece A’da var present, yanit

yalnizca A olabilir.

Line 40: S: Uff ben niye gérmiiyorum bunu ya?

T: 23-28 aras1?
S: 25’e bakalim m1?
T: Tabi bakalim. Superlative, present perfect yapisi, aaa pardon yanit that

olacak. No one dan bahsediyor ve 6zneyi niteliyor. Evet.. 29-34 aras1?

Line 45:S: 32

T: 32 pekala... at verilmis o yiizden which olacak.
S: Evet hocam ya dogru...
T: 35- 45 aras1 var mi1?

S: Hocam evet 41

Line 50:T: Ciimleyi ikiye bdlelim. Then olmasi1 gerekmiyor mu burda? Geceyi

niteliyor o yiizden.
S: Hium

T: 46-49 arasi

S: 47

Line 55:T: Bakalim bakalim. Burda climlenin passive olmasi lazim arkadaslar. 49-53
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aras1?
(silence)
T: Yok mu peki o zaman 2. testten 1-7 aras1 Noun clauses?
S: 3 hocam
Line 60:T: 3 mii? Olup olmadig1 2. kisimda. Ne kadar genis bol bir su bulundugunu.
2. kisimda da hayat barindirip barindirmadigini arastiriyorlar.
S: Anladim hocam tamam.
S: 6 hocam.
T: 6. Two suspects arrested m1 were arrested mi1?
Line 65:S: Were arrested hocam.
T: E tamam iste! 14- 19 arasi1?
S: Hocam 11 var.
T: 11°e bakalim. Major ne demek?
S: Sey neydi ya biliyodum.
Line 70:T: Askerde yarbay riitbesi. So olacak burda sonug veriliyo ¢ilinkii. 20-25
arasi?
S: 24
T : 2. kisimdan ¢iarilabilirdi degil mi Elif? 2. kisim whichli olacak. 26-31
aras1?
Line 75:S: 29 hocam 2. kism1 anladim 1. kismi1 anlamadim.
T: Soyle diisiin I know what you know dediginde bu sey anlamina geliyor.
S: Tamam
T: 32-37 aras1?
S: 31 var hocam.
Line 80:T: Ayrilma durumunda edindikleri paranin nasil paylagilmas gerektigi.
Anladin mi1?
S: Evet.
T: 1-5 arast Conditionals?
S: Yook!
Line 85:T: 6-11 aras1?
S: Yok.
T: 12-17 aras1?
S: 12

T: Denizli mi diyor?
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Line 90: S: evet hocam.
T: Enflasyonu diistiremedigi siirece sikintiya diisecek.
S: Hocam 14’ deki well ne demek?
T: Kuyu kuyu. Evet bagka yoksa 17’ye kadar, 18-23 aras1?
S: Yok.

Line 95:T: 24-29 arasi?...... Conditional sorular1 kolay miydi?
S: Evet.
S: 29’a bakabilir miyiz?
T: Eger derhal hastaneye kaldirilirsa, birde wish var. Zaten 1. kisimda if you
took olmaz, passive yap1 gerekiyor. Peki 30-35 aras1?

Line 100:S: 35 var.
T: We used to see..
S: Ayy hocam yok zaten dogru yapmisim ben.
T: 39-42 aras1?
(silence)

Line 105:T: Yok mu Sentence Completionda? 43-57 aras1 Phrasallar var geriside
cloze testler. Bunlarin cevaplarini okumadim mi1?
S: Hayir okumadiniz.
T: 43- D, 44- A (reads the correct answer for each item) Evet simdi bir bakin
hatalariniza.

Line 110:S: (check their answers for three minutes)
(The bell rings)

T: Tamam hadi bakalim tenefiisten sonra devam edecez.
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LESSON 2

Gaziantep College Foundation

13.12.2006

TRANSCRIPTION OF A SAMPLE LESSON
Line 1:T: Neydi o denemeler dyle?

S: Yaa hocaam!

T: Valla en fazla 59 tane net var. Cook kétii. Zor mu geldi? Cocuklar

.....zaten Sefa hi¢ okumadi bile, kapanip kapanip oturdu....... Evet..... l.den

Line 5:baghyoruz.

S: Hocam....

T: Valla bakalim miidiir beye sdyliycem... ne diyecek bakalim. Seyden

bashyoruz. Ilk béliimde, kelime boliimiinde var nu hatamiz.Bakin bir
hatalariniza tekrar.

(Students check vocabulary part for ten minutes).

S: 3’1 yapalim.
Line 10:S: Hayir 1.

T:1Heknewthat.................... sen gosteremezsin diyo yildizlarla dolu

clinkii gokytiziinde ki parlak 1siklar obscure that ‘hide’ demek.

S: Emerge niye olmadi, ortadan kaldirmak degil mi?

T: Emerge, appear demek, emerge appear demek, obscure, hide, gizlemek.
Line 15:Emerge’l e karistirdiniz demek, diger siklarda bilmediginiz kelime var

miydi? A, B, C, de.....expose maruz kalmak....... Deserve, realize.

Bilmediginiz kelime var mi1?

S: 3 hocam.

T: 3? 2? 2°de var m1? Peki! Yok mu? Hi¢ sormuyosunuz bile, 2’yi bilerek mi
Line 20:dogru sectiniz acaba? Bilmeden se¢missinizdir tabi siz, cevabi orda,

encourage biliyosunuz zaten. Evet 3’temiyiz? Kim istedi 3’1i.

S: Ben hocam.

T: Hu evet. Tution ne demek??

S: Ozel ders.
Line 25:S: Nerde?
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T: Secenete var 6zel ders. Amusement? Amuse? Amuse?
S: Eglendirmmek miydi hocam?
T: Eeveet. Option?
S: Segenek

Line 30:S: Se¢im
T: Segenek, opsiyon, alternatif. Deceive? Kandirmak. Deceiver yalanci degil
mi? Deceit de isim degil mi? Hostage?
S: Rehine
T: Evet hi¢birinin anlamini bilmesen bile optional’ bilecektin ve onu

Line 35:sececektin.
S: Ama ben optional diye diisiindiim, baktim ama tam anlamadim.
T: Because of the opposition of the policy members, burada tiyelerin bagka
opsiyonu yok anlaminda kullanilmis. Tuggce sen biitiin 5 kelimeyide
biliyodun dam 1 yerlestiremedin yoksa anlamlarini bilmiyomuydun? Hiiim?

Line 40:S: Yok hocam biliyodum hepsini, bildigim halde..
T: Biliyodun hepsini ve yerlestiremedin. Anladin m1 burda? Baska
alternatifimiz yok birakmaktan baska, vazge¢gmenin diginda baska
alternatifimiz yoktu. Evet 4-5 var mi1 soru 4 veya 5’te?
S: (silence)

Line 45:T: Yok?
S: 6
T : 6 .. As the time passes our knowledge rapidly become.. zaman gectikge
bilgimiz ne olur? Bakalim. Sober? Ne demek sober? Ayik di mi?
Appriciative? Takdir edilir. Envious? Gipta etme, Useful? Yararli. C

Line 50:sukindaki ne demek??
S: Demode olmak.
T: Demode olmak tabii! New knowledge is needed. Ne diyo? Yeni bilgiler
ithtiya¢ duyulur. O zaman ne olur bilgilerimiz? Hizla demode olur. Ne alaka
sizin sectiginizle? Sendede mi yanlig?
Line 55:S: Bos
T: Boos! Evet. 7?
(silence)

S: Yok
T: 87
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Line 60:S: Hocam 8’I ac¢iklar misiniz?
T: 8. When Chopen was offered a series of concerts with large audience,
biiyiik bir seyirciye konserler teklif edildiginde Chopen’e bundan faydalandi
but he did bak buras1 ¢ok 6nemli, he did so only neysiz yapt1 goniilsiiz yapti
affording expenses masraflarini karsiliyabilmek i¢in son derece goniilsiiz
Line 65:yapti. Boastly ne demek?
S: Huuim 6viinmek.
T: Oviinmek, man-made neydi? El yapimi demek. Distinctively ne demek?
S: Seeey ayricalik.
T: Ayricalikl peki 9 var m1?
Line 70:S: Var hocam.
T: Var. Bakalim. Simdiii break out ne demek? Patlak vermek degil mi?
Patlamada isyan ¢ikt1 diyoruz. Call for: require. Get by? Get by’1 ¢ocuklar
cok iyi biliyosunuz.
S: Geginmek.
Line 75:T: Get by: ge¢inmek. Look on: watch, run over?
S: Ezmek.
T: Eveet ne olur o zaman?
S: huim!
T: Iyi bir organizasyon ister, yani ne olur o zaman? Call for. 10?
Line 80:S: Dogru yaptik bunu.
T: Yaptiniz, wear out gegiyo, wear out ne demekti?
S: Yipranmak.
T: Yipranmak, eskimek, peki bir insan1 tiikketmek degil midir? These naughty
children wear me out. Yani hem binalarin eskimesi hem de insanlar1 yormak
Line 85:anlamlarina geliyo..... Eveeet grammar boliimiinde var m1?Bakin
hatalariniza sdyle bi!
(Students check grammar part for ten minutes)
S: 19.
T: Yom u 19’a kadar?
S: 13 var hocam.
T: 13. So far dedigi i¢in burden yakalamaliydiniz. Present Perfect tense, di
Line 90:mi? Ordan yakaladin miydi, passive oldugunu buldunmuydu tamam.iste

present perfect olunca kag¢ segenek var? B’de var, A’da var.
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S: Benimki hocam.
T: Seninkisi should have ama sen should have’i se¢gmigsin yapmaliydin ama
yapmadin anlam1 m1 var burda? 13-14?
Line 95:S: Yok.
T: Bunu daha yeni anlatmistim kim 16’y1 dogru yapt1?
S: Ben
T: Afferin! Ciinkii bu that orda relative clause degil. Noun clause evet.
Herkes 16’y1 dogru yapt1 m1? Sizin ciddi kelime sorununuz var. Kelimelerde
Line 100:batmigsiniz yani. Evet devam edelim.
S: 17
T: 17. My brother never listens to anyone. Bak simdi hi¢ seni dinlemiyor,
sanmiyorum diyor senin olumsuzlugunuda degistirecegini sanmiyorum diyor.
Bir olumsuzun sonuna de de eklemek icin either diye gelmez mi?
Line 105:S: Ama bu olumsuz mu?
T: I don’t think he’ll listen to you ne demek? Seni dinlemeyecek. Sen ne
dedin?
S: Neither dedim.
T: Neither m1 dedin? Neither climlenin sonuna gelmez. Bagka?
Line 110:S: 21
T: 21. The company had ever, sirketin isten atmak i¢in bir¢ok sebebi vardi.
Fakat o bunu yet still hala adaletsizlik olarak diisiindii. Kag kisi yet still
gordii orada?
21’1 gorenler? Evet 22’mi? 22°de hata olmaz. Cikabilecek soru o. Deligates
Line 115:diyor. A
great deal of der misin?
S: A great deal of sayilamayanlarla.
T: A great deal of sayilamayanlarla. So?
S: Some of .
Line 120:T: Some of dersen, some of the demen lazim. E tamam A number of
cogullarla kullaniliyor. A lot of demek.
S: Evet.
T: Var m1?
S: 29

Line 125:T: Simdi, he apologized to me, simdi apologize to me for doing something
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bir kere. Gegen sene bunu da isledik.

