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ABSTRACT
TEACHERS’ PREFERENCES AND LEARNERS’ EXPECTATIONS
OF ERROR CORRECTION IN DIFFERENT LEVELS OF
PROFICIENCY

The research presented in this thesis examined teachers’ and learners’
preferences on error correction and how teachers’ and learners’ preferences were
affected by level of proficiency. This study was conducted in a Vocational School in
Yalova. The participants were 242 adult learners of this institution between the ages of
18 and 20. Five teachers’ lessons both in beginner and low-intermediate levels were
voice-recorded. These recordings were transcribed and the parts including corrective
moves were presented in tables. This made it possible to see and categorize the errors,
and see the teachers’ and learners’ reactions. Chaudron (1983), Walz (1982), and
Lyster & Ranta (1997)s models were used to categorize the data. Along with the
teachers who participated in this study, twenty-five teachers in the same institution but
in different departments were given a questionnaire to collect data about their
preferences about error correction. The learners were given another questionnaire
which aimed to measure their preferences about error correction. The questionnaire
consisted of two parts. The second part included samples of correction taken from
observed classes and the learners were asked to rank these responses as Very good
(1), ‘Good (2), ‘Not good (3), ‘Bad (4)'. First, the results of teachers’ questionnaires
were analyzed and these results were again compared to the correction techniques that
the teacher used in different levels of proficiency to see if there is a consistency.
Secondly, learners’ answers including the two parts of the questionnaire were analyzed
and compared to those of teachers.

The results of the study showed that teachers prefer explicit correction
techniques in beginner and low-intermediate levels. However, they stated in the
questionnaire that they prefer explicit correction in beginner levels and implicit
correction in more advanced levels. Learners in both levels prefer explicit correction but
it was observed that low-intermediate learners understood and benefited from implicit
correction. Teachers stated they do not prefer correcting every error but in the
transcriptions it was observed that few errors were ignored. In terms of proficiency level,
it could be seen that proficiency level affected learners more than those of teachers;
learners compared to teachers stated that correction techniques differ as the level of
proficiency progresses. However, it was observed that teachers do not make use of
different correction techniques in different levels of proficiency. It could be concluded
that teachers and learners have inconsistent preferences regarding error correction.

Key words: Error correction, correction preferences, level of proficiency.



TEZ OZETi

FARKLI DiL SEVIYELERINDE YANLI$ DUZELTIMINE iLISKIN
OGRETMENLERIN TERCIHLERI VE OGRENCILERIN
BEKLENTILERI

Bu tezde yapilan arastirma &6grencilerin ve 6gretmenlerin yanlis dizeltimine
iliskin beklentileri ve tercihlerini ve bu tercihlerin dil seviyesinden ne odlglde etkilendigini
incelemigtir. Bu calisma Yalova'da bir Meslek Yuksek Okulu'nda gergeklestiriimistir.
Katilimcilar bu okulun yaslari on sekiz ile yirmi arasinda degisen 242 erkek dgrencisidir.
Bes Ogretmenin hem baslangic hem de orta seviyede ki derslerinde ses kaydi
yapiimistir. Bu kayitlar geviri yaziya donastirilmis ve ders sirasinda yapilan yanlhslar
tablolastirilmistir. Bu hem yanlislarin siniflandiriimasinda, hem de &égdretmenlerin ve
ogrencilerin tepkilerinin gértlmesini mimkin kilmistir. Verileri incelemek igcin Chaudron
(1983), Walz (1982), ve Lyster & Ranta (1997) 'nin modellerinden faydalaniimigtir.
Calismaya katilan bes 6gretmenin yani sira ayni kurum fakat farkli bélimlerde galisan
25 Ogretmene de yanhs dizeltim tercihlerinin anlasiimasi maksadiyla anket
uygulanmistir. Ogrencilere de yanhs diizeltim tercihlerinin anlasiimasi amaciyla bir
anket dizenlenmistir. Bu anket iki bélimden olusmaktadir; ikinci bolimde ders kayitlari
sirasinda ortaya cikan dizeltim yollari alinmis ve 6grencilerden bu dizeltim yollarini
Cok iyi (1), ‘lyi (2, ‘yi degil (3), ‘Kot (4) seklinde degerlendirmeleri istenmistir.
Oncelikle 6gretmenlerin anket sonuglari incelenmis ve bu sonuglarin égretmenin farkli
seviyelerdeki siniflarda gergeklestirdigi dizeltim yollari ile tutarh olup olmadigi
karsilastirlmistir. Ikinci adim olarak 6grencilerin ankete verdikleri cevaplar analiz
edilmis ve 6gretmenlerin anketleri ile karsilastiriimistir.

Bu calismanin sonucunda 6gretmenlerin hem baslangic hem de orta seviyede
dogrudan dizeltim yolunu tercih ettikleri ancak ankette baslangi¢ seviyede dogrudan,
daha ileri seviyelerde ise dolayl duzeltim tekniklerini tercih ettiklerini belirtmislerdir. Her
iki seviyede ki 6grenciler dogrudan dizeltim yolunu tercih ettikleri ancak orta seviyedeki
ogrencilerin dolayli dizeltim vyollarini anladiklari ve faydalandiklari gorilmustdr.
Ogretmenler ankette her yanhgi dizeltmediklerini belirtmis ancak gdézlemlenen
derslerde pek az yanlisin dizeltiimedigi gordimustur. Dil seviyesi baglaminda, bu
durumun 6gretmenlerden ¢ok dgrencileri etkiledigi goérulmuistir; dgretmenlere nazaran
ogrenciler dil seviyesi yukseldikge yanlis dizeltim yollarinin degistigini belirtmislerdir.
Ancak dgretmenlerin farkh dil seviyelerinde degisik dizeltim teknikleri kullanmadiklari
gOralmagtir.

Anahtar Kelimeler: Yanlis diizeltimi, diizeltme tercihleri, dil seviyesi.
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TRANSCRIBING CONVENTIONS

The signals below are used in transcribing the recorded lessons.

Underscoring
Capital Letters

Laughter Particles
Parenthesis encasing an x

Degree Symbol
Equal Signs
Parenthesis encasing an ‘.’

Numbers in parenthesis
Double Parenthesis

(x)

o

()
(3)

It was used to represent heavier emphasis of the
speaker.

It was used for loud voice.

Eh-heh.

It was used to indicate a hitch or stutter.

It represented the soft or decreased voice of the
speaker.

It was used to indicate two speakers started

talking at the same time.

It was used to indicate very short pauses (less

than a second)

It was used to indicate the duration of pauses.

(( )) It was used for enclosed descriptions.

The transcribing conventions above were devised by Gail Jefferson in the
course of research carried out by Harvey Sacks (Dijk, 1997). The transcription signals

below are writer’s addition:

Brackets [ It was used for phonetic transcription and speakers’
pronunciation.

Double Slash  // It indicated interruption of speakers’ utterance.

Asterix * It represented unintelligible utterances.

............ It was used to indicate extracted parts. (Kiguk, 2005).
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CHAPTER 1

INTRODUCTION

Language is unique to humans, and humans’ wisdom is the consequence of
their gift of language. (...) Language errors, therefore, mark the very pinnacle of human
uniqueness (James, 1998). Errors can be defined as inappropriate or wrong
assumptions in learner’s interlanguage. Freeman stated that errors are important as
they provide us windows on learner’s minds. Teachers, hence, will learn what learners
are thinking, their stage of development and their strategies (Freeman, 2003). “A
learner’s errors (...) are significant in [that] they provide the researcher evidence of how
language is learned or acquired, what strategies or procedures the learner is employing
in the discovery of the language” (Corder 1967 as cited in Brown, 2000, p.217). Edge
(1997) similarly asserted that errors are important in that they show us learners are
taking steps for learning. Errors also show the teacher that learner is testing his
hypothesis about language use (Corder, 1974). As Corder (1967, 1974), Freeman
(2003), James (1998) highlighted, it is important that teachers make use of their
learners’ errors. Errors show the problematic areas to the teacher and teachers’
feedback to these errors will accelarate the learning process. Stenson noted that if
teachers have clear ideas about understanding the sources of learner’s errors, they will
be able to concentrate better on errors that need correction (Stenson, 1983). Therefore
the first studies on error included analysis, classification and source of errors (Lennane,

2007).

The treatment of errors has been the subject of debate and investigation among

SLA (second language acquisition) researchers and teachers (Krahnke & Christison,



1983; Dekeyser, 1993). Long, pointed out the crucial and difficult task on the behalf of

the teacher:

Having noticed an error, the first decision the teacher makes is whether or not to treat it
at all. In order to make the decision the teacher may have recourse to factors with immediate,
temporary bearing, such as the importance of the error to the current pedagogical focus on the
lesson, the teacher's perception of the chance of eliciting correct performance from the student if
negative feedback is given, and so on. Consideration of these ephemeral factors may be
preempted, however, by the teacher's beliefs (conscious or unconscious) as to what a language
is and how a new one is learned. These beliefs may have been formed years before the lesson in

question (1977 as cited in Brown, 2000, p. 290).

In the same vein, Cohen asserted that the teacher had too many factors to think
about before correcting errors (Walz, 1982). Related to the correction of errors, Cohen
stated that teachers are required to consider certain criterion such as what was said;
what was meant; what should have been said or done and what native language
equivalent would be (Cohen, 1975). Correcting oral errors requires a fast decision
making process on the part of the teacher. The teacher first needs to decide whether to
correct or ignore the error following this decision the time of correction will have to be
made and the next step will be to decide on how to correct errors. In addition to these
decisions, the teachers are expected to be systematic in correcting errors. Ellis (1994)
stated that feedback in language classrooms plays an important role on teacher-student
and student-student interaction. Correction shows learning is occurring and students
could gain benefit from correction by getting information about target language system,

monitoring their speech, and interacting with others to improve their competence.

Another issue which raised question is to find whether positive or negative
feedback was effective (Tatawy, 2002). The effect of corrective feedback on language
learning can be explained in two aspects; First, corrective feedback helps learners to

review their hypotheses about language. Second, corrective feedback provides



opportunities to proceduralize their knowledge which has been internalized (Nicholas,
Lightbown & Spada, 2001). Schulz’s research showed that teacher's awareness of
student’s perceptions of formal grammar and corrective feedback enhances language
learning (Schulz, 2001). Similarly Lyster, Lightbown and Spada suggested that
corrective feedback is pragmatically reasonable, effective, and, in some cases
necessary (1999 as cited in Schulz, 2001). Brown highlighted the importance of this

process as follows;

Provide appropriate feedback and correction: In most EFL situations, students are totally
dependent on the teacher for useful linguistic feedback. (In ESL situations, they may get such
feedback “out there” beyond the classroom, but even then you are in a position to be of great
benefit.) It is important that you take advantage of your knowledge of English to inject the kinds of
corrective feedback that are appropriate for the moment. (Brown, 1994 as cited in Kiling, 2007, p.

2)

Different from first language acquisition, in classroom environment students are
exposed to little input which makes error correction necessary to avoid fossilization
(Dekeyser, 1993). Freeman stated that language teachers need to accelerate the
acquisition process by creating conditions which will help the learner what is acceptable
and what is not and error correction is included in this process (Freeman, 2003). Errors
in the learning process are inevitable but what should be taken into consideration is the
fact that students learn from their errors. It is not wrong to think that learners inevitably
make use of constructive feedback. Chaudron supported this view and stated that
feedback is a source for improving language development (1988 as cited in Freeman,
2003). Ramirez and Stromquist asserted that there was a direct relation between
correcting grammatical error and student growth (Dekeyser, 1993). Feedback is thought
to be the essence in teaching for fostering and strengthening learning (Cohen &
Bobbins, 1976; Frantzen & Rissel, 1987; Hendrickson, 1981; Kepner, 1991; Krashen,
1992; Leki, 1990; Robb &Ross, 1986; Shipperd, 1992; Truscott, 1996; Van Pattern,

1986a, 1986b, as cited in Najmaddin, 2010, p.1). Harlow went even further and defined



all learning as a “process of progressive and cumulative error-correction” (1959 as cited

in James, 1998, p.8).

It is important to consider the fact that the reason behind such a definition of

learning has its impression from error analysis.

Why are errors important and what should teachers do with errors? S. Pit Corder
made five crucial points on the significance of learners’ errors:

1. The parallelism or differences between first and second language.

2. Errors show how much the students have taken in. (not what teachers think they
have put in)

3. Errors are indicators of learner’'s Interlanguage or as Corder calls it “transitional
competence”

4. Errors should be differentiated from mistakes.

5. Errors are important in that they show the teacher what needs to be taught, how the
learning proceeds; and they are a means whereby learners test their hypothesis

about the language they are learning (James, 1998, p.12).

It can be summarized that according to these criteria errors are diagnostic as they
inform the teacher about the level of the student and prognostic because they shed light
to course designers and teachers to develop materials based on learner's problems

(Dirim, 1999).

While correcting errors teachers need to make fast decisions in order not to interrupt
the flow of the lesson. In the mean time, teachers should decide the most effective way
of providing feedback in accordance with the subject matter, students’ preferences and
their proficiency levels. In classroom- based studies the subject of the studies are as
follows: at what point in classroom interaction teachers provide correction (immediate or

delayed), what type of correction teachers use (implicit or explicit), what types of errors



teachers provide feedback on (lexical / grammatical/ phonological), what relationship

there is between types of errors and teacher’s correction (Sheen, 2004).

Furthermore, researches showed that teachers’ beliefs have an important impact on
their practices. However little is known to what extend their practices are affected by

their beliefs (Lee, 2009).

Similarly, teachers’ perceptions of language determine their practices including error
correction. It is important how the teacher perceives language. Is language a habit, is it
a tool, is it a skill, is it a living thing, is it a behavior or is it a machine that works?
(Demirel, 1992). The answer to this question determines how language is perceived by
the teacher. So, providing feedback is a controversial issue depending on these
variables. Nevertheless, correcting errors is an essential and inescapable component of
classroom discourse. These preferences might change in accordance with many factors.
Studies showed that the teachers have a wide range of options for correcting their

learners (Tomasello, 1989 as cited in Tatawy, 2002; Lightbown & Spada, 1990).

1. 1 Concepts of Error and Mistake

Gass and Selinker (2001) brought about a question against clear-cut
categorization of errors and ask whether it is reasonable to say that there must always

be a single etiology for errors.

Burt and Kiparsky tried to classify errors into two distinct categories: errors that
cause a listener or reader to misunderstand a message (...) global error, and those that
do not significantly hinder communication of a sentence’s message, local errors. This
distinction is the most pervasive criterion for determining communicative importance of
errors (1972 as cited in Hendrickson, 1978). However, it should also be noted that even

local errors can cause communication breakdown in some contexts (Ellis, 1990).



Janicki classified errors as related to learner’s lack of knowledge (competence)

whereas mistakes were related to the performance of the learner (Dirim, 1999).

Ellis and Barkhuizen suggested another definition of errors; ‘natural’ errors are
caused by “code-breaking strategies of the learner” and an ‘induced’ error as Stenson

suggested (1974) is caused by the way language was taught (Ellis & Barkhuizen, 2005).

Julian Edge suggested that mistakes can be divided into three broad categories:
‘slips’ (that is mistakes which students can correct themselves once the mistake has
been pointed to them), slips, therefore, should not be considered as a sign of
incompetence (lack of knowledge) but as misplaced competence (inappropriate usage)
(James, 1998), ‘errors’ (mistakes which students cannot correct themselves-therefore
need explanation), and ‘attempts’ (that is when student tries to say something but does
not yet know the correct way of saying it) (Edge, 1989 as cited in Harmer, 2001, p.114;
Edge, 1997). Learner, at this level, activates communication strategies to convey a

message (James, 1998).

Similarly Corder’s distinction between a mistake and error could be clarified in
accordance with slip and systematic deviation respectively (Freeman&Long, 1991).
Johnson described error and mistake in terms of knowledge and processing ability.
According to Corder, mistakes need no correction. However, Johnson stated that
mistake correction was essential in language teaching if mistakes were to be described
as “malformation due to inability to process under difficult sets of operating conditions”
(Johnson, 1988, p. 91). Corder however stated that correcting errors are not important in

the process of language learning (Corder, 1974).

Brown, like James, identified error as a result of incompetence or lack of
knowledge in learner’s interlanguage. However, a mistake was defined as slip of tongue

or unsuccessful prediction (Brown, 2004 as cited in Kiguk).



Similarly, Bartham and Walton distinguished errors from mistakes in that error

was caused when the learner tried out something new, and got it wrong (Dirim, 1999).

According to Hammerly’s classification of error, errors included distortions which
occur although the learner knows the target form (learner distortion) or due to

inadequate teaching of the language item (mismanagement distortion) (James, 1998).

Edge and Hammerly represented the two opposite views; Edge encourages the
learner who takes risk and tries to convey the message by using communication
strategies whereas Hammerly finds the learner or the teacher guilty of committing errors

(James, 1998).

Similarly, George defined error as “a form unwanted by the teacher or course

designer” (1972 as cited in Dirim, 1999, p.6).

Merce classified errors as ‘mistakes of meaning’ and ‘mistakes of form’;
Mistakes of meaning are those which seem linguistically correct but do not give the
exact meaning that the speaker wants to express. Mistakes of form include slips of
tongue, errors that the learner can not correct himself and attempt. In this context,

‘attempt’ refers to unclear forms that the speaker utters (1998 as cited in Ustaci, 2011).

Norrish used a different terminology to distinguish between different types of
anomalous language behavior: the error, the mistake and the lapse. A lapse is neither a
mistake nor an error and can happen to anyone at any time due to lack of concentration,
shortness of memory or fatigue. As for lapse, another criterion should be taken into
consideration: learner's emotional and physical conditions. The development of
communicative skills can only take place if learners have motivation and opportunity to
express their own identity and to relate with the people around them. It therefore

requires a learning atmosphere which gives them a sense of security and value as



individuals (Littlewood, 1981). A lapse bears little relation to whether or not a given form
in the language has been learnt, has not been learnt or is in the process of being learnt (

Norrish,1983).

James, on the other hand, uses the term intentional/conscious for mistake and
error distinction (1998 as cited in Unlii, 2007, p.19). According to James, the main factor
to differentiate mistakes and errors is the ‘intentionality’. Similarly, Taylor suggested that
in determining this difference, semantic and structural intentions of the user played an
important rule. In the light of this information, ‘an error rises when there is no intention to

commit one’ (James, 1998, p. 77).

James expressed learner's errors in four categories; Grammaticality,
acceptability, correctness, and strangeness and infelicity. The first category included
grammaticality. It could be defined as “well-formedness” (James, 1998). It is important to
note that “grammar is not simply about form; it is about meaning as well. (...) In other
words, it is also about appropriateness of use” (Freeman, 2003, p.14). It is clear that
Freeman combined grammaticality and appropriateness. On the other hand, James
discussed grammaticality and appropriateness as two different criteria for categorization
of errors. Freeman also asserted that if grammar is only held with morphosyntactic level,
it may not account for spoken discourse (Freeman, 2003). If teachers are to make
judgments on what is right or wrong, speaker’s intention should be taken into
consideration. For instance, “A flock of elephants” might have been said to activate a
metaphor, “suggesting that elephants were as pacific as a flock of sheep” (James, 1998,
p.66). As Lennon similarly pointed out “most erroneous forms” are, in fact, not
erroneous, but they become erroneous in the context of larger linguistic units (James,
1998, p.71). James called this acceptability. Similarly Corder stressed the importance of
context. He also added that it was the context which determined the appropriateness of
an utterance (Corder, 1974). For example Rebuck in his study “Using L1 ‘errors’ of

Native Speakers in the EFL Classroom” also emphasized the importance of defining



ungrammatically and unacceptability. According to Rebuck, ungrammaticality is violation
of a rule in English grammar whereas unacceptability is considered as a piece of
language contextually inappropriate or in need of stylistic repair. He also noted that it
would be wrong to make judgments on correctness on the basis of prescriptive rules

(Rebuck, 2010).

According to Chomsky, “if the learners’ grammar and the native speaker’s
grammar generate the same set of sentences, the two are weakly equivalent. If they do
that and additionally assign the same meanings to these sentences, then they are
strongly equivalent” (1965 as cited in James, 1998, p. 53). Errors of the former are
called covert errors and the latter overt errors. It was also discussed on covert and overt
errors that “(...) a sentence may still be erroneous and show no outward and formal sign
of this. It may be perfectly well-formed and yet be erroneous in context. He adds
profoundly that purely superficial formal correctness is no guarantee of absence of
error.” (Selinker, 1992, p.157) Similarly Cohen added that (...) in oral correction the end
product could be grammatical but “inadequate from the viewpoint of communication”
because learners sometimes abandon what they want to say (Cohen, 1975, p.418). In
the light of such a conclusion, it can be said that context and meaning are inseparable

parts of the correction process.

Lyons described errors as “failure to fit the intended context” (Lyons, 1977 as
cited in James, 1998, p. 71). Grammaticality is important but the main problem is that,
especially with advanced learners, their interlanguage is grammatical but unacceptable.
Widdowson referred to this issue as ‘linguistically ill-formed’ (Lyons, 1989 as cited in
James, 1998, p.71). The reasons behind this ill-formation are failure to fit the context,
expressions that conflict with our view of the world, flouting collocations, unusual way of
referring situations, producing complex sentences, de-balancing the sentence parts, and
breaking the superimposed rules of the language (James, 1998). Jefferson preferred to

use the term interactional errors to refer to Lyon’s description. According to Jefferson,



interactional errors are failures to speak appropriately within some situation (Jefferson,
1974). James called this strangeness and infelicity (James, 1998). This type of error
revealed the problem of acquisition of pragmatics. Learners find the area of pragmatics
problematic regardless of their level of proficiency. This difficulty is caused by the
transfer of inappropriate forms or cultural differences. What is acceptable in a culture
could be improper in another. Subsequently, learners should be presented with a variety
of speech acts. Another solution could be teaching with materials that foster learners’
awareness about the norms. However, teaching pragmatics can not be carried out in
decontextualized teaching (Krahnke & Christison, 1983). Unfortunately, it was pointed
out that “most textbook seem to wrongly assume that learners know when and how it is
appropriate to make speech acts” (Crandall & Basturkmen, 2004, p.44; Eslami-Rasekh,
2005). Nonetheless, pragmatics should not be left out in the process of teaching
because the conventions of pragmatics vary in languages and this variety could cause
misunderstandings. (Krahnke & Christison, 1983). Studies in interlanguage pragmatics
showed that learners, being unaware of the fact that pragmatics of their native tongue
do not match with the ones in the target language, formulate wrong hypothesis about the
target language (Blum- Kulka, 1997). It was stated that when learners make pragmatic
errors, the results are more serious compared to grammatical errors because native
speakers find these errors difficult to identify (Crandall & Basturkmen, 2004). Similarly
Blum-Kulka stated that pragmatic failures could result in serious social implications and
the risk of being attributed to flaws of personality or ethnocultural origins (Blum- Kulka,
1997; Thomas, 1983 as cited in Eslami-Rasekh, 2005). So, developing learners’
pragmatic competence is a crucial point (Crandall & Basturkmen, 2004). Kasper stated
that there is a need for instruction in target language which focuses on pragmatics of
language. There are many activities such as translation, student discovery, or activities
which allow learner to make conscious decisions between the native and the target

language (Kasper, 1997 as cited in Eslami-Rasekh, 2005).
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To decide on the acceptability of an utterance, it was necessary to refer to
context. Grammaticality was a prerequisite for acceptability but not vice versa (James,

1998).

However, acceptability of an utterance could be defined in terms of its potential
to negotiate meaning. Sledd asserted that when grammar is seen as a mode of verbal
behavior reflecting membership in the “privileged group”, it is reduced to right or wrong
(Sledd, 1986 as cited in Smith, 1987). However, spoken or written discourse is more
than right or wrong. It is dynamic and an open system tolerant to change. In light of this
information, “the relationship between grammar and error correction reflects the
dynamism of growth and change” (Sledd, 1986 as cited in Smith, 1987, p. 310). At this
point the term ‘acceptable’ becomes problematic. According to Norrish, classifying errors
as non-standard utterances would be wrong and could be an over simplification. The
varieties of English could be very different from the standard variety. For instance,
Ghana developed different characteristics of both pronunciation and structure. These
features could not be found in standard variety. But these language features function
efficiently as a medium of communication in the given context. These peculiar uses of
language reflected learners’ or speakers’ social and cultural identities. (1983 as cited in
Tan, 2005). In this environment judging error would be more difficult. Because main
problem in identifying errors is determining what is ‘correct’ language. If the norms for
identifying error are those of British or American English, the compilation of the errors
made by second language learners is much more controversial (Ellis & Barkhuizen,
2005, p. 52). Because today we have more than British or American English and these
Englishes developed their own set of norms. English teachers may identify “errors” by
reference to a model (i.e. standard register of English) but assess performance by
reference to the local register that they use (i.e. informal school talk) (Cohen, 1975).
Today some linguists discuss over the term ‘World English’ (Rajagopalan, 2004). This
term brought a new discussion to the ownership of English. Widdowson expressed that

English no longer belonged to the native speakers of English to extend that it is an
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international communication (Widdowson, 1994 as cited in Rajagopalan, 2004). By the
term World English, it was referred to English which was spoken around the world. The
implications of this view on language will inevitably bring changes to “taken-for granted”
ELT practices; the first change started when the focus of Chomskian linguistic
competence shifted towards communicative competence by Hymes. With reference to
competence, Kumaravadivelu asked; “With competence what was referred?” He
discussed the cultural dimension of second language teaching and stated that second
language teaching favored the gaining an understanding of native speaker’s perspective
(Kumaravadivelu, 2005, p. 166). With the concept of ‘World English’ (Rajagopalan,
2004), it could be argued that native speaker’s authority was challenged. In other words,
it could be argued that the norms sat by inner circle no longer considered valid because
if a tourist cannot cope with the Greek accent of the speaker, he will be considered
communicatively deficient (Rajagopalan, 2004). So, error correction should be seen as a
cognitive process rather than correctness (Hull, 1985 as cited in Smith, 1987). Seidhofer
differently stated that English is being shaped not only by native speakers (in Kachru’s
term inner circle) but also be non-native speakers as well (Seidhofer, 2005). Robinson,
on the other hand, stressed the arbitrariness of norms for correct discourse (Robinson,
1973 as cited in Cohen, 1975). The heart of the problem is to answer the question:
Which norm does the learner need to conform to or is there a need to conform arbitrary
norms? One way of dealing with this problem may be to provide learners with examples
of as many different types of English as possible. In terms of studying English as lingua

franca and errors, there would be no firm conclusion (Norrish, 1983).

Not all errors reflect the learner’s incompetence or lack of the target form. When
speaker’s intention is misencoded, it is not detriment of the meaning but of its pragmatic
force. These errors rather than reflecting the lack of linguistic incompetence shows
deployment of the competence (James, 1998). Janicki and Thomas pointed out that
discoursal or interactional gaffes arise from sociocultural incompetence not from

linguistic incompetence. (1980&1983 as cited in James, 1998). “For example if a
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German says to an English waiter Bring me a beer! His utterance will be taken as a
COMMAND rather than as a REQUEST, and this will give offence” (James, 1998, p.

165).

At this point errors in intonation should also be included. If intonation is excluded
from correctness, the utterance would not be considered as totally correct. It is important
to underline the fact that sounding polite is sometimes more important than being
grammatically correct. Since intonation can not be taught separately, teachers should

serve as a model for the learners (Edge, 1997).

Errors at the pragmatic level are called infelicities by Austin. He listed infelicities as; gap,
misapplication, and flaw. A gap arises when the speaker does not conform to the required
formula. A misapplication is about the wrong addressee or wrong circumstances. A flaw is an

inappropriate linguistic form. (1962 as cited in James, 1998, p.76)

The need to study speech acts or functions arose from the fact that learners are
supposed to learn how to use forms appropriately in a discourse. Furthermore, learners
need to view the language from discourse perspective because conversations are
discourse units (Freeman & Long, 1991). According to Hendrickson, error was an
unacceptable usage because of its inappropriateness or absence in real-life discourse
(1978). Chaudron also noted that discourse errors are errors of classroom interaction
such as failing to speak, not speaking in complete sentences or taking up the wrong
question in the lesson (Chaudron, 1983). Discourse errors could also be defined in more
general terms as errors beyond sentence level. James defined discourse errors as
learners’ failure in formulating or processing the spoken or written discourse (James,
1998). Naturally it could be deduced that discourse errors are observable in natural
classroom interaction in which the proportion of unexpected response is high namely in

discussion activities.
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Semantic errors in lexis were also considered as infelicities or as Bridges called
it ‘strangeness’. These included; semantically determined word selection (crooked stick
but not crooked year), statistically weighted preferences (although “big losses” are
possible “heavy losses” is preferred such as in “army has suffered big losses”), and
irreversible binomials like “fish and chips” not “chips and fish” (James, 1998, p.152). As
for pedagogical implications, teachers need to remember that teaching style is an
important issue. In addition to teaching the meaning of a word, its social meaning,
affective meaning and collocative meaning should also be taught. It was asserted that if
multiple meanings or how to use a word in an appropriate context was not taught,
learners would not be able to use the word even if the meaning is known. Because when
we say that a student does not know a word, we mean she has not seen or heard it. In
fact, teachers usually discover that the learner know the meaning but does not know the

way it was used (Shaughnessy, 1977).

Another error type was put forward by Wang. He pointed out that there are also
non-linguistic and cultural interferences in errors. Non-linguistic interference refers to
committing errors because of psychological factors such as being anxious, shy, angry
etc. Cultural interference means that the learner's cultural background and native
language may cause some errors. For example, ‘Where are you going? may be a
greeting expression in Chinese, but it is not acceptable in English culture (2007 as cited

in Ustaci, 2011).

The role of corrective feedback in language acquisition was extensively debated
(Schacter, 1991 as cited in Ellis, 1994). Throughout the history of second language
teaching, error correction witnessed changing perceptions (Han, 2002). From
Audiolingual Method to Communicative Language Teaching (CLT), the concept of error
and error correction as an instructional practice underwent changes. The theory behind
these changes is to develop communicative abilities (Lightbown & Spada, 1990). To

define error in communicative terms is quite hard (Murray, 1999). Inevitably, terminology
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altered in accordance with the standpoint of second language acquisition theories or
methodology to error as a concept and as an instructional practice. Thus, error
correction was examined from different perspectives (Lyster & Ranta, 1997). For
instance the term recast is used to refer to implicit correction in communicative context.
Repair was also used by the researches who took the interactive nature of the
classroom. Discourse analysts preferred to use the term repair as well. Linguists, on the
other hand, used negative evidence to refer to the same concept. Psychologists used
the term negative feedback whereas teachers called it corrective feedback (Lyster &
Ranta, 1997). In addition, Vigil and Oller preferred to use the term ‘cure’ as opposed to
the term ‘correction’ which meant altering the output of the learner so that they could
move along the interlanguage continuum. This is possible by providing the learners with
appropriate cognitive feedback (Allwright & Bailey, 1991). Consequently, a need to

define common terminology arose.

The term feedback originated in biology and could be defined as a message
that came back to an organism (Rinvolucri, 1994). In language teaching, feedback could
serve as an umbrella term including error correction. Error correction could be placed in
teacher’s feedback in the interactive nature of a classroom. Feedback could also be
divided as feedback to self, peer feedback, learner feedback to the teacher, and teacher

feedback (Rinvolucri, 1994).

In Chaudron’s view, ‘error treatment’ is the teacher's attempt to inform the
learner of the fact of error. This attempt could be evident to the learner or the teacher
could elicit the learner’s utterance in a more indirect way (1983 as cited in Tatawy,

2002).

Lightbown and Spada defined corrective feedback similarly as; “any indication to
the learners that their use of the target language is incorrect. Corrective feedback could

be explicit or implicit” (Lightbown & Spada, 1999, p.171 as cited in Tatawy, 2002). So,
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corrective feedback is used as an umbrella term to refer to implicit or explicit negative
feedback (Sheen, 2004). Apart from corrective feedback they listed five more types of
feedback which are recasts, elicitation, clarification requests, metalinguistic feedback,

and repetition (Lightbown & Spada, 2006).

Long had a more detailed definition for the term “feedback”. According to Long,
input to the learner could be considered in two categories: positive evidence and
negative evidence. Positive evidence is showing the learner what is appropriate in the
language. Negative evidence, on the other hand, is to provide learners about what is
unacceptable with direct or indirect information. Providing direct information was explicit
feedback, providing indirect information was implicit feedback (Long, 1996). So, it could
be stated that he classified error correction into two: Error correction and error feedback.
Feedback is the detection of divergent utterances whereas correction is the expected

result of feedback errors (1977 as cited in Tathoglu, 1994).

Klim preferred to use the term correction as a type of positive or negative
feedback (1994). In this study, the term error correction was used to cover each type of

feedback.

Ellis stated that feedback is information to the speaker on the perception and
comprehension of messages. According to Vigil and Oller, this definition is important to
distinguish between cognitive and affective feedback (Ellis, 1994). Richards and
Renandya suggested that feedback is informing the learner about the performance of

the task either by assessing the learner or by correction (Richards & Renandya, 2002).

Chaudron stated that the term “correction” is problematic. The most acceptable

definition for him is “treatment of error” which would refer to any teacher behavior

attempting to inform the learner of the fact of error (Chaudron, 1988).
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Gaies defined error correction from two perspectives: It could be defined as a
teacher behavior which provides the correct or appropriate answer and/or a behavior
which enables the learners to find the correct or appropriate answer (1981 as cited in

Tatlioglu, 1994).

In a pedagogical perspective, Zydatis defined error “as a pedagogic strategy
towards reinforcing correct surface forms and inhibiting incorrect forms” (Zydatis as cited

in Cohen, 1975, pp. 414; Chen, 1975).

Ethnomethodologists, on the other hand, preferred to use the term repair (Ellis,
1994). “Correction is a type of repair in which errors are replaced with what is correct”
(Hall, 2007, p. 511). ‘Repair means to reach a mutual understanding of the correction
before launching its correction (van Lier, 1988 as cited in Rolin-lanziti, 2010; Schegloff,

1977 as cited in Macbeth, 2004).

Types of repair depend on the context of conversation and classroom discourse
such as self-initiated repair, other-initiated self repair, other-initiated other repair, and
self-initiated other repair. Kasper suggested two kinds of repair and classified them as
“language-centered” and “context-centered” (Seedhouse, 1997). Social constraints,
preferences of the students, and to avoid the speaker’s loss of face different repairs
might require different types of correction (Rolin-lanziti, 2010). Schwartz stated that self-
repair is more frequent than other repair (1980 as cited in Krahnke & Christison, 1983).
It was also demonstrated that initiation of repair was carried out by less proficient
speaker in the conversation whereas accomplishment of repair was carried out by
speakers at all levels (Krahnke & Christison, 1983). It should also be noted that different

researches used these terms interchangeably.
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One type of corrective feedback is widely used in the classrooms: the recast
(Nicholas, Lightbown & Spada, 2001). Tatawy suggested that recasts were the most

widely used form of feedback (2002).

The recast as a form of feedback gained importance in communicative language
teaching because recasts differ from other types of feedback in that they are implicit and
do not interrupt the flow of interaction and it ensured learners to stay focused on
meaning (Ellis, 2006; Loewen & Philp, 2006). ‘Correction’ deals with the correctness of
the language used and the action is to ‘replac[ing] errors with what is correct (Schegloff,
1977; van Lier, 1988; Hall, 2007; Seedhouse, 2007, p.350 as cited in Rolin-lanziti,
2010). Recast could lead to an effective input and lead to learning (Mitchell & Myles,

2004).

The term “recast” was first used by Nelson, Carskaddon, and Bonvillian. They
studied how care givers gave feedback to children. In this sense, recast covered
corrections of errors, filling the gaps and providing alternative patterns for child’s
utterance. According to Long and Robinson’s classification, recast was grouped as a
part of implicit negative evidence (1998 as cited in Tatawy, 2002). Nelson, Carskaddon,
and Bonvillian observed that children’s linguistic errors were systematic; still they gained
the control of the language without explicit correction. This led the researchers to look
for less direct ways of correction. In this context, Long defined recast as changing one or
more components of child’s utterance. When the focus is on form ‘didactic repair is
used. ‘Conversation repair’ is a term for repair in meaning and fluency context (Rolin-
lantizi, 2010). With regard to second language teaching, Ranta classified recast in the
category of corrective feedback. Spada and Froclich used the term “paraphrase” or
“reformulation” of an incorrect sentence. Recasts are also important in communicative
teaching as learners provided uptake to recasts (Nicholas, Lightbown & Spada, 2001). It
was found that the percentage of recasts resulted in uptake was 31%. It should be noted

that especially in immersion classes recasts passed unnoticed unless followed by a
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gesture or signal from the teacher. The reason behind this is the fact that learner
assumed that the teacher was responding to the utterance (Lightbown & Spada, 2006;
Loewen & Philp, 2006). That's why, in a study by Loewen and Philp, it was observed
that teachers tended to use phrase or prosodic cues (83%) (2006).The percentage of
explicit correction resulted in uptake was 50%. The percentage went up to 100% in
elicitation. Teachers needed to remember that learners’ repeating the error did not
necessarily mean that the feedback was understood. Explicit correction compared to

recasts was more advantageous in checking learners’ uptake.

1.2 Error Analysis and Contrastive Analysis

Ellis suggested that the study of ‘bad language’ can be traced back to the
prescriptive grammarians of the 18" century (Ellis, 2005). Rules of grammar or what is
considered correct or incorrect have been a matter of debate since then. Some linguists
asserted that the reason behind why certain usages were considered correct was that
those usages had been adopted by the privileged (Nunberg, 1983). It was stated that
error making characterized non-native speech while error correction characterized
native speech (McRobie, 1993). Stated in other words, the issue of “correctness” was
the ideology by which standard language was imposed on people. Their debate could
not be entirely justified however it was true that “correct English” meant “standard
English” until 19" Century. It was in 1920s when these traditional doctrines were
rejected (Nunberg, 1983). In the mid-1950s, audiolingualism became popular due to the
increased attention to foreign language teaching in United States. Charles Fries, a
structuralist, believed that grammar was the starting point for language teaching. “Fries
set forth his principles in Teaching and Learning English as a Foreign Language (1945),
in which the problems of learning a foreign language were attributed to the conflict of
different structural systems (Richards & Rogers, 2001, p.52). Fries asserted that the
best language teaching books could be written after a conscientious comparison was

made between the native language and the target language (Demircan, 2005).
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Fanselow also stated that textbooks should include sentences in accordance with their
similarity in the foreign language, especially in the early stages of acquisition. Then it
could be moved to less similar sentences in terms of syntax and semantics (Fanselow,
1977). In the 1950’s the collection, classification, and analysis of errors in written and
spoken language gained place in applied linguistics (Richards, 1985; Ellis, 1985 as cited

in Lennon, 1991).

EA was considered necessary for researchers to develop a hypothesis or
inference about foreign language process. Furthermore, classifying errors promised to
be useful to distinguish “learner's ability to communicate effectively and speak

grammatically” (Dulay & Burt & Krashen, 1982, p. 197).

In order to understand the rationale behind error analysis and contrastive
analysis, the role of native language should be considered as a key element because
the main impetus behind the studies of error analysis (EA) and contrastive analysis (CA)
is transfer. It was assumed that language learning like other skills is a cumulative
process affected by prior knowledge. Thus it could be stated that the most appropriate

approach for practicing error analysis is behaviorist approach.

Individuals tend to transfer the forms and meanings, and the distribution of forms and
meanings of their native language and culture to the foreign language and culture-both
productively when attempting to speak the language and to act in the culture, and receptively
when attempting to grasp and understand the language and the culture as practiced by natives.

(Cohen, 1998, p.65)

This idea of describing learner’s language in its own terms is derived from the structural
view of language. By the early 1970s, however, some misgivings about the reliability of CA began
to be voiced, mainly on account of its association with an outdated model of language description

(Structuralism) and a discredited learning theory (Behaviorism). (James, 1998, p. 115) In the
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same vein, Richards & Rogers pointed out that the link between structuralism to

behaviorism produced Audiolingualism (Richards & Rogers, 2001).

Error and the analysis of error were of interest to researchers especially in
1970s. The objective of these analyses was to reveal the systematicity of errors and

thus shed light to the process of adult language learning (Burt, 1975).

It can be suggested that classification of errors can be done according to a
number of criteria; age, nationality, learner’s level of proficiency and affective factors.
Richards defined error analysis as “dealing with differences between the way people
learning a language speak, and the way adult native speakers of the language use the
language” (Oller & Richards, 1973 as cited in Schacter & Celce-Murcia, p.274). James
defined three criteria for classification of errors: modality, medium and level. Modality
refers to learners’ activity which could be interpreted as error in understanding and error
in producing the language. Medium indicates whether the error was produced or
received (James, 1998). It is also important that in order to determine which errors
caused the listener or the reader to misunderstand the message, judgments of native
speakers were needed (Burt, 1975). Level refers to encoding or decoding error (James,
1998). The basis of this classification lies in the mental state of the learner and the

language being processed at the time of error.

Recently, two dimensions of error were adopted as criteria in the study of error
and error analysis; domain and extend. ‘Domain’ is the rank of linguistic unit which must
be taken as context in order for error to become apparent. Units could extend from
morpheme to sentence or even units of discourse. Error extend was defined as the rank
of linguistic unit which would have to be deleted, replaced or reorganized. The error
extend could maximally be the sentence according to the corpus though error domain
could vary. For instance the ‘camed’ could be classified as word error and extend would

be the morpheme (Lennon, 1991).
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EA and interlanguage studies emerged as a reaction to contrastive analysis.
Error analysis and Interlanguage studies were used to identify difficulties of second
language learning (Stern, 1983). EA provided a description of the learners’
interlanguage. “Corder claimed: ‘It is the account of the precise nature of these
differences which gives us the information which enables us to ‘correct’ the language
learner’s errors in a systematic fashion in our remedial teaching™ (Ellis, 1990, p.53).The
study of EA consisted of three stages which included diagnosis of idiosyncracy,
description of learners’ Interlanguage and explanation (Corder, 1981 as cited in Simsek,
1989). One of the aims of error analysis was to provide a psychological explanation as
could be seen below. Taylor similarly pointed out that source of error could be
psycholinguistic (L2 production), sociolinguistic (learner's inability to adjust in L2
context), epistemic (lack of world knowledge) or it may be located in the discourse

structure (organization of information in to coherent text) (Ellis, 2008).

transfer
intralingual
_—— competence
(‘errors’) Unique (e.g.
induced)
errors —
Processing
roblems
performance P

~—_ (‘mistakes’)
Communication
strategies

Figure 2 Psycholinguistic sources of errors

Source: Psycholinguistic sources of errors, Ellis, 2008, p 58.

Error analysis (EA), as Vivian Cook put it, ‘is a methodology for dealing with the
data rather than a theory of acquisition’ (1993 as cited in James, 1998, p.x). Its novelty

was that the mother tongue was not supposed to enter the picture (James, 1998). The
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studies of EA and Interlanguage studies tried to explain learner performance in terms of
cognitive processes (Richards, 1985). This paradigm change also showed the fact that
language teaching moved away from structuralism. With EA the priority shifted from
“teaching” to “learning” (Demircan, 2005). (Translation). EA also became associated
with nativist views of language learning and the emergence of interlanguage theory
(Ellis& Barkheuzen, 2005). With his Interlanguage theory, Selinker studied errors as a
part of learner's developing language which has a system in its own right (Selinker,
1983). EA also served cognitive and educational scientists. EA served as an alternative
to the behaviorist view of language. It attempted to explain the creative nature of
language as described by Chomsky. It involved viewing the learner as an interactive
participant who tests hypothesis about the target language (Schachter & Celce-Murcia,
1977). Cognivist perspective to language brought a new perspective to errors; errors
were examined with reference to their sources, taxonomy, effects and treatment

(Krahnke & Christison).

Within the scope of error analysis different taxonomies were suggested in error
dictionaries as aforementioned. However, Corder admitted that error analysis was
limited because “it provided no indication of the gaps in the learner's communicative
competence, as error analysis only dealt with the language code” (Ellis, 1990, p.53).

As it could be seen from the figure, communication strategies that students use
are also of great importance regarding error correction (Rubin, 1975 as cited in Brown,

2000).

Corder proposed five categories for Error Analysis:

1. selection of a corpus of language

2. identification of errors in the corpus

3. classification of the errors identified

4. explanation of the psycholinguistic causes of the errors

5. evaluation or error gravity ranking of the errors (Corder, 1974 as cited in Lennon,

1991, p. 181).
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Apart from these studies, some studies of error taxonomies were carried out.
These studies attempted to classify errors. Turton’s ABC of Common Grammatical
Errors contains grammatical errors whereas Fitikide’s Common Mistakes in English was
organized around five categories including misused forms, incorrect omission,
unnecessary words, misplaced words and confused words. Alexander's Right word,
wrong word: Words and Structures Confused and Misused by Learners of English,
included a general collection of words and structures which are sources of error. From a
pedagogical perspective, it was asserted that error dictionaries were designed for

notional-functional teaching materials and syllabuses (James, 1998).

Contrastive linguistics postulated that learning a new language does not start
from scratch. Learner had already gained skill and information about using a language
as a means of communication. That's why learner naturally makes use of transfer which
helps the learner in terms of similar features between languages. The starting point of
contrastive studies however lied in the differences between the native language and the
target language (Demircan, 2005). “In its strong form all second language errors could
be predicted by identifying the differences between the target language and the learner’s
first language” (Ellis, 1990, p.25). The weak version, on the other hand, did not imply the
apriori prediction of difficulty. It recognized inference across languages but claimed that
those difficulties could be explained a posteriori (Brown, 2000). CA compared two
languages in order to spot the mismatches that would predictably give rise to
interference. In this way errors could be predicted and explained (James, 1998). CA
claimed that inference is the main barrier to language acquisition (Brown, 2000). CA
assumed that interference from students’ first language caused errors to occur in their
target language speech (Long & Richards, 1987). CA involved describing comparable
features of across two languages (learner’'s mother tongue and the target language) and
it identified the differences and predicted what errors learner would make (Brown, 2000).
In a study of CA on written errors of Turkish students, it was found that intralingual

errors were more common interlingual errors in 75 compositions in Bilkent University
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Preparatory School students (Simsek, 1989). Weinreich suggested that if there is a
great difference between two languages (learner's mother tongue and the target
language) the learning problem and the rate of inference will rise (Weinreich, 1953 as
cited in Freeman & Long, 1991). Stockwell, Bowen, and Martin’s The Grammatical
structures of English and Spanish (1965) is a good example of CA (Ellis, 2005).
Stockwell and his associates designated a model which was called hierarchy of difficulty
by which intricacy of the target language could be predicted. This study included
phonological, grammatical and semantic systems of the language (Ellis, 2005,

Freeman&Long, 1991).

Along with CA studies, the Cognate Method similarly focuses on the similarities
of the native language of the learner and the target language. In this method, the learner
starts by learning a basic vocabulary made up of words which are similar in form and
meaning to those of learner’s language (Mackey, 1965). It could be argued that Cognate

method and CA shared a common basis in their approach to language learning.

“The practitioners of CA stressed the desirability of not allowing the descriptive
categories of one language to color what should be an objective, independent

description of another” (James, 1998, p.6).

For example, James asserted that (...) not all errors are universal: some selectively afflict
learners having a certain L1 (...) “False friend” errors occur when a mother tongue word and
target language word are identical or similar in form but different in meaning. For example,
German Baracken does not mean barracks (which is Kaserne in German), but shacks or hovels.

(James, 1998, p. 15) This case serves an appropriate example of how CA fails to account

for some errors.

In 1970’s there was a shift in language learning towards intralingual rather than

crosslingual terms (Stern, 1983). Chomsky’s “flux and agitation” debate shifted the
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emphasis to learning. One consequence of this debate led to the question whether there
are similarities between mother-tongue and learning a second language (Corder, 1974).
Today, the weak version of CA is called cross-linguistic inference. Cross-linguistic
inference (CLI) suggested the importance of prior experience but different from CA, it
put emphasis on influence rather than prediction not only in phonology but also in
syntactic, lexical and semantic categories (Brown, 2000; Freeman & Long, 1991). Odlin
suggested that the reason for teachers and linguists to consider the problem of transfer
is clear; teachers who are aware of student’s mother tongue will be able to see better
what may be difficult or easy for students (Odlin, 1989). Similarly, Norrish stated that CA
was not entirely abandoned by teachers. Treatment of errors which arose from
translation could be treated by pointing out what is possible in native language
nevertheless in the target language it is not. Similarly Wardaugh commented that
experienced teachers were unable to reject CA hypothesis because their experience
facilitated them in predicting learners’ errors especially at the level of phonology (19760
as cited in Dulay & Kurt, 1974). Lightbown and Spada similarly pointed out that throwing
out CA, feedback, and metalinguistic explanations ‘communicative revolution’ might
have gone too far (2006). Nonetheless, this approach might foster analytical teaching
which is not feasible for teaching language as a means of communication (Norrish,
1983). The pedagogical perspective of CA could be summarized as rule-oriented
teaching which involves explicit grammar rules (Simsek, 1989). Today CLI suggested
that the influence of native language must not be overlooked. The difference between

CLI and CA is that CLI emphasized the influence rather than prediction.

The main criticism to EA rose from the fact that it was wrong to focus on only the
errors of the learner (Kigik, 2005). This meant ignoring learner’s success and caused
misjudgment about the learner. What's more, studying errors in isolation could be
misleading. Another shortcoming was the emphasis on the production data. In order to
understand language acquisition, comprehension is as important as production. Another

important point is the fact that since production data is more observable, EA reflects the
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production competence of the learner (Sato, 1984 as cited in Freeman & Long, 1991).
What's more, EA studies failed to account for the strategy of avoidance. The absence of
error does not reflect the native like competence because the learner might be avoiding
the difficult structures. Finally, EA specifies on one language therefore prevent us from
seeing the universal aspects of language (Brown, 2000; Bot & Lowie & Verspoor, 2005).
Similarity of some errors made by learners of different languages and the similarities of
some errors both in first and second language acquisition led to criticism on EA (Odlin,
1989). One of the criticisms made for CA was all the differences were seen as a source

of error (Demircan, 2005). (Translation).

Error analysis and contrastive analysis differed widely from the view of learner.
EA viewed the learner as an active participant who processed input, generated
hypothesis. In CA, the learner had no control as the source of errors was the result of

first language inference (Freeman & Long, 1991).

Gower and Walters offered teachers’ of monolingual classes to familiarize
themselves with typical grammar and pronunciation associated with the nationality of the
students so as to cope with errors in the classroom (Gower & Walters, 1983).
Apparently, this practice involves EA to some extent. It is therefore important that today
even the EA practices outdated teachers could make use of EA to overcome difficulties
in their teaching practice. If teachers know what might come up in the classroom, they

will be more alert and effective in correcting errors.

1.2.1 Error Types

Lyster classified errors as:
1. Grammatical errors included determiners, prepositions, pronouns, number
agreement, tense, verb, morphology, and auxiliaries. Additionally, errors in pluralization,

negation, question formation, and word order were considered as grammatical errors.
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2. Lexical errors included inaccurate use of nouns, verbs, adverbs, and
adjectives, in the sense of open classes, whose membership is in principle indefinite or
unlimited (Crystal, 1991 as cited in Kiling, 2007).

3. Phonological errors were inaccurate pronunciation of words that often led to
difficulty of comprehension of the target words. In case that mispronounced words were
comprehensible to the teacher, the words were still considered to have phonological
errors when the words were given corrective feedback (Kiling, 2007, p.25).

4. Unsolicited uses of L1. Instances where students used Turkish when English

would have been more appropriate and expected (Lyster, 1998 as cited in Kiling, 2007).

Chaudron classified errors as:
1. Linguistic (morphological and syntactic errors together) errors
2. Interactional Errors
3. Content Errors

4. Discoursal Errors (Chaudron, 1988).

Other taxonomies were also carried out by different researches. Richards proposed:
1. Inference Errors
2. Intralingual Errors
3. Developmental errors (Richards, 1971 as cited in Schacter & Celce - Murcia,

1983).

Allwright represented four — way classification of errors:
1. According to their linguistic description
2. According to their importance
3. According to their source
4. According to their ease of correction (Allwright, 1988).
According to Allwright source of errors could be intralingual, inferiential and

developmental.
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Another classification of error was set by Cohen:
1. Intelligibility
2. Frequency of errors
3. Errors at a high level of generality
4. Errors with stigmatizing or irritating effects
5. Errors affecting a large percent of the students

6. Errors which are relevant to pedagogic focus (Cohen, 1975).

Compared to Richards’, Allwright's classification encompasses a larger scale.
However it is important to note that “categorizing errors are not mutually exclusive: in
fact, the teacher’s behaviour may need to be based on a categorization in all four ways

at once” (Bailey, 1985).

In the analysis of the data, Lyster’s classification was preferred. But some error
types such as discoursal errors and content errors were borrowed from Chaudron

because Lyster’s classification does not cover these types of errors.

1.3 Error Correction in Second Language Acquisition

The debate whether feedback is effective in second language acquisition was
discussed by linguists. The main discussion could be seen in theories including two
opposite views; Skinner's behaviourism and Chomsky’s innatist theory. These could
account for the main discussion regarding the effectiveness of feedback. Skinner in his
Verbal Behaviour suggested that reinforcement influences speech acts. However,
Chomsky noted that reinforcement is not required for language learning. However,
Chomsky mentions the studies carried out in 1950’s finding an evidence of effectiveness
of feedback (Reigel, 2005). Similarly, Lightbown and Spada stressed on the creative
constructions of the language being learnt. Krashen, on the other hand, focused on the
distinction between acquisition and learning. In 1960’s there was an emergence of new

thinking in language acquisition theories followed by interlanguage studies. These
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studies made it possible to interpret errors and instead of error-free performance,
teachers focused on getting the learner to communicate (Oladejo, 1993). Acquisition
and learning distinction could be examined from sociolinguistic, psycholinguistic and

pedagogic viewpoint.

Sociolinguistically, the distinction could be made with reference to the criteria
such as the location, participants, topics and purposes. In naturalistic language learning,
compared to instructed second language learning, there is a variety of criteria (Ellis,

1998).

Psycholinguistically, acquisition and learning process is examined as formal and
informal learning. Formal learning involves deliberate and consciousness effort including
explicit rules of grammar whereas informal learning is a process of discovery and takes
place through direct participation in communication. Corder stated that the term error
was not relevant in psycholinguistic view of language (Cohen, 1975). Of course, “it
would be mistake to equate classroom and formal learning on the one hand and

naturalistic and informal learning on the other” (Ellis, 1998, p.2).

Educationalists discussed this distinction in terms of formal training and
apprenticeship. Stern defines formal learning as a “deliberately planned social
intervention” (Stern, 1983 as cited in Ellis, 1983, p. 2). Apprenticeship involves learning

by doing.

Learning-Acquisition distinction was further discussed by Krashen in his Monitor
Hypothesis. “The monitor Model was constructed with the classroom in mind, even
though it was developed to account for the results of studies of naturalistic L2 acquisition
in the main” (Ellis, 198, p. 58). His main proposal included the correction of errors. EA
results were interpreted in his hypothesis. He offered that errors should not be corrected

when the goal is acquisition but when the aim is learning error correction is necessary.
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Adults however both acquire and learn the new language. By the help of acquired rules,
learners produce utterances and these utterances are monitored by learned rules
(Demircan, 2005). Demirel, on the other hand, noted that a person cannot “acquire” a
second language; she learns it (Demirel, 1992). Therefore it must be remembered that
adult language acquisition is different from first language acquisition, especially in terms
of error correction (Dekeyser, 1993). The proof of this distinction could be seen in a
child’s language development in spite of the fact that they receive little correction.
However, adults need negative evidence in order to process input (Dekeyser, 1993).
Panova and Lyster noted the reason for necessity of negative feedback; when learners
were not able to discover the differences between their interlanguage and foreign
language, they may need to be informed in the form of error correction (Lennane, 2007).
Krashen’s point of view related to inefficacy of corrective feedback could be challenged
by the studies carried out in immersion programs. It was found that even after a great
deal of input, second language production was still inaccurate (Loewen et al., 2009).
Researchers emphasized the importance of corrective feedback which was considered
important for teaching grammar. Loewen identified errors made by learners in tests and
showed them back one day or two weeks later. It was observed that learners were able
to identify and correct their errors (Ellis, 2006). What's more, Krashen’s acquisition and
learning distinction was criticized for what constitutes conscious or unconscious
processes. Nevertheless, this distinction shed light to a problematic area. Even if the
learners knew the rule consciously, they were unable to apply it in spontaneous
conversation. Learning-Acquisition distinction explained the lack of correspondence
between error correction and direct teaching. According to Krashen, this could be

explained by learning the rule, but not acquiring it (Mitchell & Myles, 2004).

Stern brought another dimension to the discussion of learning / acquisition
distinction by naming it implicit-explicit discussion. He stated that terms such as
conscious or deliberate learning are dichotomous (Stern, 1991). Hilgard avoided the

difference between acquisition and learning. He noted that:
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What is the place of understanding and insight? Some things are learned more readily if
we know what we are about (...) but we can form vowels satisfactorily without knowing how we
place our tongues. Some things we appear to acquire blindly and automatically; some things we
struggle hard to understand, and can finally master only as we understand them (Hilgard, 1948 as

cited in Stern, 1991, p. 404).

1.3.1 Monitor Hypothesis

The Monitor Hypothesis stated that “learning has only one function, and
that is as a Monitor or editor” (McLaughlin, 1987 as cited in Mitchell & Myles, 2004,
p.46). Monitor is responsible for self-feedback of a speaker. It also predicts upcoming
sentences (Rinvolucri, 1994). In other words it helps to modify the output (Mc Robie,
1993). This prediction accounts for avoidance strategies in intermediate and advanced
learners which are linguistically efficient. These strategies could also discourage the
learner from trying to move ahead in their competences (Rinvolucri, 1994). Monitor
operates when the focus is on accuracy. Krashen used the term ‘learning’ to refer to
what Behaviorists called rule-governed learning (1983 as cited in Mc Robie, 1993).
According to Krashen’s monitor hypothesis, knowledge of conscious rules can be helpful
when the focus is on accuracy (Allwright & Bailey, 1991; Krashen&Terrell, 1983,).
According to this hypothesis, rules to be learned should be learnable, portable, and not
yet acquired. This accounts for under which conditions the correction of errors takes
place. So, error correction will only work if; correction is limited to learnable rules and
carried under conditions that allow monitor use. However, the studies showed that
correction is helpful to second language acquisition if it takes place in the context of

ongoing efforts to communicate (Ellis, 1994).

From Krashen’s point of view, if errors and mistakes are discussed in terms of

acquisition / learning distinction, it can be argued that during acquisition process,

learner’'s attempts might result in mistakes because acquired knowledge is implicit. The
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learner, as a result, will have a feeling that the form is incorrect and correct it by
reference to the implicit knowledge. Learnt forms, on the other hand, might have errors
and the learner will be able to correct or avoid these by reference to explicit knowledge
(Krashen, 1987). Krashen used the term monitor to explain individual differences. He
stated that Monitor over-users do not like making mistakes but their speech is inclined to
be non-fluent because they are constantly checking their output. Monitor under-users do
not care much about errors and tend to have fluent speech. ‘Optimal’ Monitor users
make use of Monitor hypothesis when it is necessary (Mitchell & Myles, 2004).
According to Krashen, when the under-users correct their speech, conscious rules are
not called upon. This case is also true for native speakers who made speech errors
(McRobie, 1993). Nonetheless, the concepts of “monitor users” are now impossible to

test empirically (Mitchell & Myles, 2004).

1.3.2 Incompleteness Hypothesis

Byram’s incompleteness hypothesis brings a different dimension to error in terms of
defining it by comparing native speakers’ and non-native speakers’ grammatical
competences. Incompleteness hypothesis discussed the issue whether a non-native
speaker can ever achieve native speaker grammatical competence (James, 1998).
Cook also asserted that the aim of foreign language teaching is not to produce ‘imitation
native speakers’ and added that non-native speakers should be compared with fluent
bilinguals, not the monolingual (James, 1998, p.52). Schacter studied learners of Dutch,
Chinese, Indonesian and Korean (learners are listed on a scale decreasing similarity to
English) to find out which learners achieved completeness. He found that Dutch learners
got closest and Koreans had least success. He asserted that learners will achieve
completeness on the condition that they have access to Universal grammar, or their first
language is identical in this regard to the language they are learning. He concluded that
“Incompleteness will turn out to be an essential feature of any adult second language

grammar” (Schahter, 1990 as cited in James, 1998, p.55)
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With reference to Byram’s incompleteness hypothesis, another issue to be
discussed is the necessity of attaining native speakers’ competence. Byram believes
that there is no need to strive after “the unattainable and insidious ideal of imitating and
evaluating communicative performance by comparison with the native speaker” (James,
1998, p. 52). Similar issue was discussed by applied linguists who subscribe to
Universal grammar. Chomsky rejects the ideas of “on his way” toward acquiring
knowledge of English, and ‘if they reach the goal, they will then know English” (Chomsky
1986 as cited in James, 1998). At this point Chomsky refers to interlanguage.
Chomsky’s competence/performance distinction sheds light to mistake/error distinction.
Transformational-Generative Grammar provided a basis for analyzing learner’'s errors
which reflect nature and degree of learner’s hypothesis of language. From perspective
of an earlier model of universal grammar theory, the presence of positive evidence was
sufficient. But negative evidence hardly played a role in language acquisition because
error correction changes the behavior in language but it will not change the
interlanguage grammar of the learner (Freeman, 2003). Universal Grammar linguists
advocated that in order to discover limits of the language system some form of Universal
Grammar is needed to eliminate generalizations about language structure (Mitchell &
Myles, 2004). Schacter suggested that producing output means that learners test
hypotheses about language. It is also important because learners have the chance to
interact and negotiate meaning (Freeman, 2003). Thus some proponents of Universal
Grammar perspective see correction or negative evidence following learner output as
necessary for second language acquisition (Freeman, 2003, p.104). With reference to
competence/performance distinction, “Corder associates errors with failures in

competence and mistakes with failures in performance” (James, 1998, p.78).

Alternatively, it can be stated that as long as learner interpret feedback as positive
evidence (examples of acceptable language sentences) rather than corrective the
benefit of recast would be evident. According to other Universal Grammar linguists, the

effect of feedback on learner’s interlanguage would be superficial if feedback is
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interpreted as corrective (Shwartz, 1993 as cited in Nicholas, Lightbown & Spada,
2001).

Student: Why does the aliens attacked earth?

Teacher: Right. Why did the aliens attack Earth? (Mackey, 2000 as cited in
Mitchell & Myles, 2004, p. 178). This recast did not interrupt the communication but was

seen as confirmation.

1.3.3 Creative Construction Theory

Creative Construction theory is one of the theoretical positions by which
Lightbown and Spada proposed to explain second language learning. (Lightbown &
Spada 1999). According to creative construction theory, learners “construct” internal
representations of the language being learned. In other words, these mental
representations function as “mental pictures” of the target language and they develop in
predictable stages to the complete mastery of the second language. These theories
have, greatly influenced pedagogic practices related to the development of second

language proficiency (Stern, 1983).

“The type of English spoken in the classroom is clearly a major factor
determining the type of English that is learnt there [...] in the process of teaching, we
teach English of a particular kind, which we call pedagogic discourse”. (Edmonson &

House, 1981, p. 20 as cited in Bargiela, 2003).

Creative Construction Theory presented the view that interlanguage was created
independently from first language. However, the restructuring hypothesis assumed that
learner’'s first language provides a basis for second language. On the other hand,
Creative Construction Theory offers an intralingual interpretation (Stern, 1983).

Therefore, Chomsky’s Universal Grammar is a basis for this theory (Kugtik, 2005). One
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of the major contributions to this theory was made by Krashen’s Monitor model (Unl,

2007).

Differently Corder asserted that second language learner does not start from the
scratch as contrastive analysis similarly suggested (Corder, 1978 as cited in Stern,

1991).

1.3.4 Interaction Hypothesis

Long’s Interaction Hypothesis (IH) is an extension of Input Hypothesis (Mitchell
& Myles, 2004). Like Krashen, Long stressed the importance of comprehensible input,
but emphasized the interaction that takes place in two-way communication (Bargiela,
2003). IH examined breakdowns and repairs in communication. Therefore |IH dealt with
negotiation of meaning. Negotiation was defined as the comprehensibility of the
message and the form insofar as it contributed to comprehensibility. Long argued that
interactional features such as clarification requests, repetition, and stress on key words
provide the learner with negative evidence which results in development in learning

strategies and eventually language development (Lyster, 2007; Lyster & Ranta, 1997).

According to Lyster, Long’s negotiation of meaning only focuses only on
conversational aspects of communication. Lyster’'s clarification requests, repetition,
elicitation, and metalinguistic feedback promote a pedagogical focus on form and

accuracy while maintaining meaning-based negotiation (Lennane, 2007).

According to Varonis and Gass, conversational exchanges have a distinct
structure: A trigger and a resolution. These exchanges were carried out by a variety of
conversational strategies such as confirmation checks and requests for clarification as in
the excerpt below:

Student 1: And what is your mmm father’s job?
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Student 2: My father is now retire. Trigger

Student 1: Retired? Indicator of problem
Student 2: Oh, yes. Resolution: Response
Student 1: Oh, yes. Reaction

(Varonis & Gass, 1985 as cited in Ellis, 1999, p. 4).

The first noticing or triggering function emerged when L2 was uttered. The
correction by the interlocutor made the other learner aware of the deficiency in L2
(Dilans, 2010). So, it could be said that output served as a triggering function as the

consciousness- raising activity (Mitchell & Myles, 2004).