S: 30°daki as hocam...

T: 30°daki evet?

S: As ne anlama geliyor?
Line 130:S: i¢in demek.

T: i¢in anlaminda gectiyse, sen because’da seg, since’ide seg, as’in ikinci

anlami ne? —iken.

S: While anlaminda.

T: Evet. As he was leaving the club, kulii’ten ayrilirken, ayrildig: i¢in
Line 135:degilki.

S: 34

T: Kim yapti, 34’1 dogru?... The dinasour population was getting smaller and

smaller. Smdi, A ve E present, secmem, C zaten enormous size’dan dolay1

azaliyor denir mi? Gelelim D’ye; ¢ok biiyiik oranda ¢ok oldugundan beri.
Line 140:S: Ama hocam niye?

T: Off....offff...offffl!!
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LESSON 3
Gazaintep Super High School
19.12.2006

TRANSCRIPTION OF A SAMPLE LESSON

Line 1:T: Merhaba arkadaslar!
S: Merhaba hocaam!
T: Naptiniz?
S: 1yi.
Line 5:S: lyiyiz hocam.

T: Herkes burda mi1?
S: Burda hocam.
S: Hocam Segil yoki.
S: Burdayim be!

Line 10:S: Ha ha ha!
T: Tamaamm! Hadi bakalim nerde kaldik Paragraph Studies’de?
S: Hocam sayfa 34’te kaldik.
T: 34, Tamam o zaman ilk 6 paragrafi okuyun hemen ve
sorularini yanitlayin bakalim hadi.

Line 15:S: Tamam.
(Students read the paragraphs silently for 35 minutes)
T: Evet bitti heralde.
S: Hocam bitmedi daha!
T: Ama olur mu? Simavdada m1 Béyle zamanin olacak saniyosun? Evet 1.

Line 20:paragraftaki strike out ne demek?
S: Huum

T: Saldirmak degil mi? Peki 1. soruya ne dediniz?
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S: A dedim hocam.
T: Digerleri ne dedi?
Line 25:S: A dedik.
S:A.
T: Evet nerden ¢ikardik?
S: 3. satirdan.
T: Pekala 2. soru?
Line 30:S: D.
T: Nerden ¢ikariyoruz?
S: 1972’den sonra diyorya hocam.
T: Evet. 3?7
S: D hocam.
Line 35:T: Digerleride mi D yapti.
S: Hayir A yaptim ¢iinkii 4. satirda which are dan sonraki kisimda cevabi
veriyo.
T: Evet dogru. 2. paragraphta avert: 6nlemek, hippopotamus: su aygiri,
cockroach: hamam bdcegi. First question?
Line 40:S: B dedim hocam 1. satirda agik¢a verilmis.
T:2.?
S: C hocam 4. satirda feed demis.
T: evet hadi ¢cabuk 3. soru?
S: A hocam.
Line 45:T: Nasil anladik?
S: Son cilimleden.
T: 3. Paragrafta seemingly arkadaslar?
S: Gorliniise bakilirsa miydi? Gegmisti yine.
T: Evet goriinlise bakilirsa degil mi arkadaslar. Raise, biiyilitmekti degil mi?
Line 50:First question? Hadi Sibel.
S: Hocam C dedim ben 2. satirda before he leaves demis ya.
T: 2. soru?
S: hocam D olacak.
T: Nerden ¢ikardin?
Line 55:S: 4. satirdan.

T: 3. soru?
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S: A hocam son satirdan he believes that.....kisminda.
T: 4. paragrafta vainly?
S: Bosuna.
Line 60:T: Flourised?
S: Gelismek.
T: Lack?
S: Eksik yada yoksun olmak.
T: 1. soru?
Line 65:S: B hocam 2. satirdan ¢ikardim.
T: Evet. 27
S: C.
T: Nerden ¢ikariyoruz?
S: 5.satirin sonundan.
Line 70:T: 3?
S: E hocam son ciimleden ¢ikiyo.
(The bell rings).

T: Tamam devam edicez.

Note: Transcriptions seem to be short because the students spend time answering test

questions silently.
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APPENDIX H

(10. ,11. SINIFLAR iCiN MUFREDAT)
Lise 10 uncu ve 11 inci siniflarda 6grencilerin anlama, yorumlama ve konugma becerilerini
artirmak amaciyla; daha ¢ok sozlii ve yazili kompozisyon ¢alismalarina, terciimeye, 6zel
amagl ingilizce,0gretimine yonelik konular {izerinde durulur.
ileri devreden itibaren 20 nci yiizy1l agirhikli olmak iizere cesitli yazarlarin, dgrencinin ilgisini
cekecek ve okuma zevklerini gelistirecek eserlerini okutmaya 6zen gosterilmelidir.
Yukarida yapilan gramer dokiimii, asagida 6rnekleri verilen ve baglica 6 grupta siralanabilen
dil fonksiyonlari i¢inde kullanilir.
1. Hiikiim ve degerlendirme (Judgement and evaluation) Tasvip etme, tasvip etmeme
(approving, disapproving)
2. Ikna etme (suasion):
a. Ikna etme (Persuading),
b. Emretme (commanding),
c. Azarlama (scolding),
d. Onerme (making suggestions),
e. Rica etme (requesting),
f. Uyarma (warning),
g. Yonlendirme (instructing and directing)
3. Tartisma (argument) :
a. Hemfikir olma (agreeing).
b. Hem fikir olmama (disagreeing),
c. Inkar etme (denialing),
d. Kabullenme (conceding),
4. Akilc1 yaklagim ve ifade (rational inquiry and exposition) :
a. Karsilagtirma (comparing),
b. Ispatlama (proving),
c. Diizeltme (correcting),
d. Rapor etme (reporting),
e. Tasvir etme (describing),
f. Hikaye etme (narrating),
5. Kisisel duygular (personal emotions) :
a. Zevk (enjoyment),
b. Uziintii (sorrow),
c. Tercih (preference),
d. Darilma (ressentment),
e. Istek (want),
6. Duygu alanina giren iliskiler :
a. Pohpohlamak (flattery),
b. Minnettarlik (gratitude),
c. Selamlagma (greeting) vb.
Bu fonksiyonel ve yapisal dokiim, okutulan kitabin 6ngérdiigli bicimde bir {ist veya alt sinifa
kaydirilabilir.
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ATATURK ILKELERI (10. SINTF)

-Cumbhuriyetgilik
- Milliyetgilik
-Halke¢ilik
- Devletgilik
- Laiklik
- Inkilapg1lik
(Ogretim programimin uygun bir boliimiinde ilkelerin adlar1 verilecek, bunlardan biri yada
ikisi kisaca ag¢iklanacaktir.)

ATATURKCU DUSUNCE SISTEMI (1 1. SINIF)
- Atatiirk¢iiliiglin nitelikleri
Tiirk milletinin ihtiyaclarindan dogmus olmasi.
Temelinde Milli Kiiltiir olmas1 akli ve bilimi esas almasi
Kisi hak ve hiirriyetlerine dnem vermesi
Yurtta ve Diinyada baris1 esas almast
(Atatiirkeiiliigiin nitelikleri 6gretim programinin uygun bir bdliimiinde parca halinde
islenecektir. 27.4.1998/64 TTKK)
1. ACIKLAMALAR :
A. Yabanci Dil Ogretiminin Genel Ilkeleri :
1. Dil 6gretiminde dort temel dil becerisinin gelistirilmesi esastir.
2. Ogretimde sistemli bir sekilde bilmenden bilinmeyene, kolaydan zora ve somuttan soyuta
dogru bir yol izlenmelidir.
3. Ogretim, 6grencilerin ihtiyaglarina doniik, fonksiyonel ve anlamli olmalidir.
4. Sinifta ders siiresince kullanilan dil Ingilizce olmali, ok gerekmedikge ana dile
basvurulmamalidir.
5. Dil 6gretimine somutlagmis belirli kalip ve kurallarla baglanmalidir.
6. Her 6gretme faaliyetinde 6gretmen amacinin ne oldugunu bilmeli ve bu amac1 6grencilere
sOylemelidir.
7. En iyi 6grenme uygulama ile olur. Bu sebeple, sinif ¢aligmalari, 6grenilenleri kullanmaya
imkan verecek sekilde diizenlenmelidir.
8. Ogretim muhakkak 6rneklerle yapilmalidir.
9. Bircok seyi bir arada 6gretmekten kacinmalidir. Bilinmeyen kelime ve yapilar ayn
zamanda verilmemeli, bilinmeyen kelimeler bilinen yapilarla, bilinmeyen yapilar da bilinen
kelimelerle verilmelidir.
10. Her faaliyet bilgi ve becerilerin zenginlestirilmesi icin bir firsat olarak degerlendirilmeli
ve Ogretmen sinifa daima hazirlikli, géze ve kulaga hitap eden araglarla girmelidir.
11. Ogretmen siif ¢alismasini gercek hayattan alinmis orjinal (authentic) malzeme ile
zenginlestirmen, 6grenilen dilin gercek hayattakine uygun sekilde kullanilmasina 6zen
gostermelidir.
12. Ogretmenin amaci, dgrencilere yigma bilgi vermek yerine onlara dili aktif olarak
kullanabilecekleri bir ortam yaratmak olmalidir. S6zlii alistirmalarda grup calsimalarina ve
ikili caligmalara yer verilmelidir.
13. Ogretmen dersi planlarken derse cesitlilik getirmeye dikkat etmeli ve dersin islenisinde
monotonluktan kaginmak i¢in 6grencilerin aktif olarak katilmasini saglayacak oyun, sarki,
temsil, sinif gazetesi vb. faaliyetlere yer vermelidir. Daha ileri siniflarda (intermediate,
advanced diizeyde) miinazara, konferans, gazete ve dergi incelemeleri seklinde ¢aligsmalar
yaptirilmalidir.
14. Ogrencilere sik sik sorumluluk verilmeli, grup calsimalari ve ferdi ¢alismalar
diizenlenmeli, bu ¢caligmalar 6grencilerin farkli yonelislerine cevap verecek nitelikte olmalidir.
15. Hata, bir saglik isareti olarak kabul edilmeli, yaklagim diizeltici ve yapici olmalidir.
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16. Ogrenciye yanlis yaptiginda daima dogrusu dgretilmeli, yanlisini tekrardan kaginmal,
sadece dogrusu verilmelidir.

17. Bir seyi dnceden dogru olarak dgretmenin sonradan diizeltmeye ¢aligmaktan daha kolay
oldugu hatirdan ¢ikarilmayarak 6grencilere daha baslangicta dili iyi ve dogru kullanma
aligkanliklar verilmeli ve yapilan hata baslangic¢ diizeyinde hemen diizeltilmelidir.

18. Orta ve ileri devrede konugma sirasindaki hatalari aninda diizeltmek 6grencinin sevkini
kiracagindan 6gretmen hatalar1 6grencinin soziinii kesmeden not almak suretiyle konusma
sonunda diizeltmelidir.

19. Ogrencilerin hatalarimi diizeltmede tiim hatalarin diizeltilmesine ¢alisil-mamali, secilen
onemli hatalarin iizerinde durmakla yetinilmelidir.

20. Sadece Ogretilen olclilmeli, 6grenciler 6gretilmeyenlerden sorumlu tutulmamalidir.

B. Ogretim Metodu le Ilgili Genel Bilgiler : 1. Metot :

Yabanci dil 6gretiminde bugiine kadar kullanilan temel yaklasimlar sirasiyla, Grammer,
Translation, Direct Method, Audio-Lingual, Cognitive Code, Communicative Approach
olmustur. Ancak giiniimiizde, farkli 6gretme durumlarinda farkli yontem ve tekniklerin
kullanildig1 Eclectic (se¢meli) yontem 6nem kazanmistir. Yine de asil 6nemli olan,
yontemden ziyade dersin iglenisinde kullanilan 6gretim teknikleridir.

Yukarida belirtilen yontem ve tekniklerden hangisi kullanilirsa kullanilsin 6gretim
faaliyetinde:

a. Presentation (sunma),

b. Practice (uygulama),

c. Production (liretme-yaratma) olmak iizere {i¢ asamaya yer vermek esastir.

Ogrenilen kaliplar gerektigi hallerde, yerinde ve zamaninda kullandirarak ders isleme stilinde
cesitlilik amaglanmalidir. Ogretmen sadece bilinen metot ve tekniklere bagl kalmamali; aym
zamanda yaratici ve tiretken olmalidir.

Mekanik tekrarlar yaninda sarmal (doniistimlii-spiral) diizende bilingli 6grenme deger
kazanmaktadir. Cagrisim ne kadar ¢ok yonlii ve kapsamli olursa, 6grenim o kadar kolay ve
kalic1 olur.

Sarmal bir yaklagimla konuda bazi1 gerekli hususlara tekrar yer vermek ve daha karmasik
yapilar1 sonraki asamalarda programlamak esas olmalidir.

Ogretmen, dgretilen her seyin kisa siirede miikkemmel olamayacaginin, bunun dersin akis
icinde zamanla kazanilabileceginin bilincinde olmalidir.

Sinifici 6gretim etkinlikleri ve egzersizler, 6grencinin kavramakta giigliik ¢ektigi noktalarda
yogunlastirmalidir.

Grammer 6gretiminde, ciimlenin sadece yiizeysel yapisint degil; anlamimda kavratmak
amaclanmalidir.

Ogretmen, beklentilerini dgrencilerin kapasitesine gore ayarlamalidir. Bir sinifin seviyesinin
altinda veya {istiinde olan 6grencilere seviyelerini gelistirici 6zel 6devler verilmelidir.

Daha ileri seviyede, 6gretmen, 6grencinin sonraki yasantisinda amagladig egitime yonelik
ithtiyaclarini tespit etmeli, ayni ihtiyaglarin bir araya getirdigi gruplara 6zel amacli 6gretim
uygulanmalidir.

Smif ¢alsimalarinda laboratuar, dergi, brosiir, bilim kitaplari, radyo TV, film. video vb. goze
ve kulaga hitap eden araglarada yeterince yer verilmelidir.

Malzemenin se¢iminde 6grencilerin yasi. kabiliyeti ve konuyla ilgisi dikkate alinmali ve
konularin sunulusunda gercege uygunluk esas olmalidir.

C. Odev :

Odev verme, dgrencilere dgrendiklerini uygulama ve pekistirme, 6gretmene bagl kalmaksizin
ilerleme firsat1 verme agisindan onemlidir.

Odevler :

1. Amaca yonelik, kisa ve 6grenilenleri pekistirici nitelikte olmali;
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2. Okumaya, yazmaya, yeni kaliplarla climle kurmaya dontik alistirmalar1 kapsamali;

3. 1leri seviyede, arastirmaya dayali olmals;

4. Uygun 0rnek veya orneklerle agiklanmali;

5. Diizenli araliklarla verilmeli;

6. Kontrol edilip, diizeltilmelidir.

I'V. Becerilerin Kazandirilmasinda Basvurulacak Yontem ve Teknikler :

A: Telaffuz Ogretimi :

Dil 6gretiminde telaffuz ¢ok 6nemli oldugundan, 6zellikle baslangic diizeyinde her {initede
gecen problem seslerin 6gretilmesine yeterli siirenin ayrilmasi gerekir.

Telaffuz 6gretimi, 6gretim siiresi boyunca yeri geldik¢e yapilmali, herhangi bir telaffuz hatasi
sezildiginde dersin birka¢ dakikasi problem sesle ilgili alistirmaya ayrilmalidir.

1. Gerek ingilizce'deki bazi seslerin Tiirkge'de bulunmamasi gerek bazi seslerin her iki dilde
de oldugu halde farkli fonksiyonda bulunmalar1 ve yine Ingilizce ve Tiirkge'deki sesli ve
sessizlerin yapisindaki farkliliklardan dolay1 bazi sesler problem olmaktadir.

Bunlarin belli baglilart sunlardir :

/' W / wine

/v/ vine

/O/ thin (Bu seslerin telaffuzu anlam farklilasmasina neden olmaktadir)

/ E/they

/ 'V / sing

/t/ car

Ingilizce de alveolar /t, d, s. z, n. I/. (Bu farklilik konusmada Tiirkce de dental / 1, d, s, z, n, I/
aksana sebep olur)

Ingilizce'deki problem sesliler :

1y/ beat

/ae/ bad

/1/hut

/uw/ luke

/ow/ bowl

Diger bazi telaffuz problemleri :

Kelime sonundaki seslileri sessizlestirme (Devoicing)

/-b/ cab

/-d/ bed

/-¢/ ridge

/-g/ pig

Bitisik sessizler (Consonant clusters) :

Baska : /sp/ speak /st/ stand

/spr/ spring /str/ stred

Sonda : /rk/ work

/rkt/ worked

/kt0Os/ sixths

Seslilerin degisimi :

Ingilizce de sesliler i¢inde bulunduklari kelimenin aldi1 vurguya gére degisiklige ugrarlar.
/E/ Do you know it?

Yes, I do.

fuw/

2. Telaffuz 6gretiminde 6gretmenin dikkat edecegi hususlar :

a. Problem sesin tekrar edilmesinde 6nce biitiin sinifin katilacagi koro (choral repetition),
sonra grup (group repetition) ve giderek de bireysel (individual repetition) ¢alismalara
yeterince yer verilmelidir.
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b. Telaffuz 6gretiminde 6grencinin seviyesine uygun olan ve problem sesin agikca
goriilebilecegi drneklere yer verilmelidir.

c. Problem seslerin her bir 6grenciye ayr1 ayri tekrarlatilmasi zaman kaybina sebep
olacagindan bu ¢aligmanin yeterli sayida 6grenciyle yapilmasi uygundur.

d. Birden fazla problem sesi ayni anda diizeltmeye ¢alismak karisikliga yol agabileceginden
her problem ses, tek olarak ele alinmalidir.

e. Ogrenci herhangi bir sesi yanlis telaffuz ediyorsa elestirme yerine yanlisin diizeltilmesi
yoluna gidilmelidir.

f. Problem sesi yanlis telaffuz eden 6grenci lizerinde 1srarla durulmamak; 6grencinin dogru
telaffuzu, teyp, 6gretmen, 6grenci gibi degisik kaynaklardan duyduktan sonra tekrarlamasi
istenmelidir.

g. Sesler, ilgiyi o noktada yogunlastirmak icin abartmali olarak verilebilir.

h. Ozellikle ileri seviyede, problem seslerin gectigi radyo konusmalarindan (TRT III, VOA,
BBC gibi) teyp ve TV gibi kulaga hitap eden araglardan yararlanilmali ve degisik
konuslamacilar dinlettirilmelidir.

1. Resim ve gergek nesnelere dayali, géze hitap eden ¢aligmalarla da problem seslerin nasil
telaffuz edildigi agiklanmalidir.

j. Gerektiginde, degisik sesleri ¢ikarirken dilin aldig1 durumlar bir ag1z semasi {lizerinde
gosterilerek agiklanabilir.

k. Telaffuz 6gretiminde tek sesler (individual sounds), bitisik sessizler (consonant clusters),
kelime vurgular (stress), ciimle vurgular1 tonlama kaliplar1 (intonation) ve ritm (rhythm)
ozellikleri tizerinde durulur.

3. Ogretim Basamaklar :

Ogrencinin bir problem sesi dogru telaffuz edebilmesi ve benzer seslerden farkini sezebilmesi
icin yeterli aligtirma yaptirilir.

a. Dinleme (listening) 6grencinin problem sesleri ihtiva eden ¢esitli kelimeleri dinlemesi
saglanir.

b. Ayirt etme-tanima (discrimination-recognition): Bir problem sesi taniyabilmesi i¢in
yeterince alistirma yaptirilir. Mesela; same-different, column A-column B veya 1-2 gibi.
Ogrencilere asagida drnegi verildigi gibi dnce A siitunundaki sonra B siitunundaki ve en son
olarakta her iki siitundaki kelimelerin telaffuzu dinletilir.

Column A

Team/tiym/

tank/tachk/

tree/triy/

tick/tik/

tin/tin/

Column B

theme/Oiym/

thank/Oaenk/

three/Oriy/

thick/0Oik/

thin/Oin/

"same" "Differenf alistirmalari :
Yukarida verilen kelimeler ikiser ikiser sdylenir. Eger ses ayni1 ise 6grencinin "same
ise "different" demesi beklenir.
Ornek:

Ogretmen Ogrenci Ogretmen Ogrenci
tin tin

: same : tin thin : Different

m

degil
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c. Séyleme (production): Ogrencilerin problem sesi ihtiva eden kelime, ciimle veya
climlecikleri tekrarlamalar1 saglanir.