In second language acquisition research, it was proposed “that environmental
contributions to acquisition are mediated by selective attention and the learners’
developing second language processing capacity (...) is brought together during
negotiation for meaning” (Long, 1996, p.414). According to this view, implicit corrective
feedback facilitates second language development (Tatawy, 2002). Furthermore, it was
claimed that implicit negative feedback provided learners opportunity to attend to
linguistic forms. So, unlike Krashen who stated that only positive evidence is sufficient
for language acquisition, Long highlighted the importance of implicit negative feedback.
So, it could be concluded that negative evidence could increase accuracy and
awareness while promoting hypotheses testing (Sahin, 2006). It was also stated that
negative feedback helps learners to notice the gap between Interlanguage (IL) forms
and target language forms (Sheen, 2004). Output Hypothesis likewise emphasized the
interaction in learning process. Learners are pushed so they could initiate or construct
utterances by responding to their interlocutor’s feedback. It is through the pushed output
which made learner’s language more accurate and fluent (Dilans, 2010). Late version of
Interaction Hypothesis suggested that through negative evidence and modified input,
interaction can contribute to incidental acquisition. Recast is a major way of achieving
this (Ellis, 1999). Long asserted that (...) negative feedback obtained during negotiation

work or elsewhere may be facilitative of second language development at least for
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vocabulary, morphology, and language specific syntax (...) (Long, 1996 as cited in
Mitchell & Myles, 2004, p.174). Interaction also provided learners with the opportunity to
talk in the target language which contributed to interlanguage development. Swain
pointed out that one of the functions of output was to serve as a consciousness-raising
by triggering ‘noticing’. This helps learners to notice their problems. At this point, Long
argued that modified input is beneficial for supplying learners with information that was
problematic. However according to Krashen, output had no direct effect on acquisition
(Ellis, 1999). With reference to this, learners try out rules then use them to confirm or to
disconfirm which is called ‘output plus correction’. In this case feedback supplied
learners with metalinguistic information which could be direct or indirect (Ellis, 1994).
Schacter similarly pointed out that metalinguistic information related to the correctness

of the utterance can be direct or indirect (Schacter 1986b as cited in Ellis, 1994).

1.3.5 Interlanguage Theory

IL research provided insights for second language acquisition. The theory
attempts to “describe learners’ systems” (Mc Laughlin 1987 as cited in Brown, 2001).
Corder used the term idiosyncratic dialect to refer to learner’s language (Brown, 2001).
Interlanguage had an intermediate status between the native and target languages. This
term was originally adapted from Weinreich’'s term f‘interlingual’. This theory also

changed views about errors and how to treat them.

IL is the product of overgeneralization of rules and semantic features. It's not a
natural language and evolves over time (Mitchell & Myles, 2004). Ellis, about
Interlanguage, commented that “learners compare the input with their own mental
grammar.” (James, 1998, p.8) This mental grammar can be referred to as IL. According
to Ellis, this comparison of input and mental grammar can be done by drawing attention
to the kinds of errors that learners make. “Ellis developed this idea and gave it a label:

cognitive comparison. Clark had the same idea in mind when she formulated
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coordination theory.” (James, 1998, p.8) Recent developments in the field of IL

showed that learners test hypothesis about how second language is structured.

Sridhar highlighted the importance of errors in the light of Interlanguage; deviations
from the target language should not be seen as mistakes or errors. They should be

considered as an inevitable part of learning (Simsek, 1989).

Oladeyo stated that corrective feedback helped learners to confirm, disconfirm or
test their hypotheses about language (Lennane, 2007). It could also be asserted that

corrective feedback might result in learner’'s modifying interlanguage.

Corder claimed that it would be possible to understand language better if learner’'s
errors were systematically investigated (Stern, 1983). Rather than studying errors in
isolation, Selinker proposed that learner has a system which is different from target
language in systematic ways. Corder, on the other hand, was the first to study the
learner's errors (Stern, 1983). Ellis, similarly points out that IL can also reflect the
operation of communication strategies. These strategies enable them to compensate for
their lack of knowledge (Ellis, 1990). Communication strategies are used when there is a
discrepancy between the learner’'s knowledge and the learner’'s communicative intent. It
may contribute indirectly to learning by permitting greater opportunity for language use.
It was noted that by treating errors, teachers are trying to help students move ahead in
their interlanguage development (Richards & Lockhart, 1996). And negative feedback
also played a crucial role in structuring IL (Long, 2007 as cited in Dilans, 2010).
Naturally, in order to improve learner’s interlanguage, teacher needs to distinguish

between learner’s systematic interlanguage errors and other errors (Brown, 2000).

However, Truscott asserted that since IL improvement is a complex process,

teachers cannot identify the errors which need correction. Furthermore, due to the fact
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that different structures are learnt in different ways, there would be no single form of
correction. Ferris offered solutions for these problems. “Students are

a. focused on the importance of self-editing;

b. trained to identify and correct patterns of frequent and serious errors; [and]

c. given explicit teaching as needed about rules governing these patterns of errors”

(1999 as cited in Najmaddin, 2010).

Corder preferred the term ‘transitional competence’ for interlanguage. (Ellis, 1990)
He suggested that errors represent the discrepancy between the grammar of the learner
(their transitional competence) and target forms (Corder, 1967 as cited in Lennon,
1991). “The notion ‘competence’, of course, comes from Chomsky and the idea that this
competence in second language is ‘transitional’ is meant to capture the dynamic nature
of the learner's developing system.” (Selinker, 1992, p. 155) Nemser uses the term

‘approximate system’ for Interlanguage. (1971 as cited in James, 1998)

It should not be considered as a coincidence that IL theory and Communicative
Approach emerged in near dates. IL studies told about the language learning process
which would enable teachers to design the most appropriate conditions. According to
Selinker (1992), teachers, in order to make intelligent pedagogical decisions, need to
have a principled way of designing learner’s output. Mistakes are not regrettable, but an
integral and important part of language learning; correcting them is a way of bringing the
learner’s interlanguage closer to the target language. In addition to this, errors that
learners make change over time which indicates that interlanguage is transitional and
variable. Learner chooses among different variant forms and tests language (Ellis &
Barkheuzen, 2005). While learners are testing the language, they make use of learning
strategies. These strategies will therefore help them to develop their communicative
competence which is the basic rationale in communicative approach. But time of
correction is a key element as Richards and Lockhart stated; (...) “But mistimed error

treatment may fail to help; it may even be harmful if it is aimed at structures which are
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beyond the learners’ stage in interlanguage development” (Richards & Lockhart, 1996,
p.192). As a conclusion, the term error could be explained as “being unaware of the
linguistic system and uncertainty about the rules of language and even probably

fossilization of learner language” (Lee, 1990 as cited in Ustaci, 2011, p. 11).

It could also be concluded that the Second Language Acquisition Theories
(SLA) found negative evidence essential for second language acquisition (Kiling, 2007).
In Carrol and Swain’s study it was proved that learners given explicit and corrective

feedback performed better (Carrol & Swain, 1990 as cited in Kiling, 1993).

1.3.5.1 Restructuring of Interlanguage

The term restructuring is grouped under interlanguage theory. The rationale

behind restructuring was explained by Lightbown;

Restructuring occurs because language is a complex hierarchical system whose
components interact in nonlinear ways. Seen in these terms, an increase in complexity or
accuracy in another, followed by overgeneralization of a newly acquired structure, or simply by a
sort of overload of complexity which forces a restructuring, or at least a simplification, in another

part of the system (Lightbown, 1985 as cited in Gass & Selinker, 2001, p.214).

As explained above, restructuring occurs when a new element in the language is
added. If this element disturbs the existing system, reorganization will take place. During
this organization the learner will produce erroneous sentences. This means the learner

is trying to adjust the new element in to the existing system.

Lightbown presented an example of U-shaped behaviour which refers to three
stages of learning a structure
Stage 1: He is taking a cake.

Stage 2: He take a cake.
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Stage 3: He is taking a cake. (1983 as cited in Gass & Selinker, 2001, p. 215).

In the first stage, the learner produces target-like form. At stage 2, the learner
produces deviant utterances. At stage 3 the correct usage is once more produced. It
was hypothesized that when simple present tense was introduced to the learner, the
learner had to learn this form and adjust the usage to the previously learnt present
continuous tense. Some time later the learner is able to use both present tense and

continuous tense in correct place (Gass & Selinker, 2001).

Restructuring accounts for qualitative changes in learner's IL and the rationale
behind erroneous sentences that teachers might come up with during the acquisition of

a newly learnt structures.

1. 4 Treatment of Errors in Different Approaches and Methods

Is language a tool, a skill, a habit, a machine that works or a living thing?
(Demirel, 1992). The question brought by Demirel is crucial in terms of teachers’
approach to language. Teachers’ perception of language will determine their practices
including error correction. These questions will be discussed within the framework of
approaches and methods. Throughout the application of linguistic and psychological
theory to the study of language, errors were seen and treated differently (Corder, 1974).
Krashen and Seliger found two universal and crucial factors common in all methods;
isolation of rules and error detection or correction (1975 as cited in Klim, 1994). It can be

inferred that correcting errors is a crucial factor in formal instruction.

There was a shift in pedagogical focus from preventing errors to learning from
errors (Long & Richards, 1987). This shift was a result of the changing view of language
and teaching. In 1950’s, language was seen as a set of rules to be learnt. However,
when the communicative aspect of language gained importance, errors were seen and

treated differently. Holey and King likewise pointed out that this shift necessitated less
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overt correction and relaxing error correction on the part of the teacher. Hence learners
are encouraged to express themselves (Magnan, 1979). What's more, new methods
and approaches made it possible to apply new ways of teaching and thinking in the

classroom. Still many discussions are being carried out by researches.

These arguments with reference to error correction could be summed in two
different opinions; the first one suggests error correction and teaching grammar
enhances foreign language learning in adults (Ellis, 2004) whereas the other advocates
that error correction does not play a significant role in the development of foreign
language learning. The reason behind the idea of insignificance of error correction is

that foreign language learning is likened to first language acquisition (Schulz, 2001).

“Perspectives on the efficacy of error-correction are distributed along a
continuum which exhibits a range of positions from interventionist to non-interventionist”
(Roberts, 1995, p.164). There were three main approaches to errors; the traditional view
which is non-tolerant to errors; the second view was held by Corder and Selinker who
believed errors are natural and inevitable and the last one by Krashen and Terrel who

advocated a selective approach to errors (Klim, 1994).

The traditional view which could be considered as interventionist is the
behaivorist learning theory. In the sixties the word ‘error’ was associated with correction,
at the end with learning (George, 1972 as cited in Hendrickson, 1978). In the field of
methodology two schools can be mentioned with respect to learner's errors:
Psychologically behaviourist and linguistically taxonomic which was known as
audiolingual method and cognitive approach which was based on mentalist theories
such as Interlanguage and hypothesis testing (Corder, 1974). What's more, Krashen
and Seliger observed that all language teaching methods had two characteristics in

common; discrete point presentation and feedback on error (Krashen, 1987).
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In Behaviorist learning theory, errors are the result of first language interference
and are to be avoided or corrected if they do occur. The avoidance of error was one of
the central precepts of audiolingualism. Statements like the following from Brooks were
widespread in literature: “Like sin, error is to be avoided and its influence overcomes,
but its presence to be expected” (1960, p.58). When audiolingual method was dominant
errors were thought as bad habits which should be prevented. When errors occurred,
students were not allowed to discover and correct their own mistakes. The
recommended correction was immediate correction by the teacher (Ellis, 1990). The
following extract could be an appropriate example showing the importance of waiting
time in correction:

Teacher: Give me a sentence beginning ‘l...’

Student: lis ...

Teacher: No, NO!! | AM!!!

Student: Okay. | AM!Il The ninth letter of the alphabet. (Murray, 1999, p. 43).

In this excerpt, if the teacher had waited a little longer, she would understand the
learner’s intention. Following the learner’s utterance, it would be more difficult to repair
the correction. Holley and King conducted a study and asked teachers to wait ten
seconds before correcting the learners’ utterances. In fifty percent of the cases it was

found that learners were able to self-correct (1997, as cited in Klim, 1994).

In addition to immediate correction, explicit correction techniques were adopted
by the teacher in audiolingual method. However, it was stated that explicit correction
does not form a pattern for memory while discouraging the learner (Lucas, 1975 &
Fanselow, 1977 as cited in Tathoglu, 1994). In other words, external manifestations of
learning were focused on (unlike the cognivist view of language which focused on
internal process) (Tathoglu, 1994). ‘Exposed correction’ could also be used for the term
immediate correction (Rolin-lanziti, 2010). ‘Embedded Correction’, on the other hand

refers to dealing with errors without stopping the conversation (Rolin-lanziti, 2010).
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Behaviorist view of language is what Roberts called interventionist (Roberts, 1995). Not
only did many supporters of audiolingualism overestimate learning outcomes for most
language students, but some of them regarded second language errors from a
somewhat puritanical perspective (Long & Richards, 1987). However, it should also be
noted that this view of error in audiolingualism provided the learner “automaticity of
response, otherwise termed fluency, which was / is seen as a necessary component in
communicative activity” (James, 1998, p.13). On the other hand, it was suggested that
intensive drill may cause ‘over learning’ which could cause obstacles for learners to
construct their Interlanguage (Freeman & Long, 1991). In the view of Skinner's model of
operant conditioning, corrective feedback can be ‘positive’. The affective and cognitive
modes of feedback are reinforces to speakers’ responses” (Brown, 2000, p.290). CA
was the favored paradigm for studying foreign language which was associated with
Behaviorism. Such an approach to error treatment was compatible with the central tenet
of operant conditioning, namely that correct responses received positive reinforcement
and negative responses negative reinforcement (Ellis, 1990). In this way, the formation
of bad habits could be prevented if errors were held to a minimum (Freeman & Long,
1991). The relationship between frequency of error correction and pedagogical focus
could be best seen in methods era. Chaudron stated that the more grammar is

highlighted, the more frequent error correction is (Sheen, 2004).

“The non-interventionist position is typified by Krashen and Terrel and their
Natural Approach in which error correction is proscribed. “From a naturalistic
perspective, it was shown that errors are developmental and are to be tolerated rather
than corrected”. (Ellis, 1998, p.9) In his monitor theory, Krashen stated that correction
caused the learner to monitor the language which resulted in learning. His theory was
challenged on the grounds that input could become intake on the condition that noticing
occurs. And it is corrective feedback that makes learners notice the gap between their
interlanguage and the target language. Krashen pointed out that error correction has a

beneficial effect on adult learners (Krashen, 2011; 1975 as cited in Klim, 1994).
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Krashen’s approach to errors could be classified as selective depending on the age of
the learner (Tathoglu, 1994). The reason behind this could be explained by the fact that
high levels of accuracy or native-like use can not be achieved by natural learning (Higgs
& Clifford, 1982 as cited in Lightbown & Spada, 1999). Gass suggested that corrective
feedback could function as an attention getting device. And without this attention,
fossilization might occur (Han, 2003; Tatawy, 2002 as cited in Sahin, 2006). Brown
pointed out that fossilization takes place in a similar way to that of correct forms (1987
as cited in Allwright & Bailey, 1991). Vigil and Oller suggested that cognitive information
about the problems in the learner's output should be provided in order to overcome
fossilization. Over-correction will not provide a solution to fossilization. Therefore instead
of trying to get everything correct at once, it is worth spending a short time to correction
(Gower & Walters, 1983). Correction should be considered as a long time process.
Fanselow similarly highlighted the process after correction. He suggested that teachers’

job is to move the information to long-term memory after correction (Fanselow, 1977).

Explicit knowledge gives the learner consciousness. And the consciousness
rises as the learner corrects an error (James, 1998). Edmonson argued that error
correction can contribute to consciousness-raising which is important for acquisition.
(1975 as cited in Ellis, 1990). Similarly in a study by Lightbown and Spada, teachers
who preferred meaning oriented language teaching react to errors as they occurred.
This technique is in accord with the notion that learners can benefit from consciousness
raising (Lightbown & Spada 1990). Consciousness rising helps learners to compare their

Interlanguage to the target forms (Vikers & Ene, 2006).

In Silent way, students are expected to develop their “inner criteria” for
correctness. Teacher’s silence is a tool for fostering learners’ autonomy because
learners bring with them the experience of already learnt items. Following the harsh
criticism of ALM, Silent way put emphasis on human cognition and learners became

more responsible for their own learning. Their errors were seen as a part of their
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learning process and considered as inevitable and necessary to learning. Trial and error
was commonly used in this approach based on the fact that learning was seen as a
problem solving activity (Demircan, 2005). Moreover, errors show teachers where things
are unclear (Freeman, 2011). However, Gattegno cautioned against the overuse of
positive feedback. “If students are praised often, they will get the impression that
learning a language is something out of the ordinary” (Freeman, 2011, p.127; Nunan,
1995). Gattegno held the view that praise and criticism created a relationship in which
the learner was forced to provide appropriate answers teacher was looking for.
However, it could be argued that it was difficult not to provide corrective feedback
considering the fact that learners expect feedback (Nunan, 1995). In addition to this,
Chaudron stated that constructive feedback was a source for improving language

development (1988 as cited in Freeman, 2011).

Curran’s community learning method provides the learner with the chance of
taking control of their own learning. When a learner wants to say something, she says it
to the teacher and the teacher translates the utterance for the learner and learner
imitates what the teacher has said. No correction was provided. It could be conjectured
that Curran discouraged error correction with beginners so as to decrease level of
anxiety. Earl Stevick proposed the term lathophobic aphasia for anxiety in some
learners. The term could be explained as avoidance of target language use, and the
feeling of being judged by the way which target language is used (Rinvolucri, 1998b). In
other stages color coded signals are used for correction. Correction is carried out in the

“reversal stage” in which the learner is ready for correction (Madsen, 1979).

Suggestopedia offered a different perspective to overcome the negative affective
factors of correction. Learners were given new identities which helped them to feel
comfortable when they made mistakes. However it could be criticized based on the fact
that feelings of a person is a whole (Demircan, 2005). Similar to Curran’s Community

Learning, Lozanov’s suggestopedia placed the feeling of the learner in the first place.
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The clear relation between error correction and proficiency level could be found
in Total Physical Response. Total Physical Response allowed delaying correction until
learners are proficient. What's more, correction should be carried in an unobtrusive

manner (Freeman & Anderson, 2011).

The focus of CLT is to promote development of functional language ability
engaging learners in communicative events (Savignon, 1991 as cited in Sato and
Kleinsasser, 1999). With the advent of communicative and content based teaching,
discrete point presentation decreased dramatically (Krashen, 1984). What's more the
emphasis shifted towards negotiation of meaning and correcting errors became less
favored. Swain claimed “mutual comprehension can easily be achieved despite
grammatically inaccurate forms and that teachers, therefore, in order to benefit their
students' interlanguage development, need to incorporate ways of pushing their
students to produce language that is not only comprehensible but also accurate” (Swain,

1985 as cited in Kiling, 2007, p. 3).

Hymes’ discussion in communicative competence gave rise to CLT. Hymes
described communicative competence as “a knowledge of rules for understanding and
producing both the referential and social meaning of language” (Ohno, 2002, p. 26).
Following Hymes, Canale and Swain categorized communicative competence into four
components which are grammatical, sociolinguistic, discourse, and strategic. Savignon
asserted that these competencies were interactive and communicative competence was
not just a sum of these competencies (1997 as cited in Sato and Kleinsasser, 1999).
Bachman similarly discussed communicative competence as in Canale and Swain but
differently he highlighted organizational competence (grammatical and textual),
pragmatic competence (illocutionary and sociolinguistic) under a more general term
called language competence (1990 as cited in Sato & Kleinsasser, 1999). Compared to
Hymes’ theory of communicative competence, Chomsky’s theory is considered abstract.

For Chomsky, communicative competence is “the learner's abstract abilities which
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enable them to produce grammatically correct sentences” (Richards & Rogers, 2001,
p.159). As a reaction to Chomsky’s study of language as an abstract entity, pragmatic
studies highlighted the importance of language in use (Blum-Kulka, 1997). Leech
distinguished three areas of pragmatics: General pragmatics, sociopragmatics and
pragmalinguistics which involves strategies like directness, routines or other forms that
intensify or soften communicative acts (Flor, Juan, & Guerra, 2003). Bouton clearly

stated the relationship between pragmatics and language learning:

(...) pragmatics and language learning are inherently bound together. (...)
pragmatics provides language teachers and learners with a research-based understanding of the
language forms and functions that are appropriate to the many contexts in which language is
used — an understanding that is crucial to a proficient speaker's communicative competence.

(1996 as cited in Flor et al., 2003, p. 10)

Hymes, on the other hand, stated that a learner needs to acquire both
knowledge and ability for language use including the knowledge of appropriateness or
whether something is formally possible. Hymes asserted that Chomsky’s view of
language was too idealized. He asserted that Chomsky’s theory did not account for
sociocultural factors. However, Hymes deemed that social life not only affected
performance but also competence. Taking this into account Hymes distinguished two
kinds of competences; Linguistic and communicative (Ohno, 2002). Similarly, Halliday
elaborated functions of language, which complemented Hymes’ view of language
(Lennon, 1991; Richards & Rogers, 2001). It is important to make a distinction between
competence and performance because this distinction allowed differentiating between a
speech error and lack of knowledge. As it was stated above the main difference lies

between an error and a mistake is reflected in competence and performance theory.

The Communicative Method, which had its heydays in the decade of 1980’s
relied in its most extreme forms on the importance of the factor defined as competence,

as was established by Chomsky and later re-captured by Hymes in his attempt to
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adequate formal linguistics to foreign language learning / teaching. In this new scenario,
many well-established views on language teaching were revised, updated, or done away
with altogether. Error making and error correction were two of the processes most
affected by the new trends in language teaching methodology (Gonzales & Corugedo,
1999). In communicative teaching, errors were seen as an indispensable part of
learning. Correcting errors therefore, accorded low status in classroom processes (Han,
2002). As communicative competence theory assumed a more central role in applied
linguistics in the 1960s and 1970s, interlanguage and error analysis studies broadened
in scope to include second language and communicative dynamics of second language

performance (Richards, 1985).

Brown defined CLT to include

a. goals focusing on all competencies.

b. techniques engaging learners in pragmatic, authentic, and functional use  of
language.

c. both fluency and accuracy (Brown, 1994 as cited in Sato & Kleinsasser,

1999).

Richards and Rogers concluded that CLT can be considered an approach rather
than a method because it leaves space for individual interpretation (Richards & Rogers,

1986 as cited in Sato & Kleinsasser, 1999).

In terms of error then, it can be stated that in communicative approach the main
aim is to correct errors that hinder communication. So, not all mistakes need correction
such as inaccuracies of usage (Schulz, 2001). Otherwise, too much correction would
lead the learners to shut off their attempts at communication (Brown, 2000). Brown
designated a model of feedback called “optimal distance model”’. He believed affective
elements of feedback or negative feedback could cause “shutting down”. “Optimal

distance model” served as a balance between ego-threatening correction and no
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correction at all (Brown, 1980 as cited in McRobie, 1993). Similarly, Omaggio stated that
errors should not be left uncorrected neither should errors be corrected in a threatening

way (1984 as cited in McRobie, 1993).

Today language teachers who were trained to teach communicative and content
based approaches believe that if appropriate conditions were given, learners at some
level need no error correction. Although it was stated that overt grammatical correction
does not help the learner to improve learners’ language, other forms of treatment to
grammatical errors had an impact on learners (Brown, 2000, p. 367). However, effective
language teaching entailed to modify lesson plans on the basis of feedback

(Kumaravadivelu, 1994).

Do teachers have to make a choice between formal correction and interaction?
Classroom studies showed that a well-known paradox should no longer be considered
as a barrier. Teachers used to believe that in order to correct errors they must either
interrupt the flow of communication or ignore the errors. There are ways of correcting
errors without scarifying the conversational coherence. Recasting could be considered a

way of integrating correction in instructional discourse (Lyster, 2007).

Morrow also highlighted the importance of feedback in CLT. He stated that
feedback was a common aspect in all communicative activities (Johnson & Morrow,

1981 as cited in Freeman & Anderson, 2011).

There are certain situations when there is need to show learners that certain
forms are not appropriate. Negative evidence then, helps the learner to go from a
broader grammar (superset) to narrower grammar (subset) (White, 1988 as cited in
Tatawy, 2002). This perspective is akin to the view of second language acquisition as

cognitive skill acquisition. According to this model of learning, feedback is essential in
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that “it has the properties of informing, regulating, strengthening, sustaining, and error

eliminating” (Han, 2001 as cited in Tatawy, 2002, p.5).

Lee and Valdman held the view that formal instruction was essential and it was
necessary to think the use of systematic language patterns in communicative classes
(2000 as cited in Schulz, 2001). Discussing about how errors should be treated or
whether they should be treated in the application of Communicative Approach,
discussions are related to basic principles behind this approach. These principles reflect
the need to develop students’ communicative competence. In the light of this information
it could be argued that CLT requires teachers to adopt less overt correction techniques
(Magnan, 1979). Australian Language Levels Project published teacher's guide to
support CLT in Australia. The guide included giving learners opportunities to use
language and providing informative feedback to allow them to manage their own
learning (Board of Senior Secondary School Studies, 1996 as cited in Sato &
Kleinsasser, 1999). So, in CLT feedback plays a crucial role. Rather than preventing
errors as in ALM, errors are used to work for learners. As stated before, errors tell
learners where they stand in the language process as well as informing teachers about
the problematic areas. Additionally, Prabhu described incidental correction in which
correction was carried out by rephrasing or restating. Although learners’ errors were
corrected their work was marked for content (Beretta, 1989). This correction distinct
from the term “exposed correction” (Rolin-lanziti, 2010) in that incidental correction dealt
with message whereas exposed correction dealt with form. Fanselow explained the role
of errors in CLT. He noted that errors are part of learning and indicated that errors
showed the wrong connections or hypothesis made by the adult learner (Fanselow,

1977 as cited in McRobie, 1993).

Communicative competence brought a new dimension to IL and EA studies in
that attention shifted to functional and pragmatic and social dimensions of language in

addition to discourse features and use of speech acts such as turn taking, requests,
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apologies, openings and closings (Richards, 1985). Faerch and Kasper found that
advanced learner discourse was limited in terms of speech act realization. Therefore, it
is important to be able to distinguish errors from strategic and situational infelicity

(Lennon, 1991).

In the 1980’s the Focus Approach developed by Magnan and Valdman, aimed at
bringing a middle way to error correction and its relation to communicative competence.
The Focus Approach aimed at conveying a rudimentary communicative ability which
attended both message and the medium. It does so by offering reduction of certain
elements which are not to be learnt actively at given point. Thus it promotes maximum

communication (Magnan, 1979).

In achieving communicative competence, input and output are equally important.
Input Hypothesis claimed that through listening and reading spoken fluency can be
achieved. In addition, output has an indirect contribution to acquisition. Output affects
the quantity and the quality of input. What’'s more, output helps learning by providing a
domain for error correction because it was asserted that mental representation of a rule
in a learner changes after correction (Krashen, 1987). It is important to note that “it is in
discourse and through discourse that the competencies are realized” (Celce-Murcia &
Olshtain, 2000, p.16). So, in order to have an understanding of role of error correction, it
is necessary to take into consideration interactive nature of classroom which also entails
analysis of teachers’ error treatment behavior by focusing on the purpose of teacher
whether the lesson is structure or meaning focused. In other words, error correction
should be analyzed by taking teachers’ behavior into consideration. Feedback can be
evaluative or discoursal. In the following excerpt:
You say, “l enjoy to go to the movies,” and | say,
“l enjoy going to the movies.” What is the difference? (Celce-Murcia & Olshtain, 2000,

p.218).
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It is important that error correction and detection involve more discourse-level
activities. Discourse-grounded correction should provide students with discourse and
pragmatic considerations and with the opportunity to use bottom-up and top-down
processing strategies. There are two discourse based approaches to error correction:
interview analysis which includes recordings of conversation. Transcriptions of the
recordings will supply material for correction. For written discourse, teacher is supposed
to reformulate the piece of writing and hand it out to learner. Then the learner compares
the problematic areas which is called reformulation (Celce-Murcia & Olshtain, 2000).
According to Chaudron, using learners’ errors is a good way of creating a student-
centered approach (1983 as cited in Celce-Murcia & Olshtain, 2000). If the objective of
teaching is the development of communicative competence, errors are to be analyzed
with respect to the effectiveness of communication, for instance its intelligibility (Hughes

& Lascaratou, 1982).

The teaching cycle in the task-based methodology also provides us with
information about the time of correction. In the planning and report sections, students
may not be able to make correct utterances or sentences as they lack of knowledge of
the rule. At this stage teacher helps them by providing the correct forms. At the
language analysis stage, students will be able to make self-corrections as they were
provided with the knowledge of the rule. Similar to this methodology, Tomasello and
Herron introduced Garden Path Technique which shares the same model of
presentation of linguistic input. Their research concluded that students learn best when
they generate a hypothesis and receive immediate feedback. In this way, learners can
compare their own utterance to target language forms (1989 as cited in Tatawy, 2002;
Lightbown & Spada, 1990). Their study also showed that a small amount of input
followed by error feedback was more effective than a large amount of feedback without

feedback (Dekeyser, 1993; Reigel, 2005).
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According to Multiple-Register Approach, the use of language was determined
by “sender”, “receiver’, “message” and “situation”. The wording depends on was called
as register. Halliday mentioned that learners’ common mistakes were due to register.
Register is a complicated issue and learners were taught only one type register. These
learners consequently do not understand colloquial language. “Foreigner talk” implies

tolerance in this issue. Teaching of register could start at intermediate level. Teaching of

register gained importance with Communicative Approach (Demircan, 2005).

1.4.1 Post Methods Era and Error Correction

As Mackey’s method analysis and the critique of methods emphasizes, there
was a breakaway from the concept of method (Stern, 1983; Kumaravadivelu, 1994). The
reason for this change can be explained with respect to the nature of method itself. A
method has little scope for personal interpretation and it is linked to very specific claims
and to prescribed practices. Compared to methods, approaches are more flexible and
allow space for the teachers in terms of applying certain principles (Kumaravadivelu,
2005; Richards & Rogers, 2001). Postmethod condition allowed for teacher and learner
autonomy which meant fostering reflective teaching and learning on the behalf of the
teacher and the learner (Kumaravadivelu, 1994).  Consequently, methods became
discredited after 1980’s (Richards & Rogers, 2001). Moreover, it was stated that today
no single perspective on language, no single explanation for learning could account for
the complexity of language (Kumaravadivelu, 1994). What's more, Kumaravadivelu
discussed the linguistic dimension of limitations of a method and suggested that
methods privilege native speakers and prevent learners from making use of their native
language. Phillipson called this “monolingual tenet of L2 pedagogy”. (Phillipson, 1992 as

cited in Kumaravadivelu, 2005, p. 167)

Approaches and methods played a crucial role in the development of language

teaching. However, teachers should be able to reflect their own experiences and beliefs
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into their classes. Today, personal differences, different expectations of the learner gave
rise to eclectic approach. Today rather than limiting themselves, teachers prefer to make
use of different methods. Having arisen from the school of philosophy, eclectic approach
was favored by the teachers. Also known as active approach, eclectic approach involved
the usage of certain methods fit for the purpose of teaching (Demircan, 2005).
(Translation) At this point, it should be noted that eclectism might generate unstable,
unsystematic, and unplanned pedagogy. Stern also cautions against the danger of
eclectism in that it might be too intuitive (Stern, 1991). Eclectism is not random choices
of likes of a certain method rather it is a careful, planned combination of sources to find
the best result (Hammerly, 1991 as cited in Kumaravadivelu, 1994). It could also be
defined as teachers’ attempt to find out what works in the classroom and what doesn’t

(Kumaravadivelu, 2005). So, it is important to use the term cautiously.

In a traditional class, teacher was considered as the only source of information.
On the other hand, in an interactive class learners engage in activities with their peers.
Feedback is one of these. It was stated that peer-correction or self correction is more
beneficial to eliminate errors compared to teacher correction (Cohen, 1975). Rollinson
found that 80 % of peer feedback comments were considered valid and 60 % of them
creative whereas only 7 % was found potentially damaging (1998 as cited in Rollinson,
2005). Learners could think that feedback from a peer whose English level is more or
less the same as theirs may not be feasible. With careful planning and pre-training,
teachers could overcome this problem. Peer feedback is important in classes where
communication is important because peer correction fosters communicative behaviors
as peers will inevitably interact for negotiation of meaning (Rollins, 2005). It could be
observed that since 1990s, the focus of error correction has shifted from teachers to
learners (Kiguk, 2005). What's more, peer correction reduces student dependence on
the teacher and increases the amount the students listen to each other (Gower &
Phillips & Walters, 1995). Peer feedback was also supported by collaborative learning

theory, Vygotsky’s Zone of Proximal Development and Interactionist theories of second
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language acquisition (Hansen & Liu, 2005). Students should be informed that input is
not provided only by the teacher but also by another learner. With the right kind of
atmosphere, learner would not be humiliated. It is the teacher’s duty to decide the most
appropriate time, way and type of correction (Harmer, 2007). Whether through teacher
correction or peer-correction, the main aim is to lead the learner to such a stage that
eventually they correct themselves (Gower, Phillips & Walters, 1995). This would
eventually raise the awareness of the learner. Upon hearing an incorrect utterance,
almost automatically teachers run the speech event through a number of nearly
simultaneous screens: First identifying the error (lexical, phonological), then identifying
its source, which will be useful in determining how you might treat the deviation. Next,
the complexity of the deviation (if a deviation required so much explanation, the teacher
might decide to postpone the correction) then deciding whether the utterance is
interpretable (local) or not (global). After that making a guess at whether it is a
performance slip (mistake) or competence error (at this stage a teacher needs to
develop intuition through experience and established theoretical foundations to make
the decision). Learner's linguistic stage of development will help the teacher decide how
to treat the deviation. The scope of the lesson is also a crucial factor in correcting
errors. Last but not the least; teacher's own style comes forth as the last step (Brown,

2000).

1.5 Errors and Learner’s Strategies

Strategies are devices that learners deploy when communication in the second
language becomes problematic (James, 1998). Consciousness is a key factor in
differentiating strategies from other processes (Cohen, 1998). However Freeman and
Long pointed out strategies could be conscious or unconscious (Freeman&Long, 1991).
According to Rubin, learning strategies is a product of one’s personality, cognitive style
or hemisphere preference (Rubin 1975 as cited in Freeman & Long 1991). Strategies

are important in language learning as “it is essential to identify the strategies used by
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good learners so that the same strategies can be taught to not-so-good learners.”
(James, 1998, p. 18) Rubin stated that a good language learner is uninhibited about her
weakness and tolerant to making mistakes (Stern, 1983). In order to see the
relationship between errors and strategies, it is essential to be able to identify the
processes learners call upon when they have to deal with an unknown piece of
language (Ellis & Barhuizen, 2005). It was stated that efficiency of corrective feedback
depends on learner characteristics such as aptitude, motivation and learning styles

(Schulz, 2001).

Corder stressed the importance of errors by seeing error as a learning strategy
(Corder, 1974). Similarly, Krahnke and Christison pointed out that errors should be
viewed as a source of information on learner’s strategy (1983). Learner’'s errors are
significant in terms of providing the teacher with the strategies or procedures the learner
is employing (Corder, 1974). Similarly, Canale and Swain discussed possibilities in the
event of a communication breakdown. Learners are supposed to self correct on the
condition that they have linguistic competence. If they are not able to self-correct, their
strategic competence will help them to deal with the problem (1980 as cited in Allwright

& Bailey, 1991). These types of strategies are language use strategies (Cohen, 1988).

Corder classified the errors and submitted that by inferring strategies of
language learners researches could learn a great deal about second language
acquisition (Freeman & Long, 1991). Richards proposed that developmental errors
reflect the strategies adopted by the learner. These errors show that learner is making
false hypotheses about language. These types of strategies are called language
learning strategies (Cohen, 1998). He also noted that similarities between errors
produced by children learning their first language and errors in second language
learning justified labeling an error as developmental (Schacter & Celce-Murcia, 1983).
Similarly Jakobovit stated that some strategies such as overgeneralization were helpful

in the second language learning. However useful may these strategies be the learner is
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inclined to make errors such as; “She don’t go to school with the bus”. (Jakobovit, 1970

as cited in Simsek, 1989, p. 19)

However, communication strategies could become a source of error when the
learner uses production strategies to convey the message. For example, “Let us work
for the well done of our country.” “This sentence might exhibit humor but learner had an
incorrect approximation of the word welfare. Like wise, word coinage, circumlocution

(...) could all be sources of error.” (Tarone, 1981 as cited in Brown 2000, p. 227)

“Medgyes tried to make a connection between overt and covert errors and the
two types of learner strategy: achievement strategies and reduction strategies”
(James, 1998, p.69). Achievement strategy referred to finding alternative ways of
expressing meaning whereas a reduction strategy involved topic avoidance. He
concluded that errors of learners who deployed achievement strategies are “easily
detectable and palpably present” due to the fact that they won'’t bother to risk on getting
their message across at any cost. However, learners deploying reduction strategies
seem to commit few errors. If the learner paraphrases, there will be little overt errors.
“But if they deliberately sacrifice part of their desired meaning then they will be
committing covert errors” (James, 1998, p.69). An analysis of the major types of errors
may lead to a misconception that learners will photographically reproduce anything that
is given to them. Many errors, however, derive from the strategies employed by the
learner in the language acquisition (Richards, 1985). Stenson similarly pointed out that
errors can be seen as a natural learning strategy (Ellis & Barhuizen, 2005). Comparably,
Selinker put forward ‘overgeneralization of TL rules’ and ‘system simplification’ as
learning strategies. To maintain a conversation, learners may transfer or borrow items
from their mother tongue as a communication strategy. This strategy may lead to what
Corder called “interlingual” errors. The question why some forms are borrowed or
transferred is opaque. Kellerman proposes that prototypicality (“the extent to which a

linguistic form is perceived as basic and natural”) or language distance as two reasons
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for borrowing or transferring some items (Ellis & Barhuizen, 2005, p.65). According to
universal grammar, learning a language involves parameter settings. For instance,
Spanish learners of English are likely to omit pronouns because Spanish is a pronoun
drop language. Intralingual errors also reflect that some learning strategies are in

operation. James summarized these strategies as;

1. False Analogy (over-generalization)

2. Misanalysis (the wrong assumptions)

3. Incomplete rule application (under-generalization)

4. Exploiting redundancy (omitting grammatical features such as 3™ person
-s)

5. Overlooking co-occurrence restrictions (failing to recognize that although
quick and fast are synonyms, quick food is not possible)

6. System-simplification (James, 1998 as cited in Ellis & Barhuizen, 2005,

p.65)

Apart from learning strategy based errors, communication strategy-based errors
could be mentioned. Errors might result due to using near-equivalent L2 item
(approximation), language switch or expressing L2 item indirectly (circumlocution)
(James, 1998). These errors show teachers that learner is trying to convey the message

(James, 1998 as cited in Ellis & Barhuizen, 2005)

In the same way, Corder’s taxonomy of errors included communication-based
errors which were defined as labeling an object incorrectly. For example, the learner
used “airball” for balloon; nevertheless, he was able to communicate the desired
concept. This is an example of word coinage (Tarone, 1980 as cited in Freeman & Long,
1991). Learners who have limited exposure to target language tend to form hypothetical
rules about teaching. A Chinese learners’ error is an appropriate example. The learner

wrote ‘A doctor is available for emergent visits.” The learner is aware of adjectival forms
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like ‘urgent’ versus the nominal form ‘urgency’. The learner either knew the word or
found it in the dictionary which was marked as noun. He tried to fit in the pattern of: ‘an’+
adjective+ ‘visit’. The word is correct but it does not create the effect that the learner
wanted. This is what Selinker calls ‘second language communication strategy’ (Norrish,

1983).

Jain asserted that in telegraphic stage language learner adopts learning strategy
to reduce the speech to a simpler system. If the reduction diverges widely from target
language, the speech is marked with errors. If the reduction does not violate the target

language, the speech will be free from errors (Jain, 1974).

In a study by Ontario Institute for Studies in Education, it was found that “(...)
good language learners develop learning techniques and strategies appropriate to their
individual needs” (Stern, 1983, p.406). However, in the same project it was stated that in
traditional classroom settings learners did not find opportunities for displaying strategies.
So, it can be concluded that learners were able to make use of strategies in
communicative settings in which they were pushed to use the language. Even when the
learners were pushed to use the language Bialystok found advanced learners lacked

strategic competence in negotiating meaning (Lennon, 1991).

Successful language learners are known to develop their own strategies for
learning. Successful learners, especially adults develop active planning strategy and
‘academic’ (explicit) learning strategy. However, proficiency tests fail to assess these
strategies which also contribute to the development of proficiency (Stern, 1983). It is
important to see the relation between strategies of the learner and the proficiency level.
According to Rubin, employment of the strategies depends on the learners’ proficiency,
age, the task, individual style, the context and cultural differences (Rubin, 1975 as cited

in Freeman & Long, 1991, p.199).
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O’ Malley designed a study to see the relation between language proficiency and
learners’ proficiency. It was concluded that intermediate-level students used more
metacognitive strategies than beginners (O’ Malley 1985 as cited in Freeman & Long,

1991).

Pica found that learners’ hypotheses and strategies changed in accordance with
different conditions of exposure and this was evidenced by error profiles (Pica 1983a as

cited in Freeman & Long, 1991).

1.5.1 Learner’s Cognitive Style and Error

Cognitive styles are preferences or tendencies of the learner to process
information (Freeman & Long, 1991). The relation between second language acquisition
and cognitive styles needs more research. Naiman’s study shed light to the relation in
that his study established a link between second language acquisition and field
independence / dependence. His study showed that field independent learners at the
twelfth grade scored higher than field dependent learners in listening comprehension

tasks (Naiman, 1978 as cited in Freeman & Long, 1991).

Category width is another cognitive style which refers to people’s tendency to
include or exclude items in a category. Brown and Schumann hypothesized that “broad
categorizers tended to make errors of overgeneralization, whereas narrow categorizers
may formulate more rules than are necessary to account for target language

phenomena (Brown, 1973; Schumann, 1978 as cited in Freeman & Long, 1991, p. 195).

As for reflectivity and impulsivity, Messer and Doron found that impulsive
children made more errors in reading (Doron, 1973; Messer, 1976 as cited in Freeman &
Long, 1991). Reflective learners are inclined to commit more errors as they tend to take

more risks.
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In a study by Willing, it was found that ‘analytical’ learners liked finding their own
mistakes (Nunan, 1988; Richards & Lockhart, 1996). Despite some variations, some
activity types including error correction rated very high in four different learner types
which were categorized as ‘concrete’, ‘analytical’, ‘communicative’ and ‘authority’
learners (Nunan, 1988). Willing interviewed and gave a questionnaire to learners about
their learning preferences. Error correction was one of the most highly ranked items of
the questionnaire. It was reported that 61% of the students wanted the teachers to tell

them their mistakes (Wiling, 1988 as cited in Richards & Lockhart, 1996).

Neuro-Linguistic Programming identified two different groups of learners. The
first group namely ‘other-referenced’ depends on other others in decision making
process. That's why they are inclined to accept teacher-initiated correction. ‘Self-
referenced’ learners, on the other hand, prefer to evaluate their language performance
against their inner feeling for the language (Rinvolucri, 1998b). From teachers’
perspective identifying these groups could take time but knowing that learners have
individual differences could lead the teacher to differential correction. In the teachers’
preferences for error correction part, teachers were found to be inconsistent in their
correction of errors (Allwright, 1975; Chaudron, 1977; Ellis, 1990, 1994; Long, 1977;
Lyster 1998; as cited in Tatawy, 2002). However when individual need is considered,

correction would be more effective if it depends on learners’ preferences.

1.6 Types of Error Correction

1.6.1. Chaudron’s Model

Chaudron’s corrective list is a model of correction in the language classroom
discourse. This study was taken as a model in the studies by Salica and Nystrom
(Chaudron, 1983). Chaudron in his model not only presented different types of

correction for teachers but also delineated the reaction to the correction. However his
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taxonomy did not include implicit/explicit distinction. According to his chart possible

feedback types could be listed as:

Ignore

Interrupt

Delay

Acceptance

Attention
Negation

Provide

Reduction

Expansion

Emphasis

Repetition with

no change

(optional

expansion &

reduction)

Teacher (T) ignores student’s (S) error, goes on to other
topic, or shows acceptance of content.

T interrupts S utterance (ut.) following error, or before S has
completed.

T waits for S to complete ut. before correcting.

Simple approving or accepting word (usually as sign of
reception of ut.) but T may immediately correct a
linguistic error.

Attention-getter; probably quickly learned by Ss.

T shows rejection of part or all of S ut.

T provides the correct answer when S has been unable
or when no response is offered.

T ut. employs only a segment of S ut.

T adds more linguistic material to S ut., possibly

making more complete.

T uses stress, iterative repetition, or question intonation,

to mark area or fact of incorrectness.

Trepeats S  ut. with no change of error, but emphasizes,

locates or indicates fact of error.
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Repetition with
change
(optional
expansion &

reduction)

Repetition
with change
and

emphasis

Explanation

Complex

Explanation

Repeat:

Repeat

(implicit)

Loop

Prompt:

Clue

Original

Question

Usually T simply adds correction and continues to other

topics.

T adds emphasis to stress location of error and
its correct formulation.

T provides information as to cause or type of error.

Combination of negation, repetitions, and/or
explanation.

T requests S to repeat ut., with intend to have S self-correct.

Procedures are understood that by pointing or otherwise
signaling, T can have S repeat.

T honestly needs a replay of S ut., due to lack of clarity or
certainty of its form.

T uses a lead-in cue to get S to repeat ut., possibly at point of
error; possible slight rising intonation.

T reaction provides S with isolation of type of error or of the
nature of its immediate correction, without providing

correction.

T repeats the original question that led to response.
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Altered

Question

Transfer

Verification

Translation
Choice

Exit

T alters original question syntactically, but not
semantically.

T asks another S or several, or class to provide correction.
T attempts to ensure understanding of correction; a new
elicitation is implicit or made more explicit.

T translates S ut., to target language.

T provides learner with an option for self-correction.

At any stage in the exchange T may drop correction of the
error, though usually not after explicit

negation, emphasis, etc. (Chaudron, 1983, p.434)

1.6.2 Long’s Model

Long’s model essentially asked the question which were posed by Hendrickson;

should errors be corrected and by whom, how and when. Long’s correction model

includes decision making process which starts with the teachers’s noticing the error, and

decision making process which involves to treat or not to treat the error.
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Table 1.1 Long’s Model of Feedback Moves
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Source: Long’s model of the decision making process prior to the teacher feedback move. Allwright & Bailey, 1991, p.101.

1.6.3 Allwright’s Model

Allwright who believed that teachers are inconsistent in correcting mistakes
argued that learners’ needs, individual differences and levels should be taken into
consideration in the process of correction (Allwright, 1988). Allwright put forward some

questions that teachers need to consider before correction;

a. What was said or done.

b. Who said or did it.

c. What was meant by it.

d. What should have been said or done.

e. What native language equivalent would be.
Next he proposed treatment types given below.
1. Treatment Type

Treat or ignore completely.
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Treat immediately or delay.

Transfer treatment or not.

Transfer to another individual, a sub-group, or to the whole class.
Return, or not, to original error - maker after treatment.

Call upon, or permit, another learner to provide treatment.

Test for efficacy of treatment.

2. Features of Treatment

Fact of error indicated.

Blame indicated.

Location indicated.

Opportunity for new attempt given.
Model provided.

Error type indicated.

Remedy indicated.

Improvement indicated.

Praise indicated. (Allwright, 1988, p. 206-207)

It could be seen that Long’s model and Allwright's model share common features
in the decision process. Differently Allwright's model seems to focus on the role of native
equivalent and the process following the correction. As seen above, there are various
ways of correcting errors. Although different scholars suggest different ways for this,
there is no perfect single way to correct errors. Many factors such as age, proficiency

level, learning styles might call for different techniques for correcting errors.

1.6.4 Lyster and Ranta’s Model

Lyster and Ranta’s feedback types are important as they engage the learner

towards the repair of the error (Lennane, 2007). In order to identify the types of feedback
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that the teachers use, Lyster and Ranta scrutinized teacher and learner interaction
(Helvaci, 2004). This engagement could help the learner to practice on the form and

enables them to remember better (Lyster & Ranta, 1997).

Explicit Correction
In this feedback type as the name suggests, teachers provide learners with
correct form. This feedback type led to 86% uptake but only 50% of repair. It was stated

that explicit correction is not frequently used by teachers (Lennane, 2007).

Elicitation

Elicitation involved repeating learners’ utterances up to the erroneous part. It's
clear to the learner that the utterance needs correction. This feedback type led to 100%
uptake and considered the most successful correction resulting in 46% self-repair

(Lennane, 2007).

Recast

Recasts are important as it does not interrupt the flow of communication as
aforementioned. According to Lyster and Mori, recasts are ideal as they provide
scaffolding (Lyster & Mori, 2006 as cited in Lennane, 2007). However only 31% of
recasts led to uptake possibly because learners could not distinguish recasts as a type

of correction (Lennane, 2007).

Isolated Feedback
Isolated feedback is a type of recast in which no further information was given to

the learner (Kigtk, 2005). (Translation).

Incorporated Feedback
Isolated feedback is a type of recast in which further information was given to the

learner (Kuglk, 2005). (Translation). This type of feedback could be followed by
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metalinguistic feedback or other types of feedback. This type of feedback confirms the
idea that teachers prefer to give more than one type of feedback. However those are not

noticed by the learners (Ellis, 1994).

Metalinguistic Feedback

Metalinguistic feedback involved terminology about the form of the sentence.
This feedback move does not explicitly provide the correct form so learners are pushed
to produce the correct utterance. Although it’'s not used frequently by teachers it led to
86% uptake and 45% of repair (Lennane, 2007). Different from other feedback types,
metalinguistic feedback is mostly used in adult classes although Freeman noted that it is

also possible to use it with young learners (Freeman, 2003).

Clarification Request

Lyster and Ranta noted that due to ambiguity of clarification requests, only 28%
of this feedback type was followed by repair. Elicitation, on the other hand was one of
the most successful corrective move leading to 100% uptake (Lennane, 2007).
Clarification requests were used when there were problems in the form that, as a result
of the students’ low proficiency level, also affected the comprehensibility of the utterance

(Kiling, 2007).

Repetition
According to Lyster and Ranta, repetition was the least favored feedback type
(5%). Learners’ uptake to this move was 78% with 31% resulting in self-repair (Lyster &

Ranta, 1997 as cited in Kuguk, 2005).

70



1.6.5 A Compilation of Error Correction Techniques by Walz

The reason for choosing to include Walz’s compilation could be explained in
terms of its substantiality. Walz distinguished correction types with regard to language

skills.

Self- correction
Pinpointing : In this correction suggested by T repeats the S ut. up to error.

The last word should be exaggerated for the S to realize the

error.

Rephrasing

Question &

Generating

Simple

Sentences : Holey and King suggested that rephrasing involves reducing
number of words so as to prevent lack of comprehension.

Cueing : T gives the grammatical variations of a key content word.

Explain the

Key

Word : Joiner suggested that this could be done by writing
the word on the word or acting it out.

Questioning When T could not comprehend S ut., learner is indirectly
asked a question for clarification.

Repetition : Cohen suggested that having the student to repeat the
erroneous form would offend the S less.

Grammatical

Terms : It involves giving S metalinguistic cue.
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Gestures : Gestures take less time compared to verbal corrections. It
involves nodding, rolling the over, flipping one hand, and

stress. (Walz, 1982, p. 18-22)

1.6.6 Lightbown and Spada’s Model for Corrective Feedback

EXPLICIT CORRECTION
Metalinguistic: It involves a question or a statement of the rule.
Repetition of incorrect production: The teacher uses a different intonation and
repeats the incorrect utterance to draw attention.
Focus on the error: The teacher uses gestures, snapping fingers, gasping or

explicitly states out the forms are incorrect.

IMPLICIT CORRECTION
Teacher gives the correct form without drawing the attention of the learner. (Lightbown &
Spada, 1993 as cited in Klim, 1994). Implicit correction involves correcting the learner

without providing the correct form directly.

When different types of correction techniques were scrutinized, it could be seen
how and to what extend did theories and approaches in language teaching affect the
concept of error and error correction as an instructional practice. The studies on errors
and error correction were on the focus in 1960’s as the study of error was equated
closely to behaviorist learning theory. Following behaviorism, cognitive view of learning
emphasized the role of correction to provide information which learners could make use
of in modifying their behaviors. When Chaudron’s chart was analyzed it could be seen
that many different types of correction had been observed in classroom interaction. His
correction types not only include explicit but also implicit correction which is favored in
CLT. Chaudron’s aspect of error could be considered important because it is detailed

and it shed light to studies on error correction. With the advent of CLT, negotiation of
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form gained impetus and error correction techniques improved in the light of this
principle. Contrary to the general misinterpretation that in CLT errors should be left
uncorrected, it should be noted that correcting errors “helps us to clarify the language in
students’ minds.” (Harmer, 2007, p.97) Chaudron’s, Long’s and Lyster and Ranta’s
correction techniques are mainly based on Hendrickson’s questions which include role
the corrector, timing and type of correction as well as which errors should be corrected.
Lyster and Ranta suggested that the benefit of feedback is greater for the students if
error correction is not provided directly and explicitly. Thus, elicitations or requests for
clarification, peer or self- correction techniques may seem more favorable from teachers’
point of view (Lyster & Ranta, 1997). Lyster and Ranta’s study on the type of correction
is an example of view of CLT to error correction. Furthermore, their study could be
considered important as it highlighted that: a. Teachers have variety of corrective
strategies to focus on learner errors. b. Choice of feedback type can be dependent on

type of error (Panova & Lyster, 2002 as cited in Kiling, 2007).

In this study, different techniques of error correction by researchers were
included so as to understand the similarities and differences in their methods. What's

more, teachers in their practices do not follow a specific technique.

1.7 Students’ Expectations of Error Correction

With the introduction of communicative language learning, the traditional role of
the teacher, learner, and education system were challenged. This challenge made it
necessary to redefine the roles. In this context, Nunan suggested that there was a
mismatch between the teaching preferences of the teacher and learning preferences of
the learner (Nunan, 1993 as cited in Savignon & Wang, 2003). Inevitably among these
contradictions, error correction is included. From the learner’s perspective a survey was

conducted. The BALLI (Beliefs about language learning inventory) survey established
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consistent results especially about error correction. It was reported that most language

learners wanted teachers to note and correct their errors (Savignon & Wang, 2003).

Learner beliefs could be considered as an important individual difference which
are relatively stable, enduring and highly individual. These beliefs may even impede
learning process (Loewen et al., 2009). Learner’s individual differences, past history,
and current state effect teacher's correction as teacher’'s correction technique or
preferences depend on the changing course of teaching-learning situation (Cohen,
1975). Dekeyser similarly asserted that effectiveness of error correction depends on
student characteristics. For instance, for weaker students error correction fees them
from inductive reasoning. Likewise, students with high motivation prefer error correction
whereas students with less motivation may consider correction as criticism (Dekeyser,
1993). Schulz’s study showed that students, who had stronger beliefs in the role of
grammar, had a stronger preference for error correction (Schulz, 2001). His study also
highlighted that there was a discrepancy between learner’s and teacher’s beliefs about

oral correction (Loewen et al., 2009).

In the study by Bartham and Walton, students’ reflections were presented.
Satisfaction- “My teacher is increasing my accuracy.”

Confidence- “This teacher seems to know what she is doing” (1991, p.29-30).

During communication activities, learners are contradictory about correction.
They can not take in a correction of form unless teachers disrupt the activity which is not
desired. On the other hand, they wish teacher would do correction when they are

speaking freely (Gower & Walters, 1983; Chenoweth et al., 1983 as cited in Ellis, 1990).

Cathcart, Olsen and Courchéne found that learners preferred being corrected all

the time. (1976 as cited in Walz, 1982). The same study also pointed out that students
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preferred explicit correction of oral errors and they considered pronunciation and

grammar errors important (1991 as cited in Stern, 1991).

Similarly Lim conducted a study in which expectations and attitudes of learners
in Singapore were analyzed. It was noticed that learners found correction desirable and
furthermore it was stated that learners were not frustrated by frequent correction. On the
part of the preferences of teachers, it was found that teachers preferred providing the
correct form whereas learners preferred to be given cues which would enable them to

self-correct (1990 as cited in Lennane, 2007).

On the other hand, Walker found that students believed frequent correction
destroyed their confidence (1973 as cited in Walz, 1982). In the same vein Burt and
Kiparsky asserted that overcorrection cut off learners’ sentences (1975, as cited in Walz,
1982). In a study by Tumposky learners answered a questionnaire in which they stated
that being able to communicate was more important than correctness (1991 as cited in
Lyster, 1997). Learners’ preferences could show differences but it should be highlighted
that learners favor correction as long as it was carried out in a non-threatening
environment and help learners to communicate more effectively. In a study learners
suggested that an ideal class is a place where teachers help learners when they make
errors (Bailey & Nunan, 1996). It could be concluded that their preferences were

affected by how they conceptualize learning (Lyster, 1997).

Catchart and Olsen conducted a study so as to find the frequency of error
correction and learners’ preferences of correction related to specific language areas. It
was found that learners found pronunciation and grammatical errors more important and
they wanted correction all the time. Teachers similarly stated they corrected grammatical
errors ‘most of the time’ in drills and ‘not so often’ in conversations (Olsen & Catchart
1976). Levenston asserted that of all learners consider vocabulary errors the most

serious (1979, as cited in Gass & Selinker, 2001).
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Two further studies by Chenoweth, Day, Chun and Luppescu (1983 as cited in
Klim, 1994) and Day, Chenoweth, Chun and Luppescu (1984 as cited in Klim, 1994)
indicated that learners had a positive attitude towards correction. Chenoweth stated that
learners saw correction as a facilitator for the improvement of their oral proficiency (1983
as cited in Klim, 1994).

Therefore, it can be observed that it is not only the teachers but also the learners

who have contradictory opinions about error correction.

1.8 Teachers’ Preferences of Error Correction

Many studies were conducted on the teachers’ preferences of error correction
but the contradictory results calls for more research in this field (Bartram & Walton,

1991; Edge, 1989; Hong, 2004; Hyland 2003; Minh, 2003 as cited in Ustaci, 2011).

Hulterstrém listed type of feedback and the role of the teacher in this process.
According to Bartham and Walton, the first teacher could be called a heavy corrector
who might discourage the learner. The heavy corrector could restrain learners’ creativity.
The second type is called non-correctors (1991 as cited in Ustaci, 2011). Of course the

two types presented are extremes.

Table 2.1 Type of Feedback and the Role of the Teacher

The receptive Transmission Approach Teacher is the leader who interrupts the
learner to correct. The main aim is to
correct errors.

The constructive approach The teacher is the leader but the main
emphasis is helping the learner.
The co-constructive approach The teacher and the learner share the

power in class. Feedback helps learners
to benefit from their past experiences.

Source: Hulterstrom 2005 as cited in Ustaci, 2011, p. 41.

76




“Learners and teachers often have different preferences concerning error
correction.” (Richards & Lockhart, 1996, p.189) The reasons for the differences in
perceptions between students’ and teachers’ could be evaluation style, personal
experiences and a myth that students are made to believe that grammar instruction is
essential (Schulz, 2001).Schulz’s study established discrepancy between teachers’ and
learners’ preferences; 90% of learners had a preference for correction whereas only
34% of their teachers agreed with this preference (1996 as cited in Lennane, 2007).
Sources of teachers’ beliefs could be due to their professional experience, in-service
development or their own learning experience (Borg, 1998). Similarly Richards and
Lockhart summarized teachers’ beliefs as their experience as language learners,
experience, established practice, personality, and principles derived from an approach
or method (Richards & Lockhart, 1996). Another factor affecting the preferences could
be the time spent in the teaching profession. Inexperienced teachers could have difficult
time evaluating the errors affecting students (Walz, 1982). Today, teachers accept the
importance of feedback and felt forced to develop their own strategies for correction
(Fielder, 2011). These choices are affected by the factors mentioned above. In addition,
Kassen reported that if teachers and learners share the same linguistic background and
learning experiences, they might share same preferences for error judgment (Tathoglu,
1994). For instance a study by Bear which was carried out in Turkey showed that
educational system based on rote learning and memorization. So, Tatlioglu stated that
teachers’ attitudes to error correction could be affected by behaviorist approach (1985
as cited in Tathoglu, 1994). However, it could be argued that today it is not the case.

Teachers are more open to changing perceptions in ELT.

Nespor pointed out that “beliefs have stronger affective and evaluative
components than knowledge” (1987 as cited in Sato & Kleinsasser, 1999, p. 309). It can
be stated that knowledge and beliefs which constitute teachers’ beliefs are intertwined

(Sato & Kleinsasser, 1999).
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It should also be noted that the theoretical perceptions of teachers on error

correction might contradict to what they actually do in the classroom.

Doff presented three teachers’ approaches to correcting errors. The first teacher
favored correcting every error as she thought learners would learn bad English from
each other. The second teacher held a moderate way in correcting errors. She preferred
correction in form focused part of the lesson. The third teacher chose to correct errors
as little as possible as she wanted her students to express themselves freely (Doff,
1988). Three different approaches to correction were similarly reflected in
methodologies and approaches to second language learning. At different times teachers
put these beliefs in practice. Focus, objectives of the lessons shaped teachers’
correction practices influence the decisions of the teachers. It can be concluded that
every teacher carries these three beliefs about correction. What matters is to be able to

use these three different approaches at the right time and place.

Edge also highlighted the importance of teacher’s status in terms of correction.
Teachers, who insist that native speaker is the best model, inevitably put themselves in
an inferior position. As a result they do not speak English in class. This has a direct
effect to the learner. Students realize that the teacher cares about correctness and
learners therefore will be discouraged to speak. Because learners realize what the
teachers want and they try to supply it (Edge, 1997). Similarly, Allwright and Bailey
noted that teachers often reject or correct the learner’'s utterance because it was not

what they expected to hear (1988 as cited in Lyster, 1997).

More importantly in a study about teachers’ beliefs on error correction, it was
observed that there was a shift after the study was carried out. Following the study
participants suggested that they expanded their vision and begun to consider other
dimensions of corrective feedback that either they were unaware of, or that were not

their primary considerations (Vasquez & Harvey, 2010).
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Ellis suggested that teachers do not correct every error (Ellis, 1990). “Many
educators proposed that some errors have higher priorities for correction than other
errors such as errors that have stigmatizing effects to the listener or the reader, and
errors that students produce frequently” (Hendrickson, 1978, p.396). However,
Seidlhofer argued that typical errors that most English teachers would consider urgent
need of correction and remediation, and that consequently often get allotted a great deal
of time and effort in English lessons, appear to be generally unproblematic and no
obstacle to communicative success (Seidlhofer, 2004 as cited in Jenkins, 2006).
Interestingly, Edmonson pointed out that teachers corrected errors which had not been
made (1985 as cited in Ellis, 1994). It was also stated that teachers are inclined to
correct content errors, vocabulary, grammar and pronunciation errors respectively.
(Chaudron, 1988 as cited in Richards & Lockhart, 1996) It was claimed that many of the
errors in syntax will disappear in time so classroom exercises might be better devoted to
vocabulary enrichment (Roberts, 1995) Chenoweth discovered that pronunciation, word
choice, word form, word order and factual accuracy were the most corrected error types.
(1983 as cited in Dirim, 1999) Additionally, large corpora of errors consistently indicate
that lexical errors are the most common among second language learners. (Seidlhofer,
2004 as cited in Jenkins, 2006). It was also found that the teachers corrected more
morphological errors and fewer discourse errors (Chaudron, 1986a, as cited in Ellis,
1990). Contrastively, Ellis asserted that discourse, content and lexical errors received
more attention (Ellis, 1994). Some teachers felt that it was important to correct every
linguistic error that occurred, while others felt that linguistic errors had to be ignored and
only contend errors had to be corrected (Hughes & Lascaratou, 1982, as cited in Ellis,

1990).

Lyster observed his French immersion database and reported that teachers
preferred recasts for grammatical and phonological errors and elicitation, metalinguistic
clues, repetition of errors or clarification requests ( negotiation of form in general) for

lexical errors (Nicholas, Lightbown, & Spada, 2001; Tatawy, 2002). So, it can be stated
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that teacher’s preferences of correction types can differ with regard to types of error.
Teachers who carried out the principles of CLT in their classes stated that first language
grammar teaching should be similar to second language grammar teaching. The reason
behind such a demand could rise from the difficulties in teaching forms which are not in
the first language (Sato & Kleinsasser, 1999). It wouldn’t be wrong to draw the
conclusion that however distant their relation would seem, teachers of CLT could make

use of CA.

In a study carried out in Banglore / Madras Communicational Teaching project, it
was demonstrated that content errors, which were defined either as an unsatisfactory
response in terms of content or answering a question that was not asked, were treated
in a wide variety of ways. In the same vein, linguistic errors were minimally treated or not
treated at all. These preferences are dependent on the teacher's preference for a

meaning focused or form focused lesson (Beretta, 1989).