B. Kelime Ogretimi :

Kelime 6gretimi dil 6gretiminin 6nemli bir pargasidir. Her ne kadar, kelime bilmek, dili
bilmek anlamina gelmezse de, iletisim kurmak i¢in dilin sistematik yapisi yaninda
kelimelerini de bilmek gereklidir.

Kelime bilgisi aktif ve pasif olmak iizere iki grupta diistintilebilir. Aktif bilgi 6grencilerin
dinleme, konusma, okuma ve yazmada kullandiklar1 kelimelerden, pasif bilgi ise, kisinin
sOzlii ve yazili dilde taniy1p anlayabilecegi kelimelerden olusur. Yap1 ve anlam tamamlayan
biitiin kelimeler (function words) ve glinliik yasantida ¢cok kullanilan, tek basina bir anlami
olan kelimeler (content words) aktif kelimeler olarak 6gretilmelidir. Sinifta yapilacak
tekrarlarla 6grenilen kelimelerin aktif hale gelecegi unutulmamalidir. Bu yiizden kelimelerin
sik sik tekrar1 gereklidir. Tek bagina bir anlami olan kelimelerin yazilisi, okunusu, anlami ve
kullanilis1 6gretilmelidir. Aktif kelimeler sozlii ve yazili uygulamada rahatlikla kullanilacak;
pasif olanlar da dinleme ve anlamada sadece tanima ve algilama esas alinarak ogretilecektir.
Kitapta olmadig1 halde yeri geldiginde ek kalip ve kelimeler verilebilir. Bir metinde
bilinmeyen kaliplart algilama ve bilinmeyen kelimelerin anlamini ¢ikarma ¢alismalari
yapilmalidir.

1. Kelime 6gretiminde gdzoniinde bulundurulmasi gerekli hususlar: a. Amag : Kelime
ogretimindeki amag ve beklentiler belirlenmelidir.

b. Miktar : Ogrencilerin 6grenme kapasitesi gdzoniinde bulundurularak yeni kelimelerin hepsi
ayn1 anda 6gretilmelidir.

c. ihtiyag : Ogretilecek kelimelerin segiminde dgrencinin ihtiyaci gdzéniinde
bulundurulmalidar.

d. Tekrar : Ogrenmede tekrarin 6nemi unutulmamalidir.

Kelimeler 6gretilirken, anlamli tanitma (meaningful presentation), duruma gore tanitma
(situational presentation) ve parca i¢inde tanitma (contextual presentation) gibi yontemlerden
yararlanilabilir.

2. Ogretim Teknikleri :

a. Gergek nesneler (real objects) gosterilir.

b. Resim, sekil, harita veya kroki (blackboard drawings) cizilir.

c. Sinifa haritalar (maps), (flashcards, \vallcharts filmstrips, pictures) veya trafikler getirilir.
d. Kelimenin anlami 6gretmen veya bir 6grenci tarafindan hareket veya mimiklerle gosterilir.
e. Sayilar 6gretilirken rakamlar kullanilir.

f. Haftanin giinleri, aylar, mevsimler vb. kelimeler normal siras1 i¢inde verilir.

g. Sembol veya model kullanilir.

h. Ogretilen kelimelerin es veya zit anlamlilar1 verilir.

1. Ingilizceden dilimize gegmis kelimeler belirtilir.

j- Daha 6nce 6gretilen kelimeleri kullanarak yeni kelimenin anlami agiklanir.

k. Kelime gruplarin1 gosteren ilk ve son ekler belirtilerek, yeni kelimenin anlamiyla 6énceden
bilinen temel sekil arasinda baglant1 kurulur.

1. Miimkiin oldugu yerlerde bilesik kelimeler (compound words) anlamli pargalara ayrilir.
m. Ogrencilerden bir metindeki kelimelerin anlamlarii tahmin etmeleri istenir.

n. Sozliik karsiliklar1 buldurulur.

o. Gerektiginde Tiirk¢e karslig: verilir.

Baslangic devresinde daha ¢ok goze ve kulaga hitap eden 6gretim teknikleri kullanilmalidir.
Orta ve ileri devrelerde anlasilmasi gii¢ kelimelerin anlami, ya daha basit bir ingilizceyle
verilir veya ciimleler i¢inde aciklanir. Ogrencilerden soru gelmezse, dgretmen bazi kelimeleri
gormemezlikten gelebilir. Ciinkii, 6grencinin par¢ay1 genel olarak anlayabilmesi i¢in gegen
her kelimenin anlamin1 bilmesi gerekli degildir. Ogretmen kelimelerin anlamin1 6grencilerden
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almaya, eger sinifta kimse bilmiyorsa, parca i¢indeki anlamini tahmin ettirmeye ¢alisabilir,
bundan sonu¢ alamiyorsa sozliik anlamin1 buldurabilir.

Ancak hig¢bir teknik etkili olmuyorsa Tiirkg¢e karsiligini vermesi uygundur.

3. Bir pargada bulunabilecek kelime kategorileri :

a. Pargadan anlami ¢ikarilabilecek kelimeler

(words that can be inferred from the context)

b. Aralarinda niians bulunan esanlamli kelimeler

(words in the same semantic field)

c. Tiretilmis sekilleriyle dgretilebilecek kelimeler

(words that can be taught through related tbrms)

d. Mecazi anlamda kullanilmis kelimeler

(words having a common literal sense which are used metaphorically)

e. Yapisal bilesimlerinin analiziyle anlam ¢ikarilabilecek kelimeler veya deyimler

(words and idioms that can be interpreted by analysing their internal structure)

4. Kelimeleri ciimle i¢inde kullanirken dikat edilecek hususlar :

a. Kelimenin metindeki anlami net bir sekilde snlasilamamissa, 6gretmen 6rnek bir climle
verir. Aksi halde zaman kaybina sebep olmamak i¢in her kelime i¢in climle yapmaya gerek
yoktur.

b. Ogretilen kelimenin metindeki anlamiyla yeter sayida 6grencinin ciimle yapmasi istenir.
Bilinen kelimeler i¢in climle yapilmasi gereksizdir.

c. Kelime goriilmemelidir.

Ogretimi.

dil 6gretiminin énemli bir aracidir, amag olarak

5. Kelime hazinesini gelistirici ¢aligsmalar :

a. Anlam ¢ikarma alistirmalari, (inference exercises): Anlam ¢ikarma alistirmalarinda
bilinmeyen bir kelimenin anlaminin, degisik sekillerde nasil ¢ikarilacagini, 6grencilere
gostermek i¢in kisa bir metin kullanmak yararli olur. Asagidaki dérnekte furniture amaglanan
kelimedir.

Ornek : We bought six chairs and a dining table and a sofa, and we spent our money on this
furniture.

Burada, 6grenci sozii edilen our money esyadan (table, chair) mobilya kelimesinin olmasini
tahmin edebilmelidir.

Bir baska sekil de anlaminin tahmin edilmesini istedigimiz kelimenin yerini bos birakmaktir.

cars, buses, trams, and even old carriages and coaches. Buradan amaclanan kelime vehicle
(arag) dir. b. Es veya zit anlaml1 kelimelerle yapilan alistirmalar : Bu tiir alistirmalari
yaparken esanlamli olanlarin dikkatle se¢ilmesi gerekir.

ORNEK: 'big" ve "large". Asagidaki ciimlelerde "big" ve "large" aym anlamdadir.

I need a "big" envelope. I need a "large" envelope. Ama bdyle bir ciimlede “big"yerine "large'
kullanmamiz uygun olmaz. What a big boy you are.

Bu grupta yapilabilecek aligtirmalar :

1. Eslestirme alistirmalar1 (area of reference exercises)

Bu tiirde iki grup kelime verilir. Gruplarda birindeki kelimeleri diger gruptaki kelimelerle
eslestirmesi istenir.

ORNEK:

1. Partner A-Warl-C

2. colleague B- friendship 2-D

3. ally C- business, firm 3-A

4. accomplice D- profession 4-E
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5. comrade E- erime 5-B seklinde yapilabilir. 2. Resmi ve resmi olmayan durumlarla ilgili
alistirmalar (Level of formality exercises).

Bu tiirde benzer anlamli kelimeler verilir ve bunlardan hangisinin resmi hangisinin samimi bir
ortamda kullanilacagi belirtilir.

Pal Mate associate companion body friend Inf Notr formal formal informal nétr. c.
Diizenleme alistirmalar1 (collocation exercises)

1. Baz1 fiillerle degisik edatlar verilir. Belirlenen isim veya tamlamalarla hangisinin
kullanilabilecegi buldurulur.

Ornek :

cut-down/up/off, hew-down, hack-at, chop-down/

off, carve-up, slit-open, noun/noun phrase

a branch of a tree cut off

a tree cut down
roast meat car ve

an envelope slit open

a door chop down

one's initials (e§ on a tree) cut/carve
wood (for firevvood) cut up
wood (to make a design) cut

coal Hew
askirt cut

a wooden barrier hack at/chop down

2. Anlam baglantisi1 i¢indeki alistirmalar (Semantic field exercises) :

Bu tiir alistirmalarda bir biitiiniin pargalar1 verilerek aralarindaki ilgiye veya biitiine olan
etkilerine gore siraya dizilmesi istenir.

Ornek : Bir aile agaci ¢izilip, iizerinde hiyerarsik bir diizen iginde akrabalik iliskiler
(biiyiikanne, biiyiikbaba, anne, baba, kardes, ogul, kuzen, yegen, torun vs.) gosterilir veya bir
otomobilin pargalari verilip birbirleriyle olan ilsikileri buldurulur.

d. Sozliikk Alistirmalart :

Sozlik, 6gretmene bagimli olmadan 6grenmeyi saglamasi bakimindan yararlidir. Sozliikler
kelimelerin telaffuzunu bulma ve imla sorunlarinda 6grenciye biiylik yardimcidir. Bu sebeple
ogrencilere sozliigiin nasil kullanilacagi 6gretilmelidir.

C. Dinleme Ogretimi :

Dil, bir iletisim araci olduguna gore amag, yalnizca konugmay1 degil, konusulani ve duyulani
anlamay1 da kapsar. Bu yiizden dinleme ¢alismalarinda sadece dinleme degil ayni1 zamanda
anlama amaclanmalidir. Dinleme, bir amaca yonelik olmalidir. {leri seviye disinda, her
seviyede 6grenciye dinleme sirasinda neye dikkat etmesi gerektigi dnceden belirtilmelidir.
Ogrenciye bir parganin ayrintilarindan ¢ok, muhtevasini anlamasinin énemli oldugu telkin
edilmelidir. Sayet miimkiinse, anadili ingilizce olan kisileri davet ederek onlarla seminer,
konferans, tartisma vb. ¢aligsmalarda bulunulmasi; bu miimkiin degilse teyp, film, video vb.
araclarla dinleme alistirmalar1 yapilmasi yararh olur. Ogrenciler cesitli konusmalari dinlerken,
gbze hitap eden ve konugsmanin konusunu destekleyici nitelikte olan araglardan da tasvir ve
yorumlama ag¢isindan yararlanilabilir. Ayrica her seviyede, sarki dinletilmesine yer verilmesi,
Ogrencinin ilgisini ¢cekme bakimindan yararlhidir.

Tartismalar, sOylevler, tasvirler, karsilikli konusmalar, hikayeler, reklamlar, miilakatlar,
konferanslar, sarkilar, yol tarifleri, haberler, radyo yayinlari, talimat ve telefon konusmalar vb.
faaliyetler, dinleme konular1 olaraldiisiiniilebilir.

1. Dinlerken amaclanacak hususlar ;

a. Genel bilgi (ana noktalar),
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b. Ozel bilgi (ayrintilar),

c. Kiiltiirel bilgi (genel olarak),

d. Kisilerin davranis ve diistinceleri.

e. Diisiincelerin diizenlenmesi,

f. Olaylarin birbirini izlemesi,

g. Kelimeler (lexical items),

h. Yapisal 6geler (anlam ve kullaniglar1 bakimindan),

1. Fonksiyonel 6geler (sekil ve kullanislari bakimindan),

olabilir.

2. Dinleyerek anlamay1 saglayan beceriler :

a. Dinlenecek metnin baglik resim veya diger ipuclarina bagl kalarak, ne hakkinda olacagini
kestirme (pediction),

b. Karsilikli konugmada etkili olan 6geler (well oh........ now, finally ....... )

tanima,

c. Baglaglar, zamirler de dahil olmak tizere tamamlayici kelimeleri (such as, vvhich, vb.)
tanima,

d. Anlamaya yardimci olacak degisik tonlama ve vurgularin kullaniliginin farkina varma,
e. Bilinmeyen kelime ve kelime gruplarini tahmin etme, f. Konu ile ilgili noktalar1 tespit etme,
ilgisiz bilgileri atma,

g. Konu hakkinda kendi bilgisini kullanarak anladigin1 6nce ikili ¢alsima (pair-work); sonra
siif ¢aligmasi (classwork) yoluyla baskasina aktarma,

h. Konu ile ilgili noktalari, not alip 6zetleyerek akilda tutma, 1. Verilmek istenen mesaji
anlama vb. seklinde siralanabilir.

3. Dinleme ¢alismalari ti¢ boliimde yapilir : a. Dinleme 6ncesi ¢alismalar :

1. Tanitma (introduction) : Konu ile ilgili genel tanitici bilgi verilir.

2. Kestirme (prediction) : Ogrencilerin baslik, resim vb. 6geleri degerlendirerek konu ile ilgili
tahmin yiirtitmeleri istenir.

3. Yeni kelimelerin ve anlasilmasi gii¢ yapilarin agiklanmasi, b. Dinleme sirasindaki
caligmalar :

1. Metni dinleme : Dinleme baslangi¢ diizeyinde iig, orta diizeyde iki, ileri diizeyde bir
defadan fazla olmamalidir.

2. Yeni kelimelerin anlamini tahmin etme (fuessing the meaning): Bu basamak, dinleme
oncesi ¢aligmalarinda kelime 6gretilmemisse uygulanir.

3. Yeni kelime ve yapilar kendi ifadesiyle sdyleme (paraphrasing)

4. Araliklarla tekrar dinleme ve tekrarlama (baslangi¢ diizeyinde),

5. Not alma (orta ve ileri diizeyde).

c. Dinleme sonrasi ¢alismalar :

1. Soru-cevap teknigiyle sorular1 cevaplandirma,

- Evet/Hayir (Yes/No)

- Dogru/Yanlis (True/False)

- Coktan se¢meli (Multiple choice)

- Soru-cevap (Information questions)

2. Sozlii 6zetleme :

3. Dinledigini ana hatlariyla sematik olarak ifade etme (diagramming), verilen bilgilerle
birbirini takip eden resimleri diizenleme ve bos kalan yerleri tamamlama (Flow charts),
4. Dinledigi metni yazma (dicto-comp.)

5. Dinledigi metinle ilgili olarak verilen bir rolii yapma (role-playing)

6. Dinledigi metinle ilgili egitsel oyunlara (communication games) katilma. D. Konusma
Ogretimi :
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Ogretmenin, 6gretimde amagcladigi temel unsurlardan biri de 6grencinin cesitli ortamlarda dili
gerektigi gibi kullanabilmesini saglamaktir.

Bu. her seviyede degisik calismalarla saglanabilir. Ogrencilerin psikomotor becerileri
kazanmasi i¢in yapilan alistirma ¢alismalarinda su sira izlenmelidir :

1. Mekanik alistirmalar (mechanical drills): Ogrenciler yapilmasi gereken islemleri
ogretmenin direktifleri dogrultusunda mekanik olarak yerine getirirler.

2. Anlamli alistirmalar (meaningful drills) : Ogrenciler yapilmas: gereken islemleri anlamini
da diistinerek gerektigi bicimde yapilarlar. Bu tip alistirmalar, otomatik cevaplardan ¢ok. bilgi
ve yorum gerektirdiginden 6grenciyi diigiinme ve iiretme yonlerinden daha aktif kilar.

a. Bu grupta uygulanacak caligmalar :

1. Soru-Cevap (guestion-answer) alistirmalart :

- Soru-tek cevap

- Soru-birag cevap

- Cevaptan ¢ikarilan soru

- Tek bir ciimleden ¢ikarilan ¢esitli sorular olarak uygulanir.

b. Hiikiim ve yorum gerektiren aligtirmalar : Ogrencilerden edindikleri bilgileri kullanarak
belli bir konuda degisik ciimleler kurmalar1 ve yorumlar yapmalari istenir. Bu alistirma, bir
Ogrencinin ciimlesi iizerine ikinci bir 6grencinin yeni bir ciimle kurmasi ve ayni iglemin
zincirleme olarak yapilamis seklinde de uygulanabilir.

3. Iletisim alistirmalar (cummunicative drills): Bu alistirmalar, dilin ¢esitli durumlarda dogru
iletisim kuracak sekilde kullanilmasi igindir.

Bu grupta yapilabilecek alistirmalar :

a. Diyaloglar (dialoques): Ogrencinin karsilasabilecegi her duruma uygun ifadeleri
se¢ebilmesi ve dili akici olarak kullanabilmesi bakimindan yararhdir.

b. Hazirliks1z konusma (improvisation) : Ogrencilerin, verilen bir durumda, hayal giiglerini
kullanmak yolu ile karsiliklt konusmalar istenerek, yaraticit olmalar1 saglanir.

c. Rol yapma (role-playing) : Ogrencilerin ikili veya daha kalabalik gruplarda verilen rolleri
iistlenip yapmalaridir.

d. Simulasyon : Ogrencilere bir problem durum verilir, segilen gruptaki her 6grenci kendi
roliine uygun degisik bilgilerle donatilir. Her birinin edindigi bu bilgileri digerlerinin
bilgisinden habersiz olarak durumun tartismasinda kullanmasi ve olay1 gercekmis gibi
yasamasi istenir.

e. Okuma : Ogrencilerden okuduklar1 degisik konularda sdzIii tartisma yapmalari istenebilir.
f. Yazia : Ogrencilerden degisik konularda kompozisyon yazmalar istenir. Bu
kompozisyonlar diizeltilir sinifa getirilir. Sinifta okutulan kompozisyonlar1 yazan 6grencilerin
konulan hakkinda aydinlatici konugmalar yapmasi ve diger 68rencilerin soracagi sorulari
cevaplamasi istenir.

g. Sdylevler : Ogrencilerden belirli konularda hazirlanarak smirli siire icinde konusmalar
yapmalari istenebilir.

h. Goze ve kulaga hitap eden araglar : TV. video, film, resim, teyp, radyo vb. aracglar
kullanilarak 6grencilerden goérdiiklerini, duyduklarini anlatmalar1 veya yorumlamalari
istenebilir.

1. Miinazaralar (debates) : Siif i¢i veya siniflar arast miinazaralar yapmak suretiyle
ogrencilerin topluluk karsisinda konusma yetenegi gelistirilebilir.

j- Hikaye anlatma : Duydugu bir hikayeyi anlatmasi yaninda, 6grenciyi daha aktif kilmak
amaciyla hikaye yaratma teknigi de kullanilmalidir. Ogrencinin kendi sectigi veya kendisine
verilen bir konuda bilgi ve yaraticiligini kullanmasi istenerek hikaye anlattirilabilir.

[leri seviyede miinazara, hikaye anlatma, sdylev ve grup tartismalar1 gibi ¢alismalarda,
konunun se¢imi, miimkiin oldugu kadar, 6grencinin istegine birakilmalidir.

k. Smif i¢i Egitici Oyunlar (didactic games):
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1. Beyin firnitasi aligtirmalari (brain storming activities) : Tahmin, iligkiyi bulma, tasvir ve
dile getirme, belli bir konuda fikir {iretme vb. alistirmalar biitlin 6grencileri aktif hale
getirecek sekilde uygulanmalidir.

2. Diizenleme alistirmalar1 (organizing activities): Karsilastirma, farki bulma, siraya dizme,
bilinenleri kullanarak ¢6ziimii bulma vb. ¢alismalar yapilabilir.

3. Bilesik alistirmalar (compound activities): Mektuplasma, proje yapma. Ingilizce konusma
kuliipleri kurma, miinazaralar vb. ¢aligmalardir.

a. Biitiin bu konusma alistirmalari :

ikili alistirmalar (pair-vvork): Her dgrenci yanindaki, dniindeki veya arkasindaki arkadas ile
calismak suretiyle;

b. Grup aligtirmalar1 (group-work) : Sinifta olusturulacak ii¢ veya daha fazla kisilik gruplarda.
c- Smif alistirmalar (class-vvork): Tiim sinifin katilacag: bir sekilde organize edilerek,
uygulanir.

E. Okuma Ogretimi :

Okuma, edinilmesi gereken dort temel dil becerisinden biridir, 1. Okuma Ogretiminde
Amaglar : a. Okudugunu anlama, b. Yazarin goriisiinii anlama.

c. Bilmedigi kelimeleri sozliige bakmaksizin konunun biitiinii i¢inde anlama, d. Okumay1
zevk ve aligkanlik olarak benimseme, e. Metnin degisik boliimleri arasindaki baglantiy1
kurma,

f. Okuduguna kendi yorumunu getirme, g. ileri asamada da 6zii daha siiratle anlama,
yetenegini gelistirmektir.