Another problem is that teachers are inconsistent, ambiguous, and ineffective in
correcting errors (Allwright, 1975; Chaudron, 1977; Ellis, 1990, 1994; Long, 1977; Lyster
1998 as cited in Tatawy, 2002). It was conjectured that error correction should be
systematic and consistent because it would be difficult for learners to distinguish major
errors from minor ones if the correction is inconsistent (Tatlioglu, 1994). In line with this,
it is also discussed that teachers also frequently give up the task of correction (McTear,
1975, as cited in Ellis, 1990). One explanation for inconsistency- apart from the
complexity of the task they face may lie in differences in learner proficiency. It was
argued that teachers should offer learners variety of treatments because different
learners need to be treated differently (Allwright & Bailey, 1991). This issue was further
discussed and observed in Banglore Project. It is also important to highlight incidental
correction and separated it from systematic correction which drew learner’s attention on
error (Beretta, 1989). However, Fanselow also highlighted that accepting incorrect

utterances in one part of the lesson and ignoring them in another lesson could led to
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ambiguity. Not only what was corrected but also how the errors were corrected might
cause ambiguity. He stated that teachers’ gestures while correcting errors might not be
seen by the learner or saying ‘again’ might be understood as ‘I did not understand’ as
well as ‘that is wrong’ by the learner. Fanselow also stated that consistent correction
may aid learners in developing criteria of correctness (Fanselow, 1977). It should be
noted that proving learners with different ways of correction can not be always
considered as inconsistency. Some of the inconsistency arises from an understandable
lack of precision; for instance accepting a part of a sentence but failing to inform that the
rest is erroneous (Allwright, 1988). Another reason for the inconsistency is considering
error treatment as a manipulative process such as in behaviorist learning theory. But it is
a process of negotiation in which the teacher and the learner try to collaborate meaning
(Ellis, 1990). Some researchers like Allwright found inconsistency desirable whereas
Long thought it as damaging (Ellis, 1994). Allwright noted that teachers had to adapt to
individual differences among learners. Allen cautioned against the detrimental effect of

that the inconsistency could have on learning (Allen, 1990 as cited in Lyster, 2007).

Apart from the inconsistency, teachers’ beliefs and their practices are in conflict.
For example, Lee found some mismatches between teachers’ beliefs and feedback
practice; although teachers pay attention to form, they believe there is more to good
writing than accuracy. Teachers were inclined to correct errors for students but they
thought that students had to learn to correct their errors. In addition, teachers continued

to focus on errors although they know that errors were inevitable (Lee, 2009).

In a major study in which a comparison of student and teacher ratings of
selected learning activities were carried out some mismatches in terms of error
correction and student self-discovery of error were discovered. According to learners,
error correction was rated as very high whereas teachers rated it as low. In terms of self-
discovery of errors, learners thought that they had little chance of correcting their errors

(low). However, teachers thought learners were provided with chance of correcting their
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errors (very high). The data revealed clear mismatches between learners’ and teachers’

views of language learning (Nunan, 1988).

It is also crucial to consider the affective factors determining these preferences.
The manner of correction may influence learners’ openness to treatment (Allwright &
Bailey, 1991). Teachers also needed to make judgments about the learner's language
ego fragility, anxiety level, confidence, and willingness to accept correction (Brown,
2000). MacFarlane emphasized motivational aspect of feedback suggesting that
feedback should free learners from anxiety and a feeling of failure (Chaudron, 1988;
Ellis, 1994). Some learners might feel helpless about correcting their errors, therefore
teachers need to provide a strategy for defeating the feeling of helplessness and
encourage the students (Shaughnessy, 1977). In the same vein, many teacher trainers
defer correction for affective reasons. Apart from affective reasons course designers and

methodologists advocate working on accuracy after fluency (Ellis, 1994).

It was found that learners with low extrinsic motivation did better on oral tasks
after correction but learners having high extrinsic motivation did better on tasks without
correction. This study is important in that it highlighted that error correction may interact

with learner characteristics (Lyster & Ranta, 1997).

An observation study conducted at Trier University, Germany, Fielder observed
teachers’ feedback moves. She observed teachers’ feedback gestures and oral
feedback. The results showed that “good” and “yes” were the most commonly used
verbal feedback. Nodding and smiling were the most frequent gestures. She concluded
that positive feedback created a positive environment. So, the learners gained
confidence (Fielder, 2011). Repetitions could also be classified as common type of

corrective feedback (Nystrom 1983; Salica 1981 as cited in Ellis, 1994).
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The main point with reference to which errors to correct is an important decision-
making process for the teacher. Walz defined four criteria for deciding which errors to
correct; comprehensibility, frequency, pedagogical focus and individual concerns (1982).

And in this process teachers’ perception of the language played a crucial role.

Error correction whether implicit or explicit is not an easy process. Finding an
appropriate way requires creativity and resilience. In the end it could give us very useful

information about the effectiveness of the work (Leather, 1998).

1.9 Proficiency Level and Error Correction

It can be observed that although error correction is considered an important
issue, new researches on this issue are needed which take students’ level of proficiency

into consideration.

Table 3.1 Levels of Proficiency

MINIMUM MAXIMUM
PROFICIENCY PROFICIENY

A
v

Rating scales
Language tests
Interlanguage studies

Source: Stern, Fundamental Concepts of Language Teaching 1991, p.357.
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Table 3.2 Components of Proficiency

Relatively < » Relatively
abstract concrete
Single concept Twofold concept Threefold concept Fourfold concept Multiple categories
Example Example Example Example Example
Expectancy Linguistic Grammatical Listening Specification according to:
grammar (Oller) competence competence Speaking Roles
Sociolinguistic Reading Settings
Communicative competence Writing* Topics
competence Strategic Functions
competence Notions
(Canale& Swain) (Council of Europe)
Linguistic CALP Formal mastery Phonology/Orthography
Competence BICS Semantic mastery Lexicon
(Interlanguage (Cummings) Communicative Grammar in relation to
Studies/error capacity Listening
analyses) Creativity Speaking
(Stern) Reading
Writing
(Carroll)

Source: Stern, Fundamental Concepts of Language Teaching 1991, p 356.

* (Rating scales, language tests)

Defining language proficiency can be interpreted in different ways. As language
is a complex system, many attempts were made to explain language proficiency. Canale
and Swain divided proficiency into linguistic, sociolinguistic, and strategic whereas The
Council of Europe defined proficiency as combining roles, settings, topics, functions, and
notions. It can be derived from these classifications that one dimension for defining

proficiency would be insufficient (Stern, 1991).

In table 3.1, it was suggested that rating scales provided general accounts of
different stages of proficiency. Tests were considered as an important part of academic
learning whereas they could only assess limited aspects of proficiency. In addition,
interlanguage studies could assist the teacher to determine the proficiency level of the

learner (Stern, 1991).

In table 3.1, Oller opted for a single-concept for explaining language proficiency.

In error analyses and interlanguage studies single linguistic competence was assumed

(Stern, 1991). Fromkin pointed out the term “proficiency” as:
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. in the production of speech, it is not true that ‘anything goes’ or that speech
performance obeys no rules, or that the errors are totally random and unexplainable (...) While
we may not be able to explain as yet the exact mechanisms involved in speech errors, the errors
made are not only highly constraint, but provide information about speech performance which non

deviant speech obscures. (Fromkin, 1973 as cited in McRobie, 1993, p.25)

Language learning is process which takes time. At the first stage, learners try to
understand and perceive the language as a system. Communication is limited at this
stage. Then the learner feels confident enough to use the language for her own
purposes. This stage is considered as “desatellization phase”. The learner develops her

own criteria of correctness and becomes less dependent on the teacher (Stern, 1991).

Taken from IL basis, it is the learner's “developmental readiness” that specifies
what needs correction. A study by Mackey and Philip indicated that advanced learners
benefited more from feedback (Nicholas, Lightbown, & Spada, 2001). So, teachers
could use correction as students get more advanced. What's more, there is a strong
positive correlation between the correction of grammatical errors and general gains in
linguistic proficiency (Long, 1977 as cited in Ellis, 1990). Timing is important in terms of
determining the readiness of the learner to benefit from correction and choosing the
most appropriate time for drawing learners’ attention (Lightbown & Spada, 1990). Lee
proposed that errors should be collected at different proficiency levels so as to
distinguish persistent errors from typical errors at the beginner stage (Schacter & Celce -

Murcia, 1977).

Furthermore, for beginners, it is important to remember that learners need
practice in order to gain fluency in speaking. But teachers need to correct some
grammatical and phonological errors because no correction might imply perfection
(Brown, 2000). Cathcart and Olsen conducted another study including learners from
beginner to advanced which indicated a high ranking for pronunciation and grammar

errors (1982 as cited in Klim, 1994). At intermediate level, learners could become
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concerned about accuracy and ask for correction (Brown, 2000). At this point teachers

should not fall to the trap of correcting every error.

It was stated that advanced learners are more aware of their ignorance of
content words and they resort to compensatory strategies to express their idea (James,
1998). Lyster and Ranta reported that in advanced classes, teachers made use of recast
less (39%) whereas this percentage went up to 60% in lower proficiency levels. The
reason could be explained with respect to the fact that teachers could challenge learners

by a variety of options (1997 as cited in Nicholas, Lightbown, & Spada, 2001).

Hendrickson noted that as the proficiency level of learners’ increases, they are
more likely to correct their own errors (1980 as cited in Tatlioglu, 1994). A study by
Robbins showed that intermediate learners were able to locate 27% of their errors and

correct 50% of their errors (Robbins, 1977 as cited in Klim, 1994).

The relationship between errors and level of proficiency could also be seen in
the study by Klim. In a conversational class, he observed a higher number of errors
compared to other classes. He stated that the reason for this higher number of errors to
two facts; proficiency level and free exchange of discussion (Klim, 1994). Similarly
Makino stated that learners’ level of consideration should be taken into consideration

(Tatlioglu, 1994).

Similarly, it was stated that advanced learners produce “non-native like
sentences which are not necessarily completely erroneous” (Bialystok 1983; Faerch and
Kasper 1986; Firth 1988; Haastrup and Phillipson 1983; Kasper 1982 as cited in Lennon
1991, p.185). Hence, advanced learners compared to less proficient learners tend to
make errors in usage, style, appropriacy and global discourse errors. Their discourse
was also limited in terms of speech act realization (Lennon, 1991). In classroom most

teachers came up with similar phrases like “That is not wrong but we do not say it like
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this.” In his study, Lennon analyzed such errors and examined the sentences with panel

members. One of the most problematic cases was:

“There is a dam wall which should protect the village from flood.” (Lennon 1991,
p. 188). The panel members found this unacceptable, however they were unable to
specify what was wrong. The problem may lay in dam wall rather than dam (lexical), in
should rather than is meant to (modality), in from rather than against (preposition) or in
flood rather than flooding or floods (Lennon 1991). This is an appropriate example of

how error and identification or classification of error became blurred.

A study showed that advanced learners made better use of correction compared
to intermediate learners (Ellis, 1994). Similarly, another study by Mackey and Philip
indicated that advanced learners benefited more from intensive recasts (1998 as cited in
Sheen, 2004). Philip examined the relationship between level of the learner and the
ability to recall a recast. It was found that there was a positive relationship between level

of the learner and recall of the recast (2003 as cited in Sheen, 2004).

A study carried out by Poulisse showed that less proficient learners produce
more slips and correct fewer of these slips compared to more proficient learners. Less
proficient learners tend to lose control and commit more slips in order to develop fluency

(1997 as cited in James, 1998).

Ferris pointed out that effective grammar feedback and teaching will consider
learner’ level of proficiency in the English language and their previous encounters with
English grammar teaching and revising style (1999 as cited in Najmaddin, 2010).

Hendrickson suggested a hierarchy for oral errors based on the proficiency of

the learner:

Elementary level: correct only errors that impede communication.
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Intermediate level: correct errors that occur frequently.
Advanced level: correct errors that have a stigmatizing effect upon the student.

(Hendrickson, 1979 as cited in Walz, 1982, p.8)

Hendrickson stated that in determining correction for oral errors learners’ level of
proficiency should be taken into consideration. He added that “the specific effects on a
language learner’s proficiency in terms of who corrects his errors will depend upon when
they are corrected, which ones are corrected, and especially how they are brought to the
learner’s attention” (1978). He also stated that as the level of proficiency increases,
learners become good at correcting their errors. (Hendrickson, 1980 as cited in

Tatlioglu, 1994).

In his study, Kul found out that proficiency level is an important factor affecting
teachers’ preferences about error correction. Teachers preferred explicit correction
strategies in beginner levels. Elementary level learners preferred explicit correction such

as explanation and repetition with change (Kul, 1992).

Conflicting findings regarding error correction could lead to a conclusion that
proficiency level could be considered as one of the most important factors in determining

the efficiency of error correction.

1.10 Background of the Study

The study came into being as a result of curiosity and my observations in the
classroom. The stimulus for this study aroused from an experience that | encountered in
two different classes | was teaching. During a discussion activity, one of the students
made a grammatical error. As the aim of the task was to give opinions, | did not correct
the student. After he finished his statement, another student corrected his mistake and

asked why | had not corrected him. During the term, | observed the same student
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correcting his peers frequently. Observing the behavior of this student, | felt that |
needed to correct students’ errors. Following this event, in a different class a student
told me that | corrected him so often that he felt bad about it and added that my
correction demotivated him. Only then did | realize that subconsciously, | was trying to
correct each error, assuming that every student had same needs. This experience
helped me to think more about error correction. It will not be wrong to say that every
teacher may have similar experiences because error correction is a subtle issue and
requires fast decision making while considering many issues (age, proficiency level, aim
of the lesson) at the same time.

Another reason which led me to this study is the fact that small number of
studies looked on comparing teacher and learner attitudes and beliefs regarding error

correction (Panova & Lyster, 2002).

1.11. Statement of the Problem

Error correction is not only of practical importance, but is also a controversial
issue in the second language acquisition (Freeman, 2003 & Dekeyser, 1993). Many
researches were made in order to see the efficacy of corrective feedback. However,
there is lack of consistent findings in the limited literature of error correction due to the
different designs of the studies (Demirci, 2010). Similarly, it was asserted that the
literature on the correction of second language errors is quite speculative and relatively
scant (Burt, 1975). Studies carried out so far focused on the issue of correction either
from teachers’ perspectives or learners’ perspectives. What's more, most of these
studies included just questionnaires or classroom interaction. In this study, different
collection instruments such as recording and questionnaires were used in order to raise
the validity and reliability of the data. The high number of learner participation (126

beginner and 116 low-intermediate learners) raises the reliability of the study.
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A number of studies were conducted about learners’ attitudes and beliefs about
language learning in general (Chaudron, 1983; Fielder, 2011). However, these studies
did not focus on particular beliefs about instructional practices (Savignon & Wang,
2003). What's more, fewer studies looked into the matter considering both teachers’ and
learners’ preferences. Hendrickson, in his article asked the most famous questions to be
answered in corrective feedback (Hendrickson, 1978). As a response to these
questions, Lyster stated that researchers can not find answers (Lyster, 1997).
Consequently, it is important to be able to answer these questions and move forward to

learn more about what is happening in the classrooms.

This study aimed to look into the matter of error correction as an instructional

practice and see the relation between teachers’ and learners’ preferences.

1.12 Research Questions

1. What are teachers’ preferences for error correction in accordance with their
view of language and methodology?

2. What are the expectations of learners on error correction?

3. What do teachers take into consideration in correcting errors?

4. What is the relationship between teachers’ preferences and learners’

expectations for error correction strategies in different proficiency levels?
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CHAPTER 2

METHODOLOGY

2.1 Introduction

In this chapter a general outline of the study will be made and procedures will be
explained. Research design, data collection, instruments and informants of the study will
be described. Interactional sociolinguistics and discourse analysis will also be discussed

as they were considered important factors in interpreting the data.

Both descriptive and experimental research on error correction looked at a
multitude of factors involved in error correction as an instructional process. In descriptive
studies success of corrective feedback was determined by student uptake. Experimental
studies looked into the matter by conducting pre- and post-testing on certain grammar
points in order to identify which feedback type led to improvement in learner's
performance (Lennane, 2007). In a correlational research, the main emphasis is to
discover or establish the existence between two or more aspects (Kumar, 1996).
Correlational research systematically investigates the relation among two or more
variables. This research type increases the ability to interpret results meaningfully. The
aim of this study is to find teachers’ preferences and learners’ expectations in error
correction in different levels of proficiency. So this study could be classified as a

correlational research.

2.2 Research Design

In this study, the researcher hopes to establish a relation between teachers’ and

students’ preferences of error correction and level of proficiency. This study will be
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conducted in a Vocational School of Higher Education in Yalova. At the beginning of the
academic year, students take a placement test and they are placed according to this
criterion. This research includes five freshmen classes in beginner level and five senior
classes in low intermediate level. So, teachers (indicated by pseudonyms TA, TB, TC,
TD, and TE) were observed both in beginner and low intermediate levels. The data was
collected by voice recording the lessons. Ten lessons were voice recorded which
amounts to 500 minutes of recording. Students are adult learners between the ages of
18 and 20. The observations took part during the first and the second semesters of the

academic year 2011-2012.

The observation is an important part of the study because as Kumar indicated
observation is an appropriate way of collecting data “when you are more interested in
the behavior than in the perceptions of individuals, or when subjects are so involved in
the interaction that they are unable to provide objective information about it, observation

is the best approach to collect the required information.” (Kumar, 1996, p. 105)

The study was conducted in a classroom environment. In order to study
teaching-learning process actively and validly, classroom observation was obligatory to
see the dynamic relation of teacher and student interaction and environmental factors
(setting). It was found out that those three elements are dependent each upon the

others (Vaimon, 1962).

The learners did not know that the lessons were being recorded due to the fact
that if the participants had known they were being recorded, they might have changed
their behaviors (Pomerantz & Fehr, 1997). The recording of the lessons were analyzed
and transcribed using conversation analysis. The advantage of recording a study was
discussed by Pomerantz and Fehr. It was stated that by the help of recording details
could be recoverable and transcribing and making an analysis would be possible

(Pomerantz & Behr, 1997). Long also noted that error correction would be measurable
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only when teachers’ practices in the classroom were identified (1977 as cited in Klim,

2004).

2.3 Data Collection Procedures

Teachers who volunteered for this study were chosen. Before the administration
of the procedures teachers were ensured that their IDs would be kept confidential. Five
teachers (indicated by pseudonyms TA, TB, TC, TD, and TE) participated in the study.
The participants were not informed about the detail of the study in order to ensure the
validity. The teachers were informed about the general topic of teacher- student

interaction but not specific topic of error correction.

In this study, in order to see teachers’ preferences and learners’ expectations of
error correction in different levels of proficiency, two different questionnaires were
employed; one for collecting data from teachers and another from learners’.
Questionnaires are regarded as a cost and time efficient way of collecting information
from large groups of participants and they also enable comparisons of the perceptions of
various groups (Doérnyei, 2003 as cited in Ustaci, 2011). The teachers were not informed
about the questionnaires before recordings. The aim of this procedure is to find to what
extend their practices and beliefs match. The questionnaires included Likert scale items.
30 teachers participated in the questionnaire. Teachers’ questionnaires consisted of 47
items. The first question is excluded from analysis for the reason that it was deliberately

written as goofy question.

The parts had alternatives: ‘Strongly Disagree (1), ‘Disagree (2)’, ‘Neither Agree
nor Disagree (3), ‘Agree (4), Strongly Agree (5). The questionnaire not only included
items that would reveal information about their preferences on correction but items that

were planned to see the role of correction in their teaching. Besides these items, the first

93



two items tried to evaluate whether the teachers know the distinction between an error

and a mistake.

Questionnaires on the preferences’ of learners were written in Turkish in order to
make items clear for learners. The first part has 42 items. The parts had alternatives
‘Strongly Agree (1), ‘Agree (2)’, ‘Neither agree nor disagree (3), ‘Disagree (4)’, ‘Strongly
disagree (5). The second part of the questionnaire included samples from the
recordings which include different types of correction techniques to an error. Learners
were expected to choose from the alternatives and rank 12 items as ‘Cok iyi (1), ‘lyi (2),
‘lyi degil (3), ‘K6t (4). This part of the questionnaire was adapted from Cathcart and
Olsen (1976 as cited in Kul, 1992) but the responses were chosen from the recordings.
126 beginner learners and 116 low intermediate learners participated in the study which

amounts to a total of 242 learners. All the participants were male.

After recording the lessons, recordings were transcribed. Secondly, corrective
moves and learners’ uptake were presented in the table. The information that the table
provided was then compared to both teachers’ and learners’ preferences for error
correction. This comparison was carried out to see the differences between what
teachers do and what they believe to be right. In the second part, teachers’ and learners’
questionnaires were analyzed by using Statistical Package for Social Sciences (SPSS)
and presented in the tables. The information in the tables was used to learn more about

teachers’ and learners’ preferences.

2.4 Transcriptions and Analysis

The recordings were transcribed for analysis. All dialogues including teachers’
interaction both with the whole class and with the students individually were transcribed.
These transcribing conventions were devised by Gail Jefferson in the research carried

out by Harvey Sacks (Dijk, 1997). In the data analysis chapter, correction moves and
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learners’ reactions to these moves were charted in order to be able to see the types of

corrections clearly.

2.5 Informants

Seedhouse attempted to find the effect of corrective feedback patterns on
learning. In his study he included type of institution, class and level of students. His
findings suggested that teachers are inclined to adopt non-threatening implicit negative
feedback (1997 as cited in Sheen, 2004). His research is important in that it included

instructional settings and role of culture.

2.5.1 Teacher Profile

Table 4.1 Teacher Profile

Information / Teaching

Teacher Degree School Experience Age Gender

Teacher A B.A Ege 7 34 Male
University
English
Language
and Literature

Teacher B B.A Eskisehir 3 25 Male
university
ELT
Department

Teacher C B.A Kocaeli 3 25 Female
University
ELT
Department

Teacher D B.A Ege 4 26 Female
University
English
Language
and Literature

Teacher E B.A Hacettepe 14 36 Female
University
English
Language
and Literature
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2.5.2 Student Profile

Learners have different backgrounds regarding their previous English
experience. They are required to take American Language Course Placement Test
(ALCPT) before being placed to an appropriate class. Following the exam results,
learners are placed as beginner and elementary. These learners will need English for
their future careers. It was assumed in this study that the preferences of students on the
correction of their oral errors may differ and they use certain strategies in order to
improve their proficiency level. In the second year, learners attend to the course as
High Elementary and Low Intermediate. In order to be able to see the relation between
proficiency level and error correction, preferences of learners’ and teachers’, beginner
and low intermediate classes were chosen. Low intermediate level could be considered
more suitable for this study as some researchers believe that intermediate level students
might make more mistakes than advanced level students (Lyster & Ranta, 1997).
Consequently, the mistakes made by these learners are thought to be variable and give

different types of correction.

2.5.3 Institutional Profile

The study was conducted in a two - year vocational school in Yalova. In their first
year learners have 7 hours of English. 5 hours are spent in classroom and two hours are
spent in language laboratory. In two semesters the total amount of time of exposure to
English is approximately 217 hours. In their second year, the learners have 5 hours of
English. 3 hours of this time is spent in the classroom and two hours are spent in
language laboratories in which learners have access to multimedia exercises in
computers. The total amount of time for English is approximately 145 hours. Second
classes are divided into low intermediate and high elementary levels. In the former level,

two different course books are instructed which will be discussed in details below.
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Chaudron stated that the extend to which errors are corrected depended on the
setting and the pedagogical focus. That's why, institutional factors play an important role

in determining such instructional practices (1988 as cited in Sheen, 2004).

2.5.3.1 Course Books

2.5.3.1.1 American Language Course

The Nonintensive American Language Course (NALC) was redesigned to
include shorter lessons and corresponding homework and listening materials suitable for
nonintensive programs. Previously, the institute was using the same course book for
intensive program. In order to adjust the course material to lesson hours, non-intensive
book was preferred because for each lesson non-intensive course book requires
approximately four hours of class time. Beginner students have five hours of English
classes plus two hours of listening activities (with headsets). Low Intermediate students
have three hours of English classes plus two hours of listening activities (on the
computers with multimedia exercises of the same course book). Each volume includes
30 lessons accompanied by thirty minutes of listening activities and at least thirty
minutes of homework. The book introduces military students to realistic, relevant
language. The student is given step by step instruction from basic survival English to a
low intermediate level of proficiency and communicative proficiency. NALC deals with
vocabulary, grammar, language skills- speaking, listening, reading, and writing- as well
as sociolinguistic appropriateness. It integrated these areas of the language in various
activities. It provided the learner with numerous opportunities to practice naturally
spoken English. The materials are sequentially designed. One block of instructional
material builds on the previous block. The objectives are then reinforced and recycled
throughout the materials. Homework exercises and language skills activities for every
lesson ensure that the student has sufficient practice to master the objectives. The

NALC consists of four volumes. The levels are as follows:
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Table 5.1 Proficiency Level Determined by Institution

LEVEL ALCPT* RANGE
Volume 1 Beginner 0-25
Volume 2 Elementary 25-35
Volume 3 High Elementary 35-50
Volume 4 Low Intermediate 50-60

Source: American Language Course Volume 1 Instructor Guide, p. 5.
*ALCPT: American Language Course Placement Test

2.5.3.1.2 Stories Worth Reading

For low intermediate levels, another book was included in the syllabus so as to
develop learner's communicative competence. Each unit included activities which
involved group discussions. While the activities offer practice with vocabulary and
grammar, they are also intended to foster an environment of cooperation and community
in the classroom. Learners are expected to finish one reading passage with its activities
in two lessons. Since NALC provides learners with rather structural drills, learners are
able to discuss freely by the activities in the “Stories Worth Reading”. What's more, they
are able to recycle the vocabulary and develop their writing skills which were provided

by the book.

2.5.3.2 American Language Course Placement Test (ALCPT)

ALCPT is a proficiency test of listening and reading comprehension in English. It
is used for placing students to appropriate level who will study American Language
Course and screen students for readiness to take English Comprehension Level (ECL)
test. The ECL test is an official instrument used by American Government to measure
the English proficiency of non-native speakers who are candidates for US military
training. ALCPT consists of two parts; First part (66 questions) is carried out aurally.
Learners are required to listen to English questions and choose the correct answer.
Second part consists of reading items (34 questions) which are designed to test the
comprehension ability of the learner. ALCPT is used not only for placement purposes

but also for monitoring progress. Each learner takes ALCPT five times in two years. The
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first one is for placing the learner; second, third and fourth ones are for monitoring

progress and the last one is for graduation score.

In this study, recording was used to collect data about classroom interaction.

Furthermore, questionnaires were used in order to learn their preferences.
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CHAPTER 3

DATA ANALYSIS

3.1 Presentation

In this part, error types, teachers’ error correction techniques and learner’s
reactions were reflected by using charts. It should be noted that there is not always a
clear-cut categorization of errors (Gass & Selinker, 2001). However, there is need to
classify errors so as to see teacher’s correction and learners’ reactions to certain types
of errors. The classification included grammatical errors, word errors, pragmatic errors,

and errors resulting from mispronunciation.

100



3.1.1 Analysis and Description of the Data

3.1.1.1 Analysis and Description of the Data of TA in Beginner Class

Table 6.1 Analysis and Description of the Data of TA in Beginner Class

TA

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

20- 33

S: Was you in Istanbul
T: Was you mu?

S: Yani sen diye soruyor.
T: Tamam. You ile hangisini
kullaniyoruz?

S1: Was you?

T: Was you ((rising intonation))
S: were kullanacaksin

T: Yes.

S: Was were

T: Ah!

S: were were sadece were [ver]
sadece were kullanacaksin

S: Were [ver] you in Istanbul
yesterday?

S1: Were [ver] you in Istanbul
yesterday?

T: Were [ws] you in istanbul
yesterday?

Arkadaslar were [ws]ile

where [we.r] i ayirin.

Were su where nerede
demek.

yesterday?

Grammatical error

Phonological error

Pinpointing (Walz) followed by
Metalinguistic explanation
(Lyster & Ranta, 1997)

Pinpointing (Walz, 1982)
Teacher stresses on the
erroneous form. Here teacher
used two type of corrective
feedback which was called
“corrective recasting”. First t.
Repeated the ut. Then
provided a recast in which the
verb form was stressed
(Lyster, 2007).

Peer correction. The peer
explicitly corrects the other
learner. Teacher confirms the
correction.

Repetition with change
(Chaudron, 1983)

Learner translates to
check
Repeats the error

Waits

Accepts peer
correction but makes
another error.

Repeats the correct
form.
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TA Line Error Type of Error Correction Technique Learners’ Reaction
2 57-65 S: Was Harry (4) Phonological error | Repetition with change No reaction
T: Was Harry ((rising intonation)) (Chaudron, 1983)
S: Hocam ne yaziyor?
Another Student: Egypt.[icipt]
S: Egypt [icipt]. Was Harry in Egypt Phonological error Repeats the correct
[ecipt] ? Peer correction form.
T: Egypt [icipt]. Phonological error
S: Was Harry in Egypt [icipt] last
week? No, Herry was Egypt last Grammatical error | Repetition with change Repeats the correct
week. (Chaudron, 1983) form.
AnotherStudent: Wasn't.
T: Harry wasn't. Peer correction (Teacher also | No reaction
models)
3 66-68 S: Were the students in class at 7:30 | Phonological error | Repetition with change Repeats the correct
a.m last Wednesday? [venezday] (Chaudron, 1983) form in the answer.
T: Wednesday [wenzdi].
S: Yes, the students were in class at
7:30 a.m last Wednesday [wenzdi]?
4 70-74 S: Were the teacher late on Friday? Grammatical error | Clue (Chaudron,1983) and Self-correction

T: Soruya bak. Were dedin zaten.
Were the ?

S: Were the teachers late on Friday?
T: Teachers. Cogul

oldugu icin teachers

were. Were the teacher

degil.Were the teachers

Ok. ?

metalinguistic feedback (Lyster
& Ranta, 1997).
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TA Line Error Type of Error Correction Technique Learners’ Reaction
5 82-83 S11: Was yesterday [yestsday] at the | Phonological error | Repetition with change Repeats the correct
1l (Chaudron, 1983) form.
T: Was yesterday [yestsdey] dedik
guzel. Yerini degistirdik. Evet orada
ne olay? Thursday
S: Thursday.
6 87-88 S12: Were you early at class this [8iz] | Phonological error | Repetition with change No reaction.
morning? (Chaudron, 1983)
T: Were you early to class this [dis]
morning?
7 140-141 | S18: Where is my coffee? Here [her] | Phonological error | Repetition with change Repeats the correct
T: Here [hie] (Chaudron, 1983) form.
S: Here [hig] is your coffee.
8 145-148 | S20: Where is the dictionary Phonological error | Repetition with change Repeats the correct
[digtinary]? (Chaudron, 1983) form.
T: Dictionary [dik[en(s)ri] diyoruz.
S: Dictionary [dik[sn(s)ri]
T: Yes.
9 173-176 | S: A student were // Grammatical error | Interrupts the learner and Alters the statement.

T: “were” ile bir durumunuz yok.
S: A young student

provides negation (Chaudron,
1983)
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TA Line Error Type of Error Correction Technique Learners’ Reaction
10 176- S: A young student Grammatical error | Interrupts the learner provides | Corrects the statement.
194 T: SOyle sorayim arkadasiniza bakin. explanation and gives clue

A student is in the library. Bir 6grenci (Chaudron, 1983).

kitiphanede. She is young. Bagkasi

cevaplamasin litfen. She diye kimi

kastediyor orada?

S: Bilmiyorum.

T: Yani she diye bahsettigimiz sey (.)

A mithe student mi? Is mi? The

library mi? Hangisi?

Student: (2)

T: She diye bir sahistan bahsederiz

degdil mi? Orada sahis olan hangisi?

S: Mmmm.

T: A student. Yani she is young. O

geng. O sifati hangisine birlestirebiliriz

demektir bu? Student ile

birlestirebiliriz.

S: Evet.

T: Oniine koydugumuza gore ciimleyi

yeniden kur.

S: Young a student.

T: Allah Allah. A

S:A

T: young

S: A young student is in the library.
11 211-214 | S: Jane is tall to a man. Grammatical error | Loop (Chaudron, 1983) Alters the statement.

T: Once dlzgiin okursan daha giizel
olur.
S: Jane is talking to a man. He is tall.
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TA Line Error Type of Error Correction Technique Learners’ Reaction
12 215- S: Jane is (3) tall. Grammatical error | Peer correction followed by Completes the
222 S: talking teacher’s confirmation. sentence but ignores
S: talking the correction.
T: talking

S: to a tall man.

T: Niye talking diyorsun éburine tall
diyorsun?

S: (x) Tall

T: talking. Jane is talking to a tall
man. Birine “talk” birine “tall”. | will kill
you.
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3.1.1.1.2 Analysis and Description of the Data of TA in Low Intermediate Class

Table 6.2 Analysis and Description of the Data of TA in Low Intermediate Class

TA

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

2144-2152

You mustn’t

S: smoking in the class
Another student: smoked
in the class.

T: Bir daha

S: smoke (.) in the class.
T: Bakin ‘modal’lar dan
sonra gelen butin fiiller
sadedir. Yani dyle you
mustn’t

smoking, you mustn’t
smoked gibi seyler yok.
SA: You mustn’t smoking
yanlis mi oluyor?

T: Ya bu da klasiktir.
Baska bir sey yazalim.
You mustn’t run the red
light.

Grammatical error

Peer correction. Teacher focuses
on error (Lightbown and Spada,
1997) followed by metalinguistic
explanation (Lightbown &Spada,
1997) concluded by
exemplification.

Corrects the statement and
asks for clarification.
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TA

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

2165-
2168

S: You must use a
medicine.

T: You must use ya da
take. ‘Medicine’
biliyorsunuz ‘use’ ile degil
de ‘take’ ile.

You must take your
medicine. ‘Medicine’
¢ogulu yok. ‘medicine’ hep
‘medicine’.

You must take your
medicine to recover.

Lexical error

Explicit Correction (Lyster & Ranta,
1997)

No reaction

2321-
2323

S: put put putter [pat, pat
patter]

T: pat, pat patter mi? Put
[put],Put [put], Put [put]

Phonological/Grammatical
error

Repetition with change and
emphasis (Chaudron, 1983)
Explicit Correction (Lyster & Ranta,
1997)

No reaction.

2435-
2437

S: My father, my youngest
brother, and my son [sun]
T: [sun] degil o son [sAn]
S: my son [sAn] were born
in the month of May.

Phonological error

Explicit Correction (Lyster & Ranta,
1997)

Corrects the error.

2442-2444

S: We can't afford to buy
presents so [su] we each//
T: So [sau]

S: i (x) so [sav]

Phonological error

Explicit Correction (Lyster & Ranta,
1997)

Corrects the error.
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TA Line Error Type of Error Correction Technique Learners’ Reaction
6 2444-2446 | S: we each buy one Phonological Error Explicit Correction (Lyster & Ranta, | Corrects the error.
instead [instid] 1997)
T: instead [insted]
S: instead [Insted] my
wife likes to wrap the gifts
in the pretty paper.
7 2448-2454 | S: We usually have just Phonological/Grammatical | Repeat (Chaudron, 1983) Waits
one big cake and put Error
[pat](3) Questioning (Walz, 1982) Does not understand
T: Neymisg?
S: (3) Wants learner to remember the
T: Az 6nce soyledik? previous correction (line 2321) Self- correction
S: candle
T: and
S: put [put] and put [put]
candles
8 2458-2460 | S:he has looked Phonological Error Explicit Correction (Lyster & Ranta, | Repeats the correct
[lukid] forward to // 1997) pronunciation.
T: looked [lukt] forward to
S: looked [lskt] forward to
getting new (x) new toys
9 2462-2464 | You have probably sung | Phonological Error Explicit Correction (Lyster & Ranta, | Repeats the correct
[sung] 1997) pronunciation.
T: sung [sAng]
S: sung [sAng] song
10 2464-2466 | S: before here [her] Phonological error Explicit Correction (Lyster & Ranta, | Repeats the correct

T: here [h19]
S: here [h19] it is for you

1997)

pronunciation
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TA

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

11

2497-2505

S: They birth in the same
city olmaz mi?

T: They birth ((with rising
intonation))

Another S: Their birth took
place ya bir fiil kullanman
lazim. Fiil yok orada
mesela. They

were born in the same
city.

S: Their birth desek direk
T: Onlarin dogumilari
dedin (.) ayni sehirde

S: Ayni sehirde dogdular
T: iste dogdum nasil
diyorsun? | was born.
Dogdular: They were born
in the same city.

Grammatical error

Repetition with no change
(Chaudron, 1983)

Peer correction including
metalinguistic explanation

Translation and explanation
(Chaudron, 1983)

Waits

Corrects according to the
given cue but commits
another grammar error

12

2506-2509

S: What kind [kind] of
party do they have //

T: What [kind] of degil,
what kind [kaind] of party
S: What kind [kaInd]?

T: What kind [kaInd] of

party

Phonological error

Explicit Correction (Lyster & Ranta,
1997) with negative feedback

Repeats the correct

pronunciation.
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TA Line Error Type of Error Correction Technique Learners’ Reaction
13 2536-2551 | S2:= What does the Lexical error Emphasis (Chaudron, 1983) Peer interferes. Learner
writer’s wife do? My wife becomes aware of the error.
likes to wrap presents in
this way. Corrects the form  but
T: Bu da bir cevap. My Grammatical error Asks for clarification (Lyster & meaning remains incorrect.
wife mi? Ranta, 1997)
S3: evet.
S2: Yoo. Lexical error Waits
T: My wife? Repetition with no change
Another S: She wife (Chaudron, 1983) Accepts the correction.
T: Sen mi yazdin bunu?
Another S: She wife Repetition with change (Chaudron,
S2: Haa. 1983)
S4: Her wife
S2: Her wife
T: Her wife bir de Ustline
ustlik.
Ss: Eh-heh.
T: His wife olsa olmaz mi?
S2: lyi olur.
T: Tamam. His wife
14 2555-2558 | S: What does his son Phonological error Explicit Correction (Lyster & Ranta, | Repeats the correct

[son] like to do?

T: son [sAn]

S: son [sAn]

T: His son [san] likes to
blow candles.

1997)

pronunciation.
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TA Line Error Type of Error Correction Technique Learners’ Reaction
15 2559-2561 | S: His son liked to do blow | Grammatical error Repetition with change and Continues
candles. emphasis (Chaudron, 1983)
T: His son likes to
S: blow.
T: Candles. iste bu ‘do’ yu Metalinguistic feedback (Lyster &
orada sdylemiyoruz. ‘Do’ Ranta, 1997)
genel bir fiil oldugu igin
soruda kullanmamiz
gerekiyor. His son likes to
blow candles.
16 2603-2605 | S:* He is rich [ring] now. Phonological error Explicit Correction (Lyster & Ranta, | Repeats the correct
T: He is rich [rit]] now. 1997) pronunciation.
S: He is rich [ritf] now.
17 2621-2622 | S: make them stop Phonological error Repetition with change and Repeats the correct
burning [borning]. emphasis (Chaudron, 1983) pronunciation.
T: Make them stop
BURNING [b3rning].
18 2636-2637 | S: Because he was poor Phonological error Peer repeats the incorrect Ignores.

[por], he couldn’t buy new

(3)
S: Poor [por] diyor.

pronunciation




3.1.1.1.3 Analysis and Description of the Data of TB in Beginner Class

Table 7.1 Analysis and Description of the Data of TB in Beginner Class

B Line Error Type of Error Correction Technique Learners’ Reaction
1 396-397 | T: Date Hihi? Content error Repeat (Chaudron, 1983) Waits
Adilcan: Fourth (Chaudron, 1988)
T: What is the date today? Cueing (Walz, 1982) Peers interfere
Adilcan: Ha. Date.(.) Day
T: Tuesday is the day of today. Date? Learner attempts to
Ss: Tarih. produce the correct
Adilcan: January form.
2 424-426 | Berkay: Brow (2) eye [iy] Phonological error | Repetition with change | Repeats the correct
T: eyebrow ['albrav] (Chaudron, 1983) pronunciation.
Berkay:eyebrow ['albrau]
3 417 S: nose [noiz] Phonological error | Repetition with change | Teacher gives no time
T: Nose [noz] (Chaudron, 1983) for checking the
learner’s pronunciation
4 428-429 | S: Foot [fut] Phonological error | Repetition with change
T: Foot [fut]. (Chaudron, 1983)
5 443-449 | Semih: Ankle. Lexical error Choice (Chaudron, 1983) Learner did not
T: Ankle or understand the

Semih: Ankle or
T: Is it ankle?

Semih: Bilegi mi gdsteriyor?

Anlamadim.
S: Topuk.
Semih: Heel.

Clue (Chaudron, 1983)

question as correction.
Peer correction in L1

Learner translates

112




B

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

472-489

Berkay: Who helped my chair?

T: Helped? Are you sure? (3) What
does help mean? Help ne demekti?
S: Yardim.

Berkay: Yardim.

T: Hihi. Yardim etmek. Burada neyi
soruyor? Who blank my chair?
Berkay: Kim (x) gotirdi?

T: Hih.

Berkay: O zaman pointed to mu?

T: Adilcan which one is correct?
Adilcan: Correct?

T: Second one?

Adilcan: (3)

T: My chair was here not there. Who?
Adilcan: Moved.

T: Moved my chair. Hihi. Ne demek
‘move’ arkadaslar?

S: Hareket ettirmek.

T: Evet. Ne diyor bakin. My chair was
here not there. Buradaydi, orada
degil. O zaman kim hareket ettirdi
degil mi? Who moved my chair?

Lexical error

Repetition with no change
followed by emphasis
(Chaudron, 1983)

Cueing (Walz, 1982)

Transfer (Chaudron, 1983)

Explanation (Chaudron, 1983)

Translates the answer.

Learner answers the
question in L1 correctly
but he lacks L2
equivalent of the word

Another student
answers the question.
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B Line Error Type of Error Correction Technique Learners’ Reaction
7 502-516 | Erdem: Imm. Muscles [musikil] are on | Phonological error | Prompt (Chaudron, 1983) Waits
the inside of the body.
T: Please say it again. Repetition  with  emphasis | Repeats the same
Erdem: (3) (Chaudron, 1983) error
T: Musical?
Erdem: Musical Negation (Chaudron, 1983)
T: Not musical Ignores
Erdem: are in the // Explanation (Chaudron, 1983)
T: Cevabin dogru ama telaffuzunda Repeats the same
bir problem var. Repetition with change | error
Erdem: [muskil] (Chaudron, 1983)
T: Muscles [ masalz] Pronunciation is
Erdem: Muscles [ masalz]. corrected
T: Yes please repeat after
me.MUSCLES ['masals].
Ss: Muscles.
T: Muscles.
Ss: Muscles
8 541-542 | S: move[mouv] Phonological error | Repetition with change | No reaction.
T: move[mu:v] (Chaudron, 1983)
9 546-547 | Ethem: Imm. An eyelash [eyles] Phonological error | Repetition with change | No reaction.
T: An eyelash ['a1leef] (Chaudron, 1983)
10 557-560 | Murat: My throat was sore [sar] Phonological error | Recast (Lyster & Ranta, 1997) | No reaction.

yesterday. | took medicine for my
throat [trot]. My throat is okay today.
T: Yes, that’s right. My throat was
sore yesterday. | took medicine for
my throat. My throat is okay today.
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B Line Error Type of Error Correction Technique Learners’ Reaction

11 614-617 | T: Monday is the second day of the Discoursal error Recast (Lyster & Ranta, 1997) | Learner tries to justify
week. (Chaudron, 1988) himself by telling that
Ugur: What is the first day of the he asked the question
week? by considering his
T: Yes. First day. culture.
Ugur: Ama bize goére yaptim.

12 638-641 | S: It is December the fiveth (x) Phonological error | Pinpointing (Walz, 1982) Learner repeats the
eighteen seventy five. error
T: December the ((rising intonation)) Repetition with no change
S: Five (Chaudron, 1983) Teacher continues the
T: Fifth. topic.

13 643-647 | Fatih: It's January (.) Lexical error Pinpointing (Walz, 1982) Error is corrected.
T: hihi followed by clue (Chaudron,
S: the (3) twentieth 1983)
T:Twentieth((rising intonation)) or
twelfth?
S: Twelfth

14 668-671 | Erdem: It is May (3) twelfth (x) Lexical error Repetition with no change | Learner corrects and
T: Twenty seventh (Chaudron, 1983) finishes the sentence.
Erdem: Twenty seventh (2) Ninety
nine (2) nine.

15 674-677 | Ugur: It is May [may] Phonological error | Repetition with no change | Peer correction

T: [may]?

Another S: [mer1]

Ugur: It is May [me1] the seventh two
thousand.

(Chaudron, 1983)

Learner corrects and
finishes the sentence.
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B

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

16

701-707

Adil: It's March (.) one of it's March of
(.) It's March one (2)

T: One’'mi diyoruze?

Adil: One of (3)

T: Tarihleri sdylerken nasil sayilari
kullaniyoruz?

Adil: March first//

T: Hah. It's March the first//

Adil: Nineteen ninety.

Lexical error

Repetition with change and
emphasis (Chaudron, 1983)

Metalinguistic Feedback
(Lyster & Ranta, 1997)

Learner
error.

repeats the

Learner self-repairs.

17

723-725

Muammer: May the =fifth Nineteen (.)
nineteen fifty five

T: =The fifth hi hi. Nineteen sixty five.
Yes. Semih?

Lexical error

Repetition with no change
(Chaudron, 1983)

Teacher continues the
topic.

18

745-751

T: What's the date?

Ethem: Sunday.

T: It's Sunday. What is the date?
Ethem: I May (2) the eleventh
T: Hihi.
Ethem: Iu
eighty.

T: Good.

nineteen (x) nineteen

Content error
(Chaudron, 1988)

Repeat (Chaudron, 1983)

Learner self-repairs.

19

760-762

Ugur: February third

T: February the third

Ugur: the third (.) nineteen and ninety
one.

Grammatical error

Repetition with change and
emphasis(Chaudron, 1983)

Repeats the correct

form.
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B Line Error Type of Error Correction Technique Learners’ Reaction
20 831-836 | What is the weather like in the | Content error | Repetition with change | Learner assumes that
winter? (Chaudron, 1988) | (Chaudron, 1983) teacher is asking to
S: Snowy. choose one of the
T: It is snowy or it is cold. answers. So he
S: Cold. repeats the part of the
T: Hi hi. sentence.
21 843-845 | T: What is the weather like in spring? | Content error Repetition with change | Teacher asks for the
Another S: Sunny and warm. (Chaudron, 1988) | (Chaudron, 1983) answer which was
T: ltis? Warm. provided by the book
22 850-851 | S: Warm [worm] Phonological error | Repetition with change | No reaction.
T: [worm]. (Chaudron, 1983)
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3.1.1.1.4 Analysis and Description of the Data of TB in Low Intermediate Class

Table 7.2 Analysis and Description of the Data of TB in Low Intermediate Class

B

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

2684-
2691

Ali: Ted went to High School in the
(x) United [united] states he speak
English well.

T: He speaks English well. Ancak ne
diyor? Ted went to High School in the
United [ju:'naitid] states. So, he
speaks English well. He speaks
English well. Herhangi bir
comparative yada superlative
formunu kullanmamiza gerek yok
burada. Direk zarf halini getirdik.

Phonological error

Grammatical error

Repetition with change
(Chaudron, 1983)
Repetition with change

No reaction.

2693-
2701

Altan: Alex and his friend [frind] are
good dentist but Alex dentist the (x)
S: Best

S: Worst

S: Better degil mi?

S: Bad

T: Simdi of all demis hepsi igerisinde
bakin. Alex and his friend [frend] are
good dentists

S: Hocam zaten the yi1 koymus

T: Bak Alex is the best of all.

Phonological error

Repetition with change
(Chaudron, 1983)

No reaction.
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B Line Error Type of Error Correction Technique Learners’ Reaction
3 2710- Eray: My sister and my mum are | Content error Pinpointing (Walz, 1982) Self-repair
2717 drivers but | think my cousin is the (3) | (Chaudron, 1988) | followed by metalinguistic
best of all. feedback (Lyster & Ranta,
T: Yaniltiyorsun arkadasini. Evet 1997)
Eray, bir daha oku. My sister and my
mum are bad drivers bad but | think
my cousin is
Eray: worst
T: The worst. Yes. Superlative form
of bad ? What is the superlative form
of bad? Badly the worst degil mi?
S: Evet.
4 2743- Burak: He said [seyd] he had to read | Phonological error | Repetition with change No reaction.
2745 it again. (Chaudron, 1983)
T: He said [sed] he had to read it
again. He said [sed] he had to read it
again.
5 2747- Al told that she didn’t have to go (x) | Content Error Repetition with change No reaction.
2748 go home. (Chaudron, 1988) | (Chaudron, 1983)

T: Al told that he didn’t have to go to
the meeting. He didn’t have to.
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B Line Error Type of Error Correction Technique Learners’ Reaction
6 2756- Taykut: Mr. Al said [seyd] (x) had to | Phonological error Corrects the
2765 bir dakika Mr. Al // Grammatical error | Repetition with change | pronunciation error
T: said to his wife (Chaudron, 1983) Corrects the error
Taykut: said to his wife you // Grammatical error Corrects the error
T: She diyecegiz. Grammatical error | Repetition with change
Taykut: Pardon. She had be there as (Chaudron, 1983)
early as you can. Grammatical error | Implicit Correction (Lyster & | Peer correction
T: Good. She had to be there as Ranta, 1997)
early as she can. She had to be there Clue (Chaudron, 1983)
as early as she can. She can mi? (3)
Can i de degistirmemiz gerekiyor
mu?
S: Could
T: Could. She could. She had to be
there as early as she could.
7 2767- Yigit: She said [seyd] she (x) his next | Grammatical error | Acceptance (Chaudron, 1983)
2770 tour [tor] of duty [dati] would be in
Japan [d3spIn].
T: Hihi. He said [sed] that his next
tour [tuer] of duty [du:ti] would be in
Japan [d3spIn].
8 2771- Furkan: Are you going to back to your | Grammatical error | Provide (Chaudron, 1983) Self-correction
2778 country? Yes, | am going to next Teacher did not wait for the

month. What did the major tell the
captain? Maijor tell told the //

T: Major told the Captain

Furkan: You were //

T: He diyecegiz

S: He was

Furkan: He was going to next month.
T: He was going to go next month.

Grammatical error
Grammatical error

learner to self correct

Provide (Chaudron, 1983)
Repetition with change
(Chaudron, 1983)

Corrects the error

Corrects the error
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B Line Error Type of Error Correction Technique Learners’ Reaction
9 2783- S: What did Sue tell Allen? Allen (x) | Grammatical error Self-correction
2785 is (x) was going to write a book about | Content error Repetition with change | No reaction
his trip to Africa. (Chaudron, 1983)
T: Hihi. Sue told Allen he was going
to write a book about his trip to
Africa.
10 2788- S: What did Sgt. Smith tell Sgt. | Phonological error | Acceptance (Chaudron, 1983) | No reaction
2790 Gordon? Sgt. Smith said that they
mustn’t forget to call [kel] the general.
T: Hihi. They mustn’t forget to call
[ko:1] the general’s Office.
11 2793- S: What did Al say to Paul [pul]? Al | Phonological error | Implicit Correction (Lightbown
2795 said [seyd] (x) he said [seyd] that & Spada, 1983)
would finish book 25 next week. Grammatical error | Pinpointing (Walz, 1982)
T: Good. He said [sed] that they
would finish book 25 next week.
12 2811- Maggie said she would go at seven. Grammatical error | Clue (Chaudron,1983) Corrects the error
2817 T: Maggie said?

S: He would

S: She would

T: He would or?

S: They

T: They would go at seven. They
would go at seven.
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B Line Error Type of Error Correction Technique Learners’ Reaction
13 2818- He said [seyd] they had to be there at | Grammatical error | Acceptance (Chaudron, 1983) | No reaction
2819 the end of the month.
T: Hihi. She said [sed] they had to be
there at the end of the month.
14 2821- Hiuseyin: Kim said [seyd] that we | Phonological error
2837 don’t have to take the test.

T: We don’t have to?

Huseyin: Aa pardon. (4) | didn’'t have
to take //

T: We don’t have any problem with
“‘we” ok. But we don’t have or

S: Had to degil mi?

S: Had to

T: Eger have to deseydi had to derdik
ama don’'t have to demis? (3) don’t
have to yu nasil yapiyorduk?

S: Didn’t have to

T: Hihi. Do’nun past hali nedir?
Do’nun?

S: Didn’t have to

T: Olumsuz oldugu igin tabii. We
didn’t have to. We didn’t have to.

S: We?

T: Ne diyelim peki Emircan? “You
don’t have to” demis.

S: Frank’e demis ama.

T: Dogru. Franke demis. You
diyelim. Frank’e you don’'t have to
take a test.

So, Kim said he didn’t have to take a
test. Evet.

Grammatical error

Grammatical error

Grammatical error

Grammatical error

Emphasis (Chaudron, 1983)
Emphasis (Chaudron, 1983)

Metalinguistic feedback (Lyster
& Ranta, 1997)

Corrects the error

Makes an attempt to

correct the error

Corrects the error

Learner corrects
mistake

the
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B Line Error Type of Error Correction Technique Learners’ Reaction
15 2840- Altan: He said [seyd] he were going | Phonological error | Implicit Correction (Lightbown | No reaction
2846 to// Grammatical error | & Spada, 1993) Corrects the error
T: Are you sure? He were?
Altan: He was mi diyecegiz? Repetition with change
T: He was (Chaudron, 1983)
S: Ben sana dedim.
Altan: Ya birak. He was going to go
swimming after class today.
T: He said [sed] he was going to go
swimming after class.
16 2848- S: He said [seyd] that he had to clean | Phonological error | Teacher commits the same
2849 the apartment next Saturday. pronunciation error
T: Yes. He said [seyd] that they had | Grammatical error
to clean the apartment next Saturday.
Implicit Correction
(Lightbown & Spada)
17 2931- S: Refreshment.[ refre[mant] Phonological error | Repetition with change | Corrects the error
2933 T: Refreshment. [r'frefmant] (Chaudron, 1983)
S: Refreshment. [r'fref[mant]
18 2934- T: Eray, number five? The doctor | Phonological error | Emphasis (Chaudron, 1983) No correction
2941 attempted to treat [tret] the man. Explanation (Chaudron, 1983) | Shows the written word

Eray: tried [tired]

T: Tired?

Eray: Tried [tired]

T: Are you tired? Tired?

Eray: Hocam

T: tried [traid] not tired [taierd]. Tired
yorgun demek. Tried [traid]

Eray: Tried [traid]. Evet.

Repetition with
(Chaudron, 1983)

change

Repeats the correct

pronunciation
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B Line Error Type of Error Correction Technique Learners’ Reaction
19 2950- Mehmet: (x) We’re travelling to | Phonological error | Repetition with change | No correction
2953 Europe and Asia [eisya] this fall [full]. (Chaudron, 1983)
We’re going abroad.
T: Abroad. We're travelling to Europe
and Asia [e139] this fall. We're going
abroad.
20 2969- Mehmet Ali: Foreign [forgeyn] Phonological error | Repetition with change | Repeats the correct
2971 T: Foreign ['fo:rin] country? (Chaudron, 1983) pronunciation
Mehmet Ali: Foreign ['fo:rin] country?
21 2975- S: The flight was very smooth | Phonological error | Implicit Correction (Lightbown
2976 [smoth]. There were [ver] no & Spada, 1993)
problems.
T: Yes. The flight was very smooth
[smu:d]. There were [w3i] no
problems.
22 2997- Huseyin: Rough [ruf] Phonological error | Repetition with change | No reaction
2998 T: Rough [rAf] hihi. Smooth and (Chaudron, 1983)
rough are opposites.
23 2999- Furkan: There is a good chance | Phonological error | Repetition with change | No reaction
3000 [tfeind3] that we'll win the basketball (Chaudron, 1983)

game.
T: Good. There is a good chance
[tfeens].
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3.1.1.1.5 Analysis and Description of the Data of TC in Beginner Class

Table 8.1 Analysis and Description of the Data of TC in Beginner Class

TC Line Error Type of Error Correction Technique Learners’ Reaction
1 1006- S: Onur (2) get (.) get up early. Grammatical error | Provide (Chaudron, 1983) No reaction
1007 T: Will Onur get up early? This is the
question.
2 1009- Will Emre Can come (2) Karamursel | Grammatical error | Repetition with emphasis No reaction
1011 this weekend? (Chaudron, 1983)
Ss: Eh-heh.
T: Okay. Will Emre Can come to
Karamiirsel this weekend?
3 1041- Muhsin: He will go to of the air | Grammatical error | Repetition with emphasis No reaction
1042 games. (Chaudron, 1983)
T: He will go_to part of their games.
4 1046- T: We will be back in the three [Ori] | Grammatical error | Repetition ~ with  emphasis | Learner provides the
1050 week. (Chaudron, 1983) teacher with the correct
S: Yanlis oldu hocam. form
T: will be //
S: He will diyecektiniz.
T: He'll be back in three weeks. Ok.
5 1051- Omercan: | will call [kell] our [or] | Phonological error | Repetition with change | No reaction
1052 travel agent tomorrow. (Chaudron, 1983)
T: | will call [ce:l] our travel agent
tomorrow.
6 1053- S: Dan will take out suitcase. Grammatical error | Repetition with change | No reaction
1054 T: Dan will take out suitcases. (Chaudron, 1983)
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TC Line Error Type of Error Correction Technique Learners’ Reaction
7 1064- Bugra: He will (2) he will studies // Grammatical error | Metalinguistic feedback | Peer interference
1069 Ss: He will studies (Lyster & Ranta, 1997)
T: Hi. Be careful. Now you are going Corrects the error
to change the sentence from simple
present tense to future tense so you
are going to drop the ‘—s’. Again
please.
Bugra: He will study in the library
tomorrow afternoon.
T: He will study in the library
tomorrow afternoon.
8 1070- Abdilkadir: He’'ll play soccer in | Grammatical error | Repetition with change and | No reaction
1071 tomorrow evening [evening]. emphasis (Chaudron, 1983)
T: He'll play soccer tomorrow evening
['i:vnin].
9 1098- Emrecan: Will Jan and Sue depart | Grammatical error | Ignore (Chaudron, 1983) No reaction
1103 and (3) ate yet? They will depart and
ate
T: Please make short answer.
Emrecan: Tamam. O zaman
S: Yes, he will de.
Emrecan: Yes, they =will.
T: =will. Ok.
10 1118- Caner: Will the children go to the | Phonological error | Repetition with change | Asks for clarification
1126 cinema on Monday [mondi]? (Chaudron, 1983)

Ss: Eh-heh.

T: Ok.

S: Yanhs okudu.

T: Where?

S: [Mondi] dedi.

T: A evet.

S: Hocam [Mondi] mi [mandey] mi?
T: [mandey]
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TC Line Error Type of Error Correction Technique Learners’ Reaction
11 1227- Tolgahan: They started the school at the | Phonological error | Interrupt and Repetition with | Repeats the correct
1234 same time. They will graduate [gracuit] // change (Chaudron, 1983) pronunciation then
T: graduate [greed3uent] makes the same error.
Tolgahan: graduate [greed3zueit] at the
same time. They will graduate [graeduet]
5 ?
cTi?ggnrJa?L:Ja'te [greedzuent] Repetition with change | No reaction
Tolgahan: graduate ['graedzuert] ((very (Chaudron, 1983)
silently)) this year. Their graduation will
be next Friday. It will be at the school.
12 1237- S: What mean graduate? Grammatical error | Repetition with change | No reaction
1238 T: What does it mean? Graduate. What (Chaudron, 1983)
does it mean?
T: Yes. That's right. Please repeat after
me. Graduate [graed3ueit]
13 1256- S: Their father and mother will be there. | Phonological error | Peer correction
1258 After gr (x) Teacher models the correction
S: graduation [graed3u:'eifen]
T: graduation [graed3u:'eifon]
14 1360- Bilal: Who Dorothy will meet for lunch? Grammatical error | Repetition with change
1369 S: Who will (Chaudron,  1983) and
T: Who will Dorothy meet for lunch? metalinguistic feedback

Unutmayin bunu sakin soru kelimeleri ile
sordugunuz sorularda bu gelecek zaman
olabilir, gegmis zaman olabilir, simdiki
zaman olabilir hi¢ farketmez en basa soru
kelimelerini yazarsiniz

arkasina zamana goére uygun olan
yardimci  fiili  yazarsiniz. Gegmis
zamandaysa ‘did’ ((writes on the board)),
genis zamandaysa ‘do’ yada

‘does’. Simdi hangi zamani 6dreniyoruz?
‘will'. Soru kelimesi, arkasindan yardimci
fiil, arkasindan 6zne, arkasindan fiilimiz.

(Lyster&Ranta, 1997)
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3.1.1.1.6 Analysis and Description of the Data of TC in Low Intermediate Class

Table 8.2 Analysis and Description of the Data of TC in Low Intermediate Class

TC Line Error Type of Error Correction Technique | Learners’ Reaction
1 3011- Okan: One girl is Indian one girl is from | Grammatical error Ignore (Chaudron, | No Reaction
3012 European. 1983)
T: Ok.
2 3020- Oguzhan: They are (x) two grandpa // Grammatical error Repetition with No Reaction
3021 T: They are two grandma change
(Chaudron, 1983)
3 3042- Cagri: We like mi diyoruz? Grammatical error Ignore (Chaudron, | No Reaction
3044 T: Yes, we like to do (induced error 1983)
Gagri: We like to do smoking resulting from
inappropriate
example)
4 3119- T: =Tokyo's famous dog. What do you think | Content error Expansion (Chaudron, | No Reaction
3123 happened in the story? Before reading the | (Chaudron, 1988) 1983)
story, please guess what happened in the
story. What do you think?
S: About a dog.
T: Yes, the story is about a dog.
5 3125- S: Ee (.) the dog is statue Content error Repetition with  no | No Reaction
3126 T This dog is a statue? (3) | think this statue | (Chaudron, 1988) change (Chaudron,
is of a dog. Ok. 1983) Peer interference
_? atatll:el? Repetition with
- Heyke change (Chaudron,
1983)
6 3205- T: The professor worked at the ? Content error Negation (Chaudron, | Peer correction
3209 S: Hachiko University (Chaudron, 1988) 1983)

T: Noo.
Ss: Imperial University.
T: Imperial University.
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TC Line Error Type of Error Correction Technique | Learners’ Reaction
7 3214- Ss: Meet me at Hachi. Grammatical error Repetition with No Reaction
3215 T: Yes. Meet me at the Hachi. change
(Chaudron, 1983)
8 3231- T: returned =from vacation. Phonological error Repetition with change No Reaction
3233 S: = from vacation [vaikeifan]. (Chaudron, 1983)
T: vacation [velkelfon].
9 3259- S: Return [riturn] Phonological error Repetition with change No Reaction
3260 T: Return [rit3:rn] (Chaudron, 1983)
10 3266- S: Took train [raein] Phonological error Repetition with | No Reaction
3270 T: rain? change
S: surada ((points to the word)) (Chaudron, 1983)
T: O took the train
Ss: Eh-heh
11 3310- The professor takes it to work. It is the | Content error Negation (Chaudron, | Peer correction
3318 underlined word. (Chaudron, 1988) 1983) Learner needs
S: School further explanation
T: It replaces the? but teacher
S: No. ignores
T: NO. =Train
S: = train.
T: Take the train to work
S: ise gitmek mi?
T: They made a statue.
12 3382- T: Generous? (3) Lexical error Provide  (Chaudron, | Learner tried to
3385 S: General Lexical error 1983) g:g;{g;'gmzw'edge
T: Comert. Selfish? Provide  (Chaudron, | gimiarity in
S: Balik gibi 1983) pronunciation it is a
T: Bencil transfer error.

Learner used strategy
to guess the meaning
of the word because of
the similarity in
pronunciation.
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TC Line Error Type of Error Correction Technique | Learners’ Reaction
13 3420 T: Do you have a pet? Grammatical error Ignore (Chaudron, | No reaction
S: Sometimes 1983)
S: A long time ago.
T: What kind of a pet?
S: ltis a dog.
14 3423- T: Turhan, do you have a pet? Lexical error Gesture ( Walz, 1982) | No reaction
3425 Ss: Pork
T: Eh-heh.
15 3468- Do you have a special friend? Content error Ignore (Chaudron, | No reaction
3471 Mustafa: Dead (Chaudron, 1988) 1983)

T: Why?
S:
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3.1.1.1.7 Analysis and Description of the Data of TD in Beginner Class

Table 9.1 Analysis and Description of the Data of TD in Beginner Class

TD

Line

Error

Type of Error

Correction Technique

Learners’ Reaction

1492-
1493

Musa: | have to get up seven o’clock
in the morning.

T: | have to get up at seven o’clock in
the morning.

Lexical error

Repetition with
(Chaudron, 1983)

change

No reaction

1495-
1501

Kerem: At weekend ['wi:kind] //

T: [wikend]

Kerem: [wi:kend]

T: [wi:kend]

Kerem: [wi:kend] | don’t need to get
up early because”

T: Because ?

Kerem: It's holiday.

Phonological error

Interrupt (Chaudron, 1983)

1510-
1512

S: I don’t have to lunch at //

T: 1 don’t have to

Omer: | don’'t have to have lunch at
weekend.

Grammar error

Pinpointing (Walz, 1982)

Self-corrects

1424-
1425

Odguzhan have to revise [rivays] // my
homework
T: // revise [ri'vaiz ] evet my homework.

Grammatical error
Phonological error

Ignore (Chaudron, 1983)
Provide (Chaudron, 1983)

No reaction

1533-
1535

Ugur: He doesn’'t have to have
lunch at school [sikol]

T: Evet. Farkli yapan var mi? He
doesn’t have to have lunch at
school [sku:l ] dedi.

Phonological error

Implicit correction (Lightbown
& Spada, 1993)

No reaction
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TD Line Error Type of Error Correction Technique Learners’ Reaction
6 1553- Tolga: He has to paint [point] / Phonological error | Repetition with change | Repeats the correct
1556 T: paint [peint] (Chaudron, 1983) pronunciation
Tolga: [pelnt] pictures.
T: pictures at weekends. It is his
homework
7 1557- Osman: He doesn’t have to (.) tidy | Phonological error | Interrupt and Repetition with | Repeats the correct
1561 [tidi] (x) t// Grammatical error | change (Chaudron, 1983) pronunciation
T: tidy [taid] Ignore (Chaudron, 1983)
Osman: [taidi] his room mum tidy
[tidi] //
T: tidy [taid]
Osman: [taidi] it.
8 1566- Omer: it's a rule [rule] for him. (2) | Phonological error | Interrupt (Chaudron, 1983) Repeats the correct
1574 Yanhgs mi1? Phonological error | Interrupt (Chaudron, 1983) pronunciation
T: Bir daha bastan oku. Repeats the correct
Omer: He has to go [gu] to bed // pronunciation
T: go [gev] to bed
Omer: go [gav] to bed at nine //
T: O’clock
Omer: O’clock (x) it’s it is a rule [rol] //
T: rule [ru:l]
Omer: rule [ru:I] for him.
9 1595- Ss: August ['0:gist] Phonological error | Repetition with change | No reaction
1596 T: August ['0:gast]. (Chaudron, 1983)
10 1545- Ayhan: | late Grammatical error | Provide (Chaudron, 1983) No reaction
1546 T: Get up late
11 1673- T: What are the months of autumn? Content error Repetition with no change No reaction
1677 S: Fall. (Chaudron, 1988) | (Chaudron, 1983)

T: Months?
S: Hi.
S: September
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TD Line Error Type of Error Correction Technique Learners’ Reaction
12 1696- S: Boot [boat]. Boot [boat]. Phonological error | Repetition with change No reaction
1697 T: Boot [bu:t] (Chaudron, 1983)
13 1711- S: Cold. Content error Repeat (Chaudron, 1983) Tries self correction
1714 T: Cold? (Chaudron, 1988) | Provide (Chaudron, 1983)
S: Very cold
T: Cool. Not so cold. It's cool.
14 1722- S: Cloudy [cilodi] Phonological error | Repetition with change No reaction
1723 T: Cloudy [klavdi] (Chaudron, 1983)
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3.1.1.1.8 Analysis and Description of the Data of TD in Low Intermediate Class

Table 9.2 Analysis and Description of the Data of TD in Low Intermediate Class

TD Line Error Type of Error Correction Technique Learners’ Reaction
1 3499-3504 T: Invitation. Bu ne olabilir? (3) invite neydi? Lexical error Repetition  with no | Self corrects
S: Davet. change (Chaudron,
T: Davet? 1983)
S: Etmek.
T: Etmek. Aferin ¢linki 0 zaman invitation ne
oluyor?
Ss: Davetiye.
2 3558-3571 S: The Cooks Grammatical Metalinguistic feedback | Self corrects
T: The Cooks error (Lyster & Ranta, 1997)
S: Hold followed by expansion
T: Hold (Chaudron, 1983)
S: Reception
T:Bak bakalim hangi zamanla yapilmis?
Ss: Will
T: E 0 zaman hold u nasil yapiyoruz?
T: The Cooks
S: Will
T: Will
S: Hold
T: Hold = reception
S: =Reception
3 3573-3578 S: The Cook is (x) =are Grammatical Self-corrects
T: The Cooks =are inviting error Repetition with change
S: Inviting [inviting] Phonological (Chau_dron, 1983) y
T: [In'vaitin] error N_egatlon and Repetition
S: Guests [gaps] . with change (Chaudron,
; <. Phonological 1983)
T: Yes. [gap] degil guests [gests]. error
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TD Line Error Type of Error Correction Technique Learners’ Reaction
4 3578-3587 T: Where will they have the reception? Content error Peer correction
S: Hold the reception Grammatical Interrupt (Chaudron, | Self correction
S: They will at / error 1983)
T: They will?
S: Hold
T: Hold =the reception
S: =the reception
T: Nerdeydi? Agin arkaya bakin.
S: Neye bakiyoruz?
S: The Officers’ Club.
5 3645-3649 S: Will you go dancing [dansin] / Phonological Repetition with change | Repeats the correct
T:[deensin] | error (Chaudron, 1983) pronunciation
S: [dzensin] with me today? Cevabi yes, | will | phonological | Repetition with change | Repeats the correct
go dancing [dansin] // error (Chaudron, 1983) pronunciation
T: [deensin]
S: [deensin] with you today.
6 3656-3659 Ahmet: Will you go out [out] to dinner with me | Phonological Interrupt (Chaudron,
today? Yes, (x) yes | will go out [out] // error 1983)
T: [avt]
Ahmet: [avt] to dinner with you.
7 3695-3708 S: We can go to a movie [muv] It's not // Phonological Interrupt (Chaudron, | Translation
-SI.: E;I]:r\gemgc’:?ekler mi? error 1 983)
T Orada iana ne soruyor birde? Content error | Expansion  (Chaudron,
S: Bu gece ne yapacaksin diye bir gey soruyor. (Chaudron, 1983)
T: Ne yapacaksin diye soruyor. Sen hayir diye | 1988)

cevap veriyorsun.

S: We can go to a movie. Good.

T: Good mu?

S: Yani giizel o yilizden gidecegiz. Because da
kullanabiliriz //

T: Tamam o zaman is i neden sonra kullaniyoruz?
Ozne. Oznen ne?

S:0

T: We can go to a movie.

S: Evet. Because it's good.

T: Ok.

Content error
(Chaudron,
1988)

Repetition  with no
change
(Chaudron, 1983)

Corrects the error
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TD Line Error Type of Error Correction Technique Learners’ Reaction
8 3709-3712 S: No, no you can look on book. Grammatical Repetition with change | Adds correction but
T: look at error and emphasis | does not delete the
S: look at on the book (Chaudron, 1983) wrong word
T: phone book. Ok. Grammatical Exit (Chaudron, 1983)
error
9 3730-3733 S: | can changed it // Grammatical Asks for repetition No correction
T: Bir daha soyler misin? error Repetition with change
S: | can changed it myself. followed by Negation
T: | can change it myself. Changed degil. (Chaudron, 1983)
10 3833-3842 S: Adams inside the mall [mil]. Phonological Interrupt and Repetition | Repeats the correct
T: Mall [mo:l]. error with change (Chaudron, | form
Mustafa: Mall [m2:I] She said she and her | Phonological 1983) Repeats the correct
husband [husband] // are expecting | error Interrupt and Repetition | form
company next week. Phonological with change (Chaudron, | Repeats the correct
T: /I [hazband] error 1983) form
S: [hazband] are expecting [ekspayting] // | Phonological Interrupt and Repetition | Repeats the correct
T: [Ik'spektin] error with change (Chaudron, | form
S: [Ik'spektin] company next week we 1983)
should have them over for dinner. Interrupt and Repetition
S: Who is their company [kumpani] ? with change (Chaudron,
T: [kampani]. 1983)
11 3845-3848 Mustafa: Remember [remembar] // Phonological Interrupt and Repetition | No reaction
T: [m'membear] error with change (Chaudron, | Repeats the correct
Mustafa: Nell [nil]// Phonological 1983) pronunciation
T: [nel] error Interrupt and Provide

(Chaudron, 1983)
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TD Line Error Type of Error Correction Technique Learners’ Reaction
12 3854-3862 S: | won't tell you a lie and say | have | Phonological Ignore (Chaudron, 1983)

missed [misid] seeing her since she was | error Ignore

here [her] before. Phonological Ignore

Mustafa: Well | suppose | could have a (x) | error Repetition with change | Repeats the correct

luncheon [lungiyin] and have just women | Phonological (Chaudron, 1983) pronunciation

? error

T: Guests Phonological

S: Guests. | could invite // error

T: Nell, Mr. Adams //

T: Mrs. Adams

S: Mrs. Adams and the other [udir]//
T: [ndar]

S: [adar] women in my club.
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4.1.1.1.9 Analysis and Description of the Data of TE in Beginner Class

Table 10.1 Analysis and Description of the Data of TE in Beginner Class

Line Error Type of Error Correction Technique Learners’
Reaction
1803-1606 | S: | went sail in the water. Grammatical error | Ignore (Chaudron, 1983) No reaction
T: Did you dive?
Ss: Eh-heh.
S: Yes.
1831-1833 | S: Busy [buzy] Phonological error | Gesture (Walz, 1982) Peer
T: HIh? correction
S: Busy [bizi]
1849-1854 | S1: She needs to take the * exercise. | Lexical error Gesture (Walz, 1982) Peer
T: Hmmm. lih. correction
S: Get in shape
T: Hiht.
S1: Neymis?

S: Get in shape

1858-1862 | T: What happened? Grammatical error | Ignore (Chaudron, 1983) No reaction
S: | sick.

T: Flu?

S: grip degil.

T: get away from me. Stay away. Eh-
heh. I've never had the flu this year.

1876-1878 | Ali: SPC [sipies] Diaz is out of shape. | Phonological error | Repetition with change | Repeats the
T: Specialist (Chaudron, 1983) correct
Ali: Specialist Diaz is out of shape. pronunciation
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TE Line Error Type of Error Correction Technique Learners’
Reaction
6 1895-1897 | T: Physical ? Lexical error Pinpointing (Walz, 1982) Does not self
S: Test correct
T: Training.
7 1911-1914 | S: Specialist [sipeysil] // Phonological error | Repetition with change | Repeats the
T: Specialist [spefalist] (Chaudron, 1983) correct
S: Specialist [spefolist] Diaz doesn’t pronunciation
have much (x) free time but she
knows that exercise is important for
people.
8 2025-2026 | S: Sgt. [sgt] Phonological error | Repetition with change | No reaction
T: Sergeant [sa:rd3ent] (Chaudron, 1983)
9 2042-2046 | S: Sergeant Tim forgot [fargit] to lock | Phonological error | Delayed correction | No reaction
the door. Repetition with change
T: Ne yapmis bu adam? Content error (Chaudron, 1983)
Ss: Kilitlemeyi unutmus. (Chaudron, 1988) | Peer correction
S: Kapiyi kilitlemis.
T: Forgot [far'got] (3) Unutmus.
10 2049-2052 | S: Mary wants visit her sister next | Grammatical error | Repetition with change | Asks for
week. (Chaudron, 1983) clarification
T: Wants to visit. Gives examples
S: To var degil mi orada?
T: wants to play football, wants to
visit. Hmm.
11 2070-2074 K§Z|m: Mary didn’t remember to (x) Pinpointing (Walz, 1982)
this morning Grammatical error | Peer correction
T:To(2)to No reaction
Ss: bring

Kazim: Morning
T: This morning. Zamani hep en sona.

Lexical error

Provide (Chaudron, 1983)
Metalinguistic ~ feedback
(Lyster & Ranta, 1997)
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TE

Line

Error

Type of Error

Correction Technique

Learners’
Reaction

12

2078-2084

Kazim: Mary didn’t remember to (x)
S: Bring

Kazim: Bring

S: His book this morning.

Kazim: This book this morning.

S: His book, his

Kazim: His book this morning.

Grammatical error

Peer correction

Repeats the
correct form

13

2088-2094

: 1 am do (x) yok | am trying to
Hihi

hmm my (x) do my

Hi

: Do my right now.

Do my homework

: Right now.

AP ANA®

Lexical error

Repetition with change
and emphasis (Chaudron,
1983)

Goes on the
topic
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3.1.1.1.10 Analysis and Description of the Data of TE in Low Intermediate Class

Table 10.2 Analysis and Description of the Data of TE in Low Intermediate Class

TE Line Error Type of Error Correction Technique Learners’
Reaction

1 3987-3990 Murat: Where are my medical records | Phonological error Repetition  with  change | Repeats the
[r'ko:rds]? (Chaudron, 1983) correct
T: [rekerds] pronunciation
S: [rekards]

2 4025-4029 S: We take a break hourly [haurli] Phonological error Repetition with change and | Repeats the
T: [avarli] Every hour hourly. expansion (Chaudron, | correct
S: [haurli] 1983). Negative feedback is | pronunciation
Ss: Eh-heh. provided.
T: What. Who said that? [averl].
[haurli] no [avarll].

3 4108-4109 S: They will go another time. Post (x) | Phonological error Repetition ~ with  change | No reaction
postponed [postponid] (Chaudron, 1983)
T: [pavst'pavned]

4 4121-4123 S: applied [epleyd] ? Pronunciation error Repetition ~ with  change | No reaction
S: Pasaport icin bagvurmuslar. (Chaudron, 1983)
T: [e'plai]

5 4124-4130 S: A dead [did] dog was in the street. | Phonological error Gesture (Walz, 1982) Learner tells
A car hit it. the answer in
T: A? L1.
Ss: Eh-heh. Peer models the Repeats the
S: Oli olacak hocam. pronunciation. Teacher correct
S: Dead [ded] repeats it. pronunciation.
T: [ded]
S: [ded]
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TE Line Error Type of Error Correction Technique Learners’
Reaction
6 4135-4143 Murat: | dead that the window was open. Lexical error Pinpointing (Walz, 1982) Repeats  the
T:17? same
Murat: | dead that the window was open erroneous
dedim.
T: Hihi. form.
$ hlg:]l.ced Peer correction Translates to
Murat: Farketmek. L1
T: Realize.
S: Pencerenin aglk oldugunu farkina
vardim.
7 4144-4145 S: A birth [birti] certificate [sertificati] is a (.) | Phonological error Repetition  with  change | No reaction
document. (Chaudron, 1983)
T: Document. Good. A birth [b3a:re]
certificate [sar'tifekit] is a document.
8 4168-4173 | S: O zaman cevap he went to foreign. Lexical error Expansion (Chaudron, | Deduction
T: A. No. 1983) and negative
S: Orada country olsaydi foreign olacakti. feedback
T: Foreign yabanci demek. Ama he is a
foreign diyemezsiniz. He went to a
foreign country olurdu. Foreign bir sifat.
Yabanci llke, yabanci yemek.
Murat: Diger kelimelerle kullaniliyor.
9 4180-4182 S: That stamp isn’'t very common. In fact, it | Phonological error Repetition  with  change | Repeats the
is very unusual [anusuall. (Chaudron, 1983) correct
T: unusual [An'ju:3u:al]. pronunciation.
S: unusual [aAn'ju:3u:al].
10 4198-4202 S: Firlatmak anlamina da gelmiyor mu? Lexical error Expansion (Chaudron, | No reaction
T: Launch [lo:ntf] o [lo:ntf]. Farkh yaziliyor o. 1983)

Boyle yaziliyor. ((Writes on the

board))

S: Lunch [lung] farkl.

T: Launch [lo:ntf] and lunch [lant]]. The
missile is launched.
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3.1.1.1.11 Comparison of Data in the Table and Questionnaires

In this part of the study, data description of the recordings are compared to
answers of the questionnaires to see whether there is mismatch between what teachers
do in the classroom and what they think as right in theory. Learners’ answers to the
questionnaire will also be discussed to see if their preferences match to those of their

teacher.

TA corrected 7 grammar, 8 pronunciation and 1 intonation error in beginner
class. In low-intermediate class, 5 grammar, 13 pronunciation, 3 lexical errors were

corrected.

Beginner and low-intermediate learners believe they make grammar errors.
Teacher on the other hand, neither agreed nor disagreed on correcting grammar errors
(see teacher questionnaire 8). In the transcription, it could be seen that grammar errors
of both beginner and low-intermediate learners were corrected. For grammar errors
pinpointing, clue, loop and negation (Chaudron, 1983) correction types were preferred.

Learners in each level pointed out grammar errors should be corrected.

Furthermore, teacher agreed on the preference of recast, it could be seen that

the teacher did not use any recast in his classes.

Beginner learners think they make errors in vocabulary choice. 10 low-
intermediate learners disagreed that they make vocabulary errors whereas 8 low-
intermediate learners agreed committing vocabulary errors (see learner
questionnaire 9). Teacher agreed on correcting errors of vocabulary choice (see teacher

questionnaire 9).
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Beginner and low intermediate learners believe errors of coherence should be
corrected (see learner questionnaire 10) but the teacher disagreed about correcting

these errors (see teacher questionnaire 10).

Both beginner and low-intermediate learners prefer to be corrected when their
message failed to convey the intended message (see learner questionnaire 11). The
teacher also agreed (see teacher questionnaire 11). However, it could be seen that the

teacher did not follow this criteria for correcting errors.

Low-intermediate learners stated that they do not make pronunciation errors
(see learner questionnaire 5). In the transcription of the recorded lesson, it could be
seen that pronunciation errors were made. For pronunciation and intonation errors
repetition with change (Chaudron, 1983) was preferred. The teacher stated that he
neither agreed nor disagreed correcting pronunciation errors (see teacher questionnaire
13). The results of beginner learners about pronunciation errors did not give consistent

results. But it could be observed that beginner learners make pronunciation errors.

Both beginner and low-intermediate learners believe teacher should do the
correction (see learner questionnaire 13). However, the teacher stated that he does not
perform correction (see teacher questionnaire 21). In the transcription, only two peer

interferences were observed and most of the correction was performed by the teacher.

Low-intermediate learners stated they prefer to self-correct their errors (see
learner questionnaire 21). However in the transcription it could be seen that the

correction move was started by the teacher.

It could be seen that beginner and low intermediate learners are comfortable
with peer correction and they stated that they do not feel embarrassed (see learner

questionnaire 15 &24). They also stated that making errors is a part of learning (see
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learner questionnaire 39). The teacher neither agreed nor disagreed about encouraging
peer correction (see teacher questionnaire 22). The reason for this could be the fact that
the teacher agreed that learners pick up errors from each other (see teacher
questionnaire 23). Beginner and low intermediate learners stated that they listen to their

peers while they are corrected (see learner questionnaire 41).

Low-intermediate learners stated the teacher should correct errors immediately
(see learner questionnaire 18). The teacher neither agreed nor disagreed correcting
learners immediately (see teacher questionnaire 16). In the transcription it could be seen
that the teacher either waits until the learner finishes the sentence or interrupts and

explicitly corrects the learner.

Another mismatch was observed about delayed correction. Although TA stated
delayed correction was preferred (see teacher questionnaire 20) he did not have a
feedback session during class hour. He preferred correcting the learner after the errors

were made.

Beginner and low intermediate learners believe they are given enough waiting
time. The teacher also stated that enough waiting time was given to learners (see
teacher questionnaire 25). In the transcription it could be seen that approximately two to
four seconds is given to the learner before correcting. However, in many cases the
teacher does not wait for the learner to self correct. The studies show if the teacher adds
ten more seconds to the waiting time, the learners will be able to self-correct (Holley &
King 1997, as cited in Klim, 1994).

Beginner learners and low-intermediate learners prefer being corrected (see
learner questionnaire 26). And they also think it is necessary. The teacher believes the

learners prefer being corrected (see teacher questionnaire 45).
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When learners realized they made an error they preferred asking the teacher
(see learner questionnaire 23). However, learners also pointed out that they try to self-
correct their errors. Similarly, the teacher believed that learners are able to self correct

(see teacher questionnaire 24).

Beginner and low intermediate learners believe the teacher considers their
preferences about correction (see learner questionnaire 29). The teacher also agreed

considering this factor (see teacher questionnaire 39).

Beginner and low intermediate learners stated that they benefit from correction
(see learner questionnaire 30). The teacher also agreed that correction is an important
part of his teaching process and that corrective feedback is helpful (see teacher

questionnaire 5 & 17).

TA disagrees on the item about importance of fewer errors (see teacher
questionnaire 6). But during the recording sessions it could be seen that all errors were

corrected.

Beginner and low intermediate learners think the more they become proficient

learners, the fewer errors they are going to make (see learner questionnaire 35).

It could be seen that the teacher preferred explicit correction techniques for
beginners. In low intermediate classes explicit correction techniques were observed. On
the contrary, the teacher stated in the questionnaire that he uses different correction
techniques in different levels of proficiency (see teacher questionnaire 26). Low-
intermediate learners think the teacher uses different techniques in accordance with the
proficiency level (see learner questionnaire 33). This could be explained by the time that
learners spent with the teacher. TA agreed on the item about using implicit correction

technique in advanced levels (see teacher questionnaire 37). However in his low
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intermediate class explicit correction techniques such as emphasis, repetition with
change and emphasis (Chaudron, 1983) were observed. This shows a controversy
between the practice and theory. Although he agreed on the preference of recast, it

could be seen that the teacher did not use any recast in his classes.

In both levels learners prefer explicit correction and believe the teacher should
correct explicitly (see learner questionnaire 34). However, the teacher stated that he
prefers explicit correction in beginner levels and implicit correction in more advanced
levels (see teacher questionnaire 34 &37). In the transcription it was observed that the
teacher used repetition with change for pronunciation and intonation errors, pinpointing,
clue, loop, and negation (Chaudron, 1983) for grammar errors in beginner and
emphasis, repetition with no change (Chaudron, 1983) for lexical errors, explicit
correction for pronunciation errors, and clarification, repetition with change and

emphasis, peer correction (Chaudron, 1983) were used in low-intermediate levels.

Both beginner and low-intermediate levels stated the teacher uses gestures
while correcting errors (see learner questionnaire 36). Since the lessons were voice
recorded, it is hard to observe non-verbal behaviors. Using gestures is an implicit way of
correction. Learners stated that they made use of gestures, in other words implicit
correction. However, they previously stated that they prefer explicit correction. It could

be concluded that learners benefit from implicit correction but prefer explicit correction.

Beginner and low intermediate learners stated that the teacher corrects every

error (see learner questionnaire 40). Similarly, in the transcription it could be seen that

the teacher corrects every error.

Learners of both levels stated that they are satisfied with their teacher's

correction (see learner questionnaire 42).
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TB corrected 1 grammar, 10 pronunciation, 4 content, 6 lexical and 1 discourse
error in beginner levels. 19 grammar, 15 pronunciation, 3 content errors were corrected

in low intermediate class.

Learners in both beginner and low-intermediate levels showed controversial
opinions about correcting grammar errors; 9 learners in beginner level and 14 learners
in low-intermediate level think grammar errors should be corrected (learner
questionnaire 8). But 8 Beginner level and 14 low- intermediate level learners did not
have clear ideas about the correction of grammar errors. TB thinks grammar errors
should be corrected. It can be stated that preferences of learners in both levels do not

match to their teacher’s.

There is a relation between teacher's and learners’ preferences for correcting
vocabulary errors. Learners and the teacher agreed that errors in vocabulary choice

should be corrected (see learner questionnaire 9, teacher questionnaire 9).

About correcting errors of cohesion, there is a mismatch. 17 low- intermediate
and 15 beginner- level learners agreed on the item about correcting these errors
whereas the teacher stated he does not prefer correcting these errors (see learner
questionnaire 10, teacher questionnaire 10). Although the teacher disagreed on the item
about the correction of ideas he preferred to correct the student who attempted to

answer the question considering his culture (see Lines 614-617).

Learners in both levels and the teacher agreed that errors that hinder
communication should be corrected (see learner questionnaire 11). In the transcription
of the lesson it could be seen that the teacher corrected errors that did not interrupt the
meaning. This shows a controversy between what the teacher did and what he believed

to be right.

148



It could be seen that in beginner-level learners of TB are more sensitive to
pronunciation errors than low-intermediate learners. In the transcription of the beginner
level it could be noted that the teacher is inclined to correct every pronunciation error.
However, the teacher neither agrees nor disagrees about correcting pronunciation errors

(see teacher questionnaire 13).

Both in beginner and low- intermediate levels learners prefer teacher correction
(see learner questionnaire 13). However, the teacher disagrees that correction is carried
out by the teacher (see teacher questionnaire 21). Conversely, both levels stated that
they preferred self correction (see learner questionnaire 14). It can be assumed that
learners do not have a clear idea about who should correct errors. The teacher neither
agreed nor disagreed on the role of peer correction (see teacher questionnaire 22).
When transcriptions were observed it can be seen that correction was carried out mostly
by the teacher. The rationale behind this could be explained by the fact that learners still

think that teacher is the source of information.

It can be noted that especially low-intermediate learners are comfortable with
peer correction (see learner questionnaire 15). Similarly, it was noted that they did not
feel embarrassed when their errors were corrected (see learner questionnaire 24 and
25). The time spent with classmates also plays an important role in feeling comfortable

with peer correction.

Beginner and low intermediate learners agreed on the item about being given
enough waiting time (see learner questionnaire 17). The teacher also stated that enough
waiting time was given to learners before correcting errors (see teacher questionnaire
25). Although TB agreed on providing the learner with enough waiting time, it could be

seen that not enough waiting time was provided.
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Beginner and low intermediate learners and the teacher share similar ideas on
immediate correction. However, teacher stated that he thinks his students prefer

delayed correction (see teacher questionnaire 44).

Beginner and low intermediate learners think errors should be corrected after the
sentence is completed (see learner questionnaire 19). The teacher also stated that
correction was done after the learner finishes the sentence (see teacher questionnaire

18).

Beginner and low intermediate learners in both levels stated that they try to self
correct (see learner questionnaire 21). TB thinks the learners are able to correct

themselves (see teacher questionnaire 24).

Beginner and low intermediate learners in each level and the teacher think
correction is helpful (see teacher questionnaire 17). It could be seen that learners in
both levels benefit from feedback (see learner questionnaire 30). Beginner and low
intermediate learners think errors should be corrected (see learner questionnaire 26).
However, the teacher neither agreed nor disagreed about the preferences of his
learners on this idea. Namely, the teacher does not have a clear opinion whether the
learners think errors should be corrected or not (see teacher questionnaire item number
45). Interestingly the teacher stated that learners’ preferences about correcting were

considered (see teachers questionnaire 39) which shows a controversy in this issue.

Beginner and low intermediate learners think their errors are not overcorrected

(see learner questionnaire 40).

Beginner and low intermediate learners did not agree that more mistakes are

made as the level of proficiency increases (see learner questionnaire 32). This item is in
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relation with learner questionnaire item number 35 in which learners stated the number

of errors decreases as the level of proficiency increases.

Low-intermediate learners think the teacher uses different correction techniques
as learners progress (see learner questionnaire 33). In the transcription and analysis of
lesson recordings it could be seen that for certain type of errors different techniques
were used. Beginners disagreed that correction types differ as the proficiency level
increases probably because it was their first year in the school. The teacher also agreed

that he uses different techniques with different levels (see teacher questionnaire 26).

Another controversy included the type of correction; TB stated that he does not
prefer explicit correction (see teacher questionnaire 27) but it could be seen that 14
errors were corrected by changing the learners’ erroneous statements. He also
disagreed on the item about explicit correction in beginner levels (see teacher
questionnaire 34). However it could be seen that the most preferred type of correction
used in beginner levels was repetition with change which is considered explicit. In low
intermediate levels it could be observed that the teacher made use of different correction
techniques such as repetition with no change (2 times), clue (2 times), and implicit
correction. TB seemed to accept (lines 1098-1103 and 2818-2819) and ignore (lines
2878-2890) some errors in low intermediate levels. TB disagreed that he carries out the

correction process (see teacher questionnaire 21).

Beginner and low intermediate learners pointed out that they understand errors
when told explicitly (see learner questionnaire 34). However, the second part of the
questionnaire indicated that low-intermediate learners preferred implicit correction.
Especially low-intermediate learners stated that they do not need explicit correction in

order to understand correction.
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Gestures were favored by learners on both levels. Similarly, the teacher
preferred using gestures in the classroom (see teacher questionnaire 33). Learners
stated they understood teacher’s gestures and make use of these implicit correction
(see learner questionnaire 38). It can be derived that although they understand implicit

correction, they prefer explicit correction.

In beginner level, learners stated that errors should be corrected explicitly (see
learner questionnaire 34). However, the teacher disagreed with the idea of using explicit
correction in beginner levels (see teacher questionnaire 34). So, there is a mismatch
between learners’ and teacher’s preferences regarding the type of correction in different

levels.

Low-intermediate learners conversely stated that explicit correction is not
necessary (see learner questionnaire 38). The teacher disagreed with the idea of using

explicit correction in more advanced levels (see teacher questionnaire 36).

TB neither agreed nor disagreed on the item about knowing students’
preferences (see teacher questionnaire 38) but agreed on the item about considering

students’ preferences for error correction (see teacher questionnaire 39).

Especially beginner level learners see making errors as a part of learning. This

number slightly falls in low-intermediate level (see learner questionnaire 39).

Beginner level and low-intermediate level learners stated that their teacher
corrects every error (see learner questionnaire 40). This could be interpreted as the

traditional role of the teacher in the classroom as a corrector.

Learners from both levels stated that they listen to their peers while they are

corrected (see learner questionnaire 41).
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Learners of both levels stated that they were satisfied with their teacher's

correction (see learner questionnaire 42).

TC corrected 10 grammar, 4 pronunciation errors in beginner class. In
low intermediate class 19 grammar, 15 pronunciation and 3 content errors were
corrected. The high number of errors in low intermediate class could be explained by the

fact that the lesson included more discussion activities compared to other lessons.

Both beginner and low-intermediate learners pointed out that they make
grammar errors (see learner questionnaire 3). Teacher prefers correcting grammar
errors (see teacher questionnaire 8). In the transcription, it could be seen that grammar
errors in beginner level were corrected. Some errors were ignored in low-intermediate

level.

Both beginner and low-intermediate learners believe it is important to correct
errors in vocabulary choice (see learner questionnaire 9). However, the teacher does

not prefer correction of these errors (see teacher questionnaire 9).

Both beginner and low-intermediate learners think errors of coherence should be
corrected but the teacher disagreed about correcting these errors (see learner

questionnaire 10).

About correcting errors that hinder communication there is a discrepancy
between learners’ and teacher’s preferences. The teacher does not prefer to correct
these errors (see teacher questionnaire 11) but learners want to be corrected if their

errors hinder communication (see learner questionnaire 11).
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It could be seen that beginner levels are more sensitive to pronunciation. The
teacher similarly stated that pronunciation errors should be corrected (see teacher

questionnaire 13).

Both beginner and low-intermediate learners think teacher should do the

correction (see learner questionnaire 13).

Especially low-intermediate learners stated that they should self-correct their
errors (see learner questionnaire 14). This could be explained by the fact that they made
some progress in language. It is more likely that more advanced levels are able to self-
correct. However, the teacher neither agreed nor disagreed about the learners’ ability to
self correct (see teacher questionnaire 24). Another discrepancy between learners’
preferences is that low-intermediate learners both think the teacher should do the

correction but state they can self-correct their errors (see learner questionnaire 13 & 14).

Both beginner and low-intermediate learners are comfortable with peer
correction (see learner questionnaire 15). The teacher neither agreed nor disagreed
about encouraging peer correction (see teacher questionnaire 22). The reason for this
could be the fact that the teacher agreed that learners pick up errors from each other.
Both beginner and low-intermediate learners also stated that making mistakes is a part
of learning (see learner questionnaire 39). What's more, they do not feel embarrassed

when their errors were corrected (see learner questionnaire 24).

Both beginner and low-intermediate learners think the teacher should correct
their errors immediately (see learner questionnaire 17) however; the teacher neither
agreed nor disagreed on immediate correction (see learner questionnaire 16). In the

transcriptions, immediate correction was observed.
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Similarly TC agreed that delayed correction is a part of her teaching process
(see teacher questionnaire 20). However, in the recordings no delayed correction was

observed.

Especially low-intermediate learners agreed that errors are corrected after the
sentence ended (see learner questionnaire 19). But the teacher neither agreed nor
disagreed on this item (see teacher questionnaire 18).

Beginner and low intermediate learners think errors should be corrected (see
learner questionnaire 26). However the teacher neither agreed nor disagreed about
knowing learners’ preferences about error correction (see teacher questionnaire 39) but
also stated that learners’ preferences about error correction were taken into

consideration (see teacher questionnaire 39).

Beginner and low intermediate learners stated that they try to self correct their
errors (see learner questionnaire 14). The teacher on the other hand is neutral about

learners’ self correction (see teacher questionnaire 24).

Beginner and low intermediate learners pointed out that they ask the teacher
when they realized that they make a mistake (see learner questionnaire 23). Conversely
it was stated by the learners that learners want to correct their own errors (see learner
questionnaire 14). This preference indicates that learners see the teacher as the source

of information and the authority.

Beginner and low intermediate learners believe correction is necessary (see
learner questionnaire 26) and also stated that they benefit from correction (see learner

questionnaire 30).

Although the teacher stated that correction is an important part of the teaching

(see teacher questionnaire 5), she neither agreed nor disagreed on this issue.
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Beginner and low intermediate learners believe their errors were not over

corrected (see learner questionnaire 40).

Beginner and low intermediate learners believe as they become more proficient

learners of English, they will make fewer errors (see learner questionnaire 32).

When corrections in two classrooms with different levels of proficiency were
observed it could be asserted that TC used intonation, explanation and negation
correction types (Chaudron, 1983) in low intermediate levels but did not in beginners.
With beginners TC preferred repetition with change, repetition with emphasis, provide,
ignore, repetition with change and emphasis (Chaudron, 1983), and metalinguistic
feedback (Lyster & Ranta, 1997). These correction techniques could be classified as
explicit correction. The teacher agreed on the item about the use of elicitation (see
teacher questionnaire 32) but the correction types she used did not match to this
preference. TC ignored errors of content in low intermediate class and grammar errors
in beginners. TC agreed on the item about not correcting errors unless they affect
communication but in low intermediate class it could be noticed that she corrected errors
which did not affect flow of information (see lines 3042 and 3125) and did not correct the

errors in the same type (see lines 3469 and 3423).

The teacher stated that she prefers explicit correction in beginner levels and
implicit correction in more advanced levels (see teacher questionnaire 34 & 37). In the

transcription it was observed that the teacher uses both type of correction in both levels.

Beginner and low intermediate learners stated they prefer explicit correction and
the teacher stated she preferred more explicit correction (see teacher questionnaire 29)
which shows a mismatch with the item above.

Beginner and low intermediate learners think the teacher uses gestures and

intonation for correcting errors and they stated they made use of this correction (see
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learner questionnaire 38). Using gestures and intonation is implicit correction but

learners previously stated they preferred explicit correction.

Beginner and low intermediate learners stated they pay attention while their

friends are corrected (see learner questionnaire 41).

Beginner and low intermediate learners are satisfied with their teacher’s

correction (see learner questionnaire 42).

TD corrected 1 grammar, 10 pronunciation, 4 content errors, 6 lexical errors, and
1 discourse error in beginner class. 19 Grammar, 15 pronunciation and 3 content errors

were corrected in low intermediate class.

Compared to low-intermediate learners, beginner learners think they make
grammar errors. Beginner and low intermediate learners think grammar errors should be
corrected (see learner questionnaire 8). The teacher also prefers correcting grammar
errors (see teacher questionnaire 8). Brown stated that at intermediate level learners
could ask for correction (Brown, 2000) but in this case it is the beginner learners who

ask for correction.

Concerning the pronunciation errors, it could be noted that beginner levels are
more sensitive to pronunciation errors. The teacher also agreed correcting pronunciation

errors (see teacher questionnaire 13).

Low-intermediate learners give priority to correcting errors compared to

beginners. The teacher agreed that correcting errors in vocabulary choice is important

(see teacher questionnaire 9).
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Beginner and low intermediate learners preferred being corrected on cohesion
(see learner questionnaire 10) however the teacher disagrees on this issue (see teacher

questionnaire 10).

Beginner and low intermediate learners preferred to be corrected when they fail
to convey the message (see learner questionnaire 11). The teacher also agreed that

errors that hinder communication should be corrected (see teacher questionnaire 11).

Beginner level learners are more dependent on teacher about correction. This
could be explained by the fact that learners do not feel confident enough to use the
language. Low-intermediate learners develop their own criteria and become less

dependent (Stern, 1991).

Although beginner level learners want teacher correction (see learner
questionnaire 13) they also stated that they should self-correct their errors (see learner
questionnaire 14). Similarly, the teacher agreed that learners are able to self-correct
(see teacher questionnaire24) but she also agreed that learners pick errors from each

other. In transcription no self-correction was observed.

It could be seen that beginner and low intermediate learners are comfortable
with peer correction (see learner questionnaire 15). They stated that they do not feel
embarrassed when they were corrected (see learner questionnaire 24). Beginner and
low intermediate learners and teacher both believe corrective feedback is helpful (see
learner questionnaire 26, teacher questionnaire 17) and learners also believe making
errors is a part of learning (see learner questionnaire 39) and stated that they benefit

from correction (see learner questionnaire 34).
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No clear ideas about waiting time was observed in beginner classes; however
low-intermediate learners believe enough waiting time was given for self-correction (see

learner questionnaire 17).

Beginner and low intermediate learners believe the teacher take their
preferences into consideration (see learner questionnaire 29). The teacher also agreed

considering the learners’ preferences (see teacher questionnaire 39).

Learners do not have clear ideas about the relation between correction and level

of proficiency (see learner questionnaire 33).

TD preferred repetition with change, provide, interrupt and implicit correction
(Chaudron, 1983) with beginners. In low intermediate classes the widely used type of
correction was again repetition with change. Metalinguistic feedback (Lyster & Ranta,
1997), negation and expansion (Chaudron, 1983) were used in low intermediate class
but not in beginner class. Although TD agreed on the item about implicit correction in
advanced levels (see teacher questionnaire 37), in the recordings it was observed that
different from beginner class she preferred metalinguistic feedback, negation and
expansion which fall under the category of explicit correction. TD agreed that she
preferred more explicit correction (see teacher questionnaire 27) she also agreed on the
item that she indicates the problem but does not provide any further information. (see
teacher questionnaire 40).

Beginner learners and low-intermediate learners prefer explicit correction and
stated that the teacher should correct explicitly (see learner questionnaire 37). However,

the teacher stated that she preferred implicit correction in more advanced levels.

Beginner learners and low-intermediate learners stated that the teacher uses
gestures and intonation while correcting errors (see learner questionnaire 36). The

teacher neither agreed nor disagreed about using gestures (see teacher questionnaire
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33). The learners stated they benefit from this type of correction. Gestures could be
considered as implicit type of correction. It could be concluded that learners understand

but do not prefer implicit correction.

Beginner and low intermediate learners stated they pay attention while their

friends are corrected (see learner questionnaire 41).

Beginner and low intermediate learners are satisfied with their teacher’s

correction (see learner questionnaire 42).

TE corrected 5 grammar, 5 pronunciation, 4 lexical errors and 1 content error in
beginner class. In low intermediate class, 7 pronunciation and 3 lexical errors were

corrected.

Beginner and low-intermediate learners believe they make grammar errors (see
learner questionnaire 3). Learners also think grammar errors should be corrected (see
learner questionnaire 8). Teacher also prefers correcting grammar errors (see teacher

questionnaire 8).

Beginner learners believe they make errors in vocabulary choice but low-
intermediate learners disagreed on this item (see learner questionnaire 9). Although
they disagreed that their errors are mainly vocabulary choice, they believe these errors
should be corrected (see learner questionnaire 9). The teacher also prefers correcting

errors of this kind (see teacher questionnaire 9).

Low-intermediate learners think they make pronunciation errors (see learner
questionnaire 5). When the table was analyzed it could be seen that pronunciation
errors took up a large percentage of the errors. The teacher similarly preferred

correcting these errors (see teacher questionnaire 13).
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Beginner and low intermediate learners believe coherence errors should be
corrected but the teacher preferred not correcting these errors (see learner

questionnaire 10, teacher questionnaire 10).

Both beginner and low-intermediate learners prefer to be corrected when they
fail to convey the message (see learner questionnaire 11). The teacher similarly

preferred correction of these errors (see teacher questionnaire 11).

Both beginner and low-intermediate learners think teacher should do the
correction (see learner questionnaire 13). The teacher also agrees that she performs the
correction most of the time (see teacher questionnaire 21). In the recordings it could be
seen that peer correction occurred 6 times which was the highest number among the
teachers. The teacher also pointed out that learners pick up errors from each other (see
teacher questionnaire 23). This could be the reason behind why she neither agreed nor
disagreed about encouraging peer correction (see teacher questionnaire 22).

Although learners stated that the teacher should do the correction (see learner
questionnaire 13), they stated that they should self correct their errors (see learner
questionnaire 14). However, the teacher stated that learners are not able to self correct

(see teacher questionnaire 24).

It could be seen that beginner and low intermediate learners are comfortable
with peer correction (see learner questionnaire 15). They stated that they do not feel
embarrassed when they were corrected (see learner questionnaire 25). They also

believe making errors is a part of learning (see learner questionnaire 39).

Beginner and low intermediate learners believe the teacher gives enough waiting
time before correction (see teacher questionnaire 25, learner questionnaire 17). When
the transcriptions were analyzed the teacher does not give enough waiting time to the

learner.
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Low intermediate learners stated that teacher should immediately correct their
errors (see learner questionnaire 18). The teacher also prefers immediate correction

(see teacher questionnaire 16).

Beginner and low intermediate learners think teacher should correct when the
learner finishes the sentence (see learner questionnaire 19). The teacher also stated
that she prefers correcting after the learner finishes the sentence (see teacher
questionnaire 18). In the transcriptions it can be observed that the teacher sometimes
interrupts the learner (see lines 1911 -1914) sometimes waits until the learner finishes
the sentence (see lines 3987-3990). The teacher does not follow a systematic approach

in correction.

Beginner learners and low-intermediate learners prefer being corrected (see
learner questionnaire 26). Beginner and low intermediate learners and teacher both
believe corrective feedback is helpful and learners stated that they benefit from
correction (see learner questionnaire 30, teacher questionnaire 17). As it was mentioned
afore, learners believe making errors is a part of learning (see learner questionnaire 39).
However, the teacher neither agreed nor disagreed about learners’ preference for not

being corrected (see teacher questionnaire 45).

Although learners prefer asking the teacher about their errors (see learner
questionnaire 23), they also stated that they try self- correction (see learner
questionnaire 21). However, the teacher disagreed that the learners are able to self-

correct (see teacher questionnaire 24).

Beginner and low intermediate learners believe the teacher take their

preferences into consideration (see learner questionnaire 29). The teacher also agreed

considering the learners’ preferences (see teacher questionnaire 39).
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Beginner learners and low-intermediate learners think teachers’ correction
technique differs as they become more proficient (see learner questionnaire 33). The
teacher also agreed using different techniques in different levels (see teacher
questionnaire 26). In beginner class, the most widely used correction type was repetition
with change. Peer correction was the second widely used correction types. In low
intermediate class the most widely used correction type was repetition with change. In a
study, it was observed that repetition is an effective way of giving feedback (Blylkbay,
2007). Differently, negative feedback and expansion were used only in low intermediate
class. Beginner learners and low-intermediate learners prefer explicit correction and
stated that the teacher should correct explicitly (see learner questionnaire 34). However,
the teacher stated that she preferred implicit correction in more advanced levels (see

teacher questionnaire 37).

Beginner learners and low-intermediate learners stated that the teacher uses
gestures and intonation while correcting errors (see learner questionnaire 36). The
teacher neither agreed nor disagreed about using gestures (teacher questionnaire 33).
The learners stated they benefit from this type of correction (see learner questionnaire
38). Gestures could be considered as implicit type of correction. It could be concluded

that learners understand but do not prefer implicit correction.

Beginner and low intermediate learners stated they pay attention while their

friends are corrected (see learner questionnaire 41).

Beginner and low intermediate learners are satisfied with their teacher’s

correction (see learner questionnaire 42).
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3.2 Analysis of Questionnaires
3.2.1 Analysis of Questionnaires on the Preferences of Teachers’ in Error

Correction

Table 11.1 Result of Item on Error Definition

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 12 23,3 23,3 23,3
Disagree
Disagree 7 23,3 23,3 46,7
Neither Agree|l 3,3 3,3 50,0
nor Disagree
Agree 6 36,7 36,7 86,7
Strongly 4 13,3 13,3 100,0
Agree
Total 30 100,0 100,0
Table 11.2 Result of Item on Mistake Definition
Frequency Percent \Valid Percent (Cumulative
Percent
\Valid Strongly 1 10,0 10,0 10,0
Disagree
Disagree 6 20,0 20,0 30,0
Neither Agree|l 33,3 33,3 63,3
nor Disagree
Agree 16 20,0 20,0 83,3
Strongly 6 16,7 16,7 100,0
Agree
Total 30 100,0 100,0

Teachers who participated in the questionnaire disagreed about the definition of
error. According to the teachers, errors are not considered as incompetence or lack of
knowledge. 19 teachers disagreed to this item. However, 22 teachers agreed about the
definition of the mistakes. This could be assumed as teachers’ confusion regarding the
definitions. The distinction between error and mistake is important because it affects

teachers’ approach and move as well as to decide when and how to treat them.
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Table 11.3 Result of Item on Errors and Strategy

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 8 26,7 26,7 36,7
Neither Agree?2 20,0 20,0 56,7
nor Disagree
Agree 9 30,0 30,0 86,7
Strongly 8 26,7 26,7 100,0
Agree
Total 30 100,0 100,0

Teachers agreed that errors are part of the students’ learning strategy. When

teachers see errors within this perspective, they will be able to treat errors more

effectively because making errors also means that the learner is testing the language.

Table 11.4 Result of Item on Importance of Errors

Frequency Percent \Valid Percent (Cumulative
Percent
\Valid Strongly 2 6,7 6,7 6,7
Disagree
Disagree 6 20,0 20,0 26,7
Neither Agree8 26,7 26,7 53,3
nor Disagree
Agree 8 26,7 26,7 80,0
Strongly 6 20,0 20,0 100,0
Agree
Total 30 100,0 100,0

Although teachers see errors as a part of strategy, they gave unclear opinions

about using errors to see how far the learner progressed. This could be considered as a

controversy because accepting errors as learning strategy means being able to monitor

learners’ interlanguage. Despite the fact that they accepted error within this perspective,

they are not able to see the progress of the learner.
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Table 11.5 Result of Item on Correction and Learning

Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 5 16,7 17,2 17,2
Disagree
Disagree 6 20,0 20,7 37,9
Neither Agreefd 13,3 13,8 51,7
nor Disagree
Agree 7 23,3 24,1 75,9
Strongly 7 23,3 24,1 100,0
Agree
Total 29 96,7 100,0
Missing System 1 3,3
Total 30 100,0

Teachers believe error correction is a part of their learning. It could be also
inferred that teachers do not want to seem as “heavy correctors” (Bartham & Walton

1991 as cited in Ustaci, 2011).

Table 11.6 Result of Item on Correction is Helpful

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 6 20,0 20,0 20,0
Disagree
Disagree 5 16,7 16,7 36,7
Neither Agreel7 23,3 23,3 60,0
Nor Disagree
Agree 6 20,0 20,0 80,0
Strongly 6 20,0 20,0 100,0
Agree
Total 30 100,0 100,0

A clear-cut distinction can not be made in this item about place of error
correction in teachers’ practice. There is not a definite result about teachers’ preferences
about the effectiveness of corrective feedback. Although teachers perform correction in

each class, they did not state that they find correction helpful.
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Table 11.7 Result of Item on ‘It is Important Learners Should Have Few

Errors’
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 13 43,3 43,3 56,7
Neither Agreed 13,3 13,3 70,0
Nor Disagree
Agree 5 16,7 16,7 86,7
Strongly 4 13,3 13,3 100,0
Agree
Total 30 100,0 100,0
The result of this item will be discussed with the item below.
Table 11.8 Result of Item on Affective Factors
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 6 20,0 20,0 20,0
Disagree
Disagree 6 20,0 20,0 40,0
Neither Agree|l 3,3 3,3 43,3
Nor Disagree
Agree 7 23,3 23,3 66,7
Strongly 10 33,3 33,3 100,0
Agree
Total 30 100,0 100,0

Teachers do not mind that the learners make a lot of errors. Rather than
preventing them, teachers are trying to work errors for them. What’'s more, teachers
stated that they consider their learners’ affective condition and do not want to

discourage them.
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Table 11.9 Result of Item on Correction & Accuracy

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 8 26,7 26,7 40,0
Neither Agree(l 3,3 3,3 63,3
nor Disagree
Agree 9 30,0 30,0 96,7
Strongly 7 23,3 23,3 100,0
Agree
Total 30 100,0 100,0

The result of item on correction and accuracy and result of item on focus on
fluency and correction will be discussed together.

Table 11.10 Result of Item on Focus on Fluency & Correction

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,8 13,8
Disagree
Disagree 4 13,3 13,8 27,6
Neither Agree(1 20,0 20,7 48,3
nor Disagree
Agree 11 20,0 20,7 69,0
Strongly 9 30,0 31,0 100,0
Agree
Total 29 96,7 100,0
Missing System 1 3,3
Total 30 100,0

16 teachers think correction helps learners’ to become more accurate. Teachers
hold the view that correction leads to accuracy. This item is closely linked to 15™ item of
the questionnaire which tries to find teachers’ preferences about correction in
communicative activities. Teachers prefer not correcting errors if the focus is on fluency.
This shows that teachers’ preferences’ show difference in relation to the type of

activities.
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Table 11.11 Result of Item on Correcting Grammar Errors

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 2 6,7 6,7 16,7
Neither Agreefd 13,3 13,3 30,0
nor Disagree
Agree 7 23,3 23,3 53,3
Strongly 14 46,7 46,7 100,0
Agree
Total 30 100,0 100,0

14 Teachers (46.7 %) stated that they prefer to correct grammar errors. This

could be considered as an indication of the previous item about the relation between

correction and accuracy. Similarly, Cathcart and Olsen’s study indicated a high ranking

for pronunciation and grammar errors (1982 as cited in Klim, 1994).

Table 11.12 Result of Item on Correcting Errors of Vocabulary Choice

Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 2 6,7 6,7 6,7
Disagree
Disagree 11 36,7 36,7 43,3
Neither Agree3 10,0 10,0 53,3
nor Disagree
Agree 11 36,7 36,7 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0

The results of this item did not bring light to the issue of correcting errors in

vocabulary choice. Teachers do not come up with situations where they correct

inappropriate use of words compared to structural problems in learners’ utterances. One

factor causing this result could be explained by the proficiency level of the learner and

the type of activities in which the learners are expected to produce limited language.
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Table 11.13 Result of Item on Errors in Ideas

Frequency Percent Valid Percent [Cumulative
Percent

\Valid Strongly 7 23,3 23,3 23,3
Disagree
Disagree 14 30,0 30,0 53,3
Neither Agree(l 16,7 16,7 70,0
nor Disagree
Agree 4 16,7 16,7 86,7
Strongly 4 13,3 13,3 100,0
Agree

Total 30 100,0 100,0

Teachers prefer not correcting errors on ideas expressed.
Table 11.14 Result of Item on Correcting Errors That Hinder Communication
Frequency Percent \Valid Percent (Cumulative
Percent

\Valid Strongly 1 16,7 16,7 16,7
Disagree
Disagree 5 26,7 26,7 43,3
Neither Agree|l 3,3 3,3 46,7
nor Disagree
Agree 12 40,0 40,0 86,7
Strongly 11 13,3 13,3 100,0
Agree

Total 30 100,0 100,0

it could be seen in the transcriptions that errors that did not interrupt the intended
message were corrected. Teachers know that correcting errors that did not hinder
communication might interrupt the flow of the conversation but in practice they do not

follow this criterion for correcting errors. This shows a contradiction between what

teachers believe and what they do.
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Table 11.15 Result of Item on Correcting Errors in Style

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 8 26,7 26,7 26,7
Disagree
Disagree 8 26,7 26,7 53,3
Neither Agree/6 20,0 20,0 73,3
nor Disagree
Agree 7 23,3 23,3 96,7
Strongly 1 3,3 3,3 100,0
Agree
Total 30 100,0 100,0

Teachers prefer not correcting errors of style. This type of correction is closely
linked to proficiency level. As learners progress the instructions are given considering
the style. In the beginner level learners are trying to convey the message without
considering the style. As they become more proficient learners, they start to pay

attention to style.

Table 11.16 Result of Item on Correcting Errors of Pronunciation

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 9 30,0 30,0 43,3
Neither Agree [6 20,0 20,0 63,3
nor Disagree
Agree 8 26,7 26,7 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0

The results do not give clear ideas concerning correction of pronunciation errors.
However in the transcriptions it can be observed that teachers are sensitive to
pronunciation errors. It could be seen that 102 pronunciation errors were corrected in
the observed classes. 65 pronunciation errors were made in low-intermediate classes
whereas 37 pronunciation errors were observed in beginner classes. Learners also

stated that pronunciation errors should be corrected.
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Table 11.17 Result of Item on Correcting Frequent Errors

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 4 13,3 13,3 26,7
Neither Agreep 16,7 16,7 43,3
nor Disagree
Agree 9 30,0 30,0 73,3
Strongly 8 26,7 26,7 100,0
Agree
Total 30 100,0 100,0

Frequency of errors is an important factor in correcting errors (Cohen, 1975).
Teachers prefer to correct errors that occur frequently. If frequent errors are not
corrected, they might be fossilized. It could be seen that teachers prefer to correct
frequent errors. The main point with reference to correcting frequent errors is that
teachers need to monitor their learners’ output and correct errors that might lead to

fossilization.

Table 11.18 Result of Item on Correcting Immediately

Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 1 3,3 3,3 3,3
Disagree
Disagree 8 26,7 26,7 30,0
Neither Agreel 26,7 26,7 56,7
Nor Disagree
Agree 6 20,0 20,0 76,7
Strongly 7 23,3 23,3 100,0
Agree
Total 30 100,0 100,0

The result of this item will be discussed with the item below. (Table 11.19)
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Table 11.19 Result of Item on Delayed Correction

Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 2 6,7 6,7 6,7
Disagree
Disagree 11 36,7 36,7 43,3
Neither Agree/6 20,0 20,0 63,3
Nor Disagree
Agree 10 33,3 33,3 96,7
Strongly 1 3,3 3,3 100,0
Agree
Total 30 100,0 100,0

It could be observed that teachers prefer to correct immediately. If the table
about delayed correction is analyzed, it could be seen that the results are contradictory:
There is not a noticeable difference between immediate correction and delayed
correction. However, in the observed lessons of the teachers who stated that they
preferred delayed correction (TC & TA) it was observed that teachers did not perform
feedback sessions. Delayed correction requires teacher to be systematic; during
activities teacher needs to write down the errors which require feedback and at the end
of the exercise or lesson. In immediate correction teachers do not have enough time to

think about to correct or not to correct or how to correct the erroneous sentence.

Table 11.20 Result of Item on Waiting for Correction

Frequency Percent Valid Percent [Cumulative
Percent

Valid Strongly 1 3,3 3,4 3,4
Disagree
Disagree 4 13,3 13,8 17,2
Neither Agreel 26,7 27,6 44,8
nor Disagree
Agree 10 33,3 34,5 79,3
Strongly 6 20,0 20,7 100,0
Agree

Total 29 96,7 100,0

Missing System 1 3,3

Total 30 100,0

The result of this item will be discussed with the item below. (Table 11.21)
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Table 11.21 Result of Item on Waiting for Self-Correction

Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 2 6,7 6,7 6,7
Disagree
Disagree 3 10,0 10,0 16,7
Neither Agree9 30,0 30,0 46,7
nor Disagree
Agree 10 33,3 33,3 80,0
Strongly 6 20,0 20,0 100,0
Agree
Total 30 100,0 100,0

Teachers prefer to wait before correcting the learner. This preference shows a

clear relation with questionnaire item number 19 in which teachers prefer to wait and

see whether the learner self-correct. However, in the observed lessons, especially in

pronunciation errors, it could be observed that teachers do not wait for correction.

Table 11.22 Result of Item on Teacher Correction

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 7 23,3 23,3 23,3
Disagree
Disagree 6 20,0 20,0 43,3
Neither Agree3 10,0 10,0 53,3
nor Disagree
Agree 7 23,3 23,3 76,7
Strongly 7 23,3 23,3 100,0
Agree
Total 30 100,0 100,0
The result of this item will be discussed with the item below. (Table 11.23)
Table 11.23 Result of Item on Peer correction
Frequency Percent Valid Percent [Cumulative
Percent
\Valid Strongly 7 23,3 23,3 23,3
Disagree
Disagree 9 30,0 30,0 53,3
Neither Agree[10 33,3 33,3 86,7
nor Disagree
Agree 4 13,3 13,3 100,0
Total 30 100,0 100,0
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In a traditional class one of the roles of the teacher is to inform the learner about
the production. If the table is analyzed, it could be seen that 14 teachers stated that they
carry out the correction. However, 13 teachers disagreed that they correct the learner. In
the recordings it could be seen that correction was carried out by teachers. Only four
teachers agreed encouraging peer correction. In the transcriptions it could be seen that
rather than teacher initiated peer correction, peers interfere (see lines 57-65 & 2536 &
2551). In classroom interaction there is a possibility that they might go unnoticed by
other learners. It could also be seen that when peer correction is performed, teachers

tend to repeat the peer’s utterance (see lines 20- 33 & 57-65 & 2536- 2551).

Table 11.24 Result of Item on ‘Students Pick up Errors’

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Strongly 9 30,0 31,0 31,0
Disagree
Disagree 2 6,7 6,9 37,9
Neither Agree|l 3,3 3,3 58,6
nor Disagree
Agree 7 23,3 24,1 82,8
Strongly 10 33,3 33,3 100,0
Agree

Total 29 96,7 100,0

Missing System 1 3,3

Total 30 100,0

Teachers believe that students pick up errors from each other which could be
considered as the cause of not encouraging peer correction. However, in the table
above it could be seen that 8 peer-corrections were performed in beginner classes and
only four peer-corrections were carried out in low intermediate class. So, it is possible to
say that beginners are more inclined to correct each other. But when the table is
analyzed it could be seen that self-correction is performed more in low-intermediate
classes. It was stated that peer-correction or self correction is more beneficial to
eliminate errors compared to teacher correction (Cohen, 1975). What's more, peer
correction reduces student dependence on the teacher and increases the amount the

students listen to each other (Gower & Phillips & Walters, 1995).
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Table 11.25 Result of Item on Teachers’ belief for Self-correction

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 13 43,3 43,3 53,3
Neither Agree3 10,0 10,0 63,3
nor Disagree
Agree 7 23,3 23,3 86,7
Strongly 4 13,3 13,3 100,0
Agree
Total 30 100,0 100,0

the reason why teachers do not encourage peer correction.

Table 11.26 Result of Item on Providing Waiting Time

Teachers stated that learners are not able to correct themselves. This could be

Frequency Percent \Valid Percent (Cumulative
Percent

\Valid Strongly 5 16,7 17,2 17,2
Disagree
Disagree 5 16,7 17,2 34,5
Neither Agreel6 20,0 20,7 55,2
Nor Disagree
Agree 7 23,3 24 1 79,3
Strongly 6 20,0 20,7 100,0
Agree

Total 29 96,7 100,0

Missing System 1 3,3

Total 30 100,0

Teachers stated that enough waiting time was given to learners. It can be

observed from the table that teachers correct pronunciation errors without waiting (see

lines 1557-1561 & 1696 - 1697 & 1722-1723).
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Table 11.27 Result of Item on Using Different Correction Techniques in
Different Levels

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 5 16,7 16,7 30,0
Neither Agreel7 23,3 23,3 53,3
nor Disagree
Agree 9 30,0 30,0 83,3
Strongly 5 16,7 16,7 100,0
Agree
Total 30 100,0 100,0

Teachers agreed that they use different techniques in different levels of
proficiency. In the table below, it could be seen that the most popular correction
technique was repetition with change (Chaudron, 1983) (69 times). Other popular
techniques were pinpointing (Walz) and provide (Chaudron, 1983). In low-intermediate
classes asking for clarification, metalinguistic feedback (Lyster & Ranta, 1997), ignore
(Chaudron, 1983), negative feedback and expansion (Chaudron, 1983) were used in
low-intermediate but not in beginner. As stated afore, self-correction is performed more
in low-intermediate classes. It could be stated that beginner learners need to be drawn

attention to the erroneous part more compared to low-intermediate classes.

Table 11.28 Result of Item on Preferring Explicit Correction

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Strongly 4 13,3 13,3 13,3

Disagree

Disagree 11 36,7 36,7 50,0

Neither Agree/11 36,7 36,7 86,7

nor Disagree

Agree 4 13,3 13,3 100,0
Total 30 100,0 100,0
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Table 11.29 Result of Item on Teachers Preference of Providing Correct

Form
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 6 20,0 20,0 30,0
Neither Agree@ 26,7 26,7 56,7
nor Disagree
Agree 10 33,3 33,3 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0

same. This could be explained by the fact that teachers consider many factors such as

proficiency level, type of activity and individual needs. It could be seen that in beginner

The number of teachers who agree and disagree with explicit correction is the

classes teachers made 45 explicit correction and 60 in low-intermediate classes.

explicit and it will be noticed by the learner. This correction type might be appropriate for

Teachers stated they prefer providing the correct form. This type of correction is

grammar exercises but not for discussion activities.

Table 11.30 Result of Item on Teachers Preference of Metalinguistic

Feedback
Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 6 20,0 20,0 20,0
Disagree
Disagree 5 16,7 16,7 36,7
Neither Agreepb 16,7 16,7 53,3
nor Disagree
Agree 7 23,3 23,3 76,7
Strongly 7 23,3 23,3 100,0
Agree
Total 30 100,0 100,0

type was carried out 11 times (5 times in beginner, 6 times in low-intermediate).

Interestingly, metalinguistic feedback was followed by different techniques such as

Teachers prefer ‘metalinguistic feedback’ (Lyster & Ranta, 1997). This correction
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exemplification or expansion (see lines 3558-3571) or was succeeded by pinpointing or

provide (see lines 2710-2717).

Table 11.31 Result of Item on Use of Recast

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 6 20,0 20,0 20,0
Disagree
Disagree 3 10,0 10,0 30,0
Neither Agree9 30,0 30,0 60,0
nor Disagree
Agree 5 16,7 16,7 76,7
Strongly 7 23,3 23,3 100,0
Agree
Total 30 100,0 100,0

It could be seen that teachers do not have clear ideas about the term “recast”.
Recast was the least used type of correction. Recast (Lyster & Ranta, 1997) was used
in beginner classes two times (see lines 20-33 & 614-617). But in these two cases one
of the recast ended up with uptake. This is one disadvantage of recast which occurs due

to its implicit nature.

Table 11.32 Result of Item on Emphasizing Incorrect Utterance

Frequency Percent| Valid Percent  Cumulative
Percent
Valid Strongly 10 33,3 33,3 33,3
Disagree
Disagree 6 20,0 20,0 53,3
Neither Agree 2 6,7 6,7 60,0
nor Disagree
Agree 6 20,0 20,0 80,0
Strongly 6 20,0 20,0 100,0
Agree
Total 30 100,0 100,0

According to the questionnaire results emphasizing the incorrect utterance was
not preferred by teachers. But repetition without change (Chaudron, 1983) was preferred

11 times. Chaudron analyzed Fanselow’s study with Canadian French learners and
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stated that repetition with no change and emphasis were common reactions among
teachers (Chaudron, 1983). Similarly in the recordings of this study, it could be seen that

repetition with no change was one of the most commonly used correction technique.

Table 11.33 Result of Item on Elicitation

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 4 13,3 13,3 23,3
Neither Agreel7 23,3 23,3 46,7
Nor Disagree
Agree 14 46,7 46,7 93,3
Strongly 2 6,7 6,7 100,0
Agree
Total 30 100,0 100,0

Result of this item will be discussed with the item below (Table 11.35)

Table 11.34 Result of Item on Indicating the Error

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 3 10,0 10,0 10,0
Disagree
Disagree 9 30,0 30,0 40,0
Neither Agreel7 23,3 23,3 63,3
Nor Disagree
Agree 6 20,0 20,0 83,3
Strongly 5 16,7 16,7 100,0
Agree
Total 30 100,0 100,0

Result of this item will be discussed with the item below (Table 11.35)
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Table 11.35 Result of Item on Indicating and Elicitation

Frequency Percent \Valid Percent  [Cumulative
Percent
Valid Strongly 5 16,7 17,2 17,2
Disagree
Disagree 7 23,3 24,1 41,4
Neither  Agree6 20,0 20,7 62,1
Nor Disagree
Agree 6 20,0 20,7 82,8
Strongly Agree 5 16,7 17,2 100,0
Total 29 96,7 100,0
Missing System 1 3,3
Total 30 100,0

Elicitation includes techniques such as cueing (Walz, 1982) or repetition with no

change (Chaudron, 1983). Another question (item number 40) in the questionnaire

indicated that 12 teachers disagreed with just indicating the error whereas 11 teachers

agreed with the item. The last item about elicitation indicated that teachers are not sure

about using elicitation.

Table 11.36 Result of Item on Using Gestures

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Strongly 4 13,3 13,3 13,3

Disagree

Disagree 7 23,3 23,3 36,7

Neither Agree@ 26,7 26,7 63,3

nor Disagree

Agree 11 36,7 36,7 100,0
Total 30 100,0 100,0

It is hard to be able to observe gestures by voice recording. 11 Teachers agreed

and 11 teachers disagreed with the use of gestures. Gestures could be classified as

implicit way of correcting or helping the learner to correct. Interestingly 78,4% of the

beginner learners, and 86% of the low-intermediate learners stated that their teacher

uses gestures in the classroom.
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Table 11.37 Result of Item on Using Explicit Correction with Beginners

Frequency Percent \Valid Percent [Cumulative
Percent
Valid Strongly 5 16,7 16,7 16,7
Disagree
Disagree 4 13,3 13,3 30,0
Neither Agreed 13,3 13,3 43,3
nor Disagree
Agree 9 30,0 30,0 73,3
Strongly 8 26,7 26,7 100,0
Agree
Total 30 100,0 100,0

Table 11.38 Result of Item on Using Implicit Correction with Beginners

Frequency Percent \Valid Percent |[Cumulative
Percent

Valid Strongly 3 10,0 10,3 10,3
Disagree
Disagree 13 43,3 44,8 55,2
Neither Agreel6 20,0 20,7 75,9
nor Disagree
Agree 3 10,0 10,3 86,2
Strongly 4 13,3 13,8 100,0
Agree

Total 29 96,7 100,0

Missing System 1 3,3

Total 30 100,0

Teachers are aware that learners have a limited amount of language and in
order to benefit from correction, teachers stated that they prefer explicit correction in

beginner levels.