2. Okuma becerisini gelistirmek i¢in yapilacak ¢alismalar su ii¢ grupta diisiiniilebilir.

a. Okuma Oncesi etkinlikler (pre-reading activities): Konuyla ilgili bir 6n konusma yapilir.
Ogrencilerden,

1. Verilen bir bagliga gore parcanin igerigini kestirme (predicting),

2. Verilen baslik, resim veya sekil ile muhteva arasinda iliski kurma,

3. Verilen konuyla ilgili kelime bilgisinin kazandirilmasi i¢in soru cevap teknigi kullanma,
vb. caligmalar istenir.

b. Okuma sirasindaki etkinlikler (activities during reading):

1. Genel anlamay1 saglamak i¢in genel nitelikte ve yeterli sayida soru tahtaya pyazilir veya
dikte ettirilir. Ogrencilerden konuyu okuduktan sonra cevap vermeleri istenir, (skimming)

2. Ogrencilerden, okuduklari par¢ada gecen kelimelerin anlamlarini, metindeki ipuglarimi
degerlendirerek tahmin etmeleri istenir. Ogrenciler gerekirse emin olmak igin sdzliikten
yararlanabilirler.

3. 1leri diizeyde, metinde gegen ve anlama katkisi olan, yap1 ve sanatla ilgili (structural and
rhetorical) 6zelliklerin bulunmasi istenir.

4. Ogrencilerden 6nemli gordiikleri kelime gruplarmin veya ciimlelerin altin1 ¢izmeleri
(underlining) ve okunan metindeki 6nemli noktalar1 not almalar1 (note-taking) sonrada
gerekirse bu notlar1 diizenlemeleri (note-making) istenir.

5. Bir metinde anlasilmasi gii¢ climlelerde gegen sahis zamirlerinin hangi ismin yerine
kullanildiginin (reterence signals) bulunmast istenir.

c. Okuma sonrasi etkinlikler (post-reading activities) :

1. Ayrintili anlama (scanning): Ogrencinin okudugu metinle ilgili ayrintili sorulara cevap
vermesi istenir. Bunun i¢inde "“evet-hayir", sonra, "yanlis-dogru" seklinde cevap alinabilecek
basit sorulardan baglanir. Konuyla ilgili olarak olayin nerede, ne zaman ve nasil oldugunu
belirleyen agiklayici cevaplar almaya yonelik sorular; daha sonra da yargiya ve yoruma dayali
sorular sorulur.

2. Ogrencilerin . metinde gecen anlasilmasi gii¢ ifadeleri yazili veya sozlii olarak kendi
ifadeleriyle agilmalari, istenir, (paraphrasing).
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3. Okunan metnin anafikrinin (main idea), ileri diizeyde de anafikri destekleyen yardimci
fikirlerin (supporting ideas) bulunmasi istenir.

4. Ogrencilerin okunan metni 6z ve sematik olarak ifade etmeleri istenir, (diagramming).

5. 1leri diizeyde, dgrencilerin okuduklari metnin giris, gelisme, sonug (hikaye vb. yazilarda
serim, diigiim, sonug) boliimlerini bulmalar1 (outlining) istenir.

6. Okunan metnin, 6grencilerin kendi climleleriyle sozlii veya yazili olarak 6zetlenmesi
(summarizing) istenir.

3. Okuma iki sebeple yapilir ;

a. Zevk i¢in okuma (reading for pleasure): Dergi, gazete, tatil brosiirleri, arkadas mektuplart;
roman, oyun, siir gibi edebi metinler kullanilarak,

b. Bilgi i¢in okuma (reading for Information): Calisma sirasinda, sozliik,kitap, index,
bibliyografya, kitaplik kataloglari, sema grafik ve sekiller, is hayatiyla ilgili rapor, makale,
ilan, reklam, is mektuplari, prospektiisler, sozlesmeler; giinliik hayatla ilgili ilan ve tabelalar,
otobils, tren tarfileri, yer . yol, sokak levhalari, gazete basliklari, fotograf alt1 yazilar1 vb.
kullanilarak.

4. Okuma uygulamasi, baslangi¢ devresinde, sesli okuma (reading aloud) olarak yapilirken,
orta ve ileri devrelerde sessiz okumaya (silent reading) gecilir.

a. Sesli okuma, sozlii bir alistirma oldugundan tonlama ve telaffuz ¢alismalarinda yararhdar.
Ogrenci, dilin sdylenen ve yazilan sekillerini de bu yolla ayrit edebilir. Sesli okuma
alistirmalarinda yalnizca kisa pasajlar kullanilmalidir.

Sesli okuma daha cok sinifi¢i okuma (intensive reading) ¢alismalarinda yapilir. Baglangi¢ ve
orta diizeylerde, okuma ¢aligsmalarinda amag daha ¢ok temel dil kaliplarin1 ve kelimeleri
yazilig bicimleriyle tanimak ve bunlarin kullaniglarin1 gérmektir.

b. Sessiz okuma, anlama yetenegini gelistirmek icindir. Bu yetenegin gelistirilmesi 6grenciye
okul sonrasi ¢aligmalarinda da yarar saglayacaktir. Sessiz okuma ¢aligmalarinda, sesli
okumaya gore daha uzun parcalar kullanilabilir.

Sessiz okuma, zevk veya bilgi almak i¢in yapildigindan daha ¢ok sinif disindaki okuma
caligmalarinda (extensive reading) uygulanir. Bu uygulamada ayrintidan ¢ok. genel anlamay1
gerektiren siiratli okumaya yer verilir.

I. Ozel Amacli Dil Ogretimi : (E.S.P. : English for Specific Puiposes)

Ozel amagh dil 6gretimi, ileri seviyede dgrencilere ilgi duyduklari alanlara yonelik ¢aligmalar
yaptirmak ve edindikleri becerileri bu 6zel alanlara da transfer edebilmelerini saglamak.

1. Bu caligmalar sirasinda:

a. Genel anlama (skimming),

b. Ayrintili anlama (scanning),

c. Not alma ve diizenleme (note-taking, note-making),

d. Ozetleme (summarizing),

e. Sema ¢izine (diagramming),

f. Konunun ana hatlarin1 ¢ikarma (outlihing),

g. Alanla ilgili kelimeleri (terminology) 6grenme,

h. Kelimenin anlamini tahmin etme (guessing the meanning)

becerileri lizerinde durulmalidir.

2. Sinifigi ¢caligmalarinda kullanilabilecek teknikler :

a. Eksik bilgiyi tamamlama alistirmalar1 (information gap exercises):

1. Biitlinlestirerek okuma (jigsaw reading) birbirleriyle iligkili uygun okuma parcalarimi
birlestirerek okuma.

2. Cesitli sorular (questionnaries),

3. Teknik ¢izimler (technical drawings),

4. Verilen bilgiye veya modele gore bir 6rnek olusturma (model building),

b. Kazanilan becerilerin uygulanmasi (intergrated skills practice):
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1. Ikili calisma (pair work),

2. Grup clagimalariyla (group work) gerceklestirilebilir,

3. Rol yapma (role-playing),

4. Oyunlar (games),

5. Simulasyon,

6. Sozlii tamtimlar (oral presentation) olarak siralanabilir.

3. Ozel amagl dil 6gretimi baslangigta smufici faaliyeti (intensive) olarak uygulanmali ve
giderek 6grenciler kendi kendilerine arastirmaya yonlendirilmelidir. Kitap ve konular bu dersi
okutan 6gretmenler tarafindan, birlikte belirlenmelidir.

G. Yazma Ogretimi :

Konusma da, anlamaya yardime1 olan mimik, jest, tonlama vb. 6geler yazmada
bulunmadigindan 6grencilerin meramini anlatirken yap1 ve kelimeleri daha acgik ve tutarli
kullanmasi beklenir. Bu ylizden de 6grencide mantik, gramer ve kelime agisindan iyi bir temel
olusturmak gerekir. Bagka bir degisle kelime ve ciimleleri gelisigiizel siralama yerine belli bir
maksada yonelik ¢calisma yaptirilmalidir. Yazma ¢alismalari, bir konu verilmek suretiyle
yapilabilecegi gibi, okunan bir parca veya yapilan bir tartisma sonucunda da uygulanabilir.
Her diizeyde, diizeye uygun olarak noktalama isaretlerine ve yazim kurallarina dikkat
edilmelidir.

1. Kontrollii Yazma;

Kontrollii yazmada 6grencilerin:

a. Verilen kelimeleri, kelime gruplarini ve ciimleleri dilbilgisi kaliplarinda degisiklik
yapmadan kopye edebilmeleri,

b. Verilen dilbilgisi kurallaria gore gerekli degisiklikleri yaparak climleleri yazabilmeleri,
c. Verilen baglaglarla bilesik climleler yapabilmelerini, sorulara cevap verebilmeleri, secilen
kelimeleri kullanarak belirli kip ve zamanlarda (tenses) ciimle kurabilmeleri, parantez iginde
verilen kelimelerle bilesik ciimleler olusturabilmeleri vb. ¢caligmalar yapabilmeleri,
amaglanir.

d. Kontrollii yazma ¢alismalarinin diyalog ve paragraflar iizerinde yapilmasi uygun olur.

e. Diyalog yazmada:

1. Ogrencilere 6rnek diyaloga benzer bir diyalog yazabilmeleri i¢in anahtar kelimeler verilir.
2. Diizensiz bir sekilde siralanmis ciimleler verilip bunlart anlamli bir diyalog olacak sekilde
diizenlemeleri istenir.

3. Kismen verilmis bir diyalogun 6grencilerin "kendilerine gore gelistirip tamamlamalari
istenir (Gerekirse aciklayici bilgi verilebilir.)

4. Genel ¢ergevesi ve yer. zaman gibi ipuglar1 belirlenmis olan bir konu hakkinda
ogrencilelrden bir diyalog olusturmalari istenir.

f. Paragraf yazmada;

Ogrencilerin:

1. Sorulara cevap vererek bir paragraf olusturmalari,

2. Karisik olarak verilen climleleri yeniden siraya koymalari. Verilen baglaglarin uygun
olanlartyla par¢adaki bosluklar1 doldurmalari,

3. Yer degistirme tablosu : (Substitution table) kullanarak verilen ciimle 6gelerini yazdiklari
paragrafta kullanmalari.

4. [lk ciimlesi verilen bir paragrafi belirli sayida ciimle ve verilen zamanlar1 (tenses)
kullanarak tamamlamalari,

5. Belli bir konuda bir kisim verilmis yapilar1 dikkatle ve anlam biitiinliigii i¢inde paragraf
olacak sekilde diizenleyerek tamamlamalari,

istenir.

2. Gludiimli yazma;

Ogrencilerin.
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a. Ciimle yapilarini ve 6grendikleri kelimeleri verilen yap1 ve kaliplara uygun olarak
kullanabilmeleri,

b. Verilen yap1 ve kaliplara uygun olarak kurduklari ciimlelerle anlamli bir paragraf
olusturabilmeleri.

c. Verilen paragraflar1 okuyup olayin akisina gore, verilmeyen paragraf veya paragraflar
yazabilmeleri,

amaclanir.