Table 11.39 Result of Item on Using Explicit Correction in Low-Intermediate

Levels
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 7 23,3 23,3 23,3
Disagree
Disagree 11 36,7 36,7 60,0
Neither Agreed 13,3 13,3 73,3
nor Disagree
Agree 5 16,7 16,7 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0
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The results of the questionnaire indicate inconsistent results regarding correction

types in advanced levels. 18 teachers stated they prefer explicit correction in advanced

levels whereas 16 teachers stated they prefer implicit correction in advanced levels. As

stated above, 60 of the corrections (in observed classes) in low-intermediate classes are

explicit.

Table 11.40 Result of Item on Using Implicit Correction in Low-Intermediate

Levels
Frequency [Percent Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 3 10,0 10,0 23,3
Neither Agreel7 23,3 23,3 46,7
nor Disagree
Agree 11 36,7 36,7 83,3
Strongly 5 16,7 16,7 100,0
Agree
Total 30 100,0 100,0

16 Teachers agreed on using implicit correction techniques in advanced levels.

In the recordings it could be seen that there is not a significant difference between

beginner and low-intermediate classes in terms of teachers’ using different correction

techniques in different proficiency levels.

Table 11.41 Result of Item on ‘Teacher Knows Preferences of Learners’

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 6 20,0 20,0 20,0
Disagree
Disagree 4 13,3 13,3 33,3
Neither Agree11 36,7 36,7 70,0
nor Disagree
Agree 8 26,7 26,7 96,7
Strongly 1 3,3 3,3 100,0
Agree
Total 30 100,0 100,0
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Table 11.42 Result of Item on ‘Teacher Considers Preferences of Learners’

Frequency Percent Valid Percent [Cumulative
Percent

\Valid Strongly 5 16,7 16,7 16,7

Disagree

Disagree 7 23,3 23,3 40,0

Neither Agreel7 23,3 23,3 63,3

nor Disagree

Agree 11 36,7 36,7 100,0
Total 30 100,0 100,0

11 Teachers (36.7%) neither agreed nor disagreed on the item about knowing

the preferences of their students. However, the same percentage of teachers agreed

that they consider their learners’ preferences of error correction. This result is supported

by Salikin who stated that teachers carry out the correction process without thinking

what their students think of oral correction (2001 as cited in Ustaci, 2011).

Table 11.43 Result of Item on ‘“Teachers Believe Learners Want Immediate

Correction’
Frequency Percent \Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 4 13,3 13,3 26,7
Neither Agree 16,7 16,7 43,3
nor Disagree
Agree 11 36,7 36,7 80,0
Strongly 6 20,0 20,0 100,0
Agree
Total 30 100,0 100,0

Teachers believe their learners prefer immediate correction. If the results of the

learners’ questionnaire results are analyzed, it could be derived that both beginner

learners and low-intermediate learners prefer immediate correction.
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Table 11.44 Result of Item on ‘Teachers Believe Learners Want Delayed

Correction’
Frequency Percent \Valid Percent [Cumulative
Percent
\Valid Strongly 8 26,7 26,7 26,7
Disagree
Disagree 11 36,7 36,7 63,3
Neither Agree3 10,0 10,0 73,3
nor Disagree
Agree 5 16,7 16,7 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0

Teachers do not believe their learners prefer delayed correction. If the results of
the learners’ questionnaire results are analyzed, it could be derived that both beginner

learners and low-intermediate learners prefer immediate correction.

Table 11.45 Result of Item on ‘Teachers Think Learners Want No Correction’

Frequency Percent Valid Percent [Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 8 26,7 26,7 40,0
Neither Agree9 30,0 30,0 70,0
nor Disagree
Agree 4 13,3 13,3 83,3
Strongly 5 16,7 16,7 100,0
Agree
Total 30 100,0 100,0

Teachers think their students want correction. If learners’ questionnaire results
are analyzed, it could be seen that beginner learners and low-intermediate believe

correction is necessary.
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Table 11.46 Result of Item on ‘Teachers Believe Learners Have No Clear

Ideas’
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Strongly 4 13,3 13,3 13,3
Disagree
Disagree 7 23,3 23,3 36,7
Neither Agree/11 36,7 36,7 73,3
nor Disagree
Agree 5 16,7 16,7 90,0
Strongly 3 10,0 10,0 100,0
Agree
Total 30 100,0 100,0

Teachers believe their learners have clear ideas about correction. It is clear that
the learners believe correction is necessary. Both beginners and low-intermediate
learners stated that they prefer explicit correction. However, the results of the
questionnaire indicated that learners understand implicit correction but prefer explicit

correction.

3.2.2 Analysis of Questionnaire on Preferences of Learners’ in Error Correction

This part includes comparing the results of the second part of the questionnaire
adapted from Catchart & Olsen (1976 as cited in Kul, 1992). The teacher responses
were selected from the observed classes. Beginner and low-intermediate classes were
asked to classify different techniques that the teacher would give as a response to the
erroneous sentence: “Was you in Istanbul?” Learners were asked to rate these

responses as “koétu, iyi degil, iyi, gok iyi”.
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Table 12.1 Result of Item on “Hmm” as Teacher’'s Response in Beginner

Classes
Frequency Percent \Valid Percent |Cumulative
Percent

Valid Kétu 39 31,0 31,0 31,0

Iyi degil 28 22,2 22,2 53,2

yi 27 21,4 21,4 74,6

Cok iyi 21 16,7 16,7 91,3

5 11 8,7 8,7 100,0
Total 126 100,0 100,0

Table 12.2 Result of Item on “Hmm” as Teacher’s Response in Low-
Intermediate Classes
Frequency Percent \Valid Percent |Cumulative
Percent

Valid Koth 33 34,7 35,9 35,9

iyi degil 17 17,9 18,5 54,3

lyi 32 33,7 34,8 89,1

Cok iyi 10 10,5 10,9 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

Very close results were found in this item of the questionnaire. 39 Beginner

learners found this correction type bad. The reason behind this could be explained by its

being implicit. However, other implicit techniques such as “was you in Istanbul?” was

considered good. 42 Low-intermediate learners stated they preferred this technique. 50

Low-intermediate learners classified it either as bad or not good. This correction type is

not preferred by beginner learners.

Table 13.1 Result of Item on “Were you in Istanbul?” as Teacher's Response

in Beginner Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Koétu 7 5,6 5,6 5,6

iyi degil 18 14,3 14,5 20,2

Iyi 47 37,3 37,9 58,1

Cok iyi 38 30,2 30,6 88,7

5 14 11,1 11,3 100,0

Total 124 98,4 100,0
Missing System 2 1,6
Total 126 100,0
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Table 13.2 Result of Item on “Were you in Istanbul?” as Teacher's Response
in Low-Intermediate Class

Frequency Percent Valid Percent [Cumulative
Percent

Valid Kéth 46 48,4 50,0 66,3

lyi degil 7 7,4 7,6 16,3

Iyi 8 8,4 8,7 8,7

Cok iyi 31 32,6 33,7 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

This explicit correction technique was not preferred by low-intermediate learners.

Although the questionnaire results indicated that low-intermediate learners preferred

explicit correction techniques, this explicit correction technique was not preferred by low-

intermediate learners. Beginner learners preferred this correction type.

Table 14.1 Result of Item on “You ile were kullanilir’” as Teacher's Response

Beginner Classes

Frequency Percent Valid Percent [Cumulative
Percent
Valid Koéti 9 7,1 7,1 7,1
lyi degil 19 15,1 15,1 22,2
Iyi 35 27,8 27,8 50,0
Cok iyi a7 37,3 37,3 87,3
5 16 12,7 12,7 100,0
Total 126 100,0 100,0
Table 14.2 Result of Item on “You ile were kullanilir’” as Teacher's Response
in Low-Intermediate Classes
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Koétu 36 37,9 40,0 60,0
iyi degil 12 12,6 13,3 20,0
Iyi 6 6,3 6,7 6,7
Cok iyi 36 37,9 40,0 100,0
Total 90 94,7 100,0
Missing System 5 5,3
Total 95 100,0

This correction type was preferred by beginner learners. Although low-

intermediate learners had stated that they preferred explicit correction, they did not
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prefer this correction technique. This is a controversy between what learners stated in

the questionnaire.

Table 15.1 Result of Item on “You ile hangisini kullaniyoruz?” as Teacher’s
Response in Beginner Classes

Frequency Percent \Valid Percent (Cumulative
Percent
Valid Kétu 33 26,2 26,6 26,6
iyi degil 28 22,2 22,6 49,2
Iyi 35 27,8 28,2 77,4
Cok iyi 27 21,4 21,8 99,2
5 1 ,8 8 100,0
Total 124 98,4 100,0
Missing System 2 1,6
Total 126 100,0
Table 15.2 Result of Item on “You ile hangisini kullaniyoruz?” as Teacher’s
Response in Low-Intermediate Classes
Frequency Percent \Valid Percent (Cumulative
Percent
Valid Kétu 19 20,0 20,7 20,7
iyi degil 38 40,0 41,3 80,4
Iyi 17 17,9 18,5 39,1
Cok iyi 18 18,9 19,6 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

This is an example of elicitation. According to the first part of the questionnaire,
learners stated they prefer explicit correction. However, this correction technique was
not preferred by low-intermediate classes. It is not possible to make a clear statement
about the preference of beginners as the results are very close. It could be asserted that
type of explicit correction is also important for determining the preferences of the

learners’.
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Table 16.1 Result of Item on “Repeat Please” as Teacher’'s Response in
Beginner Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kétu 55 43,7 44,0 68,0

iyi degil 22 17,5 17,6 24,0

Iyi 8 6,3 6,4 6,4

Cok iyi 39 31,0 31,2 99,2

5 1 ,8 ,8 100,0
Total 125 99,2 100,0
Missing System 1 .8
Total 126 100,0

Table 16.2 Result of Item on “Repeat Please” as Teacher's Response in
Beginner Classes in Low-Intermediate Classes

Frequency Percent Valid Percent [Cumulative
Percent

Valid Kéta 14 14,7 15,1 15,1

lyi degil 39 41,1 41,9 74,2

Iyi 16 16,8 17,2 32,3

Cok iyi 24 25,3 25,8 100,0
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0

This move could be considered as ‘loop’ (Chaudron, 1983). It was favored by
beginner classes but not by low-intermediate learners. Although being implicit in nature,

beginners preferred this correction.

Table 17.1 Result of Item on “In simple past we use were with you” as Teacher’s

Response in Beginner Classes

Frequency Percent \Valid Percent |Cumulative
Percent

Valid Koétu 19 15,1 15,7 15,7

iyi degil 13 10,3 10,7 26,4

yi 48 38,1 39,7 66,1

Cok iyi 40 31,7 33,1 99,2

5 1 .8 8 100,0
Total 121 96,0 100,0
Missing System 5 4,0
Total 126 100,0
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Table 17.2 Result of Item on “In simple past we use were with you” as
Teacher’s Response in Low-Intermediate Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kéti 22 23,2 23,9 23,9

iyi degil 15 15,8 16,3 40,2

Iyi 34 35,8 37,0 77,2

Cok iyi 21 221 22,8 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

This correction includes ‘metalinguistic feedback’ (Lyster & Ranta, 1997). In the

teachers questionnaire it was stated that teachers preferred metalinguistic feedback.

Both in beginner and low-intermediate classes, it could be seen that ‘metalinguistic

feedback’ (Lyster & Ranta, 1997) is also preferred by learners, especially in beginner

classes.

Table 18.1 Result of Item on “Yes, | was in Istanbul yesterday” as Teacher's
Response in Beginner Classes

Frequency Percent Valid Percent [Cumulative
Percent

Valid Koéti 81 64,3 64,8 64,8

lyi degil 21 16,7 16,8 81,6

Iyi 14 11,1 11,2 92,8

Cok iyi 9 7.1 7,2 100,0
Total 125 99,2 100,0
Missing System 1 ,8
Total 126 100,0

Table 18.2 Result of Item on “Yes, | was in Istanbul yesterday” as Teacher's
Response in Low-Intermediate Classes
Frequency Percent \Valid Percent (Cumulative
Percent

Valid Koéti 71 74,7 76,3 76,3

iyi degil 14 14,7 15,1 91,4

Iyi 5 5,3 5,4 96,8

Cok iyi 3 3,2 3,2 100,0
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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With this move teachers ignored the error and continued the topic. Although
teachers agreed that they preferred to correct errors that hinder communication (see
teacher questionnaire item 11), in cases like this example they preferred to correct the
learner (see lines 1064-1069 & 1006-1007). This move was not preferred by either
class. As it was mentioned afore, learners have a strong preference for being corrected

(see learner questionnaire item 26).

Table 19.1 Result of Item on “No” as Teacher's Response in Beginner

Classes
Frequency Percent Valid Percent |Cumulative
Percent

Valid Koétu 49 38,9 39,8 39,8

lyi degil 32 25,4 26,0 65,9

yi 32 25,4 26,0 91,9

Cok iyi 10 7,9 8,1 100,0
Total 123 97,6 100,0
Missing System 3 2,4
Total 126 100,0

Table 19.2 Result of Item on “No” as Teacher's Response in Low-
Intermediate Classes
Frequency Percent Valid Percent |Cumulative
Percent

Valid Kéti 43 45,3 46,7 46,7

lyi degil 33 34,7 35,9 82,6

yi 11 11,6 12,0 94,6

Cok iyi 5 5,3 5,4 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

This move could be classified as ‘negation’ (Chaudron, 1983). In the table about
the analysis of the corrective moves, it could be seen that negation was used four times;
especially in low-intermediate classes (see lines 173-176 & 502-516). This move was
not preferred by either class. The reason behind this preference could be the fact that
only providing negation will not help the learner to understand the erroneous part.
What's more, it might discourage the learner. Consequently, it is assumed that if

negation is followed by another act, beginner learners would have benefited more.
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Table 20.1 Result of Item on Smiling as Teacher’s Response in Beginner

Classes
Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kéti 66 52,4 52,8 52,8

iyi degil 28 22,2 22,4 75,2

Iyi 18 14,3 14,4 89,6

Cok iyi 13 10,3 10,4 100,0
Total 125 99,2 100,0
Missing System 1 ,8
Total 126 100,0

Table 20.2 Result of Item on Smiling as Teacher’s Response in Low-

Intermediate Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kétu 62 65,3 66,7 66,7

iyi degil 19 20,0 20,4 87,1

Iyi 6 6,3 6,5 93,5

Cok iyi 6 6,3 6,5 100,0
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0

This move was not favored because it might embarrass the learner or it might be

misinterpreted by the learner.

Table 21.1 Result of Item on “Was you in Istanbul?” (Emphasis) as Teacher’s
Response in Beginner Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kéth 38 30,2 30,4 30,4

lyi degil 17 13,5 13,6 44,0

fyi 35 27,8 28,0 72,0

Cok iyi 33 26,2 26,4 98,4

5 2 1,6 1,6 100,0
Total 125 99,2 100,0
Missing System 1 .8
Total 126 100,0
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Table 21.2 Result of Item on “Was you in Istanbul?” (Emphasis) as Teacher’s

Response in Low-Intermediate Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kétu 9 9,5 9,8 9,8

iyi degil 15 15,8 16,3 26,1

Iyi 35 36,8 38,0 64,1

Cok iyi 33 34,7 35,9 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0

Teacher’s emphasis on the incorrect utterance was favored by both beginner

and low-intermediate learners. Interestingly, the same number of learners in different

levels of proficiency preferred this correction. This correction does not provide the

correct answer nevertheless, it was still preferred by the learner and it ended up with

learners’ uptake (see lines 20-33 & 396-397 & 745-751 & 760-762 & 2559-2561).

Table 22.1 Result of Item on “Bence sen yanlis biliyorsun” as Teacher’s
Response in Beginner Classes

Frequency Percent Valid Percent [Cumulative
Percent

Valid Koéti 43 34,1 34,7 34,7

iyi degil 46 36,5 37,1 71,8

Iyi 27 21,4 21,8 93,5

Cok iyi 8 6,3 6,5 100,0
Total 124 98,4 100,0
Missing System 2 1,6
Total 126 100,0

Table 22.2 Result of Item on “Bence sen yanlis biliyorsun” as Teacher’s

Response in Low-Intermediate Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Kéta 33 34,7 35,5 35,5

iyi degil 16 16,8 17,2 95,7

Iyi 40 42,1 43,0 78,5

Cok iyi 4 4,2 4,3 100,0
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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This could again be classified as ‘negation’ (Chaudron, 1983). Although the

previous negation was not preferred by either class, this negation did not indicate the

same amount of dislike in low-intermediate classes.

Table 23.1 Result of Item on “Are you sure?” as Teacher’'s Response in
Beginner Classes

Frequency Percent Valid Percent [Cumulative
Percent

Valid Kéta 26 20,6 20,8 20,8

lyi degil 37 29,4 29,6 50,4

Iyi 43 34,1 34,4 84,8

Cok iyi 18 14,3 14,4 99,2

5 1 ,8 ,8 100,0
Total 125 99,2 100,0
Missing System 1 ,8
Total 126 100,0

Table 23.2 Result of Iltem on “Are you sure?” as Teacher's Response in Low-

Intermediate Classes

Frequency Percent \Valid Percent (Cumulative
Percent

Valid Ko6ti 14 14,7 15,1 15,1

lyi degil 19 20,0 20,4 35,5

Iyi 44 46,3 47,3 82,8

Cok iyi 16 16,8 17,2 100,0
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0

With this question teacher tries to draw attention of the learner. Teacher expects
the learner to self correct at this level. Low-intermediate learners, who had stated they
preferred explicit correction, favored this move. Beginner learners also favored this

correction but there is not an indisputable distinction in this level.

3.3 Conclusion

In this part of the study, results of the questionnaires were analyzed and
compared to each other. These results were also compared to the error correction
moves in the observed lessons. In summary, the results showed that there is a

discrepancy between what teachers believe to be right and what they do in the
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classroom. Similarly, the first and the second part of the learner questionnaire indicated
learners have inconsistent preferences especially about how to be corrected.

The conclusions and the discussions will be presented in the next chapter.
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CHAPTER 4

CONCLUSION

The first two chapters of the study focused on literature about error and
correction including their relations to proficiency level and the methodology of the study.
Teachers’ preferences and learners’ expectations for error correction and the reasons
behind these preferences were also discussed. In addition, the rationale behind
conducting such a research was provided. In the third chapter, the procedure for
collecting and analyzing the data, and the informants of the research were introduced.
The fourth chapter presented an analysis of teachers’ and learners’ preferences for error
correction considering the level of proficiency. In this part of the study, research

questions will be discussed in detail.

When the questionnaires and the lesson recordings were analyzed, it could be
observed that teachers make use of a wide range of correction techniques; the results
showed that teachers use different type of feedback but prefer more explicit correction
techniques. According to the questionnaire results, emphasizing the incorrect utterance
was not preferred by teachers. But repetition without change (Chaudron, 1983) was
preferred 11 times. It was observed that the most popular correction technique was
repetition with change (Chaudron, 1983) (69 times). Other popular techniques were
pinpointing (Walz, 1982) and provide (Chaudron, 1983). Similar results were observed in
Klim's study. Klim stated that in grammar focused adult classes, the most popular

correction techniques were negation, provide explanation and emphasis (Klim, 1994). It
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is also important to note that teachers seem to focus on fluency and encourage
interaction between learners but it was also found that teachers do not encourage peer
correction in their classes for fear that learners might pick up errors from each other.
What's more, the questionnaire results showed that teachers do not mind learners make
a lot of errors. But they are inclined to correct every error. From this point of view, it
could be asserted that teachers still hold a more traditional way of approaching error
treatment. The communicative aspect of language is a substantial issue and teachers
have the theoretical knowledge about how to treat errors. However, their practices in the
classroom show inconsistency with their knowledge. Similarly, Klim stated that there
was a mismatch between teachers’ perception of correction and their practice (Klim,
1994). In a study by Dirim, it was asserted that there was not a mismatch between
teachers’ beliefs and practice (Dirim, 1999). It should be noted that the study was limited
to one hour of videotaping. What's more, it was stated that the learners displayed

inconsistency before viewing and after viewing the tapes (Dirim, 1999).

Teachers who only answered the questionnaire showed inconsistent
preferences about knowing and considering students’ preferences for error correction.
Although the teachers stated that they consider learners’ preferences for error
correction, 11 Teachers (36.7%) neither agreed nor disagreed on the item about
knowing the preferences of their students. The questionnaire results indicate that
teachers seem to tolerate errors because they did not want to seem as ‘heavy
correctors’ (Bartham & Walton 1991 as cited in Ustaci, 2011). However, teachers also
believe correction helps learners to be more accurate and in the observed lessons only
few errors were ignored. The fact that teachers prefer correcting grammar errors could
be considered as an indication of the relation between accuracy and grammar. Teachers
know that correcting errors that did not hinder communication might interrupt the flow of
the conversation but in practice they do not follow this criterion for correcting errors.
Teachers do not prefer to correct errors in style. However, especially in low-intermediate

classes, learners are aware of the fact that the language use differs with regard to the
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context. Two of the teachers whose lessons were observed stated that they prefer
delayed correction (TA & TC) but none of these teachers provided the learners with
delayed correction. It was also observed that teachers tend to repeat learners’
utterances when they are correct as stated by Doughty (1994 as cited in Lyster & Ranta,

1997).

Beginner and low intermediate learners believe as they become more proficient
learners of English, they will make fewer errors. Beginner level learners are more
dependent on teacher about correction. This could be explained by the fact that learners

do not feel confident enough to use the language.

Learners (both beginner and low-intermediate) stated they prefer explicit
correction. However, considering the second part of the learner questionnaire, it was
observed that low-intermediate learners understand implicit correction but prefer explicit
correction. For intermediate learners, in the first part of the questionnaire, explicit
correction was preferred. However, in the second part of the questionnaire, explicit

correction techniques such as the second and the third item were not preferred.

Beginner learners think they make grammar errors but in low-intermediate level
only 14,7 % of the learners think grammar errors were made. It could also be seen that
learners are sensitive to pronunciation errors. Furthermore, they believe pronunciation
errors should be corrected. This finding is similar to Lennane’s in which learners of
different cultures found the correction of pronunciation errors more important (Lennane,
2007). Learners believe correction is necessary and both beginner and low-
intermediate level learners prefer teacher correction. Learners believe teacher is the
source of information and the corrector. It could be noted that learners too have a
traditional approach to language and error treatment. The age factor and the previous

experience play an important role in this factor. Another factor was also highlighted by
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Lennane; some learners are recipients of knowledge and therefore, are not used to

scenarios involving communicative activities (Lennane, 2007).

Although teachers see errors as a part of strategy, they gave unclear opinions
about using errors to see how far the learner progressed. Although teachers perform

correction in each class, they did not state that they find correction helpful.

Teachers stated that they consider affective factors such as anxiety and stress.
What’s more, waiting time is another significant factor in the treatment of error. Although
teachers and learners agreed on providing enough time for correction, it was observed
that the average waiting time was limited to 2 to 4 seconds. It was stated that if the
teacher adds ten more seconds to the waiting time, the learners will be able to self-
correct (Holley and King 1997, as cited in Klim, 1994). The reason behind the amount of

self-correction in low-intermediate classes is an indication of this.

Although teachers stated that they use different correction techniques in different
levels of proficiency, low-intermediate learners disagreed that teachers’ correction differs
in different levels of proficiency. Beginner learners stated that teacher’s correction differs
in accordance with the proficiency level. When teachers’ and learners’ preferences were
compared, it could be observed that teachers prefer explicit in beginner and in low-
intermediate levels. However, the results of the questionnaire did not match with what
teachers do in the classroom. Teachers stated they preferred explicit correction in
beginner classes and implicit in more advanced levels. It was observed that the most
popular correction technique was repetition with change (Chaudron, 1983) (69 times).
Other popular techniques were pinpointing (Walz) and provide (Chaudron, 1983). In low-
intermediate classes asking for clarification, metalinguistic feedback (Lyster & Ranta,
1997), ignore (Chaudron, 1983), negative feedback and expansion (Chaudron, 1983)
were used in low-intermediate but not in beginner. Teachers prefer explicit correction

techniques in beginner classes. The results of the questionnaire indicate inconsistent
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results regarding correction types in advanced levels; 16 teachers stated they prefer
implicit correction in advanced levels. 60 of the corrections (in observed classes) in low-
intermediate classes were explicit. Differently, negative feedback and expansion were

used only in low intermediate class.

According to questionnaire results, it could be seen that proficiency level
affected learners more than those of teachers; beginner learners stated that correction
techniques differ as the level of proficiency progresses. However, in the recordings it
could be seen that teachers’ corrections do not show significant differences related to
error correction. In his study, Kul also did not found significant differences in teachers’
corrections who teach different levels (Kul, 1992). Learners of both levels stated that
they prefer explicit correction and the teachers preferred explicit correction both in
beginner and low-intermediate levels. Learners are very sensitive to pronunciation errors
and it could be observed that teachers are also sensitive to pronunciation errors.
Learners of both levels prefer teacher correction. In the same vein, teachers carry out

the correction especially in beginner classes.

4.1 Statement of Limitations

This study would have been strengthened if more classes had been observed.

Due to scheduling and other considerations, the researcher was able to collect data

from 10 classes.

Due to institutional constraints, it was not possible to videotape the lessons. If

videotaping had been carried out, it would be possible to observe gestures better.

It is important to note that individual teachers can make a difference as can be

seen from the data in the research.
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One of the main factors affecting the correction moves is the focus of the lesson.
In this study 10 lessons were observed one of which was meaning focused. If meaning
focused lessons such as conversation classes had been observed, different results

could have been obtained.

4.2 Implications for Further Research

Since this research included preferences of the teachers and learners further
research could be carried out on the factors affecting these preferences.
Collecting data for these studies take long time. It is recommended that the

study is carried out including a larger number of classrooms and hence teachers.

4.3 Conclusion

The discussion about how, when, and what to correct depends on the focus of
the lesson and the proficiency level of the learner. Furthermore, if error correction is to
be effective, teachers should not stick to rigid methods but they should be willing to
modify their practices concerning their learners’ needs (Lennane, 2007). Schulz noted
that “in order to have pedagogical credibility and increase their student’s commitment to
and involvement in learning, teachers must make an effort to explore students’ beliefs
about language learning and establish a fit between their own and their students’

expectations” (1996 as cited in Lennane, 2007, p. 29).

Omaggio commented that errors should be corrected in a non-threatening way.
Teachers’ role here is to monitor learners without cutting their efforts off to communicate
and provide feedback to help them progress toward higher level of proficiency (1984 as

cited in McRobie, 1993).
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In summary, the results of the study revealed that there are differences between
teachers’ preferences and learners’ preferences on error correction regarding level of
proficiency. Results of the questionnaire and recording of the lessons provided variable
and more reliable information in determining the preferences of the teachers.
Questionnaires showed what the teachers know but recordings showed what teachers
actually do in practice. At this point, the preferences of both teachers and learners
revealed inconsistent beliefs concerning error correction. It could be seen that 18
teachers agreed in using explicit correction in low-intermediate levels whereas 16
teachers agreed using implicit correction in low-intermediate levels. If this data is
compared to description of the data taken from the recorded lessons, it could be derived
that explicit correction technique was preferred by teachers instructing to different levels
of proficiency. From the learner's perspective, it could be seen that learners from
different levels of proficiency preferred explicit correction but they also stated that they

understood implicit correction.

Analyzing the data, it could be asserted that beginner and low-intermediate
learners have different preferences for error correction and teachers know that different
language proficiencies require different methods but in practice they fail to substantiate

this awareness in a systematic way.
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6. APPENDICES

APPENDIX 1

Tape Scripts of the Recorded Lessons

RAW DATA INDEX

FIRST LESSON RECORD ANALYSIS- ELEMENTARY CLASS

Teacher: Teacher A

Subject: Question forms of “to be” in Simple past, There it is, There they are, Here it is,
here they are, and “want+infinitive”

Course Book: Non-Intensive American Language Course Volume 1

Time: 10:10 -11:00

13.12.2011

T: Let's make questions. (3) Yes, | was in istanbul yesterday. Please make it
a question.

S: I was in istanbul. Din istanbul’a gittim diyor.

T: Do not translate, make it a question. Yes?

S: Ben diin Istanbul’a gittim.

T: 1 do not need it.

S:0Olumsuzunu mu soéyleyecegiz ?

T: 1 do not need it. Make it a question.

S: | was in istanbul yesterday.

10. T: All right. What is the question?

11. S: Ha sorusu. Was (x) bir dakika hocam (2) Ben diin nereye gittim? Yok,
12. sen din nereye gittin?

CoNoaRrON=

13. T: Sadece evet hayir sorusu yapacaksin.

14. S: Olumsuzunu mu yapacagiz?

15. T: Soru yapacaksin sadece. Evet ya da hayir. Yardimei fiille. Diin istanbul’da
16. miydin? Diyeceksin yani.

17. T: Quiet! (.) Beyler bu ugultunun sebebi nedir 6grenebilir miyim? Omer?
18.  Omer: Hocam

19. T: Please.

20. S: Was you in Istanbul yesterday?

21. T: Was you mu?

22, S: Yani sen diye soruyor.

23. T: Tamam. You ile hangisini kullaniyoruz?

24, S: Was you (2)

25, T: Was you ((rising intonation))

26. S: were kullanacaksin

27. T: Yes.

28. S: Was were

29. T: Ah!

30. S: were were sadece were [ver] sadece were kullanacaksin.

31. S1: Were [ver] you in Istanbul yesterday?

32. T: Were [ws] you in istanbul yesterday? Arkadaslar were [ws] ile where
33. [wesr] i ayirin. Were su ((writes on the board)) where nerede demek.
34. S: Were we at home next weekend?

35. T: Were we (with rising intonation)
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36.
37.
38.
39.
40.
41,
42,
43.
44,
45.
46.
47.
48.
49,
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.

S: Were we

T: at home last weekend?

S: at home last weekend?

T: Kastettigim sey bu. Tesekkilr ederim. Okan? Okan hala sayfayi ariyor.
Sekiz metreden iletisim kopmus durumda. Yes, please. They were

happy at the party. Make it quick.

Okan: Soru mu yapacagiz?

T: Soru yapacagiz.

Okan: They were at the party.

Another Student: Were they at the party?

T: Shh! (Okan’a déner) Yardimci fiili basa al.

Okan: Were they at the party?

T: Bu kadar. Yaptiginiz isin zorlugu yok. Yes?

S: Were we at home last weekend?

T: Dérdlncu ciimledeyiz. She was my best friend before school.

S: Was ile baglayacagiz.

T: Was ile baglayacagiz.

S: Was she my best friend before school?

T: Was she my best friend before school? Ya da was she your best friend de
diyebilirsin. Arka sayfadayiz. 252. Was Mr. Tucker at the library yesterday?
Yes, Mr.Tucker was at the library yesterday.

S: Was Harry (4)

T: Was Harry ((rising intonation))

S: Hocam ne yaziyor?

Another Student: Egypt.[icipt]

S: Egypt [icipt]. Was Harry in Egypt [ecipt] ?

T: Egypt [icipt].

S: Was Harry in Egypt [icipt] last week? No, Herry was Egypt last week.
Another Student: Wasn't.

: Harry wasn’t. Number 2

: Were the students in class at 7:30 a.m last Wednesday? [venezday]

: Wednesday [wenzdi].

: Yes, the students were in class at 7:30 a.m last Wednesday [wenzdi]?

: Tamam, dogru. Yes, please?

: Were the teacher late on Friday?

: Soruya bak. Were dedin zaten. Were the (2)

: Were the teachers late on Friday?

: Teachers. Cogul oldugu igin teachers were. Were the teacher degil. Were
the teachers Ok. ?

S: Was Anita at the BX yesterday?

T: Yes, Anita was at the BX yesterday. Thank you.

S: Was you in England two years ago?

T: You ile hangisini kullaniyoruz? | was, he was, she was, it was (.) We were,
you were, they were. Demek ki?

S: Were you in England two years ago? Yes, | was in England two years
ago.

S: Was yesterday [yestsday] at the //

T: Was yesterday [yestsdey] dedik guizel. Yerini degistirdik. Evet orada ne
olay? Thursday

S: Thursday.

T: Orada bir sey eklemene gerek yok. Sadece evet hayir sorusu soruyorsun.
S: Were you early at class this [8iz] morning?

T: Were you early to class this [dis] morning? Yes, we were early to class
this morning. Here it is, here they are, there it is. There they are. Bunu
cevirerek ancak anlamini pekistirebiliriz. TUrkgeye cevirecek olsak mesela
“here it is” i iste burada olarak cevirebiliriz.

S: Where is my pencil? Kalemim nerede? Here it is it is on my notebook.

e R R R R R R R B
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93.
94.
95.
96.
97.
98.
99

100.
101.
102.
103.
104.
105.
106.
107.
108.
109.
110.
111.
112.
113.
114.
115.
116.
117.
118.
119.
120.
121.
122.
123.
124.
125.
126.
127.
128.
129.
130.
131.
132.
133.
134.
135.
136.
137.
138.
139.
140.
141.
142.
143.
144.
145.
146.
147.
148.
149.

Burada defterin Uzerinde.

: Iste burada defterin (istiinde. Yes, next?

: Where are the bad pictures? There are the bad pictures.

: These are the bad pictures.

: There are the bad pictures hocam.

: There mi yaziyor orada?

: Bu glzel resimler. There...

: Guzel resimler dedin kaldin

: Glzel resimler mi?

Where

: Nerede bad

Bad neydi arkadaslar? These are the bad pictures.

: K6t resimler nerede?

: These are the bad pictures. Soru isareti var mi bunda?

: Hayir

Demek bu ne? Diz ciimle

: DUz cumle

: These neydi?

:Bu, 0

These Bunlar.

: Bunlar these

: Bunlar kétu resimler

: Iste bunlar koti resimler.

Here they are

: Iste burada

: iste buradalar

: Iste burada masanin (stiinde.

Siramin Uzerinde diyor. They are on my desk. Yes, please?

: Where is the calendar? There it is. Takvim orada

: iste orada

: Iste orada. Duvarin Ustiinde.

: Duvarin Ustlinde ya da duvarda. Biz ona artik duvarin ustiinde degil ne
diyoruz? Duvarda. Duvar yuzey oldugu igin butlin ylizeyin tizerindeki sey igin
on kullanabilirsiniz. Duvari onlar éyle algiliyorlar.

S: Where are the students? They are not in class.

T: ideal 6grenc

S: They are There they are. They are going to the mess hall. Ogrenciler
nerede? Diyor. Ogrenciler sinifta degil diyor.

T: Sliper

S: There they are ise buradalar gidiyorlar.

T: There iste ordalar.

S: Ordalar gidiyorlar diyor.

T: Nereye?

S: Yemekhane mi?

T: Yemekhane. Onlar yemekhaneye gidiyorlar. iste orada yemekhaneye
gidiyorlar. Biraz gézunde canlandirin. Biraz tiyatro yapin. Yanlis da olabilir
ama bir seyler sdyleyin.

: Where is my coffee? Here [her]

: Here [hig]

: Here [his] is your coffee. Benim kahvem nerede? Benim kahvem
: Iste benim kahvem.

. iste senin kahven. Ya da buyur senin kahven. Yes?

: Where is the dictionary [digtinary]?

: Dictionary [dik[sn(s)ri] diyoruz.

: Dictionary [dik[sn(s)ri]

Yes.

: Iste burada diyor. O diyor

AN AP0 A0 A0 A0A0 A A A A A AN o O
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150.
151.
152.
153.
154.
155.
156.
157.
158.
159.
160.
161.
162.
163.
164.
165.
166.
167.
168.
169.
170.
171.
172.
173.
174.
175.
176.
177.
178.
179.
180.
181.
182.
183.
184.
185.
186.
187.
188.
189.
190.
191.
192.
193.
194.
195.
196.
197.
198.
199.
200.
201.
202.
203.
204.
205.
206.

: Oku istersen ingilizcesini.
: Where it is?
: There it is.
. It is on the table.
: Iste orada
: iste orada masanin (stiinde.
: Masanin ustlinde. Neredeyse ben yaptim alistirmayi.
: Where is the map? Harita nerede diyor? iste burada. Masanin (stiinde.
: Descriptive adjective arti noun. Sifalar neyle kullanilir?
Ss: Isimle.
T: isimlerle birlikte kullanilir. Ya tek basina ya isimlerle birlikte kullanilir. Bill is
a man. Bill bir adamdir diyor. He is tall. Uzundur. Bill is a tall man. Bill uzun
bir adamdir. Sifatin yeri neresi? isimden énce degil mi? Sifatin yeri neresi
isimden 6nce. Yani ordaki sifati bulacagiz. ismi de bulacagiz tabii ki 6nce
sonra onu sifati isimden dnce koyacagiz. Olay bu. Jane is a woman. She is
short. Jane is a short woman. Yes, please. My brother has a car. It is new.
My brother has a new car. Miss Tin is a teacher. She is good. Miss Tin is a
good teacher. Asil kullanacagimiz ciimle hangisi? isim olan ciimle degil mi?
isim gegen climleyi kullaniyoruz. Miss Tin is a teacher. Miss Tin is a good
teacher. Yes? Bunun icin 6nce hangisinin sifat hangisinin isim oldugunu
bilmemiz gerekiyor.
S: The student mmm (3)
T: Once normalini oku.
S: A student is in the library. She is young. (3) A student were //
T: “were” ile bir durumunuz yok. Sadece biz betimleme sifatini uygun
kullanmaya  calisiyoruz.
S: A young student (2)
T: SOyle sorayim arkadasiniza bakin. A student is in the library. Bir 6grenci
kitiphanede. She is young. Bagkasi cevaplamasin litfen. She diye kimi
kastediyor orada?
S: Bilmiyorum.
T: Yani she diye bahsettigimiz sey (.) A mi the student mi? Is mi? The library
mi? Hangisi?
Student: (2)
T: She diye bir sahistan bahsederiz degil mi? Orada sahis olan hangisi?
S: Mmmm.
T: A student. Yani she is young. O geng. O sifati hangisine birlestirebiliriz
demektir bu? Student ile birlestirebiliriz.
S: Evet.
: Oniine koydugumuza gére ciimleyi yeniden kur.
: Young a student.
: Allah Allah. A (2)
A
young
: A young student is in the library.
. iste bu. Bastan séyle.
A young is
: A young student
: A young student is in the library.
: A young student is in the library.
: yapayim mi digerini?
Yok. Adamlar saymigtir simdi. Panik olmasinlar.
Eh-heh.
: Hayatta birakmam.
: Where is your coffee? It is hot. Where is your hot coffee?
: Here is your hot coffee. Evet it is hot dedigi nedir coffee degil mi?
: Evet.

“nadn-d0n-dn-
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207.
208.
209.
210.
211.
212.
213.
214.
215.
216.
217.
218.
219.
220.
221.
222.
223.
224,
225.
226.
227.
228.
229.
230.
231.
232.
233.
234.
235.
236.
237.
238.
239.
240.
241.
242.
243.
244,
245,
246.
247.
248.
249.
250.
251.
252.
253.
254.
255.
256.
257.
258.
259.
260.
261.
262.
263.

T: Onun sifati hangisi? Hot.

S: Hot coffee.

T: Bunu ne ile birlestiriyoruz? Coffee nin 6nline koyacagiz “hot”1. Here is your
hot coffee. Yes. Three?

: Jane is tall to a man.

T: Once diizgiin okursan daha giizel olur.
S: Jane is talking to a man. He is tall.

T: Yes.

S: Jane is (3) tall.

S: talking

S: talking
T
S
T
S
T

w

: talking
: to a tall man.
: Niye talking diyorsun &burine tall diyorsun?
2 (x) Tall
: talking. Jane is talking to a tall man. Birine “talk” birine “tall”. | will kill you.
Yes, please. *
S: | am reading a new book.
T: 1 am reading a new book. | am reading a book. It is new. | am reading a
new book. Adamin uykusu geldi, kaynatiyor simdi bak. Please.
S: | am drinking cold tea.
T: Hepsini bir oku énce. | am drinking tea.
S: | am drinking tea. It is cold. Ben soguk ¢ay igiyorum.
T: Bu kadar. 23’e sadece kelimeleri yapacagiz. Yarin da dersimiz var degil
mi? Persembe guni mi var? Persembe glinl ¢ saat dersimiz var.
23, 24 ve 25 UglnU birden yapacagiz. Arz ederim.
S: Hepsini mi?
T: Ne var bunda
Another S: Kelime var. Dinlemede de yapariz.
T: Ok. Let’s repeat them. Drive.
Ss: Drive
T: Drive
Ss: Drive
T: Fly.
Ss: Fly.
T: Fly.
Ss: Fly.
T: Salute
Ss: Salute
T: Salute
Ss: Salute
T: Walk
Ss: Walk
T: Walk
Ss: Walk
T: Work
Ss: Work
T: Work
Ss: Work
T: All right
Ss: All right
T: Enlisted
Ss: Enlisted
T: Enlisted
Ss: Enlisted
T: Right
Ss: Right
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264.
264.
265.
266.
267.
268.
269.
270.
271.
272.
273.
274.
275.
276.
277.
278.
279.
280.
281.
282.
283.
284.
285.
286.
287.
288.
289.
290.
291.
292.
293.
294,
295.
296.
297.
298.
299.
300.
301.
302.
303.
304.
305.
306.
307.
308.
309.
310.
311.
312.
313.
314.
315.
316.
317.
318.
319.

T
S
T
S
T
S

: Right now

s: Right now

: Right away.
s: Right away.
: Right here
s: Right here

T: Airman
Ss: Airman
T: Airman
Ss: Airman
T: Army
Ss: Army
T: Army
Ss: Army
T: Civilian
Ss: Civilian
T: Civilian
Ss: Civilian
T: Driver
Ss: Driver
T: London
Ss: London
T: Military
Ss: Military
T: Navy
Ss: Navy
T: Officer
Ss: Officer
T: Sailor
Ss: Sailor
T: Soldier
Ss: Soldier

T
S
T

S
T
S
S
T
S
T
S
T
S
T:
S
T
S
T
S
T
S
T
S
T
T

: Work

s: Work

: Anlamini bulamadigiz kelime var mi diye sorayim?

: Sailor

: Sailor m1? Denizci er demek.

: Seaman ne peki?

: Ben denizci diye biliyorum

: Seaman in bir ritbe karsiligi var.

: Cavus mu?

: Evet.

: Sailor?

: Sailor da denizci er.

: enlisted?

enlisted de arkadaslar Subay hari¢ diger _ asker Kkisiler.

: Erat mi?

: Rltbesi olmayan da bu ise dahil. Er de dahil yani.

: eryani.

: Erden subay ritbesine kadar

: Army?

: Army ordu demek. 5 dakika mi var?

: 20 dakika var.

: 20 dakika mi var? O zaman biz bu konuyu bayag bitiririz.
: Bir konu daha m1 igleyecegiz hocam?

: Evet. Ben 5 dakika var sandim o ylizden Persembe gunu yapariz dedim.
urkgede oldugu gibi ingilizcede de iki fiil birbirini takip edebilir. Ne gibi (3)
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320. kosmayi istemek, kilittemeyi unutmak, selam vermeyi reddetmek mesela
321. diyorum. iki fiil birbirini takip edebilir. Bunun ti¢ tane kurali var. Fiil arti fiilin ti¢
322. tane kurali var ingilizcede. Biz ilk kurali ile ilgili Verb plus verb to infinitive
323. yani to verb birinci kural. ikinci kural verb plus verb — ing. Verb plus verb.
324. ((Writes on the board)) Ya to infinitive oluyor, ikinci fiilin bagina to geliyor ya
325. fiil ing aliyor ya da fiil sade bir sekilde kaliyor. Bunlarin yaklasik bes tane
326. 6gesi var. Fiili var daha dogrusu. Grup grup. iste want fiilini gériirseniz

327. bundan sonra gelecek fiil to infinitive seklindedir. Séyle; | (2) want (2) to (2)
328. swim (.) this afternoon. Bu 6dleden sonra ylzmek istiyorum. She needs to
329. talk now. Simdi konusmasi gerekiyor. Bunun to infinitive olmasini belirleyen
330. sey ilk fiildir arkadaslar.

331. S: Hocam want ile to mu kullaniliyor?

332. T:wantto.Zaten konumuz bu. Bunda da mesela

333. S-S:wantto

334. T: kirk fiilden ikisi want ve need. Kosmaktan nefret ederiz diyor. We hate
335. running. Sunun da dort tane 6gesi var; ((shows verb+infinitive /

336. verb+ing / verb+verb on the board)) Let, help, watch, see. En temeli bu

337. dordu. Genelde ortasina bir  nesne gelir mutlaka. Let someone talk. Birinci
338. fiilimiz let ikinci fiilimiz talk. ikiside  yalin halde. Yani bu (g kural var;
339. verb+infinitive / verb+ing / verb+verb. Let us talk,help me carry these.
340. Sunlari tagsimama yardim et. | watch him play in the garden . Watch

341. somebody do something. Doing de var da onun anlami bambaska. | see him
342. mesela onun ne yaptigini gorsin? | see him go to work every morning. Her
343. sabah ise gidisini gérurim. | see him go to work every morning. Bunun da
344. dort tane 6gesi var iste bunlar da bunlar. 40 bunun ((verb+infinitive

345. is shown on the board)) Bunlardan sonraki fiiller iste o kirk 6geden biriyse to
346. infinitive, bu kirktan biriyse gerund seklinde takip eder.

347. S:*

348. T: Nasil?

349. S: Nereden takip edecegiz bunu?

350. T: Bunlari ezberleyeceksin, 6greneceksin yani. Genelde zaten soyut seyleri
351. ifade eden fiiller gerund grubundandir. Onun listesi var onu bilmeden olmaz.
352. Bizim bilmemiz gereken ((on the board)) want to do something. Bir sey

353. yapmayi istemek. Ne diyor mesela | ya da she wants to go now. Simdi

354. gitmek istiyor. They don’t want to buy — ne olsun- this house ((on the board)).
355. Bu evi satin almak istemiyorlar. Olumsuz da olabilir. illa olumlu olacak diye
356. bir sey yok. | don’t want to think that. Bunu disinmek istemiyorum.

END OF THE LESSON

RAW DATA INDEX
FIRST LESSON RECORD ANALYSIS- BEGINNER CLASS
Teacher: Teacher B
Subject: Parts of the body, telling the date, seasons.
Course Book: Non-Intensive American Language Course Volume 2 Lesson 1
Time: 10:10 -11:00
10.01.2012
357. T: Good morning friends.
358. Ss: Good morning teacher.
359. T:How are you today?
360. S: Fine thanks and you?
361. T:Ilam fine, thank you.
362. T: Bakayim notlariniza. Bilmiyor musunuz notlarinizi?
363. S: Hocam bunlar 2. vize
364. T: Onlar notlar mi, ortalamalar mi?

221



365. S: Notlar

366. T: Nasil yani? ikisi de mi var orada? Hem notlar hem ikinci vizeler mi?
367. S: Benilk kez goriyorum bunu.

368. T:Bu ne bu? ((shows the transcript)) Okey. What did we learn

369. yesterday?

370. S: Body.

371. T: Yes, parts of the body. Yesterday we learned parts of the body?
372. What is the meaning of parts of the body (10) What is the

373. the meaning of ‘parts of the body’?

374. S:leg

375. T:Limbs and?

376. S:Tr(x)

377. T:Trunk. Yes. So what are the limbs?

378. S: Arms, legs.

379. T: Arms and legs. That is right. What did we learn?

380. S: What?

381. T:What (.)did (.) we (.) learn yesterday? Besides part of the

382. body. We learned (2)?

383. S:Knee

384. S: Nose

385. T: Those are the parts of body. But anything else?

386. S: ((silent))

387. T: Talking about someone’s problem, matter. What is the matter with you?
388. For example, Tung, what is the matter with you today?

389. Tunc: Toothache.

390. T: You have toothache. We use headache or toothache with ‘have’ or ‘has’.
391. Okey. And in second lesson we learned dates. Saying the dates. How can
392. we say the dates? For example Adilcan what is the date today? What is the
393. date today? Date Hihi?

394. Adilcan: Fourth

395. T: Whatis the date today?

396. Adilcan: Ha. Date (.) Day

397. T: Tuesday is the day of today. Date?

398. Ss: Tarih.

399. Adilcan: January

400. T: ltis January

401. S: Tenth

402. T: January the tenth

403. S: January the tenth two thousand twelve.

404. T: Two thousand and twelve. Or ? Baska nasil sdyleyebiliriz? iki tiirlii

405. soyleyebiliyoruz dedik.

406. S2:ltis the tenth of=

407. S3: =ltis the tenth of

408. S2: January=

409. S3: = January.

410. T: Hi hi. Tuesday. That's right. We can either say the tenth of January or (2)?
411.  S: The tenth of January

412. T: Or? January the tenth. We can say both dates. Ok. Now please open your
413. homework. | want to review yesterday’s lesson today. Hatta Furkan i¢in de
414.  al.(3) Page one exercise A.

415. S:A

416. T: Hihi.

417. Ss: ((Shows the book)) Yazili

418. T: Silerseniz sevinirim. Evet arkadaslar notlari kaldiralim. Dikkatiniz

419. dagimasin. ..........

420. Okey. Look at the Picture (3) on page one. Ugur what is number one? Which
421. part of the body?
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422. Ugur: He- head [head]

423. T: Head [hed] Hihi. Berkay, what is number two?

424. Berkay: Brow (2) eye [iy]

425. T: eyebrow ['albrau]

426. Berkay: eyebrow ['aibrau]

427. T: Number three?

428. S: nose [noiz]

429. T: Nose [noz] hi hi. Fatih?(.) Number four?

430. Fatih: (\)bu =

431. T: = One of the main parts of the body. Head, limb and the last one. Which
432. part?(5) Trunk. Ethem, number five?

433. S:limb

434. T:arm=

435. Ethem: =arm

436. T: Number six? What is the name of number six?

437. S: Hand.

438. T:Hand, hihi. Murat (.) number seven?

439. Murat: It is knee

440. T: Knee. That is right. Number eight?

441. S: Foot [fut]

442. T: Foot [fut]. Hihi. Semih, number one?

443. Semih: Ankle.

444. T: Ankle or

445. Semih: Ankle or

446. T:Is it ankle?

447. Semih: Bilegi mi gosteriyor? Anlamadim.

448. S: Topuk.

449. Semih: Heel.

450. T: Heel. Hihi. Erdem number ten?

451. Erdem: Bu ne hocam? Limb (x) leg

452. T: Leg hihi. Furkan number eleven?

453. Furkan: (2)

454. T: Yasin, what is the name of number eleven?

455. Yasin: Number eleven wrist

456. T: Hihi. That's right. Furkan, number twelve? Sinan sorry.

457.  Sinan: Bunu unutmusum.

458. T: Neck.

459. Sinan: Neck.

460. T: ibrahim, number thirteen?

461. Ibrahim: Lip.

462. T: Lip. Sinan, number fourteen?

463. Sinan: Ears.

464. T: Ears. That's right. Now look at exercise C. Choose the correct answer.
465. Which one is correct? A B or C? Please erase all of them.

466. S:*

467. T: No. Let's do this exercise together. Ugur, please do the first one. Do you
468. write with your left hand?

469. Ugur: No, | write with my right hand.

470. T: Right hand. Yes. This is my left hand and this is my left hand. Left and
471. right are opposites. Number two, Berkay. My tea was here not there.
472. Berkay: Who helped my chair?

473. T: Helped? Are you sure? (3) What does help mean? Help ne demekti?
474. S:Yardim.

475. Berkay: Yardim.

476. T: Hihi. Yardim etmek. Burada neyi soruyor? Who blank my chair?
477. Berkay: Kim (x) goturda?

478. T: Hih
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479. Berkay: O zaman pointed to mu?

480. T: Adilcan which one is correct?

481. Adilcan: Correct?

482. T: Second one?

483. Adilcan: (3)

484. T: My chair was here not there. Who?

485. Adilcan: Moved.

486. T: Moved my chair. Hihi. Ne demek ‘move’ arkadaslar?

487. S: Hareke ettirmek.

488. T: Evet. Ne diyor bakin. My chair was here not there. Buradaydi, orada degil.
489. O zaman kim hareket ettirdi degil mi? Who moved my chair? Number three
490. Ugur?

491. Ugur: The tongue doesn’t have bones and is inside your mouth.

492. T: Hihi. The tongue doesn’t have bones and is inside your mouth. Number
493. four Aytung?

494. Aytung: Our eyelids cover our eyes when we are asleep.

495. T: That's right. Our eyelids cover our eyes when we are asleep. Anliyoruz
496. degil mi cimleleri?

497. S: Tam degil

498. T: Ne diyor burada? Eyelid ne demekti? (3) G6z kapagi. Hi hi. Cover
499. arkadaslar kaplamak, kapatmak, 6értmek anlaminda. Our eyelid cover our
500. eyes when we are asleep. Uyurken goz kapaklarimiz gézimuzi kapatir,
501. Orter. Erdem number five?

502. Erdem: Imm. Muscles [musikil] are on the inside of the body.

503. T: Please say it again.

504. Erdem: (3)

505. T: Musical?

506. Erdem: Musical

507. T: Not musical

508. Erdem: are in the //

509. T: Cevabin dogru ama telaffuzunda bir problem var.

510. Erdem: [muskil]

511. T: Muscles [ masals]

512. Erdem: Muscles ['masals].

513. T: Yes please repeat after me. MUSCLES ['masals].

514. Ss: Muscles.

515. T: Muscles.

516. Ss: Muscles.

517. T: Number six Burak?

518. Burak: Bes mi?-

519. Another Student: Hii.

520. T: The answer is he has a sore throat.

521. Burak: Take your medicine with Peter.

522. Another Student: What's the matter//

523. T: Are you sure?

524. Burak: What's the matter?

525. T: What's the matter with Peter? Hihi. What's the problem? What’s wrong
526. with Peter? Number seven? (3) Sinan?

527. Sinan: (4)

528. T: It's very hot. So, don'’t

529. Another S: Touch ((not heard by the student))

530. Sinan: Anlami ne hocam ?

531. T:Touch
532. Sinan: Touch
533. T: Hih

534. Sinan: Touch.
535. T: Don’t touch that cup. It's very hot. Cok sicak, ona dokunma diyor. Okey,
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the eighth one?

Sinan: Touch dokunmak mi?

: Hihi. DUn g tane fiil 6grenmistik arkadaslar neydi bu fiiller?

: Point to

: Point to

: move[mouv]

: move[mu:v] and touch

: Yazmistik

: Hihi. Ethem, number eight? | have something in my eye. What might it
be?

Ethem: Imm. An eyelash [eyleg]

T: An eyelash ['a1lee[] hi? Bakin ne diyor arkadaslar. | have something in my
eye. G6zimde bir sey var. It might be (.) ne olabilir g6ziinde?

S: Capak

T: Capak demeyelim, kirpik diyelim. It might be an eyelash.

S: might be olabilir anlaminda mi?

T: Might be evet. ihtimal, olabilir. Daha ileride gérecegiz onu. Number nine?
Semih?

Semih: Skin, muscles, and bones are the part of the body.

T: Skin, muscles, and bones are parts of the body. That's right. Murat
number ten?

Murat: My throat was sore [sar] yesterday. | took medicine for my throat
[trot]. My throat is okay today.

T: Yes, that’s right. My throat was sore yesterday. | took medicine for my
throat. My throat is okay today. Arkadaslar bunu herkes ‘sore’ olarak mi
dislindii? Baska bir sey olabilir miydi? Mesela neden hurt olmadi?

S: Incinir mi?

S: ‘Hurt’ acitmak.

T: Evet ‘hurt’ incitmek dedik ama burada kullaniimamasinin gramer
acisindan da bir sebebi var. Nedir bu?

S:

T: Simdi ne dedik arkadaslar? ‘To be’ fiili ile ‘sore’ kullaniyoruz arkadaslar.
Ancak ‘hurt’ bir fiildir. Dolayisiyla burada ‘was’ dedigi i¢in ‘was sore’
diyebiliyoruz sadece. Hihi. Number eleven?

S: What is wrong with Mike?

T: What is wrong with Mike? That’s right. And the last one? Sinan? Tony
can’t play basketball because

Sinan: He hurt his foot.

T: He hurt his foot.

Sinan: Ayagini incitmis.

T: Glzel. Bakin burada fiil olarak ‘He hurt his foot.” Okay. Please look at
page seven. Lesson two. Exercise B. Please answer the questions. You
have two minutes. We are doing exercise B. There are four questions there.
Answer them. Yesterday we learnt ordinal numbers. Please use ordinal
numbers in these answers.

S: Hocam (¢ ve dordl neye goére yapacagiz? ((In the instructions for these
questions Answer questions one and two with long answers. Write
questions for numbers three and four is written.))

Another S: Soru mu yapacagiz?

T: Yes. These are answers and ask questions them.

S: Soru soracagiz.

T:Hihi. You will ask the question.

S: Altinci ayda miyiz diye soracagiz?

T: O zaman yilin altinci ayi nedir diye soracaksin. Ayni bir iki gibi. ..........
Okey Muammer the first one. What's the first day of the week? LISTEN.
What's the first day of the week?

Muammer: Haftanin birinci gini nedir diye mi soracagiz? Pazartesi.

—n—=n-dn-
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593. Ss: Eh-heh.

594. Another Student: Happy Birthday Pazartesi.

595. T: Kendimize gbre yapalim biz. (4)

596. Muammer: Monday.

597. T: Okey. Monday. Yes, that’s right.

598. Muammer: ‘First day’ mi diyecegiz?

599. T: Monday is the

600. Muammer: Monday is the

601. T: =First day of the week.

602. Muammer: First day =

603. Muammer: Anladigim kadariyla.

604. T: Hihi. That's right. Furkan? Please answer the second question.

605. Furkan: Okey. What's the last month of the year?

606. T: Hihi.

607. Furkan: Last month of the year is December.

608. T: Yes. December is the last month of the year or the last month of the year
609. is December=.

610. Furkan. = December.That’s right. Now look at number three. Please ask
611. questions to the answer. Aytung? June is the sixth month of the year.
612. Aytung: Yes. What is the sixth month of the year?

613. T: Yes. What is the sixth month of the year? (4) Ugur?

614. T: Monday is the second day of the week.

615. Ugur: What is the first day of the week?

616. T: Yes. Second day.

617. Ugur: Ama bize gore yaptim.

618. Ss: Eh-heh.

619. T: Soruyu da bize gére mi? Neyse biz burada ki soruya gére cevap

620. hazirladikta o ylizden. What's the second day of the week?

621. S: Hocam soruda haftanin ikinci glind diyor?

622. T: Simdi soyle onlar gline baslarken aslinda nasil baghyoruz?

623. Ss: Sunday

624. T: Tabii. Birinci giin Sunday aslinda ama bize gére yapalim dedik

625. Muhammer’e. Bizim icin nedir haftanin ilk gini?

626. S: Pazartesi.

627. T: Pazartesi. Biz kendimize gore cevaplandirdik. Ama kitap tabii ki American
628. people’a gore oldugu igin (5) Yes. Let’'s remember saying the dates. (5) | am
629. writing some days on the board. (18) Ancak kendi tarih sistemimize gore
630. yaziyorum. Nedir bizimki? Bes Aralik 1975 mesela.

631. S: Amerikallarin *

632. T: Onu mu tutturdun?

633. Ss: Eh-heh. ((talking))

634. T: Simdi nereden déndiiniiz dolastiniz geldiniz futbola. Bende yazdim o tarihi
635. S: 2002 yapalim o tarihi.

636. T: Siz bu tarihleri yanhs séyleyin de ben sizi goriin ne yapacagim o zaman.
637. (2) Okey the first one please. Please loudly.

638. S: Itis December the fiveth (x) eighteen seventy five.

639. T: December the ((rising intonation))

640. S: Five

641. T: Fifth. Hi hi. It's December the fifth 1875 or it's the fifth of December. (3)
642. Second one? Fatih?

643. Fatih: It's January (.)

644. T:hihi

645. S: the (3) twentieth

646. T: Twentieth ((rising intonation)) or twelfth?

647. S: Twelfth

648. T: Yes. It's January the twelfth

649. S: One hundred (3)
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T: Yillari nasil séyliyorduk?
S: Iki iki

T: Iki iki séyllyorduk degil mi? Evet.
S: Nineteen
T: Hihi

S: Ninety-two.

T: That's right. It's January the twelfth nineteen ninety two. Number three
Serkan (2) What's the day?

Serkan: It is (x) April

T: hihi

Serkan: The fifth (2) two thousand four.

T: April the fifth ((rising intonation))

Serkan: Fifth (2)

T: Bes Nisan mi?

Serkan: Fifteenth

T: Yes, that’s right. It is April the fifteenth or it is fifteenth of (.) April.

Serkan: April.

T: Hi hi. Erdem? Look at the fourth one.

Erdem: It is May (3) twelfth (x)

T: Twenty seventh

Erdem: Twenty seventh (2) Ninety nine (2) nine.

T: Yes. It's May the twenty seventh nineteeen ninety. Furkan?

Ss: Eh-heh.

T: Kim yazdirmisti bu tarihi? Ugur? Tell the date.

Ugur: It is May [may]

T: [may]?

Another S: [me1]

Ugur: It is May [me1] the seventh two thousand.

T: Yedi Mayis dedi//

Ugur: Hocam bir de (x) bir de éviintyorlar.

Another S: Seventeenth

T: Seventeenth. It's May the seventeenth two thousand or it’s seventeenth of
May.

S: Hocam yazihg farki var.

S: 12’nin yazihgi farkh

T: Hi hi. Degisiyor. Anladim ne demek istediginizi. Sondaki harf degisiyor.
Twelve’ i nasil yaziyoruz? Ama onikinciyi derken

S: Twelfth

T: Bakin burada ki harf degisiyor degil mi? (4) Bak bakalim nasil yazmisiz
diin? (2) Oyle yazmigiz degil mi?

S: Oyle yazmigiz.

T: Digerlerinde bir degisiklik yok. Thirteenth, fourteenth, fifteenth, sixteenth
S: Sadece bir, iki, tg, oniki de mi var?

T: Bir iki ig tamamen farkh bak —th almiyor. First, second, third. Onlar farkli
ama digerleri hep —th almasina ragmen sadece twelve de o sondaki harften
dolay! onu dusurip degistiriyoruz. Ses uyumundan dolayi béyle bir degisiklik
oluyor onikinci derken. (3) Now please open your coursebooks, page
nineteen (6).

S: Page ?

T: Nineteen (7). Look at exercise A. Please tell me the date (2). Adil the first
one?

Adil: It's March (.) one of it's March of (.) It's March one (2)

T: One’mi diyoruze?

Adil: One of (3)

T: Tarihleri séylerken nasil sayilari kullaniyoruz?

Adil: March first//

T: Hah. It's March the first//
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Adil: Nineteen ninety.

T: Nineteen ninety. Yes, that’s right. It's March (.) the first or the first of
March

S: The gelmesine gerek var mi hocam?

T: Evet. Ordinal numberlardan, sayma sayilarindan énce the’yi kullanmak
zorundayiz. Her zaman birinci, ikinci, Gglincu the first, the second, the third
hep the’yi kullanmaniz gerekir.

S: Hocam o “the” ek mi?

T: Hayir. Belirteg diyelim.(2) O konuya gelecegiz. Yes Muammer the second
one?

Muammer: It's March (x) third//

T: It's March the third

Muammer: Third (.) Two thousand two.

T: Hi hi. All right. Yasin number three?

Yasin: It's March (2) fifth

T: Hi hi. May the fifthe

Muammer: May the =fifth Nineteen (.) nineteen fifty five

T: =The fifth hi hi..

T: Nineteen sixty five. Yes. Semih?//

Semih: February//

T: Number four.

Semih: February second

T: Hi hi

Semih: Twelve (x) sey two hundred yok

T: Two ?

Semih: yok hocam iki iki okumuyor muyuz?

T: Ikibin den sonralari two thousand ile sdyliiyorduk ya. Two thousand and
four. It's February the second two thousand and four. Murat number five?
Murat: April (.) four nineteen eighty nine.

T: Hi hi. It's April the fourth nineteen eighty nine. Ugur, the last one?
Ugur: It's June 11 sixth (.) the sixth 11 two thousand six.

T: Hi hi. It's June the sixth two thousand and six. Hi hi. (2). Now please turn
the page and look at exercise B. The first one is given as an example for
you. What’s the day? It's

Ss: = Friday.

T: =Friday. What's the date?

S: Sunday

T: It's September the eighth nineteen eighty seven. Yes. This is the example.
Please do other one. (3) Ethem, the second one. What's the date?
Ethem: Sunday.

T: It's Sunday. What is the date?

Ethem: I May (2) the eleventh

T: Hihi.

Ethem: i1 nineteen (x) nineteen eighty.

T: Good. Number three? (.) Burak?

Burak: It's Monday [mondey] (x) [mAdey]//

T: Hi hi. What is the day? It's Monday.

Burak: It is (2) June the twelfth

T: Hi h.

Burak: Ninteen ninety.

T: Yes, that’s right. Number four? Ugur?

Ugur: Tuesday

T: Hi hi. It's Tuesday.

Ugur: February third

T: February the third

Ugur: the third (.) nineteen and ninety one.

T: Nineteen ninety one. Hi hi. Furkan?
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T: Number five?