Gilidiimlii yazma ¢aligmalarinin asagida gosterilen tekniklerden yararlanilarak yapilmasi
uygun olur.

1. Dikte (dictation):

- Parcanin 6nce okunmasi ve dgrenciler tarafindan dinlenmesi,

- Ogretmen parcay1 anlamli kelime gruplarina ayirarak okurken dgrencilerin yazmast.

- Ogretmen ikinci defa okurken dgrencilerin yazdiklarini kontrol etmeleri,

- Yazilanlarin 6grencinin kendisi veya arkadaslarindan biri tarafindan kontrol edilip
diizeltilmesi,

seklinde uygulanir.

2. Dicto-comp :

Ogrencilere bir parganin taman dinletildikten sonra, o metni ayni kalip ve kelimelerle
yeniden yazmalar1 istenir.

3. Note-Taking :

Ogrenci, dinledigi bir parcay1 genel olarak anliyabilecek seviyeye geldigi zaman bu teknik
uygulanir. Not tutmada esas. bir parca veya konusmanin ana noktalarini sonradan hatirlayip
kullanmak icin kaydetmektir. Not alma sirasinda bu islemi kokiylastirmak amaci ile bazi
kisaltmalardan yararlanilir.

Kisaltma Islemi;

- Sahis zamirleri, yardimci fiiller. articleMar atilarak,

- Say1 ve semboller kullanilarak,

- Kelimelerin ilk heceleri kullanilarak, yapilabilir.

4. Note-making :

Bu beceri, not alma becerisine baghdir. Ogrenciden, aldig1 notlan diizenleyerek anlasilir bir
hale getirmesi beklenir.

5. Underlining :

Ogrenciden, metindeki 6nemli noktalar1 belirleyip altlarini ¢izmesi beklenir.

6. Paraphrasing:

Bir pasajin anlamini orjinalinden farkli kelimelerle ve aslina yakin uzunlukta vermektir. Bu
tiir calismaya orta devrede yer verilmesi uygun olur.

7. Precis Writing :

Precis yazma bir metnin belirli sinirlar i¢inde 6ziinli vermedir.

Precis yazarken;

- Metin dikkatle okunur ve anafikri bulunur,

- Bilinmeyen kelimelerin anlam1 bulunur,

- Metin tekrar okunur,

- Metni olusturan ana hatlar bulunur,

- Anahtar olabilecek s6z ve kelime gruplar1 yazilir,

- Olusturulan notlar degerlendirilerek verilen sinirlar i¢ginde metnin precisisi yazilir.

8. Summarizing :

Secilen metnin anlamini kaybetmeden kisaca ifade edilmesidir. Anafikre sadik kalarak
ogrenciler kendi yorumlarini da katarlar. Baglangi¢ devresinde kelime sayis1 sinirlandirilarak
verilir.

9. Outlining :
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Bir metindeki fikirlerin, birbirleriyle iliskisi ve metindeki sirasi gozoniine alinarak
siralanmasidir.

3. Serbest Yazma :

Serbest yazmada 6grencileri;

a. Verilen bir konudaki goriis ve diistincelerini belli bir maksada yonelik ve yazim kurallarina
uygun olarak kendi kelime ve climleleriyle yazmalari,

b. Okunan bir edebi metni kendi kelimeleriyle ifade etmeleri,

amagclanir.

Serbest yazma uygulamalarinda iizerinde durulacak anlatim tarzlari sunlardir:

1. Tasvir etme (descriptive type): Bu anlatim tarzinda genellikle insanlar, objeler ve
goriintiiler canlandirilir. Sahsi izlenimler sekillendirilir veya haya iiriinii ifadelere yer verilir.
Kompozisyon, giris-gelisme-sonug¢ boliimleri dikkate alinarak yazilir.

2. Hikaye etme (narrative type): Bir olayin yazilmasi veya olaylarin bir diizen i¢inde (before
the event, event, af ter the event) siralanarakliikaye edilmesi istenir.

3. Tartisma (argumentative type): Diislincelerin, olaylarin sebep veya sebeplerini mantiki bir
diizen i¢inde toparliyarak dile getirmektir. Bu tip anlatim tarzinda;

- Kendi diisiincesini belirtme,

- Kendi diislincesini okuyucuyu ikna edebilecek tarzda savunma,

- Bir meseleyi ¢ozmek i¢in ¢aba harcama,

- Bir meseleyi ¢oziime ulagsmasa da irdeleme, amaclanir.

4. Kendi goriisiinii yansitma (reflective essay): Verilen bir konuyu; hayal giiciinii, tecriibesini,
bilgisini, diislincesini kullanarak, diisiincelerini diizene koymak yoluyla yorumlayabilmektir.
5. Kisa hikaye (Short story) : Hikaye yazarken bir hikayede bulunmasi gereken zaman (time),
yer (setting) konu (plot) ve konunun islenisinde de serim, diiglim, ¢6ziim gibi 6gelerin
ogrencilere miimkiin oldugu kadar kullandirilmasi amag¢lanmalidir.

6. Mektup yazma (letter \vriting): ingilizce de biitiin mektuplar belli bir plana gore diizenlenir.
Bir mektupta;

- Sayfa diizeni (form and margin)

- Baslik (heading),

- Hitap (salutation),

- Muhteva ;

- Giris (Introduction),

- Gelisme (Purpose),

- Sonug (Conclusion),

- Kimlik belirtme (subsecription),

- Imza (Signature),

- Not (the postscript),

gibi hususlara dikkat edilmelidir.

Ogrencilere;

7. Baslangig diizeyinde sahsi mektuplar (personal letters).

8. Orta diizeyde de basvuru formu (application form), dilekg¢e (formal request or petition),
rapor (report), rica mektubu (letter of request), davetiye.

9. ileri diizeyde de is mektuplar1 (business letters), siparis mektuplar1 (order letters), tavsiye
mektuplar1 (letters of recommendation), sikayet mektuplari (letters of complaint) vb. mektup
cesitleri yazdirilir.

H. Edebiyat Ogretimi :

Edebiyat, belirli bir bilgi alani ile ilgilenmez: diger bir degisle insan ve evrenin biitiin
kavramlarini igerir. Toplumlar, bireylerinin, modern diinyasinin sundugu firsatlar
degerlendirebilecek ve karsilasabilecekleri ¢esitli problemlerin iistesinden gelebilecek bilgi,
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beceri ve karaktere ulagmasiyla amaglarini gerceklestirebilir. Edebiyat bu amaglarin
gerceklesmesinde yardimci olur.

Edebiyat, bir dilin 6grenilmesinde temel olan dort becerinin (dinleme-konugma, okuma,
yazma) gelistirilmesine katkida bulunur. Edebiyat derslerinde, 6zellikle okuma ve konusma
becerilerinin gelistirilmesinde (simulation) rol yapma (role-playign), bir konuda hazirliksiz
konusma (improvisatian) gibi tekniklere agirlik verilmelidir.

Ogrenmeye deger kavramlar, sadece nesnel gercekler degil, ayn1 zamanda insann i¢
diinyasini da yansitan ger¢eklerdir.

Egitimin bir gorevi de bireyleri kendi kiiltiirlerine olan saygi ve dviinciinii zedelemeden
insanligin elde ettigi gelismelere, diinyanin bilinen biiyiik deha ve kisilerine asina sunmaktir.
Edebi bir eserden zevk alma, ancak, 6grencinin eseri 6ziimliiyerek okumasi yaninda,
Ogretmenin gerektiginde eserin anlasilip yorumlanmasina yardimcei olabilecek bazi temel bilgi
ve ipuglarin1 vermesiyle gergeklesebilir.

Yorum, okunan eserden zevk almay1 saglamakla birlikte saglikli bir diisiince tarz1 ve genis bir
diinya goriisii kazandirmasi bakimindan da yararlidir.

Ogretmen; arastirici inceleyici olmali ve 6grencilerinin seviyesine oldugu kadar ilgisine de
uygun eserler segmeye ¢aba harcamalidir. Ogrencilerin okuyacag: eserlerin listesi, dgretim
yil1 baginda kendilerine verilmeli; hangi eserin ne zamana kadar okunmus olmasi1 gerektigi
ogrencilere onceden bildirilmelidir.

Bir eserden, bir iki sayfa okutmak, sonraki yillarda unutulacagi muhakkak olan birgok terimi,
tanim1 veya yazarin eserlerinin sayisini gereksiz yere ezberletmekten kesin olarak
kacinmalidir. Okunan her eserin gerek anlam, gerekse sekil (paragraflar, climleler, kelimeler,
dil bilgisi vb.) 6zelliklerini aciklayict ¢caligmalara yeterince yer verilmelidir. Bir eser
incelenirken pesin hiikiimlerden kacilinilarak objektif olmaya 6zen gosterilmelidir.

Ancak kisinin sadece nazimda bulunabilecegine inandig1 sanath ifadeler, nesirde de sik sik
gecer. Bircok siirde, agdali, sanath ifadelere daha sik yer verildiginden siirin agiklamasi diiz
yazi tiirlerine gore daha zordur. Bu sebeple nazima fazla yer ayrilmamasi salik verilir. Ayrica,
siir okutmay1 amaglayan 6gretmenlerin Bat1 Edebiyatindan "modern" olarak adlandirilan ve
19 ncu yiizyilin ikinci yarisindan giiniimiize kadar olan donemi kapsayan siirlerden drnekler
se¢meleri 6grenci i¢in uygun ve anlamli olur.

Ayni sekilde 20 nci yiizyil edebiyatina, cagdas, anlasilir ve 6grencilerin ilgisine yonelik
olmasi sebebiyle agirlik verilmelidir.

- Kiiltiirel farkliliklar,

- Ingilizcenin karmasiklig,

- Bir kelimenin ihtiva ettigi degisik anlamlar,

- Yazarin bilerek yalin anlattimdan uzaklasip sanatli, {istii kapali anlatima kagmas.

- Ogrenilen dilin tarihine yabanc olus gibi etmenler, daha énceki yiizyillara dayali edebiyat
orneklerini okurken ve incelerken 6gretmene ve 6grenciye yiik olabilecek, ayrica diinya
goriiglerinin gelismesine fazlaca katkis1 bulunmayacak unsurlardir.