Furkan: It is (x) 6nce//

T: What's the date?

Furkan: It is Saturday.

T: What's the date?

Furkan: It is March the first

T: Hi h.

Furkan: Two thousand one.

T: Two thousand and one. Hi hi. (.) Sinan, the last one please?

Sinan: It is Thursday

T: Hi hi

Sinan: It is August the nineth

T: Hi hi.

Sinan: Two thousand four.

T: Two thousand and four. Hi hi.

S: Hocam two thousand diyoruz ya orada ‘and’ e gerek var mi?

T: Evet. Genellikle and li kullaniyoruz aralarinda. Two thousand and four.
Konusma dilinde kullanilir sorun da degil ama. Sdylersek daha iyi. Do you
have any questions about the date? (2) Is it clear? (3) Clear?

Ss: Clear

T: Anlasilir mi, agcik mi?

S: Normalde temiz.

T: Yes. Now look at the other page. The seasons. What does season mean?
S: Sezon

S: Mevsim

T: Evet, mevsimler. How many seasons //

S: Four.

T: How many seasons are there? There are four seasons four. What are
they?

Ss: Spring, winter, autumn

T: yes. Spring, summer

Ss: Autumn

T: Autumn (.) There is another name for autumn what is it?

S: Fall.

T: Yes. Autumn and fall are the synonyms. (.) Fall. And the last season?
Ss: Winter.

T: Winter.

S: Fall ne?

T: Fall, autumn her ikisi de sonbahar demek arkadaslar. Esanlamlidir.
Autumn veya fall her ikisini de gorursuniz. Now. What are the months of
spring?

S: December

S: March, April, June

T: December? June?

S: Mayis

T: March?

Ss: April

T: April and May. Yes, March, April and May are the months of spring. And
what are the months of summer?

S: July

T: June? July and?

Ss: August

T: August. And what are the months of fall and autumn?

Ss: September, October, November

T: September

Ss: October

T: October
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Ss: November

T: The last one is (.) November. The months of winter? Yasin? (3) December
Yasin: January

T: Hi hi January and?

Yasin: February.

T: February. Yes. (5). Now please look at page twenty one. Sinan please
read the first sentence.

Sinan: It is cold in the winter. December, January and February are the
winter months.

T: Hi hi. December, January and February are the winter months. And how
is the weather (.) how is the weather in (3) winter? What is the weather like in
the winter?

S: Snowy.

T: It is snowy or it is cold.

S: Cold.

T: Hi hi. Very cold. (2) Number two? Aykut, please read.

Aykut: Warm in the spring.

T: Hi hi.

Aykut: March, April and May are the spring months.

T: Hi hi. March, April and May are the spring months and what is the weather
like in the spring?

S:Summer

T: What is the weather like in spring?

Another S: Sunny and warm.

T: Itis? Warm. Yazmis bakin burada. Degil mi bakin belirtmis kis aylarinda
hava nasil olurmus?

Another S: Cold

T: Cold degil mi? Cold in the winter months ((shows the reading part of the
book)) and what is the weather like in spring months?

S: Warm [worm]

: [wbrm].

S: = llik.

T: Ik. Yes. Hot and cold are opposites and (3) warm and //
S: Cool
T
S

—

: Cool are opposites. (3)

: Cool baska bir anlamda da kullaniliyor.
T: Tabi. Kigiler igin de kullaniliyor degil mi? Nasil birisi? Cool diyoruz degil
mi? Be cool diyoruz. Ugur please read the third sentence.
Ugur: It's hot in the summer. January ['d3aen(x)jueri] and August are the
months in the summer seasons.
T: June, July and August are the months of summer seasons and what is the
weather like in summer?
S: Hot.
T: It's hot. (4) It's hot. And look at the last season. Berkay? Please read the
fourth sentence.
Berkay: It’s cold in the fall September, October and November are the
autumn months.
T: Hi hi. September, October and November are the autumn months. And
what is the weather like in the fall?
Ss: Cool.
T: It's cool. (6) Serin degil mi arkadaslar? Bakin warm ilik cool (2) serin. Now
look at the exercise below the pictures. (16) Please read the sentences and
then write the name of the correct season. (7) Read the sentences and then
write the name of the correct season. (35)
Have you finished? (47)
S-S: January warm
S-S: Ik mi?
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T: Okey, the first one? It's the month of November. It's cool outside. Which
season is this?

Ss: Autumn

T: Autumn or ((rising intonation)) (2) fall. Hi hi. You can say both names of
the seasons. Number two. It’s very hot. | want to drink cold tea.

Ss: Summer.

T: This is summer. Put on your coat. It's very cold.

Ss: Winter.

T: Yes winter. And the last one; It's April and it's warm outside?

Ss: Spring.

T: Yes, spring is the correct answer. Do you have any questions?

S: No.

T: Okey. That is enough for this lesson.

END OF THE LESSON
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T: Thank you. Sit down, please. Be quiet, please. Omercan please clean and
rewrite ok?

Omercan: Ok.

T: Ok. Let’s start with page //

S: Altmisbes

T: Sixty-five. From now on | want you to be quiet. *

Omer: Ok.

T: Listen to me carefully and take notes while | am

S: English

T: Open your books page 65 and (2) be quiet. We have a new grammar topic
will. As | said before this lesson we have two auxiliary verbs in future tense;
the first one is will the second one is ‘be going to’. Today we will deal with
will=

Ss: =Will

T: As an auxiliary verb (.) in future tense. Let’s look at this part first ((shows
the book)) and then | will explain in details. ‘Will’ is used to indicate future
time. For example John will work tomorrow night.

S: Yes. Judy will //

T: This is affirmative sentences (2) | mean positive one. And let’s look at the
negative statements. John will not work tomorrow night or John won’t work
tomorrow night.

S: Ok.

T: Do you understand?

Ss: Yes.

T: Let’s look at second part. And please follow me. Will is often contracted
with a subject pronoun in both formal and informal writing. | mean he
apostrophe double ‘I’ is the contracted form of will. Let’s write it on the
board and write it in your notebook.
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S: Baslik

T: Future tense with will. We are going to start with positive statement then
negative statement one by one and you are going to write them in your
notebook Ok? Let's describe affirmative or positive statements

S: Ok

T: How do we make a sentence with will?

S: Subject

T: Yes first the subject then?

Ss: Will

T: Will then?

Ss: Verb

T: Verb?

Ss: One

T: And?

S: Aaa

T: Object etc. Let’s look at the example. Who wants to make a sentence with
will ? Yes, Engin

Bekir: | will go cinema.

T: I will go cinema. ((Writes on the board)) go to cinema. Another one,
please. Yes? S: | will always love you.

T: That's right. Very good. | will always love you ((Writes on the board)) As
you see we add the verb after will. Will plus verb one. You do not add
anything to the verb. Okey? Subject will verb. This is the construction of
positive statement in future tense with will. What about negative statements?
: Negative (.) won't.

: First of all let’s say will is a positive one//

: Will not or won’t = ((writes on the board))

: will not is =the negative one. This is the contractive form of will not.

: =negative one

: This is the contractive form ((Points out)), this is the long one ok?

Ss: Ok.

T: What about the positive will? This is the normal form, this is the for
example, contractive form ok?

Ss: Ok.

T: Do you understand?

Ss: Yes.

T: Ok. We use contractive form in positive statement only in speech and in
informal writing. What do you understand (.) speech? (3) While we are
talking we use contractive form

S: Konusurken

T: And while we are writing an informal paragraph we can always use (.)
=will

Ss: =will

T: But if you are writing a formal (.) text (.) formal paragraph, you can’t use
apostrophe double ‘II’.

S: Informal //

T: So you can'’t use the contractive form. Do you understand?

Ss: Yes.

T: Let’s explain in Turkish. Diyorum ki will olumsuzunda da olumsuzunda
da kisa hallerini sadece konugsmalarda ve eee daha gunlik konugsmalarda
kullanabilirsiniz.

S: Formal resmi degil mi hocam?

T: Evet. Ama daha resmi yazismalarda, resmi evraklarda kisa hallerini
kullanmaniz tercih edilmez. Genelde agik agik uzun bir sekilde yazmaniz
istenir. Yani ‘won’t’ un kisa halini kullanmaniz dogru degildir daha resmi
evraklarda nasil kullaniriz will not, agik halde. Tamam mi? ((opens the text
book)) Will is usually contracted with noun in speech but not in writing. (.)

" nNn-H4H0n-40n
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Again. John will, is the contractive form of John’ll. (.) It is pronounced like
this John'll

Ss: John'll

T: The future ‘will’ the future

Ss: The future

T: Ok? You are going to pronounce double I'. And let’s write the (.) negative
statement. How do we form a negative statement with future ‘will’. Let’s
write the form first of all. The subject

S: Pronounced will not

T: will not or won't is the contractive form and verb one. That’s right. What
about the example, Engin?

Engin: Arda will not go to Yalova this [diz] weekend.

T: Ok. Arda will not will not go to Yalova this [6is] weekend. Are there
anyone here who will give an example (3) in negative statement? Caner?
Caner: | will not leave after the school.

T: Ok. I will not leave after the school.

S: After school we play football.

Ss: Eh-heh.

T: Okey. If you have any questions, | will help you.

Ss: Okey.

T: Now let’s talk about the question form. How do we ask questions with
‘will’ in future tense.

S: Will plus //

T: Yes. First will come then

S: Subject

T: Then verb one and the question mark. This is the form of positive
statement. Let’s write an example. The other students, please. Always the
same.

S: Hu.

T: Evet.

S: Onur (2) get (.) get up early.

T: Will Onur get up early? This is the question. ((writes on the board)) Will
Onur get up early? What about the other? Engin?

Engin: Will Emre Can come (2) Karamursel this weekend?

Ss: Eh-heh.

T: Okey. Will Emre Can come to Karamdrsel this weekend? Shh! Okey.
That’s all | think. That’s enough.

S:Yes. ............

T: Let’s look at the first part. ((opens the book)) Statement. Jim will fly to
Atlanta. What about the question form of it? Will Jim fly to Atlanta?

S: Yes, he will //

T: And there are the answers to questions, long answers and short answers.
As you said before if we ask the question with auxiliary verb, how the answer
is started? (4) Do you understand my question?

Ss: No.

T: Diyorum ki eger yardimci fiille soruyorsak, sorularimiza nasil
basliyorduk?

S: Yes.

T: Yes or no. So it’s called yes/no question. Bu tip sorularda zaten yes/no
sorulari diye biliniyor ve o sekilde ¢agriliyor deg@il mi? Bunun icin de gegerli.
Sonugta ‘will’ bizim yardimci fiilimiz gelecek zamanda ve yardimci fiille
sordugumuz igin cevaplar yes yada no ile baglayacak. Bir uzun cevabimiz
var, bir kisa cevabimiz var kitabimizda oldugu gibi. Okuyalim onlari. Long
answer: Yes, Jim will fly to Atlanta. No, Jim won't fly to Atlanta. ‘Yes, he
will. No, he won’t.” are the short answers, ok?

S: Ok.

T: Let’s turn the page. There are lots of exercise we are going to do them,
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perfect. Only you are going to read the sentences. Number one. Anil, please
read number one. Yes, only the answer. Ssh!

Anil: We'll take a trip to Florida this summer.

T: Ok. We'll take a trip to Florida this summer. Azmi, number two.

Azmi: Tom and Linda will see Disney World.

T: Ok. What about number three? Shh! Taner?

Taner: Tom will see the Miami Dolphins.

T: Tom will see the Miami Dolphins. Eeem Muhsin?

Muhsin: He will go to of the air games.

T: He will go_to part of their games. Ok. Tolgahan, number five?

Tolgahan: He will eat good [got] food.

T: He will eat good [gud] food. He will eat good [gud] food. Omer?

Omer: We will be back in the three [tri:] week.

T: We will be back in the three [Bri:] week.

S: Yanlis oldu hocam.

T: will be //

S: He will diyecektiniz.

T: He'll be back in three weeks.Ok. What about Omercan?

Omercan: | will call [kell] our [or] travel agent tomorrow.

T: 1 will call [ca:l] our travel agent tomorrow. Emircan?

Emircan: Dan will take out suitcase.

T: Dan will take out suitcases. Ok. Please (3) Adem read the cultural note.
Yes.

Adem: The Miami Dolphins is an American [amerikan] football team.

T: The Miami Dolphins is an American [@'meriken] football team. This is the
cultural information about the USA ok? Let’s go to exercise B. Make
sentences with will like in the example. Let’s look at the example first. | go to
the movies every weekend. Now you are going to use the verb in the
parenthesis and you are going to make sentences by using ‘will’. Yes, Anil?
Anil: | will go to movie next weekend.

T: 1 will go to movies next weekend. Aaa Bugra?

Bugra: He will (2) he will studies //

Ss: He will studies

T: Hi. Be careful. Now you are going to change the sentence from simple
present tense to future tense so you are going to drop the ‘—s’. Again please.
Bugra: He will study in the library tomorrow afternoon.

T: He will study in the library tomorrow afternoon. Number two, Abdulkadir?
Abdiilkadir: He’ll play soccer in tomorrow evening [evening].

T: He'll play soccer tomorrow evening ['i:vnin]. Selguk?

Selguk: Jim will get up early tomorrow.

T: That’s right. Jim will get up early tomorrow. Number four ?

S: She will go to bed late tomorrow.

T: She will go to bed late tomorrow. Number five?

S: They will walk to class tomorrow morning.

T: They will walk to class tomorrow morning. Bitin érneklerde gérdiginiz
gibi ‘will’ den sonra fiillerimiz yalin halde yani birinci haliyle geliyor. Su ana
kadar genis zaman odugu icin fiilerimiz *-s’ takisi almis 6zneye gore ama
‘will’ ile yaptigimiz zaman ne yapiyoruz ‘-s’ takisini kaldiriyoruz.

S: ‘will’ burada ne anlama geliyor? (3) gelecek anlamina mi geliyor?

T: ‘will’ ile kullandidimiz i¢gin gelecek zaman oluyor. Bu halleri ile ((points

to the the present tense sentences in the book)). Tamam mi? Devam edelim.
Work with a partner. Write short answers to the questions.

S: Short

T: Now there are questions here and you are going to answer.

S: Bunu mu?

T: Short answer. Yes. First read the question then answer. Engin Ozkan?
Engin Ozkan: Will Adam go to school late? Yes. Adam will go to school late.
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T: Only short answer. =Yes, Adam will.

Engin Ozkan: = Yes, Adam will.

T: Or yes, he will. Number (2) two? inan?

inan: Will (.) will Mike see a movie? No, won't he.

S: No, he won't.

T: No, he won't.

Emrah: Uzun cevabi nasil oluyor?

T: Long answer? Yes, Mike will see a movie. Ok. Emrecan Number three?
Emrecan: Will Jan and Sue depart and (3) ate yet? They will depart and ate
T: Please make short answer.

Emrecan: Tamam. O zaman

S: Yes, he will de.

Emrecan: Yes, they =will.

T: =will. Ok. Caner?

Caner: Will you go out tonight? No, | won't.

T: No, | won’t. And the last one, Arda?

Arda: Will John live on the base? Yes, John will.

T: Yes, John will. Exercise D. Now you are going to write a question to the
answer. There are answers in exercise D. You are going to write question.
Number one, Engin? First read the answer then make a question.

Engin: Answer?

S: Cevabi mi okuyacagiz?

Engin: Devam ededim mi hocam?

T: Yes, you are going to read it first //

Engin: Yes, Ann will visit her sister tomorrow. Will Ann visit her sister
tomorrow?

T: Yes, Ann will visit her sister tomorrow. The question is Will Ann visit her
sister tomorrow? Number two? Caner?

Caner: Will the children go to the cinema on Monday [mondi]?

Ss: Eh-heh.

T: Ok.

S: Yanlis okudu.

T: Where?

S: [Mondi] dedi.

T: A evet.

S: Hocam [Mondi] mi [mandey] mi?

T: [mAndey]

Caner: Hocam soruda Monday yok. Niye kullaniyoruz onu?

T: Because the answer is no. You should change something in the question.
For example Will the children go to the cinema on Wednesday? If you ask
like that the answer would be correct ok? Number three, Onur?

Onur: Will (2) eee

T: First read the answer.

S: Cevabi oku.

Onur: Yes, Al will fly to Las Vegas tomorrow. Will Al [al] fly to Las Vegas
tomorrow?

T: Yes, Al will fly to Las Vegas tomorrow.

Onur: Will Al [al] (.)Will Al [al]

S: ((tries to help)) Bi dakika. Will Al [eel]

Onur: Will Al [al] //

T: // [al] Will Al [eel] fly to Las Vegas tonight? Ok?

Onur: Ok.

T: And the last one. (.) No. Number four. | am sorry. Ahmet?
Ahmet: Will //

T: First read the answer.

Ahmet: Will //

T: read the answer first.
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Ahmet: Will //

T: Once cevabi oku.

Ahmet: Hi. No, the students won’t make re (.) reservations this afternoon.
T: Yes. This is the answer. So we are going to make question according to
that answer.

Ahmet: Sorusu.

S: Will

Ahmet: HI?

S: Will geliyor basa ya

Another student: Yapayim mi?

Ahmet: Will the students

T: Ok. Will the students

Ahmet: make reservations this afternoon?

T: make reservations this afternoon? Ok. Osman? You are so quiet today.
Why?

Osman: Yes, Sara and Lora will graduate next month. Will Sara and Lora will
(.) Lora graduate next month?

T: Will Sara and Lora graduate next month? That’s right. Please turn the
page. Another grammar topic: Information questions with will. Please clean
the board.

S: Ok.

T: Ok. Let’s look at this part. Question word, auxiliary verb, subject and main
verb. As | said before we have two forms of questions. The first one is yes/no
question, the second one is information question. Anliyor musunuz?

Ss: Yes.

T: We use auxiliary verb in yes/ no questions but we use wh-questions in
information questions. Now in information question we use wh-questions.
What are they? Let’s count.

Ss: Who

T: Who

Ss: Which, Where

T: When

Ss: What

T: What. These are the information questions. We use these questions in
information questions. Ok?

Ss: Ok.

T: Let’s read the questions one by one. Who will come? When will they
study? What will he do? Where will she go? Why will you move? These are
all the information questions because we form the questions by using
question words. Ok?

Ss: Yes.

T: Ok. Please listen to my question now. If you

S: Eger

Another student: If you

T: Ask the question with the question word what do you use in the answer?
Yes/no. We use yes/no in the answer.

S: Yes.

T: With information question. You can'’t use yes/no in the answer part
because the question (3) wants you to give extra information. Do you
understand?

Ss: Yes.

Another Student: Ben anlamadim.

T: Diyorum ki auxilay verb yani yardimci fiille sorulan sorularda
cevaplarimiz yes/no ile basliyordu ¢linkl bizden olay istiyordu sadece degil
mi? Ama soru kelimesini sordugumuz information question dedigimiz soru
kelimesi ile sorulan sorularda cevap olarak yes/ no ile baslayabilir miyiz?
Ss: Hayir.
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T: CUnkl bizden extra bir bilgi istiyor.Evet onu soruyorum.

S: onlara |, you, we ile baslayacagiz.

T: Peki ikinci tabloya baktigmiz zaman “Bob will fly to New York tonight”
bu cumleyi U¢ ayri soru cumlesi kullanarak soru haline donustirecegiz.
Bakalim Who will fly to New York tonight? The answer is Bob. Where will
Bob fly? The answer is “to New York”. When will Bob fly to New York?
Tonight. Her bir soruda farkli bir bilgi istiyor bizden. ilkinde kim New
York’a gidiyor, ikincisinde ne zaman gidiyor? Dolayisiyla cevaplarimizda
yes/no veremeyiz, bizden bir bilgi istedigi i¢in. Ok?

Ss: Yes.

T: Vocabulary: ‘The twins will graduate together’. Now we are going to
study the vocabulary in this lesson. But first you should read the paragraph
one by one. Who wants to read? (4) Emrecan start reading. And please
follow your friend.

Emrecan: Basliyorum.

T: Yes.

Emrecan: Sara and Lora are twin sisters. They have the same birthday.
They’re also friends, and they are always together.

T: Do you understand?

Ss: Yes.

S: Kardeslermis dogum gunleri varmis.

T: Yes. They have the same birthday. They’re also friends, and they are
always together. Tolgahan please go on with the second paragraph.
Tolgahan: They started the school at the same time. They will graduate
[gracuit] //

T: graduate [greed3uelt]

Tolgahan: graduate [graed3uelt] at the same time. They will graduate
[greeduet] dogru mu?

T: graduate ['greed3zueit]

Tolgahan: graduate ['greed3zueit] ((very silently)) this year. Their graduation
will be next Friday. It will be at the school.

T: Do you understand this paragraph?

Ss: Yes.

S: What mean graduate?

T: What does it mean? Graduate. What does it mean?

Ss: mezun, mezuniyet, mezun olmak ((talking at the same time))

T: They will graduate this year.

Ss: Bu yil mezun olacaklar.

T: Their graduation will be next Friday. Oniimiizdeki hafta mezuniyetleri
olacak. And it will be at the school.

S: Okulda olacak.

T: Yes. That's right. Please repeat after me. Graduate [graed3zueit]
telaffuzunda zorlanilan kelimeler de repetition yaptiriyor diye ekleme
yapabilirsin.

Ss: Graduate [graed3zueit]

T: Graduate [greed3ueilt]

Ss: Graduate [graed3zueit]

T: Graduation [graed3u:'elfon]

Ss: Graduation [graed3u:'eifen]

T: Graduation [greed3u:'eifen]

S Graduation [graed3u:'elfan]

T: Ok. Let’s go on with the third paragraph. Mehmet please start reading.
Mehmet: Their father and mother will be there. After gr (x)

S: graduation [graed3u:'eifen]

T: graduation [greed3u:'eifen]

Mehmet: graduation [graed3u:'eifen] the twins will go into the military. Sara
will be in the army. Lora will go into the air Force. The twins won'’t be
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together after (x) graduation [graed3u:'elfon]

T: after their graduation. Do you understand the third paragraph?

Ss: Yes.

T: Ok. Now let’'s match the questions with the answers. Exercise A, number
one. What are Sarah and Lora?

S: What are Lora//

T: What are they?

Ss: They are twins. Number one is?

Ss: E

T: When did they start school?

Ss: At the same time.

T: At the same time. Number three is?

Ss: C

T: C. When will the graduation be?

S: At the school.

T: At the school.

Ss: A

S: Okulda mi?

T: Number three is A. When is the graduation?

Ss: It will be Friday.

T: It's next Friday. Number four is?

Ss:D

T: Who will be at graduation?

Ss: Their father and mother

T: Yes, their father and mother. Number five is = B.

Ss:=B

T: And the last one, number six? Where will they be after graduation?

Ss: In the military.

T: Yes. They will be in the military after their graduation. Exercise B. Now
you are going to write questions. (x) by using who, what, where, and when.
So you are going to use wh-question word and you are going to make
questions (3) according to the underlined words. Dikkat edin alti gizili
kelimeleri kullanarak soru yapacaksiniz. Yani 6yle bir soru yapacaksiniz ki
sorunun cevabi alti gizili kelimeyi ifade edecek. Number one. Let’s look at
the example first. Dorothy will arrive tomorrow. This is the answer. And
Dorothy is underlined word. So you are going to ask the question according
to the underlined word //

S: Dorothy.

T: Dorothy, yes. So, you are going to use the word ‘who’ will arrive
tomorrow. Number one. She will pick her ticket today.

S: What will (x)

Another student: What will she

T: Bilal?

Bilal: What will pick up today?

T: What will she pick up today? That'’s right.

Omer: Hocam (.) hocam?

T: Yes, Omer?

Omer: Whose ticket koyabilir miyiz buraya?

T: Whose ticket?

Ss: Kullanamayiz.

T: Yes, you can ask but not so well | think. Yani tam béyle diizgun //

S: Uygun

T: bir soru olmaz. Number two? (.) Orada sadece ‘her’ Uin altini gizseydi o
zaman sorabilirdik. Tamam mi1? Ama burada sadece o nesnenin ne
oldugunu sordugu igin ‘what’ daha uygun. Emrecan?

Emrecan: Where will she //

T: First read the answer.
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1318.
1319.
1320.
1321.
1322.
1323.
1324.
1325.
1326.
1327.
1328.
1329.
1330.
1331.
1332.
1333.
1334.
1335.
1336.
1337.
1338.
1339.
1340.
1341.
1342.
1343.
1344.
1345.
1346.
1347.
1348.
1349.
1350.
1351.
1352.
1353.
1354.
1355.
1356.
1357.
1358.
1359.
1360.
1361.
1362.
1363.
1364.
1365.
1366.
1367.
1368.
1369.
1370.
1371.
1372.
1373.
1374.

Emrecan: She’ll arrive in San (x) San Francisco in the afternoon. (x) Where
she arrive =

S: =will

T: She’ll arrive in San Francisco in the afternoon. Which word is underlined?
San Franscisco. So you are going to use this question word//

S: Where [wo]

T: Where [weor] will she =arrive in the afternoon?

S: =arrive

T: That’s right. What about number

S: Four.

T: Four?

S: Do you understand? Soyle diyor pardon

T: Onemli degil. Her plane will arrive at 10:30, = half past ten. Engin? Which

word is underlined?

S: =half past ten.

Engin: When

T: Which word is the underlined? Time is underlined.

Ss: Hangi saatte diye soracagiz?

T: Yes. You are going to use which question word?

S: What

Engin: Hocam ben ne sordum?

T: tamam ben soru soruyorum sadece. Hangisinin altini gizmig?

Ss: Zamanin

T: Ona gore hangi kelimenin, soru kelimesini kullanacagdiz?

Ss: When.

T: All right. Do it please.

Engin: (x) Her plane will arrive at half past ten. (x) When will her plane
arrive?

T: When will her plane arrive? That’s right. What about number four.
Dorothy will meet Wanda for lunch. (4) Dorothy will meet Wanda for lunch.
Which word is the underlined?

Ss: Wanda.

T: Wanda. Which question word//

Ss: Who.

T: Yes, who. Who will ask the question?

S: Wanda ne ki?

T: Wanda is a person.

S: Personel.

Ss: Wanda isim mi hocam?

T: Wanda is a name of a person. INSAN ISMI.

S: Ben de diyorum Wanda ne?

T: Bilal.

Bilal: Who Dorothy will meet for lunch?

S: Who will

T: Who will Dorothy meet for lunch? Unutmayin bunu sakin soru kelimeleri
ile sordugunuz sorularda bu gelecek zaman olabilir, gegmis zaman olabilir,
simdiki zaman olabilir hi¢ farketmez en basa soru kelimelerini yazarsiniz
arkasina zamana goére uygun olan yardimci fiili yazarsiniz. Gegmis
zamandaysa ‘did’ ((writes on the board)), genis zamandaysa ‘do’ yada
‘does’. Simdi hangi zamani égreniyoruz? ‘will’. Soru kelimesi, arkasindan
yardimci fiil, arkasindan 6zne, arkasindan fiilimiz. Unutmayin bunu. Let's go
with the page seventy.

S: Hocam bir sey soracagim, ders programina baktiniz mi?

T: Hayir bakmadim ama A sinifinda ayni.

S: Cuma gini iki saat daha var.

T: Ayni program degismedi ¢link(. Sizin programiniz yanlis yaziimis.

Ss: ((talking))
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1375.
1376.
1377.
1378.
1379.
1380.
1381.
1382.
1383.
1384.
1385.
1386.
1387.
1388.
1389.
1390.
1391.
1392.
1393.
1394.
1395.
1396.
1397.
1398.
1399.
1400.
1401.
1402.
1403.
1404.
1405.
1406.
1407.
1408.
1409.
1410.
1411.
1412.
1413.
1414.
1415.
1416.
1417.
1418.
1419.
1420.
1421.
1422.
1423.
1424.
1425.
1426.
1427.
1428.
1429.
1430.
1431.

T: Ok. Let’s go with the page seventy. Instructions. What does it mean?
Ss: talimat.

T: That'’s right. If you want to tell the things you want to do one by one //
S: Talimat degil mi?

T: Yes. That’s right. It is called ‘talimat’. Instructions. Bir seyi adim adim
yaptiklarini anlatirken ciimlelerin herbirine sdylenir. Bu cimlelerin en é6nemli
dzelligi emir cimlesi gibi fiille baglar direk. Ozneye, yardimci file, zaman
ekine gerek duymadan direk fiille baglarsiniz. Basit emir cimleleri halinde
kurulur. Read the question and the instructions. How do you put on a jacket?
Bir ceketi nasil giyersin? Follow the instructions. Simdi bu talimatlara gore
yani adim adim bir ceketi nasil giyer bunu géstermis. Bunu resimlere
bakarak inceleyelim. Number one. First, pick up the jacket from the chair.
Ss: Sandalyeden al.

T: Yes. Number two. Next, put your arms in the sleeves.

S: Once kolunu koy

T: Number three. Then button the cuffs.

Ss: Kol digmelerini ilikle.

T: That's right and the last one. After that cloze the zipper.

Ss: Biz de yok ki.

T: Varsa iliklersin. Note boélimundekileri agiklayayim size. Button
kelimesinin bir isim, bir de fiil anlami var; Fiil anlami digmelemek, isim
anlami ise iki tane: birisi bu kazaklardaki digmeler, bir de teknolojik
aletlerde ki bastigimiz digmeler. Push diye soyledigimiz. Bunun ¢ anlami
oldugunu unutmayin. Bir fiil anlami, iki tane de isim anlami var. Tamam mi?
How do you lock a door? Devam edelim. ilk etapta bir ceketi nasil giyeriz
bunu gérdik adim adim. =Simdi bir kapiyi nasil kitleriz? How do you lock a
door? Number one? Tolgahan read it please, number one.

S: =kapiyi nasil kitleriz?

Tolgahan: First go to ((article ‘the’ was omitted by the reader.)) door. Stop
next to the door. Pull on ((in the book pull the doorknob was written)) the
door (x) knob//

T: Pull the doorknob to close the door. Next put the key [key]/

T: Please stop. First go to the door. Ok? Then read it please.

Tolgahan: Stop next to the door.

S: Kapinin yaninda dur.

Tolgahan: Pull the door//

T: Pull the door

S: Kapatiyoruz kapiyi

Tolgahan: to close the door.

T: to close the door. This is the first step, ok? Please go on.

Tolgahan: Next put the key [key] in the lock.

S: Anahtari aldik

T: put the key [ki:] in the lock. Ok?

Tolgahan: Then turn the key to lock the door.

T: Then turn the key to lock the door. Ok.

Tolgahan: After that, turn the knob to check it.

T: Yes, this is the

S: lock

T: another step. Ok?

Ss: Ok.

T: That’s all. These are the steps to lock a door. Another example. How do
you turn on a television or radio on and off. Turn on?

S: Agcmak

T: Turn off?

Ss: Kapatmak.

T: Ok. How do you turn on or turn off a radio and television. Number one.
The television is on. What does it mean?
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1432.
1433.
1434.
1435.
1436.
1437.
1438.
1439.
1440.
1441.
1442.
1443.
1444,
1445.
1446.
1447.
1448.
1449.
1450.
1451.
1452.
1453.
1454,
1455.
1456.
1457.
1458.
1459.
1460.
1461.
1462.
1463.
1464.
1465.
1466.
1467.
1468.
1469.

S: Aclk.

T: what does this sentence mean? The television is on.= It means itis in
operation. Yes, that’s right.

Ss: Agik

T: Push the button to turn it off. Push the button= tusa bas. A¢gma kapama
digmesine basip kapatiyoruz.

Ss: = tusa bas

T: Number two. The radio is off.

Ss: Radyo kapall.

T: Yes. We can’'t hear anything because the radio is off. How do you turn it
on? Push the button to turn it on. Onu agmak i¢in digmeye = bas.

S: = bas.

T:These are all instructions Ok?

Ss: Ok.

T: How do you sharpen a pencil? Bir kalemi nasil agarsiniz? Number one.
First put the pencil in the sharpener. Next push the pencil in. Kalemi igine it.
Then turn the handle. Kolu ®=gevir. After that, check it. Agilip agiimadigini
control ediyoruz.

S: = Cevir

T: Tamam mi? Speaking: Giving instructions. Burayl yapmayacagiz ama
sadece resimlerin altinda yazanlari okumanizi istiyorum. Look up a word
Ss: Look up a word

T: Ne demek?

S: Kitaba bakmak

T: Kelimenin anlamina bakmak. Look up a word. Pack a suitcase?

S: Bavulunu toplamak

T: Evet. Bavulunu hazirlamak, ¢ganta hazirlamak. Wash your hair?

Ss: Sag¢ yilkamak.

T: Sagini yikamak. Brush your teeth?

Ss: Diglerini firgcalamak.

T: Listen to a tape?

Ss: Teyp dinlemek.

T: Teyp dinlemek. Make coffee?

Ss: Kahve yapmak.

T: Kahve yapmak. Aslinda burada tek tek bunlarin hangi agama ile
yapildigini yazmaniz gerek. O zaman bunlari diger derste yapariz. Ok.
Ss: Thank you.

T: That's enough for today.

END OF THE LESSON

RAW DATA INDEX

FIRST LESSON RECORD ANALYSIS- BEGINNER CLASS
Teacher: Teacher D

Subject: Modals (have to)

Course Book: Non-Intensive American Language Course Volume 2
Time: 14.30-15.20

1470
1471
1472
1473

27.02.2012

T: GUnaydin.

Ss: Sagol.

T: Buyurun. ((signs the attendance sheet)) Yapmanizi istedigim bir 6dev
vardl.
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1474
1475
1476
1477
1478
1479
1480
1481
1482
1483
1484
1485
1486
1487
1488
1489
1490
1491
1492
1493
1494
1495
1496
1497
1498
1499
1500
1501
1502
1503
1504
1505
1506
1507
1508
1509
1510
1511
1512
1513
1514
1515
1516
1517
1518
1519
1520
1521
1522
1523
1524
1525
1526
1527
1528

S: | am talking ile ilgili mi?

T: evet. | am talking in the dark ile baslayan bir paragraf vardi. Kag kisi
yapmadi?

S: Yapamadim.

T: Yapamadim diye bir sey yok. Yapmadin. Baska kimler yapmadi kontrol
ederim. Cikar ortaya.

S: ((silent))

T: Neden yapmadin?

S: ((silent))

T: O zaman paragrafi yeniden yaziyorsun. Baska? (3) Agin o zaman
géreyim. Niye eksik? iki kere yazacaksin.

((walks around the class to check the homework)). Evet, hadi yapalim.
S: neanen ne demek?

T: Nasil?

S: Ne-a-nen diye yaziyor.

T: Nerede gordin?

S: Bir kitapta vardi da.

T: Bilmiyorum. | walk to school on weekdays. Evet. Yap bakalim Musa.
Musa: | have to get up seven o’clock in the morning.

T: | have to get up at seven o’clock in the morning. Bagka yapan var mi?
Farkli yapan? Evet Kerem

Kerem: At weekend ['wi:kind] //

T: [wikend]

Kerem: [wi:kend]

T: [wikend]

Kerem: [wi:kend] | don’t need to get up early because’

T: Because ?

Kerem: It's holiday.

T: Evet. Tamam. At weekends | don’t need to get up early because it's
holiday. Baska yapan var mi? Herkes dogru yapti yani?

Ss: Dogru.

T: Bravo. Evet.

S: My school finishes at (x) half past seven in the morning | have to have
lunch at the school.

T: Yes. My school finishes at half past four in the morning | have to have
lunch at school. Dért? Evet Omer?

Omer: | don’t have to lunch at //

T: 1 don’t have to

Omer: | don’t have to have lunch at weekend.

S1: Have to yaptim.

T: Neden have to yaptin? Cimlenin devamini okuyalim simdi. | have lunch at
home at weekend. | sometimes go out with my friends for lunch. Hafta
sonlari arkadaglarimla gikabiliyorum yani bu durumda //

S: // yemege gerek yok.

T: zorunluluk gibi bir sey var mi?

S1: Yok.

T: Yok. O zaman have to have. Evet. On weekdays Serhat?

Serhat: | sometimes go out with my friends go lunch on weekdays (x) | have
to do a lot of homework and at weekends.

T: Evet. Farkli yapan var mi? (4) Alti (x) bir sonraki. Evet Oguzhan?
Oguzhan have to revise [rivays ] // my homework

T: Il revise [n'vaiz ] evet my homework. Evet. Yedi (3) Evet Okan?
Okan: It is difficult to be fourteen years old.

T: Evet. Farkh yapan var mi? It is difficult to be fourteen years old. Evet
Oguzhan?
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1529
1530
1531
1532
1533
1534
1535
1536
1537
1538
1539
1540
1541
1542
1543
1544
1545
1546
1547
1548
1549
1550
1551
1552
1553
1554
1555
1556
1557
1558
1559
1560
1561
1562
1563
1564
1565
1566
1567
1568
1569
1570
1571
1572
1573
1574
1575
1576
1577
1578
1579
1580
1581
1582
1583

Oguzhan: My brother is only six years old. He goes to kindergarden. He
doesn’'t have

to get up at seven o’clock. He gets up at half past eight.

T: half past eight. Evet. Ugur?

Ugur: He doesn’t have to have lunch at school [sikol]

T: Evet. Farkl yapan var mi? He doesn’t have to have lunch at school [sku:l ]
dedi.

S: Have to yaptim.

T: Sonrasini okuyoruz. He comes home . He spends the afternoon with
mum. Oglen eve geliyor ki 6gleden sonrasini annesiyle gegirebiliyor.
Demek ki 0 zaman 6glen yemegini yemek zorunda mi bu?

S: Degil.

T: He doesn’t have to have. Neden has to olmaz? (2)

T: Doesn’t has to niye olmaz?

Ss: Doesn’t var, olumsuzluk eki.

T: Zaten zaman eki var. (4) Evet he come home(.) he evet Arda?

Arda: He have to

T: He have to this afternoon. Farkl yapan?

Ss: has to

T: Neden has to yaptiniz?

Ss: He

T: He, she, it. He has to spend the afternoon with mum. | think it's boring.
Evet

Tolga?

Tolga: He has to paint [point] //

T: paint [peint]

Tolga: [peint] pictures.

T: pictures at weekends. It is his homework”. Evet Osman?

Osman: He doesn’t have to (.) tidy [tidi] (x) t //

T: tidy [taidi]

Osman: [taidi] his room mum tidy [tidi] /

T: tidy [taidi]

Osman: [taidi] it.

T: Evet. Farkh yapan var mi?

S: tidy ne demek?

T: Toplamak. My (x) sorry he doesn’t have to tidy his room mum tidies it.
Evet. Omer?

Omer: He has to go to bed at (x) nine it’s a rule [rule] for him. (2) Yanlis mi?
T: Bir daha bastan oku.

Omer: He has to go [gu] to bed //

T: go [gev] to bed

Omer: go [gav] to bed at nine //

T: O’clock

Omer: O’clock (x) it’s it is a rule [rol] //

T: rule [ru:l]

Omer: rule [ru:l] for him.

T: Evet. Var mi sorusu olan? Have to / has to anlasildi mi?

S: Hocam bir de have vardi hani?

T: O sahip olmak object pronoun bu daha farkli. Evet o0 zaman

S: Konunun anlatimi var mi?

T: Yazdigin zaman bulunur. Ben 6zellikle aradim bir site yok. Evet sayfa 101.
(21)

Look at the picture keep quiet. Look at the Picture. There are some (4) some
new words here. The pictures are about the weather. Look at the first one.
I's a sunny day. The sun is shinning and the sunshine is warm.
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1584
1585
1586
1587
1588
1589
1590
1591
1592
1593
1594
1595
1596
1597
1598
1599
1600
1601
1602
1603
1604
1605
1606
1607
1608
1609
1610
1611
1612
1613
1614
1615
1616
1617
1618
1619
1620
1621
1622
1623
1624
1625
1626
1627
1628
1629
1630
1631
1632
1633
1634
1635
1636
1637
1638

The weather is nice today. Which season is this do you think?

S: Which //

T: Which season is //

S: Summer.

T: Summer. Evet. Let’s talk about summer. What are the months of summer?
What are the months of the summer? (3)

S: July

S: June

T: June

Ss: July

T: July

Ss: August ['0:gist]

: August ['o:gast]. What do you remember about summer?

: Nasil bilirsin

: Ne bilirsin

: Karpuz//

: In English

: Watermelon

: Peach

: Melon

Ss: ((talking))

T: Beyler ya litfen ayni anda konusuyorsunuz duyamiyorum litfen sakin
olun. Hepinizinkini konusacagiz tamam.

: Bicycle

: Bicycle

: Ice cream

Ice cream

: Poor

Melon

: | am duty of student

poor

: Nobetciyim hocam

: poor

Ss: poor, poor, havuz

T: poor (.) poor p-0-0-r. Swimming pool.

S: Hocam burada ne anlaminda kullaniimis? ((shows a different book))
T: Orada farkh anlamda kullaniimis. Gemiyi havuza aldik derler ya. O
anlamda kullaniimis.

Ss: ((talking))

T: Beyler bir saniye ya.

0040 0nun-d

0400404 n

S: Bu ne ya?

T: p-o-u-r

S: Examination

T: Exam. * What about adjective hot? Sunshine (3) sunshine.
S: Antalya.

T: Antalya. Picnic? BEYLER. YA BiR DAKIKA. BEYLER. Take a trip, to take
a trip.

S: Honey

T: Honey? Money.

Ss: Eh-heh.

T: To spend money.

244



1639
1640
1641
1642
1643
1644
1645
1646
1647
1648
1649
1650
1651
1652
1653
1654
1655
1656
1657
1658
1659
1660
1661
1662
1663
1664
1665
1666
1667
1668
1669
1670
1671
1672
1673
1674
1675
1676
1677
1678
1679
1680
1681
1682
1683
1684
1685
1686
1687
1688
1689
1690
1691
1692
1693

S: Girlfriend.

Ss: Eh-heh.

S: Sleep

T: To sleep

S: Beer, party

T: Beer. Party. Ayhan?

Ayhan: | late

: Get up late.

: Rafting

: Rafting. Yes. Look at the picture again. It's a sunny day.
: Bugln //

: Sun (4) sunny.

Gunes.

: Sun (.) sunny. Sun is shinning. Sun is shinning.

Glnes.

: Gunesli. Hava glinesli.

: To shine.

: Parlamak mi?

: Yes. To shine.

: Hava parliyor.

: The sunshine (4) is a noun. Ok? Sunshine is warm. How is the weather in
summer? (4) How is the weather in summer?

S: Hot.

T: It's very hot. Hot. The weather is nice today. Yes. It's getting cloudy. The
clouds are black. It's going to be ((teacher did not read “a” in the text.))
cloudy, rainy day.

Yes. Wha (x) which season is this? (4) Which season is this? It's getting
cloudy

: Spring.

: Spring?

: Winter?

: Sonbahar mi? Autumn.

: Yes. Autumn. Let’s talk about autumn.

: Sonbahar mi?

: What are the months of autumn?

Fall.

: Months?

Hi.

. September

: September

Ss: October

T: October

Ss: November.

T: November. Yes, what do you think about autumn? What do you
remember?

: Rain.

Rain.

: Umbrella.

Umbrella.

: Flower

Flower.

: School.

: School.

: Dirty clothes.

: Dirty clothes.

R R R R R R R R B R R R R
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1694
1695
1696
1697
1698
1699
1700
1701
1702
1703
1704
1705
1706
1707
1708
1709
1710
1711
1712
1713
1714
1715
1716
1717
1718
1719
1720
1721
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1723
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1725
1726
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1728
1729
1730
1731
1732
1733
1734
1735
1736
1737
1738
1739
1740
1741
1742
1743
1744
1745
1746
1747
1748

: Raincoat.

: Raincoat.

: Boot [boat]. Boot [boat].

: Boot [bu:t]

: Neydi? Light

: Lightening.

: Hard raining

Ha. Shower. What else?

Dead

Dead? (4) Death.

: Yellow

: Yellow

Shower

: Shower. Melancholy. How is the weather in autumn? How is the weather
autumn?

Rainy

Rainy.

Cold.

Cold?

: Very cold

: Cool. Not so cold. It's cool.

: Cloudy

: Windy. Rainy.

: Cloudy.

: Calling [kalling] leaves

: become?

: yaprak

: Ha. Falling leaves.

: Cloudy [cilodi]

: Cloudy [klavd1] Look at the book. Look at the picture. It's getting cloudy.
To get adjective. ((writes on the board)) It's getting cloudy. It's getting hot. It's
getting dark.

Understand me? Get ve adjective kullandigimizda adjective neydi? Mesela
cloudy. Neydi cloudy?

Ss: Bulutlu.

T: Bulutlu. Getting dedik (x) To get cloudy dedigimizde asamali olarak artik
bulutlaniyor. It's getting hot. Isiniyor. It's getting dark. Hava karariyor. He’s
getting tired. Yoruluyor. He’s getting bored yada sadece getting degil verb
“ing” olarak kulanmak zorunda degiliz. She got bored at the cinema.

Evet. Sinemada sikildi. Anlasildi mi? Evet. Bakiyoruz yine.

It's getting cloudy. The clouds are black. Cloud,

cloudy. Cloud is a noun. Cloudy is an adjective. It's going to be cloudy and //
S: Yagmur.

T: Rainy.

Ss: Yagmurlu.

T: Bunlari bir 6nce yazin da. Yerimiz kalmadi.

S: Hocam bu “get” i havalar i¢in ve insanlarda mi kullaniyoruz?

T: Yok. Nasil diyeyim farkli bir duruma buriniyorsa o zaman “get” ile
kullanabilirsin. Dedi ki he got bored at the cinema. = sikildi. Hah.

S: = Sikild1.

T: Ozellikle kullandii bir sey yok. He got sick dedik mesela. He got sick.
Hastalandi. ((waits a few minutes as students copy the words on the
board.)) Bitmedi mi daha?

Bu drnek aslinda yazsaniz iyi olur. Evet siliyorum artik. It’'s wet and cold.
People need to wear raincoats and take umbrellas on rainy days. Bu da yine

0404004004045 4040040100V
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1749
1750
1751
1752
1753
1754
1755
1756
1757
1758
1759
1760
1761
1762
1763
1764
1765
1766
1767
1768
1769
1770
1771
1772
1773
1774
1775
1776
1777
1778
1779
1780
1781
1782
1783
1784
1785
1786
1787
1788
1789
1790

autumn gibi duruyor. Raining evet bu raining hem isim olarak kullaniliyor
hem de to rain fiil olarak kullanihyor. Rain is raining demiyoruz tabii.
Rain is raining seklinde kullanmiyoruz. It’s = raining
S: = raining
T: Tamam? It's raining. It's a windy day. The wind [waynd] (x) is blowing, but
sky is clear. There are no clouds. What do you think about the season?
: Spring.
. It's spring. Let’s talk about spring. (3) What are the months of spring?
: March.
March.
Hayir.
: March, April
May.
May.
: Nevruz.
Nevruz.
: Flower.
Flower. *
Cherry.
Cherry.
Love.
Love.
: Birthday
: Earthquake? Ha birthday. Fun funny
T-shirt.
Bird.
: Bird. Singing bird.
: Badem de var.
Badem. Almond. What else?
: Egg egg
: Egg? Beyler. Litfen ama ya. Evet. How is the weather?
Sunny
How is the weather?
Cool.
: Sometimes cloudy.
Rainy.
: Windy. April rain.
: April fool.
: April fool. W-a-r-m. Not hot not cold.
: Hocam sarkisi da var.
: Neymis o?
. ilkbaharda sevdim
END OF THE LESSON
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RAW DATA INDEX

SECOND LESSON RECORD ANALYSIS- BEGINNER CLASS
Teacher: Teacher E

Subject: “To” Infinitive

Course Book: Non-Intensive American Language Course Volume 2
Time: 13:30 -14:20

1791
1792
1793
1794
1795
1796
1797
1798
1799
1800
1801
1802
1803
1804
1805
1806
1807
1808
1809
1810
1811
1812
1813
1814
1815
1816
1817
1818
1819
1820
1821
1822
1823
1824
1825
1826
1827
1828
1829
1830
1831
1832
1833
1834
1835
1836
1837

27.04.2012

T: Sit down, please. Open the window. Bahattin open the window. (5) Now
stand up (.) everybody.

S: Sinav mi gekecegiz?

T: No. Workout together. Take a deep breath through your nose. Go on.
Ss: Eh-heh

T: Good. And now with your arms yes, everybody come on come on. Yes,
very good.

S: Take a breath

T: Take a_deep breath. Very good, very good (3) very good. Ok. Now you
can move your heads slowly very slowly around. Yes, what?

S: SB dersimize de siz girin.

T: Ok | will don’t worry eh-heh. Thank you sit down.

S: | went sail in the water.

T: Did you dive?

Ss: Eh-heh.

S: Yes.

T: All right. We talked about being out of shape, getting in shape, workout,
exercise. Now (.) tell me (.) what is your new year’s resolution?

- ikinci sinif olmak

: Hmmm. In English?

: lwant to be //

: | want to be second class.

: | am going to study English?

. Is that so? Ok.

: Mezun olacagiz nasil //

;1 (x) | will graduate

: Go to Antalya.

Good. Going to Antalya is your resolution. In summer?

: No no coast guard.

Ah! OK. Yes? Where is your book by the way?

Ok. Good. Page 301. Exercise B

B

: Yes. Workout, gym. Fill in the blank with the correct word. Here.

: SPC ne demek?

: Hah! SPC Diaz. This is specialist. This is his name ((writes and shows
the name on the board)). On the door they have specialist (x) they have
guard on duty | am sorry. Red ((shows insignia from the book))

S: Uzman gavus.

T: Yes. ((waits for the completion of the exercise))

S: Busy [buzy]

T: HIh?

S: Busy [bizi]

Another S: Mesgul

T: Yes.

S: Sarki galiyor.

T: Kindergarten.
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1838  S: Hayat anaokulundaki ¢ocuklara glzel.

1839 T: Yes. Don’t worry. You will be better in two years.

1840  S: iki yil sonra?

1841 S: Hocam bir tanesinde iki tane mi var?

1842 T: Yes,yes. Possible.

1843  S: Which?

1844  T: Eh-heh. | won't. Yes.

1845  Ss: ((Discussing the questions))

1846  S: Three times.

1847  S: Exercise three degil mi hocam?

1848 T: Yes.

1849  S1: She needs to take the * exercise.

1850 T: Hmmm. hh.

1851 S: Get in shape

1852  T: Hihi

1853  S1: Neymis?

1854  S: Getin shape

1855  T: Hihi. Try, just try. We'll do together. ((walking around the class to check
1856 the students))

1857  Ss: Eh-heh.

1858 T: What happened?

1859  S: I sick.

1860  T: Flu?

1861 S: grip degil.

1862 T: get away from me. Stay away. Eh-heh. I've never had the flu this year.
1863 S: Oh!

1864  T: Never. But for you it's very normal of course, very easy. Are you sick or
1865  are you allergic to something?

1866  S: Grip degilim hocam.

1867  S: Nasil degilsin.

1868  T: | think you're allergic to something.

1869  S: Benim kagidim full. Regetem.

1870 T: You don't feel sick hi? Your nose is itchy, then you’re allergic to
1871 something.

1872  S: Yes.

1873  T: Go to the dispensary. Because your eyes (x) yes allergy. (6)
1874  Ss: ((talking))

1875  T: All right. Let’s read your sentences yes Ali?

1876  Ali: SPC [sipies] Diaz is out of shape.

1877  T: Specialist

1878  Ali: Specialist Diaz is out of shape.

1879  T: Good. Like who? (4) Like who? Specialist Diaz is out of shape. Like who?
1880  S:Like?

1881 T: Specialist Diaz is out of shape. Like who?

1882 S: Who is Diaz?

1883  T: Who is out of shape?

1884  Ali: Hu.

1885 T: Yes, Abdullah?

1886  Abdullah: She doesn’t like to (.) exercise.

1887  T: Exercise or?

1888  Ss: Workout.

1889  T: Work out. They are the same. Exercise or work out very good. She
1890 doesn’t like to exercise.

1891 Yes, Arda?

1892  Arda: She needs to get in shape for next PT test.

1893  T: Very good. What's PT? ((writes on the board))

1894  S: Fiziksel test.

249



1895
1896
1897
1898
1899
1900
1901
1902
1903
1904
1905
1906
1907
1908
1909
1910
1911
1912
1913
1914
1915
1916
1917
1918
1919
1920
1921
1922
1923
1924
1925
1926
1927
1928
1929
1930
1931
1932
1933
1934
1935
1936
1937
1938
1939
1940
1941
1942
1943
1944
1945
1946
1947
1948
1949
1950
1951

T: Physical ?

S: Test

T: Training.

S: Antreman mi?

T: Physical Training. Physical Training Test

S: Hi.

T: Yes, Mahmut?

Mahmut: She will have a good time with her friends. She will be busy.
Arkadasiyla

S: Arkadasiyla ne yapacaklarmis?

T: Have a good time.

S: lyi vakit gecireceklermis.

S: Exercise or workout olmaz mi hocam?

T: Exercise or workout arkadasiyla antremana baslayacaklarmis.
Mahmut: Have a good time olmaz mi hocam?

T: Onu bagka bir yerde goreceksiniz.

S: Specialist [sipeysil] /

T: Specialist [spefalist]

S: Specialist [spefalist] Diaz doesn’t have much (x) free time but she knows
that exercise is important for people.

T: Good. She doesn’t have much free time. What's free time*?

Ss: Bos zaman.

T: She doesn’t have much free time. She is busy.

S: Biz de dyleyiz.

T: Yes. Just like you. Exercise is important for people. Ne diyor?

Ali: Egzersiz 6nemlidir diyor.

T: Good. Let’s go on. Yes, Ali?

Ali: She usually doesn’t have (x) have a good time when she plays volleyball
but she (x)

T: Ok. She thinks

Ali: Volleyball is fun

S: E devam et artik.

T: Ok she doesn’t have have a good time baska bir sey yapan oldu mu?
S: Have fun

T: Have fun o da olur. Hihi. Have fun or have a good time. But she thinks
volleyball was (.) is fun. Volleyball is fun?

S: Eglenceli.

T: She thinks volleyball is fun. Ok? Yes?

S: The girl had a good time when they play in the (x) nasil okunuyor?
Ss: Gym [d3im]

S: Gym [di3im]

Ss: Gym [d3Iim]

S: Gym [d3im]

T: Hih.

S: Gym [d31m] next Tuesday.

T: Good. Gym [d3im]. Did you go to your new gym?

Ss: No

T: Why?

Ali: Cok eksikleri var.

Ss: Agirlik eksikleri var.

T: Hmmm.
S: Bir de karin galistirmak igin alet yok.
T: You can do situps. .......... Vicudunuzu sekle sokar yani = get in shape

Ss: =Get in shape. Do you?

T: Yes. | have a ball. There are three sentences here (6) hmmm. Why? Why
did | write them?

S: Biri gerek duymak biri hoglanmak. Adi adim mi ilerliyor ne yapiyor?
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1952
1953
1954
1955
1956
1957
1958
1959
1960
1961
1962
1963
1964
1965
1966
1967
1968
1969
1970
1971
1972
1973
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1985
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1987
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1991
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1993
1994
1995
1996
1997
1998
1999
2000
2001
2002
2003
2004
2005
2006
2007
2008

: Eh-heh. Hmm . Ortak 6zellikleri nedir acaba?

: Plan mi yapiyor?

: Karsi taraftan bir sey mi istiyor?

: Bir seyden sonra bir sey geliyor.

: Bir seyden sonra bir sey geliyor. Tamam. Dogru. Neden sonra ne geliyor?
: Fiilden sonra fiil geliyor

: To dan sonra fiil geliyor.

: What is “like™?

Ss: Hoslanmak.

T: Hoslanmak. What is “need”?

Ss: ihtiyag duymak

Ss: Gerekli

T: intiyag duymak, gerekli olmak. ((points to the board))

S: baslamak

T: begin

Ss: baglamak

T: These are the heart of sentences, heart ((points to the verb)) without them
the sentences will die. Heart, very important.

Hoslanmak. Bir seyden hoslandigimizda ne diyoruz?

S: | like chocolate.

—00nd0nwmn-

T: I like //
S: | like you
Ss: Eh-heh.

T: | like chocolate diyoruz mesela, ice cream diyoruz. Hih? | like ice cream.
But //

Ali: | like to eat chocolate.

T: Hih. He doesn't like to exercise or work out. Look.

Ali: Fiil.

T: Yes yes

S: Ikinci fiil.

T: fiillimiz yani eylemimiz. Bir sey yapmaktan hoslanmak yada hoslanmamak.
Bir seyi sevmek yada sevmemek degil. Ayni sekilde bir seyi yapmasi gerekli,
ihtiyaci olmak yada olmamak yada bir seyi yapmaya baslamak yada bir seyin
baslamasi farkli. Bu cimlelerin hepsinde iki tane eylem var.

Bakin ((points to the sentences)) ama fiilim

sevmek yada sevmemek. Neyi sevmiyormus?

S: Egzersiz yapmay!.

T: Egzersiz yapmayi. Ne gerekiyormus?

S: Formda olmasi

T: Forma girmesi gerekiyormus. Neye basliyormus?

S: Egzersiz yapmaya.

T: Egzersiz yapmaya. iki tane eylem oldugu zaman araya ne geliyormug?
Ss: To

T: To. Bazi fiilerde bu olur seneye goéreceksiniz bazi fiilerde de gene iki tane
oldugunda buna ((points to the verb)) ing takisi gelir.

Biz simdi sadece araya to gelenlere baktik. Bir tane daha 6grenmistik
Onceden

S: | want
T: G_Uzel. “l want” di. Want?
Ss: Istemek

T: Hmm. | want to

Ss: Exercise, play a game

T: Exercise. Bakin burada da ne var gene arada

S: istemek

T: Istemek. Bir sey yapmay istiyorsaniz “want to”. Ama sadece //

S: | want

T: Bir dondurma istiyorsaniz, gikolata istiyorsaniz | want chocolate. Yapmak
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2009 yani ikinci bir eylem varsa here is “to”.

2010 That's it. Write it down. Take a note. Gentlemen on page three hundred three
2011 there is a list, look. Begin, forget, learn, like, need, remember with “to”

2012  S: Su ne anlama geliyor?

2013 T: Remember

2014  Ss: Hatirlamak

2015 S:*
2016 T: No.
2017 S:*

2018 T: Yes, there is. (120) All right about this one, page three hundred four.
2019  There are scrambled sentences. Scrambled.

2020 S: Karisik

2021 T: Hihi. Scrambled. You’re going to unscramble.

2022  S: Duzgun hale getirecegiz.

2023 T: Yes. Exercise B here. Three hundred four. Bu énemli bir egzersiz. Neyi
2024 nereye koyacaginizi bilmeniz agisindan. Zaten dért tane var. (30)

2025 S: Yapayim mi hocam? Sgt. [sgt]
2026 T: Sergeant [sa:rdzant]

2027  S:forgot //

2028 S: Hocam diger kitaba gegecek miyiz?
2029 T: Yes. After the second (3)

2030 S:Finals

2031 T: Yes, | guess so. Bless you.

2032 S: Hocam?

2033 S:*

2034 T:In English

2035 S: May I go to the bathroom?

2036 T: Yes, you may. ((a student coming from the clinic enters)) What

2037 happened?

2038 S:Knee

2039 T: Oh! Ok.

2040  S: Ayakkabi vurmustur. ..........

2041  T: Al right. Let’s do the first one. Yes, please.
2042  S: Sergeant Tim forgot [fergit] to lock the door.
2043  T: Ne yapmis bu adam?

2044  Ss: Kilitlemeyi unutmus.

2045  S: Kapiyi kilitlemis.

2046 T: Forgot [far'gnt] (3) Unutmus. Hem pronunciation dizeltiyor hem de yanlhs
2047  anlamay!.

2048  S: Kapiyi kilittemeyi unutmus.

2049  S: Mary wants visit her sister next week.

2050 T: Wants to visit.

2051 S: To var degil mi orada?

2052 T: wants to play football, wants to visit. Hmm. Kazim?
2053 Kazim:

2054 T: Try, Kazim just try.

2055 Kazim: Hocam bunlari birlestiriyoruz degil mi?
2056 T: Yeah. Yes, Kazim.

2057 Kazim: Remember

2058 S: She

2059 T: First Kazim who? Who?

2060 Kazim: Mary

2061 T: Mary good. Verb. What?

2062 S: Hatirlamak, remember

2063 T: Hihu

2064 Kazim: Didn’t remember

2065 T: Didn’t remember, very good.
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2066
2067
2068
2069
2070
2071
2072
2073
2074
2075
2076
2077
2078
2079
2080
2081
2082
2083
2084
2085
2086
2087
2088
2089
2090
2091
2092
2093
2094
2095
2096
2097
2098
2099
2100
2101
2102
2103
2104
2105
2106
2107
2108
2109
2110
2111
2112

Kazim: Bring ne demek?

T: Getirmek

Kazim: To bring

T: Yes,yes.

Kazim: Mary didn’t remember to (x) this morning
T:To(2)to

Ss: bring

Kazim: Morning

T: This morning. Zamani hep en sona. Yada en

S: Hocam sunu bir daha anlatir misiniz?

T: Repeat again, Kazim.

S: Repeat.

Kazim: Mary didn’t remember to (x)

S: Bring

Kazim: Bring

S: His book this morning.

Kazim: This book this morning.

S: His book, his

Kazim: His book this morning.

: Good. Yes. All right, the last one? Yes.

: Yapmaya calisacagim.

Try.

: 1 am do (x) yok | am trying to

Hihi

hmm my (x) do my

Hi

: Do my right now.

Do my homework

: Right now.

: “do” nereye qitti?

Ali: do dedi ya to do

S:

Ali: To do my homework.

S: Haaa.

T: Right now.

S: igin

T: hih!

Ali: iki fiilin arasina giriyor.

T: Iki filin arasina giriyor. Orada anlam olarak bir vazifesi yok. Sadece iki
fillin arasina geliyor. He doesn't like to exercise. Egzersiz yapmayi sevmez.
She needs to get in shape. Forma girmeye ihtiyaci var.
He'll begin to exercise. Egzersiz yapmaya baslayacak.
Futbol oynamak istiyorum, dondurmayi severim, keki severim.
S: Anladim.

T: All right. That's enough for this lesson. You may close your books. Don’t
forget next week you're going to give me the papers.
Ss: Aaa. Remember?

N R WO R WO R MO R W Ry

END OF THE LESSON

253



RAW DATA INDEX

SECOND LESSON RECORD ANALYSIS- LOW-INTERMEDIATE CLASS
Teacher: Teacher A

Subject: Must (probability), Infinitives

Course Book: Non-Intensive American Language Course Volume 4
Time: 10:10 -11:00

06.01.2012

2113  T: Buyurun, buyurun...... Birinci siniflarda da ‘must’ 1 isliyoruz. Ayni yerdeyiz
2114 yani.

2115  S: Must?

2116  Another student: ‘must’ iste yaa. Zorunluluk.

2117 S *

2118  T: Ama orada ‘probability’ yani?

2119  S:Yani?

2120 T: Muhtemeliyat. ‘must’ bildiginiz gibi ‘-meli, -malr’. Kullanildigi yerler bayagi
2121 bir kalabalik. Ben hepsini yazayim. Tirk¢e mi yazayim?

2122  S: Tiirkge (.) ingilizce

2123  T: Ben ingilizce yazayim, Tlrkce sdyleyeyim, siz Tirkge yazin. Sonra

2124 ingilizce siz onu zaten gevirirsiniz. ‘must’ in biliyorsunuz en gok kullanildigi
2125 yer zorunluluk.

2126 S: ‘-meli, -malr’.

2127  Another student: Obligation.

2128  T: Obligation. ikinci kullanildigi yer yasaklama yani

2129  S: You mustn't //

2130  T: Prohibition. Ugiincli kullanildigi yer ki burada ondan bahsediyor; ‘probability’
2131  yani? (3) olasilik. Pro(.)ba(.)bi(.)lity ((writes on the board)) Dérdiinci kullanildig:
2132  yer var mi? Var. Strong advice yani gliclii tavsiye. Bir arkadasiniz en belirgin
2133  o6rnek hasta ona ne diyorsunuz? You must see a doctor.

2134 ... Anlamlarini bir daha séyleyeyim: Obligation, Prohibition

2135 S: Yasak

2136 T: Yasaklama. Yasaklama ne ile olur tabi ki? Olumsuz hali ile yani ‘mustn’t’.
2137  ‘probability’ ihtimal belirtir. % 90 ihtimal. Mesela ‘can’ % 60 belirtirse, ‘must’ %90
2138  bir ihtimal belirtir. ‘Strong advice’ giicli tavsiye. Ornek verelim mesela

2139  ‘obligation’ You must

2140 S: Towork

2141  T: You must study to pass the exam=

2142 S:=exam

2143 T:Yada (.) You must salute the Seniors. Ustlerini selamlamalisin. Zorunluluk
2144  mu? Evet. Yasaklamak: You mustn’t

2145  S: smoking in the class

2146  Another student: smoked in the class.

2147 T:Bir daha

2148  S: smoke (.) in the class.

2149 T: Bakin ‘modal’lar dan sonra gelen biitin fiiller sadedir. Yani dyle you mustn’t
2150  smoking, you mustn’t smoked gibi seyler yok.