Simif i¢i uygulamada dikkat edilecek hususlar : 1. Ogretmen agisindan:

a. Ogrenciye ilk olarak, eserin nasil okunmasi ve anlamimnin nasil ¢ikarilmasi gerektigi
ogretilmelidir.

b. Ogretmen, dgrencilerin acele ve yanlis yorumlara varmasini dnlemeye ¢alismalidir.

e. Ogrenciye okudugundan anlam ¢ikarma &gretildikten sonra, yeri geldikge, yazarlarin
kullandig1 degisik teknik ve sanatlara da yer verilebilir. Ancak, agirligin eserin kapsami
iizerinde olmasi gerektigi unutulmamali; 6grencinin ileriki egitimine veya yasantisina katkisi
olmayacak gereksiz kavram ve tarifleride ezberletmekten kaginilmalidir.

d. Ogrenciye &nce eserlerin aslin1 okutup bir yazarin kullanabilecegi yazma tekniklerini
ol¢iilii oranda tanittiktan sonra kendi goriislerini yansitmasina imkan verilmelidir.
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e. Kelime 6gretimi, bu asamada 6gretmen tarafindan yapilmali; ancak 6grencinin anlami
tahmin ederek (guessing) veya sozliige bakarak kelime hazinesini gelistirmesi saglanmalidir.
Yabanc1 dilde kisinin giinde ortalama dort kelime ezberleme kapasitesi oldugu ve 6grenmenin
herkesde ayni1 sekilde gerceklesmedigi gozoniine alinarak, her 6grenciye kendisine gore bir
calisma plan1 yapmasi gerektigi bilinci verilmelidir.

f. Edebiyat 6gretiminin bir amag degil, ara¢ oldugu dikkate alinarak, yeri geldikce degisik
climle yapilari tizerinde de durulmalidir.

2. Ogrenci agisindan :

a. Yorum yapabilmek i¢in sadece anlami degil gramatik yapiy1 da kavrama esas olmalidir.

b. Yazar, eserine konu olarak insani, toplumu, olay veya olaylar1 alabilir. Bu degisik konular1
iceren eserler incelenirken, 6grenci miimkiin oldugu kadar yorum ve elestiri yapmaya agik
olmalidir.

c. Bir edebi eserin tiirline gore, igeriginin nasil baslayip gelistigini anlamak son derece
Oonemlidir.

d. Ogrenci, yazarin eseri yazmadaki asil amacini, hayat goriisiinii, bakis agisin1 eserdeki
yorum ve diislincelerini anlamaya yonelmelidir.

e. Ogrenci, bir eserin incelenmesi sirasinda eserin yapisini tantyabilmeli ve eserde gegen
sanatl ifadeler (alliteration, assonance, image, simile, metaphor, personification vb.), eserin
islubu ve tiirii hakkinda da genel bir bilgiye sahip olmalidir.

Bir edebi eserin islenmesinde yapilabilecek caligmalar sunlardir :

1. Ozet yapma,

2. Yeri geldikce edebi ekollere deginme ve okunan eserlerin hangi ekoliin {iriinii oldugunu
sebepleriyle agiklamak,

3. Okunan eserlerdeki karakterleri agiklamak (pathetic, tragic, comic, flat, round, static vb.)
ayrica, her karekterin (mindr, major characters) fonksiyonu ve karakterlerin idealize edilip
edilmedigi hakkinda goriisiinii soyleyebilme.

4. Hikaye, roman veya siirin ait oldugu dénemin tarihi ve sosyal durumunu inceleme.

5. Ogretmen tarafindan detaya inilmeden tanimi verilmis olan edebi sanatlar1 (foreshadowing,
flashback, irony, sarcasm, hyperbole, image, vb.) okudugu metinde bulabilme,

6. Eserin ana ve yardimci fikirlerini bulabilme,

7. Eserin baslig1 hakkinda yorum yapip anafikir ile iliskisini bulabilme,

8. Varsa birbirine zit olan (confilict) kisiyi veya 6geleri bulabilme,

9. Bir edebi metnin kimin agzindan yazildigini bulabilme (point of view),

10. Okudugu metni objektif olarak elestirebilme.

3. Ders Dis1 Okuma :

Ogrenciler ders disinda da degisik tiirde kitaplar okumaya yéneltilmelidir.

a. Okunan kitaplarla ilgili olarak her 6grenci rapor hazirlamakta yiikiimlii olmali ve sonra
raporunu sinifa sozlii veya yazili gerekirse tartismali olarak sunmalidir.

b. Sinavlarda ders dis1 okuma kitaplar iizerinde yapilan ¢aligmalarin da degerlendirilmesine
dikkat edilmelidir. I. Terciime :

Ileri diizeyde yapilacak bir faaliyet olup dncelikle basit ve bilesik ciimle kaliplarinin
Ingilizceden Tiirkceye terciimesi iizerinde galisilir. Daha sonra bir paragrafin
Tiirkgelestirilmesine gegilir.

Tiirkgeden Ingilizceye terciimede ise sadece basit ve bilesik climle kaliplarinin ingilizce ifade
edilmesi denenebilir.

J. Olgme ve Degerlendirme :

Olgme ve degerlendireni, verilen bilgilerin ne derece 6grenildigini, bir sonraki asamaya hazir
olunup, olunmadigini anlayabilme ve ayni siniflara devam eden 68rencilerin seviyelerini
karsilagtirarak yapilan egitimin verimini kontrol etmek icin gereklidir.

1. Yazili Sinav Sorular1 Hazirlanirken:
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a. Kisa cevapli,

b. Agiklamali cevap gerektiren (essay type),

c. Coktan se¢gmeli (Multiple choice type),

d. Tamamlamali (completion type),

e. Yerine koymali (Substitution type),

f. Bosluk doldurmali (Fiil in the blanks type),

vb. soru tiirlerinden yararlanilabilir.

Sinav sorulari, 6grenci tarafindan kolaylikla anlasilabilir; yanlis yoruma yol agmayacak
nitelikte olmalidir. Ogretmen, gerektiginde 6rneklerle agiklayici bilgi vermelidir. Sinav igin
verilen siire sorularin say1 ve niteligine gore ayarlanmalidir.

Hazirlik siniflarinda tam 6grenmeyi gergeklestirmek icin kiiciik ara sinavlar sikga
yapilmalidir.

2. Sozli sinavlarin degerlendirilmesinde dikkate alinacak olgiitler sunlardir:

a. Telaffuz (Pronunciation),

b. Dilbilgisi (gremmer),

c. Kelime bilgisi (Vocabulary),

d. Tletisim becerisi (Communicative skills),

e. Anlama (Comprehension),

f. Verilen bir konuda konusma veya yorum yapma.

Sozli smavlarda asagidaki gibi bir degerlendirme tablosu kullanilabilir.

1 2 3 4 5 6
Telaffuz Dilbilgisi Kelime Bil. | Iletisim Anlama Verilen bir
Becerisi konuda konusma,

yorum yapma

3. Yazili anlatim1 degerlendirme Olgiitleri : a. Bagslik (title) b. Anlatim diizeni.
1. Giris:

- Konuyla iligkisi,

- Sunus agikligi,

- Etkileyiciligi.

2. Gelistirme :

- Anafikrin belirginligi,

- Anafikre ulasmadaki diisiince zinciri,

- Yardimei fikirlerin ana fikri desteklemesi.

3. Sonug :

- Ana fikirle tutarlilik,

- Yardimei fikirlerle ne derece desteklendigi, c. Anlatim Zenginligi :
- Kelime kullanimi ve yerinde kullanilip kullanilmadig,

- Climle yapilari.

d. imla ve yazili anlatim kurallarina uygunluk :

- Yazim (Imla)

- S6z dizimi,

- Noktalama,

- Paragraf diizeni.

e. Konu biitiinligt.

K. Derste kullanilacak arag¢ ve geregler :

Dil 6gretiminde en son uygulanan metod ve yaklagimlara uygun goze ve kulaga hitap eden
araglarla desteklenen ders kitaplari izlenecektir.

Goze hitap eden belli bash araglar sunlardir:




188

1. Gergek nesneler (real objects).

2. Resimler (pictures):

a. Tek bir nesneyi veya tek bir kisiyi gdsteren resimler (flashcards).

b. Bir¢ok seyi gdsteren duvar resimleri (wallcharts)

c. Karatahta ¢izimleri (blackboard figures, stick f'i giires)

d. Pazen tahta ve figiirinler (flannelboard figurines), e. Mecmua resimleri (magazine pictures),
f. Filmler ve salytlar (filmstrips and slides).

3. Tepegoz (overhead projector),

4. Kulaga hitap eden araglar sunlardir:

a. Teyp/kaset,

b. Dil laboratuvari.

5. Hem goze, hem kulaga hitap eden araglar :

a. Filmler,

b. Video,

c. Bilgisayar.

L. Yabanci Dil Ogretiminde Videonun Kullanimu :

1. Amag :

Dil 6gretiminde video kullaniminin amaci, temel dil becerilerini gelistirmeye katkida
bulunmak ve dil-kiiltiir baglantisi i¢cinde dil 6gretimine yeni bir boyut eklemektir.

Video ii¢ diizeyde de kullanilabilir. Ogretmenin konuyu sunusu, secilen alistirma tipleri ve
filmin kag kere gosterilecegi seviyeye gore belirlenir.

2. Video kullaniminda 6ncelikle dikkat edilmesi gereken hususlar : a. Dersin planin
hazirlamak i¢in film 6nce seyredilmeli,

b. Dersin sunulusu sinifin seviyesi gézoniine alinarak planlanmali ve bu planlama yapilirken
de 6grencilerin filmi anlamak i¢in ne gibi 6n hazirlik yapmalar1 gerektigi, seviyelerine uygun
alistirmalarin neler oldugu distintilmelidir.

c. Dersin sunulusunda daima biitiinden ayrintiya gidilmeli, gortintiideki her unsurun
degerlendirilmesine dikkat edilmelidir.

d. Her ne kadar agirlik, dinleme, anlama becerisinde ise de Video"niin dort temel beceriyi
gelistirici yonde kullanildig1 unutulmamalidir.

e. Ogrencilerin gerektiginde filmi bir kereden fazla izlemeleri saglanmalidr.

f. Video'nun bir gorsel ara¢ oldugu unutulmamali ve 6gretim tiimiiyle videoya bagl
kalmamalidir.

3. Video kullanilimu ile ilgili teknikler :

a. Filmin sesi kisilarak 6grencilerin filmi anlatmasi istenebilir.

b. Ogrencilere filmin herhangi bir sahnesi hatirlatilarak gordiikleri nesneleri isimlendirmeleri
istenebilir.

c. Filmin sesi kisilarak 6grencilerin sozsiiz iletisime 6zellikle dikkat etmeleri ve filmi
izlemekteyken sesi duymadan; gelisen olay1 tahmin etmeleri istenebilir.

d. Ogrencilere filmi izlemekteyken 6zel gézlem yapmalarini gerektiren sorular sorulabilir.
Mesela : Adam ne giymisti?...

e. Ogrencilerin filmdeki herhangi bir kisi ile roportaj hazirlamalar1 ve kisiye sormay1
tasarladiklar1 sorular1 yazmalari istenebilir.
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