2151 SA: You musn’t smoking yanlis mi oluyor?

2152 T: Ya bu da klasiktir. Baska bir sey yazalim. You mustn’t run the red light.
2153  S: Kirmiziisikta //

2154  T: Kirmizi igikta gegmemelisin. .......... ‘mustn’t’ in arkadaslar probability ihtimal
2155  belirtir. Mesela | saw (3) kimi gérmis olsun? Katie at the hospital. She looked
2156  pale. She must be //

2157  S:ill

2158  T:ill. Hastanede gormus, solgun goriinlyor, kesin hasta diyor. Yani she must
2159  be ill. Daha sonra tavsiyede kullaniliyor dedik. Bagka ne olabilir?
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2160
2161
2162
2163
2164
2165
2166
2167
2168
2169
2170
2171
2172
2173
2174
2175
2176
2177
2178
2179
2180
2181
2182
2183
2184
2185
2186
2187
2188
2189
2190
2191
2192
2193
2194
2195
2196
2197
2198
2199
2200
2201
2202
2203
2204
2205
2206
2207
2208
2209
2210
2211
2212
2213
2214

S: Yagmur yagiyor. It is raining =

Another student: = It is raining. You must use (3)

T: your umbrella.

S: Yes.

T: Another?

S: You must use a medicine.

T: You must use ya da take. ‘Medicine’ biliyorsunuz ‘use’ ile degil de ‘take’ ile.
You must take your medicine. ‘Medicine’ ¢odulu yok. ‘medicine’ hep ‘medicine’.
You must take your medicine to recover. Bu arkadagsi 6lmek lzere basucunda
boyle ilaglarini alsan iyi olur yavrum falan diye dyle konusuyor. ...... Hii seye mi
geldik? Bakiyoruz. Please, please. ((points to the board)) Hepsini yazmana
gerek yok. Sadece probability i yaz. It is cloudy today. It must rain. Clouds are
dark. Bulutlar koyu renkte. Simsek ¢akiyor. Nem orani yizde doksan.

S: It must rain.

T: Yes please repeat them.

Ss: Afford.

T: Afford.

Ss: Afford.

T: Blow out.

Ss: Blow out.

T: Blew out.

Ss: Blew out.

T: Blown out.

Ss: Blown out.

T: Come over.

Ss: Come over.

T: Came over.

Ss: Came over.

T: Come over.

Ss: Come over.

T: Drop by.

Ss: Drop by.

T: Drop by.

Ss: Drop by.

S: come over sonu ayni mi?

T: Ayni. Present perfect ile kullanildidi igin. Have, has gelir onun basina,
anlarsin onun perfect oldugunu. Yes. Went over.

Ss: went over.

T: Gone over.

Ss: Gone over.

T: Look forward to.

Ss: Look forward to.

T: Must.

Ss: Must.

T: Sing.

Ss. Sing.

T: Sang.

Ss: Sang.

T: Sung.

Ss: Sung.

T: Turn down.

Ss: turn down.

T: Reject.

Ss: Reject.

T: Turn up.
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2215  Ss: Turn up.
2216  T: Turn up.
2217  Ss: Turn up.
2218 T: Wrap.
2219  Ss: Wrap.

2220 T: Wrap.
2221  Ss: Wrap.
2222 T:*

2223 Ss:*

2224 T: Comfortable.
2225 Ss: Comfortable.
2226  T: Comfortably.
2227  Ss: Comfortably.
2228 T: Poor.

2229  Ss: Poor.

2230 T: Pretty.

2231 Ss: Pretty.

2232 T: Proud.

2233 Ss: Proud.

2234  T: Proudly.
2235  Ss: Proudly.

2236 T: Rich
2237 Ss: Rich
2238 T: Soft

2239 Ss: Soft

2240 T: Softly

2241 Ss: Softly

2242 T: Uncomfortable.
2243 Ss: Uncomfortable.
2244  T: Uncomfortably.
2245  Ss: Uncomfortably.
2246 T: Birth.

2247 Ss: Birth.

2248 T: Birthday.

2249  Ss: Birthday.

2250 T: Candle.

2251 Ss: Candle.

2252 T: Gift.

2253  Ss: Gift.

2254 T: Present.

2255  Ss: Present.

2256 T: Song.
2257  Ss: Song.
2258 T: Turn.

2259  Ss: Turn

2260 T: Take turns.

2261 Ss: Take turns.

2262 T: From now on.

2263  Ss: From now on.

2264 T: Afford neydi?

2265  Ss: Karsilamak

2266 T: Karsilayabilmek. Mesela gocuklar her seyi istiyor. Ne diyorsun? iste ona
2267  paramiz yetmiyor diyorsun. Hani sirekli her seyi istemesin, simarmasin diye. Ne
2268  diyorsun? We can not afford it.

2269 S: Kargllayamayiz.
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S:

T: Diyoruz. Sorry baby, we can not afford it. Ok Dad!

Ss: Eh-heh.

T: Afford to infinitive fiillerden biridir. ‘Afford’ dan sonra gelen. | can’t afford to
pay my bills. Yani faturalarimi 6demeyi kargilayamiyorum, édeyemiyorum.
‘Afford’ dan sonra gelen bagska bir fiil olursa to infinitive olarak geliyor. Blow out?
S1: Havaya ugurmak

T: Burada tabi sey oldugu i¢in dogum glnU pastasi oldugu igin

S: Ufleyerek séndirmek.

T: Uflemek

S1: Normalde havaya ugurmak

T: Havaya ugurmak, patlatmak. Come over?

Ss: Ugramak

T: Ugramak. Come over to me.

S: Bana ugra.

T: Bana ugra. Ara beni diyor yani. Drop by?

S: Ziyaret etmek

T: Ne diyoruz ona? Cat kapi //

S: Gegerken ugramak.

Another S: Telefonla aramak

S: Gegerken ugramak.

T: Hah. Cat kapi birine ugramak. Yani ugramakla ¢at kapi ¢elisti ama.

S: Ayak Ustd.

T: Go over

S: Gozden (.) gdzden gegirmek.

T: Talk over, think over, ‘over’ I bazi fiiller tekrar demek. ‘Re’ anlamina gelir.
Tekrar gézden gegirmek. Bir tane daha vardi

: O neydi?

: Be over.

: Bitmek demek. Go over tekrar gozden gegirmek.

: Reconsider gibi kelime var. Look forward to=

: = Dort gozle beklemek

: Buradaki ‘to’ ‘infinitive’in ‘to’ su olmadigi i¢in bundan sonra gelen kelime de fiil
de ‘-ing’ takisi alir. Mesela | am looking genelde bdyledir forward to dort gozle
beklemek, neyi dort gdzle bekliyorsun? Su olayi: | am looking forward to
graduating.

S: Graduate nedir?

T: Mezun olmayi doért gozle bekliyorum. Bu ‘to’ nun ((points ‘look forward to’
on the board)) su ‘to’ ile bir alakasi yok ((points to “infinitive” ‘to’ )) Bu ‘-e, -a’
anlamindaki ‘to’; mezun olmayi dort gézle bekliyorum. Dért nerede burada? Yok.
‘Looking forward to’ bundan sonra ‘-ing’ li bir fiil koymay! unutmayiniz. ..........
‘Must’ dedik mustard diye bir kelime var.

S: Must

T: Hardal. Su telaffuzu Tirkge’den ingilizce’ye gegerken zorlanilan fiillerden bu:
Sing, sang, sung

S: Sarki anlami var.

T: Oyle ama bizimkiler sdyle okuyor: Sing [sin], sang [sang], Sung [sung].
Yanls.

Sing [sIn], sang [sang], Sung [sung]. Mesela buna benzer ne var? ‘ring’, ‘rang’,
‘rung’ var.

S: pat, pat patter

T: pat, pat patter mi? O birinci sinifta bashyor, ikinci sinifta devam ediyor: Put
[put],Put [put], Put [put]

S: cut, cut, cut
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T: Bir yanlisi da dizeltelim Ittfen. O cut, cut, cut dogrudur. “Turn down’?

S: Kismak

S: Asagi indirmek

T: Hi. ‘Turn down’ iki tane anlami var: Mesela bunu radyo ile alakall yerde
gOrdrseniz //

S: Kismak

T: Ha sesle alakali bir seyde gortiirseniz, o sesini kismak.

S: Ve reddetmek.

T: Ha. ikinci anlami da phrasal olarak ‘reject’, yani reddetmek. She turned down
S: My offer

T: Evet arkadaglar su ‘down’((shows the board))‘town’ degil. She turned down
the //

S: My offer.

T: Job (.) ne diyelim?

S: offer

T: offer mi diyelim? Hadi dyle olsun. is teklifini ne yapmig? Reddetmis. Sanirsam
buradaki anlami sesi kisip agmak.

S: Evet.

T: Could you (.) turn down (.) the volume (.) please? Sesi biraz kisabilir misin
lutfen? Soru isareti, rica, Unlem. Turn up tam tersi sesi agmak, ya da bir seyi
arttirmak. Termostati mesela yukseltebilirsin? Elektrikli, elektronik aletlerde daha
¢ok kullanilir.

S: Wrap?

T: Wrap?

S: paketlemek.

T: sarmak demek, paketlemek. Wrap. Broke?

S: fakir

S: Zigart

Sener: | am broke.

T: Zugurt demek. Broke Sener. Broker ne oluyor? Zigurtgl mi?

S: Zagurgl olur mu?

T: Zugurt ma ariyor? Mesela bakkalci vardi eskiden. Bakkal alan, bakkal satan,
bu isten menfaat saglayan kisi. Gegimi bunun tzerine kurulmus. Comfortable?
S: Komforlu

S: Komforlu

T: O da glzeldi, komforlu.

S: Rahat.

T: Rahat. Comfortably? Rahat bir sekilde. Sifatlarin sonuna ‘-ly’ eklerseniz (3)
S: Zarf oluyor.

T: Zarf oluyor evet. Poor? Gariban. ‘poor’ un zayif anlami da var. Zayif, bir
yonden zayif. Mesela su tahtanin ahsabi biraz yamulmus, it is poor to use here.
Burada kullanmak igin zayif kalmis. Pretty?

S: Sevimli

T: iki anlami var. Bir sifat olarak sevimli, sirin demek.ikincisi de ‘quite’ anlaminda
‘quite’.

S: Sessiz.

T: Hayir ‘quite’. ‘Quiet’ degil. Oldukge ‘very’. ‘quite’ pretty. He is pretty happy
here. O burada olduk¢ca mutlu. Pride?

: Gururlu.

: Pridely?

: Gururlu bir sekilde.

Rich?

: Zengin

: Richie rich vardi.

: Richie rich rahmetli. Soft?

404040
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: Yumusak degil mi?

: Hard (3) soft. Softly?

: Yumusakga=

: = Yumusakc¢ana

: burada sessiz anlamiyla kullaniimis.

Evet. Biraz sessiz konuse. .......... Uncomfortable?

: Rahatsiz

: Konforsuz bir sekil. Konforsuz.

: Rahatsiz.

: Rahatsize. Mesela adama soruyorsun. Are you uncomfortable? Rahatsiz
misin? Diyorsun adama. Adam diyor: No, | am not uncomfortable.

Thank you, | am comfortable. Diyor. Rahatsiz misin arkadasim?

: Chicken translation.

: birth

: Dogum.

: Dogum. Day?

: Dogum ganda.

: Gund. Candle?

: Mum

: Kandil. Kandil dagdi. Arapgadan geg¢mistir.

: Farsca

: Evet. Farsca olabilir.

: Hediye.

: Gift?

: Hediye.

: Hediye. Tanri vergisi anlami da vardir. Mesela birinin yetenegi vardir. He has

a gift.

S: Allah vergisi denir ya.

T: Hah. Ne diyoruz ona? It is a gift from God. Present? Present’ in da bir siri

anlami var. Yine buradaki anlami gift ile ayni. Present ['prezant], gift. Present

[prrzent] derseniz sunmak, sunus demek. Present ['prezant] derseniz yine

mevcut anlami var, diyoruz ya hazir.

.......... . Song?

S: Sarki.

T: Sarki. Turn?

S: Sira.

T: Sira. Mesela sira ile bir is yapiyorsunuz

S: Sira vermek

T: Itis his turn. Onun sirasi. Sigara dénme, sarap donme take turns asagida ki.

Sirayla. .......... . From now on?

S: Su andan itibaren

T: Su andan itibaren.

: Hocam bende bir sey sorabilir miyim?

: Bana bir sey sorsana.

: Guess

S
T
S
T: | guess, Probably, | guess, it is possible that.
S. *

T
S
T

=040 —"40-n
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: Galiba, acaba, | wonder if aklima geldi de. | guess; acaba sey galiba.

: Hocam az kald1.

: Yapma canim. Benim biyolojik saatim hi¢ dyle demedi. Tahmini 18 dakikamiz

var. Hemen sunu okuyalim. Bakiyoruz, bakiyoruz. Okuyacagiz, arkadaki

sorulari cevaplayacagiz.Bir paragrafi bir arkadas, diger paragrafi diger arkadas.

Hemen gonilll olarak sizi segtik tabii ki. Evet. Gonulll oldu arkadaslar o yizden.
S: ((looks around))

T: Devam et, devam et. Dinler onlar.
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S: My father, my youngest brother, and my son [sun]

T: [sun] degil o son [sAn]

S: My son [sAn] were born in the month of May. Some of (x) bu us [us] diye mi //
T: us [As]

S: some of us [As] buy present for my father some for my brother and some for
my (.) son.

:Yes.

: We can'’t afford to buy presents so [su] we each//

: So [sou]

: I (x) so [sou] we each buy one instead [instid]

s instead [Insted]

. instead [insted] my wife likes to wrap the gifts in the pretty paper.

Yes. We usually

: We usually have just one big cake and put [pat](3)

Neymis?

(3)

: Az Odnce soyledik?

: candle

:and

: put [put] and put [put] candles on it only for my son. My son [sun] likes to
blow them out. Before he blows out the candles, we sing Happy Birthday to the
birthday boys. Next, we eat some cake. That then, they take turns opening the
presents. My son is always the first one to open his, because he has looked
[lukid] forward to //

T: looked [luked] forward to

S: looked [luked] forward to getting new (x) new toys for a long time. My brother
Paul[paul] (.) my brother Paul [paul] is next;then my father. Sonunu okuyayim
mi? You have probably sung [sung]

: sung [sAng]

: sung [sAng] song ((‘the’ article was not read)) before here [her]

: here [h1s]

: here [h1s] it is for you to sing at your next birthday party:

: Happy birthday to you! Mumlar isil 1sil, pastasi da pek gtizel. Nasil?

: Bunu kim yapti biliyor musunuz? Happy birthday

2 Yoo.

: 12 yasinda iki tane kiz kardes yazmis. Daha sonra sdylenmis, Uzerine para
kazanmislar.

T: Telif hakki mi sey yapmiglar?

S: Evet.

T: Enteresan, ilging. Desene yillardir korsan dogum gini kutluyorduk. ...... Yes,
who was born in ((‘the month of is written on the text but not read by the
teacher)) May? ..........

S: My father, my younger brother, and my son was born in the month of May.
T: Onun yerine his father, his youngest brother falan desek daha glizel olmaz
mi? Yada her bakiyoruz ‘she’ mi 0?

: Bilmiyorum ki hocam. Paul diyor. Paul diyor.

: O zaman ‘he’ mi oluyor?

: ‘He’ oluyor.

: He. His brother, his father seklinde devam ediyoruz. Yes. Number two?

: What happened in the same city? Their birth placed in the same city.

: Their birth took place.

: Took place.

: yer aldi. Took place ‘i kargilayacak baska bir kelime var mi?

: Neye karsi?

: Take place’ i mesela kargilayacak baska bir sey var mi? (3) Yer almak,
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meydana gelmek, olmak.

: Here! Here.

: Happen.

: What happen//

Olmak

: Ne oldu?

: Yani bu anlamda olur.

: They birth in the same city olmaz mi?

: They birth ((with rising intonation))

: Their birth took place ya bir fiil kullanman lazim. Fiil yok orada mesela. They
were born in the same city.

S: Their birth desek direk

T: Onlarin dogumlari dedin (.) ayni sehirde

S: Ayni sehirde dogdular

T: iste dogdum nasil diyorsun? | was born. Dogdular: They were born in the
same city. Ayni sehirde. Thank you. Three?

: What kind [kind] of party do they have //

: What [kind] of degil, what kind [kaind] of party

: What kind [kaIind] ?

: What kind [kaznd] of party

: do they have every year? Birthday party.

: They have a birthday party.

: Every year.

: Every year. Four?

: What does the family decide in April? The family decide//

: The family ((with rising intonation))

: The family decided

: decide

: decide who will buy a present for which person.

: Yes. Who will buy and for whom. Kim kimin icin hedeiye alacaklarina karar
veriyorlarmis. Surpriz oluyor sonra bir de. Stirpriz! Five?

S: Do you think it is cheaper to buy presents in this way? We can’t afford to buy
three presents, so we each buy (x)

T: Soruda mesela ‘Do you think’ demis. Sizce demis. Sen fikrini belirteceksin.
Soruda mesela ne diyor? Do you think it is cheaper to buy presents in this way?
Another S: | think (.)

T: ltis

S: ltis (3)

T: Bu bir ‘yes/no’ sorusu oldugu icin direk cevap veriyorsun. | think

S: 1 don't

T: No, | don’t think

S: | don’t think cheaper to buy presents this way.

T: Yes.

S: Niye var basinda?

T: Niye diye sorsaydi ‘why do you think it is cheap?’ Sonra baska turli cevap
verebilirdin.=

S2:= What does the writer’'s wife do? My wife likes to wrap presents in this way.
T: Bu da bir cevap. My wife mi?

S3: evet.

S2: Yoo.

T: My wife

Another S: She wife

T: sen mi yazdin bunu?

Another S: She wife

S2: Haa.
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S4: Her wife

S2: Her wife

T: Her wife bir de Ustline Ustlik. Hollanda yani.

Ss: Eh-heh.

T: His wife olsa olmaz mi?

S2: lyi olur.

T: Tamam. His wife

S2: His wife likes to wrap presents in this way

T: His wife likes to wrap presents. Sarmayi seviyormus yani.

S2: Hu.

S: What does his son[son] like to do?

T: son [sAn]

S: son [sAn]

T: His son [sAn] likes to blow candles. .......... What does his son like to do?
S: His son liked to do blow candles.

T: His son likes to

S: blow.

T: Candles. iste bu ‘do’ yu orada sdylemiyoruz. ‘Do’ genel bir fiil oldugu igin

soruda kullanmamiz gerekiyor. His son likes to blow candles. Orgun? Please.
S: What do they sing? They sing Happy Birthday to birthday boys.

T: They sing the birthday song. Dogum ginu sarkisi séylerler. .......... I

S: Ben mi yapayim?

T: Shh!

S:

T:*

S: What do the birthday boys open?

Another S: Gift.

S: Gift

T: Yes.

S: (x)

T: Az 6nce soyledik aslinda.

Another S: Burada yaziyor.

S: He has looked forward to getting new toys have a long time. For a long time.
T: Burada 6yle mi yaziyor?

S: Evet.

Another S: Why var.

T: ‘Why’ varsa ‘because’ u arariz diyorsunuz. He has looked forward to getting
new toys have a long time. Haa. Sabirsizlaniyor evet.

S: GUnkl burada diyor ki//

T:Aynen geviri geviri gidiyor. 188’i yapiyoruz.

S: Bakalim.

T: We are on page 188. We have nine questions and we have a lot of reasons to
be quiet | guess.

S: Ben mi?

T: No. Your friend. Beyler buradaki sorulari biliyorsunuz. Nerede ¢ikiyor?

Ss: Sinavda

T: Sinavda. Turn down diyor. Reduce. Kocaman kocaman yazmiyoruz.

S: Yazmiyorum ki hocam.

T: Orada bir insaat yaptin. ..........

| will drop by after work today. Visit you.

T: Yani?

S: Ziyaret edecegim.

T: I will visit you. Yes, thank you three? Mesela orada ‘ring’ yazsaydi ne
olacakti? I'll ring you.

S: Call
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T: Evet o anlama geliyor.

S: ¥

T: Visit me? Yes.

S:* He is rich [ring] now.

T: He is rich [ nt[] now.

S: He is rich [ ritf]] now.

T: Yes. He has a lot of money.

T: | can afford a new car now. Adamin yeni araba fobisi olabilir mi?

S: Yoo.

T: Ya da parasi olmayabilir mi?

Another S: Olabilir.

T: I don’t have enough money. Belki adamin yeni araba fobisi vardir. Yeni
arabaya binemiyordur.

S: Vururum falan diye.

T: Tabii

S: Hadi Baris

Baris: Yapiyorum. Could you blow out the candles? Mumlari séndurebilir misin?
Diye sormus.

T: Gibi

Another S: Because

S: Bir dakika durur musun?

S: Bence sey bu make them stop burning [borning].

T: Make them stop BURNING [barning]. Hemen hemen esanlamli bir kelime
daha var. Seyde gérmustik (x) yangin muhabbetinde

: Light

: O atesti.

: Burn

put out.

: CUmleyi anliyorum da

Yes?

: Because he was (x) he couldn’t buy new clothes.

: Because he was ? ((rising intonation))

: Because he (3)

Oku, oku.

: Okudum hocam

: sesli oku, ben de duyayim.

: Because he was poor [por], he couldn’t buy new (3)

: Poor [por] diyor.

: He couldn’t buy new shoes diyor.

: He didn’t have any money.

: Demek ki poor, broke, can’t afford bunlar hep alakal seyler. Surada bir
kompozisyon yazsak her sey var. Param yoktu, yeni bir ayakkabi alamadim.
S: Devam ediyor muyuz?

T: Yes, please.

S3: Could you lend me some money? Sorry | am not (x) | don’t have any money.
T: Yani.

S3: Ben zugurtim diyor.

T: Poor, peniless var buna benzer?

S3: Efendim?

T: Peniless. Bildiginiz ‘penny’ var ya.

S: Dolar

T: Evet. Peniless. Broke ile ayni anlamda. Peniless. Throwing bullets to the
penny. Yani metelige kursun sikiyor.

S: Betty was promoted to a lieutenant. Her commanding officer spoke proudly of
her. He feels good about her.
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2655 T: He feels good about her. Yani Betty.

2656 S: Hocam ne diyor orada?

2657 T: Ne diyor? Betty hakkinda iyi mi diislintyor?
2658  Another S: lyi diistiniiyor.

2659  S: Proudly ile ayni anlamda mi?

2660 T: Yani. Betty hakkinda iyi disinceleri var yani.
2661  S:Bellrings

2662 S: Have a good day.

END OF THE LESSON

RAW DATA INDEX

SECOND LESSON RECORD ANALYSIS- LOW INTERMEDIATE CLASS
Teacher: Teacher B

Subject: Revision

Course Book: Non-Intensive American Language Course Volume 4
Time: 10:10 -11:00

23.02.2012

2664  T: Buyurun arkadaslar. (15). Furkan daha tatil modundan ¢ikamamissin
2665 galiba. (10) Arkadaslar tekrar soruyorum gramer konulari ile ilgili sormak
2666 istediginiz bir sey var mi? Kafaniza takilan herhangi bir soru isareti? (5)
2667  Guzel. Bu homework alistirmalari giizel duruyor. Hazirla. Agma diye
2668  soylliyorum bak bu son ihtarim. (5). Evet arkadaglar sessizligi saglayalim.
2669  Alistirma yapacagiz sadece. Ama ugultu igcinde hig verimli gegmiyor, litfen.
2670  Sesimiz gikmadan 16. Gnitenin alistirmalari ¢ok giizel. Glzel bir tekrar
2671  olacak konulardan sonra. Please open your homework text page 77 (.) 77
2672 exercise 1. Choose an adverb in the box to complete the sentences.
2673  Gurkan: What do | need //

2674  T: Glrkan bekleyelim herkes bir yapsin. Bitirsinler ondan sonra yapalim.
2675 ((walking around the class)) Daha homework {n agik degil, hadi.

2676  S: Yok hocam uyumuyorum.

2677  S: Hocam yanlis yapmslar

2678 T: Nerede?

2679  S: ((points to the question))

2680 T: ((silently reads the question)) * he didn’t do well. Evet cevabi vermis
2681 orada. Yanlhs. Evet dérdiinci soruda bir problem var arkadaslar. Onu
2682  athyoruz. Yazmis zaten bosluk birakmasi gereken yeri. (120) Have you
2683 finished? Let’s start the first one? Ali?

2684  Ali: Ted went to High School in the (x) United [united] states he speak
2685 English well.

2686 T: He speaks English well. Ancak ne diyor? Ted went to High School in the
2687  United [ju:'naitid] states. So, he speaks English well. Lisedeyken Amerika
2688  Birlesik devletlerine gittiyse eger

2689  S: well

2690 T: He speaks English well. Herhangi bir comparative yada superlative
2691  formunu kullanmamiza gerek yok burada. Direk zarf halini getirdik. Second
2692 one, Altan?

2693  Altan: Alex and his friend [frind] are good dentist but Alex dentist the (x)
2694 S:Best

2695 S: Worst

2696  S: Better degil mi?
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S: Bad

T: Simdi of all demis hepsi icerisinde bakin. Alex and his friend [frend] are
good dentists

S: Hocam zaten the yi1 koymus

T: Bak Alex is the best of all. (5) Number three (3) Umit?

Umit: Sgt. Brown plays well but Sgt. Green plays better than he does.

T: But Sgt. Green plays better than he does. (3) Mehmet?

Mehmet:

T: Five (x) Number five?

Mehmet: Students get (x) got up late on the //

T: No, the fifth one.

Mehmet: She didn’t do terrible (x) terribly well

T: Ok. Eray? Number five.

Eray: My sister and my mum are drivers but | think my cousin is the (3) best
of all.

T: Yaniltiyorsun arkadasini. Evet Eray, bir daha oku. My sister and my mum
are bad drivers bad but I think my cousin is

Eray: worst

T: The worst. Yes. Superlative form of bad ? What is the superlative form of
bad? Badly the worst degil mi?

S: Evet.

T: | think my cousin is the worst of all.

S: Cousin?

T: Cousin kuzen. ilker the last one?

ilker: My friend doesn’t sing well but | am sure | sing better than he does.

T: Yes. Good. | am sure | sing better than he does. Now look at exercise two.
First of all read the dialogue and then report what was said. Bakiyoruz daha
sonra ne s@ylendigini report ediyoruz. Bir bekleyelim herkes bir yapsin.
Bitirsinler ondan sonra yapalim ((walking around the class)). Senin igin zor.
O kitabin hali ne éyle? Nasil karalamislar. Onu ¢ok iyi temizleyip getirmen
lazim.

S: Son on Unite oldugu igin

T: Muhtemelen. Su alistirmalari yapin artik.

S: Have to?

T: Have to yu olumlu kullanirken didn’t have to yu olumsuzlarda. Don’t have
to yada didn’t have to nun bir derece past 1. Bakin arkadaslar tahtaya
yaziyorum bunu da must not prohibition anlaminda kullanildiginda must not
olarak kaliyor demistik. Ancak obligation, zorunluluklarda don’t have to ve
doesn’t have to oldugu zaman bunu report ederken arkadaslar didn’t have to
olarak report ediyoruz. Dikkat edin bakin.

S: Biliyoruz hocam.

T: Karigtiranlar vardi agiklayim dedim. Bekleyelim biraz daha. insanlarin
cekmecelerini karistirip bulduklarinizla dalga gegcmeyin. Has everyone
finished? Burak please start with you. The first one. Hepsini okuyalim bir.
Burak: | have to read it again.

T: Hihi. What did the airmen say?

Burak: He said [seyd] he had to read it again.

T: He said [sed] he had to read it again. He said [sed] he had to read it
again.

Can please number two?

Can: Al told that she didn’t have to go (x) go home.

T: Al told that he didn’t have to go to the meeting. He didn’t have to. Burak
number three?

Burak: What about the soldiers? They must not be late to the port.

T: Hih.
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Burak: What did Mark say to him? Mark said [seyd] late to the port.

T: Mark said that they? (2) musn’t be late to the port. Look we don’t change
must not. It remains the same. Number four? Taykut?

Taykut: | have to be there . When do | have to be there? You must be there
as early as you can. What did Mr. Al say to his wife? Mr. Al said [seyd] (x)
had to bir dakika Mr. Al //

T: said to his wife

Taykut: said to his wife you //

T: She diyecegiz.

Taykut: Pardon. She had be there as early as you can.

T: Good. She had to be there as early as she can. She had to be there as
early as she can. She can mi? (3) Can i de degistirmemiz gerekiyor mu?
S: Could

T: Could. She could. She had to be there as early as she could. Yigit,
number five?

Yigit: She said [seyd] she (x) his next tour [tor] of duty [dati] would be in
Japan[dzapin].

T: Hihi. He said [sed] that his next tour [tvar] of duty [du:ti]] would be in
Japan [d3epin]. Furkan number six?

Furkan: Are you going to back to your country? Yes, | am going to next
month. What did the major tell the captain? Maijor tell told the //

T: Major told the Captain

Furkan: You were //

T: He diyecegiz

S: He was

Furkan: He was going to next month.

T: He was going to go next month. Umit?

Umit: How do you think * going? | have to get a new job. He said he had to
get a new job.

T: He said he had to get a new job. Good. Can you do it, please?

S: What is Al doing these days? Al is going to write a book about his trip to
Af (x) Africa. What did Sue tell Allen? Allen (x) is (x) was going to write a
book about his trip to Africa.

T: Hihi. Sue told Allen he was going to write a book about his trip to Africa.
Number nine? Yes, please. Read the dialogue first.

S: Doesn’t everyone know about the (x) . He mustn’t forget to call [kel] the
general. What did Sgt. Smith tell Sgt. Gordon? Sgt. Smith said that they
mustn’t forget to call [kel] the general.

T: Hihi. They mustn’t forget to call [ko:I] the general’s Office. Do not forget
we don’t change mustn’t. Mahmut?

Mahmut: What book are you studying? We will finish book 25 next week.
What did Al say to Paul [pul]? Al said [seyd] (x) he said [seyd] that would
finish book 25 next week.

T: Good. He said [sed] that they would finish book 25 next week. Last one
(2) Batuhan?

Batuhan: Betty told Mike she didn’t have more that five hours of sleep last
night.

T: Good. She didn’t have more that five hours of sleep last night. Ok. Now
please look at exercise C. Again there is a exercise about indirect speech.
First of all look at the example; | will leave tomorrow morning. What did she
say? She said that she would leave tomorrow morning. She would leave.
Please do the other one. Please wait for your friends. ((walking around the
class)). You don’t have to take the test. Sinava girmek zorunda degilsin.
S: He didn’t have to.

T: Yes. Gel. ((a student comes in)) Ge¢mis olsun. ............. Bir tane 6rnek
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yapip birakiyorsunuz. Yapin sunlari. Topu topu bes tane zaten. Sen yokken
iki konu isledik. Onlara bakalim birlikte. Evet bakalim birlikte. Mehmet?
Mehmet: We will go at seven. What did Maggie say? //

T: Arkadaglar dinleyin.

Mehmet: Maggie said she would go at seven.

: Maggie said?

: He would

: She would

: He would or ?

: They

: They would go at seven. They would go at seven. Number two? Hadi.
: He said [seyd] they had to be there at the end of the month.

: Hihi. She said [sed] they had to be there at the end of the month.
Huseyin?

Huseyin: Kim said [seyd] that we don’t have to take the test.

T: We don’t have to ?

Huseyin: Aa pardon. (4) | didn’'t have to take //

T: We don’t have any problem with “we” ok. But we don’t have or

S: Had to degil mi?

S: Had to

T: Eger have to deseydi had to derdik ama don’t have to demis? (3) don’t
have to yu nasil yapiyorduk?

: Didn’t have to

: Hihi. Do’nun past hali nedir? Do’nun?

: Didn’t have to

: Olumsuz oldugu igin tabii. We didn’t have to. We didn’t have to.

: We ?

: Ne diyelim peki Emircan? “You don’t have to” demis.

: Frank’e demis ama.

: Dogru. Frank’e demis. You diyelim. Frank’e you don’t have to take a test.
So, Kim said he didn’t have to take a test. Evet. (4)

Altan: Yapayim mi hocam?

T: Altan Yap hadi dérdd.

Altan: He said [seyd] he were going to //

T: Are you sure? He were?

Altan: He was mi diyecegiz?

T: He was

S: Ben sana dedim.

Altan: Ya birak. He was going to go swimming after class today.

T: He said [sed] he was going to go swimming after class. Evet. The last
one?

S: He said [seyd] that he had to clean the apartment next Saturday.

T: Yes. He said [seyd] that they had to clean the apartment next Saturday.
Please look at exercise five. Fill in the blanks with the words from the
box.”bad, badly, worse, the worst”. Choose the correct form to fill in the
blanks. (3 min.) Evet. Please do the first one.

Umit: Yes, Sam //

T: Bir saniye. Arkadaslar, benim dogru cevaba ihtiyacim yok. Arkadasiniz
benim i¢in okumuyor. Dinleyin.

Umit: Yes, Sam //

T: Umit we are doing exercise five not four.

Ss: Eh-heh.

Umit: Burayi gectik mi hocam?

Ss: Eh-heh.

Umit: | always lose at card games because | play so (4) badly.

4 n-4dndunnd

R R R R R R R
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T: Badly. Good. | always lose at card games because | play so badly.
Number two? Altan?

Altan: Alex plays much better than

T: Alex plays much better than I. Number three? Yes, please?

S: Of all the people | know, Jane plays the best.

T: Of all the people | know, Jane plays the best.

S: The worst olmaz mi?

T: Maybe the worst doesn’t matter. Both of them are correct. Eray, number
four?

Eray: Tom did very well on the test.

T: Tom did very well on the test or Tom did very badly on the test. Last one,
Burak?

Burak: He always wins because he plays so well.

T: Hihi. He always wins because he plays so well. Ok. The last exercise. It's
about the new words you have learned. Choose the correct answer. A, b or
c. Bakin arkadaslar giizel bir alistirma dikkat ederek yapin litfen. ((walks
around the class))

S: Attempt to ne demek?

T: Nerede gegiyor? ((looks at the exercise)) attempt to, try to. Attempt means
try to. What's round trip? Round trip nedir?

: Hihi. Gidis dénls. O zaman bir yolculuk, yolculugun neyini sorabilir?

: Ucret.

Hihi. Bakalim.

: Hocam diger konu degil miydi?

: Olabilir.

: Ben yanlig yazdim.

: board fiili bir 6nceki konuda da gegcti ¢clinkii. He sat on the sofa, he fell
asleep.

S: As soon as mi?

T: Hihi. On and on continually, from now on su andan itibaren. As soon as
yapar yapmaz degil mi? Sofa ya oturur oturmaz. From now on su andan
itibaren.

S: On and on

T: Continually. Surekli, durmadan. (2) Devamli.

S: Kilometreyi soramaz miyiz?

T: Nasil yani?

S: Gidis kag kilometre diye soramaz miyiz?

400 n

T: What'’s the round trip to New York? ((silently reads the question))
Ama o zaman what ile soramayiz ki.
S: Hi. How

T: How many kilometers diya sorabilirsin. Bak yakalamis olayi Hiseyin.
Konuya hakim olmak dnemli ama mantiken bir bakalim. Round-trip ne
demek?

S: Gidis donus.

T: Yani yolla ilgili, yolculukla ilgili bir sey. Neyi sorabilir New York’a

neyini? Gidis donls ?

S: Yolcuyu sorabilir mesela kag kisi /

T: O zaman how many passengers diye sorar. Kilometer da ayni sey; many
kilometers diye sorar. Ama what'’s the price of the trip; yolun Ucreti. What's
the round-trip fare to New York? Gidis donls Ucreti ne kadar? From now on
su andan itibaren. As soon as yapar yapmaz. Sofa nedir sofa? Cekyat
diyelim. Cekyata oturur oturmaz uykuya daldi. He is very tired. Arkadaslar
bitti herhalde. Ceneniz agildigina gore.

S: Hocam buldum kitabimi.

T: Buldun mu kitabini?
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2917  S: Atlanin kitabiymis.

2918  T: Altan senin kitabin nerede o zaman? Cok uzaklarda aramana gerek
2919  kalmadi bak. Tamam onun okuma kitabina bak. ........... ilker. It's time to
2920 board the plane.

2921 Ss: Geton

2922 T: Geton. Second one? Mr. And Mrs. Brown canceled their plans to go to
2923  dinner next week. Mehmet?

2924 Mehmet: They're not going to dinner next week.

2925 T: They're not going to dinner next week. Number three, Seckin? Bill puts
2926  aside some money each week.

2927  Seckin: Save.

2928 T: Save. That's right. Eyiip, the doctor attempted to treat [tri:t] the man.
2929  Eylp: Number four?

2930 T: Sorry. They served coffee and cookies at the meeting.

2931  S: Refreshment.[ refrefmant]

2932 T: Refreshment. [r'fre[mant]

2933  S: Refreshment. [ri'fremant]

2934  T: Eray, number five? The doctor attempted to treat [tret] the man.

2935  Eray: tried [tired]

2936 T: Tired?

2937  Eray: Tried [tired]

2938 T: Are you tired? Tired?

2939  Eray: Hocam

2940 T: tried [traid]not tired [taierd]. Tired yorgun demek. Tried [traid]

2941 Eray: Tried [traid]. Evet.

2942  T: Burak?

2943  Burak: We are travelling //

2944  T: The vending machine

2945  Burak: The vending machine was turned [turnid] off. No one could buy
2946  anything.

2947  T: Hihi. Off. That's right. Arkadaslar ben burada cevaplayan arkadaslarla
2948  yapiyorum sadece kimsenin dinledigi yok. (3) Mehmet? Seven. Number
2949 seven?

2950 Mehmet: (x) We're travelling to Europe and Asia [elsya] this fall [full].
2951 We’re going abroad.

2952  T: Abroad. We're travelling to Europe and Asia [e139] this fall. We're going
2953  abroad. Yigit?

2954  Yigit: Bill found fifty dollars yesterday. He was very lucky.

2955 T: He was very lucky. Can?

2956 Can: Please finish this in three o’clock.

2957  T: In three o’clock? Saatlerden dnce in mi kullaniyoruz?

2958 S: Ama burada yok.

2959 T: Normalde saatlerden 6nce ne kullaniriz? Su an siklara bakma normalde?
2960 Can: At.

2961  T: At kullaniriz. Ama burada in olmaz, on olmaz, onun yerine gordiguiniz bir
2962 sey vardi by

2963 Can: By.

2964  T: Degil mi? Bunun 6rnegi kitapta vardi degil mi? Ne diyordu 6rnekte? She
2965  will be at home by three o’clock. Until anlamini veriyor bak. Liitfen saat lige
2966  kadar bitir. (4) Mehmet Ali?

2967 Mehmet Ali: *

2968 T: Have you ever travelled to a ?

2969 Mehmet Ali: Foreign [forgeyn]

2970  T: Foreign ['fo:rin] country?

2971 Mehmet Ali: Foreign ['fo:rin] country?
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2972  T: Hihu

2973  S: On biri yapayim mi hocam?

2974 T: Please.

2975  S: The flight was very smooth [smoth]. There were[ver] no problems.
2976  T: Yes. The flight was very smooth [smu:8]. There were[w3:r] no problems.
2977 Mehmet?

2978 Mehmet: What's the round trip fare to New York?

2979  T: Hihi. What's the round trip fare to New York? Herkes bunu fare yapti mi?
2980  Ss: Evet.

2981 T: Gidis donls bakin. Tek yon neydi?

2982  Ss: (x) One way.

2983  T: Hih

2984  S: One way ticket ((student remembers a song))

2985 T: internet lizerinden ugak bileti alirsaniz hep one way or round trip.

2986 S: Google gevir den 6greniriz hocam.

2987  T: Olur diyorsun? insan onu gérdiigiinde vay biz bunu égrenmistik der.
2988  Duygulanir, anilarini yad eder okuldaki

2989 S: Aaah
2990 T: Batuhan?
2991 S: Bes

2992  T: Number thirteen.

2993 Batuhan: As soon as he sat on the sofa, he fell asleep.

2994 T: As soon as he sat on the sofa, he fell asleep. Hiseyin. Number fourteen?
2995  Hiseyin: Rough.

2996 T: The top of the table isn’t smooth. In fact, it's ?

2997  Huiseyin: Rough [ruf]

2998  T: Rough [rAf] hihi. Smooth and rough are opposites. Furkan?

2999  Furkan: There is a good chance [tfeind3] that we’ll win the match.

3000 T: Good. There is a good chance [tfeens]. The last one.

3001  S: The plane was full. There were [ver] (x) 250 passengers on it.

3002 T: Hihi. The plane was full. There were [w3:r] 250 passengers on it. Have a
3003 nice meal.

END OF THE LESSON

RAW DATA INDEX
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3004 T: Thank you, sit down, please.

3005  Ss: ((talking))

3006 T: Ok. Please open your books, page 61, unit 6.

3007 S: Waow

3008 T: Let's start. Number 1. Who are people on the picture? Where are they and
3009 what are they doing? There are three pictures on the page. What do you
3010 think? Who are the people? Okan?

3011 Okan: One girl is Indian one girl is from European.
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T: Ok.

S: They are friends.

T: Yes, they're friends and they get on very well | think. They’re old friends
aren’t they? What are old friends?

S: Yasli.

S: Yakin arkadas.

T: Yes that’s right. What about second picture? What do you think about it?
Who are they, where are they and what are they doing? Ok. Oguzhan?
Oguzhan: They are (x) two grandpa //

T: They are two grandma

Oguzhan: They are friends.

T: Yes. Again. What about third picture?

S: Cherries

T: Who are they, what are they doing?

S: Cherries

T: Who?

S: They’re friends.

T: They’re friends and they are moving out their house and all of the friends
help one another.

S: Arkadaslik ne demek hocam?

T: Friendship. Number two. Do you have a girlfriend? Ahmet?
Ahmet: ((smiles))

T: Yes

Ahmet: Yes.

Ss: Eh-heh.

T: What do you like to do together? Who is your best friend, Cagr?
Gagri: Hi. Who is your best friend?

T: What do you like to do together?

Cagri: Eh-heh

S: Otlaniyor.

Gagri: We like mi diyoruz?

T: Yes, we like to do

Cagri: We like to do smoking

Ss: Eh-heh.

Gagri: play scrabble

T: Playing scrabble together.

Cagri: Riding a horse.

T: Riding a horse.

S: Ata binmek

Ss: Eh-heh.

T: Do you have friends who help you?

S: Sana kim yardim ediyor?

T: No.

S: yardim ediyor musun?

T: No.

S: Sana yardim eden arkadaslarin var mi?

T: Yes.

Ss: Eh-heh.

T: Do you have friends who help you? Sana yardim eden arkadaslarin var
mi?

Burak: Yes.

T: Burak, who are they? Ne dedim?

S: Kim onlar?

T: Kim onlar? In this class?

Burak: Kim bana yardim ediyor degil mi?
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T: Yes.

Burak: Soner, Orhan //

T: How do they help you?

S: Temizlik islerinde yardim ediyorlar.

Ss: Eh-heh.

T: Ok. What else?

S: English

T: Soner helps Burak while studying English.

Burak: Yes.

T: Ok. Start reading the first part. Tokyo’s famous dog. Let’s read this
preview reading activity. Number one. How do you get to work or school? It's
the same for all of you. How do you get to school? Okula nasil gelirsin?

: Walk.

: Yes. It's the same for all of you.

: Walk

: Walking.

: Walking.

: Do you walk by yourself or by other people?

: Other people.

: Now you're going to look at the picture and fill in the blanks with the words
from the box. Let’s read the word first of all. Professor, remember, wait, ....,
morning, take a train, evening, and dive. Do you know the meaning of all the
words | think.

Ss: Yes.

T: Ok. So let’s start filling the gap. Number one is done for you. It's an
example. It's =morning

Ss: =Morning

T: Number two

Ss: Evening. Number three?

Ss: Wait

T: Wait. Number four?

Ss: Take a train

T: Take a train. Number five?

Ss: Professor

T: Professor. Number six?

Ss: take you [yu]

T: Take you [ju:]

S: Take you [ju:]

T: Number (x) seven?

Ss: Remember

T: Remember. Number eight?

Ss: Dive

T: Dive

Ss: ((talking))

: Be quiet.

: Hocam iki kere kullandik.

: Ah! Yes. | am sorry. Number eight is da

: daaa

: Ok. Look at photo//

: Photo

: And read the title of the story. What's the title?

: Tokyo’s famous dog. =

: =Tokyo’s famous dog. What do you think happened in the story? Before
reading the story, please guess what happened in the story. What do you
think?

N4 dndnm

404040400
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S: About a dog.

T: Yes, the story is about a dog. It's a famous dog in Tokyo. What do you
think happened in the story?

S: Ee (.) the dog is statue

T: This dog is a statue? (3) | think this statue is of a dog. Ok.

S: Statue?

T: Heykel

S: You want dogs?

T: Sometimes | think but | can’t take care of it. Do you understand?

Ss: Ha

S: Hig bir sey anlamadi.

T: Anladin mi? (2) Onun sorumlulugunu alamam diyorum.

S: Why?

T: Feeding, taking care is difficult.

Ss: ((talking))

T: Ok. Let's go on with the story. Mr. Eisaburo was a professor at the
Imperial University in Tokyo, Japan. He had a special friend. Special?

Ss: Ozel. The friend was a dog named Hachiko. What was the name of the
dog?

Ss: Hachiko.

T: The dog’s nickname was Hachi. What does nickname mean?

Ss: Takma ad.

T: Ok. Every morning, the dog and Mr. Uyeno walked together to the
Shibuya Train station in Tokyo. The professor said “goodbye” to Hachi and
took the train to work. Hachi waited for the professor at the train station.

S: Wow.

T: Every evening the professor returned from the university on the train. And
Hachi was waiting for him. One morning the professor and Hachi walked to
the train station as usual. The professor said “goodbye” to Hachi and got on
the train. That day, the professor got very sick at work, and he died.

Ss: Aaa

T:In the evening, Hachi was waiting for the professor at the train station. The
professor never returned on the train. Every day Hachi continued to wait at
Shibuya Train Station for the professor.

Ss: Waow.

T: People at the train station saw Hachi everyday. They saw him everyday
for ten years.

Ss: Ooo

T: Sometimes they talked to Hachi or gave him food. Finally on the eighth of
March 1935, Hachi died. Where did he die? He died at the Shibuya Train
Station. Ne bulylk sadakat degil mi?

S: Kopek beklemis, 6imis.

People thought Hachi was a very good friend to the professor. They wanted
to remember Hachi. They put a statue of Hachi at Shibuya Train Station.
Today, people still remember Hachi. The statue of Hachi is a popular
meeting place. Shibuya Train Station is very busy. If you want to meet a
friend near Shibuya Train Station, you can say, “Meet me at the Hachi.”

S: Hocam ne olmus? Ben anlamadim.

T: Anlamadin MI? Ne oluyor? Bir profesér Universitede ¢alisiyor bir de
kopegi var kdpegi ile beraber yasiyor. Her gun tren istasyonuna beraber
yurtyorlar adam orada trene biniyor ve iste Universitenin oldugu kente
gidiyor. Képek adami bekliyor. Adam aksam treni ile déndtglnde beraber
eve gidiyorlar. Adami her glin bekliyor tren istasyonunda. Bir glin adam yine
gidiyor ama is yerinde hastalaniyor ve 6liyor. Geriye donemiyor. Képek onu
on yil boyunca sabah aksam orada bekliyor. Ama artik o da orada
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3177  hastalaniyor ve 6llyor. Tren istasyonunda 6liyor yani hi¢ onu terk etmiyor.
3178  Bunu hikayesini anlatiyor. Képegin bilmiyorum diger hayvanlarda nasildir
3179  ama insanlar lzerindeki etkisi daha farkh biliyorsunuz. Evet. Sadakat
3180 anlaminda (x) en gigli hayvanlardan biridir.

3181 S: Cagatay kopekleri déviyormus.

3182  Ss: Eh-heh. ((talking))

3183  S: Yetenek Tirkiyede bir kbpek var.

3184 T: Evet. Bobo mu Bono mu?

3185  Ss: Eh-heh.

3186  T: Ne bilmiyorum. Page 64. Let’'s go on with (2) A. Understanding the main
3187 idea. Draw lines to connect the sentences (3)

3188  S:Draw?

3189  T: According to the story.

3190 S: Draw?

3191  T: It means match. Eslestir yani. Number one the story is about ?

3192 Ss: A dog and a professor

3193 T: Adog and a professor. Number two everyday Hachi waited for the
3194  professor ?

3195  Ss: At the train station.

3196  T: At the train station. One day, the professor ?

3197  Ss: Died.

3198 T: Died. For ten years people saw Hachi?

3199  Ss: Waiting for the professor.

3200 T: Waiting for the professor. People made ?

3201 Ss: a statue of Hachi.

3202 T: Ok. People still remember Hachi

3203 S: Today.

3204 T: Today. Find the detail. Now we are going to circle the correct answer. The
3205 professor worked at the ?

3206 S: Hachiko University

3207 T: Noo.

3208  Ss: Imperial University.

3209 T: Imperial University. People at the train Station?

3210 S: Gave food to Hachi.

3211  T: Gave food to Hachi. Hachi died in?

3212  Ss: Bindokuzylizotuzbes.

3213 T:B. 1935. Today when people want to meet a friend //

3214  Ss: Meet me at Hachi.

3215 T: Yes. Meet me at the Hachi. Learning new words. Please read the word
3216 from the box. Took the train (.) returned (.) died (.) and nickname. You're
3217  going to fill in the gaps with the words. Number one Ahmet?

3218  Ahmet: A short name is a nickname.

3219 T: A short name is a nickname.

3220 Ahmet: Yes.

3221 T:Yes.

3222 S: Gap?

3223 T: Bosluk. Last year | was very sad. My friend ?

3224  Ss: Died.

3225 T: Mr. Uyeno ?

3226  S: Took the train

3227  T: Took the train

3228 S: To work

3229 T: To work everyday. Last night my mother

3230  Ss:returned

3231  T: returned =from vacation.
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S: = from vacation [valkelfon].
T: vacation [velkeifen]. evening (.) waited (.) statue (.) and meet. You're
going to fill in the gaps with the words now. Number one?

S: Two.

T: The?

S: =Statue

T: =Statue of Liberty in New York is very famous. Statue of Liberty?
S: Ozgurliik Aniti.

T: Yes. | like to?

Ss: meet

T: meet my friends after class.
S: After fall.

T: Yesterday after class, 1?

S: | waited

T: | waited for my friends in the cafeteria. And | eat dinner at six in the ?
Ss: Evening.

T: Evening. Using new words. You are going to find the words from exercise
C

S: Ben buldum onlari.

T: In the word search.

S: isaretleyelim mi?

T: You are going to find the words from exercise C. Start finding the new
words. Please tell me the words you found.
: Took the train

: Took the train

: Waited

: Waited

: Return [niturn]

: Return [rit3:rn]

: Nickname

: Nickname

died

died

: statue

: Took train [raein]

rain?

: surada ((points to the word))

: O took the train

s: Eh-heh

: What else?

: statue

: EE statue

: train var burada

: Took the train

: Took the train

: What else?

: Waited var.

Met var.

Met?

: Meet and dog var.

: Dog var dog.

Yes.

: Dog [dp:g]

: Please turn the page.

: Kayaking ne? Burada dyle bir sey goérdim.

DEHOA0 A0 A0 A0 A0 A0 AP AV AV O AP AN AN AV A ®
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T: What?

S: Sanirim kano gibi bir sey.

S: Nerede yaziyor, sayfa kag?

S: 73.

S: Soklardayiz.

T: Kayaking

S: Kano mu?

T: Might be.

S: rock climbing su ((points to the picture))
S: Kayaking kaymak gibi bir sey

S: 73'U ag, bungee jumping var.

T: Ok. Please turn the page 66. E. Pronouns. Now we are dealing with the

grammar part (.) of unit six. Pronouns and adjectives. There are two topics
you will do. First pronoun. What does pronoun mean do you know?

S: Yes.

T: What are they? (2) What are pronouns? In English?

S: He, She //

T: We, you, they, |

S: It, they

T: Pronouns take the place of a noun. Do you understand me?

Ss: Yes.

T: In Turkish zamir. isimlerin yerini tutan kelimelere pronoun diyoruz biz.
Pronounlari biliyorsunuz ingilizce’deki. Buradaki alistirmalari buna gore
yapalim. The professor takes it to work. It is the underlined word.

: School

: It replaces the?

: No.

NO. =Train

: = train.

: Take the train to work

. ise gitmek mi?

: They made a statue.

Ss: People

T: People. He waits for the professor?

Ss: Hatchi

T: The professor walks with him.

Ss: Hatchi

T: Goérduguniz gibi ismin yerine kullaniimis.

S: Hocam Hatchi’yi niye him demis? He mi 0?

T: Hayvanlarda mesela glines, ay, deniz bunlarda he yada she 6znelerini
kullanabiliriz.

S 0H4ndndn

S: Yeni 6grendim bunu.

T: Evet.

S: Aaa

S: Hatchi erkek mi kiz mi?

S: Yok canim.

T: Hayrr. ingilizce de var dyle.

S: Lise’de ingilizce 6gretmenimiz sadece she kullanilir demisti, ben de dyle

hatirhyorum.

T: Neydi?

S: Oznelerde sadece she kullanilir demisti.

T: Erkek oldugunu bildigin birisine she mi diyeceksin?

S: Hayir siz dediniz ki //

T: Bir kere cinsiyetini biliyorsan he yada she kullaniyorsun glnes, ay
bunlarinda éyle durumlari var Onu sdylemek istiyorum. illa hayvana it demek
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zorunda degiliz yani.

S: Bunu 4. siniftan beri niye béyle égretiyorlar. Bem geldim simdi sonuna //
T: Yeniliklere acik olun lutfen. Adjectives. Bir diger konumuz da sifatlar.
Adjectives are words that describe nouns. isimleri anlatan (x) (2) bir yeri, bir
kisiyi, bir nesneyi bize tanitan kelimelere sifat deriz. Onlarin 6zelliklerini,
niteliklerini, sayilarini, sekillerini, insanlarin hem fiziksel 6zelliklerini hem de
kisisel 6zelliklerini anlatmak icin kullandigimiz bir takim sifatlarla sifatlar o
ismi, o yeri, o kisiyi tanitirlar. Mesela burada dort tane ayri cimle var.

S: =The car is blue.

T: =The car is blue. | live in a small house. It's hot. These are delicious
cookies. Burada alti gizili kelimeler birer sifat. ilk climledeki blue bir renk,
onun rengini bize (x) bildiriyor. ikinci ciimlede ise home biiylik mi kiiglik mi
odugunu, Gglncit cimlede hot, dérdincu ciimslede delicious.

S: Hocam

T: Zaten sayilar bile sifattir.

S: Hocam

T: Kag adet oldugunu gdstermek igin

S: Hocam. Sifatlar normalde isimden dnce //

T: Evet simdi sdyleyecedim onu. Normalde kullanim yeri isimden 6ncedir.
Ama bazen arkasindan gelen isim sdylenmeden de sifatla cimle
kurabiliyoruz. Tipki Gglinct cimlede oldugu gibi. It is hot. It burada neyin
yerine gegiyorsa onun sicak oldugunu ifade ediyor. Mesela it is hot tea; sicak
bir caydir diyebilirsin yada it is hot deyip ¢ayi sOylemeden sicak oldugunu
ifade edebilirsin. Tamam mi? (2) Simdi burada asagida kutunun iginde
sifatlar var bu sifatlar insanlara ait 6zellikleri ifade ederler. * fiziksel 6zellikleri
ifade ederken anlatirken kullandigimiz ifadeler. Nice ne demek?

S: Glze

T: Hos, iyi, glzel. Kind?

S: Cesit, tur.

T: Nazik demek.

S: Tir ne demek?

T: O da ayni anlama geliyor. Kind da ayni zamanda kind in bir anlami tir
demek ama sifat olarak kullanilan kind in anlami tir demek. Caring? Ne
demek caring? (3) Sevkatli, Gzerine titreyen anlaminda. Angry?

- Uzgiin

: Sinirli. Happy?

: Mutlu.

Funny?

: Komik

: Eglenceli. Niktedar deriz ya, eglenceli. Generous? (3)

: General

: Comert. Selfish?

: Balik gibi

Bencil

: Balik gibi. Eh-heh.

: Polite?

Ss: Kibar

T: Helpful?

Ss: Yardim sever

T: Evet. (5) Sizin ekleyeceginiz var mi? Sizin var mi bildiginiz? insanlarin
fiziksel ya da ruhsal dzelliklerini //

S: Prompt

T: Ne demek

S: Dakik

T: Niye kitap?

4040404040 An
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: Sensible
: Ne demek 0?
: Farkinda
: Ama genelde insan i¢in kullaniimaz o.
: Peki ne igin kullanacagiz?
Durum o an igin yasanan durum
: Cool var.
: Evet. Cool. Bunlar ¢ok kigisel 6zellikler degil mi?
Sweat
Ne demek 0?
Tatl
iki “e” ile olacak.

[P

: sweat. “@” “t”

“e” “a” “t”. Ne demek?

: Terlemek

: Bu bir sifat mi1?

: Bilmiyorum iste.

: Eh-heh.

: Terlemek diyorsan bu bir fiildir.

: Terlemis insan

Ss: Eh-heh.

T: Communicating your ideas. Let’s talk about you. Do you have a pet?
S: Sometimes

S: A long time ago.

T: What kind of a pet?

S: Itis a dog.

T: Turhan, do you have a pet?

Ss: Pork

T: Eh-heh. Tolga, do you have a pet?

Tolga: Ne?

S: Hayvanin var mi?

T: Does it have a nickname?

Tolga: Sopa

T: Why? ((students talking)) Shh!

Tolga: Ayagindan ameliyat gegirdi. Ug dort giin algida durdu.
: Ok. Do you have a nickname? What about others? (5) Recep?
: 1 (.) Cedric

: Cedric

Yes.

Why?

DHOOAPAD A AN A0 A®

: What else? (5) | think you all have a nick name. But you don’t want to say.
: Chuckie.

: Chuckie. Who is he?

: Chuckie in the film.

: (X) Berkay’s nickname?

: K6t kedi var

: Bad cat

: Kim? ((a student raises his hand)) You? Why?
: Cok sinsi bir glllsu var.

: Baska nick name i olan var mi?

: Fanta

: Duymadim

: Fanta

: Ha Fanta. Evet ya benziyor.

4040 H40400d0a40 40400
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S: Eh-heh.

S: Hocam Samet bana port der mesela ben de ona kéti kedi derim mesela.
T: Why?

S: Hocam Sonerin de var mesela Bieber

Ss: Eh-heh.

T: Why?

S: They are (x) beyaz.

S: You?

T: 1 don’t have a nick name.

Ss: Eh-heh.

T: Ok. Do you have any special friend? Pet?

S: Special friend?

T: illa insan olmak zoruna degil.

S: insan olmak zoruna degil.

T: Your best friend is your special friend?

S: Yes. ((talking))

T: Mustafa? MUSTAFA? Do you have a special friend?

Mustafa: Dead

T: Why?

S:

Ss: Eh-heh

T: Neden guliyorsunuz? Her seyi alay konusu yapmaniz hos degil.
S: Ben saka yaptim ama arkadas alindi galiba.

T: herkes her sakayi kaldiramayabilir. insanlari tanimadan saka yapmayin.
S: Cok da alingan olmamak lazim.

END OF THE LESSON

RAW DATA INDEX
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3477
3478
3479
3480
3481
3482
3483
3484
3485
3486
3487
3488
3489
3490
3491
3492

10. 04. 2012

S: The classroom is ready with fourteen students ma’m.

T: lyi dersler.

S: Sagol.

T: Buyrun. Agladin m1? Goézlerin sismis.

S: Polen kagti hocam.

T: Batuhan? Kafamizi kaldiriyoruz. Beden egitiminden ¢iktiniz ama ben ders
islemek zorundayim. 18’l islemis miydik?

Ss: Evet.

T: Tamam. (10) Evet. 283’0 agalim. Sinavimiz nereye kadardi bizim?
Ss: 25. 16. Uniteye kadar.

T: 257 Pazartesi de ders isleyemeyecegiz.

S: Neden?

T: Haftaya da isleyemeyecegiz. Oblr ders de ders igleyecegiz. Gerisi de
sinav haftasi.

S: 19. Unite biter mi?

S: Biter.

279



3493
3494
3495
3496
3497
3498
3499
3500
3501
3502
3503
3504
3505
3506
3507
3508
3509
3510
3511
3512
3513
3514
3515
3516
3517
3518
3519
3520
3521
3522
3523
3524
3525
3526
3527
3528
3529
3530
3531
3532
3533
3534
3535
3536
3537
3538
3539
3540
3541
3542
3543
3544
3545
3546
3547
3548
3549

T: ingallah. Evet. Gegen (x) Pazartesi glinii topic den bahsediyorduk. Ne
yapiyorduk? He * diyorduk. Ne oluyordu? (3) Verdigi anlam ne oluyordu?
S: Isim oluyordu?

T: Isim oluyordu da verdigi anlam ne oluyordu? Bu fillden meydana gelen
durum degil mi? ilk kelimemiz bakin orada invite

S: Invitation

T: Invitation. Bu ne olabilir? (3) invite neydi?

S: Davet.

T: Davet?

S: Etmek.

T: Etmek. Aferin ¢linkll 0 zaman invitation ne oluyor?

Ss: Davetiye.

T: Davet veya davetiye. Did Col. Cook invite you to his reception? Yes, the
invitation came in today’s mail. A lot of guests yes?

S: Konuk.

S: Ne?

T: HI? They’re going to hold the reception at the officer’s club. Hold?
Duzenlemek, yapmak, organize etmek anlaminda kullaniimis burada. Ee
wedding anniversary? (3) wedding?

: Evlilik

: Nikah.

: Evlilik. Anniversary?

: Yildéonama.

: Evet. Celebration da yine ayni to celebrate //

: Kutlamak.

Evet. Acin bakalim sayfa 285. (15) Senin kitabin nerede?

: Evet. What did Lt. Egger receive in the mail?

: Gegeyim mi?

Geg. Var mi cevap verebilecek bir zat-1 muhterem?

: Anlamadim.

: Neyi anlamadin? Soruda cevabi vermis fiil de var. Onemli olan oradaki
evabi bir yere yerlestirmek. (8) What ile neyi soruyor beyler?

: Fiili soruyor

: Ne degil mi? Ne yani cimlenin hangi 6égesini soruyor?

: Fiil

: Ne, kim

: =Nesne

: =Nesne yi soruyor degil mi? Parantez igin de de verdik cevabi. Nesnenin
yeri neredeydi?

S: Cumlenin

S: Yardimci fillden sonra degil mi?

T: Allahim simdi bayilacagim. Neydi bizim cliimle yapimiz? Neydi bizim
cimle yapimiz? Ozne sonra = fiil

S: =fiil

: sonra

: =Nesne

: =Nesne. Niye gulliyorsun?

*

A4 A40 A0 A0 Y

Q

00 dm

0=

: Nesi komik bunun? Evet bu durumda cevap nereye gelecek? Ozne ne?
YAPMAYIN YA BUNU OGRETTIGIME INANAMIYORUM YANI. Ozne

ne burada 6zne?

S: Invitation

S: Receive

T: Fiil ne?

S: Receive

T: Receive. Hangi tense ile kurulmus bu cimle?

S: Gecmis.
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T: Yani? CUimleyi kurmak i¢in once ne gerekiyor?
S: Invitation
T: Invitation. Who are the Cooks inviting? Pardon. What will the Cooks hold?

—~
~
N

: The //

: What will the Cooks hold? ikiyi yapiyoruz. What will the Cooks hold?
: The (x) reception

: Ozne ne beyler?

: The Cooks

The Cooks

Hold

Hold

: Reception

: Bak bakalim hangi zamanla yapilmig?

s: Will

E o zaman hold u nasil yapiyoruz?

The Cooks

Will

Will

Hold

Hold = reception

: =Reception

Bu kadar. Who are the Cooks inviting?

: The Cook is (x) =are

The Cooks =are inviting

. Inviting [inviting]

: [In'vaitin]

: Guests [gaps]

: Yes. [gap] degil guests [gests]. Where will they have the reception?
: Hold the reception

: They will at //

: They will?

Hold

Hold =the reception

: =the reception

: Nerdeydi? Agin arkaya bakin.

: Neye bakiyoruz?

: The Officers’ Club.

The Officers’ Club. Evet. What will the Cooks celebrate? =The Cooks will
: =The Cooks will celebrate

: Celebrate

Ann (x)

: Anniversary. Evet. What did Lt. Egger offer to do?

: They offerto //

Offer

: To =slice

: = slice the cake. (5) Evet. Sayfa (x) 286’da

: Bir dakika

: Hold. (10) Burada anlami ne olabilir? ilkinde ne kullandik birinde?
Organize etmek anlamini kullandik. Bir de ayrica kapsamak, (x) icermek,
bulundurmak anlaminda kullandik.

S: Burada almak anlaminda

T: Evet burada bakin the glass three ounces demis. The glass holds three
ounces. Bu bardak Ug ons alir. Bu kova iki litre su alir.

S: Ounce?

T: Orada ons agirlik birimi. Evet. 287. Evet yine modal dan basetmis. Will ve
would. Will is often used in these situations. Offering to do something.
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Neymis will in kullanimi? (5) Offering to do something.

S: Offering to do something.

T: Evet. Offer neydi?

S: Teklif.

T: Teklif. Teklifte kullaniyormusuz. Agreeing to do something.

S: Bir seyler yapmak igin

T: Kabul etmekte kullaniyormuguz. Promising to do something. =s6z
vermekte

S: =s6z vermekte.

T: Okuyoruz simdi. George will help you today. I'll help you tomorrow. Bugln
sana George yardim edecek yarin ben sana yardim edecegim. Burada ne
var? Offering mi, agreeing mi, promising mi?

S: Promising.

T: Evet burada promising var. We'll have a party next Saturday. Would is a
polite way of saying what you want or what you want to do. Would da ne
yapiyorduk kibar isteklerimizi, ricalarimizi belirtirken kullaniyorduk degil mi?
Ozellikle ilk defa bulundugumuz ve resmiyet gerektiren ortamlarda
kullaniyorduk. I'd like some information about the hotel, please. Otel
hakkinda bilgi edinmek istiyorum. We’re having a party next weekend. Can
you come? Gelir misin? I'd love to. Evet, ¢ok isterim diyor. Bakalim
orneklere. Would you like to come to our party this Saturday night? Burada
ne var? Offer mi, agree mi?

S: Nerede hocam?

T: Asagidaki diyalogu okuyorum. Bir. Would you like to come to our //

S: Offer.

T: Offer. Yes, I'd love to. Who can we get to go with us? | think Alice would
go shopping with us.

S: Agree.

T: Evet burada da bizimle gelmeye //

S: Kabul etmek olabilir, offer olabilir.

T: Would da arzu etmek anlami var. Agreeing to do something. Something fiil
degil ki kabul etmek olsun.

: Offer.

: Evet arkada ki alistirmayi yapalim. Ozgiir? Evet bitti mi? Biri kim yapiyor?
: Ornekte ki gibi

Evet.

Wil (x) //

Ama dnce sorusunu sorsana

: Will you go dancing [dansin] //

: [deensin]

: [deensin] with me today? Cevabi yes, | will go dancing [dansin] //

: [deensin]

: [deensin] with you today.

: Evet. iki.

: Will you play tennis with me today? Yes, | will play tennis with you.

T: Evet. Ug. Eren?

Eren: Will you do homework with me today? Yes, | will do homework with
you.

T: Evet. DOrt? Evet. Ahmet?

Ahmet: Will you go out [out] to dinner with me today? Yes, (x) yes | will go
out [out] //

T: [avt]

Ahmet: [avt] to dinner with you.

T: Evet. Bes. Alptekin?

Alptekin: Will you take a walk [vor] with me today? Yes, | will take a walk
[vor] with you.

T: Alti? Evet Ozgiir?

DA AN A0 AN A0
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Ozglir: Will you play soccer [sikkir] with me today? Yes, | will play soccer
with you.

T: Evet. “Can” e bakiyoruz. Can’i bu zamana kadar hangi anlamlarda
kullandik?

S: Ability

T: Ability, bagka?

S: olabilir

T: Possibility glizel, bagka? Bir de request. Simdi yine burada possibility’den
bahsetmis. We can see the lake from the living room window. Oturma
odasinin penceresinden goll =gorebiliriz.

S: = gorebiliriz. You can walk to the library. It's very close. Yani buradan
kitiphaneye yurlyebilirsin, oldukga yakin. Close burada ne anlamda
kullaniimig?

=Yakin.

: =Yakin.

: Flying in an airplane can be dangerous.

: Ucakta ugmak tehlikelidir.

: Efendim?

: Ucakta ugmak tehlikeli =olabilir.

: =olabilir. Evet, bakiyoruz 6rneklere what can we do when Aunt Mary and
Uncle John come to visit? Burada olasilik soruyor degil mi? Alternatiflerimiz
neler? We can take them out to dinner.

S: Yemege gonderebiliriz.

T: Evet, onlari yemege gotirebiliriz. What can we buy Sam for his birthday?
Maybe we can buy him a bicycle. There’s a sale at the bike shop this week.
S: Belki bisiklet alabiliriz diyor

T: Evet. 290’a bakalim. Oradaki alistirmayi yapmaya g¢alisalim. (180) Bitti
mi? Bir tane yapip biraktiniz mi?

S: Yok.

T: Ha bir tane yapip biraktiniz yani? Evet baglayalim, bir? What should we
do tonight?

S: We can go to a movie [muv] It's not //

T: [muv] mu?

S: izlemeyecekler mi?

T: Orada sana ne soruyor birde?

S: Bu gece ne yapacaksin diye bir sey soruyor.

T: Ne yapacaksin diye soruyor. Sen hayir diye cevap veriyorsun.

S: We can go to a movie. Good

T: Good mu?

S: Yani guzel o ylzden gidecegiz. Because da kullanabiliriz //

T: Tamam o zaman is | neden sonra kullaniyoruz? Ozne. Oznen ne?
S:0
T
S
T
S
T
S
T
(4

A nwd0ndwm

: We can go to a movie.
. Evet. Because it's good.
: Ok. Iki?
: No, no you can look on book.
> look at
: look at on the book
: phone book. Ok. Ug. Do you need any help changing that tire? (7) Evet?
) myself ne demek? ((the answer was given as “myself” in the
parenthesis))
S: Benim
S: Kendim
T: Benim demek degil. Kendim demek degil mi? O zaman burada ki cevap
ne olabilir?
Do you need any help changing that tire? Burada bir teklif var. Cevap ne
olur? Kabul etmek mi olur?
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:No

No evet.

: No, you need (x) yok

No? (3)

: You need

: Need kullanmak zorunda degilsin.

: No, you can’t

: No. Olmaz. Burada can diyorsa cevapta ne istiyor olabilir? Sana soruyor;
Tekerlegi degistirmek icin yardima ihtiyacin var mi diyor?

S: | can changed it //

T: Bir daha sdyler misin?

S: | can changed it myself.

T: | can change it myself. Changed degil. Is there a place to swim around
here? Ne olabilir?

S:No//

T: HI?

S: No.

T: E in the river demis.

S1: Burada diyor //

T: Yuzilebilecek bir yer var mi?

S: Var.

S: Evet.

T: Ne dersiniz?

S1: We can

T: Wecan?

S1: Swim in the river.

T: We can swim in the river. We need some (x) fresh air in here. (3) Ne
diyebiliriz? Temiz havaya ihtiyacimiz var diyor.

S:lcan//

T: Efendim?

S: | can open the window.

T: Evet. We can (x) | can open the window. What should we do at the picnic
(x) sorry what should we do at the picnic Sunday?

S: We can

S: We can play

T: We can?

S: play volleyball.

T: We can play volleyball. Ok. 292 Odev beyler. Ciinkii buradaki kelimeleri
calismaniz gerekiyor bu alistirmlari yapmaniz igin. Burada gérdugunuz
kelimeleri uygun yere yerlestirmeniz gerekiyor. Tamam? Carsamba bunun
Ustlinde duracagiz. Haftaya Carsamba kelimeleri biliyor oldugunuzdan emin
olmam lazim. Evet. Soracaginiz bir sey var mi? Anlasiimayan bir sey var mi?
Tekrar etmemi istediginiz bir yer var m1? Anladiniz mi peki, belki ona cevap
verirsiniz?

S: Evet. Part part

T: Efendim?

S: Part part

T: Part part anladiniz?

S: O kadar anladiysak iyi diyorsun? Evet sayfa 299. Repeat after me.
Barbecue

Ss: Barbecue.

T: Allahim enerjiye bak. Drop in

Ss: Drop in.

T: Have got

Ss: Have got.

T: Have over

Ss: Have over

-0 -H4n
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T: Miss

Ss: Miss

T: Help yourself

Ss: Help yourself

T: afraid

Ss: afraid

T: afterward

Ss: afterward

T: anywhere

Ss: anywhere

T: as

Ss: as

T: Before

Ss: Before

T: Fresh

Ss: Fresh

T: Inside

Ss: Inside

T: Nowhere

Ss: Nowhere

T: Outside

Ss: Outside

T: Kim o konusan ya?

T: Somewhere

Ss: Somewhere

T: Stale

Ss: Stale

T: Barbecue

Ss: Barbecue

T: Catsup

Ss: Catsup

T: Company

Ss: Company

T: Ketchup

Ss: Ketchup

T: Luncheon

Ss: Luncheon

T: Potato salad

Ss: Potato salad

T: Rain check

Ss: Rain check

T: Sauce

Ss: Sauce

: Catsup ile ketchup arasinda ki fark nasil?
Eh-heh.

: Yok yani nasil var mi?

: Olmaz m1? Ogrenirsin ileride.

: Niye iki tane var burada?

: Biri *

: Bakalim dylemiymis. Ogrenecegiz.
: (( talking to another student)) Ne?
: Bu arada Catsup ile ketchup ayni seymis. Burada yaziyor. Evet sayfa 301.
Kim okuyor? Clara and Clyde? Tamam Clara Mustafa. Sen Clara evet.
Mustafa: As | was shopping yesterday, | saw Mrs. Ad //
T: Adams

S: Adams inside the mall [mil].

T: Mall [mo:l].

0= —A0n-—n
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Mustafa: Mall [mo:l] She said she and her husband [husband] // are
expecting company next week.

T: [hazband]

S: [hazband] are expecting [ekspayting] //

T: [Ik'spektin]

S: [Ik'spektin] company next week we should have them over for dinner.
S: Who is their company [kumpani] ?

T: [kampani]. BEYLER

Mustafa: It's an old college friend [frind]. //

T: How? //

Mustafa: college friend [frend]. Remember [remembar] //

T: [n'membar]

Mustafa: Nell [nil]//

T: [nel]

Mustafa: [nel] from (x) eh-heh Ames ?

T: lowa?

Ss: Eh-heh.

S: Yes, | am afraid | do, and | won't tell you a lie and say | have missed
[misid] seeing her since she was here [her] before.

Mustafa: Well | suppose | could have a (x) luncheon [lungiyin] and have just
women ?

T: Guests

S: Guests. | could invite //

T: Nell, Mr. Adams //

T: Mrs. Adams

S: Mrs. Adams and the other [udir]//

T: [ndar]

S: [andar] women in my club.

T: Arkadaglar anlamiyorum arkadasinizin ne dedigini.

Mustafa: All right, | won’t make you come to my party this time. | (x) will give
you a rain [rayn] check //

T: [rein] check

Mustafa: Have you got [gut] (x) [got]

T: [got]

Mustafa: Adams’ number? | will call [kal] (x) =[ko:1] her right now.

T: = [ko:I]

S: Yes, it’s in the book net to the phone. And thanks for the rain check.
T: Evet diyalog neyle ilgili, ne varmis? Ne varmis? | suppose | could have a
luncheon and have just women guests.

Ss : Ogle yemegi varmis.

T: Evet. True false yapiyoruz. Clyde went to the shopping mall.

S: True.

S: False.

S: True.

Ss: False.

T: Yes, false. Clinki | saw Mrs. Adams inside the mall. Bu kimin cliimlesi?
S: Clara

T: Clara’nin cimlesi degil mi? O ytzden false. Clara saw Mrs. Adams while
she was shopping.

Ss: True.

: Clara wants to invite the Adamses and their company to dinner.

: True.

: False.

Hi?

: True.

: Clara remembers Nell Little.

: False.

w0 n-
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3892  S:True.

3893 T: True. That's right. A luncheon is a party at noon.
3894  S: True.

3895 S: False.

3896  S: True.

3897  T: True. Clara wants to see Nell Little again.

3898  S: True.

3899 S: False.

3900 T: True. Nell is an old school friend of Mrs. Adams.
3901 S: True.

3902 S: False.

3903 T: False. Cunkl kimin arkadasi?

3904 S:Klip

3905 T: Klip mi? Ne klibu? Cylde won’t have to come to luncheon.
3906 S: False.

3907 Ss: Eh-heh.

3908 T: Evet 303'de (x) 6deviniz. 302'de bir kisim var. Bunu goérdiiniiz mi? Onun
3909  oldugu ikinci cimleyi okuyorum. Please, help yourself to some pie, Harvey. |
3910 am going to go inside and get some ice-cream, too. Help yourself.

3911 S: Dondurma alacakmis.

3912 T: Hi. Sen katil, keyfine bak, rahat ol.

3913  S: Yourself kendine mi?

3914 T: Efendim?

3915 S: Yourself kendine mi?

3916 T: Kendi kendine.

3917  S: Burada ne demek o zaman?

3918 T: Git kendine bir parga kek al, takil yani.

3919 S: Ders te de olur o zaman

3920 T: Tabii arada ben sana oyle diyecegim. Aramizdaki samimiyet bu boyuta

3921  vardi yani.

END OF THE LESSON

RAW DATA INDEX

FIRST LESSON RECORD ANALYSIS- LOW INTERMEDIATE CLASS
Teacher: Teacher E

Subject: -ly suffix, vocabulary

Course Book: Non-Intensive American Language Course Volume 4
Time: 14.30-15.20

25.04.2012
3922 T: Thank you. Sit down. Oh! Too many absent students. | have to write them
3923  all. (20)
3924  There is a chess tournament over there. Did you see it?
3925 S:Yes.

3926 T: Lots of students from different schools. They are playing chess.

3927  S: Until three

3928 T Yes. | saw one of the students Kaan Orug. He is playing now.

3929  S: Cok sessizler.

3930 T: They have to concentrate. You must be quiet.

3931  S:Sireli. .........

3932 T: Page three hundred fifty seven. Three hundred fifty seven. Three hundred
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fifty seven. How is my pulse? It’s a little fast. Here. Ten questions, ten
answers, match them please.

S: In the?

T: Please.

S: Exam?

T: We will talk about it. Until Monday, we have time. We’'ll do revision,
exercises. (( 5 minutes)) Ok. Let’s try them one by one. Yes?

: Where do | sign in?

: Sign in.

: In the book on the front desk.

: Wrong.

: Wrong?

: Yes, wrong. Bence

: What did you do Orhan?

: Where do | sign in diyor o da diyor ki in the book on the front desk.
Orhan: Hayir. Bence g olacak.

S: Ne olacak?

Orhan: G

S: Bende i yaptim ama.

T: Muhsin you’re correct. In the book on the front desk. Sign in in the book.
Number two yes?

S: How many aspirins should | take? C. It's much too high.

S: j degil mi?

S: Hayir.

S: No more than two tablets //

Ss: No more than two tablets every four hours.

T: Yes. No more than two tablets every four hours. Too high (.) Too high?
S: Bir sey yuksek

T: Look how many aspirins? No diye cevap veremezsiniz. Bir, iki, Gg //
S: Sayi ile cevap veririz

T: No yada yes ile cevap verilen bir soruya do you, did you diye soru sormak
gerekir ya. Number three, ismail?

ismail: Where should | sit? Please have a seat in the living room.

: Three?

: Four

Four?

: Has the doctor seen your (x) knee? B.

B?

: Ha. No, he hasn’t examined it.

: Has the doctor seen your knee? What does see mean?

: Doktora gériinmek

: Muayene etmek.

: Hihi. Bakmak. Five, yes Erdem?

Erdem: Are you allergic to penicillin? (x) Yes, it makes me sick.

T: Yes, it makes me sick. Muhammed?

Muhammed: How is pulse? It’s a little fast.

T: That’s right. Number seven? Yes, Orhan?

Orhan: How is my blood pressure? It's much too high.

T: Hah. Be careful. Blood pressure is high. Pulse is //

S: Fast.

T: Fast. Hah. Number eight, yes Kadir?

Kadir: What kind of medicine are you taking? | am not taking any (x) medication.
T: Medication. Medication medicine same. Good.

S: Eight?

T: Eight is (x) e. Number nine, Murat?

w004 00n-dm
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3988  Murat: Where are my medical records [rI'’ko:rds]?

3989 T:[rekerds]

3990 S:[rekards] The doctor is reading them now.

3991  S:whatis record?

3992  T: Murat what is record?

3993  Murat: Benim kaydimi medical kaydimi yaptirdin mi diyor.

3994  T: Where, where

3995  Murat: Doktor diyor

3996 T: Reading

3997  Murat:

3998 T: Reading

3999  Murat: Okuyor, bakiyor gibi bir sey diyor.

4000 T: Yes. And the last one? Yes?

4001 S: What'’s your social security number? Social security number ek oluyor it's
4002 11122

4003  3333.

4004 T: Yes, very good. 359. This is the last subject in the exam. You'll see it.
4005 Look. Does

4006 John take aspirin everyday? Everyday?

4007  S: Hergin.

4008 S: Her glin aspirin aliyor mu?

4009 T: Does John take aspirin daily.

4010 S: Gunlik demek.

4011  T: Hah. Daily milk.

4012  S: Gunlik sut.

4013  T: Daily news.

4014  S: Daily egg.

4015 T: Yes. Day daily. Bob reads the newspaper everyday. Himm. Yes,

4016  Muhammed?

4017 Muhammed: Bob reads the newspaper daily.

4018  T: Daily.

4019  S: Hocam number one.

4020 T: Ohlam sorry. Yes, Aziz?

4021  Aziz: | take my medication nightly.

4022  T: Every night?

4023  S: Nightly.

4024  T: Nightly. Number four then (x) no number three. Three, yes, Ramazan?
4025 Ramazan: We take a break hourly [haurli]

4026  T: [averli] Every hour hourly.

4027  S:[haurl]

4028  Ss: Eh-heh.

4029 T: What. Who said that? [averl]. [haurli] no [averl]. Yes?
4030 S: Do you get the Dental News every month? Do you get the Dental News
4031 monthly?

4032  T: Montly, very good. Dental News?

4033 S: Magazine.

4034 T: Yes. Kind of. * | get paid every week.

4035  Ss: Weekly.

4036  S: | get paid weekly.

4037  T: Right. Number six? Yes?

4038 S: They take a vacation yearly.

4039 T: Yearly. Every year yearly. Yes, Hulusi?

4040  Hulusi: Do they check your blood pressure daily?

4041 T: Good. And the last one? And the Oscar goes to

4042  Hulusi: Sansli kisi
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4043 T: GeldiMurat.

4044  GeldiMurat: Most people pay their rent every month. Most people pay their
4045 rent monthly.

4046  T: Monthly, very good. Be careful there is something different here. ((Writes
4047 on the board)) He gets check up every year. He gets check up

4048  Ss: Yearly.

4049 T: Yearly. Be careful. This is also correct. He gets //

4050 S: Yearly check up.

4051 T: Hah. Good. Adjective

4052 S: Adverb, adjective.

4053 T: In English every year here ((points to the word on the board)) every year
4054 he gets check up. He gets check up every year. This is adverb. But he gets
4055 check up yearly. He gets check up yearly. Bakin check up bir isim ve bu
4056  bunu niteliyor. Yillik check up.

4057  Yearly check up. Ok?

4058 S:*

4059 T: No,no, no. This is every year. Yearly. How often do you have duty?
4060 S: Gorev?

4061 T: Haha.

4062  S: 1 get montly.

4063 T: Hah.

4064 S: Once a month.

4065 T: You have duty monthly.
4066 S: Weekly.

4067  T: Weekly. Haha.

4068 S: Sometimes yearly.

4069  Ss: Eh-heh.

4070 T: Simdi. Which one?

4071 Murat: Check up

4072 T: Look every year means =yearly.

4073  S: =yearly.

4074  T: Her yil. Yillik. Check up’ini yillik yaptirir yada yillik check up yaptirir.
4075  Burada sifat olarak kullanildidi igin yillik check up. Her yil check up yaptirir.
4076 Her yil check up yaptirir dedigimde orada ki zaman zarfi dolayisiyla ciimlenin
4077  sonunda yer aliyor.

4078 S:Ha.

4079 T: Sifat olarak da kullaniyorum. iste yillik check up, yillik kitap gibi. Farkli
4080  vyani. Bunu her iki yerde de kullaniyorum. Ama bu ya basta ya sonda.

4081 Sinavda ne yapacak

4082  size; He gets check up every year //

4083  Ss: Altina yearly.

4084  T: Yes. Let’s talk about next week because | don’t remember very well.
4085 Gentlemen there is something important here. Page (x) homework text
4086 S: Yes, page?

4087  T: Important

4088 S: Page?

4089 T: 123. Share your book, please. 123,124. Bunu yapin gizel sorular var.
4090 ((Walks around the class)) Haftaya basliyor sinavlar. 24-25 sinav haftasinda
4091  goruldiugua icin mesul degilsiniz.

4092  S: Buraya kadar mi?

4093 T: Evet buraya kadar.

4094 S: Kagtan kagaymis?

4095 T:23.

4096 S: 24. konuya kadar.

4097  Ss: ((talking))
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4098
4099
4100
4101
4102
4103
4104
4105
4106
4107
4108
4109
4110
4111
4112
4113
4114
4115
4116
4117
4118
4119
4120
4121
4122
4123
4124
4125
4126
4127
4128
4129
4130
4131
4132
4133
4134
4135
4136
4137
4138
4139
4140
4141
4142
4143
4144
4145
4146
4147
4148
4149
4150
4151
4152

T: Hayir, en bastan tekrar etmem, anlamadiginiz bir konu varsa sorarsiniz,
anlatirim.

S: 15 de var mi?

S: Dahil.

S: Toplamda sekiz konu.

S: Vay.

S

T: Number one, yes.

S: John and his wife blab la his trip.

Ss: Eh-heh.

S: They will go another time. Post (x) postponed [postponid]

T: [pavst'pavned] This is important.

S: Ne demek postpone?

S: (x) beklemek, bir stire geg¢ kalmak.

S: Ertelemek.

T: Yes, Orhan?

Orhan: My son earned[3:rnid] ten dollars yesterday. He cut our neighbor’s
grass. Din benim gocugum diyor //

S: Turkgeye cevirme

Orhan: komsunun gimlerini kesmis diyor

T: Hihi. Earn. Yes?

S: Bill and his brother are going to travel abroad. They applied [epleyd] for
passports.

S: applied [epleyd] ?

S: Pasaport igin bagvurmuslar.

T: [e'plai] Bu da 6nemli. Yes?

S: A dead [did] dog was in the street. A car hit it.

T: A?

Ss: Eh-heh.

S: Olii olacak hocam.

S: Dead [ded]

T: [ded]

S: [ded]

T: [ded]. Altinci his’'te vardi. | see dead people.

S: Olii adamlar gériiyorum.

S: Bob and Mary took a lot of photographs during their trip to Africa.
T: Yes. Good. Murat?

Murat: | dead that the window was open.

T:17?

Murat: | dead that the window was open dedim.

T: Hihi.

S: Noticed

T: Hah.

Murat: Farketmek.

T: Realize.

S: Pencerenin agik oldugunu farkina vardim. Number seven, yes?
S: A birth [birti] certificate [sertificati] is a (.) document.

T: Document. Good. A birth [ba:re] certificate [sar'tifekit] is a document.
S: Dokiiman.

T: Erdem?

Erdem: Frank traveled from Europe to South America. He went abroad.
S: Yurtdisl.

T: Good, abroad. Number nine?

S: Abroad?

T: Abroad, foreign country.
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4153  S: Burada da foreign var.

4154  T: Hu. Be careful gentlemen, number eight.

4155  S: Eight?

4156  T: Hihi. Frank traveled from Europe to South America. He went abroad.
4157  S: Abroad

4158  S: Yurtdisl.

4159  T: Hih. He went to a foreign country. Foreign country.

4160 S: Farkl.

4161  T: Hihi farkli. Yabanci demek. He is a foreigner.

4162  Ss: Yabanci.

4163  T: Bu sifat olarak kullaniliyor, o ylizden yabanci iilke demen lazim.
4164  S: Anladim.

4165 S: To’dan sonra//

4166 S: Yapayim mi?

4167  T: Hihi

4168 S: O zaman cevap he went to foreign.

4169 T:A. No.

4170  S: Orada country olsaydi foreign olacakti.

4171  T: Foreign yabanci demek. Ama he is a foreign diyemezsiniz. He went to a

4172  foreign country olurdu. Foreign bir sifat. Yabanci lilke, yabanci yemek.
4173  Murat: Diger kelimelerle kullaniliyor.

4174 T:Aa/l

4175  S: Burada farki ne?

4176  T: A Russian is a foreigner. Stranger is again coming from another country or
4177  if you're coming from Kars you’re a stranger here. Ok, yes? Ayrica konuya
4178  Fransiz kalmak iginde sdyleniyor. Number nine? Birbirini tanimayan

4179 insanlara da stranger diyoruz.

4180  S: That stamp isn’t very common. In fact, it is very unusual [anusual].
4181  T: unusual [aAn'ju:3u:al].

4182  S:unusual [an'ju:3u:al].

4183  T: Usual ne?

4184  Ss: Olagan.

4185  T: Unusual ne?

4186  Ss: Olagandisi, anormal.

4187 T: Ramazan?

4188 Ramazan: Fred and Betty got married yesterday. They’re on their

4189  honeymoon.

4190 T: Honeymoon.

4191 Ss: Balay.

4192  S: Reason?

4193  T: Sebeb.

4194  S: Luncheon?

4195 T: Yemek

4196  S: Honeymoon degil mi?

4197  T: Yes.

4198  S: Firlatmak anlamina da gelmiyor mu?

4199  T: Launch [l1o:nt]] o [I9:nt[]. Farkl yaziliyor o. Béyle yaziliyor. ((Writes on the

4200 board))

4201  S: Lunch [lung] farkli.

4202  T: Launch [lo:nt]] and lunch [Iantf]. The missile is launched. Atildi.
4203 S: Atis yapildi.

4204 S: Frank had a good reason for being late. He had a flat tire.

4205 T: Very good. Reason, iyi bir sebebi varmis. Good the last one? Yes
4206 Muhammed?

4207 Muhammed: Each of us has only one life so we should try to enjoy it.
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4208
4209
4210
4211
4212
4213
4214
4215
4216
4217
4218

T: Muhammed in Turkish what does it say?
S: Ne demek?

Muhammed: Bir dakika.

Ss: ((discussing about the question))

: Eglenin diyor.

: DUnyaya bir kez gelirsin patlat diyor.

: Each of us her birimizin bir hayati var bu ylizden
: Eglenin.

: Not alin bunlari.

: Notebook

: Ok. Lesson is finished.

2 R N R N N )]

END OF THE LESSON
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APPENDIX 2

Learner Questionnaire

Liitfen adinizi yaziniz.

Kesinlikle
katiliyorum

Katiliyorum

Kararsizim

Katiimiyorum

Kesinlikle
katilmiyorum

1. ingilizce dersini seviyorum.

2. Ingilizce dersinde konugurken
yanliglar yapiyorum.

3. Yanhslarim daha gok
dilbilgisinden kaynaklaniyor.

4. Daha ¢ok sozcik segiminde
yanlig yaparim.

5. Yanhslarim daha gok
telaffuzumla ilgili.

6. Yanls yapsam da kargimdaki
kisiye istedigimi anlatabiliyorum.

7. Yanhs yaptigim zaman
karsimdaki kisinin soyledigimi
anlamadigini distniyorum.

8. Bence 6gretmenim dilbilgisi ile
ilgili yanhislarimi diizeltmeli.

9. Bence 6gretmenim sozciik
segiminde yaptigim yanhslari
dizeltmeli.

10. Bence 6gretmenim anlatmaya
calistigim fikirlerin bGtinlGluga ile
ilgili yanliglarimi diizeltmeli.

11.Bence 6gretmenim fikirlerimi
aktaramadigim zaman yanliglarimi
diizeltmeli.

12. Bence 6gretmenim
telaffuzumla ilgili yanhslarimi
diizeltmeli.

13. Yanlislarimi 6gretmenim
diizeltmeli.

14. Yanhglarimi ben duzeltmeliyim.

15. Yanhslarimin sinif
arkadaslarim tarafindan
dizeltiimesinden rahatsiz olmam.

16. Yanhslarimi sinif arkadaslarim
dizeltirse rahatsiz olurum.

17.Yanhs yaptigim zaman
o6gretmenim benim dizeltmem igin
bekler.

18. Yanliglarim hemen duzeltiimeli.

19. Yanlislarim ben konusmami
bitirince duzeltilmeli.

20. Yanliglarim hi¢ dizeltiimemeli.

21. Yanlis yaptigimi fark ettigimde
dizeltmeye galigiyorum.

22. Yanhs yaptigimi fark ettigimde
bunu énemsemiyorum.

23. Yanhs yaptigimi fark ettigimde
o6gretmenime sorarim.

24. Yanhslanim dizeltildiginde
utanirm.

25. Yanhslarim dizeltildiginde
rahatsiz olmam.

26. Yanliglarin diizeltiimesi
gereklidir.

27. Yanliglarin diizeltiimesi gerekli
degildir.

28. Yanliglarin her zaman
dizeltiimesi gerekmez.

29. Yanlis duzeltimi ile ilgili
6gretmenim benim tercihlerimi goz
6niinde bulundurur.
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30. Yanliglarim diizeltilince hata
yaptigim yeri daha iyi anlarim.

31. Bazen yanliglarimin fazla
dizeltildigini digtniyorum.

32. Dil diizeyim ilerledikge
hatalarim gogaliyor.

33. Dil seviyem ilerledikge
6gretmenimin yanliglarimi
dlzeltme sekli degisiyor.

34. Ogretmenim bana agik bir
sekilde yanlis yaptigimi séyledigi
zaman hatami daha iyi anliyorum.

35. Dil diizeyim ilerledikge
hatalarim azaliyor.

36. Ogretmenimin yanlis yaptigim
zaman vicut dili ve/veya ses
tonunu degistirerek bana bir hata
yaptigimi belirtir.

37. Yanliglarim diizeltilirken bana
direk olarak nerede hata
yaptigimin séylenmesini isterim.

38. Ogretmenim bana agik bir
sekilde yanls yaptigimi sdylemesi
gerekmiyor. Ogretmenimin ses
tonu ve/veya viicut dilinden yanlis
yaptigimi anliyorum.

39. Ogrenmenin yollarindan biri de
yanlis yapmaktir.

40. Ogretmenim yaptigim her
yanligi diizeltir.

41. Ogretmenim bir arkadasimin
hatasini diizeltirken onu dikkatle
dinlerim.

42. Ogretmenimin hatalarimi
diizeltme seklinden memnunum.

ingilizce dersinde konusurken su hatayi yaptiginizi diisiiniin:

“Was you in istanbul yesterday?”

Asagida 6gretmeninizin size verebilecegi karsiliklar rnek seklinde verilmistir. Hangi cevabi tercih edersiniz?

Cok iyi

lyi

lyi degil

Kétii

1. “Hmmmmmmm.”

2. “Were you in istanbul yesterday.”

3. “you ile were kullanilir.”

4. “you ile hangisini kullaniyoruz?” (diger 6grencilere

sorar)

5. “Repeat please.”

6. “Be careful in simple past tense we use “were” with the
subject “you™

7. “Yes, | was in Istanbul yesterday.” (Onemsemez)

8. No.

9. Eh-heh. (Giiler)

10. “Was you in istanbul?” (Yanlisa vurgu yapar)

11. Bence sen yanlis biliyorsun.

12. Are you sure?

295




APPENDIX 3

Teacher Questionnaire

QUESTIONMAIRE-ON-THE-PREFERENCES-OF TEACHER S IN-ERROR-CORRECTION

This-questionnaire-was-prepared-to
gather-information-about-your
preferences-on-error-correction.
Please-read-and-mark the-
expression-which-reflects-your
teaching.
Please-write-your-name.-Thank
you.

Strongly
Disagreeo

Disagreen

Neither
Agree-nor
Digag reeo

Agreeo

Strongly
Agreeo

1.-An-error-occurs-as-a-result-of:
incompetence-or{ack-of-knowledge
in-earners-interlanguage.

2.-A-mistake-is-a-slip-oftongue-or
unsuccessful-predicion.

3.-Errors-are-part-ofthe-students’
learning-strateqy.

4 -Errors-are-important-because|
can-learn-how-farthe-student-has
progressed.

b.-Errar-correctiondis-an-important
part-of-my-teaching-process.

8.-t-is-importantto-me-that-my
students-have-as few-errors-as
possible.

7.-Correction-means-helping
students to-become-mare-accurate
intheir-use-oflanguage.

8.--prefer-correcting-errorsdin
grammar-{verb

tenses, “subjectiverb-agreement,
article-use)™

8 --prefer-correcting-errors-n-
vocabulary-choice-(inappropriate-
usage-ete.).

10.--prefer-correcting-errors-on-the-
ideas-expressed.

11.-|-prefer-correcting-errors that
hinder-communication.

12.-|-carrect-errors -about-
inappropriate-use-oflanguage.

(5hle.etc.)

13.--prefer-correcting
pronunciation-errors.

14.-|-prefer-correcting-errors that
occurfrequently.

15.--prefer-not-corecting-errors-if
thefocus-isonfluency-unlessthey
affectthe-communication.

16.-While-correcting-|-prefer
garrecting the-studentimmediately.

17.-|-believe-corrective-feedback is
helpful.

18.-While-correcting--prefer
correcting-afterthe-learner-finishes
the-sentence.

18.-While-correcting-|-prefer-waiting
to-see-whetherthe-learner-could
self-correct.
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20.While-correcting-l-prefer-
delayed-correction-(atthe-end-of-
exercise-orthe-lesson).

21.An-my-classroom-l-do the-
correction-most-ofthetime.

22.In-my-classroom-l-encourage
peer-correction.

23.--believe-students -pick-up-
errars-from-each-other.

24 -|-provide-learners-with-enough-
waitingtime-for-self-correction.

25.-In-my-classroom-students-are-
ableto-correctthemselves.

268.-use-different-correction
techniques-indifferent-levels-of
proficiency.

27.-|-prefer-more-explicit-carrection.

28.-|-prefer-metalinguistic-
explanation-(Metalinguistc
feedback-is-whentheteacher-gives
the-grammar-explanation
concerning-the-mistake).

28.-|-prefer-providing the-correct
farm.

30 I-prefer-recast-{reformulation-of-
the-incorrect-utterance-without-
drawing-attention-to-form)

31.-l-preferto-emphasize-on-the-
incorrect-utterance.

32 -|-prefer-elicitation-(helping the-
learnertofind-the-incorrect-
utterance).

33.-|-prefer-using-gestures-in-
correcting-errars.

34.-|-prefer-explict-correcion-in-
beginnerlevels.

35 |-prefer-implict-comection-in-
beginnerlevels.

38.-|-prefer-explict-correcion-in-
advanceddevels.

37 --preferimplict-comection-in-
advanced{evels.

35.-1-know-my-students’
preferences for-error-comection.

358 -consider-my-students™
preferences for-error-comection.

40 While-correcting the-students-|-
indicate-there-is-a-mistake-but-do-
notprovide-any further
infarmatian.

41, ‘While-correcting the-students-|-
indicate-what-is-wrong-and-provide-
a-madel.

42 ‘While-correcting the-students-|-
indicate-what-is-wrong-and-elicit-an-
acceptable-version-from-the-
learner.
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43 -|-believe-my-students-prefer-
immediate-correction.

44 -|-believe-my-students- prefer-
delayed-correction.

45 - believe my-students-prefer-not-

being-corrected.

46 - believe-my-students-do-not-
have-clear-ideas-about-correction.

47 -I-consider-affective factors:
while-correcting-students-(anxiety -
embarrassment, -efc.)
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APPENDIX 4
Questionnaire Results of Learners

2. ingilizce dersinde konusurken yanliglar yapiyorum.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 1 ,8 1,0 1,0
katilmiyorum
Katilmiyorum 5 4,0 5,2 6,2
Kararsizim 11 8,7 11,3 17,5
Katiliyorum 57 45,2 58,8 76,3
Kesinlikle 23 18,3 23,7 100,0
Katiliyorum

Total 97 77,0 100,0

Missing System 29 23,0

Total 126 100,0

LOW- INTERMEDIATE

Frequency |Percent Valid Cumulative
Percent Percent

Valid Kesinlikle 1 1,1 1,1 1,1
katiimiyorum
Katilmiyorum |5 5,3 5,4 6,5
Kararsizim 6 6,3 6,5 12,9
Katiliyorum 51 53,7 54,8 67,7
Kesinlikle 30 31,6 32,3 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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3. Yanlislarim daha ¢ok dilbilgisinden kaynaklaniyor.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
Valid Kesinlikle 4 3,2 4,2 4,2
katiimiyorum
Katilmiyorum 22 17,5 22,9 27,1
Kararsizim 23 18,3 24,0 51,0
Katiliyorum |32 25,4 33,3 84,4
Kesinlikle 15 11,9 15,6 100,0
Katiliyorum
Total 96 76,2 100,0
Missing System 30 23,8
Total 126 100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent  |Percent
\Valid Kesinlikle 14 14,7 15,2 15,2
katilmiyorum
Katilmiyorum 21 22,1 22,8 38,0
Kararsizim 43 45,3 46,7 84,8
Katiliyorum 14 14,7 15,2 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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4. Daha ¢ok sdzcuk sec¢iminde yanlis yaparim.

BEGINNER
Frequen |Percent \Valid Cumulative
cy Percent Percent
Valid Kesinlikle 6 4,8 4,8 4.8
katilmiyorum
Katilmiyorum 30 23,8 24,0 28,8
Kararsizim 33 26,2 26,4 55,2
Katiliyorum 45 35,7 36,0 91,2
Kesinlikle 1 8,7 8,8 100,0
Katiliyorum
Total 125 99,2 100,0
Missing System 1 ,8
Total 126 100,0
LOW-INTERMEDIATE
Frequency |Percent Valid Cumulative
Percent Percent
Valid Kesinlikle 2 2,1 2,2 2,2
katilmiyorum
Katilmiyorum |30 31,6 32,6 34,8
Kararsizim 30 31,6 32,6 67,4
Katiliyorum 22 23,2 23,9 91,3
Kesinlikle 8 8,4 8,7 100,0
Katiliyorum
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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5. Yanliglarim daha ¢ok telaffuzumila ilgili.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent |Percent
\Valid [Kesinlikle 11 8,7 8,9 8,9
katilmiyorum
Katilmiyorum 24 19,0 19,5 28,5
Kararsizim 19 15,1 15,4 43,9
Katiliyorum 42 33,3 34,1 78,0
Kesinlikle 27 21,4 22,0 100,0
Katiliyorum
Total 123 97,6 100,0
Missing System 3 2,4
Total 126 100,0
LOW-INTERMEDIATE
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 12 12,6 13,0 13,0
katilmiyorum
Katilmiyorum 27 28,4 29,3 42,4
Kararsizim 8 8,4 8,7 51,1
Katiliyorum 33 34,7 35,9 87,0
Kesinlikle 12 12,6 13,0 100,0
Katiliyorum
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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6. Yanlis yapsam da kargsimdaki kisiye istedigimi anlatabiliyorum.

BEGINNER
Frequency [Percent |Valid Cumulative
Percent Percent

\Valid Katiimiyorum 14 11,1 11,1 11,1
Kararsizim 35 27,8 27,8 38,9
Katiliyorum 48 38,1 38,1 77,0
Kesinlikle 29 23,0 23,0 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent |Percent

Valid Kesinlikle 1 11 1,1 1,1
katilmiyorum
Katilmiyorum 5 5,3 5,4 6,5
Kararsizim 23 24,2 25,0 31,5
Katiliyorum 42 44 2 45,7 77,2
Kesinlikle 21 22,1 22,8 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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7. Yanlis yaptigim zaman karsimdaki kisinin séyledigimi anlamadigini distntyorum.

BEGINNER
Frequency [Percent |Valid Cumulative
Percent Percent
\Valid Kesinlikle 9 7,1 7,1 7,1
katilmiyorum
Katilmiyorum [37 29,4 29,4 36,5
Kararsizim 45 35,7 35,7 72,2
Katiyorum |27 21,4 21,4 93,7
Kesinlikle 8 6,3 6,3 100,0
Katiliyorum
Total 126 100,0 [100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent |Percent
Valid [Kesinlikle 12 12,6 12,9 12,9
katilmiyorum
Katilmiyorum (30 31,6 32,3 45,2
Kararsizim 32 33,7 34,4 79,6
Katiliyorum 16 16,8 17,2 96,8
Kesinlikle 3 3,2 3,2 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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8. Bence 6gretmenim dilbilgisi ile ilgili yanlislarimi dizeltmeli.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent
Valid [Kesinlikle 5 4.0 4,0 4,0
katilmiyorum
Katilmiyorum 18 14,3 14,3 18,3
Kararsizim 33 26,2 26,2 44 .4
Katiliyorum 49 38,9 38,9 83,3
Kesinlikle 21 16,7 16,7 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent Percent
Valid [Kesinlikle 1 1,1 1,1 1,1
katilmiyorum
Katilmiyorum 10 10,5 10,8 11,8
Kararsizim 18 18,9 19,4 31,2
Katiliyorum 42 44 2 45,2 76,3
Kesinlikle 22 23,2 23,7 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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9. Bence 6gretmenim sbzclk seciminde yaptigim yanhglari dizeltmeli.

BEGINNER
Frequency [Percent |Valid Cumulative
Percent Percent
\Valid [Kesinlikle 4 3,2 3,3 3,3
katiimiyorum
Katilmiyorum 15 11,9 12,2 15,4
Kararsizim 22 17,5 17,9 33,3
Katiliyorum 59 46,8 48,0 81,3
Kesinlikle 23 18,3 18,7 100,0
Katiliyorum
Total 123 97,6 100,0
Missing System 3 2,4
Total 126 100,0
LOW-INTERMEDIATE
Frequency |Percent |Valid Cumulative
Percent  |Percent
\Valid Kesinlikle 2 2,1 2,2 2,2
katiimiyorum
Katilmiyorum |9 9,5 9,8 12,0
Kararsizim 14 14,7 15,2 27,2
Katiliyorum 47 49,5 51,1 78,3
Kesinlikle 20 21,1 21,7 100,0
Katiliyorum
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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10. Bence 6gretmenim anlatmaya calistigim fikirlerin butGnlGlGga ile ilgili yanhslarimi

dizeltmeli.
BEGINNER
Frequency [Percent |Valid Cumulative
Percent Percent

\Valid [Kesinlikle 2 1,6 1,6 1,6
katilmiyorum
Katilmiyorum |16 12,7 12,8 14,4
Kararsizim 22 17,5 17,6 32,0
Katlliyorum |56 44.4 44,8 76,8
Kesinlikle 29 23,0 23,2 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent |Valid Cumulative
Percent |Percent

\Valid [Kesinlikle 2 2,1 2,2 2,2
katilmiyorum
Katilmiyorum [9 9,5 9,8 12,0
Kararsizim 16 16,8 17,4 29,3
Katiliyorum 50 52,6 54,3 83,7
Kesinlikle 15 15,8 16,3 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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11. Bence 6gretmenim fikirlerimi aktaramadidim zaman yanliglarimi dizeltmeli.

BEGINNER
Frequency [Percent |Valid Percent [Cumulative
Percent
\Valid Katilmiyorum |9 7.1 7,2 7,2
Kararsizim 13 10,3 10,4 17,6
Katiliyorum 70 55,6 56,0 73,6
Kesinlikle 33 26,2 26,4 100,0
Katiliyorum
Total 125 99,2 100,0
Missing System 1 .8
Total 126 100,0
LOW-INTERMEDIATE
Frequency [Percent |Valid Percent |[Cumulative
Percent
\Valid Kesinlikle 1 .8 .9 .9
katiimiyorum
Katilmiyorum |6 5,1 5,2 6,0
Kararsizim 12 10,2 10,3 16,4
Katiliyorum |73 61,9 62,9 79,3
Kesinlikle 24 20,3 20,7 100,0
Katiliyorum
Total 116 98,3 100,0
Missing System 2 1,7
Total 118 100,0
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12. Bence 6gretmenim telaffuzumla ilgili yanliglarimi dizeltmeli.

BEGINNER
Frequency [Percent |Valid PercentCumulative
Percent

Valid Kesinlikle 3 2,4 2,4 2,4
katilmiyorum
Katilmiyorum 10 7,9 8,0 10,4
Kararsizim 15 11,9 12,0 22,4
Katiliyorum 64 50,8 51,2 73,6
Kesinlikle 33 26,2 26,4 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 .8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 2 2,1 2,2 2,2
katilmiyorum
Katilmiyorum 8 8,4 8,6 10,8
Kararsizim 9 9,5 9,7 20,4
Katiliyorum 52 54,7 55,9 76,3
Kesinlikle 22 23,2 23,7 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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13. Yanliglarimi 6gretmenim duzeltmeli.

BEGINNER
Frequency |Percent |Valid Cumulative
Percent Percent

\Valid Kesinlikle 5 4,0 4,0 4,0
katilmiyorum
Katilmiyorum |10 7,9 8,0 12,0
Kararsizim 19 15,1 15,2 27,2
Katiliyorum |60 47,6 48,0 75,2
Kesinlikle 31 24,6 24,8 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 .8

Total 126 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 1 1,1 1,1 1,1
katilmiyorum
Katilmiyorum |9 9,5 9,8 10,9
Kararsizim 21 22,1 22,8 33,7
Katilyorum 46 48,4 50,0 83,7
Kesinlikle 15 15,8 16,3 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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14. Yanhslarimi ben dizeltmeliyim.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent |Percent

\Valid Kesinlikle 2 1,6 1,6 1,6
katilmiyorum
Katiilmiyorum |11 8,7 8,8 10,4
Kararsizim 15 11,9 12,0 22,4
Katilliyorum 56 44,4 44,8 67,2
Kesinlikle 41 32,5 32,8 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 .8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent |Valid Cumulative
Percent Percent

\Valid Kesinlikle 3 3,2 3,2 3,2
katilmiyorum
Katilmiyorum |8 8,4 8,6 11,8
Kararsizim 15 15,8 16,1 28,0
Katiliyorum 44 46,3 47,3 75,3
Kesinlikle 23 24,2 24,7 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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15. Yanlislarimin sinif arkadaslarim tarafindan dizeltiimesinden rahatsiz olmam.

BEGINNER
Frequency, Percent Valid Cumulative
Percent Percent
Valid Kesinlikle 7 5,6 5,6 5,6
katilmiyorum
Katiimiyorum 9 7,1 7,1 12,7
Kararsizim 17 13,5 13,5 26,2
Katiyorum 53 42,1 42,1 68,3
Kesinlikle 40 31,7 31,7 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency [Percent Valid Cumulative
Percent [Percent
\Valid Kesinlikle 7 7,4 7,5 7,5
katilmiyorum
Katiimiyorum 12 12,6 12,9 20,4
Kararsizim 9 9,5 9,7 30,1
Katiliyorum 47 49,5 50,5 80,6
Kesinlikle 18 18,9 19,4 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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16. Yanlislarimi sinif arkadaslarim dizeltirse rahatsiz olurum.

BEGINNER
Frequency [Percent \Valid PercentCumulative
Percent

\Valid Kesinlikle 33 26,2 26,6 26,6
katilmiyorum
Katilmiyorum [33 26,2 26,6 53,2
Kararsizim |18 14,3 14,5 67,7
Katilyorum |19 15,1 15,3 83,1
Kesinlikle 21 16,7 16,9 100,0
Katiliyorum

Total 124 98,4 100,0

Missing System 2 1,6

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid PercentCumulative
Percent

\Valid Kesinlikle 21 22,1 22,8 22,8
katiimiyorum
Katiimiyorum |41 43,2 44,6 67,4
Kararsizim 14 14,7 15,2 82,6
Katiliyorum 10 10,5 10,9 93,5
Kesinlikle 6 6,3 6,5 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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17. Yanhs yaptigim zaman 6gretmenim benim dizeltmem igin bekler.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 5 4,0 4.1 4,1
katilmiyorum
Katilmiyorum (17 13,5 13,8 17,9
Kararsizim 31 24,6 25,2 43,1
Katiyorum 39 31,0 31,7 74,8
Kesinlikle 31 24,6 25,2 100,0
Katiliyorum

Total 123 97,6 100,0

Missing System 3 2,4

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 1 1.1 1.1 1.1
katilmiyorum
Katilmiyorum [10 10,5 11,0 12,1
Kararsizim 14 14,7 15,4 27,5
Katiiyorum 55 57,9 60,4 87,9
Kesinlikle 1 11,6 12,1 100,0
Katiliyorum

Total 91 95,8 100,0

Missing System 4 4,2

Total 95 100,0
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18. Yanlislarim hemen duzeltiimeli.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 8 6,3 6,5 6,5
katilmiyorum
Katilmiyorum [17 13,5 13,7 20,2
Kararsizim 25 19,8 20,2 40,3
Katiliyorum 51 40,5 41,1 81,5
Kesinlikle 23 18,3 18,5 100,0
Katiliyorum

Total 124 98,4 100,0

Missing System 2 1,6

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 4 4,2 4,3 4,3
katilmiyorum
Katilmiyorum 20 21,1 21,5 25,8
Kararsizim 29 30,5 31,2 57,0
Katiliyorum |33 34,7 35,5 92,5
Kesinlikle 7 7,4 7,5 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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19. Yanlislarim ben konusmami bitirince dizeltiimeli.

BEGINNER
Frequency [Percent |Valid Percent [Cumulative
Percent
\Valid Kesinlikle 9 7,1 7,1 7,1
katiimiyorum
Katilmiyorum 25 19,8 19,8 27,0
Kararsizim 20 15,9 15,9 42,9
Katiliyorum 32 25,4 25,4 68,3
Kesinlikle 40 31,7 31,7 100,0
Katiliyorum
Total 126 100,0 [100,0
LOW-INTERMEDIATE
Frequency [Percent [Valid Cumulative
Percent Percent
\Valid Katilmiyorum |10 10,5 10,8 10,8
Kararsizim 11 11,6 11,8 22,6
Katiliyorum 53 55,8 57,0 79,6
Kesinlikle 19 20,0 20,4 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0

316



20. Yanlislarim hi¢ dizeltiimemeli.

BEGINNER
Frequency |Percent |Valid Cumulative
Percent Percent
Valid Kesinlikle 69 54,8 54,8 54,8
katilmiyorum
Katilmiyorum 22 17,5 17,5 72,2
Kararsizim 6 4.8 4,8 77,0
Katiliyorum 19 15,1 15,1 92,1
Kesinlikle 10 7,9 7,9 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 50 52,6 54,3 54,3
katilmiyorum
Katilmiyorum 36 37,9 39,1 93,5
Kararsizim {4 4,2 4.3 97,8
Katiliyorum 2 2,1 2,2 100,0
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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21. Yanhs yaptigimi fark ettigimde diizeltmeye ¢aligiyorum.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 3 2,4 2,4 2,4
katilmiyorum
Katilmiyorum 12 9,5 9,6 12,0
Kararsizim 8 6,3 6,4 18,4
Katiliyorum 45 35,7 36,0 54,4
Kesinlikle 57 45,2 45,6 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 1 1,1 1,1 1,1
katilmiyorum
Katilmiyorum 4 4,2 4,3 5,4
Kararsizim 3 3,2 3,2 8,6
Katiliyorum |57 60,0 61,3 69,9
Kesinlikle 28 29,5 30,1 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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22. Yanlig yaptigimi fark ettigimde bunu dnemsemiyorum.

BEGINNER
Frequency |Percent Valid Cumulative
Percent Percent

\Valid Kesinlikle 55 43,7 447 44,7
katilmiyorum
Katilmiyorum 28 22,2 22,8 67,5
Kararsizim 7 5,6 5,7 73,2
Katiliyorum 14 11,1 11,4 84,6
Kesinlikle 19 151 15,4 100,0
Katiliyorum

Total 123 97,6 100,0

Missing System 3 2,4

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 35 36,8 37,6 37,6
katilmiyorum
Katilmiyorum 43 45,3 46,2 83,9
Kararsizim 5 5,3 5,4 89,2
Katiliyorum 8 8,4 8,6 97,8
Kesinlikle 2 2,1 2,2 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0

319



23. Yanlis yaptigimi fark ettigimde 6gretmenime sorarim.

BEGINNER
Frequency |Percent Valid Cumulative
Percent Percent

\Valid Kesinlikle 26 20,6 20,8 20,8
katilmiyorum
Katilmiyorum 8 6,3 6,4 27,2
Kararsizim 8 6,3 6,4 33,6
Katiliyorum 51 40,5 40,8 74,4
Kesinlikle 32 25,4 25,6 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 .8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 3 3,2 3,2 3,2
katiimiyorum
Katilmiyorum ¢4 4,2 4,3 7,5
Kararsizim 7 7.4 7.5 15,1
Katiliyorum 51 53,7 54,8 69,9
Kesinlikle 28 29,5 30,1 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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24. Yanliglarim duzeltildiginde utanirim.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid [Kesinlikle 50 39,7 40,0 40,0
katilmiyorum
Katilmiyorum 36 28,6 28,8 68,8
Kararsizim 5 4,0 4,0 72,8
Katiliyorum 15 11,9 12,0 84,8
Kesinlikle 18 14,3 14,4 99,2
Katiliyorum

5 1 ,8 8 100,0

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

Valid [Kesinlikle 36 37,9 39,1 39,1
katilmiyorum
Katilmiyorum 40 42,1 43,5 82,6
Kararsizim 10 10,5 10,9 93,5
Katiliyorum 5 5,3 5,4 98,9
Kesinlikle 1 1,1 1,1 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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25. Yanliglarim duzeltildiginde rahatsiz olmam.

BEGINNER
Frequency |Percent Valid Cumulative
Percent Percent
Valid Kesinlikle 13 10,3 10,3 10,3
katiimiyorum
Katilmiyorum [17 13,5 13,5 23,8
Kararsizim 3 2,4 2,4 26,2
Katiliyorum 45 35,7 35,7 61,9
Kesinlikle 48 38,1 38,1 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 5 5,3 5,4 5,4
katilmiyorum
Katilmiyorum |6 6,3 6,5 12,0
Kararsizim 3 3,2 3,3 15,2
Katiliyorum 41 43,2 44,6 59,8
Kesinlikle 37 38,9 40,2 100,0
Katiliyorum
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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26. Yanliglarin dizeltiimesi gereklidir.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 4 3,2 3,2 3,2
katilmiyorum
Katilmiyorum |3 2,4 2,4 5,6
Kararsizim 4 3,2 3,2 8,7
Katiliyorum 48 38,1 38,1 46,8
Kesinlikle 67 53,2 53,2 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Katilmiyorum |3 3,2 3,3 3,3
Kararsizim 2 2,1 2,2 5,5
Katiliyorum 40 42,1 44,0 49,5
Kesinlikle 46 48,4 50,5 100,0
Katiliyorum

Total 91 95,8 100,0

Missing System 4 4,2

Total 95 100,0
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27. Yanliglarin duzeltiimesi gerekli degildir.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 77 61,1 61,6 61,6
katilmiyorum
Katilmiyorum |37 29,4 29,6 91,2
Kararsizim 7 5,6 5,6 96,8
Katiliyorum |2 1,6 1,6 98,4
Kesinlikle 2 1,6 1,6 100,0
Katiliyorum

Total 125 99,2 100,0

Missing  [System 1 8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 45 47,4 48,4 48,4
katilmiyorum
Katilmiyorum 42 44 2 45,2 93,5
Kararsizim 1 1,1 1,1 94,6
Katihyorum 3 3,2 3,2 97,8
Kesinlikle 2 2,1 2,2 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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28. Yanliglarin her zaman dizeltiimesi gerekmez.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 42 33,3 33,9 33,9
katilmiyorum
Katilmiyorum |33 26,2 26,6 60,5
Kararsizim 13 10,3 10,5 71,0
Katiliyorum |23 18,3 18,5 89,5
Kesinlikle 13 10,3 10,5 100,0
Katiliyorum

Total 124 98,4 100,0

Missing System 2 1,6

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 27 28,4 29,3 29,3
katiimiyorum
Katilmiyorum |34 35,8 37,0 66,3
Kararsizim 21 22,1 22,8 89,1
Katiliyorum |9 9,5 9,8 98,9
Kesinlikle 1 1,1 1,1 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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29. Yanlisg duzeltimi ile ilgili 6gretmenim benim tercihlerimi g6z éniinde bulundurur.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 2 1,6 1,6 1,6
katiimiyorum
Katilmiyorum 9 7,1 7,4 9,0
Kararsizim 16 12,7 13,1 22,1
Katilliyorum 58 46,0 47,5 69,7
Kesinlikle 37 29,4 30,3 100,0
Katiliyorum

Total 122 96,8 100,0

Missing System 4 3,2

Total 126 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 1 1,1 1.1 11
katilmiyorum
Katilmiyorum |6 6,3 6,5 7,6
Kararsizim 23 24,2 25,0 32,6
Katiliyorum 42 44,2 45,7 78,3
Kesinlikle 20 21,1 21,7 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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30. Yanliglarim dizeltilince hata yaptigim yeri daha iyi anlarim.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 22 17,5 17,5 17,5
katilmiyorum
Katilmiyorum |8 6,3 6,3 23,8
Kararsizim 4 3,2 3,2 27,0
Katiliyorum 40 31,7 31,7 58,7
Kesinlikle 52 41,3 41,3 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

Valid Katilmiyorum [1 1,1 1.1 1,1
Kararsizim 4 4,2 4,3 5,4
Katiliyorum |51 53,7 54,8 60,2
Kesinlikle 37 38,9 39,8 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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31. Bazen yanliglarimin fazla dizeltildigini distntyorum.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 31 24,6 24,8 24,8
katilmiyorum
Katilmiyorum |54 42,9 43,2 68,0
Kararsizim 22 17,5 17,6 85,6
Katiliyorum 14 11,1 11,2 96,8
Kesinlikle 4 3,2 3,2 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 31 24,6 24,8 24,8
katilmiyorum
Katilmiyorum |54 42,9 43,2 68,0
Kararsizim 22 17,5 17,6 85,6
Katiiyorum 14 11,1 11,2 96,8
Kesinlikle 4 3,2 3,2 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0
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32. Dil duizeyim ilerledikge hatalarim ¢ogaliyor.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 18 14,3 14,4 14,4
katilmiyorum
Katilmiyorum |28 22,2 22,4 36,8
Kararsizim 29 23,0 23,2 60,0
Katiliyorum |38 30,2 30,4 90,4
Kesinlikle 12 9,5 9,6 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 18 18,9 19,4 19,4
katiimiyorum
Katilmiyorum |36 37,9 38,7 58,1
Kararsizim 30 31,6 32,3 90,3
Katiliyorum |7 7.4 7.5 97,8
Kesinlikle 2 2,1 2,2 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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33. Dil seviyem ilerledikge 6gretmenimin yanhglarimi dizeltme sekli degisiyor.

BEGINNER
Frequency |Percent Valid Cumulative
Percent Percent

\Valid Kesinlikle 3 2,4 2,4 2,4
katiimiyorum
Katilmiyorum 25 19,8 20,0 22,4
Kararsizim 21 16,7 16,8 39,2
Katiliyorum 47 37,3 37,6 76,8
Kesinlikle 29 23,0 23,2 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 .8

Total 126 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 4 4,2 4,3 4,3
katilmiyorum
Katilmiyorum 17 17,9 18,3 22,6
Kararsizim 27 28,4 29,0 51,6
Katilliyorum 37 38,9 39,8 91,4
Kesinlikle 8 8,4 8,6 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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34. Ogretmenim bana agik bir sekilde yanhs yaptigimi sdyledigi zaman hatami daha iyi
anliyorum.

BEGINNER
Frequency [Percent \Valid Cumulative
Percent Percent

Valid Kesinlikle 9 7,1 7,1 7,1
katiimiyorum
Katilmiyorum [16 12,7 12,7 19,8
Kararsizim |15 11,9 11,9 31,7
Katiliyorum 48 38,1 38,1 69,8
Kesinlikle 38 30,2 30,2 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency [Percent Valid Cumulative
Percent Percent

Valid Katilmiyorum (3 3,2 3,2 3,2
Kararsizim |8 8,4 8,6 11,8
Katiliyorum |57 60,0 61,3 73,1
Kesinlikle 25 26,3 26,9 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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35. Dil duizeyim ilerledikge hatalarim azaliyor.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
Valid Kesinlikle 5 4,0 4,0 4,0
katiimiyorum
Katilmiyorum (31 24,6 24,6 28,6
Kararsizim 23 18,3 18,3 46,8
Katiiyorum 45 35,7 35,7 82,5
Kesinlikle 22 17,5 17,5 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency [Percent \Valid Cumulative
Percent Percent
Valid Kesinlikle 3 3,2 3,2 3,2
katilmiyorum
Katilmiyorum |13 13,7 14,0 17,2
Kararsizim 21 22,1 22,6 39,8
Katiliyorum |39 41,1 41,9 81,7
Kesinlikle 17 17,9 18,3 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0

332




36. Ogretmenimin yanlis yaptigim zaman viicut dili ve/veya ses tonunu degistirerek
bana bir hata yaptigimi belirtir.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent

\Valid Kesinlikle 6 4.8 4,8 4,8
katilmiyorum
Katilmiyorum |15 11,9 12,0 16,8
Kararsizim 19 15,1 15,2 32,0
Katiliyorum |58 46,0 46,4 78,4
Kesinlikle 27 21,4 21,6 100,0
Katiliyorum

Total 125 99,2 100,0

Missing System 1 ,8

Total 126 100,0

LOW-INTERMEDIATE

Frequency |Percent \Valid Cumulative
Percent Percent

Valid Katilmiyorum (17 17,9 18,3 18,3
Kararsizim 11 11,6 11,8 30,1
Katiliyorum |52 54,7 55,9 86,0
Kesinlikle 13 13,7 14,0 100,0
Katiliyorum

Total 93 97,9 100,0

Missing System 2 2,1

Total 95 100,0
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37. Yanliglarim dizeltilirken bana direk olarak nerede hata yaptigimin sdylenmesini
isterim.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 3 2,4 2,4 2,4
katilmiyorum
Katiilmiyorum |8 6,3 6,3 8,7
Kararsizim 13 10,3 10,3 19,0
Katiliyorum 52 41,3 41,3 60,3
Kesinlikle 50 39,7 39,7 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 1 1,1 1,1 1,1
katilmiyorum
Katilmiyorum |5 5,3 5,4 6,5
Kararsizim 10 10,5 10,8 17,2
Katiliyorum |56 58,9 60,2 77,4
Kesinlikle 21 22,1 22,6 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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38. Ogretmenim bana agik bir sekilde yanhs yaptigimi séylemesi gerekmiyor.
Ogretmenimin ses tonu ve/veya vicut dilinden yanlis yaptigimi anliyorum.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 9 7,1 7,1 7,1
katilmiyorum
Katilmiyorum |23 18,3 18,3 25,4
Kararsizim 26 20,6 20,6 46,0
Katiliyorum |50 39,7 39,7 85,7
Kesinlikle 18 14,3 14,3 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 1 1,1 1,1 1,1
katilmiyorum
Katilmiyorum |24 25,3 25,8 26,9
Kararsizim 22 23,2 23,7 50,5
Katiliyorum |37 38,9 39,8 90,3
Kesinlikle 9 9,5 9,7 100,0
Katiliyorum
Total 93 97,9 100,0
Missing System 2 2,1
Total 95 100,0
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39. Ogrenmenin yollarindan biri de yanlis yapmaktir.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 5 4,0 4,0 4,0
katilmiyorum
Katilmiyorum |13 10,3 10,3 14,3
Kararsizim 14 11,1 11,1 25,4
Katiliyorum 149 38,9 38,9 64,3
Kesinlikle 45 35,7 35,7 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 1 1,1 1,1 1,1
katiimiyorum
Katilmiyorum |6 6,3 6,7 7,8
Kararsizim 14 14,7 15,6 23,3
Katiliyorum |38 40,0 42,2 65,6
Kesinlikle 31 32,6 34,4 100,0
Katiliyorum
Total 90 94,7 100,0
Missing System 5 5,3
Total 95 100,0
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40. Ogretmenim yaptigim her yanligi diizeltir.

BEGINNER
Frequency |Percent \Valid Cumulative
Percent Percent
Valid Kesinlikle 3 2,4 2,4 2,4
katiimiyorum
Katilmiyorum |6 4.8 4.8 7,1
Kararsizim 22 17,5 17,5 24,6
Katiliyorum |60 47,6 47,6 72,2
Kesinlikle 35 27,8 27,8 100,0
Katiliyorum
Total 126 100,0 100,0
LOW-INTERMEDIATE
Frequency |Percent \Valid Cumulative
Percent Percent
\Valid Kesinlikle 1 1,1 1,1 1,1
katiimiyorum
Katilmiyorum |6 6,3 6,5 7,6
Kararsizim 20 21,1 21,7 29,3
Katilyorum |54 56,8 58,7 88,0
Kesinlikle 11 11,6 12,0 100,0
Katiliyorum
Total 92 96,8 100,0
Missing System 3 3,2
Total 95 100,0
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41. Ogretmenim bir arkadasimin hatasini diizeltirken onu dikkatle dinlerim.

BEGINNER
Frequency [Percent Valid Cumulative
Percent Percent

Valid Kesinlikle 2 1,6 1,6 1,6
katilmiyorum
Katilmiyorum [10 7,9 7,9 9,5
Kararsizim 12 9,5 9,5 19,0
Katiliyorum 62 49,2 49,2 68,3
Kesinlikle 40 31,7 31,7 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency [Percent \Valid Cumulative
Percent Percent

Valid Katilmiyorum |1 1,1 1,1 1,1
Kararsizim |8 8,4 8,7 9,8
Katiliyorum |59 62,1 64,1 73,9
Kesinlikle 24 25,3 26,1 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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42. Ogretmenimin hatalarimi dizeltme seklinden memnunum.

BEGINNER
Frequency [Percent Valid Cumulative
Percent Percent

Valid Kesinlikle 4 3,2 3,2 3,2
katilmiyorum
Katilmiyorum |5 4,0 4.0 7.1
Kararsizim 9 7.1 7.1 14,3
Katiliyorum 48 38,1 38,1 52,4
Kesinlikle 60 47,6 47,6 100,0
Katiliyorum

Total 126 100,0 100,0

LOW-INTERMEDIATE

Frequency |Percent Valid Cumulative
Percent Percent

Valid Katiimiyorum (1 1.1 1.1 11
Kararsizim 7 7,4 7,6 8,7
Katiliyorum 44 46,3 47,8 56,5
Kesinlikle 40 42,1 43,5 100,0
Katiliyorum

Total 92 96,8 100,0

Missing System 3 3,2

Total 95 100,0
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